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Abstract

This thesis examines some of the issues surrounti@gschooling experiences of ethnic
minority students who attend mainstream, but segegly secondary schools in Hong Kong.
These ethnic minority students have been labelethé Education Bureau as “non-Chinese
speaking” (NCS) students and the schools they dtteave been labelled as “designated
schools”. This is a case study which looks into teenplex ways in which meritocracy,
segregation and social justice work within the H&mng education system, affecting higher
education opportunities for ethnic minorities.dtdommonly accepted that higher education
opens doors to more opportunities and higher secamomic status. Thus in a broader
context there is a need to examine what goes d#iomy Kong’s institutional and cultural
settings, as well as within the educational mikéINCS students or ethnic minorities. In this
case study approach, issues regarding micro-peactica segregated school and educational
accountability are examined as well. This reseasch qualitative inquiry which borrows
some of the principles of Foucault (1971) on gowsntality and on knowledge/power; and
also on Bourdieu’s (1973) considerations of culteapital. The concepts of both Foucault
and Bourdieu have been deployed reflexively. Spdocus is put on exploring the choices,
access and equity given to ethnic minorities reiggrceducation in Hong Kong. The
underlying motivation for this research also stérom the researcher’s personal experiences
as an ethnic minority educated in Hong Kong. Hettoe data is founded in tacit knowledge
along with data collected from a designated schadl narratives shared by the students from
that school. The educational policies and curricuftamework laid down by the Hong Kong
Education Bureau have intrinsic and far-reachingot$ on South and South East Asian
students in particular. In this light, redefiningetneed for inclusive education of ethnic

minorities in the name of social justice is alsscdissed.
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11

CHAPTER ONE
ADDRESSING THE CONTEXT

Introduction

The colonial days of Hong Kong in the second hathe 23" century saw a few British
governors who made significant changes to the lafeblong Kong citizens. One of
these governors was Murray Maclehose, more affeatedy known as “Jock the Sock”.
MacLehose introduced many policies which set tagesfor Hong Kong in becoming a
more self-aware and well-integrated society. Afian recognizing Cantonese as the
official language of Hong Kong, he also introdudbd nine-year free and universal
basic education in 1978 for children from PrimaryolSecondary 3 who were Hong
Kong residents. Any child between the age of sid &fteen, irrespective of sex,
ethnicity, religion, family status and physical améntal ability had the right to enjoy
basic education in public sector schools. In 208l8yven years after the return of

sovereignty, the nine year free education was ebe@no twelve years.

The Hong Kong education system has slowly progcefsen roof-top schools (Chung
and Ngan 2002) in the 1950s, where schooling tdekepliterally on roof-tops of
buildings because of the mass influx of refugeesnfiChina, to millennium schools
which today boast state-of-the-art equipment anditias for student-centered learning.
Thirty-three years after Lord MacLehose introduded mandatory free education
policy, schooling for the masses progressed frotiiday schools to full-day schools.
Not only has the number of mandatory free schoofleays been extended from 9 to 12,
but the path to Higher Education (HE) and the nundjeyears spent at HE are also

longer.

In 2012 the first batch of secondary school gragtatill emerge from the New Senior
Secondary (NSS) Curriculum under the New AcadentiacBire (NAS). A further

description of this NSS revamp will be elaboratedlater in this chapter. The 2000
proposal of the education reform stated in the Word that “the goal is to ensure that
every student attain the basic competencies, whibse with greater potentials be
allowed to further excel.” Part of the vision oktReform is “to develop an education
system that is rich in tradition but cosmopolitard &ulturally diverse” (p 5). Anthony

Leung who was the Chairman of the Education Comionsis 2000 also wrote in his

1



Foreword to the reform proposal that “to raisedbality of education, the reform could

not be piece-meal and have to be comprehensive.”

In that same year, Tung Chee Hwa the first Chiefdtxive of Hong Kong accepted the
education reform proposal and the stage was s¢hdédNAS. The Reform’s direction to
“embrace different cultures to enable studentsetgetbp an international outlook” (p 5)
is one of the aspects examined in this thesis.eadsince 2000 the education system
has undergone a major facelift in name and policldswever, the meritocratic
structure does not do justice to students whosehenabngue is not Chinese even
though they are Hong Kong citizens. And in Hong #othese students are often
referred to as ‘ethnic minorities’ (EM). They haatso been dubbed as Non-Chinese
Speaking Students (NCS).

One of the issues that this thesis addresses itharhine Hong Kong education system
has ensured tha&verystudent has attained the basic competencies. Ibbiige basic

competencies is the use of the Chinese languagéuaictional level, then the NAS has
to be readjusted, and done so imperatively, bedaiséailing to address the education
needs of EM students in Hong Kong. The lingua feafor those who wish to pursue
careers in the Hong Kong workforce is Chinese. Aotz of the EM community in

Hong Kong lack one or more of the basic skills mr@se proficiency needed to pursue
higher education in Hong Kong. Within the parametfrthis postulation, the chapters

in this thesis will be sequenced in the followingmmer for the following reasons.

This is a case study and Chapter 1 starts off lremding the general context and
historical background of the education system ftbencolonial period in the 1970’s to
around the closure point of this thesis circa 20%fe backdrop of this can serve as an
understanding of how and where EM students standpg®sed to their Chinese
counterparts. The final segment of the first chapteo describes a more sensitive and

personal standpoint of the researcher.

Chapter 2 examines some literature from a philosaplpoint of view that expounds on
cultural and linguistic capital. This chapter alsies to problematize the concept of
empowerment in the context of governmentality, logistice and cultural hegemony.

The rationale behind this is to query and relate ronpowerment plays a part in the

2



socio-economic position of making education moreusive for the ethnic minority
community in HK. Chapters 3 and 4 describe the daiféection process and third

person narratives compiled from the semi-structimeztviews.

It is from the above vignettes that the second bélthe thesis is conceptualized.
Chapters 5, 6 and 7 evolved from the many houistefviewing various informants.

The protagonists of which were the students froendaise study school and their Heat
Teacher. Chapters 5 to 7 look into the more pettimgsues that are implied or raised
from the semi-structured interviews. And these eéhmeajor concerns teased out are
relevant to the education of ethnic minority studen Hong Kong. They are: Chinese
language literacy (Chapter 5); Segregation (Chafjerand the need for inclusive

education (Chapter 7).

Apart from re-visiting the research questions, Gba puts forward a recommendation
on how education opportunities for ethnic minostigan be re-harnessed. And finally
the conclusion in Chapter 9 will pull out of thereanicroscopic issues and take a wider

angle at Hong Kong’s positionality in its endeavtupffer education for all.

111 Education in Hong Kong
In the Overview for the education system, the EtdanaBureau (EB) states that the
government's policy objectives are to:

= provide nine years' free and universal primary and junior secondary education to all
children attending public sector schools. Starting from the 2008/09 school year, senior
secondary education is provided free through public sector schools. In addition, with
effect from the 2008/09 school year, the Government provides full subvention for full-
time courses run by the Vocational Training Council for Secondary 3 leavers to offer an
alternative free avenue for senior secondary students outside mainstream education;

provide a balanced and diverse school education that meets the different needs of our
students, and helps them build up knowledge, values and skills for further studies and
personal growth;

enhance students' biliterate and trilingual abilities;

enhance teaching quality and effectiveness in learning;

improve the learning and teaching environment;

help newly arrived children from the Mainland integrate into the local school system as
soon as possible; and

enhance the quality, flexibility and accountability of school administration.
(http://www.edb.gov.hk/)



The above implies that the policy appliesaib students in Hong Kong who attend
mainstream schools. The EB stated that the Govemtisnlanguage policy is to enable
“students to be biliterate (master written Chinasd English) and trilingual (to speak
fluent Cantonese, Putonghua and Englighyid). Apart from public sector schools, the
government also subsidizes full-time courses offeby the Vocational Training

Council (VTC) for Form 3 leavers.

On a separate page on the EB website, howeveg ther special section for the ethnic
minority communities in Hong Kong under the linkzducation services for non-

Chinese speaking (NCS) students”. It explains virads of adaptation programmes
there are for Chinese language learning for newiy«ed ethnic minority students in

Hong Kong.(Ibid)

The EB also mentioned that in most primary and iséary schools Chinese is the
medium of instruction whilst English is taught agae subject. The EB also further
encourages NCS children to “study the local cuhiicuto integrate into the community
as early as possible’E@ucation for Non-Chinese Speaking Childr&sB, 2008) and

under the Non-Chinese Speaking Parent Informatiaok&ye, there are links for

example, explaining HK education highlights as shawAppendix 1.1.

In an extended memorandum entitlBducation services for non-Chinese speaking
(NCS) studentsthe EB acknowledges that “some NCS students eneouearning
difficulties and adjustment problems when they gtirdlocal schools.” Thus the EB
further recommends that “greater care and help ohools, teachers and parents are
required so that these students can adapt to ¢hédducation system and integrate into

the community quickly.” (Ibid)

Newly arrived NCS children are allocated into aitidtion Programme which lasts for
six months. This programme offers students “realssloom experience” so as to
enhance their Chinese and English language stasm@adi it helps them adjust to the
local society and foster their personal developmafier six months, the NCS students
will be placed into a mainstream school. An aneeduthow the initial stage of data

collection was conducted is delineated in Chapteft8 anecdote is about the six-



month programme which newly arrived children hawettend before being sent to a

proper mainstream school.

Another form of support is the Induction Programifieis is a 60-hour course designed
by various universities or Non-government organires (NGOs) as commissioned by
the EB. The induction is offered to newly arrivelildren and the contents include,
“knowing the environment, basic learning skills avasic Chinese and English.” The
third type of support for NCS students offered B &émes in an indirect form. This
form of support is a grant which is given to thé@as which admit NCS students. In
other words, for every NCS child that a school admEB will allocate monetary
incentives to the school via the School-based Sutfzheme Grant. With the subsidy,
the school managers can make use of the granblffeta initiate school-based support
programmes (e.g. supplementary Chinese or Englistjulage classes) for the children.
In short, for special needs students such as N@Sceminorities and newly arrived
children from the Mainland, the EB offers four kindf services to help integrate
children and familiarize them to the HK school isett These services are: 1) school
placement assistance 2) Induction Programme 3)ddtased Support Scheme and 4)
Initiation Programme. Appendix 1.2 is a summaryhaf education support services for
NCS students.

1.1.2 Historical Overview
1.1.2.1 The ticket to Higher Education — ¥ Class Carriage
In the present education system, as this dissemtasi weaved, students who
complete junior secondary education i.e. Form 3 enomto senior secondary
forms i.e. Forms 4 to 5. This is a two-year cowbech prepares students to sit
for the Hong Kong Certificate of Education Examioat (HKCEE). In most
cases, only those who perform exceptionally welthis public examination is
able to move onto another two-year course i.e. Férand Upper 6 (or Sixth
Form level). In order to matriculate, Sixth Formbaes/e to pass the Hong Kong
Advanced Level Examination (HKALE). And with thatajification, students
can apply for an undergraduate programme in thal logiversities. According
to the Hong Kong Examinations and Assessment AilthgiKEAA),
(http://www.hkeaa.edu.hk/DocLibrary/Media/Leaflets/EA_Brocipef) over 100,000

candidates sit for the HKCEE at the end of theiedyear secondary education.
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From this batch of Form 5 graduates only round @%,8andidates can be
promoted to a Sixth Form place and are eligiblsitéor the HKALE.

After hurdling over the HKCEE, the HKALE becomes awven higher-stake
examination and earning impeccable results in eék@mination is the ticket to
enter university. The HKALE therefore, is also tkey to an undergraduate
program that can transform the lives of many yopegple. In order to facilitate
HKALE students to smoothly apply for admissionedigary institutions in Hong

Kong, a system was set up in 1990. Today, this adeb known as the
Committee on Joint University Programmes Administra System or JUPAS.
However, if students do not have HKALE results, amt to use alternative
academic qualifications to apply for admission ttediary institution in Hong

Kong, they can apply through the non-JUPAS routetHer elaboration about
the non-JUPAS route will be provided in section.2.2 under “The Ticket to
Higher Education —"? Class Carriage.” In brief, before a secondaryetdan

apply for a place at tertiary level, there are esally three phases in the

schooling system in which a student has to hurdés.drhese are:

a. Junior Secondary (Forms 1, 2 and 3)
b. Senior Secondary (Forms 4 and 5)
c. Matriculation® (Forms 6 and 7 or Lower 6 and Upper 6)

There are altogether eight statutory universitied @ne teacher-training college
which offer undergraduate programmes in Hong Kdnghe last decade or so
however, the universities in Hong Kong have expdnde offering sub-degree
programmes. Students who are unable to enrol integalar undergraduate
programme because their HKALE results do not me®s university
requirements for an undergraduate programme canagisfor a s sub-degree
programme which will earn him or her, an Associaégree. These programmes
are similar to those programmes in the United Stakat offer community
college courses. As in many places worldwide, iegra Bachelor's Degree is

essential in Hong Kong'’s highly competitive job ket; and certainly for one’s

! The matriculation course or better known as the HKALE lvei scrapped in 2012 to make way for the
implementation of the new educational reform. Junior secgradat senior secondary comprises of 3+3 years
and tertiary comprises of 4 years. This is dubbed in Hamgglkas the 3+3+4 system.



career advancement. This especially holds true wpegmer qualification is
highly regarded in Hong Kong. (See Appendix 1.3a@eneral list of all the HE
institutes). These institutes are all approved Kagher education by the

Education Bureau.

According to the Framework for Education Reform &gt the Education
Commission (EC), a reform agenda was drawn up avitenceptual framework
for ‘The Lifelong Learning Academic Structure’ fBiK. It is summarized in the

diagram below.

Continuing Education

uopeanpg
s1enpelb-sod

Full-time Post-secondary
Universities Colleges™

Unified System for Senior Secondary Education

Coherent Universal Basic Education

Early Childhood Education

*Post-secondary colleges refer to institutions providing post-secondary courses,
Vocational courses and compensatory courses.

Fig. 1.1 Lifelong Learning Academic Structure

One of the key issues raised by the EC was to iotk the feasibility of
establishing a “diverse higher education systent twanprises the existing
universities, post-secondary and continuing edanatstitutions, so that every
person who aspires to higher education will haveoonities to attend
programmes appropriate to their abilitiesbyrce: The Education Commission,
HK). Many full-time post-secondary colleges suchhat¥TC do offer bi-lingual
courses which EM students can enrol in. But theserstly vocational courses

which are regarded as compensatory courses byuthle p



As mentioned, the most direct way to higher edoecaith Hong Kong, is to earn
excellent grades in the HKALE and meet the entraegairements for a direct
entry into a local tertiary institution. Howeveraded on the results of the
HKALE, each university in Hong Kong has its minimugnade point entry
requirement for its undergraduate programmes, and were, achieving the
minimum score cannot secure a student a place atersity because
competition is very keen, especially for more sduafter programmes. Apart
from high HKALE scores, students need to pass aenirew before being
accepted. The HKALE is very close in nature, to @@E Advanced Levelm
the United Kingdom. As one can surmise, the HKAhEVed in the shadows of
colonial influences prior to 1997. The HKALE struct is steeped in the history
of the Hong Kong education system and all the locaersities give priority to
the HKALE candidates when choosing their yearly rfmatch of top candidates.
I will further elaborate in Chapter 5 why applyifgr a place at a local
university becomes almost impossible for an etimicority student. Appendix
1.4 is a chart prepared by the EB describing thile fheat an ethnic minority can
take towards HE if he or she cannot handle thelaedtorm 5 exit examination.
This diagram described in Appendix 1.4 is not anitatple solution for EM
students because the higher diplomas earned awresrioghly regarded as other
non-JUPAS qualifications because competition foplace is keen. In other
words, this path described is not a realistic pathwo HE.And as mentioned
earlier, the first class through train ticket tplace at HE can only be enjoyed if
a student’s grades at the HKALE are in the top fitaus although the minimum
requirements are satisfied, admission is not gueeainbecause the number of
places available is fewer than the number of appt® Also, the selection of
suitable candidates is decided by the particulatitution, which is entirely
independent of the JUPAS Office. It therefore gtmes$ollow that high grades
earned at public examinations does not promisea@epin an applicant’s first-
choice application at the desired university. Thare nine institutiorfswhich
make up the JUPAS, and out of this total, eightheim offer publicly funded
first-year-first-degree (FYFD) places. There are608 of these FYFD places
which are funded by the University Grants Commi{té&C).

2 City U, HKBU, Lingnan U, CUHK, HKIEd, Poly U, HKUSTQpen U and HKU



http://www.edb.gov.hk/index.aspx?nodeID=7006&langno=1

The selection criteria for HE into the nine pagating institutions under the

JUPAS are summarized as follows:

» HKCEE and HKALE results are minimum requirements

» Performance in interviews and/or tests, bandingrogramme choices

= Qverall grades achieved by other applicants andntiraber of applicants
applying to the programme in the current year, gkys a factor in the
selection of students
http://www.jupas.edu.hk/en/j3/about-jupas/impottaatices

1.1.2.2 The Ticket to Higher Education —?' Class Carriage

If the HKALE results are not satisfactory, there aiternative routes to HE for
local students. There are post-secondary courdesedfby both private and
government-subsidized institutions which offer Dipla and Higher Diploma
courses in many fields. This alternative route nouadergraduate programme
may seem like a detour, for those who are unsuftdess the HKALE.
Eventually however, one can still earn a Bachel@egree via sub-degree
programmes. For example, an Associate Degree igsailje qualification to

apply for an undergraduate programme.

In his Policy Address in October 2000, Tung CheeaHwhe first Chief
Executive of Hong Kong after the end of British emignty, laid the blueprint
for a new academic programme — the Associate Degregramme. Geared
towards school leavers of Upper Sixth Form who dadt make it through the
JUPAS, this new alternative route proved groundikirgg in the future of
tertiary education system in Hong Kong. The Chigé&utive also mentioned
then that:

“In developed countries and some major cities in Asia, up to 60% of senior
secondary school graduates pursue tertiary education. For Hong Kong, however,
the rate is just about half that, not only are we lagging far behind, but we are
failing to meet the needs of a knowledge-based economy. It is imperative we
catch up. Our objective is that within ten years, 60% of our senior secondary
school leavers will receive tertiary education. By then, we will need to provide



about 28 000 additional places for higher education, bringing the total number
to around 55 000.”
(http://www.info.gov.hk/gia/general/200010/11/1011140.htm)

In sync with the “Education for all” motif, the naduction of Associate Degree
programmes gave birth to new schools within thehteigniversities almost
overnight. For those who jumped aboard this new ti@ an Associate Degree,
some of the first batch of Associate Degree grastuadibnned their academic
regalia in as early as 2001 (Hong Kong Polytechaineversity, Community
College) or 2002 (Hong Kong Baptist University, [ége of International
Education). Armed with an Associate Degree, manydti&duates can apply for
a place in an undergraduate programme via non-JUPAS ‘mechanism’ is set
aside for candidates coming in from alternativeteéswf schooling, and are not
the public examination winning purebreds from th€ALE. The non-JUPAS
caters for those who wish to enrol in an undergaéelprogramme but might

have other types of diplomas.

The Associate Degree programmes and the AssociaggreP Foundation
Programme; also known as sub-degree programmesffared at what is now
becoming an alternative route for HKALE and HKCEHEadpates. This
alternative programmes are offered at all the asytiinstitutions, except the
HKIED. Thus came to being various community colkedeearing different
names which carry different clever and suggestorersayms. Hong Kong has an
uncanny love for acronyms. There are: SPACE; HK@@/GHCC,; CCLU,
CCCU and CIE as a few examples. (See list of aecnsj)y

As mentioned in 1.1.2.1, more about the non-JUPys$esn will be explained
here. Each University has its own criteria for gtte students into their
undergraduate programme via the non-JUPAS systene. fbllowing are
descriptors of Non-JUPAS Admissions Scheme from different universities
in HK and the entrance requirements. As a pointebérence these two are

chosen for comparisotiThe first one is HKU, which ranks amongst the itop

® Times Higher Education Supplement (THES). AccordintnéoQS World University Rankings 2009, HKU is
rated 24th worldwide, followed by HKUST and CUHK.
Rank, Institution, (World Rank)
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Asia, and the other one is HKBU, which ranks midga in Hong Kong. The

other tertiary institutions have similar descrigtofor their Non-JUPAS

Admissions.

Hong Kong University Hong Kong Baptist University
The University of Hong Kong welcomes | Associate Degree Student/Holder
applications for admission through Holders of or final year students
what is called the "non-JUPAS" studying for an Associate Degree at a
Admissions Scheme to our many higher education institution recognised
undergraduate programmes from local | by the University may apply for Year 1
candidates who are not current or Year 2 entry, depending on the

students in the mainstream schools in | depth and relevancy of the subjects
Hong Kong and who are not applying and the programme in which they are
for admission on the strength of Hong | enrolled. Non-final year students

Kong Advanced Level Examination studying an Associate Degree

results. There are no fixed quotas for programme who wish to apply for
non-JUPAS applicants, the number of admission must satisfy the General and
students that are admitted being a Programme Admission Requirements
function of the number and quality of for HKALE and HKCEE as listed in the
students applying each year from both | General University Admission

the JUPAS and non-JUPAS schemes. Requirements and Programme

Admission Requirements respectively,
Associate Degree or Higher Diploma and are eligible to apply for Year 1
(i.e. sub-degree) graduates should only.

apply under the non-JUPAS scheme.
Applicants who are currently enrolled in | General University Admission

a full-time bachelor's degree Requirements

programme in a local tertiary institution | = Students from Hong Kong with the

funded by the University Grants Highest Qualifications/Status in:

Committee (UGC) should also apply = HKALE AND HKCEE examinations

through this route. Please note (JUPAS applicants). Applicants must

however that following UGC's fulfill the following requirements for

guidelines, inter-institutional transfer is HKALE AND HKCEE:

normally not accepted, and the *= Hong Kong Advanced Level

University is only able to consider Examination (HKALE):

applicants who are applying to = Grade E or above obtained in any

programmes which are the same as or two sittings.

similar to the programme of their = AS Use of English1; and AS Chinese

current studies. Language and Culturel; and either:
two AL subjects or: one AL subject

Non-JUPAS Entrance + two AS subjects

Requirements: = Hong Kong Certificate of Education

» Students reading an Associate Examination (HKCEE):
Degree (AD) / a Higher Diploma (HD) | = Level 2/Grade E or above in at least
in a community college of a UGC- six subjects2 including Chinese
funded institution: Language or an alternative language
(other than Chinese and English)

1 University of Hong Kong (24th)

2 HKUST (35th)

3 Chinese University of HK (46th)

4 City University of Hong Kong (124th)

5 Hong Kong Polytechnic University (195th)
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Gain in the HKCEE and English Language3 with at least
= Level 3 or above in English five subjects in a single sitting.
Language;
= Level 2 or above in Chinese
Language; or grade E or above in a
language other than Chinese and
English;
Grade E or above in three other
subjects;
At least 13 years of pre-university
schooling on a full-time basis,
including one year of successful
study on a full-time AD / HD
programme in @a community college
of a UGC-funded institution which
should be at least two years in
duration.
Applicants who do not fulfil the
requirements above must have
successfully completed a 2-year AD /
HD programme or two years' study
on a 3-year HD programme in order
to be eligible for admission.

http://www0.hku.hk/admission/nonjup
as.htm#note
http://www0.hku.hk/admission/nonjup
as-entrance.htm

Fig 1.2 Non-JUPAS Admissions Scheme

In contrast to Hong Kong, Community Colleges in theted States have been a

long-standing part of their education system witkllsg@stablished articulations

with universities across the US. The beginningE@hmunity colleges in the

US can be traced back to the early 1900s, and nitwamMong history behind

them, and well established articulations with vasigtate-wide universities, the

community college degree is often a recognizedifigetion for further studies

in the United States or can be used for transferedits. In contrast and strictly

speaking however, community colleges in Hong Koagehnot yet celebrated

their first decade, and Hong Kong’s overall resgottsthis alternative route to

HE has been on many occasions the topic for rathgrammes and TV talk

shows, especially near the time when public exasulte are to be released.

Many in HK are still reticent towards attaining absdegree because the

articulations with statutory universities are stitit transparent enough.
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Since the inception of Associate Degree programmesoss the local
universities and other post-secondary institutiotitgere have been mixed
feelings from the public about this academic quadiion. Firstly, it is
considered as a sub-degree and is secondly, ldb&$lesecond-class academic
fall-back qualification when compared to the matlation courses geared
towards the HKALE. On a more scholarly or politigerspective however, the
response to the introduction to Associate Degremgrpmmes are yet to be
documented. Nonetheless, when a student does netdrgy offers at all via
JUPAS, the best option is to enrol into a sub-degne@gramme. Thus, overall,
HK is steadily accepting this alternative routeato undergraduate program.
Tuition fees for an AD are higher than tuition fé@sa government fully funded
undergraduate programme, and not all HK families afford to send their
children to these AD programmes because often #eynot UGEfunded. In
contrast therefore, AD programmes tuition fees farehigher than a standard
undergraduate programme. Appendix 1.5 shows a géngp what HE tuition in
2009-2010 was like in Hong Kong. In putting togettiese facts, the core of the
apprehension for lower income families is that vimgktowards an Associate
Degree not only costs a lot, it also does not ensusmooth transition to an

undergraduate programme.

As far back as the days of Imperial China, the majechanism of recruitment
into the central government was via the Imperiahfinations. Thus, traditions
of high-stake examinations such as the HKALE ar¢ eamsily erased and
substituted by other entrance requirements intarzstergraduate programme.
Hence, for many local students in Hong Kong, theAHK is a “do-or-die”

experience. For many Chinese the world over, Héagg is also part of the
Confucius heritage. The deep seated traditions aiffi@ius’ teachings mean
nurturing a strong sense of hard work and endurélnagie 1989). In fact, the
influence of his legacy among the Chinese peoplsoispervasive that this
Chinese demeanour towards education is well doctedeand researched

(Purcell 1936). One not only accumulates knowldtigeugh education which is

* UGC stands for The University Grants Committee. This hon-statutory body which advises the Government
of the SAR on the funding and strategic development of higheragion in Hong Kong. It also tries to preserve
institutional autonomy and academic freedom, in the conteappfopriate financial and public accountability.
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the key to power and ascending the political hargr but also education earns
the scholar deep respect and integrity. A Chinesaly is always proud when
their children are able to achieve the high demarfdsholarly achievements. In
spite of it all, children are instilled with thelled that stalwartness is a necessary
part of life even when chances of success are (#liau 1993). Hence reaching

beyond the upper rungs of secondary schoolingngjar achievement.

Post 1997, however, brought about major revampingystems and policies in
many areas including education. Two of the majoppsed educational changes
that led to more pathways to HE are:

a. The introduction of Associate Degree programmes in 2000 and
b. The reform proposals for revamping the education system in Hong Kong laid
down in 2000.

In his speech on tertiary education to the LeyCegislative Council member
(Functional Constituency) and Chairman of the Vioratl Training Institute,
Andrew Leung (2007) said:

In recent years, public views have been diverse in the substantial increase in the
number of associate degree places. In promoting sub-degree programmes,
many of the institutions have advertised the possible articulation for graduates to
the second year or third year of the university programme, in order to offer a
pathway for further studies to the large number of students who fail to enrol in
universities on strength of their matriculation results. However, we can see that
the number of sub-degree programmes and the relevant student intake have
been on the increase year by year, totalling over 30,000 in 2005-2006. But only
840 subsidized second-year and third-year undergraduate places are offered for
the articulation of the graduates. That means less than three in 100 graduates
have been offered an articulation place. This ratio is probably higher than that
of winning Mark Six. But it falls far short of satisfying the needs of these
students for further education. As a result, associate degree students studying
hard for two years in difficult conditions have to "fight tooth and nail" or even
get bruised and battered before they can realize their dream of having an
articulation opportunity to the second year or third year of the university
programme. Thus, the general public has got the impression that sub-degree
students, particularly associate degree students, are inferior to others.

® The main functions of the Legislative Council are to efes; examine and approve budgets, taxation and
public expenditure; and monitor the work of the Government.LBggslative Council of the HKSAR is also
given the power to endorse the appointment and removal pfdges of the Court of Final Appeal and the
Chief Judge of the High Court, as well as the powemjzeiach the Chief Executive.
(http://legco.gov.hk/english/index.htm)
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It is therefore of crucial importance to take aerwloser look at our complex
education system and policies, and consider ha&ntmake the academic life
of a Hong Kong student or more so, the life of #mie minority student doubly
difficult. If HE is the key to upward mobility botbconomically and socially,
then the lives of many ethnic minorities in Hongnigohave a higher mountain

to climb at a steeper incline.

In this chapter, | shall try to further elaborate what it takes to reach the HE
summit. To recap the EC grid table (Fig. 1.1) fe-long learning in the earlier
part of Chapter 1, a student whose goal is to anteersity, needs to first jump
over the hurdles of: a) the SSPA; b) the HKCEE @nithe HKALE. These three
hurdles belong to the bottom two tiers of the Higdemic structure as based on
Fig. 1.1

The description of the mainstream route to HE ésghme for all those who trek
the Hong Kong education systmOn the outset, all Hong Kong citizens,
disregarding whether one is Chinese or not, isrgiiee years free education by
the government. Free schooling is provided fronmBriy 1 to Form 3. This was
already laid down in 1978 during the days of caiong Kong. In those days,
after Form 3, a student has the choice of whetherod he or she wanted to
continue to study. A student can opt to continueé prepare for the HKCEE or
enrol in a vocational school or apply for Diplon@ucses. In most cases, as with
Chinese students, many want to further their stublie taking the next step of

completing Form 5 and sitting for the HKCEE.

1.1.2.3 Free Education for All

All students are equal, but some are more equal itk others. A sympathetic
onlooker will understand that even though on thesety all resident children,
regardless of their ethnicity, receive free mangagalucation (free kindergarten
education excluded) until the completion of secopdshool, not all of them

become proficient in the Chinese language. Thighiere the narratives of the

® This education system however, is not the same for those students who, for example, prepare
for the International Baccalaureate (IB) or the General Certificate Secondary Education (GCSE).
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ethnic minorities in HK become pertinent in thiadst. For although HK has an
excellent education system for its youth, it falsort of catering to those who
need to learn Chinese as a second language arichniersed and assimilated

into the HK culture.

The ethnic minority community in HK is very smak, mere 5% of the 7 million
(and steadily growing with the monthly new immigisufrom China) population
of HK. Within that 5%, around 300,000 are contraebrkers from the

Philippines or Indonesia who are mostly domestitpdrs to middle class
families. The ‘dominant’ ethnic minority groups KK who are residents are
Indians and Pakistanis, followed by Filipinos andpllese. In HK, there are
around 10,000 EM school children attending kindesya primary and

secondary schools altogether. One of the questiskad in this study is, how
articulate are these children in the dominant lagguof HK? Or, how fluent are
these EM children in Chinese? The answers to thaestions will be expanded

in Chapter 5.

Understandably, the Chinese language is one ofmibet difficult languages to
learn especially when one’s mother tongue is furetgaily a phonetically based
language. In the Chinese language, each characteade up of a combination
strokes and each character is made up radical§dimta new character. And
thus the combinations of strokes are like codea gombination lock that can
give way to multiple new characters and with newanmegs and so forth. Every
single character has its stand-alone meaning. €&aiakildren both at school and
at home master their mother tongue through houdshenurs of rote learning;
chanting of phrases and passages; and memorizdtguch characters and their
combination strokes. Needless to say, the consti@dhiof repetitive character-
writing is part ofeveryChinese child’s learning process. Rote learninggig of
Chinese language learning. Each stroke in a clarattould be written in a
particular direction and the completed charactémsulsl be of uniform size
throughout the whole passage, no matter how magiigais each character is

made up of. Thus it is not just learning how to makeaning of the combination

72006 Population By-Census. Thematic Report: Ethnic Miesrit
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of strokes, but also learning how to combine theksts in stylistic penmanship.
If a child forgets what is taught in school, thex®ften family at home who can
explain and help the child complete the assignmBEme. following is a counter-

story. The protagonist is Ismail.

A short story about Ismail:

Ismail is a 13-year-old Pashtun from Pakistan, and came to Hong Kong when he
was 8 years old. He is the oldest of three siblings. No one in Ismail’s family can
read nor write Chinese. Ismail and his family are devout Muslims. His mother is a
housewife who speaks little English and no Cantonese and his father works as a
construction worker and is the sole bread winner. His family’s monthly household
income is just enough to pay rent, utility bills and daily expenses for a family of
five. Ismail’s family has no other relatives living in HK, but his father belongs to a
small community of fellow-Pakistani workers like himself. Ismail goes to a local
school which offers him nine years free education as stated under the Hong
Kong law. Like most children in Hong Kong, the learning of Chinese language is a
regular part of his schooling. Since Ismail arrived in Hong Kong when he was 8,
he did not fit the academic requirements for a typical 6-year-old Hong Kong child
who would normally be in Primary 1. So he was held back and had to start
Primary 1 at 8 years old.

The issue | wish to bring out from this is thighat learning to be proficient in
Chinese language takes endless hours of practitdéoarsomeone who is non-
Chinese speaking (NCS) and living in HK, often &h&x no support at home in
the form of someone who is literate in Chinese.sTfar the NCS student, the
assignment of copy-writing of characters can bepetad, but if the assignment
involves other tasks such as reading or compositltm NCS student is unable
to receive the kind of support needed if he camewtember what the character
means. By “default”, ethnic minority children, wiige in Hong Kong, cannot
easily obtain the same kind of home support whenoihes to completing
Chinese assignments, simply because they are nioeszh Ismail's story is
fictional. In Chapter 4, the experiences of sevethhic minority students from

the case study school and their family will be lekto

Insofar as textbooks or learning aids are concerthede is no readily available
Chinese language learning material that schoolsusanto teach NCS students
Chinese. Out-of-classroom support for Chinese lagguearning is crucial for
NCS students. The teaching and learning of Chiaesesecond language in HK,
as opposed to English as a second language, isveglanew in local

mainstream schools. The language teachers in bothary and secondary
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schools are not specially trained to teach Chimesa second language to these
ethnic minority students. Therefore, these teacherdeft to their own creativity
and working experience as a language teacher t@rddgshinese learning

materials for their NCS students.

Chinese language teachers who teach NCS studewtst fdifficult to obtain

tangible support from the EB in the form of teaghmaterials for NCS students.
The EB has not yet, provided schools which haveietminority students with

an appropriate and centralized teaching maféfial Chinese as a second
language. A sample of the teaching material cafotyed in Appendix 4.1 to 4.4.
This packet of Chinese language learning matedallwe further developed by
Chinese language teachers for EM students’ uséwoidfh there are steadily
more and more Chinese learning material being deeel, the Assessment
Guides in the grading of Chinese language learfingecond language learners

have not been standardized.

Unlike Teaching English as a Second Language (TEB&aching Chinese as a
Second Language to immigrant children is not offeéreany of the Education
Faculties in the tertiary institutions in Hong Koribhis is not to be confused
with the kind of Chinese language courses offetddomg Kong universities for
foreign adult learners. During the colonial dayshef 2" century, the expatriate
community who served in the civil service underwentensive Chinese
language courses to serve the purpose of theingdbre. The Chinese spoken
and written word was for example necessary forg&hglish police inspector or
the English senior immigration officer because #@swnecessary for them to
communicate with their Chinese subordinates. Sdken #he British government
left the major positions in the civil service, ttreeed” for Chinese as a second
language also deteriorated. Post 1997 saw a natetain to the use of the
Chinese language. The return to Hong Kong’'s matihregue and an upsurge of
the use of the Chinese language was the first fstepplong Kong people to

rekindle their national identity. English of counsmains as the lingua franca

8 Appendix 5 is a sample of the (as of 2010) Chinese largieaghing material being designed for NCS
students in HK. It is hoped that this set of textbooks wilb&e of the centralized teaching materials for
Chinese as SLA for EMs in HK.
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for the commercial aspect of Hong Kong lives, btiin@se in all its forms of
text, religion and culture had to re-imprint itseifter a 99-year rule of the
British Empire (Tsui and Shum 1999).

It is important also to understand why Hong Kongl a reshape its Chinese
identity without straying away too much form the tderland. Since reinstating
Chineseness is now crucial in the new Hong Korrgf@éir to new Hong Kong as
post-1997 Hong Kong), it only becomes natural thate is a sudden thrust of a
“Chinese agenda” into every aspect of Hong Korgy lificluding education. Post
1997 saw the implementation of Chinese as the medifiinstruction (Mol).
Much to the chagrin of many local schools, a nemmfef bench-marking was
introduced in which schools that could not meeteatain threshold in the
English standard had to “revert” to CMI on the grds that the students of those
particular schools did not prove themselves prefitenough to learn in English,
and thereby were incapable of learning in Englistall fairness, the explanation
for being allotted as a CMI school, meant thatrieay can be enhanced because
Hong Kong is after all, predominantly Chinese ainid important to appreciate
the Chinese heritage by being instilled in the @selanguage. This meant that
if a school was categorized under the CMI labeltediching materials for all
subjects, save for English has to be in Chinesés iitajor revamping for the
Mol was a cause for publishers’ rejoicing and aosesr moment of transition for
many schools because they were now required th #aat learn in Chinese. The
political agenda has always played an importane risl language policy

formulation and implementation. (Tsui and Shum 1999

In light of all this, the ethnic minority communiily Hong Kong could only wait
and see what remained in the scraps of token helpwere to receive from the
government. This was a key concern for those etimority families involved

because the switch from learning in an EMI envirentrto a CMI environment
meant much more needed special educational suppoguse ethnic minority
students had to first overcome the Chinese langbageer. The initial response
from top to bottom, regardless of policy makersny individual who is part of
the Hong Kong community, felt that it is best fbetethnic minority community

to be part of Hong Kong and be integrated into Gdhools if possible. That
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way, the ethnic minority can assimilate into Chaneslture much more directly.
After all, many South Asians have made Hong Kor@rthome. Thus, it lies in

the hands of that particular school as to how Gernghould be taught to NCS.
The kind of support from the Head Teacher or Ppalcalso determines how

much Chinese language teaching to NCS studentsecdone.

1.1.2.4 The Dominant Language of Interaction in Hog Kong

Cantonese is the vernacular language of Hong K&ug.if asked what the
lingua franca is, one stops short wondering, bexdus not English. It is not
English unlike the Englishes spoken in other pagtdh colonies like Singapore
or India. With 5% of Hong Kong’s population beintpeic minorities, which is
around 350,000 who are mostly South Asians, alortiyg mvore new immigrants
from the Mainland from different provinces who skeiifferent Chinese dialects,
it is interesting to note how Hong Kong still hagt ryet truly established its
lingua franca. However, for the purposes of eveyyaammunication, Cantonese

is still the dominant language spoken in Hong Kong.

Before one can appreciate the language policydarcthrent education system, it
is important to consider how Cantonese became #raacular language of
Hong Kong. One of the more pressing issues thateiailly shaped the language
policy of Hong Kong, dates back to the 1940’s wiong Kong became the
haven for thousands of refugees from the southevinres of Mainland China.

Fleeing the carnage of the Civil War and the Calt&evolution, many crossed
the border into colonial Hong Kong. English, befd@97 was considered the
Supreme Language (So 1998) and it was the langtiaae was used by

professionals, officials and the upper echelon ofiglKong society. Aside from

the indigenous dialects, Cantonese was the langsa@een inside and outside
one’s home. As a reference point, the 1991 Censuk Statistics Report

recorded that 95.8% of the population spoke Cams@snehich was classified

under the “usual language” spoken.

As many Chinese from the region of the Pearl Rbelta made Hong Kong
their home, the population increased rapidly arfibsting needs of the territory

became a high priority. Thus in 1978, the governnmaplemented an education
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policy that all children in Hong Kong from six taftéen years old received
compulsory education for nine years. That translaéo six years of Primary
education and three years of Junior Secondary édacafter 2008, students
will receive mandatory six years of Primary edumatand six years of Junior

and Senior Secondary Education inclusive.

Curiously, the language(s) of instruction in sclso®lolved from the mechanism
that promoted elitism. At the end of Primary Sitydents are allocated a place
in Junior Secondary based on their academic relsoltsinternally and based on
the Territory-wide System Assessment (TSA). Thalehts are given a place
through a Secondary School Placement AllocationteBys(SSPA). The

allocation of a junior secondary place itself iuatal in determining the

educational opportunities of a student. Before 188Rools in Hong Kong were
categorized into three major types: These were Agl&Chinese secondary

schools or Grant schools 2) Chinese middle scraruds3) technical schools.

The language of instruction in these three typesatiools identified with the

schools’ prestige and calibre of students. Enghals the dominant language of
instruction for all major subjects, except Chinéseguage, in Anglo-Chinese
schools. Chinese middle schools taught all subjad&hinese and for those who
did not have the academic aptitude, technical dehwere an alternative and

Chinese language was also the main language ofiatisn.

Today, names have been changed, but the labeliilhggssentially means the
same. Instead of categorizing schools as typesjotstare identified by the
medium of instruction that they use in the classrea.e. an EMI school meant

English medium of instruction, and CMI meant Chaesedium of instruction.

Schools that taught mainly in English were therefby far considered top-
notch and according to public opinion, preferred pwrents because
academically strong pupils were allocated to thed®ools. The standard of
English of students in EMI schools is stronger thhose who attend CMI
schools. In a short paper produced from the Honggk@emocratic Foundation,
Lo (1990) described that in spite of the strongomdtes of Chinese as Mol,
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many parents are still reluctant to send theirdchit to CMI schools because it
lacks a promising future in the realm of HE. Noméhe statutory universities in
HK are completely CMI. Since most undergraduategmmes demand a
higher standard of English, the need to be praficie English becomes much
more crucial when studying for a first degree. Thaupass in Chinese language
might be a pre-requisite for entering universityt the bulk of the learning and
teaching is done in English. In this light, manyiri&se families try their best to
enrol their children in EMI schools so that thelaoces of entering university

are greater.

1.1.3 An Overview of the Education System in Hong #&ng

The following grid description (Fig 1.3) of the HprKong education system will
however be given a new face-lift after 2009. Asthmoment in time, Hong Kong has
just begun her maiden voyage of the New Senior 8ty (NSS) Educational Reform.
In the NSS system there will be only one major examination for students at the end
of six years of secondary schooling, instead oftthditional seven years. In short, the
HKCEE and the HKALE will be a thing of the pasteaf2012. In place of the HKCEE
and the HKALE, students will be awarded the Hongngdiploma of Secondary
Education (HKDSE). This is an important factorctnsider because it means that the
academic life span of a student will be prolongad many will remain at secondary
school under the NSS curriculum. In other wordsdsnts will complete their senior

secondary school at the end of their sixth yedeadsof five years.

The Hong Kong education system is going througb teiry transition as this thesis is
being shaped. By 2012, the HKALE will become anptsteelved colonial system in
Hong Kong schooling. Thus the old way of “5+2” iswibeing replaced by “3+3+4".

This new formulaic metaphor of 334 will be in falving in 2012.
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An Overview of the Education System in Hong Konépbe 2012

Post-
graduate
Courses

T

Post-secondary
University Courses
Upper Six (57) Technician level
Lower Six (S6) Project Courses
2-year preparation Yi Jin OR
for HKAL Craft level courses

Senior Secondary (S4 — S5) J

2-year preparation for HKCEE

]

Junior ‘ISecondary
(81-83)

|
Primary
88PA
(P1-P6)

]

Kindelrgarten
(K1-K3)

Fig. 1.3 An Overview of the Education System in HK before 2012
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The following is an overview of theewEducation System in Hong Kong i.e. the NSS,
which will be fully implemented after 2012.

Multiple Pathways

Further Stedies ./ Professional Qualifications / Employment

1ocacional prozrammes of Top-up Desree
I'h::i- Azacinte Degree Frosrammes

Traimies Cerdfcate, soc)

| Hong Kong Diploma of Secondary Education |

[

| Senior Secondary Education |

Fig. 1.4 An Overview of the New Education System in Hong Kong after 2012
(Source: https://cd.edb.gov.hk/334info/information_page_en.asp?td=a6)

1.1.3.1 The Ulcer Beneath the Poultice

Under the NSS system the first batch of studentgvdduate in 2012, with a
HKDSE which will be their ticket to HE. 2012 willlso bid farewell to the
HKAL. It is crucial to mention this fact here besauas HK is now undergoing
this major educational revamp, there is a groupghbafut 10,000 ethnic minority
students who are caught in this NSS educationalrefind are now in limbo.
Being in limbo means that they are in junior se@gdchool but they have to
be prepared for their senior secondary exit exatimnand ready to sit for the
Chinese language exam as well. The crux of theem&tthat many of these
NCS students are not ready to take on an exammatioLl level which
demands the learning of a completely new langudigés because of this
educational revamp that the EB has to confront idse that has been
problematic but unattended to all throughout thargeof colonialism. As
already mentioned, after the implementation of &S system, Chinese was

made compulsory and ethnic minority students hagltokly become proficient
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in as much Chinese as they could within the yedr&mm 1 to Form 5,
depending at what point they were in Junior Second® that they could sit for
the Chinese Language exit exam.

There appears to have been a glitch when Hong Kemarked on this
monumental educational reform. The EB may havegtittien’ about the ethnic
minority community in HK, and when Chinese language made compulsory
for all students in the 12-year free and mandatory educatie NCS children
were left to fend for themselves when it came tkipig up the four skills in
language learning in Chinese. As a quick respoonsthé protests made on
behalf of the EM students, the EB decided to aleM students to use the
IGCSE Chinese Language exam as a qualificatiofuftiner studies. Therefore,
these students had the paper qualification for €@rlLanguage. But in essence,
there is a big gap in the level of difficulty fdret IGCSE and the HKDSE. The
table below cited from one of the Band 1 schbmisHK, briefly describes the
criteria for the eight local universities. To be @ligible undergraduatell of
the institutions’ require Chinese Language if thedent comes from an HKAL
or HKDSE background and is applying via the JUPAS.

Comparison of General Entrance Requirements of Universities

Institution General Entrance Requirements*
* The Hong Kong Institute of 4 core (Chinese Language, English
Education Language, Mathematics

* The Hong Kong University of
Science and Technology
The University of Hong Kong

& Liberal Studies) and 2 elective
subjects

City University of Hong Kong
Hong Kong Baptist University
The Chinese University of Hong

4 core (Chinese Language, English
Language, Mathematics
& Liberal Studies) and 1 elective

Kong

¢ The Hong Kong Polytechnic
University

¢ Lingnan University

subject

4 core (Chinese Language, English
Language, Mathematics

& Liberal Studies)

*Note: Individual programmes may have additional requirement(s)
(Source: http://www.smcc-canossian.org/)

Fig 1.5 Comparison of General Entrance Requirements of Universities

® There are 3 ‘bands’ of local secondary schools in Hith ®and 1 which is the academically elite, and Band
3 are often slower learners. The allocation bands of stsidle HK are determined according to a scaled
internal assessment in P.5 & P.6 Hence, students iraprischools with better allocation results face keener
competition because their grades reflect the secondaopkband that they will be allocated to.
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If we embrace the needs of HK's EM as part of thére national curricula,
then HK should grasp globalization to include nolydinancial superiority but
also social and cultural aspects of HK societyother words, the forces of
globalization are evolving in nature and impactd a@nis imperative that HK
takes bigger leaps into more and major inclusiordicating the EMs in HK
with Chinese literacy, and not only make cosmetifers in the likes of
reviewing educational policies. Avis (2007) pointedt that “meritocracy is
being reconstituted in new economic and social itmms, but which, as in the
past, ultimately blames the individual for educagibfailure.” By developing a
Chinese language curriculum for non-Chinese spgadtindents in Hong Kong,
the ethnic minorities can progress based on thdityaand talent rather than on
wealth or class privileges, which many of whom du have to begin with.
Certainly, this also entails a major investmentha schooling of those ethnic
minorities in Chinese culture and Chinese langusighs. If any city in the
world, Hong Kong can be the pioneer in becomingrtiust sought-after city in
which Chinese culture and Chinese language learcamgbecome a hub for
both overseas students and her home-grown ethmorities. Lowering the
exam requirements to GCSE Level from the HKCEE Lévenly a temporary
poultice to the real needs of ethnic minoritie$long Kong if we are to prepare
them to enter the workforce in Hong Kong and makent socially and
economically viable individuals.

Without a centralized method of Chinese Languagehtieig to NCS, there is no
possibility in the near future that EMs in HK camtex higher education in local
tertiary institutions without having to tread a mdaring route to a Bachelor's
Degree. On one hand, students do not have the shirenguage pre-requisite
to enter most post-secondary schools or collegash® other, the government
promises to give 12 years of free schooling to Hidents. But in those 12

years of free schooling, there is no commitmenensure that EMs are also
equipped with the Chinese Language skill strongughoto pursue higher

education. Thus EMs are trapped in a system ofadurcthat on the outset, has
given them the academic qualifications of secondahooling, but not enough
to give them the choice to pursue further higharcation, which can in turn

lead to better upward social and economic mobilitgnically, except for
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Chinese related courses, most courses offereceinrtdergraduate programmes
are done in English.

The diagram below is the NSS curriculum from the @&cribes at a glance
what a Hong Kong school leaver must cover at schefdre moving onto HE.
Given thatall students are treated equally regardless of ethinipgriod of

residency in HK and schooling experience, the Gatdelow must be met

before any opportunity can be given for HE.

The New Senior Secondary Curriculum

(’r H\" /— 2 or 3 Elective _‘\- r'/_ Other Learning ‘-\\

4 Core Subjects Subjects Experiences
) Maoral and Civic
Chinese Language EE: 2 or 3 subjects chosen EE: Education,
Englizh Language from M55 elective Community Service,
Mathematics subjects, Aesthetic Development,
Liberal Studies Applied Learning Phyzical Development

and Career-related
Experiences

Courses

and/or other
language courses *
N AN L J
% of Time Allocation :
45-55% 20-30% 15-35%

*Schools will offer dif ferent M55 elective subjects depending on individus] schools” context and students
nesds. Some schools may slso offer Applied Lesrning courses andior other language courses.

-}

Fig 1.6 The New Senior Secondary Curriculum

(Source: http://www.hkeaa.edu.hk/DocLibrary/HKDSE/Progress_promote_HKDSE/EDB-
NSS.pdf)

As seen in the core requirements, Chinese Langisagé the foremost. And
upon closer scrutiny, Liberal Studies (LS), anothendatory subject in the
NSS, also encourages students to examine Chinegd, gmlitical and cultural
topics as seen in Appendix 1.8 In this referenger, §lides are pinned down for
a closer scrutiny. Special attention is drawn ® skecond topic area, “Society

and Culture”. Under this topic, modules 2 and 3umeq students to tap into
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Chinese socio-political issues. On the one hand, NISS Liberal Studies
curriculum has enlarged the periphery for learrabgut socio-political issues
which concern HK and the Mainland. But on the otfnd, it is hampering the
EM students from fully grasping this course becanfsanguage barriers. The
introduction of this subject in 1992 not only pldya part in paving the way to
an increased sense of national belonging, butva#sba major step away from
the occidental-colonial subjects of the HKALE. Titfe syllabus is in every way
a method to secure and re-establish the sense astaess and belongingness
for HK and the motherland. Hence it is not meralyacating Chinese as MOI
but also re-packaging the HK student as a Chinestioial via the subjects
taught. This all makes logical sense in welcomihg 1997 handover, and
preparing for the new academic structure for sesemondary education and
higher education. Amidst all the educational revemgpmand code switching to
CMlI, the group of South Asian ethnic minorities esidents and new arrivals
alike — are therefore caught in this educationalbb. Many are like their
Chinese classmates who were born and grew up inBdKthe only difference
is that the ethnic minority student did not have ddmpetency in the Chinese
Language. By making Chinese a mandatory subject amdan entrance
requirement to HE, the NCS student’s opportuniieedHE are stifled already in

the secondary school years.

In Chapter 4, the Head Teacher of the case studgosmarrated about how
difficult it was to implement novel methods of tharg ethnic minority students
about Chinese culture and history, let alone, thmé€se language. The Chinese
students had the upper hand when it came to legrabout their cultural
heritage, while for the NCS students it was a cetay new subject. The Head
Teacher mentioned how for the teacher, it was alsballenge bringing the two
camps of students en par with what was being taufis was one of the
reasons why many mainstream schools in HK areemtticn accepting NCS
children because it meant various layers of chg#enahead for both teacher
and student. When data was being collected forttiesis between 2003 and
2010, the group of student interviewees in the sasgy school spoke about the
challenges of having to learn about Chinese culfuven scratch’ whereas their

Chinese classmates had no problem discussing Ghiogsural topics at a
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higher philosophical level because it was alreadyt pf their heritage. The
NCS students on the other hand, were constanty ‘itatching-up’ mode of

learning. Not because they lagged behind inteldgtubut because they did not
have the advantage of their Chinese counterparts.

As the NCS population grew, teachers had to quifkigg methods to teach
these EM students the value of Chinese languageomigt for examination
purposes but also from the cultural perspective 3thools which took on EM
students grew in number over the last 10 yeard, tinet EB decided that these
‘special’ schools which catered for NCS studentsrewéo be coined as
designated schooldn this context designated means that these schaole
predominantly large numbers of children from vasiamther South and South
East Asian ethnicities (i.e. NCS students), buy\feww Chinese students. The
ratio of NCS students to Chinese students in agdased school is about 40:1
(as in the case study school in this researchjhétstart of this research, there
were about ten secondary schools in HK which haoime designated schools
because of the sheer number of NCS students ewhrdllést of these schools is
found in Appendix 1.9. There are a few mainstredvii Eecondary schools in
HK, which are not designated schools that have accepted ethnic ityinor
students.

1.2 THE ISSUE AT HAND
1.2.1 Research Aim
In view of the above context, this study will thieme explore the schooling experiences
of ethnic minorities, namely South Asians, in Hdfmng. The investigation looks into
the complex relationship of dominance and subotdinavhich is at the heart of being
an ethnic minority in Hong Kong. In other wordsgtlaims of this research is to
discover what challenges Hong Kong South Asian esited encounter in the local
education system and to find out what opportunitesse students have in fact for
further education. It is commonly accepted thathbigeducation opens doors to more
opportunities and higher socio-economic status.sTinua broader context, there is a
need to examine the micro-practices within Hong dfeninstitutional and cultural

settings, as well as within the educational miliegfu South Asian students. Issues
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regarding educational governance and educationebuatability will therefore be
examined as well. Special focus will be put in exjplg the choices, access and equity
given to ethnic minorities regarding education iong Kong. Apart from being a study
of critical enquiry this particular instrumentalseastudy in educational research aims to
inform educational judgment and hopefully contrébuto the advancement of
knowledge in the making of educational policiesdanore global Hong Kong. There is
very little literature available on the impact betHong Kong education system on the
ethnic minorities here with respect to educaticaatountability and the narratives of
the South Asian students. With regard to their rasphs for HE, little has been
documented which could lead to a more in-depthystfdthe role of the Hong Kong
government in the lives of the ethnic minority coomty here. The curriculum and
educational policies laid down by the Hong Kong &ation Bureau have intrinsic and
far-reaching effects on South Asian students ii@dar. The implication therefore,
directs this study to also shed light on sociatigesfor inclusion of the schooling of

ethnic minorities in the educational paradigm.

The figure below is the framework to the initialsearch question. As already
mentioned in the first half of this chapter, thex@ne particular factor that has been a
long-standing obstacle to most ethnic minoritieslong Kong which is the learning of
Chinese language. Therefore, even before the stiloly took place, the initial research
area as depicted below shows the impact of Chilaeggiage learning of NCS students
as the central focus. As the diagram below shohles,four peripheral factors which
circumscribe the circle in the middle are the are@awhich | focused on. | wanted to
find out about how these factors also impactedjusitthe Chinese language learning,

but also the overall schooling experiences of ethmnorities in Hong Kong.
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Hong Kong

Education
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Family & Chinese Language Students’
Pareﬂt_al Learning of NCS Aspirations
Expectations Students in HK

Designated
Schools
Policies

Fig. 1.7 Initial Research Question

After the pilot study as the methodology in Cha@ewill show, | found out that the
four peripheral points (Fig. 1.7) had a more compkdationship with each other, and
the issue of Chinese language learning for EM stigdis just one of the many obstacles
that NCS students have to face en route to HE. ¢l¢ime radial Venn diagram below
could best describe the relationship of the issiewe. More about how the process of
research and how the conceptual framework evoli#develaborated on in Chapter 3.
At this opening point, however, the second diaghstiow describes a slight change in
presentation of ideas, but implies a larger andemoomplex relationship of the
schooling experiences of EM students in Hong Koedgining to the expectations of

Chinese language learning.
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Fig. 1.8 Radial Venn Diagram Describing the Overlapping Relationship to the Central
Idea in the Cycle

1.2.2 Research Questions

After many informal chats with friends, and friend$ friends who were ethnic
minorities, and several failed visits at securingu@et school, | finally zeroed in on 4
things which | wanted answers for. The crux of tedy is looking into how South
Asian students in Hong Kong experienced the (pr&N&lucation system. In other
words, this study investigates what are the schgoéixperiences of ethnic minority
students as they move through secondary schoelarttwith the examination system
and the requirements needed for entering sixth fana their aspirations for higher

education. The core foci of the study led to specjfiestions which are:

= What kinds of opportunities do ethnic minority stats have for further education
in Hong Kong?

