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This thesis aims to theorise anti-Black racism in China on the basis of an empirical study of the experiences of Black English teachers. It aims to address the reality of racism in China’s English education industry in order to reflect on the racial ideology in wider Chinese society. Informed by the conceptualisation of English language education as a race-making technology inherited from colonialism (Wang, 2024), this thesis investigates whether coloniality fosters anti-Black racism in China. Yet rather than adding to the body of studies on Chinese people’s racist treatment of Black people in China, this thesis focuses on the victims of racism: Black people and their experiences. Drawing upon eleven in-depth semi-structured interviews and one diary study document, the thesis offers three main findings. Firstly, in their professional lives, Black English teachers face systemic racism from both governmental visa policies and individual school regulations during recruitment as well as teaching. Secondly, in their personal lives, all participants have encountered microaggressions and explicit racial slurs on a daily basis; some have experienced racially and sexually motivated attacks but received no protection from the police. Lastly, enactments of racism against Black people in both personal and professional settings have a common feature: the manifestation of a racial hierarchy in which White people are ranked first, Chinese people second, and Black people last. This racial classification reflects the colonial temporality in Chinese society in which China is placed behind Western modernity and ahead of the rest of the world (Meinhof, 2017). This ranking of modernisation stages signifies the ranking of peoples, such that White supremacy is upheld and anti-Black racism perpetuated. This thesis provides a theoretical framework essential for future research on racism in China. It aims to make a decisive contribution to the transnational sociology of race and racism, China studies, postcolonialism, and decolonial theory by mapping out the position of modern China in the global paradigm of race and coloniality. 
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[bookmark: _Toc195794071]1. Personal Story & Motivation
After graduating from high school in 2013, I took a gap year. I moved to Wuhan and enrolled on a course in an English training centre. I was preparing to attend university abroad. The language centre advocated for an immersive pedagogy for learning English. This was how I forged friendships with many classmates and teachers. Among the close friends, I was especially close with an African-American teacher, my “previous” English teacher. We would hang out to have meals and drinks and throw house parties listening to Beyoncé and Stevie Wonder and watching RuPaul’s Drag Race. There was a lot of music, great food, joy, and laughter. We talked about gossip, life philosophies, and aspirations. He taught me so much of the English language that I could not have learnt from textbooks. To me, he was more than an English teacher, more like my best friend. Our friendship lasted much longer than the year he taught me English and was deeper than a teacher – student relationship. This is why I call him my “previous” English teacher. In 2014, I moved to the UK, but our friendship remained strong throughout the years. 
During that gap year, I had the best times. However, I also witnessed some unpleasant (to say the least) incidents happen to my best friend. For example, one day, we were walking down the street. Directly walking towards us, there was a young Chinese couple. The Chinese woman saw my friend, immediately grabbed her boyfriend’s arm and hid behind him. While she was hiding, her eyes were laser focused on my friend as if he was a threat, an abnormality about to harm her. I could see the fear in her eyes. She was scared of his Black skin. She had taken cover so quickly and was staring at my friend so intensely that he and I were shocked. Her boyfriend, the Chinese man was so confused by what was happening, unsure, it seemed, as to why his girlfriend suddenly needed to hide behind him. He appeared to think that she was acting strangely. He had an awkward smile on his face as he glanced at my friend and me. The woman stayed behind her boyfriend and kept staring at us until we walked past each other. 
The whole incident happened in less than a minute, but it lasted an eternity in mine and my best friend’s perception. 
In the Autumn of 2024, my best friend and I had a catchup call and I asked him about this racist encounter. He responded: “yes, I remember it, because it was that blatant!” He did not know if it was because he was a foreigner or because he was Black. He asked: “if I was a White foreigner, would she still try to hide behind her boyfriend?” I was quite sure: “no, if you were White, I don’t think she would hide at all.” She probably would have still stared, but without fear – perhaps with curiosity in her eyes instead. 
Unfortunately, at the time of the incident, I did not know that what I had witnessed was racism. I did not know how to make sense of what I had seen and experienced, and I certainly did not get to call it out. But I did know that it was absolutely wrong for that Chinese woman to act out in that way. Her reaction made my best friend and I feel very uncomfortable. It was an act of racist aggression, and the gesture was not entirely reducible to micro-aggression either. 
In 2016, I began to study sociology. That same year my idol Beyoncé released her album Lemonade. I got to learn more about sociology from Black critical thinkers through Beyoncé’s music, such as Patricia Hill Collins, Angela Davis, James Baldwin, and Toni Morrison. As a result, I gained a much deeper and nuanced understanding of sociology. I became capable of knowing that what my best friend and I had encountered was racism. I was angered by what I had witnessed by my best friend’s having been targeted and victimised by blatant anti-Black racism in my home country. I found it unacceptable that my best friend had been treated like this. This anger compelled me to research racism in China. It is particularly important to me because I wanted to understand the society in which I had grown up better. My best friend’s experiences of anti-Black racism inspired me to look for explanations and answers of how racism manifests in Chinese society. Sociology offers a wealth of theories for me to make sense of racism in China, which opened doors for my PhD project. 
In this introduction chapter, I will introduce and discuss four aspects. I will start with a brief and precise contextualisation of the field of researching racism in China. Second, I will introduce my research questions, key concepts and theories, and methods deployed for this thesis. Then, I will summarise the findings and address the contributions that my thesis will make. Finally, I will outline the thesis, summarising the content of each chapter. 
[bookmark: _Toc195794072]2. Research Context
This PhD thesis aims to theorise anti-Black racism in China by studying Shanghai-based Black English teachers’ experiences of racism in both their personal and professional lives. In doing so, this thesis intends to reflect the racial hierarchy, ideology, and enactments in wider Chinese society. For China to become an increasingly popular and attractive destination for study, work, and tourism, foreign people interacting with Chinese people becomes less rare but more frequent. Haugen and Speelman (2022) speculate that the influx of foreign nationals could be a strong labour force to benefit Chinese society which faces low birthrates and elderly population. Currently, there are 1.4 million overseas residents in China and this number is continuously growing (Haugen and Spellman, 2022). However, the acceptance of foreign labour is closely connected to, mediated with, and dependent on how Chinese people treat the racial and ethnic relations between Chinese and foreign nationals, especially non-White foreigners. 
The patterns of migrations to Shanghai have been shaped by its colonial history since the 1840s. The autonomy of colonial concessions demonstrated advantages in hosting municipal operations regarding immigration and settlements, giving rise to the population of domestic migrants and international settlements (Sun, 2022). For the past two decades, Shanghai hosts domestic Chinese migrants mainly in its city centre where former French concession and other former colonial zones were located (Liao and Wong, 2015). Foreign nationals in Shanghai seems to be living in specific and highly segregated districts, not necessarily in the city centre, such as Japanese migrants collectively living in Gubei (Wang et al., 2019). International immigrants in Chinese metropolis at large follow the same spatial patterns of residential segregation, for example, in Beijing, gated foreign resident complexes near their respective embassies are common; in Guangzhou, Black African communities are generally located in Xiaobei (Lan, 2016; Wang et al., 2019). Rehoming foreign residents in China is a result of shaping China to become an ideal destination for international immigrants, especially Global South countries, which resonates with Chinese geopolitical ambitions (Zhu and Qian, 2021). Black people from Sub-Saharan African countries as Global South countries are welcome in principle by the Chinese government. However, their received “supra-citizen preferential treatment” attracted much criticism and resentment domestically in China, portraying foreign people, especially Black people from the Global South undeserving recipients of Chinese social, political, and educational benefits (Zhu and Qian, 2021, p. 2686). Those criticisms have been highly visible in China since the 1980s demonstrated in Chinese universities’ campuses, fostering what is experienced by Black foreigners a vital racialised reality in Chinese society. Therefore, studies of the experiences of foreign people, especially Black people working and living in China in the lenses of racism is highly vital. 
As I reviewed the literature when I started researching for a PhD proposal, I found that research of the topic of anti-Black racism in China was rather one-sided: the literature tended to emphasise how racist Chinese people are towards Black people, but there was little insights into how Black people actually experience racism in Chinese society. Many studies had missed opportunities to paint a more complete picture by presenting the victims of anti-Black racism – Black people and their experiences. I will explain my points briefly next. 
First, China studies on racism in Chinese society is imbalanced in how it treats the semi-colonial past of Chinese history, and hence produces flawed theories for understanding racism in China. The field of researching racism in China was initiated by historian Frank Dikötter (1992). His historiography of racial discourse in modern China was a key contribution to understanding how racism in China might have originated in Chinese cultures. Subsequent studies have treated Dikötter’s theory uncritically and maintained that racism in Chinese society must be a consequence of Chinese traditional values (Castillo, 2020; Cheng, 2011; Frazier and Zhang, 2014; Friend and Thayer, 2017; Henry, 2020; Huang, 2020; Hsiaopong, 2013; Liu and Self, 2020; Lufrano, 1994; Martin, 2020; Mullaney et al., 2012; Sautman, 1994; Shih, 2013; Sullivan, 1994; Yoshihiro, 2007).
Chung (2014) argues that Dikötter should have considered China’s semi-colonial past as an alternative historical narrative that colonialism might have imported racial ideology into and imposed it onto Chinese culture. Dikötter’s theorisation might be traced back to a paradigm of China-centred historiography (Barlow, 1993; Cohen 2010; Klein, 2012). In other words, a methodological nationalism dictates the understanding of China as being unchangeable and completely isolated from any external threats (Barlow, 1993; Duara, 1995). In short, China stays the same no matter what was inflicted on it (Barlow, 1993). This China-centred historiography includes a dismissal and complete rejection of China ever being a former colony. It thus rejects the idea that modern Chinese society is postcolonial and that racism in modern China is a consequence of colonialism. Only two articles published recently by Wang (2024) and Zhang (2024) have argued that China’s status as a former semi-colony must be considered when researching racism and racial discourse in Chinese society. Their theses respectively act as counterarguments to the mainstream studies that have judged China as non-colonial, therefore rejecting the notion of Chinese culture being inherently racist. 
Second, researchers tend to focus more on White people’s experiences of racialisation and racial violence in China, or Chinese people’s racist ideology and enactments towards foreign nationals. Black people are not typically in the focus of existing studies. In the last decade a number of scholars (Castillo, 2014; Huang, 2020; Lan, 2015, 2016, 2019; Su et al., 2022) have conducted research on racism in Guangzhou specifically, with a focus on Black African people and their experiences of racism. Topics have included daily interactions between Black African traders and domestic Chinese migrants, Chinese – Nigerian romantic relationships and marriages, an investigation of how meanings of race changed in the context of China as a rising global superpower, evictions of Black African people in the Guangzhou African community during the COVID-19 pandemic in 2020, and African-Chinese mixed-race children and their identities of Chineseness. All these studies took place in Guangzhou, since there is a large community of Black African traders, business owners, international students, and their family members from Sub-Saharan African countries. 
However, Lan (2016), for example, one of the pioneers in studying Black African experiences of racism, seems to be the only scholar so far who has centred racial theories, for instance, critical racial theory, in their theoretical framework. Lan’s subsequent efforts to research racism in China have not been consistent in theorising race from a global perspective. There remains a gap in the theorisation of racism in China, which invites more integrated global perspectives into the discussion. 
Camenisch (2022) reports that previous studies on the experiences of foreign nationals in China took place in Shanghai and focused on English educators (Lehmann and Leonard, 2019; Stanley, 2013). She highlights that previous research on Westerner’s experiences has been skewed towards White Americans (Camenisch, 2022). I agree with her criticism and would like to add that previous research on foreign nationals or Westerners for investigating racialisation focused on White people and Whiteness. Even Camenisch’s (2022) article focuses on European migrants and their Whiteness in China. Blackness, Black people, and their experiences of racism are largely absent from existing studies.  
Lastly, English education has been empirically shown to be an important space for researching racism, racial discourse, and racialisation. China’s English education is particularly fertile for producing knowledge of racism against Black English teachers in order to show racism in Chinese society. Since the Open and Reform ear in late 1970s, English education has been tied with Chinese modernisation project, signifying its importance to the development of China’s economy and society (Bolton and Graddol, 2012; Guo, 2013). Lam (2002) notes that, since then, the impending membership of World Trade Organisation in 2001, hosting the 2008 Summer Olympic Game in Beijing, and 2010 World Expo in Shanghai have compelled China to consider utilising English education in order to building Chinese international reputation. Guo (2013) suggests that these international events accelerated the planning of English as a discipline into Chinese educational curriculums. It is recorded that, in 2001, English become a compulsory subject from Grade 3 (age 8) in primary schools and upwards throughout Junior Highs and High schools (Guo, 2013). Due to market forces, non-compulsory English courses before Grade 3 become popular, leading to the births of bilingual kindergartens and international primary schools. Private tutors and training centres also become trendy in order to get ahead (Tu, 2022). English is a compulsory subject in National University Entrance Examinations, also known as Gao Kao. University students who do not study English as their main degree will take College English Test Band 4 (CET-4) as a requirement for graduation, and a compulsory condition for moving onto postgraduate degree courses. English degree, on the other hand, requires a Test for English Majors 4 (TEM-4) in order to graduate, which is considered more difficult than CET-4. For graduates’ employment prospective, both CET-6 and TEM-8 are encouraged for students of English degrees or non-English degrees to take. 
As an industry that generates billions of revenues in RMB every year, China’s English education tend to reflect on the social capitals and class divisions in Chinese society. Tu (2022) notes that wealthy Chinese families view an education prepared for higher education abroad, which includes bilingual or international schools that prepare international undergraduates, is valuable investments for exchanging their current economic capitals for symbolic, social, and cultural capitals. As Tu (2022, p. 826) asserts, “The Chinese urban upper-middle class, …, considers education in the Western capitalist societies as a desirable and positional good, as well as a strategic move toward securing privileged class positions by acquiring global, social, cultural, and symbolic capital”. On the other hand, the ability to use and speak English becomes a yardstick to measure one’s value in employment market. That is, the more competent one’s English language skills are, the higher the income one tends to receive (Tu, 2022). The ability to speak and use the English language in Chinese society therefore become a class signifier that perpetuates wealth gaps and class divisions. Along with racialised categorisations between Chinese and foreign nationals, those who speak English, including foreigners, are supposed to be of higher value. For instance, foreign teachers of English are treated with higher income than their Chinese colleagues. Chinese families which are able to afford foreign teachers can therefore exchange their economic capital with the social and cultural capital brought by foreign teachers. It is therefore evident how central English language is in Chinese educational, social, and even political structures in negotiating and building modernity in China. 
When Camenisch (2022) implies that there is a possible saturation of studies of race in the English language teaching (ELT) industry in Shanghai, she indicates that this industry in Shanghai has been a location for rigorous empirical research for understanding foreign nationals’ lives in China. Wang (2024), in her studies of how White supremacy oppresses Chinese female English teachers in China’s ELT industry, asserts that the English language functions as a racialising technology that situates the raciality of Chineseness in a global sense in relation to Whiteness. What is revealed in the sector of China’s English education eventually reflects the racial discourse and racism in the wider Chinese social context. It is also a space where Chinese people have access to interactions with foreign nationals on a daily basis. 
Hence, to produce a more comprehensive and cohesive knowledge structure of anti-Black racism in China, I decided to conduct research with Shanghai-based Black English teachers, shifting the focus to Black people and their experiences of racism in both their personal and professional lives. Shanghai was intentionally chosen due to the coloniality left behind by transnational colonialism operated by British colonialists and many other Western colonial powers in forms of a Shanghai Municipal Council since the First Opium War in 1840s (Jackson, 2018). Even until the present time, the economic, financial, and commercial infrastructure and status of Shanghai initiated by Western colonial powers still participate as a vital player in the global capitalist system (Li, 2013). Previous researchers choosing Shanghai as their fieldwork site have shown that this city is the ideal place for studying racism in China (Lehmann and Leonard, 2019; Stanley, 2013). 
To contextualise the research foci of this thesis, I introduced the point that previous research has failed to incorporate colonialism and coloniality into the theorisation of racism, and that previous efforts to research Black experiences of racism in China with rigorous racial theories have been relatively flawed. I also solidified the fact that previous studies conducted in China’s ELT industry to show racism and racial discourse allows my thesis to study anti-Black racism in China. The following section will introduce key concepts and theories in this thesis. 
[bookmark: _Toc195794073]3. Key Concepts & Methods
As stated above, many scholars have accepted the orthodoxy that anti-Black racism and racial ideology are inherent to Chinese culture. Yet, attributing racism entirely to Chinese cultural traditions seems to be an incomplete argument that omits significant critical junctures in Chinese history. This thesis contends that colonialism should have been considered an important factor in producing racism in China. I have drawn on decolonial theories, which suggest that racism is the key feature and consequence of the colonial paradigm and coloniality. Moreover, English education and the English language will be treated as an important colonial instrument in continuing coloniality. Much empirical and theoretical literature conceives of English education as a racialising factor for non-English-speaking countries, including China. This thesis thus argues that racism in the English education industry in China reveals attributes of racism in the wider context of Chinese society. In order to rigorously document, examine, and analyse anti-Black racism in China, I deployed qualitative research methods. In this short section, I will briefly introduce decolonial scholarship and postcolonialism as my main theoretical underpinnings, and the qualitative methods of semi-structured interviews and diary studies as my main research tools. 
This thesis deployed decolonial theories for defining fundamental conceptions of epistemological racism and racial classifications. Mignolo (2021) asserts that racism is an epistemological issue. It has no association with human ontology. Race is a concept for classifying people and racism is built upon racial classifications (Mignolo, 2021, p. 94). Race was a key element in differentiating the colonisers and the colonised (Quijano, 2007). The concept of race exists beyond the distinction of superiority and inferiority since it was constructed on the notions of biological and geographical attributes as well as capitalist labour distributions (Quijano, 2007). 
Race is fundamental to the axis of the conception of the coloniality of power (Quijano, 2000). It was during the colonisation of the American continents that race became the main idea for putting humans in a hierarchy (Quijano, 2000). The categorisation established dominant White European people and dominated people of colour as “basic criteria to classify the population…” (Quijano, 2000, p. 216). The coloniality of power centres race as a basic element that shows the racialised division of work in global capitalism, the racialised geo-/bio-political identities, the control of productive resources in a Eurocentric structure, and the social relations reinforcing White privilege (Quijano, 2000). Coloniality constructs the modern world by constructing a narrative that rests on Eurocentrism (Mignolo, 2008). Modernity and coloniality inevitably constitute each other by epitomising the superiority of the West and its monopoly on the present time (Maldonado-Torres, 2016). In the paradigm of coloniality/modernity, I argue that the First Opium War in the 1840s initiated the modern era of China, which was a critical juncture that highly likely introduced ideas of race into Chinese society. This was ignored in many China-centred historiographies (Barlow, 1993; Klein, 2012). This modernisation was precisely accompanied with Western colonisation (Wang, 2024; Zhang, 2024). The conceptual dualism of modernity/coloniality thus becomes useful in understanding race and racism in Chinese society. In this thesis, I will use the notions of epistemological racism and its associated racial classifications developed in decolonial scholarship to examine the racism and racial ideologies in Chinese society. 
On the other hand, this thesis approaches English education in China through a postcolonial lens. Phillipson (2017) notes that English has become the dominant language in many domains around the world, such as academia, finance, and diplomacy. He argues that the English language received this status because of the US strategy in leading its linguistic imperialism (Phillipson, 2017). English education becomes an irreplaceable factor in realising the imposition of the English language on race-making people of colour (Wang, 2024). Pennycook (2002) argues that English education is central to the expansion of colonialism. As a result, the English language teaching becomes a profession and a global industry (Phillipson, 2017), which is adherent to coloniality (Mignolo, 2021; Tupas, 2022). Native-speakers of English from British-Australasian-North American countries become the standard of English education, consequently forging imaginaries of Whiteness to be the only authentic representations of the English language (Holliday, 1994; Bhabha, 1984). White supremacy perpetuated in English education also infiltrated China’s ELT industry. The racialisation of the Chinese themselves and of others is unavoidably taught by instructing English (Wang, 2024). These key concepts will be explained in more details in Chapters II and III. 
Informed by my systematic review of literatures in Chapter II and a detailed construction of the theoretical framework in Chapter III, I have designed four research questions: 
1. In what ways do Black people experience anti-Black racism in China?
2. What role does the racial identity of Shanghai-based Black English teachers play in their lives, especially in their workplaces?
3. To what extent does native-speakerism informed White privilege appear and operate in China’s ELT industry?
4. What might the experiences of Shanghai-based Black English teachers reveal about the social realities of race and racism in China?
In order to answer these four questions, I deployed a phenomenological approach paired with a social constructivist paradigm. For extensively documenting and analysing experiences of anti-Black racism, I decided to use semi-structured interviews and a diary study as research methods. From April 2022 to September 2022, I conducted eleven semi-structured interviews and one diary study with eleven Shanghai-based Black English teachers. Seven out of eleven are from a North American country, the USA, and the rest of the four are from South-Saharan African countries. All interviews were conducted on videoconferencing platforms, for example, Zoom. The interview questions were open-ended. Thematically, I prepared the interview questions to cover their experiences of anti-Black racism in both their personal and professional lives in light of Black Lives Matter Movement and COVID-19 pandemic, and I encouraged comparisons to their experiences in their home countries. 
In the following section, I will briefly demonstrate the findings of my thesis and what contributions my thesis makes to the current scholarship of the sociology of race and racism and China studies. 
[bookmark: _Toc195794074]4. Findings and Contributions
The most significant contribution of this thesis is an empirically informed, cohesive, and synthesising theoretical framework for future research on racism in China. To support this claim, I summarised three findings: 
First, I demonstrate that Black English teachers are marginalised and oppressed in China’s ELT industry, which is similar to other countries where English is a foreign language. In this industry controlled by native-speakerism, because the English language is commonly associated with Whiteness, Black English teachers struggle a “double consciousness” (Du Bois, 2007), which is characterised by the conflict of identities of being Black and native-speakers of English, even if their nationality might be Anglophone. Black teachers are judged as inauthentic teachers and representatives of English education. The hierarchy of qualified English teachers, then, is constructed on the racial identities of teachers, rather than their professional qualifications. A hierarchy in which Black English teachers are placed under White teachers regardless of qualification has shaped the idea that Black teachers are undesirable. 
Second, Black teachers’ experiences of racism in the ELT industry resonate with how they experience the racial hierarchy in their personal lives in China. Black people realise that their Blackness is placed under both White supremacy and Chinese superiority while Chinese people are also subjugated under White people. This racial hierarchy largely resembles the Chinese colonial temporality which understands and classifies cultures and peoples by their stages of modern development on an imagined linear timeline. The West defines the end of this timeline as modernity. While the Chinese are considered behind and developing, Black people are considered primitive and undeveloped. This racial hierarchy permeates Black English teachers’ professional and personal lives in China. 
This leads to my final key finding. China’s racial hierarchy places Black people below the Chinese’s superior position while both are imagined to be beneath White supremacy. Based on Barlow’s (1993) argument about colonial modernity in China and Mignolo’s (2008) understanding of the colonial timeline, China’s colonial temporality is essential for conceiving of Chinese society as a postcolonial society. This decisively characterises China’s racial hierarchy and anti-Black racism as vital features of coloniality present in Chinese society. This coloniality judged Blackness as sub-ontological, which deemed Black people superfluous, as shown in the notions of “killability” and “rapeability”. Black people historically faced violence and brutality essentially driven by racially and sexually charged motivations. China’s law enforcement fails to protect Black people and their safety. Black people have also been accused of being “uncivilised” and “low quality”, which invites racism towards Black people as if these human traits justified racism. Those accusations are essentially colonial projections derivative of postcoloniality deeply interwoven into the social fabrics of Chinese society. 
[bookmark: _Toc195794075]5. Thesis Outline 
In this section, I will offer an outline of my thesis detailing the contents of each chapter. 
The next chapter, Chapter II, will offer a systematic review of literature relevant to my research. This chapter will start with a critical discussion and examination of Frank Dikötter’s seminal work – The Discourse of Race in Modern China in order to problematise his theorisation of racism in China. Next, I will review studies on how race is viewed and White hegemony is enacted in China’s ELT industry. Finally, I will examine empirical and historical studies of racism in China in three areas: campus racism, cyber racism in China, and the racism in Black African community in Guangzhou. 
In Chapter III, I will provide a comprehensive reconstruction of theoretical devices, such as decolonial theories, postcolonialism, Black feminism, and sociolinguistics in order to help understand and analyse my collected data. I will use decolonial theory to historicise and define the origin of race and racism as well as coloniality. I will resort to postcolonialism to assist decolonial scholarship in identifying the instrumental role the English language played in colonisation. Finally, I will deploy Black feminism, everyday racism, and intersectionality to build a structure for understanding the experiences of Black people living in Chinese society. 
Chapter IV will introduce, discuss, and justify my choices of using qualitative methods and methodologies for researching racism in China. In my research, I deployed a phenomenological approach with semi-structured interviews and diary study as methods. I will justify my use of phenomenology by arguing that my research centres the subjective experiences of my participants while I critically introspect my own subjectivity and positionality. This chapter will detail how my fieldwork proceeded during the pandemic and how I transcribed and coded the data collected. I will close this chapter by discussing ethical issues, my positionality, and the limitations of this thesis. 
Chapter V entitled Anti-Black Racism in China’s ELT industry is the first chapter of empirical data analysis of this thesis. I aim to discuss anti-Black racism in China’s ELT industry in order to reveal the racial ideology rooted in wider Chinese society. This chapter will first focus on Black teachers’ experiences of racism during the recruitment process. I will then focus on how native-speakerism constructs ideas about what a legitimate English teacher should look like by discussing qualifications and racial identities, Black teachers’ “double consciousness” in the paradigm of native-speakerist industry, the hierarchy of desirable English teachers according to their race and nationality, and finally how White supremacy enacted by Chinese people is dictating the racial discourse in teaching English. 
Chapter VI – The Everyday Dehumanisation of Black People in China will start with a focus on how the colonial temporality defines a racial hierarchy in Chinese society. I will analyse how this temporal and spatial hierarchy of different people essentially ranks them based on racial identities by describing their distance to Western modernity. Based on this insight into racial hierarchy, this chapter will apply the decolonial conception of sub-ontological colonial difference to the experiences of Black people living in China. This chapter will expose the postcoloniality deeply rooted in Chinese society and how Black people are treated, viewed, and labelled. This chapter will conclude with a discussion on how Black experiences of racism are intrinsically connected to geo-/bio-politics. 
Chapter VII – Resistance against Racism, will examine different forms of resistance against racism in China practiced by Shanghai-based Black English teachers. Specifically, I have categorised them into three groups. First, I will discuss how a diverse representation of Englishes spoken by people of different nationalities and races is delivered in the English classes designed by Black teachers. This amounts to resistance to the prevalent White supremacist driven racism against Black teachers by humanising non-White English-speakers to Chinese students. Second, I will analyse how Black English teachers speaking their own accents and not conforming to the industrial standard of an English accent is a form of resistance. It also entails resistance against White supremacy enacted and perpetuated by the ELT industry. Finally, I will report that Black people experiencing, feeling, and expressing joy in the forms of laughing, dancing, and singing in an environment hostile towards Black people is a form of resistance against racism. 
Chapter VIII will present my conclusions. I will summarise the entire thesis by reiterating what each chapter focuses on and how they contribute to my main arguments. In doing so, I will also explicate what contributions my thesis has made and how important they are to the research of racism in China. Specifically, this chapter will show the extent to which my thesis contributes to the theoretical development of decolonial theories, postcolonial studies, the sociology of race and racism, and China studies. It will also make a methodological contribution by including previous ignored demographics and videoconferencing platforms for conducting research about race and racism in China. This chapter will clarify once more the main arguments of my thesis, explicating how the arguments are situated and connected with each other. 




 












[bookmark: _Toc195794076]Chapter II: Literature Review 
This PhD thesis investigates Black English teachers’ experiences of racism in China. This chapter aims to review relevant literatures in the field of researching racism and racialisation in Chinese society. It will be divided into four sections, respectively commenting on the literatures of racism in English education and racism against Black people in China. The first section presents an overview of current publications in the field of racism in Chinese society. Then I will specifically focus on Frank Dikotter’s initial work on exploring racial discourse of Chinese culture. Thirdly, I will review recent publications on the English language teaching industry in China, analysing the racialisation of English teachers and racial discourse in China’s English education. In the final section, I will examine articles studying Chinese people’s racist treatments of Black people. Specifically, articles on campus racism, studies of the African diaspora community in Guangzhou, and cyber racism will be reviewed. 
[bookmark: _Toc195794077]1. Overview
There is a wide range of racially and colonially charged and motivated discriminative ideologies and discourses existing in Chinese society. Many researchers have highlighted anti-Black racism, which is also the foci of this thesis. Also, there are ethnicism against domestic ethnic minorities, especially Tibetans and Uyghurs (Anand, 2019). This form of racial ideology also often pairs with Islamophobia against Chinese Muslims, such as Hui people and Uyghurs (Anand, 2019). Japanese and Western White people in general face China-centred racial ideologies, for instance, xenophobia, against them in China by positioning them as historical enemies. They are also often viewed as contributors of Chinese development toward modernity, conflicting with xenophobic discriminations against them (Sautman, 1994). Reginal discriminations against Chinese people from different provinces between urban and rural areas, though not according to biologised human racial markers, relies on equating rural poverty to inferiority and urban development to superiority (Huang, 2020). After all, anti-Black racism still poses as the most visible form of racially and colonially charged discriminatory ideology as Black people are the non-Chinese, non-Western others in Chinese society. 

In this thesis, key ideas like Blackness, Whiteness, and anti-Black racism are defined according to the decolonial school of social theory. Walter Mignolo (2021) historicises race as a mental category in which biological racial characteristics only existed in episteme, not ontological reality. Anibal Quijano (2000) noted that the ideas of race was not incubated in anywhere around the world before the 16th century colonisation of the Americas. Nelson Maldonado-Torres (2007) also asserted that the meanings of race have been changing since then. But it reached the height observed in current society since the 19th century with assistance of race pseudoscience. 

According to Mignolo (2021), racial categories are defined based on racial markers, such as facial feature like skin colours, hair colours and textures, eye colours, shapes of nose, eyes and lips, and sociopolitical labels such as developing or developed and civilised or primitive. White people being treated as the ideal and default standard of human race hence superior, while all other races are inhuman thus inferior. Whiteness is invisible as its invisibility is exactly why Whiteness maintains power (Suchet, 2007). Whiteness therefore builds upon its own centrality and racial categorisation of other non-European descents. White supremacy is rested on the exploitation of the non-White races. Anti-Black racism therefore denotes the discriminatory enactments, ideologies, and discourses against people who are racialised as Black because of their assumed inferiority to the society. 

An extensive body of interdisciplinary scholarship has already studied how anti-Black racism manifests in Chinese society. In this section, I will provide a brief overview of the literatures that I will discuss, examine, and review in this chapter, offering my reasoning of why they are chosen, how they are relevant to my research, and in which my thesis is situated. There is very little literature on racism in China written in the Chinese language. Most Chinese researchers have predominantly focused on domestic ethnic relations rather than racism against non-Chinese foreign nationals, which is also written in English. So, in this chapter, I will solely focus on literature published in English. 

For researching racism in China, there are three subfields. First, methods of historical sociology have been deployed in order to understand the origin of racial classifications and racism in China, for instance, Frank Dikötter (1992) and his historiography on the racial discourse in Chinese culture and Cheng (2019) and his theorisation of racial ideologies in China which is based largely on Dikötter’s work. Both Dikötter and Cheng set the foundation of the current scope of research on racism in Chinese society. They have been widely referred to in subsequent studies about racial discourse and racially motivated conflicts, incidents, and violence in China. Due to their influence and contribution, I will review their theorisation of racism in China. 

Second, I will discuss literatures on reporting and analysing racism in English language teaching (ELT) industry in China, for example, Shanshan Lan (2022) and her study of White teachers and their precarious labour, Angela Lehmann and Pauline Leonard (2019) and their study of English education in remote Chinese cities, as well as Shuling Wang (2024) and her study of White supremacy in China’s ELT industry. Many studies on how English education disseminates colonial and racial ideologies have not focused on that in Chinese society. At the same time, many studies that have drawn attention to English education in China have not researched issues of racism inflicted on English teachers. The aforementioned three studies are the only three that have covered racism, English education, and China. Therefore, I will focus on reviewing these three publications. 

lastly, many applied sociological studies on racism in China have been divided into four foci, namely “campus racism” happened in the late 1980s in universities in China (Lufrano, 1994; Sullivan 1994; Sautman, 1994; Cheng, 2011), racism prevalent on cyber spaces (Ouassini et al., 2022; Pfafman et al., 2015), racial relations in the Black African community in Guangzhou (Huang, 2020; Lan, 2015, 2016, 2019), and diplomatic and commercial relations between China and countries in Africa. Apart from a few studies that focused on Black African community in Guangzhou, all other research foci have all omitted how Black people experience racism in Chinese society while amplifying Chinese people’s racism. Even so, those studies of Black African people in Guangzhou are not consistent in framing their study in racial theories or any decolonial and postcolonial theories when those racial conflicts manifest with characteristics identical to that in Western societies. 

In order to narrow down the range of studies relevant to my study, I have made two conditions in selection of empirical studies: first, rather than in any other foreign countries where Chinese migrants could be racist towards Black people, the research to be reviewed should be about anti-Black racial conflicts, practices, and discourses in China, for example, China’s ELT industry. Second, the studies to be reviewed should have involved Black people living in China as participants and about their experiences of racism in Chinese society. Empirical literatures that will be reviewed in this chapter will then conform to these two conditions. 
	
[bookmark: _Toc195794078]2. Discussions of Race and Colonialism in China
For an understanding of the racial discourse in China, a close reading of the dominant theories of this topic should be provided first. I will begin the chapter with an examination of theories developed for understanding racial thinking in China from a historical-sociological perspective, for example, publications by Frank Dikötter and Yinghong Cheng. In this section, I aim to deliver a critical reading of Dikötter and Cheng on their theorisations of racism in China. I attempt to argue that, in their dismissal of colonialism in their analyses of Chinese modern history, Dikötter and Cheng’s theories are wrong about how race and racism in current Chinese society are rooted in Chinese traditional culture. Additionally, by arguing so, I intend to mobilise decolonial scholarship to emphasise the need – and show how – to incorporate social theories on race and racism developed in the Western context into this review. 

Research on racism in China has a long tradition of referring to the work of Frank Dikötter (1992), whose work has made seminal contributions to understanding the discourse of ‘race’ in premodern Chinese culture and to determining what racism is in modern China. His work is a serious attempt to demonstrate that a non-Western country and a society not widely considered a colony – in this case, China – can be ‘racist’. Dikötter (1992, p. 2) has conducted extensive research into premodern literature and found that there were a plethora of references to ‘barbarians’ who resided in all direction and areas in the periphery of the land of China. The so-called barbarians were merely people who did not have a stable and agricultural life in that land, so they were considered to be living in an uninhabitable and impure, therefore inferior space, contrary to the people living in China, which was culturally a place of stability, prosperity, and wealth. From the 17th century onwards, frequent violent or peaceful interactions were taken place between the pure Chinese and the impure barbarians including the Manchus who were the ruler of the Qing Dynasty, resulting in a reinforcement of those references in cultural prejudice (Dikötter, 1992, p. 26). Based on an analysis of a sizeable body of historical literatures throughout Chinese history, Dikötter (1992, p. 29) was able to draw the conclusion that those ‘racial’ categories of barbarism at the geographical periphery of China were not confined to the discursive margins of Chinese racial thinking and traditions in general. 

In the light of Western colonial invasions and a rapid decline of internal endorsement for the Qing court in the 19th century, the Chinese intelligentsia, Dikötter argues (1992, p. 31), was forced to foster another collective identity to unify China. They constructed the “Yellow race”. As a central element, it was considered just as powerful as the unifying efforts of Confucianism that had been used for centuries (Dikötter, 1992, p. 32). Dikötter records a collective effort by the reformists to advocate a narrative that the Chinese nation was on the brink of destruction and that the struggle for survival amongst other races was of the utmost importance. Dikötter (1992, p. 35) then argues that the endeavours to build a national identity by the reformists in the 20th century were largely informed by racial sciences popularised by Charles Darwin, Herbert Spencer, and Jean Baptiste Lamarck. He thus refers to the social constructionist theory by Peter Berger in order to invalidate the traditional idea of blood lineage from Chinese ancestry being mobilised for racial solidarity. By doing so, Dikötter revokes the alleged ‘dire racial extinction’ of the Chinese people against European colonialism. 

Dikötter notes that, as a result of the reformists’ seeking to use scientific racism as a tool to reconstruct a national identity in the late 19th and early 20th century, a nation-state built on the geographical and cultural entity of China was established, alongside the nation-building project, Dikötter (1992) observed a process of self-racialisation of the Chinese people in the sphere of colonialism in the Chinese territories. Dikötter (1992, p. 56) illustrates how the mythology of the Yellow Emperor cultivated the imagined ancestry of the Chinese people, and hence formulated the idea of the ‘Yellow race’, corresponding to the colonial construct of a yellow race. In Dikötter’s (1992, p. 63) account, reformists utilised the rapidly developing commercial media to disseminate their ideas of race, which was pervasive in popular opinions in a society where rivalry between the traditional Confucian elite and the reformist elite intensified in the late Qing Dynasty. The reformists needed to gather as much support as possible from the population to urge social reform. Dikötter (1992, p. 65) indicates that borrowing racialised knowledge from the West seemed to be the most straightforward way for the reformists to cultivate the public for national unity. As Dikötter (1992, p. 65) states, 

New Text Confucianism … and other trends interacted with Western systems of thought and incorporated elements from them. The influence of the West on the reformers, however, remains difficult to assess. Knowledge is never a result of passive reception, but the product of an active subject’s industry… Foreign ideas were assessed against, and integrated within, a pre-existing framework.

In the first sentence, what Dikötter means is that the Chinese mission to reform people’s minds, seeking a racial identity for people in China, and the new nation-state building were all efforts to ensure the survival of the Chinese people in the face of Western colonialism. Therefore, Dikötter also concludes that the racial discourse in China was not a consequence of European imposition, but rather driven by the Chinese people’s free will and agency. He is particularly confident about the intellectual ability and motives of the reformists, and maintains that they “gradually came to adopt a vision of a world order dominated by the white race against which the yellow race had to fight in order to survive” (Dikötter, 1992, p. 69). 

I interpret this statement as a manifestation of part of Dikötter’s problematic thinking about the initiation of the racialisation of China. Only if there had been a symmetrical power dynamic and a balanced platform for knowledge production and competition between the West and the Chinese intelligentsia, could the Chinese reformers have chosen to learn Western scientific racism wittingly and proactively, and attempted to reconstruct Chinese racial identity accordingly. In other words, between China and the Western colonial powers, there had been an asymmetrical power dynamic. The exchange for knowledge, thus, had to be flowing from the dominating colonialists side to the colonised side. Similarly, as Walter Mignolo (2007, p. 458) states, “the colonized do not have epistemic privileges, of course: the only epistemic privileges is in the side of the colonizer”. In this sense, knowledge about racism, especially scientific racism signifying the ‘race war’ between White race and Yellow race was forced upon the Chinese episteme starting from the spread of Western colonialism in China. There was then indeed a ‘passive reception’ of knowledge proceeded in the minds of the Chinese reformists. 

This is not to deny that Dikötter was right to note that “knowledge is never a result of passive reception” (1992, p. 65). According to Anibal Quijano (2007), colonial culture and knowledge production were intentionally held back and mystified before the colonised, in order to ensure they were unattainable for the colonised. Then, that mystified knowledge was taught partially so that certain individuals in the colonised population could be chosen for joining in the powerful colonisers, whilst it remained intangible for the rest of the colonised population. By doing so, the colonisers’ culture – in this case, Western culture – was intersubjectively imagined to be seductive to the colonised. It consequently imposed a fake hope and goal to the colonised that they could compete for and access power somehow. Power relations largely function on its seduction beyond the use of repression (Quijano, 2007). Western colonial culture then transformed itself into an epistemic aspiration – a privilege. As Quijano (2007, p. 169) notes, “it was a way of participating and later to reach the same material benefits and the same power as the Europeans: viz, to conquer nature – in short for ‘development’”. Colonial cultures become the universal model for the colonised. Consequently, the reimagining and reproduction of non-Western cultures rarely happen outside of those epistemic centres. In this regard, Chinese reformers who lived their lives in the age since colonial invasions of the Opium Wars, desperately desired to learn Western knowledge, for the same purpose as any other colonised peoples – to achieve a material balance with the colonisers for survival. In turn, this particular learning curve produced racial thinking and discourse that was interwoven by and into the colonial episteme. 

What Dikötter attempted to achieve in his book, as his conclusions suggest, is to compile historical sociology and frame the Sino-centric ideology and the self-racialisation of the Chinese in China as the cause of racism present in contemporary Chinese society. In other words, He seeks to deny the historical responsibility of Western colonialism for inventing and imposing racial discourse onto the world, including China, via colonisations. Even, Dikötter (1992, p. vii) states in the preface, “in China, a discourse of ‘race’ appeared at the end of the nineteenth century. The use of racial categories of analysis influenced many thinkers in China in the twentieth century.” It shows that he realised that the clues of pivotal historical moments were collectively pointing to the modern era of China initiated after the First Opium War in the 19th century. By denying there was an asymmetrical power dynamic of strengths between the West and China, his theory categorically shifts the blame back onto the Chinese themselves for creating racism. 

This denial theoretically also rejects the possibility, in his own theory and in subsequent research based on his work, to consider coloniality as the key factor fostering racial ideology in China. Regardless of how strongly he disagreed with the idea that China was under colonial domination, Dikötter (1992, p. 33) simply failed to defend his claim that colonialism was never a determining factor in defining racial discourse in China. As he stated somewhat reluctantly, “the threat posed by Western military and economic power during the nineteenth century was not insignificant, but it may have been exaggerated.” Dikötter’s apologist and sympathetic treatment of Western colonialism as merely ‘exaggerated influence’ amounts to downplaying the detrimental impact of colonisation, so that his theorisation on Chinese people racialising themselves and others by actively and equally studying Western knowledge driven by their own agency can make logical sense. 

Dikötter’s theory on the discourse of race in China is thus problematic. But how does he in fact define racism? According to Dikötter (1992, p. viii), racism is a cultural phenomenon, 

Classifications based on physical appearance have no scientific foundation. Races do not exist, they are imagined. The assignment of racial categories varies according to the sociocultural environment. Race as an identifying construct evolves according to changes in the symbolic universe in which the group operates. Alterations in the symbolic universe will lead to a displacement of identifying constructs. From this perspective, a history of racial discourse can only adopt a nominalist approach: it describes how ‘race’ has been defined, and how those definitions have changed historically.

This statement seems to be covering relevant and important aspects of a proper definition of racism, namely emphasising the socially constructed nature of race and racism, and the fact that historical developments unique to each culture consequently create different racial awareness and categories. However, Dikötter seems to imply that race has existed since the beginning of human history. I consider this tendency an essentialisation of the origin of race and racism. Race itself is a classification system that becomes part of human categorisation of peoples. It was a project carried out since the 16th century. Certainly, there are diverse cultures that possess prejudice in their awareness of the unfamiliar others, but that ancestral and regional difference do not equate to racial awareness. Their associated discriminations also do not amount to racism. Dikötter treats racism as something inherent, ahistorical, and naturally built into human civilisations that merely existed with every human demographic, purposefully neglecting the manufacturing core of this project. 

In relation to the topic of my thesis, Dikötter found specifically anti-Black racism in ancient Chinese culture and maintains that black colour had negative connotations already in premodern China because it was identified with slaves. As he clarified, “’it existed well before Westerners established themselves at the frontiers of the [Qing] Empire’” (Dikötter, 1992, p. 17). Yinghong Cheng (2019) builds on Dikötter’s pioneering work and theorises anti-Black racism with reference to Kunlun Nu. Cheng (2019, p. 168) notes the meaning of this form of slavery as ‘black slaves from afar’. People of African descent brought in by Arab traders and South Asians brought in by Tang Dynastic traders were the main makeup of the enslaved population. Cheng (2019, p. 168) then notes, “the royal court of the Tang dynasty kept records regarding black slaves as tributary gifts that served in the court. Rich and noble families in Changan, the capital of the dynasty, purchased black slaves for domestic uses.” Enslavement of people during the Tang Dynasty did not stop at Kunlun Nu, there were also Huji, ‘Caucasian’ women from Turkish and Iranian backgrounds. Cheng (2019, p. 169) translates, Hu meant White and ji meant enslaved girls; as well as Gaoli Bi, to which Cheng translates as Korean young female maids. 

Cheng’s theorisation assembles the movements of a pendulum as contradictions in his theory occur multiple times. First, Cheng’s historical account of Kunlun Nu and its comparisons to modern Black slaves seems to be contradictory: on the one hand, Cheng (2019) notes that many Chinese historians have confirmed that Blackness as a racial marker was assigned to Kunlun Nu as early as during the Tang Dynasty. Cheng (2019, p. 172) asserts, “it [Kunlun Nu] survives in other terms such as hei gui (黑鬼) and hei nu (黑奴), and both explicitly refer to African and the African diaspora.” In this quote, he agreed that a Chinese premodern historical antiquity Kunlun Nu was highly comparable to the modern form of Black slave trade happened in the Atlantics. Cheng (2019) also critiqued those historians who refuse to compare Kunlun Nu to the Atlantic slave trade. Cheng (2019, p. 172) notes, “the colored identity was established in China earlier than it was in the West”, admitting that Kunlun Nu was a form of slavery highly racialised, and occurred before Western society developed the colonial trade of African slaves. 

On the other hand, in his summary of analyses, Cheng (2019, p. 179) emphatically rejected the idea that slave trade in premodern China was comparable to the Atlantic slave trades. He contradicts what he maintained previously about how China had Black slaves earlier than the West, where he conducted that comparison himself. Cheng (2019) noted that China did not participate in the Atlantic slave trade, therefore could not have developed racial categories and associations between Blackness and slavery. By the end of his discussion, he contradicts his theory again by claiming that racialised ideas about dark-skins and enslavement of peoples were fully developed in China before Western colonialism invaded. Colonialism only helped develop racial ideas of Black slavery as to be aligned with the global trend of enslaving Black people (Cheng, 2019, p. 180). 

Here, Cheng’s theory suffers from several inconsistencies. First, Cheng (2019) approved that Kunlun Nu did not only refer to African people, but also dark-skinned South Asian people. Historians confirmed that the majority of Kunlun Nu was from South and Southeast Asia (Cheng, 2019). Black people certainly are not the only demographics who have darker skin complexions. However, Blackness, as a racial marker, does not directly mean all dark-skinned people, but very specifically designated to racialise South Saharan African descent. Moreover, using skin-colour to denote any racial classification is reductionist to the racial categories, as skin-colour is only one of the many racial markers in categorising races. Second, Blackness does not always and automatically equal Africanness, simply because there are non-Black populations in Africa. Those terms should not be used interchangeably. 

Finally, Kunlun Nu was first described by Cheng as a type of Black serfs, then was described as a form of slavery and the enslavement of all dark-skinned people in the same sense of Atlantic slave trade. He then denied that the trafficking of Kunlun Nu was more insidious than the Atlantic slave trade. What he meant by the discussion of Kunlun Nu was confusing and convoluted. The problem with terminology and sociological concepts on race in Cheng’s theory not only stimulates confusion, but also shows inadequate theoretical and historical rigour. He exemplified no trace of such a history of Black slaves being continued into the modern time of China, nonetheless, still emphasises its relation to Atlantic slave trade. It shows another contradiction. Most importantly, he imposes his own modern understanding in interpreting a premodern history. In other words, to understand Kunlun Nu as Black slaves, implying all dark-skinned peoples – including African and South Asian descents – is to force a modern and Western reading of what was supposed to be a Chinese premodern historical construct. 

In a more recent study on cyber-racism against African descents in the Chinese internet, Pfafman et al. (2015) found that the negative stereotypes about African Black people in China parallel those in Western categorisations of races and are highly similar to how American mainstream media tend to portray Black people. This illustrates that certain symptoms of anti-Black racism in modern Chinese society are not just unique to Chinese cultural traditions, but a shared phenomenon that infers a more globalised reality of racism. Put another way, if racial ideologies in China find similarities with that of other countries and regions, especially with the West, it can be inferred that one possible case of those comparable realities is colonialism, since historically this has been a global project cultivating racial formations to connect the continents. This is rather a shortcoming of Dikotter and Cheng’s theory in supporting my thesis. Dikötter and Cheng show that current theorisations of racism in China are incapable of understanding this very topic, because they neglected Western colonialism as a significant historical factor in configuring ideological relations. Their theories are thus incomplete and their conclusions untenable. 

To criticise theories by Dikötter and Cheng, is not dismissing their contribution to the field of studying racism in China, since they initiated and developed this field. I want to argue that although this thesis attempts to act as an antithesis to compete with the mainstream theory constructed by Dikotter, it is also an attempt to synthesise their contributions and structure a rather cohesive approach to theorise racism in China. Dikotter’s theorisation of China-centrism has been accurate. The way he illustrates how Chinese sense of dominance stems from its geographical and culture centredness facilitates an understanding that a Chinese perspective should always be prioritised in China. In doing so, it is understood that Chinese struggles against external threats should also come first before other countries and people’s struggles against external threats. In other words, what the Chinese agrees and resonates should be encouraged and promoted, what the Chinese disapproves and disdains should be devalued and abandoned. In the process, Black people and racism their experience must come after Chinese experiences of anti-China racism. In this thesis, my argument derives from criticising China’s anti-Black racism, but it is not restricted in this aspect only, especially when China-centrism and White supremacy both function as hegemonic dominant forces in perpetuating anti-Black racism. Dikotter’s theorisation therefore shown its validity and value in developing a synthesis that combines my arguments and previous research. Furthermore, my thesis advocates for a historical perspective in understanding racism in China, making it the first step in incorporating decolonial sociology into this field. But this thesis is not a decolonial historiography. Thus, for what I attempt to brand my thesis as an antithesis to current trends in studying racism in China by presenting contemporary manifestations of historically constructed racial ideology, it is only preliminary and not nearly complete. Antithesis as a category for my thesis cannot be fully fulfilled. This thesis is therefore both a synthesis and an antithesis. 