= What are the unique challenges that ethnic minatilglents face as they complete
secondary school?

= What are the Hong Kong education policies towartus provision for ethnic
minorities in the education system? and

= How can ethnic minority students be empowered tgaified for HE in Hong
Kong?
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1.2.3 Significance of the Study (Part 1)

The significance of this study is mainly twofold this investigation, the aim is to
acquire a better understanding of how the Hong Kedgcation system affects the
schooling choices of ethnic minority students.sltaiso important to understand how
their schooling experiences affect their choicasftmther and higher education. My
search for the answers to these questions stemsdrdeeply rooted phenomenon in
Hong Kong. As a child growing up as a non-Chinesdong Kong, | have often sensed
that ethnic minority residents here are treateal somewhat lesser way. Subjective as it
is, the interaction with various aspects of the $ti€iety, whether if it is in the options
given for a place at school, or the process inyapglfor a job, or something as simple
as taking a seat on the train, there is an unspaieiment of “us” (the ethnic
minorities) and “them” (the local Chinese in HK)lthough unspoken the sentiment is
manifested in ways which ethnic minorities are tedan Hong Kong. As a person on
the “receiving end” the ethnic minority experiertoegins with schooling. Apart from
the sentiment that | speak of, | also want to fod if today’s ethnic minority students
experience similar trials and tribulations at sdrewhen | was a student. It does not
require a major investigation to conclude with erfola that a good education offered
by a good school can be a meal ticket to an upwsacdl mobility. However, published
work on ethnic minorities in Hong Kong only becapreminent in the last decade or so.
Most available research done in English are comdlbly NGOs and uploaded in the
EB website. As the NAS is being implemented, théorre shows no particular
emphasis on how EM students can be taught Chireegesacond language in schools in
order to cope with not only everyday needs in an€s& community, but also how to

tackle the NSS system.

Since there is an issue with the upward social htglaf many South Asians in Hong
Kong, these people are deprived of the chance ta eastronger visibility as
professionals or members as higher ranking stafthin Hong Kong civil service
workforce, hospitals, law firms, universities or joraconglomerates. By visibility, |
mean that first and second generation South Asidits have made Hong Kong their
home in as early as the 1960s, is low and onlynafld of ethnic minorities are seen in
the white collar workforce. Perhaps if these caesgirations sound too ambitious, the
lens can be shifted to job offers such as positinriee service industry as in fast-food

take aways or receptionists; or machine operatixes drivers or electricians; or
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elementary occupations suitable for unskilled woskeuch as security guards or
cleaners. If any person in Hong Kong goes into laegl bank, one will notice that a
majority of the bank tellers are Chinese. If anyspa enters one of the local chain
jewellery shops in Hong Kong, one will notice tlatnajority of the sales assistants are
Chinese. If one entered any of the government kaispin Hong Kong or a privately
run hospital or clinic, one will also find that mic and hospital staff alike, from the
receptionists and cashiers to the nurses and dorstatominantly Chinese. In another
instance, if any person enters either one of theenvajor chain supermarkets in Hong
Kong, one will also notice a similar phenomenomwath the banks, hospitals or the
jewellery shops. The men-in-black or the women -@ta@hannel who make the central
business district buzz with activity and the scenaf the buying and selling of blue
and red chips are often not bartered by home-gi®euth Asians. Interestingly, if one
walks into the occasional Prét-a-Manger, or a sletip in Hong Kong, or the pubs and
bars along the red light districts of Wan Chai, aam observe that these types of
service industries are well manned by more of ekl Asians who live in Hong Kong.
Other more popular jobs which South Asians seleztcanstruction work; kitchen and
laundry work at major hotels or smaller enterprisksdivery boys or truck drivers. Or a
more sedate job which might require wearing a unmifand clutching a rifle might be a
post for guardsman outside the aforementioned bajgwellery shop. Albeit the types
of occupation or vocation listed above, there &e amaller Thai or Filipino restaurant
businesses or family-run import/export businessemitor shops run by South Asians

who are mostly Indians.

In 2010, the Hong Kong Council of Social Servic&KEES) released some data which
showed the extent of parents’ involvement in tleitdren’s education. It was mainly a
comparison of Chinese and ethnic minority parenth@v much resource they can get
hold of in order to enhance their children’s leagniat school. In total, 191 Chinese
parents and 189 EM parents took part in the survegrt of the data released described
looked like an inverse proportion of the occupadioroles. 325 parents belonging to
both groups were asked about the nature of theik wd a glance, the higher the status
of a job, the fewer the number of EM parents ha@it the other hand, the lower down
the job requirements were, the more EM parentethare that took those jobs. For
example, 32.5% EM parents held elementary occupaitio were unskilled labourers as

opposed to the 11.5% Chinese parents who heldatime sobs. Another piece of data
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showed that 7.1% EM parents were professionals pposed to 17.3% who were
Chinese. And as for the top tier occupations indimevey, such as managers and other
administrators, only 5.9% were EM parents, while7%4 were Chinese. In 2005, The
Centre for Social Policy Studies at HK PolyU alsmducted a similar study on the
“Education of South Asian Ethnic Minority Groupshiong Kong.” (Appendix 1.10a &
1.10b) In this study, the interviewees were EM shid from 14 to 24 years old who
were full-time students in HK. There were 200 rexpents from Filipino, Indian,
Nepalese and Pakistani ethnicities. In this 2008ystparents who were at the top tier
income range i.e. ‘professionals’ ranged from 616%.7%. 14.2% of the parents were
manual labourers, and 37.1% were in the servicasing or shop assistants. The data
collected regarding their parents’ occupations aeae similar findings as the one
conducted by the HKCSS in 2010.

Understandably, established family businesses aceiace for income and stability, but
if job searching at the end schooling is the neajomstep for a young adult to enter
society’s workforce, then a minimal qualificatioh secondary school education that
equips a students with certain life skills is wkaery government should provide. In
extension to this, if a sound higher educationnis of the keys to the upper echelon, it
would be interesting to find out why the ethnic orities in Hong Kong do not enjoy
the same kinds of opportunities for a better secionomic mobility as compared to the
local Chinese residents. Upward socio-economic htplin this context means having
the right to enjoy the same opportunities of segkor a place in any discipline in HE.
It also means enjoying the same opportunities ekisg for a nine-to-five office job or

a position with the civil service artzkinghired so that the income earned can offer the
luxury of a better, if not middle class life style. the same paradigm, it also means
having informed knowledge to make decisions in ptdeenhance a better quality of
life. In Chapters 2 and 9, the theories of PieroaifBieu on cultural capital and Antonio
Gramsci on dominant hegemony will be used to lobkav ethnic minorities fare on

the socio-economic ladder in HK.

The other significant reason for this study takperua more personal conviction for
exploration into this topic. The personal reasopeghaps the cornerstone for this thesis.
On my part, it is significantly an internal debaté an insider/outsider who has

experiences of being an ethnic minority studenHong Kong; and | have hurdled,
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tripped and staggered my way to higher educatitwe. greatest concern in this part of
the expository discourse is to warrant a genuimsitier’'s” narrative without giving
into the dangers of soliciting pathos and sentimdégt My personal concerns as an
educator has motivated me into probing further ©the case could be, ‘probe back’
into the issue of heightening the awareness towettdsic minority education in Hong
Kong. Thus, | am fully aware and upfront to thedea about the kinds of biases | have

towards the Hong Kong education system when | ekelstlwpon this research.

1.2.4 Significance of the Study (Part I1)

- Personal vignettes of the researcher and weavingdgmarratives

Scenario 1
Setting: in a subway train; a family of three (2 parents and their baby) sitting
across from the family were two female foreign (Filipino) domestic workers.

Said one Filipino domestic worker to the other in Tagalog, as she was looking
intently at the young family sitting across them: See that man over there? His
wife must be from the poorer parts of China where people farm the land
because she looks dark. But look, their baby has very fair skin. Many Hong
Kong men today find their brides in China and bring them over to Hong Kong.

Scenario 2

Setting: a telephone conversation between a retired school principal and a
young mother who is trying to get her five-year-old daughter to enter Primary
1 in an elite mainstream school in HK.

Said the retired principal to the young non-Chinese mother: Oh, you never
know why your daughter’s application was rejected. Maybe, just maybe, I'm
not saying this is true, but maybe it’s because they know that one of the
parents [s not Chinese and there can be difficulty teaching the child how to
read and write Chinese.

Scenario 3

Setting: inside a Toyota packed with 6 cackling young female secondary school
teachers.

Said one new young Science teacher (a fresh graduate from a teachers’ college)
to another new young English Language teacher (also a fresh graduate from a
HK university): You'e really very lucky to get a job here especially in this
school given your background.

The above three sketches share something in com®m®.person in each of
the captured dialogue made a remark about somdesaebased on their own
values, pre-conceptions and experience. If we takse look at the remarks
made by the foreign domestic worker, the retirethgypal and the young

Science teacher, the three of them possibly shaeranon point of reference
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towards the people they were commenting on. It wagoint of reference
engrained in the mind of the speaker - whereupsetaof values and beliefs
were taught, passed down or experienced. Theserkerhad triggered a form
of conviction or certainty towards those three peaphom they were speaking
about - namely, the Chinese wife on the train,yibeng mother on the phone
and the English Language teacher in the Toyotae@Bas the above remarks
made, it is not too difficult to recognize traceflshoases, which for various
reasons, were naturally brought about by the speas&n (social) experiences.
Incidentally, the Chinese wife, the young mothed #re English teacher are all
the same person. And that person is the reseaiohémnis project. These
scenarios set the tone to the terms of endearmanirtany an ethnic minority in

HK might experience.

Beginning this particular section (i.e. 1.2.4) withree anecdotes about
perceptions and personal biases or rather, perdapgtaphy is like what
Goodson (2006) mentioned ifhe Rise of the Life Narrativabout telling
(“small”) stories of individuals. In this articleehmentioned the fall of the grand
narratives have given rise to smaller-scale nawati- “infinitely smaller” —
which reflect “human belief and aspiration” and tthstories are part of the
common currency of the day.” It is important hessaiat we should know how
learning is contextually situated and that it atss a history. In other words,
alongside the (small-scale) life narrative that ¢elh us something about an
individual, we can also look to the history of timstitutions that offer formal
learning opportunities and the informal learningayunities that take place in
communities and transitional spaces. All these nraser trajectories in life, as
Goodson coins it, are opportunities for learnindhe Tnarratives of my
informants and of my own are certainly not near ahthe longitudinal studies
on life narratives, but minuscule as it may, thésar testimonies of life
experiences — a snippet of life experience — whaoh telling of the bigger
picture of educational policies in HK that in tunmpact the lives of ethnic
minorities in HK. The opening 3 fragments in thexton may have no direct
relation to the education of ethnic minorities iK,Hbut the thread that links the
three is the thread of imbedded bias. And howttesis might possibly change

that canvas for a different narrative is enougtugds for excitement to research
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on this subject. In extension of this thought, Gamd (2005) mentioned that
“the way we tell our individual tales come from &er culture.” Hence, how
we are socially structured depends on the lifetipslithat we experience.
Goodson went on to cite lan McEwan, Bruce Sprirggstand Bob Dylan as
(fragmentary) examples of how the shift in narmatoapacity is individualized.
Meaning is made from an individual’s life, and tipatint of view reflects well

the narrative capital. Perhaps my socially strettuself is imbedded in the
nuances of how | tell the narratives of my parenta/o protagonists who went

in search for cultural and symbolic capital.

My Filipino parents made their way to Hong Kondl®64 on overseas working
contracts, just three years before the big riotdHia which kept the city in
curfews and endless tension. Sir David Trench wasgovernor of HK when
my parents arrived. My father arrived in HK to be@ok in one of the night
clubs and my mother took the road not typicallyetaky many Filipino young
women today who spend their Sundays in Central utigleawning of Norman
Foster’s creativity. No, my mother hopped on a pland tagged along with her
boss to be a hairdresser at a beauty salon in $henTsui. Both the night club
and the beauty salon were situated in the busiés paKowloon which today is
still the tourist district in Hong Kong. Apart frothe influx of refugees from
the Guangdong province in China fleeing the repsicuns of the Maoist regime,
home-made bombs were a major concern for the alagovernment. My
parents did not meet in the Philippines. They metHK. They got married in
HK. And | was born in HK. HK has been my family’'srhe since my parents

set foot on this stretch of the Chinese solil alnd@syears ago.

When | reached 4 years old, my mother was awart Itsaould be sent to
school but she did not know how to enrol me inschool. That was 1972. She
was not even aware where a kindergarten could loedid\either of my parents
could speak any Cantonese back then. Since botpargnts worked day and
night shifts, and my father’s day started at nigisthight clubs normally would,
my schooling was the least of their problems. Mgepé&s’ predicament was in a
way, similar to the many new Chinese refugees atithe. Jobs were not easy

to come by and life in general, was not easy. Birye family saved to send
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money back home to support even bigger families. pyents were no

exception. They sent home what they could backedPhilippines.

The political backdrop of Hong Kong in the late @&l 70s was not all quiet on
the forefront. Although the manufacturing industras at its height, and the
“Made in Hong Kong” tag was a label to be reckomeéth the world over, the
people of Hong Kong also turned against its colomavernment as a
ubiquitous scapegoat. There were the infamous X85 1967 riots and the
Students’ Movement in the 1970s coinciding with thege population influx
from China (Sweeting 1992). In the midst of allsthit was not a surprise that
not every child in HK had a place to study at s¢h®be colonial government
had a massive headache of ensuring that all chilatended school. The 9-year
free education policy implemented in 1978 in faat tpolitical underpinnings
because HK was being frowned upon for exploitinddckabour in the booming

manufacturing industries (Sweeting 1992).

If it was difficult for an ordinary HK Chinese falmito make ends meet and
send their children to school, it would have beeorendifficult for a HK
Filipino family to find the appropriate sourcesgend their four-year-old child
to school. | was enrolled into a kindergarten gbiteaccident. By the time | was
4, my mother’s clientele at the beauty parlour Baganded and it so happened
that one of her clients was a primary school ppakiThis woman headed a
school which initially gave priority to the Portugge-Macanese children in HK.
The eclectic mix of youngsters who attended thiwst was interesting. Apart
from Chinese children, there were also Indiansjd®ahis and Filipinos. And of
course the children from Macau who were half Paréisg. Perhaps unwittingly,
my mother's symbolic capital and cultural capitahswvincreasing because
although | was a little bit behind the usual schewitrance age, | also
inadvertently entered one of the more sought gftémary schools in HK.
Needless to say, how | ended up receiving schoatindK was not because my
parents were well-informed about how a child coeider school, had it not
been for my mother’s job. How apt that it shouldthat this primary school
principal ran a school for ethnic minorities in H&oincidence? More like the

root and reason for this dissertation. My primaciiaol experience was a ball
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compared to what | had to hurdle over as | hit mgosidary school years. The
primary school | went to no longer exists, but difand memories of being
surrounded by Indians, Pakistanis, Portuguese skaurs, Chinese and of course,
Filipinos. Unfortunately, the school was taken olgra very well-established
charity organization in HK. Today, part of the anigl school name still remains,
but its board of governors are different. Slidintpia tangent in this educational
narrative, | must say that life hands out littlenies now and then. And | say
this with a little bit of curious recompense be@ttsat primary school which |
attended in the 1970s turned out to later be on@efpilot case study schools

for this research.

Every child had to pass a central allocation exanthe late 1970s up to the
early 1980s referred to as the Junior Secondargdigun Assessment (JSEA).
The acronyms have evolved since then, but the vedyassessing primary
school children in HK are still rigorous and in fglate form i.e. one exam
applies to all students. My fate was sealed ateldts/old when | was allocated
to a convent school in my home district. | rememlb&ing completely
devastated because | was the only girl in my diessg sent there, while most
my ethnic minority friends were sent to this onetipalar secondary school that
accepted many non-Chinese children. My Chinesexddgewere sent to other
regular mainstream schools. With hindsight | realizhat most of my Indian,
Pakistani and Filipino friends were sent to theesischool of my case study
school. And only with hindsight did | realize thaly being sent to the convent
school would be pivotal in the many events whichrevéo unfold in my
schooling experience as an ethnic minority. | waeless initially, but soon
found out that the convent school was a girls’ sthto-die-for’ not only
because of its long affiliation with the Catholib@ch in HK, but because of its
repute and long history in HK. In other words, asvand still is an elite school.
To date, the convent school | went to is now 1laryeold. | must have been
allocated there because of my grades. In my vagemary, there were probably
around 15 girls who were ethnic minorities in mgaedary school in the six
years that | studied there. And by the time | Bftl9, there were less than 5
ethnic minority girls in a school population of aibd,400. That was 1986.
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Coming from the primary school | attended, had &dvantages and
disadvantages. Some of the advantages that | cail e the strong academic
standards that the school maintained and how neynds and | were a rather
rowdy free-spirited group of all sorts. Not justgarsonality, but in ethnicity. It
was only when | entered the convent school didcalize that there existed the
wrath of the nuns. Some of the disadvantages @nditig the Portuguese
primary school were that each and every ethnic ritinohild was placed in the
Portuguese class to learn Portuguese while theeGhistudents learnt Chinese.
Why were the ethnic minority children further segiad like this? | could not
come up with any reasons except perhaps for pedajagasons. The ethnic
minority children in my primary school days were goven the chance to study
Chinese at all. My parents did not ask and my @#mparents did not ask.
Looking back, I did not think much of it then besauPortuguese class was fun
and we knew that our other Chinese classmates load @hinese homework
compared to us. It never crossed my mind in alfonghative years that learning

Chinese was essential if | were to move furthenynacademic career.

At the convent school, the ratio of the Chinesésgiv Filipino girls was like
690 to 1. Most of the other girls who entered teeosidary school came from
the feeder primary school which was also run byriines. Like many teenagers,
| learnt to adapt — and quickly. Otherwise, | wohlve no new friends. People
of ‘my kind’ had already been segregated. And | badjuickly learn what it
was to survive in a highly competitive school. Apaom the few whom | have
still kept in touch with, many of my Chinese classes thought me more of a
curiosity because they thought it quaint that dmiet minority could enter a
school like this. And so at 12, | learned how tertal in. The last thing | wanted
to be was different. From the primary school | cafmen, difference was a
norm, but in the convent school, sameness was ah@.nUnfortunately, my
primary school training left me handicapped for tiest phase in a student’s life
in HK. Since | could not write any Chinese at &lhad to study French. In my
days, non-Chinese students were exempted fromgd#&iinese Language when
taking the graduating exam as long as they stuaiedcond language. It was a
blessing and it was a curse. It was a blessingusecanly a Band 1 school like

this could afford to hire a French teacher to teadtudents in my year group
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(my other classmate who studied French with meavAakistani). It was indeed
an odd class. A Filipino and a Pakistani learningnEh from a Chinese. But in
all truth, my French class saved me. Had it nohldee my French | would not

have made it to Form 6 to study for the Hong Kordy@nced Level exams. A
second language was a mandatory requirement to Eaten 6 and university

for students who did not study Chinese in my d&gsl| entered my adolescent
years, | understood how much narrower my optiom&st secondary courses
or programmes were. Not being able to read or weittnese proved to be a
huge disadvantage from all sides. My spoken Castwimas always been my
instrument for survival in HK when | needed to getund. But when it came to
applying for courses that | wanted to study, orsjtat | wanted to train for, |

was stuck and cornered.

To illustrate how Chinese was still the stamp girapal for most things, | shall
recount a few life experiences that an ethnic nmiiypstudent might encounter. |
had aspirations of becoming an actress doing theatich to my mother’s
horror. But at 16 and still impressionable, thaswlaeam worth pursuing. | sent
in an application to study at the Academy for Periag Arts, the only one in
HK, and was rejected with kind words. The Academgrereturned my cheque
for the application fee. Their reason was that incd be accepted because
drama school was taught in Chinese which meansthipts were in Chinese,
which | could not read. Then | wanted to apply tady at the Chinese
University of Hong Kong because | knew about theitexg Department of
Philosophy and the undergraduate programme theyreaff But my handicap
was that Chinese Language was a pre-requisite uidy sitny undergraduate
programme at CUHK, and | was automatically ward#dSpo | set my hopes to
Hong Kong Baptist University because | wanted talgtJournalism. | received
similar treatment as with the other two institusoThis time the explanation
was that news writing was done in Chinese and \ghat would a reporter or
news reader would | be, if | could not read thenmpter in Chinese. Job
searching was another litany of impossibilities. jbm the civil service was
highly unlikely for the same reasons. My father whes still working as a cook
when | was still in university got me a part tin@bjat a very posh Japanese

restaurant as a waitress. | desperately neededirto sbme money for my
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exchange programme to France. Imagine the horréheohead waitress when
she found out that a university student could akétan order in Chinese. | had
to quit after a week of setting tables and poudngen tea and vacuuming the
floor because | was too useless for the restaulaspite of that, | still was able

to earn the money | needed to go to France.

These snippets are of course selective slices opasy, and | have tried to be
very self-aware each time | chose a particular panmny past to be narrated.
One conscious move in the selection of these scenes past is to write as
much as | could about the schooling experiencesyorg to get enrolled in a

school experience logged as authentically as pessib

1.2.5 Overview of the Chapters

To revisit the reasoning behind the sequencinghef ¢hapters, the following is a
synopsis of what is to unfold. This dissertatiomsists of nine chapters. The present
chapter sets the scene and outline the backgrautttetstudy. It briefly describes the
context, and provides an overview of the projedtager 2 will try to tease out certain
themes as part of the Literature Review and lookihgow some theoretical parallels
can be drawn to the Hong Kong scenario. It willoatielineate some local pertinent
studies which have been conducted in Hong Kong vatfard to the same topic, but
will also try to spot some gaps which have nothen filled. Chapter 3 expounds on
the methodology introduces the main contributotsafier 4 chronicles the case study
school and Chapter 5 examines the pertinent pattsecHong Kong education system
with particular focus on how the policies impace tethnic minority community and
what is Chinese language learning like for non-€sespeakers. Chapter 6 will try to
weave some of the vignettes together addressingtthkenges faced by students who
are labelled as NCS. Chapter 7 redefines the cormfepnclusive education in the
context of Hong Kong’'s schooling of ethnic mina#i A discussion on how recent
studies have tried to expand the parameters ofcigpeducation needs” (SEN) to
include not only those who by conventional underdiag are those with physical or
mental shortcomings, but to redefine SEN as needsdi by cultural differences.
Chapter 8 unpicks the seams of the previous claptail recommends a way forward

and finally Chapter 9 negotiates an alternativechumion for the cynical at heart.
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CHAPTER TWO
LITERATURE REVIEW

2.1 Introduction

Chapter 1 delineated the schooling context in H&wgg and for the purposes of this
research, looking at the schooling experienceghuofie minority students in Hong Kong led
to many more questions. The Hong Kong phenomenotihefsegregated ethnic minority
student in a designated school seems to remainalleanged. The government has paid lip
service to the protests of non-government orgaiostwith regard to segregating ethnic
minority students, but none to the extent that aras any possible educational policy reform
which may undo segregation. In fact, with the sygadrease in numbers of ethnic minorities
who are not of Chinese origin, more and more degegh schools in Hong Kong have
evolved. When research began for this projectethare 6 designated schools in Hong Kong.
In early 2011, there were 22 designated schoolsnaréiong Kong. By the end of 2012, an
estimated 30 schools will have been set aside sigrdged schools. There is however, no
visible and prominent presence of ethnic minoritydents in tertiary institutions. In light of
this, the narrowing of the research purpose com@sdo one particular question which is:
“What are the challenges that ethnic minority shiddace when opting for higher education
in Hong Kong?” The first part of this chapter walitempt to combine what has already been
determined in the schooling experiences of ethnimonty students in Hong Kong in terms
of local projects or published studies and otherses of local media. The second part will
attempt to make interpretations with regard tovate theory pertinent to the inquiry of the
case study at hand. As Mitchell and Cody (1993)larpd that since most qualitative
inquiries are inductive, therefore, the inquiry ath@ theoretical approach in this chapter
coexist, and do not follow the traditional approafhimpersonal objective compilation of
“what’s out there”. The viewpoints in mind will thefore, also be substantiated with relevant

evidence.

The following local studies have delineated whastra these challenges are in terms of the
overall EM community in HK especially in the issubgy have to deal with by just being a
non-Chinese from a South Asian country. These ehglls they face are identified, raised
and quantified. General recommendations are offeoed better transition to integration or
assimilation. Hong Kong Unison collaborated witfea local universities to research on the

predicament of the EM community in Hong Kong. IrD20two separate studies were done
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with the City University of Hong Kong on the empiognt situation of EMs in Hong Kong.
One was with the Working Group of the Social Intggm Project for Ethnic Minority and
the other was with the Department of Applied SoSiaidies. In the following year, the same
department at CityU conducted another researchezhtiProtection of Labour Rights among
South Asian People in Hong Kong”. In 2005, HK Umsaublished its own report entitled
“Hong Kong citizens’ perceptions and images towarts g Kong ethnic minorities”. In
2005 the HK PolyU published their findings on thEdtication of South Asian Ethnic
Minority Groups in Hong Kong”. Perhaps the mosdepth study to date was released in
2004 by Loper from HKU, done by the Centre for Camgpive and Public Law, and entitled
“Race and Equality: A Study of Ethnic Minorities iHong Kong’s Education System.” And
in 2006, the Department of Social Work at CUHK psiied their work on “Racial

Discrimination in Hong Kong — Prevalence and Impact

In the following sections of this chapter, somentks are plotted out. These themes emerged
from the conducted interviews and played a crygaat in the organization of this literature
review, beginning with addressing the concept ofufdeeu’s ‘cultural capital’ and
concluding with the challenges of a defective fasim'social justice’. Within this train of
thoughts, however, another prominent theme whickerged that merits discussion is
addressing the issue of inclusive education. Themeh of inclusive education however,
demands more discussion with respect to this stddgce it will be examined in a chapter of

its own in Chapter 7.

2.2 Cultural Capital (Part I)

2.2.1 Cultural Capital in the Post-Colonial Era

One of the intrinsic complexities of Hong Kong'suedtional settings at tertiary
institutions is that few ethnic minority studentavle a chance to pursue higher
education in Hong Kong. Many quantitative studieséhbeen conductess to what
difficulties are being faced by these group of stud in Hong Kong, and the common
denominator is that they lack the necessary Chitesguage skills which is a pre-
requisite when entering many of the universitiegst{secondary institutions or
vocational institutions in Hong Kong. Chapter 5 Iwélaborate on these academic
requirements for HE. If education is the key tonigeisocially privileged due to
academic success, then the simple logic is to wald towards an undergraduate

programme and plan ahead from that accomplishmémta paper published by the
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School of Business at the Arizona State Univer&g05), ‘Higher education provides
considerable value to individuals, the economiesr@teducated individuals work and live
and society in general” (Hill, Hoffman & Rex, 1).nd in terms of private returns, an
individual's benefits vary with the quality of thastitution that person graduated from.
Graduates from esteemed universities earn much tharethose who graduate from a less
established institution (Hill, Hoffman & Rex)n the Hong Kong scenario, as in other
parts of the world, the competition for a governtaeimded place at tertiary level is
very keen. In 2005, 14,500 First-Year-First-Deg(e¥FD) UGC-funded places were
available to the 17 to 20 age group i.e. 18% of gmpulation (Hong Kong Yearbook
2005). In other words, over 80% of secondary schemlers who wish to enrol in a
FYFD programme in HK need to consider applyingrion-UGC programmes that are
often self-funded programmes. The relationship betw UGC and its funded HE
institutions is that they are “largely supported fyblic funds and have significant
social, cultural, and economic importance; the UGS to ensure value for money for
taxpayers. It also provides institutions with deyehental and academic advice
drawing on the expertise and experience of its nembas well as monitors the
performance of institutions and promotes highemdaads at a system level.”

(Source: http://www.ugc.edu.hk/eng/ugc/faq/q105.htm)

Pierre Bourdieu postulated that there is intrirdnnection between social privilege
and academic success. A synthesis of Bourdieusryhef ‘cultural capital’ is that in

the appropriate circumstances, any cultural feadfire person’s life can be applied as
an explanation of that person’s achievement and wétspect to this research -
underachievement. One of the assumptions of theryhis that the approach to
understanding achievement is to look into “cultbesed” factors embedded in a
person’s life experiences (Moore 1997). Hence wedrnt® consider closely what the
cultural values, for example, are in Hong Kongthis context, there are two factors
embedded that need to be considered. First, i®dk &t what it is that underpins
dominant cultural values, and the other is to l@khe potent relationship between
ideology and power. In other words, within a cdstasociety for example, “a

dominant class is able, in effect, to impose itéiniteon of reality upon all other

classes.” (Bowles 2005) Bourdieu’s idea of cultwrapital is that we are not simply
socialized into a society in general. Mere integrais not sufficient for socialization,

but a whole complex set of norms and attitudesjesbnd beliefs which equip people
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for life in society. Like a classist, Bourdieu iaysg that we are socialized into the
culture that corresponds to our class. Therebyauliural inheritance gives us our
social resources namely money, power and prestigaf which is packaged as our
cultural capital. Our cultural capital is then “spein the education system by

accomplishing and achieving things which are esseatlturally. Consider then that

the education system is where we “spend” our calltcapital, and thereby the wealthier
families have more options to send their childemre esteemed schools, whilst the
working class children will have to live with wh&t dealt to them by the state or
government. Thus the cultural capital of a workahass child is devalued and in most
cases, thus, “working-class kids get working-ciass” (Willis, 1970). More about this

will be discussed in Chapters 6 and 7.

Within this context, there is an intentional paraddien | try to re-establish in the sub-
heading of this discussion what the cultural cap#tan the post-colonial era of Hong
Kong. One asset demand that the education systetaiesi is linguistic capital in the
form of written and spoken Chinese, and this lisgaired chip further rises in market
value if it includes Putonghua or Mandarin. Withime setting of Hong Kong's
workforce, Chinese language is essential not osalg @ommunication tool, but also a
form of cultural capital when it comes to makingestments in one’s career. In Hong
Kong, being bilingual in Chinese and English is Key to almost everyob in Hong
Kong. Of course, there are those like the expatrigbups in HK who can find jobs
without worrying too much about not knowing enoughinese. The expatriate groups
in HK are the privileged minorities whose time spéen HK is more transient than
others and expatriates often do not belong to thesgoots community unlike the South

and South East Asian residents in HK.

There is a curious phenomenon that when a studertégorized as an ethnic minority
at the end of primary school level, that studerglliscated to a designated school via a
central allocation system. A reference to this admabout what the case study school
HT mentioned, with regard to how EMs were ‘recomdesi to study in a designated
school even though they were not allocated to &ydated school by the CA. When a
student is placed into a school segregated froreratainstream schools based on
one’s ethnicity such as, being South Asian, themeatal category is formed believing

that being put into a designated school is “for'smavn good” (Willis, 1970) because
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learning is made easier since ethnicities thateshamilar cultural backgrounds can go
to school together and there is a kind of kinshagdal on nationality and religion. In
this light, the working class, oftentimes the ethminority student learns to remain
complacent within the working class. The “workingss” in Hong Kong are redefined
as those who are exempted from paying taxes orethwlso need to rely on
Comprehensive Social Security Assistance (CSSAgr@imes the grassroots who earn
below the minimum wage apply for CSSA. If we coesithat the higher rungs of the
economic ladder consists of professionals at thedaod elementary occupations at the
lower rungs, then the job prospects of EM paremidiK seem bleak. As shown in the
2005 study done by Centre for Social Policy Studiethe HK PolyU, a survey of the
employment status of EM parents was conductedia & 134 EM fathers and 62 EM
mothers were surveyed and Appendix 1.10a summatiiessrange of occupation. A
quick glance at the data shows that EM breadwinhats elementary occupations as

opposed to being professionals.

At the start of this research, the case study dc{@soChapter 4 will introduce) had
around 95% South Asian students. In the writingplithis thesis, this case study school
naturalized itself to 100% ethnic minorities, divhom were not of Chinese origin. An
unheralded transformation of the school from 100Bin€se ethnicity to 100% South
Asians and South East Asians occurred before ¢lssarch was completed. The reasons
for the Chinese children leaving the school is tgetoe further researched, but the
school statistics of ethnic minority still remaias 100%. Those ethnic minority who
inadvertently learn to accept that not being ablgursue higher education in Hong
Kong, also learn to believe that it is due to theiwn lack of diligence or
competitiveness due to their being part of a dedeph school. Those who go to
designated schools do not have as good a charex@ering University as compared to
someone who goes to a regular mainstream schoel.r@d&sons behind this will be
further elaborated in Chapter 4 in the narrativehef Case Study school. The belief is
thus reinforced and perpetuated - amongst studibetnselves and those who are
familiar with the predicament of designated schodlsat only very few ethnic
minorities can ever enter tertiary education in gldfong. This will also be further
elaborated in Chapter 5 when the narratives of itfiermants are analyzed. The
Bourdieunian definition also emphasizes on the Hlestgeness” of cultural capital

(Bourdieu 1984). This is seen when gatekeepersrceudtural capital, only those who
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are already in the socially dominant group gairesdtvantage. The less privileged are
therefore warded off by class-linked barrierssithe elite or middle and upper middle
class which are rewarded because the cultural Isigidhe elite are valued. According
to the HT of the case study school, at the begmpireach academic year, fellow Head
Teachers from neighbourhood schools would calktoifithey could send over students
who had names like, Mohammed, Hussain or Daswagguse although these children
had been centrally allocated to these mainstredmots, the concerned HT, who also
had veto power over enrolment, is anxious thateles or two South Asian students
“should not” be enrolled in their school becauseythre not a ‘designated’ school. It is
a common (but wrong) assumption that only a ‘destigdd school can cater for the
Chinese language learning needs of the South Asistent. There is often a preference
to “keep” a mainstream school monoculture, becaabeols are not equipped with the
proper support or Chinese language teachers aretraimied in teaching second
language learners of Chinese. Thus on many occasienHT from the Case Study
school would reluctantly oblige to accept theseniettminority students if there were
vacancies, because at the very least the case sthdyl already has the experience in
dealing with the needs of ethnic minority studed{ed from another perspective, if
given the choice, the gatekeeper of a mainstredraaavould opt for local Chinese
students instead of accepting South Asian studestause the former has the ‘cultural

capital’ and ‘fits’ into a mainstream school.

After a South Asian student is encouraged to @ntola designated mainstream school,
the schooling experiences will be those of ‘segiiegaexperiences.” (Willis 1970)
describes this as “ensembles of systematic typeaslafionships which set particular
choices and decisions at particular times.” Hovsé¢hehoices are defined and how these
decisions are made will affect the education opputies of these ethnic minorities. In
the decision-making process, whether it is thenind@ of the parents to send their
children to a designated school, or whether theye haeen allocated elsewhere but
encouraged to enrol in a designated school, in bibtlations, the mindset behind that
decision-making process is believing that desighatdools are the appropriate choice
because these South Asian children with be studyiitty their kind”. The truth behind
the reason for making this choice is that the idiedesignated schools is now feeding
on itself since its implementation in 2000 becafisstly, other mainstream schools,

especially those which have little or no governms&mpport to teach ethnic minority
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students would rather not accept them becauseeoétibllenges in preparing them for
the Chinese language public exams. And secondbgetiethnic minority parents who
make the purposeful decision of sending their childto attend designated schools
would hope to have their children accepted intdesignated’ school because they are
aware that regular mainstream schools would not tthe resources or experienced
teachers to cater to the needs of their childrenti@ outset, it seems like a win-win
situation as both sides (parents and HTs from egguhinstream schools) see the value
of a designated school. When decisions like thesenzade, the idea of sustaining
designated schools is perpetuated, and as theiaitwdready is, will give rise to more
and more designated schools. In other words, satjoegwill continue for as long as
the Education Bureau finds schools willing to bleeléed as ‘designated school’. With
the onset of down-sizing classes and recent satioslres, some schools in remote
areas or those facing imminent closure are segagisidering larger intakes of ethnic
minority students to keep the numbers up. This bélkelaborated in Chapter 6 when the
discussion on the various narratives is woven tagetThe irony is, ‘designated school’
was an ad hoc decision for policy makers when tlegjized that the ethnic minority
community was not “catered for” when Chinese lamguaras made compulsory in the
new school curriculum in 1999. In other words, a®rs as the handover was
consecrated and the Motherland was now the majer-gser of political decisions,
education reform took shape with an aggressivesghinent of the Chinese language
by making it a compulsory language for teaching kxaaning. And thus gave birth to
CMI schools, which used Chinese as a medium ofuagg. Forgetting to include in its
schooling agenda the 10,000 odd or so ethnic minstiidents was an oversight and a
slight miscalculation on the part of the Educati@ureau. The solution was:
‘Designated Schools’. These were supposed to lmadrary piece-meal solution to
group students together with similar needs. Theeguwent decided to give schools
supplementary funding for those schools willingaocept ethnic minority students.
Hence the perks from the government for schoolshviwere about to go caput had
hopes to keep their doors open if they acceptee mttmic minority students and move
towards being a ‘designated school’. As mentiomedre will be expounded on this in

Chapter 6 when the narratives are woven together.
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2.2.2 Linguistic Capital and the New Imperialism

Hong Kong is the new imperialist whether she canesdmit it or not. In 1998, which

was almost immediately after the handover of thiergoto the motherland, Chinese
Language became the core language in teachingeanding. It is understandable for
nationalistic reasons and a propagandist move kimale Hong Kong people back to
China. But the measures to enhance and sustaitedneing of the language should
benefit all children who are citizens in Hong Kong, and nditjthe Chinese. The

insensitive manoeuvre of neglecting the Chinesguage needs of the ethnic minority
children in Hong Kong is lamentable because Hongd<fbaunts itself as international
but it is not cosmopolitan. The move to include #thnic minorities in the design of
Chinese language learning in the NSS educatiommei® lip service to the demands of
rights groups in Hong Kong such as the UNISON. e#lwnic minorities are equipped
with the Chinese language to allow them to go bdyBorm 6 (point of secondary

school graduation) and thus to tertiary education

The problem is two-fold. 1) In the present educatsystem, the ethnic minorities in
Hong Kong must want to learn Chinese Language. ddute it is not a mandatory
requirement, these students prefer not to lea@) ithe Education Bureau must have a
clear imperative that it can and will invest in fBkinese Language literacy of the EMs
in HK, and not just see them as a transient pewple have no interest in making HK
their home. In other words, new immigrants irresppecof their ethnicity must be
offered proper education in the mother tongue at tountry, and in this case, it is
Hong Kong. As earlier mentioned at the start of thapter, there were fewer than 10
designated schools when research began for thisth&t the closure point of data
gathering, HK has witnessed a steady and rapidfiieese designated schools. This is
not a tactful solution to the special needs of Edients in HK. This steady increase is
also not a healthy phenomenon with regard to sockceapts such as globalization and
integration, because the idea of designating acddbcset aside the education of ethnic

minorities from the local Chinese population carvieeved as racial segregation.

10 UNISON is one of the NGOs in HK that has a high profile irfedding the EMs in HK
(http://www.unison.org.hk/)
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2.3

Hong Kong's idea of global investment is measurethe guaranteed return of dollar
signs, but it does not see global investment irethgcation of NCS by enhancing their
Chinese language proficiency to that of a neavaapeaker. If HK has the mechanism
to teach Chinese Language to NCS, its future afigpgiuly a world city will have a

genuinely greater asset value because people holbse to stay in HK because HK
citizenship also entails Chinese literacy for imraig children who go to school here.
Hence, when we define power in terms a top-dowrahedy, then power is also found
in forms of social control in various institutions, this discussion, power is manifested
in schools. The discourse in HK’s education infitiius are internalized by the

individual and thus the individual falls under #ducation system’s social control.

Governmentality

2.3.1 Governmentality — Michel Foucault and Educatin

“Every education system is a political means of nteahing or modifying the
appropriateness of discourses with the knowledge mower they bring with them”
(Foucault, 1971). Governmentality as Foucault defiit was the “art of government”.
The idea behind the “art” is that governments willto produce citizens who will best
fulfil the policies produced by that government. bther words, the people’s
rationalities, mentalities and techniques are gueer By extension, the NSS 334
education revamp that will be in full swing in 20l2an example of a discourse of
power in which Hong Kong’s context of policy-makirigr the NSS focuses on an
external force with an agenda that will govern waey in which students are educated.
Governmentality and education in this context, isi@ologism which refers to a
particular form of rationality (i.e. form of thouhor mentality that has a particular
technology or strategy which wijovern (Dean 1999). It also means guiding and
shaping human beings as subjects within a particcdatext. As an analytical tool
therefore, we look at the power relations linkedwsen the changes of educational
policies and social developments in the contexpalicies and support for designated

schools. These power relations will be elaboratethdChapter 6.

2.3.2 Social Justice — John Rawls
Rawls postulated the ‘Original Position’ in whicleare supposed to imagine ourselves
standing behind what he called, ‘the Veil of Ignar&’. By that Rawls meant human

beings are “ignorant” of for example, their radeeit handicaps, their social status etc.
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However, since we are self-interested human beimgsre not “ignorant” of a) human
nature and b) of the typical / general conditiores fimd ourselves in. Hence as self-
interested rational human beings, we would nottopgbtelong to group considered as
lesser or be treated without respect. Another ptiiat Rawls raised is that as self-
interested human beings we would not opt to be pbd generation that can only
receive lower or lesser than the average quanfityesources. In principle, Rawls
believes that we all have the same rights to varir@gources in the present moment in

which we are living and as well as the future. @lker and Smith 1980)

Therefore, Rawls’ principles of justice meant thatwe all have an equal right to the
most extensive liberties and b) opportunities asg¢riduted to us in an equal manner.
There are however, those of us who might be giverenmcome, status, power etc.
because we belong to middle management or becarisegenprofessionals, as opposed
to the bartender or the janitor. Nonetheless, Rawtgies that everyone in society
should raise their living standards and the leattaataged people should be
empowered so that they too can aspire to privilggesitions. Most importantly, Rawls’

argument is that our opportunities should not loekdd by discriminating actions. And

what must not be condoned is that the privilegedtmot stand around and do nothing
for those who are already disadvantaged or makeigslthat can make life worse than
it already is for the lesser (Blocker and Smith@98d his latter point will be expanded,

with regard to the language issues faced by thestidlent in Chapter 5.

2.3.3 Cultural Hegemony — Antonio Gramsci

Antonio Gramsci formulated the theory of culturaemony by arguing that the values
and beliefs we have are actually imposed on ushéyominant ruling class within our

culture. Our convictions of what we think are outtgral norms are a result of social
constructs — our practices, ideals and institutamesdictated by dominant social class.
The apparent status quo for the whole society behefits the ruling class. Our value
system i.e. societal culture is dominated by or@at@lass. So even though there is
economic and social diversity and the presenceobifigal freedom, the minor classes
are not fully aware of their oppression becauseviry existence of social diversity

gives the impression of coalescence. Gramsci engdaithat the different socio-

economic classes can co-exist only because of ystermatic socio-economic

manipulation and exploitation of the cultural hegemi.e. the ruling class. Hence the
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status quo is not “natural” or “inevitable” (Fon&a2002). Gramsci’'s theory is best
applied in the expounding of the main idea of ttiissis. The title of this thesis,
“Dividing Classes: Segregation of Ethnic Minoritiee Hong Kong Schools”

encapsulates the concept of cultural hegemony. dtuble entendre of classes in a
designated school and classes of social hierardhypevpetuate for as long as the EMs
in HK remains complacent and for as long as theehmmy dictates this subtle

oppression.

2.4 Understanding Power / Knowledge in Making Choies

In their chapter on ‘Ethnic Choosing’ (2003), BaReay and David posed the pertinent
question of “who makes the decision for whom?” @ndas discussed with regard to the
higher education of the different ethnic minorignemunities in the UK. As early as 2001,
the UK government laid down policy tactics to irase the percentage of ‘non-tradition’
students or ‘students from poorer backgrounds’ighlly sought-after Universities. The UK

government was hoping to “change the distributiblypes of students across the different
institutions.” The reference being discussed atdhimoked closely into the “processes of
student choice of University, related specificalyminority-ethnic students.” (Ball, Reay &

David). The two crucial terms which the writers e were: ‘contingent chooser’ and
‘embedded chooser’. According to them, the contmgéooser is:

“...typically a first generation applicant to HE whose parents were educated outside of the UK.
Their parents are working class and have low incomes. The student can expect little financial
support from them in choice-making or in funding HE itself; although there may well be
emotional support and high levels of encouragement and expectation within the family for
the achievement of credentials. But expectations are ‘generic’ and sometimes unrealistic and
weakly linked to ‘real’ imagined futures. HE becomes a break or hiatus in family and personal
narratives.”

The other form of chooser defined was the “embediembser”. This meant someone who
belonged to a family that have parents who attenohdekersity along with other relatives and

friends. In other words, moving up and on to ursitgrwas a natural part of the embedded
chooser's personal narrative. The embedded chopessessed the disposition which
Bourdieu (1991) described as “within the class #&sdtrajectory.” Stephen Ball and his

colleagues also defined that for the embedded enoos

“University is often linked to particular career trajectories and entry into prestigious
professions or highly paid commercial occupations. Career aspirations are often long standing
and vividly imagined part of a coherent and connected personal narrative. They are common-
sensical and self-evident. The family are able to mobilize various forms of support and
information for the student; like arranging work experience or discussions with people in
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target occupations. Parents are directly involved in choice-making...the nature of courses as
well as institutions are attended to.”

The “ideal types of HE choosers” were summarizea itable and the pertinent reference
points of these descriptors bring uncanny simiksitto the predicaments of the ethnic
minority students in this research. Of the sumnearizariables which stand out for
‘contingent choosers’ are the following four:

1. Main concern and constraint for HE is finance

2. Minimal support (social capital)
3. Choosing is short term
4

First-time choosers

It seems the ethnic minorities who live amidst teminant class regardless of what the
dominant culture is, inherently a contingent chooged it is poignant that Ball and his

colleagues describe that the contingent choosesgi€ctations are ‘generic’ and sometimes
unrealistic and weakly linked to ‘real’ imagineddtes.” In Chapter 4 of this research, the
narratives of some of the students interviewedecefithis. With hindsight, the students
interviewed displayed signs of regret or frustnatlmecause their ‘imagined future’ did not

cohere with their present status.

What becomes of the many Form Five ethnic minayigduates from designated schools is
still to be accounted for. In terms of an acadeaspiration, higher education becomes a
distant reality. And for those who do make it to,Hike those interviewed in this study, it is
like hitting a glass ceiling in their aspiratiotnless enrolled in a vocational institute which
offers (core) courses in English or enrolled at v@rsity level, many students remain
stagnant after completing secondary school. Thighat Willis meant when he argues that
choices and decisions made are processes whicp thetonstruct both the identities of
particular subjects and also distinctive class foanhthe cultural and symbolic level as well
as at the economic and structural level.” By ratieg what was said, if “working class” kids
go to “working class” (designated) schools, thea tlycle will not break unless designated
schools are made kaput and ethnic minorities asssanilated into mainstream schools in
Hong Kong. The “identities of particular subjeces®® shaped by the “decisions made”. In
this context, it is a story of “them and us” inrex of monoculture mainstream schools vs.
designated schools. Read in any direction, “thesrgeigregated from “us”. Either way, Hong

Kong is guilty of perpetuating segregation on thme-ggxt that it is easier to school ethnic
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minorities together because they have similar ne€dat is problematic because it implies
that those children’s needs in segregated schoelsimilar because they are different from
the rest of the Chinese community. Segregationresca necessary evil because schooling
different (i.e. different from the masses) but &michildren together presumes a “better”
teaching and learning environment for ethnicallffedent children. Being different from
local Chinese children calls for a different sclwglenvironment, and that idea in itself
becomes problematic. Upon returning to Bourdieugment then, the question is: Is it the
‘cultural capital’ of the ethnic minorities in Honlgong a hindrance by default? Put in
another way, ethnic minority students are encoutageattend designated schools because
what they represent is not the valued signals oatwiong Kong needs at the moment.
Unsaid but understood, ethnic minority childrenHong Kong are an extra challenge or
bluntly put, a burden, to the running of a mairetneschool. Take for example a child who
grew up speaking Urdu at home and knows a littlgliEh. This same student attends Form 1
in Hong Kong and has no background at all in Chendfsthe student is enrolled in a regular
mainstream school which is also CMI, the Chinesguage teacher can only do so much to
help the child with learning the language from sdraWithout centralized support from the
EB and without proper teacher training for ChinaseSLA, it is very difficult for both the
EM student and the Chinese language teacher tothelptudent especially if there has not
been any previous special education needs (SEM)riga More about SEN will be brought

forward in Chapter 7.

Kingston (2001) however, tried to challenge thisyveotion saying that there are too many
“conceptually distinct variables have been labetlatiural capital, creating a distorted sense
of what accounts for academic success.” He exmpaithat the valued signals are not
“meaningfully related to what schools and work argations must centrally purport to

accomplish, namely, mastery of academic materiathools and productive performance on
the job.” Also, Bourdieu (1984) had stressed thalued signals are arbitrary. So the
argument is that the kind of exclusionary clasgedocultural practices pointed out by
Bourdieu are distinctive only to France, but they bt have any clear parallels in other
cultures Lamont and Lareau (1988). Kingston (20€fgssed that it is “impossible to draw
clear-cut distinctions between abilities that at@teary and those that are genuinely useful in
this society, it is still meaningful to discuss thelative usefulness or arbitrariness of
particular ability within the context of the sogi&st aims.” In Hong Kong's history thus far,

the linguistic capital valued by the education egshas shifted. In the days when the British
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were the gatekeepers, the added-value of Frencandan ranked high as second language
knowledge. When Mother China returned to claim heghts, it was natural that the new
“bias” or cultural value was Putonghua. The inténgs fact is that recognized second
language subjects such as French and German havre thensferable second language
requirements when applying for higher educatiorlamg Kong. However, second languages
such as Hindi or Urdu are not. Languages of thetiGent are readily accepted in pre and
post-colonial times, but even as the number of IS@itd South East Asian immigrants
increase in Hong Kong, their mother tongues doraok as any form of cultural capital The
dominant decision-makers of educational policieHong Kong have to perhaps consider
how might the South Asian and ethnic minority comity are the new arbitrary valued
signals. If Bourdieu’s theory stresses on the dexile of arbitrary cultural displays, Hong
Kong needs to undo its blinkers to fully view amdept that Pakistanis, Indians and Filipinos,

to name a few, also have intrinsic values thatsesame as cultural capital.

2.4.1 Drawing on Informed Choices

This brings us to the next theme in this chapteicivkeases out issues regarding school
choice and social justice. Stephen J Ball (2008)ryiBrighouse (2000) and Morwenna
Griffiths (1998, 2003), to name just a few, haveeadpounded on how educational
reforms and policies, with their meta-agenda foachkeng and learning, do not
necessarily promote educational equality. And docmmal political institutions do not
address the needs of all individuals within a comityy state or nation. Hence,
although we are given school choice schemes ineducational systems, we are still
framed within the social class or household wealfore truth can be found if
egalitarianism is part of a political movement; awptic or not we only but realize
that the governments which try to advance thatligeaepressive or incompetent, or
both (Brighouse, 2000). Already in the 70s, SanBelles and Herbert Gintis had
made claims about the relationship between educatia social inequality. For them,
the social relationships of education replicate hlezarchical divisions of labour. And
thus schooling reproduces class inequalities (Bswled Gintis, 2005). The case study
school in this research is just one of the manyati@es of a school system in Hong
Kong which, out of measures beyond its controhdfarmed into a designated school.
It is a schooling system that is reproducing classjualities for as long as the Hong

Kong government and the Education Bureau allowst$agxistence.
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2.5 Cultural Capital (Part Il)

2.5.1 Cultural Capital embedded in the HK EducationPolicies

The Hong Kong's Secretary for Education describetiis message to the public that
“The Education Bureau is responsible for the fomtioh of policies and the

introduction of legislation to ensure that quakgucation is being provided for Hong
Kong's young people. The EB also oversees the mmaiation of programmes that are
designed to bring these objectives to fruition.islevery government’s civic and moral
obligation to provide its people the kind of edumaal opportunities so that every
individual can maximize his or her own potentiahapter 5 will consider education
policies and programmes which shape and affecetheation opportunities of HK’s

students who are not ethnically Chinese. Chapteadl already delineated the typical
rhythm and a cultural expectation within the acadepackdrop of HK and alongside

this is the schooling context in HK.

This schooling context in Chapter 1 generalizes vhst majority of HK schooling
experiences of the dominant Chinese population. é¥ew the schooling context of
ethnic minority students in HK takes a differentglenand although everyone is
receiving free and mandatory education, not alletiis are treated the same, and this
has led to sensitive questions regarding how HKcation policies and programmes
have affected the lives of EM students in HK. Thiae narrowing of the research
purpose comes down to one particular question wiichvith the steady increase in
numbers of ethnic minorities who are not of Chinesigin, what are the ultimate
challenges that these students face when optindnifgrer education (HE) in Hong
Kong?. In other words, what are the opportunitieany, for NCS students to enter HE

in Hong Kong and thus enhance their cultural c#ita

Similar to many other advanced countries which havesducation department within
its government, Hong Kong’s own EB takes prideténvision and mission in educating
the young in this city. The EB’s vision is to “pide quality school education for our
students, to develop their potential to the fulll ao prepare them for the challenges in
life” and its mission is to 1) “deliver professidreervices and ensure effective use of

resources” and 2) “forge partnerships to promotelence in school education.”
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In the 2009/10 school year, there were 582 prinrsahpols, 523 secondary day schools
and 61 special schools. Further up the ladder fsmeondary schools are the EB’s
policy highlights on post-secondary education. Athese are summarized in the
following eight objectives. The government pledged

1. support the progressive increase in post-secondary education opportunities
(Currently more than 60% of our senior secondary school leavers have access to
post-secondary education);

2. further develop Hong Kong as a regional education hub and provide multiple and
flexible pathways for our young people;

3. provide around 14 600 publicly-funded first-year first-degree (FYFD) places (In the
2010-2011 Policy Address, the Chief Executive proposed to increase the number of
FYFD places to 15 000 for each cohort from the 2012/13 academic year and double
the number of senior year intake places progressively to 4 000 each year);

4. support the development of the self-financing post-secondary sector and promote
the diversification of post-secondary education through various support schemes
such as the Land Grant Scheme and Start-up Loan Scheme;

5. ensure that no qualified students are denied access to higher and post-secondary
education due to a lack of financial means;

6. make available to working adults further opportunities for higher education through
the Open University of Hong Kong;

7. assure the quality of tertiary education and ensure its relevance to the needs and
development of the community; and

8. ensure that courses leading to non-local higher academic and professional
qualifications are conducted by recognized institutions and professional bodies and
have attained comparable standards and recognition as similar courses in the home
countries concerned.

(Source http://www.edb.gov.hk/index.aspx?nodeID=7002&langno=1)

As summarized in Appendix 1.5. Hong Kong has altofaeight UGC-funded*
institutions: seven universities and the Institofe Education. On the outset, these

™ The University Grants Committee (UGC) has neitheustay nor executive powers. Each of the higher
education institutions is an autonomous body with its ownn@nte and Governing Council. The institutions
have substantial freedom in the control of curricula adlamic standards, the selection of staff and students,
initiation and acceptance of research, and the internabéibocof resources. Nevertheless, because the
institutions are largely supported by public funds, andeéw of the social, cultural and economic importarfce o
higher education, the Government and the community a lege a legitimate interest in the operation of the
institutions to ensure that they are providing the higpessible standards of education in the most cost-
effective manner. The UGC seeks to maintain an approjrédagsce in these matters.

The UGC seeks to promote responsible understanding betwegrstitutions, the Government and the
community at large. It mediates interests betweeitutisins and the Administration. On the one hand, the
UGC safeguards the academic freedom and institutional @utpof the institutions, while on the other it
ensures value for money for the taxpayers. The Comnhite®pen channels to both the institutions and
Government, since it offers advice to, and receives adrice, both.
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universities and post-secondary institutes are dpeall. However, upon a closer
scrutiny, their doors are only open to those whoroaet the requirements laid down by
the gatekeepers of the institutes. As many of thegairements demand the knowledge
of Chinese in an almost native-speaker level, theshecational policies are only for

those whom the government believe have potentlairal capital.