It is relevant to add that, according to Tani Barlow (1993), the US pursued a carefully calculated geopolitical strategy of disapproving any research regarding colonialism in China studies for the purpose of mobilising a new discursive world order with new social sciences and Area Studies. As Barlow (1993, p. 252) mockingly states:
Making China a not-colonialist region, making the significance of colonialism in China the fact that it had not really happened (or at least not happened that way), proved to have many uses… Not treaty-port imperialism, not the infusion of new ideologies, nothing, not even capitalism itself, would ‘change China’. 
The impact of this political, intellectual and epistemic agenda was profound in shaping subsequent scholarships on China and its knowledge production. It is therefore not surprising that some scholars researching racism in China refused to consider colonialism as a determining factor. In the next sections, I will examine studies that have referred to Dikötter’s and Cheng’ work in relation to racism in China’s ELT industry, racial conflicts in the late 1980s, cyber racism in China, and studies of the African community in Guangzhou. 
[bookmark: _Toc195794079]3. China’s ELT Industry & Race 
Since the seminal work on racism in China by Frank Dikötter in the 1990s, there had, until recently, not been any publications that investigated the connection between English language education and racial discourse in Chinese society. In this section, I will analyse Shuling Wang’s (2024) research on how the English language functions as a race-making technology in China’s ELT industry, Shanshan Lan’s (2022) research on the commodification and precariousness of White teachers in China’s ELT industry, and Angela Lehmann and Pauline Leonard’s (2019) research on unqualified White teachers in China as young migrants. The latter two are the first sociological research that engage with the racialised migration of White teachers in China. These studies show how the ELT industry is a rich arena for revealing racial discourses in Chinese society. Although they are not studying specifically on anti-Black racism in China, they still offer valuable data of the racialisation of foreign English teachers and the global presence of White supremacy. These studies help funnel down the foci of my thesis, which will complement existing research in turn. 
In her article examining the racialisation of Whiteness in China’s English language education industry, Shanshan Lan (2022) offers a new perspective on how Whiteness is made to be precarious in China. The shifting power structures between China and the West, argues Lan (2022), are also reshaping racial relations. She calls for more attention to the racialisation of White migrants in China. Lan (2022, p. 119) contends that Whiteness as a concept is territorially confined. China is no exception. It is a new frontier in understanding how Whiteness is constructed. Lan asserts that Whiteness is vulnerable in Chinese society as White people, a minority population, do not occupy the position of structural domination (Lan, 2022, p. 119). Lan makes a critical categorisation here: White-skin privilege is not White privilege. The former is associated with how racial capital is distributed in China, whereas the latter is about the systemic racial dominance in Western societies (Lan, 2022, 119). Lan (2022) notes that White people do not enjoy systemic dominance as a racial group in China, therefore their privilege only stems from their White skin and Western appearance. 
Lan (2022) notes that the English language education industry in China is an ideal place for examining the tension between White-skin privilege and its precariousness. Focusing on White migrants in China, Lan (2022) argues that English education in China perpetuates White-skin privilege that continuously benefits White teachers only because of their appearances. However, she holds that it simultaneously disassembles Whiteness to pander to the demands of the industry of English teaching by differentiating various ‘shades’ of Whiteness associated with nationalities. Lan (2022) then asserts that due to the international White supremacist ideology, White skins still have advantages in China. And yet since the White race is a minoritised racial identity in China, it is vulnerable to victimisation under Chinese racial dominance (Lan, 2022, p. 119). Lan (2022, p. 120) then highlights a nuanced yet dialectical relation between White-skin privilege and its limitations: 
White-skin privilege may lead to white-skin precariousness due to the fragmentation of hegemonic whiteness into different shades and versions of whiteness. White-skin precariousness may ironically reinforce white-skin privilege due to the social construction of racial whiteness as a desirable job skill in the Asian labor market.
Lan’s (2022, p. 119) explanation of White-skin privilege is convincing. She has captured the benefits and preferential treatment based on racial capital given to White teachers. Lan (2022) defines this White racial capital as a form of financial capital converted from the fetishisation of Whiteness. The marketing of Whiteness makes Whiteness to become a desirable currency for trading with various players in the ELT industry (Lan, 2022). However, her conceptualisation of White precariousness within this racial capital is problematic. Lan (2022) contends that Whiteness is marginalised in China simply because White people are minoritised compared to the Chinese majority (Lan, 2022, p. 120). Lan (2022, p. 120) then proceeds to note that White supremacy is indeed a global force, but that there is no presence of White supremacy in China that specifically supports White privilege, because “mainland China was never fully colonized by any Western power, there is no historical legacy of an institutionalized structure to support white supremacy”. Put another way, the absence of full colonisation has meant that no White supremacy has become rooted in China. 
Lan (2022) attributes the vulnerability of White minority identity and its possible precariousness to the supposed non existing legacy of colonialism in China. In other words, according to Lan (2022), White precariousness is a China-specific racial reality that lends new meaning to Whiteness, since there is no historically constructed White supremacy from colonialism to uphold White privilege in China. Therefore, in Lan’s (2022, p. 120) account, White-skin privilege never evolves into White privilege and challenges Chinese racial dominance in the absence of White supremacy in China. 
Lan’s historical explanation of colonisation of China is one-sided and selective as she dismisses other historical accounts of colonisation in China. In fact, China’s historical status as a former colony is a highly contested issue addressed by many competing theories. Scholars historicise that China suffered from semi-colonialism or informal colonialism; they also conceptualise China as a former semi colony, quasi-colony or hypo-colony, or as not colonised at all (Osterhammel, 1999; Darwin, 1997; Wasserstrom, 2003; Goodman and Goodman, 2012; Jackson, 2018). It is clear that the definition of colonisation in China has not been widely determined and accepted. Choosing any school of thought mentioned above can lead to various theorisations of racial relations in China. Lan has subscribed to the notion that China was not a former colony because there was no geographically full colonisation. It is a deeply flawed argument (Jackson, 2018). It conforms to the popular school of Sinology that favours a China-centred historiography, in which Chinese historical developments are considered to occur in a vacuum without any external forces (Cohen, 2010; Klein, 2012; Jackson, 2018). A not fully colonised China, according to Lan and China-centred historiography, means colonialism has on impact on China. This is a convenient historical narrative for avoiding attributing racism in modern Chinese society to colonialism and the prominent global supremacy of Whiteness. 
It is selective of Lan to deem China not fully colonised without considering other probable historical narratives for developing a theory about race in China. It seems rather imperative to reconsider the use of China-centred historiography to produce such a theory about race. According to Jackson (2018) and her antithesis to the mainstream sinological documentation of colonisation in China, China was a former colony. In light of this, White supremacy may very well exist in China as an ideological foundation for historically endorsing White privilege. 
Moreover, in her writing on racial hierarchy in the Republic of China, Shih (2013, p. 128) motes that “after the republican revolution in 1911, the racial superiority of the Han was further affirmed by their proximity to the white race in popular eugenics discourse, where blackness occupied the lowest position in the hierarchy”. Maldonado-Torres (2007, p. 244) also reminds us that “the ‘lighter’ one’s skin is, the closer to full humanity one is, and viceversa”. He clarified that Whiteness possesses full humanity, where White supremacy controlled the narrative of the Whiter, the better, the more human. White supremacy infiltrated China’s racial and ethnic relations by being positioned above the Han Chinese, which encouraged the Chinese need to become Whiter. White supremacy, to Shih (2013), defines Chinese racial relations. What one can learn from Shih and Maldonado-Torres is that Chinese ideas about how races should be classified has already been controlled by White supremacy, such that Whiteness and its represented full humanity were to be striven for. The supposed closer proximity of the Han Chinese to Whiteness made them dominant and superior in China’s domestic racial relations. Such racial relations explicate the absolute leading position of Whiteness, consequently solidifying White supremacy. Lan’s denial or ignorance of this historical explanation of White supremacy has resulted in her having to construct concepts to replace existing concepts for understanding similar contemporary racial discriminations. 
Lan’s (2022, p. 119) definition of White-skin privilege and its precariousness in her article seem contradictory and misleading. The contradiction stems from what she believes to be the privilege and devaluation of White teachers. She agrees that there is a clear hierarchy in the ELT industry, whereby White native-speakers of English are placed at the top and non-White, non-native teachers at the bottom (Lan, 2022). Such a hierarchy in race and the nativeness of the English language are also reflected in the teachers’ income, in which White teachers are paid more than non-White teachers, including Chinese teachers. Higher income is only one of the many benefits that come with being White. There are also better job opportunities, flexible schedules, and higher social status (Lan, 2022). With White teachers’ higher income in mind, however, Lan (2022, p. 126) contends that, “in China’s ESL market, the privileging of corporeal whiteness ironically leads to the devaluing and even disempowerment of white teachers with good qualifications”. But if White teachers have higher income, it is not clear what their devaluation means. Moreover, it is also unclear how disempowered and devalued Lan would possibly deem of non-White teachers. Lan’s understanding of White-skin privilege and White privilege is therefore invalid. 
Similarly, in her fieldwork conducted in several Southwestern Chinese cities with young White migrants from Western countries, Lehmann and Leonard (2019) emphasised White teachers’ lack of qualifications to teach English. In the Chinese curriculum, English has been included in the compulsory subjects in order to expand the education reform (Lehmann and Leonard, 2019). This expansion resulted in making English a precondition for progressing into tertiary education. Finding enough foreign English teachers has thus become difficult. The challenge for school managers has been to recruit unqualified native English teachers to temporarily assume the positions that needed to be filled and gain experience on the job (Lehmann and Leonard, 2019). Chinese parents, according to Lehmann and Leonard (2019, p. 156) wanted their children to be taught by a stereotypical native English teacher who must be a White person. This makes all White teachers in China potential teachers of English. 
Some White people in China are merely tourists. There is a stereotype of foreign English teachers who might be tourists backpacking in Asian countries while working odd jobs occasionally. According to Lehmann and Leonard (2019), many motivated teachers want to help their students achieve high language skills in order to challenge this stereotype, but they are not yet qualified at the moment of employment. Lehmann and Leonard (2019) argues that their lack of qualification apparently did not stop them from getting a job as their White race was a key marketing point for the schools in China.
As Lan’s (2022) and Lehmann and Leonard’s (2019) works suggest, race is a key issue that all foreign English teachers have to deal with. Their participants, Lehmann and Leonard (2019) notes have witnessed that schools not only disapprove of Black teachers, but also do not recruit Asian, even Chinese English teachers. If there were non-White English teachers working in a school, the students and the parents would even file complaints or demand a White teacher, who encapsulates the idea of a White native speaker of English, instead (Lehmann and Leonard, 2019, p. 168). Such expectations of a White teacher are viewed as “reverse racism” by the participants of Lehmann and Leonard (2019, p. 168), in which the value of Whiteness demands worship. In the process of only focusing on Whiteness rather than the teacher’s qualifications, the quality of teaching might have to be discounted. Whiteness becomes the racial currency that is profitable for several parties: the White teachers, the schools, the students, and their parents. 
Furthermore, Lan (2022, p. 126) considers categorising those privileged White teachers with non-White colleagues in workplaces as “foreign teachers” a form of marginalisation of Whiteness. In other words, Lan (2022, p. 126) stated that in the cases where White teachers are generalised as “foreign teachers” with other non-White colleagues, their White-skin privilege cannot sustain under this categorisation. This White-skin privilege, in Lan’s (2022, p. 126) words, “cannot shield them from being structurally marginalized in a predominantly Chinese institution”. For marginalisation, Lan (2022) notes that there is a work segregation system at play in schools where foreign teachers are separated from Chinese teachers. They are assigned a lower workload, but this often involves advertisements for the schools: “I did not have to do anything, just being there and looking pretty” (Lan, 2022, p. 126). Lan also documents major frustrations with this segregated work system. The frustration comes from foreign teachers being excluded from decision making processes and not being able to integrate culturally with Chinese colleagues (Lan, 2022). However, Lan (2022) contributes this to Chinese management’s disinterest in a cultural mix, implying that White teachers are used purely as labourers and thus victimised and commodified by the school managers. 
In understanding the White teachers’ frustrations, Lan (2022, p. 126) shows that some White teachers from the UK and the US specifically displayed superiority by being picky about teaching schedules and contents. Afterall, White teachers are not given as high a workload as their Chinese colleagues, but are paid much more (Lan, 2022, p. 126). As previously stated, their income is higher than that of their foreign non-White colleagues. Ironically, this precisely shows that White privilege prevails under Chinese dominance in Chinese institutions because White teachers have autonomy to organise their timetable based on personal preferences, regardless of whether they are involved in the administration. It is overcompensating of Lan to consider the exclusion of White teachers from administration as a form of marginalisation of the precarious White teachers. In other words, White teachers do less work, have more flexible schedules, and are paid higher salaries than their Chinese colleagues, yet they are still believed to be victimised and exploited. It might be true that White teachers might suffer positive or negative discriminations. However, it is ingenuine to consider Whiteness and White teachers as the groups that need the most attention (Lan, 2022, p. 119). Lan (2022, p. 126) includes testimonies of White teachers about their experiences of “devaluation”, but she fails to take a more critical perspective for analysing what they said, rather than merely taking their statements at face value. 
Lastly, Lan’s article about White precariousness ignores the fact that White supremacy is still shaping Chinese racial categorisations and classifications of foreign people and of Chinese people themselves. The reason for her lack of attention to this is that she fails to build her theory on the historical foundation that deems China a former colony and therefore denies the possibility that White supremacy might be at play in configuring China’s racial discourse. The concept of White supremacy being unavailable to her, Lan has to furnish another explanation for Whiteness. That is how she coins the term “White-skin privilege”, which ambiguously admits White privilege and hesitates to attribute it to White supremacy. It is difficult for Lan to close this logical chain because, again, she denies colonisation in China. White-skin privilege in Lan’s account fails to become a rigorous analytical category for understanding Whiteness in China. 
When Lan discusses the exploitation and commodification of White teachers in China and documents very precisely that schools do conduct unethical recruitment strategies against non-White applicants, she seems to be uninterested in what non-White teachers are subjected to when they do not even have the supposed White-skin privilege. It is precisely because of White privilege that White teachers receive preferable treatment and non-White teachers struggle to get employment. It is also because of White supremacy that Whiteness and its variations are classified and ranked with the US and the UK on top. I will discuss this further in subsequent Chapters. Shuling Wang (2024) judges that Lan’s research is valuable, but fails to question White privilege and its supposed precariousness when in fact White people already enjoy structural advantages, as Whiteness is normalised as the standard in the industry. Lan’s study further marginalises non-White teachers in understanding racism against them by ignoring the impact of Whiteness on the industry, including on both the teachers and the students (Wang, 2024). 
Lan’s research reveals an urgent need to pay more attention to racism against non-White teachers in China’s ELT industry. Wang (2024), on the other hand, theorises the English language as a race-making technology in order to further reflect how race and racism are perceived and practiced in Chinese society. Her argument is based on Foucault’s conception of a “technology” that configures discourse, practices, and knowledge to support disciplinary power in order to shape and govern human actions (Foucault, 1995, p. 215). This race-making technology of the English language therefore classifies humans, “differentiating them from desirable, less desirable, and undesirable” (Wang, 2024, p. 3). Wang (2024) then contextualises the English language historically in the colonial era in China, arguing that the colonial legacy of the English language is fostering racialisation in current times. The English language has been considered a White language since the 19th century missionaries’ “civilising” mission of the Chinese people with the opening of schools for Chinese children to be taught in English (Wang, 2024). Governmental efforts to restore the glory of China during the late 19th century also strove to acquire English as the only way to modernisation. This linguistically, politically, and racially informed strategy factually reinforced the idea that the English language is the property of White people and a language that carries Western knowledge that is always modern, without challenging Western colonial hegemony. As a result, learning English was motivated by the Chinese desire to rise up the racial hierarchy. In return, the Chinese themselves inevitably depended on the English language for realising modernisation for racial survival in the turmoil of colonial threats (Wang, 2024). In other words, Chineseness was formed under the impact of the English language and its racialising capability. Thus, Chinese modernisation is still shaped by the Whiteness embodied by the English language. 
In summary, White racialisation is important for understanding how Whiteness is viewed and treated in China’s ELT industry. However, it is equally important not to put White experiences on the pedestal as if the circumstances of White teachers, whose White privilege grants them many opportunities, needed the most scrutiny. Lan’s conception of White-skin privilege seems misleading because her selective historical narrative contradicts her evidence of racialisations in China. White privilege goes beyond mere White skins, and Whiteness is still privileged. On the contrary, it was precisely the racialisation of Whiteness rooted in the colonial infiltration of White supremacy that advantaged White teachers. The overvaluation of White racial capital causes the market of English education to practice unethical recruitment strategies against non-White English teachers. Lehmann and Leonard’s (2019) research sheds light on how qualifications are not as important as being White, measuring the ability of teaching English as an extension of Whiteness. In Chapter V, I will base my analyses on the works of Lehmann and Leonard (2019), Lan (2022), and Wang (2024) to illustrate the experiences of Black English teachers in China, who enjoy little to no White privilege. I will discuss in detail how the racialisation of Blackness occurs in China’s English education industry and reveal the hidden White supremacist ideology and enactments. 
[bookmark: _Toc195794080]4. Anti-Black Racism in China
As mentioned in the introduction, after the last section examining how Whiteness dominates China’s ELT industry, this section will focus on how anti-Black racism in Chinese society is empirically researched. I will draw upon several publications about campus protests against Black African international students in the 1980s, online racism against Black people in China, and researching racism in Guangzhou’s African diaspora. 
[bookmark: _Toc195794081]4.1. Campus Racism 
As documented by Michael Sullivan (1994), after initial clashes between Chinese students and Black African students at the gate of a university in Nanjing on the 24th of December 1988, thousands of Chinese students went to the city centre the next day to demonstrate their urgent demand for democracy. This conflict between Chinese and foreign students at universities in Nanjing is, according to Sullivan (1994), a defining historical event for exposing anti-Black racism in China. To date, a number of studies have recorded the chronology of the conflict and its impact on Chinese politics (Lufrano, 1994; Sullivan 1994; Sautman, 1994; Cheng, 2011). In this section, I will review the four articles referenced to sketch the historical backdrop of modern anti-Black racism in China and stress the importance of my thesis. 
Richard Lufrano (1994) asserts that the Nanjing incident of 1988 directly foreshadowed the 1989 Tiananmen Square protests and the subsequent bloodshed in Beijing, emphasising its significance in modern Chinese political history. In his historical case study of the Nanjing incident, Lufrano (1994) repeatedly attempts to clarify that both the educated Chinese elites’ dissatisfaction with the Chinese government and the racism in Chinese assault on Black students were equally important causes of the confrontation. The former was a “non-racial element” of the Nanjing event, according to Barry Sautman (1994, p. 423). Sullivan and Lufrano have chosen to concentrate on the non-racial explanation in their respective studies. Lufrano (1994) documents that the Chinese elites were enraged by the economic depression caused by the government in late 1988. This economic decline was reviewed as the end of political reform (Lufrano, 1994). The frustration led to a stronger distrust in domestic politics and the assumption that the government might destroy the progress made and was no longer fit to lead the country. 
Meanwhile, Black African countries, as part of the international students community at Chinese universities, had been given privileges most Chinese students did not enjoy. The Chinese students then felt the urge to remind the government that their own citizens should be prioritised, not foreigners or international affairs (Sullivan, 1994). The elites were unable to hold the government accountable, thus they turned their attention to the privileged foreign nationals, especially the Black African students who were deemed inferior to the Chinese population (Sullivan, 1994). Consequently, domestic political failures incited frustration and anger which were projected onto foreign residents, causing anti-Black and xenophobic attacks. Lufrano (1994) has succinctly documented the failures in economic governance that undermined the Chinese acceptance and approval of the government. However, he ignores the reason why the attacks targeted Black African students, not other privileged Chinese elites or White foreigners. Lufrano (1994, p. 92) explained that “Africans remained merely a minor player in the larger Chinese drama, their humanity tragically obscured by the intensity of that drama”. This is inconsistent with what he claims about anti-Black racism as one of the important causes of the Nanjing student protests. 
Unlike Sullivan and Lufrano, Sautman (1994) has made sure that his focus was on the racism in post-Maoist China in the Nanjing conflicts. He found that the main cause of the Nanjing conflicts was anti-Black racism rather than a general xenophobia against foreigners or mere dissatisfaction of the government (Sautman, 1994). Sautman conducted a quantitative survey with 461 informants and 14 sampling groups including students, scholars, and high social status individuals in private sectors. The survey inquired into some vaguely worded categories like cultural levels, intelligence, industriousness, behaviours, role models, attractiveness, interests in education, honesty, capacity to manage political affairs, and interests in economic growth. The survey showed that the Chinese intelligentsia held views that reinforced racial classifications (Sautman, 1994). According to Sautman (1994, p. 430), “cultures and intelligence are among the characteristics most salient to attitudes on race”. Sautman (1994) drew upon the anthropological work The Origins of Races to argue that the racial classification is organised by forcing the racialised people to accept the stigmatising labels of inherent inferiority rooted in their backward cultures and low intelligence. In other words, Sautman’s (1994) data portrays Chinese racial awareness and discourse centres the distinction of advancements and backwardness, which is also manifested in intelligence of different people. 
The survey shows that all informants rate Black Africans and Chinese peasants as the least cultured, as the least “civilised” and as occupying the lowest position in the intelligence rankings (Sautman, 1994). In detail, Sautman (1994) reports that all informants consider Africans as having the least interests in education and nearly no potential to modernise. In contrast, Western European, American and Japanese people are rated as the most cultured and most intelligent with the greatest interest and investment in education (Sautman, 1994). Sautman recognises that his research was not striving for a racial theory that offers the origin story of race in China, but for highlighting the racial aspects of the Nanjing incident. Therefore, Sautman (1994) advocates for more empirical research on whether the racialisation of peoples in China was indeed influenced by the West or was sui generis. 
Yinghong Cheng (2011) argues that racism in China is a uniquely Chinese phenomenon rooted in Chinese traditions. He reports that the Nanjing incident was only one of many comparable incidents in other Chinese cities where confrontation fuelled by racism, such as Beijing, Tianjin and Shanghai. The reason why Nanjing was most conspicuous was due to its level of racial violence. Cheng (2011) argues that the racial slurs in Chinese used in slogans during the protests signify the discourse of race in Chinese society. He refers to Dikötter’s contention that racism against African Black people in China stems from ethnocentrism rooted in Chinese traditional cultures. Dikötter (1992) has stated that this form of racism was constructed on the basis of an ideological distinction between superior Chinese people and inferior barbarians. Cheng (2011), following Dikötter (1992), notes that this ideology of superiority/inferiority was encapsulated in the late 19th century reformer Kang Youwei’s work. Kang’s theorisation of five races was identical to the racial sciences during that era, which was influential among the Chinese reformers and revolutionaries since the late Qing Dynasty and the Republic of China. This pseudoscience-based ideology included admiration for White and ‘Yellow’ races, while denigrating Black races as subhuman and primitive (Cheng, 2011). 
Cheng (2011), in his historical sociology, argues that contemporary Chinese anti-Black racism stems from the 19th century. He notes that the inferiority of Blackness was deemed a hereditary quality. Such anti-Black racism was a directory ideology targeting all Black Africans and Black Americans (Cheng, 2011). Synthesising Lufrano, Sullivan, and Sautman, Cheng (2011, p. 565) describes the racial conflicts of the late 1980s as “campus racism”. Universities became the sites in which most of the critical and political debates about China and the world happened. The universities became an important place for the intelligentsia to argue their dissent from economic underdevelopment, the lack of transparency in governmental policymaking, and the unbalanced investment in domestic and international affairs. Anti-Black racism surfaces from the complexity of these political battles (Cheng, 2011). Cheng (2011, p. 564) notes that 
Anti-Black racism was strengthened by a backlash against Maoist China’s internationalism. China’s assistance to Africa reinforced the negative perception of Africans as passive recipients of fruits of other civilizations and intensified Chinese political discontent at wasting wealth on Africans when Chinese needs were extreme.  
Cheng tends to argue that race and the material harm caused by racism were cultivated by Chinese cultural traditions, so that the origin is not identified as external to China. This is, quite akin to Lan’s theory and conforms to China-centred historiography. Scholars who subscribe to this episteme produce knowledge about an ideal China that never admits to any colonial contamination of its cultural heritage (Barlow, 1993; Klein, 2012). This historical stance indicates that racism in China originated in the Chinese tradition, which no colonialism can influence. Cheng’s (2011) theorisation of the origin of racism in China as a response to Sautman (1994) was clearly not what Sautman’s study called for. Sautman (1994) was hoping for an explanation alternative to those offered by studies of the Nanjing events and the general inquiries into racial discourse in China by Area Studies scholars like Dikötter. Sautman (1994). deemed those fields insufficient for explaining the extent to which race and racism originate and manifest in China. 
According to Cheng (2011), the Chinese communist official narrative about Western advancement is the primary cause of the suffering of all non-White people. China and its propagated beacon of communism, in this historical narrative, was championed to become the leader of all people of colour to become liberated from White supremacy (Cheng, 2011). This propaganda, for Cheng, functions to connect racial struggles to class struggles while implying that racism only exists in Western colonial countries and has never existed in communist China. Consequently, China, once a nation victimised by racism, rid itself of racism thanks to the successful communist revolution (Cheng, 2011). Cheng (2011) notes that it is this official narrative that has given Chinese people rationales to not critically introspect racial discourses, cultivating a national complacency leaving racism against foreign nationals unchecked and unpunished. This unchecked racism, in Cheng’s (2011) analysis, is also prevalent in China’s cyber spaces. In this next section, I will examine publications focusing on racism on Chinese internet forums. 
[bookmark: _Toc195794082]4.2. Researching Cyber Racism 
Not unlike English education as a site for researching racism in China, the Chinese internet has become a valuable space for understanding anti-Black racism in Chinese society. Studying cyber racism grants access to the racial ideology present in people’s daily use of internet services, exposing how racialised ideas of other non-Chinese people are circulated, disseminated, and communicated. I will critically examine articles by Ouassini et al. (2022) and Pfafman et al. (2015) in the following section, highlighting the uniquely complex apparatus of races and racial discriminations in China’s cyber world. Especially, the former article emphasises the real-life stories documented and circulated on online forums, while the latter focuses on the racist commentaries made in social forums by Chinese online users. 
Ouassini et al. (2022) mobilised an algorithm model to investigate anti-Black racism in China by recording tweets on Twitter reporting stories about racist incidents that happened to Black people in China during the COVID-19 pandemic. Ouassini et al. (2022) utilised a latent Dirichlet allocation technology to organise and categorise relevant tweets regarding how the Chinese government inflict racism on Black people in China. Ouassini et al. (2022) attribute the origin of anti-Black racism that occurred during the pandemic to a racial ideology embedded in Han Chinese culture, not in broader and general Chinese culture. Specifically, Ouassini et al. (2022) claim that the Black community was treated as passive and racialised objects. Black people are labelled as contagious, dirty, and an aggressive physical threat to the health and safety of the Han people (Ouassini et al., 2022). The consequences of those labelling processes were discriminatory practices against Black people in daily settings (Ouassini et al., 2022). Han supremacy, according to Ouassini et al. (2022) is the key dominant ideology to daily anti-Black racism because it subjugates and classifies not only Black people, but also other minoritised ethnic groups in China as inferior. 
Ouassini et al. (2022) identified four subgroups for data analysis. First, through their use of a computer-aided algorithm calculation and categorisation of tweets with topics of micro level discriminations, such as “Racism”, “African”, “Foreigners”, and “White”. Ouassini et al. (2022) contend that Han supremacy shared similarities with White supremacy, interchangeably impacting on the experiences of racism by Black people in China. Yet it is unknown why Han supremacy would be treated as a domestic White supremacy in China (Mullaney et al., 2012). It is unclear if Ouassini et al. (2022) or Mullaney et al. (2012) perceive White supremacy performed by White people in Chinese society and how that would interact with Han Chinese, minoritised Chinese ethnicities, and Black people in China. 
Second, Ouassini et al. (2022, p. 70) used topic like “Black”, “World”, “Chinese Virus”, “Xenophobia”, and “Taiwan is not China” to claim that the Chinese government played a vital part in instrumenting the discriminatory policies against Black people in China, as it was also shown in how Chinese international corporations treated their Black African employees in African countries. This highlights what Ouassini et al. (2022) identify as focal points of transnational conflicts and international contentions involving controversial territories like Hong Kong, Tibet, and Xinjiang in China, illuminating the institutionalised ideological racism against all minorities in China. They also frequently refer to Dikötter (1992) and his theorisation of anti-Black racism in China, making racism in Chinese society a historically constructed reality rooted in Han Chinese tradition. 
Third, Ouassini et al. (2022, p. 70) categorised “Black Twitter”, “Coronavirus”, and “Black Lives Matter” as topics and established a connection between Black African struggles as racial minorities in Chinese cities and the global Black suffering in the Black Lives Matter Movement, highlighting the collective resistance against institutionalised racism in Chinese society (Ouassini et al., 2022). Lastly, Ouassini et al. (2022, p. 71) engaged with “China Must Fall”, “China Must Pay”, “Boycott China”, and “Wuhan Virus” and identified a reactionary and racialised anti-China racism in their dataset. According to Ouassini et al. (2022), such anti-China racism was coming from an organised movement incited by the Chinese mistreatment of Black African people, making anti-China racism a self-inflicted consequence for Chinese people. However, Ouassini et al. (2022) did not explain why the critiques of the Chinese government needed to become explicitly racist against Chinese people. 
Ouassini et al.’s (2022) study is problematic in three aspects. First, Ouassini et al. (2022) have taken a conservative perspective on racism in China as they attribute it completely to the Han Chinese culture or an ideology of “Han supremacy”, contrasting this with White supremacy. Referencing Dikötter (1992), Ouassini et al. (2022) present a logical map starting from the theory that the Han Chinese already made a cultural distinction between the superior Han and the inferior other ethnicities. Black people, in this distinction, belong to the inferior others. This othering process curiously did not include Europeans who have always been the geographical and cultural others too. Rather, according to Ouassini et al. (2022, p. 65), the European White “race” was seen as “superior”, contributing to China’s development (Cheng, 2011). Also, by comparing the supposed “Han supremacy” to White supremacy (Mullaney et al., 2012), Ouassini et al. (2022) run the risk of underestimating the racial capital of Whiteness in Chinese society when White supremacy prevails in China where Han Chinese are the majority population. This narrative ignores possible historical and social developments, where White supremacy installed by colonialism might implant systemic racism against all non-White people in China. Thus, “Han supremacy” as an analytical category might not be as useful and convincing as Ouassini et al. (2022) made them to be. 
Second, in what is contextualised as “Han supremacy” and a disdain of Black people, Ouassini et al. (2022, p. 66) refer to a news report of a McDonald’s restaurant in Guangzhou refuse serving Black people due to a potential risk of spreading COVID-19 (Deabler, 2020). Ouassini et al. (2022, p. 66) specifically state that “Han owned stores often hang signs banning the entrance of Blacks, Uyghurs, and other minorities”. Granted, believing that Black people are superspreaders of COVID-19 or any viruses is rampant racism, but the question remains how Ouassini et al. (2022) can support that statement. How can Ouassini et al. be sure the owners of stores are Han Chinese? Could non-Han Chinese people not harbour anti-Black racist views? The view that restaurants owned by Chinese people must be owned by Han Chinese runs the risk of essentialism, potentially equating Han Chinese to all Chinese people. Ouassini et al. (2022) fail to provide details that would be essential to their argument that it was particularly Han Chinese people practising anti-Black racism. 
Finally, Ouassini et al. (2022, p. 65) cite Amoah et al. (2020) and specify that Chinese negative confusions of Black people with African people can be psychologically distressing. Although Amoah et al. (2020) are focusing on Hong Kong society, so that the applicability of their research to Chinese mainland society might be limited, there is still a valuable lesson about how damaging it can be to confuse African and Black identities. However, Ouassini et al. (2022) themselves, throughout the entire article, conflate Black people with African people, implying that all African people identify as Black. For example, Ouassini et al. (2022, p. 64) assert that “the continued presence of Africans in China is producing new racialized tension exerted by the Han majority against the Black minority population”. In this statement among many others in their article, Ouassini et al. (2022) uncritically conflate the conceptual identities of ‘African’ and ‘Black’, implying a sameness between those two identities which is implicitly racist in itself. 
Such a conflation of Africanness and Blackness exhibited in Ouassini et al. (2022) is not an isolated case. There are many scholarly endeavours in which such conflation happens. Binxin Zhang (2024) in his article explicitly endorsed the conflation of “Africanness” and “Blackness” by arguing that it is in Chinese people’s daily racial awareness and practices. It in turn reveals how deep-seated racialisation of African people as Black people according to a colonial blueprint in Chinese society. Jamie Monson (2015) advocates for scholars to abandon such a conflation. She illustrates this confusing racial categorisation in the discourse mobilised in scholarship on China-Africa relations, especially in Cheng’s (2011) article, which was reviewed above. Monson (2015) identifies a somewhat common practice of carelessly conflating important identifiable terms, for example, “African” and “Black”. Cheng (2011) initiates his articles by racialising African people as Black people, for instance, writing about “anti-African racism” and about “presumed black racial inferiority” (2011, p. 561). As Monson (2015) summarises, some scholars use “African” and “Black” interchangeably. She continues: 
Ongoing racialization must be understood to be a situational, contingent and unstable process. It must also be carefully situated in historical contexts, including those of colonialism and postcolonialism. And finally, this discourse must go beyond the binary categories of “Africanness” and “Chineseness” to include other identities, in particular the category “whiteness” (Monson, 2015, p. 5).
In summary, my concerns about the articles by Ouassini et al. (2022) stem from the lack of rigour in their research. It is especially clear in their use of concepts like “Han supremacy” and its seemingly dominant racial position relative to Black people in a hierarchy. In my thesis, I will explain how White supremacy subjugates both Chinese and Black people in a racial hierarchy in China. Chinese people perpetuate this racial hierarchy by upholding White supremacy and enacting anti-Black racism. In the following sections, I will review a paper by Pfafman et al. (2015) to offer insights into how cyber racism on Chinese internet might appear to reveal knowledge and ideologies of race. 
Pfafman et al. (2015) approach the concept of cyber racism and racist discourse by critically examining commentaries on the Chinese website ChinaSMACK, an online forum where popular and recent news are translated, reported and shared in English. Pfafman et al. (2015) aim to evaluate the political function of racial thinking by identifying two characteristics of cyber racism on the Chinese internet. First, Pfafman et al. (2015) suggest that external threats to the collective as well as individual Chinese identity function as a trigger for internet users commenting on ChinaSMACK to negotiate the meanings of Chineseness, Chinese nationalism, and its racial purity. According to Pfafman et al. (2015), Chinese online users seem to be particularly sensitive and insecure about the romantic and sexual relationships between Chinese women and Black men. 
The study by Pfafman et al. (2015) resonates with Sautman’s (1994) and other publications mentioned above in one respect, namely racialised sexual insecurities (Lufrano, 1994; Sullivan, 1994; Shih, 2013). This is also what Cheng (2011, p. 565) conceptualises as “gut-level” racism which triggered the Nanjing incident. Sautman (1994) suggests that the insecurity of Chinese online users about relations between Chinese women and Black men can be characterised as “gene pool protectionism”, which is a form of racial essentialism. This racist discourse in China has long been describing those interracial relationships as a “racial invasion” before the invention and wide access of the internet (Pfafman et al., 2015). 
It also resonates with the great replacement conspiracy in Western countries which subscribes to the idea that ethnically homogeneous populations are at risk of being replaced by non-European demographics (Ekman, 2022). This conspiracy is usually propagated in European White countries from top politicians to other right-wing politics (Ekman, 2022). The core of the deployment of this conspiracy is inducing social and economic fear, insecurity, and anxiety in the local population by cultivating an idea of depending on cultural and racial sameness (Ekman, 2022). Thus alienating, othering, and eventually stigmatising and dehumanising the racial minorities becomes inevitable. For Pfafman et al. (2015), the view of Chinese online users match right-wing perceptions of non-European, non-White, and non-Chinese others, that is Blackness. Black men having any type of relationship with Chinese women that might lead to reproduction would pose a threat to Chineseness, hence triggering the fear of replacement. 
Zhang (2024) also documented that there is a widely spread hashtag “Chinese boys protect Chinese girls” on Weibo, a popular online forum similar to Twitter, in response to a draft policy on foreign nationals obtaining permanent residency in China issued by the Ministry of Justice in 2020. The internet users backlashes with rumours of an “importation” of 500, 000 “Asian, African and Latin American youths” (Zhang, 2024, p. 6). The internet users incite fear in spreading rumours of how people from those continents harm Chinese girls who need protection from Chinese boys. They particularly emphasised the supposed Blackness of those Asian, African, and Latin American people by engaging with anti-Black racial discourse (Zhang, 2024). He notes that “this has to do with the negative image of black male sexuality but is also in line with the intertwinement between Western/white superiority and anti-black attitudes” (Zhang, 2024, p. 7). Thus, it is clear that the Chinese male role as “protectors” of Chinese women was threatened by the supposedly hyper-sexualised Blackness that is discriminatively labelled onto Black people on the Chinese internet (Shen, 2009; Pfafman et al, 2015; Zhang, 2024).  
Cheng (2011) notes that racism prevalent on the Chinese internet often goes unpunished. Chinese internet users who are not punished for their racist remarks continuously shape and reproduce Chinese perceptions about Black people and African countries (Shen, 2009). Shen (2009) also notes that China is not a democratic country. Chinese citizens’ voices are often censored under the rule of this authoritative government. Chinese official policies with African countries are thus taboo for discussion. For Chinese citizens, the only available way to voice their opinions is to carefully express their discontent online when the Chinese government is not the target. Anti-Black racism becomes an acceptable way of expressing dissatisfaction with foreign policies. Shen (2009) emphasises that Chinese online users know that their opinions would not be taken seriously and they have no intention to pressure the government to act on foreign policies according to their views. But, as Shen (2009) concludes, even though the government largely ignores Chinese online users’ racist views on Black people and their disapproval of China’s foreign policies with African countries, Chinese online users’ views are still playing a vital role in creating a national perception of African countries and Black African people. In turn, it helps build parts of the Chinese national identity (Shen, 2009). 
In an environment where racial discourse goes unpunished, Pfafman et al. (2015) assert that racism against Black African people on the Chinese internet resembles racism against African Americans in the US. They attribute the characteristics of Chinese cyber anti-Black racism to a wide US media circulation and consumption in China. Even Black stereotypes and the consequential resistance of foreigners mentioned and included in economic, political, and governmental policies are deemed to be under Western media influence. This is an important finding because it serves as a counterargument to the current mainstream historical sociology on the root of racism in China. For instance, Dikötter (1992), Cheng (2011), and Sautman (1994) tend to contextualise anti-Black racism in the tradition of Chinese cultures. In other words, racism in China is said to have Chinese characteristics which should not be reduced to a Western imposition of racism alone. Pfafman et al. (2015) argue that racism in China is not unique to China but a modern phenomenon shared with the global trend of anti-Black racism and White hegemony. Future research on racism in China should focus less on how pre-modern traditions have fuelled modern forms of racism, and instead investigate how racism in modern China is an imported ideology since the Chinese modernising project. It thus opens doors for understanding racial discourse in Chinese society from other theoretical perspectives, such as decolonial and postcolonial standpoints. 
In summary, studies of racism in China focusing on the internet have evidently contributed greatly to the argument that racism is a modern phenomenon in Chinese society, offering a counterpoint to existing theorisation of racism as a product of Chinese cultural traditions. All these studies reviewed in this section tend to focus on what racist rhetoric that Chinese people say online. It consequently ignores the experiences of the racialised groups of people who become victimised by those racism, especially Black people. This is a weakness consistent with the previous mentioned studies on campus racism. In the next section, I will discuss the methods and findings available in studies of the African community in Guangzhou. I will examine how those current scope of research that focuses on Black people living in China help inform this thesis theoretically and methodologically. 
[bookmark: _Toc195794083]4.3. Anti-Black Racism in the African Community in Guangzhou
As mentioned in the last section, Monson (2015) maintained that it is common for scholars researching racism in China to conflate Africanness with Blackness. Zhang (2024) defends this conflation and notes that his research treats Africanness and Blackness as interchangeable identities because these meant the same thing in Chinese cultural context. In other words, Zhang (2024) validates the conflation of Africanness with Blackness because Chinese people commonly use it in everyday lives. However, I wonder if this daily conflation in Chinese language is precisely the reason race and anti-Black racism should be critically studied? Is it not the reason for investigating how anti-Black racism and racialisation are understood in China? In this section, I will review articles that studied the African diaspora community in Guangzhou. 
Lan (2015, 2016, 2019) pioneers in researching the African diaspora community in Guangzhou and Black African peoples’ experiences of racism in China with qualitative methods of interviews, ethnography and observations, and archival research. In her investigation of how “interracial” marriage between Chinese women from rural China and Nigerian businessmen illustrates racism in Chinese society, Lan (2015) found that their marriages are often discriminated against by the Chinese relatives and the wider Chinese society. Lan (2015, p. 139) observed that many migrants from rural Chinese towns made no distinction between foreign White and Black men. In general, foreigners were considered wealthy, and those Chinese women were considered gold-diggers when they dated foreign men (Lan, 2015, p. 139). The deep-seated anti-Black racism manifests in discriminating against their “interracial” offspring, their babies would be called anti-Black racial slurs by the Chinese relatives and discriminated against in kindergartens. In a wider context, African immigrants had to face discriminatory visa policies and difficulties associated with legalising their marriage in China. 
Guangzhou is a commercial and trade centre for Sino-African trade (Lan, 2016). Lan’s (2015) study in 2015 about “interracial” marriage was in the context of many African immigrants coming to Guangzhou to conduct international trade while building social connections with Chinese people locally. So, it is important to understand how Black African people experience racism while doing business with Chinese people in China. Lan (2016, p. 299) argues that Chinese society has shifted the meanings of race due to its difference to Western social context and China’s increasing global power. Black African community in Guangzhou occupies the exact central position in China’s economic rise (Lan, 2016, p. 299). In this 2016 article, Lan (2016, p. 300) adopted the definition of racialisation by (Omi and Winant, 2015, p. 13; Lan, 2016, p. 300), maintaining that racialisation is “the extension of racial meaning to a previously racially unclassified relationship, social practice, or group”. However, Lan (2016) did not seem to sufficiently use this definition of racialisation to investigate the racialisation in her article, especially in understanding how racial ideas might already have been implanted in China since 19th century colonialism. 
Specifically, Lan (2016) understands that the racial discourse in China has been mediated by the historical context of colonisation and anti-colonialism, Chinese nationalism, and the international relations between China and African countries since Maoist era. It is important to note that Lan (2016) identified the Chinese government’s position in implementing its visa and immigration policies relevant to Black African people’s lives, that is its race-blind ideology. These policies informed by the race-blind ideology prevalent in the West have fuelled anti-Black racism in the Chinese public. It is due to the fact that Black African people are highly visible in Chinese society while the Chinese public are encouraged to report undocumented Black African people to the police under the Guangdong Act in 2011. The definition of race, in the context of Guangzhou, China, Lan (2016) admits that it is influenced by the influx of globalised Western racial ideology. Lan (2019, p. 502) asserts that Chinese gaze towards Blackness and Africanness in Chinese society sometimes converges with the White gaze, incorporating the “black threat” narrative prevalent in Western societies into China. This point has not been consistently applied to her subsequent studies. It is evident in her 2022 study of the ELT industry in China as previously argued. 
Lan’s (2019) stance in treating White supremacy as non-existent in Chinese society was clear in her 2019 article that research grassroot Blackness in China. In this article, Lan (2019) argues that racial meanings in grassroot interactions have held spaces for multiple racial ideologies to negotiate and construct their existences. For example, Lan (2019) reports that “Chinese migrant workers’ fear or fascination with blackness may be attributed to curiosity and lack of contact with blacks, rather than internalization of Western racial ideology” (Sterling, 2011, cited in Lan, 2019, p. 486). This seems to discount the influence of Black representations in media circulation and how popular media from the US has contributed to shaping people’s racial ideologies (Pfafman et al., 2015), as I argued in the last section of cyber racism in China. Lan (2019) continues to argue that the racial interaction between Chinese people and Black African people involves a bi-directional interactive process that might include racial stereotypes on both sides. In other words, Lan (2019) seems to argue that racialisation between Chinese people and Black African people are on an equal ground. These arguments seem to contradict the findings from her previous findings that Black African people had to face everyday border control implemented by the Chinese public that is encouraged by the Chinese government’s immigration policies (Lan, 2016). This daily border control is essentially entailing a power imbalance between Chinese locals and Black African foreigners. 
Lan’s (2015, 2016, 2019) studies of Guangzhou African diaspora are valuable in offering new insights of how Chinese people interact with Black African people. She also sheds light on how the Chinese government handles its increasingly international position in making and implementing immigration policies for foreigners (Lan, 2016). Although she has pioneered in deploying methods and methodologies to understand Black African experiences of racism in China, her studies on the Guangzhou African community seem to be inconsistent in her findings and theories.  
Apart from Lan’s studies that investigated the meanings of Blackness in this subfield, there are a number of studies that looked into different aspects of Black African experiences of living in China. Huang (2020) looks into the similarities between Black African people and rural Chinese migrants in Guangzhou in order to argue that racism in China ties closely to the anti-rural sentiments in urbanisation. Black African people often find difficulties in housing and working created by a lack of regulation and harsh crackdowns by the government (Castillo, 2016; Huang, 2020). She maintained that the description of Black African people as “sanfei” which literally means “triple illegal” in foreign nationals entry, stay, and work in China. This description is identical to how Chinese rural migrants are often labelled as “sanwu” which means rural workers who stay and work in urban cities without “hukou” or any other governmental documentations (Huang, 2020). “Hukou” to Chinese rural workers is like visa policies to Black African people, they are purposed for social surveillance and monitoring of population movements, which is often utilised to control access to housing and employment (Huang, 2020). 
Huang (2020, p. 162) maintains that “‘sanfei’ is a local adaptation of the global discourse of race that help legitimize the gentrification of neighborhoods that are allegedly safe havens for ‘sanfei’”. It is observed that the labels of “low quality” or “di suzhi” being attached to Chinese rural workers shares resemblance with how Black African people are described as “low quality” as well (Huang, 2020). This resonates with what I will argue in Chapter V and VI about how Black inferiority is often associated with Chinese cultural notion of Suzhi, which means quality of self-governing abilities. She argues that the social control exhibited in visa policies and “hukou” policies are essential in China’s urbanisation and gentrification at the cost of sacrificing vulnerable groups of people like Black African people and Chinese rural workers (Huang, 2020). Anti-rural sentiments and anti-Black racism colluded to become political devices in urbanisation of Guangzhou (Huang, 2020). Huang’s (2020) analysis missed out on how rurality is usually attached with lower class positions, which might also mean what Su et al. (2022) argue to be a class-informed racial categorisation.  
In summary of this section, many studies have been able to capture the racial elements in the urban developments of Guangzhou where Chinese people from rural towns and Black African people from abroad meet and interact. However, their research has not been completely focusing on the manifestation and characteristics of anti-Black racism in China. What my thesis have adopted from their theoretical and methodological contributions are the racially discriminatory visa policies are implemented to create difficulties for Black African people to reunite with their Chinese partners and families, Chinese public perception of Black African people as threats to the social stability in China, Chinese government’s incompetence in regulating markets of housing and employments to better accommodate foreign nationals’ livelihood, and the highly similar classist and racist treatments of Chinese workers from rural areas and Black African people. 
[bookmark: _Toc195794084]Conclusion
In this chapter, I have examined three groups of literature relevant to my thesis: Dikötter’s theorisation of racism in China, literature on English education and its racialising factor, and scholarship on anti-Black racism in Chinese society. First, I criticised Dikötter’s (1992) theory with decolonial thoughts. Second, I underscored the contributions of Wang (2024), who specifies how the English language as a racialising technology helps foster and encapsulate racial dynamics and reproductions in modern China. Wang (2024) especially amplifies the often ignored, reduced, and simplified historical facts of semi-colonialism in China as an impactful social engineering factor in producing racial ideology and racism. Proceeding from Wang’s insights, I also criticised Lan (2022) from her inadequate understanding of how White privilege manifests in China’s ELT industry, in particular, her reimagination of White privilege as mere privilege derived from having a White appearance without any connection to the global paradigm of White supremacy. 
In the third section of this literature review, I examined scholarship on anti-Black racism in China dating from the early 1990s to the present. In this field, research can be divided into two groups. The first is about racial conflicts on university campuses in China. The researchers who focused on this particular event have taken a historical-sociological approach, concluding that the racism and racial discourse displayed on campuses of Chinese universities were a result of traditional culture and contemporary domestic political struggles (Lufrano, 1994, Sullivan, 1994, Sautman, 1994, Cheng, 2011). During the conflict, an important message from the Chinese students regarded the Chinese government’s diplomatic and economic aid to African countries as a betrayal of the Chinese people themselves. They reasoned that the Chinese economy and society should have been prioritised and all the money invested and donated overseas directed back to their home country. However, behind the political message, there was a racial ideology that Chinese people believe Black African people do not deserve help as they are a burden contributing nothing to modernisation (Sautman, 1994). 
On the other hand, studies of racism in China have also focused on cyber racism or racism in Chinese society exposed in online forums. The findings from online research of racism in China have solidified the notion that the US media influence should not be ignored as a key factor shaping modern racism in Chinese society (Pfafman et al., 2015). This is an important finding to counter the claim of historical sociologists that racism in China is rooted purely in China’s traditional culture. Chinese racialisation of Black African people tends to conflate Blackness with Africanness (Cheng, 2011; Monson, 2015; Zhang, 2024). At the same time, the treatment of Black African people also mirrors how Chinese rural migrants are treated in urban cities (Huang, 2020). Based on these studies of the African community in Guangzhou, it is clear that the racialisation of Black African people shares attributes of how Chinese lower class rural people are viewed in Chinese society (Huang, 2020; Su et al., 2022). Development of urbanisation seems to become the key initiative for the government while sacrificing the vulnerable communities becomes the cost of development (Huang, 2020). 
This chapter sets the foundations for the subsequent analysis, in this thesis, I will argue that English education as an ideal site for researching anti-Black racism due to the function of the English language in racialising the colonised people, which confirms the historical heritage of this colonial instrument in spreading and reproducing racist episteme. This thesis then acts as an intervention in the field of researching racism in China by focusing and centring coloniality in producing racial ideologies in Chinese society. 





[bookmark: _Toc195794085]Chapter III: Theoretical Framework
This chapter will analyse theories regarding four aspects of my thesis, namely a decolonial theorisation of race and racism, colonial temporality and racial hierarchy, the English education and its relation to colonialism, and anti-Black racism in everyday life. In this chapter, I intend to discuss relevant social theories and to gather theoretical tools to interpret data collected from eleven Shanghai-based Black English teachers. This framework integrates important and relevant insights of decolonial social theory, postcolonialism, native-speakerism in sociolinguistics, concept of Everyday Racism, Black feminism, and intersectionality. 

[bookmark: _Toc195794086]1. Decolonial Sociology and Racism 
In the last Chapter, I demonstrated that the literature on racial discourse based on Chinese historical records is inadequate for capturing the reality of race and racism in modern Chinese society. Most current publications that have cited Fran Dikötter and his seminal works have remained uncritical towards Dikötter’s theories on China’s current understanding of racial categories. The opportunity in the last three decades to explore the role of coloniality in shaping Chinese racial ideology has been largely missed. The goal of my thesis is to explore modern racism in current Chinese society. But a discussion of the theories of the origin of racism, especially in China, cannot therefore be avoided, because I intend to highlight the flaws in those writings that attempt to use the theories of origin to reflect on contemporary racist phenomena. 

Dikötter (1990, 1991, 1992, 1994, 1996, 1997, 2010, 2013, 2017) has written extensively on racism and racial discourse in China and his stance has not changed. Xiang (2023, p. 282) dedicated her entire article to critically analysing Dikötter’s seminal work The Discourse of Race in Modern China (1992) and evidently argues that he has violated four academic standards, misapplying paradigms, stating factual inaccuracies, citing texts out of context, and mistranslating texts. Xiang (2023) holds that Dikötter’s work has imposed Western metaphysical and epistemological characteristics on the understanding of Chinese traditions. Xiang (2023, p. 281) asserts that Dikötter’s work has serious problems concerning its rigour and integrity that are showing what the West truly presumes of China and the reality of race: “that such dubious scholarship was so overwhelmingly feted upon its publication, and continues to be cited as an authority, reveals Western academia’s problematic attitudes towards China and race”. In this article, Xiang (2023) points out an urgent need to decolonise Sinology and terminate the unethical academic endeavours that continue colonialism by serving the small group of elites who direct foreign policies in Western countries yet disregarding the wellbeing of vulnerable people around the world. 

Outside of China studies, the notion that racism in modern societies originated in Western colonialism has been widely argued, evidenced, and accepted by academics (Mignolo, 2021; Quijano, 2000). It is certainly plausible for scholars like Dikötter to explore other ways in which racism can manifest in a given society, as he refuses to acknowledge the role of colonialism in Chinese historical and social change. But he has not made a convincing case for his arguments. My thesis becomes an antithesis which is particularly pertinent because the situation in this field is such that any competent competing ideas to enliven a rigorous academic debate on racism in China did not appear until recent years, for example, Wang (2024) and Zhang (2024). 
I previously mentioned that the conceptual dualism of coloniality/modernity in respect of Dikötter’s theory of racism in China. It is also imperative to explain the ways in which coloniality/modernity relate to the formulation of race and racism and the extent to which that connection is significant for assisting my thesis in theorising racism in contemporary China. 
Situated in the political history of Latin America, decolonial philosopher Enrique Dussel (1993, p. 66) considered coloniality as an “irrational myth, a justification for genocidal violence” in modernity. Dussel (1993) elaborates that modernity is a European phenomenon, the core contents of which contain a dialectical relation with non-European others. Dussel (1993, p. 66) argues that modernity appeared when Europe inaugurated itself as the centre of the world and its historical narratives. Its self-definition as the centre had also to involve the peripheries, which were other continents. This has led to Europeans thinkers falling into the trap of Eurocentrism in their knowledge production. This outcome was a Eurocentric knowledge production from European thinkers, which, in Dussel’s (1993) and Mignolo’s (2008) opinion, was a danger-inducing delusion and fallacy. 
Mignolo (2008, p. 13) further argues that modernity is intrinsically interwoven with “the geopolitical and body-politics of the knowledge of white European and North Atlantic males”. He explains that the idea that modernity is one-sided, singular and homogeneous tends to sustain its imperial logics, since the alternatives like peripheral and subaltern modernity all parallel the Eurocentric one. Mignolo (2008) asserts that the binary relation between coloniality and modernity departs from that singular narrative about the supposedly standard modernity and offers a vocabulary that is rooted in the history of the North Atlantic area since the 16th and 17th centuries, instead of only the Renaissance and the Enlightenment in Europe. He then maintains that “this Eurocentered narrative, of course, has its right to exist, since it corresponds with the experience of Euro-American histories, but it does not have the right to be the narrative for the rest of the world. Except in its imperial/colonial dimension” (Mignolo, 2008, p. 13). Modernity as a form of reality was disseminated to, and transformed, societies on a global scale precisely due to the colonial expansions for the last five centuries. Therefore, one cannot separate modernity from coloniality, as they both constitute the part within the symbiosis of each other. 

Mignolo (2008) continues that the dualism of coloniality/modernity signifies the central form of decolonial thinking that there are alternatives to the European model of modernity, because the focus of the narrative shifted to involve other forms of bodies and histories that have been colonised. This decolonial discursive shift is necessary because it radicalises the de-linking from the debate around the universal and the particular, the centre and the peripheries, and standard modernity and the other ones. Mignolo (2008, p. 21) regards the importance of alternative modernities as the same as the punctuation “hyphen” in the phrase “body-politics of knowledge”.  Mignolo (2008, p. 21) then referred to Lewis Goron’s (2006, p. 8) explanation of Blackness in the US. For example, as “irreconcilable doubleness, whereby being black does not equal being an American”. Gordon’s (2006) statement certainly was based on Du Bois’s (2007) theorisation of the double consciousness of Black people in the US. This example, for Mignolo (2008, p. 21), signifies that an alternative modernity is derivative from the European model, just like Black-Americans or African-Americans are derivative from the common imagination of Americans. The varieties of alternative modernity, therefore, operate conjointly with the “hyphenated” categories of people along racial lines. But there are “hyphenated” populations who do not seem to match the presumed national and racial “normalised” stereotypes of a given country and the global distribution of people by continents, like Africa and Black race, and Asia and “Yellow” race. They, in Mignolo’s (2008, p. 22) account, belong to the racial matrix wired in knowledge production which was built by coloniality/modernity during colonisations. In other words, the privileged, singular, and standard modernity and the alternatives highlight the knowledge in geo-politics; the divide of people between countries and continents along racial lines highlight the biographic politics of knowledge. Those two modes of knowledge production do not always align with each other (Mignolo, 2008). 
The coloniality/modernity model reminds us that the idea of only one totality of a singular modernity is false and that there is no modernity without coloniality, where coloniality is constitutive of, not derivative from, modernity (Mignolo, 2008). Geopolitical distributions of economic, political, epistemic, and cultural powers differ from colony to colony. Consequently, colonial differences constructed for and assigned to the colonised people produce epistemological and ontological divides in superiority and inferiority. These colonial differences eventually give rise to the binary of coloniality and modernity. Now, how does decolonial theory define race and racism with a conceptual apparatus that solidified the inseparability of coloniality and modernity? 
Quijano (2007) names ‘race’ as the fundamental element in the establishment of the divide between the colonised and the colonisers. He maintains that the relation between the colonised and the colonisers did not just follow the old ideas that the dominated was inferior and the dominator was superior. European colonialism, unlike any other types of conquest, manufactured a mutation of this simple relationship of the dominator/dominated into a relationship of ‘biologically and structurally superior and inferior’ (Quijano, 2007, p. 171). Quijano (2007, p. 171) then outlined three stages of racialisation. First, since the colonisation of the Americas, new identities based on physical biological human features were constructed and spread all over the world, such as “Whites”, “Yellows” and “Negroes”. Second, the geo-cultural categories were invented and assigned to indigenous groups according to their supposed physical identities, such as “Americans”, “Africans”, “Asians”. Finally, European domination formulated and organised the distribution of labour in the world capitalist system. The divide in labour force and work categories follows the same lines of race, which, in turn, helped naturalise the formations of nation-states, citizenships, and the cultures of democracy. Quijano (2007) notes that the global labour distribution and classification have persisted in building the racial capitalist system due to the lasting force of a Euro-centred coloniality of power which continued long after the collapse of European colonial administrations. 
Quijano (2007) reminds us of the process of racial formations and classifications. But what is the essence and significance of race in intellectual history from a decolonial standpoint? Quijano’s theory seems to resonate with what Mignolo considers to be the distribution of power according to the modes of knowledge production, which belongs to both geo- and body-politics. They are deemed central to what Ramon Grosfoguel (2011) and Enrique Dussel (1995) recognise as the ‘ego-politics of knowledge’. It is another production to generate knowledge, which has derived from Eurocentric traditions of political and intellectual properties of René Descartes, namely the notion of ‘I think, therefore I am’. Before ‘I think, therefore I am’, knowledge and the authority to explain and produce knowledge was in the hands of Christianity. ‘I’, in Cartesian philosophy, replaces God with humans to secularise and rationalise knowledge and produce new knowledge foundations upon which was to rest the truth beyond time and space, presenting the ‘God-Eye view’. 

This ‘God-Eye view’ centres neutrality, objectivity, universality and a non-situated episteme. Grosfoguel (2013) analysed two main arguments of Cartesian philosophy in understanding ‘I think, therefore I am’: First is the dualistic relation between the mind and the body in an ontological sense. The ‘God-Eye’ view can occur and be validated only if the mind is not of the same substance as the body. In other words, the mind has to be unconfined and undetermined by any conditions, limits and particularities, so that it can produce knowledge which is universal to all. As a result, the ‘I’ can then produce knowledge that is equipped with a ‘God-Eye’ view. If the mind and the body become one, ‘I’ can no longer produce God-like knowledge, as the mind would be conditioned by the physical limits of the body. The body will then precondition the situatedness of knowledge, producing a particularity of knowledge, which is no longer eligible for a ‘God-Eye view’. 

The second argument in the Cartesian ‘I think, therefore I am’ is an epistemological claim that “the only way the ‘I’ can achieve certitude in knowledge production is through the method of solipsism” (Grosfoguel, 2013, p. 76). Grosfoguel (2013) notes that Descartes claimed that the ‘I’ must succeed in producing knowledge by having an internal monologue on a given topic, only with oneself, without any interference from social relations. If the ‘I’ produced knowledge with other human beings in one’s social relations, this knowledge would have to have been located in that particular social relations, for example, the historical and political context. Grosfoguel (2013, p. 76) continues: “if knowledge is produced in particular social relations, that is, inside a particular society, then it cannot be argued that the human ‘I’ can produce knowledge equivalent to a God Eye view.”

The ‘subject-object’ split, ‘objectivity’ understood as ‘neutrality’, the myth of an EGO that produces ‘unbiased’ knowledge unconditioned by its body or space location, the idea of knowledge as produced through an internal monologue without links with other human beings and universality understood as beyond any particularity are still the criteria for valid knowledge and science… (Grosfoguel, 2013, p. 76).

Knowledge confined to geo- and body-politics, according to Grosfoguel (2013, p. 76), unlike Cartesian the ego-politics of knowledge that is universal, is regarded as “biased, invalid, irrelevant, unserious, that is, inferior knowledge”. This positionality has to stem from a sense of situating oneself as the centre of the world (Grosfoguel, 2013). At first, before ‘I think, therefore I am’ it was the colonial notion of ‘I conquer, therefore I am’. One feels to be the centre of the world because one has conquered the world. After ‘I conquer’ dominated the world through colonialism, Europeans succeeded in ‘God-like’ qualities that granted themselves the epistemic privilege that produced epistemic racism and sexism. But although this specific episteme created epistemic racism and sexism for dominating the colonised, non-Western humans, it still does not suffice in connecting ‘I conquer’ with ‘I think’. Grosfoguel (2013) asserts that it was ‘I exterminate, therefore I am’ that brought ‘I conquer’ and ‘I think’ together. In other words, genocides and the murder of the colonised peoples in the new and other continents – the modern world – are examples of how the ‘I’ conquered the world by killing the colonised led by ideologies of epistemic racism and sexism invented by ‘I think’. 

Epistemic racism is fundamental and central to defining the historical origin and essence of race and racism for this thesis. During European colonial expansions and genocides of indigenous peoples in the Americas, a distinction was made between the Christian males who were superior and modern and the indigenous who were inferior and primitive. The superiority of the colonisers inaugurated a ‘semiotic ecosystem for inferiority’ extending from religion to encompass race, culture, language, gender, forms of productions, and eventually categorising all subsequent polities of colonial societies till the present. In the words of historian Lynn Mario T. Menezes de Souza (2019, p. 31), ‘this [semiotic economy of inferiority] produced the rhetoric of modernity, the logic of coloniality and episteme of racism.’ This ideological transformation of race shown in the material reality is constitutive of the centuries long life of coloniality and the ego-politics of knowledge: the Europeans simply cannot be modern and White without barbarism and colours being forcefully attached to the indigenous. 

Quijano and Ennis (2000) first unfolded the theory of the coloniality of power precisely to describe the creation of racial divisions by colonialism. The model influences all aspects of human experiences, for example, the identities and experiences of sexuality, race, gender expressions, subjectivities, and senses. Grosfoguel (2011) further conceptualises the coloniality of power with Black feminism and the concept of Intersectionality from US sociology (Collins, 2009; Crenshaw, 1989), arguing that this new world is built on intersections of multiple heterogeneous hierarchies. Those overlapping hierarchies manifest in sexual, racial, gendered, political, epistemic, spiritual, and linguistic forms of oppressions and exploitations. The modern divide between Europeans and non-Europeans that encompasses human classifications along the line of race reconfigures all other globally rooted structural and historical power systems previously in place. In turn, the idea of race and racism serves as the fundamental principle that dictates the power structures and hierarchies of the world previously in place (Quijano, 1993; Grosfoguel, 2011). In other words, the concept of race was not in existence in any hierarchies in any cultures. It appeared subsequently and suddenly with, and was constructed by, the establishment of the new world. It then became the most efficient tool to categorise, organise and classify humans, reconfiguring all social systems regardless of the national and historical borders and the social developments unique to specific structures. 

Quijano and Ennis (2000), in their conceptual formation of the coloniality of power, emphasises a tension between ontology and epistemology in public racial discourse, where race was deemed as an ontic issue in relation to classifying specific innate and material characteristics of humans. But is race truly ontological or is it in fact epistemological? In short, there is no race in human biology beyond the concept of race. A concept is essentially epistemological. Rather, there is a difference between what there is and what humans perceive there is. According to decolonial theory (Quijano and Ennis, 2000; Mignolo, 2021), the idea of hierarchically organised races was not invented until the colonial expeditions in the Atlantic continents five centuries ago. Prior to that, people were recognised by their ancestry, kinships, and regions, and not necessarily within hierarchies. This 16th century blueprint of racial order was spread to the world by the 19th century and till the present time. Quijano and Ennis (2000) assert that “race” as a human category is already discriminatory and prejudiced in its terminological discourse. For Quijano and Ennis (2000), “race” was first created to take non-White bodies and their bio-properties to be the essentialising attributes that confirm their supposed ontological inferiority. Biological deterministic notions of race were then made in an effort to produce the assumed innate racial properties of world populations, consequently solidifying racial hierarchies. Upon the episteme of race, racism and its driven behaviours were enacted. Therefore, race and racism are never ontic, but questions of epistemology of coloniality. 
Mignolo (2021, p. 90) defines the classifiers of race in the racial discourse as “he who controls and manages knowledge and the regulation of knowing classifies and places himself as the model and reference of the classification and ranking.” In the case of modern racism as we see and sense it today, the classifiers of race, the creators of racism are the actors who assume the position of privilege of and are adherent to Christianity and Whiteness to the extent of dictating what to know and what to be, regardless of preselected features of supposed hierarchical cultures and human biology (Mignolo, 2021, p. 90). What Mignolo (2021, p. 91) has achieved in his theory goes beyond the point of merely defining the classifiers; it reveals the hidden rationale in this particular epistemic classification of world populations, which is to create an unfalsifiable ontology of the classified peoples. Mignolo (2021, p. 90) also problematises the logics of the dominating actors attempting to conceal themselves in the functioning system of racial classifications, calling for an investigation into the backstage of the formation of racism manifested in the perceived colonial racial differences. For Mignolo (2021, p. 91), the act of concealing the race classifying discourse is an effort to concretise race with an epistemological avenue specialised in elaborating on the alleged colonial ontological differences, hence the imposition of classifiers’ knowledge of human race in order to normalise and naturalise colonial relations between the ontologically inferior and superior. 

In this section, I have discussed the theoretical models of coloniality/modernity in order to illustrate the origin of epistemic race. The modernity/coloniality model offers a unique perspective for considering racism in China, dissecting and solidifying China’s racial ideology as a form of coloniality. As Mignolo (2008, p. 22) states, 

Modernity/coloniality, in other words, is what unites, like conjoined twins in a differential power relation, Spain and the New World, England and India, the United States and Iraq; what unites whites and blacks, whites and Indians, whites and Muslims, white and yellow races. Would it then be possible to think of … the yellow race that does not depend on imperial whiteness? 

This question exposes a key discourse in racial classifications in China. Is it possible for the idea of the ‘Yellow race’ in the post-feudal, post-colonial Chinese racial awareness and discourse to exist without the troubling reminder of the history of colonialism in China? Or was it because of coloniality that the racial imagination of the Chinese was brought into their historical consciousness for striving for modernity? Based on decolonial scholarship, I argue that, if we accept the premises that modernity was introduced into China in the 19th century, and racism is a consequential phenomenon of coloniality, then coloniality in China produced racism in China. The process of the racialisation of Chinese people and the colonisation of their minds was a modern project, resulting in the forms of racism widely recorded and experienced in today’s Chinese society. Arguing that the trajectory and symptoms of racism prevalent in modern China mirrors that in the West allows me to include and analyse theories derived from the Western context to illustrate a full picture of racial ideology and practices in China. 

[bookmark: _Toc195794087]2. Colonial Temporality & Racial Hierarchy 

落后就要挨打。 [Backward countries are naturally subject to invasion and exploitation] (Xu, 2000, p. 40).
Captured above is a historical narrative for understanding the colonial history of China. Due to China’s past economic, military, and technological failures compared to Western colonialism, China suffered a ‘century of humiliation’. Feng Xu (2000) was not the only scholar who attempted to translate this quote. For example, Henry He (2001, p. 129) translates it as “backwardness proves vulnerable to attack”, and Peter Gries (2004, p. 51) rather plainly renders it as “the backward will be beaten” (Wang, 2020, p. 1). In all these translations, the statement conveys that backward countries deserve violence because of their backwardness. 
Xu (2000) considers this view to be the determinant and prevalent justification for China’s national discourse of modernisation, according to the official narrative of Chinese history. She maintains that the First Opium War of 1840 was the start of the subjugation of the Chinese people. Reformers of the Qing Dynasty were taught that economic strength gained through modernising the country was the only way to defend Chinese territories from Western colonisation. Once China had fallen behind, it would be deemed to be becoming backward, being beaten by the West would be inevitable. Following this logic, Chinese people themselves accepted that they were backward, so that the defeats they suffered were justified. They developed an inferiority complex, according to Zhang (Zhang, 2024). Moreover, it implies that all other ‘backward’ people were also meant to be beaten, defeated and exploited (Anand, 2019). 
The quote represents a racial eugenic and social Darwinist ideology that legitimises the survival of the strongest races and the destruction of the weak, therefore maintaining the logic of colonisation. Prasenjit Duara (1996, p. 20) notes that social Darwinism constitutes the often-concealed Enlightenment mentality, or, in his words, “its monster child”. It resonates with what Grosfoguel (2013) examined regarding Cartesian philosophy during the Enlightenment. Enlightenment rationality supported destructive exploitations in the name of civilisation in that hierarchised ‘advanced’ and ‘backward’ races were created, sustained, and justified. This hierarchy essentially uses a temporal discourse to organise colonised peoples. 
Mignolo (2011, p. 151) states that time has become a fundamental device of coloniality. For ‘time’ to demand a diverse group of people to be organised into hierarchies, Europeans need to preserve its own modern and present self by separating it from the others who live in the past. ‘Otherness’ was thus created in order to sustain European modernity. ‘Time’ as a social construction then becomes a colonial instrument. Hence the past belongs to the others, the others are the past. The others were therefore compelled to “catch up”. European colonialists then succeeded in establishing the ideology of progress upon which the construction of a linear timeline was founded. In more current terminology, the timeline of modernity appears in the distinctions of the developed and underdeveloped (Mignolo, 2011, p. 151). The underdeveloped need to chase the developed in a normalised, naturalised, and rationalised linear timeline.
The idea of ‘catching up’ with modernity, according to Mignolo (2011), lies in the social construction of time. Mignolo (2011, p. 151) considers time as “a category belonging to culture, not to nature”. During the 18th century, time was mobilised to make distinctions between cultures and nature, which produced the colonial differences between modernity and tradition (Mignolo, 2011, p. 151). It implied that those who have achieved modern time have the ability to define time. Since then, the colonised people were measured against an imaginary chronological notion of lineage from nature to culture, which ultimately become indications of a progressive motion from tradition to modernity, from primitiveness to civilisation (Mignolo, 2011, p. 153). The colonised peoples then were classified against the temporal definitions of civilising projects that placed Asia, Africa, the Americas, and Europe in a chronological order (Mignolo, 2011, p. 153). Based on this order, Europe and the West are living in the present time and modernity, and the rest of the world is living in the past – and is thus backward (Mignolo, 2011, p. 153). The present Europeans are living in civilisation, carrying out the mission to civilise the others who live in the past. In other words, the people of the present are superior to the people of the past, the inferior (Mignolo, 2011, p. 161). 
Lucy Mayblin and Joe Turner (2020, p. 29) note that “because progress towards modernity occurs within a linear conception of time, Europe (or ‘the West’ as a symbolic geography) will always be ‘ahead’. If others accelerate, they may ‘catch up’”. Similarly, Marius Meinhof (2017), in his investigation of the discourse of development theories in China, identified a colonial temporality operant in the Chinese ideological apparatus. A colonial notion of time functions as the hidden accelerator moving Chinese people towards modernity. Meinhof (2017) coined the term ‘colonial temporality’ based on an interpretation of Barlow’s colonial modernity as well as the theoretical framework of the colonial matrix of power established by Quijano and Mignolo. This colonial temporality, according to Meinhof (2017), decides colonial differences as temporal differences, which manifests in various stages of progress in modernisation. Meinhof (2017, p. 53) contends that, as a result of forging a linear conception of time, “colonial temporality constructs a hierarchy of places that frame differences in culture in a temporal way”. The word ‘backward’ is an essential lexicon in colonial temporal terminology. Europe represents the present, the modern, the ‘ahead in time’, on which the Chinese rely for writing a narrative of constant self-improvement, because China is placed in the middle of that timeline (Meinhof, 2017). 
The brutalisation and destruction of the colonised peoples was integral to colonisation. This logic of “advanced” Europeans contrasted with the “backward” Chinese came to be adopted by Chinese people themselves, because social Darwinism was a pervasive force in racialising Chinese people too (Zhang, 2024). China was in the vortex of ideological and epistemological colonisation and Chinese people were subject to colonial violence, since they were classified as a race “back in time” (Mignolo, 2011, p. 160). If the Chinese did not assimilate to modern culture and “catch up” to European modernity, they would be eliminated by history. 
Meinhof (2017) states that his article on colonial temporality is an analysis of one of the four cornerstones of the colonial matrix of power. His concerns for the coloniality of knowledge and subjectivity remain inseparable from the other three dimensions of coloniality, namely the economy, authority, and race, gender, and sexuality. In other words, what was conceptualised in the coloniality of knowledge as colonial temporality in China must be associated with the colonial formations of racial and sexual oppressions too. Colonial temporality places China in a linear, ongoing timeline, implying that China is always improving itself towards modernity. Meinhof (2017, p. 61) argues that “being ‘in the middle’ simply means that there is a linearly improving development of history in which China is imagined to be in the very middle”. This description seems to depict a hierarchy of progress that places Western society on top, Chinese society next, and the rest of the world last. 
In conclusion of this section, the colonial temporality hierarchises the colonised peoples temporally (Meinhof, 2017). Does this temporal hierarchy of peoples indicate their racialisation? I will address this question in later Chapters, after taking a closer look at global racial hierarchies in the following.  
I argued above that Chinese colonial temporality centred the colonial discourse about time and compelled the Chinese people to chase after the Western definition of modernity. This temporal hierarchy puts China behind the West but ahead of the rest of the world. In this following section, I will explain what a globalised racial hierarchy appears to be in relation to what Chinese racial hierarchy configures. 
Omi and Winant (2015, p. 127) articulate that a racial hierarchy is constructed as a cultural project that has been “inserted in a comprehensively racialized social structure. Race becomes ‘common sense’ – a way of comprehending, explaining, and acting in the world”. In other words, a racial hierarchy colludes with other forms of existing classifications of humans and dictates what knowledge of the social reality can teach one group of people in relation to others. It also conditions how people exist and relate to racialised social structures, institutions, and systems they inhabit (Freeman et al., 2022). Fanon (2008) thought that racial hierarchy had its roots in colonisation. This suggests that it is necessary to deploy a decolonial perspective to view racial hierarchy. 
In his analysis of the capitalist system and coloniality, Grosfoguel (2004) asserts that a global racial hierarchy is intrinsically connected to the capitalist divisions of racialised labour since the 16th century (Quijano and Ennis, 2000; Mignolo, 2021). This hierarchy produced by European colonialism differentiates Europeans from non-Europeans. Following the logic of postcolonial independence movements since the 1950s, postcolonial societies and their economic and political structures are still dependent on the globally distributed divisions of labour that subordinate non-Europeans in a hierarchical manner (Grosfoguel, 2004). Economic hierarchy combined with a racial hierarchy comes with a dominant Eurocentrism, which constitutes a globalised coloniality to confirm the distinction between Europeans/Euro-Americans and non-Europeans. Consequently, 
‘Coloniality’ is entangled with, but is not reducible to, the international division of labor. The ‘colonial’ axis between Europeans/Euro-Americans and non-Europeans is inscribed not only in relations of exploitation (between capital and labor) and domination (between Europeans and non-Europeans), but also in the production of subjectivities (Grosfoguel, 2004, p. 321). 
The reason why I explain how racial hierarchy relates to capitalism and coloniality is that the theoretical structure – the coloniality of power – still informs the understanding of how the global capitalist system was constructed on the foundations of colonial relations (Grosfoguel, 2004). Grosfoguel (2004, p. 326) holds that “‘coloniality of power’ historicizes and explains why certain groups are at the bottom of the ethnic-racial hierarchy while others remain at the top.” Specifically, Grosfoguel (2004) elaborates that the continuities of the colonial past have been manifested in how Euro-Americans remain privileged and on top of racial hierarchies, while people of colour remain at the bottom, in US society. 
Based on his empirical research, Jennings (2000) notes that the racial hierarchy in the US is always a device facilitating the unequal distributions and concentrations of wealth for the richest group of people. This strategy is assisted by neutralising conflicts and tensions incited by social class. In US society, Black people are continuously placed at lower positions compared to White people (Gans, 2012). This racial hierarchy seems to disregard any political and economic advances that Black people can realise individually or collectively (Jennings, 2000). As a result, 
… racial hierarchy, …, is fundamentally a power relationship that is reflected in different social arenas and facilitated by institutionally determined benefits correlated with racial categories (Jennings, 2000, p. 26). 
Similar hierarchies that racialise and classify people can be found in many other countries.  Jennings (2000) has found that in South Africa Black Africans suffer an absolute disadvantage in employment rates and household incomes. Udah (2017) reports that Black people are often placed at the bottom of racial hierarchies in countries like Australia, India, Indonesia, and South Korea. In Latin America, Black people still occupy the lowest level in the social ladder, in which White people have superior status (Udah, 2017). India, once a subordinated country still occupies a position higher than that of Black African countries, whereby Indian people regard this racial hierarchy in a favourable way, such that no resistance to stereotyping Black Africans as uncivilised was found (Davis, 2018). 
Although White people and the Whiteness they represent often occupy the top of the global racial hierarchy, it is true that a fluctuating racialisation influences the structures and respective positions of the racial hierarchy (Modi, 2023). In other words, racial hierarchy is conditioned to historical developments and geographical locations, it changes depending on when and where the hierarchy takes place. Modi (2023) contends that the US racial hierarchy is interlinked with colourism. Black people whose ‘bloodline’ contained one ‘drop’ of Black African ancestry would not be classified as White. Even though this rule of blood is no longer legal, it still illustrates that the rule of biological and genetic essentialism can cultivate social implications by doubling down on Black people with racism and colourism. Put another way, behind socially constructed concepts of race and racism in the process of racialisation, biologically informed racial discourse was utilised to impose racial categories. In this case, racial hierarchy absorbs ontologically embedded racial categories and classified them accordingly. As a result, this ontological classification produces knowledge about racism for everyone to learn (Omi and Winant, 2015). 
The 19th century pseudoscience about races was spread in China via colonisation, consequently forcing Chinese people to biologise their own identities about races and beings. In China, as Shih (2013) explains, Chinese people had to absorb the racial hierarchy invented by Western White colonialists and subjugate the Chinese themselves under White people in the process of racialisation. This particular classification was informed by Han Chinese nationalism as well as anti-colonialism in the late Qing Dynasty (Shih, 2013). Han nationalists had to claim closer proximity to Whiteness and a higher rank than other ethnicities to ensure the downfall of the Qing Dynasty governed by Manchus. For anti-colonialists, the need to become closer to Whiteness, claiming that China was a nation with history and people who were able to achieve modernity under Han nationalism, was vital for survival against colonialism (Shih, 2013). Under this ideology, the epistemic importation and infiltration of racialised knowledge about the West and White people, the Chinese themselves, and the rest of the world as non-Western others took place. 
In summary of this section, colonial temporality and racial hierarchies mutually inform the construction of each other. Chinese social ideologies of temporality and racial hierarchy are largely impacted by the colonial notions of classification of humans. China is considered back in time, behind the Western model of modernity, but ahead of the rest of the world. This horizontal hierarchy constructed by the linear notion of time is translated into an ideology of a vertical hierarchy of races. In this racial hierarchy, Chinese people and China are placed in between White people and the Western world, and other people of colour and the rest of the world. In this next section, I will discuss how the English language and coloniality are intertwined in racialising the ELT industry and the colonised people. 
[bookmark: _Toc195794088]3. Coloniality and the English Language 
In the earlier sections, I criticised current theoretical literature that derives racism in modern China from Chinese traditions and discussed the weakness of such theories. By doing so, I also referred to decolonial scholarships on the historical origin of racialisation projects and the meanings of epistemological racism. In this section, I will analyse post-/de-colonial theories to understand the relevance of coloniality in the ELT industry to my thesis. I will highlight the colonial and racial complexities in my participants’ profession. I will try to argue that there has been a deliberate and ongoing strategy in forging the English language as the universal way of communication and that this strategy has gone hand-in-hand with the colonial projects by main English-speaking countries like the US and the UK, confirming a native-speakerist and racist episteme in its teaching and recruitment of English teachers. 
As Ruanni Tupas (2022) observes, the idea that native-speakers of English hold the privilege and authority in all matters regarding the teaching of the English language seems to be an unchallenged proposition. However, this privilege signifies a standard English educational ideology that British colonialism implemented, which is still sustained in today’s English education policies and practices. The ideology of native-speakerism is evidently making the circulation and implementation of English as lingua franca difficult. Nonetheless, it shows the colonial thinking embedded in, and protected and continued by, English speaking countries. Tupas (2022) argues that the global enterprise of ELT, although it brings great economic and educational values, ultimately devalues non-White, non-native English teachers. In other words, the ELT industry forces itself to ignore the ideologies and practices which are saturated with racial categories and hierarchies of important stakeholders in order to prioritise profit. Through the theoretical lens of the coloniality of power, and a theoretical investigation into how native-speakerism pervades the Philippines’s postcolonial social infrastructure, Tupas (2022) argues that the lasting life of native-speakerism is explained by its origin in the coloniality of English instruction and education: as long as coloniality persists, native-speakerism will continue to thrive. 

Tupas (2022) began his investigation with an overview of theories on native-speakerism, race, and coloniality. He maintains that colonialism thrives on the justification of the racialisation of oppressed peoples, solidifying conquests and exploitations on the grounds of the supposed innate inferiority of the colonised. Race as a concept or “a mental category of coloniality” was fundamental to colonisation and has lasted longer than colonialism (Quijano and Ennis, 2000, p. 534). The structurally unequal racial relations reinforces the globalised racial capitalism while racialised labours are distributed by the dynamics of geo- and body-politics. (Tupas, 2022). The continuous exploitation of human resources based on racial relations today masqueraded as globalisation is driven by the logic of coloniality as it shows that racial capitalism persisted to perpetuate racial categorisations in order to make greater profits. Quijano and Ennis (2000) note that the economy, particularly the colonial economy, was not the only place where racial classification happened, but it happened in “all and every sphere” of the social system. 
Drawing upon the modern history of the Philippines, Tupas (2022) highlights that the Filipino national revolution to establish an independent republic in an effort of fighting against Spanish colonialism was to note a particularly powerful and omnipresent coloniality in the intersections of language, race, and education. As Tupas (2022) documents, the Philippines’ colonial history, from Spanish domination to the US colonial administration, parallels what Grosfoguel (2002) historicises as phases of modernity. The first modernity was formed with Spanish and Portuguese colonialism from 1492 to 1650. The second modern epoch from 1650 to 1945 saw shifts from the Spanish to the Dutch and the English, and finally the torch was handed over to the US after several world and regional wars between those colonial powers from 1945 to now. Tupas (2022) contends that Filipino history is a unique place for highlighting the earlier mentioned coloniality in language, education, and race. He exemplifies this with reference to the most celebrated Filipino writer, Jese Rizal, who made great contributions to anti-colonial literature, and rereads a story about a schoolmaster and his interaction with a Spanish friar. 

In the story, the Dean speaks to the friar in Spanish about his innovative methods of teaching Spanish to his students. The friar chooses to speak in Tagalog in order to insult the Dean for his choice of speaking Spanish, “Don’t ruin Spanish”, the friar says (Tupas, 2022, p. 149). Has the friar just ruined Tagalog too? The Dean’s innovation of pedagogy in teaching Spanish, in fact, reduces the orthodox principles of teaching Spanish by focusing too heavily on grammars first, when all students, the parents and the friar himself refuse to abandon the conservative and traditional way of teaching Spanish. This interaction, in Tupas’s (2022) account, was a clear display of power between the colonisers and the colonised. It mobilises language and race to devalue the teacher’s expertise and experiences purely due to his background as a non-White, non-native-speaker of Spanish. 

Tupas (2022) notes that the Dean was silenced and given a position as the colonial other because of his status of being non-Spanish. This viewpoint crystallises how groups of people were organised and, most importantly, divided along racial distinctions, which resonates with what Grosfoguel (2002, p. 210) asserts: “the formation of the international division of labour occurred simultaneously with the formation of a global racial/ethnic hierarchy.” The comment “Don’t ruin Spanish” was, according to Tupas, a harmful and offensive conclusive judgement that the indigenous non-Spanish Filipino people are inadequate for using and teaching Spanish. Tupas (2022) amplifies the irony in the friar’s response in Tagalog, which clearly was not the friar’s native language, to insult the Dean for ‘ruining’ Spanish. In this instance, Tupas (2022, p. 150) conceptualises that native-speakerism did not cover the friar’s use of Tagalog, as he “continues to wield power over the schoolmaster; thus, it is he who decides on the (il)legitimacy of communicative practices available in the interaction.” This story shows the extent to which race and racism function as the fundamental colonial administrative devices for governing, including for governing the linguistic uses. This racial line also coordinates with native-speakerism, cosigning the racialised power in framing the Dean as a representative of non-native language teachers to be a non-expert, and therefore unqualified. 

Within the same foundation set by Spanish colonialism, US colonialism in the Philippines also used race as the mental and structural framework fundamental for its assimilation campaign (Tupas, 2022). By implementing universal public education instructed in English, American assimilation projects, too, succeeded in deploying race to reinforce the logic of coloniality. What differentiates Spanish and US colonialisms was the role of English, rather than Spanish, native-speakers in reaffirming the racial and linguistic inferiority of Filipinos as speakers of colonial languages (Tupas, 2022). For race to still function as the organising logic of coloniality, English education was needed as the initial institution to begin to justify the notion of the racial inferiority and backwardness of the Filipinos. This racialisation of the Filipinos aimed at “the construction of the people of the Philippines as absolutely savage, partly civilised and nowhere close to the Caucasian race” (Tupas, 2022, p. 152). The English language worked as a central piece in the mechanism and the mobilisation of colonial discourse in assimilating the colonised, while the native language, Tagalog was side-lined and devalued. It was discursively and epistemologically taught, according to Tupas (2022), that if, as a Filipino, one wanted to get ahead in life, one had to learn English, not Tagalog. While affirming the inferior position of Filipinos and Tagalog, English native-speakerism and its pedagogical practices serve as a part of the body of racialised knowledge that administers not only how one speaks, but also the subjectivity about oneself and others, and relates to others in one’s own life (Tupas, 2022). Native-speakerism, in the discourse of colonialism, remains in the structures of racism where racial beliefs are confirmed and perpetuated, especially in the social institution of education systems. 

In a theory informed by decolonial sociology, Tupas is able to note that the US assimilation project by teaching English in the Philippines was only one part of its colonisation and a calculated strategy in spreading English to the extent that it became the lingua franca of the world. Though I explained the root of racial formations and classifications by deploying a decolonial perspective in previous sections, decolonial theory alone cannot suffice in explaining the intimate and delicate mechanisms in which native-speakerism, racism, and English education overlap each other to profoundly impact on the colonised lives. In the following, I will turn to postcolonial and sociolinguistic theories to further demonstrate the details of the social and political programs of the ELT industry. 

According to Robert Phillipson (2017), in the 1950s the US government funded projects to create English language teaching as a profession, Applied Linguistics as a scientific discipline, and ‘English-speaking countries’ as a category of countries relevant to ELT. Building ‘English-speaking countries’ as a coalition becomes a necessity for making English a ‘world commodity’ (Barrantes-Montero, 2018). The labelling process of ‘English-speaking countries’ profoundly dismisses the multilingual and multicultural nature of these countries, sanitising the oppressive history of monolingual projects in the effort to enforce English hegemony in linguistic diversity (Phillipson, 2017). Over time, the English language became the default and acquired dominance in diplomatic relations, commercial trade, international banking, scientific scholarship, and popular culture under the umbrella of the US led strategy (Phillipson, 2017). 

Frantz Fanon captures the essence of the relation between a language and the civilisation it represents: “to speak means to be in a position to use a certain syntax, to grasp the morphology of this or that language, but it means above all to assume a culture, to support the weight of a civilization.” (Fanon, 2008, p.8). Likewise, Pierre Bourdieu agrees that English should be learnt and used competently, while still urging English speakers to reflect introspectively on the ideological and epistemic elements of English in fostering and shaping public and scholarly thoughts, hence, not to be “anglicised”:
How can we counteract the abuse of power that is intrinsic to linguistic hegemony? ... we need to reflect on this model so as to see if and how it is possible to go along with using English without the risk of being anglicised into its conceptual structures, without being brainwashed by its linguistic patterns. (Bourdieu, 2001, cited in Phillipson, 2017, p.314).  
A common ground in their respective understandings of language is formed by the radically transformative attributes of languages and the colonial agenda in weaponising European languages, particularly English, as mighty instruments to complete colonisation and, consequently, racialisations. As Fanon (2008, p.11) states, “the one who expresses himself well, who has mastered the language, … he is almost white.” Similarly, to the coloniality embedded in English education and race examined by Tupas (2022), English language and its colonial impositions were disseminated via the ELT industry constructed by English-speaking countries. 

Based on its racialised native-speakerist beliefs and practices, this industry perpetuates White supremacy. Alastair Pennycook (2002) maintains that the English education enterprise occupied a central position in colonialism. The English language is also intertwined with colonial discourse, which sets up linguistic and political dichotomies, such as religious/idolatrous, civilised/primitive, colonisation/civilisation, good English/broken English, White/Black, native-non-native speakers (Diawara, 1990; Cesaire, 2000). Currently, the ELT industry still carries these binary symbolic markers to signify its pedagogy derived directly from a European episteme, which is itself a product of colonialism. In other words, European cultures and colonialisms have both benefited from a mutually cultivating project, which is to spread the English language around the world. The racial element in this expedition, civilised/primitive and White/Black as aforementioned, was constructed with the vital assistance of ELT; in turn, ELT absorbed these ideas into its pedagogy, contributing to the understanding of the English-speaking self and the non-English-speaking others, and how English is taught to other language speakers (Pennycook, 2002). Consequently, anti-Black, as a form of anti-non-native-speaker discrimination, becomes the source and outcome of constructing the global ELT industry. 

As historian Judith Brown (1999) stated regarding the postcolonial legacy of the British empire, “most significant of all is the legacy of the school and the university.” This statement expresses the importance of colonial education to the empire and implies that it was a prioritised imperial strategy to distribute English education to the colonies. The English language claimed a ruling position in colonies where people were forced to give up their language, identity, and culture. Since 1945, postcolonial regions and countries have chosen, if they were not unwittingly coerced, to continue their colonial tradition and maintain English as the official language, such as India, Singapore, Kenya, and Hong Kong (Mahboob, 2011). English in the context of these colonies means power as local colonial subjects were recruited for governing the regions by British colonialists, making the English language an essential skill for climbing the social ladder. 

In a colony, if one wishes to gain access to the power of the colonisers, one must educate oneself to conform to the colonial customs. This is a process of mimicry. Yet, mimicry simultaneously carries the ‘menace’ of disrupting the norms because it is ‘the sign of the inappropriate’ (Bhabha, 1994, p. 126). According to Bhabha (1994), mimicry possesses a sense of ambivalence which undermines the absolute authority of the colonisers while deconstructing their unequivocal originality. The mimicry’s desire to be seen as original is forbidden, as the European colonisers must be the only ones to be viewed as the authentic representations of the European cultures. As Bhabha (1994, p. 128) exemplifies, an Indian man, as a colonial subject, is to be Anglicised and “is emphatically not to be English”. The process of anglicisation of the colonised delivers an ultimate rejection in becoming truly English. In other words, the colonised only become anglicised duplicates of their own cultures and are never of the true English culture, even if they speak English. English language embodies White authority that subordinates and civilises the “to be anglicised” non-White others, while attempting to keep them in their appropriate places, Identities of race and native-speakers of English are, then, postcolonial consequences. 
According to Adrian Holliday (2015, p. 13), native-speakerism damages the whole ELT industry because it causes a cultural disbelief in the pedagogical abilities of non-native English teachers. In the current global political climate, this has ‘neo-racist’ connotations. As an ideology, native-speakerism remains hidden behind the division of native and non-native speakers in everyday occupational activities. Holliday (2015) maintains that it is particularly damaging as this division may have very well appeared to be solved by the policies of cultural inclusion, when in fact they have not. Kumaravadivelu (2016) points out the irony that non-native speakers, who made up the absolute majority of the English-speaking population, are marginalised in the industry of native-English speaking dogma. He notes that native-speakerism represents a hegemony where native-speakers are put on the pedestal and which is unresponsive and indifferent to the voices of non-native speakers (Kumaravadivelu, 2016). 

Native-speakerism, according to Holliday (2018), is an ideological system where native English teachers and their pedagogies are believed to be the ideal and superior representation of English language and Western culture. It is strongly promoted by the ELT industry as an authoritative brand. In Holliday’s (2006, p. 385) words, “an underlying theme [of native-speakerism] is the ‘othering’ of students and colleagues from outside the English-speaking West according to essentialist regional or religious cultural stereotypes...”. The labels of native and non-native English speakers are also associated with an orientalist worldview that Western individualism fostered autonomous and organised native English teachers, contrary to the non-Western collectivistic societies where non-native English teachers are considered deficient in these qualities (Holliday, 2018). As he puts it, 
It [native-speakerism] negatively and confiningly labels what are in effect ‘non-native speaker’ ‘cultures’ as ‘dependent’, ‘hierarchical’, ‘collectivist’, ‘reticent’, ‘indirect’, ‘passive’, ‘docile’, ‘lacking in self-esteem’, ‘reluctant to challenge authority’, ‘easily dominated’, ‘undemocratic’, or ‘traditional’ and, in effect, uncritical and unthinking (Holliday, 2006, p.386).
There is a cultural disbelief in non-native English teachers based on a Western ideal of a self-directing, expressive, and student engaging teacher, which reflects the false Western idea that non-Western people lack critical thinking and self-determination (Holliday, 2018). 

Holliday (2018) calls the racial elements in native-speakerism ‘neo-racist’ for two reasons. On the one hand, towards those non-native speakers who speak English as their second or foreign language, racism masquerades as culturalism. Holliday (2018) argues that, in critical sociology, any description of how people behave defined and predicted by supposed cultural factors has strong racial undertones. Cultures, on which culturalism is based, seems to be a more digestible term for suggesting racial differences. The prevalent corporate tradition of inclusivity of other cultures and acceptance of cultural differences set out to be the perfect environment for culturalism to thrive, indicating that cultural gaps cannot be overcome and English at its best quality should be taught by native speakers. One who endorses such an idea would therefore believe that one shall do non-native speakers a favour and protect them from failing at what native speakers are capable of doing by occupying teaching posts. As a result, it further perpetuates the historical phenomenon that the West and Whiteness assume positions to patronise the non-West and non-White people, imposing a supervision over their activities. On the other hand, an ideal job market in English education should focus on the merit of pedagogy and qualifications of the teachers, not their race or nationality since these identities can never promise the quality of English teaching. On a more important account, racism exhibited in native-speakerism has little relevance to the race of non-native-speaker status, but more to do with the racial identity of the native speakers (Holliday, 2018). 

However, I disagree with Holliday’s (2018) account of how native-speakerism is neo-racist. The racism exhibited in native-speakerism is not new or just a product of recent years since the construction of the global ELT industry. It is as old as colonialism. It is evident that the marketisation of English education pushes the marketisation of Whiteness coming from several main English-speaking countries like the UK and the US. Holliday (2016) conceptualises a distinct organisation consisting of British, Australasian, and North American (BANA) countries. Holliday (2016, p. 267) notes that BANA is not merely an organisation promoting English education globally. BANA rather become a global force representing its own ideas of what the ELT pedagogy should be as the superior practice, which is subscribed by many ELT professionals globally (Holliday, 2016, p. 267). English of colour are often labelled as non-native-speakers because they are not White (Holliday, 2016, p. 267; Von Esch et al., 2020, p. 400). It shows a racialised ideological proposition that English must be taught and spoken not in the right way, but in the White way. As previously argued, the English language embodies White authority. In the case of native-speakerism, English nativeness equals Whiteness. This is not to suggest that teaching qualifications, accents, and nationalities are not important; but they are in fact not as desired and privileged as White racial identity (Von Esch et al., 2020). ELT scholarships have tended to focus on the educational aspects of English teaching at the expense of the impact of raciality in native-speakerism. 
In this section, I explained the intrinsic embodiment of coloniality in the intersections of the English language, race, and education. Decolonial scholarship helps identify race as the axis of colonial dominations, while postcolonial literature demonstrates how race and the ELT industry conjointly perpetuate White supremacy by denying non-White, non-native English teachers opportunities to teach as they are considered mimics of the colonisers. In this next section, I will analyse theories about Black feminism in the settings of everyday racism in an attempt to further enhance the framework for explaining my participants’ experiences of racism. 
[bookmark: _Toc195794089]4. Everyday Racism & Black Feminism 
In the following section, I aim to situate my research participants in relation to theories of everyday racism and Black feminism. This thesis does not utilise methodological nationalism to understand the racial discourses and racism in Chinese society, which means that I decentre nation as a research unit but recentre people and locality as my research foci. This will allow me to incorporate relevant theories to interpret Black women’s experiences. There is a danger of essentialism when confining Black experiences only to Black women’s home countries, rather than understanding them as migrants in another country. In order to avoid this danger, I intend to amplify the foci of discussion of Black people who live in China to escape that essentialist and methodologically nationalistic trap of only prioritising the nation as the legitimate research unit. This makes social theories flexible in their use in varied contexts. 
According to Jackson (2018), the controversial topic of China’s historical status as a former colony has given rise to a range of attempts to theorise this historical era. Some deny that China was a former colony, as mentioned previously. The Chinese government officially designates China as a former semi-colony. Other scholars suggest that it was a quasi-colony. Mignolo (2021) maintains that China might not have been fully colonised like India or countries in Latin America, but that it did not escape the violent forces of coloniality. Jackson (2018), in her historical account, argues that China was just as colonised as other former colonies around the world, suffering no less in the unique forms of transnational colonial administrations in multiple Chinese port cities. She notes that expecting the geographical entirety of China to be colonised for its qualification as a passive subject to colonialism is precisely the trap created by privileging nation-states as the only valid research focus in existing historical-sociological scholarship (Jackson, 2018, p. 17). Decentring nations as the research unit and recentring people and localities in analytically approaching colonial consequences allows my theoretical framework to help capture the delicate situations of coloniality manifesting as racism in people’s daily lives and amplify the values of their biographical stories in signifying sociological meanings and reflecting the often-neglected colonial past.  
Designating people and locality as my central research foci resonates with Fanon’s (1964) thoughts on decolonisation. He saw the colonisation of a country, a land, a nation, and a culture as essentially the colonisation of people’s minds. Fanon’s stance brings the colonised people to the forefront, emphasising the methodological necessity to recognise that coloniality ultimately must be eradicated not simply from where people survive but also from what and how people think, and most importantly from the ways in which human actions are driven by what they think and know. Fanon (1964, p. 32) states: “racism is not the whole but the most visible, the most day-to-day and … the crudest element of a given structure.”
For sustaining a focus on the everyday experiences that illustrate racism, centring people and locality is required. Following this rationale, in relation to my research specifically, I will centre my Shanghai-based Black English teachers and prioritise theories relevant to interpreting their experiences as Black people. This concept of everyday racism developed by Philomena Essed (1991) and those of Black feminism developed by Patricia Hill Collins (2009), Kimberle Crenshaw (1989), and bell hooks (1982) all filter through grand historical backgrounds and focus on the everyday mundane, repetitive practices of racism/sexism. I will discuss them in detail. 
In stressing the importance of studying everyday life, Jack Douglas (1971) notes that sociology simply cannot be a study of human actions without the common-sensical understandings of the everyday as foundations for eliciting data on social meanings. Similarly, Essed (1991) asserts that everyday life is a world in which we all as humans exist physically and socially. For each individual, the content and structure of everyday life are different. Even for the same person, the everyday is structured differently in different periods of one’s life. Essed (1991) notes that everyday life is the most visible reproduction site of the given individual embedded in the complex of social relations. The individuals, the positions of a given individual in the web of social relations, and the social relations themselves are all dependent on the production and reproduction of everyday life. Essed (1991) stresses that the ways in which a person survives in a society completely depends on how that person uses the knowledge of coping in everyday life, which includes the knowledge of language, norms, customs, and rules. It also involves knowledge of how to mobilise resources and means to make living possible and successful, but it is limited by factors of social class, gender, profession, and race. 

The knowledge to cope with everyday life, according to Essed (1991), is passed down from one generation to the next. In daily situations, we use both commonsense learnt from social relations and scientific knowledge learnt from educational curricula and the media. Both types of knowledge belong to the socialisation process that an individual goes through, and we make well-informed decisions based on that knowledge. This process also constructs expectations and conditions of the everyday as one takes them for granted, without which one cannot manage everyday life. In this case, knowledge plays a role in creating expectations and conditions. Essed (1991, p. 48) states: “’the everyday’ can be tentatively defined as socialized meaning making practices immediately definable and uncontested so that, in principle, these practices can be managed according to (sub)cultural norms and expectations”. Those meaningful practices along routines and repetitive actions construct our familiar world, which can be generalised for specific situations and social relations. 

Essed (1991) argues that the structure of everyday racism must be understood through the notion of a complex system of practices made active in racial relations. The everyday is situated in the overlapping areas of multiple relations. This matrix of social relations then reproduces everyday practices that reproduce everyday situations. These situations of the daily mundane world are confined by the experiences of social constructions like race, gender, and social class. Humans who are confined in their racial categories are consequently confined in the relational experiences of everyday racism (Essed, 1991). As previously discussed, race and racism were forms of episteme invented by colonialism, which indicates that there is a system of knowledge and knowledge production devoted to perpetuating racial order and racism. According to Mignolo (2021), the blueprint of racism of the 16th century still dictates the episteme of racism today. Thus, racism as a form of knowledge interferes and co-manages everyday expectations, routines, and conditions with other forms of oppression. 

In a summary of her study, Essed (1991) coined the term everyday racism with her in-depth investigation of Black communities in the Netherlands and the US. She found that in Dutch society, there were predominant ideas about Black people as inherently uncivilised, dirty, and aggressive. Since immigration from Dutch colonies to the Netherlands in the 1950s, the public discourse about Black people has been reformulated into cultural stereotypes. For example, Black people were seen as loud, lazy, and aggressive. Overt forms of racism in Dutch society have been decreasing and are becoming uncommon, but implicit racism has prevailed in education, housing, and labour markets. For example, in Dutch textbooks, there was a clear absence of any introduction to, and discussion of, racism in the Netherlands. However, highly offensive words like neger (Negro) were still in use in children’s books. These social instantiations of racism are evidence that racism in the Netherlands is structural. Similarly to the Netherlands, as Essed (1991) asserts, racism in US society can be characterised by overall segregation, especially in housing. She observed that there was also a shift in the forms of racism from biological discrimination to a cultural and social normalisation of prejudice and hatred. I will expand on this with a focus on Black feminism. 

Much of Essed’s (1991) attention was focused on US Black women’s experiences of racism and sexism. She documented that during the abolition movement in the 19th century, and the civil right movements in the 1960s, Black women struggled to claim rights as Black people in White feminist discourse and as women in the civil right discourse (Essed, 1991, p. 30). Essed might be the first sociologist to coin the term everyday racism, but the experiences of racism on a daily basis have been conceptualised by many other researchers. These everyday experiences are also documented in the seminal work of Black feminism by Patricia Hill Collins. Collins (2009) identified three independent dimensions of Black female experiences. First, Black women’s rights were perpetually denied by the political dimensions of oppressions, for example, the illegality of voting, withholding equitable justice treatments in the criminal courts, and exclusion of Black women from governmental positions. Second, Black female labour was exploited in domestic and public settings. Collins (2009) deemed the ghettoisation of Black women’s struggle in service occupations as a representation of economic oppression. Survival has been the main theme in Black women’s experiences, and their efforts were entirely consumed by physical and emotional labours. Yet making a living and pursuing other aspects in life for Black women themselves was nearly impossible because they lived in poverty and deprivation of social services dedicated to them (Collins, 2009). Finally, the ideological dimension of oppression shows in the form of image control of Black women. Collins (2009) found that the sexist and racist ideologies in US culture were prevalent and pervasive. Both ideologies organise the social structures to a degree that they become hegemonic and naturalised. Consequently, the image of Black women as “mammies, jezebels… and Black prostitutes, and ever-present welfare mothers” were seen as natural, normal, and inevitable (Collins, 2009, p. 7). Those stereotypes were relentlessly applied to Black womanhood, which ultimately became a fundamental form of oppression to Black women. 

In her own words for crystallising the significance of Black feminism, Collins (2009, p. 8) articulates that “for African-American women, critical social theory encompasses bodies of knowledge and sets of institutional practices that actively grapple with the central questions facing U.S. Black women as a collectivity”. Collins (2009) notes that Black feminism has to exist and develop precisely due to the fact that Black women are still perpetually oppressed in the US social and political context, where justice for Black women is unattainable. She shows dialectical and critical ways of thinking about Black women’s unique position, as it is not to indicate that all Black women are oppressed in the same way, nor is it to suggest that certain Black women do not participate in oppressive activities (Collins, 2009). Black feminist thought, in Collins’s (2009) account, is a critical social theory because of its commitment to battle injustice for both Black women themselves and others in the same fight against oppression. This stance paves the path for my thesis, whose participants are mostly Black women, because it moves Black women into the centre of analysis, creating opportunities both to give a voice to their unique struggles whilst living in China and to criticise their potential privileges that create difficulties for and the oppression of other people. 

The overlapping struggles Black women face in relation to both their race and gender identities has been often conceptualised as intersectionality. Collins (2015, p. 2) defines this term as “the critical insight that race, class, gender, sexuality, ethnicity, nation, ability, and age operate not as unitary, mutually exclusive entities, but as reciprocally constructing phenomena that in turn shape complex social inequalities”. Furthermore, as a field of study, Collins identifies the first essential quality about intersectionality, namely that it is a constantly evolving knowledge production process that grows from and responds to social inequalities. Second, as an analytical tool, this knowledge production project uses and relies on the framework of intersectionality to produce new knowledge by investigations into social problems. Finally, it is used as a critical praxis that leads and encourages applications and practices from scholars and activists of social justices. In the mission of producing new knowledge with intersectional frameworks, Collins (2015) advocates that scholars consider three areas. First, she amplifies the importance of core social constructs of media, work, family, and so on. Work, for example, as a methodological concept and an omnipresent reality, according to Collins (2015), organises the extent to which labour forces, occupational segregations, work-family balance, precarious work conditions, and paid or unpaid reproductive labour emphasise the complex of social inequalities. Second, there is a need to expand the focus of the intersectionality framework from race, gender, and class to include sexuality, age, nationality, and ability as important criteria of social research and measurement. The final area Collins reports is the relation between the use of the intersectional framework and violence. She notes that violence against people has been pushing intersectionality research to flourish, also informing activism and social safety nets for vulnerable individuals. 

By the logic of producing intersectional knowledge with a consideration of nations, Collins (2015, p. 12) exemplifies research on the political actions of subordinated social groups and the analyses of the power of nation-states in the effort of considering transnational processes of decolonisation and nationalism in different regions and peoples to highlight the flexibility and potential of the intersectional framework. In relation to my research, my participants are mostly Black women and their occupation is English teacher. This intersectional approach will encompass their identities and professional profiles for a more systematic analysis, while allowing for observations of the nuances created by the combinations and productions of their distinctive identities. For example, in addressing one of my research questions – in what ways do Black English teachers experience racism in China? – it would be beneficial and suitable to use an intersectional lens and include the concept of nations and nationality with an examination of structural racial and sexual violence into the discussions. 

In this section, I attempt to centre people and evaluate the core ideas on everyday racism and Black feminism. The aim of this section is to match the theories closest to my participants’ identity to their experiences and to narrate their stories within an intersectional framework. 

[bookmark: _Toc195794090]Conclusion 
To summarise my theoretical framework, I attempt to incorporate all these theories for introducing, explaining, and evaluating my research data in subsequent chapters. In this theoretical framework, based on decolonial theories, I tried to define the concept of race and the epistemic reality of racism. Then I have conceptualised colonial temporality and racial hierarchy according to decolonial understanding of the coloniality. Decolonial theory alone was not enough to understand the role of English education in racialising people and continuing coloniality, so I incorporated postcolonialism into the analysis. Finally, I have evaluated the capacity of focusing on everyday social life and how this enables a dissection of racism in China with a specific perspective of Black feminism in order to prepare an analysis of my participants experiences of racism in China. This chapter then sets the tone for the whole thesis that the theoretical binary of coloniality/modernity is the foundation to my analysis of racism occurring in Chinese society. 



