2.5.2 Hong Kong’s Untapped Capital

To what extent Hong Kong sees its South Asian (@#julation as an asset depends on
how much Hong Kong sees minority population aswaa®of cultural capital. It goes
without saying that there are different educationatcomes for different types of
curriculum. In Hong Kong, up until the end of th€08 academic year, students
prepared for the HKCEE which was fashioned after@iLevels in the UK. Also, the
advanced secondary students prepared for the HK#hiEh was fashioned after the A-
Levels in the UK. Apart from the core subjects tath school should offer to students,
the elective subjects depend on popularity, plaseslable, subsidies, workforce and
other factors pertinent to the teaching of sucljesb. One such crucial factor is that
the types of syllabi that schools can offer dependhe students’ calibre as well. This

will be further elaborated in Chapter 4 with refage to the Case Study School.

The differences in educational outcomes manifestedtudents’ chances to reach
higher education are traced back to how much saigaind how far up the academic
ladder they have reached. One marker for examgig&hwparents check when opting
for a secondary school for their children is to pame what the percentage of the senior
graduates are able to enter university. HE is driheokeys for an aspiring young adult
in order to succeed in seeking well-paid jobs ¢aldshing a career. Reaching a higher
level of education is thus linked to what PierreuBbeu (1973) coined as cultural
capital. Cultural capital is “the knowledge, expage and or connections one has
through the course of their life that enables thensucceed more so, than someone
from a less experienced background.” (Bourdieu,3)%0r example, parents provide
their children with cultural capital by transmitirihe attitudes and knowledge needed
to succeed in the current educational system. Boetavorks formed with peers from
similar or different University faculties or depants are what Dewey explained as
“expanded avenues of communication”. bhd Dewey and our Educational Prospect:

A Critical Engagement with Dewey's Democracy andudadion Hansen (2006)
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mentions that in order to achieve a kind of soeféitiency, one needs “genuine social

control”.

Within a system of exchange in our society, culteegpital acts like a social relation.
Part of this form of capital is the accumulatediunal knowledge that permits power
and status within society. Harker (1990) extendeel definition to all “the goods
material and symbolic, without distinction, thaepent themselves as rare and worthy
of being sought after in a particular social forimat based on group membership,

relationships, networks of influence and support.”

For Bourdieu, another form of capital is social itapwhich is “the aggregate of the
actual or potential resources which are linked @asspssion of a durable network of
more or less institutionalized relationships of malitacquaintance and recognition.” If
we consider “institutionalized relationships” as@urce of knowing-who’s-who, then
“working class kids get working class jobs” as \il(1977) points out in his book,
Learning to LabourHe argues that there is a “working class cultpedtern” which has
its own processes and its own definitions. In otherds, the working class, per se, has
its own version of other social groups that areswmgred more successful. These
versions ofother social group$elong to a type of mental category or a set ohiies
which are “prescribed” by the working class and lbey see others who belong to the
same working class. On the outset and within theeot of HK, social justice towards
the EMs is maintained pro forma in the websitethefvarious government departments
especially of the EB. Social justice is shown ia tpportunities offered to the NCS in
terms of support groups for the learning of Chinesguage or the “lowering” of
Chinese language assessments at the secondaryl sofioexam. But empowering
these EM NCS students to become fully functionéizens is not fully addressed.
Sustainable policies have not been drawn to ertbatehe NCS in HK can steer away
from being perceived and treated like minoritielse Tabelling effect of being addressed
as “minorities” is still on-going. As mentioned the earlier part of this chapter, there
were several studies that were published betwe&8 20d 2006 on issues relating to
the ethnic minority community in Hong Kong. Aparbi Unison, the forerunner of
NGOs in Hong Kong which advocates equity and etudbr Hong Kong ethnic
minorities, the other researches were conductedhbipus university departments from

the social sciences and law disciplines. It goeshiow that the pressing issues which
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revolve around the ethnic minority communities iang Kong are not only a concern
within the education milieu, but also revolves amdua wider issue such as
unemployment, labour rights, social welfare andaladiscrimination. These various
researches bring up only the tip of the iceberg blaae the extent of the much needed
social justice for Hong Kong ethnic minorities thla¢ HK government needs to tackle.
In these studies mentioned, researchers foundnteabbers of the ethnic minority
community had difficulties looking for jobs in Hori{png because they felt that they
were being discriminated because of the colourheirtskin (Unison 2003). Loper
(2004) also looked at how Hong Kong is in breackeartain Race Regulations because
of the CMI used in schools. Loper’s study suggésss the mandatory use of Chinese
and the language of instruction “indirectly discmiate against members of ethnic
groups who may not speak and read Chinese at amelgwals to attend CMI schools,
and therefore effectively restricts the number ofic®ls willing to accept them as
students” (p 30). Hence the vicious cycle ensueswthe debilitating education system
does not encourage EM students from attending rtmears schools, but pushes them to
join the segregated system instead for discrimmatasons. This manner of schooling
further aggravates a stagnation of a group of stisdeho are ill-equipped to be part of
the NAS. These recent studies have revealed howN®® Curriculum has yet to
addressll students’ needs in HK have reached “basic compitghas brought out in
Chapter 1. One of the long-term resulting effedt€andoning designated schools is
that it the segregated image of the student wikcprate. And the stigma associated
with being an ethnic minority educated in a desigdachool can take longer to shed.
However, beforadiscussing how identities can reproduce themsdive€hapter 6), a
look into the methods first should give a cleatewfof the process of arguments. The

following chapter therefore describes the methagiplo
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CHAPTER THREE
RESEARCH METHODOLOGY

3.1 Introduction

As described in the opening chapter, this is a sas#y of one Hong Kong designated school,
which is a mainstream school supported by governifoenling. This designated school has a
student population of 100% non-Chinese ethnicityowhainly come from other Asian
countries such as Philippines, Nepal, Thailand,anand Pakistan. Unlike international
schoold? or English Foundation Schobi{ESF), the children who attend a designated school
often come from a lower income group in Hong Komgl @ome of these ethnic minority
families live in government public housing whichafered to the lower income groups in
Hong Kong if they so wish to apply fot This study is a delineation of the schooling
experiences of the ethnic minorities and how thegmeriences essentially contribute to their

opportunities for higher education in Hong Kong.

The objectives of the study are: to further contiébto the awareness for stakeholders and
gatekeepers — the general public, the HKSAR goventrand those involved in the policy-
making and running of schools across all levels f—aothriving economy that have
inadvertently affected the lives of a proportiomatmall but contributing sector of the Hong
Kong community. The initial grounds for this prajeeere to articulate the general schooling
experiences of some of the ethnic minority resisléntHong Kong and in the midst of the
journey of data collection, one of the more prominessues that emerged was how the
education system in Hong Kong in fact promotes sthg segregation in the name of
special education needs. And another aspect ofighi®w Hong Kong is allowing a new
form of postcolonial educational racism to fesfEne other objective of this project is to
perhaps offer an additional voice for the plighttb& schooling opportunities of ethnic

minorities in Hong Kong. In the following chapteafter a description of the methodology

12 |nternational schools mostly offer the International Gan€ertificate of Secondary Education (IGCSE) or
International Baccalaureate (IB) programmes for theidents as opposed to the Hong Kong Diploma of
Secondary Education (HKDSE) offered by many of mainstreamools in Hong Kong. Children who attend
international schools often have plans to pursue theirngducation outside of Hong Kong, whereas students
who sit the HKDSE aim to enter local universities.

13 ESF schools also offer IB programmes and Advanced Diplomses as well, and like many international
schools, do not offer the HKDSE courses either.

4 Dr. Liang of the designated school explained that overdfalfe students at MIC apply for government
welfare assistance.
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and methods, a look into how Hong Kong’s schooBggtem has condoned segregation and

how the segregated have become complacent to hioelsty system will be articulated.

This chapter covers four major areas. The firsh ameplains the research methodology and
the rationale behind this empirical study from pitelosophical vantage point. The second
area is the overview of the research design andnhi@ methods adopted. The third area
looks into insider / outsider issues pertinenthig study. The fourth area addresses the data
management and analysis; other pertinent ethicdlpeaitical concerns. This chapter ends
with a signpost to other themes and issues teasedfter gaining access to the case study

school.

3.2 Research Methodology
3.2.1 Naturalistic Inquiry
This study calls for a naturalistic inquiry becatise natural setting is strongly affected
by meaning. Crucial to this is the use of humamatument to provide data. Since the
underlying motivation for this research also stemnmieom my own personal
experiences as an ethnic minority in Hong Kong,dat is built from tacit knowledge
and the interpretation of the data collected ierfidd through my lenses, and therefore
represents “a view from elsewhere” (Diversi, 1998part from personal experience,
further information collected from observationsfenviews and document analysis
contribute to the mutual shapings between the eequind the respondents; and
thereby elucidating on multiple realities produdezim negotiated outcomes (Lincoln
and Guba 1985). The interpretive research desighsban people’s perceptions. These
articulated experiences construe the world in wapgch are “often similar but not
necessarily the same” (Bassey, 1999). This paaicampirical enquiry is both an
evaluative and story-telling case study. Thathis, interviewees share narratives about
their experiences at school and enquiries are rirddehe educational system via the
narratives of the interviewees. Put together, tresail value judgments. Each story
told about each experience is a reality perceivedhle informant. Reality has many
layers of meaning and “the discovery of each newerl@hanges the perception of the
whole” (Blumer 1969). The causes and effects ohswalities and how such realities

are evaluated is the crux of the study.
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3.2.2 Philosophical Approach to the Empirical Study

As the previous paragraph hints therefore, thisaesh is a qualitative inquiry since its
scope is a case study school and the data colletieds a more in-depth study. By
convention, a case study produces information anithe periphery of that particular
case. The drawbacks of opting for a case studyegpirag that one could only conclude
in a general manner and come up with informed #essr But in this study, the
designated school ithe case and any relevant information derived after data
analysis could be used for generalizing beyondghrsicular (designated) case studied.
In shaping the framework for analysis, this studyrbws some of the principles of
Foucault (1971) on knowledge/power and governmiytdh addition to this, Pierre
Bourdieu’s (1973) notions on cultural capital whielticulates a person’s social
position will be used as part of this discouSee to the nature of the study and the
various layers of realities which are construed, ttieoretical frames which inform this
research are also varied. On the top of the listaf@onceptual framework, is about
power relations and thus Foucault’s ideas (1975y@rernmentality underpins how |
shape the questions to collect the data | needrderoto understand a growing
international proletariat — a group dubbed in Hdfgng schools as non-Chinese
Speaking (NCS) children.

On one hand, the phenomenological approach to résgarch sets the stage for
symbolic interactionism (Blumer 1969). Phenomeniglaigapproach is to describe a
lived experience and thus one of the methods us#tkidata collection is to first target
a designated school and interview students who adole to narrate their “lived
experience”. The reason why this approach setsstage for a kind of symbolic
interactionism is because the narratives collefitad the interviewees show how these
informants define themselves against their livegegience. This study also investigates
how the informants create meaning in situationsumdo others. Blumer (1969)
described that people behave according to the mgsuiney ascribe to interaction with

others and with society.

On the other hand, conflict theory that introduttesconcepts of asymmetries of power
and access (LeCompte and Preissle 1992) into aseareducation will also be
elaborated on. Conflict theories in the social mogs emphasize the material, social or

political inequality of a social group. Thus thrarhework also shaped the way in which
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| asked the questions in this research. | shaltage these questions again in the
paragraphs to follow. Still yet, there is this urigi@g imperative to frame the
interpretations of my findings within a neo-Marxisianoeuvre. Hence, using critical
theory to unfold the sources of inequality in sbciand how they are produced and
reinforced within the (designated) schools is @ad of the framework. For a more in-
depth analysis, critical theorists influenced bg theo-Marxist movement, such as
Antonio Gramsci (1891-1937) and the postulationgafflict theory in education for
example, postcolonialism, will be instrumental lre tinterpretation of the data in this
study. Needless to say, this study looks into #sdual effects of the British influence
after 1997 in the perspective of educating citizeh&long Kong; in particular, those
students who have been cloaked under the veiltofieiminority groups. Thus these

two philosophical frameworks side by side encompgassger explanatory power.

3.2.3 Restating the Research Settings and Reseaf@bestions

Chapter 1 described how educational policy put imtactice has led to educational
issues found within the ethnic community in Hongni§o The far-reaching effects of
these educational policies which are pertinenth® é¢thnic minority community in
Hong Kong are in effect detrimental to these patic members of Hong Kong in
terms of their socio and economic growth. Basedame of the barricading conditions
of educational policies, the ethnic minorities’ edtional opportunities are hampered at
the end of the twelve year free education becatideedChinese language shortcomings

these ethnic minorities have.

As mentioned in the opening chapter, the foci efgstudy led to specific questions and

again, these are:

=  What kinds of opportunities do ethnic minority stats have for further education
in Hong Kong?

= What are the unique challenges that ethnic minatitigents face as they complete
secondary school?

= What are the Hong Kong education policies towaitas provision for ethnic
minorities in the education system? and

= How can ethnic minority students be empowered togbelified for HE in

Hong Kong?
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3.3 Research Design Overview

The plan for how the research is conducted andthevadata is collected is delineated in this
section. Before | address the data managementraalysés, | will plot how | arrived at the
case study school — the story of how it happeneghd-the “uneven, stumbling, wavering

progress” (Griffiths 1998) of data collection.

3.3.1 Refining the Focus and Main Methods Adopted

| opted for purposive sampling (Lincoln and Gub&3Pbecause | had a “specific
predetermined group in mind” and thus designatédas in Hong Kong were targeted
because these schools have a high student populaitiethnic minorities who were
mainly South Asians. Purposive sampling is not megualitative research. The sample
choice is not a representative of the group nosdiocus on being proportional. Thus
the purpose of the sample is to bring newer petssc It also leads to the
construction of knowledge and understanding of humaperiences (Stake 1995) of
ethnic minorities and their narratives of schoolaxgperiences. Through exploring these
particular stories, | was able to unfold themesrnfrine data. (Lincoln and Guba 1985;
Ely 2001).

With a predetermined group in mind, it was natumlzero in on all the possible
designated schools in HK. The initial fear was thessibility that none of the
designated schools would open its doors for anpeddent researcher like me. Thus
within the range of possible ‘samples’ of desigdaschools, being accepted as
researcher into the first designated school wastie of data collection for this case
study. In deciding the sampling, the choice of gdims designated school as the case
study school was “convenience sampling” which isoaknown as opportunistic
sampling. Within the context of being the lone-rangesearcher, “selecting from
whoever happens to be available” (Bogdan and Biklg®2; LeCompte and Preissle
1993) was decided. The option to use case studwptisvithout problems either. Case
studies research is often frowned upon even thahgise have, since the 1980s,
contributed to a vast corpus of knowledge. Adelreaal (1980, 47) however, listed
several advantages of using case study and thédietv shows why in educational

research, for example, this is fitting. Case stsidie
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=

Are ‘strong in reality’

2. Often show attention to subtlety and complex issaad this is befitting to merit
a peculiar strength

3. are complex issues which display an ‘embeddedméssicial truths

4. Offer alternative interpretations (as opposed tangjtative data) to tabulations,

surveys and charts

Yin (1993) argued that case studies are empiritadlies that can investigate a
contemporary phenomenon with real-life context. Asmhce data needs to be
triangulated, there are multiple sources of evideriBassey (1999) explained that
Stenhouse (1985) identified “four broad stylesade study” and the one most pertinent
to this research is thevaluative case studyhis is a study in depth “with the purpose
of providing educational actors or decision mak@dministrators, teachers, parents,
pupils etc) with information that will help them jiedge the merit and worth of policies,

programmes or institutions” (Stenhouse 1985, 58% iBsue of the designated school is
problematized here because since the handover abHEhina in 1997, the number of

segregated schools for ethnic minorities has isg@aThis is a phenomenon that
should not be swept under the carpet of piece-pelities and programmes. Stake
(1995) explained that “issues are not simple agdrgl but intricately wired to political,

social, historical and especially personal conteiXtsthese meanings are important in

studying cases (p 16).

After access and permission were gained from thekgapers from the case study
school, the ensuing steps in the plan of this aditiic research fell into place, from
finding the informants to “leaving the field” (Bogd and Biklen 1992; LeCompte and
Preissle 1993).

3.3.2 Narrative Reporting

Since the approach to this qualitative research maturalistic inquiry, the “narrative

style of report writing tells more of the story bbw the research was conducted”
(Bassey 1999 86). The stages through which therelseleveloped and what decisions
were made can also be seen in the diagrams ircllaigter. The figures 3.1a) to 3.1f)

are my ‘adopted style’ of how | came about my datd conducted the research.

Although there is a need to strike a balance betvikiek descriptions (Geertz, 1973)

and paraphrasing these particular stories in @idtéditions, | have chosen to now and
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then insert the informants’ story in verbatim sat@sllustrate as well the ‘rawness of
the moment’ as their narratives unfolded. For s@oets in the dialogue, it does

injustice to the data if every detail was retoldirety in paraphrase. Although not

ethnographic in nature, the following interviewsttwthe informants are presented in
unconventional paragraphs and dotted with elligs®s incoherence. But it is within

this “richness” of ellipses and incoherence thattdbute to the shaped behaviours of
the informants. Hence *“thick” descriptions, becauses an interpretation of the

narratives in search for meanings. It is the retears construction of other people’s
construction. In other words, thick descriptiothie meaning behind the action (Geertz,
1973).

3.3.3 The Road\Not Taken

In the initial stages of the research, | tried émerate knowledge by testing the waters
about the schooling experiences of ethnic minaritieHong Kong, by visiting primary
schools. Potential schools for data collection welnesen from a list of designated
schools for NCS students found in the EducatioreBurwebsite. Letters were sent out
to the principals of these primary schools andpidigent wait was part of the process in
the making of these cold calls in hope of dataectibn. It was a hit-and-miss approach
and | was glad for any opportunity to enter theosth and meet with the Head

Teachers and other teaching staff of those prirseingols.

These visited places eventually turned out to k&t pase study schools because after
visits to the two primary schools and meeting thincipals, teachers and students, |
realized that interviewing students in their pregadent years posed some problems. |
soon realized that interviewing primary school dteh demanded experienced
interview techniques which | did not have. As a rewner in the field of educational
research, | found out that semi-structured intevsievith children below 12 years old
elicited very sparse responses which were dotteshpgess and long pauses. Although
the children were willing to talk to me, they cowdly offer short phrases or single-
word answers which could not serve as data riclugindor me to draw themes or
conclusions from. It was difficult to ‘fill-in’ thegaps of their responses and as a
researcher | cannot put words into their mouthsnyaf those that | spoke to told me
that they were happy studying in their school bseathey had friends who were “like

them”, which meant that most of the other classmatere also Pakistanis, Filipinos,
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Indians etc. However, when | tried to probe furttteask them about going to school in
Hong Kong or how they learnt Chinese language, nsamply shrugged their shoulders.
Others could not yet grasp the question itself. &mmple, in response to a ‘how-
guestion’ such as: “How do you learn Chinese absii or “How much Chinese
homework do you have in a week?”, the response ssasetimes, “very difficult” or

“many homework” or “I don't like Chinese”.

Another reason why | soon moved away from reseagclsichooling experiences of
primary pupils was the ethical issues involved. yrtvere too young to understand the
nature of my research and | was also advised bybtiee Head Teachers that it would
be difficult to get consent for extended intervieiwsn the parents. That would prevent
me from triangulating my data. Apart from requegtipermission to speak to their
parents and permission from the parents to intentlee children, | understood that
younger students could not yet reflect with hintisigbout their schooling experience.
For many of these primary school children with whoralked to, schooling meant
going to school to attend lessons and having fuansou can. As a researcher, | was
looking for non-Chinese students who could telltimair story about what it is and was
like to grow up in a Hong Kong school. And | wantedm to share with me if they had
any challenges for example, in learning a new silgach as Chinese language. And
that kind of information could only be elicited if spoke to a student who has
experienced secondary school life in Hong Kong. ddd threshold for the kind of
informants | needed was to interview students whd bompleted secondary 5 or

secondary 7 (Upper Six).

The rationale for this latter choice was that beahghe upper end of secondary school
is a crucial point for the lives of any Hong Kortgdent because this is the time they sit
the public examinatiofidfor either the Hong Kong Certificate of Examinatior the

Hong Kong Advanced Level examination. Therefor@handoned the idea after visiting
three primary schools. Nonetheless, the intervieitis the Head Teachers of the three

designated primary schools for ethnic minoritiesichhl visited offered me much

!5 The beginnings of this research took root in 2003 and segosdaool students sit the HKCEE which is the
graduating exit exam. Those who have aspirations to moveentigry education sit the HKALE and this takes
another 2 years to prepare for. With the implementatioheeNew Academic Structure in 2009, the final year
for the HKCEE is 2011 and the final year for the HKAIsE2013. The pioneers who will sit the HKDSEE wiill

be in 2012 (also the end of the 12-year free and mandatory edh)cat
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insight and appreciation of the challenges of ban§outh Asian pupil studying in

Hong Kong.

On this road not taken, there was also a fourtligdated school which | visited. The
deputy principal was very cautious with regard pmesearch project and was sceptical
about what | might do with the data that | collecfeom their school. | was not able to
meet with the principal at all, because the depuigcipal was a staunch gate-keeper
who made sure that | first sent them an officidtele of explanation regarding my
research project and they also requested a forettr Ifrom the University of East
Anglia acknowledging that | was a PhD candidatej apecifically asked that my
supervisor endorse my research project. Along Witdse documents, they insisted that
| submit a list of all the interview questions thdtad in mind, in case the interview
digressed to other issues. The deputy principathéur explained that when they
received my letters, they would then give consitienato my request and asked me to
wait for a month or so for a further response frdlam. With so much red tape
involved; my being an independent researcher midated at this point of the pursuit -
and taking into account that my research is a fpag-programme, time was a crucial
factor in the collection of data. With no regrdtapandoned that fourth school as well.
The first three primary schools which | visited Igied interesting notes in my journal
that shared some common strands with which | ustd In the overall conclusion of
this research. In short, the journey in search cdse study school for this project was

not totally in vain.

My ensuing site selection landed me a plethoraugb@seful sampling of informants. It
began with a principal who was willing to allow raecess to the school and to freely
contact both staff and students in order to gadla¢a that | needed at my own time and
pace. Soon after | presented my researcher's pitetas introduced to the deputy
principal who was to be my main liaison if theresnanything or anyone | needed that
could help with my research. Within a few month$ound myself sitting in on staff
meetings, attending and observing classes, speakintpachers and interviewing
students. The network of other informants with whblater became acquainted with

for my research sprouted from this case study dchoo
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3.3.4 The Road Taken

Shortly after the initial pilot visits to variouslsools which catered for mostly non-
Chinese students, a co-educational secondary se¥toh operates under the Direct
Subsidy Schent8 (DSS) agreed to be the case study school forrdssarch. The
demographics of the case study school are briedlscidbed in this chapter, but the
details of the research setting and context atsoedded in Chapter 5.

At the very initial stage of this research, thisP&esignated school offered more than
90% of its places to ethnic minority students whages are from about 12 to 20 and
studying from Form 1 to Form 7 (Upper 6). This mautar co-educational school has a
student population of over 95% ethnic minoritiesovere not of Chinese descent. Over
half of the ethnic minority students in this schaoé of Pakistani, Indian and Filipino
heritage. The remaining parts of the student pdjmmaare Nepalese, Thai, mixed
heritage. For example, one parent is Filipino amel ather parent is Chinese; or one
parent is Indian and the other parent is ChineseMxst of the ethnic minority students
in this school were born and brought up in Hong d¢fomhe remaining 5% of the

student population were Chinese.

Before the explanation of my role negotiation imsthtudy, | shall use the following
definition of “entrée.” Chavez (1996) describes them “entrée” as the phase of the
gualitative evaluation process. The researcherctsel® specifies a research site and
obtains the necessary agreements from particigant®nduct the research in ‘their
space’. In zeroing in on a school, an initial skamwas done on the Hong Kong
Education Bureau website to gather information ossfble choices of schools in Hong
Kong which caters for non-Chinese speaking (NC8jestts. | approached this co-
educational school based on the fact that it i$ kedwn in Hong Kong for accepting
NCS students who are mostly of South Asian and IS&ast Asian ethnicity. This
school became the case study school for this pgrdjecause the Head Teacher
welcomed my efforts to collect data in order toeggsh the schooling experiences of

ethnic minority students. Before landing on thiseatudy school, | had approached

16 DSS schools in Hong Kong operate under a scheme whereby th& éfir is given more autonomy in the
running of the school, and at the same time receivgsostifrom the government in terms of monetary aid and
infrastructure improvements.
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one other government aidéaéchool also mentioned in the website of the Edocat

Bureau. This latter school turned me down almoshédiately.

It was explained to me at the initial meeting wile Head Teacher of the case study
school that the person, who was most in contach Wie main gatekeepers in the
running of the school, was the Deputy Head Teachiee. Deputy Head Teacher was
therefore delegated to be my liaison-person andwtant whenever | needed help in

my fieldwork at their school.

As mentioned earlier on, | was invited to attend ahserve classes, conduct interviews
with both junior and senior students. | also methwother teachers and sat in staff

meetings. The Head Teacher also introduced meet8dpervisor of the school.

The Deputy Head Teacher was the person whom | steaight to each time | paid
visits to the school to conduct my interviews. dsathrough the Deputy Head that | met
the chairwoman from the school's Parent-Teacherodiaion and other subject
teachers’ and the school counsellor whom [ intevei@ With recommendation from
the PTA Chair, | was able to interview 3 parentsgdther. Since the epistemological
orientation of this study is constructivist (Guhadalincoln 1985), the entrée in this
study means “interaction between researcher amanmants is ongoing” (Pitman and
Maxwell 1992) and that interaction requires a laggtime commitment from those
involved. As an independent researcher, perseveraas one of the key factors in

collecting data.

Apart from the above network, the Deputy Head atdémduced me to other sources
such as members from the Faculty of Education etuhiversity of Hong Kong, who
are specifically involved in the designing of Cliedanguage syllabi and the teaching
of Chinese language to South Asian students. Theseces were contracted by the
Education Bureau of the government and this teriiastitute had a pioneering part to
play in the implementing of Chinese teaching arairigng materials tailored for ethnic

minorities in Hong Kong. Later, the Deputy Head tbe case study school also

"a government aided school in Hong Kong operates undéreme whereby the Head Teacher does not have
as much autonomy as a DSS Head Teacher would. The governseehasla bigger say in the enrolment of
students into an aided school as opposed to a DSS school.
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recommended that | approach one of the more ougspokon-governmental
organizations in Hong Kong, also known as Hong Kafrgson. This NGO was the
instigator in speaking out for a more comprehensdacation policy for the ethnic
minorities in Hong Kong. The founder of the HongrigoUnison is also an advocate for
human rights and equal opportunities especiallyha milieu of the ethnic minority

community in Hong Kong.

3.4 Researcher as Both Insider/Outsider

With my personal agenda which entails both rich &@mksed information, it is still the
backdrop to which this project materialized. Sitioe handover to China a great number of
studies regarding the education of the ethnic nitiesrin HK have been published. But a
project researched by an ethnic minority who exgeed the present HK education system
first hand can offer a fresher (insider) perspeciin the intrinsic value of this topic. As
narrated in Chapter 1, the personal road to highercation for an ethnic minority is not as

straight as compared to a local Chinese studenthakdChinese language skills.

| am aware that there are certainly issues of ar&aitsider factors which may be reasons
that could have affected the reliable delivery bfstproject. But the other forms of
triangulation such as thick descriptive data of thieidents’ experiences, prolonged
engagement with informants, theoretical perspestauad self-reflexivity are also part of the
rigor in this study. The telling of my personahsoling experience uses a narrative form as a
template (Goodson, 2006). This template is for‘teling of (my) story” as well as imposes
a structure on experiences and perceptions. Erb@d8] explained that “lives have to be
understood as lived within time and time is expaséd according to narrative.” My personal
narrative therefore served as the initial tempfatethe search of other ‘similar’ narratives
found in the ethnic minority community in Hong Kaonbhe searing curiosity at the initial
phase of framing the research questions were: \WWhppens to today’s ethnic minority
students after they graduate from secondary sdholdbng Kong? Do they have the same
educational opportunities as | did as a studedbdhey have better opportunities today as an
ethnic minority? As a teacher of literature, | aamiliar with the Freytag theory for drama
students that every narrative has a beginning, lmiddd an end. But in the case of this
project, the recapturing of life history or livegperience cannot be simplistically put in a life
story (Goodson, 2001). It goes without saying tfeees that for the sake of the discussion in

the education of ethnic minorities in HK, thereas'’need’ to “prioritize one story over
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another”. In other words, as researcher and insldesive to consciously and as objectively
as possible prioritize certain snips of an autolgipgy or my lived experience as an ethnic
minority student in order to highlight or servetdangulated data the narratives shared by
my informants. There is also the issue of gaps astioned by Goodson and Sikes (2001).
The omissions in the telling of a narrative ard ps important as the telling itself. But any
researcher knows that it is impossible to find aitat omissions informants have made
(Sikes, 2000). Sikes also explains that omissioadarin the telling of a story might not be
deliberate. It could be that the informant was canssly sifting through memory in order to
provide the best and relevant piece of informatiom researcher is seeking for. In light of
this, as an insider and researcher, my ethical iaino offer the most relevant piece of
experience as data for this project from the pointiew of a past ethnic minority student.
And as an outsider, | have the privilege to tease the patterns and themes from the

information given by the various interviewees.

The dividing line therefore is to differentiate Wween when | am an insider and when | am an
outsider. And to problematize the insider/outsibi@ary is to closely look into how my role
as ethnic minority (insider) and researcher (oet3ittecome a continuum instead of a clear-
cut black-and-white position. First of all, to sidmat | am “one of them” (EM NCS students)
is to claim that | too experienced what it is likenot be able to learn the Chinese language
fluently in all the language skills combined — reay speaking, listening and writing. To say
that I am “not one of them” is to claim thatain different from therbecause a) | have no
(more) worries that | cannot receive tertiary edwca b) | have landed myself in a
profession that | sought for; and c) | do not bglémthe lower income group (anymore). The
characteristics of the outsider in this scenariorie who has accumulated the Bourdieunian
cultural capital and be part of the differentiagextial structure — one who has advantages
and favours received via and as a consequencerofeeducation (Bourdieu, 1977). It is
extremely difficult articulating this point to mgaders without sounding pretentious and self-
aggrandizing. And only to point out the irony tiBaturdieu and Passeron (1979) were correct
in saying that economic obstacles are not enougixptain the disparities in the educational
attainment of children from different social classdt is the “inheritance” of “cultural
dispositions” that are essentially important tocatsuccess. The outsider-identity | possess
is looked upon with a conscious hindsight that mijdecen can now enjoy the ‘advantages’ |
could not. But having been in a former predicamaeina segregated school, as were my

informants, | was also part of a system that eraged ethnic minority students to remain
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oblivious of what possible ‘advantages’ there weut there. Being segregated meant being
blinkered to the possibilities of “exclusive advages” because being segregated meant not
enjoying the institutionalized cultural capital. Ndgsitionality therefore, cannot be conceived
as one-dimensional, because | have moved along/ihgrdegrees of mobility” (Alcoff,
1995). My lived experience as a segregated stuzrmied me the shared subject position as

my student interviewees in this project.

Butler (2004) explained that the inner/outer binasy a stabilizing and consolidating
distinction. In other words, as the researchertiprs herself as “insider” or “outside” there
is an attempt to “make coherent that which is teisuand discursively constituted.” On my
part as researcher therefore, my orientation adan$ias shaped the representation of my
student informants as “disadvantaged” because dheysegregated; and | acknowledge that
similarity of experience as they narrated to marthtories of schooling in HK. Thus the
participants, especially the students interviewdsb aaffected the process of the data
collection. In my various dialogues with the stuiderthey regarded me both as
researcher/lecturer (outsider) who wants to knoa ttl their story; and at the same time
regarded me as “one of them” (insider) because hatrChinese. Eppley (2006) describes

this insider-outsider dichotomy as:

“insider/outsider positions are socially constructed and entail a high level of fluidity that
further impacts a research situation. A researcher, by nature, has to have some level of
“outside-ness” in order to conduct research. This does not mean that the inside perspective
is surrendered; both exist simultaneously. There is othering in the very act of studying, a
necessary stepping back or distancing in varying degrees. There can be no interpreting
without some degree of othering.”

Hence, the distancing of me as outsider meank®ttze collected data and triangulating the
information against other informants and other ferai literature. The writing up of the
conclusions and the findings are all part of thehéoing” and the “outsidedness”.
Nonetheless, DeAndrade (2000) also argued thatlénsstatus is not a taken-for-granted
position. The insider status is “created throughoagoing process of evaluation that is
dependent on the performance of group membersh(thby researcher(s) and participants at
multiple levels.” Hence, the rapport that | formeith the student participants in this research
depended on how they viewed me as an insider-dsmarWhen the student-participants
understood where | was coming from, an invisibldinaf was formed almost

instantaneously. My insider status rose with eammsequent meeting/interview | had with
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them. They were relaxed in revealing more persoriaimation which they felt could add to
their narratives. And in some cases, especialli wie parents of the students, their guards
were let down, and the boundaries of their narestias ethnic minorities were widened. As
researcher, | could only sit back with a nod whaa of the parents said, “you should know
because you are a parent too.” Although unwittingiyt remark was heavily loaded with
meaning because on the one hand, | truly did utatedsas a parent (insider) what the
interviewee had to also go through as an ethniontnparent juggling work and taking care
of my own children’s needs, such as trying to eth@m in mainstream schools without
being discriminated for various reasons. On themttand, | had to keep the distance from
absorbing the volunteered information over-sympathlly. Hence, as researcher, | had to
constantly consider my elusive and unpredictabkgtipming and how all this data collected
writes my work (DeAndrade, 2000).

Troyna (1995) argued that all research “reflecgmaisanship which derives from the social
identity and values of the researcher,” (p 403)mch case Bassey (1999) agreed that most
researchers have a vested interest in the ressalghct. Hence one’s social identity and
values should be revealed. The narrative of myguetdsexperience as an ethnic minority is
construed in the various relevant chapters of tthesis and thereby as Bassey (1999) put it,
“locating the polemic firmly within an ethic of ngsct for truth.” In the fluidity of my
positioning, the role reversal of an outsider-iesitbok a turn. In the following scenario, |
emphasize with purpose the ‘role-reversal’ of beimg outsider-as-researcher whose double
identity as ethnic minority (insider) did not goesvas an advantage when trying to collect
data. My identity as insider became precariousnwvheried to interview members of the
Education Bureau. The government officials becaraarwwhen they became aware that an
insider-ethnic-minority wanted information with sag to education policies and schooling
opportunities for ethnic minorities in HK. Phonellgawvere not returned, and when put
though, only the receptionist or lower rank officesponded to my requests and explained
that they would gladly send me government publisimaderial and literature with regard to
the schooling of ethnic minorities in HK. This h@med when the deputy Head Teacher of
the designated school informed me that there wagygo be an open seminar on the recent
developments in Chinese Language teaching for @tihimorities. The open seminar was for
Chinese Language teachers and school principalss&dhe territory who taught ethnic
minorities in mainstream designated schools. ThrigeHead Teacher thought that it would

be good idea for me to tag along and the settingldvbe ideal for me to also network with
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other secondary school teachers who also taughicethinorities. When the EB officials
were asked however, if | could attend the semittes, response was negative. As it was
explained, my presence as an outsider was inappteggince | was not “one of them” and as
a researcher, the EB officials were wary that théormation collected might not be

appropriately interpreted - a hidden agenda perbaghke part of the researcher?

On another occasion at a university-wide conferemteertiary education in HK, a senior
curriculum officer stopped her conversation shathwne and directed me to the Education
Bureau website explaining that “all the informatidhat | would need was there. Hence, the
outsider-insider positioning was both disadvantageoecause the EB gatekeeper was wary
that information divulged about the policies andiatives for ethnic minority education in
HK might be misused. Nonetheless, upon reflecitamjght not have anything to do with the
researcher as being an ethnic minority but thagarehing on ethnic minority education in

HK is regarded as a rather sensitive topic.

3.5 Data Management and Analysis

Connelly and Clandinin (1990) described that agsearch technique, the use of narrative
analysis is “the ways humans experience the worehdi Cortazzi (1993) suggested how
memory characterizes the psychological approadamamative analysis. One looks into the
“processes of understanding, recalling and suminarigtories.” However, as Coffey and

Atkinson (1996) put it, “there are no formulae ecipes for the ‘best’ way to analyse the
stories we elicit and collect.” Nonetheless, thisjgct is the study of experience through
stories.

As mentioned in the section on data-gathering misthwarious kinds of possible resources
for data-collection were utilized. From local andds and the local media regarding
educational policy to published material regarditignic minority education to interviewing

various informants — EM students to EM parents dtelgeepers in the education of ethnic
minorities. At the same time, alternative explamadi were searched for triangulation
purposes. Put together, themes and patterns inldtee gathered opened the way for data
analysis — identifying useful and significant ‘tnat and realities in the education of ethnic
minorities in Hong Kong. And as already mentiontbe, semi-structured interviews were the
main source of my data — most of which were diffiégeople’s narratives of their experience

at the case study school. With the students, tle®aine the more pertinent group because
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they were at the core of the study. It was not dhé/school that played a part in their lives,
or that they also played a part in their designatdol, but that because these students who
were from different ethnical backgrounds were asslito be the ‘same’ by the education
system in HK, and therefore segregated. Ironictisir ‘differentness’ as contrasted to the
local community meant a kind of ‘sameness’ for E®duse they are not Chinese and hence
put together because these children do not fit iminstream schools. It was by listening to
their stories as an ethnic minority, segregaterhfother mainstream schools and growing up

in an ‘ethnic school’ that was of interest to me.

Hence the consensus of themes that emerged froratlmis narratives started with coding.
Much like reading a short story or a novel, thenvese slowly plucked out of the narratives.
Certain points of interest are thus raised abolhietminority schooling; expressions of
worthiness / self-deprecation, victory / failurejde / regret; applauding / resentment and

other similar types of binaries started to formattgrn

Since the initial part of the data collection invedl visits to primary schools, the decision to
move away from primary schools for data collectiwas quickly made because of the
awareness of the loopholes in the validity of sdata. The problem of working with younger
students was twofold for me. On one level, it waw lthey expressed their thoughts and the
ethical issues involved in working with younger Ildhren, and on the other level, | had
planned to use open-ended interview questions t& wih my informants. This procedure
of data collection proved to be rather difficult @liciting coherent responses from the
children. As mentioned, the students who were mdstlow twelve years old could not
articulate their thoughts in a long coherent manaed their attention span was rather short.
There was also the very practical issue regardthggad concerns in working with young
children. To approach the children’s parents andtingafor them to ensure consent to

working with their children would not be apt foiiglproject because of the time constraint.

On the other level, as also mentioned, an openekirderview was more suitable for older
teenagers, who were on their way to higher educakostly, they had something which the
younger cohort did not have, and that was hindsigta their schooling experience and
secondly, they were more capable of articulatirggrtthoughts via an open-ended interview.
As | was a rather inexperienced interviewer, myrongsed communication skills might not

work very well with younger children, and that adwdffect the validity of the interviews.
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Hence, after an initial trial of outreaching to ldeBeachers from primary schools, | had to
immediately move onto the next more plausible seuar data, and that was secondary
schools. The journey of making cold calls to vasi@esignated secondary schools was once
again repeated, and the first designated secorstdrgol which opened its doors to this

project became my case study school.

Another area in the data analysis that needed mesasol improve validity was to not just
work with the Head Teacher of the case study schidtér about two years of intermittent
visits to the case study school, | realized thahgulation was needed in order to enhance the
validity of the data collected. And so for the thtirme, another batch of cold calls was made
to various secondary schools. This time, the cadise aimed at regular mainstream schools
which were not designated schools. A sizeable amotinnformation had already been
collected from the Head Teacher of the designatedd. But more data from another group
of Head Teachers who did not run designated scheats needed to triangulate thoughts.
Through my networking and some very helpful pedpen the academia, was | able to enlist
the help of 5 Head Teachers who did not run deséghachools but regular mainstream

schools.

3.5.1 Data Gathering

The school concerned in this research is an ingnsah case study, which therefore
implies that conclusions drawn may apply beyond que school that caters for ethnic
minorities in Hong Kong. In essence however, tRisicase study research and not a
biographic study of the narratives articulated bg tnformants. This particular case
study school and the vignettes of the interviewdients, their parents, their teachers
and five other Head Teachers from non-designatedds, highlight the conditions and
practices that shape power/knowledge relationghgieieen the Education Bureau i.e.
the Hong Kong government, the non-governmental roegéions (NGOs), and the
ethnic minority schools in Hong Kong. In brief, seeare the parameters which the
problem is approached. Of course, the frameworftsshiut only to make things clearer
as the research moved along. The explanations batewnterspersed with diagrams
and texts in this chapter on how data was colledibd following describes the various
site selections before landing on the case stubdgaaonvhich is followed by the data-

gathering methods and the reasons for the chostmodse
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The basis of the main methods adopted as with mesearch projects is to sift through
published material — document evidence — relatati¢oeducation of ethnic minorities
or immigrant education in other countries. In tloeal setting, the sources through
which the data was collected came through a plathar information from the
Education Bureau website from the Hong Kong SARegoment; reports from the
Census and Statistics Department, the Legislativeun€il, the Curriculum
Development Council and more prominent NGOs SsuctKSON*®, are a few of the
main sources of documents. Local documentariese doamslated from Cantonese, on
Hong Kong social issues and newspaper reports laceaasource of data from the
media. The textual evidence for this study swingsmeen library literature, multi-
media and online information. Journal publicatioosnferences and dissertations are
also secondary sources. But the case study sctsedfl serves as the core for the in-

depth look into what it is like to study in a scheet apart for Hong Kong minorities.

In this chapter, there are five summary diagramg. (B.1a to Fig. 3.1f) which will
briefly describe at a glance how data collected tedhemes which emerged for
discussion in the latter parts of this researclthEensuing summary diagram unfolds
one more aspect of data collected along the ways Thore information is included
from the preceding diagram. Colour-coded arrows$ kel used to describe the various
stages at which the data was collected as well. fhradly, Fig. 3.1e will reveal what

often is the final outcome of most EM students wattend designated schools.

In the centre of the diagram are two over-lappimgle€s representing the two common
types of schools in HK. The ‘Designated Mainstre8ohool’ is bounded by dotted
lines because in this discussion, the dotted Iseggest that the reality which EM
students experience in designated schools refefetise reality (or only a partial reality)

of schooling experiences for minority students.

The first two diagrams Fig. 3.1a and Fig. 3.1b show ‘hard factors’ and government

policies affect the schooling experiences of NG@lants in designated schools.

18 UNISON: The Hong Kong Unison Ltd. was established in 20Giremn-governmental organisation to
service Hong Kong's ethnic minority residents. Itsnfier realised that the ethnic minority community in Hong
Kong was being ignored in the inclusion of various socidtigs and in the provision of social services.
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In Fig. 3.1c there are hints at what ‘soft factarah have in the lives of EM students.

What they aspire to be can be affected by variesple around them. These ‘soft

factors’ are represented by yellow arrows.
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Fig. 3.1c Soft Factors that Affect HE Path of NCS Students
(See Legendin Appendix 3.1)

3.5.2
The Head Teacher and the Deputy Head Teacher helpdentify potential candidates

Open-ended Interview Questions

for the interviews. About 25 students were contheted later, 13 consented to a more
in-depth interview in small groups of 3 to 4 peoffestudents out of the 13 agreed to a
further interviewafter they graduated from the case study school. Rriararking with
these “selected” interviewees, the Head Teacheiteshvme to attend classroom
observations. Some of the subject classes which wleserved were: English Literature,
Psychology and Chinese Language. After observirg Ghinese Language class, it
became evident that the learning of this subjecidcbe the most crucial link to the

impediments experienced by these ethnic minoritgestts in secondary school.

In short, there are 9 students, 1 Head Teacherg(uesd school), 5 Head Teachers
(non-designated schools), 2 parents, 1 seconddrgobkdeacher and 1 university
Chinese language consultant who make up the cateipants for the data collected.

Other informants who are not directly involved wiltre case study school will be
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mentioned in Chapter 6, when the information frdms tthapter is analysed. In other
words, the issues emerging from the data presanté&hapter 5 that will be further
elaborated on; alongside data collected from inforte who are teachers, parents and
other Head Teachers who run non-designated schAslexpected, the purpose of
including this information is to triangulate themessed from different perspectives.
For ethical and privacy reasons, all the informangnes are given aliases including

the case study school.

Below is a reference of all the major participaimdhe interview. These participants
form the core of the collected data and they waterviewed at least on 2 different
occasions in order to gain a wider perspectivetioie minority schooling experiences
in Hong Kong. Most of them are members from theigfeged school. The acronym

MIC will be used to stand for the designated school

Estimated
No. of duration of
Interviewee | Occupation | interviews each Remarks
conducted interview
(in hours)

. Head MIC
Dr. Liang Teacher 6 3 Member

MIC

Juan Carlos Student 3 2.5

Member

Cherise Student 3 2.5 MIC
Member

Aisha Student 3 25 MIC
Member

Iram Student ’ 3 MIC
Member

Latika Student 2 ) MIC
Member

Shakana Student 2 1.5 MIC
Member

Salim Student ’ ) MIC
Member

Farid Student 2 25 MIC
Member

Student Member of

Husna 2 3 a CMI

School

Fig. 3.2 Primary Informants for the Study
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3.5.3  Semi-structured Interviews

Semi-structured and informal interviews were usecdcallect data. When the Head
Teacher of MIC opened the doors to me and allowedarireely come and go into the
school, it was important that | did not create lanical atmosphere’ each time | met a
possible new candidate as an informant. On ceded@sions when | would bump into
various teachers along the corridor, or meet aMix-student who just happened to
drop by, I did not want to whip out my mp3 justtkat | could record every moment of
what was being said, although records were kepjoumnal form of a particular
acquaintance that | might have made that day. Torerethe semi-structured interviews
were the ones which were booked ahead of time aomé or less pre-meditated before
my arrival at the school. The informants were avtaeg a ‘proper’ sit-down interview

was going to be conducted.

Over a five-year period of intermittent visits, éat-face interviews with Dr. Liang the
Head Teacher, the Deputy Head Teacher, teachersemdr secondary students in
Form 6 were conducted at the case study schoolG: Miith Dr. Liang, most of the 6

interviews were conducted inside the Head Teacheffise. On one occasion, the
intended interview turned out to be an informallatime exchange together with the
school supervisor who happened to pay MIC a cagsil On another occasion, after
meeting with the Head Teacher for about 2 houss pért-time school counsellor who
also happened to be on duty dropped in, and Dnd.iatroduced me to the counsellor
who later spent about an hour sharing (anonymduosies about the plight of some of
the MIC students. As for most of the student infants, the interviews were held on
school campus. Except for the serendipitously cotatliinterviews, voice recordings

were made and later transcribed. Journal entries also made after each visit.

The 2 Form 2 Chinese language classroom obsergati@re later recorded with
journal entries as well, but not recorded with ded because the teachers were not
comfortable to have their lessons recorded on viadeoera, and they were worried that
students might be easily distracted by the videnera. | was invited to join 2 Form 6
English Literature classes and 1 Form 6 Psycholdggs. On those occasions, the
teachers invited me to be ‘part of the class’ biyin@ part in the group discussions as

well on the topic that was being discussed for thdgject. After those 3 sessions with
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the Form 6 students, a rapport was establishedsant of the students from those

Form 6 classes became the core of my student idoisn

The face-to-face interviewing in both semi-struetliand informal dialogues were the
most appropriate forms of data collection becaudst® sensitive nature of this study
about the narratives which were to unfold. Respotsleeact to more informal cues in a
spontaneous manner and thus via introspectiongestadeveal their own perceived
reality. In this regard, they make sense of theeegpces at school which makes them
feel like the individuals they are — as symbolitemaction describes it (Blumer, 1969).
This form of qualitative research offered the bérsebf focusing n the specific

experience and perceptions of individuals engageithe area of interest. The data of
the participants’ personal experiences providesititive evidence as opposed to
hypothetical deductions from theory. (Sirotnik, 698 The interviews conducted

covered areas such as biography, ethnicity, cylteeégious beliefs, curriculum,

pedagogy and the social lives of these ethnic ntinstudents. In engaging in the

dialogue with the students, the researcher allowgd/ersations to linger and ramble
spontaneously on the basis that the ways of expreskat the students constructed
their stories was more valuable than comparabla. ddte way in which the students
expressed themselves and how they situated theesseltheir own narrative was also
an important part of the data. The process of ainagythe data was descriptive and it

expounded on emerging themes found within the trgotions of the interviews.

Fig. 3.1d suggests an interesting note of how slower Form students aspire to also
Band 1 mainstream schools; as represented by #engrarrow arrows. The narrow
green arrows are not depicted in a reverse diredigcause it is a known but unsaid
fact that very rarely do regular Chinese childrepiie to enter designated mainstream

schools where a majority of students are ethnionties.
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Fig. 3.1d NCS EMs' Goals to Enter Regular Band 1 Schools
(See Legendin Appendix 3.1)

In order to build reciprocity and reflexivity intthe analysis, four interviewees were
revisited after they had graduated from secondahpa and the ensuing interviews
were conducted with the awareness and hind sighhefstudents. Not only did the
researcher and the interviewees recap the initi@rview, this post-dialogue was to
ensure that the outcomes were “trustworthy”. Tleisnt was coined by Lincoln and
Guba (1985) as an alternative to reliability andldity which are problematic when

substantiating qualitative research.

Fig. 3.1e is a crucial summary diagram becausea af@ny chats at the designated
school with the various students from various Isvat various times, | somehow
realized that there is a discrepancy of what theSNfudents expected or aspired to
attain in their further education as opposed totwdpportunities they are given in a
designated school. For example, some informantgHat they were on par with other
Band 1 schools students because the EM studentbdéelthey had very strong English
language skills, which was true. Some EM studerstd hative English language

proficiency. And that is why some (as representelig. 3.1d) aspired to enter Band 1

87



schools believing that they had ‘what it took’ @ into a Band 1 school. What some
of these NCS students did not realize is that wtrgng Chinese language skills are
equally important. The rectangle within the dotpeiphery suggests both positive and
negative aspects of the (false) reality of thebaietminority students because on one
hand, some of these students are not aware oftbentense sense of competitiveness
in regular Band 1 schools as opposed to their hikerschool experiences in growing
up in a designated school. True, on one handyé@sgEM students a strong sense of
belonging to their (designated) school and manthefinterviewed had a healthy sense
of confidence; however, there is a danger of thewmwopng up in their formative
secondary school years as “big fish in a little Bayndrome. Hence although most of
the NCS students interviewed did rather well withiveir school, they were still

unaware of how tough academic competition was tioeite’.
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Fig. 3.1e NCS Students Perceived Reality in Designated Mainstream Schools
(See Legendin Appendix 3.1)

3.5.4 Ethical and Political Concerns
Bogdan and Biklen (1992) suggested a list of tangth for analysing data as the
researcher collects them; the summary of whichl stalbe inventoried here save for

two from the list which is more pertinent to thesearch. With so much generated data
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and so much initial rudimentary analysis done, tarminders from Bogdan and Biklen
which stood out were a) to decide (for myself) wtygte of study is to be conducted
and b) to try out themes and ideas on subjectsy Wention that “while not everyone
should be asked, and while not all you hear maipddpful, key informants, under the
appropriate circumstances, can help advance yalysis, especially to fill in the holes
of description” (1992). Hence in the autobiographisnippets produced in Chapter 1
bring together several mosaic pieces that “filtha holes” in this study. These personal
narratives are later woven together to form thegbigapestry. This leads to another

important aspect in the collection of data and ih#tie protocol of the researcher.

3.5.5 Role of the Researcher

Protecting the participants’ right to privacy isngoby promising confidentiality. And
all informants in this study, those within the catedy school and those outside the
case study school were given pseudonyms. The saBelilwas dubbed MIC, short for
Mary Immaculate College. The students were the gmyminformants and the HT,
teachers, parents etc. were all given anonymite ifikerviews which were conducted
from 2004 to 2009 took place in appropriate, noasstful and non-threatening manner
(Cohen, Manion and Morrison 2003). Since it wasHkiewho introduced me to most
of the informants, a rapport was naturally formeithvihe interviewees. The parents
whom | interviewed also fell into the ‘opportuncsssampling’ category because it was
appropriate to consider them as informants whoccpubvide triangulated information.
All the informants were told about the nature of mgsearch and apart from the
informants who were from the ‘administration’ pewsel, all the South Asian
interviewees who gave consent to be interviewedsdith a welcoming manner. Other
forms of triangulation were done with notes frore tlecordings — verbatim — so that |

ensured that | did not misinterpret the interviesvieeany adverse way.

Codes of ethics are a concern for all social siEEn{Sieber, 1992) and they deal with a)
weighing the costs and benefits of the investigatipsafeguards to protect the rights of
participants and c) with ethical considerationghia presentation of research findings
(Diener and Crandal, 1978). In essence, qualitaggearch presents ethical dilemmas.
According to Stake (1994), “qualitative researclemes guests in the private spaces of
the world. Their manners should be good and thedecoof ethics strict.” Hence in all

types of qualitative interviewing, there are riskad benefits to the informants.
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Interviewees may feel intrusion into their privaocy feel embarrassed by certain
questions or might reveal more than they intendedMerriam, 1998). Within the
process of data collection during in-depth intemgemany things can happen along the
continuum of the researcher-interviewee relatigns@in one hand, it can create “long-
term effects” (Merriam, 1998) such as residual &feof an interview in which a
teacher expresses frustration or resentment; onauitant who becomes aware of her
dead-end job. Suppressed emotions or memories mégghirface even though the
interview is supposed to be routine. Other possilimtended scenarios which could
happen are more of a positive nature in which #spondents or interviewees act very
positively about divulging information. It could kbat they are very glad to have
shared the information which the researcher wistesgather; or perhaps the
interviewing moment becomes a cathartic momentHerinterviewees in which they
gain more self-knowledge. In other words, the sitarsession with the researcher
becomes somewhat therapeutic. Nonetheless, anRa880) points out, the first and
foremost is to gather data and not change peaplethler words, the interviewer is not
a therapist or a judge. As far as academic rese@rgoes, integrity on the part of the
researcher is crucial and a researcher must coteens with whether or not sensitive
information should be disseminated or if any kiddnbervention is necessary because
of the researcher-relationship. Taylor and Bogded84) argued that “the literature on
research ethics generally supports a noninterveistigposition in fieldwork,” yet
failure to act is itself “an ethical and politiczthoice.” But Diener and Crandall (1978)

explain the ethical issue rationally:

“There is simply no ethical alternative to being as nonbiased, accurate, honest as is
humanly possible in all phases of research. In planning, conducting, analyzing, and
reporting his work the scientist should strive for accuracy, and whenever possible,
methodological controls should be built in to help...Biases that cannot be controlled
should be discussed in the written report. Where the data only partly support the
predictions, the report should contain enough data to let readers draw their own
conclusions.”

And as earlier mentioned, the internal validity meaesearch findings are congruent
with reality and reliability means there is consigty in the findings. Qualitative
research is different from traditional research #mg the researcher makes the effort to
triangulate; check interpretations with informarasd clarifying his or her own biases

and assumptions.
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3.5.6 Validity and Reliability

In the earlier sections of this chapter (3.3.1)wé#s explained why case study was
chosen, and at this point, it is also worth mentigrthat a case study is “the study of a
singularity which is chosen because of its inteteshe researcher” (Bassey 1999 75).
Thus the “issues of external validity are not maghil” Bassey goes on to say that the
concept of trustworthiness “successfully illumirsatke ethic of respect for truth in case
study research” Hence this particular project giesdepth of inquiry rather than
breadth.

Goodson (2001) explained that in a life history teati our language strengths in
fluency and the ability to dramatize or narrate lifgr story “determines how good an
informant we are.” This in turn demonstrates thecess of the identities we construct.
Goodson (2001) quotes Wittgenstein that “the linoitour language are the limits of
our world.” It means that some people are goocalihg stories while others are not.
Goodson (2001) also went further to say that “daeglage and discourses we have
access to depend upon the social contexts we exgeriand how we are socially
positioned.” Hence our social position is the mafk difference, because we are
constituted in language and positioned accordintped‘discursive practices of gender,
race, class and ethnicity” (Usher, 1988). How | ey story and how | re-narrate the
stories of my informants in this research is on¢hefconcerns in the reliability of my

“facility with language” (Goodson, 2001).