[bookmark: _Toc195794091]Chapter IV: Methods & Methodology 
As I said in the introduction, I became interested in the research topic of this thesis because I was inspired by my previous Black English teachers’ experiences of racism in China. Years of spending time with my previous teacher and studying sociology have taught me that understanding lived experiences can shed light on the meanings of discriminatory practices, discourses, and ideologies that reproduce racism and racialisation. In order to adequately document, study, and analyse Black experiences of racism, I deployed qualitative methods and methodologies of semi-structured interviews and diary study. In this chapter, I will outline the design of the research project, the methods and methodologies, and the strategies for analysing the collected data. Specifically, I will first introduce and discuss the methods and methodologies deployed in the thesis, justifying my decisions to use qualitative methods. Then, I will describe the fieldwork process, detailing my research activities during data collection. Third, I will demonstrate how I transcribed and coded my data. Fourth, I will reflect on the ethical issues of this thesis. I will end the chapter with a discussion of my positionality as the main researcher and highlight the limitations of this research. 
[bookmark: _Toc195794092]1. Methods & Methodology 
[bookmark: _Toc195794093]1.1. Research Questions & Aims
This thesis aims to theorise anti-Black racism in China by analysing Black English teachers’ experiences of racism. Informed by the literatures reviewed and discussed in Chapters II and III, I answer four research questions: 
1. In what ways do Black people experience anti-Black racism in China?
2. What role does the racial identity of Shanghai-based Black English teachers play in their lives, especially in their workplace?
3. To what extent does “native-speakerism informed White privilege” appear and operate in China’s ELT industry?
4. What might the experiences of Shanghai-based Black English teachers reveal about the social realities of race and racism in China?
In order to properly address these questions in subsequent data analysis chapters, I will first clarify the aims of the research questions and my intention in raising them. The following paragraphs contain certain assumptions on the collected and thematically coded data, which are necessary proceedings of qualitative research (Braun and Clarke, 2019). I will unpack and reflect on this aspect in later sections on my positionality. 
The first question concerns the possible racial discriminations, colourism, denials of racism, microaggressions, and explicit uttering of racial slurs by Chinese people in China. In their workplaces, Black people are teachers who are at least respected and appreciated by the students. However, in their daily lives outside of work, their Black identity is at the forefront. I am interested in grasping my participants’ experiences and how that shows the racial dynamics in China. In asking how anti-Black racism manifests in workplaces like schools and English language training centres, the second question concerns the experiences of racism of Black English teachers at work. I am interested in the role Black English teachers’ racial identity plays in the racial relations between Black teachers and the Chinese management and colleagues, for example. I hope to address this question by investigating Black experiences of devaluation of their qualifications in English education, the introduction of Black culture and history into the existing curriculum, and the representations of Black English teachers in the ELT industry.  
The third question addresses what I conceptualise as “native-speakerism informed White privilege”. This concept was created based on Holliday’s (2018) and Phillipson’s (2017) theories on native-speakerism which privileges native English teachers over non-native teachers. In the process, White teachers, and those non-White teachers who are from symbolically White English speaking countries are often the ones to be privileged. It concerns the interactions between the schools, the Chinese parents, and Black English teachers. To address this question, I examine how White privilege manifests itself in the process of recruitment and employment of Black teachers in English education. The last question aims to theorise racism and racial discourse in China based on the analyses that address the previous three questions. In the following sections, I will discuss in detail how the research methods, the process of fieldwork, and the data coding and analysis have helped answer these four questions. 
[bookmark: _Toc195794094]1.2. Methodology 
This thesis aims to theorise anti-Black racism in China by focusing on the experiences of Black English teachers in both their personal and professional lives. To properly approach the analysis of Black experiences of racism, I am mobilising an interpretive phenomenological methodology with a social constructivist paradigm (Burns et al., 2022). Specifically, phenomenologists strive for accepting and configuring multiple realities in order to accurately capture truth in phenomena (Creswell, 2007). In other words, phenomenology is best suited to research many individuals’ shared experiences of the same phenomena (Burns et al., 2022; Creswell, 2007). In this context, phenomenology functions as a gateway to understanding the common experiences in order to develop theories about the attributes of certain phenomena. In this case, the phenomenon in question is racism in China. I purposefully sampled Black English teachers living in Shanghai, China, who have had experiences of anti-Black racism, as my research participants testified. 
Phenomenological methods also value subjectivity, supporting the production of knowledge with a clear acknowledgment and judgement of the potential biases in the researcher’s own episteme (Burns et al., 2022) They require the researcher to explore their own “taken-for-grantedness” that construct their perspectives before analysing collected data (Hein and Austin, 2001, p. 6; Spencer et al., 2014). The researcher must be aware of their own subjectivity and viewpoint, as I will discuss further in later sections on positionality and reflexivity. 
Spencer et al. (2014) assert that phenomenology seeks to confront normalised assumptions about our realities that guide our experiences. The recordable actions are reflections of previously mediated experiences, responding to the temporal and spatial memories of past events (Spencer et al., 2014). Creswell (2007, p. 59) notes that phenomenology refuses the dichotomy of subject and object, insisting that the intentionality of consciousness allows the realities to be “only perceived within the meaning of the experience of an individual”. Knowledge then is produced by collaborative construction between the researcher and the participants and is reviewed and revised frequently according to relevant theoretical frameworks (Burns et al., 2022). This knowledge illuminates the meanings of experiences of the participants in order to construct deep understandings of the phenomena. Relating to my thesis, applying a phenomenological methodology is to prioritise the multiple, non-monolithic experiences of Black people in encountering racism in Chinese society. The participants’ perspectives and mine both are valued as they collectively contribute to producing meanings from experiences of racism that reveal truths about Chinese society. 
By this logic of deploying phenomenology in this thesis, I decided to use semi-structured interviews and a diary study for an extensive documentation, examination, and analysis of racial discourse and ideology in contemporary Chinese society. I attempt to identify the vital social and racial discursive configurations in participants’ description of their experiences (Spencer et al., 2014). Semi-structured interviews were conducted with open-ended questions in order to allow participants to narrate what happened in their lives and give them full autonomy in telling their stories of encountering racism in China. Phenomenological researchers like Spencer et al., (2014, p. 89) agree that this approach is particularly beneficial for understanding race, gender, and other social identities and how these can “constrain or enhance our experiences and interactions”. Burns et al., (2022) argue that structured journaling and guided writing are also often chosen for phenomenological research to explore what lies beneath the experiences and expose what it means for the participants to be living through a phenomenon in a given society. This is why I decided to employ a diary study for the participants to document immediate incidents and any memories of past events that they deemed important for recording and discussing. 
[bookmark: _Toc195794095]1.3. Semi-structured Interviews
I conducted eleven semi-structured online interviews with eleven participants for this thesis. Semi-structured interviews are an appropriate choice and my main strategy for eliciting information about racist encounters that Black English teachers have had to face in China. The interviews were able to cover a wide range of topics as well as prompting the participants to develop their thoughts and ideas (Adams, 2015). Mizock et al. (2011) contend that semi-structured interviews remain one of the most effective methods in researching racism. Kallio et al. (2016) highlight that the main advantages of semi-structured interviews come from studying perceptions, opinions, and emotionally and politically sensitive issues. Interviews are also appropriate for studying topics that participants seldom talk about, such as values and issues which are meaningful to the participants (Kallio et al., 2016). Before the interview questions were prepared, I had familiarised myself with previous research on the topic of racism in China in order to obtain an adequate understanding of this issue. This allowed me to construct suitable themes for the interviews (Turner, 2010). For my interviews, I prepared four sections of questions: warm up questions, questions about racism in participants’ personal lives in Shanghai, racism in their workplaces, and racism in China compared to racism in their home countries. In total, 15 open-ended questions were prepared as it is shown in the appendix 1. 
During the interviews, I also asked questions based on the answers participants provided in order to elicit more information on the respective subject matter, encouraging the participants to elaborate (Karatsareas, 2022). I prepared these interview questions with the research questions in mind, ensuring that question sections 2, 3, and 4 addressed research questions 1, 2, and 3. For example, the question on racism in participants’ personal lives corresponds to the first question, and the questions about racism in their professional lives correspond to the second and third research questions. Since I am interested in documenting and analysing the experiences of Black people in China, my semi-structured interviews allowed the participants to express their understandings of the topic based on their perspectives and to describe their experiences in their own words (Karatsareas, 2022). One of the strengths of semi-structured interviews is the empowerment that participants can feel by shaping the research outcome that is valuable according to their own standards (Edley and Litosseliti, 2018). 
Due to the travel restrictions in response to the COVID-19 pandemic in 2022, what was originally planned as face-to-face interviews had to be changed to online interviews. I resorted to online videoconferencing platforms like Zoom, Tencent VooV, and Skype to conduct interviews with the participants recruited in Shanghai. Oates et al. (2022) note that little evidence factually indicates that online interviews are incapable of producing substantial quality data equivalent to face-to-face interviews. Quartiroli et al. (2017) assert that online interviews facilitate a global recruitment strategy for potential participants, as they can be carried out over the internet when the researchers are unable to travel. Online interviews are equally useful in eliciting and producing knowledge about participants’ experiences of sensitive topics like racism (Quartiroli et al., 2017). Participants tend to choose a comfortable and familiar space for themselves during the interview process, which is usually their own apartment (Weller, 2018). It affords the participants an environment to feel safe enough to recall memories and tell stories (Quartiroli et al., 2017). My participants, Black English teachers in Shanghai, participated in the interviews online within a safe space of their choice, which appeared to facilitate their disclosure of their experiences of racism in China. 
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In this PhD project, I also conducted one Diary study. Cao and Henderson (2021) noted that the Diary study had experienced a certain degree of rejuvenation in empirical research due to the COVID-19 pandemic, because it enabled research to be conducted remotely. Participants were invited to finish research tasks at home during lockdowns. One key attribute of the Diary study is that journals are designed to be solicited, which is different to personal diaries that are volunteered rather than requested (Cao and Henderson, 2021).
Solicited diaries are diaries that are intentionally created for the purpose of research, which means that participants are required to write diary entries regularly over a period of time, reporting their own experiences and interpretations of events related to a particular research topic. (Cao and Henderson, 2021, p. 4). 
As Bogler et al. (2003) state in their encompassing review of this method, the diary study has been shown to be a tool appropriate for providing additional data that is complementary to those generated by the main research methods. Specifically, a key feature of the diary study permits participants to record and examine events and experiences in a natural and immediate context, offering raw data in addition to those provided by other more common methods (Bogler et al., 2003). It is able to elicit stories that illustrate temporal and spatial patterns and possible changes affecting experiences (Bogler et al., 2003). 
My diary study was designed as a time-based semi-guided journaling practice with open-ended questions pertaining to what happens on the day. Like most diary studies, time-based diary studies intend to record the details of experiences in a guided fashion in order to systematically sample informants’ real-time reaction to events during that designated period of time (Bogler et al., 2003). The value of a diary study lies in its records of activities and events at the level of individuals (Gersbury and Sullivan, 1998). It offers a condensed view on the sequences and patterns in the everyday lives of one individual person (Gersbury and Sullivan, 1998). The open-ended questions for diary studies are shown in appendix 2. 
In this section, I have argued that interpretive phenomenology with a social constructivist paradigm is the most suitable methodology for my project in researching racism in China with a focus on Black English teachers’ experiences. To fully understand their encounters of anti-Black racism, I decided to mobilise methods of semi-structured interviews through online videoconferencing platforms with Black English teachers in Shanghai while I was living in the UK. A diary study was also used for the purpose of obtaining additional data, as diary studies document individual participants’ experiences and their perspectives to interpret the experiences in an intimate, immediate, and more unobtrusive manner. In the following sections, I will describe in detail how my fieldwork proceeded and how I sampled and recruited participants, collected data, and coded them. 
[bookmark: _Toc195794097]2. Fieldwork Process 
This section is divided into two parts, in which I describe how I proceeded with the fieldwork of data collection for this thesis. I will start with the sampling process, notably with my decision on what demographics are suitable for this study, namely Black English teachers in Shanghai. Next, I will demonstrate how I conducted the fieldwork with the participants and considered their safety, ethics, and my positionality. 
[bookmark: _Toc195794098]2.1. Sampling 
The sampling of participants, according to Punch (2000), should be considered integral to a qualitative study. Sampling should be appropriate for and consistent with the entire logic of the study (Punch, 2000; Campbell et al., 2020). The sampling process of this project could be summarised as a combination of convenience sampling, purposive sampling, and snowballing sampling. 
I developed a sampling strategy by first reaching out to an acquaintance of mine – Ash, a Black female English teacher living in Shanghai. My plan for purposive sampling also focused on two characteristics of the participants: Black people who have to work as English teachers in Shanghai for at least a year. With the help of Ash, I was able to snowball my recruitment of people for my research. At the beginning, Ash was highly curious of my research, she said that she and her Black friends were all very surprised that a Chinese person would even be interested in getting to know lives of Black people in China. It was rare for any Black people to see a curious Chinese person, let alone someone who was willing to conduct a PhD study about their experiences of racism. I told her my purpose and motivation of doing this research, as it was written in Appendix 3. Ash was convinced that it was a valuable study largely overlooked and decided that she wanted to participate. 
The process of contacting Ash and other potential participants was mediated by the means of communication, in this case, WeChat, because I could not physically be in China during 2021 and 2022. Ash helped me with sending a group chat QR code to her other group chats that are mostly Black teachers. I was able to build a group chat of thirty Shanghai-based Black teachers in about two months. While Ash and I waited for people to join, we have conducted our pilot interview which went on for almost three hours. Ash has provided me with a tremendous amount of information about her own stories, and in general Black people living in China, Black English teachers working in China’s education system, and basic information of foreigners in Shanghai. After the interview, I did not get to ask her for feedback as it was a lot of data to process first. However, she shared her experience of doing interview with me in the group chat with other twenty-nine Black teachers. Ash emphasised that it was quite a cathartic experience for her to speak about anti-Black racism she encountered and she believed that many of her friends, colleagues, and acquaintances might feel similar. Her effort of sharing her feedback with others in the group chat assisted tremendously in helping recruit more participants, while she was dealing with a lot of issues in her personal life. Ash’s role in recruiting participants for my research was decisive. This research could not have been completed given the distance and my non-membership to the Black community in Shanghai if Ash was not sending the invitations in every one of her social groups. Consequently, more Black teachers decided to add my personal WeChat to arrange a time for interview. 
I believe that Ash’s personal testimony and my own motivation shared in the group chat really did the heavy-lifting in convincing Black English teachers to participate in my research. Almost all of my participants have expressed their gratitude in me conducting this research and mentioned how Beyonce would be proud of me knowing I did this study because of her inspirations. In the meantime, my recruited participants like Charles and Omar also shared my recruitment advertisement and the QR code of the group chat to their respective social groups. Charles was particularly helpful. In his interview, he shared that he often takes up the roles of organising functions and gatherings for Black community in Shanghai. After the interview, Charles often asked me about the progress of the research and expressed that he felt “guilty” about the length of our interview which resulted in lengthy transcription. I reassured him that all the stories he provided were valuable and helpful, there is no need for feeling bad. While he was checking in on me and my research, Charles was on holiday abroad. He asked if there was anything else that he could do to help with my fieldwork. I asked for further collaboration in reaching out to more people and recruit more Black teachers. He then agreed and shared with more Black teachers in Shanghai and I was able to connect with more of them. I then was able to recruit another nine teachers out of the group chat of thirty teachers. In total by the end of the sampling, I have recruited and interviewed eleven teachers. 
Due to the distance between China and the UK and Black English teachers’ busy work and life schedules, I was only able to communicate with them research-related messages. I think it is the nature of doing research between remote locations, each message sent should carry the most information. Most the messages we exchanged were regarding questions about the research itself, how I would handle the data, choosing a pseudonym for the participants, me expressing gratitude, and arrangements of our interviews. The only way for me to build a trusting relationship with them was when we were on camera and talking to each other virtually. The conversation started to flow and they would ask me questions about why I chose to do this research about anti-Black racism in China. I would tell them that it was inspired by my previous Black English teacher and my admiration towards Beyonce and many other musical and literature icons. Me having a Black teacher in my life making an impact on me and my knowledge of Blackness might give them a sense of reassurance. They would smile and nod at my answer and sensed that my intention was genuine. My membership at a UK higher education institute also ensured them that my research was credible. They are teachers who mentor Chinese students to study abroad after all. So, they knew exactly who I was and what journey I had overcome with the help of Black and foreign teachers in my life. 
During the first ten minutes of the interview, I would ask them questions of if they like teaching English, if they like living in Shanghai, what the local Black community is like, and what the local foreigner community is like. Those questions aimed to warm up the atmosphere of our interview and give the participants more time to relax into addressing questions about racism. In particular, these questions made the participants curious as they were given a chance to think and reflect on their experiences of teaching and interacting with people in Shanghai and China. For instance, Dee expressed that she did not like teaching the English language itself, but preferred teaching in English. Charles said the foreign community in Shanghai is very diverse with various of social groups categorised in interests and nationalities. The Black community is small and everyone knew or knew of each other. Employment opportunities and function and party invitations were shared constantly in their group chats. Snohh admitted that she did not enjoy teaching but was forced by employment circumstances. Nola remembered that the Black community in South Korea was much more active and close-knitted than the one in Shanghai. But it was not denying that Black people in Shanghai were not close-knitted. It was a different situation, according to Nola’s recollection. 
The decision to only recruit Black people was informed by the existing literature on racism in China. Lan (2015, 2016, 2019) conducted several studies on African immigrants in Guangzhou. Her empirical studies were not overly concerned with theorising racism in Chinese society and paid much more attention to the African-Chinese relations manifested in the African community in Guangzhou. Her research is valuable, but just like many other scholarly endeavours in this field, they tend to be disconnected from social theories about race and racism or adopt a framework which is essential for understanding racial relations in China. Most of those racial theories are developed in Western societies or former colonial societies. Due to the position of a China-centred historiography (Cohen, 2010; Klein, 2012), engaging with racial theories contextualised in Western society means a breach of this historical narrative and perspective for many scholars of China studies (Barlow, 1993). However, without these theories on race, the theorisation of racism in China will not complete. Therefore, a study that purely focuses on Black people experiences in the framework of prominent social theories of race and colonialism becomes vital in painting the full picture of what racism in China appears to be. 
At the beginning of this PhD project, I was able to find research that emphasises how racial ideologies and racist practices have damaged the ELT industry in other countries where English is the second or a foreign language. But no research has focused on China’s ELT industry. As I mentioned in the Introduction, I wanted to conduct research in the English education industry with Black English teachers because I witnessed my own previous Black teachers encountering racism in China. Wang (2024) asserts that the ELT industry has taught Chinese people the perspectives to see themselves and other racial groups in the world. She contends that the ELT industry functions to racialise Chinese society as the English language is a race-making technology (Wang, 2024). Following her insights, studying Black English teachers’ experiences in and out of China’s ELT industry becomes one of the most appropriate avenues for generating relevant knowledge on racism in China. 
[bookmark: _Toc195794099]2.2. Research Site 
The unique demographic, historical, and social attributes of Shanghai were taken into consideration for the fieldwork site. As previously mentioned, Camenisch (2022) notes that studies of foreign nationals in China’s ELT industry pioneered in researching foreigners’, specifically White Westerners’ experiences of racism and racialisation in China. Lehmann and Leonard (2019), Stanley (2013), Poole (2019), and Liu and Dervin (2022) have all contributed and argued that Shanghai is the most favoured Chinese city for foreign nationals. Historically, Shanghai was one of the first Chinese cities built under colonisation (Jackson, 2018). Wang (2024) also draws upon the history of colonialism in China for historicising the start of the English language to racialise Chinese episteme by highlighting the impact of British colonialism, which started in Shanghai. 
It is important to demonstrate the ways in which this city’s globality, which shows in people of diverse racial and national backgrounds, is interlocked in their everyday experiences. This globality derives from Shanghai’s colonial past. Shanghai is a former colonial city. Colonialism has left a long-term imprint on its culture, political economy, and urban structures, according to Isabella Jackson (2018). Since the 19th century, Shanghai has been colonised by 14 Western colonial powers (Jackson, 2018). The city has been a harbour for global trade, business, diplomacy, finance, and other fields (Stanley, 2012). This Eastward movement of industrial capitalism, marked by the expedition of British colonialism commencing from the 1820s, registered Shanghai as the leading port city (Li, 2013). Now Shanghai, as a former British treaty colony, is chosen again by the Chinese state for China’s “renewed participation in the universal course of industrial capitalist development initiated by the British Empire” (Li, 2013, p. 165). Thus, Shanghai’s irreplaceable position in the world capitalist and colonial chain is evident. Its colonial history and status in global capitalism are defining characteristics of Shanghai. In relation to recruiting Black people residing in China, Shanghai is an ideal field site. 
During my interviews, I have formulated questions about how Black people find respectively foreigners’ and Black communities in Shanghai. My participants testified that Shanghai is home to multiple groups of people in many aspects of business apart from international and bilingual schools for all ages and educational levels of children. In particular, Chinese families from other provinces and foreign people from all over the world will visit and reside in Shanghai. The former has shown different levels of racial discrimination towards Black people and other foreign nationals, resulting in racialising all people in Shanghai. The latter could be English teachers or work in other industries, which makes foreigner’s community a cosmopolitan community. This cosmopolitanism resonates with what Fanon regards as a postcolonial cosmopolitanism (Go, 2012), which still centres European ideals of global citizenships in colonial enclaves, for example, Shanghai. 
[bookmark: _Toc195794100]2.3. Participant Recruitment & Data Collection
As stated previously, my only criterion for recruiting Black English teachers was that they had been living and working in Shanghai for at least a year, so that they had certain experiences sufficient to discuss in relation to racist encounters. I had also planned to recruit Black teachers who were working in every sector of the ELT industry, namely kindergartens, elementary schools, junior schools, high schools, higher education, and English training centres. My sampling thus reflects most of the schools mentioned. It is important to include as many types of schools as possible to show the differences of these educational institutes. English training centres and kindergartens are most privately run, in which their policies are reflections of business models and marketing strategies that are accommodating social class positions. Elementary schools, junior schools, and high schools are state-owned public schools, where their recruitment policies and work environment show how the official educational regulations treat Black English teachers. The distinctions between international bilingual schools and schools that do not accommodate studying abroad also highlight the differences in educational resources and their treatments of local Chinese teachers and Black teachers. It is hence necessary to include a list of schools at which Black English teachers are employed in order to fully capture Black experiences of racism in different educational settings. Additionally, my sampling of participants have focused more on Black teachers from North America and Black women. Black English teachers were recruited as participants as shown in the tables below: 
Table 1. Black English Teachers from North America: 
	Names
	Gender
	Employment
	Years of Experience at the Time of Interview
	Date and Length of the Interview

	Ash
	Woman
	Bilingual Elementary School
	About 5 Years
	30th April 2022, 
02:18:13

	Charles
	Man
	Higher Education Institution
	About 7 Years
	5th May 2022, 
01:37:41

	Monica
	Woman
	Bilingual Elementary School
	About 8 Years
	2nd September 2022, 
02:13:59

	Nancy
	Woman
	Bilingual High School
	About 8 Years
	22nd June 2022,
01:34:31

	Nola
	Woman
	Bilingual Kindergarten
	At Least 1 Year
	10th June 2022, 
00:54:32

	Omar
	Man
	Commercial English Training Centre
	About 6 Years
	6th May 2022, 
01:53:44

	Snohh
	Woman
	Bilingual Elementary School
	About 5 Years
	8th June 2022, 
01:33:19



Table 2. Black English Teachers from Sub-Saharan Africa:
	Name
	Gender
	Employment
	Years of Experience at the Time of Interview
	Date and Length of Interview

	Anna
	Woman
	Bilingual Kindergarten
	More Than 5 Years
	29th June 2022, 
01:17:05

	Dee
	Woman
	Bilingual Kindergarten
	About 7 Years
	30th May 2022, 
01:49:59

	Ice
	Woman
	Bilingual Kindergarten
	About 5 Years
	13th June 2022, 
01:01:18

	JB
	Woman
	Bilingual Kindergarten
	At Least 1 Year
	3rd June 2022, 
01:22:57



My pilot interview was conducted with Ash in April 2022. Ash and I acquainted when I was traveling in Chongqing in 2017. We exchanged our WeChat details back then, and we were able to express care and be friendly by clicking likes and commenting on each other’s posts on social media. Before recruiting Ash as my participant, although we had not interacted with each other for years since we first met at a bar in Chongqing, we had built a voluntary relationship in which we both shared a level of trust, respect, and support (Tillmann-Healy, 2003). Still, I am cautious with the decision of inviting Ash into my research. Honestly, as I have stated, Ash and I are acquaintances at the point of recruitment. We do not have any interactions in person prior to research. There is hence a distance between Ash and I even though this relationship is respectful and caring on social media. This relationship is different from friendships as methods (Tillmann-Healy, 2003). This acquaintance relationship becomes pathways for us to know and relate to each other’s lives for subsequent deeper conversations in interviews (Tillmann-Healy, 2003). These many years of keeping in contact on WeChat have helped building and maintaining a strong rapport between us. By late 2021, I learnt that she had moved to Shanghai. 
After receiving ethical approval, I reached out to Ash to ask if she was indeed residing in Shanghai and perhaps interested in participating in my PhD research. Ash responded promptly and confirmed that she had moved to Shanghai years earlier. I first introduced my PhD project to her, explaining the aims of the research and my motivation behind this research. I then shared the consent form and the information sheet for this project with her. She was very enthusiastic about my project, then signed the consent form and we proceeded with the pilot interview. I was feeling fortunate to have met Ash years prior to starting this project and to have her as a point of entry into the Black community in Shanghai. Ash trusted me and my intention to study her and many other Black English teachers’ experiences of racism in China. She was able to introduce me to other Black teachers, initiating a snowballing recruitment of other potential participants. 
I am aware of the positivist methodological views of how qualitative research that separate the researcher from the participants to involve friendships or acquaintanceships can raise ethical issues (Owton and Allen-Collinson, 2014), for example, the biases in research processes, interrupting natural settings, and interfering in the outcomes. But it still depends on the project itself. My research is not positivist research in which subjectivity is disregarded. I resort to Black feminist epistemology in which feminism welcomes connectedness and the sense of relating to each other by finding a voice, speaking, and listening (Collins, 2009, p. 281). It also involves the ethics of caring in which personal expressiveness, emotions, and empathy are central elements for producing and validating knowledge (Collins, 2009, p. 282). It means that I reject the supposed dispassionate neutrality and universality in my research. On the contrary, I invite interconnected subjectivity informed by Black feminism as my main research episteme and ethical protocols. Asking Ash to become my participants is to use this acquaintanceship to achieve authentic engagements for exploring the complexity in human actions together (Tillmann-Healy, 2003). 
My research was conducted completely online without any in-person interactions with the participants due to traveling restrictions. The only plausible solution available was to start with people I know in my WeChat contacts. Ash was indeed part of my network system, but she was also a Black female English teacher who happened to be living in Shanghai for many years. Therefore, she became a viable start point for my fieldwork. 
Ash is a member of many WeChat group chats with foreign nationals, especially Black people living in Shanghai. She shared my PhD project with people in these group chats. I had received many requests to join in the group chats as well as personal contacts. Thanks to Ash’s sharing of my posts with her network circle, Charles contacted me. Like Ash, Charles was also well-connected with other Black people. I was able to ask Charles to also recommend my PhD research to his networks. Charles has had many experiences with organising events and functions within the Shanghai-based Black community. The snowballing method of recruiting Black English teachers was greatly improved with the help from Ash and Charles. 30 Black English teachers in total showed interest and joined in the designated group chat. However, only 11 Black teachers were able to take part in the end. It was unclear to me if all the participants were acquaintances or friends with each other. But they did testify that the Black community in Shanghai is very close-knitted, they do not necessarily know every other person, but they know of each other. 
Initially, I prepared the information sheet for the entire project, two paragraphs (see appendix 3.) briefly explaining my motivation and aim for this research, and a WeChat group chat QR code for potential participants to join. In the process, the most challenging part was to virtually “meet” the participants when there were issues with technological and schedule logistics and the willingness to participate. Meherali and Louie-Poon (2021) note that physical and tangible presence of the researcher can help establish rapport with potential participants, especially when the research topic is considered sensitive. In other words, my as the researcher being there in the field can affect the potential participants’ willingness to participate. However, I found that there was no way for me to meet the participants in person during my fieldwork. I had to stay in the UK during data collection as the traveling restrictions were still in place in Spring and Summer 2022. 
In Spring 2022, after ethics approval, I was able to start recruiting Shanghai-based Black English teachers for this project. Initially, I contacted Ash. However, my entire fieldwork was entirely affected by COVID-19 related traveling restrictions. On 28th March 2022, Shanghai government adopted the “dynamic zero COVID policy” in order to mitigate the spread of the virus by implementing strategies of mass testing and strict regional quarantines (Burki, 2022). The impact of the pandemic resulted in constant lockdowns in China. It caused highly unstable and interrupted work schedules as well as extremely disruptions to daily lives, which worsened the mental health of people in China (The Lancet, 2022). Black English teachers, like all people in China during lockdowns, had to undertake COVID tests organised by the government on a daily basis. This had led to much stress for all residents, including Black people. The lockdowns were implemented based on the units of residential complexes according to the increase of COVID cases in any given residential zone. These radical measurements for public health were effective in limiting the spread of COVID (Burki, 2022). However, they also came at a huge cost to mental health for local residents, including Black people in China (The Lancet, 2022). Even if I was in Shanghai, the constant lockdowns caused by the “dynamic zero COVID policy” in China would not increase the chances of meeting potential participants in person. It had caused difficulties in building initial rapport with them in order to convince them to participate.
As I mentioned above, only eleven out of thirty Black English teachers were able to participate in my research. I was told that many foreign nationals in Shanghai, and in China more widely, had left for another country due to China’s radical policies on COVID control and how much inconvenience and disturbance that caused. Omar emphasised particularly strongly that he was not sure if he would stay in China, after a few months when we conducted interviews in May 2022. It was evident that the difficulties associated with living during the ‘dynamic zero COVID strategy’ had made people stressed and unsettled about their futures. I was taking this factor into consideration when I was contacting Black English teachers, assuming that they faced irregular and stressful working and living schedules. I would first ask if they would be interested in this project and send the information sheet to those who had expressed interest. Meanwhile, I would give them time to consider their potential participation and ask me any questions about myself and the project. I understand that a researcher should always give participants time for consideration, but during these uncertain periods, it would have been inappropriate to be too assertive about schedules and timing. Unless someone agreed to participate immediately, I would usually wait for 48 hours to a week for people’s responses.
Eleven participants seems a low number for a PhD project. Yet, quite irrespective of the difficulties of conducting research remotely and during the pandemic, I stopped interviewing after interviews with eleven Black English teachers because they had provided enough “information power” for my project (Malterud et al., 2016). This sample size of eleven participants was then reviewed and evaluated constantly and continuously during the fieldwork process. Malterud et al. (2016) argue that there is no predetermined prediction for sample sizes by any formulae. My participants shared their stories, which has amounted to meeting qualitative saturation. This saturation, in the understanding of Malterud et al. (2016, p. 1754), means ‘information power’: “the larger information power the sample holds, the lower N is needed, and vice versa”. This study aims to understand Black English teachers’ experiences of racism in both their personal and professional lives in order to theorise racism in China. To meet this aim, the specificity of the sample was guaranteed by a purposive sampling strategy that only recruited Black English teachers. The theoretical framework also defined foci such as racism in China, the decolonial origin of race, and the postcolonial conceptualisation of English education. Additionally, our conversations during interviews were partly structured by the interview questions that were informed by existing theory and past experiences of my own. Semi-structured interviews are also beneficial in terms of theoretical development and personal empowerment for marginalised groups (Edley and Litosseliti, 2018). These factors have all contributed to maximising the “information power”, even with a smaller sample size in this research. 
During data collection, I sent the interview question sheet to the participants 24 hours before each arranged interview so that they had enough time to consider answers to those questions. According to Haukas and Tishakov (2024), sharing the interview questions prior to the interviews allows the participants to contemplate and develop deeper and more nuanced understandings of and answers to the questions. My strategy was to serve as a period for the participants to unpack their complex preexisting beliefs and perspectives, Haukas and Tishakov (2024, p. 57) also point out that sharing the interview questions in advance offers time and space for the participants to become more familiar with the project, thus possibly enabling better informed consent, “increasing the benefits of taking part in research, and reducing any potential harm”. 
Each interview was recorded on videoconferencing platforms. My participants were free to choose videoconferencing platforms for the interview. They usually chose the ones that were immediately available to them and used on a daily basis during lockdowns, such as Zoom, Skype and Tencent VooV. During the process, I encountered technological issues with videoconferencing platforms, which can be valuable moments for building trustworthy and confidential relations (McNamara, 2024). For example, on Skype the recordings could only last for an hour, so I had to pause and restart the recording of the interview every hour. This would interrupt the continuity of interviews, cutting off thought process and conversations. My participants were understanding and helpful regarding this technical problem. McNamara (2024) notes that mutual efforts to deal with technical issues help build rapport between researchers and participants, which becomes a benefit of online interviews as it functions just as well as small talk in face-to-face interviews. However, this is not to suggest that Skype’s technical settings on one-hour recordings should be completely dismissed as useless. The participants and I were able to use the few minutes during the pause of interviews to refresh ourselves, for instance getting some water and stretching our legs momentarily. Those few minutes were evidently beneficial for proceeding with the interview as we were able to resume the interview feeling reenergised. 
In the pilot interview with Ash, I turned off the video settings for recording the interview to protect the confidentiality and anonymity of her identity. This was no different to a telephone interview, where nonverbal expressions are completely missed because no video recordings are produced. My second interview was with Omar, who has a Master’s degree in linguistics and reminded me that I should also pay attention to paralinguistics during our conversations. I then realised that, as I was informed, “tones of voice, and gesture, all provide a certain richness to qualitative data” (Hesse-Biber and Griffin, 2013, p. 56). I decided to switch on video recording for all subsequent interviews for the purpose of documenting paralinguistic cues for data analyses. This was especially useful when I had to note and discuss what the participants gestured and expressed when they described a racially motivated incident and their feelings, such as when Omar, Anna and Nancy were talking about racial hierarchies and racial slurs. The nonverbal actions and emotions were documented for the later transcription process, in particular, where I would specify facial expressions or physical communications. Although I was not able to capture all physical gestures that the participants performed, I was at least able to record their facial expressions, which still conveyed decisive messages about their experiences of racism (Iacono et al., 2016). 
In this section, I discussed the methods used for sampling, the justification of choosing Shanghai as the site for fieldwork, how I recruited my participants, and how the data were generated. The purposive sampling of Black English teachers in Shanghai while I was still based in England, and the traveling restrictions in 2022 forced me to adopt an online route for conducting interviews. Black English teachers were recruited and sampled by the education institutes at which they were employed for at least a year. It was evident that although facing difficulties in the pandemic, decisions to use online with video and audio recordings did not mitigate the rapport building process with participants recruited already or reduce the quality of the data collected. However, without physical presence in Shanghai talking to potential participants about my project did impact my recruitment process negatively which resulted in less participants. 
[bookmark: _Toc195794101]3. Data Analysis & Coding 
In this section, I will discuss the strategies for transcribing, coding, and analysing the data pursued in this thesis. 
[bookmark: _Toc195794102]3.1. Transcription 
After each interview, I started transcribing the audio recordings of the conversations supported by transcription technologies, for example, the Dictate and Transcribe function in Word and Otter.AI. Even with software assistance, I still needed to manually edit, adjust, and correct certain words and punctuations. However, this was never completed before the next interview. The amount of precision work necessary for transcribing the recordings led me to wait until all interviews were completed and then to transcribe. In total, there were approximately 120, 000 words in all my transcripts. 
I transcribed the recordings according to what Kuckartz and Radiker (2019) have set as a comprehensive standard for transcripts. Dresing et al. (2015) assert that the rules for transcriptions are chosen depending on the research itself because one can never capture everything that happened in an interview. It is impossible to transcribe all the factors. It is up to the researcher to determine what factors will be included and excluded (Dresing et al., 2015). The more rules are attached to the transcripts, the longer it takes to transcribe them. These authors confirmed my concerns about how time-consuming the transcribing process needed to be as I was aiming for high accuracy and readability (Kuckartz, 2014). For example, the aver that dialects should be translated into standard English, unless there is no appropriate translation or terminological expression (Dresing et al., 2015). Nonverbal aspects such as the time settings, visuality, facial expressions, emotions, and gestures should be selectively chosen by the researcher (Dresing et al., 2015). Informal terminological expressions should be avoided, and “sentence structure is retained despite possible syntactic errors” (Dresing et al., 2015, p. 28). Pauses in conversations should be suggested by a punctuation of parentheses (Dresing et al., 2015). 
Kuckartz (2014) exemplifies an excerpt from an interview with paragraph numbers, indicating where the excerpt is from in the transcript. I learnt and updated this format according to my research. I decided to first italicise the excerpt in order to highlight that it is a direct quote cited from the transcripts. Also, it is to differentiate the direct quote from academic literatures. Second, I boldened the pseudonyms of the participants as well as my name to emphasise the speaker of the contents. Third, I coordinated lines rather than page numbers in the transcripts and cited the excerpt according to the line numbers, improving precision and accuracy. Lastly, as it reads under the excerpt, I bracketed Omar’s name and the line number after a comma to indicate where the excerpt is located precisely. 
Some of these rules are displayed in my transcripts excerpt below: 
Omar: So, our access to like, you know, foreign food, foreign grocery stores, like Western calibre hospitals, like all of these things have been very much heightened by the fact that we have, (looking up at the ceiling and thinking) … by the fact that we have so many foreigners.
(Omar, 68-71)
[bookmark: _Toc195794103]3.2. Coding 
I have deployed a thematic coding strategy for organising and categorising the collected data for subsequent analyses. Clarke and Braun (2017) define thematic analysis as a method and a tool for analysing and interpreting themes in qualitative data. It creates access for the researcher to generate meaningful theoretical developments from the data itself (Clarke and Braun, 2017). The thematic codes are “stories about particular patterns of shared meaning across the dataset” (Braun and Clarke, 2019, p. 592). Codes capture features of the data relevant to the research questions. Relevant themes therefore emerge from the datasets to describe important aspects of the phenomenon (Fereday and Muir-Cochrane, 2006). 
Clarke and Braun (2017) assert that the thematic coding strategy might be mobilised for a positivist approach to the collected data. According to Guest et al. (2014) and their definition of the positivist path of thematic approach, data collection and analyses should be structural and transparent, and the readings of data should be the only way of interpretation. It means that the themes should only be inductive and the coding process should only derive from a data-driven path. However, Braun and Clarke (2019) argue that both deductive and inductive methods should be included in the creation of themes. In other words, themes should stem from both theories and data collected. Researchers should not treat thematic approaches as either deductive or inductive, but as a configuration of both. My analysis will show that both inductive and deductive methods of thematic categorisation have been implemented. Also, my approach was informed by Kuckartz’s (2014) method of creating and organising codes. 
For example, Kuckartz (2014) names “factual categories” that refer to objective facts of the participants, such as some Black English teachers are working at elementary schools in Shanghai, some are high school teachers, and some are working at English training centres. I thus created categories of “Employment” including codes of all possible educational sectors that might hire Black English teachers: English Training Centres, Kindergartens, Middle Schools, Primary Schools, Private International Bilingual Schools, and Higher Education Institutes. These codes are inductive and data-driven, as the content of the code must derive from what the participants inform me about. Similar inductive codes are their “Nationalities”, “Racial, Gender, and Sexual intersectional Identities” which include Black homosexual men, Black heterosexual men, and Black heterosexual women, as well as “Safety as a Black Person Living in China”, including, for instance, “Complete Safety” and “Partial Safety”. 
Apart from that, I was using “Thematic Categories” which describe certain contents like persons, arguments, or topics arising from the data (Kuckartz, 2014). Based on that, I created a category of “Interactions with Different People” which include people who Black English teachers interact with on a daily basis, such as students, students’ parents, the management teams, and their colleagues. Within those categories, I coded Black English teachers’ experiences of racism when they encountered these different people. Kuckartz (2014) also summarised categories like “Analytical and Theoretical Categories” which are theory-driven categories that establish codes based on existing literature relevant to the codes and research topic itself, rather than on what the data might suggest. I created the following coding categories: “Anti-Black Racism in Workplaces”, “Anti-Black Racism outside of Workplaces”, “Coloniality and Colonialism”, “Racial Hierarchy”, and “Resistance of Racism by Black Teachers”. 
In this section, I described how I proceeded with transcription and coding. Following methodologists like Kuckartz (2014) and Clarke and Braun (2019), I was able to design comprehensive and cohesive systems for transcription and coding categories. For transcription, I ensured precision and accuracy by including and keeping participants’ vernacular and non-verbal communications recorded by videoconferencing platforms. For coding, I designated categories which are derived from both inductive and deductive approaches, which are highly suitable given how my thesis was initiated in the first place and how my interviews and research questions were conceived. 
[bookmark: _Toc195794104]4. Ethical Considerations
Research on racism with Black people in China where an authoritarian government is in power creates certain risks, and there are many ethical issues to be considered. I will discuss both personal and political implications and how I mitigated, reduced, and prevented disproportionate risks in my research in respect of data safety and my participants’ safety.  
The data protection of this thesis follows the research ethics guidelines of the University of Sheffield. The main goal of protecting data collected from human participants is to ensure that “participants should not be exposed to unnecessary or disproportionate levels of risk and request that their data be deleted if and when it is no longer required for research purposes” (The University of Sheffield, 2024, p. 1). In other words, no research can guarantee that no risk is created during the process. What the researchers should do is to minimise unnecessary risks as much as possible for the participants. 
In this project, I protect my participants’ data by completely anonymising them since the start of interviews. Only authorised researchers and personnels such as my supervision team had access to the original recordings of the interviews. During the interviews, I started with a careful but complete reiteration of the consent forms and asked participants to choose a pseudonym for themselves, which was then used during the entirety of the interviews and after the interviews when I transcribed and cited their quotes in the thesis. I also reminded them to try not using, speaking, and sharing any information that might be identifiable of who they are, for instance, the name of their workplaces. Additionally, I did not prepare any questions that would potentially elicit identifiable information and expose who they are. Thus, the anonymity and confidentiality of my participants have been maximised form the start of my fieldwork. In subsequent proceedings, I ensured that no real name of the participants, their workplaces, and any other identifiable information was available in the transcripts. My participants are from North American countries like the USA, and South African countries. Due to the small number of foreign nationals working in the ELT industry from certain South African countries compared to US nationals, the specific country was not disclosed in the transcripts as their nationalities could become identifiable labels. Therefore, it is impossible to identify who the participants are merely by reading the transcripts of their interviews. 
As the thesis is about the racial experiences of Black English teachers, I designed the questions as openly and emphatically as possible in order to minimise the chances of causing psychological and emotional harm to them when they answered the questions. It was essential for me as the researcher to ensure that they felt completely comfortable with talking about memories of racist incidents that might be disturbing. During the interview, they were aware that they did not have to address any questions asked if they did not want to. If they did not feel like sharing, I did not require them to disclose further. I prepared the questions based on the No Harm principle, which prioritised preventing discomfort and mental harm to the participants during the research. They were also informed and they expressed that they were fully aware that they had the right to withdraw from the research at any time, even after the fieldwork was completed, without providing any reasons and that there would be no adverse consequences for them. 
I mentioned above that I used Otter.ai for transcribing some of my interview recordings. Before using Otter.ai for transcribing, I ensured that there was no identifiable information such as participants’ names, their workplaces, and their home address were included in the interviews. I only address the participants by the pseudonyms they chose for themselves during interviews. In other words, no transcription or AI services can identify who my participants are in real life as the participants did not disclose any personal details in the interviews in the first place. I did not inform my participants of my potential use of AI services for transcribing my data prior to the interviews, as I was not aware that AI could be deployed for audio-transcribing services and I did not expect that I would need any transcribing tools to assist the transcription process. 
One of the risks of using AI, according to the guidelines of the University of Sheffield (2024, p. 92) and Information Commissioner’s Office (ICO) (2017, p. 87), is “the ability to create human-understandable narrative from the analysis of various sources of data”, which is “Natural Language Generation”. I became aware that using ai service to transcribe my interview might grant them access to these interview data in order to generate and create information based on what they learnt from these interviews. When I proceeded to use Otter.ai for transcription, following the guidelines of ICO (2017, p. 87), I checked their terms and conditions and ensured that their data privacy and security policies stated that all recordings and transcriptions are completely encrypted according to the AES 256 bit encryption standard that is for learning recordings services, which is a UK standard (Otter.ai, 2024; Education & Skills Funding Agency, 2021). Otter.ai has also assured that no data of mine would be used for any activities of machine learning to further advance the abilities of their AI capacity or leaking them to the third-party organisations. There is very little research on whether Otter.ai would compromise their customers’ data, the evidence on the risks of those circumstances occurring is therefore inconclusive. I was convinced that Otter.ai would be safe to use. Thus, it is evident that the data generated from my participants have been protected through my data collection and analysing process. They are not subjected to potential exposure or compromise of their identifiable data and a breach of confidentiality. In order to preserve the confidentiality and anonymity of my participants and not leaking any data to any unauthorised third-party, I required Otter.ai to which I outsourced for transcription to completely erase all my data. Otter.ai then confirmed that all data I uploaded for transcription have been deleted. The perceived risks of exposing who the participants are in real life are thus extremely reduced and minimised. It is adherent to what the University of Sheffield ethics guidelines suggest. 
Another potential risk is related to the National Security Law published by the Chinese government in 2020. I have informed my participants of the risk of the Chinese government performing surveillance activities on social media posts and conversations. However, it is unlikely that they will be able to monitor videoconferencing platforms and data generated from these activities. There has been no precedent legal or political cases in which foreign residents or Chinese citizens conduct academic research on sensitive and controversial topics. The Law did not create any risk for my participants since there is no evidence that suggests otherwise. Therefore, there was no reason to believe that the guaranteed confidentiality and anonymity of participants might become compromised in any way. The surveillance therefore becomes a minimal risk, the participants were unlikely to be “watched” and consequently to be “caught” by the Chinese government. After I described these potential risks to my participants, they all expressed that they had nothing against the Chinese government, they only wanted to tell their stories. They then agreed to proceed with the interviews. 
In this section, I discussed the necessary details of ethical considerations for the thesis. I described how I protected the collected data from fieldwork and transcription. By doing so, I ensured that all my participants’ identifiable data are excluded from the interviews and transcriptions. No participant is recognisable by merely reading the transcripts. In terms of political and legal risks relating to the National Security Law, there are no actual risks concerning the physical safety and security of my participants. 
[bookmark: _Toc195794105]5. Positionality and Reflexivity 
In the last section, I discussed how technological, political, and legal risks might constitute ethical issues for my thesis, especially regarding the safety of my participants. I have found that the potential risks to be very small, my participants are not exposed to disproportionate levels of risks by taking part in my PhD project. In this section, I will reflect on my own positionality to discuss how I see my own identities in relation to the entire PhD research. In detail, I will discuss what my Chinese nationality, my PhD candidacy, and a membership of a prestigious university in the UK meant to my participants, as well as my political stance informed by decoloniality. 
As I noted earlier, Ash told me that she was surprised to learn that a Chinese person would be interested in studying Black experiences of living in China. She even told me that some of her friends about my research. They all could not believe that it was conducted by a Chinese person. My nationality as a Chinese person researching Black people’s experiences of racism came as a surprise. This implies that in Black people’s lives in China, Chinese people they know do not really care for how Black people live or what racially charged incidents they encounter. This is also evident in how existing research seldom focuses on how Black people face racism in China, but rather prefers discussing how racist Chinese people can be. Wittingly or unwittingly, Chinese racism becomes amplified while Black people’s experiences therefore are ignored in the research of racism in China. But why is it that Black people are ignored and so much focus is placed on Chinese people’s aggressions against Black people? Does it also confirm the anti-Black view that Black people are a monolith and always victims who do not have any agency? It seems to recycle the narratives that Black people do not need to be heard, their perspectives are not relevant or worthy of time, they do not have differences in their opinions, and they should be confined to the perceived victimhood – and this is always true even in a country that is not majority White. 
I introduced myself as a Chinese student studying abroad, which made my participants feel familiar. Black English teachers teach the English language while mentor their Chinese students studying overseas. So, they understand and know Chinese students like me. I also disclosed that I wanted to do this research initially because I was inspired by my own previous Black English teacher’s experiences of racism. By telling them that I had a Black teacher in my life, it seems that my participants were even more willing to participate as they could find a common ground with me. After I disclosed my admiration and adoration for Black artists like Beyoncé and Black critical thinkers like James Baldwin, the participants even mentioned that they loved these artists as well, and they could then trust that my intentions were honest and genuine. Kecskes and Zhang (2009, p. 333) notes that common grounds can be built through “common sense, cultural sense, … and mainly derives from the interlocutors’ shared knowledge of prior experience…”. By disclosing my personal experiences, I was able to build rapport and initial trust with the potential participants. 
My membership of a prestigious university in the UK also granted me access to and ensured trust from Black English teachers, as this membership is often considered a cultural capital (Meghji, 2019). British universities have good reputations in China (Cebolla-Boado et al., 2018). Black English teachers know of the University of Sheffield in the UK. They then understand that research is legitimate and trustworthy. 
Even though my participants were very receptive to my project and me as the researcher, I could not help but wonder if I was conducting a “White-saviour” job. The White-saviour narrative is rooted in an ideology of colourblind-ness (Murphy and Harris, 2018), centring a White person engaging in actions to save people of colour. It usually involves a White saviour and a Black subordinate, but the Black subordinate can be replaced by any person of colour (Fitzgerald, 2013). The result of this narrative is portraying and reducing interracial relations to White generosity and Black gratitude for that generosity. It does not tell a story of White supremacy oppressing people of colour, but only one of saving them (Murphy and Harris, 2018). Hughey (2012) notes that White saviour narratives tend to portray good White people saving Black people from bad White people. It also suggests that good White people who attempt to save Black people cannot be racists, only bad White people are. 
Many scholars have asserted that Chinese people enjoy a sense of “White privilege” in relation to other minoritised ethnicities domestically within China (Leibold, 2010; Mullaney et al., 2012). Mullaney (2012, p. 3) particularly notes that “in many ways, the category of Han is, like that of white, ‘not only an identity, but the power to name and shape identities’”. Apart from Whiteness towards which Han Chinese aspire (Shih, 2013), other ethnic and racial minorities, including Blackness, are under the Chinese hegemony in China. Based on existing studies (Zhang, 2024) and this thesis (see Chapters V and VI), the racial hierarchy in China demonstrates that Chinese centrism subjugates Blackness. I am not White, but I am fully aware that it is undeniable that I belong to a majority nationality in China, that is, I am Chinese. Also, I am not Han Chinese, I come from a Tujia ethnic background. But my participants might not realise that and perceive me merely as Chinese because there are not readily apparent ethnic and racial differences between Han and Tujia people apart from certain ethnic cultural costumes. I certainly did not wear them and did not disclose my racial positionality, establishing a relational dynamic between Chinese researcher and Black participants. My positionality is, though not White, ultimately privileged in relation to Black people. 
There is one fundamental difference between my thesis and the White-saviour stories: Black people in my research are not stereotypically dysfunctional like Black people portrayed in White-saviour narratives. My thesis emphatically rejects any essentialising Blackness according to these harmful racial stereotypes and continuously solidifying Black inferiority. Black English teachers in this research can achieve their goals without me and my research. Some of them are studying for postgraduate degrees, they do not need me to express their voices about racism in China. I acknowledge that and I applaud and celebrate them for it. My intention in researching this topic of racism in China does not come from benevolence or benefaction, but from a place of empathy, gratitude, and curiosity of investigating more of what the Chinese society in which I grew up. Most importantly, I needed Black English teachers for my research, but they did not need me to make their voices heard. 
Angel M. Y. Lin (2015, p. 22) listed four questions to assist researchers in language education studies to reflect on their positionality: 
1. Why (do you do) research? What kinds of interest motivate you? 
2. What kind of knowledge will you produce? 
3. What is the possible impact of your research (or the knowledge that you will produce), and for whom? 
4. Is there any value‐free or interest‐free research? Why/Why not?
I will address these questions in the following sections. First, as I have explained previously, I did this research because of the Black English teacher who taught me a decade ago. I wanted to understand what I had witnessed of racist incidents that had happened to him. In addition, academic endeavours on the topic of racism in China have largely ignored what Black people go through and their perspectives on anti-Black racism. For fully grasping racial ideology and practices in Chinese society, it is indispensable to offer a clear account of how Black people experience them. On the other hand, as a Chinese person growing up in China, my education had centred on the notion of Chinese modern struggles against external threats starting from 1840 – the First Opium War. Hayton (2021), in his journal article China’s Communist Party Owes It All to Colonialism says the quiet part out loud. He emphasises the establishment of the People’s Republic of China was only made possible by defeating colonial powers and ending the “century of humiliation” caused by Western colonialism. It becomes one of the central narratives for describing and legitimising the national collective memories of struggles to survive and thrive in current Chinese society. When I just started learning about the current scope of research on the topic of racism in China, I countered Frank Dikötter’s work on the racial discourse in modern China. His work had been influential, solidifying the foundation for subsequent research in this field. I discussed his important work on racism in China extensively when I constructed the theoretical framework, thus necessitating a discussion on what motivates me to confront his theory in my research and how my positionality comes into play. 
While I was getting familiar with his seminal publication, I also learnt to criticise his work for lacking a critical element in understanding racism in modern China, which was an analysis of how colonialism had impacted, if not implanted, racism in Chinese society. Given that I know how profoundly impactful colonialism has been in Chinese modern history and the official narrative taught in the school curriculum, I cannot overlook this intentional omission of an important analytical unit. I personally was not convinced by his research input demonstrating that racism in China had no association with Western colonialism but purely derived from Chinese traditional culture. I found myself on the side of defence because the Chinese traditional culture I knew of was not a culture that could breed modern racism. I knew there was racism in Chinese society, but Dikötter’s analysis was not rigorous enough to convince me otherwise. 
The lack of rigour comes from a particular sense of a false reading and translation in his work, and an intentionality to make Chinese culture and language sound racist out of something that did not read racist to me as a Chinese person. For example, Dikötter (1992, p. 35) translates the Chinese word ‘以色列族’ in his work The Discourse of Race in Modern China. This Chinese word means ‘Israelites’ (it can be factchecked by any Chinese-English dictionary). The word ‘以色列’ (read: Yi Se Lie) is a transliteration of ‘Israel’. The Chinese character ‘族’ in ‘以色列族’ means a certain group of people living collectively, or lineage by blood (Peng, 1985). But Dikötter translates this Chinese transliteration. Dikötter (1992, p. 35), in the context of criticising the translation of The Old Testament by the Taiping rebels, translates the word ‘以色列族’ as ‘races can be classified according to their colour’. Granted, each Chinese character in the word ‘以色列族’ put together can amount to an interpretation of what Dikötter understood (or not). But it is a proper noun designated for the people of Israel, not an adjective or adverb to describe racialisation. Certainly, a transliteration must not be translated again since it can misconstrue meanings. 
Dikötter’s interpretation was completely wrong because this word was specifically transliterated to mean ‘Israelites’ in the Chinese translation of The Old Testament in the Taiping Rebellion, which was led by Christians. I am no Christian, but I know it can be inferred that the word ‘Israelites’ would make sense in the Bible. Why did Dikötter not realise that this Chinese word could merely mean ‘Israelites’ in the biblical context? I understand that no thesis is without faults, every piece of academic work has some flaws. I can entertain the idea that Dikötter just made a mistake in the act of translation. However, this mistake seemed rather contentious since the translation directly described that Chinese culture tended to classify peoples according to their colours. How true is this description in this statement? Has any other scholar researched this specific term? How has his positionality influenced his act of translation? 
In his translation, Dikötter (1992, p. 35) quotes Yingming Peng (1985, p. 8), as if Peng made the translation. But Peng (1985) never translated ‘以色列族’ in that way, Peng never even attempted to translate it at all. His article was written in Chinese and his readers knew what this transliteration literally meant, which was definitely not Dikötter’s translation. One simply cannot find that translation in Peng’s work, which renders Dikötter’s translation dishonest. Dikötter wanted to make his own translation appear to be an authoritative one, which is why he references Peng’s work. Such a translation of ‘以色列族’, it can be concluded, only came from Dikötter’s own misconceptions, which was deliberate in order to accuse Chinese culture and ideology of racism by nature. Dikötter simply fabricated the translation in order to solidify his biases about Chinese culture and its racial ideologies. I also would question his Chinese language skills and knowledge when he has self-claimed to be a scholar of Chinese history, for whom advanced Chinese language skills should be compulsory and such superficial mistakes should be avoidable.
Apart from his problematic Chinese skills and the intentions behind his translation and analyses, he had also disclosed his positionality: that he was not someone who still believed, in his own words, in “the ‘hegemonic power’ of the West” and someone who did not believe “cultural reorientations can only be ‘imposed’ by ‘Euro-American imperialism’” (Dikötter, 1993, p. 73, cited in a response to Arif Dirlik’s review, 1993, p. 73). His positionality in examining Chinese discourses of race and racism shows that he is apologetic regarding Western colonialism. Or at least, he was not willing to confront the impact of Western colonialism because he was sympathetic towards it. For Dikötter as a White European scholar, this is an ethically unsustainable position to take. With a prominent scholar in my field of research, whose positionality is largely a colonial apologist, my positionality as an anti-colonial scholar comes into direct conflict. I am convinced that colonialism has played a decisive role in shaping and fostering racism in China, not only because of the national curriculum I received in China, but also thanks to the sociological education I have received since I left China. Pointing out my epistemic conflict with Dikötter helps highlight my positionality as it shows my motivation in researching this topic. 
The need for my positionality to be anti-colonial does not come from what the official narrative taught when I was in schools in China, but comes directly from my own observations of raciality and coloniality in Chinese society informed by sociology. As I stated, what I have observed of the experience of my previous Black English teachers was a direct reflection of how race and racism were manifesting in China. Additionally, my observations of how White people are praised and Whiteness upheld, while Chineseness and Blackness are all devalued in comparison, such as the skin-whitening cosmetic products, plastic surgery of reconstructing eyelids and nose shapes to conform to a White beauty standard, excessive admiration of White people in dating scenes, and the desire to reproduce ‘mix-blood’ babies with White people (Frazier and Zhang, 2014; Lin, 2021; Johansson, 1998; Mak, 2007) reflects coloniality if we take the definition of coloniality by Maldonado-Torres (2016). All these instances were studied by scholars before and observed by my participants, showing how common and unquestioned those phenomena are in Chinese society. They precisely show how coloniality is deeply and currently rooted in Chinese society, yet often normalised and ignored. Based on my positionality being anti-colonial, the knowledge this thesis produces aligns with my anti-colonial stance, which is thematic with the decolonial and postcolonial theories featured in this thesis. 
Specifically, this thesis aims to produce knowledge which is informed by decolonial and postcolonial scholarship. It should contribute to the understanding of racial ideology and colonial manifestations in Chinese society, and a more nuanced and historically cohesive theorisation of Chinese modernity in relation to its coloniality. By illuminating how Black experiences of racism reflect the Chinese episteme of race and racialisation, this thesis demonstrates how Chinese people see themselves in the racial hierarchy and a racial temporality in relation to other peoples in the world. This knowledge is produced for Black people, offering a solid overview of how Blackness is viewed and treated in China. It acknowledges and validates the experiences of racism of Black people, reassuring that they are understood and their effort of participation are not wasted. I also hope that this thesis offers an empirically and theoretically rigorous explanation of why anti-Black racism appears to be what it is right now for my previous Black English teacher and all the Black English teachers I have interviewed. Additionally, I hope this knowledge can inform subsequent scholarship on this topic of racism in China to seriously consider the role of coloniality, and the experiences of people who are victimised by racism. 
This study is not value-free research as I take my own subjectivity into consideration. As I am interested in the meanings of racialising actors and actions in a given social setting, such as Black English teachers’ professional and personal lives in Shanghai, how I interpret the meaning is completely dependent on my subjectivity. I also highly value the subjectivity of my informants as I centralise their perspectives. Their viewpoints are vital for narrating their experiences to illustrate this racist phenomenon in Chinese society.  
In conclusion, I have examined my position as a Chinese person, a Chinese student studying in a university in England and what those identities meant for the Black English teachers. My positionality as an anti-colonial scholar decides my disagreement with existing scholarship on the topic of racism in China. The knowledge produced based on my positionality will align with an anti-colonial stance, which is also in essence an anti-racist position. 
[bookmark: _Toc195794106]6. Limitations
Finally, I want to focus on two aspects that are missing from my research and constitute its key limitations: a possible sampling of Black African residents in Guangzhou and using the methods of focus group and diary study. 
My choice of Shanghai as the site for this research was due to its colonial history and a large community of foreign nationals including Black residents. However, Shanghai’s Black community comparatively has not been as controversial as the Black African residential district in Guangzhou, because Black people in Shanghai never collectively reside in a certain district. By contrast, in Guangzhou, Black African people mostly live in the Xiaobei District.  Several scholars (Castillo and Amoah, 2020; Huang, 2020; Lan, 2016, 2019; Qiu, 2021; Su et al., 2022) have demonstrated and examined the “grassroot” interactions between Chinese locals and Black African residents. Studying racial relations shown in these interactions would certainly illuminate ideologies of race and enactments of racism. My research only focused on a single group of Black English teachers in Shanghai, whose economic, social, and cultural relations are mostly similar and overlapping. Specifically, the sampling of my participants are more leaning towards African American women from North American countries like the USA, due to a larger number of US citizens living in Shanghai. The class differences between Black people and Chinese people, as well as class positions within the Black community in Shanghai are not readily explained. However, Black African residents are employed as grassroot business owners in comparison to Chinese migrants business owners, which reflects a variation of social class positions (Lan, 2016). 
Another limitation of this thesis is the decision not to conduct a focus group with my participants. As this research was conducted online with all interviews being completed via videoconferencing platforms, a focus group discussion would also have had to be conducted online. Apart from difficulties of liaison with participants to arrange a mutually convenient timeslot for a focus group, I was also facing logistical challenges, such as choosing which platform would be appropriate. Samardzic et al. (2024) assert that technological and logistical issues are key in successfully conducting focus groups as moderation in controlling the discussion and internet connections are all dependent on external factors.
Another difficulty lies with the sensitivity of my research focus, which is racism in China. Specifically, it is about the ethical practices with a method of focus groups and how it mitigates harm. Samardzic et al. (2024) notes that the participants’ willingness to discuss such sensitive issues with other people would reduce the quality of research because some, out of fear, might not want to disclose too much information to strangers and potentially violate norms of acceptable perceptions during focus group discussions. In my particular case, my participants did not necessarily know each other, but they are colleagues in the same industry. They have said that they may know of each other in such a small Black community, which evoke a notion of internal confidentiality because of their possible relation with each other. Internal confidentiality refers to the protection issued for informants whose data might be recognised and sanctioned by, or cause harm to, other informants or people outside of the research endeavours (Tolich, 2009). It is different from external confidentiality where informants of the focus group must not disclose any contents of the discussion to anyone who did not participate. What they chose to disclose about racism might incite interpersonal politics which would cause harm to the participants. Warr (2005, p. 203) notes that discussions in focus groups can be hard to control, “as opinions and anecdotes are shared, challenged and truncated as participants join in, or drop out of, the discussions taking place”. It is especially risky because a challenging discussion on racism can potentially cause mental harm to the discussants, which had to be protected and maintained against a group effect where “statements cannot be taken back and harm may result from the limits of internal confidentiality”. Confidentiality is the main reason why I did not deploy focus groups as a method eventually. 
Last limitation was the failure of including and analysing data collected through diary study in this thesis. After all interviews were completed, I contacted all eleven participants to inquire if they would be interested in participating in a diary study to further understand their experiences of racism in a more immediate manner. I was only able to conduct one diary study with Ash because this method is highly dependent on the availability of the participants. Through the period of 2022, my participants in Shanghai had to live through a turbulent time under the dynamic zero COVID policy (Burki, 2022). Black English teachers had to deal with daily COVID tests, racially motivated microaggressions, managing teaching responsibilities through remote methods and online platforms, and shopping for essential commodities. Many foreigners, as reported by my participants, have left China during that time. Many are merely unavailable for further research activities. The data collected by that one diary study was not enough for generating codes and themes in the data analysis process. Therefore, it was a limitation of this thesis that some methods are highly conditionally applicable for fieldwork. The most important conditions might be the availability of the participants. the researcher should also become aware and show sympathy towards the collective situations the participants experience and amend the methods and fieldwork accordingly.   
Summarising this section, when it comes to limitations, my research did not cover racism in other Chinese cities, for instance, Guangzhou where the most infamous racist incidents happened. I also did not use focus groups and failed to sufficiently use diary study. The former was due to the difficulties to arrange group discussions with informants via online videoconferencing platforms during the lockdowns in China, potential technical issues to moderate and control the process of discussions, and most importantly, the confidentiality promised too informants in order to protect their identity and data provided against outsiders and other insider informants. The latter failed due to considerations of the participants’ circumstances and availability for conducting research activities. 
[bookmark: _Toc195794107]Conclusion 
This chapter introduced my choices of method and methodologies, specifying the phenomenological approach with semi-structured interviews for research racism. During my fieldwork, semi-structured interviews demonstrated its capacity to document and help analyse the experiences of racism of Black English teachers in China. The data was analysed according to the thematic coding strategy in which several factual and theoretical categories were created. Both inductive and deductive approaches of coding were deployed for a deep and thorough understanding of the data collected, initiating subsequent chapters of data analysis. The ethical issues were addressed, especially the confidentiality of participants’ identifiable data and the safety of data. My positionality and reflexivity are based on my theoretically and personally informed experiences and knowledge, making my thesis to be anti-colonial in its political stance. In the next chapters, I will docus on racism experiences by Black English teachers in their professional and personal lives to illustrate the racialised episteme, ideology, and practices in Chinese society. 