Behind the tapestry of the students’ narrativesyelsas mine, the data which was also
validated was information collected from the Heashdher, Deputy Head Teacher,
teachers, and documents in archives that could lgii% to educational opportunities
for ethnic minority students and thereby offer adkof realism about their schooling
experiences and the challenges they encounterddtaecollected also affirms what the
educational program or policy can or cannot offeat8 Asian students in Hong Kong.
In light of this, the crucial gatekeeper such a&sHead Teacher of the case study school
had much to articulate with regard to the educaligolicies in Hong Kong. Thus
triangulating his viewpoints with 5 other Head Teas from other schools and
interviews with Chinese language consultants franvarsities was also conducted. In
sum, published data together with evidence fromudwmnts and other archives,

supplemented by interviews with other stakeholdeesincluded in this study.
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Since the initial push to embark upon this projeas based on personal experience as
an ethnic minority member in Hong Kong who wentotigh the same HK public
education system, and there are implications (sudmiously or not) that this is seems
like an attempt to use collected data to vindidhte researcher’s (auto)-biographic
schooling experience. But the trends for qualimtiesearch have moved beyond
conventional forms of triangulation in which objedy and internal validity can be
stand-alone key issues in ‘old school’ (traditigriarms of triangulation. Guion (2002)
describes that for some of the key issues for tpiaie research today, apart from
convincing arguments also rests the researcheles tioe richness in detail and the
success of communicating those details. In lighthcd, my own schooling experiences
as an ethnic minority resident in Hong Kong dessipart of the authenticity criteria in
this research and plays a part in the componentsgof for judging this piece of

gualitative research.

In Chapter 4, most of the account of the HT regaydihe case study school, was
verified and checked. Some of the information rdupay the school could be verified on
the EB website as well. Thus checking against plybéivailable information was also a
way for triangulation. Each visit that followed #itte school was first recapped and
checked before proceeding to other questions. &g present and future of the school
was viewed through the Head Teacher’s lens, hdémneas important to first verify data,
in order for me to base my findings on such infaiora

3.5.7 Limitations of the Study

Like many independent research, there is boundetdinbitations to the study. This
study almost turned out to be a mini longitudindddg which was out of my
expectation. But unlike funded research which eke & study to a much more in-depth
and systematic process, this particular researdhataucial time factor attached to the
overall collection of data especially when visitimith various informants and
gatekeepers was constrained by the schedules bf ib@rviewees and interviewer.
Hence, much as the temptation was there to contiitilemore interviews, a decision
had to be made to wrap up each individual intenirewrder to meet the due date of the

thesis submission.
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There are perhaps two major areas in which thetditons of the study can be
described. The first area would be the researcloeris limitations, and the other has to

do with how the data was collected.

It is best and easiest to describe my own limitegion my role as researcher. As this
study stemmed out from my own personal experieasesn ethnic minority student in
HK who jumped through hoops and leapt over hurdlé® many of my Chinese
counter-parts), it was very tempting to take anrlgveentimental journey back to my
own academic past in order to throw some lightjestttve as it may seem, as to how
limited HE opportunities are in HK for someone wdannot read or write Chinese like
myself. The autobiographical snippets in the dagaewalso carefully ‘tailored’ just so
that its content was specific to schooling expersn Hence it may seem paradoxical
that my personal experience was both subjectivalyated and yet at the same time

pruned to ‘fit’ the voice of objectivity.

The second area concerned with limitations resthenprocess of data collection from
the various informants. The most daunting parthef tesearch was making the cold
calls from school to school in hope that one walldw me enough time to make the
entrée, form rapports and collect the data thateded. It very well sounds non-

academic to say so, however, many of the informténatss| liaised with were a result of

serendipity and as a solo researcher, | was a grateful student than | was a stoic
researcher. The journey in face-to-face visitselstearly to the end of the time period
allowed before submission of the thesis; around fiv five-and-a-half years. Perhaps
that was also another one of this study’s drawhadck&s not sure when | should stop
meeting new informants. And hence although thereevpages and pages of verbatim,

not all the information collected could be thorolygised.

Nonetheless, this ‘excess’ of data actually givay t@ what could be done in the future,
if schooling of ethnic minorities in HK were stédl pertinent issue in the academic,
political and social arena. Because the bulk ofitierviews were done with the EM
students, and others were done for purposes ofgilation, there were some very
interesting strands which came out of speaking thighChinese Language teachers and
HTs who were not attached to a designated schaobr@ hand, | could not interview

enough Chinese language teachers to gather a safpleat it is like to be given a
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3.6

language teaching job which they were not trairmechbr psychologically prepared for.
| deduced that perhaps there was more a cultufateince which hampered to learning
/ teaching relationship than the actual skills aitjon. Also, when interviewing the
five HTs/principals about ethnic minority schooljrgfew of them were unaware of the
intricate issues that daunted an ethnic minoritdent. In this perspective therefore,
further research could be done in a) the trainih@linese Language teachers to be
effective instructors of second language acquisittmd b) finding out what roles
gatekeepers such as HTs or principals can playakimg HK a more cosmopolitan city

through educatingll children irrespective of their ethnicity.

Signpost to Other Themes

Before examining the themes which arose from tha dallecting process, this chapter
concludes with Fig. 3.1f. This final diagram inglghapter summarizes what | label as
‘harsh truth’. The harsh truth for EM students wdittend designated schools is that
they are given the illusion and false hope thay theve just as much a chance as their
Chinese counterparts to enter HE. Fig. 3.1f is algweview to what it is like being
schooled in a designated school. The triangulareefl suggests the harsh reality that
most students face at the end of secondary schbel.NCS students are given the
option that they can sit for an alternative Chinkesgyuage exam for second language
learners. But in reality, NCS students are not distcally prepared to enrol in
undergraduate courses which require higher leveShinese. In Fig. 3.1f, the single
blue narrow arrow at the top of the figure symhbedizhe possibility of EMs entering
HE is lower than their Chinese counterparts. Hahegtwo blue wider arrows suggest
that EM students must make alternative choices$efrtaspirations to enter HE are
dashed.

In the process of coding the data gathered, varibames or issues seem to have
surfaced more than once. As suggested in the Atbsgame of the themes which bear
greater significance in the study fall under a) egyownentality, b) cultural capital, c)

social justice and d) inclusion. These themes wdlhtinue to be addressed in the
chapters to follow along with other possible subrties (or issues) which may branch

out from the conflict being discussed.

94



THE TRUTH
{harsh reality)
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Fig. 3.1f Harsh Truth for HE Chances for NCS Ethnic Minority Students
(See Legendin Appendix 3.1)

In Chapter 4 which will follow, the designated sohwill be depicted and the main

informants introduced.



CHAPTER FOUR
THE CASE STUDY SCHOOL

4.1 Introduction

The first part of Chapter 4 delineates the casdysgchool itself — its own journey into

becoming a designated school narrated from the Hadiist of view — namely, some pertinent
aspects of how a designated school essentiallgrdifrom a mainstream school. Included in
this chapter is also nine narratives from nineedéht EM students who at one point or
another, studied at the case study school. Twoobuhe nine students interviewed were

already graduates from the case study school wiegnagreed to take part in the interview.

Since the start of the research, there were a $pwm ‘off’ interviews which also took place.
This means, | was able to meet various other pagptewere directly or indirectly involved

in designated schools. In short, | wish to incluslee more narrative of another ethnic
minority student who wasot from the designated school, and the father of shadent. The
main reason behind including this particular studebecause this Pakistani student attended
a CMI school throughout her secondary school edutaind her narrative can solicit another
perspective of an EM experience. For privacy reasafl the informants’ names are given

aliases including the case study school.

Below is a quick reference for Chapter 4 of all thajor participants in the interview. As
mentioned in the previous chapter, these partitgporm the core of the collected data and
they were interviewed at least on 2 different om@sin order to gain a wider perspective of
ethnic minority schooling experiences in Hong KoAd.but one of them is members from

the designated school. The acronym MIC will bedusestand for the designated school.
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Interviewee Occupation Remarks
Dr. Liang Head Teacher Member of MIC
Juan Carlos Student Member of MIC
Cherise Student Member of MIC
Aisha Student Member of MIC
Iram Student Member of MIC
Latika Student Member of MIC
Shakana Student Member of MIC
Salim Student Member of MIC
Farid Student Member of MIC
Husna Student Member of a CMI school

Fig. 4.1 List of Major Participants in the Interview

4.2 Partl

Since the phenomenon being studied is the exp@&$eotethnic minority students in Hong
Kong, the “natural setting” is the context withirhieh this phenomenon appears i.e. the
segregated school. In this research it is dubbettieaddesignated school”. There are many
factors within the natural setting which impingeonpthe phenomenon, and thus the
contextual conditions within are also highly pegtih Since case studies tend to be selective,
the researcher usually focuses on one or two issheh are fundamental to understanding
the phenomenon. And in this case, it is illumingtinith thick descriptions and in-depth

examples of what a designated school is like.

4.2.1 The Designated SchoolMary |mmaculate College (MIC)

The case study school in this research does nat &y particular Christian affiliation
today. But the school government decided, oveyfpears ago, to dedicate the school
to the early founders who established the schookchvlwas based on Christian
principles. Today the case study school is esdbntsecular. The ironic beauty
however, is that with the rich range of ethnicitiisere are students from different
religious backgrounds who attend this school. Rergurpose of this research, the case
study school is baptized and renamed Mary Immage@atlege (MIC) notwithstanding

the diverse ethnic and religious backgrounds thedmurtures.
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As previously mentioned, a ‘designated’ school iongl Kong is either a primary or
secondary school which has admitted a comparatileglye number of non-Chinese
speaking (NCS) students. These NCS students ara different league of EMI
mainstream schools because they are a special geags of individuals who need to
be offered Chinese language courses in the forseadnd language acquisition. One of
the differences between a regular mainstream EMbacand a designated school is
that the latter receives steady support from thef@&BChinese language learning and
teaching for NCS students. In essence howevergnis®d is a softer word for
segregated. By the same warrant of sending gifteldiren to schools which offer
enhanced programmes, or sending mentally challeogidien to schools which cater
for special education needs, an over-arching defmiof a designated school in Hong
Kong is a school which accepts mostly South Asiaiden or other non-Chinese
ethnicities. Most designated schools are not gtegnpriority by Hong Kong Chinese
parents in terms of school choice for their chitdrdong Kong mainstream schools are
generally pigeon-holed into 3 types of banding.n\Biand 1 being the strongest band,
and Band 3 the weakest. Therefore, the higher #melihg of a school, the better the
overall academic attainment of that school. In otlkerds, Band 1 schools, often also
EMI schools, are often more competitive and théoalof students in Band 1 schools
is very high. Most designated schools are closé¢hedBand 3 tier and this will be later

explained why they are not Band 1 schools.

In 1999, MIC accepted around 20 South Asian (SAlestits. With four classes to each
form in Forms 1 to 5, and two classes in Formsd anespectively, the overall student
population was approximately 1000 students. Byytsar 2002, out of the four classes
in each form, three of them comprised of all EMdstuis and only one class comprised
of mainly Chinese students in each form. It is asoote of interest that during the
process when the EMs were flooding in and the Gdeingere fading out, the classes
conducted at MIC were confined to either dominalt &udents or dominant Chinese
students. In other words, the Chinese studentsasténding MIC before 2005 were

grouped into one class. After 1999, however, tbevdlut steady increase of NCS rose
from 20 to over half the student population. Andfeser Chinese students opted to

enrol in MIC, the vacant places were offered to &htents.
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It was not the intention of MIC to “become” a dested school. But as the numbers of
SA students increased after 1999, the number oneShki students decreased. Hence,
although MIC was tagged as a school that uses gngl the medium of instruction
(Mol), something which many Hong Kong parents andiesnts covet when applying
for secondary schools in Hong Kong, the studentufaion in terms of ethnicity
flipped from dominant ethnic Chinese to dominamhinet South Asian minorities. And
that was when the clock could no longer be turnadkb- MIC’s fate of being a
designated school was sealed as the last of thee€histudents graduated in 2006. Of
the few Chinese students who were still there i©520they instead became the
“minority” group of students at MIC because by thie overall student population
comprised of over 98% South Asians. Towards the @hnthis research, the student

population at MIC was 100% South Asians along wither ethnic minorities.

At this point in the narrative of MIC, it is impaut to highlight the peripheral political
issues that were going on around Hong Kong. Tharmebf Hong Kong to the
Motherland saw many “overnight” changes in polideduding the use of Chinese as
Mol in schools across the territory in 1998. Thiorzale behind the blanket application
of Chinese as Mol was understandable due to thd teeeaise a stronger awareness
towards the mother tongue and re-kindle a relahigmsvith the Motherland. Taking
Chinese language as a mandatory subject and milkingre-requisite for entering into
many university programmes was one of the ‘ovemniguls’ in educational policies
made. Only schools which could produce students sdooed high in English language
in Standard English language tests designed biBher the public examinations were
given the privilege of flying the EMI flag. Thusig necessary to mention here why the
learning of Chinese language for NCS students gigdated schools is a crucial point
of discussion in this research. And as mentiorfezl|anguage issue for NCS students in

Hong Kong will be dealt with in Chapter 5.

Before 1997, teaching Chinese to NCS students wasm issue because any student
who was not ethnically Chinese had the option vflyihg French in order to meet the
requirements of applying for senior secondary sthod/or University if the student
wishes to. Before the handover in 1997 of Hong KunGhina by the British, MIC had

a handful of EM students. These EM students hadogfimn of taking French as a

second language instead of Chinese. French asomdséanguage was a recognized
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second language subject that students could taka pse-requisite for University
entrance. The year 1999 was another turning pom¥iC and most decisions made by
the school whether it was about student-intakeuaticulum changes, the school had to
deal with a whole new level of coping with the goweent’s changes in education
policies, and this meant slowly ‘letting go’ of thember of French classes to making
way for more Chinese classes for their EM studemt®e government’s policy of
making Chinese language a mandatory subject andepresite into Form 6 and
eventually University programmes meant a new lexfecomplexity for designated
schools. To make it simple, if EM or NCS studerdpieed to enter an undergraduate
programme in HK, a pass in Chinese language is1dfte prerequisite, especially for
sought-after programmes such as Journalism, Lavdid#e, and Engineering and so
forth.

The major change for the HT at MIC was taking thbole school through the

transitional phase from offering French as a sedanduage option to phasing out that
subject; or making it an optional subject; and siemeously making Chinese language
the mandatory subject for all students (NCS inall)d& was like a rude awakening not
just for the administrators of MIC, but also foetEM students that in order for the
school and the students to “succeed” into SixthrFand local universities, MIC had to

ensure that her students could measure up to lotterChinese students in the mastery

of the Chinese language.

MIC became one of the first designated schoolssto far more resources from the
government in terms of Chinese language suppoteswhing Chinese to NCS students
because the mandatory Chinese language classesdn@edh more support since MIC
was, like all the other mainstream schools, famiNé&h teaching Chinese language to
Chinese students, but not to students who had imee€d background (academically or
ethnically). In the years between 1999 and theyegrhrs of this century, there was
virtually no teaching material for Chinese as aoséclanguage for these NCS students.
Help from the EB was slow and not forthcoming. ahool management and the
Chinese language teachers at MIC decided thatngditir directives and practical help

from the EB was not going to solve the pressingh€ée language issue at their school.

100



Therefore, in 2002, MIC applied for the Quality Edtion Fund® (QEF) in order that
they could design teaching materials for Chinesguage learning for NCS students.
This initial project that MIC embarked on was mdéoe generic and immediate needs
for Chinese language learning. As the numbers of BEMiltiplied in MIC, the HT and
the Chinese language teachers realized that th&é3® BEM students had to be
introduced, if not taught, with “everyday Chinesage” and some kind of introduction
to Chinese culture. Since many of the students caome Indian, Pakistani, Filipino
and Nepalese backgrounds, the acquired Chinesadgagskills, understanding of and
knowledge about Chinese language and culture etbkildren could not be presumed
or taken for granted. MIC also had to demand fachéng materials for Chinese as a
second language such as textbooks or curriculudegoes and was looking toward the
government for tangible support. Since the EB hactlear vision with regard to the
Chinese language learning support for NCS at the,tthe only immediate assistance
that could be offered was in the form of fundindw$ in 2002, MIC applied for the
QEF so that they could just take the matter ineartbwn hands, by designing suitable
Chinese-as-a-second-language textbooks for thdinicetminority students. Their
proposal to the government was welcomed and taeddr for funding was successful.
The first round of QEF assistance allowed MIC toduce three sets of textbooks
written under various themes. The pleasing outcain¢he pioneered work of the
dedicated Chinese language teachers at MIC and ¢besultants formed a kind of
template for the next few sets of Chinese textbdokshe NCS students at MIC. Hence

a second round of funding was approved and invedilve books were produced.

The first set of teaching materials designed byGhaese Language Team at MIC was
published for their own use. The Chinese textboskih they designed were geared
towards the lower secondary school i.e. Forms 3. tbhe rationale at the time was to

equip the students with a basic understanding focehension of everyday Cantonese.

v QEF stand foQuality Education Fundn October 1997, the Chief Executive announced in his Policy
Address the establishment of the Quality Education Fund Y@Hihance projects for the promotion of quality
education in Hong Kong. The establishment of the QEF is bt anajor recommendations of the Education
Commission Report No.7 (ECR7). Formally established a@mRaky 1998 with an allocation of $5 billion, the
QEF provides an effective channel for worthwhile projemfthe school education sector to be funded. The
QEF mainly caters for worthwhile non-profit making initves within the ambit of basic education, i.e. pre-
primary, primary, secondary and special education.
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Many primary school NCS children were centrallyedited or applied on their own to
MIC, but their levels of Chinese language skillsrevelisparate while some could not
understand Chinese at all because they were newighamts. MIC named their

textbooks appropriately: “Chinese as a Second Lagejucomprising a series of twelve
books; each book being one unit under a partidhlame. The twelve themes were: a)
School Life; b) My Family; ¢) School Picnic; d) Fesls; e) Entertainment; f) Sports; g)
Weather; h) Food; i) Human body and health; j) giog; k) Career and further studies

and l) Information technology.

4.2.2 The Head Teacher (Principal) — Dr. Liang

The Head Teacher, Dr. Liang explained that it wasial to introduce NCS students to
a more comprehensive knowledge of the Chinese &gguBut the school was also
aware that it was a massive task to take upon. |dbming issue that they had to
confront was that the immersion programs which Wwé@&O-operated or short term did
not have a comprehensive Chinese language leawonigshop for NCS students who
were enrolled there. When these same NCS childexe we-allocated to their school,
for example, MIC had to deal with the Chinese laggiteaching pretty much on their
own initiative. The other reason why it was a massask was because there was no
actual direct support from the government in tewhsxpertise for a Chinese as a
second language program. The members of staff withiC's Chinese Department
approached friends of friends they knew who wes® &hinese teachers, who were
interested in embarking upon a project to designn&e language teaching and
learning material for second language learners. QBE was therefore a quick answer
to a more formalized Chinese language course fo6 M@idents. The first formal
Chinese language lessons for the NCS students @tdgi sail on their maiden voyage
in 2003. For Dr. Liang and the Chinese think tamkug of teachers, the rationale
behind developing their first set of Chinese ter#tsofor second language learners was
to equip them with general expressions which cdwdtp the NCS students go about
their everyday encounters in Chinese. These werglane but very taken-for-granted
things such as asking one’s way around or purchasimewspaper from a street vendor
(who spoke no English); or telling a mini-bus driwehere they wanted to get off; or

simply buying a soft drink from a store.
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The brainchild and blueprint for these initial teeng materials for Chinese as a second
language belongs to MIC. As more and more othegdated schools were pressing for
Chinese language teaching materials for their NtD8esits, the EB decided that since
MIC had done such a good job in producing thestfset of teaching materials for

second language learners, the twelve sets of bdeksggned by MIC were soon

readapted and republished by the EB. And since, ttten EB has repackaged these
teaching materials, and redistributed these “Cleirassa Second Language” materials to
other designated schools as reference or as detaelling materials for NCS students

in their own schools. (see Appendix 4.1 to 4.4)

The twelve books were designed for NCS students latbcompletely no background
of the Chinese language and therefore MIC resoledlesign the texts using a
variation of the Yale pinyin (Appendix 4.2)Vhen the texts were designed, it was not
the intention of the MIC’s Chinese Language teantetich the students Chinese by
learning how to write Chinese characters at theesame. They felt that if character
writing was introduced alongside speaking, thengtuglents would find the task too
difficult. Hence the group of teachers decided ttmhanising the Chinese language
was a better form of learning, because it was clas¢he English language. After all,
the students were familiar with the English alpliaB&e run up to the production of
these Chinese as second language textbooks wasthout disagreements amongst the
writers. In the end however, the language teamtlielt Chinese character writing was
far too complex for the teenagers to grasp espgaidien only 2 to 3 lessons per week
could be spared to learn the new language. Also,ntain point of argument on the
MIC Chinese Language Team'’s part was that, theyhedsto train the students in
speaking Cantonese first and foremost — everydayphrases — because that was the

crucial need. Reading and writing Chinese wasatdhe time, the priority.

Dr. Liang and the deputy principal described to hosv some of the students were
allocated to MIC via an ad hoc programme for newnigrants to Hong Kong. For
many new South Asian new immigrants, linguistic onity students undergo a
transition in ‘sheltered Chinese immersion’ befdreing allocated to a mainstream
(EMI or CMI) school setting. Students attend andtintion’ Chinese program for
cultural exposure. This is a six-month program nizrad by funded or sponsored by the

EB which was mainly aimed for newly arrived immigta from China who were
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arriving by the hundreds soon after 1997, and wleded to learn about aspects of
Hong Kong culture and its pace of life. It was oiry2000, after complaints from
NGOs and a few designated schools lobbying forridgfigts of NCS students, that the
EB further extended this programme to South Asi@SNstudents as well those of
other Asian heritage. Since the six month progransna general programme which
helps to initiate newcomers to Hong Kong and inticel them to the general Hong
Kong cultural agenda, only general aspects pengito helping students settle in could
be introduced. The six-month programme was notrmdbacademic programme either.
Part of this immersion program is mentioned in G — the pilot visits as the
methodological process. It was however, a tramaliperiod for new arrivals and time
bought by the government so that the EB could atlwdhese students to various
schools in which the new arrivals lived in. Aftéetsix month programme, these new
immigrants were sorted out to join different maiaatm schools and most of the NCS
or South Asian students were allocated to desigrstkools.

The six-month immersion program initiated by the EBcontracted out to various
NGOs or schools which operate on a smaller scdle.sthools which take in these new
arrivals try to as much as possible, to fit thddren into classes of similar age groups.
But when this is not possible, an immersion clagghtrhave an 11-year-old sitting next
to a classmate who is 16 years old. Thereforepnlyt are these children from diverse
ethnic backgrounds, but also vary in age and acedapiitude. Dr. Liang explained
therefore that it was important to understand whbkese children were coming from,
because even though the EB boasts a six-month isimneprogramme for these new
arrivals, the actual schooling and coping with @as other issues — including the
teaching of Chinese as a second language — ar@ léfé hands of a designated school
such as MIC. To put it differently, the six-montlhogramme is like a temporary
placement for any new immigrant, irrespective dingtity; to be temporarily schooled
until a particular mainstream or designated schagl been identified. The EB’s job is
completed once the new immigrant is placed in tleea@ted school, and naturally, the
student has to learn the ropes in the new schootament with the help from the

school which has enrolled him or her.

Returning to MIC’s narrative, Dr, Liang then asked to imagine all the other “issues”

that come with accepting new EM students. Alondhwiite process of integration, the

104



new student must learn Chinese as well. Given ttiiatstudents did not receive any
prior schooling in Hong Kong, one cannot expect tha newly allocated EM students
who not only are from diverse ethnic backgrounds,diso vary in age and academic
aptitude, could quickly be introduced into a lamggiavhich intricacies lie in the

combination of strokes and dashes that form a eigbhracter; a language which is
rather complex and overwhelming to master espgciahien it is a third or fourth

language to learn. In spite of these challengesrehlity for a school like MIC is to try

as hard as it can to introduce and teach the spakenhwritten form of Chinese

language to the students because as policy wowe iaall students are equal under
the mandate that free education in Hong Kong iretuthe learning of Chinese,
irrespective of one’s ethnicity. The challenge designated schools however, is to find
the much needed support to teach Chinese to th€&dthnic minorities, because for
many of them Chinese is second language learnirth e above concerns in mind,
MIC developed a more systematic and comprehenshiaeSe language program to
offer to their students who are either acceptedlilocated there. When in 1998, EB
decided that the Chinese language was a mandatdojecs for all students in

mainstream schools, MIC quickly tried to be on with the new protocol of language

pre-requisites.

A city like Hong Kong, tries hard to be global ayet loyal to the Motherland, yet there
are nuances within the education system which gtibritizes the Chinese over the
others. The symbolic power of instilling knowleda@out Chinese history and culture is
reaffirmed in the complex nature of the topics thet essentially Chines&his is a
noble and symbolic cause especially when Hong Kmemyto display its affinity with
China. This has to be reflected in the core subjeeing taught and learnt. Any student
who completes the HKDSE can walk away with moreosxpe to the Chinese heritage.
As we move away from this microscopic viewpointltoed NSS curriculum, we can see
how there is another newer challenge for ethniconitiyp students and those involved in
educating them. In practice, NCS students receil@var level of simplified Chinese
language in the classroom. The six years of pringmiyool experience in Chinese
language learning can equip them to read and atitesomewhat functional level. And
if the student continues with Chinese immersionil tiné¢ end of their secondary school,

sitting for the IGCSE exam should pose no problem.
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Dr. Liang and the teachers at MIC understood ail weell that since many of the
students at MIC did not know any Chinese, whethettem or spoken, it was difficult
to integrate into Hong Kong as a whole. On the hewar end, the Chinese language
teachers are also wary because many do not hawingran teaching Chinese as a
second language, and for the students, the inatBlicommunicate in Cantonese in can
be encumbering in many aspects. Dr. Liang spoketatrte ordinary day at school that
encapsulated what it is like to be an NCS studefiaong Kong. The HT’s story went
like this: One day, during the regular lunch househool, Dr. Liang went to have a
quick bite to eat at a Chinese fast-food shop wknels very close to MIC. In walked
Juan Carlos (who happens to be one of the stusdotmants in this study). Juan
Carlos was trying to order take-away — a dish ioffised noodles with sliced pork — but
he could not make himself understood at the cadteeause the woman could not
understand any English, while of course, Juan Gartmuld not string his Cantonese
words together to make his order. “My heart samig¢alled Dr. Liang when told me

about this small encounter at that fast food shop.

This designated school principal (at the time a$ finterview) had accepted close to
100% NCS students at MIC, and to see one of th#ests like Juan Carlos unable to
order lunch in Cantonese was a blatant sign thetHbng Kong education system is
very much at fault in the schooling of ethnic mities. For Dr. Liang, it was also a
sign that MIC had to quickly remedy the situatidrNCS students graduating without
being properly taught the Chinese language leteal@ducated about the Chinese
culture. With hindsight, for Dr. Liang, it turneditothat at one point in the late 1990’s
when MIC was at the verge of being closed down beeaf the poor student intake,
not being given proper teaching resources for Glares a second language, was just
the least of the school's challenges which werauablmunfold a few years later. When
Dr. Liang began to welcome ethnic minority studeint® MIC the problem of low
student numbers was soon solved, but the resuthith led to a new issue in the Hong
Kong education — and not yet tackled upfront by lHeng Kong government — the
schooling of ethnic minorities in Hong Kong. It didt dawn on Dr. Liang back in the
late 1990’s that the teaching of Chinese languaga aecond language to the ethnic
minorities would pose so many problems. When ceildof families from South Asian
backgrounds began to conglomerate into a particdhool, the wave of people from

similar ethnicities who wished to enrol into a dgsited school became bigger. The
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‘designated system’ began to feed on itself wherrdwgot out. For example,
hypothetically speaking, School X, was acceptingdshts of ethnic minority
background. By word of mouth, therefore, more araarNCS students tried to enrol
into MIC. Dr. Liang had vivid memories of how almassernight many NCS parents
were trying to enrol their children in MIC becaustatives or friends of friends had

children who were also attending MIC.

4.2.3  Children left behind

Dr. Liang took some measures to accommodate moi® @ents so that at least they
can have a chance to move on to Lower 6 (A-Levélgst students are left to their
own resources after Form 5 because of the competiti which only the best are
allowed to continue to Form 6. The nine-year frdaaation ends at secondary 3, and if
students are not able to move upwards academicadlpy are forced to enrol for other
types of diploma courses or some may need to fj@mwork force. The nine-year free
education context was not without problems. Maglents were labelled as “doomed”
to continue into senior secondary (Forms 4 anchl)upper senior secondary (Forms 6
and 7) if they did not make it into the Scienceaitn at Form 4. Hence, when Dr. Liang
took office over 10 years ago, a major change weaeded if more schooling

opportunities were to be given to NCS students.

In this case study school, the historical contextffirther promotion to Form 6 was
mainly “reserved” for Science stream students.threowords, students who belonged
to the Arts stream, studying History or Literatdoe example, are forced to leave
school after Form 5 because most places at Forme 6oa Science stream students.
Also, in Hong Kong there is a biased culture towaagpreciating the Science stream
students more because the Chinese feel that Scetmdents are smarter students. Dr.
Liang noticed that the latent talent of many NQ&lents was in their English language
ability and thus they would fare better if they egbtfor Arts subjects or subjects that
required more written forms of expression and alditon in essay formats. Therefore,
he made a change in the choice of subjects offeredigible Form 6 candidates. The
upper senior secondary school changed from a m&icignce stream to offering more
Arts and Business classes. Students could now aptsidibjects such as History,
Geography, English Literature, Business, CommeFoeyism and Psychology and not

solely focus on pure science subjects such as é¥iy€hemistry and Biology. Dr.
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Liang realized that NCS students were more inclitedhe Arts stream because it
offered more subjects which were language-orientsl.opposed to the Chinese
students the NCS students showed stronger Engligjulige abilities.

As previously mentioned, in the very early daystlus case study school, it was a
school which mainly catered for Science studentsvinich case a majority of the

student population then was boys. The Arts studevite were mainly girls, went to a

nearby sister school. It was not until the earlys8bat this phenomenon began to
change. Not only did this case study school sldedgome a co-ed school, it moved
away from being a “pure science” school to beirgchool that offered a combination
of Science, Arts and Business subjects. In ordsutuive, the school had to move with

the times.

MIC had to design teaching and learning materiaisChinese as a second Language
for their school because there was over 95% ofr tsieident population were South
Asian students and there were no Chinese-as-a-@dapguage textbooks available
from any of the major local school textbook pubdisdh The explanation to that is
simple — the market demand was not great enougéreTlias no one ready yet to take
up the task of designing teaching materials fonietiminorities in Hong Kong. Dr.
Liang explained that since the phonetic system thegpted was not a widely used
system, it still needed to be accepted. Nonetheldss school became pioneers in
establishing the much needed teaching tools fari@tminorities in Hong Kong. Also,
Dr. Liang felt that the government remained apathttwards the urgent need of a
proper and standardized curriculum for Chinese Uagg learning of the ethnic
minority group in Hong Kong. As earlier mentiongtie case study school slowly
developed its reputation for catering to the neafdSouth Asian students in Chinese
language learning that the government decided tadapt the material that was
produced by the school. It was “re-packaged” asfarence source for schools which
intended to accept NCS students and might needraival kit” for Chinese Language
learning. The NSS curriculum made it mandatory #iastudents who will take the
HKDSE must also sit for the Chinese Language stibjEais forced all designated
schools and those which accepted NCS studentxéotf@ demand that their students,

NCS or otherwise, needed to be prepared for this@leinese language exam.
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In 2010, French no longer was a core subject ferfbrm 1 NCS students at the case
study school because these batch of students amectex to sit for the Chinese
Language subject exam in 2016. One may ask if Frémcexample, is still an option
for students as a second language equivalent. itwea is affirmative; however, the
French has to be taken at AS Level according tdJtkerading system. In this context,
the threshold is raised and level of difficultyaiso raised. Many students have to think
carefully if they still wish to sit for the Freng@xam. From another point of view, there
will be a demand for a better qualified French kemcwho can teach French at AS
Level. In a way, therefore, all students are “emagad” to take Chinese Language
subject. After all, it is a subject necessary fatrginto many post-secondary programs.
In the professional arena, Chinese is still a reguént in many job positions. In a way,
this also is subtle method of shedding the Europeaguage from the “localized”

curriculum.

The issue with taking Chinese Language as a cobgecduand acquiring it as a

qualification for post-secondary programs or joplaations seems to be solved for the
time being because in 2007, the government recedrtizat NCS students are eligible
to take the Chinese Language subject at GCSE Ie\mlever, a newer problem arose

with the NSS curriculum.

As the Hong Kong education system is undergoingagonrevamp, many of the core

subjects have also undergone a face-lift in terinsyltabus requirements. One of the
newer core subjects is Liberal Studies. Dr. Liargressed concerns that the tackling of
this subject is also a headache. Apart from thgestibeing new, the demands of the
Liberal Studies (LS) syllabus are also high becadhsee is another element within this

subject that NCS students will find more challegginan their Chinese counterparts.

It seems that NCS students have to jump over margids in the new curriculum. Not
only do they have to master the Chinese languadetsucalligraphy, they also need to
take an exam which tests their knowledge and rekeabilities on the history and
culture of Hong Kong and China. There is a greatated for well qualified teachers of
LS. The teacher has not only to be adept at rese@rdhe necessary materials to

prepare students for the public exam, but in dibnat where teachers have to teach
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NCS students this subject, there is also a subtigrety on the part of the teacher of

how to motivate the NCS student to tackle the topiated to Chinese studies.

What has not been articulated in the teaching ofdLSCS students is that the Chinese
component in the syllabus is also mandatory iretten. Teachers feel that this is again
a form of discrimination against NCS students bseaChinese students have the
advantage of knowing about their own history anituce purely by being Chinese. The
Chinese children live and breathe their history emi¢ure in their literature, their rituals,
their religion, their festivities and their corelva system. All of which an NCS student
has to absorb and assimilate through textbook ateiniet knowledge and classroom

learning.

For the initial purposes, the Hong Kong governntead no particular plan to cater for
the needs of children of NCS background. During ¢binial days of Hong Kong,

NCS children were also regarded as children ofetkgatriates who came to live and
work for as long as their contracts allowed thermsudlly these NCS children were
English, Americans, Australians, French and varinationalities from Europe. The

schooling of NCS was conveniently taken care oérimational schools which charge a
much higher tuition fee. The children of the Ocaideften took the GCSE, GCE, AP,
IB, HD because their academic path is the (prig@Bgpath of entering universities in
the UK, USA, Australia or other parts Europe. Imishthe expatriates “took care” of
themselves because the schools that their childremt to suited the needs of the
expatriate community. In the meantime, the livesaiool children from another type
of NCS background were quietly left unnoticed. Th@$CS children were children

from South Asian communities of whom many have mHdeg Kong their homes,

unlike their expatriate counterparts whom many Hafteafter 1997. Most of the South

Asian communities are immigrants from India, PaistNepal, and the Philippines etc.
Many of these NCS were grassroots families unlifasé of the expatriate community
who worked for corporate magnates or the civil ®enunder the colonial days. In
simpler perspectives the NCS children of South Adiackgrounds did not attend
international schools or schools ran by the ESFabse of high tuition costs. On a
socio-political note, the Chinese Language educaifdhe NCS community is the task
and responsibility of the government. The Hong ¢a@overnment however, had a

short term solution to this problem of avoiding teaching of Chinese to NCS students.
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A second language such as French or German waddews as an equivalent
gualification if a student wished to further advarioto upper secondary school and
sitting the Advanced Level examination. Thus a [pean language taken at the IGCSE
level was considered as a substitute for the nunseNCS children of South Asian
background. In fact, French was the most populéiest for these children. On an
interesting note, however, there were many childvep are Pakistanis or Indians who
also went to regular mainstream local schools arsthed to take their own language
such as Urdu or Hindi in hope to use it as a setanguage equivalent to enter Form
Six or upper secondary school. It is natural fasthPakistani and Indian children to do
well if not excel in their own mother tongue. Thesponse from the Education Bureau
however was a firm negative. In other words, Urdd &lindi were not considered as
equivalent subjects for entry into upper secondachool. It is rather an odd
phenomenon that Hong Kong only considers the E@opanguages as a recognized
subject for further academic advancement. Thestilishat unanswered question why
Urdu or Hindi were not given equivalent academicogmition or status for entry into

an undergraduate programme, as was given to F@nGkerman.

The solution of the government was relatively simplhe initial response to the
catering for the South Asian NCS community was harig together” children from
different South Asian backgrounds so that therebma better sense of belonging and
kindred. The cliché “birds of a feather flock tdget’ is not without a certain agenda.
There were other intrinsic issues that had to l#t deith and at the same time, there
was a pressing need to also ensure that childrea NICS background were also
enjoying the nine-year free education promised by government. The foremost
intrinsic issue which is understood but unsaidhest teach time a new member of the
South Asian community joins a school, the chandes local Chinese student leaving
that school increases. Or another phenomenontigewar Chinese children will enrol
at Form 1 into that school because the numberhpii@minority students attending that
school is increasing. Like many parents who comsiciasly seek for a school for their
children, the word of mouth and the school’s repotaare some of the things taken
into consideration before opting to enrol. Thismiphenomenon not peculiar to Hong
Kong. If we take the urban areas of any major mitghe United States for example,
Ohio, we come across a similar picture. As thelbmmmunity increases in the urban

areas, the white community leaves and moves iatiburbia. At some tipping point,
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all the “original” inhabitants of that particularommunity disappear and new
communities of non-whites occupy the area which wase populated by whites. In a
similar context therefore, the intrinsic issue wharises as with the case study school
was that the more ethnic minority students it ategphe more Chinese students left. It
was like a “natural exodus” of the original Chinesemmunity from the case study
school. This was mentioned by the consultant whe warking on an on-going project
conducted by the University of Hong Kong whom tkeeearcher interviewed in 2009.

The expression used was “take 1 and 3 go”.

The government does not have a clear cut policZbinese as a second language per
se which solely serves the ethnic minority commumtHK. However, the new NSS
curriculum which suits the 334 arrangements haslalimes which explains how
Chinese as a second language can be taught to M@8nts. Therefore, in this
perspective it is “already a policy” (Head Teacbércase study school, 2010). In the
334 policy, adjustments have already been madeth®rteaching and learning of
Chinese Language subject. For NCS students, ontheofadjustments in the 334
curriculum is that the GCSE Chinese Language vélllbcepted as an equivalent pass
to the Chinese Language taken in the HKDSE examueer, if the student received 6
years of education in a CMI or has studied Chirprss to the HKDSE, then they will
not be allowed to take the Chinese Language dGBSE level.

Some EM children have been studying Chinese Largumgh in a CMI and EMI
primary school for their whole primary school lifeTherefore, according to the NSS
policy, these children are expected to take the BEDexam for Chinese Language.
However, upon closer survey, many of these prinsahools which serve EMs do not
follow the curriculum of regular mainstream schooldHong Kong. The reason is that,
much as these primary schools wish to train EMs@ry school students to be fluent in
Chinese, they can only offer a lower level or sifigd version of the Chinese syllabus
to these NCS. These schools do not follow the eggDhinese Language curriculum as
would other mainstream schools because the nedatie 6§CS community are different
from regular Chinese children in Hong Kong. Chinésaguage taught to NCS is
taught as Chinese as a second language (CSL).uijthdubbed as NCS, many of these

South Asian children in fact can speak Cantonesenfly. It is the acquisition of

112



writing and reading skills that becomes the greakallenge of school authorities and
the government.

The schools which in truth, courageously acceptidermwvariety of ethnic minorities
have to design and create their own Chinese Lamgtearhing material specifically
catered for the ethnic minorities in their schdol.essence, they try to generate texts
from scratch so that the NCS children can learmé&de language. The other reason for
“taking things into their own hands” is that there no ready textbooks or published
teaching material or hardware available for schtmlsse so that Chinese can be taught
to these NCS children. For Chinese Language tesachleo teach in such schools that
accept ethnic minorities therefore, there is anottask on top of their teaching
workload, and that is to write up teaching materfar second language learners. Many
teachers, as Dr Liang mentioned, do not have dpiaiaing in teaching Chinese as a
second language. In the recent past, in 2010, Bhde€ided to solicit help from various
teachers of Chinese Language from all levels. Afrarh the language experts from
various universities, it was crucial to also sediiee from actual designated schools,
especially those schools who were the forerunmetba deed of educating the NCS in
Chinese language. That year, on a return visitLi2ng mentioned that the deputy
principal, who was also one of the Chinese langtegehers, was being “borrowed” by
the EB on a 3-month contract to help design a newostextbooks for Chinese as a
second language. See Appendix 5.1 to 5.7. Thesplegmages were the draft and the
Deputy Principal explained that the content oftdhbook was still being fine-tuned.

4.3 Partll

One of the goals in narrative inquiry is to givdoeoto those whose stories have not been
heard of in educational research (Creswell, 2008 hase, 2005). The quote below is from
the author ofThe Peter Principlen his view about education. It can serve as kitkeothe
nine vignettes and at the same time bring outrtireyiof what education gives us.

“Education is a method whereby one acquires a higher grade of prejudices.” (Laurence Peter
1919 - 1988).
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4.3.1 The Ethnic Minority Vignettes

The following are eight narratives from studentsowdt one point or another were
students. The blurb that immediately follows theame tells us some crucial
information about the interviewee at the time o thterview at Mary Immaculate
College (MIC). The ninth narrative — Husna’s nawat- is also included here. Husna’s
story shows a different perspective of an ethniearity in Hong Kong who attended a
CMI school, unlike the other students who attendldé@ which was an EMI school. As
their stories unfold, we will find out that althdugll of these students were not Chinese,
not all of them were NCS either, as convenientbelted by the Education Bureau. As
with MIC, the students are given aliases. Somenhefdtudent interviewees were more
spontaneous and forthcoming than the others. Hsooee of the data below are
intrinsically richer. The two parents interviewe@ne also candid about their thoughts

and opinions regarding their children’s schoolinddiong Kong.

4.3.1.1 Juan Carlos

At a glance: Filipino, Form 6, 18 years old, speakso Cantonese,

reads no Chinese
| shall refer to Juan Carlos as simply Juan; he alss one of the students who
agreed to engage in an interview after he graduased MIC; after completing
the A-Levels. He had just turned 18 years old whérst met him. Juan is a
Filipino and is the elder of 2 siblings. Like hister Jessica, he was born and
raised in Hong Kong. His sister, a year youngers aigo studying in the same
designated school i.e. MIC, in Form 6 at the tinighe interview. Both their
parents were Filipinos. His mother worked at thengdong International
Airport and his father was a residential servicggesvisor. Both parents were
permanent residents in Hong Kong. For Juan angdusger sister, MIC had
been their secondary school since Form 1. Engksthé main language of
communication in their home. Both attended mai@astreEnglish primary
schools in Hong Kong and learned some Chineseimgpy school level. Both
of them also attended a designated primary schboé pupils from their
primary school are often allocated to MIC. Afteirgeaccepted into MIC, they
were enrolled in the French class because they pareof the larger ethnic

minority students whose Chinese was not at L1 Jéwaice not as fluent as their
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Chinese counterparts. In other words, Both JuanJasdica would not be able
to handle the Chinese Language syllabus and sitthHer secondary school
graduating examination (HKCEE). Juan and his sistainly spoke English at
home, and growing up, they did not see the nedéatm the Chinese language
formally. Neither of them could speak Cantoneseritly either. Juan explained
that he felt comfortable just speaking in Englishhis friends and teachers at
school. He did not feel the need to learn how taveese in Cantonese. At one
point during the interview, Juan was asked if He tfeat speaking Cantonese
was important, he shook his head firmly and repltet learning how to speak
Cantonese was not really necessary since mangt(lh of his Chinese friends
at school spoke English and in fact, he felt thatvims doing his Chinese
classmates a favour because they were glad tageabeir spoken English with
him. In the designated school, although the stigdestre from different Asian
countries, all of them communicated in English.nJakso mentioned that Hong
Kong is a cosmopolitan city and thus many peoptec@nmunicate in English
anyway, which therefore would not magnify his haagi in the Chinese

language.

Asked if he enjoyed studying at MIC, Juan shrugaed felt that the school was
“okay” He explained that he did not seem to havenyn@iends at school. He
did not like to hang out much with his Chinese shaates because most of the
time they would slip back into chatting in Cantameghich he could not follow.
He also did not mingle much with his Pakistani sithnates because they were
relatively sporty characters who enjoyed crickei] duan felt that he was not
much of sportsperson. He said he preferred mixiitly @ther Filipino friends at
school and explained to me that it was very natiarastudents to hang out with
classmates who shared the same ethnicity. He alisthét although there was a
diverse mix of students from other cultural backmgrds, it was not that they
disliked each other, but that it was natural tHejues were often formed with

friends who shared the same ethnic background.

Within the classroom setting, Juan described thii Bkeparated their students
as well. There were four classes to each Form. Elasses comprised of all

Chinese students and two classes comprised ofthaliceminorities i.e. NCS
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students. Lessons were conducted mainly in Cangdioeshe classes which had
dominant Chinese students. And lessons for the N@8ents were mainly
conducted in English. Occasionally, inside the N&@&ssroom, the teachers
would slip back into teaching in Cantonese. Theswsaaeing, some of the EM
students can understand Cantonese, and for somenegs, there are one or
two Chinese students who opt to attend the NCS ddlasause English was the
Mol. Juan also mentioned that sometimes he wishedt¢achers would not
come and go so often. There were some teacherdighuaot stay very long at
MIC in his seven years of study there. Some of tlggimhteaching at MIC after
a couple of years. In his senior secondary schearsy Juan opted to study
Science. He studied Chemistry and Biology for tH€GEEE and so opted for
these two subjects again for his A-Levels. At ardamterview (after graduating
into University), Juan regretted making those sttiphoices. One of the things
he mentioned regarding the school facilities was ke wished the school could
offer more opportunities to conduct laboratory waokk Science students he felt

that they could have been given better lab equipheework with.

The highest score he earned in his A-Level exams iweEnglish Literature;
Juan scored an ‘A’. But the rest of his resultsengot good enough to earn him
points into a place at a university through thentidiniversity Programmes
Admissions System (JUPAS). He then decided to emtad an Associate
Degree prografi. It was a two year program that offered Generaldation.
Although he had to take a detour in order to hawatleer go at university, Juan
felt that at least he could still vie for a platéeé took a step back by enrolling
into an Associate Degree Programme. At Universgywmas planning to choose
his major in Journalism. But in the end, he earaefgree in Associate in Arts
from a community college. Juan wanted very muchryoagain to enter the
School of Communications at the Hong Kong Baptisiversity, in hope to
major in Journalism. Juan’s wish is to become eonep or a newscaster

working in Hong Kong.

2 The Associate Degree (AD) programmes in Hong Kong atédiasd like the programmes offered in
community colleges in the US. Some students in HK who werdestabnter UGC (government) funded
undergraduate programmes, opt for AD and try to get into arrgradielate programme again using their GPA
from the AD programme instead of their A-Level results.
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The last time Juan shared his story with me, heagaspted into Year 2 at the
Hong Kong Baptist University (HKBU), reading Joulism. Before entering
HKBU, he chose the College of International Edwrat{CIE) which is an
independent academic unit — a community college dffared sub-degrees - at
HKBU. Juan’s acceptance into the undergraduatergnoge was not without
difficulty. It was explained to him at the HKBU eahce interview that his lack
of Chinese language skills would create challengdss studies because many
of the classes, especially the core courses, wenducted in Chinese. Juan
would not have many courses to choose from. But jigaisevered in the end.
Although he failed two out of the five subjectstbhek for A-Levels, he scored
3.65 for his GPA at CIE. On most occasions, a Ge#esof 3.5 or more gives
an AD student a chance for an interview at a Umsierundergraduate
programme. With hindsight, Juan again explained liaal he known better, he
would not have opted for Science subjects at A-lse\But perhaps should have
opted for Business subjects instead. He realizeivedirds that options taken at
A-Levels had to be made with a strategic goal. Eiged on himself when
deciding what subjects to take at senior seconsiargol level, and did not seek
any particular advice from teachers and friendanJexplained that both his
parents were not familiar at all with the HK edusatsystem, and how the
subject choices should be made to enhance bettesibiidies of higher
education (HE). He said that his mother left ittalhim and his sister to decide

what choices to make.

Researcher: Do you feel that they (parents) understand the school system and
the challenges you face?

JC: They don't. They don’t understand the school system. Whatever I'm doing
for school right now, they will rely on me, to know exactly what I'm doing. And
as long as I tell them exactly what it is, and explain it, then if it's okay for them...
if it's okay for me, then it's okay for them.

At the last interview with Juan; already in YearJ@urnalism at HKBU, he
remarked:

JC: If someone had told me that biology, chemistry will just be repeating what
you've already learned, and that business would be like some... actually you'll be
learning very basic information, then maybe I would have taken it. I would have
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still being very one-track minded into being something science-related. I think
maybe something to do with my mum and her *be-a-doctor’ joke.

Juan also remarked that his mother kept remindimgthat he had to improve

in his Cantonese so that he could find a bettethah she did.

4.3.1.2 Cherise
At a glance: Filipina, Year 2 undergraduate at HKBU 21 years old,
speaks no Cantonese, reads some Chinese
Like Juan, Cherise also agreed to be interviewtst ahe graduated from MIC.
She came from the year group which was a year yeruh@n Juan’s year group.
The last interview done with Cherise was when shé just completed her
second year, English major, at the Hong Kong Bapirsversity. Cherise first
arrived in HK when she was around 16 years old.iStige eldest of 4 children.

Cherise is from the Philippines. Her mother isghilo and her father is Chinese.

After her family arrived in HK, Cherise and her Isigs were sent to the 6-
month induction programme before being re-allocated school in HK. When
the induction programme was over, the EB allocatadand all her siblings to a
Chinese school which was near to their home. Shallegl that at first, her
father was pleased because it was a Chinese sa@rabhll the siblings would
be together. Her father also believed that togettién all her siblings, they
could learn Chinese and integrate into the HK Céensetting quickly. She also
remembered being held back one year and was esrioile Form 2, much to
her disappointment, because she was in Form 3 enPthilippines, before
coming to HK. She felt that she was purposely bdietd back by the EB
because she was from a “third world developing t@Un(Cherise’s own
words). The school she was allocated to, was irNeéae Territories and at one
point in the interview, she described her expegeimcthat school as “one year
of pure hell.” Cherise did not understand why slas Wweld back at Form 2 level.
She explained that the school was a Band 3 Chsasml and remembered that
some of her schoolmates were “really immature wioktudents.” Back in the

Philippines, Cherise and her siblings went to agid Chinese school. In fact,
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they could read and write some Chinese. In thagphles, they learnt Chinese
in Putonghua, not Cantonese. So, one of the largtragsitions that Cherise
went through was to learn how to speak Cantonesnwshe arrived in HK. At
home they spoke mostly Tagalog and English butmmath Chinese (and no

Cantonese). Cherise’s Chinese father also spokaldagt home.

Since they were allocated to a CMI school, all tetbooks (except English
subject) were in Chinese and lessons were conducte@antonese, not
Putonghua. Although they could read Chinese, Caeesalled how she and her
younger sister had to share a translation machinéranslate their school
textbooks into English because it was easier femthio study that way. She
explained that together with all her siblings, thegre all allocated to a CMI
school because they were (half) Chinese. Cheristhtd it was assumed by EB
they would just “pick up Cantonese” as they immeérgeemselves in the CMI
school. Her class teacher was expected to helpobermwith regard to the
difficulty in understanding the texts. But Cheriakso understood that her
teacher was too busy to only cater for her needsnaEM student. She also
remembered how she picked up Cantonese from hesroktes, and figured that
with her Putonghua background and a bit of Fujiangkich she learned from

her grandmother, she was able to articulate som@tGantonese.

She found it strange that her HK classmates thoiuglas bizarre that she could
not understand any Cantonese even though she wassehAt the CMI school
she resorted to her own methods of translatingcirgtents of the Chinese
lessons and other Chinese textbooks. She feltthigtwvas a hindrance to her
learning of the subjects, because it was rathez tonsuming. Cherise felt that
she had double or triple work as compared to hesschates because lessons
were conducted in Cantonese. If she had been tdld¢a an EMI school, she
felt she could have learnt her subjects much fagter about a year in this
Band 3 school in HK, Cherise and her family wentkoe the Philippines. But
they soon found themselves back in HK again, becaes father had started a
business partnership with her uncle here in HK. Beeond time around,

Cherise persuaded her father that they must nobagk to a CMI school

119



because she did not want to go through again wieategperienced in an all-

Chinese school.

Cherise: How did we know? (about MIC)... wow, because actually I think my
parents were the ones who found out... oh no no no! The transition school has
links with this school...Except my dad, at the first time, had this notion that we
had to go to a Chinese school, so we can learn Cantonese...Yeah. An immersion
idea, but he didn't know how hellish that was...So... um... Afterwards when he
decided... you know, you guys are going to come back here, we all asked him
like, we can’t go to a CMI school.

After asking around and learning from friends, thehose to enrol in Mary
Immaculate College, the case study designated kchiberise recalled that
upon being accepted into MIC, she was still aelitbit angry, somewhat
resentful, because she was already given a conditioffer at La Salle
University in the Philippines. That meant, Chemses qualified for a place at an
undergraduate programme in the Philippines, but cdre only be offered a
secondary school place in HK, and to sit for theGBE. With hindsight,
Cherise explained that she had to accept her yeaditause since her father
wanted the whole family to be in HK, it also meé#mt she had to make some

sacrifices in terms of her schooling choices.

Hence, the second time around, Cherise and hengsbhll were enrolled in
MIC. They arrived sometime in the month of May, a@hin HK, was towards
the end of the academic year. Cherise explainedDhalLiang was ready to
accept her into Form 4 at MIC, although she wasgifigeh for Form 5, because
if Cherise had started Form 5, she would not be &blprepare in time and sit
for the HKCEE that same year, which was only thneenths away. Hence
another hiatus towards HE for Cherise. Among th@ecore subjects she had
to sit for the HKCEE, Cherise also had to take Ehelpecause she could not opt
for Chinese Language as it was too difficult. Thedayue between her and | on

the language issue at school which Cherise hadrtidhover was like this:

(R — Researcher; C— Cherise)

Did you do Chinese or French?

French. Yeah, that was the hardest, actually.

But that was picking it up at form 4!

Yeah... no, form 5! Because form 4 I rarely came to school...

OROR
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R: So you used less than a year to prepare for...
Something they’ve been learning since form 1...

C: Yeah, tell me about it...I had to like... for French, actually... I spent more
time on French I think, because you can't get into University unless you get
a C. That time I thought if you get an E, it was enough. I didn't know you
had to get a C until I...

R: How did you find out?

C: When I wasin form 6. Ifound out... I was like... ‘Oh thank God I got a C!”
Yeah. If you don't get a C, they (University requirements) don't consider...

R: So this is the language requirement?

C: Because for...that’s quite a long story, the struggle for JUPAS, but then for
form 5, for French, I... I bought a book in the Philippines that’s like... you
know... ‘French for Dummies’, something like that... So I just memorized
everything...

R: Translations... How did you manage?

C: Um... you know, I searched for a book that matches how I think, in a way...
so that book was like, categorized into like time... instead of those you know,
like communicative style books, it was more like a memorizing type of book,
which was what I needed because I had to memorize something in like, 7
months, before the exam. So I just memorized everything...

R: So you knew that the Cert (HKCEE) was your ticket to A levels?

C: I knew because that was what everybody kept telling me. And then, at that
time I thought, ‘Oh, okay, I have an exam to do, whatever...’, because um...
my uncle... ‘cause my father’s elder brother has this... he said that... because
he has been here... he was living here a long time ago, he said it's quite
difficult, and it's like nearly impossible for me to get into Form 6... so I think
my dad was quite proud when I got in. But then, at that time, I believed
him (her uncle), 1 didn't really care, so I was applying for IVE. I applied for
IVE, I even had a Chinese interview for IVE.

Cherise was apprehensive about her performanceritlKCEE. She said that
she really thought that she would fail the HKCEEBdAn the day of the release
of the public examinations results, Cherise didgmwto school until late in the
morning. It was not only until her class teachdtecaher asking her to enrol
into Form 6, did she quickly get to school. Othesevihe spot would be offered
to an outsider student, that is, someone who didgredduate Form 5 at MIC.
Cherise scored 14 points for her HKCEE, which & tacommended minimum
requirement for a school to accept a student imanF6, i.e. A-Levels. At the
start of the following new school year, in FormGherise realized that out of all
the NCS students in her entire Form 5 year groaly, b1 were able to make it
back to study A-Levels. There were a total of 4@lents enrolled into Form 6
in her year. She also found out that within thatugrof 11 NCS students, some
of them did not meet the recommended minimum 1#tpoientrance
requirement, but were nonetheless given a placstudy in Form 6. In her

generation of Form 5 students there were altogetfeasses (as in Juan’s year
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group). In Cherise’s cohort however, 3 classes istats of mainly NCS and 1
class was all-Chinese (unlike in Juan’s year grouwhich there was 2 classes
of NCS students and 2 classes of Chinese studeéthgyise further described
that in her cohort of A-Level students, most ofsaavho were able to score
enough points to return to Form 6 were the Chirstadents who came from

that one single class of all-Chinese students.