[bookmark: _Toc195794108]Chapter V: Anti-Black Racism in China’s ELT Industry 
This thesis focuses on the lives of Black English teachers in Shanghai, whose experiences of racism will be analysed to reflect on anti-Black racism in Chinese society. In this chapter, I will discuss the native-speakerism manifesting in the everyday interactions between Black English teachers and other stakeholders, such as their students, the students’ parents, the teachers’ Chinese and White colleagues and the school management. I aim to answer two research questions in this chapter: what role does the racial identity of Shanghai-based Black English teachers play in their lives, especially in their work environment? To what extent does native-speakerism informed White privilege appear and operate in the Chinese English language training industry from the viewpoints of Black English teachers? 
Shanshan Lan (2022, p. 119), in her study of precarious Whiteness in the Chinese ELT industry, states that “China represents a space of rupture where white skin can be decoupled from white hegemony due to the transformation of corporeal whiteness into a minority identity.” Put another way, Lan indicates that the Whiteness normalised in Western society does not stay the same in Chinese society. She argues that White teachers in China are minoritised, therefore oppressed, by the Chinese. This chapter investigates Black English teachers’ daily experiences of native-speakerism in China’s ELT industry, which will pave the way for a more nuanced understanding of White supremacy and anti-Black racism in Chinese society. To demonstrate what life is like for a Black English teacher in China, I will analyse participants’ experiences from the early stages in which Black teachers search for jobs to their daily encounters of racism in their workplaces. 
[bookmark: _Toc175430293][bookmark: _Toc175431485][bookmark: _Toc195794109]1. English Language Teaching Qualifications
I first would like to ask the following questions to expand on my problematisation of the term ‘qualifications’ in the title of this section: What qualifies an English language teacher: their educational and professional background or their racial identity? Do qualifications matter in the ELT industry? Answering these questions might seem straightforward to those who value professional qualifications. However, the qualifications of Black English teachers at times become secondary in an industry controlled by native-speakerism. In this section, I will address these questions. 
In August 2023, I came across an article that reported on new regulations and policies issued by the Chinese government on the management of human resources, stating that from the 1st of August 2023, “the ‘Regulations on the Management of Human Resources Service Agency’ will come into effect… Discriminatory content based on ethnicity, race, gender, religion, and other factors is strictly prohibited” (GICexpat, 2023). This was the first time that the Ministry of Human Resources and Social Security of the Chinese government recognised the role of race in formulating discriminatory strategies in employment in private and public sectors. And yet, job advertisements for White English teachers over non-White English teachers with implicitly racially discriminatory, but explicitly discriminatory terminology, for example, European teachers or native English teachers, are prevalent in the ELT industry in China. This contradiction serves as a starting point for a discussion of the entangled realities of native-speakerism and anti-Black racism in China’s English education industry. 
In Chapter IV, I introduced Ash – a Black woman from the USA, who had been teaching English in Shanghai for at least five years by the time of our interview. In the following quote, she testifies that it was rather difficult for her as a Black woman to find jobs. She was denied job opportunities simply because her Black identity did not meet what the school expected of an English teacher, even when her experience and expertise were highly desirable and essential for the role. Ash decided not to attach photos of herself to her CV and job applications to prevent direct and blunt rejections: 
Ash: I remember I started sending my CV to recruiters without my photo, and when I did that, I would get a lot of calls or emails, “oh, you have so much experience, [we] want to talk to you, we just need you to send an updated CV with a photo”. And when I would do that, I would never hear from the recruiter.
(Ash: 194-198)
Similar incidents happened to Anna, a Black woman from an English speaking African country. Anna has been teaching English in Shanghai for five years and still remembers how she was rejected for jobs due to a sample video she was asked to submit, which revealed that she was a Black woman: 
Anna: I don't know. I feel like it could have sometimes, it's disadvantage. Yeah. I feel like in some cases, that in some instances, it's a disadvantage, because there are some interviews that you can go and once, they… They'll be like, "ah, maybe send in your, you know, your video" or stuff like that. Some of the times you can like send in your video, I don't know if it will be like racially or they will just look at you and like, “no, this person is not for us”. Because sometimes you send in your introductory video, and they look at... Most probably, they look at it … and they never get back to you or any, say anything. Or they you go to an interview they like, "oh, you are Black". I'm like, "yes". Sometimes, "oh, okay, we'll get back to you", and that'll be the end of it.
(Anna: 418-429)
There are two aspects to discuss. The first is the recruitment process in China, in which a visual presentation of the applicant, for instance, a photo, is often required. This practice inevitably shows applicants’ appearances and facilitates unethical and unfair judgements against applicants’ identity, such as gender, ethnicity, race, and age. It makes it more likely that the merits of the applicant’s abilities, experience, and qualifications relevant to the position are overlooked. This recruitment practice can elicit unchecked biases and prejudice, and the enactment of racism. Ruecker (2011) analysed such behaviour in recruitment and maintains that it is considered illegal in many countries where anti-discrimination laws are stricter. 
The second aspect is the racially charged discrimination against Black people in the job market for English education. This discrimination is masked behind the assumptions that Black people are unfit to teach because they are not native-speakers of English. I want to highlight the importance of qualification to address the questions posed at the beginning of this section so as to show why this is racially motivated action. Ash and Anna both have years of experience teaching English and have postgraduate degrees. They are competent to teach English in that they are sufficiently qualified to do so. But do their qualifications matter? Can their qualifications and experience in English education land them employment? The answer is no. What matters then, if not their qualifications? Race matters. Their racial identities on display on their CV matter over their qualifications. In the industry of ELT, Ash’s and Anna’s being Black can bar them from becoming “real” English teachers despite their qualifications. Ash told me that she would not hear back from the recruiters once her photos were sent. These photos, presenting her Blackness, played a much more important part than any of her qualifications in the ELT industry. 
Ash: They do not have many Black teachers or African American teachers or teachers from the African diaspora... Erm, because the locals, they think English speakers, they, when they think, American or, you know, whatever, Europe, or England. They think blonde hair, blue eyes, they just can't wrap their heads around the fact that a person who is a native English speaker from a native English-speaking country could be anything other than White or Caucasian.
(Ash: 199-204)
Ash particularly emphasised existing notions of what English speakers should look like. According to the participants, native-speakers of English apparently must be from North America or Europe, rather than from Africa or the communities of African descent and diaspora. This idea that English speakers can only come from Euro-American countries is categorically false. As is well known, the vast majority of Europeans do not speak English as an official, native, or first language. In the USA, not only English, but many languages, for example, Spanish, are spoken. Black communities across English-speaking countries are native English speakers. And many African countries are Anglophone countries where English is their official language. As I explained in Chapter III, North America, Europe, and Africa, as geo-political regions, have been assigned racialised meanings respectively, namely White North American and Europe, and Black Africa (Mignolo, 2008). A distinction constructed by the English language where former colonial settler countries, such as the USA, Canada, New Zealand, and Australia joining in European English-speaking countries like the UK and Ireland are recognised as native-speaking countries of English (Holliday, 1994; Holliday, 2018). This is consistent with the notion of the British-Australasian-North American model of English-speaking countries as the standard for the ELT industry (Holliday, 1994). Those countries evidently show the racial categorisation of geographic locations. Black English teachers face an idea about race and geopolitics derived directly from colonial times. 
What Ash said shows that unethical recruitment strategies facilitate the development of native-speakerist ideology. My participants’ experiences demonstrate that their impossible employment depends on the stereotypical appearances of what native-speaker of English are believed to be. Ash disclosed her nationality on her CV as foreign teachers need a work visa to be employed, and the schools need to be the sponsors for that visa. Thus, the recruiters understand that Ash was a native-speaker of English and comes from a native English-speaking country. It is therefore possible to speculate that the frequent rejections from school recruiters in China was based not on a judgement of her being a non-native speaker of English, but on a judgement of her race. It may have been the school or the students’ parents that were the decisive factor for hiring only White teachers. Either way, the result is Black teachers are overlooked because of their race. 
The logic of native-speakerism here is a highly racialised imaginaries of English speakers (Tupas, 2022). The schools and the parents enact racism by rejecting Black teachers merely due to Blackness does not match their imaginaries. It is racism that motivated the recruiters to reject Ash due to her race and not to accept her application based on her merits of qualifications, no matter how desirable her abilities may be. Holliday (2015) argues that native-speakerism has neo-racist attributes. Based on my analysis, the racism shown in native-speakerism has nothing new about it. It is the same racism implanted from the 16th century that continued racialisation, disadvantaged Black people while advantaging White people (Mignolo, 2021). Even in the ELT industry in China, Black English teachers are refused employment because of their Blackness, White teachers are chosen due to their Whiteness. The qualification to teach seems to become a complementary condition for White teachers and a useless decoration for Black teachers. In the next section, I will discuss the topic of qualifications in detail. 
[bookmark: _Toc195794110]2. Qualified Black Teachers & Incompetent White Teachers 
Omar: I feel like, in any context where I’m put up against a lighter complected person, especially one with like…, from a native English-speaking country. I would never be chosen before this other person. And, in a lot of cases, I have not been chosen over a White person who is less qualified than I am. I’ve seen that a lot. Because, I mean, to be fair, I mean, I don’t wanna lead with my resumé or anything like that. But it’s like, I mean, I have two masters’ degrees in Applied Linguistics, I have the CELTA certificate, and I am finishing the DELTA certificate now. Uhm, and I have almost 6 years’ experience in this industry, in not just as a teacher, but also as an administrator. So, I STILL may not be chosen in a lot of contexts, over someone who’s White, but is just less qualified. It’s literally happened before.
(Omar, 283-292)
CELTA is an abbreviation of the Certificate of English Language Teaching to Adults, and DELTA means the Diploma in Teaching English to Speakers of Other Languages. Omar has obtained these two qualifications, which are widely recognised in the ELT industry, as well as two master’s degrees in Applied Linguistics. In this section, I will examine how Black teachers perceive their undervaluation compared to their White colleagues who are not as qualified, based on stories of Omar and Dee. 
Dee is a Black woman from an African country. She has been teaching English in Shanghai for nine years. I asked her if she had encountered racism in her workplace. She responded that in her current workplace, she had not faced any racism. But she remembered some implicit racism from the management team of her previous bilingual kindergarten. Dee reported that her White managers had informed her that the school decided not to hire Black teachers anymore. Instead, they were going to hire only White teachers, even though the school had been recruiting Black teachers previously: 
Dee: My manager, he was foreign, but he had told us that the owners, they did not want to hire Black people, they wanted to stop hiring Black people. They only wanted like White people to be the teachers.
(Dee, 246-248)
For her previous job specifically, Dee had worked as an adjunct part time teacher in a kindergarten where she had been tasked with taking close care of young children. This had required her to stay with her class of kids all day long and teach all subjects, including English. 
Dee: … So, when the home-room teacher got sick, then I would have to come in and teach and cover their classes. Or they got fired, then I would, you know, take on the [responsibility]. And that’s how I become a home-room teacher for my previous school, it was the teacher got fired and then I filled in and had to take the kids on. Never hired initially as a home-room teacher.
Zihuan: Okay, so they never thought of you as their first choice?
Dee: No, they didn’t. And I absolutely know it because of my race, because the teacher they did hire, firstly, he came after me, and secondly, he had just graduated from high school. And I have been teaching already for three years in China. And I already had my qualifications. And they rather hire him because, you know, they pander to the parents and the parents want a White face. They want a White face, that’s their first choice when choosing a teacher.
Zihuan: Ah, wait. So, that teacher, he just graduated from high school, with no qualification…
Dee: Not high school. University (giggles). Yes, no qualification, no experience, and they hired him. Because when I asked why, why they would hire…, why they would, uhm, make him a home-room teacher and not me.
(Dee, 261-276)
Dee said that she was only sought after when the previous home teacher was fired, and she was thought of as a second-best replacement for that position. But she was instrumental in helping the nursery run as usual. She already had her experiences and qualifications, which were evidence that she could do this particular job. As she observed, the home teacher who was hired after her had no experience as he newly graduated from a university. He was only hired because he was a White American man. It is clear, then, that the school ranks the desirability of their teachers not according to their qualifications or abilities, but according to their races. It shows a racial hierarchy of desirability. Inevitably, this racist decision by the school caused some inconveniences, as Dee remembered: 
Dee: Some of us have more experiences than the people who were hired. … Uhm, when I left my previous job, it was somewhat balanced, there were women, there were only two like Black people teaching there, two Black women, myself and another one... But, when I left that school, the all the new hires, the majority of the staff were White male, man from, you know, America mostly, you know. … And, I cannot see, just how day to day things work at a kindergarten, I cannot see why anyone would hire a White male/man…, would hire, firstly, men over women at a kindergarten, and I’ll tell you why, … You know, if a kid is like peed or you know, they had an accident, threw up, we have to like, you know, take them to the bathroom, and in China, male teachers are not allowed to be alone in the bathroom with children. … So, what that effectively does is that, if you hire a male, you’re putting the burden on your local teachers, your local female teachers. Because he can’t do some of the responsibilities, because he is a man. Whereas, if you hire, firstly a woman, a female foreign teacher, she can do the responsibilities…, that’s why a lot of local female teachers prefer to have foreign females, because then they can share the work. Whereas if you hire a male foreign teacher, he can’t do some of the things by law. So, it just makes no sense that you’d hire a male in a kindergarten firstly.
(Dee, 351-371)
It is unknown why the school insisted on hiring male teachers for the role of caring for children, given that there are constraints on the tasks that male teachers can undertake in China. It is Dee’s understanding that the arbitrary recruitment of White male teachers has not made the work of local Chinese and foreign female colleagues any easier, but much worse. Dee attributes this to the school’s shifting the blame on to the Chinese parents, claiming that it was the parents who wanted a White teacher to teach their kids. From the school’s perspective, this was not a profit driven decision it made proactively; the school was in a passive position. Dee asserted that “they rather hire him because, you know, they pander to the parents and the parents want a White face” (271). Thus, the reason for the school’s hiring White teachers seems clear to Dee: it was profit-driven and motivated by the belief that White teachers and the value of Whiteness they represented render Chinese parents satisfied and can potentially attract more new students/customers to the school. 
[bookmark: _Toc195794111]3. “Big Seven” Native English-Speaking Countries 
As I argued in Chapter III, the English language and Whiteness are ideologically inseparable. Any challenge to this pair, such as a Black English teacher instructing English would be unwelcome and questioned by the system of native-speakerist ideology. In this section, I will discuss the legitimacy of having seven main English-speaking countries as the state-imposed yardstick for measuring the abilities and legitimacies of English teachers with data collected from Omar and Nancy. 
It is normalised for Black English teachers to experience racist views of Blackness and their ability to speak English from recruiters. The Chinese government released policies and regulations stating that language instructors, including English teachers, should only teach the native language of their home country (深圳科技创新局 Shenzhen Bureau of Scientific Innovation, 2023). The Bureau has communicated that teachers from the UK and its former colonies and current oversea territories would be eligible for teaching English. This policy seems to be only implemented partially, because the teachers colloquially describe the US, the UK, Canada, Australia, New Zealand, Ireland, and South Africa as the ‘Big Seven’. Other Anglophone countries are apparently not included in this exclusive list. Several participants have testified that the teachers who are from these seven countries, regardless of their racial identity, have advantages in obtaining work visas. 
Omar: I mean I think it is really worldwide in ELT, called the Big Seven, uhm: US, Canada, UK, Ireland, Australia, New Zealand, and South Africa. Uhm, South Africa is still, you know (one hand wiggling to indicate uncertainty).
So, it’s more like six and a half, the big six and a half. Uhm, so, if you are…, like preference is given to people who have a passport from those countries.
(Omar, 485-489) 
Here, Omar explicates the reality that an ELT work visa can be issued by the Chinese government only if the applicant is from one of the seven countries mentioned. He suggested that this seems to be aligned with a global trend and tradition, rather than locally unique to China, in the ELT industry to give preference to English teachers from these seven countries in visa policies. This can be traced back to what Robert Phillipson (2018) documented regarding the history of making English the lingua franca of the world by the calculated strategies of the US and the UK. Phillipson (2018) indicates that there was a deliberate scheme to prioritise these English-speaking countries, including former British settler colonies, to become the main English-speaking countries. 
Omar described that his US nationality gave him a sense of privilege in China’s ELT industry. 
Omar: However, a lot of those people would say, “I’m not native and I feel like I’ve been discriminated against, you know, nobody would look at my application, and shenme (whatever), shenme, shenme…” (mimicking their whiny complaints). And I’m just like, “well, y’all are making it seem like it’s a walk in a park to be Black or dark-skinned”, and that’s not a cake walk either. I recognise that I do have privilege as an American, as a native speaker, but I am not gonna sit here and act like I don’t get discriminated against just to make non-White native speakers feel better all of a sudden…
If there was a hierarchy of the supposed values and privileges in employability of English teachers in China, based on my analysis of data, then White teachers who come from the seven English-speaking countries would be placed on top. The next tier would be the White teachers who come from European countries. For both groups of White teachers, their potential qualifications and experiences in teaching English would be a bonus. Black English teachers who are from the seven countries would come third, even if they hold highly desirable qualifications. The final tier would be the non-native, non-White English teachers who are not from the seven countries, such as teachers from India, Kenya, and also locally from China. 
According to my participants, many European non-native English speaking White teachers would still be employed precisely because they are White. The schools would find leeway to obtain work visas for them. For example, European non-native White teachers would be promoted to managerial positions while still carrying out teaching responsibilities. When I asked Nancy about European teachers’ employment and work visas, she explained that “they don’t put language teachers as …, they don’t put ‘English teachers’ as the job title when you apply for visa” (Nancy, 572). They can also be relocated to other cities in China where the restrictions on the “Big Seven” nationalities are much looser.
Omar: I think we are still very much in the position…, they’re still very much in the position where nationality and complexion matter the most. Yeah, I’ve seen very few contexts where they were like, “you know what, this person is, you know, ‘not of the right nationality’, and ‘not of the right complexion’, but we’re really gonna try to fight for this person to get this job because they have all of the right qualifications”. I’ve seen that probably once in all the time that I’ve been working here.
(Omar, 529-533)
What Omar talks about is still discursively native-speakerist, which risks excessively valuing the nativeness of a certain nationality over qualifications. What my participants spoke about suggest that Black English teachers who are native-speakers should not have faced such difficulties since they are from English-speaking countries – as if the nationality of English teaching should be an essential requirement. However, as Phillipson (2018) pointed out, a native English speaker has not made a clear case for how they contribute more to the growing quality of academic performance than a non-native English teacher. The supposed nativeness ignores the value of qualifications in the industry of ELT. At the same time, the recruiters in China’s ELT industry also disregard the qualifications of those who do not speak English as their first language (Lan, 2022). If one was to reject native-speakerism entirely, one should also eliminate the assumption that, because they are from the seven English speaking countries, Black English teachers were somehow more suitable for teaching English than those non-native teachers. It is also undeniable that non-native White teachers can enjoy the entitlement brought by their Whiteness. I therefore argue that the more attention is paid to the status of native-speakerist ideology and practices, for example, hiring Black teachers for their native-speaker nationality, and hiring White teachers for their Whiteness, the more difficult it becomes for teachers to be recruited because of their merit in qualifications. In other words, the more the industry obeys the rules of native-speakerism, the more teachers, especially Black teachers, will not be valued for their abilities to teach English, but their appearance to uphold the White image of English speaking. 
This discussion dwells on the logic of native-speakerism as it is assumed that a native-speaker of English, regardless of racial identity, is somehow more authentic, professional, and authoritative at teaching English than a non-native English speaker (Phillipson, 2018). However, I am not suggesting that Black English teachers who are privileged by their native-speaker status are not marginalised and discriminated against due to their racial identity. In other words, being a native speaker barely compensates for the loss caused by the anti-Black racism prevalent in the industry. The non-native White English teachers still get much more satisfactory treatment as they indeed have the chance to work either with a managerial title or working in a smaller and more inland cities. Although the “Big Seven” policy is state imposed, there are still many ways for the schools to ensure that White teachers are employed. It is still relevant and important to pay attention to the experiences of Black teachers as they are the group that is affected most negatively by native-speakerist ideology and practice. In the next sections, I will discuss the “double consciousness” Black English teachers struggled with, and White supremacist practices against Black English teachers by the schools and the children’s parents in China. 
[bookmark: _Toc195794112]4. Black English Teachers & “Double Consciousness” 
As I have demonstrated above, Whiteness becomes a criterion of desirability in the ELT industry instead of the qualifications of Black English teachers. Native-speakerism holds the seven nationalities as the main English-speaking countries that are legitimate and authentic. In this section, I will explore the concept of “double consciousness” with stories of Nancy, Nola, and Charles. 
The schools’ preferences for White teachers are not news in the Black English teachers’ community in China. Nancy is a Black woman from the US, who has been teaching English for eight years in Shanghai. She told me that she experienced some of the most direct racism when she was looking for a job in the Chinese English education market: 
Nancy: There are schools that, like, won’t even take my [CV], won’t even look at my CV, because I have friends that work for schools where they’re like, “yeah, our school won’t hire any Black teachers”. So yep.
Zihuan: They are that straightforward, just not gonna hire Black teachers?
Nancy: Yeah. Some of the job ads, like, some of the job ads, and you see it a little bit less now, but like, job ads will even flat-out say we’re looking for, like, a White…, looking for a white teacher. And now they’ll say a European Teacher, as a code, right? But if you, if you say, “alright, I’m Black but I’m from Britain, does this count?” That [then], it’s like, “oh, well, no, we’re looking for…”, you know.
(Nancy, 551-558)
What Nancy described shows that some school recruiters would not hide their racism, but reject Black teachers directly based on their skin colour. Or they slightly modify their language, for example, using words like ‘Europeans’ rather than ‘White’. As Nancy pointed out, the recruitment requirements are contradictory in that a British Black teacher, being from a European country, should supposedly meet the requirement but would still not be chosen. She then captured the core of the rhetoric that ‘European’ teachers’ is a code for White teachers. The schools do not want to sound explicitly racist or politically incorrect for a racial preference of White teachers in the job advertisements. But schools go as far as hiring White teachers who do not have any qualifications to teach English nor come from an English-speaking country. Nola, a Black female teacher from the US, and Charles, a Black male teacher from the US, both confirmed the desirability of Whiteness: 
Nola: You can see it in job ads. You will see job ads that’ll say no Black people.
Zihuan: Really?
Nola: Yes. Yes. You literally see it in job ads.
…
Nola: So, they'll say White only or native European? What they mean is no Black.
Zihuan: … They really do value skin colour over qualifications.
Nola: For sure. For sure. You'll, you'll see job ads and they'll ask for Eastern Europeans and Russians are okay. Because they're White. Doesn't matter that they can't speak proper English. It just matters that they're White.
(Nola, 532-541)
Charles: There are issues I've certainly seen places or instances, or heard incidences I should say, of institutions, saying that they want a White person to fill this slot, or that they want a White woman to fill a slot or that they don't want somebody that is Black or, or Indian to fill the slot, or they exclusively want somebody with a British, American, Canadian or Australian passport, as opposed to the other multiple, multiple nations that speak English natively, to work in places. So yeah, those are the kinds of anti-Black racism that I see for the most part here.
(Charles, 654-660)
The participants know they have been viewed as the racial other by Chinese people in the ELT industry. It has almost become normalised for schools to prefer White teachers over Black teachers. It also is normalised in China’s ELT industry to treat Black teachers who are highly qualified to be second-best replacements only when the schools are temporarily short of White teachers. Blackness somehow means an inability to speak and teach English. More importantly, being Black means Black people are the other to the English-speaking world. W. E. B. DuBois developed his concept of ‘double consciousness’ to capture a tendency in a Black person to self-position themselves in their own terms as well as in the eyes of the dominant White majority in America. He asserts that a Black person in America “simply wishes to make it possible for a man to be both a Negro and an American, without being cursed and spit upon by his fellow, without having the doors of opportunities closed roughly in his face” (Du Bois, 2007, p. 9). 
Similarly, Black English teachers often defend their hard-earned teaching positions by resorting to native-speakerism, pointing out that they are native-speakers of English. Non-native White teachers, for instance from Russia, according to Nola, should not be chosen over them. Non-native White teachers are chosen purely due to their Whiteness, which is seen as representative of the English language. In other words, Black English teachers see themselves as native-speakers of English as they come from English speaking countries. They validate their ability to teach English and invalidate non-native White teachers’ ability under the logic of native-speakerism. But the Chinese ELT industry does not perceive them so, since they have testified that the schools only want White teachers, regardless of nationality. This causes a double consciousness in terms of a native-speakerist ideology: Black English teachers’ self-perception is native-speakers, which should have come with an entitlement to employment; but they are also compelled to see that their Blackness cancels out that native-speaker’s entitlement to a job. Black English teachers wish to be respectfully treated as English teachers while being their authentic Black selves. However, I argue that the double consciousness in the minds of China-based Black English teachers derives from the racial essentialist trap of native-speakerism. 
Black English teachers in China posit themselves as native-speakers of English because of both their nationality. However, Chinese society does not view them as authentic and authoritative English teachers. Consequently, Black teachers face rejections of job applications due to their being Black. As documented and discussed previously, to Chinese people, native-speakers of English are not Black and are predominantly White. It can be observed from the notion of the “Big Seven” English speaking countries and they are indeed predominantly White countries. In this situation, Black English teachers in China are forced to view themselves as non-native-speakers of English insofar as a native-speaker must be White. If Black teachers want to be employed, they are compelled to prove their proximity to Whiteness, for example, declaring a citizenship of the seven main English-speaking countries. 
Native-speakerism, in this sense, works as a key ideology essentialising perceptions of what makes an English teacher. It prescribes what an English teacher should appear to be, confining the racial identity of English speakers to be White only, or from White countries only. Whiteness becomes the most validated and desired form of identity and property for an English teacher. Black English teachers see themselves as from English-speaking countries, thus claiming that they should be more competent to teach English. This understanding shapes the thinking of Black English teachers themselves as it perpetuates the idea that those teachers who are from the native-English-speaking countries are the only valid and competent English teachers (Phillipson, 2018). It coexists with another ideology, namely that the English language is a language of White people who are the authentic representation of what a native-speaker of English looks like. The idea of a native-speaker is inevitably racialised. Black people are not included in the categories of native-speakers of English. Therefore, the double consciousness that Black teachers possess becomes a discursive risk as it essentialises English speaking people to only White people. In practice, Black English teachers are compelled to emphasise their “Big Seven” nationalities to students, school managements, and the students’ parents, choosing not to send over photos at early stages of recruitment in order to put their qualifications on the forefront, and code-switching their own accents to conform to a “Whiter” accent. 
“Double consciousness” denotes a mental state in which Black people are forced to see themselves through the dominating White gaze as well as their own self-perceptions. It is a result of constant reminders that Black people do not belong to the given nationality or community. Mark Black (2007) asserts that the colonised Black people struggle between the two warring states of mind that are imposed not only by the White America, but also by the world. It is evident in how Black English teachers cannot prove themselves to be competent teachers in China because of the essentialising power of the ideology of native-speakerism. While Black teachers cannot find peaceful ways to reconcile their self-definitions and ideals of native-speakers, White people around the world “do not even have to realise that they are seen by and as racial others. This is the white supremacy of unilateral double consciousness” (Black, 2007, p. 396). China’s ELT industry, in this case, contributes to the reinforcement of White supremacy by insisting on White native-speakers only. Black teachers who perpetuate this ideology are disadvantaged by it too, as the rate of rejections can be reduced by showing their proximity to Whiteness proven by their “Big Seven” nationalities. Black teachers’ struggles are connected by native-speakerism, making it a symbiotic relationship. 
Lan (2022) maintains that White privilege has been reconfigured as White precariousness in Chinese society because of the Chinese demographic majority. She asserts that since China was not fully colonised by any European colonial powers, China has no historical foundations for upholding White supremacy (Lan, 2022). In contrast to this point, the first finding from my thesis detailed above demonstrates that White supremacy is alive and active in China’s ELT industry, that Whiteness and its associated privileges and entitlements are operant in Chinese society. It is undeniable that Black English teachers confront racist rejections in the ELT industry. This unethical recruitment strategy excluding Black applicants inherits and perpetuates the imposing idea that a Black person cannot be a native-speaker of English, hence has little chance to become an English teacher. Anglophone Blackness under the influence of native-speakerism then constructed the “double consciousness” for Black English teachers. Even when this “double consciousness” harms Black teachers themselves by agreeing that a native-speaker of English must be from Anglophone countries, that they still can increase their employability by using their nationalities. 
[bookmark: _Toc195794113]5. White Supremacy in China’s English Education
As I stated in the last few sections, Black English teachers’ experiences of anti-Black racism are not mildened by their privilege afforded by being native-speakers of English or their nationalities of the “Big Seven”. In this section, I will exemplify my participants’ stories of the racist enactment from students, students’ parents, both White and Chinese colleagues, and school managers to illuminate White supremacy in China’s ELT industry. 
When it comes to the recruitment of Black English teachers in schools, the students’ parents play an important role, colluding with school management in rejecting Black teachers’ applications. As previously stated, participants explained that the parents would pressure the schools by indicating that they dislike Black teachers. These racial references push the schools to engage in anti-Black racism and White supremacist practices since the schools respond by refusing employment to Black English teachers and blame it on the parents. The schools certainly make a decision of hiring, but their decision adheres to the market that is essentially anti-Black. It is generally understandable for one to expect a certain level of professionalism when one pays for an educational service. But it is not acceptable for Black teachers to be refused opportunities to demonstrate their professionalism merely because they are Black. It is significant to note that the supposed professionalism and authenticity are not guaranteed by the racial identities of the teachers, namely not by a White racial appearance, but by experience and qualifications. According to my research participants, the schools are stuck between choosing ethical recruitment strategies and choosing to pander to the preferences of the parents. The schools eventually decide to sacrifice the opportunities for Black teachers and please the parents instead. Even in situations where Black teachers are hired, they are still subject to racist doubt from the parents and questioning about whether they are from English-speaking countries. Monica told a story in which she was pulled out of her classroom by some parents, interrogated by them, and asked to show her passport and prove that she was indeed a US citizen: 
Monica: I think when I worked at a training centre, I did experience it a lot. Because like, I remember being asked for my passport. And…
Zihuan: Who asked you for your passport?
Monica: The parents wanted to see my passport because they didn't…, parent they wanted to make sure yes. And so, the people that worked at my training centre at the time, because they wanted of course, to sign the parent. Instead of saying all of our, all of our trainers, they all have to have the same requirements. And I'm not dumb, of course, they weren't asking for these White people's passports…

… knowing that Americans aren't just White people, and you're not going to pull me out of class to make me prove that just because I'm Brown, that I am not American.
(Monica, 410-467)

What Monica described was a situation instigated by a double standard treatment from the parents, and the school did nothing to mitigate such discriminatory actions and protect their employees. The supposed need to see a passport only comes from the deeply seated distrust in Blackness, the notion that they might be dishonest about where they truly come from. This distrust in Black teachers was incited by racism, since the White teachers who might not be from those “Big Seven” countries were not interrogated to the same extent. 

The implication was that the White teachers were supposed to work there and the Black teachers usurped their space. This shows certain similarities with the right-wing rhetoric prevalent in Western societies where immigrants are often considered to have arrived and are residing illegally, especially those who have darker skin colours (Zhang, 2020). According to Zhang (2020), Chinese online users have been learning the right-wing populist discourse fuelled by anti-immigration politics in Western countries. It reflects on the conservative and racist discourse in Chinese society. Non-Western others like Black people has been continuously racialised. This ongoing process of racialisation becomes so powerful that it manifests in daily interactions, beyond the cyber space with foreign nationals. 

Black English teachers’ accents can also be brought up to question their authenticity in teaching English. Sometimes, the American accents some Black teachers speak can help reduce the questioning and doubts. In addressing how his accent played a role in his English classes, Omar remembered: 
Omar: I feel like with the students, it was fairly easy for me to endear myself to them. Uhm, in that case though, I think that was a consequence of my nationality and my accent, uhm, rather than of my race, I don’t feel I was respected for that. I feel like I’m respected by the students because I have an American accent, I’m from the US. 
(Omar, 295-299). 
Omar explained that his American accent and nationality gave him an advantage in becoming closer to his Chinese students as his American accent afforded his Blackness a sense of comfortability and familiarity. Omar’s American accents and his US nationality seemingly gave the students a sense of proximity to the Whiteness that the USA represents, which is why they were more willing to welcome Omar as their teacher. 
Chinese students are attracted to Whiteness and its associated qualities like a standard American accent (Holliday, 1994; Litman, 2022). However, according to Jin (2015), Chinese students’ strong adoration of an American accent is due to a lack of access to more varieties of English and English-speaking people. English education and a curriculum that panders to this mis-/under-informed preference of accents consequently benefits from this preference. In her empirical study, Litman (2022) found that a standard American accent spoken by White English teachers is much desired in China compared to an American English accent spoken by a teacher from the Philippines. Filipino teachers speak American English and its accent fluently due to the country’s US colonial history. Filipino teachers’ American accent is undifferentiable from that of their American colleagues. Then why is it that Filipino teachers are less desirable? Litman (2022) noted that the only way to notice any accent unstandardised in Filipino teachers’ speech is to attend their classes in person and see who they are. She noted that there is a sensory bias underpinning the differentiation. The low desirability of Filipino teachers is rooted in their perceived racial identities, not their standard American accent. 
Similarly, Omar recalled how he felt when his Chinese students saw him as a Black English teacher. 
Omar: Because, again, they see me come in the room and they are thinking, “okay, he’s not gonna know about the target culture, his language awareness are not gonna be that great, his accent I’m not gonna be able to understand, you know, his teaching skills are probably not going to be that good”, these are the perceptions that they think of that come with this, you know, this pigmentation.
(Omar, 691-696)
The desirability of White American English teachers rather than Black American or Filipino English teachers is due to the perception that a White American accent should match American Whiteness (Litman, 2022). An American-English-speaking Black or Filipino teacher is understood as abnormal. In other words, the chosen accents should always be spoken by White English teachers, not teachers of colour. This is consistent with how Whiteness dominates the ELT industry and how postcolonial theory understands mimicry in the colonised cultural endeavours I discussed in Chapter III. The discrimination in the labour market and other ill-treatment that Black English teachers deal with, similarly, also stem from an evaluation of their Blackness as if they either has unintelligible accents or could not speak English well (Gaudio, 2011), even if they speak in the chosen English accent or come from one of the seven main English-speaking countries. 
Omar was accepted as a legitimate English teacher by his Chinese students, he speculated, not because of his Blackness but precisely because of his American nationality and its meaning of Whiteness. The idea of inferior Blackness still cannot be eliminated, because in Omar the Whiteness represented by an American nationality is inevitably limited by his racial embodiment. Fanon (2008) mentioned the problem of racial embodiment of a colonial language like French. In the Fanonian understanding, even if a Black man spoke perfect French, like Parisian people, and might thus have been exempted from some alienation and oppression thanks to his mastery of the proper French language, he still was not able to enjoy complete equality (Drabinski, 2019). Black people are locked in their Blackness, just as White people are confined to their Whiteness (Drabinski, 2019). Speech associated with Whiteness therefore is strictly conditional and difficult for Black people to access. 
Omar related that his Chinese students were surprised and shocked to hear a British Black English teacher speaking the ‘Queen’s English’. They were surprised, first, that there were Black people in the UK and, second, that Black people could speak English with a posh accent. Drabinski (2019, para. 7) contends that, to Fanon, “surprise is a reminder of inferiority, not in the content of one’s presence, but rather on the bearing black skin had on the white mask of perfect diction”. Therefore, their Blackness determines that Black people are never authentic and original in speaking a colonial language. Blackness can never eliminate inferiority, not even by achieving the White American or White British standard of English accents, namely the chosen accents. 
What is underlying White dominance in English accents is that Whiteness is chosen. The English education industry in China was historically established by, and part of, the colonial enterprise in which Whiteness was spread, where White supremacy was upheld without any critical challenges to it. Each school and language training centre of China’s ELT industry contributed to institutionalising Whiteness (Holliday, 1994, 2015; Wang, 2024). 
Ahmed (2012, p. 40) has noted that “when we begin to think about the institutionalization of Whiteness, we are asking how whiteness becomes the ideal of an organization”. In the ELT industry, Whiteness becomes an ideal through pushing the agenda of deeming the chosen accent the standard every instructor should acquire. This chosen accent then becomes the ideal for reinforcing the images of Whiteness that is attached to the standard form of English speech for non-White teachers to obtain. 
Ash: It's quite normal to see an advertisement, it used to be more overt, White teachers only wanted, White teachers needed, it's become a little bit more subtle where the job adverts would say European teachers wanted or they will specifically state countries like certain countries USA, Canada, South Africa, you know, Ireland, things like that. But the more overt job advertisement will say White teachers wanted for this
(Ash, 180-185)
As Ash observed, schools and companies wanted to shift away from openly using unethical strategies for recruiting White teachers, so they chose a strategy of repackaging by asking instead for native-speaker teachers, European teachers, teachers from the seven main English-speaking countries or teachers with the chosen accents. In doing so, they might have somewhat concealed the racialised preference for White teachers, but in fact they are still perpetuating the old-fashioned White model of English education. For the chosen accent to become a thing of the past, the White dominated ELT industry needs to create another label for Whiteness to become another unique selling point in the market when the market is shifting. The variations of semantic descriptions of White teachers are essentially images of Whiteness in China’s ELT industry, which are always changing. Ahmed (2012, p. 34) observed that “changing perceptions of whiteness can be how an institution can reproduce whiteness, as that which exists but is no longer perceived”. Perpetuating White dominance in the ELT industry has always been of the utmost importance, it merely needs a process of rebranding from time to time. 
The aforementioned quotes by Omar suggest that Whiteness sells in the ELT industry. This raises the question whether White teachers are really always capable of delivering what they are required to deliver in terms of adequate English education and competent academic performance for the students. I will share stories of my participants and what they have witnessed of White teachers’ behaviours in schools to address this question. After analysing their observations and experiences, I will take the focus back onto the relationship between Black English teachers and Chinese parents, because their relationships are the foremost context of the interactions between Chinese and Black people in order to show that this relational context is essential to the study of racial ideology. 
Nancy: And 100% I’ve seen that in the workplace. I’ve seen, I have seen amazing, brilliant, caring Black teachers fired, and White teachers who, like, don’t care about the craft at all. They’re just there to earn a paycheck, show up to work hungover. I’ve seen teachers show up to work drunk. And not have their jobs in question at all. To me, like, first of all, that wouldn’t even enter my mind to do. Secondly, if you see this, surely there needs to be this, there needs to be a disciplinary action taken, you know. But, because they look at…, and I’ve literally heard the phrase, “yeah, well, they have blonde hair and blue eyes, so, you know, it keeps the parents happy”. And it’s just like, “okay, well” (laughing awkwardly).
(Nancy, 585-592)

Nancy was answering my questions about instances of White privilege that she has witnessed. She remembered that her White colleagues would be able to get away with coming to work drunk or hungover. I asked Nancy if she had seen any Chinese teachers coming to work drunk or hungover. She responded passionately: “No! God, no! God, no. Never” (Nancy, 595). This instance suggests that in China, White privilege seems to even prevail over the privilege of Chinese citizens in their own country. She speculates that the White teachers were merely earning a paycheck, but lacking care for the craft of education. The management of the school would unconditionally forgive the abuse of those teaching positions that White teachers had taken for granted. The schools only wanted to keep those White teachers to make the parents happy. This is further indication of the fact that the teachers’ ability to teach is not as important as their racial identities. What Nancy witnessed was not a single instance, many of my participants reported similar events. 
Zihuan: OK, so next question is: what does White privilege mean in your view? And have you perceived White privilege in your work? 
Ice: … They’re pretty much worshipped if they can put that word.
Zihuan: Worshipped. 
Ice: Yes, …
Zihuan: Alright, Okay. And they’re worshipped by local Chinese people? 
Ice: I think so, because yes, not that I think so. I mean, this is something we have…, we have seen that… (Inaudible) know where it comes from. Maybe it’s because they assume their countries are way better than China or something, you know? … They expressed themselves like they owe them something. They give them that overwhelmed respect, which we hardly get, if I can put it that way, and I don’t know if you understand. Of course, we do get the respect, normal respect. But it’s all amplified when it comes to the White people. This is where the White privilege comes in. What they say goes. What they say or do is not, you know, minded or anything, like breaking the rules, when it comes to, okay, let’s say their clothing. The clothing codes. Yeah, maybe the company or the employee or the school says we are not supposed to wear shorts, but you find somebody [White] coming in shorts, they won’t say anything, but if I, Ice, has to come wearing a short or, you know something which is not in the code of conduct. They always like, “okay, we need to remind you to read your, you know, the school rules”. …
(Ice, 332-359)

Ice is a Black woman from a Sub-Saharan African country, whose native-language is not English. She has learnt English herself and been teaching English since 2017. During the interview, she said she has seen Chinese people “worshipping” White people in workplaces, even when the White teacher did not follow the code of conduct in terms of professional outfits. Omar reported similar incidents: 
Omar: So, it’s like, I feel like White people still have it better than people of colour in my industry, even if they are non-native speakers, they still get grace, they still get a chance.
…
They can show up to work dishevelled and hungover and smelling like just beer and sex and all these other stuffs. You know, they can go off on students, they can go off on teachers, they can go off on managers, they can physically harm people, they can date… 
Zihuan: Sorry, what? Wait, just to confirm, they can come into work drunk, and they can ‘go off at’ [be raging at] students and their colleagues and the managers? 
Omar: They have. This isn’t just me speculating, these are the things I witnessed in my five years being here…
(Omar, 329-375)

Comparing this to how he as a Black teacher would be treated in the workplace, Omar testified: 
Omar: Whereas, for me, I was constantly told about how if I’m facing microaggressions or whatever from other people, I just need to, you know, grow a thick skin and get over it. Or if I do something that the other staff member or whoever perceives it as disrespectful, they always wave the promotion carrot over my head, or they wave the, you know, “oh, you have poor communication issues.” Over my head. It’s like, I had one issue with a teacher towards the beginning of my time at this company, that has taken to be, “Omar has communication issues”, for the rest of my career, even leading up to now. It’s like, “Omar has those communication issues, I don’t really know”.
(Omar, 772-778)
As Omar now acts as a manager, he testifies that as a Black man, his managerial position did not bring him the corresponding respect: 
Omar: every time that I try to talk to somebody with even a little bit of managerial authority, it’s like, “oh, Omar is threatening me!” “Oh, Omar doesn’t know how to communicate.” “Oh, Omar has an attitude problem.” Oh, Omar this, Omar that… And, meanwhile, I’ve seen White managers and even Chinese managers literally go off on the same people, they will talk to them as if they are like gum on the bottom of their shoe and they’ll just sit there and absorb it, and just keep it pushin’. But if I say, oh, you know, can I ask you to do this because this needs to be completed by Friday. (Slaps the table, mimicking those White teachers), “Omar threatened me!” (Slaps the table, looking shocked).
(Omar, 438-445)
The above quotes suggest a lack of disciplinary action taken by the schools against those problematic and even abusive behaviours, which indicates that the schools are not only permitting, but also perpetuating, those behaviours. White privilege allows the White teachers to do as they wish, and this privilege is protected and promoted by Chinese people, especially the schools’ management teams, the staff, and the students’ parents. Omar used the word ‘Grace’ several times during the interview. This is a term mostly associated with Christianity, where a divine grace has been defined as “the gift of acceptance given unconditionally and voluntarily to an undeserving person by an unobligated giver” (Emmons et al., 2017, p. 277). This suggests that the unconditional forgiveness given to the White teachers was considered undeserved by Omar. What Omar was protesting in his testimony was unfair treatment. Black teachers have to be highly cautious with how they dress and talk in workplaces, whereas White teachers are allowed to come into work drunk. 
As I reported previously, my participants perceived White teachers to have been treated with much more forgiveness than Black teachers, showing a double standard. Omar said that from a managerial position, he could understand the decisions made in hiring White teachers more than Black teachers as it indeed brought greater numbers of students. 
Omar: … Since I, now I work as a manager, I’ve been a manager for almost two years now. And, so, from the managerial perspective. I can see it. It’s like, you think of anybody who has more stock in the industry than you do, of course, they are going to be treated differently.
… 
So, when you look at Black people in comparison, it’s like, our stock is much lower, so, from a managerial perspective, it makes sense that we are given a lot less grace, and there is a lot less room for error, you know, with us.
(Omar, 417-427)
However, this raises the question whether the Chinese parents have truly been satisfied with the presumed professionalism exemplified in White teachers; whether they have second thoughts when it comes to their children’s education. How would the school react if the students and parents no longer preferred White teachers due to their lack of professionalism? 
Omar: the only time I’ve seen a White person get fired is because a whole massive of students went to the centre director and said, “listen, if you don’t get rid of this person, we are all gonna ask for a refund”. That was literally the only time when I’ve seen a White person get fired with any sort of quickness.  
… 
this person was not showing up for work with no notice. He would show up for work not appropriately dressed, sometimes he wouldn’t even be wearing footwear, like anything on his feet. And most of the time, he was either high or drunk or sleepy. Because it’s before 2019 when they really started cracking down on the drugs. Uhm, so, he would come to work with some different levels of intoxication, again, if he came to work at all. But it was really when, it was really when his public facing, his customers facing interactions that caused him to be fired. Because they tried all sorts of work around and forgiveness and copping, all sorts of please and everything for this person’s behaviour out of the classroom. But it was only when he started messing up in the classroom, and you know, throwing things at students, yelling at students for no reason, you know, not actually teaching anything, that was when it became an issue. And even then, they got a few complaints, and they was like,” well, aw, you know, let’s just see how it goes” (mimicking and exaggerating the people-pleasing looks of the managers). But it was one hundreds of people were writing to the centre director saying, “I’ll ask for a refund.” That’s the thing that’s like, it’s only when it hits them in their pockets that all of a sudden, they wanna start, you know, laying down rules for White people.
(Omar, 749-771)
In cases of White teachers misbehaving in schools, Dee reported, staff turnover rates are high in schools due to the fact that White teachers, the majority of foreign staff, do not treat their employment respectfully. This is often revealed in sudden resignations or a complete disappearance from the city. The high turnover rate consequently causes disruption to pedagogical schedules and team cooperation and management, which are all very costly for the school. Dee speculated that there might be a cultural or social shift approaching, as schools have to face the reckoning, realising that relying solely on Whiteness rather than qualifications was not sustainable for their business: 
Dee: … So, I do think that the school started to realise that how they’re hiring teachers is not the way to go, and that’s why I think there has been a shift. Now they’re actually looking at things beyond skin colour, beyond nationality, and they’re trying to find a teacher who is going to be reliable, and who actually wants to teach and can teach. And I think that what they’re doing is now they’re trying to educate parents, coz it is also what I’m hearing more and more, they’re trying to educate parents about what makes a suitable teacher, foreign teacher, and they’re… It’s not about the skin colour or the hair or whatever. It’s literally about them being experienced and then being able to do the job. So, I do think that there has been a shift, and it is a shift, because I’m starting to see more and more teachers who are Black, who are Asian, who don’t have…, fit the mould of White male or White female.  
(Dee, 548-557)

Dee suggests that the unethical racist recruitment of White teachers would not profit the schools greatly. Rather, this racially driven decision in hiring teachers would realistically decrease profit. Dee testified that White teachers would make at least 10, 000 RMB per month more than their Black colleagues. The Chinese teachers would have earned even less. 
Another point that Dee highlighted is the importance of educating the parents about the fact that a White face is not a qualification to teach. Schools are within their rights to make a profit as they enrol students and maximise profit by hiring the best teachers they can possibly hire. Both Chinese parents and the Chinese management teams of the schools are representatives of Chinese culture, exhibiting their belief that Blackness fails to represent an authoritative image for English education. Anna reported a situation where the school stood up for their Black teachers against ignorant Chinese parents: 
Anna: The parents, they have usually, in most places, they have an upper hand, they want the..., they want that representation that my child or my... Yeah, “my child is being taught by a White person”, that's what they kind of want, most of them. So, some institution gives in to it, but I have had bosses that have really helped me like that have defended me in so many times. So, it depends on the institution, or like your boss as well. It really depends on who you involved in because at one day there is one incident where I used to work at the school that I worked, a parent complaint that because there were two like, yeah, we're two Black teachers there, she... This man comes in like to my boss, "you're hiring Black people here. We don't want them, we want White..." My boss was like, "if you don't want your Black teacher, take your child away from this institution. I hired teachers on merit, not because of their skin colour". And he's one of the people that I still loved. I loved working with him. He was like, "I will hold..., literally defend you", if you're doing a good job, he was going to defend you. But there are some institutions where they literally be like, we will hire according to what the parents want.
(Anna, 258-270)

There are schools that appreciate the merits of the teachers, especially the disadvantaged Black teachers in the ELT industry in China. This is what Anna described. She was protected by the school from doubts and racially motivated preferences of the parents. Ash and Monica also offered examples of how Chinese parents had changed their minds after a period of their teaching their children: 
Ash: I can't tell you how many times that I've had parents that had issues with me, and [inaudible], you will hear this probably from other people who, you know, they had a problem with their child having a Black teacher, and they, and they would just give me grief, complain about me or make false accusations, but by the end of that school year, they didn't want me to stop teaching their child.
(Ash, 372-376)

Monica: I think last year, I had a parent that initially I thought that it was because she didn't want a Brown teacher. And so, I told my coordinator just like I did, what about the jobs, I told my Chinese coordinator, I said, “hey, if she doesn't want to Brown teacher give her what she wants. I was like, I'm gonna be Brown every day. That's not changing. And she will find whatever reason to be angry.” I was like, “my Brown is not changing. So, she doesn't want to Brown teacher, I'm completely okay with her having a different teacher. I'm not gonna stress about it.” But, you know, it turned out that she just had her own issues. And now she's wonderful. And she brought her child to see me even though he's not even my in my class anymore. And she actually stayed at the school. So, because she had such a fantastic year with her Brown teacher and her local teacher, she's still at the school, and she didn't even want to be at the school.
(Monica, 548-559)

What Ash and Monica testified shows that there is a component of pragmatism in Chinese education that is also manifest in Chinese parents. My participants do not always need to prove themselves to be professional teachers, they could sometimes show their ability and quality of teaching through daily classes. Eventually, the Chinese parents were able to notice the academic progress made by their children. It then became evident to the parents that the Black teachers were competent. Their initial impressions of Black teachers were wrong and unfounded, and they would like the Black teachers to continue teaching their children. Ash also attributed the Chinese attitudes towards Black people and foreign people in general to their exposure to them. As she said: 
Ash: … I know this because they didn’t like their child had a Black teacher, that I know for sure. 
Zihuan: Are those parents Chinese or White? 
Ash: Yes. 
Zihuan: Chinese, alright. Okay, 
Ash: And it’s not, listen, again, it’s not all like. I mean, I’ll give you an example. Just last week, ah my goodness, when I was first teaching at the international school, I was one of the pre-school teachers, and my second year of teaching pre-school there, I had, you know, kids in there…, and that was three…, over three years ago. The parents message me about a week ago…, the father did. Just to ask me about if I was OK, make sure I have enough food. Now, I hadn’t taught his child in over three years, but, you know, and (inaudible), these local people they are young couple, really nice, you know, I taught their son, and he just messaged me, “are you OK?” you know, “I’m worried”, you know, he doesn’t know that I can read a little bit of Chinese or at least, you know, get by. But he was like, “I’m just missing you because I’m concerned if…” you know, “…you can’t, you don’t read Chinese and you’re not able to…” you know, “…make group buys and stuff”. And I just said, “well, thank you so much!” you know. Now, he's had some exposure, I think, for one reason, he is a pilot, so he’s flown around and things like that…, he’s probably exposed to…, and his wife… coz that child is an anchor baby, she went and gave birth or whatever to have that, get that [foreign, probably American] passport. But, you know, you can tell the ones who have been a little bit more exposed to it.
(Ash, 960-979)

This interaction Ash described unfolded during COVID lockdowns in Shanghai. There were constant regional lockdowns in accordance with the “dynamic zero-COVID strategy” (Burki, 2022). Food and other supplies would become short-term but important issues for residents. The Chinese parents Ash was talking to were clearly worrying about Ash’s wellbeing during these difficult times, and Ash was very grateful for that. They established this strong friendship through Ash’s teaching their children. She remembered that both parents were exposed to different people, therefore they knew it was wrong to judge anyone based on their racial identity. This reflects that an exposure of positive and humanising representation of different groups of people would help building a non-racist racial awareness. It also shows that Chinese society has been rather closed-off, if not segregated, from the outside world where multiculturality has been a reality in many societies. Most Chinese people have not been able to see or interact with non-Chinese people. Without the necessary interactions and humanising exposures, the harmful racial stereotypes that persisted would not be challenged, changed, and eradicated. 
[bookmark: _Toc195794114]6. Racial Hierarchy in China’s ELT industry
I examined how White supremacy manifests in China’s ELT industry in the last few sections. In this section, following the discussions on how White teachers are worshipped and Black teachers are disrespected as well as the concept of the colonial temporality mentioned in Chapter III, I will discuss the racial hierarchy in China’s English education. 
As I have briefly mentioned in this section, there is a hierarchised preference for English teachers in Chinese English language institutions. It is worth reiterating from earlier in this chapter that White teachers who are nationals of one of the “Big Seven” native English-speaking countries are preferred for employment. In the second place are the White teachers who are not from one of these seven countries but might nonetheless be perceived to be able to teach English because of their Whiteness. If both groups of White teachers have obtained qualifications for and experience in teaching English, their desirability will increase exponentially. Black English teachers from those seven English-speaking countries are in third place, even if they have robust qualifications in ELT. Non-White, non-native English teachers, for example, teachers from India, the Philippines, and China, come last. This racially informed hierarchy seems to share similarities with the colonial temporality conceptualised by Meinhof (2017). It described a liner timeline of modernisation where White people and Western modernity are the ultimate goals of modernisation that all non-White, non-Western others should catch up to. 
This hierarchy of desirable English teachers is inferred from my participants’ testimonies, as they experience racism in China’s ELT industry throughout their careers. It reflects a fundamental reality of race and racism in China: White supremacy as an ideological and epistemological construct reveals itself in forms of occupying spaces which are supposed to centre Whiteness. Whiteness is always on top, even in China where White people are not the majority population. This is found to be essentially a racial hierarchy in which Black and Chinese people are placed under White people. Chinese people are placed under Black people due to the profession of English education which is dictated by native-speakerism. Under this ideology, only the people who have certain geo-/bio-political relations with Whiteness and White English would be prioritised (Holliday, 1994; Mignolo, 2021). In this regard, Chinese people are not related to Whiteness or the English language, they thus are placed under White people and Black people. I will discuss the racial hierarchy in wider Chinese society where Black people are ranked last in the next chapter. 
In China’s English education, Whiteness should not have been regarded as the standard for instructing this language. Qualifications and experience of teaching should be more decisive to employment, even if teachers are not meeting the requirement of being White. Black teachers who are from the seven English-speaking countries also enjoy the benefit of native-speakerism since they are assumed able to teach more effectively than well-qualified non-native teachers. In other words, a well-qualified teacher should be regarded as the most desirable teacher, regardless of their nationality or status of being a native-speaker of English. Nationality and native-speaker status become masks for racialising the ELT industry, consequently racialising the English teachers as only White. It should never become the condition for recruitment and income levels. 
Native-speakerism endorses White supremacy. Its logic is to first decide which countries officialise English as the native and first language, and which do not (Holliday, 1994). The seven countries mentioned do not form an exhaustive list of English-speaking countries, or countries and regions where English is the official language. The list does not even cover all Anglophone countries like Singapore, Kenya, the Philippines, and Nigeria (Holliday, 1994). It is rather a reflection of the category of Whiteness of the English language. Supposing native-speakers are more capable of teaching English than non-native teachers is a myth (Phillipson, 2018), Black English teachers are no exceptions. Moreover, if one is to compare the supposed validity of a Black English teacher from one of the seven countries and a Chinese English teacher, for example, the Black English teacher should not have received special treatment in higher income and lower workload compared to the Chinese teacher due to their native English-speaking nationality. In reality, Black teachers though face systemic racism in China are still privileged in the ELT industry compared to local Chinese teachers. My participants have testified that Chinese teachers do not receive even remotely similar salaries compared to foreign staff: 
Dee: If I was to compare, our local staff does not get paid even a fraction of what we get paid, they don’t get the same benefits, and those sorts of things. 
(Dee, 571-573)
Snohh: … A lot of schools don’t publicly publish their pay scales, because of the Chinese found out how much the foreigners were making, how much more the foreigners were making than them. And then how much work they have to do, compared to what the foreigners have to do. I feel like, whoa, they will not be okay with it, like at all. 
(Snohh, 339-342)
A racial hierarchy cultivated by native-speakerism does not replace Chinese people under White people, but under Black people who are from English-speaking countries. In their professional lives, Black teachers have to confront White supremacy reinforced by Chinese society as Whiteness dominates this hierarchy of racialised English teachers (Wang, 2024). Black teachers still are disadvantaged in this racial dynamic. They do not control how they are treated but depend on the direction that White supremacist practices and actions in China’s ELT industry take. The privileged position of Black teachers who are from English-speaking countries as the second-best choice for English education is due to their nationality, whose privilege has been granted by White supremacy (Holliday, 1994; Mignolo, 2021). It is due to Chinese people’s support of White supremacy over both Black people and Chinese people themselves. 
As mentioned, the official category of the “Big Seven” is a common name for seven of the many Anglophone countries around the world. Those who are from the seven countries, regardless of their race and educational background, will be able to obtain a work visa as English teachers in China. Such policies do not take other Anglophone countries where English is the official and first language into consideration, therefore discriminate against them. The seven countries happen to be predominantly White countries – BANA countries (Holliday, 1994), which also highlights the problem that the Chinese government equates the ability to speak English and also to teach English with Whiteness. This visa-policy may help foster the ELT industry to continue discriminatory practices and unethical actions that validate Whiteness over qualifications. 
English has been a major foreign language used, spoken and taught in China since the late Qing Dynasty in the 19th century (Wang, 2024). The English language was widely taught in order to help modernise the country (Wang, 2024), which resonates with what Meinhof (2017) notes about Chinese attempts at modernisation and catching up to the West. Since the establishment of Republican China in 1911, the English language had solidified its position by being taught in Christian missionary schools and colleagues (Bolton and Graddol, 2012). Lam (2002) noted that the English language regained its ‘supreme’ position over Russian after China’s diplomatic relation with the Soviet Union deteriorated in the 1960s. It was even further strengthened after the ‘Cultural Revolution’ in the 1960s and 1970s. In the Open and Reform era initiated in 1978, Lam (2002) asserts the English language was promoted to become a vital device for the modernisation of socialist China. 
In conclusion of this section, it can be inferred that China’s modernisation project assisted by the English language helped the dissemination of colonial ideologies of modernity. With seven White English-speaking countries being labelled the hierarchically most desirable countries for English teachers, the ELT industry made learning English a task of learning White English. If English can help modernisation, it certainly can push the colonial discourse of modernisation to be the narrative that dominates China’s modernity. In other words, the Chinese effort of achieving White modernity derived from learning White English. In the next chapter, I will discuss more of the relation between racial hierarchy, colonial temporality, and Chinese modernity. 
[bookmark: _Toc195794115]Conclusion
In this chapter, I have reported and examined the testimonies of my participants on several aspects of anti-Black racism in China’s ELT industry. First, English teaching qualifications become useless for Black teachers, Chinese school recruiters deny job opportunities because of their Black identities, regardless of how desirable their qualifications and experience may be. Second, White teachers who have not obtained comparable qualifications and experience can be recruited, because their White identities seem to be perceived as a profitable asset for the schools’ business. However, Whiteness does not equal competence. My participants have observed that many of their White colleagues have exhibited incompetence in their work. Next, I explained the concept of the seven main English-speaking countries and how visa policies in China have helped construct discriminatory and racially based rules about the recruitment of English teachers. 
Fourthly, due to the anti-Black practices in the Chinese ELT industry, Black teachers would feel a sense of “double consciousness” regarding their native-speaker status. Anti-Black racism is often disguised behind native-speakerism in China’s ELT industry, in which Black people often have to hold dear their nationality and citizenship of the seven main English-speaking countries in order to prove themselves in teaching English. But the market does not recognise that even if they are from the seven countries precisely because of their Blackness. In the vortex of native-speakerist discourse, the “double consciousness” manifests to be Black teachers’ self-positioning as native-speakers, but their career was still met with difficulties without any entitlements afforded by native-speakerism. They are compelled to realise that the market does not see them as true native-speakers of English because of their Black racial identity. 
Then, I discussed the important phenomenon of White supremacy in the Chinese ELT industry where White teachers and Black teachers are held to different standards. Unethical and racist treatment of Black teachers shows that the schools, the students’ parents, and Chinese society at large hold deep seated anti-Black racial ideologies. Although the schools might have become aware that their preference to hire White teachers would bring more damage rather than profit, Black English teachers experience racism more than any other aspect in their lives because of the schools and the parents colluding together in promoting anti-Black racism. Harm has already been caused to Black English teachers as well as Chinese teachers by wittingly or unwittingly valuing Whiteness over qualifications and experience, upholding Whiteness as a consequence (Wang, 2024). Lastly, the racial hierarchy exhibited in China’s ELT industry shows how Whiteness and White supremacy prevail Chinese centrism. Black people who have closer proximity to Whiteness by nationality or the English language have been classified above Chinese people in the hierarchy of English teachers. This hierarchy is informed by racism, native-speakerism, and White supremacy. 
This chapter functions as an antithesis to what Holliday (2015) deem racial elements in native-speakerism, making this particular ideology an encompassing theory that explains racial discrimination and inequality in the ELT industry. The racism Black English teachers have encountered is not native-speakerism, it has always been anti-Black racism, though the former might be a mask of the latter. By thus challenging existing research, this chapter also extends what sociolinguistics, the sociology of education, and the sociology of race and racism have studied, arguing that the Chinese ELT industry is merely a reflection of how Chinese society is essentially constructed. In other words, anti-Black racism in China’s ELT industry reflects anti-Black racism in Chinese society. School managers, students, and their parents, and all the staff working in every school in the ELT industry are not isolated, they also have social relations outside of the industry. What has been observed, documented, discussed, and analysed in this chapter are manifestations of what Chinese society appears to be: it is a society where racial ideology and discourse have been met with a wide and receptive audience who endorses a globally structured White supremacy which continuously victimises Black people. Chinese racial oppression against Black people derives from the same source of the perpetuation of White supremacy. 