Further into the conversation, Cherise describedtwghe felt about having to
take French as a pre-requisite to enter Univerditgr depiction of the
mandatory language courses necessary for Univeesityance for students,

Chinese or NCS students is captured as followR —( Researcher; &

Cherise)

R: So okay... reflecting... do you think the form 5 or the form 7
system is... does it help people like non-Chinese people? You had the option
for taking French although you're...

C: But now it's gone.

R: But what do you think of...

C: Um, it gives the options but it doesn't give you a lot of freedom. It's kind of
like the system is forcing you to adjust to what they (£B) want because you
had to take French, you must take another language, it's a ‘must’. It's like
their philosophy but you had to take another language which I really did not
understand.  Because..um, you know, they are trying to be fair to
us....Chinese students had to take English and you guys had to take another
language to like... study, so you can feel what the locals are feeling, I guess,
but then... actually the French thing wasn't really that fair either, because
not all universities and not all courses accept it. So when we applied for
form 7 JUPAS, we had to look at the course requirements, and then it always,
mostly, mostly said, ‘must have AS Chinese Language & Literature’, or, they
go ‘an equivalent language’...

R: French?

C: Yup, but then that’s only some, not all. That's mostly for the Arts faculty.
But then some of the Science majors, they can't go to those courses, like if
they want to study Science or Engineering, they must have Chinese...

R: Because... that's the...

C: That's the requirements...

R: So did you... were you given this piece of information at form 5? Or you only
realized this at form 67

C: We realized it at form 7.

R: Because you were going to apply for JUPAS...

C: Because we were going to apply for JUPAS, that’s when they started giving
us all the... you know, the JUPAS booklets, and I think those information
should come in Form 6. Because by that time, we are too focused on
studying for your exams, and you don’t have enough to focus on what you're
going to put on the 25 choices... or the top 6 because that's the only one
that counts actually. And then you realize that what you've been studying,
or what you've studied before was useless. The French was so useless for
the Science majors; they all still chose teaching in the end, because that’s
the only one that's open...
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R: So are you saying that they thought that they have the pre-requisite but
then...
C: But they didn't...

Like Juan, Cherise also had dreams of becomingimgdist. But she was very
clear about the requirements needed for Universityance and was not ready
to take risks when filling out her JUPAS applicatimrm. One of the strategies
of filling out the joint-universities applicatiorofm was to know one’s own
potential score for A-Levels; and one’s own stresgand weaknesses, to say
the least. Each Form 7 student had a maximum afh2ices of programmes
from all the 8 universities put together. Howeuelis an understood exercise
that the first 6 choices that students make arertbst crucial ones. It is like a
hit-or-miss competition i.e., as a strategy, stuslgjet offered a University place
based on a combination of a) the results of thelreels and b) how popular
the programme is and c) how big the quota for JUR&SE non-JUPAS
applicants is. And although Cherise wanted badlsttioly Journalism, she knew
that she could not enrol into a programme like thatiK because one of the
entrance requirements was Chinese language, whelid not have. Therefore,
even though her English language skills were stritrvgas not enough to earn a
place at a journalism school. The following is wehé had to say about taking
Chinese language for the HKCEE:

(R — Researcher;-G Cherise)

R: So for you, was Baptist U... was that in your first 6 choices?

C: Yup! Baptist was... at that time... since I thought Journalism was really out

of the question ‘cause...it requires Chinese. And um...

Did you know this back in form 5?

No... no. Ididn't know.

But were you...sort of entertained the thought that you want to go into

Journalism?

C: It's what I applied for back in the Philippines, and like, in UST (University of
Santo Tomas)... so I've always had this thought... you know... either become
a journalist or...

R: ...so given the fact if you had known back in form 5 that Chinese was
required for Journalism, do you think you would have taken it?

C: No way. ‘Cause I came from the CMI school, so I know what they were
studying for Chinese, because I had to stay in the class. And it's nearly
impossible for me to pass...

R: So even though you do have Chinese background, and you can read and
write, you know...

C: It's not enough...for the local Chinese AS system. But I know now they have
the CSL, that might have been different, but then the Chinese...like the local
Chinese students...what they were studying, is too hard...especially the...

R: So there’s still a big gap from what...

C: It's a really big gap.

rOR
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R: So what you have because of your background is, you've got the Chinese
skills that will get you around, and still get a job, you can order from a fast-
food shop...

Yeah, I can... probably...

You can read signs and...

Yeah... or menus...

And menus and won't get lost. But to take a public exam...

Impossible.

NRORO

When asked about what she thought about other sspeschool life at MIC,
such as what her friends were like or what exttaost activities were like,
Cherise thought for a short moment and describest wiothe students at MIC
as “a bit immature.” She said that the school ersjzlea a lot on the importance
of the public exams but, did not instil enoughloé tdea that the students ought
to be more wary about their future; or at leastlstus should be encouraged to
plan ahead after secondary school. Cherise saw ttee were many
opportunities at school for the students to have floing extra-curricular
activities. However, she implied that some of teramimates were too carried
away with other activities and said, “they kind fofget the other goals, like
what are you gonna do with your life?” Although fu@herise felt that the
distractions at school made some of her friendsecetheir studies even though
they knew that public exams were just around th@earm because the subjects

were difficult to handle. She said:

“...one of the problems with ethnic minorities, because they group us into one
group, so we all think this is our world. So they kind of like, you know, just
internalize everything, they don't really think about anything else.”

She went on to say that most of her peer groupectmfocus on the ‘now’ only.
And when asked about what she thought about MIQigoein almost ‘all

exclusive’ school with many NCS schoolmates, héniop was:

“I think a little bit... because they are here in this school, in this world, in this
small tiny world, but they think ‘this is my world’, that they kind of neglect the
outside and what are they gonna do, when they get into that outside world, I
think that’s one of the biggest problems. That's why they’re not focusing on
anything else...”

Cherise however also felt that her Alma Mater wamgl a good job in a way
because the teachers created a home for the ssuderither crucial issue that

was discussed was whether she thought there waismatch between what
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happened after graduating from Form 5, and howstlweents viewed their

academic abilities. Cherise had this to say:

“I think they have to learn that the hard way, because you've gotten used to
being the majority in a place, and then you come out, and you're the minority
again. So that's why students here often times are more arrogant, you know,
they're kind of more proud of themselves, and I'm not saying that’s bad, you
know, you should be proud of yourself.”

She went on to express her worry over her youngghér, who at the time of
the interview, was awaiting the release of his HEOfesults. She felt that he
too was under the influence of his barcddaShe noticed how he enjoyed
hanging out with other Filipino classmates. Chedts® expressed her concern
about how a large number of students at MIC haliva-for-now” attitude and
did not seem to care about what could happen ta théhey did not move on to
HE. Cherise wondered if it was because MIC was saichaven for NCS
students that they did not realize how competitive HK education system
really is, and a mere secondary school certifiatet enough to secure a well-

paid job.

4.3.1.3 Aisha
At a glance: Pakistani, Year 2 student at HKBU, 20years old,
speaks no Cantonese, reads no Chinese
Like Cherise, Aisha had already graduated into ensity when | met her, and
was in her final year at university. She is thénfibf seven children. Her father
came to HK in the late 60’'s when he was about l8seld. Aisha explained
that her father left his farming community in Pakis because many people in
his village were trying to leave the country fobetter life. HK happened to be
one of the coveted destinations next to the US hemdather chose HK. He had
no family nor friends in HK back then, and ventumdhis own to start a new
life in HK. Soon after he settled in HK, his relegs arrived as well. In the mid
70’s he had to return to Pakistan. An arranged iagegrwas waiting for him.

Her father remained there for a few years and énlate 70’s he came back to

ZL«harcada” is a slang word in Tagalog for gang or groupie. ltteatymological roots in the Spanish word,
meaning boatload. Within this context, it meant thia¢i@’s brother chummed around.
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HK with his wife and first three children. Aishaigahat all the rest of her
siblings including her were born in HK. Her parersee now permanent
residents in HK and have been living here for jonger thirty years. Aisha’s
father has worked as night watchman, constructiorker and salesman in a
retail shop. In the 80’s he started a partnershiginess with Aisha’s uncle in
babies’ wear and the business flourished. At thee tof the interview, Aisha
also said that her 2 other younger siblings weraitavg the HK public

examinations results. One was waiting for the sdeaf the HKCEE and the

other was waiting for the HKAL.

Aisha and her six other siblings went to differgmes of schools in HK. From
regular mainstream Band 1 EMI schools to Band 3gdesed schools. Aisha
went to a designated primary school as well anddadnilar story to that of
Cherise and Juan about some of her classroom experat secondary school.
All the EMs were allocated to one class for Englasiguage purpose, whilst all
the Chinese students were segregated to anotlssrwlach was predominantly
taught in Chinese. After the release of the HKCEEha was only 1 of 4 EM

students who made to HKAL in her year group.

Aisha’s story in primary school went like this: Teewere three second
languages to choose from to study at her primahoalc When still in the
designated primary school, Aisha remembered thatdtleer wanted her to opt
to learn Urdu, even though it was not their motteergue. Her native home
language was Pashto and everyone spoke that at. asi&’s father thought
that Urdu was an ‘international language’ and simeeas being offered in HK,
she should seize the chance to study it. Urdu Wwassecond language Aisha
learnt at school in primary school and that was theain language of
communication she used at school with her friendiside of the classroom

setting. In her words, she described:

“Yah. I mean, there were groups like Filipino speaking Tagalog, Indians
speaking Indian, except for like Filipinos when they had to talk to us, then of
course we use English.”
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In other words, in Aisha’s primary school, the NG®dents were given the
choice of which second language they wanted toyst@hinese was not a
mandatory subject for the EMs. Her school was atitalf-day school back then
and the morning session (8 a.m. to 12 noon) wa&fonese children and the
afternoon session (1 p.m. to 6 p.m.) was for NG8esits. Aisha said there were
very few Chinese students who attended the aftersession; and those that
did often chose to do so explicitly because therafion sessions were taught in
English. Parents of these Chinese children wantedhtto attend school in
which English was the Mol. Aisha went back for aitvio her primary school
recently and was surprised to find out that thegieded primary school that
she used to attend not only was a full-day schioal, there were “no more”
Chinese children. When asked if she knew where wneyt, she said, “I don't

know.” Today, her primary school is almost an al8ischool.

When asked about her standard of Chinese langusigha put herself at

Primary 1 level; understanding a few simple Chings®racters, but not enough
to read a Chinese newspaper or read a menu in &hife said however, that
at home, she spoke some Cantonese with her siltiagause they could all
speak Cantonese, and she learnt how to speak tiwen Ghinese children when
they used to play in the park. In recollection, issaid she had a happy
childhood when she was in primary school. And wlasked about second
language acquisition at primary school, she sagddsti not think much about it

and that it was her father who helped her makel#wsion to study Urdu. She
said that she did not think much about the learmih@hinese back in primary

school and that it was not as much an ‘added vaseUrdu was. However,

since she did not learn much Chinese, she had ttdoo@ secondary school

which offered French. And that often meant a destiggh school.

Aisha recalled one of the turning point moment&en junior secondary school
life when she was offered an interview at a Ban@atholic girls’ school; the
same school that one of her elder sisters attertdedever, Aisha missed the
interview because of family matters. The girls’ @ohdid not offer another

chance for an interview. Aisha explained: (R: reseer; A: Aisha)
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I was in Pakistan.

Did they offer you a...

No, competition was keen. So we were all sad in a way but... I applied for all
these band 1 schools but coming from (name of her primary school), that
school, I think they had sort of a bias towards students like us, the school
we're from, our background, because not all of them... I'm not sure, maybe
because maybe my studies were not good or something, I have no idea, but
like hearing what my dad said, it was very difficult for...like our people, like
ethnic minority to study in those schools.

R: But why do you think so?

A: One of the reasons is maybe because of the primary school we come from,
like (name of her primary school), it's not really a good...

So you think it's the nature, the repute of the school that...

Yah. That's right.

Z2Ax®

=R

When considering all her siblings’ standard of @sim language, she said that it
was her youngest sister and second eldest brother bhoth had the best
standard of Chinese in her family. Both these tibtirgys could read and write
Chinese as well as speaking it. The reason be#rgbiother went to study in a
CMI school and her sister belongs to the new géioeraf HK students who
have to take Chinese as a mandatory subject. lirastrto Aisha’s primary
school experience, Aisha’s sister had to take (Geirges a core subject while
Urdu became the elective subject. Aisha said tleatdister was mainly her
translator when it came to sitting down and makapgions for University
applications. There were a lot of secondary mdtersach as booklets or
pamphlets which gave secondary school studenteador HE, but these were
mainly published in Chinese. University brochuresrevbilingual, but printed
resources for academic advice in English were fand Aisha felt that she
needed other opinions or suggestions other tharelaehers at school when it
came to making choices for HE. But she could nokenproper informed

decisions because she could not read Chinese.

Aisha said that English Literature was her faveustibject at school when she
was studying for her HKCEE and perhaps that was sigy did well overall.
Aisha scored 17 points and that was a guarante®t@ onto A-Levels. As she
was preparing to sit for both her public exams, @membered that sometimes
lessons became disrupted by rowdy classmates; |&roodkers who did not
want to study. Aisha said sometimes twenty minwtas spent disciplining the

class and only fifteen minutes left for an acteslsbn. This became a stigma for
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the EM students. Many teachers especially the iegepced ones, Aisha
recalled, were rather intimidated by South Asiardsents because, although on
one hand, there were the attention-seeking tromalkers, EM students were
overall much more outspoken than Chinese studéisha felt that Chinese
students were comparatively more passive than Elesits. She said that when
she was in Form 5, she found out that certain sopicsome subjects such as
Maths for example, were altogether missed out, airtaught by the teacher
because the NCS students “would not be able tpgrasiyway.” Or sometimes
the reason for not covering the topic was becausetwas not enough time or
on some occasions, the teacher left in the midtllanoacademic year. Aisha
suspected that it was perhaps because the studlerdgstoo difficult to handle.
She remembered how in one particular year, shethvag different Accounts
teacher because they left after teaching only gleoof months. Her words

were:

"It was just like that, we had a lot of different teachers and we couldn’t learn
anything consistently.”

Something else which she remembered when she w&®orim 5, was that
perhaps because the NCS students were somewhatgtgd as being lazy or
not academically inclined, she found out one dayt tter Chinese counterparts
in the segregated class were given extra assigsmasrdrills to prepare them for
the public exam. The NCS classes however, wergimeh as much homework
as the Chinese students. Apart from recallingsctasn rowdiness or teacher
resignations that affected her schooling experiedésha said that on many
occasions, especially during her A-Level years, esah her teachers would
naturally switch to speaking Cantonese when teagchirespective of whether
or not the school should be English Mol. Aisha ssd felt sorry for her other
three fellow EM classmates because there were twddcnot understand
Cantonese very well. So eventually they approathedeacher and arrived at a
compromise in which the teacher agreed to codezBwhisha said that in her
small group of 4 ethnic minority students in the_ével class, she was the only
one who passed the exams and scored enough thveaelf conditional offers

from Hong Kong Baptist University, Lingnan Univeagsand City University.
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Aisha eventually opted for HKBU and she studied &orouble degree in
English and Education. She recalled that when she accepted into HKBU,
her whole family celebrated and her father was y#oud of her. She said, “I
wanted to prove that | could be one of the first feakistani girls in Hong Kong
to actually go to university.” Looking back, Aishealized that she had to put in
more effort in her work because she really wantedyd to university. She
explained that in her culture, for most girls, thegre not strongly encouraged
to go beyond secondary school because they aretexp® be engaged by the
time they are twenty years old and married sooerafthat is why studying for
the A-Levels was not the most crucial thing for B&ni girls, according to
Aisha. However for Aisha, she felt that career cdm®re marriage and she
was not looking forward to being matched with someedor marriage. Aisha
believed that a degree would be the ticket to tebg@ib. She said that without it,
she would end up in some small office job perhapa stay-at-home mother.
There was no discouragement from her family wittpard to pursuing HE, but
she felt that it was something she had to “figint’f8he had a clear goal in mind

back then. She elaborated:

“...I would also, after school stay long periods in school and go to teachers,
people called me the nerd, I was like ‘okay, whatever’. I just wanted to go to
university cause everyone said it was difficult so I thought, no.”

Her entering university was another milestone im &ehooling experience,
especially because this was not expected from lairgia Pakistani family.
Unlike her mother, her father was not too upset fiaha was pursuing HE.
Aisha’s father believes that “a career in teachspgretty good in Hong Kong”
and she has made it clear that she wanted this thanegetting married. When
asked about what she thought about the chancesMasr moving onto HE in
HK, she said that chances were few and in her @yltgirls were not
encouraged to move further beyond Form 5 anywaycElehe thought, there
are quite a few EM students in HK who do not seeHKCEE as a ticket to HE,
but as a closure to schooling. Girls are expeaieget married anyway and raise
their families. Aisha mentioned a story about orfieher Form 5 Pakistani
female classmates who was told that the only readggnher parents allowed

her to complete Form 5 in HK was because they didwant her to get too
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bored. They already had plans to marry off theuglder after she completed
Form 5.

Since Aisha did not entertain too much the thowfhgetting married, she felt
that she had to put all her energy into studyinghier A-Levels. On hindsight,
she had a few other things to say about her classexperiences at school. She
regretted that she was not given the chance ty €héthese in Form 1. She said
that NCS children who did not have any formal tragnin Chinese at primary
school level were encouraged to take French. Shthét French was a waste of
time, but she had no choice. She also said thatstlel feel that teachers had
various stereotypes regarding ethnic minoritie® Bhew that being part of the
NCS group of students, a different kind of treatineas given to them. She had
this to say:

“It's just the way we are. I think they (teachers) were not used to students
asking them questions or challenging them once in a while, we would like, ‘Sir,
but I don't think it’s like that, it's supposed to be like that..” or making jokes once
in @ while. I think those teachers are used to where students are passive
learning or just listen and then do it, but for our kids, we are not like that, we
like to joke around once in a while, we like to... the smart kids will be asking a lot
of questions. I think those teachers are not used to it. I have no idea...”

As with the year group of Cherise, Aisha pointed that there were not many
ethnic minorities who made it to A-Levels in herayegroup. Those who did
make it to the A-Levels, irrespective of their ety were the ones who had
stronger aspirations of entering university. WheishA spoke about her
classroom teaching experience, she felt that dwaugh her role was temporary,
the students in the classroom, especially those sttamed the same ethnicity
gave her a lot of respect. She felt this rappothhe ethnic minority students
because they realized that if they worked hardatlabal, they could realize their
potential to move on if they applied themselvesdtool. Aisha suggested that
there seemed to be an air of “that’'s-not-for-uditede amongst some ethnic
minority students who have decided to take a negadttitude towards
schooling because they felt that they were not eseing as the Chinese
students in terms of promotion into tertiary edigratIn other words, Aisha
meant that sometimes she could feel a sense oielédrelplessness amongst the

ethnic minority students.
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On a final note on Aisha’s narrative, she mentiohe&v one day she met a
fellow worshipper at the mosque who also happeadskta young teacher who
had just graduated from university and returnedhi® alma mater (also a
designated school) to teach. Since the Muslim conityiun HK is relatively

small, both Aisha and the other teacher felt thay thad a mission to actualize

in their roles as teachers in a designated school.

4.3.1.4 Iram
At a glance: Pakistani, Form 5, 17 years old, speaknear native
Cantonese, literate in Chinese
The story shared by Iram and her mother, Farvaglded in their home when
they agreed to let me pay them a visit one Satuadgynoon. Farva’s family
are Pashtuns from Pakistan. It was only towardsetieeof the interview that |
realized it was Ramadan — the period of fasting Fuslims. Although
embarrassed about my faux pas, wondering if | shdalve just visited them
another day because | thought Ramadan was a tirselate and meditation,
both mother and daughter treated me with utmospitadsy. They served me
homemade Pakistani snacks and desserts while ¢fi@yned from eating as the
sun had not yet set. The conversation with Fand leam was conducted in

almost 100% Cantonese.

Farva’s recollection of her daughter's experient@ranary school shaped a
bigger picture of Iram’s overall schooling expedes in Hong Kong, as
opposed to the other stories from Juan or Chelriam’s story showed a little
more because there are also perspectives of héwemiatolved in helping Iram

in her education.

When Iram was ready for primary school, Farva'sifarmoved to Tai Wai
from Tai Po in the New Territories (NT). For resitiein HK, the NT is situated
in the “outer” or urban districts of HK where mastthe public housing estates
are located for lower income families. After agk@wround and seeking advice

from Iram’s kindergarten teachers, Farva initialjanted to send Iram to a
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Catholic school in Tai Po because schools with lgioais affiliation in HK
often have the repute of being more disciplinechwiiteir students. But Iram’s
application was unsuccessful because the schoolnetigvithin their home
district for central allocation by the governmeAt around the same time,
Iram’s mother, Farva had applied for governmentlipubousing and the
family’s housing application was successful. Hetiwe EB allocated Iram to a
nearby CMI school in their new home district an@ttimeant the hopes of
applying for a school which had a better repute ewelashed because
government allocation meant going to a school ie’'®mome district. Iram’s
younger sister was also later allocated to the s@Mé school. Farva wanted
her children to learn Chinese but her biggest gmoblvas that she was not
familiar with the school system in Hong Kong at time and did not know how
intricate the relationship between home distriad aohool choices was. Farva
said she felt that there was a lack of informafmmsomeone like her who could

not read Chinese. “That was the biggest problemiy& recalled.

Farva had no other options to choose from and cooldmake an informed
decision in finding a school place for Iram excéptwhat was offered by the
EB. She did mention however, that it was acceptsiolee the allocated primary
school was very close to the public housing estétere they lived. Also, since
it was a CMI school, Farva felt that her daughteosild still benefit from
learning Chinese. Both Iram and her younger sistere the only two
Pakistanis in their school. The rest of the stuslevgére Chinese. Some of the
main episodes that Farva remembered very clearbutabram’s schooling
experience were going to this CMI primary schoblvés a regular mainstream

school.

Even before Iram and her sister went to this CMiost, Farva had taken pains
to learn how to recognize and pronounce the Chicbsagacters in the school
textbooks which her children used at kindergartearva felt that it was only
through personal involvement as a parent in helphey children with
homework, especially Chinese homework, so that ttayd improve in their
academic work. Hence, whenever she had the chaheewould go to the

school to ask Iram’s teachers how to read the Ghiriextbooks in order that
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when she went home, she could teach Iram. Farvadaddthink the teachers
must have thought | was very troublesome to ke&gmgsabout Chinese.” She
recalled that Iram’s grades were pretty good forin€6e language and

sometimes scored in the 90’s out of 100 in Chimksttion.

I learned the words one by one during the time they were in kindergarten...and
that was how I learned Chinese...from the words they learned. I was able to
follow until they were in Primary 1.”

Farva beamed as she described how later on, Irane ¢a " position in
Primary 1 out of a class of over 30 children. Fdelathat it was through her
diligent learning of kindergarten level Chinesetthalped Iram in passing her

tests at school.

Hence when Iram moved onto primary school as theyeu into the new
neighbourhood, Farva continued to help her daughaeth their homework.
Since, it was also a CMI school, all subjects, ekdenglish, was taught in
Chinese. But by the time they reached Primary Bad become rather difficult
for Farva to help them with homework because then&de characters were
much more complicated. So she sent them to a #élitoentre nearby which
helped the girls temporarily. By the time Iram wasPrimary 5, the tutorial
centre moved and Farva was forced to find a priuat@ for her children. She
said that as a mother, she felt very helpless Isecauthout the help of the
tutorial centre, she watched how her children’sdgeaslowly declined. It was
demoralizing for her children because the sistelsthat their grades were a
measurement of their aptitude, and for Farva, shwad it frustrating because
the Chinese language was the main barrier to héreh’s learning. Another
aspect which created a headache for the familythatsthe hiring of a private

tutor was very costly as compared to what it casstutorial centre.

Farva went on to explain that since the level oin€be was already beyond her
ability, she could not help her children anymored dhe private tutor put a
financial burden on their family. So she felt th@m’s grades suffered a lot
because she could not catch up with her peerdabkd-arva did not doubt the

academic ability of her daughter, Iram, but felatthf Iram had the proper
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schooling in Chinese as a second language, shd bauk done much better at
school, or if the school curriculum was in Englisfol. There was no help
available coming from home because no one elsaldwdle a higher level of
Chinese, and at school, it was very difficult toupeto speed with Iram’s peers.
Iram’s grades suffered because coping in a CMI achvas too difficult and
there was no support for students like Iram — seéclamguage learners in

Chinese.

Other fragments of Farva’s recollection of Iramigpary school days was that
she remembered at times how her children wereetlaatfairly or teased by the
other children in that CMI primary school. Accordito Farva, she felt that the
discriminating attitude of Iram’s peers was quigiaus. She went on to explain
that Iram’s class teacher was aware that Iram veadng difficulties in Math
class and in Chinese class because she was tooisl@atching up. The
consolation that Farva received from Iram’s cla&scher was that she (Farva)
should not mind the discrimination too much becalise Chinese mind was
like that.” The class teacher promised that sheldvoonitor the people close to
Iram and hoped that Iram would not feel being imatoo much. Another
occasion which Farva remembered was a Christmay lpald at school. Every
child was asked to bring a present to school sbthiey could exchange gifts.
Farva remembered how bad she felt for Iram becausenally” none of the
classmates wanted to exchange presents with Irasiae would return home
with the same present which was brought to scloé particular year however,
the class teacher noticed how Iram had the sansemprand so the teacher gave
Iram an extra present. As Farva explained this¢pshe opened both her hands
in a gesture of frustration and remarked, “but’thdte way it is” and at times
like these, she would explain to Iram that it wésefr (the Chinese) problem”
and not Iram’s problem that her classmates trela¢edifferently. Farva hinted
quite strongly that being treated differently mebhaing discriminated because

they were not Chinese.

As the conversation shifted to Iram, she spoke &abeing a lot happier when
she was sent to MIC to start her secondary scioal. her mother piped in by

saying:
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"I observed a big change during the first year she entered MIC. She had a higher
self-esteem, and she regained her confidence. She became another
person...from primary school to Form 1. She had a lot of friends and was happier.
I really thought whether it was worthwhile to sacrifice all these for Chinese.”

Iram then began to explain her initial Chineserleay experience at MIC. The
sample texts are found in Appendix 4.3. Iram ad¥ditsheepishly, when she
first started out at MIC, she failed her Chinesserably. She also mentioned
how her mother scolded her for failing because aisvimpossible that Iram
should fail her Chinese in Form 1 when she had dixeears of Chinese at
primary school. Farva continued to explain thamirdike all her other ethnic
minority classmates, had to take the Chinese teBnglish. The Chinese tests
were done in Romanization and not in Chinese ckemrac(These were the
Chinese as a Second Language textbooks mentiont &arlier part of this
chapter — the QEF Chinese textbooks designed fd® BiGdents at MIC). Iram
said that she was actually quite surprised foimigilShe knew that the Form 1
book was so easy that even a primary 4 studentlcoahage it, but she failed.

And Farva quickly added:

“She learned to write Chinese, and now you require her to write in English, how
would she pass?”

Iram explained that her mom talked to the teachbmut her failure in Chinese.
The teachers then allowed Iram to take a re-tdgs fime in Chinese characters,

and Iram concluded with a beam, “...then | got 100k%&

It was a case of presumption on the part of MIC mmslnderstanding on both
sides when Farva discovered to her dismay that #feeplacement tests, Iram
was allocated by mistake to the French class idstédhe Chinese class. Farva
had expected that Iram would continue learning €enat MIC since she had
already been learning the language for 6 yearsriaiapy school. One day

however, Farva discovered that Iram was not usieg $thool's Chinese

textbooks and only found out then that Iram wasiddirench instead at school.
Farva remembers being rather upset that her dauighte“wasted” her Chinese

language learning from primary school. But at §haint, [ram explained to her
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mother that studying French was much simpler bec&asl she had purposely
made French her chosen second language. Iram maglthat studying Chinese
for the HKCEE would be very difficult for her to fga pass, and she realized
that the total points earned in the public exam gvasial to her entering Form 6,
and therefore did not want to risk taking ChineseIGCEE level.

Iram understood very well that firstly, Chinesedaage was for L1 learners and
the subject also required some knowledge of Chihesery. Iram knew that it
was a disadvantage for her had she chosen to take<e. Hence, French was a
safer bet since a second language was required pwdmoted to Form 6. Iram
added that although she had abandoned formal Ghilessons at MIC, she
would regularly keep up her reading of Chinese @sfig the local Chinese
newspapers. She did however sit for the GCSE Chidasguage as well,
because her school highly encouraged it. Firsthyais a lot easier as compared
to the HKCEE (equivalent to Primary 3 or 4 levetdbcurriculum). Secondly,
taking this particular GCSE public exam paper wa%prvilege” for ethnic
minority students in Hong Kong. Students categokias NCS students were
allowed to sit for this exam instead of the regiH&CEE paper. Iram therefore,
took both language exams - French and ChineseN@®) and passed both
subjects. Iram’s own strategy in learning and naanihg her level of Chinese
was to keep reading Chinese books on her own elwveagh she was not
receiving formal Chinese language training at sthBbe said that at least she
made sure that she did not “forget the words”. Arotway in which she kept
up with her Chinese privately was to read Chinesmic books that were

popular at the time.

Iram’s aspiration was to be a teacher and she kitatv her knowledge in
Chinese can be a strong asset for her. Unfortynalteim’s HKALE results
were not satisfactory enough to earn her a placmiaersity. She did however
land into a part-time job at HKU helping the Depaent of Chinese with some
of their initiatives for the teaching of Chineseethnic minorities in HK, the
details of which Iram did not disclose at the intew. She simply explained
that her role was like an assistant teacher; agduse she was one of the few

rare ethnic minorities who was sufficiently bi-lu in her native tongue
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(Pashtu and Urdu) and Chinese, she was a suitabidate for the part-time
job. Iram explained that even though she couldembér into an undergraduate
programme because of her examination results, shaimy did not want to
apply for an Associate Degree programme. She wasnplg to apply for a
place at the Open University and study for het filesgree and her part-time job

could pay for some of the tuition fees.

4.3.1.5 Latika

At a glance: Indian, Form 6, 18 years old, speaksonCantonese,

reads no Chinese
Latika’s story is not very long. She was born in Hikd 18 years old at the time
of the interview and was studying in Form 6. Latitkad two older brothers
studying in another designated school. And she thasyoungest and only
daughter in the family. Her mother was a stay-honoen and her father was a
business man. They are an Indian family. Latika Wwen’s classmate and they
studied very similar subjects for the HKAL. Latikafavourite subject was
Biology and she wanted to pursue that subject vaienentered university. She
said that her aspiration was to become a sciermehé¢e. Latika had been
studying at MIC all her life. She graduated frora grimary school which was a
feeder school for MIC. In fact, she was the onlyestinterviewee who was born
and raised in Hong Kong. Latika came across aseawni confident teenager
who liked studying and described her academic vairkchool as good. She
enjoyed reading a lot and that was also the reagon she opted to study
English Literature for the HKAL. When asked whichiversity she wanted to
attend, she said University of Hong Kong. Her falsbice was to study Biology
at the Faculty of Science and as a ‘fall back’ shiel she would also be happy

studying English at the Arts Faculty.

Latika’s recollection of studying at the designatedhools (primary and
secondary) was mainly very positive. She said Sclifeowas fun especially in
her secondary school years. In primary school, ts@ learnt how to write
Chinese. But it was Chinese for ethnic minoritydstuts like her. This meant

that the Chinese language classes conducted irsdi@ol were geared at a
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lower level suitable for second language learnérsed compared to regular
mainstream Chinese schools, the Chinese languaghttat Latika’s primary

school was not up to the regular standard. Whemstsepromoted to Form 1 at
MIC, Latika opted to study French because it wagasier option for her. She
knew that French was also a recognized languagereggent to continue into

Form 6 (HKAL). Latika was sure that she did not wenstudy Chinese for the
HKCEE because it was much more work than studyirepé¢h. She believed
confidently that in HK, many people speak Englisitl & was an advantage in
fact to be fluent in English. She did not worry tmoch about not being able to
read and write Chinese or being conversant in Qs Latika felt that

“everyone around her speaks English’ so the Chifesguage would not pose

an obstacle for her.

In her recollection about days of “hanging out” lwitriends at school, she
described that she was quite happy to know how Shieese friends at school
enjoyed her company along with the other non-Clinstudents. Latika
described that her Chinese classmates liked beirtgoppher group because they
could practice their English when they were witeithnon-Chinese friends.
When asked if she would sometimes speak Cantonésé&er (Chinese) friends,

Latika felt that she preferred speaking in English.

Towards the end of the interview, Latika shared #idough apprehensive, she
had high hopes of continuing into University ande shanted to become a
teacher someday. Later that year, unfortunately,feiind out that her HKAL
results were not satisfactory enough to continue tertiary education. Her
university dreams were crushed and she did not woshepeat the HKAL
because she thought that it was a waste of timteoAgh detracted, Latika was
not ready to give up. She had really wanted to bheca teacher and since she
could not apply for an undergraduate programme, agfgoached the Hong
Kong Baptist University (HKBU) to enrol for a highdiploma course in Early
Childhood Education. Latika realized that althotigé course would not lead to
a bachelor’'s degree, it would be one step closeeatizing her aspirations in
becoming a teacher. And for the second time herspheere dashed because she

found out that although she was qualified to emmok diploma course at a
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university, she was not capable of attending thessbecause it was explained
to her by HKBU that the course was conducted mami@antonese and most of
the material given out in the course was in Chinadgch Latika would not be
able to understand. It was also explained to hatr\then it came time for the
practicum, it would be done in Cantonese as wetiwever, she was told,
HKBU explained that they offered one or two prognaes that would lead to a
Master's Degree in Education, and that was conduate English. Latika
recounted to me that conversation with the uniwernsi animated frustration.
“How” Latika asked, could she be eligible to study a Master's programme

when she did not have a first degree yet. Her u¢isol was to be undeterred.

Latika soon found a full time job as an assistamdé&rgarten teacher and
although it was not the conventional way of earnmglegree as she had
anticipated, she believed that by taking this rootesarning some teaching
experience first, she could eventually enrol intgoragramme as a mature

student.

4.3.1.6 Shakana
At a glance: Pakistani, Form 6, 19 years old, speakno Cantonese,
reads no Chinese
Shakana was 19 years old at the time of the irgenand | was only able to
meet her twice to capture a few memories of heoalaing experience in HK. |
was not able to complete a ‘mini longitudinal’ intew after she completed her
A-Level exams because she left HK soon after thease of her exam results.
Shakana came to HK from Pakistan when she was 2nvasdthe eldest of 6
children. She had 2 younger sisters who were dlstygg in MIC at the time.
Her 3 other brothers studied in a different sch&ble joined MIC in Form 6
after she completed her HKCEE at another desigrsatiedol.

Shakana attended one of the ‘better’ designatedoseln the territory in which
she completed her secondary 5. Many students wimb twehe same school as
she did often tried to enrol into other well-reglisehools for Form 6. Shakana
earned 16 points for her HKCEE and felt that shghtntry her luck at other
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schools for a Form 6 place. The nightmare begarelew when she discovered
that she was not qualified to enter Form 6 evemudhoon paper she met the
minimum points required for a Form 6 place. She whecked and utterly
frustrated. Completely discombobulated, Shakang fmind out on the day of
the exam results that apart from English languag#udent should also have sat
for either Chinese or French to qualify for HE iKHshe had neither, and when
she arrived at the doorstep of the school whichyslzened to enter, she found
out that she did not meet the language requirenfentdKAL even though in
terms of scored points, she was qualified to eRtaim 6. The other school
refused to accept her because it meant offerin@ pdace in Form 6 which will

not bear fruit in the form of a university accepan

Shakana’s flashback goes like this: She was migiméd when she was in Form
4 by her own teachers that she had the choicekiigd'any other” second
language if she did not wish to take Chinese. ldbosl offered French, but she
opted to take Urdu instead because she felt theasther native language after
all, and she knew that it would be easy for hesdore a high grade in Urdu at
the HKCEE. She made this decision because her dapprschool teacher
suggested that she could opt to take Urdu becaeisg b Pakistani, she should
be able to manage the exam quite well as it wasthks language she spoke at
home anyway. Shakana agreed to this because dieermrhoice, she would
rather take a second language exam that she wasfamth, rather than learn

French from scratch.

Shakana went ahead with the suggestion made bselsendary school teacher,
oblivious of the fact that Urdu was not a recogdisecond language for entry
into Form 6. That unresolved problem of course wadtapult into the closed
doors of any University programme in HK. Thus Shekaas in a state of panic
after the release of the HKCEE when she only redlihat she did not have the
minimum requirements to pursue A-Levels. In Shalanease, she was

misinformed by her school with regard to subjecbices. It was too late

however to turn back. As soon as the HKCEE resudt® released, every Form
5 student was scrambling to secure a place in FrBut to her dismay, she

had to accept the fact that she was truly “unqealifto apply for a place at her
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coveted school. The school that she wished to ewtld only offer to put her
on their waiting-list. But Shakana was also toldtther chances were very slim,
and that she should seriously go elsewhere todifall-back school that would
accept her because if she put all her eggs inahatbasket, she would surely
blow her chances of getting into any secondary sictow Form 6, which had a

better reputation.

Disillusioned, Shakana said that the only thing #te could do was to return to
her school principal and ask how the situation ddaé¢ remedied. She felt that
her school was responsible for the fiasco and pasadént in which she found
herself. Worse of all, she said that she felt lyeaby her secondary school.
Shakana’s HKCEE results could have earned her haw! place in her choice
of school, but she said she felt “shoved asidetheyother schools because she
made a mistake of studying a subject that canneeé ltaedits recognized or

transferred. Hers was an unwittingly serious mistak

It was then that Shakana’s school principal mag#aene call to contact Dr.
Liang at MIC, explaining her plight. Dr. Liang agato offer her a place at
MIC to continue her A-Level studies even thoughkimew that she was not
qualified to apply for many of the undergraduategpammes at tertiary level.
Shakana was aware of this, but because she stileddo pursue her A-Levels

and because Shakana had no other options, shaeddp Liang’s offer.

Shakana'’s A-Level results could only earn her affiar Diploma programmes
but not undergraduate programs. She was givensoffeough JUPAS but felt
that since these programmes were not what she @antpursue, it would be
better for her to return to her own country to ‘gshéor a suitable programme.
Soon after the release of her A-Level results, 8hakdecided to return to her
home in Kashmir, Pakistan. In a tone of self-coasoh, Shakana explained that
was in no hurry to find a place at a universityHiK. She felt that if the tertiary
institutions did not offer her something that “ftiér needs, she would rather opt
out than pursuing a Diploma course in HK. Towatus ¢nd of the interview,
Shakana said that an uncle of hers came to HKapezion her back to Pakistan.

Her parents and siblings remain here in Hong Kong.
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4.3.1.7 Salim

At a glance: Pakistani, Form 6, 20 years old, speakno Cantonese,

reads no Chinese
Salim was 20 years old when the initial intervievok place with him. His
family is also from Pakistan. He is the youngesthoée siblings and his father
is a businessman. Salim was born in Singapore @damily transferred to
Hong Kong when he was an infant. He lived in Horan§ until he was six and
then returned to Singapore to study primary schizere. When Salim turned 14,
his family returned to Hong Kong again. That waswline tried to enrol into a
regular mainstream school in Hong Kong. His parelidsnot wish for him to
study in a local international school. However,ytteould not find a regular
mainstream EMI school that would accept Salim. r®alifamily heard about
designated schools in Hong Kong and so they appeshtIC, and Salim was

accepted to study in Form 2.

Salim’s case was typical of many students who ane-@hinese but wish to
study in a regular mainstream school in Hong KoHggh tuition fees are
usually the main reason why ethnic minority studemfainnot apply to
International schools. What differentiates Salimndiathe other eight
interviewees in this research) from other non-Céenetudents who attend
international schools or English Foundation Schq&SF) in making school
choices is often, butot always, socio-economic reasons. The main points ca
be summarized as:

1. Tuition fees in International schools and ESF schools are very high as
compared to a) free mandatory education offered by the HK government b)
DSS schools that are also EMI schools.

2. Most ethnic minority families who are not living on expatriate conditions in
HK cannot afford to send their children to schools in 1) and schools
mentioned in 1b) are few and very difficult to get in.

3. If an ethnic minority student is not able to enrol into a designated school, he
or she can and will be allocated by the EB on the central allocation system.
Under these circumstances, since a student is eligible for 12-year free and
mandatory education in HK, he or she can be enrolled in schools which are
similar to RMS (C), as seen in the table below.

Below is a table a sample of a general overviethefannual tuition fees paid in

various types of schools around HK. Most designatdols in HK are similar
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to the school, RMS (B). All the tuition fee figuréelow are in Hong Kong

dollars.
| Forms1-3 | Forms4-7
International Schools
IS (A) $89,500 $89,500
$148,000 — 165,000 $165,000 —
15 (B) 165,500
ESF Schools
ESF (A) $93,000 $93,000 — 94,000
ESF (B) $97,000 $97,000 — 98,000
Regular Mainstream Schools
RMS (A) $0 $0
RMS (B) $0 $3000
RMS (O) $0 $0 (Forms 4 - 5)
RMS (D) $ 52,000 — 55,000 $55,000 — 78,000

Fig. 4.2 Overview of the Annual Tuition Fees Paid in HK Schools

Salim’s return to HK at 14 years old posed somdleras for him. He was also
held back a year (as was Cherise and Farid), cadp@r others in his year
group, because he was new to the school systeminaoitler to be properly
integrated, he was given the choice to “repeatlih8a story in some ways was
similar to Farid’s (see 5.2.1.8) because his peréorce at the HKALE was quite
successful. Salim was MIC’s “star student” the y&ar completed Form 7
because he was the only one who was acceptedHat&Jmiversity of Hong

Kong that year.

4.3.1.8 Farid
At a glance: Pakistani, Form 6, 21 years old, speakno Cantonese,
reads no Chinese
Farid just turned 21 years old when | first met ralmMIC. Amongst all the
student interviewees, he was the oldest in hissad&g-orm 6. Farid’s family is
from Pakistan. He first arrived in Hong Kong whes Wwas 13 years old. He
spoke very little English and needless to say, aat@nese at all nor could he
read or write Chinese. When | met him at the ihititerview, he had already
been living in Hong Kong for 9 years. Farid hadoaiyger brother and younger

sister studying in another designated primary skch@s in other designated
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schools, the primary school which his siblings wentvas mostly made up of

ethnic minorities.

When Farid first arrived in Hong Kong in the late’§) there was very little
educational support that he could receive fromllechools or the Education
Bureau. He remembered how his parents were unablénd the proper
channels to help him find a proper full-day schétik father had to work long
hours in security management, and his mother vagyahome mom who spoke
very little English and no Cantonese. From Forno Form 3, Farid attended
night school because the day schools that he appdievould not accept his
application. Farid did not have the proper netwarichannels back then, so his
family sent him to take part-time courses and nigbhool instead. Farid
described those schooling conditions as atrocioalsdid not want to continue
studying random courses like that because he uodershat it would not lead
him to a proper degree programme. Farid aspirdetta doctor. It was not until
he met someone who suggested that he could appMBE&hAt this point, he
was already 17 years old. Normally, in Hong Kongj7ayear-old student would
have just completed Form 5. Farid’'s case was haagdvas given the chance to
study at MIC. He was held back one year to studynF® so that he could take
time to immerse in a fulltime day school. By thédwing year, Farid was ready
to embark on the first leg of the HKCE course &c&nce student in Form 4.
Similar to the story of Cherise, Farid had to aptFrench as a second language
in order that he met the criteria to be promotedh® HKAL and eventually
acceptance into tertiary education. And like Clegrige took extra pains to pick
up French outside of class time because most afl&gsmates had already been

studying French since Form 1.

Farid’s schooling years as a junior secondary stutbek some twists and turns
at first, but after MIC accepted him, he was albleapply himself in a more
assertive way and knowing that he had a clearerigdeont of him — tertiary
education. He said that he could not help beind batk when he enrolled into
MIC because he did not transfer from a proper tiolle programme into MIC.
And although he was older than many of his classmdte said that it did not

bother him too much because he had his heart sgitating university. Farid’s
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story as an MIC graduate was one of the few sucstsies in which he was
accepted into an undergraduate program via the Homg education system. It
served as good publicity as well because both Fard Salim were mentioned
in the local Chinese and English newspapers. Altotge months after the
release of his HKAL results, | visited Farid at tRelytechnic University. He
was studying in the Faculty of Applied Science dmtiles and although he
realized there was so much more to learn and st mvock as an undergraduate,
he was enjoying a dream come true. Farid was naippsehensive as when |
first met him when he was a Form 6 student. He gwitlin looking back, all he
needed was a break. And it was MIC that gave hienktteak he needed. He
thought about what could have happened if he hathireed a ‘vagabond
student’ taking courses here and there and newaly reompleting Form 5
properly. He was grateful for the chance that wasrgto him and felt a need to
reach out more to ethnic minority students like .hBo he decided to return to
his Alma Mater and offered to take the role of ghaison for the Parents &
Teachers Association at MIC. Farid still had a ygem brother who was
studying in Form 1 at the time. He felt that instiay, he could connect better
with students at his old school and to the parastsvell, even though he was
not a parent himself. Farid mentioned also atitterview that his hopes of
becoming a doctor will not materialize in Hong Kobgcause he cannot read
nor write Chinese, but he said that exposure tiatgreducation was making
him think about doing research. One of the lasighihe mentioned to me at

that visit in the PolyU grounds was that he waskimg of pursuing a PhD.

4.3.1.9 Husna and her father, Sohrab
At a glance: Husna, Form 5, 18 years old, speaks are native
Cantonese, Chinese literacy level at Form 5. Sohralher father
insisted that she went to a CMI school and he refesl the offer
made by EB to allocate Husna to a designated school
Similar to Iram and Farva, the story of Husna aedfather Sohrab unfolded in
their home. They are a Pakistani family. They livedch farther from the main
city centre in Kowloon, which was called the Newrflteries (NT). The NT

districts in Hong Kong is different from the othdistricts in that there are far
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more government public housing estates. As a soofdeackground to the
reader who is unfamiliar with the geography of Héfang, the NT districts are
not the ‘savvy’ districts. Kowloon and Hong Kondgisd are the areas where all
the ‘action happens’ i.e. the central businessridist higher-end residential
areas, haute cuisine, Band 1 schools, private tadspand main tourist
attractions just to name a few. Husna and her faofil6 members altogether
live in Tuen Mun district in a 350 sq. ft. flat. @ Tuen Mun district is an area in
Hong Kong in which a large majority of governmenbfic housing estates can
be found. These NT government housing estates wlteabound schools, wet
markets, post-offices and hospitals and most delestates are self-contained.
It takes at least an hour’s ride to Kowloon by bMest residents of the NT
districts, especially those living under social fast from the government
would rather live and work within their home distrbecause transport costs are
high and the commute is far if they were to worlKmwloon or the Hong Kong

Island.

The semi-structured interview for this research tbak place in Husna’s flat
started with Sohrab (Husna'’s father) telling meéoaysabout how he ended up in
Hong Kong. But for the purposes of the topic obtproject, | shall focus first,

and more on Husna’'s schooling experiences in HooggK As previously

mentioned, Husna'’s story was a ‘spin-off’ from mgimtrack of collecting data
from the designated school. The deputy HT of MI@ited me to a seminar
hosted by the University of Hong Kong (HKU). Theganizers of the event
were from the Chinese Department of HKU, and th&renhosting an event
where ethnic minority students and their Chineseguage teachers from
several designated schools across Hong Kong werednto attend a sharing
session about their Chinese Language learning iexpers at school. The
students of the case study school, MIC were of smwlso there with their
Chinese Language teacher, Miss Fung. Apart frorohtera and their students,
some parents of the ethnic minority students wdse #here to attend this
seminar. And it was after the sharing sessionlthahped at the opportunity to

approach Husna and Sohrab.
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When | found out that Husna ‘grew up’ in a reguldiinese (CMI) mainstream
school, unlike MIC the case study school, | thdudpat it would be a good
‘triangulation’ opportunity to speak to someone wtid not experience what it

was like growing up in a designated school for itinmnorities.

It was mostly Sohrab who enlightened me about hewdaughter Husna ended
up in a CMI school. First of all, he explained te that since they were living in
the NT district all their lives, he did not wishrfbis children to travel all the
way to Kowloon to attend school. He felt that d&lkttime spent on the long
commute could be spent in doing homework. He atstsied that he did not
wish for his daughters to travel alone on longatises because they were a
conservative family. Sohrab explained that when tisighters completed
primary school, he knew that his children would thpbably end up being
allocated to a designated school such as MIC. Hevkhat the government (EB)
central schools allocation system would somehowd skis children to a
designated school because of their ethnicity. WAsk®d how he “knew about”
how ethnic minorities were allocated to designasedools, he answered me

with a question. He said:

“Why are all the Hussains, Masoods and Singhs sent to schools like MIC?”

Sohrab had other plans for his daughters’ educatiddong Kong and was at
the time, adamant not to send his children to aegegl schools even if they
were allocated there by the central system. Bytithe Husna graduated from
primary school, Sohrab had already knocked on dobrearby schools within
his home district hoping to apply for a Form 1 gldor Husna. It was to no
avail and Husna remembered being told at a Catlsclhool that she was not

suitable to study in that school. Husna’s wordsewer

“They already rejected you when they see how you looked like.”

Sohrab finally secured a place for Husna at a Geirsecondary school with the
help of the principal of Husna’'s primary schoolhb was very pleased with
the arrangement because he felt that it was impiotitat his daughter learnt the
Chinese language in a “proper” setting where thesre mainly Chinese

children. His conviction was that if his childretteanded a CMI school, they
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would be properly immersed in the Chinese langusgiting and will be

“forced” to learn in that Chinese setting. Thus Rais secondary school choice
was decided mostly by her father. When asked abat it was like, Husna

explained that it was actually rather difficult fast because all the textbooks
were in Chinese and it was very difficult for her ¢atch up with what was
happening in class. (At this point, it is also me&ing to note that 95% of this
whole interview was conducted in Cantonese. BotBriduand her father spoke
to the researcher in Cantonese). She explainedh#raChinese standard was
good enough for her to read Chinese newspapefacinHusna had formed the
habit of reading the Chinese news every day onliiere was no problem for
her to go to a fast-food shop and read the mer€hinese and order a meal in
Cantonese. The biggest challenge for Husna wasapnep for Chinese

Language as an examination subject. She explaiv@dhere was great deal of
Chinese literature and history embedded in the svdhat students had to
prepare for the exam. Not only was the readingadlemge, but also she felt that
she lacked a kind of cultural background to apptecihe texts that she was

studying. Sohrab added in defence of his dauglytsaping:

“Even the Chinese students find Chinese Language difficult.”

At the time of this interview with Husna, she wa®ady awaiting her HKCEE

results for the second time. She had to repeat Fobacause she failed in the
first HKCEE Chinese Language examination. And angfade meant that she
could not be promoted to Form 6 to continue stuglyor the HKAL.

Husna described that she nonetheless preferretidy ;n a CMI mainstream
Chinese secondary school because she knew thatettirec minority students
who studied in an EMI school were taught the Chenksiguage at a lower
standard and at a slower pace. Husna felt thabwth it was difficult to catch
up with lessons in a Chinese school, at least si® receiving the “authentic”
Chinese schooling which was different from the @dpeid curriculum that other
non-Chinese students studied in EMI designatedash&oon, all of Husna’s
siblings were encouraged by her father and hetseifudy in a CMI school near

their home in Tuen Mun.
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During her primary school years, Husna also attdraleéCMI primary school

which catered to a few ethnic minorities. She atéehthe Chinese stream but
was doing very poorly because all the texts wer€himese. And because she
could not catch up with studying, her father félattit was pointless to go on
insisting to be enrolled in the mainstream Chingdass. At home, Husna could
not revise what had been taught at school becansn@ at home could read
Chinese and when there were difficulties in doisgignments, Husna had no
one to turn to until she returned to school. Tlehers at school could only do
so much in helping Husna and they could not off@giterm extra support for

Husna in all the subjects. So in Primary 3, Husnieched to the English stream
(where the ethnic minorities were put together inlass) in her CMI school.

There was however, still Chinese language learmntpe English stream that
Husna attended, up until she completed Primary 8.tBe Chinese language
taught was at a much lower level which was not anwith what the regular

Chinese stream was learning. For example, Husnlaiard, that the students in
the English stream in her Primary 6 class werenlagrChinese at a Primary 3
level. She felt that even though she could readvarité some Chinese, it was
not enough to prepare her to study in a CMI secgnsizhool. But her father felt

that despite this, Husna should still be immerseal Chinese secondary school.

By the time Husna reached Primary 6, her school dvaitched from being a

CMI school to an EMI school. Thus this meant thHa textbooks were also
changed from all-Chinese to all-English. Husna maipered that there were only
a handful of ethnic minority students in her prignachool when she studied
there, and that all these non-Chinese students gvetped together in one class,
and the Chinese students were grouped togethehém olasses. In other words,
Husna attended lessons amidst ethnic minoritieg, aven though there were
other Chinese students in the school. After heamary school phased into an
EMI school, more and more ethnic minority studeliwgeng in the district

enrolled into her primary school. Husna explainteat her primary school today
hardly has any more Chinese students. A majoritthef school population is
now made up of ethnic minority students. Husna kit@® because her mother

was a part time assistant teacher at her primampadeaching Urdu. When
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asked what her thought were the reasons for theedee in number of Chinese

students, Husna said:

"I think it's the name of our school. Sounds like a school for ethnic minorities.”

As mentioned above, when | met her at the timehef interview, she was
already in Form 5 (for the second time), and sh@agéxed to me that she really
wanted to pass the HKCEE this time. Her father'giraion for her was to
become a teacher and wanted her to find a teagbimg Hong Kong. He felt
that he had made the right decision to enrol higytters in a CMI secondary
school, because he believed that English was aivedlaeasier language to learn,
whereas Chinese was far more difficult. So it wapartant to learn it now at
school while they could. Husna’s aspiration, ondtteer hand, was to become a
translator. Towards the end of the interview witlsHa and Sohrab, the doorbell
rang and two primary school aged children entelmedlat. Within five minutes,
another three children arrived. They huddled aroarsiall foldable table and
sat on children’s stools and pulled out some homkvirom their bags. | was
pleasantly surprised to find out that Husna andsketer offered private tuitions
to neighbouring Pakistani children. Sohrab expladitieat when Pakistani friends
and neighbours found out that Husna and her sistdd read and write Chinese,
they approached Sohrab and his wife and askeeiif tfaughters could help by
tutoring the other Pakistani children especiallimnese. Sohrab explained that
most of these families, like himself, were from lawcome groups, and it was
impossible for them to enrol in private tutoriahtes or find a regular Chinese
tutor because it would be unaffordable. Since Hummé her sister could speak
both Cantonese and Urdu, learning Chinese from tivenld be ideal. Sohrab
thought that not only was it an opportunity to patgood use the Chinese
language skills of his daughters, but they cout dlelp fellow Pakistanis. So
like clockwork, five days a week, these childrenwdocome to Husna's flat and

finish their Chinese homework.
About a month after the interview, | spoke to Huswar the phone. Her hopes
of entering Form 6 were dashed because she had #m&d the Chinese

Language examination. She explained that sincewsi® not qualified for a
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Form 6 place, she and her sister were going toyajmpla one year diploma
course in Putonghua. She did not mention any cemplans but was waiting for
what her father was going to decide for her.

4.4 Conclusion

Amongst these interviewees who agreed to share soemories about their journey into
Form 7 and beyond, Aisha and Salim experienced d$maransitions during their secondary
school years, and could directly move on to an wgrdeluate program after the HKALE. The
information below stands correct up until 2009, the last interview held with the
interviewee. All of them had aspirations to entaivarsity, but not everyone’s aspirations
could be realized. On hindsight, they realized thatchoices they had for a HK education
during their junior or secondary school years weitber limited or they had insufficient
information in making an intelligent and informeldoice for an education beyond Form 5 or
Form 7.

Although Husna attended a CMI school at the insisteof her father, she also could not
enter Form 6 because her overall results at the EHEK@id not meet the cut-off point at her
school to enrol into the HKALE class. None of thber interviewees could read nor write
Chinese at a standard that could meet the langeag&rements at tertiary level as well. With
regard to choices for university education, altleé interviewees in this study had to make
one or more detours in order to reach or aim tolréhe upper rung of tertiary education in
Hong Kong. One of the factors worth consideringvadl is that these informants were in fact
the ‘minorities of the minorities’ because they lld desire and perseverance to try to enter
university by defying the system. A few of theséormants mentioned that sometimes,
however, they felt a strong sense of being ‘loghmsystem’ because as they approached the
years of tackling public examinations, they realizbat their choices for further education
became fewer and fewer. And on these occasions felv sense of self-worth or frustration
knowing that they did not have the same kinds ddicds for further education as their
Chinese counter-parts. As mentioned earlier in @rap, some of these students expressed
resentment because they were segregated; or thegdeet because they did not realize how
crucial Chinese language was in their further etioicaAt one point, Cherise mentioned that
many students simply gave up at the end of Forrecalise they felt that they would not have
a chance against othstudents from other local schools. When asked wkheethought

these students moved on to, she said that if tieests were fortunate, their families could
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send them back to their home country to continub frther studies. But if not, these fellow
school mates would probably be absorbed by the Wwawde or evening schools. More will be
discussed about meritocracy in the next chapter Ginajpter 8 will try to make stronger
linkage to theoretical ideas that underpin thislgtiBut before this chapter closes, one more

look at the following table (Fig. 4.3) can give theader a brief summary of what these

interviewees have achieved.

. . Road taken towards | University
Interviewee | Aspiration tertiary education entered Remarks
Juan Carlos journalist | = A 2-year Associate HKBU Limited course
Degree programme choices at HKBU
after Form 7 because of lack of
Chinese knowledge
Realizes his options
of being a journalist
in HK are slim
because of
language barrier
Cherise teacher = Repeated some HKBU Able to realize
years at secondary aspiration in
school because did becoming an
“not meet” English teacher
entrance
requirements
Aisha teacher = “smooth” transition HKBU Able to realize
into HKBU aspiration in
throughout becoming an
secondary school English teacher
Iram teacher = Part-time job after N/A Considering part-
Form 7 time degree
programme
Latika teacher = Full-time job after N/A Plans for under-
Form 7 graduate studies
deferred
Shakana teacheror | = N/A N/A Returned to
designer Pakistan after Form
7
Salim unsure = Repeated some HKU No concrete plans
years at secondary until after under-
school because did graduate
“not meet”
entrance
requirements
Farid doctor = Repeated some PolyU Realizes his options
years at secondary of being a doctor
school because did (MD) in HK are slim
“not meet” because of
entrance language barrier
requirements
Husna translator | = N/A N/A Not qualified for
HKALE
Enrolled in diploma
course in
Putonghua

Fig. 4.3 Achievements of Interviewees in this Research
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CHAPTER FIVE
THE LANGUAGE ISSUE IN HONG KONG

5.1 Introduction

Chapters 5 to 7 tease out separately the threesisay Chinese language proficiency; b) how
designated means segregation; c) and how inclusiveation might be an answer to the
upward mobility of EM students in Hong Kong. Thekeee separate chapters will serve as
background to the sequential analysis in Chapter &hich all the threads will be woven to
show how the ideas underpin this study. In otherdaiothe lack of Chinese language
proficiency is a cause for segregation, and a plsssemedy for segregated education is
inclusive education. This chapter will first teamat to what extent does Chinese language

learning play in being promoted to upper secondahpol and eventually higher education.

5.2 The Language Issue in Hong Kong (Part I)

The high status of Chinese language in the cuumuk derived from the language’s role as
an official language of Hong Kong and from the sabp importance as a vehicle for cultural
transmission. Its prominence has been notablearfittal quarter of the last century which
has also seen the increased awareness of a Horggidemtity amongst it citizens (Sweeting,
1995 69).

5.2.1 Linguistic Capital and Linguistic Equity

For many new South Asian new immigrants, linguistimority students undergo a

transition in “sheltered Chinese immersion” beftw&ing allocated to a mainstream
(Chinese) school setting. Students attend an “irmioet Chinese program for cultural

exposure and very basic Chinese language learih@. is a six-month program

organized by funded welfare organizations or spatdy the EB which was mainly

aimed for newly arrived immigrants from China whavh never had any exposure to
the Hong Kong way of life. In 2000, the EB furthextended similar immersion

programmes for NCS students as well who are maihouth Asian heritage or those
from Pakistan or India. Since the six month progreens a general programme which
helps to initiate newcomers to Hong Kong and inticel them to the general Hong
Kong cultural agenda, one cannot expect that tisesgents who not only are from

diverse ethnic backgrounds, but also vary in agkarademic aptitude, could quickly

be introduced into a language which is rather cemprhe spoken and written form of
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Chinese is essential for those who wish to sitidkcal exit examination irrespective of
his or her ethnicity, and in this aspect, one caramgue that this is not an equitable
treatment of all citizens. But the immersion prognaes are not a centralized
programme monitored by the EB to ensure that theimenigrants especially the South
Asian students learn to be fluent in Chinese. Thege with these concerns in mind,
MIC developed a more systematic and comprehenshiaeSe language program to

offer to their students who are either accepteallocated there.

To refresh the points made by Dr. Liang about MihCChapter 4, the issues on EM
students’ acquisition of Chinese as a second lageguall be briefly repeated here. Dr.
Liang and the deputy HT explained that it was @ut introduce NCS students to a
more comprehensive knowledge of the Chinese largguBgt the school was also
aware that it was a mammoth task to take upon. [dbming issue that they had to
confront was that the immersion programs which W@O-operated or short term did
not have a comprehensive Chinese language leawonigshop for NCS students who
were enrolled there. When these same NCS childeme we-allocated to their school,
for example, the case study school had to deal thiéh Chinese language teaching
tailored for ethnic minorities, by themselves. Tiker reason why it was a mammoth
task was because there was no actual direct suppartthe government in terms of
expertise for a Chinese as a second language pnogitee members of staff within the
case study school's Chinese Department approactesdi$ of friends they knew who
were also Chinese teachers, who were interestethiarking upon a project to design
Chinese language teaching and learning materiaddoond language learners. For the
HT and the Chinese think tank group of teacheses rélionale behind was developing
their first set of Chinese textbooks for secondjisage learners in order to equip them
with general expressions which could help the N@fents go about their daily life.
These were mundane but very taken-for-granted exjfmes or phrases such as asking
one’s way around or purchasing a newspaper fronreetsvendor (who spoke no
English); or telling a mini-bus driver where thewnted to get off; or simply buying a

soft drink from a store.

Outside of the classroom setting, most NCS childfiehnot have as much opportunity
to practice what they learn in their Chinese lesdmetause most of them are segregated

into designated schools. Since there are relatif@ler Chinese students enrolled in
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5.3

these designated schools, the NCS children nafieafiress themselves in their mother
tongue or in English. The use of Cantonese or Gliftecomes unnecessary outside the
classroom because their own language is a coméme for communication. But if a
school is to look much closer at how important @k language is in Hong Kong,
teachers will need to share the same vision far MES students and tell these children
that to live (and survive) in Hong Kong as a wogkiadult, one must know enough

Chinese to qualify for a decent white collar offjob.

Linguistic capital is based on ideological assuomi and these assumptions are:
competition for the value between different comniiesj through the manipulation of
symbolic assets such as what dominant languagddshewsed in a community. And
in this particular case for example, it is Chine$aus the ability to “manipulate”
Chinese as an ethnic minority (EM) in Hong Kong nwdess discrimination on
linguistic grounds. By that, the EMs’ symbolic adsecomes more valuable as opposed

to someone (e.g. an EM) who cannot speak, readit Chinese.

However, in Hong Kong, the perception towards EMwovare from different South

Asian backgrounds and the perceptions of theirtag®s are somewhat stereotyped.

Some common presumptions are:

= Hong Kong is a transit place for them; thereby thely leave Hong Kong and the
investments used to teach the EMs Chinese languidigee wasted

= |t is too difficult to teach EMs this language ande versa too difficult for them to
learn Chinese. For even the Chinese people findCthieese language difficult to

learn

The Language Issue in Hong Kong (Part II)

5.3.1 Investing in Chinese Language Literacy of HKEthnic Minority Students

Since many EMs cannot read or write Chinese, jbbioptions are constrained to blue
collar jobs because many office jobs in Hong Koequires one to be fluently bi-
lingual in Chinese and English. It is not an uncammemark that a lot of resources are
needed to train the EMs to reach or nearly reachtafdard (first language) in Chinese
language. In fact, to say that Chinese is an L2os& language) for many of the EMs
in Hong Kong is somewhat a misrepresentation anamg@noper conclusion about the

language abilities of EMs in Hong Kong. There ame different examples from the
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case study schools to explain this point: One ef gtudents interviewed has parents
who migrated from Afghanistan to Pakistan. Althoulis interviewee grew up hearing
parents speak Pashto, many in the family spoke.lUxdd in school, (before coming to
Hong Kong), this same interviewee learnt how to gamicate in English as well. Thus
if this was a kind of chronological order of langeaexperience for the student, then
Chinese is probably the fourth language learnt. dtieer NCS student also has an
interesting background in language ability. Thehéatis Chinese and the mother is
Filipino. However, the student lived and grew upthe Philippines. Chinese was
seldom spoken in the family nor was it a langudmgy learnt formally while growing
up in Manila. The father spoke English at home. ddéenvhen the whole family moved
to Hong Kong (the interviewee was about 14 yeadsablthe time), Chinese language
learning in Hong Kong became a challenge at schiaolthe interviewee. On the
contrary therefore, Chinese was the interviewe@®lien though one of the parents is

Chinese.

There are many different EMs from different cowsdriand many argue that there are
too “few” to be taught and there is a shortageegburces and trained teachers who can
teach Chinese to these EMs. However, there are rtentigry training institutions
which offer a wealth of programmes for Chinese msjon Hong Kong. The niche and
innovation for Hong Kong would be to offer secormmhduage acquisition to trainee
teachers in Chinese Language teaching. Familiaiitly the language and pedagogical

skills for teaching second language learners caafilas for Hong Kong.

Different ethnicities have different learning need@ie say that these NCS students are
L2 Chinese language learners is a blanket-condittat all of the NCS student
population in Hong Kong only needs to deal with igisie as a second language. One
hasty and temporary conclusion is that EMs in Hétung are better off together
schooled in designated schools because the onenioainlack - their weakness in

Chinese language learning.

Thompson (1981) described that “ideologies functmmnaintain the status quo.” And
thus “the prevailing ideology is commonly a legitition of the status quo.” The status
quo of Hong Kong in pre-1997 is manifested in tremdant use of the English

language. It only comes as natural that after #wedbver to China, post-1997 Hong
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Kong pushed for a more prominent and aggressive@uBatonghua and the urgent use

of written Chinese in many aspects of everydayitifelong Kong.

This is one of the reasons why in 1997 the Chineselium of instruction was
implemented in many of the schools in Hong Konge Plolicy for secondary schools

on the use of the Mol is below:

Policy for Secondary Schools

Medium of Instruction Policy for Secondary Schools

= QOur language policy is to enable students to learn effectively, to
be biliterate and trilingual.

= We are implementing a comprehensive strategy to enhance
language proficiency.

= Research worldwide and in Hong Kong has shown that mother-
tongue teaching is generally the most effective learning tool for
students. Using their mother tongue to learn, students will be
better able to understand what is taught, analyse problems,
express views, develop an enquiring mind and cultivate critical
thinking. Students can also have more time to concentrate on
the learning of English.

= We are therefore committed to promoting mother-tongue
teaching.

= We recognise that it will take time for schools, parents and the
community to fully appreciate the benefits of mother-tongue
teaching.

= We therefore introduced measures under the Medium of
Instruction Guidance, to enable schools and parents to see for
themselves the benefits of mother-tongue teaching.

= We have enhanced measures to strengthen the teaching and
learning of English in schools using Chinese as medium of
instruction.

= We will closely monitor progress to see how best we could
achieve the ultimate objective of our language policy.

Source: http://www.edb.gov.hk/index.aspx?nodelD=1901&langno=1

Fig 5.1 Medium of Instruction Policy for Secondary Schools

Only those schools which could exhibit a high patage of strong English ability
could opt for English medium of instruction. Thissva kind of segregation in which
only the stronger students can learn in Englisklo® is an excerpt from the Education
Bureau’s (EB) webpage on the medium of instruc{iiol); uploaded in preparation

for the imminent handover in 1997:
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Our students face a unique language environment:

Our community is essentially Chinese. We speak, read and write
Chinese in our daily life. Government has therefore been
promoting the use of Chinese over the years. We have also
encouraged teaching and learning in the mother tongue.

Hong Kong is an international business, financial and trading
centre, and English is the language of business worldwide. To
maintain a good standard of English is crucial to our economic
competitiveness. Learning of the English language in schools is
therefore a Government priority.

Our aim is for our students to be biliterate (ie master written

Chinese and English) and trilingual (ie speak fluent Cantonese,
Putonghua and English).

Source: http://www.edb.gov.hk/index.aspx?nodelD=1902&langno=1

Fig 5.2 Highlights of Reasons for Promoting Chinese as Mol

Since Hong Kong was a British colony before 198@, upper echelons of society along
with government officials and expatriate gate-kespgaw English as the dominant
language and lingua-franca. It was the structureel@mple, of the civil service and
corporate magnates that effectuated an unequasialiviof power and resources,
because English was the language of the elite tanddcial construction in the days of
colonialism legitimated that particular symbolidosmsation of the English language. In
other words, English language maintained the stajus in the socio-political

dimensions of life in Hong Kong before the handover

The struggle over languages is not a debate owveyuiktic codes. Language is
conceived as ideologically saturated (Hamston 206®y this reason, English becomes
the representative of perspectives. The institutidd@blogical position of English has a
higher symbolic value. For example, schools thapleyed EMI were considered far
more superior to schools which were designatedséo@MI. The Hong Kong setting in
pre-1997 hinged on the ideologization of the Etglesxguage, and thus other European
language such as French or German which were stadischool as a second language
also were “automatically” rationalized as the laages of the elite. It was “fashionable”
to take French or German as a subject for secarguége learning. Schools in Hong
Kong that were able to offer these European langsiagere considered first tier

schools or more commonly known as Band 1 schoold,aiten French and German
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were offered to students as an alternate secogddaae for the public exams. This was
the convenient solution for NCS students who cowtsit the Chinese Language exam
at HKCEE level because the subject is geared fdeafners of Chinese. It was simple
enough to offer French or German to EM studentdaong Kong. French was a more
popular language and the teaching and learning gifametic language, as opposed to
Chinese script, was far more accessible in pedagbtgrms and assessment terms. The
dominant expatriate community in Hong Kong was oofamiliar with French or
German since these were also the “imported” oct¢addanguages in the secondary
school curriculum during the colonial days. As sueli these foreign languages
including the institutional English are the Occit@mguages of colonial Hong Kong
that were accepted as part of the secondary sclwoetulum. Most importantly, these
were recognized by the Education Bureau as legiéiraeedit bearing second languages.
As mentioned however, second languages such asanditdindi were not recognized
by the Education Bureau as legitimate credit bgasecond languages. An interview
with one of the subjects in this study confirmei.tiThis NCS student opted for Urdu
as a second language instead of French or Chibesejas later turned down when she
tried to apply for a place in Form 6. She was thit she did not meet the requirements
for entry into Form 6 and sit for the Hong Kong Adiced Level (HKAL) because
Urdu was not a recognized subject by the Hong KBrgminations (HKEA) as an

entrance qualification into Form 6 and Higher Edioca

Heath (1977) defined language ideology as “the eselient ideas and objectives and
group, holds concerning roles of language in tr@as@xperiences of members as they
contribute to the expression of that group.” In tlatext of this particular discussion,
English therefore dictated “the linguistic preferes and practices of international
alliances...regional institutions and local commusti (Heath 1977). With the return
of Hong Kong to the arms of the Mainland under phétical awning of ‘One country,
two systems’, Hong Kong needed to re-establistdéstity by re-grasping the symbolic
power of Chineseness, and how much better thap this via an upsurge of learning a
new form of nationalism through (re)localization tfe Chinese language. Thus
although English will remain the unspoken collatesh economic and international
partnerships, the magnum task of re-instillingrargier sense of Chineseness into the
Hong Kong people began with polishing Putonghuataedsernacular Cantonese in all

walks of life. On the one hand, English was sti# toveted language of superiority, but
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Chinese language had to find its way back into dbeiopolitical dimensions of life
such as the service industry, politics and thel gervice, media, education and all
possible conceivable professions. With the dawa3¥%7, “Localization” was the new
buzz word and schools were quickly polarized inithez the English medium of

instruction (EMI) or the Chinese medium of instiant(CMI).

Re-affirmation of identity through the Chinese laage meant a robust and aggressive
move into lobbying for reverting of teaching anéri@ng methods back to Chinese.
The decades of conditioning of English as the sapdanguage were thus being
undone after 1997. But not so overnight, becauseang the Chinese language as the
main tool for communicating and learning at schoeisre met with frowns and
scepticisms. Those in the political arena who waneChina felt the urgent need to
(re)convert the children of Hong Kong to the valoéshe Chinese language. Therefore
the perceptual configuration of Hong Kong after tiendover to China emerged a
spontaneous “return to Chineseness” as well. Téa af a social Gestalten code switch
(Bourdieu, 1974) from English to Chinese was a iatusymbolic move to regaining
power from the colonialists. It is therefore fao say that Hong Kong needed a

legitimate and recognized symbolic order which feanitself in the Chinese language.

5.3.2 The White Elephants

In November 2008, the Education Bureau publishe®tipplementary Guidance to the
Chinese Language Curriculum for non-Chinese SpegBindentgsee Appendix 5.1 to
5.5). This was recently done after many protestenfischools which have a high
number of ethnic minority students enrolled andiotss NGOs in Hong Kong. But
according to Hong Kong Unison, this published sap@ntary guidance is lip service
to what the ethnic minority ardently needs. It &ng argued that the EB has yet to set
up a systematic Chinese curriculum for ethnic mitgastudents. What both teachers
and students need is a specific “national” curtioultailored especially for second
language learners. At present, Chinese languagbdesaare left to their own resources
and creative genius to design and implement Chifeasguage teaching materials for

their (ethnic minority) students who are secondjlege learners.

It is not surprising therefore, that the range divérsity of the materials of the Chinese

language syllabus will differ from school to schodk yet, the Education Bureau has
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not yet set a threshold for which ethnic minoritycents need to reach in order to be
considered competent in Chinese. Teachers areaism®rned that a more streamlined
pedagogy is needed for these students becauséntpdiow to write characters is not
the same as learning a language that requirestaircatphabet which works on some

form of phonetics.

In order to appreciate the complexity of Chinesglaage learning for ethnic minorities
in Hong Kong, we need to first understand the umigballenges of how one can be
considered as functional with Chinese language ongd Kong. Functional, by
definition here means that a person not only canQlsinese to go about the everyday
business of communicating with fellow Hong Kongdrem buying the English
morning paper at the kerbside newspaper vendoramddese, or ordering a bow! of
wonton noodles, to buying from the elderly womathatwet market who sells kale and
cilantro and speaks no English; to being converdagihg able to read and write the
Chinese language. Appendix 5.6 is a sample relelagedembers from MIC who are
members of the working committee which is trying tmplement a more
comprehensive and ‘centralized’ Chinese textboak decond language learners at
secondary school level. The sample as seen in Alpp&n6 is aimed for Secondary 1
second language learners of Chinese. Put nexeteample materials in Appendix 5.7,

the difference in standard is easily seen evehdahtrained eye.

Chinese language learning in Hong Kong is a unigod special blend language
experience because the vernacular or lingua frahgau may, is actually Cantonese.
Ellis (1985) explained that there is a differenetween acquisition and learning. For
him, the former means picking up a second langudgeugh exposure whereas
learning for Ellis means the conscious study oé@osd language. His ideas on second

language acquisition (SLA) are that it refers to:

“the subconscious or conscious processes by which a language other than the mother
tongue is learnt in a natural or a tutored setting. It covers the development of
phonology, lexis, grammar and pragmatic knowledge. The process manifests both
variable an invariable features. The study of SLA is directed at accounting for the
learner’'s competence, but in order to do so has set out to investigate empirically how
a learner performs when he or she uses a second language.” (Ellis 1985 6)
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In light of what Ellis describes, the complexity©hinese i.e. Cantonese becomes even
more complex because the written is different ftbmspoken. The spoken Chinese i.e.
Cantonese, is a tangent different from the writtemd, or in this situation, the written
character as we see it in the newspapers or menaskaifong®® restaurant. The
Chinese writing system is made up of a combinatiotmnousands of strokes. One has to
know how the combination or radicals work beforee aran read a single character.
Unlike European or other Asian languages, Chiness dot work on a phonetic system.
Thus learning to speak Chinese in Hong Kong thromgmersion or assimilation of
sorts, is a different language experience fromniegr to read and write Chinese.
Granted however, that someone who was born anddrais Hong Kong, but whose
parents are both ethnic minorities, might be aldepick up spoken Cantonese
(i.e.acquisition) with less difficulty as compartmone who is a new arrival to Hong
Kong and has never heard Cantonese. Reading atidga@hinese hence is a different
learning curve altogether.

The issue is more complex in the perspective thmhéSe Language learning for EMs
means for most, learning a completely new langdag® scratch as opposed to for
example, a German student learning French or afigBrgjudent learning Spanish. The
learning of Chinese character writing is far mooenplicated because it is logographic.
In contrast to achieving literacy in a languaget thees countless combinations of
strokes and radicals, learning European languagem aheory, phonetically based and
words can be strung together by understanding hewawels and consonants work for
that particular alphabet. Learning a new languagehich one shifts from a new form

of alphabet and phonemes to another new form diahigt and phonemes, is thus
“easier” than having to rely on memorization andedearning of separate and

individual strokes and dashes which form charactersChinese language learning

therefore, the mastery of the skill takes more flaahremembering an alphabet per se.

The first step in looking at the challenge of leagnChinese from the perspective of an
ethnic minority is to realize that Chinese langudegning in Hong Kong is two-
layered. In other words, the dominant spoken laggua Hong Kong is Cantonese, a

dialect brought over to Hong Kong, and used byrtany that fled from Guangdong

%2 Kaifongis a Cantonese colloquialism for ‘neighbourhood’
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Province during the era of the Communist regiméhé1940s. On one hand, Cantonese
speakers in Hong Kong have their own distinct bland accent of spoken Cantonese
with its nine tones. Hence, it being a tonal lamgugives it another level of difficulty

i.e. it can be more challenging to learn how toagp€antonese as opposed to the four

tones needed when learning Putonghua, the lingunedrof China.

Simply put, when a student learns Chinese in Hoogg( the reading of the characters
is done in Cantonese, not in Putonghua — the affieinguage and lingua franca of
China. Since Cantonese is the vernacular in HonggKeeading, writing and speaking
Chinese is predominantly a Cantonese-learning éeqas, unique to Hong Kong.
Putonghua is not the lingua franca of Hong Kong. d&scribing it as two-layered
means therefore, that Chinese language learnéfarig Kong are speaking and reading
the written Chinese characters in Cantonese. Ther dayer is an understanding that
Chinese characters are by official standards “ssgg@do be read” in Putonghua. In
other words, if a student learns Chinese — readimiging and speaking — in other major
cities in China, Chinese is taught using Putongfibe. reading, writing and speaking is
taught in Putonghua. On the other hand, if a stukemns Chinese — reading, writing
and speaking in Hong Kong, Chinese is taught uSiagtonese. The Chinese characters
are the same. But the reading and speaking is Gesgoin Hong Kong whereas the

reading and speaking is Putonghua in for examp@ging.

Imagine then an everyday example of Chinese larglesgning in Hong Kong:

Students X, Y and Z are classmates in the same level but of different nationalities.

Chinese Hong Kong student X learns Chinese language in Cantonese. Student X can
read and write Chinese. However, this does not mean that student X can read in
Putonghua or can speak Putonghua.

Imagine also an everyday example of Chinese larggleayning in Hong Kong. But

this time, for a South Asian ethnic minority:

Indian-Hong Kong student Y learns Chinese language in Cantonese. Student Y was
born and raised in Hong Kong and can speak basic Cantonese that allows him to ask
for directions; order a meal at a fast food shop; or tell the bus driver that he wants to
get off. But student Y cannot read nor write Chinese. In a classroom setting, student Y
can follow simple instructions given by Chinese language teacher and can grasp the
teacher’s explanation.
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Imagine now the scenario for student Z. Studerg & hew arrival in Hong Kong from
Pakistan and has no exposure to Chinese or Caetpnies to his arrival in Hong Kong.
He is however, put into the same class as studéatsd Y. Student Z will have more

challenges to face in the learning of Chinese lagguthan would student Y.

The cluster of student samples X, Y and Z come fthm case study school. The
teacher explained to me that everyday Chinese &geglearning is more often met with
dread than optimism because the gap in Chinesed@eagability varies from student to
student. The eager ones plod on stalwartly whilaesswitch off because listening to
the spoken Cantonese is a challenge in itself. Werosimilar example is commonly
found in the case study school. If the lesson wasiting class, someone like student Z
cannot perform a task of stringing a sentence tegeWhile someone like student Y
will manage to get by. And although student X caflofv, he could also be
disadvantaged because the course content is atdiuméded down to cater for NCS
students. Student X is thus not pushed furthemfore challenging learning material
because the Chinese language teacher has toatikiance between the learning needs

of EMS and the native Chinese speakers.

From the Chinese language teacher’'s point therefbee teaching of the language

becomes a rather complex task because of the gadgigrees of aptitudes and attitudes
of the students. In one academic year (Form Iedch a similar standard as a Chinese
student, an EM student is expected to learn apprabaly 1000 characters. By the end
of Form 3, an EM student should have around 30@0aciters. One needs to recognize
about 3000 Chinese characters to be able to justidvaeading a newspaper. Below is a

sample of how many Chinese characters one neapagp in order to be ‘functional.’
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Task No. of
characters
Fill in a Chinese application form 2K
Read a menu 2K
Read a newspaper 3K to 4K
Read a passage for comprehension exercise (F5 level) 3K
Read a book 3K to 5K

Fig. 5.3 Sample of humber of Chinese Characters needed in order to be ‘functional’

For an EM therefore, to learn Chinese in Hong Kameans tackling the first layer of
Chinese learning by being conversant in CantonBséig conversant would be an
advantage in learning the writing system. In tresspective, to be ‘functional’ in HK,
one must be able to read and write Chinese. Hdreeéotemost issue as other related
research have pointed out is that the Educatiord&uhas yet to set down a specific
blueprint for Chinese language learning in scheakered for second language learners
who are residents in Hong Kong in order that they foe given the same opportunities
for entry into tertiary education and thereby htheesame opportunities for white collar
jobs in Hong Kong. From the above classroom scenéne senior Chinese language
teacher, Ms Fan (from MIC), also explained thatwhs already ‘used to’ over-coming
the eclectic mix of student aptitudes in her evayydeaching, and often after she
designed her teaching materials, there is a (lpegjpd of trial and error to see if the
material ‘fit' the students. She complained thaidsints often forgot easily what was
taught from one week to the next. Retention of whas$ taught was therefore an issue
as well. This Chinese language teacher express¢dhie hoped there were courses for
her and her colleagues so that they can be trainexhch Chinese as a second language.
As well-seasoned teacher, Ms Fan was preparedllftmeachallenges that classroom
management brought, but for many of the newer aglles, teaching Chinese to
foreign students was a daunting task. This was céape true when the Chinese
teachers have to design their teaching materiaisedis because there are not enough
available textbooks in the market in Hong Kong asource to teach Chinese as a
second language. Many of the Chinese language desackere competent in the
knowledge of the subject, but what they wanted tiespedagogy for Chinese as a

second language.
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As we see the growing numbers of designated sclhoéleng Kong, the concerns for a
more systematic Chinese language curriculum foors@é@nd third generation ethnic
minorities and new NCS immigrants is not the ordguie, but that HK is moving
towards a more and more segregated education coitymiwhich it has become an
issue of “them” and “us”. Educational policy hasr@e to play in this festering
phenomenon and the present segregation of ethmoritiés from the Hong Kong
Chinese community needs to be addressed more siriolhere are piece-meal
policies in which Chinese language classes andrallinduction programmes are held
for the new NCS immigrants, and these programmesiao more short-term intensive
classes in Chinese for NCS students. These progearhowever, as suggested are only
piece-meal and many non-Chinese children are figtffinctional in the lingua-franca.
Further educational opportunities lead to bettbrgpportunities but this does not apply
to many of the ethnic minorities in Hong Kong, hesm their educational opportunities

are hampered because of their Chinese languagesmings.

The story behind the white elephants during theesinof the Southeast Asian
monarchies is perhaps familiar to many, and tha tehite elephant has more idiomatic
use today. For many, the ethnic minority and ScAgkans in HK are seen as white
elephants. HK does not need to feel that the SAsthn community is a burdensome
concern because we have to invest in this (mamnuotti¢rtaking to educate this small
section of the community in a language unfamil@ititem. The HK government and
particularly the EB has to step forward boldly innauncing and implementing a
feasible long-term plan that will address the isshi€hinese as a second language for
non-Chinese residents in Hong Kong. Rather thawstgpknee-jerk responses such as
offering outside-classroom language support fohlstadents and teachers; or passing a
bill that recognizes varying levels of differentademic qualifications as entrance into
tertiary education; or using propaganda tacticshiawing how EM children are also
part of HK; or monetary incentives for establishitggsignated schools, the core of the

problem must be dealt with directly. And segregat®not the answer to this problem.
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5.3.3 The Language Issue According to the HT olhi¢ Case Study School

In trying to appreciate the nature of Chinese &®ms& language learning for EMs in
Hong Kong, the dialogue excerpts below show what e challenges faced by
students whose mother tongue is not Chinese. Tlwviag will also describe how the

Schools Banding system works and how studentssseesaed.

Dr. Liang from the case study school had this tp &aout the Mol policy in Hong
Kong. In a published article to the media in 20Dg, Liang explains how a designated
school is, like any other mainstream school, vencimtied to the language policy set
by the EB, and being designated cannot untangif itm the language policy. Dr.
Liang’'s article stated, “Segregation is no exaggenasince these schools only start
training NCS the basic skill to immerse in localciety in the beginning of this
century — Chinese Language. It is still not suipgsto see NCS from these schools
who can barely comprehend the most common langu@aetonese, in Hong Kong,

even for the children who are born in Hong Kong.”

Two things stand out in Dr. Liang’s article: a) tHéCS students are regarded as a
“burden” to HK society and/or because secondaryoaishare reticent in accepting
these ethnic minorities due to their “special né@d<hinese language acquisition and
b) HK needs a recognized Chinese as a second lgageducational policy. Upon
closer examination of a) and b), it is not diffictd see what the vicious cycle in the
schooling of ethnic minorities is. After the handowf HK back to its motherland,
Chinese as Mol was quickly implemented, which ititarally or unintentionally,
neglected the Chinese language needs of the 1@0Bd ethnic minority children.
Many of these EM families also belong to the averagbelow average income group.
The government is still deciding whether or not riélsie should be taught to ethnic
minority children at a more comprehensively; sa thay too can be on par with their
Chinese counterparts. Dr. Liang described how s a Catch 22 situation. Regular
mainstream schools have reservations to take orstbents because firstly, they do
not have the expertise nor the manpower to brimgethnic minority children up to
standard in Chinese acquisition in order to meedgmands of the public examinations.
The sample teaching materials as shown in Appehdixs MIC’s new attempt to assist
in helping EB produce a more comprehensive textlibak can raise the standards of

second language learners. Learning Chinese by nefaRemanization, as shown in
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Appendix 4.1 to 4.4 is not a suitable method toppre students for the eventual
HKDSE.

Chapter 6 which follows will look into how empowesnt is attained through
meritocracy and that segregation hampers this. félh@wing chapter will also show
how cultural capital is also partly due to the swtibsignificance of the knowledge of

the dominant language.
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CHAPTER SIX
EMPOWERING NARRATIVE

6.1 Introduction

Chapter 4 unfolded the intricate narratives of studnformants and the personified Mary
Immaculate College (MIC) whose voice is given by @i the key gatekeepers and witness
to the changes of the school’s growth — the primicgmd Head Teacher, Dr. Liang. Chapter 5
suggested some of the issues that ethnic mindtitlests face as secondary students in Hong

Kong with regard to learning Chinese as a secamgulage.

This chapter will discuss what HK education pokcitaere are towards the provision for
ethnic minorities in the education system. In otiwerds, the discussion surrounds to what
extent is a designated school in HK useful in tHacation of the ethnic minorities. More
data and analysis of the school’s responses tpdhees will be raised. The title of Chapter
6, “Empowering Narrative” has a double entendre.t@none hand, | wish to elaborate on
what empowers the ethnic minority student to bg@&nwith a Chinese counterpart in order
to enter HE. The other side of the title carriese tmetaphor of the ethnic minority’s
empowering narrative/story that allows him or herbe part of the upper socio-economic

strata.

The first part of this chapter is mainly derivedrfr dialogue with the HT, Dr. Liang from
MIC. The second part of the chapter raises pertipemts regarding the nature of allowing
designated schools to continue to thrive. Thesspeetives are mainly triangulated from the
interviews done with a) other teachers from MICH&ad Teachers of other non-designated

schools and c) parents of the NCS students.

6.2 The Schools Banding System and the AssessmenStudents

Dr. Liang explained why it seemed that within tinéeinal school assessment, the students
seem to be doing fine, but the overall rate of etiisl entering university or tertiary education
was low. The reason for this backtracks to theievaglears of schooling of these ethnic
minorities. To understand this is to trace the allexptitude of these students by looking at
their attainment test scores at the exit point frgimary school. There is a mechanism (only
the EB has access to) which measures their acadgptiicde at Form 1 which gives an

overall grade for Chinese, English and Math agaatisstudents in Hong Kong who are just
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starting Form 1. This mechanism takes the form tefratory-wide mandatory attainment test.
There is more than one reason why this territorgevattainment test is conducted. It not only
gives an estimate of a school’s overall performawmictheir primary school students, it also
gives the stronger students a better chance irtimgento a band 1 school or a school of

their own choice.

A whole school is seen as a unit and the overalteseach school earns is generated in a
percentile. The bandings of the schools are reptedefrom 1 to 5, with band 1 being the
strongest band of schools. For MIC, the NCS stigleahked at position 11 out of 100
schools for English which means they rank in bamedause they fall into the top 20% in the
whole of Hong Kong. For Math, they rank 89/100 &mdChinese they rank at 99/100. This
means therefore, that in the whole of Hong KongCMéanked among the strongest for
English (top 20%) and ranks among the weakestdqboit0%) for Chinese language. Here, it
should be noted that apart from the Chinese sybjeetattainment test for Math is mainly
done in Chinese as well. For example, the problelmrey questions for Math are assessed in
Chinese. Although most NCS learn Chinese at prirsahpol, they are not rigorously trained
and drilled for such kinds of Math attainment testee at L1 standard, unlike other Chinese
children who also go to mainstream schools butnlédath in their mother tongue. Apart
from English, the attainment tests are done in €werlanguage. Thus for a subject like Math
for example, a student not only has to be botherlet solving Math problems, but also be

able to read and interpret the Math question im€se.

Hence, the end results of the attainment test fustriNCS are somewhat predictable in terms
of academic attainment because the tools used t@sume their academic aptitude are
inappropriate and somewhat unfair. The attainmesistare geared for HK born children who
are also Chinese L1 learners and in this regasdtdhts do not reflect the true aptitude of
NCS students. In other words, the Hong Kong attaimntests given to Form 1 students on a
territory-wide scale cannot truly measure the acadeability of EMs because it is language

biased. Two out of three subjects are tested mamighinese language. Therefore when
compared to all other Hong Kong students at Forevél, MIC ranked 99/100 for Chinese.

The reason being that NCS students are not adéygpatpared to take a Chinese attainment

test geared for L1 learners.
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In the above context therefore, the banding ofditigool such as this particular case-study
school will naturally drop because the student&rail score for the attainment tests is low as
already explained. Earning a position in the topo2@r English is not sufficient enough to
“upgrade” MIC to Band 1. In simpler terms, the biaugdsystem set by the EB is unfair to
ethnic minority students. There is a higher chatiegefore, that segregated schools will
“naturally” be placed in a lower band because thse$mols cannot perform as well due to a
Chinese language handicap. Once the labelling isetthe impression of NCS as weaker
students is difficult to slough off. At the primasghool exit point, therefore, there is a good
chance that the NCS student could very well begolacto a lower band secondary school as
well, because the primary school in which he orattended already belongs to a lower band
school. The banding system inadvertently breedsenNES students, and this cumulative
effect will continue unless the ethnic minority Idnéen are given mandatory and
comprehensive training in Chinese language acauisiThe issue at hand therefore begs the
guestion: Who will set the educational policy, antblement it and sustain it, to truly

assimilate the ethnic minorities in HK?

To take this picture into its next frame, at thé @wint of primary school every year, there
will be a scramble of ethnic minority students whish to enrol into a designated school
because they know that at the very least, a degidrsechool is more attuned to the needs of
the ethnic minority, whereas a regular mainstreahosl could very well be a lower band
school or a school that uses Chinese as Mol or. Bdth student is at the mercy of the central

allocation system if he or she does not approaothan school to be enrolled in.

According to Dr. Liang, every year there are NC8denhts who are unable to enter
designated schools, and they end up in a CMI scbibal lower banding. There are also of
course the few rare ones like Husna and her fawtily purposely choose CMI schools. But
generally speaking, comparatively few in numberesé handfuls of EM students study in a
Chinese setting in which all subjects except Ehglaze taught in Chinese. Although these
NCS students are not fluent in Chinese, they an¢raiéy allocated to a CMI school because
they could not score high enough in the centralcalion scheme to enter an EMI school,

which is often a higher band school.

The complex nature of sorting and streaming stieda@ndund Hong Kong for secondary

school does not end there. Stronger students lmeatdd to EMI schools or are allocated to
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schools within their top 3 options, while weakerQ8) students are sent to CMI schools

which are further down their secondary schools @®allocation list. They are allocated to

these schools in spite of the fact that they maybeoable to fully partake in classes because
as policy would have it, lessons are mainly congldidh Cantonese and almost all the

textbooks used are published in Chinese. If the $ftlent is not able to read the books
which are written and geared for L1 learners, thetan become a challenge for them to

follow what the textbook knowledge is about. Tlslready illustrated in Cherise’s narrative

in Chapter 4. Also, if the EM student also canm#ak enough Cantonese to communicate,
then the teachers’ explanations of the on-goingoes will also pose as a challenge for these
EM students.

The Chinese language issue for NCS children issgéon” from year to year — from
primary to secondary school — and these NCS chilgrstandard of Chinese is left to the
school’s internal assessment. The “quality ass@aotthe standard of Chinese reached by
these NCS is not standardized. The school will dkecvhat level of Chinese language
fluency the NCS student has or has not reachedsiBogé these children are segregated into
such schools of which many are non-Chinese, theeissnot as prominent, because the NCS
“problem” will be passed on to the secondary scltava can be later dealt with there and

then.

There are far-reaching effects of being schooled idesignated school and the kind of
Chinese language ‘handicap’ is manifested afterysirs of primary school education and
five years of secondary school education, wherN8& student wishes to enter Form 6. At
the exit point in Form 5 he or she realizes thain€e Language is actually an essential
subject for entry into many university programm&sd of course Chinese language is also

essential whether one ends up doing a blue callehde collar job in HK.

When asked how qualified were these NCS studemtgrins of entering Form 6, Dr. Liang

responded with this: (R — researcher ; HT — Drnbia

R Are they qualified to... enter form 6?

HT On the surface, their chances for entering university are considerably
low. To most, it seems like a fair situation, because they could take the
Chinese GCSE if their Chinese were not compatible. The passing rate for
GCSE is high. The passing rate (for GCSE Chinese) was 100% in the
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2009 exam, and more than half of them attained an A* result, but they
are not smart at all, most of them were actually quite surprised that they
got an A*. They could actually attain an A* result with a primary 2-3
standard, and since it's a second-language exam in the UK, it doesn‘t
examine their real ability.

In Hong Kong we have to consider the complete development of these
ethnic minorities. Did they stand a fair chance when they entered
kindergarten? Meaning, a fair chance to being successful in the future.
Perhaps since day one, they were already deprived of many things.

In trying to unpick the dense language issue fane@&Ms in Hong Kong, what Dr. Liang
meant was that the reasons for the poor Chinegeid@e abilities of EMs can be traced back
to the day they start kindergarten. What is beifigred now to NCS students at secondary
school level is a “quick-fix remedy” to their indibj to enter Form 6. The government is now
allowing students of NCS background to take then€se Language at GCSE level and they
can use this qualification to enter Form 6. As rniwergd by Dr. Liang, the passing rate was
100% in 2009 and many scored A* (as in “A-star”)ievhis the highest score that can be
attained. But in essence, in contrast to the HKGin€se Language, the GCSE Chinese
language is geared for second language learnergsaodly equivalent to lower primary
school level in Hong Kong. The Chinese Languagespap GCSE level is nowhere near the
standard of Chinese learners at L1 level. HenceAtlggade or A* grade which the NCS
students attain cannot truly reflect the Chinesgylage standard needed to pursue senior

secondary level.

Allowing the NCS to take the GCSE exam is like lketo appreciation offered by the EB that
NCS can assimilate into the Chinese Language eutiiHong Kong, but in truth, the level
of Chinese fluency is not enough to compete with hinese counterparts. Any HE
programme will have its demands in entrance reqérgs, and for HK, it is natural that
Chinese fluency is a must. Again this begs the wuesWho will assure that the ethnic
minority students are taught the Chinese langukiljs seeded as entrance requirements for
HE. To be functional in Chinese, a second languegmer needs more than an A* grade in
the GCSE Chinese language. Thus NCS students iirbashpered even though they are
moved upwards towards senior secondary schoolingven tertiary education. Dr. Liang
further explained that this is all traced backHhe kindergarten level of schooling because the
teaching of Chinese language to EMs is not alwajered for second language learners.

Children of non-Chinese ethnicity are already sgated into primary schools which accept
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NCS students. From then onwards, if the NCS stisdare fortunate enough, they are taught
the designated school’s version of Chinese as anselanguage (CSL) based on what the
Chinese teachers at the school have prepared igndesfor these NCS students. Or if not,
the schools follow the exact same syllabus as tGlinese classmates in a sink-or-swim
manner, as in the case of Iram who was mention€hapter 4. The versions and standards
of CSL can vary from school to school. There ismonitoring system that ensures NCS

children are receiving the same kind of trainin@imnese as a second language.

In Hong Kong, there is no standard or “nationalfrimuwlum for CSL textbooks given to NCS
students in primary schools. In other words, sitioere is no “national” curriculum for
second language Chinese learners, every schodbhasme up with their own version of a
CSL syllabus for their NCS students and the desigauch Chinese textbooks or syllabus
depend on resources available in their school. Wtk particular case study school, the
Chinese language department initiated their own @&tkage via the Quality Education
Fund (QEF). It is therefore, understandable thatdtandard of Chinese language ability of
these NCS students can vary from school to schepérding on the level of difficulty that
the school teaches for Chinese language. WheniBnglmentioned in his article that ethnic
minority students are “deprived of many things” terd “many” encompasses more than
just the learning of Chinese. “Many” is a blanket &) lack of resources; b) lack of teacher-
training; c) lack of government policy for a “natal curriculum” for second language
learners such as ethnic minorities in Hong Kongittd general mindset of Hong Kong

towards teaching Chinese to NCS, which is difficdenc

The general mindset is: Investing in the teachinGlinese to the ethnic minorities is costly
because there are too few learners overall. Thergeassumption is that the cost is more
than the demand, and hence cautious steps mustkba before investing in the Chinese
language education of these ethnic minorities imgi&ong. For the time being therefore,
(since the 1970’s), the best way to school theiethmnority students in Hong Kong is to
segregate the few from the many. But this shoutdoecso. A responsible government would
ensure that not only would children be given tightrio receive their education in the official
language, but they are also given the respectrardrity to uphold their native language. In
Australia, bilingual education for indigenous chdd was offered starting in the 1970s.
Aboriginal bilingual education in Australia repres® much more than a range of education

programs. It has been a measure of non-Aboriginainsitment to either assimilation or
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cultural pluralism (Harris and Devlin 1996). Anotleontext for example, would be Belgium.

It has three official languages, Dutch, French a@drman. Belgian children are
constitutionally protected with the right to reaeitheir education through any of the three
official languages. One of the most unfortunatenietiminority students — a Pakistani girl — in
this research was misinformed about taking UrdithearHKCEE exam. She sat for the exam
believing that it was an accepted criterion for leggpion into HE, but only to be told that
Urdu was not recognized by EB as a pre-requisitavéver, had she taken French or German,
it would have been recognized. There seems to be lavels of second language
discrimination here. On the one hand, positiverdisioation to the Occidental languages as
accepted entrance criteria into university, but Wwill not count as an HE qualification

because it was not recognized second languagecsubje

6.3 Chinese Language Assessment in a Segregated&@ys

There are many reasons as to how and why NCS ehildho attend mainstream CMI or
EMI are disadvantaged. One reason is that in thg stages of Chinese language learning,
for example at kindergarten, students have to\iodlorough some stages of rote learning or
memorization of Chinese passages which are usexkers or unseen dictation exercises.
Chinese children have family members or other ikedat who can help with Chinese
homework and preparation, but the Pakistani, Indiafilipino child have to rely on his or
her own resources after school hours. Since many 8iGdents have NCS parents, there is a
very challenging task of preparing or revising foe scheduled dictations or tests. It then
becomes a vicious cycle when children cannot dé weThinese language because the NCS
children do not have the same kind of support ahaggular Chinese child can have at home.
In this scenario, the NCS is already disadvantagetgpical phenomenon at home for a 10-

year-old HK child preparing for class the followidgy can for example, look like this:

a) completing a page or two in exercise workbooks for Chinese, English and Maths. b) rote
learning a Chinese comprehension passage of about 100 characters; and memorizing a
Chinese passage for the following day’s ‘seen’ Chinese dictation.

Memorization and regurgitation is a very typicalthuel of Chinese language learning in HK.
Helping a child prepare for such a task by an N@&®mt can be daunting because, there is no
one else but the child to depend on for remembehiag the characters are read and

pronounced. There are a few layers of learningadirg, writing, listening and speaking - to
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be done before a child can regurgitate a passagaj@er and not miss any strokes out in the

writing of the Chinese character.

Dr. Liang was asked to elaborate on the issueofeSe language learning for EMs in Hong

Kong and whether or not segregation was a bettnileg environment (as opposed to

integration) in the teaching and learning of Chinlesmiguage. Below is Dr. Liang’s response.

HT:

HT:

What we observed in the school was that even though the children were enrolled in
Primary 1, we didn't understand why (Chinese) teachers couldn't affect the EM
children to learn Chinese, even at such a young age.

Who didn’t understand?

Me! I asked the teachers...(what hampered the children’s learning of Chinese)

Teachers are very direct; they say the learning environment itself is not
encouraging...for this school, there’s only 10% ethnic Chinese children studying
here... Chinese for many of the NCS students is most probably their 3™ language.
Other than the few Chinese lessons a week, the NCS children do not have the
chance to practice the language. They do not speak Chinese at home and at
school, Chinese is treated as L2 when teaching.

...for the ethnic minority children to learn Chinese as L2, and local Chinese Hong
Kong children to learn English as L2...is it actually two very different things?

Yes, absolutely treated differently.

But the Hong Kong syllabus is pretty interesting. If you compare the Chinese and
English exams in Hong Kong, in terms of the level of difficulty, I would definitely
say Chinese is an L1 subject, an exam which treats it as a mother-tongue. And
English... I'm not an expert,...but comparing that with other overseas exams for
example, I personally think that, the Hong Kong English exam is not even close to
the L1 level.

For example, the students who only gained Level 1 or Level 2 in the HKCE, we
have special descriptors for that, but when you compare these descriptors with
those of TOEFL or IELTS, we find the standard of an English exam at HKCE level is
only compatible and similar to those of TOEFL. It's also after all, only a test of the
use foreign language. Therefore I believe the Hong Kong English syllabus is still an
L2 syllabus.

Our children gain an advantage in this way. Since you are assessing them using an
appropriate tool, as our students are also L2 learners; English is not their mother-
tongue either. The English Language assessment is an appropriate tool for
assessment, but the assessment tool used for Chinese Language is not appropriate.

Therefore when you look back on the development (schooling experience) of these
ethnic minorities from the day they enter school...there are several types of schools
in HK...say, if they enter a local Chinese school, they are doomed. They stand no
chance at all for Chinese language learning. They do not have teachers who will
spend extra time teaching them individually. There is no extra mentoring or
Chinese language coaching that can be given to these EMs.

Therefore the first question is: What could the government do? The government
has to identify this problem. It has to allocate resources to schools.

I think about it this way, we have around 5000 ethnic minority primary school
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children, and 3000 ethnic minority secondary school children (in all of Hong Kong).
(For me) the best thing to do is to close our school; but this is not ideal... here we
have around 90% ethnic minorities. Why is it not ideal? No matter how we boast
about our school — “Harmony in Diversity” — that the children are very happy
here... that the teachers have autonomy over what they want to do here...we make
it sound like the relationship between teachers and students is harmonious or as
you say, very intimate. But somehow when they leave the school after form 5 they
realize the school has been giving them an illusion. They soon realize that in
reality, society is not as welcoming as the teachers in school.

R: So,...the harshness is when you realize that you are considered handicapped when
you can't read and write Chinese...

HT: Every year when I receive applications for Form 1, there are around 20-30 students
from local schools...These students came from a peculiar education system...in a
sense that they might excel in certain subjects, but on the other hand, they feel
really desperate in other subjects.

In the Hong Kong system, these (EM) children will never be able to enter Band 1
schools, or those other coveted schools. So naturally they will enter local schools
which might not have the readiness to cater to the needs of these children.
Therefore they might immediately have to worry about how the new school or new
environments will perceive them.

After 6 years of atypical education, they have to face another familiar moment (of
not being catered for)...I believe they experience a hard time in search of their own
identity...I suppose you have a more thorough understanding of this than I do...

Dr. Liang was trying to explain how the intricatsfuage assessment system works in Hong
Kong at exit level in secondary school. On a peatdevel, he believes that the actual
HKCEE English exam is still tailored for L2 learserThis belief is based on how for
example the TOEFL is also geared towards non-nd&ivglish language learners. In other
words, if a high grade in English is achieved atGH#€, the results needs to be compared to
the descriptors for a TOEFL or a TESL in orderitmlfout that the level of HKCEE English
is really not for L1 but L2 learners. Based on tésumption Dr. Liang thinks that HKCEE
English is a “lower” level assessment tool when pared to internationally recognized tests
such as TOEFL or IELTS. Thus for the Hong Kong ENEking the English exam is
appropriate for their level because this assesstoehis geared for L2 learners, and because
for many of the NCS, Englists their second language as well, just as it is \thih local
Chinese Hong Kong students. In the above dialothe,HT mentioned that Chinese for
many NCS is their third language. On the one ha@nid, advantageous for EMs to sit the
English language exam, but they fall short whercdimes to being tested for Chinese
language proficiency because the assessment todCHmese language is geared for L1
(mother tongue) learners. Therefore, this is whatliang meant by EMs being “doomed” if
they were allocated to a regular mainstream Chisekeol. These EMs often have no extra

Chinese language support service when they entérsChwols because not all schools in HK
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have special resources for the teaching of Chiteesguage geared for NCS students. Above
all, the subjects are all taught in Chinese andtéxtbooks are all in Chinese, save for

English language.

Another issue that emerged in this dialogue wastmdlict of whether or not segregation of
NCS was an ideal learning environment. On the amalhthere is a kind of “convenience” in
grouping all ethnic minorities under one roof besmtheir common language is English and
they share a similar level of challenge in the neay of Chinese. For most, speaking
Cantonese does not come naturally to them; anteéraing of reading and writing is also a
high hurdle for the EMs. By putting them in a desited school, there is an understood but
unspoken streaming of these children into (Chinekegses which are catered to their level.
It is understood that these EMs will not be ableitahe regular Chinese language exam at
HKCEE because the exam is geared for native spgaked within this context, the EMs are
“doomed” because not only will their learning needs be catered for because of the
Chinese language issue, but there is another rfacied which the ethnic minority student has
to deal with. Iram and Husna both spoke about hifficdlt it was for them to be part of a
larger Chinese school community because they wéien dargets of verbal bullying.
Nonetheless, within the context of the year 20L& relatively better for an ethnic minority
to study in a designated school not only becausth®fcliché, “birds of a feather flock
together” but he or she will be protected from ‘tinelifferent” system of regular mainstream
Chinese school. In other words, opting for a destigth school is better because resources for
designated schools have been improved in theilgsy€ars or so. The EB has links on their
website that are specially designed for ethnic miiycstudents in HK, and the EB has
recently taken steps to translate some necesdanmyniation for parents in certain languages

of the NCS communities in HK can illustrate thisieg

On the one hand, it is preferable to opt for a giestied school because the overall school
ethos caters for the type of diversity that is pdirthe evolving school heritage and the sense
of belonging for these EMs is further strengther®at on the other hand, the system will
feed on itself and thereby encouraging more ancerdesignated schools to evolve. Agreeing
to school NCS students in the name of a desigretidol is to agree with segregation. And
not to address the problematic issues intertwinexegregating darker skinned children from
the dominant Chinese children is widening the patans of cultural and racial biases. But

the fact of the matter is, for now, apart from desited schools, a majority of mainstream
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schools in Hong Kong might not have the same kifhdeadiness as would a designated
school, in the education of an ethnic minority. STimot only is true at an academic and
pedagogical level, but on a larger scale, whakslag the education of the Hong Kong South
Asians is also the overall mindset or attitudehaf €Chinese Hong Kong people towards the
South Asians in Hong Kong. According to Dr. Liarag long as Hong Kong does not
perceive the NCS students as assets and futuresgiohals in our society, they will always
be treated as lower class citizens. However, tieptexity has to be acknowledged as well in
that EM parents and immigrants must also want tbkildren to be educated in Chinese.
Schooling itself will not right the problems of seeconomic status of ethnic minorities.
There is a need for a stronger integrated appredwreby the EM parents also must be
educated to know that being fluent in English alailénot make job-seeking any easier. EB
must promote more vigorously to EM parents the irafpee and the work can be done by the
schools; to invite EM parents to know more aboatsfistem and know what is needed to be

in the system. Hence, the EM parents need to beageldi on policy issues as well.

There are also other unaccounted narratives of @Ms end up in CMI schools because of
the central allocation system in Hong Kong. Whem tiiore established designated schools,
such as this present case study school, have @éuokie maximum enrolment capacity, other
EMs have to make their way to other secondary dshabich will and have to accept them,
because of the twelve year free education policy,mbight not be ready to cater for their
needs as ethnic minorities. Dr. Liang understahds for an EM student, there is another
layer of anxiety that he or she needs to face aad is the fear of “not being accepted”
because he or she is different. There are deeperslaf needs which an impressionable
adolescent has, especially when that person is @ k Hong Kong. In conclusion,
designated schools are not ideal because it ddemnhance integration and assimilation, but
on the other hand sending NCS students to reguamstnream schools will be an injustice to

them because the large gap in Chinese languagdty abll hamper their learning.

6.4 Higher Education Opportunities for Ethnic Minoritie s

Like many who complete the Advanced Level exam, dhances of an NCS student who
wishes to enrol into a University programme is shene as any student who completes Form
7 in Hong Kong. The NCS student however, finds thahy of the gateways to a Bachelor's
Degree are closed for them because Chinese languediication (at L1 standard; or near

L1 standard) is an entrance requirement for mamergraduate degree programmes. Based
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on the interviews done with the various NCS stusl@mtChapter 4, there are undergraduate
programmes that they can apply for because theg heached the standard to be accepted
into the programme, but eventually could not enrolbecause of the lack of Chinese
language ability. In other words, these NCS stuslemay have scored enough points at the
HKAL examinations and earned themselves a slo@afointerview to read for a particular
undergraduate programme, but only to find out ttiety cannot enrol in their choice
programme because they realize that Chinese lapdlisncy is a requirement. The stories
of Juan Carlos, Cherise, Latika and Farid refleist t

6.5 The Unspoken and Unchallenged Biases

How is linguistic capital a form of symbolic ass@i?ose who live here are all too familiar
with the political motto: “One country, two systefn3he country is China and the two
systems — Hong Kong and the Mainland — are supptisé® autonomous yet dual at the
same time. In terms of education, the first criuciathod to manifest itself as one country is
to re-establish itself via the mother tongue, drat ts Chinese. Although the intrinsic values
of English are still there, however, Hong Kong vehChinese language to be the dominant
tool of communication in the post-1997 era. Thus fymbolic significance attached to

Chinese language is very important especially & wshes to make HK their home.

Whether it is the complex socio-political issues@arned with the running of a school, or the
fear of taking on an ethnic minority student inteahool because of the lack of resources,
Head Teachers, as educators, have the moral resjionso accept students based on their
overall aptitudes. The HT recalls certain incideats a few occasions which show how
difficult it is to really undo the stigma or “feadf educating EMs in Hong Kong. Below are a
few excerpts about educators who have reservatbosit the schooling of EMs in Hong
Kong.

HT: ..We have to change our mentality... why do I say this? For example the
principal next door, whenever he sees students with the surname Monsoo... or
Medu...