[bookmark: _Toc195794116]Chapter VI: The Everyday Dehumanisation of Black People in China

Nancy: Almost every day, at least once a day, I’d hear someone say 黑鬼 [“Hei Gui”, literally “Black devil”, a Chinese racial slur equivalent to the N word], like at least once a day, at least once a day (laughing).  (174-176)
Dee: I’m not saying there haven’t been people who have looked at me and, you know, showed like, “Ew”, like their disgusted face. That has happened. That has happened in Shanghai and outside of Shanghai. (165-167)
“Dirty nigger!” Or simply, “Look, a Negro!” (Fanon, 2008, p. 82).
 
This thesis aims to explore the ways in which anti-Black racism manifests in the daily lives of Black English teachers in Shanghai. In the last two chapters, I examined experiences of anti-Black racism in workplaces of Black English teachers, which reveal the underpinning coloniality in China’s English teaching industry, as well as the colonial temporality in narrating China’s modern discourse of racial hierarchy. This chapter examines Black English teachers’ daily experiences of anti-Black racism outside of workspaces to determine whether racism and racial discourse is socially and ideologically rooted in Chinese society. In doing so, this chapter attempts to address whether the attributes of coloniality may be exhibited in everyday racism in China. 
In the passages quoted above, Frantz Fanon (2008) remembered his encounters of racial slurs yelled at him, and Nancy and Dee recalled that they were mistreated with racist contempt and racial slurs in Chinese. The difference is that Fanon described his encounters in 1950s France, whereas Nancy and Dee are in 21st century Shanghai, China. Might one wonder in what ways Black people experience anti-Black racism in China? What might the similarities of those two experiences of racism at different times and in different places reveal about the reality of racism in China? This chapter will address these two questions by discussing three aspects of racism in China in relation to the coloniality of being (Maldonado-Torres, 2007), namely “rapeability” and “killability”. Before I discuss these two concepts, I will link the last chapter with this current one by discussing racial hierarchy in Black people’s personal lives. Then, I will discuss the concept “rapeability” in relation to the sexual assaults Black women experienced in Shanghai. The subsequent section will discuss “killability” in both implicit aggression and explicit violence against Black people in China. 
[bookmark: _Toc195794117]1. Racial Hierarchy in Chinese society
Connecting with what was discussed in the last Chapter, a racial hierarchy manifested in China’s ELT industry reflects the racial hierarchy in Chinese society. So, what does this racial hierarchy rooted in wider Chinese social fabrics look like? How does this racial classification relate to the colonial temporality existing in Chinese modernisation discourse? In this section, I will explore the structure of racial hierarchy with testimonies of Anna and Omar. 
Anna, an African Black female English teacher, told me that she was once subjected to an attempted attack in Shanghai: 
Anna: So, there was this one incident. I was actually coming from work. So, I'm literally putting in my earphones. I'm going to the subway, and these two guys walking behind me. So, one of them touches my shoulder, and then, I’m thinking like, “why are you touching me?” And, he was like, “I just want [to]”, I was like, “you don't touch somebody you don't know, you can't do that”. And then he retaliates and says to me, “you're NOTHING in this world…” Like he literally was like, “in this world, the order is White people, Chinese and Black people. You are at the bottom of the list.” I was like, I didn't even say anything, because I was stunned.
The two Chinese men quickly fled the scene after they had expressed their racist views to Anna. Anna recalled that the whole incident was no more than two minutes long. But it was loaded with harmful messages. Anna said she was stunned by this incident, particularly by the overt racism in the Chinese men’s retaliation to her confronting them. She emphasised that the two Chinese men described their belief in the racial hierarchy in English, not in Chinese. 
I want to draw attention to their particular use of English to discuss what appeared to be their views of the hierarchy of different racialised people. According to Mignolo (2003, cited in Maldonado-Torres, 2007, p. 242) and his understanding of the coloniality of being, knowledge is inscribed into language. Humans do not merely own and speak languages, and languages in turn are not simply cultural phenomena where human identities are found and founded. Humans exchange, create and produce knowledge on the basis of linguistic properties. Mignolo (2021) argues that race is an epistemological, not an ontological issue. It means that race does not refer to what there is but to what we perceive there is. Therefore, racism is an epistemological problem. Knowledge created by those who classify and racialise people is inherently racist. Those who control that knowledge production about races of people have also created that language to propagate such knowledge. In this regard, the English language facilitates the distribution of knowledge of race and racism throughout places where English is taught. 
English being commonly taught and used in China might help implement and propagate colonial ideologies about races. In any case, the English language was vital in disseminating the racial ideology about White supremacy and people of colour including Chinese and Black people. In the story of Anna, those two Chinese men deployed the racial ideology that classifies human groups in the form of the colonial language of English. It was precisely due to coloniality operating in Chinese society that racial ideology was able to spread and could be accepted (Wang, 2024). Daily mobilisation of this racial ideology amongst Chinese people exactly signifies the spread of racial knowledge about humanity. The English language was actively informing and participating in this epistemic imposition of racial categorisation and classification in China. Drawing on Mignolo’s (2021) assertion about the epistemological nature of racism and Essed’s (1991) theorisation that everyday knowledge drives everyday racism against Black people, I argue that what happened in Anna’s story demonstrates how racial knowledge manifests itself in the most unmistakeable forms of the racial hierarchy in the most inconspicuous scenarios of everyday life. It shows that the English language facilitated the importation of racist knowledge into, and its imposition onto, the colonised societies. China was no exception. 
Chinese people disclosing these racist views about hierarchical relationships between White people and Black people resonates with what Meinhof (2017) discusses as the colonial temporality, where Chinese is always in the middle but self-positioned closely behind White people. What the West symbolically and racially represents is Whiteness, Chinese people represent Chineseness, and Black people represent Blackness and the rest of the world. It is then feasible to argue that a temporal hierarchy that understands the development of people and cultures can be directly translated into a racial hierarchy. It also shows that Chinese people willingly accept their position in this hierarchy under Whiteness further validating their own past struggles and prospective development on the timeline of the ongoing history. Thus, Chinese people also reinforce the position of Black people beneath Chinese people in the hierarchy. This manifests on a daily basis, when Chinese people maintain that Black people probably “deserve” racism because their backward Blackness invites being beaten by others. Black people being placed beneath both Chinese and White people in China mirrors the global racial hierarchy. 
What Anna remembered was an experience as a Black woman living in China. Omar, a Black male teacher and gay man living in China, made a similar observation in his personal dating life. Omar, having faced the same type of hyper-sexualisation of his Blackness, described how he navigated through the gay community in China. Omar said that his Black identity in China’s LGBT community was a heightened and amplified fact which did not contribute anything positive to his romantic and casual dating life. He indicated that, when he was living in the US and the UK, the chances of being in a romantic relationship with an Asian gay man beyond anything casual and sexual were very low compared to such chances with American or British White gay men. He said that this was even more transparent once he moved to China: 
Omar: I’ve noticed the same thing with Asian people in the US and in the UK. It’s like for the most part, you can meet and sleep with them, and you can be their friend, perhaps. But they don’t want to date me, they don’t want to be anything serious with me, and even in countries with the right to marry, they don’t want to get married or anything like that, so, not with me anyway. So, I think that you see a lot of that same energy here in China with the local people here.
(Omar, 158-163)
What Omar seemed to indicate in his testimony was a sense of deliberate rejection ruminating in racial discrimination against his Blackness. He noticed that Chinese gay men do not usually express interest in romantic relationships with him but are perfectly comfortable with casual sex. Omar then shared that the only way for him to have any minimal interaction with local Chinese gay men was to download gay dating applications on his phone and have conversations there. Even if he did so, he said he was rarely noticed compared to a Chinese or a White gay man, whose accounts would be much more popular. Chinese gay men would approach him on dating applications only because of their fetishization of Black men. What he recalls reflects the attractiveness of Blackness being confined and dismissed under the dominant White standard of beauty. I argue that Omar’s experiences contain attributes of the coloniality of race, gender, and sexuality since this dimension of coloniality regulates and determines the colonised as undesirable while institutionalising the colonisers as the standard. Omar said that he would receive comments and messages from Chinese gay men about his presumed large penis: 
Omar: The expats have been relatively okay, or at least I know how to operate within their particular brand of nonsense. But uhm, yeah, I would say I felt the most discriminated against in that part of my leisure time, because, again, you just get the people who either fetishise you, you know, they’re just looking for, you know, they like dark skin, or they think, you know, you have a BBC [big Black cock], or, you know, some other, you know, just foolishness like that. And, so, you realise that you only being contacted and you’re only getting attention because of that. Uhm, and not for anything more substantial. And then, on the other hand, you get the people who are like, “sorry, not into Black.”
(Omar, 242-249)
From his story, it can be inferred that Omar meant that both White gay men and local Chinese gay men inflicted racism on him. Omar’s experiences and observations of racial hierarchy are important for understanding racism in China as they specify a unique area where race, gender, and sexuality intersect. This is exactly a dimension of the colonial matrix of power. While Whiteness is place on top of a racial hierarchy in China, it is also posited as a yardstick to define gender and sexuality: White male and female gender expressions and their sexuality are seen as the most valid, most humane, and thus most attractive (Collins, 2009; Connell and Messerschmidt, 2005; Lugones, 2007). Put another way, other racialised genders and sexualities have to be compared to and measured against this White standard, depending on their proximity to Whiteness. 
In their investigation of the coloniality embedded in dating applications on smartphones with the Chinese gay population in Australia, Toledo and Wynn (2023) argue that race is an organising factor for online dating applications. Reinforcing the colonial blueprint of human desires from their inception of looking at profiles has been an influential factor for dating applications. Omar described two types of White gay men in China, those who wanted “a cute Asian boy, who will hopefully be subservient to me and do things my way and submit to me sexually” (Omar, 190-191), and those who would say “sorry, not into Asians” (Omar, 188). Omar’s observation of the White gay men is strikingly similar to his experiences of talking to Chinese gay men: those who say “sorry, not into Black”, and those who fetishise Black people and their supposed “big Black cocks”. By stating dating preferences in conversations like those Omar recalled above, or on dating profiles such as those Toledo and Wynn (2023) documented, racism in gay male dating scenes is an heir of coloniality, imposing categorisations of people based on races. This act of imposing racial categories constitutes a symptom of coloniality, as the outcome still upholds White supremacy and reinforces harmful stereotypes of people of colour in forms of the objectification of people. In the story of Omar, Chinese and White gay men both reproduce anti-Black racism through overlooking the harm caused by rejecting Blackness in romantic dating. 
Black gay men are often objectified by their Blackness in gay dating spaces, especially in the myth that Black men have big penises (Robinson, 2015). Omar has encountered similar incidents where he was asked about his penis and was met with direct refusals to maintain any relationship with him other than a sexual relationship, explicating a hyper-sexualisation of Black sexuality. It is evident that the relation between Black and White gay men in Western countries are also shown in Omar’s experiences in China. Moreover, Chinese gay men also objectify harmful stereotypes about Black sexuality and apply it in their interpersonal interactions with Omar while they themselves do not escape from the White male gaze that spreads oppressive objectifying images about Chinese sexuality. Bonilla-Silva (2003, p. 282) speculates that, in American society, Asian people have adopted a pattern usually seen in White people that racially exclude Black people. This particular pattern could be interpreted in the framework of colonial temporality, at least insofar as Whiteness is preferred in China as it represents some contribution to Chinese modernity, hence helping Chinese people move towards a more complete form of humanity (Sautman, 1994). This is illustrated by the absence of any visible harmful stereotypes about White sexuality from Omar’s account. Chinese efforts in striving for equation to Whiteness simultaneously oppress Blackness, fostering anti-Black racism. 
In this case, Omar’s story evidently demonstrates that, first, Chinese gay men have already been practicing a racialised fetishisation of Black gay men and their physicality. In turn, it shows the maintenance of harmful racial stereotypes about Black sexuality and the attractiveness of Blackness according to a beauty standard invented by White supremacy. Second, Chinese gay men have a specific desire and preference for White gay men, which is similarly found in other groups of Asian gay men in many countries. These tropes of racial stereotypical preferences resonate with what was described about Black bodies, that White norms of beauty and attractiveness are widely celebrated while Black bodies are the least desirable and acceptable (Ford, 2008). Consequently, the racial hierarchy in China’s gay community described in Omar’s story is identical to Anna’s experiences. Omar shared his observation on a hierarchy of racial groups who receive good treatment in general: 
Omar: On the hierarchy of people who are treated well, yeah, (using an arm to imitate a hierarchy), you get White people first, and then locals second, and then people who are White passing third, and then it just goes down and down and down and down and down (one arm reaching the floor), and then you get to the Black people.
(Omar, 192-196)
Omar described an identical racial hierarchy in his observation. It is the same hierarchy where Whiteness is positioned on top, maintaining White supremacy. Chinese people come just beneath White people, and Black people are placed last, which ultimately points to the devaluation of Black humanity. This racial hierarchy reflects how anti-Black racism is naturalised in China, with a temporality rooted in colonialism as the historical backdrop. Chinese people’s anti-Black racism precisely demonstrates how coloniality shapes, legitimises, and duplicates the dehumanising objectification of Black people just like in other former colonies. Based on this understanding of racial hierarchy that dehumanises, objectifies, and hyper-sexualises Black people in Chinese society, in the following sections, I will explore the ways in which Black people are dehumanised. 
[bookmark: _Toc195794118]2. “Rapeability” & “Killability”
[bookmark: _Toc195794119]2.1. Theoretical Reiteration 
I will first reestablish my interpretation of theoretical terms relevant to the everyday experiences of anti-Black racism in Chinese society. In the last chapter, I approached the concept of the colonial temporality as a way of hierarchising cultures and peoples in the world by evaluating their distances to modernity in chiefly temporal descriptions (Meinhof, 2017), such as, “developed”, “advanced”, “primitive”, and “backward”. Modernity embodies full modernity (Mignolo, 2021), in which difference peoples’ distance to modernity signifies the fulfilment of their humanity in a hierarchy. Moreover, as Maldonado-Torres (2007, p. 244) articulates, “the ‘lighter’ one’s skin is, the closer to full humanity one is, and viceversa.” Whiteness represents full humanity. Thus, one’s distance to modernity in temporal terms also denotes one’s distance to Whiteness and to being treated as a full human. Modernity embodies humanity which is White and complete. In China, the struggle towards modernity is a struggle towards Whiteness and a shedding of Blackness. This struggle is represented in the everyday use of temporality that is inherited from colonialism. With that in mind, the racial hierarchy in China puts Whiteness and White people on the pedestal, Chineseness and Chinese people second, and Blackness and Black people last. This section will use the concept of a racial hierarchy informed by colonial temporality to examine anti-Black racism in Chinese society.
Maldonado-Torres (2007) asserts that the sub-ontological colonial difference between White people and people of colour lies in its treatments of physical humanity, not in the epistemological and ideological distinctions. He specifies that rape and murder inflicted on the colonised peoples of colour are forbidden by the ethics of war, but permitted by the non-ethics of colonial wars. This section uses “rapeability” as an essential trait of colonial warfare normalised into a form of an ordinary, day-to-day affair. It is paired with “killability” to denote the complete dehumanisation of Black people, which I will return to in the section after. 
The way I refer to “rapeability” and “killability” is to theorise the daily experiences of racism by Black people in China, not actual cases of rape and murder. Although some cases could be serious enough to be considered rape and physical assault, my characterisation of their experiences will not completely match what “rapeability” and “killability” denote during wartime. It is also not to dismiss the detrimental impact of sexual and physical assaults inflicted on my participants. Rather, it serves as a gateway to describe with precision what happened in order to theorise anti-Black racism in China. Thus, I will interpret “rapeability” as a way of hyper-sexualisation of Black sexuality, and “killability” as the lack of protection by law enforcement of Black people facing racially charged violence and brutalisation in China in the following sections. 
Historically, the rape and murder of the colonised peoples led to the state-sanctioned premature death of those people and destructions of their humanities. This is what Maldonado-Torres (2007) considered the non-ethics of war. He explained the idea that wars were exempt from the ethics that rules over normative conduct in European countries. Non-ethics of war means that wars cease to have any ethics, institutionally endorsing the normalisation of violence against the colonised non-European “races”. The normalisation of war crimes against non-Europeans and the justification of such war crimes by racialising the colonised is what Maldonado-Torres (2007) defined as the coloniality of being. The non-ethics of war, which, to Maldonado-Torres, is the essence of the coloniality of being, remains the main actor in projecting its own features onto the invention of Blackness and all of its negative connotations. In other words, the coloniality of being created by the colonisers already contains the violence of rape and murder. These two central features then are projected onto the racial meanings of Black bodies in order to legitimise all rape and murder inflicted on Black people. 
Both “rapeability” and “killability” are manifestations of sub-ontological differences Maldonado-Torres (2007) accounted for. In this sub-ontological difference lies a hierarchy of humanities: the colonised peoples of colour are ranked underneath White supremacy. It makes all racialised people, especially Black people, justified targets of rape and murder. “Killability” and “rapeability” are both inscribed into the meanings of colonised bodies. “Rapeability” refers to the hyper-sexualisation of colonised bodies, specifically Black bodies. Maldonado-Torres (2007) specified that the mythical aggressive sexuality of Black men and the supposed sexual availability of Black women are the normalised outcome of this colonial difference. The forcefully attached images of Black bodies being excessively violent and erotic render them victims of excessive physical and sexual violence. In other words, both images, Black men as rapists for “raping”, and Black women as legitimate recipients for “being raped”, involve sexual violence that make Black humanity dispensable. Their Blackness is the key that makes their humanity deserving of punishment for acts of rape. “Rapeability” becomes a part of their racial existence, inevitable and unshakeable. For an analysis of racialised sexuality in “rapeability” and the superfluousness of Blackness in “killability” in the following sections, I will refer to the colonial temporality I discussed in the previous chapter. 
[bookmark: _Toc195794120]2.2. “Rapeability” & Hyper-sexualisation of Black Sexuality 
In the last section of racial hierarchy in Chinese society, what Anna described was an attempted assault motivated by racism and sexism, Omar’s experiences was characterised as a manifestation of hypersexuality of Black homosexuality understood in Chinese society. Both of them described a racial hierarchy as well as a system that devalues Black humanity by the intersectional oppressions of sex, gender, and race. Following this logic, in this section, I want to draw attention to the sexual and racial assaults that Ash as a Black woman endured while living in Shanghai to expose the hyper-sexualisation of Black womanhood in anti-Black racism. 
According to Maldonado-Torres (2007), the term “rapeability” refers to a sub-ontological difference imposed onto the colonised bodies, especially Black female bodies. In other words, it was a colonial project deliberately inflicting inferiority and subordination onto Black women and other colonised people’s humanity, ontologically differentiating them from White superiority and making domination. The process of dehumanisation of Black women is inscribed into the sexual availability of Black femininity. Black womanhood is assumed to be extremely erotic for the purpose of fulfilling desires of White men. Black women’s humanity is degraded to be so promiscuous that rape seem to be a deserving consequence. Maldonado-Torres (2007, p. 255) asserts that “the Black woman is seeing as the most legitimate victim of rape”. This resonates with what bell hooks (2014, p. 58) reminds us about regarding the stereotypes of Black female sexuality: “all black women, irrespective of their circumstances, were lumped into the category of available sex objects”. hooks depicts how sexual aspects of Black womanhood seems to dominate Black female humanity. She stresses the perverted logic of the idea that a Black woman is “rapeable” because she is innately excessively erotic and her human body is solely for perverse pleasure and reproduction. Black female humanity becomes irrelevant and dispensable. Thus, an act of rape on Black women is legitimate and constitutes an accurate treatment of her humanity which is to become exclusively a sexual object. 
Ash recalled conversations she had had with local Chinese men in dating applications on her smartphone: 
Ash: I can't tell you how many times I'm asked, … yet men message me and they'll start the conversation, “how much?”
…
Ash:  I've heard this so many times, “oh, well, foreign women are so open.” What does that even mean? But foreign Black women (a tone emphasising on Black women). … I guess they think, “hi, how are you? Nice to meet you. Let's go to bed and let's go have sex.” … And I've had lots of men who say how much, or, you know … We're having, you know, conversation, and suddenly they start sending me all these video clips a porn like that somehow. …  I ask them all the time, would you send this to a Chinese woman or local woman? Or better yet, would you send this to a White woman? Probably not.
(Ash, 1341-1351)
Ash described what she thought was a racially charged question asked by the Chinese men on those dating applications. Her Blackness that is foreign in China was taken as a signal for sexual “openness”. She does not believe such sexual “openness” is ascribed to White women, even if they are also foreign in China. Chinese men used vulgar language in short conversations with Ash, assuming she was a promiscuous sex worker, by asking “how much?”, or sending her pornographic videos. After all, it was disrespectful to Ash and it was a direct result of a particular sexualisation of Black femininity that deemed Black women always sexually available. Those stereotypical images attached to Black women are usually found in the Americas or Europe. The fact that they are also present in China speaks to the pervasive nature of those dangerous stereotypes. 
Historically, sexual violence is described as common for Black women as consequences of harmful stereotypes and intersectional oppressions (Davis, 1972; Hartman, 2021; Robert, 1997; Stern, 2022). Ash described how intersecting oppressions were inflicted on her Black womanhood in the form of rape followed by the dismissal of legal protection of her Black femininity. 
Ash recalled being sexually assaulted during a seemingly regular taxi trip in Shanghai. The Chinese male driver was giving unsolicited compliments through-out the journey. Once they had arrived, he parked the car next to the bushes, making it difficult for Ash to open the door and exit the car. The taxi driver then immediately left his seat, jumped into the backseat and onto Ash. He grabbed her hand, shoved it down his trousers, and started masturbating. This constitutes rape. It was a form of sexual violence forced by the Chinese taxi driver without Ash’s consent. It was against Ash’s will to surrender and let the rape happen because she knew that she should never defend herself against a Chinese person in China, even if it was the Chinese person committing a crime against her. Ash said that she was able to defend herself physically and overpower the Chinese man, but she knew that any physical retaliation would land her, a Black woman, not the Chinese perpetrator of the rape, in jail. As Ash says: 
Ash: So, at that precise moment, you have to make two decisions there. So that's what I mean by it's a lot that you have to let go. Because if you don't, you could end up in jail for years. If you lay your hand on a foreigner, I mean, on a local. You don't dare lay your hands on a local person, and that person assaulted me, sexually assaulted me, but I had to either take it, deal with it, or risk fighting him off or hitting him or striking him and him saying that I somehow attacked him and I ended up in jail.
(Ash, 1366-1371)
In the story of Ash, racism and sexism were inflicted on her by a Chinese man raping her. He racialised her sexuality in order to satisfy his Chinese male curiosity of power over Black female bodies. There is a particular intention to erase Black female agency, which is constructed through the subordination of Ash. Same with Anna’s story when she encountered an attempted sexual and racial assault. bell hooks (2014) notes that while it was racism that subordinates Black womanhood to become targets of sexual assaults, it was sexism that drives men to believe that they can verbally or physically assault women without repercussions. She contends that it is important to remember that sexism in men is another key factor motivating those sexual assaults and “not just the racial background of the men who initiate them” (hooks, 2015, p. 69). It is an extreme subordination by rape that negates the existence of Black female humanity. Black womanhood was victimised by the intersection of racial and sexual oppression, which further compelled the erasure of her humanity. 
Furthermore, it was not only sexism that made Chinese men believe there would be no punishment for their criminal acts, but it was also racism motivating them. Ash’s Black identity is as important as her womanhood. In a country where Chinese men are the majority, her race and gender both become targets of Chinese men. Black female foreignness in Ash’s story makes her stand out in Chinese society, solidifying her outsider image and a sexualised humanity that is also completely defenceless against the perverted Chinese male gaze. The Black race, in the Chinese male gaze, is deemed the central factor for constructing social ideologies and individual perceptions about the promiscuous label of Black women. Collins (2009) and hooks (2014) contend that the hypersexual image that controls Black femininity derives from the stereotype of a Jezebel, which has deeply influenced societal assumptions about Black women and their sexuality. It is a stereotype attached specifically to Black womanhood, not Chinese or White women, emphasising its intersectional exclusivity of racialisation of Black femininity and sexuality. Although what Collins and hooks have summarised was primarily based on the US society, Ash’s recounting of her experiences in China still resonates with the depiction of Black women. For Ash to feel the intersectional oppression against her Black womanhood in both the US and China, there must be similarities in the extent to which both societies facilitate similar incidents of sexual assaults against Black women. It leads to an important argument of this thesis, namely that it was coloniality fostering such “rapeability” to take place in both countries, though it might not be manifesting in totally identical ways. 
Maldonado-Torres (2007) asserts that rape as a concept and a practice should be understood in the framework of the coloniality of being. He contends that the non-ethics of war encapsulated in the colonial conquests aims to eliminate the colonised people by racialising them. Maldonado-Torres (2008, p. xii) states that the non-ethics of war refers to “the suspension of what usually goes by ethics not only in war, but in civilization”. In other words, the non-ethics of war means rules and laws often found in a war period are used to facilitate the normalisation of making premature deaths in no warzones and warring times. Racialisation of the colonised by the colonisers is the predominant way to legalise and legitimise the non-ethics of war. Maldonado-Torres (2007) asserts that the rape of the colonised peoples symbolises the order of coloniality and a particularly brutal treatment of Black feminine sexuality. The long-lasting consequence of rape comes in many forms. Most importantly, women have to suffer due to the lack of protection by the legal system, confirming men’s belief that there will be no punishment as a consequence of their actions. 
In Ash’s experiences, a lack of protection for her in China remained the determinative factor for her difficulties. Her experiences with law enforcement and the opaque legal system in China have already disappointed her, further confirming that she could not retaliate in any way for self-defence against the perpetrator. This lack of protection comes from the notion of Blackness deserving brutal treatments such as rape or other types of sexual violence because it is inscribed into their lives as a part of what it means to be Black. This racialisation comes from coloniality, where Blackness is seen as a sexual object, which diminishes Black humanity. 
As mentioned, human bodies which are colonised are consequences of colonial conquests. Once defeated, the colonised bodies became servants of “a part of an economy of sexual abuse, exploitation, and control” (Maldonado-Torres, 2007, p. 248). Race becomes naturalised and normalised through the process of vanquishing wars against the colonised peoples. Even long after those colonial wars, the treatments of the colonised become so naturalised that the racial identities forcefully imposed onto them become justifications to continue the sexual violence. The justifications, according to Maldonado-Torres (2007), are scientific racism in the 19th century that validates and verifies race, thus deeply epistemologically perpetuating racism in order to reach the eventual and complete naturalisation of racialisation. Such scientific racism was the exact ideology disseminated and appropriated in China during the 19th and 20th centuries, as I argued in Chapter III. 
The historical origin of racism in China is yet unknown, but it is evident that the symptoms of racism in contemporary Chinese society show the hyper-sexualisation of Black femininity, further sustaining the racial stereotypes controlling Black women. Chinese men thus have agencies which proactively utilise prejudiced stereotypes to harm Black women verbally and physically. Raping the colonised women, in Maldonado-Torres’ account, is a presentation of the coloniality of being manifest in the normalisation of events that often happens in colonial wars. The rape and other sexual offences inflicted on Ash as well the attempted assault against Anna by Chinese men symbolises the normalisation of colonial war non-ethics in everyday mundane settings in China. Black women are believed to be innately sexual and promiscuous, therefore excusing harmful acts towards Black women. Black homosexual men are also dehumanised in their hyper-sexualisation. These symbolise what Maldonado-Torres (2007, p. 254) considers the sub-ontological being, who is “negatively marked as dispensable as well as a target of rape and murder”. Ash’s, Anna’s, and Omar’ encounters were presentations of racism reinforced by a mindset which is colonial in its core, deeming their Blackness inferior and humanity superfluous. It is to show that the Chinese discourses of racialising and sexualising Blackness are identical to that in settler colonialist regions like the Americas, for instance. 
[bookmark: _Toc195794121]2.3. “Killability” & Colonial Projection
In the last sections, I examined, in Ash’s and Anna’s stories, how Black femininity was hypersexualised by Chinese heterosexual men, and how Omar as a Black homosexual man was hypersexualised by Chinese and White homosexual men. This illustrated how Chinese men, while not being White, can still be in positions to oppress Black people. What was lurking in Ash’s and Anna’s stories of sexual and racial assaults were a sense of unsafety as Black women living in China. Their Blackness is foreign to Chinese people and they feel unprotected by Chinese law enforcement if they were ever involved in any dispute with Chinese people. Their sense of unsafety was also felt by other African American English teachers in China. 
By using the conception ‘killability’, I do not mean to say that my participants have faced death threats by being Black in China. They have not encountered life-threatening situations motivated by racism in China. They also do not believe that they will. However, it is also undeniable that during campus protests in the late 1980s, Chinese students had demonstrated rampant and dangerous anti-Black racism by holding slogans of ‘Kill N******’, and Black African students faced brutal violence motivated by racism (Sullivan, 1994). This shows an extent to which “killability”, though it might not be an immediate threat, is still linked to a historically embedded racism towards Black people in China generally. In other words, in Chinese society, Black people’s physical safety and mental wellbeing are not always prioritised in the same way that White and Chinese people are protected. This is also not to suggest that Chinese society has to be crime-free for Black people to feel safe. Rather, I argue that Chinese society is built on a racial structure derived from a colonial way of thinking that disproportionately protects Chinese people at the cost of sabotaging the safety of Black people in events of interpersonal confrontations. In this section, I will exemplify stories of both American Black teachers as well as African Black teachers about their safety as Black people living in China.
Ash shared that she was assaulted by a Chinese woman in a bar in Shanghai. Ash and her friends were enjoying the show, a drunk Chinese woman came up and tried to antagonise them:
Ash: And just after the show, just talking to some guests, it was a local girl I don't know, she was drunk, and I was talking to someone. For whatever reason, she jumped into the conversation screaming saying “stop being rude to my friend”. And I didn't understand what she was talking about, because I wasn't speaking to her friend at all. I was talking to someone behind me. And I was like, you know, I asked the bar, the manager, who I was disappointed with, I said “hey, can you get this girl?” She's, you know… Obviously she's drunk, but it felt as if he was waiting for something to escalate, so I just said to her, you know, “just sit down, just, you're making a fool out of yourself.” Next thing I know, she threw a Coca Cola on me, and spilled it on all my friends. So, of course, I jumped up, about to strike. And everyone was pulling me off and trying to keep me. And I understand why, but in that moment, I, you know, I was very upset, because, you know, I was [assaulted]… [and] I didn't feel protected. I didn't feel like the bar staff there… The bar staff saw what was happening. And instead of escorting her out, he waited, he let it escalate to a point where she assaulted me, and they took her out. But you better believe, I was, it was going to be a problem and, erm. But had I retaliated, then very well I would have been thrown in jail, not her, even though she was the one who did assault me.
(Ash, 107-120)
Following a physical attack by an intoxicated Chinese woman, the bar staff were not taking the initiative to separate the two parties, but let the altercation escalate. Ash knew the bar staff, as she was a frequent customer there. Ash, as a Black woman, was assaulted by this Chinese woman with a can of coke poured on her. Then, Ash was about to retaliate, but she was restrained by her friends. This gave her a chance to reconsider the possible repercussions. Ash knew that at that moment, if she had retaliated, she would be in jail. Both during this physical assault and during her ordeal in the taxi, she was convinced that retaliation would have negative consequences for her. 
Similar concerns are common in other participants’ experiences. Charles noted that he, as a Black man, still has reservations about defending himself in front of Chinese people and police: 
Charles: I think, maybe a bigger concern would be two prongs. One is, if somebody has a problem with me, and they corral others in their attack against me, I'm not a small person, I'm not a big, tough guy. And I don't present myself as one. But I feel confident that I can protect myself if I needed to. But if a bunch of somebody gathered all their friends, and I'm not somebody rolled with a lot of people, that is a concern of mine, I also have a concern that if someone were to start something with me, and I tried to defend myself, that the narrative would be turned to that the foreigner or more likely the Black foreigner started it, and he's at fault. So that is a fear that I have living in China as a whole.
…
So one is, you know, I'm somewhere and something happened, and someone is upset with me and then out of their anger, they kind of use some xenophobia in order to (inaudible), “oh, that foreigner just did something.” And being able to get support that way against me and me not being able to explain the situation or being able to relate with them as a foreigner or them choosing to side with the other person. And then the other side is if I get into a confrontation with somebody who starts it and I defend myself, the police will take the locals’ side over mine is what I believe to be true. Yeah. 
(Charles, 121-139)
Charles’s concern was shared by many other Black people living in China. For example, Nola told a story about how she and her friends were wrongly brought to the police station:
Nola: So, there was a time we're out at like a club. And mind you, we're in a place where it's all packed, people are bumping into each other all night. So, there was a girl, a Chinese girl, and she bumped into one another Black girl. This Black girl was visiting from Beijing. And eventually the girl walked away. But she called the police and the police… Just from this…, just from a bumping in the bar. There was no altercation just from that. So, the girl called the police, the police came, and we spent hours at the police station. Because the girl said that the Black girl kicked her. We were all there. No kick happened. And we're even asking the police to look at the cameras. They refused to look at the cameras. Were the police station for hours that night. Eventually, the police finally watched the videos. But the girl just wanted an apology. Apparently, the Chinese girl was drunk and she just wanted an apology. I don't think that would have ever happened in the club to a White person, for sure. The police would not have come and decided, “okay, let's just (INAUDIBLE). Let's just arrest her.”
…
You know, we're Black people, we understand how things work. Once you're in jail in China, you're not getting out like you're just there. So, we all went to the police station with her. Like it was 10 of us. We all went to the police station to make sure that the girl would be okay. But I don't think, I don't think White friends would have even thought of that, or thought that there would be trouble or I just don't think it would have happened if there was White people at all.
Zihuan: Okay, so 10 of you went to the police station. 
Nola: Yes. 
Zihuan: And your testimony is just… won't work at all. 10 people versus one and it still doesn’t work.
Nola: No, not at all. Even the, even the club person, like the bouncer from the club was saying the same, like this girl was just drunk. It did not happen. But no, they wouldn't believe it. They just saw this big Black woman. And I was like, nah. “Let's take her.” Like four police officers take her out like to take her away. It's crazy.
Zihuan: … What happened afterwards? 
Nola: At the end, they just had the girl give her an apology. She had to write a note saying, I apologise, like, from harming her blah blah, just to give her apology. That's what she had to do at the end. Like to write out an official warning.
(Nola, 156-188)
Charles brought up an important point: that as a Black foreigner in China, not being protected in Chinese society is a common experience normalised for Black people. Charles implied that it was obvious that in any altercation between a Black man and a Chinese person, the Black man would have to take the blame by the Chinese person and the police. He presumed that the Chinese would resort to xenophobia or racism by blaming the Black man for antagonising and initiating the whole altercation, making the Black man to be the scapegoat of a given situation. Even when it was the Chinese who could be at fault, the side of Black people would still have to take the blame. I argue that Black people taking the blame from Chinese people and law enforcement for Chinese wrongdoings seems to show a form of postcolonial projection rooted in coloniality. I will expand on it after Monica’s story. 
Monica told a story about her being physically attacked in public transport: 
Monica: Yeah, 2019 I was I was physically attacked on the metro.
… 
Zihuan: How were you attacked? Like, some passengers just suddenly attacking you?
Monica: Yes. Um, I was at that time, you know, you could eat on the metro. And so, I had a, I had my Kindle in one hand, because I, whenever I'm commuting, I always read, almost always read. So, I had my Kindle in one hand, and I had some chicken, it was just in a bag, like on one sleeve. I mean, the handles here. So, I'm just, you know, on the metro, and I think I was chewing a piece. And I had my back against the wall. And this Chinese man, he walks up to me, and at that time, my Chinese wasn't the greatest, but I understood him well enough to understand he was at…, he was saying to me, “who told you [that] you can eat on the metro?” And so, I just looked at him. Nothing, you know, mentally wrong with him or anything. And so, I just looked at him and just ignored him, and just went on about my business and not be bothered. And he said something to me again, I wasn't listening to him, because I was reading and minding my business. And so, then he grabbed my food. And he started…, he put his hands on me. And when I tried to move away from him, he ended up punching me in my right breast. And he grabbed my jacket, and like he had a hold of me because I had my jacket on. And when he had a hold of me like this, I was desperately like trying to get him off of me. And I was screaming at the top of my lungs on the metro, while everyone was watching me and staring. And nobody did or said anything.
…
I don't know if it was because I was a foreigner, it's because I was Black, or because I was a woman. I just knew that outside of being a Black person, I knew that as a foreigner in China, if I did anything to cause harm to him, then it would have given reason for my deportation, or given me a reason for like, I knew that my side would not have been taken.
(Monica, 150-198)
Granted, there was a regulation published in 2020 that passengers on the Shanghai Metro system should not consume food or drinks (Shanghai Municipal Transportation Commission, 2020). However, it is still common for people to break the rules and eat or drink on Metros in China. Monica was definitely not the first or only person to do so. She also confirmed that it was back in 2019, which was before an official rule forbidding eating on the Metro was implemented. If she was not the only person to eat on the Metro, and there was no official rule about it, then why would that Chinese man harass and attack Monica? Monica observed that the Chinese man had no signs of mental illness. She seems to indicate that the racial assault inflicted on her by that Chinese man could be recognised without the need to psychologically invalidate his sanity. Monica’s observation aligns with what Fanon (1964) asserts about how racism has no association with one’s mental state. Precisely, racism does not need to intrude someone psychologically but more epistemologically for it to be enacted (Fanon, 1964). It thus can be inferred that in Chinese society, there is a form of knowledge that racialises Black people and permits ill-treatments of Black people with racism. Monica continued telling me that it was not the only incident that week: 
Monica: And then it just so happened, actually, that a week later at my apartment, I have like a little stretch. What's it called, it's a place where you hang the clothes. I apologise if my English is bad. I talked to little kids mostly. But there's like this little stretchy thing. And it's for you to hang your laundry. And I was trying to walk this big blanket. And it was too big for the washer. And so, it was already soaking wet with water. And so, I hung it on, I hung it where it's supposed to be hung to dry clothes, and it was dripping on the ground, but not on anybody's porch. And there's a Chinese man on the first floor that came up and was telling me that I needed to move it because it's dripping water and it wasn't bothering anybody. Um, and then I said no. And I was like, “no, I'm not gonna move it. This is where it's supposed to be. I don't have any other place to put this.” 
And so, then the man came back upstairs. And he and some one of the neighbours let him in. And he got in my face and was doing this and telling me, like, go ahead and hit me hit me. He was yeah, really, he got really aggressive to the point to where he knocked my phone down on the, on the ground and scratched up the screen. And then the police were called. And by that time, like I was just completely frazzled. And because you know, this was a second incident in one week. And I had never had anything like this happen to me, even until now. Like, you know, looking at my entire like, eight years. I've never had that happen to me. And I did not feel safe with the police at all. 
And I wouldn't say that it was necessarily because of my colour, it would be more because I'm a foreigner. Because it was like, I asked him I was like, I'm hanging my blanket in the right place. And I asked them in English and Chinese. I said, “is the water dripping on anybody?” They're like, “no”. Yeah, because your porch is covered. And they're like, “but we might get sick”. You might get sick from what? It takes…, it will dry and it will be a done deal. You know, so um, I didn't… There was no reason for me to do anything extra just because like… Also, when I had, you know, file the police report, um, about what happened with the physical attack. You know, it was… Even though they were helpful, it was still kind of like victim blaming, because I didn't take a picture of him. And I know, I have seen, you know, I know how easy it is to find somebody here in China, there's cameras everywhere. And I know that if I had done something grievous to somebody, and if they push hard enough, they could find me.
…
And you know, I think as a…, because I am American and because I am Black. I'm, there's just that moment of vulnerability to that just makes you feel like wow, nobody cares about my life. Like, they can really just treat me however they want to, and because of my skin, my value is less. And I mean, because it makes me think about you know, I wonder you know, what would that have been like if I was a small… I mean, I'm not like that big but I mean, I'm not short by any means for a woman. But that has made me think you know, what if I was a little petite Chinese woman, I would I have been treated differently? Would I have been taken a bit more seriously? Would the police have excused the man getting aggressive with me? And at the end of the day, the police didn't even tell him “no, you can't go beat on somebody else's door.” And also, my landlord, when I called my landlord to tell her about it. She said I'm busy. I'm in class…
(Monica, 200-265)
Monica’s questions about this racist treatment of her compared to the possible treatment of a Chinese woman were valuable insights, indicating racial thinking rooted in the Chinese ideology about race. Regarding the first incident on the Metro, Monica was right to speculate that if it had been other Chinese people, that Chinese man might not have been triggered by eating on the Metro. Similarly, for Monica, if it was a Chinese woman living upstairs, that Chinese neighbour and the police might not have been so aggressive. 
Earlier in this chapter, Anna’s experience explicitly showed that Black people are thought of as inferior to Chinese people. Her account was a rare but important gateway to knowing what Chinese people think of Black people. In terms of more specific racist descriptions attached to Black people, Dee remembered that she noticed Chinese people expressed disgust or disdain towards her as a Black woman. Apart from my participants’ testimonies, many current studies have documented that Chinese people describe Black people as uncivilised, backward, disordered, dirty, and especially contagious, as having imported ‘super-spreaders’ during COVID lockdowns (Castillo, 2020; Lan, 2016; Pfafman et al., 2015; Sautman, 1994; Zhang, 2024; Zhou, 2023). In the Chinese way of describing humanity, the term Suzhi is often deployed, and Black people are generally regarded as ‘low quality’ or 低素质 (Di Suzhi). Lan (2016, p. 309) notes that Suzhi means “personal virtues and socially appropriate behaviors can sometimes outweigh skin color in the construction of group identity.” Binxin Zhang (2024) argues that the description of Suzhi relates to the nature and nurture of people, implicitly rationalising an essentialist way of racial thinking and hierarchy.  
The narratives about Suzhi or quality might provide an explanation for what Monica experienced on the Metro. Eating on the Metro may come across as an inappropriate behaviour in public spaces, and people who eat on Metro might be regarded as ‘low quality’ people. This ‘low quality’, as Zhang (2024) asserted, might have been considered an innate characteristic of Black people. That Chinese man might have attacked Monica due to seeing Monica eating on Metro, as a Black woman not following social rules in China and thus exhibiting low Suzhi behaviour. This would still derive from an essentialist view of race, and the racism would still be motivated by those precise cultural ideas of nature and nurture. However, the key point is that it is not only Black people who eat on the Metro; Chinese people do it too, especially when there was no official rule that forbade food consumption on the Metros back in 2019. So, it is already a socially unacceptable behaviour for Chinese people to eat on Metros, but, to that Chinese man who attacked Monica, it was even more unacceptable for Black people to do so when they are considered of ‘low quality’ inferior race. 
Based on the last chapter, I argued that in Chinese society there is a form of colonial thinking about race. This colonial thinking seems to be absorbed from Western colonialism. Barlow (1993) notes that Chinese modernity is in itself a colonial modernity, where colonial thinking has reconfigured the entire ideological system of Chinese views about themselves and others. Put another way, the Chinese worldview has a postcolonial lens, through which the modern world is viewed under the influence of coloniality. Now, relating back to what Monica experienced and the notion of Suzhi, it is worth asking if this form of colonial thinking projects ‘low quality’ as unwanted elements about the Chinese themselves onto the presumed inferior others like Black people. 
In his analysis of postcolonialism, Wlodzimierz Bolecki (2014) asserts, 
The goal of postcolonial studies on colonial discourse is to demonstrate that, e.g. the portrayal of Asians or Africans in the language of Western civilization is incongruous with their true culture; it’s merely a projection of negative impressions of and prejudice about these cultures espoused by the colonial powers…
Bolecki (2014) offers an important insight into Western perspectives about non-Western civilisations, that is, the Western projection of stereotypes, phobias, simplifications and hatred onto non-Western cultures, which are all factually Western values and cultures. In other words, the West tends to project its own unwanted cultural qualities and virtues, the darker side of modernity, in words the of Mignolo (2011), onto the colonised others. 
I argue that in Chinese society, there is a form of postcolonial projection of its own undesired qualities onto the non-Chinese and non-Western others, especially Black people. Black people’s struggle against Chinese aggressive racism towards them involved the Chinese’s own dissatisfaction and intolerance towards their own negative cultural traits. With Ash, Charles, Nola and Monica all testifying that the Chinese police and bystanders did not take their side and distrusted their words, it shows that the Chinese choose not to believe what they are capable of in terms of causing grieve and harm to others, especially the people who they deemed inferior. In the cases documented above, it was all Chinese people who acted as antagonists and Black people who were the victims of assaults. Chinese disbelief about Black victimhood reflects a stereotype that Black people must be aggressive perpetrators; and Black victimhood precisely breaks through that stereotype and causes this disbelief. I argue that each racially motivated assault is an experience of introspective reckoning for Chinese people themselves about their racial awareness. But the cost is high, as it decreases Black people’s wellbeing. 
When it comes to the Chinese position and projection in relation to White and Black people, Binxin Zhang (2024, p. 1) notes,
Together with Western/white supremacy, the Chinese also adopted a social Darwinist, competitive world view, using Western modernity as the yardstick by which to rank different peoples and societies in a racial hierarchy. Chinese racism against Africans is thus a projection of a harsh self-judgement. Unlike white supremacy in Western racial thinking, ‘Chinese supremacy’ is often coupled with an inferiority complex.
I agree with Zhang’s (2024) assertion about the racial hierarchy and his analysis is consistent with what I have argued in this thesis. Furthermore, I agree with his understanding that this Chinese postcolonial racial projection is a form of self-judgement “with an inferiority complex” (Zhang, 2024, p. 1). I have argued that it assembles what Western colonialism tends to project on racialised minorities. In the racial hierarchy in which White people are ranked higher than the Chinese, White people, Sautman (1994) notes, are usually considered contributors to China’s modernity. Black people who are classified at the bottom of the hierarchy are often considered passive recipients and burdens that Chinese people are responsible for carrying towards modernity (Sautman, 1994). In other words, Chinese people become the sole judge in evaluating White and Black people’s contributions to China and their respective values. 
This China-centred worldview absorbed colonial ideology about race and racialised people from White colonialists and deployed such colonial ideology to project the Chinese’s won undesirable qualities onto the non-Western others like Black people (Barlow, 1993; Cohen, 2010; Klein, 2012; Wang, 2024; Zhang, 2024). It can only work under the condition that Chinese people understand how their own “uncivilised” “low qualities” have historically brought them wars and genocides, which were due to Western colonialism projected and enacted upon their racialised understanding of the Chinese to the Chinese people (Lan, 2016; Zhang, 2024). In modern China, a discourse and subsequent enactment of these narratives of “low quality” Black people would result in inflicting the same historical damage and destruction to Black people. 
Chinese people proceed to essentialise Blackness and legitimise the enactment of anti-Black racism based on Chinese people projecting their own “incivility” and “backwardness” onto Black people. My participants from North America generally testified that they mistrust the Chinese police, whereas my participants from Sub-Saharan Africa do not share the same sense of distrust. I will attempt to explain this in the next section. 
[bookmark: _Toc195794122]3. Black People’s Non-Monolithic Sense of Safety
Ash: … They hate us, but they don’t have guns to kill us. 
(Ash, 1069-1070)
Ash is from the US. She compared her experiences in both China and her home country. In her statement, Ash highlighted that the key point regarding Black people’s safety in China is that, while anti-Black racism exists in China, in China no lethal weapons are used to enact racially charged extreme violence in a way comparable to gun violence in North American country like the US or Sub-Saharan country like South Africa. This is not to say that China is crime-free. It simply shows that the violence against Black people in China does not involve gun violence. Thus, Black people are not mass murdered in China. Dee testified to similar experiences: 
Dee: In some areas in my country, it was dangerous, like literally life-threatening to be a Black person in certain areas, you know… I’ve experienced something so extreme, and so traumatic. So, when I got here, it’s almost like my skin is so thick, that is like, “oh, really? Whatever.” You can’t compare it, you cannot compare… 
(Dee, 736-742)
Dee is from an African country. She said she had witnessed and experienced racism so extreme that anti-Black racism in China is mild to her. Other Black English teachers of African descent shared the same sentiment, feeling completely safe in China. This is different to American Black teachers, who expressed that they felt only partly safe in China. Omar articulated that Black people’s safety in China was a secondary and unintended benefit created by the Chinese government by ensuring safety, security and stability for all: 
Omar: I, in terms of physical safety, like I feel fine really. I think that that has to do more not with, not with the countries interest in protecting Black people, but just with the countries interest in protecting everyone in terms of like physical safety.
…
I think the only way I wouldn’t feel physically safe is if I got into a fight with a local person and I tried to defend myself, I don't think that anybody would try to protect me or vouch for me in that case. But, in terms of general safety, I mean, I come from a country where, you know, we’re getting shot at in the middle of the streets for doing literally nothing. So, yeah, so, in that sense, I feel safe here.
(Omar, 102-112)
But this physical safety might also clash with how Black people are treated by Chinese people in general and by the Chinese police. As previously demonstrated, Black people are usually framed as the scapegoat for Chinese people’s wrongdoings. This deliberate act of shifting the blame comes across as racist because it sabotages the safety of Black people by assuming they are the perpetrators because of their Black identity. This is the same as the police brutality in the US on the surface because Black people in both societies are automatically considered criminals without evidence. 
Based on studies of policing in the US, it has been argued that police brutality “implies an exception to the rule, a corruption of state power that besmirches an otherwise sound (or at least salvageable) institution of social order” (Rodriguez, 2023, p. 124). Rodriguez (2023) asks: what if police brutality is always state-sanctioned, therefore legal? He argues that police brutality is a leeway for the state to define the line between acceptable and unacceptable state violence in order to legalise all types of policing, even those that include violence and harm caused by police negligence. Historically, police in the US had been deployed as agents of the state-authorised anti-Black racism to protect White supremacists and their colonial possession of Black slaves, thus reproducing the domination and control over Black workers as private property (Rodriguez, 2023). He continues to argue that it is terror rather than brutality that truly realises the power in policing as a modern strategy in enforcing asymmetrical domestic warfare waged against Black and indigenous people in the US (Rodriguez, 2023). To change police terror in the US, as Rodriguez (2023) suggests, is to abolish the reformist ideology which believes policing power is merely a fixable territory of the entire institution. 
Based on Rodriguez’s analysis (2023), the US police terror is beyond what brutality and legality can afford to understand. It means that it has to be framed from a historical perspective in which policing has always been an approach to induce domestic warfare since slavery. The continuous, consistent and constant murders of Black people become the distinctive marker for its colonial origin. As Rodriguez (2023, p. 132) noted:
Confronting anti-Black, white supremacist, and colonial state violence means departing from conversations and debates about ‘brutality’ and developing creative, community-informed, abolitionist solutions to a long historical condition that is only sustainable through the constant creation of asymmetrical casualties, suffering, and mourning.
Rodriguez’s (2023) understanding highlights the colonial nature of police terror in fostering an everyday form of atrocity by reproducing ignorance about Black deaths, which directs the persistent legitimation of police power. In other words, anti-Black policing derives from a colonial terrorism that domestically permeates every aspect of the US state system, whose active negligence and murder of Black lives compels itself to keep rationalising its terror in order to maintain impunity for the colonial state. Sherene H. Razack (2020, p. 3) asserts that “policing is one site where white men and women (as well as those aspiring to whiteness), can enact and consolidate racial hierarchy on behalf of the colonial state with impunity.” Similarly, in African countries like South Africa White supremacy and its associated anti-Black violence, like segregation, labour exploitation and oppression, all constitute its history of policing (Govender and Pillay, 2022). Both the US and South Africa target their Black citizens disproportionately. This is not an issue of individual racist police officers but a systemic colonial logic of control and domination (Govender and Pillay, 2022). 
Although Rodriguez’s, Razack’s, and Govender and Pillay’s studies are not focused on policing in China, they can inform a preliminary analysis of how Black Americans and Black Africans differentiate and compare their experiences under colonial governance in China and in their home countries. Dibyesh Anand (2019) notes that the Chinese domestic oppression against Tibetans and Uyghurs constitutes a colonial administration in those regions. The Chinese nationalist securitisation of Tibet and Xinjiang in order to combat separatism, extremism and terrorism becomes integral to Chinese colonial modernity (Anand, 2019). Anand (2019) highlighted in his research that there is a racialised relationship between the inferior others, like Tibetans and Uyghurs, and the superior Han Chinese people, who are the majority of the population. With the label of inferiority attached to Tibetans and Uyghurs, there is also a claim of their being a source of insecurity and instability, which legitimises the state terror against them. 
Anand’s (2019) analysis of Chinese colonial modernity resonates with my understanding of China’s modernisation process that is heavily informed by its coloniality. He asserts: “An essential ingredient of this nationalism is the idea of China as a past victim of colonialism, hence necessitating a strong and secure state in the present to avoid a repeat of victimization” (Anand, 2019, p. 129). The internal colonisation centres the need to posit the Chinese self as the modern and progressive leader, who attempts to bring the backward and inferior others in the country to modernity in order to perfect its own imaginary. Anand (2019) emphatically deemed the regional control of Tibet and Xinjiang a Chinese colonial project, in which people in both regions become the colonised inferior peoples. Under this colonial project, a police force has been deployed for dominating the colonised peoples, making them dependent on the colonial government. Therefore, Chinese law enforcement, to Anand (2019), is no different to other colonial law enforcement that always intends to uphold the colonial hegemony rather than challenging it.
In conclusion of this section, Chinese society has been functioning on a colonially implanted notion of racial classification. Chinese conceptions of “low qualities” and inferiority are constantly projected onto Black people in order to perpetuate racially essentialist ideas of Blackness and notions of Chinese cultural supremacy. It is also argued that such Chinese supremacy often comes with a sense of inferiority historically caused by Western colonialism. Chinese culture being confined between Western colonialism and its own wish to rejuvenate its past supremacy from imposed inferiority forces Chinese people to develop a colonial modernity (Meinhof, 2017; Zhang, 2024). Black people become victimised under Chinese colonial modernity. Under this colonial projection, Black existence becomes a target of racial classification and essentialisation which perpetuate racism against Black people, deeming them as true representations of an inferior race. Policing Black people then elicits the need to keep Chinese superiority compared to Black people so as to confirm Chinese colonial modern development. 
Both Black American people’s and Black African people’s experiences of safety in China are valid, irrespective of complete or incomplete safety. Their opinions of Chinese law enforcement are informed by their respective experiences of policing in their home countries. The US uses police terror to continue their asymmetrical dynamics in their anti-Black and White supremacist society. African countries like South Africa also deploy police terror for perpetuating the same-old colonial domination of Black people. Both historical backdrops of police terror shaped my participants’ experiences of safety in relation to Chinese society generally and the Chinese police specifically. It shows a non-monolithic sense of Black experiences, even if both groups become victims of the Chinese colonial projections and racial hierarchisations. 
I have argued that although “killability” does not directly entail that Black people face murder in China as they do in their home countries, Black people still have to face traumatising and dehumanising tactics of racial classification from ordinary Chinese people and the Chinese police. The victimisation of Black people in relation to physical attacks and other forms of racial violence reflects a sense of colonial projection of Chinese inferiority onto Black people. It is a continuation of a colonially imposed inferiority onto the Chinese that is violently passed down to Black people. This projection is also shown in how Chinese law enforcement handles racially motivated conflicts between Chinese and Black people when the latter are always used as scapegoats. This enactment of racial scapegoating manifests only under the condition of Chinese modernity attempting to claim higher ranks in racial hierarchies with Black people, consequently maintaining their imagination of a national and racial unity and superiority. 
[bookmark: _Toc195794123]Conclusion 
In conclusion of this chapter, I have first introduced and discussed the racial hierarchy manifested in the personal lives of Black English teachers in order to show this racial classification in wider Chinese society. This racial hierarchy is informed by the concept of colonial temporality. Both structures resonate with each other by placing Chinese people under White people and above Black people. This colonially implanted racial hierarchy denotes the sub-ontological colonial differences of Black people. Both “rapeability” and “killability” mean colonially controlled Black bodies in terms of hyper-sexualisation and superfluousness of Black humanity. Chinese society treats Black people as dispensable objects which permits sexually and racially charged violence against them. Each violent act by the Chinese people reflects the colonially embedded notion of the coloniality of being, whereby Black people are considered sub-ontological beings whose position in the racial hierarchy is located underneath that of Chinese people. Meanwhile, the Chinese themselves have not escaped classification as sub-ontological beings. 
With a colonial modernity established and developed, a colonial notion of the Chinese’s own self-perception of inferiority and sub-humanity, for example, as “low quality” or low Suzhi, was projected onto Black people, forging Blackness as the ultimate target of blame. Black people’s everyday experiences of racism in their personal lives illustrate the extent to which Chinese modernity finds comfort by subordinating and oppressing Black people. Chinese supremacy sustains itself due to its constant blame-shifting and projection onto others, especially non-Western, non-White others like Black people. On the surface, this seems to have eliminated Chinese inferiority, but factually it can reinforce and worsen the historical influence of inferiority because the projection led to an absence of introspective criticism of China’s own racial discourse and racism. 