R:  Or Mohammed...

HT: Whenever he sees these types of names, he'll call up, and I'll ask him to send
them over. But as time passes, I start to realize a problem...some of these
children grew up in local schools and have studied Chinese...This means a lot
of schools do not care where these children were born or where they grew up,
and it turns out to be a racial issue again. Therefore it’s the mentality... what
do you treat these ethnic minorities as then?
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There was a sense of frustration and unspokendssipéss on the part of Dr. Liang’s rhetoric
because between the lines, this is reality for dministrator of a designated school.
Although unintentionally prejudiced, there is aisaoutcome in the choices made by fellow
Head Teachers in the district. Since this caseystatiool is a fairly established designated
school in that district, peers would call up to #skis possible to recommend someone over
to enrol in Form 1. The recommendation is solelgdoh on the name, Moodhood or
Mohammed or any name which rings ethnic minority. IDang realizes that “a lot of schools
do not care where these children were born or wttexg grew up, and it turns out to be a
racial issue again.” He finds this kind of passipyof students problematic because fellow
HTs do not seem to consider thoroughly enoughgbiate of these Primary 6 NCS graduates
who wish to apply to their schools have had sixrye# primary education schooling in
Chinese language as well. The impression that Diand- gathers from these
“recommendations” is that other HTs do not wistd&al with students whose names stand
out from the regular pool of Chinese names. It doatsreally matter which schools these
NCS students come from — EMI or CMI - The initiesponse is “I do not want them” — and
this boils down to a racial issue but is unspokecalbise there are after all, designated schools
which can deal better with ethnic minorities and arore ready to accept them. This is a
racial issue which will fester if ethnic minorityhikdren are being recommended back to
designated schools; and thus the designated schystlsm will feed on itself and the cycle
continues. But how does an HT say “No” to a peeenvthat other school does not have the
resources to support an NCS student? In situalib@ghis every minority student who gets
passed up ends up as a refugee in a designated! soioh not a welcomed member in a
regular mainstream school. In an interview withtaeo HT who runs a Christian school, (but
is not a designated school), he had this to saytadecepting ethnic minority students into
his school — “I'm sure the other designated schadllstake care of these students.” This HT
from the non-designated school went on to explaat his school did not have the resources
to teach EM students and some of the teachers beilifraid” to teach EM students because

they have no experience teaching non-Chinese ehildr

At another interview with a different HT, who ranCatholic boys school in the district of
Kwai Fong, the attitude towards ethnic minority dgnts was slightly different. For the
purposes of this account, this HT will be called Mr. As HT of the school, Mr Lo had
reserved funds to hire a Pakistani assistant teqalim®m we shall name as Hassan) to work

at the school on a part-time basis, doing multipkes. The job description included working
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at the school office doing general clerical workjrgy shift duties at the school’'s main gate,
and most importantly, helping a few Pakistani siuslavho spoke absolutely no Cantonese
with their studies at the school when possible sldasacted both as tutor to the few Pakistani
students and mentor to the boys if they had anggmel problems other than homework
questions. Mr Lo hired Hassan because he was isgniesith his bi-lingual skills. Hassan
was a HK resident who used to be a businessmanpsutis business due to recession.
Hassan learnt how to speak Cantonese after mamy f@ag in HK as a permanent resident.
Mr Lo needed someone like Hassan because he cerud as interpreter as well. Although
the students spoke some English, Mr Lo felt thabiheone could play the role as counsellor
and teacher for the boys, life at this CMI secopdahool would be less harsh for these few
EM students. The 2 Pakistani boys would be ableltie better to someone who spoke their
language. Mr Lo explained that he had to accepsetheM students because they were
allocated to him via the central allocation systeknd there were no nearby designated
schools that would take these students. The HT rstated that for every new EM student
that was taken in, the school would be given ingestby EB. And if a certain quota was met,
the mainstream school could be re-formed as a wiatsid school. Mr Lo expressed that he
welcomed the monetary incentives that was offerethb EB, and for that reason he could
not see why he should not ask for more. Mr Lo’sor&tle was that whether he had to teach
one EM student or more, the resources would stilhe same. Hence it would be a wise idea
to accept more EM students to his school. UnlilkeHfT's that might call up Dr. Liang, who
would rather release EM students from their schivsl,Lo welcomed EM students to his

school.

6.6 Guidelines to the Teaching of Chinese as ac®ndary Language

There are recommendations for institutions as w Bhinese language can be taught to the
NCS community and what can be included in the aoayflabi. The government has recently
taken initiatives to outsource the teaching of €ealanguage to various tertiary institutions
in Hong Kong. Hence we have for example, univer8ityorking in close collaboration with
designated schools #1 and #2, while university Bk&an close collaboration with designated
school #3. Each school is offered consultationghe®y and learning materials designed by
that particular university. Each outsource to aigleded school will last as long as the
funding lasts or until the “project” is completehd common and predictable outcome to this
kind of outsourcing is that Hong Kong will not haaénational curriculum” in which there is

a uniformity and quality assurance of the teaclaind learning of Chinese Language. A more
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deep seated issue is that, Hong Kong lacks a ptepeher training program that can prepare
potential language teachers to fully engage in @facation of the EMs in Hong Kong.
Teacher training programmes can be initiated thddpes the methods of Content and
Language Integrated Learning (CLIL). More of thidl Wwe mentioned in Chapter 8. At the
present moment, various short-term or one-off Cdendanguage projects are being
conducted on worthwhile initiatives made by testianstitutions such as HKU, CU and
PolyU. Before looking at how CLIL could be includedthe teaching of subjects, we shall in
Chapter 7, first look at what the implementationimélusive education can mean for the

ethnic minority community in Hong Kong.
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CHAPTER SEVEN
INCLUSIVE EDUCATION

7.1 An Overview of Inclusive Education

The 1948 Universal Declaration of Human Rights prorced education as a human right.
Inclusive education, thus, in the broadest sensthefterm means that all people have the
fundamental right to access education and not briged. Over 40 years later, in the 1989
UN Convention on the Rights of the Child furthedezbsed the pertaining issue of every
child’s access to education. Article 28 stipulatiedt the right of the child to education be
achieved progressively and on the basis of equabrdpnity. In particular, the State Parties
should “encourage the development of different ®rof secondary education, including

general and vocational education; make them avaikaid accessible to all children. (Article

28, 1989 UN Convention on the Rights of the Childpt only should educational and

vocational information and guidance be made adokessd all children, but it also further

urged that higher education be made accessiblé to a

The decades which followed the Universal Declaratgaw other attempts to progress
towards this goal, and in 1990, The World Declaraton Education for All tried to re-state
that education was a basic right for all peoplas™orld Conference on Education for All
(EFA), however, was criticized for not strongly adating inclusive education as opposed to

segregated education.

Ainscow (1999) stated that what might be the moe8téntial document in the narrativizing
of inclusive education is perhaps the one drawnnup994 in Salamanca. The Salamanca
Conference on Special Needs Education (UNESCO, )18@danded on the worall with
regard to EFA, in that:

Schools should accommodate all children regardless of their physical, intellectual, social,
linguistic or other conditions. This should include disabled and gifted children, street and
working children, children from remote or nomadic populations, children from linguistic,
ethnic, or cultural minorities and children from other disadvantaged or marginalized areas
and groups. (UNESCO 1994, 6)

By the year 2000, The Dakar Framework for Actiomradsed the term ‘inclusive’ more
closely in Article 8. World leaders and agenciesdgkd to create “...inclusive and equitably

resourced educational environments conducive tellxxe in learning with clearly defined
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levels of achievement for all*® Since then there have been many comprehensivetsepo
detailing the global monitoring of the goal in orde achieve education for all. Although the
global scale is to outreach to poorer countriesctviior example, have a high illiteracy rate
or targeting people defined and categorized wittci education needs (SEN) i.e. physical
or mental disabilities or deviant behaviour; coigstrwhich need to deal with gender
discrimination against the schooling of girls; audtl differences which lead to segregation of
students from mainstream schools or those chili@m countries displaced by war. It is
within this tenor that the importance of addresshegissues pertinent to quality education be
asserted in this research. At the core of thisysttlte type of marginalized groups that is
being examined is in essence, no less differemh ftbe marginalized groups which are
mentioned in the world conventions addressing dtlucdor all, in the last 20 years. The
Dakar Framework for Action, 2000 states that “...eion systems must be inclusive,
actively seeking out children who are not enrollethd responding flexibly to the

circumstances and needs of all learnéts.”

7.1.1 Parameters ofnclusion in Education

In the bookFrom Them to U1998) Tony Booth and Mel Ainscow put together
researches done on the inclusion and exclusiotudests in educational processes and
practices. This collection of studies addresses#reatives of eight different countries
regarding the issue of “inclusive education”. Asnped out clearly, Booth and Ainscow
(1998, p.1) explain how the book offers perspestiva new definitions of “special
needs” and it looks at “the shaping effect of nadicand local policies and cultural and
linguistic histories on educational practice.” Thisesis does not aim to address
inclusive education in the traditional lens of spkeducation, but to throw light upon
an intrinsic phenomenon of special needs pertaitarte ethnic minority communities
in Hong Kong. Although Hong Kong is not a countsr e, and much of its political
and economic progress depends on a watchful eye Gceater China, it nonetheless
deserves a spot on the stage for a new perspeamtiveclusive education. And in the
same spirit of the aforementioned book on the matgonal study of inclusion in
education, this thesis also tries to uncover thg iwavhich Hong Kong is “culturally

and politically constrained” in the schooling oheic minorities.

23 UNESCO (2000) The Dakar Framework for Action, Education/l: Meeting our collective commitments.
24 i
Ibid.
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In light of the aims and scope of tleternational Journal of Inclusive Education,
founder of the journal, Professor Roger Slee desdrthat there are many children who
are ‘schooled together because they are “particulads with particular
identities...outside the mainstream form of educatidte explains that institutions
create these forms of exclusion to provide “an atlon that wasn't otherwise
provided.” Since the meaning of ‘inclusion’ hasdakup such broad context, Slee begs
the question, “inclusion into what?” The binaryrdiere of inclusion / exclusion needs

a clearer form.

If exclusion education implies a better form of yiding SEN children, a form of
greenhouse schooling, then by the same token drbes segregation. Slee elaborates

on the issue of segregation:

“...segregation I think is a really easy concept to understand and also a real difficult one
simultaneously. The test is hard. The question is: who gets to make a decision for
whom?”

What Slee has to say about segregating childrémeiriollowing is pertinent also to the

Hong Kong scenario:

“If you have people segregated into construct one group of deserving kids and another
group of kids that we deal with to keep them out of the road of others, that I think is
really problematic. If children and parents are taken out of processes and decision-
making, about where they get their education, that too is really problematic, so there is
controversy.”

As this study has already discussed in previouptehs, there is already a built-in
system within the school allocation process in H&ogg which pigeon holes children
into designated schools.iftlike a type of racial profiling. Otherwise, thessgm would
not be feeding on itself as more and more desigretkools have propped up since the

start of this research. What Slee has offered reigiard to exclusion is that:

“exclusion will happen to different groups of people over time, as a reflection of different
social movements and global. To that extent, there will always be a need to research into
how these exclusions happen, and the inclusive question is, what are we going to do
about it, given that we know that?”

The term inclusive education however, has evolvatth imore diverse definitions

around the world. Miles and Singal (2009) querieat there is also a need to look into
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the “cultural appropriateness of educational progrees which address social and
educational inequities’® In other words, although policy makers and praxctirs are
aware that inclusive education and Education for(BFA) should be aligned, there is
the imperative that the educational needs of mahged groups should be met by
being more coherent and sustainable. Miles’ andya@is arguments converged on
samples of cases of marginalized groups with spemilucational needs due to
disabilities, or who had intellectual impairmentschildren who were marginalized as
‘ineducable’. They pointed out that if we dwell tawuch and too long on ‘individual
groupings’ such as marginalized groups with distddl, we are not really responding
to “the needs and concerns of a new global eralesMand Singal explained that
attention has moved in EFA from the original prapos of gaining access to education,
to receiving anccompleting(my italics) quality education. Inclusive educatifor all
means developing appropriate and sustainable pslmn teaching and learning. There
is a ‘value added’ attribute to inclusive educatlmerause it addresses the issues of
social justice. There are broader concerns for meihg better pedagogy and greater
competence for both the learner and the teachegat{2004) went on to explain that
inclusive education is more than just ‘input’ igcess to education, but also about
‘processes’ i.e. teacher training. Hence, for thkcp makers and the practioners alike,
there is a greater need to form an alignment in uhderstanding of the complex
concepts of ‘education’, ‘all’ and ‘inclusion’. Onlthen can context-appropriate and
sustainable policies on teaching and learning bevdr Hence, it is not only pertinent to
making education inclusive for all children, busaloffering teacher training which
gears towards inclusive education. Today’'s germratiespecially those in multi-
cultural communities need policy makers and unite@dministration gatekeepers to
produce trained teachers sympathetic to the cause ihore inclusive education. More

about teacher training will be mentioned in Chapter

Inclusion in Education

The Assistant Director-General for Education of LB wrote in his 2009 Foreword that

one of the aims of inclusive education is to “ehate exclusion that is a consequence of

negative attitudes and a lack of response to diyers race, economic status, social class,

ethnicity, language, religion, gender, sexual ddagan and ability” and that “inclusive

% The Education for All and inclusive education debate: conftimtradiction or opportunity?; International
Journal of Inclusive Education; October 2009.
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education is essential to achieve social equity Bn@ constituent element of lifelong
learning.” He also calls for a holistic approacletucation reform and this means addressing
the challenges in an education system by tackladusion. In 2000 at the World Education
Forum in Dakar, UNESCO reaffirmed that inclusionasprocess which addresses and
responds to the diversity of needs of all childréinere is also an urgent need to reduce and
eliminate exclusion within and from education. Towtline which UNESCO produced for
inclusive education included several justificatiengducational, social and economic. The
imperative was to develop ways of teaching thagrsato individual differences and change
attitudes toward diversity by educating all childrtogether and thereby enhance a non-
discriminatory society. The guidelines also stipeiidat when we set up a complex system of
different types of schools specializing in differegroups of children, the cost is greater.
Therefore, inclusive education is in the long ruorencost effective. Allowing for the

increase of designated schools in HK is in othemd&@osting the taxpayers more.

7.2.1 Defining Equity and Equality

If we go further back the timeline, the 1990 Wobéclaration on Education for All
(EFA) stipulated several points regarding inclusémd equity. Not only are these two
aspects in education reciprocal, but also veryiatue the long term well-being of an
individual because he or she can improve the gqualitlife by making informed
decisions and develop his or her full capacity.t Rdrthe EFA Global Monitoring
Report The Quality Imperative004) stressed that “learning should be based en th
clear understanding that learners are individuaith wliverse characteristics and
backgrounds, and the strategies to improve quslkityuld therefore draw on learners’

knowledge and strength.”

The above suggestions for promoting equity areimgt to this study of ethnic
minorities in Hong Kong because the individual eliéinces of these South Asian
children are vast and complex. It is interestingate that Hong Kong is showing signs
of going the reverse direction of what UNESCO regmnds for inclusion in education.
Hong Kong's number of designated schools whichrctde the growing number of

ethnic minorities, of which most are South Asiaastill on the increase.
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7.3 Inclusive Education in Other Countries
Susie Miles and Nidhi Singal (2009) contended thahe narrowing of the agenda for EFA,
there is a human rights perspective which needsritment. They cite the UK Department

for International Development (2006) which stipekthat:

“Education benefits not just children, but families and communities, and whole countries. It
improves job chances and prosperity; promotes health and prevents disease.”

Furthermore, Peters (2003) concluded that inclusidecation is a complex issue and that
there is yet no “coherent approach” to its disceuhsclusive education can be carried out at
various levels which have different objectives. Jline global needs for inclusive education
have “a range of varied motives which reflectsetight classifications of special educational
needs” (Peters, 2003). For example, in India, sigkl education focuses on providing
education for disabled children (Singal, 2004).sTis also evident in Zambia in which
children with special needs are the “sole respdlitgitof specialist teachers (Miles et al,
2003). On the other hand, Uganda’s policy rhetoridnclusive education is implemented in
a form of “positive discrimination” towards girla primary schools (Kristensen, 2006). Yet
in another context, Thomazet (2009) explained ithd&rance or French-speaking countries,
the term ‘integration’ is still preferred. This alsapplies to Quebec where schooling of
children with special education needs means thg@t is given in a mainstream classroom
rather than in a specialized place. Hence, for Ehench, the term ‘intégration’ means
admission for SEN students into an ordinary schimothe 1970’s Quebec closed most of its
special schools (Horth, 1998) and ordinary schbald to accept all pupils in spite of their
difficulties. It is worth noting however, that su@n example of inclusive education in
Quebec means admission to a special section ofdinapy school. This special section of
the ordinary school has its own separate entraritelitie chance of mixing of the students.
For the Québécaois, ‘intégration’ does not meanusige within a classroom setting, but co-

existing on the same campus.

Inclusive education can however suffer a backldshthe 1970’s several San Francisco
public schools were sued for failing to meet itigation to provide equal educational access
to the Chinese-speaking community. The Chinese granis claimed that their children

were disadvantaged because their children couldhea¢fit from schooling in the same way
as their native-English-speaking counterparts labakc The rulings of the lower courts were

overturned and the US Supreme Court ruled in fawbtine plaintiff. The ruling was:
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“There is no equality of treatment merely by providing students with the same facilities,
textbooks, teachers, and curriculum; for students who do not understand English are
effectively foreclosed from any meaningful education.” (Lau v. Nichols, 1974)
Ironically, equitable treatment is not the sameadasitical treatment. According to the court,
the schools were failing to provide equal accesedocation simply by offering the same
instruction to all students. In this manner of eg inclusive education for all Americans,

immigrants included, did not provide equitable eatiomal opportunities.

7.4 Inclusive Education in Hong Kong
In light of the above ideas from 7.1 to 7.3, thioleing part will try to define what inclusive

education is in the context of the Hong Kong edocatystem.

7.4.1 Education for All in Hong Kong

The NSS curriculum is the greatest move in edunatestructuring since the return of
HK to the Mainland. The new system not only triesbe global in its outlook by
mimicking the International Baccalaureate, butlgoamaintains strong overtones of
Chinese patriotism. As already mentioned in thdiexrachapters, not only is Chinese
language made compulsory, the introduction of labeStudies (Appendix 1.8) is a
clear sign that transfusion of Chinese nationalgstarts with the schools. The agenda
is upfront and not hidden at all. Education &br children in HK includes embracing
not only the linguistic side of the culture butatbe political and historical aspects of
China. This is the discourse that Foucault spokeeofthe discourse of the dominant
ruling party. HK’'s historical change with the hawndo is part of its social
transformation. And HK’s reality in post-1997 isagted in the political and economic
interests of China. Hence there is more to justinga&ducation inclusive for all ethnic
minorities in HK, because on a wider scope, tha@ietminorities should also be ready
to embrace the Chinese completely by being pathaf discourse. Before inclusive
education for NCS students can work, they havedotwo be included in the Chinese

agenda first.

For the purposes of re-defining the parametersnolusive education, the pertinent

ideas raised by Thomas and Loxley will be adapta@.hThe term inclusive education
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is often juxtaposed witmtegrated education and special education. ludysby Gary
Thomas and Andrew Loxley (2001), described inclesducation as something more
than just integration. They elaborated that inelestducation is about “extending the
comprehensive ideal in education”. The term indoséncompasses a more complex
range of contexts which includes political, socipkychological and educational
parameters. Thomas and Loxley went further tofreelehe parameters of inclusive to

mean “an education system in which tolerance, dityeand equity are striven for.”

However, we need to first redefine other aspecttwhspin off’ from the notion of

inclusion. Inclusion in the broadest sense meartucktion for All” as stipulated in

UNESCO. For example, in many studies or recommémuaivhich focus on inclusive

education, the argument for special education nattsfalls within the parameters of
inclusion. Special education needs (SEN) oftentimdesotes having impairments -
physical or mentally challenged students who regtrained teachers to not only deal
with instilling knowledge or skills for SEN studentbut also having to deal with the
students’ individual pathology due tonaedical deficit(Slee, 1998). Hence, in such
circumstances, special education needs refer teetlsbudents who require special
attention as a result of a physical or mental ditakhat may hinder schooling or

learning alongside mainstream students. Specialshéere mean the call for extra
attention due to medical or clinical reasons. Eaneple, paraplegics in wheelchairs
need a special programme for physical educationstodents who have Down’s
syndrome, a lower 1Q and acute myopia need to heaehers who have received

special teacher training and the experience tolaangth kinds of special needs.

The perspectives of disability and special educatieeds therefore require further
scrutiny because the very notion of inclusive etlooadraws upon itself other
perspectives of ‘disabled’ and ‘special’. As geoas these terms may seem, they also
call for an inclusionary mindset which presentssattility’ or ‘special’ as a socially
contrived construct (Slee, 1998). Thus with resgecthis study, there are ‘special
needs’ for the ethnic minorities in Hong Kong besmof their ‘disability’ which is not
being able to use the Chinese language to furtimease what Bourdieu coined as,
“cultural capital”. Thus Slee’s (1998) stipulatiam the notion of ‘disability’ is, “a
socially contrived construct, which is deployed iagh minorities enforcing social

marginalization.” Inclusive education of the ethmignorities in Hong Kong means
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including them in the preparation for lifelong leeng skills to ‘survive’ in Hong Kong
so that they can “live and work in dignity” (EFAQ®). The social order in Hong Kong
excludes many ethnic minorities from fully realiginheir potential as professional
contributing individuals because inclusive educatis not clearly defined in the
curriculum. The result of which is a kind of soamarginalization quite unique to Hong
Kong. The initial results of the recent Educatioefdm will make its first wave in
terms of secondary school graduates in 2012. Témusgsion about inclusive education
cannot disengage itself from social and politicslues pertaining to the recent policy
changes in Hong Kong’'s educational setting. To aiate, the latest Hong Kong
Education Reform affects all students, ethnic miga@tudents included. Thus with the
new revamp in curriculum, education is not &lrin HK. Tomlinson (1987) explained
that it is useful to interpret events in the compdeea of special education needs. One
of the issues she critiques is that it is easiexeimine social processes when we look at

how ‘achievement’ is defined. However, she alsaigse

Who, for example, decides what achievement is in a society where the highest achievers

are almost always white, upper- or middle-class males? Why does being a poor reader

and working class seem to have much more serious and long-term social consequences

than being a poor reader and upper or middle class? (Tomlinson 1987)
Drawing upon the above, we can somewhat concluslmiar rhetoric when we think
about the ethnic minorities in Hong Kong. Only thisie, we factor in the racial
identity of the Hong Kong citizen. In other word@mlinson’s question can be adapted
as: Why does being a poor reader in Chinese lamgaad working class seem to have
much more serious and long-term social consequdoceay, a Pakistani or Filipino in
Hong Kong? The more serious and long-term sociasequences for ethnic minorities
in Hong Kong is the inability to cash in on theiic&l and cultural capital because they
will always remain on the bottom rung of any car&etder. Since achievement is
defined by the number of passes earned at HKCEE HIKAL, the education
atmosphere in Hong Kong circumvents a naturally petitive arena which only
welcomes privileged players. What comes to my naimdesearcher is the 2004 theatre
production,The History Boyswritten by Alan Bennett. It is a story about a groaf
boys in England preparing for their A-Level exambey are of course, white English
boys preparing for the Oxbridge examinations. Amahg many other themes

embedded in this play, the plot is about a groupays whom Tomlinson might refer
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7.5

to as “white upper-middle class high achievers’e Bpin off question frorthe History
Boysthat demands an answer is: Why are there so feth swian high achievers in
Hong Kong? In other words, has the Hong Kong edocatystem failed to cater for
the special needs of ethnic minorities in Hong Kdigmlinson also argued about how
critical theorists offer answers to ‘why childresilf Her conclusion is not new
knowledge. The intrinsic reasons for failures iasthe social, economic and political
structures of a society. However, suishthe viewpoint of critical theorists. They
question the deficit model of children, as Tomlimsexplains, by which negative
properties intrinsic to children are assumed. EXemmpf these intrinsic negative
properties are low I1Q, disability or inability. Arttiese properties or impairments are
responsible for the child’s educational failure.wéwer, these reasons also cannot be
disengaged from the “way that education often hpgproduce the children of black,
minorities and working-class into inferior, poweste social positions” (Tomlinson
1987). Paul E Willis expounded on this similar idiedis bookLearning to Labourln

it, he argued how “middle class kids got middlesslgbs is how others let them” and
how “working class kids got working class jobs ibythey let themselves.” In other
words, children learn disempowerment just as they learn empowermentin the
context of this study, as expressed by some ofriigeviewees in this research, there
are strong opinions towards what kinds of “negatjw®perties” (as coined by
Tomlinson) ethnic minority students in Hong Kong/@aThis will be further discussed
in Chapter 8 which will tease out whether or nongldong is inadvertently producing

more and more disempowered ethnic minority children

Conclusion — Opportunity or Oppression?

In conclusion, the discourse of a dominant groupaies strong as long as the dominant

group constructs dominant stereotypes. Dominamestgpes in this context mean the

contrived perceptions that EM students in HK argsde in aptitude. To revise what was

discussed earlier, EFA and inclusive educatioreasmmended by UNESCO, needs greater

collaboration and synergy. In the context of Hongnlf, the NAS is a new attempt to

streamline the transition of formative years scmgpinto tertiary education. But the concept

of EFA and inclusive education as described inmegtobal initiatives are not yet clearly

spelt out in the ‘inclusiveness’ @il students in Hong Kong. Thus initiatives should mea

more than just access to education, but also rteeaiddress a greater collaboration between

policy makers and practioners. The rise of desgphathools in Hong Kong is a new form of
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exclusionary practice — not inclusion — and the Né&&llowing exclusion to propagate. We
have to probe further whether segregation of ethmirity children into designated schools
in Hong Kong is the answer to special educatiordsesf EM students. Although SEN is
catered for, it is done so in the name of segregatihich is a different of labelling with

strong racial prejudice.

The NSS curriculum does offer equity to all studeimt Hong Kong in terms of entrance
requirements for further vocational course or HEt 8is applies to only those students who
have already started on an ‘equal’ footing in wh@iinese is already their mother tongue.
Hence to re-cap the initial research questionimttiesis as to what kinds of opportunities do
EM students have for further education, the anssvstraightforward. For as long as students
(ethnic minority or otherwise) opt to take the HKIBShe opportunities are there for them to
compete for a place at HE in Hong Kong as long ey tmeet the necessary entrance
requirements for the programme they seek to emroBut as Dr. Liang of MIC school
mentioned, the opportunities for further educatisnalready blocked; for at the very
beginning, EM students are not expected to reaehsdme standard of Chinese as their

Chinese counterparts.

In his comment on the issues which surround segoegsSlee (2009) remarked that “there’s
always been a controversy around the relationskeipvdéen that which is described as
inclusive education, and traditional forms of spé@ducation.” SEN in Hong Kong has
taken on new parameters because the teaching aminig of Chinese as a second language
should also be considered as a ‘special need’ Her growing numbers of non-Chinese
children in Hong Kong. Their disability is in thdieing culturally and politically constrained

from mainstream schools and this is quickly becanainong haul problem for Hong Kong.

The learning of Chinese as a second langusgespecial need in Hong Kong. For ethical
reasons, although it is challenging to implementgdes not mean it should not be done.
Hong Kong has no excuse to say that it does not tla& funds to initiate this. Inclusive

education in Hong Kong must address the speciatatiuin needs of the Chinese linguistic
disability of ethnic minorities. There is a preggimeed for the Hong Kong government to
take full initiative and responsibility in ensuritigat the South Asian children in Hong Kong
do not remain marginalized or disadvantaged irr tibinese language ability. Regardless of

ethnicity or national origins, non-Chinese studentslong Kong need the Chinese linguistic
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skills necessary to beconpeoductivemembers of society. Linguistic proficiency in Cleee
is essential since it is in Hong Kong, among thestmmportant skills and it is a necessary

tool for equality of opportunity in Hong Kong.

The four research questions put forward in ChaPtee are addressed but only somewhat
resolved. | consider them only somewhat tacklecbse based on the collected narratives of
the gatekeepers and ‘outsiders’ interviewed, thplied equity in the NAS reveals that a
looming vicious cycle of exclusion in educatiomit being addressed by EB in earnest. The
initial question seeks answers for further educatipportunities for ethnic minorities who
live in HK. Further education opportunities are italae, although not always within reach.
And in fact, further education opportunities arerpy, but only for those who have reached
above and beyond middle class income groups. Mahgice minority Hong Kongers,
however, belong to the lower income group. Theeeraore answers to the second research
guestion as the student informants have revealdlerinterviews. On the one hand, they
find themselves ‘taken care of’ in a designatedsethko that the gap of learning Chinese as a
second language is lessened. On the other hdmdg eninority children who wish to pursue
education beyond secondary school boundaries fingkriy challenging to leap over the
hurdle of the exit exam and into higher educatiecduse they have already hit the glass
ceiling of schooling which is the end of secondachool. Slee (2009) contested that any
“one form” of school is not adequate “for a whodege of students with different needs.” In
a designated school, there are those on one ghéd pble who are like Cherise and Aisha. In
spite of the HK curriculum and their narrow choafesubjects, Cherise and Aisha are able to
reach HE via the UGC subsidised places. For thdse want to enter a UGC-subsidised
place in HE, but are unsuccessful, they have te takdetour via an Associate Degree
programme giving up. From another perspective,d@lenges are not unique within or
amongst the EM students themselves because thesegregated into a comfort zone. The
‘apartheid’ setting gives them an unrealistic pecsiwve of the level of competitiveness in
pursuing HE. This unrealistic perspective stemsnfio kind of homogenous setting where
the EM students do not have much exposure to Chipesr influence (and vice versa) in
their formative years as an adolescent. The comzfmme setting is ironically an oppressive
setting, but many residents of the EM communityndd understand the complex nature of
how disadvantageous it can be for students to atendesignated school. Only after
graduating from secondary school do EM studentkzee¢he unique challenges they face.

The informants in this case study described they tinly realized after graduation that their
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alma mater turned out to be a deficit exclusiveostbf ethnic minorities. Not only did these
hard-working students miss out on integration, thksy realized that the lack of proficiency
in Chinese language was prohibitively punishingdose their road to further education or

job-seeking is curbed by their own inadequacieptsed’ on them.

The third research question has more straightfawamswers as opposed to the other
questions. The immediate response of the EB in wgrtowards the educational provision
for ethnic minorities in Hong Kong in the educatipalicies is what Gillborn (2009) coined
as “add-ons”. He described that there will be sgieaitiatives here and there, but could be
short-lived and soon forgotten. He went furtheretplain that policy makers are more
concerned with maintaining equilibrium, but thagyhare not serious in reducing oppression
by addressing race inequalities. On the one hduede twill be debates about social mobility
or the state of economic gaps found in students fitee lower income group against those
who can enjoy the privileges of an elite schoolt bn the other hand, there will be no
“meaningful moves” from the government (Gillborn0®). The foremost concern that should
be addressed is the approval of the ever growingben of designated schools in Hong
Kong. Gillborn (2009) mentioned how in the UK, ‘et) by ability’ has also sparked much
debate. There are black students in a UK schotihgewho “are disproportionately put in
the bottom groups where they cover less of theiadum” and this applies to classroom
settings. The similarity of situations can alsoftmend in Hong Kong, but to a larger extent
more severe because we speak of a whole schoolstisat aside due to their ‘ability’ or
rather, their ‘inability’ in the Chinese languagdehe problem of setting and streaming is

succinctly expressed by Gamoran (2000) below,

“when educators divide students by achievement levels, they also tend to
segregate them by race, ethnicity, and social class. Because of inequality in the
wider society, test scores tend to be stratified along these dimensions, so classes
restricted to high-achieving students tend to have a higher number of majority-
race and privileged social class students relative to their proportion in the overall
student population of the school. Correspondingly, minority and disadvantaged
students tend to be overrepresented in low-level classes” (p 2)

In short, the EB is trying to resolve problems edi®y offering piece-meal solutions such as
passing double standard recognition of Chinese wiage qualification in the form of IGCSE
or HKCEE / HKDSE. Ethnic minority students can d&pt either exam, but in reality the
IGCSE level of Chinese is insufficient for HE reguments. This brings us to the final
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research question pertaining to empowerment ofietminority students. Policy makers in
Hong Kong should not think that designated sch@idfectively allow teachers to target
students’ learning needs. These settings do nadgatét inequality, but does the reverse.
Students are already given the short end of tloi §ly being a non-Chinese growing up in
Hong Kong. And students like Cherise and AishauamJwho are essentially high achievers
get trapped in a system that not only exacerbatxgualities in assessment but also condones

social segregation.

The label, ‘Non-Chinese Speaking’ or NCS Hong Kshglents as opposed to ‘international’
students is the first tier of valuation. As théetiof this project suggests, “Dividing Classes”
does not only imply how Chinese Language classetesignated schools have been divided
in Hong Kong. The second tier of valuation impliesw the educational glass ceiling for
ethnic minorities hinders them from an upward saonomic class. The stagger in this
upward mobility can be retraced to the provisionasflack of, Chinese language skills and

the policies which govern the entrance to tertedycation in Hong Kong.

A review of Fig. 3.1f, which encapsulates the haesiity that EM students face in the Hong
Kong NAS, suggests that this new educational revenmpt a viable system. To educate is to
develop the faculties of a person. Unless we agaldpg about the ‘Technologies of the Self’,
by which Foucault describes the "autonomous" irligi's capacity for self-control with
regard to how this autonomy is linked to forms obmomic exploitation and political rule,
then Hong Kong is violating the rights of the nohi@se student who studies in a designated
school. In this understanding, the EM students satgordinated people because the NAS
represents educational domination in favour ofGtnese students. The EM students have
litle room to manoeuvre any form of choice witlyaed to schooling options. If the NAS is
sustained, the way in which this government rueggressive. Based on Fig. 3.1f, the dotted
circle should be non-existent. But the NAS theariaa asymmetrical power-relationship, and
not only is there a handful of designated schaoldK, the rise in numbers of such schools is

at an alarming rate.
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Fig. 3.1f Harsh Truth for HE Chances for NCS Ethnic Minority Students
(See Legendin Appendix 3.1)

Having revisited the four research questions aedatfove diagram (Fig. 3.1f), this chapter
draws to a close and the next chapter points tayafarward and will try to move on to what

suggestions can be made to prove how Hong Kongbeamore global in its education

policies.
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CHAPTER EIGHT
THE WAY FORWARD

8.1 Recapitulation and the Race to Re-harness Eduian Opportunities

Chapters 2, 5, 6 and 7 raised pertinent questievslving around linguistic equity, cultural
capital, the idea of power/knowledge struggle, atsb re-interpreting social justice in the
form of inclusive education. In addressing theserthtic issues, this thesis has looked at how
ethnic minority children in Hong Kong thrive in segated schools. It is improper to claim
that all Hong Kong resident ethnic minorities aggpressed handfuls who are unaware of
their education rights and rights to universal mgé in Hong Kong. But on the other hand,
these smaller ethnic communities in Hong Kong aneffom being emancipated in their
socio-political status. With the limited numberinformants and the challenges of being an

independent researcher, Chapter 3 addressed tie dditimitations that this study has.

Since designated schools only results in furthgresgtion of the ethnic minorities, they are
further corralled into stigmatised minority commiigs. These schools have further sprouted
into the outer areas of the New Territories, where are more government public housing
estates for the lower income families. The mere nsnumbers further complicates a new
form of institutionalized racism. There is a needquickly curb this from becoming a
phenomenon before they turn into an ‘accepted namnthe Hong Kong education setting.
Hong Kong should not condone this because EM stad&muld be given the tools to re-

harness education opportunities.

Hong Kong is global in her acceptance of those wdromeasure up to a kind dividend to the
economy of Hong Kong. However, Hong Kong is notbgllowhen it comes to embracing the
international community, in the likes of the Soétsian community in its education policies.

The kind of apartheid education that Sweeting (}98&ntioned is still present and there are
no signs of it being tackled with a clear and léegn plan from the EB for true academic

equity that can enhance social equality.
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8.2 Rebranding the Designated School

The Head Teacher, Dr Liang of MIC expressed atintegview that it would be ideal if one
day there will be no more designated schools lik€CMdeally, Dr. Liang said, if every
mainstream school accepted 5 to 10 students fra@sanated school, there will no longer
be this blanket of designated being “lesser” beeangruth, the EM students cannot receive
equal treatment when it comes to Chinese languegeihg. Only 5 percent of the HK
population are non-Chinese, and out of that peagenis South Asian or Asian resident
children of schooling age which amounts to onlyuaicb10,000. Thus it is not surprising that
immediate changes are not ensured because thendeéffoa all ethnic minority children to
be educated as fluent Chinese language learnact tsgh. Ethnic minority residents in HK
do not rake in as much income as opposed to thee mpoyductive community of the
expatriates in HK. In fact, there are also gragsraunorities who are reliant on government
welfare as well. It seems that this minuscule fomcbf HK residents is not a priority for a
long-term investment such as designing for theralrnate Chinese language curriculum in

the package of second language acquisition.

What the EB can think of doing however is to tdke fready-made’ designated schools and
rebrand them. In universities the world over, aittpent in marketing to rebrand their
schools. This is an important move when a univwemsants to change its image for various
reasons, in order to increase the number of stualémissions. Granted, HK taxpayers might
not want to spend money in revamping the image designated school. But like what
happened to MIC when she turned into a designatiedos almost overnight, the same could
be done if all designated schools collaboratec&bvand themselves as an exclusive Chinese
language school. In other words, rather than bbnagded as “designated” which denotes a
less glamorous status, the image of being “exoblgiChinese” and yet international can pull

off a completely new dimension of an image of agbdtafter school.

Cucchiara (2008) drew on observations and intervidvat northeastern American middle
and upper class parents are targeted clientelecahdgain and retain positions of influence
over the direction” of a school. Thus there areosth in “regenerated cities” that are re-
branded and promoted to these affluent families.dddstandably, this will further

marginalize lower income groups and minority pasetfttis like “reinscribing existing status
positions and inequalities” (Cucchiara 2008 165)drgeting wealthy families. This may be

true, especially when schools are merged or “taken” by another larger group or groups
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of schools. In Hong Kong, one such school is thetugaoese Community Schools, Inc.
Escola Camoes built in the 1950s. In 1996 the estkblished Po Leung Kuk charity group
took over Escola Camoes and rebranded it as “tbeepr DSS primary school in Hong
Kong” and renamed it as Po Leung Kuk Camoes TarLi@iPrimary School. The rebranded
school takes pride in claiming that it is truly gedtowards nurturing global citizens because
it has “created a multi-cultural cosmopolitan atpteere” for both Chinese and non-Chinese

students.

Rebranding does not mean only the change of adogefurbishment of school premises, or
for that matter, knocking down a whole school aelduilding a newer campus. A few DSS
Band 1 schools have in the recent 10 years, anecastly as 2010, done this in Hong Kong,
namely, Diocesan Girls’ School (DGS), Diocesan B&shool (DBS) and St. Paul's Co-
Educational Primary School (SPCPS). These are aeumf DSS schools in HK which
already thrive on a legacy of having an ‘internagiboutlook’ and are also Band 1 schools
that have further undergone extensive refurbishmaem@ more than a simple cosmetic
campus change. These schdbse the well established schools which are velgcsen
their intake of students. Hence, a student mustdir be an all-rounder — academically and
otherwise — before being offered an opportunityaorinterview. Students from such schools
in HK are those which Cucchiara (2008) refers t@latdren from “professional families”.
And as seen in Chapter 3, an EM family is furthegregated from an opportunity to enrol

into these types of Band 1 schools because ofgheenof their annual household income.

English has always been the language of the ediliagiper class in HK, and all upper
echelons require a high standard of English. Thanton language of communication in
most designated schools is English and if the sabln be turned, it will be the Chinese
students who will want to consider enrolling inexclusive Chinese Language school which
already has a major population of English speakstgdents. These once-upon-time
designated schools can be rebranded into beinglyopenlusive, but not segregated. The
designated school is “othered”by being racially profiled, but an exclusive Cliae

Language school can be rebranded as a languaggeahd thereby raising its profile and

status because it has a specific purpose and theeadinlates itself. The ‘class identity’ is

% DGS was established in 1860; DBS was established in 186SR@AS was established in 1915
%" The idea behind this word is borrowed from Gayatri Spivedéay "Can the Subaltern Speak?"--originally
published in Cary Nelson and Lawrence Grossbéfgiism and the Interpretation of Cultu(@988)
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reversed and no longer comes across as a schodh whople flee from but a school which
people will covet being a part of, because the €@nLanguage school now as a status of
specialization. And more importantly, the purposie), mission or what-have-you is much

clearer for the public to know about.

Most of the hardware is already there in a deseghathool. You have your dedicated team
of experienced teachers who are already very famiith the system and the needs of EM
or NCS students. And in the process of re-brandihg, ‘whole package’ is redone by
including a rigorous teacher-training programmedgaming the qualifications of Teaching of
Chinese as a Second Language. This evolved Chirmegpiage School therefore can also be
the source of practicum for the HK Institute of Edtion and the various Universities around
HK. The Chinese Language School can be a traimthgd specifically with foreigners in
mind. The principles of teaching English as a sddanguage are similar to the teaching of

Chinese as a foreign language.

The HKCEE will be completely nullified as a mechamifor students to earn their secondary
schooling qualification in 2012. Thus by introdugia lesser equivalent of Chinese language
learning and its assessment for NCS, is a temparanysolution to pacify the requests of
those who want Chinese literacy for EMs in HK. Ither words, by the time the NSS
Chinese syllabus enters its full swing phase, thrdaulum for NCS students who want to sit

for the Chinese Language exam has to be reviewaid.ag

In so far as the IGCSE Chinese Language syllabusoigerned, there are no proper
textbooks recommended by the EB, or standard tegctdols for teachers to use. Any
teachers involved in the teaching of Chinese Laggua EMs in HK are left to their own
creativity and pedagogy to enhance NCS studentedome Chinese literate. This becomes
patchwork teaching and frontline teachers haveawd stumbling over obstacles of teaching
NCS students without direct support from EB. Witbger channelling of resources from the
EB and the government along with expertise fromlijed academic personnel in the
teaching of Chinese language, several facets inngaducation inclusive can take place at
the same time. For one, it is revamping schoolioticgs so that minorities areore
included, and not offered piece-meal policies ¢éra$chool support for Chinese as a second
language learning. Another is the expansion of Headraining in Chinese as a second

language acquisition. HK can set the stage to e Racific’s forerunner in teacher training
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for Chinese Language acquisition. Aspiring Chinémeguage teachers can make HK a
choice to receive teacher training in ‘Teachingrése as a Second Language’ (TCSL) or we
can stylistically change this acronym to TeCSLptake it more pronounceable. There is a
niche that HK can carve out for herself so thatn€ké as a foreign language does not need to
be a second language course which people enranigrat tertiary level for self-interest at
language centres, which is similar to what the €sinUniversity of HK is offering right now.
Chinese can be introduced to school age childrelo w&te from all sorts of ethnic
backgrounds. The Chinese language is an instrufoeqib-seeking in HK. It is as much a
skill as knowing how manoeuvre machines. In théofaihg section, ‘Content and Language
Integrated Learning’ (CLIL) will be discussed. $talso a way forward for HK if she wishes

to truly make Chinese inclusive for NCS students.

8.2.1 Content and Language Integrated Learning (CLL)
In the recent Cambridge publication (201Q)IL Content and Language Integrated

Learning the authors Coyle, Hood and Marsh explained@hak is a:

“Dual-focused educational approach in which an additional language is used for the
learning and teaching of both content and language. That is, in the teaching and
learning process, there is a focus not only on content, and not only on language. Each
is interwoven, even if the emphasis is greater on one or the other at a given time.”

The unique approach to CLIL is that it is contenit«eh, and hence learning in the
learner’'s ‘foreign language’ or second languagdermrds the experience of learning
because it is different from existing language#ag approach. In other words CLIL
is an educational approach in which “language-stp® methodologies are used
which lead to dual-focused form of instruction wdettention is given both to the
language and the content” (Coyle, Hood and MargstORQf applied within the context
of HK, the EM students can learn their subjectshieir ‘foreign language’ which is
Chinese. NCS students can for example, study Mathesnin Chinese, thus providing
more exposure to the language itself. The unigeenent of CLIL is that it can be
applied in various ways for different types of leans. CLIL is the ‘vehicular language’
in which the student learns the subject. Languageethodically adopted to suit the
individual learner. There is now more demands orkinga Asian, European and
heritage language the vehicular language for legrriihe authors of the books describe
that with globalization and demands of a moderncation, CLIL can open doors for

immigrants to a better socio-economic and politeogderience with their nation.
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The following quote is taken from the website ok tBuropean Commission for
Multilingualism, on the subject of Language teaching. Its supmodeclare that CLIL
is possibly the one of the best methods of teacstindents from primary school all the
way to HE. The principle behind the teaching i4 thédinvolves teaching a curricular
subject through the medium of a language other thahnormally used. The subject
can be entirely unrelated to language learningh sichistory lessons being taught in

English in a school in Spain.”

The CLIL method is very effective and successfuEurope in the last 10 years. The
idea behind this is that instructors or teachersking with CLIL are already experts in
their own field or subject rather than traditiot@hguage teachers. They are usually
fluent speakers of the target language, bilinguahative speakers. The main idea is
that the learner is gaining new knowledge about 'tten-language’ subject while
encountering, using and learning the foreign lagguaFor example, the EMs in HK
can learn Geography in the dominant language oh&3a from teachers who are
working with CLIL.

Hargreaves (2003) explained that CLIL cultivatée@smopolitan identity” and this is
exactly what HK needs. HK is indeed an internatiaiy but it is nowhere near being
cosmopolitan. Because in being a true global aitiaee can generate tolerance of race
and gender differences. There is a natural cuyi@id willingness when learning and
using languages from other cultures. The globatesit also shows tolerance towards
excluded groups. This is the reason why the relimgnaf designated schools into an
exclusive Chinese Language School can be an inloovahd the next step in making

HK more embracing of excluded groups rather thanegmting the EMs.

8.2.2 The Chinese Language School

As a responsible government, Hong Kong has the Inobtagation to ensure education
for all her citizens without discrimination (Lope2004), and bound by other demands
such as the Bill of Rights Ordinance, the Basic Laavd other international protocols
such as the ones laid down by UNESCO. The provigidree education in Hong Kong

is now increased to twelve years, which means tinéilend of secondary school. In
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other words, there is no legal right to educatitieracompulsory education ends. The
choice of entry into tertiary institutions or HEpwever, is arbitrary and no longer the
government’s obligation to provide further educatiblence it is a challenging issue if
ethnic minorities or NGOs who speak on their betrglto enforce this right in practice.
But if ethnic minorities were to truly adapt togliin Hong Kong, the kind of piece-meal
solutions such as those mentioned in the previtapters are not a solution. The
mother-tongue teaching policy had already beendaidn. In order not to be branded
discriminatory, the Hong Kong government needs Hows more transparency in its
initiatives to provide a comprehensive Chinese luagg training for anyone who is
given a right of abode in Hong Kong. If it is ladldwn in policy that education is fail,

then this should also include preparialy primary school age children in HK to be
skilled in Chinese language. In the same way Euyrépstralia and the US introduce

European languages or English to their new immigran

The creation of designated schools only result$uither segregation of the ethnic
minorities because they are corralled into stigeeati minority communities. Thus
rather than condoning segregation in the name iafjlaesignated, and receiving piece-
meal Chinese classes from teachers untrained iondetanguage teaching, these
designated schools can be rebranded into an exel@hinese Language School that
adopts CLIL. In HK, word of mouth goes around vepyickly, and savvy Chinese
parents alongside expatriates might turn the tadmesnd and opt to send their children
to such an exclusive school, because it not ordynptes Chinese culture at the top of
its agenda, its intake is also international. lfirsernational Chinese language school is
founded, and it has a school mission of teachinmé&d® as a second language as its
priority, it can attract a larger pool of studerft®m various socio-economic
backgrounds. Armed with Chinese language acquisistudents then have the power
and the option to apply for other schools if theyssh.

The EB can turn a defect into something more liggatVith so much being brought
up by rights groups, now is the best time to adimaxclusive Chinese Language
schools — transformed from designated schools. iWithe generation (i.e. 12 years),
HK will see the fruition of her investments. Thssalso an excellent opportunity to
introduce comprehensive teacher-training programrimesChinese as a Second

Language for aspiring language teachers. Teachenirtg institutes and universities
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should see this as a potential market demand. i@ffemiversity programmes such as
teaching of Chinese as a second language (TCShp@ssed to Teaching of English as
a Second Language (ESL) can be a niche that Homg i€an carve out for itself. The
Chinese language in the global market is a muchghgeafter skill amongst
professionals and laymen alike. Hong Kong remailiskéred if it only sees that
investment in Chinese language teaching is forgtsed children. By adopting CLIL
and similar expertise in the teaching of a secamgjuage, the mandatory learning of

Chinese can make schools exclusive by being ingusi

Although difficult, it is not impossible to chandgkee mindset of all people in Hong
Kong that ethnic minorities are not second classezis who only deserve second class
education. But at the same time, schools mustl imsthon-Chinese children that the
Chinese language is essential in Hong Kong. Ethmiwority children must be taught
that cultural capital is their key to other formscapital that leads to upward socio-
economic mobility. Not being Chinese is not an eecto give up on learning Chinese
and both teachers and learners should adjust #ohitegy and learning attitudes - the
thought that Chinese language learning is veryiadiltf to teach and very difficult to
learn. The educational system is part of the kndgde/ power struggle that shapes the
lives of all children and by encouraging EM studetat sharpen their Chinese language
skills they will not be denied a closer experientéhe Chinese culture. Most important
of all, for social, economic and ethical reasortsjsi imperative the EB put an

immediate stop to sanctioning new designated sshool

Sweeting (1992 67) mentioned that “the transiemineaof the Hong Kong population
has often been used as an excuse to avoid longq&mming and, especially, as a
reason to refuse to improve both quantitative audlitptive aspects of education.”
However true this may seem, times are moving swidihd HK will have the third
Chief Executive at about the same time as the imefgation of the NSS in its full
swing. Thus HK has to move away from its own kifidypartheid education (Sweeting
1992 44). In the same way Chinese parents asguadttieir children learnt English
during the British colonial days, ethnic minoritgrpnts also aspire that their children
be fluent in Chinese. Hong Kong is a lucrative pléa live and work in. It looks like

we welcome internationalization only by way of opess to foreign values and norms
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as seen in the trajectories of political opennessld markets; cultural impact of other
countries and so forth, but in the very essencghiim we have herat home— Hong
Kong — we have not yet fully embraced the ‘inteimadiness’ of the diverse ethnicities
who can on the contrary, make Hong Kong, “a woilky”c In other words, if one
immigrates to Hong Kong as a professional or fimanavestor who can measure self-
worth on a monetary scale, then the welcome-to-Héomigg mat will be laid down.
Hong Kong can and should invest in her South As@nmunities by way of education.
As long as people in Hong Kong have the right obddy and even if they have an
agenda of transient residence in Hong Kong, thgiliéen worth of an immigrant,
whether or not he or she holds dual identitiesukhbe valued. Only when resident
children are comprehensively schooled in a noneoias/stem can they step into the
professional arena of Hong Kong. Perhaps the EBIdheconsider its preferences for
an ‘“international outlook” as suggested in the NABiere is already much
“internationalness” embedded in this “world citghinese children need not look too
far to understand that the South Asian communitylamg Kong is as ‘international’ as

the expatriate community.
As a closure, Chapter 9 will revisit the philosagahiideas mentioned in earlier chapters

and | will conclude with a strong personal conwaotiof what lies ahead for a South

Asian student who aspires to be part of Hong Kohgser education.
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CHAPTER NINE
CONCLUSION

9.1 Dividing Classes

I would like to revisit the ideas of Antonio Gramson hegemony, Foucault on
governmentality and the power/knowledge binary; timally end with the arguments of John
Rawls on social justice as part of the last fewutias with regard to this study. In the
previous chapter, a few innovative and optimistieas were proposed as recommendations
for a way forward to ascertain that the ethnic migccommunities in Hong Kong are dealt
their fair share of education opportunities whicbud give way to all sorts of infinite

possibilities of enjoying the goods of a laisseefgociety.

Looking again at how Hong Kong is going througtsthajor transformation of revamping
educational policies to make way for new ones, shtvat the new 334 road to a better
education is actually a road paved for the bougjefmiddle class, the elite and the wealthy.
The grassroots majority and the rest of the workilags will have to clock in more hours to
accumulate more of the very recently implemented$28 per hour minimum wage in
order to pay for an ever increasing schooling egpefranted, those who earn less than the
minimal wage or those families who depend on gawemt welfare can receive token
subsidies to pay for other expenses for their ohil$ education. However, just as there are
many Chinese families who are not eligible for goweent financial support, there are also
South and South East Asian ethnic minorities whd themselves in a similar predicament
when it comes to school-related expenses. How thig®ntirely tie in with the topic of this

research? The answer lies in the very nature of wisagregated school is.

The numbers of designated (or segregated) schawis imcreased almost three-fold in the
last 10 or so years and at the closure point of théearch, there are now over 30 of these
schools peppered around the poorer districts ofgHéong. The students who attend these
segregated schools often will not be able to cotafyleenjoy the wide range of (optional)
learning experiences attached to the new acaddmitwre because the outside-of-classroom

activities incur larger expenses. The NCS groupctvhhispeak of in this study have a greater

28 The Statutory Minimum Wage came into force on 1 May 201 ltlanéhitial Statutory Minimum Wage rate
is $28 per hour. (http://www.labour.gov.hk/eng/news/mwo.htm)
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chance of falling into the two categories of a)nigeethnically profiled by the EB and b)
being in the financially volatile group becausegdgarm high-paying jobs are not frequently
offered to the less educated. Gramsci pointedlattthe ways of Capitalism entrenches the
society further into the controls of economy, pecditand violence, and above all, in ideology
(Fontana 2008). In other words, the hegemonic reilthat dominates a capitalist society is
the core values of the bourgeoisie; their valueoime everyone else’s values including the
working-class. The working-class learn to shapér tidentity alongside the bourgeoisie. In
doing so, the working-class inadvertently help re@mthe status quo rather than revolting
against the structure. Rather than being lured lbeving that bourgeois values are
‘normal’ and ‘correct’, Gramsci argued that the Wog-class should first come together to
produce their own cultural hegemony, and exertrtbein intellectual and moral leadership
so that working-class intellectuals can articulfie the working-class masses. Within the
context of this research, Gramsci’s ideas throwtligpon the crux of the argument of this
research in that the few (as opposed to the domimegemony) must first come together to
form their own class consciousness and emerge att@véconsented” coercion. In this
perspective the hegemonic language is Chinese. jArityaof the ethnic minorities in Hong
Kong would argue that Chinese is a challenging uagg to learn. How then can ethnic
minorities grasp the language of power in Hong Kbig be part of the hegemony is to be
tri-lingual and bi-literate. However, based on tetady, most of the public, including the
middle class and the working- class alike beliend are convinced to believe that because
Chinese is difficult to learn, it is better to setheé ethnic minorities to segregated schools. In
order to ‘fit in’, one would argue that the mingritave to be given the power to understand
themselves in the same way the subaltern classestbastruggle to create their own reality
in order to understand that the hegemonic langhage is Chinese. It is not a proper form of
‘value’ to believe that one can manage to “get &yén without any Chinese or to “get by”
with a very limited Chinese. The question is: de thinorities wish to remain subaltern or do
they wish to merge with the dominant hegemony? rsleoto merge with the dominant
hegemony, the wish to be at least bi-literate ithbBnglish and Chinese must first be
fulfilled.

The more complacent the minority become, the mbis easy to generate what Foucault
terms ‘docile bodies’ — a term which is used inremuic or political institutions (Foucault
1975). ‘Docile bodies’ are a result of how the induals are “taught” to govern themselves.

In other words, people are controlled through tastins. In light of this study, schools or
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rather, designated schools are examples of instisitwhich create their own discourse -
creating people (students) that are governable. mbmbers of a designated schools are
examples of the subjugated — the docile bodies. tArgdis how governmentality comes into
play. Determining what ethnic minorities have taarte as opposed to what regular
mainstream schools learn; or in this case, deterntmat ethnic minoritiecannot learn
Chinese in contrast to what their Chinese counttsman learn is an example of the ruling
power creating a discourse to justify the norm. Thetaphor of the panopticon which
Foucault uses when interpreting Bentham’s desigm &lao be further extended in this
context. On the one hand, the panopticon desctibesa group of prisoners embodies the
form of control. The “designated” ethnic minoritiekso embody a false sense of awareness
that these are the best-suited schools for therausec (they are told) that other types of
mainstream schools cannot offer them what theydheghe idea that ethnic minorities are
not aware of what other alternatives are out thmekes them an example of the subjugated.
If however, at one point in the near future, ann&thminority knows more (via higher
education) i.e. know more about what the real (hegec) power is, then this knowledge
will form more power to the individual because tisshow the power/knowledge binary
works. Knowledge leads to power, and more poweatdda more knowledge. When one day
the ethnic minorities can subvert the discoursen tihey can also subvert the power. But that
can only happen when ethnic minorities have leiatdominant hegemonic language which

is Chinese.