[bookmark: _Toc195794124]Chapter VII: Resistance against Racism
As much as the research for this thesis has highlighted anti-Black racism and the racial hierarchy in China, it also detected significant practices of anti-racist resistance in both the personal and the professional lives of Black English teachers. Along with racialising knowledge to be taught in China since the arrival of Western colonialism, a racial hierarchy was actively perpetuated by Chinese intelligentsia (Foreman, 2020; Wang, 2024). Blackness is subordinated under both China-centrism and White supremacy. In this chapter, I will discuss three aspects of Black resistance against racism in China. First, I will demonstrate Black English teachers’ resistance to White supremacy and anti-Black racism in workplaces by illuminating how they incorporate a diverse representation of English speakers into their pedagogy. Next, I will examine how their decision to keep their own accents is a from of resistance in the industry of English education. Lastly, I will aim to analyse the forms of resistance in their showing up as authentically themselves in social spaces where their Blackness is not always welcome, and in continuously expressing Black joy. 
[bookmark: _Toc195794125]1. Diverse Representations of Englishes 
Prior to discussing how Black teachers include non-White representations of diverse English speakers into their teaching materials as a form of resistance against racism, I want to restate the importance of the coloniality of being in circulating racial knowledge and the lived experiences in relation to one’ language and linguistic properties. 
The concept of the coloniality of being captures the casual and determinative relation between human existence, language, and knowledge. To teach a language is to teach the knowledge programmed into the language (Wang, 2024). To speak a language means to wield the power bestowed by the knowledge specific to that language (Phillipson, 2017). Mignolo (2003, p. 669, cited in Maldonado-Torres, 2007, p. 242) asserts: 
‘Science’ (knowledge and wisdom) cannot be detached from language; languages are not just ‘cultural phenomena in which people find their ‘identity’; they are also the location where knowledge is inscribed. And, since languages are not something human beings have but rather something of what human beings are, coloniality of power and of knowledge engendered the coloniality of being [colonialidad del ser].
One becomes oneself because of the language one speaks, consequently adopting the cultural perspectives and understandings of other civilisations taught by the given language (Fanon, 2008). The English language is far from neutral in its ideology (Phillipson, 2015). English education in China has historically been deployed as a race-making technology for promoting White supremacy. English education therefore contributes to instructing its hegemonic knowledge and this includes knowledge of people and their races (Wang, 2024). The English language therefore instructs racialisation (Wang, 2024). Wang (2024, p. 6) notes: 
English has also served to produce and demarcate various categories of humans considered more or less desirable to the Chinese society. Those with English competency, as well as the majority of elite intellectuals, were perceived as desirable … This account of racialization and English therefore centers on how English historically produced and translated hegemonic racial power dynamics, revealing that English has been salient in Chinese nationalism and racialization.
Knowledge about the English language itself and English speakers at large as well as people in general are racialised according to its White supremacist ideologies. Thus, since ideas of race are taught in English, ideas of races might be resisted and even eradicated, inter alia, at the stage of English education. 
In order to contribute to eradicating racial ideologies and racist imaginaries from English education, Black English teachers incorporate anti-racist practices into their educational materials by including diverse representations of non-White English speakers. Nancy talked in detail about how she designed her materials in her English classes: 
Nancy: I make sure to expose my students to as much diversity as possible, when it comes to like, teaching materials and things like that. Like what I’m putting together, a presentation, it extends beyond having Black people in the in these presentations, I make sure that there’s a representation of a spectrum of people. I make sure my students see people who look like them in my presentations, people see people…, that they see people who look like me; that they see people with brown skin. That they see people from all walks of life.
(Nancy, 328-334)
A spectrum of different people is necessary for Chinese students to understand diversity and multiplicity in the English-speaking world. It constructs a reality in which White English speakers are not the standard to which people conform. Representations of non-White English speakers therefore become vital in designing a pedagogy that centres inclusivity and diversity. Stuart Hall (1997) maintained that representations are central to producing meanings in the social world. Language disseminates ideas and concepts through a wide selection of representations, like “sounds, written words, electronically produced images, musical notes, even objects” (Hall, 1997, p. 1). Images of different English-speaking people help reimagine what it means to become an English speaker and what English speakers look like. In particular, it can help normalise the presence of non-White English teachers. 
If language constructs meanings, concepts, ideas, and emotionality, as Hall (1997) argued, language education is capable of assimilating its learners and speakers into believing those meanings. If representation is indeed central to how meaning is constructed through language, then representations of non-White English speakers intervene and disrupt the reproduction of a White dominated ELT industry. In Chapter III and V, I demonstrated that Black people in this industry are assumed to be unqualified and unprofessional outsiders who merely attempt to mimic a cultural task designated for White men (Bhabha, 1994). Representations in Nancy’s classes that highlight the authority and ability of Black English teachers, which are associated with qualifications and experience, become key to dismantle the racist assumption that Black teachers are not meant to teach English. 
Nancy is not the only Black teacher among my participants who is aware of the significance of including representations of non-White people, particularly Black people into their pedagogy. In addressing the importance of her Black racial identity in her classroom, Ash recalled that her Blackness only became significant in her elementary school classroom when her students inquired about her Blackness. She remembered that she caught one of her students whispering to another classmate, “why she Black?” (Ash, 450). This question specifically was part of a series of questions about her country of origin, about whether she was from an African country. It sheds light on what Wang (2024) asserts about how China’s English education promotes Whiteness that restricted and limited the Chinese students’ imagination of the world. This promotion continuously solidifies the idea that English is a White language. To combat the idea that Black English teachers are an anomaly in English education and in the perceptions of Chinese people, Ash advocated for using subliminal messaging in English classes: 
Ash: In my lesson planning, it's quite intentional… we will maybe do subliminal messaging. You might do subliminal messaging where we will do something like intentionally choose books to read that include Black kids in it, Black children in it. Or, you know, we might, if we're doing a lesson that involves pictures or imageries on a PowerPoint presentation, we will specifically intentionally show pictures of like animated picture of a Black teacher. 
(Ash, 451-462)
Similarly, even in higher education institutes in China, educational contents produced by White scholars are habitually preferred and centred. Charles, in relation to how his Black identity may play a role in his workplace, testified that, “as a part of representation, I will probably try to push Black scholars’ work to kind of fix that balance, that you know, generational imbalance, I should say, that has existed” (Charles, 309-312). Black American culture becomes the primary source for American Black teachers to design their English classes. In particular, Nancy told me how she incorporated literatures created by Black authors and artists into her daily teaching for her students: 
Nancy: For example, we read To Kill a Mockingbird this past year with my 11th graders, and often, I always try to incorporate Black poets and Black poetry into our…, when we’re doing literature work. Yeah, just because I think it’s really important for students to see that the English language is spoken, and has been mastered by people from…, who look many different ways… 
Zihuan: Can you give me some names of those writers you have covered?
Nancy: Yeah. Langston Hughes, Maya Angelou, Rita Dove, James Baldwin. And that’s just off the top of my head.
…
We actually look at an Alice Walker’s short story with my 10th graders called Everyday Use. And, you know, she writes her characters so that they speak in vernacular, you know. So, at first, it’s always a little bit difficult. So, we have to go through them, “alright, this is…”, and it’s a great way to show them how language is structured, because I’m like, you know, “if there’s an apostrophe, that means there’s a letter missing”, “okay, let’s, let’s go and see how we can explore this”. So, we turn it into a little bit of a puzzle. And they always end up enjoying it, because, so far, I’ve got, I’ve had loads of positive feedback about it, from all of the Black and Brown writers that I’ve included in our curriculum, because these tend to be more modern forms of writing, so the students appreciate that a bit more.
…
Zihuan: Speaking of Black culture, Black pop culture. How are your students responding to you telling them about like pop culture, Black pop culture?
Nancy: They love it. They absolutely love it. So, for summer school… I always use my three days to do a what I like to call, Pop Poetry Class, where I introduce them to like different forms of language and poetry and that, but I do it through pop music. I’ll do things like use a Rihanna song, or use a Beyoncé song or use, you know, an Usher song or Jay-Z song. And then like, you know, and we look at the lyrics, and we break it down, and look at like, the types of poetic language they’ve used. Slang, where the slang comes from, and all of these different things. So, you know, and they always, always love it.
(Nancy, 459-530)
In his Gramsci inspired analysis of the relation between hegemonic powers and the subaltern educators, Kumaravadivelu (2016) asserts that subaltern educators should collectively proposition a critical consciousness that examines their own education at all times for ending the marginalisation they face in the system dominated by Whiteness. Through historical, social, and political relations, subalterns have been suppressed and subordinated under the hegemonic structure. This system has then created several impediments that subaltern educators need to overcome in order to sufficiently dismantle their subordination. One of the hegemonic impositions is to define linguistic expressions “to create a specific conception of the world that suits them” (Kumaravadivelu, 2016, p. 17). In the case of English, White hegemony maintains the construction of a ‘standard’ form of this language, shaping the social attitudes that view White English as the standard. In turn, it perpetuates White supremacy. The specific conception of the world that is dominated by White English hegemony and White supremacy is what Nancy tries to challenge in her classrooms. 
In the ELT industry, textbooks are written centring and showing Whiteness in order to define what should be taught in English education and how (Wang, 2024). For the English language to be considered the language of White people, the hegemony lies in the biased conceptions of White native-speakerism. Black English teachers as subaltern educators might also adhere to this hegemonic ideology in differentiating English teachers in binary terms of native-speakers and non-native-speakers. The actions taken to include English-speaking people with different class, racial, and cultural identities into their pedagogy shows to the students that those who do not belong to middle-class White native-speakers also speak English. Rampton (1990) argues that the distinction between native and non-native English speakers as evaluation criterion for English teachers is inadequate in capturing the expertise and professionalism in English teaching. This precisely confronts the marginalisation of Black teachers by disregarding their qualifications and solely judging their Black race. Actions short of such introspective critiques will only further reinforce marginalisation (Kumaravadivelu, 2016). 
I argue that the reason why White supremacy was maintained in English education was that coloniality facilitated White humanity to be studied, understood, sympathised with, and valued over the humanity of non-White others. The absence of the colonised humanity, especially Black humanity, from English education in China preconditioned Chinese people’s indifference, discrimination, and dehumanisation of the colonised other. English education treats White people as the only people who matter and who possess full humanity, and therefore their culture, knowledge, and language as something that needs to be learnt. For educational purposes, Nancy planned her language lessons with Black literatures and contemporary music. Her Chinese students were reportedly highly receptive to her curriculum as they were given access to different forms of English speaking and writing. A counter strategy of incorporating Black literature and music into China’s English curriculum and thereby humanising Black people becomes a paramount decision of anti-racism. Chinese students learning about Black literature and music normalises the presence of Black English speakers, which humanises Black English teachers as qualified and respectable educators. 
Quijano (2000) asserts that race is a category of coloniality that exists only in people’s epistemes. It means that race is not a biological, tangible reality that can be empirically studied. However, racism that is built upon the classification of races has materialised in the oppression of non-White people. Thus, I argue that resistance against racism must include an epistemological reboot within the education of race and racism. Similarly, in advocating decolonial delinking, Escobar (2010, p. 393) highlights that the actions of challenging and helping deconstruct coloniality must be “from below and from within”. Delinking means to be free of the episteme that only reproduce knowledge that further confines subalternity in the sphere of coloniality (Kumaravadivelu, 2016). Coloniality as an episteme force naturalises and normalises a way of thinking, for example, the idea that English is best taught by White native-speakers and should reserve educational positions only for White teachers (Holliday, 2015; Phillipson, 2017). What Black English teachers did in terms of their incorporating different representations into their teaching materials was to show diversity. Even though they have shown that English speakers are not always White, challenging the preestablished ideas about Whiteness and the English language, their endeavours might still be epistemologically colonial. In this particular context, Black teachers like Nancy teach students about diversifying Englishes to resist hegemonic Whiteness, but it is unclear if they have operated this diversification in decolonial thinking. 
Black English teachers like Nancy, Ash, and Charles resist White dominance in English education by incorporating non-White, especially Black representations into their own designed teaching materials. As I have argued previously, a perpetuation of White supremacy in China’s ELT industry is inevitably a reinforcement of anti-Black racism. Postcolonialism has demonstrated that colonial powers exerted domination over the colonised by controlling the education system, such as English education, to rationalise and justify colonisation. Consequently, it attaches concepts of inferiority to the racialised (Said, 1972; Wang, 2024). Although this “inferiority” was merely the colonisers’ imagination projected onto the colonised subjects, it was still constructed by hegemonic colonial discourses as a material reality for the racialised others (Shin and Kubota, 2008). This colonial education ensures the domination of Whiteness in relation to the inferior and inadequate other races. To resist it, a diversification of presenting English speakers needs to be promoted where the racialised representations are centred. 
[bookmark: _Toc175430312][bookmark: _Toc175431504][bookmark: _Toc195794126]2. Speaking Their Own Accents as Resistance 
[bookmark: _Toc175430313][bookmark: _Toc175431505]In the last section, Nancy disclosed that her past experiences as the only Black student in her school incentivised her to diversify representations of English speakers in her English classes to Chinese students. This, as shown, can be read as a form of resistance against racism in China’s ELT industry. In addition, Nancy highlighted her understanding that the exposure to a variety of English accents different to the received pronunciation could help her Chinese students better navigate life abroad: 
Nancy: When we have to do like listening exercises, I make sure that they hear English being spoken by all kinds of people, not even just native speakers, because they’re not native speakers. So, I think it’s important for them to hear other people who are not native speakers speaking English, because I think it’s also very common to have this idea that if you don’t sound like a native speaker, then your English is horrible. Or if you have an accent, this is like, you know, it’s a bad thing when it’s not a bad thing. I’ve done this because…, also having grown up as…, with my parents being from West Africa, like that has been a big part of my life… My whole family has an accent. They’re soon gonna be out in the world and going to university, it’s important to see like all these different things, all these different aspects, so they don’t feel bad about themselves if they go to school abroad. And, also, so that when they interact with people from these different backgrounds, they have a frame of reference, or at least something where it’s like, “okay, I’ve seen…, I’ve seen someone who looks like this before”, you know?
(Nancy, 340-354)
Nancy’s effort is consistent with her other strategies in its exposure of different English-speaking people to different accents, where the English accents are not confined to those of specific races or nationalities. In other words, not all White native English-speakers speak in received pronunciation. There are many valid regional accents, for example, Cockney and Yorkshire accents in England. Non-native English speakers can also be White and have their own accents, for example, French and Dutch people who are able to speak English might have accents shaped respectively by French and Dutch. Native-speakers can also be non-White and speak in their racialised accents and dialects, for instance, African-American Vernacular English (AAVE). Non-native and non-White English-speaking people can also have their accents and dialects, for instance, Filipino Pidgin English. What Nancy attempted to do was to show her Chinese students that there are countless accents spoken in English, that one does not have to sound like a native-speaker to be deemed as having valid, proficient, and intelligent English language skills. For Nancy, Chinese students need to be exposed to as many accents as possible for their future encountering different people. Meanwhile, they should be reminded that their own Chinese English accent is also a valid form of accent for communication in English. 
Nancy said that there is a misconception that “if you don’t sound like a native speaker, then your English is horrible”. She pointed out that there seems to be a native accent that is encompassing for all English-speakers and learners. Her Chinese students are not native-speakers of English and hence do not speak with a native English accent. Nancy herself does not speak with a standard accent either. She asserted that having a different accent should not be judged as a bad attribute or be regarded as an expression of inability to speak English. Nancy’s pedagogy in teaching her students that keeping their own accents is a form of resistance against the idea of a native or standard English accent. 
Nancy problematised two fundamental myths of the ELT industry: a non-native accent is not a good accent; and one who speaks a non-native accent does not have good English language skills (Luk and Lin, 2006; Phillipson, 2011). It sheds light on three important questions: First, what does a native or standard English accent mean in the ELT industry? Second, how do Black English teachers resist the idea of a standard English accent? Finally, what does this resistance mean in the industry that constantly discriminates Black English teachers and all non-White English speakers? I will explain these questions in the following. 
Here, I want to conceptualise what I call the ‘chosen’ accent to describe a native or standard accent that is prevalent and hegemonic in the ELT industry. I use the term ‘chosen’ for describing two aspects of this accent. Firstly, there is a sense of particularity to this chosen accent, which goes beyond the supposed nativeness or standard, as many English native-speakers’ accents are not taught, or even welcome, in the ELT industry, for example, Scouse or AAVE. Secondly, the accent was decided for the English speakers and learners who are passive recipients of this decision, meaning that they were compelled to make or receive such a decision. In this case, the decision was made by the institution BANA (Holliday, 1994). 
For what I understand as a chosen accent, Holliday (1994, p. 12) defines the ‘British-Australasia-North American’ (BANA) model as the standard and central institution that promotes English education. A standard English accent is thus defined by this BANA-centric model. Jenkins (2000, p. 204) categorises British received pronunciation (RP) and some modified forms of it as prestigious accents. The RP accent was considered prestigious by its White and classist imaginary and symbolism. In other words, the RP accent was chosen because Britain was the place where the English language originated. A British RP was chosen due to its symbolism of representing Whiteness as well as its marker of one’s social class and educational level (Luk and Lin, 2006). Those factors made British RP one of the standard accents for teaching English as a second or foreign language in the global ELT industry. 
There are some native English accents in BANA countries that are regarded as ‘sub-standard’ accents and as pedagogically unacceptable (Luk and Lin, 2006, p. 4). Luk and Lin (2006, p. 4) note that “subjective and emotional adjectives such as “stupid” were sometimes used to refer to regional accents.” Those judgemental descriptions are often deployed for native-speakers of English too. Keys and Walker (2002, p. 301) assert that “while we can talk with a person from Liverpool, England, or Atlanta, Georgia, and identify a ‘non-standard’ accent, we are told to be much less tolerant of speakers who are identifiably Latin American or Asian”. This standard/ “sub-standard” correspondent with prestige and stupidity illustrates a hierarchy of accents, which is also informed by social class, regional, national, and racial identities and the associated discriminations. 
Other scholars have elaborated that the North American accent and British RP are often chosen to be mixed together as the standard accent for teaching English (Litman, 2022; Jin, 2005). Litman (2022) additionally notes that an American Southern accent is also stigmatised with a lower-class type of discrimination, meaning that a standard American accent has been held with higher regard. Their definitions of a standard English accent are not mutually exclusive. Rather, they are aligned with my conceptualisation that a chosen accent has to represent Whiteness and social class. Therefore, I argue that British received pronunciation and a standard American accent are the chosen accent in the ELT industry. Its position as an aspirational feature that shows prestige renders it heavily charged with racial and social class discriminations. People who speak English as a second or foreign language have accents, like Nancy’s students, because they speak their own first and native language. To invalidate their English language skill by their supposedly ‘sub-standard’ accent is to enforce a form of language subordination or linguicism (Luk and Lin, 2006; Phillipson, 2018). The chosen accent becomes the most desired form of English speech that English teachers are expected to instruct (Henry, 2020; Litman, 2022; Rosa and Flores, 2017). The accent’s position being associated with Whiteness and bourgeois class, the expectation that it is taught to maintain White superiority (Esch et al., 2020). 
Coming back to the first question I raised above, the chosen accent is established on the basis of BANA countries and became accepted as a standard from which all other forms of speaking English were subsequently understood to deviate. Correspondingly, acquiring the chosen accents becomes an industrial standard for all teachers, especially for non-White teachers and teachers whose nationalities are not amongst the seven main English-speaking countries. The chosen English accent is an asset; it functions as a representation of Whiteness that can assist non-White English teachers in being employed. To speak the chosen accent, which sonically sounds like the native English accents, grants the speakers proximity to Whiteness, hence enhancing perceived competence in the English language. As a result, efforts to speak in the chosen accent for obtaining employment essentially reinforces White domination in English education. Under this White dominance, anti-Black racism still functions to maintain Black inferiority and inauthenticity. 
Nancy talked about English accents in relation to her Chinese students’ accents, her parents’ African accents and a wide range of ‘sub-standard’ English accents exemplified in her classes. Those accents were considered ‘bad’. I argue that a bad accent could be any accent deviant from the chosen accent the ELT industry promotes. Judging a ‘sub-standard’ English accent to be a bad accent primarily puts the chosen accent on the ‘good’ side. Who has the authority to judge whether an accent is good or bad? White supremacy has the authority in the ELT industry to judge if a “sub-standard” accent is bad (Holliday, 1994). Chinese people in China’s ELT industry uncritically accept that judgement and proceed with it. As mentioned previously, Rangan et al. (2023) noted that accents reflect the geographical, political, and racial identities of the speakers. Those identities can be hierarchical, and accents are classified accordingly. The chosen accent decided by the BANA model occupies the top of the accent hierarchy and represents Whiteness, which is widely promoted by the ELT industry (Holliday, 1994). Chinese and other “sub-standard” accents are less desired, subordinated under the chosen accents. Again, this hierarchy mirrors the racial hierarchy discussed in Chapter V. 
Precisely because Whiteness is the default, the norm, and the invisible condition for all teachers of English, and the system is transforming itself constantly in order to continuously perpetuate White dominance, non-White English teachers are compelled to learn the chosen accents and conform to the standard. By upholding the White hegemonic system, the chosen accents are favoured over other “sub-standard” accents. The language education business inevitably grows as the students are taught to aspire to eventually talk like native English-speakers from the BANA countries. In answering the second and third questions raised above, to resist speaking the chosen accents can then be seen as enacting resistance against White dominance. When Black English teachers do not conform to any monolithic ideas of accents but keep their own accents, they can be seen to resist. 
In resisting conforming to the chosen accents, Snohh testified: 
Zihuan: Do you feel the need to change your own accents when it comes to teaching?
Snohh: No, no. I never changed my accent. You know what? That's not even a silly question. That's actually a good question. Because my husband, he's also Black American. And he, okay, but he is from Mississippi. But he grew up in a military family. So, he lived in Germany, he lived in Texas, he lives in different places. So, he doesn't have an accent like I do. And so, you know, when we first met, and like, later on, he was telling me like, “oh, you should put on your, you know, your White people voice”, basically. And I just don't, I just don’t because I feel like, that's a lot of work. And I'm at work like eight hours a day. If I have to put on a fake accent eight hours a day. Oh, my gosh. That is mentally draining. And I just can't. So, I, you know what, that's something I also do. I make it a point to make you learn that different people sound different. And sometimes I'll even pointed out like, “Hey, I'm Miss so and so over there. Where do you think she's from?” “She's from England.” “Yes. She's from England, because she, she has the accent. You can hear it. You can hear it.” I'm from Mississippi, and in America, we have all different kinds of accents all everywhere, all everywhere. But I am specifically from Mississippi. “And do you know anybody else that maybe sounds like me.” “Yeah, miss so and so.” “Yep. She's also from Mississippi.” You know, I don't I definitely don't.
(Snohh, 443-460)
Snohh emphasised that she is from Mississippi, USA. She has a Mississippi accent that she refuses to tone down or code-switch to other accents like a ‘White people voice’. It would be exhausting to speak another accent for the entire day at school. She also made a point that one of her colleagues was from England and she had a strong English regional accent, ensuring that her students understood that both the Mississippi accent and the English regional accent were different but equally acceptable and valid accents for English teachers. What was implicitly conveyed in Snohh’s observation and articulation was that she was able to keep speaking her own mother tongue. I interpret this as an act of announcing her own differences in an environment where homogeneity of English teachers is encouraged. Snohh’s accent marks her unique existence in her school. Her decision not to change her accent is a challenge to the status quo and conveys that she does not surrender herself to adhere to the White supremacist system of the ELT industry. 
Many American Black teachers I interviewed testified that they were not particularly pressured by the school to speak the chosen accent, as their nationality might have given the school management a sense that they already have the chosen accents. However, for African Black teachers, they were asked to pretend to be American teachers. Anna remembered: 
Zihuan: Have you ever been required to adapt to those American ways of speaking, like try to drop your own accents or? 
Anna: Of course! when you have to go in as an American, you have to sound more American. I don't know what it sounds like, honestly. But um, like, I know some of my friends that have literally altered their way like, their tone, their speech, but I don't... The sound... But I never had that encounter for me to say, to change the way I speak. They just say change. You just told him you're from America. That's all they didn't say change the way you speak. But some Yeah, they do require you to do that, but I haven't I haven't quite been in that situation. 
Zihuan: OK, so, some of your friends have encountered where they are asked to adapt to this…
Anna: Yeah, either you have to adapt to the English kind of way of speaking, or you have to talk to more American way of speaking with it's from... I don't know, either state in America. Yeah.
(Anna, 303-313)
Anna refused to sound like the chosen accents spoken by American teachers. What Anna pointed out was that she personally was not as compelled as her friends to pretend to be American and to speak the chosen accent. American Black teachers like Omar recognise that they have privilege being American in China’s ELT industry, as they already speak in an American accent. However, African teachers are asked to become like American teachers. American Black teachers are ranked higher in desirability and validity than African Black teachers due to the ideal of American English. 
Black English teachers’ nationalities have a significant impact on how they experience racial oppression according to the racial and linguistic global hierarchies consolidated by the BANA model of English education (Holliday, 1994; Phillipson, 2017). This illustrates how Black experiences of racism are multifaceted. In light of this, both Snohh and Anna, though from different countries, shared the same sentiment about what the chosen accent or a ‘White people voice’ should be. This chosen accent seems to be a caricature based on what is supposed to be the multilingual reality of the BANA countries. An imaginary of the chosen accents, like American accents, occupies the position of the most prestigious and desired accents that perpetually upholds English and White dominance. Blackness in the ELT industry consequently faces the hegemonic oppression by the chosen accents initiated by the BANA apparatus that is essentially only interested in spreading White English speech and education. 
In summary of this section, I argued that keeping one’s own accents is a fundamental way of resistance against racism. It signifies one’s difference from the mainstream idea of what the chosen accents should be. English teachers, especially Black English teachers, are compelled to adopt the chosen English accent that the ELT industry promotes. This chosen accent, which is based on the BANA model, has largely enjoyed a superior and dominant position amongst English accents. For Black English teachers to speak their own accents and not adhere to the hegemonic force of the chosen accents is in itself a form of resistance. It further highlights their Blackness and otherness in an industry dominated by Whiteness and people who aspire to Whiteness like Chinese people. Speaking a “sub-standard” English accent signifies their uniqueness and marks their presence in an environment where homogeneity is encouraged. I argue that Black English teachers who refuse to speak the chosen accent thus resisting White hegemony in their English pedagogy ultimately protect what they believe to be effective education of the English language. In doing so, Black English teachers also resist the dissemination of the chosen accents and an imaginary of what White English sounds like. 
[bookmark: _Toc195794127]3. Black Joy as Resistance 
In the last two sections, I argued that the diverse representations of non-White English speakers and speaking one’s own accents are forms of resistance against the racialised English education where Whiteness is desired the most. In the previous chapters, I argued that Black people in China are hierarchised under White supremacy and China-centrism and suffer racism shaped by coloniality. Black joy, the expression of radical happiness in difficult conditions (Sobande and Amponsah, 2024), functions as a form of resistance against racism in China. In this section, I will draw upon JB’s experiences to illustrate that Black joy challenges anti-Black racism and the racial hierarchy in China. 
JB: If it's us, it's loud, it's laughing, its vibe, you know. And so, there's lots of laughter, there is a lot of laughter. So, if you've got a whole table of 20 girls, and most of them are Black, you must expect that people are going to be laughing, laughing, singing, dancing. So, I think people look on with interest, “what this is about?” You know, when people are happy when it's a birthday, you know, we are glamorous, we are extravagant with everything you do. I might not be, but the people that I'm with, they are here to turn up and have a good time. So, I think there's a, there's different aspects, there's an aspect of interests, like of interests of admiration of, you know… But like, but you can tell, so if we are just, you know, singing a song, or they [are] playing a song or somebody starts singing a song, there are people that smile, and they stare. And they just like, “man, the energy”, you know. A lady walked up to us, and she be like, “no, you guys are amazing. I love the energy, love your colours, love you this stuff, blah blah”. And then you get the others that it's just like it's a fake smile.
(JB, 211-223)
JB described how she and her friends would dress up glamorously for brunch or birthdays at luxury hotels in Shanghai. They would attract a lot of attention when they were enjoying dancing and singing together. JB speculated that some Chinese people were curious about what was happening in their group of Black people, whilst some were just faking a smile. In contrast to how loud JB and her group of friends were according to JB’s description, other Chinese people were quiet and sitting around with a fake smile. This implied that social spaces did not feel particularly safe for hosting Black joy. 
Ingerbretson (2017) notes that being loud is a trait and behaviour of ‘low quality’ or low Suzhi people. She argues that in Huangshan city, people who are inadequate in Suzhi, are described to be ‘Cu’, coarseness. Ingerbretson (2017, p. 253) contends that “to be cu is to be loud: to clomp one’s feet when one walks, to set things down heavily, to eat noisily, to speak in a loud voice without modulation based on context, to laugh loudly, to listen to loud music, and so forth”. Brady (2022) documented identical descriptions of ‘low quality’ and coarseness: “the ‘coarse’ behaviors indicative of low suzhi share the quality of taking up space: being loud, spreading out, eating messily and spitting in the street”. Lan (2016) notes that Chinese anti-Black racism has an element of judging or presuming Black people are ‘low quality’ people. Thus, it is inferred that Chinese people confirm their anti-Black racism by seeing Black people enjoy themselves and being ‘loud’. Certainly, JB did not find her and her friends to be inappropriately loud. But it is also not to deny that she felt the microaggressions from those fake smiles from Chinese people. It is highly possible that they thought this dancing and singing was ‘low quality’ behaviour, especially in an expensive hotel. 
What JB described as ‘loud’ and laughing, according to Okello (2024), is a way of including Black people in the category of soundscape. Black people are viewed as ‘low quality’ people who produce noise in any given location. Okello (2024, p. 4) notes that Black people are often “objects of aversion to the public and in need of control”. The fake smiles were merely signs of disapproval towards the enactment of joyful moments. Black joy, in this sense, also becomes an object that needs to be brought under control. To express joy during constant lockdowns in Chinese society, where anti-Black racism is rampant, is to resist that control. The dances and songs JB and her friends enjoyed were exactly “cultivated as a particular adept mode of resistance” (Li and Steele, 2019, p. 825). Black joy therefore becomes a radicalised resistance against the imagination of Black people as only noisy figures in need of taming. This particular insistence and persistence of feeling and expressing joy without a safe space for Black people becomes a radical imagination of “memories of resistance, trauma, survival, love and cultural modes of expression” (Dunn and Love, 2020, p. 191). This is evident in JB’ testimony: 
JB: There's so much, because there's so much anger and so much…, so, so much that is not understood about the journey of Black people throughout the history. And, you know, I mean, how many hundreds of years of slavery, the story of Africa is so much information that people don't have, and so much that people don't understand.
(JB, 238-242)
Blackness in itself has always been regarded as unwelcome and a threat to societies. Hence, resistance is a necessary element of being Black. As Love (2019, p. 120) notes, “Black joy is a celebration of taking back your identity as a person of colour and signaling to the world that your darkness is what makes you strong and beautiful.” Joy derived from resistance by living as a Black person becomes a sign of embracing the full humanity of Black people themselves. As previously stated, Chinese society has deep-rooted anti-Black racism. Black people are simply unwelcome. This means that the anti-Black racism in China does not allow safe spaces for Black joy to thrive. Resistance against that oppression deepens when Black people find and create joy. 
Camp (2002, p. 536), in her historical investigation of how resistance brought pleasure amongst enslaved Black women in 19th century, notes: 
Viewing resistance other than organized rebellion or running away as only partial or even as cooperative distracts us from interesting and important possibilities for understanding black politics during slavery, such as the hidden, everyday acts that help to form overt resistance.
Indeed, resistance does not always derive from an armoured uprising against the dominating power. It can involve exactly everyday activities of pleasure like dancing, drinking alcohol, performing music, and courting (Camp, 2002). This historical record of everyday resistance against racism can find its similarities with the current cultural events of Black joy. In her journalistic report, Pham (2021) notes that Black joy encompasses Black people’s ability to shine and live fully, which is an act of resistance against White supremacy. Combs (2023) understands that Black people claiming a space that is gendered, racialised, and classed is to combat against the intersectional oppressions exercised in that exact space. For JB and her Black friends, and many other Black people in China to claim their space in public is an everyday radical act of resistance against racism. 
In this section, I concluded that Black joy can be created amongst Black people themselves in China, although Chinese society does not welcome them. JB’s testimony shows that Black joy matters, and it attracts unwanted and often hostile attention. Chinese people’s disapproval shown in fake smiles about the laughter of Black people signified that Chinese people made judgements about the presumed ‘low quality’ of Black people. This social space was not made safe for Black people. However, they still insisted on finding and expressing joy. This act of creating joy then challenged an anti-Black public sphere and enforced a sense of being out-of-place for Black people. Their joy is a strong and powerful statement to the racist system which demands Black obedience to be mere subjects of oppression. It consequently invites discussions about how racialisation of Blackness interacts with a sense of social and national belonging in China. 
[bookmark: _Toc195794128]Conclusion 
In conclusion of this chapter, resistance against anti-Black racism can be found in Black English teachers’ designs of diverse representations of English speakers to their Chinese students. It enacts a dissemination of knowledge about what English speakers should look and sound like, which should not be White only. Their insistence on speaking their own accents and not conforming to the chosen accents is a form of resistance. It is against the norms set by White hegemony in the ELT industry, where the chosen accents designated by the BANA model dominate educational practices in teaching English. By doing so, Black English teachers themselves become examples of what English should sound like in reality, and not some caricaturised White English speech. In showing up as Black authentic selves, JB’s story tells how she and her friends find joy during the lockdowns of 2022 in Shanghai. Her experiences reflect that social spaces in China tend not to allow room for Black joy. This can be traced back to how oppression manifested in judgmental ‘low quality’ narratives forbids safe spaces for Black joy to exist. Under this condition, Black people creating, recreating, feeling, and expressing joy become forms of resistance. All three types of resistance documented and discussed in this chapter are examples of how resistance is rooted in Black humanity. The anti-Black racism in Chinese society then collaborates with White supremacy and China-centrism, and Black resistance has to contend with both forms of oppressions. The aim of Black resistance is thus not only White supremacy, but also Chinese society, which perpetuates White supremacy.