Schubert (2008) explained that in Bourdieu’s défmi of ‘suffering’, “contemporary social
hierarchies and social inequality, as well as tféesing that they cause, are produced and
maintained less by physical force than by formsswinbolic domination.” This kind of
domination is referred to as symbolic violenceshort, language is the symbolic violence
and seen as “an instrument of power and actionuf@ieu and Eagleton 1992). In whichever
angle this is viewed, empowerment for the ethnicanties to be part of Hong Kong’s higher

education can only be achieved if this symbolidenae is lifted.

Finally, a walk through John Rawl& Theory of JusticeRawls conception of justice is that
people are equal and free. Our freedom consistsiirpossession of 2 moral powers. These
are having the “capacity for a sense of justcel for a conception of the good.” Rawls
believed that in order to be equal, we must alstiully cooperating members of society.” In

the context of this study, Rawl$wo Principles of Justiceffers an illustration of a political
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conception of justice based on a) that “each pelsman equal right to a fully adequate

scheme of equal basic libertiediich is compatible with a similar scheme of liixes for all”

and b) that social and economic inequalities arsatsfy two conditions. First, they must be
“attached to offices and positions operatibunder conditions of fair equality of opportunity”;
and second, “they must be to the greatest benéfih® least advantaged members of

society.”

The above equal basic liberties include 1) freeddrthought, 2) liberty of conscience, 3)
political liberties, 4) freedom of association fEBedoms specified by the liberty and integrity
of the person and 6) rights and liberties covengthle rule of law. Another of Rawls’ ideas
that can be considered here in this study iifierence Principleas well. The explanation
of which means: “inequalities in the distributiod goods is only permitted if those
inequalities benefit the worst-off members in stcfeThat is to say, “every member in

society has an equal claim on their society’s gdods

In a warped manner, Hong Kong can perhaps fulfWBaSecond Principle of Justice i.e. the
Difference Principle but not the First Principle of Justice — the pipte of equal liberty. To

shed light on this, one needs to briefly apprecib&eshort history of Hong Kong after the
handover in 1997. Five years after the British gomeent returned a borrowed Hong Kong to
China, the HK government released proposals foiatitesubversion law. This is known as
the ‘Hong Kong Basic Law Article 23’ or simply c@d as Article 23. The gist of which is

stated as below:

“The Hong Kong Special Administrative Region shall enact laws on its own to prohibit any act
of treason, secession, sedition, subversion against the Central People's Government, or theft
of state secrets, to prohibit foreign political organizations or bodies from conducting political
activities in the Region, and to prohibit political organizations or bodies of the Region from
establishing ties with foreign political organizations or bodies.”

The debates surrounding Article 23 ignited muchsarmgd the controversy gave way to an
unprecedented march to the streets on 1 July, 200&. half a million people thronged the

streets towards the Government Offices in Centealfing that the law would be enacted.
The “glaring ambiguities” embedded within Articl8,2as quoted from the chairperson at the
time, Alan Leong of the Hong Kong Bar Associatiand the unsaid but implied overtones
was enough to spark off more fear and more ressssamong the Hong Kong people after

the return to the Motherland. China’s track recarth human rights issues needs no further
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elaboration here. By sliding off slightly on a tamg, in order to understand Hong Kong’s
reality on the political arena, the hypotheticajjogations that Rawls revived can now shed a
little more light towards Hong Kong’'s inchoate aatdthe same time ambivalent attitude
towards democracy and freedom of speech. Althougjicld& 23 has been shelved indefinitely
because of other more far-reaching and potentf@@roeissions, such as the threat to Hong
Kong’s position as Asia’s financial centre, thisl tetter day in 2003 awoke Hong Kong into
reconsidering her positionality in reaffirming hdentity in this ‘One Country, Two System’
framework. After so many years of living as theatnted, but with enough freedom to
appreciate some level of personal autonomy, Honggkealizes that the Article 23 scare is
enough to awaken the people into seeing themsalve®cile bodies who must not give into
subjugation. From the British Empire to the Chinsapremacy, Hong Kong is warped in a
frigid zone of people wanting some kind of cultunagemony but unsure of how to fight for
it. Hong Kong citizens are still groping for thewn ‘technologies of power’. In conclusion
therefore, to the quest for social justice for ¢ftlenic minorities in Hong Kong, the picture is
bleak. Hong Kong is very generous by nature when speak about caring for the
disadvantaged, but to also give a voice to the ietihmnorities in Hong Kong is not
something that will happen in the near future. Sheio-political agenda that Hong Kong is
now attending to has very little room for ethnicnaniities who do not speak the hegemonic
language. As this thesis title proposes, “Dividi@tasses” is not simply the metaphor for

segregated schools, but also the metaphor foraigham.
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Appendix 1.1
I ntroduction of New Academic Structure

Globalisation, the advancement of information technology and the
development of knowledge-based economies in a climate of global economic
restructuring have brought about unprecedented worldwide changes. To
maintain Hong Kong's competitiveness in internationa arena, Hong Kong
citizens need to enhance their adaptability, creativity, independent thinking
and life-long learning capabilities. The New Academic Structure (NAS)
implemented since September 2009 principally aims to prepare students for
such future challenges. Under the NAS, all students will have the opportunity
to study up to Secondary 6. Students with different abilities, interests and
aptitudes can give full play to their talents through the broad and balanced
senior secondary curriculum.

Apart from taking the four core subjects (Chinese Language, English
Language, Mathematics and Liberal Studies), students can choose 2 to 3
elective subjects. These elective subjects can be chosen from NSS elective
subjects of different Key Learning Areas, Applied Learning courses and/or
other language courses. The curriculum breaks the barrier of traditiona arts
and science streaming. The subjects are diversified. They suit different
students' interest, aptitudes and abilities. Through the participation in Other
Learning Experiences, students can acquire learning experiences of moral and
civic education, community services, physical and aesthetic education and
career-related experiences, etc. The knowledge and learning experiences in
NSS curriculum are broader and richer than previous curricula. Students
pathways for further education and employment are thus more diversified.
The new curriculum can aso foster a broader scope of views and life-long
learning abilities for students.

Curriculum Content

Chinese Language 2 or 3 subjects chosen from Moral and Civic Education,
English Language MES elactive subjects, Community Service,
Mathema ol Aesthetic Development,
Mathemarics 3
Applied Learning courses Physical Developmennt
Liberal Studies and/or other linguage courses and Career-relaged Experiences



Key Learning Area NSS Subject (Core and Elective)

Chinese Language Edveation  * Chinese Language (core subject)
& Chinese Literature
. English Language Edveation  * English Language (core subject)
* Liverapurs in Englich __ ==

Mathematics Edueation * Mathematics {core subject)
— including the Compulsory Part and two

Extended Medules: Calculus and Statistics,
Algebra and Caleulus
|' * Liberal Studies (core subject)
' Persomal, Soclal and * Chinese History
Humanities Edueation . Economics
B _Ethin:s__and Reh'gio_us Studies_
. * Geography
| * History

| * Tourism and Hospitality Studies
Science Edveation _* Biology
[ Chemistry
= Phiysics
¥ Sclence {imeprated, Combinad)
Technology Edueation . Bu;iness, Accounting and Financial Studies
: * Design and Applied Technology
_* Health Management and Social Care
* |nfermation and Cemmunication Technology
[ o Technology and Living

Arts Education |+ Music
| * Visual Arts
' Physical Edueation * Physical Education
Applied Learning

Areas of Studies

* Creative Studies . Services

* Media and Communication IS Applied Science

= Business, Management and Law = Engineering and Production
Other Languages

French | German Hindi Japanese Spanish Urdu

*School will offer different NSS elective subjects depending on individual schools’ context
and students’ needs. Some schools may also offer Applied Learning courses and/or other
language courses.

Source: http://334.edb.hkedcity.net/EN/intro.php?code=3

Appendix 1.1 Hong Kong's Education Highlights
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Appendix 1.2

Types of
Services

Name of Services

Target of Services

Application Method, Contact
and Concerned Website

Support network
(Education
services for non-
Chinese-speaking
children)

All schools with
an intake of non-
Chinese-speaking
(NCS) children

Fill in the Application Form, &
fax it to Placement and
Support Section (Fax: 2116
0531)

Tel: 2863 4713

URL:
http://www.edb.gov.hk/index
.aspx?nodelD=4740&langno=
1

Curriculum
Development

On-site curriculum
development
support service
(Language
support services)

Support focus:

= Catering of
learning
differences

= Raising of
teaching &
learning
effectiveness

All schools,
particularly those
with an intake of
NCS children

For details, pls refer to EDB
CM No. 52/2010 or call 2152
3227 / 2152 3215

Online application system
URL:
http://www.edb.gov.hk/index.
aspx?nodeid=3565&langno=1

Appendix 1.2 Summary of Specific Support Services
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Appendix 1.3

Specific Requirements

Specific Requirements

Institution| Program Title (HKALE) (HKCEE) Remarks
HKBU |BDDc (Hons) in 1. Grade D or above in  |Chin Lang cannot be
Communication — AS Chin Lang & substituted
Broadcast Culture; &
Journalism 2. Grade E or above in AS
Concentration UE; &
3. Grade E or above in 2
AL subjects, or Grade
E or above in 1 AL + 2
AS subjects
HKBU - |Bachelor of --- Grade E or above in 5 Have obtained the Higher
SCE  |Education in Early subjects including Chin & |Diploma of Early
Childhood Eng Childhood Education
Education certificate
(HKBU/HKBUSCE)
Possess Qualified
Kindergarten Teacher
(QKT) or Child Care
Worker (CCW)
Quialifications
Work experiences may
also substitute the above
under special
circumstances
HKU  [Bachelor of 1. Grade E or above in AS|HKCEE weighs ~25% in  |Students with other
Science Chin Lang & Culture; &|admission subjects will be
2. Grade E or above in AS considered individually
UE; &
3. Grade E or above in at
least 1 AL & 1 AS
subjects (Physics or
Engineering Science),
Chemistry, Biology,
Pure Math, Applied
Math, Math & Stat,
Computer Studies,
Computer App, Geog
or Econ
CUHK |Bachelor of Laws |1. Grade E or above in AS|Grade E or above in at A pass grade or above in
(LLB) Chin Lang & Culture; |least 7 subjects (in one |a Chinese subject in
2. Grade E or above in AS|sitting) including 2 other recognized public
UE; & language subjects (Chin |exams to substitute
3. Grade E or above in 2 |Lang, Eng Lang, French  |HKCEE Chin
AL subjects, or Grade |or German) (only under very special
E or above in 1 AL + 2 circumstances)
AS subjects
PolyU |Bachelor of 1. Grade E or above in AS|Grade E or above in 5 Level 2 or above for
HK Science (Hons) in Chin Lang & Culture, |subjects attempts at Eng Lang &
Food Safety & or in AL Chin Lit; or Chin Lang in 2007 & after
Technology 2. Grade E or above in AS|Grade D or above inan  |OR
UE; & HKCEE language subject |Chin Lang requirement:
3. Grade E or above in 2 |other than Chin & Eng GCE O-Level/ GCSE/

AL subjects, or Grade
E or above in 1 AL + 2
AS subjects

(For applicants who have
not taken Chin since F.5)

IGCSE Grade C

Appendix 1.3 Samples of Entrance Requirements for an Undergraduate Programme




Appendix 1.4

Full-time

Part-time

Bachelor Cegree provided by Hong Kong or Overseas Universities

IHigwer diplome

! Higher diploma {2 years) |

| Higher certificate (2 years) |

HKCEE=5Z —T

| Certificate (2 yoars] |

Complatior of Farm ST

1
= , = Dipoma !
Diploma/ Higher diploma i
(2 or 3 years) ; H
3 T r 3 :
F .7 craduztas vay apply fo i
Zoyear Higner dipoma I
]
HiEE=tE ! N
L 1
1
1
1
1
1
1
I
1
Foundaticn diploma :
{1 yean !
Yocational i
Diploma i
1
‘Vocationzal Ed. Cert. (3 years) !
{2 years) !
t ] :
1
1
i
1

| Ethnic minority project

I

Below Form 3

—

Cormp erion of =arm 5 —T

‘ocational education cerificate ‘

{2 years)

Foundation certificate/ diploma

(2 years)

T :

Basic craft centificate

[

{1 year)

Craft cettificate
(2 years)

L Completion of Form 3 J

Appendix 1.4 Alternative (Vocational) Study Path for Ethnic Minority Students in Hong

Kong




Appendix 1.5

Programme Institution Tuition fees {per annum)
Undergraduate degree HiKKU 542,100
Associate degree SPACE 549 800
Undergraduate degree CUHK 542,100
Associate degree TWGHCC S46,000 - $48,000
Undergraduate degree | HK Pcly U 542,100
Associate degree HKCC 547,400
Undergraduate degree HKBU 542,100
Associate degree CIE 545,000
Undergraduate degree City U 542,100
Associate degree CCCcuU $31,575/ $45,000
Undergraduate degree | Lingnan U 542,100
Associate degree CCLU $50,000

Appendix 1.5 Table showing 2009-2010 Tuition Fees of some of the Statutory
Universities for Degree and Sub-degree Programmes



Appendix 1.6

Academic awards

Institution Category Type R sten (Hononary degree
by status
excluded)
The University of Statutory . : Subject to legal
Hong Kong (HKU) University Public UGC Self-accredited regulations
The Chinese .
University of Hong Sa?sgtgirty Public UGC Self-accredited Su:)ejeﬁfatt?olﬁgal
Kong (CUHK) Y 9
HK University of .
Science and Sa?sgtgirty Public UGC Self-accredited Su:)ejeﬁfatt?olﬁgal
Technology (HKUST) Y 9
Hong Kong Baptist Statutory . . . Subject to legal
University (HKBU) University Public UGC Self-accredited regulations
HK Po!ytech|n|c Stgtuto_ry Public UGC Self-accredited Subject t(_) legal
University (PolyU) University regulations
City University of Statutory . . : Subject to legal
Hong Kong (CityU) University Public UGC Self-accredited regulations
Open University of Statutory . . . Subject to legal
Hong Kong (OUHK) | University Public Self Self-accredited regulations
Lingnan University Stgtuto_ry Public UGC Self-accredited Subject t(_) legal
(LVU) University regulations
Approved
Hong Kong Shu Yan Post- . Programme Master degree or
University (HKSYU) secondary | Private Self Arga _ below
College Accreditation
(APSC)
The HK Academy for Programme
Performing Arts Slaasttlijttl?trg Public UGC Area Mastekl;edlg\g,;vree or
(HKAPA) Accreditation
Self-accredited
Hong Kong Institute (only in .
of Education Slfwittlijttlj)trey Public UGC teacher Surl_)ejeﬁfatt?olsgal
(HKIEd) training g
programmes)
Caritas Francis Hsu . Associate degree
College APSC Private Self HKCAAVQ (AD) or below
Ch_u Hai CoIIeg(_a of APSC Private Self HKCAAVQ Bachelor degree or
Higher Education below
Vocational
Hong Kong Institute Training Programme . .
of Vocational Council Public UGC Area ngherb(ej:g\lsma or
Education (IVE) Member Accreditation
Institution
Caritas Bianchi General .
College of Careers Institute Private Self HKCAAVQ AD or below
Hong Kong Institute Gen_eral Private Self HKCAAVQ Associate degree or
of Technology Institute below
Hong Kong College |~ General | . Self HKCAAVQ AD or below
of Technology Institute
Hang Seng APSC Private Self HKCAAVQ Bachelor degree or
Management College below
Tung Wah College APSC Private Self HKCAAVQ Bachelgre:(j)s\?ree or

Appendix 1.6 A Brief Description of the General HE Institutes Approved by the Education

Bureau in Hong Kong




Appendix 1.7

New 334 Structure

HKALE —»

Current Structure
( 324243 )

3-Year
Undergraduate
Degree

Secondary 7

Secondary 6

HKCEE —»

Secondary 5

Secondary 4

Secondary 3

Secondary 2

Secondary 1

New Structure
( 3+3+4 )

4-Year
Undergraduate
Degree

Senior Secondary 3

Senior Secondary 2

Senior Secondary 1

Secondary 3

Secondary 2

Secondary 1

To be
examined
for the first

time in 2012

New public
examination leading

44— to HK Diploma of

Secondary
Education

(HKDSE)

Appendix 1.7 Revamp of the HK Education System (D. Horner, 2010 adapted from
HKEAA)



Appendix 1.8

NSS Liberal studies
Curriculum Frameworlk

Sell & Science.,

FPersonal Technology
Development & the

Fonvironment

[l Independent Enguiry Study >
=S Inforenetion Kt *
Areas of Study Independent Enquirny
Study (IES)
Self & Personal Development Students are required to conduct
M. 1: Personal Development & an IES making use of the
Interpersonal Relationships knowledge and perspectives
gained from one or more Areas of
Society & Culture Study and extending them to new

issues or contexts. To help

M. 2: Hong Kong Today students develop their IES titles,

M. 3: Modern China the following themes are
M. 4: Globalization suggested:

Media = Education
Science, Technology & the = Religion = Sports
Environment bt

M. 5: Public Health

M. 6: Energy Technology & the
Environment

FInformation and Communication
Technology

Module 2: Hong Kong Todavy
Themes Key Questions for Enqulry

1. Cuaality of Wwhich directions might be chosaen in
life maintaining and improving Hong
Kong residents’ quality oflife?
2. Rule of law |How do Hong Kong residents
and socio- participate in political and social
political affairs and come to grips with rights
participation |and responsibilities with respect to
the rule oflaw?
3. ldentity How are the identities of Hong Kong
residents developad?

Module 3: Modern China

Themes Key Questions for Enguiry

1. China's Ywhat impact has reform and opening-
reforrm & up had on the overall development of
opening-up the country and on people’s life?

2. Chinese wwWith respect to the evolution of
culture & concepts ot the tamily, what kKind of
modern life relationship between traditional culture

and modern life has been manifested?
To what extent are traditional customs
compaftible wifh modern Chinese
society?

Appendix 1.8 The New Senior Secondary Liberal Studies
(Source: https://cd.edb.gov.hk/334info/information_page_en.asp?td=a2)



Appendix 1.9

Name District Remarks
Sir Ellis Kadoorie Secondary School Yaumati, Kowloon Government
(West Kowloon)
Islamic Kasim Tuet Memorial College Chai Wan, Hong Kong Aided
Caritas Tuen Mun Marden Foundation | Tuen Mun, New Territories Aided
Secondary School
Bethel High School Yuen Long, New Territories Aided
Salesians of Don Bosco Ng Siu Mui Kwai Chung, New Territories | Aided

Secondary School

Delia Memorial School (Hip Wo)

Kwun Tong, Kowloon

Direct Subsidy
Scheme (DSS)

Delia Memorial School (Broadway)

Mei Foo, Kowloon

Direct Subsidy
Scheme (DSS)

Pak Kau College

Yuen Long, New Territories

Direct Subsidy
Scheme (DSS)

St Margaret'’s Girls’ College,

Central & Western, Hong

Direct Subsidy

Kong Scheme (DSS)
Buddhist Fat Ho Memorial College Lantau Island, New Direct Subsidy
Territories Scheme (DSS)

Appendix 1.9 Schools Admitting Greater Number of Non-Chinese-speaking Children

Adapted from:

http://www.edb.gov.hk/FileManager/EN/Content_3601/contact%20&%20a

ddress%20for%20ncs%20schools e.pdf
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Appendix 1.10a

Ethnic Origin
Filipino Indian Nepalese | Pakistani Total
Manager & o o o o o
administrators 5(17.2%) | 2 (7.1%) 1 (2.5%) 1 (3.2%) 9 (6.7%0)
Professionals | 4 (13.8%) | 3 (10.7%) 0 (0%) 0 (0%) 7 (5.2%0)
Association
0, 0, 0, 0, o,
professionals 1 (3.4%) 0 (0%) 0 (0%) 0 (0%) 1 (0.7%0)
13
0, 0, 0, 0,
Clerks 6 (20.7%) | 3 (10.7%) 0 (0%) 4 (12.9%) (9.7%)
Service
workers & o o o o 18
Father's shop sales 8 (27.6%) | 5 (17.9%) 2 (4.3%) 3 (9.7%) (13.4%)
occupation workers
Plant &
machine o o o o 19
operators & 3 (10.3%) | 3 (10.7%) | 5(10.9%) | 8 (25.8%) (14.29%)
assemblers
Elementary 2 (6.9%) 12 37 15 66
occupations >0 (42.9%) (80.4%) (48.4%) (49.3%)
Others 0 (0%) 0 (0%) 1 (2.2%) 0 (0%) 1 (0.7%)
Total 29 28 46 31 134
(100%) (100%) (100%) (100%) (100%)
Professionals | 4 (15.4%) 0 (0%) 0 (0%) 0 (0%) 4 (6.5%0)
Associate
0, 0, 0, 0, (o)
professionals 1 (3.8%) 2 (20%) 0 (0%) 2 (100%) | 5 (8.1%0)
Clerks 9 (34.6%) 2 (20%) 1 (4.2%) 0 (0%) (1912% )
Service
Mother’s
. workers & o o 11 o 23
occupation shop sales 9 (34.6%) 3 (30%) (45.8%) 0 (0%) (37.1%)
workers
Elementary o o o o 18
occupations 3 (11.5%) 3 (30%) 12 (50%) 0 (0%) (29%)
26 10 24 62
o)
Total (100%) | (100%) | (10096) | 2 (100%) | (1000s)

Appendix 1.10a Fathers’ and Mothers’ Occupation and Ethnic Origin (table)
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Appendix 1.10b

100%

90%

80%

70%

60%

50%

40%

30%

20%

10%

0%

100%

90%

80%

70%

60%

50%

40%

30%

20%

10%

0%

Father’s occupation and ethnic origin

D

<D

D

O Others

OElementary occupations

OPlant & machine
operators & assemblers

O Service workers & shop
sales workers

OClerks

@ Associate professionals

@ Professionals

O Managers &
administrators

OElementary occupations

O Service workers & shop
sales workers

OClerks

@ Associate professionals

@ Professionals

6.9 -
10.3
42.9 48.4
27.6
80.4
10.7
20.7
17.9 25.8
10.7 9.7
e 12.9
Filipino Indian Nepalese Pakistani
Mother’s occupation and ethnic origin
11.5
30
50
34.6
30
34.6
2
0 45.8
Filipino Indian Nepalese Pakistani

Appendix 1.10b Fathers’ and Mothers’ Occupation and Ethnic Origin (bar chart)
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Appendix 3.1

Legend

—

Perceived
Reality

(‘hard’ factors) Policies that affect NCS students’ path to HE
(‘'soft’ factors) Reascns that affect NCS students’ path to HE
Qutcome of EB’s educational process

‘Policy vs Practice’ affecting reality; and vice versa

Solid lines reflect the periphery of conditiocns being discussed

Dotted lines reflect the periphery of conditions which does not reflect a
true reality

NCS students’ goals / Aspirations to enter regular (Band 1)
mainstream schools

Perceived reality of NCS students in designated mainstream schools

Appendix 3.1 Legend for HE Path of NCS Students
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Appendix 4.1

Text (English)

teaches the English Language. There is no lesson today. =

M Miss Wong asks students to introduce themselves. She

4 also selects Ali and Aman as monitors. She gives the

Y time-tables to cach student in the class. There are &

_ students to walk around the school campus.

‘\\ Thercarcelibrary, schoolhall, playground, #

UNIT ONE: SCHOOL LIFE @

Appendix 4.1 Sample of English text to be translated into “Yale Chinese”
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Appendix 4.2

I\'FLB man4

FjjJEE {E].. %

ad ko si6 jarl nd lia |-¢.!z:::l

wil E'.=.'Z| 51l tus

AEE - P B Y = B

&ﬁﬁéﬁiﬁﬁ

26 hoil ok dik] jacl tind

VT F R M X XAk

(A
’%fli’, i:’{é

ngd lou

1}1 1 4:'5 s.% A *ﬁ% S ﬂ%&. zl

%&ﬁ“iﬂ miiﬁi%wi%%%ﬂ & #

;o gaaud taal mund jingl mand fol - Zel un ungh saen 15 st jind tungd hoké 2i6 ngod

uf fnd sid gaan

£ ﬂﬁﬁ“i TX X ﬁ N Y??;%%

Biud | ol moeké jaus jing] mand | zung! ma 13 mand. sould hoke, fol hol

‘:JL??“% ﬁ‘*ﬁ]&.?ﬂ’f"

vk, 2 jukd kapd meis sootl -

c'.—

Gwed oS siu2 sikl | owongd lons sil daa

AL

BT AR EIRGFFALEERD > ELFHE

CAE PG R HRRE ,\‘i' "%"H&ai%ﬂ%é :
%o lazdtongd, coul coengd, siul sk boud, st jimd wll, _if-ii‘ atl, ding noud satl wod 103 satl

a*;-g 1""!'F*§‘%§?. 4 £7’ééﬂ57ﬁ?%i*ﬁtﬁﬁu [ f1 Fo [

Jompl haah gwold hoene? fol zungl | woogd fowd & 13 7zoi3 gin3 . aald lk6 wod fungd

a

Appendix 4.2 Bilingual Translation of 4.1 into Chinese and Romanized “Yale Chinese”
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Chapter One
Bk - RERE 7
Dai6 jat1 fo3 - Ngo5 si6 seoid

o
i

Learning objectives S2EBIE

In this chapter, you will learn: |
the way to introduce oneself;
2. the formation of plural pronouns:
3. the use of “hai6™ and “giud™;
4. the way to address teachers at school;
5. the =ix tones in Cantonese; and
6. the Cantonese finals “aa — ai” and “aam - am

Self introduction HEMTE
{

antonese

neid hou2! Hellol

ngoS si6 (hai6) aa3 liké > gamlmnind .« lam Al Lam twelve years old. . B - SEF+ 50
i sap6 ji6 scoi3 »
o ngoSsi6 (haif) baal geil sil taan? jand - I am Pakistani. LLOELTH A

ngos dikl fge3) mungd hok6 sif (kai6) - My classmate is Aman. Tehy[EIBE b
aal mand - )
bauanl zyu2 jamé6 si6 (raif} wongd lous  ° My class teacher is Miss Wong. * Ff VAL 4T -

There are formal and informal Cantonese, Usually we have o usc formal Cantonese in reading and wriling.
we use informal Cantonese only in dialogue, ¢.g.. the formal Cantonese for “he” is “taal™ and “keofd™ in
mtormal, Look al the table of pronoun below:

ei" AR L
We can sce that not all the Canlonese words have infor
Cantonese in both speaking and writing.

@ UNIT ONE; SCHOOL LIFE

Appendix 4.3 Page 1 of a Two-part Thematic Exercise Entitled “Who am 1?”
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Appendix 4.4

—

Self introduction [TEfi#

Cantonese

English

Pronaun “doi6 cid” {

Singular Plural Singular Plural Singular Plural
ngos mund .
ngos ngol deit I, me We, us T ey
neis mund .
neis neis deit You. you You, you il 77
taal Taal mund .
keois keois deib He, She, It They A~ HAFT

@ In Cantonese, there is no masculine and feminine gender for “taal ™ keeis™; but for plural, we have to

add “mund™def6” after the pronoun, e.g., “nged deit”, “neis deib”, “keois deit”

Mateh the following English meaning with the Cantonese Romanization form.

He, She, It
They

I, me

Yﬁu, vou {Plural)
You, you {Singular}

We, us

ngo’ mund (deit) 7|

neis {3

laal (keois) i - 8 - &=
neis mund (deit) M

ngos 7

taal mund (keoi5 deit) ({7

® & & @ @ &

Appendix 4.4 Page 2 of a Two-part Thematic Exercise on “Who am 1?”
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Appendix 5.1 (4 pages)

Supplementary Guide to the Chinese Language Curriculum for
Non-Chinese Speaking Students

EXECUTIVE SUMMARY

Preamble

1.

Under a common curmculum framework, the Supplementary Guide supplemenis
principles, strategies and recommendations for implementing the Chinese
Language curriculum in schools in the leaming context of non-Chinese speaking
(NCS) students. For a holistic view of the curriculum, this Supplementary Guide
should be read together with other curriculum guides for Chinese Language
Education issued in recent years.

Chapter | - Introduction

Usual languages spoken by NCS students in Hong Kong include Urdu, English,
Mepali, Tagalog and Hindi.

The language education policy of Hong Kong is to promote studenis’ language
proficiency, making them bi-literate (in Chinese and English) and tri-lingual {in
Cantonese, Putonghua and English). For betier integration into the Hong Kong
society, it is in the interest of NCS students to learn Cantonese and traditional
characters, which are most widely used in Chinese Language lessons and the
community as a whole.

Chapter Il - Curriculum Framework

The Chinese Language curriculum designed by the Curriculum Development
Council of Hong Kong provides a flexible and robust curriculum framework that is
applicable to all Primary and Secondary school students. Based on this central
Chinese Language curmmiculum framework, schools should adapt their own
curriculum to cater for the diversified leaming needs of the studenis.

The leaming contents of the Chinese Language Education Key Leaming Area
include nine leaming strands of Reading, Wiiting, Listening, Speaking, Literature,
Chinese Culiure, Moral and Affective Development, Thinking and Independent
Language Learming. These leaming contents are applicable to all students.

Based on characterisics of NCS siudents’ leaming, schools should consider
realistically various factors when designing suitable leaming contents, e.g.
recognising and writing Chinese characters, communication skills, knowledge
acquiring skills, aesthetic development, diversified culture, moral and affective
development and independent leaming capabilities.

The Chinese Language leaming process of NCS students typically reflects the
characteristics of second language acquisition - starting with listening and
speaking, then recognising and writing Chinese characters, then reading, then
integrating writing with reading.
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Chapter Ill - Curriculum Planning

8. Schools should plan the Chinese Language curriculum to cater for NCS students
ability, standards and interests, etc. The principles of curriculum planning include:
io provide balanced and comprehensive language leaming, to adapt the
curriculum for students’ needs and to meet the aspirations of parenis and
students.

9. School practices on curmiculum provision can be categorised into four modes:
immersicn in Chinese Language lessons, bridging / transition, specific leaming
purposes and integrated.

Chapter IV - Curriculum Modes

10. Schools may opt to use the following curmiculum modes flexibly:
* Mode | - Immersion in Chinese Language Lessons

NCS students are studying Chinese Language alongside Chinese-speaking
students. Schools may have to cater for students’ varied needs in leaming,
and provide focused remedial feaching ouiside lessons to facilitate
immersion.

Prevalent Conditions: students amived in Hong Kong before teenage, had
early contact with Chinese language, leamed Chinese in the kindergarten,
almost reached the Chinese standard required for leaming in Chinese.

Advantage: has rich Chinese language environment, provides peer
assistance, displays racial harmony, merges different cultures.

Challenge: NCS siudenis studying Chinese Language alongside Chinese
speaking students of the school, demand for remedial programmes, need
for diagnostic assessment tools.

* Mode Il - Bridging / Transition

NCS students would have to leave normal Chinese Language lessons at the
beginning. They would have intensive studies for a relatively short period
in order to promptly enhance their Chinese language standards for studying
Chinese Language alongside other students of the school.

Prevalent Conditions: students arrived in Hong Kong at teenage, have late
contact with Chinese language, and have aspirations to stay in the
education system in Hong Kong as well as to seek employment in fields
requiring proficiency in spoken and written Chinese.

Advantage: school provides focused leaming, intensive leaming, ample
time for adaptation, makes allowance for lower Chinese language standard
at the start.

Challenge: need for diagnostic assessment tools, adoption of elementary
levels of competencies.

+  Maode Il - Specific Learning Purposes

For specific leaming purposes, leaming Chinese language would facilitate
communication in daily-life contexts.

Prevalent Conditions: students are retumees or transient residents
leaving Hong Kong after their study and do not aspire to stay in the Hong

o
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1.

12.

13.

14.

15.

16.

Kong education system or to seek employment in Hong Kong, or students
armved in Hong Kong at teenage! have late contact with Chinese language
and do not have aspirations to stay in the education system in Hong Kong or
to seek employment in fields requiring proficiency in spoken and written
Chinese.

Advantage: meefing with specified leaming needs, allowance for selecied
(but narrower) leaming, with daily-life contexts fully employed, focus on
communication and application, flexible requirement in the level of leaming
standards, alleviate learmning burden and pressure.

Challenge: only meeting with the specified leaming needs.
+ Mode IV - Integrated

To suit the different needs, aspirations and development of NCS students in
the same school, it may be necessary for a school to develop more than one
of the above modes.

Prevalent Conditions: school has a large iniake of NCS students with
diversified backgrounds, different family expectations and demands, a wide
range of Chinese language standards.

Advantage: school can offer different programmes, each with a critical
mass, tailored to cater for individual student’s needs.

Challenge: need to allocate more resources for designing various
programmes with different targets to meet diversified needs.

Chapter V - Learning and Teaching

To teach NCS students Chinese Language, it is necessary to understand the
differences between first language and second language leaming, and targeted
adaptation of leaming and teaching strategies should be employed.

Affected by the differences of their mother languages from Chinese, NCS students
are likely to encounter difficulties in leaming Chinese graphemes, tones,
vocabulary, classifiers, word order, etc.

Leaming and teaching principles: to understand students’ ability, to have well
defined leaming targets, to meet diversified leaming needs, to adjust leaming
standards, to adapt leaming materials, to use self-access leaming resources
Tlexibly.

Leaming and teaching strategies: to develop spoken language through imitation;
io separate the teaching of recognition and writing of characters, to employ
reading materials according fo siudenis’ wvocabulary and psychological
development, fo integrate reading with writing, to provide language leaming
context, peer leaming.

Chapter VI - Assessment

Assessment is an integral part of leaming and teaching. Diversified
assessment methods are suggested in order to assess students’ leaming
performance comprehensively. Teachers should make use of assessment
feedback to understand the leaming progression in different stages.

Diversified assessments and multiple exits are provided to NCS students
comesponding to different leaming modes.  Qualifications in Chinese Language:
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Hong Kong Cerificate of Education Examination (HKCEE), Hong Kong
Advanced Level Examination (HKALE), the coming Hong Kong Diploma of
Secondary Education (HKDSE);, General Cerificate of Education (GCE),
International General Cerificate of Secondary Education (IGCSE), General
Ceriificate of Secondary Education (GCSE).

Fer the alignment of cumiculum modes, assessments and exits, please refer to the diagram below.

Mode I - T
IMMERSION 1N CHINESE HKDSE
Lancuace LESSONS HKCEE | H E
Mode Il - >— GCSE/IGCSE
BRIDGING | TRANSITION GCE
Mode Il - Other Studies
SPECIFIC LEARNING PURPDSES & Career
Mode IV -
_:—-“/
INTEGRATED

Chapter VIl - Learning and Teaching Resources

17. Development of curriculum resources for NCS students: basic vocabularies,
leaming software, examples of adapted school-based curriculum plan, leaming
and teaching exemplars, leaming materials, assessment tools for leaming, etc.

18. Further support and resources for MNCS students: continued on-site
school-based support, enhanced partnership schemes with tertiary institutes
and Non-Government Organisations, enhancing teacher professionalism,
support to parents, enhanced community suppori, varous research and
development projects.

Appendix

19. Reference matenals include: linguisiic characteristics of modem Chinese
language, radicals and components of Chinese characters, Chinese Language
leaming experiences in districts with large Chinese population, a series of
exemplars on curriculum and teaching, e.g. school adaptation of leaming
objectives and leaming modules, school curriculum framework, teaching plan
and scheme of work, school leaming and teaching materials. Information is
also provided on overseas Chinese Language examinations, multiple exiis,
package teaching reference materials that helps self-access leaming of NCS
students, and examples of leaming and teaching resources available.

Education Bureau
The Government of the Hong Kong Special Administrative Region
November 2008

This document is originally written in Chinese.  In case of discrepancy between the text of this

franslated version and that of the Chinese version, the Chinese text shall prevail.

b

Appendix 5.1 Supplementary Guide to the Chinese Language Curriculum for NCS
students — English
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Appendix 5.2 (4 pages)

Hindi =)

AT HET OI6EhH & AT eSS
(F-=ien AT Rt & )

=

LA

TE FATE s T UISTRA S SOSET F AT U7 34 = S e v g aw-ed amdr
TRt 2 o REUfaat = 3= g 9= O FE & T S U o S o i, TR
3t weE anfe O T & w0 # B w1 §) el S orgaesa S quidEer 1T e & T, areent
T TE FOTE TES F WY SIS TE T A uSien fE gw el ST ST 5 OeTea
TS # U e

HET ¢ ORI

TR ar7-=refr s ReraFait Erer s S e T S A % S S s, T
st Te=in

i 1 e W B S e Ty R S gt (e e 3t ar st
(Feeirr, 3 = g A FEE) srEan = S T & TR T O A & A e st
F = 3 oo et i & o svoE some F E| SO g & T A 0w el
s Rt & o oire =l i s S gee 9w T S & = gl
¥ meE # vET fFm oA T

HIET 2 UISEERA B cgEr

ERTFE UTETEA U OGS 3 26T 99 91T 30 <P HT U & 95d wien i s veaea
werEad &1 o £, 3 T Ui G ST & ST Fpet AT S et & wer Rt
T WEL A Bl U TEw 56 ST Ueded ¥ N AU Ueaed Sagied 7 5Ea § A
HuE farfiat o fomes ofrfrufodt oo Tafey dres fr #ENTEaTa OT SOE TEAT Al
ekt mmar fireT i &9 & fEeteTen St gen fuw £ oo, e, geen 3 meeEn, deen, el
e, #= F HEp, T v ameenEr & feew, TEr-uefa, #it s e dreEn) o St e
= ¥ ot TegEt or S a3 § i weh R & R o g

U= Fpe @ AT S S e F R =l S e & Rt § saew owmdariar
# U F R aral O ST & i Hi s Ried o Suge S @ S e i
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& Fhere FE|

ekt dreey i oftrmn & o7 =il andr RS O ferdr R s s ey fr Rrdnaa fEmm =
T g T aes @ oF e, HE @ ogen, e el @ 59 F T aee s, st A
# Uz & wry dme A

HET 3 UIGERA & s

W e T A =TT HdT Rt s, el S e & w1 i R S s
o7 =T W OIS T WIS AT | USES 1 TiEaT a9 F faeiat 3 & enfee e

1
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e, F Agiee A Ree d des S soaen &= O, wE B oy ¥ s
FE FgeE @i, dtr w3 59 F TETEe B et o I EE =i

FHEF Fpell 3 ShaEl T T & HNN O Ugded Helied e & O A9 aelid RRl 3 S
@ S W e # g, SEET S EEAUT SO S Sieen, Ry weal o Bena fR
g =l e dreEer, gaes gie & s )

HET ¥ UIGIdH HATSd a4 & ol

. ST TeTEs Hies e & 97 oins £ Toe F ¥ FF TEe U UeSeH # Haeg Fee

¥F ol FOET FEIOFEA F IEHEE F4ie 9o Al B

o UEET T W S AT & gar
w17 = Tt s =l o e v Wy v & e F aSeT ST I o7 §9
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T FF T & ¥ I3Um A FEREEa O3 R
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I AT g =T AT O wa &6, e 39 = 5w w9 Seer § g 3
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w3
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Ty

TE.
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TRUT I & T 0T O T SuTed dre Mt freer ST ToETet T S s =
<elr @ O ATgEEEH & FaT & wRE g & wron, S s S & ufea & 99 el s
T = U TUTT OF eSO o WIEET e 7 HHTEel g w9 fwEr B, e omgareT,
ufrETEE g AT smE-Em A

ey 3t T = iy - o awe =l o I, i S Wt o sl arE  ofrnfe
FIL. Hreer i Rfw SETEast o e i S T aEteT e, Ee o e
HeJFiead Taedl, ¥4 Wi & TEg BRMGE! & SO0 o=iege § &)

w3 e i ToEi SR & Sl el R e, #E T g & e i
A= & 3o &, B s Hie AR R & AEe Uge S w2, S R
T & W TR SO g, S S des oA a9, A mEee dieen)

HET & IFATEA

FEOTRS wTET BrEs ¥ T UE Hiewes S 2 it & WrEs & uetE quis: Helies S
# fordy sterar wie=or FoeET =fed et #r Fgeaies & ol g ofogfr o oo A=l e W
e wed, v S B wiE F I Hele SOl Y WA T

foftes ¥t F i & <S5 fm A F S a7 el andr it & Ty see s O
& Fpara g § W 5w F AT o 39 # S Aol sury 3 B ¥ Rt @ <iel
o 1 FeafafEg sofr = Fdr & geere FEm ofem 3 30y (Heng Kong Certificate of
Education Examination, HKCEE)| ERrFmT afE 737 wirsm (The Hong Kong Advanced level
Examination, HKALE)| HewEm! gienr= Arcaidnr @ = fSsitar (The coming HomgKong Diploma
of Secondary Education, HKDSE)| @== 18T 1 A0S (General Certificate of Education, GCE)
HAATET S FATHE O 1 WA (Intemational General Ceritificate of Secondary
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Education. IGCSE)| #raias T & Fowe WA (General Certificate of Secondary Education,
GCSE)
TETES, HeUEa T Ty Ty F freaw, oo B fEw o aw

el S FE F g HKDSE
HKICEE | HKALE
gE i
TEO =T TS S A e >_ IGCSE | GCSE
GCE
e FiE
Ty e o e R gw e HE T T TSR BT
Eragenic|
HaoF Ji= # He dJrEe -~'J

HET v HrEer 3R foEner s e e

v, T Sl A Rt & B SUOE USRRR HEHST S R LSS f e, RO Hes
e, Fpe UIeTwA BE F SeIvl, T AT UIgaeH FE[DTed S S Sreeat &
BEETOT. HrEs HiT ey 7 ofiF & SEreTer, e aTe S, HrEs F UgeiET 1 S Se 4
FOT HE

v, o =T STt FeRnTHTT F Tl A &R O ST O HETYS | RS # SRT WEraT 8 aTer HE F
T et FEET W ST TR T AT wE et & Ay e ety e A
T, T SEETS T & g LS F AU F B wEaa 2. AgeE & gt &
e Fe ATl FgEaE d e s o )

qRfEE

1. fEEEfaieg S5 FTATET onfiE T 1 ATy S & e, et Ja F w i i F o
<eft W = A S A dres s, d oemes s s @ serm f T e, S8
FFa B B o a1 HrEE F SEt o BAEEE, FEAl & Uigged o ForEn JF e f areen
T TFE-TH T SEETUT, TpET 1 T 1 Wit & ofEm, OEa, e, gEen s aeer iy
fameror Fir ATl & sError anfe) R & h i ofte & ofra o el amh ot
Tordh AT T TigoT =i TTRiTeRTOT TR, A1 e S Rt & R wee T wel, e
ey A e & Tl sueey w9

SaF, 2008

TH EFaEE @ 7 A # B g i 36 = sgeEe e S & UMW o R o E 3T S
e wero dh e Feer A" w1 97 a9 ToA el s At @en

Appendix 5.2 Supplementary Guide to the Chinese Language Curriculum for NCS
students — Hindi
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Appendix 5.3 (4 pages)

Tagalog Tagalog

Pagbubuo ng “Karagdagang Panuntunan Para sa Kursong Wikang Tsino Para

Sa Mga Estudyanteng Di-Nagsasalita ng Tsino™

Kabuuang Paglalagom

Pambungad

1.

(=]

Layunin ng pagbubuo ng Karagdagang Pammfunan na ito na makatulong sa prinsipyo.
estratehiya at rekomendasyon para sa pagpapatupad ng Kurikulum ng Wikang Tsine para
sa mga paaralang may mga estudyanteng hindi nagsasalita ng Tsine. sa ilalim ng
nag-isang pamantayan ng kunkulum ng CDC. Ang Karagdagang Panuntunan na ito ay
dapat basahin kasama ng mga kinawukulang pammtunan para sa pagkaalam ng buong
kurso.

Unang Kabanata—Intreduksiyon

Ayon sa estadistika, ang mga pangunahing wika na ginagamit ng mga estudyanteng
di-nagsasalita ng Tsino ay Urdw, Ingles, Nepali, Tagalog at Hindi.

Layunin ng edukasyong pangwika ng Hong Kong ang maitaguyod ang kagalingan ng
mga estudyante sa wika, gawin silang magaling sa dalawang wika (Tsino at Ingles) o
tatlo (Cantonese, Putonghua at Ingles). Para sa mabuting pakikilahok sa lipiman sa
Hong Kong, makabubuti para sa mga estudyanteng ito na matute ng Cantonese at mga
tradisyunal na titkk, na malawakang mnagamt sa mga araling Tsino at sa komumdad

Ikalawang Kabanata—Balangkas ng Kurso

Bukas at maiaakma ang binmong Eunkulim ng Wikang Tsinoe ng Cumculum
Development Council ({€DC) ng Hong Kong sa lahat ng baitang ng paaralang
elementarya at sekundarya. Batay sa pangunahing kurikulum na ito ng Wikang Tsino,
maiagkma ng lahat ng paa.ralan ang kamlang sanling kurkulum para matugunan ang mga
pangangailangan ng iba-ibang mag-aaral.

Ang mga nilalaman ng edukasyon ng Wikang Tsino ay nasa 9 na aspektong gaya ng
paghasa, pagsulat. pakikinig, pagsasalita, panitikan. kultura, moral education, pag-iisip at
pag-aaral sa sanli. Ang mga ito ay bagay sa lahat ng mga estudyante.

Batay sa katangian ng mga estudyante, dapat isaalang-alang ng mga paaralan ang iba’t
ibang elemento para itakda ang angkop na mlalaman ng kurso na gaya ng paghilala at
pagsulat ng titik, kakayahan sa kommmikasyon, kakayahan sa pagtatamo ng kaalaman,
aesthetic de'.elopmem magkakaibang  kultura, moral education at kakayahan sa
pag-aaral sa sanli.

Ang proseso ng edukasyon ng wikang Tsino ay nagpapakita ng katangian ng pag-aaral ng
ikalawang wika: magsimula sa pakikimig at pagsasalita, pagkatapos ay pagkilala at
pagsulat ng titik, paghasa at panghuli ay pagsasama ng pagbasa at pagsulat.

Ikatlong Kabanata—Pagpaplano ng kurso

Ang pagpaplano ng mga paaralan ng kurso ng wikang Tsine ay dapat isagawa batay sa
kakayahan, lebel at pagkafu.sl:o ng mga esmd}'ame Ang mga prinsipyo nito ay

kinabibilangan ng pagkakalocb ng magkabalanse at komprehensibong lkurso,
pagsasaayos ng kurso ayon sa pangangmlangan ng estudyante at pagtugon sa inaasahan
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ng mga estdyante at magulang.

Maikakategorya sa apat ang mga gawaing pampaaralan sa pag-aangkop ng kurikulum:
Paghababad sa Araling Tsino (immersion), bridging o transisyon, pag-aaral bilang
ikalawang wika, at pagsasama-sama ng mga ito / integrasyon.

Ikaapat na Kabanata—pamamaraan sa pag-aaral ng kurso

Maaanng pagpilian ng mga paaralan ang mga pamamaraang ito batay sa
pangangailanagn nila:

+ Unang Lapit—Paghababad sa Araling Tsino

Paglalarawan ng Lapit:  Kasalamumha ng mga esmdyanteng di-nagsasalita ng
Tsino ang mga kamag-aral na manmeng nito. Pupunan ng paaralan ang iba-bang
pangangailangan ng mga mag-aaral at maglalaan ng focused remedial teaching sa
labas ng klase upang mapadali ang pagkatuto sa mga aralin sa Wikang Tsino.
Kalimitang Kondisvon: Dumarating ang mga mag-aaral sa Hong Kong bago
magtinedyer. maaga ring nagkakaroon ng ugnayan sa wikang Tsino, natututo ng Tsino
sa kindergarten, halos nagizing magaling sa wikang ito para maabot ang pamantayang
kinakailangan sa pag-aaral ng wikang Tsino.

Adbentahe: may mayamang kaligiran sa pag-aaral ng wikang Tsino, natutuhumgan
ng mga kamag-aral. may pagkakmmawaan ng mga lahi napagsasama-sama ang
iba-ibang kultura.

Balakid: Mangangailangan ng remedial programme at karampatang diagnostic
assessment tools ang mga estudvanteng di-nagsasalita ng Tsine na kasalanouha ang
mga estudyanteng magaling dito.

* Ikalawang Lapit—Bridging o Transisyen
Paglalarawan ng Lapit: Mangangailanagn ng masinsinang pag-aaral ng wikang
Tsino ang mga estudyanteng di-nagsasalita ng Tsino sa loob ng makling panahon
(mula ilang buwan hanggang isang taon) hanggang maabot mila ang pamantayan
upang makapag-aral sila kasabay ng iba pang mag-aaral.
Kalimitang Kondisyon: Dumarating ang mga mag-aaral sa Hong Kong habang
tinedyer, medyo Imli na ang pakikipag-ugnay sa wikang Tsine, gayong may
hangaring manatili sa sistemang pang-edukasyon sa Hong Kong at makapaghanap ng
trabaho sa mga larangang kakailanganin ang galling s pagsalita at pagsulat ng wikang
Tsino.
Adbentahe: Naibibigay ng paaralan ang focused leaming. masinsinang pag-aaral,
sapat na pahanon para makasabay, at naghibigay ng mas mababang pamantayan sa
simmla.
Balakid: Pangangailangan ng diagnostic assessment tocls, pagbuo ng mga
pamantayan sa kasanayan na higit na mababa kaysa karaniwan.

* Ikatlong Lapit—Pag-aaral Bilang Ikalawang Wika
Paglalarawan ng Lapit: Upang maituro ang wikang Tsino bilang pangalawang
wika, bimbigyan ng dim ang gamit ng konmmikasyon sa pang-araw-araw na buhay.
Kalimitang Kondisvon: Mga balik-bayan ang mga mag-aaral o pansamantalang
naninirzhan sa Hong Kong na lindi nagpaplanong magtapos sa sistemang
pang-edukasyon ng Hong Kong o hundi nagbabalak magtrabaho ditto, o kaya tinedyer

nang homipathuli na ang ugnayan sa wikang Teino at walang planong magtapos sa
paaralang Tsino o nagbabalak maghanap ng frabaho dito na mangangailangan ng
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pag-aaral at mababang pamantayan.
Balakid: Sinasagot lamang ang kahingian ng pakikipagkomunikasyong sosyal.

+ Tkaapat na Lapit—Pagsasama-sama ng mga Naunang Lapit / Integrasyon
Paglalarawan mng Lapit: Upang matuguman ang iba-ibang pangangailangan
hangarin at kagalingan ng mga estudyanteng di-nagsasalita ng Tsino. baka
kinakailangan ng paaralang bummo ng higit sa isa sa mga lapit na imlarawan sa itaas.
Kalimitang Kondisyon: May karamihan ang populasyon ng paaralan ng mga
estudyanteng di-nagsasalita ng Tsino na mula sa tha-bang pinagmulan, may iba-bang
hangarin at kahinman ang pamilya. may malawak na pamantayan sa pag-aaral ng
wikang Tsino.

Adbentahe: Makabubuo ang paaralan ng iba-ibang programa na may sapat na
mag-aaral, at pinupunan ang tivak na kahingian ng mga estudyante.

Balakid: May kahingian na maglaan ng pondo para makabuc ng iba-ibang
programa na tutugon sa iba-1ba nng kahingian.

Ikalimang Kabanata—Pag-aaral at Pagtuturo

Dapat mamumawaan ang pagkakaiba ng unang wika at tkalawang wika para isagawa ang
mga katugong pamamaraan ng pag-aaral at pagtuture.

. Dalul sa pagkakaiba ng wikang Tsine at kani-kamlang sanhng wika, kahaharapin ng mga

estiudyante ang kahirapan sa pag-aaral ng grapheme, tono, bukabularyo, salitang pamukat,
ayos ng mga salita at iba pa ng wikang Tsino.

Mga prinsipye ng pag-aaral at paghuturo: pagkaalam ng kakayahan ng mga estudyante,
pagpapaliwanag ng target ng pag-aaral, pagsasalang-alang sa iba't ibang
pangangailangan sa pag-aaral, pagsasaayos ng pamantayan ng pag-aaral, paggamit ng
angkop na materyal para sa pag-aaral at pagsasama-sama Ng mga yaman para sa
pag-aaral.

Mga estratehiva ng pag-aaral at pagtuture: sanayin ang mga estudyante sa pagsasalita sa
pamamagitan ng panggagaya, magkahiwalay na ifturo ang pagkilala at pagsulat ng titkk,
gamitin ang mga babasahin batay sa bukabularye at kaisipan ng mga estudyante,
pagsamahin ang pagbasa at pagsulat. likhain ang kapahgjm para sa pag-aaral ng wika at
itaguyod ang magkakasamang pag-aaral.

Ikaanim na Kabanata—Pagtasa

. Pagtasa ay isang bahagi ng pag-aaral at pagtuture. Kailangang isagawa ang iba't ibang

paraan para komprehensibong fasahan ang ginawa ng estdyante sa pag-aaral.
Pahalagahan ang resulta ng pagtasa para malaman ang kalagayan ng pag-aaral sa iba’t
ibang yugto.

May iba-ibang pagtatapos (exits) para sa mga estudvanteng di-nagsasalita ng Tsino.
Puwedeng kummuha ng kwalipikasyon sa Wikang Tsino: Hong Kong Certificate of
Education Exannation (HE.CEE). Hong Kong Advanced Level Examimation (HEKALE),
the conung Hong Kong Diploma of Secondary Education (HEDSE), General Certificate
of Education (GCE). International General Certificate of Secondary Education (IGCSE).
General Certificate of Secondary Education (GCSE).
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Parza masumod zng pamantyan ng mga mrerekomendang lapit, sbalwasyon at pagtatapos

assessment and exit, mangyanng fingnan ang diagram sa sunoed:
Lapit | . ~
Pagbababad {(Immersion) HKDSE
HKCEEHKALE
Lapit Il
Bridging/Transisyon >_ GCSE/IGCSE
GCE
Lapit ll
Iba Pang P I at
MNataganging Hangad : anﬁ“;%mm
Lapit IV
api _J
Integrasyon

Ikapito na Kabanata—Material para sa Mag-aral at Tuturnan

17. Pagbuo ng mga material pangkurikulum para sa mga estudyanteng di-nagsasalita ng
Tsino:  batayang talasalitaan, leaming software, mga halimbawa ng planeng iniakma
ang kurikulum sa mga paaralan, mga modelo ng pag-aaral at pagtuture, mga matenal sa
pag-aaral, mga anyo ng ebalwasyon sa pag-aaral, at iba pa.

18. Karagdagang Suporta para sa mga estudyanteng di-nagsasalita ng Tsino: Patuloy na
suporta sa mga paaralan. Pinagyabong na programang pang-ugnayan sa pagitan ng
edukasyong pantersiyaryo at Non-Government Organization. Patuloy na pagkakaloob ng
programang propesyonal sa mga guro. Pagsuporta sa mga magulang. Pabutihin ang
suporta mmla sa kapitbahayan Pagsasagawa ng 1ba’t ibang proyekto ng pananaliksik at
pagpapaunlad.

Apendiks:

19. Anz mga reperensya: mga katangiang lingsuwistiko ng makabagong wikang Tsino;
radicals ng tittk na Tsino; karanasan ng pag-aaral sa wikang Tsino sa mga lugar na may
malaking populasyon ng emikeng Tsino; serye ng mga halimbawa ng kurso at pagtufuro
na kinabibilangan ng pagsasaayos ng target at module ng pag-aaral, balangkas ng kurso,
plano at iskedyul ng paghihuwro, materyal para sa pag-aaral at pagtuturo. Mga iba pang
impermasyon ay: kksamen ng wikang Tsino sa ibang bansa, iba't tbang posibleng pinili
ng mga estudyante, materyal para sa pag-aaral sa sarili ng mga estudyante at halimbawa
ng mga makukuhang yaman ng pag-aaral at pagtuturo.

Education Bureaun
Gobyerno ng Hong Kong Special Administrative Region
Nobyembre 2008

Ito"y pagsasalin ayon sa onhinal na wikang Tsino. Kung may kaibahan sa kahulugan ang
pagkakasalin, mag-alinsunod sa orthinal na wikang Tsmo.

Appendix 5.3 Supplementary Guide to the Chinese Language Curriculum for NCS
students — Tagalog
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Appendix 5.6 Chinese Textbook for NCS students (sample — form 1)
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Appendix 5.7  Chinese Exercise for Mainstream School Students (Sample — Form 1)
http://resources.hkedcity.net/resource_detail.php?rid=986799506
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