[bookmark: _Toc195794129]Chapter VIII: Conclusion
This thesis has investigated anti-Black racism in China by centring the experiences of racism of Shanghai-based Black English teachers. Previous empirical research provided valuable resources for understanding anti-Black racism in China by focusing on the historical events of campus racism in Nanjing and the ongoing racial separations and interactions in Guangzhou (Lan, 2016; Sautman, 1994). Existing work on China’s ELT industry, especially in Shanghai, evidently demonstrates that this industry remains one of the most fruitful sites for researching racialisation and racism in China (Lehmann and Leonard, 2019; Wang, 2024). My thesis stems from the contributions of these previous studies by examining how anti-Black racism manifests in China’s ELT industry in Shanghai reveals racism and racial ideology in wider Chinese society. 
I will explain my findings and contributions in this concluding chapter. First, I will report in detail the key findings of each chapter. Then, I will demonstrate the arguments and claims central to my thesis. Finally, I will show how my findings contribute to the theoretical, methodological, and empirical development of the sociology of race and racism, China studies, postcolonialism, and decolonial studies. 
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After I introduced my thesis with my personal motivations and a brief overview of what components are in this thesis, I, in Chapter II, critically examined and reviewed literatures relevant to my study. I focused on historical-sociological theory of racial discourse in modern China, English education and the ideas of race, and empirical studies of campus racism in 1980S China, cyber racism prevalent on the Chinese internet, and the current African diaspora community in Guangzhou (Cheng, 2011; Dikötter, 1992; Lan, 2016, 2019, 2022; Leonard, 2018; Sautman, 1994; Sullivan, 1994; Wang, 2024). I emphasised that previous research focused either on White English teachers in Shanghai, or on Black African people in Guangzhou. My thesis has extended and synthesised previous research foci by closely examining the potential connections between anti-Black racism, China’s past history of colonisation, and the global coloniality. I have provided novel insights by investigating a previously ignored area of study, that is the experiences of Black English teachers who live and work in Shanghai. 
Following the foci designated for my thesis, I deployed decolonial theories, postcolonialism, Black feminism, and intersectionality to construct the theoretical framework vital for analysing my data (Collins, 2009; Crenshaw, 1991; Essed, 1991; Bhabha, 1984; Mignolo, 2021, Quijano, 2000). In Chapter III, I offered a theoretical framework that incorporated decolonial and postcolonial theories in an attempt to understand racism in Chinese society. It is underpinned by my disagreement of Dikötter’s historical narrative that China was not a former colony and that racism thus has no association with Western colonialism. I extended this criticism by including decolonial theory to define the origin and key manifestations of racism and coloniality in modern societies. In developing an understanding of racial hierarchy in China, I resorted to Meinhof’s (2017) conception of colonial temporality, which is based on the coloniality of power (Mignolo, 2008, 2021; Quijano, 2000). I also included postcolonial literature to define the instrumental role of the English language in spreading and perpetuating the detrimental influence of colonialism (Adrian, 2015, 2018; Bhabha, 1984; Kumaravadivelu, 2016; Pennycook, 2002; Phillipson, 2017). Moreover, Black feminism and intersectionality scholarship have provided key conceptions for understanding the experiences of my participants (Collins, 2009; Crenshaw, 1991; Essed, 1991). These two theories operated within an anti-essentialist approach by centring experiences of anti-Black racism of Black English teachers in different locations and countries. I intended to not focus on research unites of nations and nationalities that limit the participants’ understanding of their own experiences of racism (Duara, 1995). I put great emphasis on the location in which racist encounters happened. Therefore, incorporating Black feminism and intersectionality into my theoretical framework is not constrained by methodological nationalism. This theoretical framework is the first cohesive, encompassing, and synthesising theoretical device developed for theorising racism in China. 
In order to better capture the anti-essentialist viewpoint from my theoretical framework, I decided to centre my participants’ subjectivity as well as my own in designing methods and methodologies of this thesis. This PhD research is thus conducted in the framework of phenomenology with a social constructivist paradigm (Burns et al., 2022), which was entailed in Chapter IV. I decided to deploy semi-structured interviews and diary study because I sought to investigate the experiences of racism lived by Shanghai-based Black English teachers. The travel restrictions during the pandemic forced me to use online videoconferencing platforms to conduct my research. It has emerged that using online methods via video calls for researching racism did not sabotage the quality of the data collected, but helped capturing the participants’ own stories, experiences, and feelings in regard to racism in China (Kallio et al., 2016; Turner, 2010; Quartiroli et al., 2017; Weller, 2017). My positionality – a Chinese national, a researcher from a UK higher education institution, and a person of colour who has experiences of coloniality and anti-colonial aspirations – have all contributed to how this project was conducted. It is then important to state that the core of this research is anti-racist and anti-colonial, emphasising an opposition to White supremacy, China-centrism, and native-speakerism. 
As a result of using semi-structured interviews, I have collected a wealth of data extremely relevant to my thesis. My data analysis commencing with Chapter V sets out from the argument, put forward by scholars such as Phillipson (2017) and Tupas (2022) that the global ELT industry is controlled by native-speakerism. I have found that China’s ELT industry is no exception in this regard. Under this ideological marketisation, White English teachers and the associations between Whiteness and the English language are reimagined, popularised, and reinforced by schools, students, and the students’ parents in China (Wang, 2024). The notion that White teachers are the best at teaching English has become the dominant ideology in China’s ELT industry (Phillipson, 2018; Wang, 2024). This has caused Black English teachers to be devalued, disrespected, and dismissed in the job market regardless of how their qualifications compare to those of their White colleagues. In particular, native-speakerism has subscribed to the conviction that the British-Australasian-North American model of English education is the most authentic and authoritative (Holliday, 1994). It has also reinforced the notion of White countries, White people, and Whiteness as authentic representations of the English language (Holliday, 1994). This is manifested as nationals of the seven English-speaking countries – the US, the UK, Canada, Australia, New Zealand, Ireland, and South Africa – are privileged in obtaining work visas in China. This consequently constructs a hierarchy of desirability, authenticity, and authority in teaching English. White teachers are placed on top, Black English teachers are placed last. 
This hierarchy of desirable English teachers is essentially a racial hierarchy. I have found, in Chapter VI, this hierarchy of English teachers in the ELT industry reflects and foreshadows a much more deep-seated racial hierarchy in wider Chinese society. This racial hierarchy is informed by the conception of the colonial temporality (Meinhof, 2017).  This temporality denotes a linear timeline on which different cultures and people are ranked based on their modernisation stages. The West claims to have achieved true modernity and places itself at the end of this timeline, other cultures and people who have not achieved that modernity should therefore “catch up” (Mignolo, 2011; Lucy and Turner, 2020). This horizontal timeline ranks cultures and people in what is essentially a racial vertical hierarchy in which racialised people are classified. In China’s racial ideology, Chinese people are placed under White people and above Black people. It ranks Western modernity ahead of Chinese modernity and the rest of the world. Within this racial hierarchy, Black people in China are oppressed and marginalised by both White and Chinese people. Blackness becomes the ultimate inferior identity. 
Following the fundamental premises of the colonial temporality in Chapter V, it is clear to me that there is a racial hierarchy in China that is consistent with a colonial blueprint of the racial classification. I argued that it is a consequence of sub-ontological colonial differences (Maldonado-Torres, 2007). In this sub-ontology, Black people face “rapeability” and “killability”, which means hyper-sexualisation and the threats of racial violence (Maldonado-Torres, 2007). My participants reported stories of being sexually and racially harassed and assaulted. These incidents reflect the sub-ontological perceptions of Black people and Blackness present in modern Chinese society. Based on this racial hierarchy, Chinese people’s undesirable human qualities and virtues are projected onto Black people and Blackness, who are made out to be inferior, backwards, and uncivilised (Sautman, 1994; Shih, 2013). This projection comes from a Chinese worldview constructed upon a colonial ideology of races and racialised people. Black inferiority in China is derived from an inferiority imposed onto Chinese people themselves by colonialism (Shih, 2013; Zhang, 2024). I emphasised that Chinese colonial modernity has been the hidden motivation in producing colonial projections and a racial hierarchy that targets and victimises Black people. 
However, those brutalisation, victimisation, and dehumanisation of Black people in Chinese society have not diminished the encouragement in resisting racism by Black English teachers. In Chapter VII, I first discussed how Black English teachers sought diverse representations of Englishes spoken by different people to stimulate much broader imaginations about non-Chinese, non-Western, and non-White others in the English-speaking world. This diversification is one of the humanising and positive representations of different groups of people. It contributes to the task of humanising Black people themselves. Resistance against racism is then materialised in reading, seeing, and listening to different people and their speeches in English. 
Second, during Black teachers’ classes, one’s accent was brought up as an important identifier of one’s race, class, and nationality. It seems to denote one’s authenticity and authority in English-speaking spaces. I discussed how BANA countries, which are consistent with the seven main English-speaking countries, selected and designated their accents as the standard of the ELT industry (Holliday, 1994). Consequently, accents become attached to nationality and are eventually racialised (Key and Walker, 2002; Luk and Lin, 2006). The White race claimed monopoly on the accents to be regarded as the standard and ideal (Esch et al., 2020). To speak a “sub-standard” accent in English classes and in daily lives is a form of resistance against racism and not surrendering to White supremacy prevalent in China (Ahmed, 2012; Drabinski, 2019; Fanon, 2008; Luk and Lin, 2006; Wang, 2024). Lastly, expressing Black joy in a space that is often hostile towards Black people can, I argue, be read as a form of resistance. Black people with traits of laughing and playing music loudly are often considered “low quality”. Black joy, in Chinese social spaces, could be judged as “low quality” and an objection to public decorum, which therefore should be disapproved of and controlled. But Black joy was never to be controlled. Anti-Black racism manifests as disapproval of expressions of joy from Black people. In this circumstance, every Black joy expressed is anti-Black racism resisted. 
[bookmark: _Toc195794131]2. Methodological Implications 
This thesis sought qualitative research methodology with online semi-structured interviews on video-conferencing platforms to study racism in Chinese society. Methodologically, my experiences of fieldwork, data collection, transcribing, and coding have summarised three implications for developing cohesive and holistic approaches to understand racial ideology in China. These three methodological implications further elaborate what current methodological discussions have already developed but with a special focus on Black people in Chinese society. 
First, in understanding Black English teachers’ experiences of racism in their professional and personal lives, a flexible schedule of interviews should be adopted. I understood that Black English teachers just like every other teacher in China face an extensive workload in schools. Their responsibilities include teaching classes, taking care of students academically and often emotionally, designing educational materials, communicating with students’ parents, cooperating with colleagues, and promoting English education in marketing strategies. Although their workload is not as dominating daily lives as that of Chinese teachers, and not as burden-free as that of their White colleagues, Black English teachers still have to organise their time largely according to their working hours. So, scheduling a time to interview Black teachers becomes a both spontaneous and constraining task. Conducting a diverse range of qualitative methods then becomes almost impossible given Black teachers’ busy workload. Conducting research with Black teachers should be mindful of their work-life balance as well as the diligent nature of their employments. This means that methods such as diary studies and focus groups should be reconsidered given its time-consuming nature in response to the sensitivity of the topic. 
Second, I want to highlight that semi-structured interviews on videoconferencing platforms are beneficial in eliciting life stories and memories of experiences of racism from Black English teachers. Speaking of experiences of racism often triggers negative emotions and traumatic memories, a calm and safe space and a distance from the interviewer who is often a stranger demonstrated its strengths in building rapports with Black teachers. I used videoconferencing platforms to conduct the research, as previously mentioned in the thesis, was because of the global pandemic and traveling restrictions. I suggest that conducting research about racism online with videoconferencing platforms should be considered even in non-pandemic times precisely due to its distance to the interviewer in a safe space of the participants’ choices. A safe space is incredibly important in eliciting experiences and stories of racism. Online interviews should be understood as one of the primary methods in approaching participants for understanding experiences of racism. 
Thirdly, with an understanding that racism is an epistemological phenomenon with material effects in daily lives, interview questions designed for researching racism shall include ideological, discursive, and epistemic categories and terminology for eliciting information and creating knowledge of racism. Words such as racial discrimination, microaggressions, overt racial aggressions, White privilege, Blackness, and Black racial identity might be scholarly jargons difficult to understand. However, they are understood with no issues by my participants as Black people do not necessarily need academic knowledge to know what these vocabularies mean. Their lived experiences of racism have informed them the meaning of these words embedded in theory. Granted, a couple of my participants raised questions about certain words like microaggressions. But it is not coming from a lack of knowledge, but more likely to build confidence in understanding these words accurately and contextually. With ideological terminology already incorporated in interview questions and processes, it has facilitated the coding of the interview data quite straightforward in discovering theoretical categories for further analyses. So, I encourage subsequent studies planned to conduct with Black people and people who experience racism do not shy away from using ideologically heavy words that describe raciality in interviews or other research methods. 
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On the basis of these insights, I developed the four main arguments of my thesis. 
First, Chinese English education is deeply discriminatory against Black English teachers in practices, ideology, and pedagogy. This reveals the racist reality in wider Chinese society. I disagree with existing research that only identifies native-speakerism neo-racist because this racism manifests characteristics identical to the racism that originated in the 16th century (Holliday, 2015; Mignolo, 2021). Native-speakerism perpetuates White supremacy, which results in disproportionately disadvantaging non-White English teachers. In China’s ELT industry, the global native-speakerist ideology controls the marketing strategies, recruitment processes, employment, working conditions in schools, and salaries. One clear manifestation of this infiltration is anti-Black racism. Black English teachers are devalued in comparison to their White colleagues merely because of their racial identity, even if Black teachers are better qualified than White teachers for their positions. In the ELT industry, a hierarchy of desirability of teachers was evident, which consists of White native speakers on top, White non-native speakers second, Black native-speakers third, and non-White non-native English speakers last. 
Often Black teachers have to endure discrimination and prejudice in workplaces from both White colleagues and Chinese managers. The Chinese government has designed visa policies to favour those from the seven main English-speaking countries, which, symbolically, are White Anglophone countries. It further systematically disadvantages Black teachers. Native-speakerism therefore enacts racism against Black English teachers by reinforcing White hegemony. It aligns with the global force of White supremacist discourse and practices that continuously victimise Black people. Racism in China’s ELT industry directly reflects racism in Chinese society. Anti-Black racism in Chinese society tends to parallel anti-Black racism in other countries in terms of racial hierarchies. Black people are always placed at the bottom and White people on top, other groups of racialised people are placed in between. China in this case is placed in the middle (Meinhof, 2017). 
Hence, this brings me to the second argument, Chinese society is an anti-Black society that derived from a notion of colonial temporality and racial hierarchy. Black people are victimised and targets of racism because their racial identity is viewed as inherently inferior and uncivilised. It is associated with how Chinese people view themselves in relation to White people and Black people. There is a sense of colonial temporality available to the Chinese imagination and judgement of which cultures are respectable and which are not. This notion of temporality tends to drive the evaluation of cultures and different groups of people based on their stages of modernisation on a linear timeline. The closer they are to “catching up” with Western modernity, which is the end of this linear timeline, the more humane they are, the more respectable they become (Mignolo, 2011). The cultures and people who cannot catch up become backward, primitive, underdeveloped, and undeveloped. The Chinese are ahead of the rest of the world, but behind the West (Meinhof, 2017). This is essentially the construct of a temporal hierarchy with Western modernity on top, Chinese modernity second, and the rest of the world last. The explicit racism my participants experienced in their personal lives expresses this notion of racial hierarchy in China that resonates with this colonial temporal hierarchy. Hence, anti-Black racism in China tends to resonate with globally visible racial hierarchies prevalent since the 16th century colonisations of the Americas (Mignolo, 2021). 
Third, anti-Black racism in Chinese society is deeply colonial because the colonial temporality is rooted in Chinese modernisation narratives and ideologies. Chinese society has been a postcolonial society since the First Opium War in the 1840s. In this colonially constructed mindset, racism becomes the justification for dehumanisation. Specifically, a sub-ontological colonial difference was implemented to distinguish the colonised from the colonisers. The colonised are sub-ontological, which means that they are subhuman. To subhuman, murders and rapes are justifiable measures (Maldonado-Torres, 2007). Black people are believed to be killable and rapeable because they are deemed subhuman to such an extent that they can be treated with the most unethical actions that otherwise existed in colonial wars, ethnic conflicts, and genocides. In their daily lives, Black people in China face hyper-sexualisation, objectification, and dehumanisation and are made completely superfluous. All these aspects of dehumanisation derived from how Chinese people were treated historically. In other words, Black people are treated unethically by Chinese people because Chinese people were treated unethically historically. Chinese people projected their unwanted and undesired qualities onto Black people so as to justify their racism against Black people. It is merely a repetition of how Chinese people suffered from colonial projections from White supremacy that labelled them as threats, dangerous, uncivilised, and backward. Postcolonial projections in this case become the way Chinese people inflict and rationalise their enactments of racism against Black people. Therefore, anti-Black racism in China is a result of postcolonial projection, a manifestation of coloniality. 
Lastly, based on how anti-Black racism derived from colonialism and coloniality present in modern Chinese society, I argue that Chinese modernity is also deeply colonial. My participants, in their testimonies of how they encounter racism in Shanghai, often regard Shanghai as the most developed, most Western, and most modernised city in China. They found it difficult to understand how a city so modernised can still harbour such deep-seated, harmful, and explicit racism against Black people. I propose that it is precisely due to modernisation in Shanghai, which has come proportionately closest to Western modernity, that its coloniality has also reached the same level. In other words, the reason anti-Black racism in Shanghai is so rampant is exactly due to its level of modernisation, if we take anti-Black racism as a manifestation of coloniality, and coloniality being the darker side of modernity (Quijano, 2000). This means that Chinese modernity is colonial in essence. Coloniality is the narrative driving Chinese modernisation going forward. During this process, the racialisation of Black people has been continuously informed by anti-Black racism in other postcolonial societies. Racial awareness and imaginations are controlled by coloniality, thus anti-Black racism in China exhibits colonially implanted characteristics. 
[bookmark: _Toc195794133]4. Contributions 
These findings and arguments have allowed this thesis to make several important contributions. 
My thesis makes four contributions that produce knowledge about Chinese society in relation to racism and racial ideology. First, it has emerged that Chinese English education is consistent with the global ELT industry in teaching and practicing racial ideology. Black English teachers’ experiences of unethical recruitment strategies, unequal salaries, unfairly distributed workloads between Black teachers and their White colleagues, and the constant questioning of their qualifications and authority in teaching English bear witness to this. Second, this thesis offered insights into how racial hierarchy is understood, practiced, and perpetuated in Chinese society. This thesis also produced knowledge of the racial aspects of the four dimensions of coloniality of power by connecting the colonial temporality with racial hierarchy.
Thirdly, the foregoing chapters have developed an understanding of Chinese society as an intrinsically racialised society with coloniality rooted deeply in its cultural, political, and ideological fabric. My third contribution is based on new knowledge of how Black people experience racism in China and how that unravels the reality of the systemic and colonially implanted epistemic racism that founded modern China. Anti-Black racism manifesting as sub-ontological colonial difference subjugates Black people under White supremacy and China-centrism. It upholds White hegemony which is consistent with global White supremacy that systematically marginalises, oppresses, and brutalises Black people. Most importantly, Blackness and Black people are judged as inferior, backward, primitive, uncivilised, and unassimilable into modern society. All these harmful labels derives from colonial projection rooted in Chinese own victimhood of colonisation, which become reasons to rationalise and justify racism against Black people. 
The final contribution is a cohesive and synthesising theoretical framework for studying racism in China. The current scholarship of China studies tends to be complacent in understanding racism in China through lenses designed by historical theories of Dikotter (1992). Western academia tends to believe that racism in China as a research topic has already been concluded, no more investigation or critical inquiry are needed (Xiang, 2024). This belief is not feasible because my thesis has shown that racism in China has its colonial roots derived from Western colonisation of Chinese society and Chinese people. 
It leads me to my second criticism of the landscape of the sociology of race and racism: while racism is widely regarded as a consequence of colonialism (Mignolo, 2021; Quijano, 2000), scholars who study race and racism tend to ignore racial issues in China. It is because they understand racism in China, again, as Chinese own cultural issues, not as symptoms of coloniality – definitely not coming from colonialism (Barlow, 1993; Cohen, 2010). It comes from the inability to decide if China was a former colony or semi-colony, and consequently if coloniality plays a role in fostering racism in Chinese society. This difficulty is precisely the result of the knowledge produced by China-centred historiography that regards social issues in China as isolated from external factors (Klein, 2012). 
My thesis acts as an antithesis to China-centred historiography by determining and admitting the colonial side, not the non-colonial side, of the notion of semi-colonisation of China. In doing so, I introduced decolonial theory and postcolonialism into understanding racism in China. This is not only synthesising existing theories and academic traditions together for more nuanced knowledge production, but also to connect Chinese society to the global society, linking China’s social issues with global social issues. 
Based on all these previous studies, this thesis has developed a theoretical framework essential for future research on racism. My thesis determines that racism in China is connected to the global history of colonialism and racialisation. In other words, racism in China is not an isolated issue that happened in a cultural vacuum that is unique to China only. Rather, it is a phenomenon that has shared characteristics similar to that in many other postcolonial societies. For researching racism in China as a postcolonial society, decolonial theory, postcolonial scholarship, Black feminism, everyday racism, and intersectionality should be mobilised. This thesis resolved the debates on whether or not Chinese society was formerly colonised in order to study racism in China. This thesis allows me to improve the shortcomings of China studies, the sociology of race and racism, and even de-/post-colonial studies by reexplaining racism in China. The theoretical framework of my thesis has accomplished exactly what is needed to understand racism, racial ideologies, and discourses in a postcolonial China. Future research on racism in China should consider deploying and further developing this theoretical framework.
Finally, although I have argued that future research should be guided by the theoretical framework I constructed, the challenge for researchers to resolve the tension between deploying China-centred historiography and understanding the need to eliminate methodological nationalism by recentring people and their lived experiences as primary research foci remains. My thesis is a start, but not nearly enough. Regardless of how much this thesis advocates for understanding China’s past history of Western colonisation as key historical and theoretical evidence, it will not make a difference if researchers still treat racism in China as a domestic phenomenon separate from globally connected racial ideologies and hierarchies. More diversified and missed research methods should be deployed to investigate racial ideology, discourse, and enactments in China. More internationally developed social and sociological theories should be mobilised for studying racism in China. In turn, studying racism in China within a global-sociological episteme and localised focus on a victimised population will contribute greatly to those respective theories and methods. Practically, my contributions of social theories of race and racism and knowledge of racism in China open a point of collaboration between my thesis and the growing scholarship on how experiences of marginalised groups of people illuminate racism and racialisation in China. My hope is that my work will shape and transform the landscape of the sociology of race and racism, decolonial studies, postcolonialism, and Chinese studies, and consequently impact on relevant areas of scholarships that depend greatly on an increasingly elaborate understanding of Chinese society. 
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Kuckartz, U. and Rädiker, S. (2019) Analyzing qualitative data with MAXQDA: text, audio, and video. Cham, Switzerland: Springer.
Kumaravadivelu, B. (2016) 'The Decolonial Option in English Teaching: Can the Subaltern Act?', TESOL quarterly, 50(1), pp. 66-85.
Lam, A. (2002) 'English in education in China: policy changes and learners' experiences', World Englishes, 21(2), pp. 245-256.
Lan, S. (2015) 'Transnational business and family strategies among Chinese/Nigerian couples in Guangzhou and Lagos', Asian anthropology, 14(2), pp. 133-149.
Lan, S. (2016) 'The Shifting Meanings of Race in China: A Case Study of the African Diaspora Communities in Guangzhou', City & society, 28(3), pp. 298-318.
Lan, S. (2019) 'Reconstructing Blackness in Grassroots Interactions Between Chinese and Africans in Guangzhou', Anthropological quarterly, 92(2), pp. 481-508.
Lan, S. (2022) 'Between privileges and precariousness: Remaking whiteness in China's teaching English as a second language industry', American anthropologist, 124(1), pp. 118-129.
Lehmann, A. and Leonard, P. E. (2019) Destination China: Immigration to China in the Post-Reform Era. New York: Palgrave Macmillan.
Leibold, J. (2010) 'More Than a Category: Han Supremacism on the Chinese Internet', The China quarterly (London), 203(203), pp. 539-559.
Li, D. L. (2013a) 'Shanghai EXPO 2010: economy, ecology and the second coming of capitalism in China', Visual studies (Abingdon, England), 28(2), pp. 162-179.
Liao, B. & Wong, D. W. (2015). Changing urban residential patterns of Chinese migrants: Shanghai, 2000–2010. Urban Geography. 36(1), pp.109-126. [Online]. Available at: https://doi.org/10.1080/02723638.2014.988058 [Accessed 17 April 2025].
Lin, A. M. Y. (2015). Researcher Positionality. In: Hult, F. M. & Johnson, D. C. (Eds). Research Methods in Language Policy and Planning: A Practical Guide. London: Routledge. pp.21-32.
Lin, Y. (2021) 'Beaconism and the Trumpian Metamorphosis of Chinese Liberal Intellectuals', The Journal of contemporary China, 30(127), pp. 85-101.
Litman, R. (2022) '"Neutral" vs. "pure" accents: the racialization of Filipino and EuroAmerican teachers in China's online education industry during the covid-19 pandemic', Asian anthropology, 21(3), pp. 224-237.
Liu, Y. and Dervin, F. (2022) 'Racial marker, transnational capital, and the Occidental Other: white Americans' experiences of whiteness on the Chinese mainland', Journal of ethnic and migration studies, 48(5), pp. 1033-1050.
Lo Iacono, V., Symonds, P. and Brown, D. H. K. (2016) 'Skype as a Tool for Qualitative Research Interviews', Sociological research online, 21(2), pp. 103-117.
Love, B. L. (2019). We Want To Do More Than Survive: Abolitionist Teaching and the Pursuit of Educational Freedom. Boston: Beacon Press. pp.1-88.
Lufrano, R. (1994). The 1988 Nanjing incident: Notes on race and politics in contemporary China. Bulletin of Concerned Asian Scholars. 26(1-2), pp.83-92. [Online]. Available at: https://doi.org/10.1080/14672715.1994.10416153. 
Lugones, M. (2007) 'Heterosexualism and the Colonial/Modern Gender System', Hypatia, 22(1), pp. 186-219.
Lu, J. H. & Steele, C. K. (2019). ‘Joy is resistance’: cross-platform resilience and (re)invention of Black oral culture online. Information, Communication & Society. 22(6), pp.823-837. [Online]. Available at: https://doi.org/10.1080/1369118X.2019.1575449 (Accessed 21 October 2024).
Luk, J. C. M. & Lin, A. M. Y. (2006). Uncovering the Sociopolitical Situatedness of Accents in the World Englishes Par. In: Hughes, B. (Ed). Spoken English, TESOL and Applied Linguistics. Basingstoke: Palgrave Macmillan. pp.3-22.
Mahboob, A. (2011) 'English: The industry', Journal of Postcolonial Cultures and Societies, 2, pp. 46-61.
Mak, A. K. Y. (2007) 'Advertising Whiteness: An assessment of skin color preferences among urban Chinese', International journal of phytoremediation, 14(3), pp. 144-157.
Maldonado-Torres, N. (2007) 'On the coloniality of being: Contributions to the development of a concept', Cultural studies (London, England), 21(2-3), pp. 240-270.
Maldonado Torres, N. (2008) Against war [electronic resource]: views from the underside of modernity. Durham: Duke University Press.
Maldonado-Torres, N. (2016). Outline of Ten Theses on Coloniality and Decoloniality. [Online]. Caribbean Studies Association. Available at: https://caribbeanstudiesassociation.org/docs/Maldonado-Torres_Outline_Ten_Theses-10.23.16.pdf (Accessed 16 October 2024).
Malterud, K., Siersma, V. D. and Guassora, A. D. (2016) 'Sample Size in Qualitative Interview Studies: Guided by Information Power', Qualitative health research, 26(13), pp. 1753-1760.
Mayblin, L. and Turner, J. B. (2021) Migration studies and colonialism. Cambridge: Polity Press.
Menezes de Souza, M. T. (2019). Glocal Languages, Coloniality and Globalization From Below. In: Guilherme, M. & Menezes de Souza, M. T. (Eds). Glocal Languages and Critical Intercultural Awareness. New York: Routledge. pp.17-41.
McNamara, C. (2024) 'Using recorded visual data: Doing online interviews', SOCIAL SCIENCE INFORMATION SUR LES SCIENCES SOCIALES, 63(2), pp. 193-212.
Meghji, A. (2019) 'Activating Controlling Images in the Racialized Interaction Order: Black Middle-Class Interactions and the Creativity of Racist Action', Symbolic interaction, 42(2), pp. 229-249.
Meherali, S. and Louie-Poon, S. (2021) 'Challenges in conducting online videoconferencing qualitative interviews with adolescents on sensitive topics', Qualitative report, 26(9), pp. 2851-2856.
Meinhof, M. (2017) 'Colonial temporality and Chinese national modernization discourses', InterDisciplines, 8(1), pp. 51.
Mignolo, W. (2008). Preamble: The Historical Foundation of Modernity/Coloniality and the Emergence of Decolonial Thinking. In: Castro-Klaren, S. (Ed). A Companion to Latin American Literature and Culture. Malden & Oxford: Blackwell Publishing Ltd. pp.12-33.
Mignolo, W. (2010) 'Cosmopolitanism and the De-colonial Option', Studies in philosophy and education, 29(2), pp. 111-127.
Mignolo, W. D. & Escobar, A. (2010). Globalization and the Decolonial Option. London & New York: Routledge. pp.1-400.
Mignolo, W. (2011) The darker side of Western modernity: global futures, decolonial options. Durham, North Carolina: Duke University Press, 2011.
Mignolo, W. (2021) The politics of decolonial investigations. Durham & London: Duke University Press.
Mignolo, W. D. (2007) 'Delinking: The rhetoric of modernity, the logic of coloniality and the grammar of de-coloniality', Cultural studies (London, England), 21(2-3), pp. 449-514.
Mizock, L., Harkins, D. and Morant, R. (2011) 'Researcher interjecting in qualitative race research', Forum, qualitative social research, 12(2).
Modi, R. (2023) 'Shifting legibility: racial ambiguity in the US racial hierarchy', Ethnic and racial studies, 46(1), pp. 3-25.
Monson, J. (2015) ‘Historicizing Difference: Construction of Race Identity in China-Africa Relations’, Making Sense of the China-Africa Relationship: Theoretical Approaches and the Politics of Knowledge. Yale University, 18-19 November. pp. 1-12. 
Mullaney, T. S. (2012) Critical Han Studies: The History, Representation, and Identity of China's Majority. Berkeley, Calif.: Global, Area, and International Archive, University of California Press.
Mullaney, T. S. (2012). Critical Han Studies: Introduction and Prolegomenon. In: Mullaney, T. S., Leibold, J., Gros, S. & Bussche, E. V. (Eds). Critical Han Studies The History, Representation, and Identity of China’s Majori. Berkeley & Los Angeles & London: University of California Press. pp.1-23.
Murphy, M. K. and Harris, T. M. (2018) 'White Innocence and Black Subservience: The Rhetoric of White Heroism in The Help', The Howard journal of communications, 29(1), pp. 49-62.
National Immigration Administration. (2024). 举行2023年移民管理工作主要数据新闻发布会. [Online]. National Immigration Administration. Last Updated: 18 January 2024. Available at: https://www.nia.gov.cn/n741435/n1194535/n1625663/index.html (Accessed 21 October 2024).
Oates, M., Crichton, K., Cranor, L., Budwig, S., Weston, E. J. L., Bernagozzi, B. M. and Pagaduan, J. (2022) 'Audio, video, chat, email, or survey: How much does online interview mode matter?', PloS one, 17(2), pp. 1-43
Okello, W. K. (2024) Unspeakable Joy: Anti-Black Constraint, Loopholes of Retreat, and the Practice of Black Joy. Urban education (Beverly Hills, Calif.) Thousand Oaks: Sage.
Omi, M. and Winant, H. (2015) Racial formation in the United States. Third edition. New York& Oxfordshire, England: Routledge.
Osterhammel, J. (1999). Britain and China, 1842–1914. In: Porter, A. & Louis, R, W. (Eds). The Oxford History of the British Empire: Volume III: The Nineteenth Century. Oxford & New York: Oxford University Press. pp.146-169.
Otter.ai. (2024). Privacy & Security. [Online]. Otter.ai. Available at: https://otter.ai/privacy-security#:~:text=Otter%20is%20committed%20to%20the,about%20users%20for%20su (Accessed 16 October 2024).
Ouassini, A., Amini, M. and Ouassini, N. (2022) 'ChinaMustexplain: Global Tweets, COVID-19, and Anti-Black Racism in China', The Review of Black political economy, 49(1), pp. 61-76.
Owton, H. and Allen-Collinson, J. (2014) 'Close But Not Too Close: Friendship as Method(ology) in Ethnographic Research Encounters', Journal of contemporary ethnography, 43(3), pp. 283-305.
Pennycook, A. (2002) English and the discourses of colonialism. London & New York: Routledge.
Pfafman, T. M., Carpenter, C. J. and Tang, Y. (2015) 'The Politics of Racism: Constructions of African Immigrants in China on ChinaSMACK', Communication, culture & critique, 8(4), pp. 540-556.
Pham, K. (2021). Celebrating Black Joy as an Alternative Form of Resistance and Reclaiming of Humanity. [Online]. Voice of OC. Last Updated: 1 Feburary 2021. Available at: https://voiceofoc.org/2021/02/celebrating-black-joy-as-an-alternative-form-of-resistance-and-reclaim (Accessed 21 October 2024).
Phillipson, R. (2007) 'Linguistic imperialism: a conspiracy, or a conspiracy of silence?', Language policy, 6(3-4), pp. 377-383.
Phillipson, R. (2011) 'English: From British empire to corporate empire', Sociolinguistic studies, 5(3), pp. 441-464.
Phillipson, R. (2017) 'Myths and realities of ‘global’ English', Language policy, 16(3), pp. 313-331.
Phillipson, R. (2018) 'Linguistic Imperialism and NNESTs', The TESOL Encyclopedia of English Language Teaching, pp. 1-7.
Poole, A. (2019) 'International Education Teachers’ Experiences as an Educational Precariat in China', Journal of research in international education, 18(1), pp. 60-76.
Punch, K. (2000) Developing effective research proposals. London: SAGE.
Qiu, Y. (2021) 'Cleavage: Guangzhou, Covid-19 and China-Africa Friendship Politics', Journal of African cultural studies, 33(2), pp. 184-193.
Quartiroli, A., Knight, S. M., Etzel, E. F. and Monaghan, M. (2017) 'Using Skype to facilitate team-based qualitative research, including the process of data analysis', International journal of social research methodology, 20(6), pp. 659-666.
Quijano, A. (1993) 'Modernity, Identity, and Utopia in Latin America', boundary 2, 20(3), pp. 140-155.
Quijano, A. (2007) 'Questioning "Race"', Socialism and democracy, 21(1), pp. 45-53.
Quijano, A. and Ennis, M. (2000) 'Coloniality of Power, Eurocentrism, and Latin America', Nepantla, 1(3), pp. 533-580.
Rampton, M. B. H. (1990) 'Displacing the ‘native speaker’: expertise, affiliation, and inheritance', ELT journal, 44(2), pp. 97-101.
Rangan, P., Saxena, A., Srinivasan, R. T. & Sundar, P. (2023). Thinking with an Accent: Toward a New Object, Method, and Practice. Oakland, California: University of California Press. pp.1-22.
Razack, S. H. (2020) 'Settler Colonialism, Policing and Racial Terror: The Police Shooting of Loreal Tsingine', Feminist legal studies, 28(1), pp. 1-20.
Roberts, D. E. (1997) Killing the black body: race, reproduction, and the meaning of liberty. New York: Pantheon Books.
Robinson, B. A. (2015) '“Personal Preference” as the New Racism: Gay Desire and Racial Cleansing in Cyberspace', Sociology of race and ethnicity (Thousand Oaks, Calif.), 1(2), pp. 317-330.
Rodriguez, D. (2023). The Obsolescence of 'Police Brutality': Counterinsurgency in A Moment of Police Reform. In: Cunneen, C., Deckert, A., Porter, A., Tauri, J. & Webb, R. (Eds). The Routledge International Handbook on Decolonizing Justice. Abingdon & New York: Routledge. pp.124-135.
Rosa, J. and Flores, N. (2017) 'Unsettling Race and Language: Toward A Raciolinguistic Perspective', Language in Society, 46(5), pp. 621-647.
Ruecker, T. (2011) 'CHALLENGING THE NATIVE AND NONNATIVE ENGLISH SPEAKER HIERARCHY IN ELT: NEW DIRECTIONS FROM RACE THEORY', Critical inquiry in language studies, 8(4), pp. 400-422.
Said, E. (1979). Orientalism. New York: Vintage Books. pp.1-92.
Samardzic, T., Wildman, C., Barata, P. C. and Morton, M. (2024) 'Considerations for conducting online focus groups on sensitive topics', International journal of social research methodology, 27(4), pp. 485-490.
Sautman, B. (2009) 'Anti-Black Racism in Post-Mao China', The China quarterly (London), 138(138), pp. 413-437.
Shanghai Municipal Transportation Commission. (2020). 上海市交通委员会关于印发 《上海市轨道交通乘客守则》的通知. [Online]. Shanghai Municipal Transportation Commission. Last Updated: 17 September 2020. Available at: https://jtw.sh.gov.cn/2020gfxwj/20200917/c833936dd926414fa38ea9535cefda61.html (Accessed 17 October 2024).
Shen, S. (2009) 'A constructed (un)reality on China's re-entry into Africa: The Chinese online community perception of Africa (2006–2008)', The Journal of modern African studies, 47(3), pp. 425-448.
Shin, H. & Kubota, R. (2008). Post-Colonialism and Globalization in Language Education. In: Spolsky, B. & Hult, F. M. (Eds). The Handbook of Educational Linguistics. Malden & Oxford & Carlton: Blackwell Publishing Ltd. pp. 206-219.
Shih, S. M. (2013) 'Race and Revolution: Blackness in China's Long Twentieth Century', PMLA: Publications of the Modern Language Association of America, 128(1), pp. 156-162.
Sobande, F. & Amponsah, E. (2024). Demands, displays, and dreams of “Black joy” during times of crisis. Ethnic and Racial Studies. pp.1-22. [Online]. Available at: https://doi.org/10.1080/01419870.2024.2362461 (Accessed 18 October 2024).
Spencer, R., Pryce, J. M. & Walsh, J. (2014). Philosophical Approaches to Qualitative Research. In: Leavy, P. (Ed). The Oxford Handbook of Qualitative Research. Oxford & New York: Oxford University Press. pp. 81-98.
Stanley, P. (2013) A critical ethnography of "Westerners" teaching English in China: Shanghaied in Shanghai. 1st edn. Abingdon & New York: Routledge.
Stern, S. W. (2022) 'Shadow Trials, or a History of Sexual Assault Trials in the Jim Crow South', UCLA women's law journal, 29(2).
Su, P., Lin, Y. and Zhou, M. (2022) 'Identity Negotiation and Segregated Integration of African-Chinese Mixed-race Children in Guangzhou, China', The Journal of contemporary China, 31(134), pp. 186-201.
Suchet, M. (2007). Unraveling Whiteness. Psychoanalytic Dialogues. 17(6), pp.867-886. [Online]. Available at: https://doi.org/10.1080/10481880701703730 [Accessed 17 April 2025].
Sullivan, M. J. (1994) 'The 1988–89 Nanjing Anti-African Protests: Racial Nationalism or National Racism?', The China quarterly (London), 138(138), pp. 438-457.
Sun, L. (2022). The Social Dimension of Urban Transformation in Shanghai: Population Mobility, Modernity, and Globalization. Journal of Urban History. 48(1), pp.213-221. [Online]. Available at: https://doi.org/10.1177/0096144220971820 [Accessed 17 April 2025].
The Lancet. (2022) 'Mental health after China's prolonged lockdowns', The Lancet (British edition), 399(10342), pp. 2167-2167.
The University of Sheffield. (2024). Ethics Policy Governing Research Involving Human Participants, Personal Data, and Human Tissue: General Principles and Statements [Online]. The University of Sheffield. Available at: https://www.sheffield.ac.uk/media/42791/download?attachment (Accessed 16 October 2024).
Tillmann-Healy, L. M. (2003) 'Friendship as Method', Qualitative inquiry, 9(5), pp. 729-749.
Toledo, R. P. and Wynn, L. L. (2023) 'The Coloniality of Dating Apps: Racial Affordances and Chinese Men Using Gay Dating Apps in Sydney', International journal of communication, 17, pp. 5149-5169.
Tolich, M. (2009) 'The Principle of Caveat Emptor: Confidentiality and Informed Consent as Endemic Ethical Dilemmas in Focus Group Research', Journal of bioethical inquiry, 6(1), pp. 99-108.
Tu, S. (2022). In search of the ‘best’ option: American private secondary education for upper-middleclass Chinese teenagers. Current Sociology. 70(6), pp.824-842. [Online]. Available at: https://doi.org/10.1177/00113921211034899 [Accessed 17 April 2025].
Tupas, R. (2022) 'The coloniality of native speakerism', Asian Englishes, 24(2), pp. 147-159.
Turner, D. W. (2010) 'Qualitative interview design: A practical guide for novice investigators', Qualitative report, 15(3), pp. 754-760.
Udah, H. (2017). Racial Hierarchy and the Global Black Experience of Racism. Open Journal of Social Science. 5(3), pp.137-148. [Online]. Available at: https://www.scirp.org/journal/paperinformation?paperid=74766. 
Von Esch, K. S., Motha, S. and Kubota, R. (2020) 'Race and language teaching', Language teaching, 53(4), pp. 391-421.
Wang, C., Li, C., Wang, M. & Yang, S. (2019). Transnational migrants in Shanghai: residential spatial patterns and the underlying driving forces. Population, Space and Place. 26(1), pp.1-13. [Online]. Available at: https://doi.org/10.1002/psp.2272 [Accessed 17 April 2025].
Wang, S. (2024) 'Racism in China's English Language Teaching Industry: English as a Race-Making Technology', TESOL quarterly, 0(0), pp. 1-24.
Wang, Y. (2020) ''The Backward Will Be Beaten': Historical Lesson, Security, and Nationalism in China', The Journal of contemporary China, 29(126), pp. 887-900.
Warr, D. J. (2005) '“It was fun... but we don’t usually talk about these things”: Analyzing Sociable Interaction in Focus Groups', Qualitative inquiry, 11(2), pp. 200-225.
Wasserstrom, J. N. (2003) 'The Second Coming of Global Shanghai', World policy journal, 20(2), pp. 51-60.
Weller, S. C., Vickers, B., Russell Bernard, H., Blackburn, A. M., Borgatti, S., Gravlee, C. C. and Johnson, J. C. (2018) 'Open-ended interview questions and saturation', PloS one, 13(6), pp. e0198606-e0198606.
Xiang, S. (2023) 'Decolonising Sinology: on Sinology's weaponisation of the discourse of race', Social dynamics, 49(2), pp. 280-298.
Xu, F. (2000). Women Migrant Workers in China's Economic Reform. London: Palgrave Macmillan UK. pp.1-40.
Zhang, B. (2024) 'Africans in China, Western/White Supremacy and the Ambivalence of Chinese Racial Identity', The China quarterly (London), pp. 1-16.
Zhang, C. (2020) 'Right-wing populism with Chinese characteristics? Identity, otherness and global imaginaries in debating world politics online', European journal of international relations, 26(1), pp. 88-115.
Zhou, Z. B. (2024) 'Patriarchal racism: the convergence of anti-blackness and gender tension on Chinese social media', Information, communication & society, 27(2), pp. 223-239.
Zhu, H. & Qian, J. (2021). New theoretical dialogues on migration in China: introduction to the special issue. Journal of Ethnic and Migration Studies. 47(12), pp.2685-2705. [Online]. Available at: https://doi.org/10.1080/1369183X.2020.1739372 [Accessed 17 April 2025].
彭英明 (1985) '关于我国民族概念历史的初步考察——兼谈对斯大林民族定义的辩证理解', 民族研究, (2), pp. 5-11.



Bottom of Form





[bookmark: _Toc195794135]Appendices
[bookmark: _Toc195794136]Appendix 1. Semi-structured Interview Questions:

1.	Warm-up questions:
1.1.	Do you enjoy teaching English? Why? Why not? 
1.2.	Could you tell me about working as an English language teacher in Shanghai? 
1.3.	What is the local Black community like in Shanghai? (Follow-up: How about the local foreigners’ community?) (Option: Do you feel safe as a Black person living in Shanghai?)
2.	Racism in your life outside of work:
2.1.	Is your Black racial identity important in your social life in Shanghai? 
2.2.	What is it like to be living in China as a Black person? 
2.3.	Have you experienced any racial discriminations in your leisure time since moving to Shanghai? 
2.4.	How many of these incidents have you experienced? 
3.	Racism in your work environment:
3.1.	Have you encountered racism in your workplace?
3.2.	Does your Black identity play a role in your classroom? If so, could you talk about it please? (Follow-up: How about in your office with your colleagues? Do any associated cultural factors: Black history, Black culture, your name, skin complexions, accents, hair colour and texture, etc. play a role in your workplace?) 
3.3.	Has your racial identity advantaged or disadvantaged you in getting a job? 
3.4.	What does White privilege mean in your view? Have you perceived White privilege in your work? 
3.5.	Do you feel that you are appreciated by your students, colleagues, and the school?
3.6.	Based on your teaching experiences, what do you think of China’s English curriculum regarding issues of race and racism? 
4.	Racism in China compared to your home country:
4.1.	In your experience, are there any similarities and differences regarding anti-Black racism between China and your home country? Could you describe these in more detail please?
4.2.	Do you feel that people in Shanghai have approached you differently since the death of George Floyd and the increased prominence of the Black Lives Matter movement? 
(Follow-up: Is there anything else that comes to mind that you think is important?)
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Dear informant, thank you for your participation. 
There is no limit to the word count or any other limit to what you can or cannot write down, what you would like to share in this study is totally up to you. 
Please document any and every racial experience of yours on a daily basis for a week. The incidents should be about race and racism that you have witnessed, felt and experienced. I would like to know your stories, your thoughts and your feelings. If nothing notable happened today, then there is no need to document anything. Thanks again. 
There are some open-ended questions to guide your diary, but you are not required to answer all of them:
1. How was your journey to work? 
2. How was your interaction with your students and colleagues today at school? 
3. Has anything happened today that you think was because of your racial identity as a Black person?
4. Have you encountered anything today that has to do with you being a Black English teacher? 
5. Has any implicitly racist incident happened today? 
6. Has any overtly racist incident happened today? 
7. Have any good or positive experiences about your racial identity and Black culture happened today? 
8. How do these incidents make you feel? 
9. What are your thoughts on them? 










[bookmark: _Toc195794138]Appendix 3. Two Paragraphs of Brief Explanation of Motivation: 

Hello everyone! Thank you so much for showing your interest in this project and joining in this group chat. My name is Zihuan Zhang but call me Sebastian or Seb. I’m a PhD candidate in Sociology at the University of Sheffield, England. My project investigates anti-black racism in China by conducting research with Shanghai based Black English teachers. Existing publications on racism in China have only paid attention to Chinese people’s racist anxieties and their discriminatory reactions towards Black people and culture. The documentation on how Black people who actually experience racism in China remains absent. Additionally, no sociologist has conducted research on this topic. My project aims to close this gap. This research will employ semi-structured interviews, focus groups and diary studies as methods. It will be carried out on video conferencing platforms like WeChat, Google Hangout or Zoom, due to me unable to go back to China under the pandemic related traveling restrictions. We will communicate via texts, emails and video calls. If you’re interested in participation, please add me on WeChat and dm me your email address, and I’ll send over the information sheet and consent form. Thank you again.
The reason why I wanted to do this study is that I once was one of the Chinese students who studied the English language really hard in order to study abroad. After graduating from high school, I went to Wuhan and enrolled into Meten, an English language training school, you might have heard of. One of my teachers, …, who is a Black American man, is undoubtedly the best teacher I've had in my life. His pedagogy was not only about English language teaching, but also about personal development and life. While hanging out with him every day in that year, I also witnessed a lot of discriminatory things happen to him. At that time, I didn't know what was going on. But I knew it was wrong and full of prejudice. Not until I started studying sociology in 2016, I finally realised that it was some covert and sometimes overt racism against him. It was the same year Beyoncé, my idol, released her Lemonade. This album opened the gateway for me to know intersectionality, police brutality and racial inequalities in societies. It also directed me to read theorists like Patricia Hill Collins, bell hooks and Frantz Fanon etc. These readings paved the way for me to develop this PhD thesis and I want to do my part to contribute back to what I have gained so much from Black people, Black culture and intelligentsia.
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Racism in China: a qualitative study on Shanghai-based foreign English teachers
 Consent Form for Semi-structured Interviews
	Please tick the appropriate boxes
	Yes
	No

	Taking Part in the Project
	
	

	I have read and understood the project information sheet dated 05/02/2022 or the project has been fully explained to me.  (If you will answer No to this question, please do not proceed with this consent form until you are fully aware of what your participation in the project will mean.)
	

	


	I have been given the opportunity to ask questions about the project. 
	

	


	I agree to take part in the project.  I understand that taking part in the project will include being interviewed one time and being audio-recorded on videoconferencing platforms. 
	


	

	I understand that by choosing to participate as a volunteer in this research, this does not create a legally binding agreement nor is it intended to create an employment relationship with the University of Sheffield.
	


	

	I understand that my taking part is voluntary and that I can withdraw from the study at any time; I do not have to give any reasons for why I no longer want to take part and there will be no adverse consequences if I choose to withdraw. 
	


	

	How my information will be used during and after the project
	
	

	I understand my personal details such as name, phone number, address and email address etc. will not be revealed to people outside the project.
	


	

	I understand and agree that my words may be quoted in publications, reports, web pages, and other research outputs. I understand that I will not be named in these outputs unless I specifically request this.
	


	

	I understand and agree that other authorised researchers will have access to this data only if they agree to preserve the confidentiality of the information as requested in this form. 
	


	

	I understand and agree that other authorised researchers may use my data in publications, reports, web pages, and other research outputs, only if they agree to preserve the confidentiality of the information as requested in this form.
	


	

	I give permission for the semi-structured interview data that I provide to be deposited in the University of Sheffield so it can be used for future research and learning
	


	

	So that the information you provide can be used legally by the researchers
	
	

	I agree to assign the copyright I hold in any materials generated as part of this project to The University of Sheffield.
	

	


	
	
	

	Name of participant [printed]
	Signature
	Date

	

	
	

	Name of Researcher [printed]
	Signature
	Date

	
	
	


Racism in China: a qualitative study on Shanghai-based foreign English teachers
Consent Form for Diary Studies and Follow-up Interview
	Please tick the appropriate boxes
	Yes
	No

	Taking Part in the Project
	
	

	I have read and understood the project information sheet dated 23/11/2022 or the project has been fully explained to me.  (If you will answer No to this question, please do not proceed with this consent form until you are fully aware of what your participation in the project will mean.)
	

	


	I have been given the opportunity to ask questions about the project. 
	

	


	I agree to take part in the project. I understand that taking part in the project will include participating in diary studies where I will engage in self-documentation practices and a participation in a follow-up interview. 
	


	

	I understand that by choosing to participate as a volunteer in this research, this does not create a legally binding agreement nor is it intended to create an employment relationship with the University of Sheffield.
	


	

	I understand that my taking part is voluntary and that I can withdraw from the study at any time; I do not have to give any reasons for why I no longer want to take part and there will be no adverse consequences if I choose to withdraw. 
	


	

	How my information will be used during and after the project
	
	

	I understand my personal details such as name, phone number, address and email address etc. will not be revealed to people outside the project.
	


	

	I understand and agree that my words may be quoted in publications, reports, web pages, and other research outputs. I understand that I will not be named in these outputs unless I specifically request this.
	


	

	I understand and agree that other authorised researchers will have access to this data only if they agree to preserve the confidentiality of the information as requested in this form. 
	


	

	I understand and agree that other authorised researchers may use my data in publications, reports, web pages, and other research outputs, only if they agree to preserve the confidentiality of the information as requested in this form.
	


	

	I give permission for the data of self-documentation practice in the form of diaries that I provide to be deposited in the University of Sheffield so it can be used for future research and learning
	


	

	So that the information you provide can be used legally by the researchers
	
	

	I agree to assign the copyright I hold in any materials generated as part of this project to The University of Sheffield.
	

	


	
	
	

	Name of participant [printed]
	Signature
	Date

	

	
	

	Name of Researcher [printed]
	Signature
	Date


[bookmark: _Toc195794140]Appendix 5. Information Sheet for Semi-structured Interviews and Diary Study: 

Participant Information Sheet for Semi-structured Interviews

Racism in China: a qualitative study on Shanghai-based foreign English teachers.

You are being invited to take part in a research project. Before you decide whether or not to participate, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and discuss it with others if you wish. Ask me if there is anything that is not clear or if you would like more information. Take time to decide whether or not you wish to take part. Thank you for reading this. 

Project Purpose: 
This PhD project investigates Black English language teachers’ experiences of racism in China. The existing academic work that investigates race and racism in China have tended to focus on Chinese peoples’ aggressions shown in their racist ideology, discourse, and practice toward foreign nationals. The sociological accounts on the ways foreign people experience racism in Chinese society are absent, much less studies that examine every day anti-Black racism and the imaginaries of Whiteness in China’s English language education. This thesis aims to close this gap and make an original and crucial contribution to the knowledge on racism in contemporary China. The entire fieldwork of this PhD project will be lasting for six months for the requirement of obtaining a Doctor degree in Sociology. 

Why have I been chosen?
This project uses qualitative research methods to explore the racial experience of Black English language teachers (native English speakers) working in Shanghai. The only condition for recruiting potential participants is that the participant should have worked as an English teacher in Shanghai for at least a year. In order to investigate the specific racial discourse and phenomena of anti-Black racism in Chinese society, maximum 30 Black English teachers will be recruited through purposive sampling. I will use a snowball sampling approach in recruiting the participants as I want to fully utilise the networks in the foreign teachers community for recruiting more people who have experiences relevant to the research. Additionally, I will recruit both Chinese and White English teachers from English education institutes in Shanghai. The reason for recruiting Chinese English language teachers is because Chinese English language teachers are the main demographics in the English training industry, who will also be the people foreign teachers interact and cooperate the most in work environment. Teachers who self-identify as White will also be recruited specifically for the purpose of illustrating a broader picture of the English training industry in China as the White teachers are the majority in foreign English teachers community.

Do I have to take part?
It is up to you to decide whether or not to take part. If you do decide to take part you will be given this information sheet to keep (and be asked to sign a consent form) and you can still withdraw at any time without any negative consequences. You do not have to give a reason. If you wish to withdraw from the research, please contact zzhang197@sheffield.ac.uk. Please note that that by choosing to participate in this research, this will not create a legally binding agreement, nor is it intended to create an employment relationship between you and the University of Sheffield.

What will happen to me if I take part? What do I have to do?
You will be asked to take part in the semi-structured interview for one time which will last for 45 to 90 minutes. All interviews will be taken place online with the assistance of video-call platforms. You will have the freedom and right to choose the location and the video conferencing platforms where you would like to be interviewed. The topics we are going to cover are all related to your experiences of racism in China. The questions will be open-ended so it means we can have in-depth discussions on any question or answer you want. 

I as the researcher will ensure that you have the right and freedom to withdraw from the research anytime without any negative consequences or any reason. You are welcome to choose whichever video-platform you prefer. I would expect you to just share your stories, your life experiences, your memories and your opinions, and I am here to listen to you. 

What are the possible disadvantages and risks of taking part? 
The possible disadvantages and risks might be the mental distress and emotional discomfort caused by talking about unpleasant memories and encounters of racist behaviours, actions, abuses and rhetoric in daily lives. You should let me know if any distress and discomfort may arise during the interviews and I will stop the process immediately. You will always have the right to determine if you want to continue or withdraw from the research process. 

What are the possible benefits of taking part? 
Whilst there are no immediate material benefits for those people participating in the project, it is hoped that this work will shed light on the lives of foreign nationals, especially Black people who reside in China and the ways in which they experience racism in Chinese society. I hope your participation in this project will make you feel like you are heard, you are seen and your stories and experiences are validated and valued. 

Will my taking part in this project be kept confidential?
All the information that we collect about you during the course of the research will be kept strictly confidential and will only be accessible to members of the research team. You will not be able to be identified in any reports or publications unless you have given your explicit consent for this. If you agree to us sharing the information you provide with other researchers (e.g., by making it available in a data archive) then your personal details will not be included unless you explicitly request this. 

What is the legal basis for processing my personal data? 
According to data protection legislation, we are required to inform you that the legal basis we are applying in order to process your personal data is that ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s Privacy Notice https://www.sheffield.ac.uk/govern/data-protection/privacy/general. As we will be collecting some data that is defined in the legislation as more sensitive (information about your racial identity), we also need to let you know that we are applying the following condition in law: that the use of your data is necessary ‘for archiving purposes in the public interest, scientific research purposes or statistical purposes (9(2)(j)).

What will happen to the data collected, and the result of the research project?
All data will be stored in files with unique but organised names. For example, if I had a semi-structured interview with a foreign English language teacher pseudonymised as Smith who lives in Jing'an District in Shanghai on the 1st of March 2021 on Skype, the audio-recording file will be named 'Smith_audio_0102_Jing'an_Skype.mp3', the transcript file will be called 'Smith_transcript_0102_Jing'an_Skype.txt', and the coding file will be 'Smith_codes_0102_Jing'an_Skype.csv'. All three files will be saved in a folder named 'Smith_0102_Jing'an_Skype'. So, the format for naming the files is: pseudonyms_the form in which data generated_date_district in Shanghai_video-call platforms. (file format). The folders will be organised based on the date they are uploaded onto the computer system. All folders will be stored in a group folder named 'fieldwork data' with password protections.

All data will be saved and backed up on the University of Sheffield Drive. All personal devices have password protections and will only be accessed by me as the main researcher. When they are not in use, they will be locked away in a secure place with a password-protected lock. I will view the generated data when needed, such as transcribing the audio-recordings, checking the accuracy of the scripts, coding the files, and writing up the thesis. Due to the nature of this research, it is very likely that other researchers may find the data collected to be useful in answering future research questions. We will ask for your explicit consent for your data to be shared in this way.

Who is organising and funding the research?
This entire project is self-funded. 

Who is the data controller?
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly.

Who has ethically reviewed the project?
This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure, as administered by the Department of Sociological Studies. 

What if something goes wrong and I wish to complain about the research or report a concern or incident?
If you are dissatisfied with any aspect of the research and wish to make a complaint, please contact [Zihuan Zhang; zzhang197@sheffield.ac.uk ] in the first instance. If you feel your complaint has not been handled in a satisfactory way you can contact the Head of the Department of Sociological Studies [Professor Nathan Hughes; nathan.hughes@sheffield.ac.uk]. If the complaint relates to how your personal data has been handled, you can find information about how to raise a complaint in the University’s Privacy Notice: https://www.sheffield.ac.uk/govern/data-protection/privacy/general.

If you wish to make a report of a concern or incident relating to potential exploitation, abuse or harm resulting from your involvement in this project, please contact the project’s Designated Safeguarding Contact [Zihuan Zhang; zzhang197@sheffield.ac.uk; Dr. Matthias Benzer; m.benzer@sheffield.ac.uk ]. If the concern or incident relates to the Designated Safeguarding Contact, or if you feel a report you have made to this Contact has not been handled in a satisfactory way, please contact the Head of the Department of Sociological Studies [Professor Nathan Hughes; nathan.hughes@sheffield.ac.uk] and/or the University’s Research Ethics & Integrity Manager (Lindsay Unwin; l.v.unwin@sheffield.ac.uk).

Will I be recorded, and how will the recorded media be used?
Yes, only our interviews and focus groups will be audio-recorded, but only on the premises of you agreeing to the consent form. The audio and/or video recordings of your activities made during this research will be used only for analysis and for illustration in conference presentations and lectures. No other use will be made of them without your written permission, and no one outside the project will be allowed access to the original recordings.

Contact:

Main researcher: Zihuan Zhang 
Email address: zzhang197@sheffield.ac.uk
Phone number (UK): +44 (0) 7760 924120

Alternative / Safeguarding contact:

Supervisor: Dr. Matthias Benzer
Email address: m.benzer@sheffield.ac.uk

You as a potential participant will be given a copy of this information sheet and a signed consent form to keep. Thank you so much for considering participating in this project. I really appreciate it. Have a great evening!
Participant Information Sheet for Diary Studies and Follow-up Interviews

Racism in China: a qualitative study on Shanghai-based foreign English teachers.

You are being invited to take part in a research project. Before you decide whether or not to participate, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and discuss it with others if you wish. Ask me if there is anything that is not clear or if you would like more information. Take time to decide whether or not you wish to take part. Thank you for reading this. 

Project Purpose: 
This PhD project investigates Black English language teachers’ experiences of racism in China. The existing academic work that investigates race and racism in China have tended to focus on Chinese peoples’ aggressions shown in their racist ideology, discourse, and practice toward foreign nationals. The sociological accounts on the ways in which foreign people experience racism in Chinese society are absent. There are much less studies that examine anti-Black racism in everyday life and the imaginaries of Whiteness in China’s English language education. This thesis aims to close this gap and make an original and crucial contribution to the knowledge on racism in contemporary China. The entire fieldwork of this PhD project will be lasting for six months for the requirement of obtaining a Doctor degree in Sociology. 

Why have I been chosen?
This project uses qualitative research methods to explore the racial experience of Black English language teachers (native English speakers) working in Shanghai. The only condition for recruiting potential participants is that the participant should have worked as an English teacher in Shanghai for at least a year. In order to investigate the specific racial discourse and phenomena of anti-Black racism in Chinese society, Black English teachers will be recruited through purposive sampling. I will use a snowball sampling approach in recruiting the participants as I want to fully utilise the networks in the foreign teachers community for recruiting more people who have experiences relevant to the research. 

Do I have to take part?
It is up to you to decide whether or not to take part. If you do decide to take part you will be given this information sheet to keep (and be asked to sign a consent form) and you can still withdraw at any time without any negative consequences. You do not have to give a reason. If you wish to withdraw from the research, please contact zzhang197@sheffield.ac.uk. Please note that by choosing to participate in this research, this will not create a legally binding agreement, nor is it intended to create an employment relationship between you and the University of Sheffield.

What will happen to me if I take part? What do I have to do?
You will be asked to take part in the diary studies which is a self-documentation practice. This study will last for one week with daily entries on the events of the day. The diary document will be a Word document, shared via encrypted emails or Google drive. There will be open-ended questions prepared as a guide for you. After the diary study completion, I will contact you to arrange a follow up interview regarding the details in the diary entries as well as what happened since the initial semi-structured interview. 

I as the researcher will ensure that you have the right and freedom to withdraw from the research anytime without any negative consequences or any reason. I would like you to share your stories, your life experiences, your memories and your opinions, and I am here to listen to you. 

What are the possible disadvantages and risks of taking part? 
The possible disadvantages and risks might be the mental distress and emotional discomfort caused by talking about unpleasant memories and encounters of racist behaviours, actions, abuses and rhetoric in daily lives. You should let me know if any distress and discomfort may arise during the process of self-documenting and you shall stop writing the diary immediately. You will always have the right to determine if you want to continue or withdraw from the research process. 

What are the possible benefits of taking part? 
Whilst there are no immediate benefits for those people participating in the project, it is hoped that this work will shed light on the lives of foreign nationals, especially Black people who reside in China and the ways in which they experience racism in Chinese society. I hope your participation in this project will make you feel like you are heard, you are seen and your stories and experiences are validated and valued. 

Will my taking part in this project be kept confidential?
All the information that we collect about you during the course of the research will be kept strictly confidential and will only be accessible to members of the research team. You will not be able to be identified in any reports or publications unless you have given your explicit consent for this. If you agree to us sharing the information you provide with other researchers (e.g., by making it available in a data archive) then your personal details will not be included unless you explicitly request this. 

What is the legal basis for processing my personal data? 
According to data protection legislation, we are required to inform you that the legal basis we are applying in order to process your personal data is that ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s Privacy Notice https://www.sheffield.ac.uk/govern/data-protection/privacy/general. As we will be collecting some data that is defined in the legislation as more sensitive (information about your racial identity), we also need to let you know that we are applying the following condition in law: that the use of your data is necessary ‘for archiving purposes in the public interest, scientific research purposes or statistical purposes (9(2)(j)).

What will happen to the data collected, and the result of the research project?
All data will be stored in files with unique but organised names. For example, if I had a semi-structured interview with a foreign English language teacher pseudonymised as Smith who lives in Jing'an District in Shanghai on the 1st of March 2021 on Skype, the audio-recording file will be named 'Smith_audio_0102_Jing'an_Skype.mp3', the transcript file will be called 'Smith_transcript_0102_Jing'an_Skype.txt', and the coding file will be 'Smith_codes_0102_Jing'an_Skype.csv'. All three files will be saved in a folder named 'Smith_0102_Jing'an_Skype'. So, the format for naming the files is: pseudonyms_the form in which data generated_date_district in Shanghai_video-call platforms. (file format). The folders will be organised based on the date they are uploaded onto the computer system. All folders will be stored in a group folder named 'fieldwork data' with password protections.

All data will be saved and backed up on the University of Sheffield Drive and my personal devices, such as the recording pen and USB sticks. All personal devices have password protections and will only be accessed by me as the main researcher. When they are not in use, they will be locked away in a secure place with a password-protected lock. I will view the generated data when needed, such as transcribing the audio-recordings, checking the accuracy of the scripts, coding the files, and writing up the thesis. Due to the nature of this research, it is very likely that other researchers may find the data collected to be useful in answering future research questions. We will ask for your explicit consent for your data to be shared in this way.

Who is organising and funding the research?
This entire project is self-funded. 

Who is the data controller?
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly.

Who has ethically reviewed the project?
This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure, as administered by the Department of Sociological Studies. 

What if something goes wrong and I wish to complain about the research or report a concern or incident?
If you are dissatisfied with any aspect of the research and wish to make a complaint, please contact [Zihuan Zhang; zzhang197@sheffield.ac.uk] in the first instance. If you feel your complaint has not been handled in a satisfactory way you can contact the Head of the Department of Sociological Studies [Professor Nathan Hughes; nathan.hughes@sheffield.ac.uk]. If the complaint relates to how your personal data has been handled, you can find information about how to raise a complaint in the University’s Privacy Notice: https://www.sheffield.ac.uk/govern/data-protection/privacy/general.

If you wish to make a report of a concern or incident relating to potential exploitation, abuse or harm resulting from your involvement in this project, please contact the project’s Designated Safeguarding Contact [Zihuan Zhang; zzhang197@sheffield.ac.uk]. If the concern or incident relates to the Designated Safeguarding Contact, or if you feel a report you have made to this Contact has not been handled in a satisfactory way, please contact the Head of the Department of Sociological Studies [Professor Nathan Hughes; nathan.hughes@sheffield.ac.uk] and/or the University’s Research Ethics & Integrity Manager (Lindsay Unwin; l.v.unwin@sheffield.ac.uk).

Will I be recorded, and how will the recorded media be used?
Yes, only our interviews will be audio-recorded, but only on the premises of you agreeing to the consent form. The audio and/or video recordings of your activities made during this research will be used only for analysis and for illustration in conference presentations and lectures. No other use will be made of them without your written permission, and no one outside the project will be allowed access to the original recordings.

Contact:

Main researcher: Zihuan Zhang 
Email address: zzhang197@sheffield.ac.uk
Phone number (UK): +44 (0) 7760 924120

Alternative / Safeguarding contact:

Supervisor: Dr. Matthias Benzer
Email address: m.benzer@sheffield.ac.uk


You as a potential participant will be given a copy of this information sheet and a signed consent form to keep. Thank you so much for considering participating in this project. I really appreciate it. Have a great evening!
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	Name
	Description
	Files
	References

	Anti-Black racism in workplaces
	
	0
	0

	Double standards in treating Black and White teachers
	
	11
	33

	Doubts about Black teachers' ability to teach
	
	8
	19

	Judgements on their appearance that has nothing to do with teaching abilities
	
	1
	1

	English accents, nationality, and race
	
	10
	22

	Native-speakerism in English language education
	
	8
	21

	Performative anti-racism practices
	
	2
	5

	Racial slurs in Chinese by students and staff
	
	2
	4

	Racially motivated discriminatory conditions in recruitment of English teachers
	
	10
	28

	Black teachers and their interests are perceived as replaceable and redundant.
	
	5
	5

	Tokenising Black teachers
	
	4
	7

	Anti-Black racism outside workplace
	
	0
	0

	Colourism in everyday interactions
	
	3
	6

	Covid related racism
	
	5
	9

	Denial of racism from Chinese people
	
	3
	9

	Discriminatory microaggressions on public transport
	
	7
	11

	Disrespectful and uncomfortable interactions with Chinese people
	
	7
	12

	Othering - the ultimate other
	
	9
	25

	Physical altercations with both Chinese and Black people
	
	5
	16

	Racial slurs in Chinese from residents in SH
	
	3
	5

	Racist fetishism and preferences in romantic dating and relationships
	
	2
	6

	Refusal of service in restaurants
	
	3
	5

	Self-claiming as 'expats'
	
	3
	4

	Stigmatisation of Blackness
	
	3
	7

	The supposed Chinese curiosity or ignorance towards seeing Black people
	
	4
	13

	Violation of personal space
	
	0
	0

	Catcalling
	
	4
	8

	Taking pictures of Black people without consent
	
	8
	19

	Touching hair and skin of Black people without consent
	
	7
	8

	Coloniality and colonialism
	
	0
	0

	Foreign nationals' limited ability to speak Chinese in SH
	
	5
	8

	Racism from White people towards Black people in SH
	
	8
	22

	Employment
	
	0
	0

	English Training Centre
	
	2
	3

	Kindergarten
	
	4
	4

	Middle School
	
	1
	1

	Primary School
	
	1
	1

	Private International Bilingual School
	
	4
	4

	University
	
	1
	1

	Interactions with Different People
	
	0
	0

	with foreigners' community
	
	9
	11

	with local Chinese residents in SH
	
	6
	10

	with other Black people in local Black community
	
	10
	20

	with students' parents
	
	9
	23

	with students, colleagues, and managers
	
	0
	0

	Colleagues and managers
	
	11
	45

	Students
	
	11
	28

	Nationality
	
	0
	0

	African Countries
	
	5
	6

	USA
	
	7
	8

	Racial Hierarchy
	
	0
	0

	Chinese nationalism and anti-western sentiment
	
	1
	1

	Chinese people's racist anxiety about Black people in their social spaces
	
	4
	6

	Chinese perception on the US being a White country
	
	4
	13

	Differences in appreciating White teachers and Black teachers
	
	2
	2

	English language, status and linguicism
	
	4
	10

	Parents' attempt of maintaining their 'capitals' by signing their kids up for English schools
	
	2
	4

	Essentialist perception about race
	
	2
	3

	Explicitly racist assault
	
	5
	12

	Foreign and English-speaking privilege
	
	3
	10

	Intersectional struggle for Black women and Black queer
	
	11
	43

	Local police's failure to protect Black people
	
	5
	8

	Refuse or reluctant to learn Chinese in China
	
	3
	4

	Whiteness and White supremacy
	
	4
	7

	7 English speaking countries and their work visas
	
	5
	8

	Excessive praise of White people, especially those who have 'Scandinavian features'
	
	7
	18

	Favouritism for White teachers
	
	1
	6

	Easy and direct employment without checking their qualifications
	
	7
	13

	Excessive and unconditional 'grace' on White teachers' problematic behavoiours
	
	7
	13

	Privileges that Chinese teachers do not even enjoy.
	
	5
	8

	Pay gap between White teachers and teachers of colour including Chinese teachers
	
	5
	14

	White privilege over people of colour
	
	4
	18

	Racial, Gender and Sexual Intersectional Identities
	
	0
	0

	Black Gay Men
	
	1
	1

	Black Hetero Men
	
	0
	0

	Black Hetero Women
	
	2
	2

	Resistance of racism by Black teachers
	
	0
	0

	Black people working hard
	
	3
	8

	Explanation of Blackness
	
	10
	27

	Pan-Africanism
	
	8
	15

	Rationalisation of racist experiences
	
	12
	50

	The autonomy of making teaching materials
	
	8
	14

	inclusion and representation of people of differences races.
	
	4
	6

	Safety as a Black person living in China
	
	6
	6

	Complete safety
	
	6
	8

	Incomplete safety
	
	6
	10
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