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Language and Education in Postcolonial
Hong Kong: An introduction

David C.S. Li, Angel Lin and Wai King Tsang
Department of English, City University of Hong Kong

It has been cight years since the LSHK volume on language and education in
Hong Kong (Luke, ed., 1992} was published. Since then significant changes have
taken place, of which the most salient is probably the fact that Hong Kong has
ceased to be a British colony and become a Special Administrative Region (SAR)
of China. The political transition has accentuated some issues pertaining to
language and education in the SAR, notably the medium of mstruction, the
revision of the secondary school syllabuses, and more recently, the impending
benchmark test to be implemented in 2001 amidst a great deal of social fension
and controversy. In short, many issues related to language and education continue
to be the focus of interest and concern among linguists, educationalists, and
language teaching practitioners. At the turn of the rmllennium, therefore, we
believe at least some of the topics covered in the Luke (ed.) volume should be
revisited or updated, while other, yet unexplored, topics may be included in a
volume which we hope will be found useful and informative by the reader.

The book contains 16 chapters falling inte four different sections. Parl One,
‘Language Planming and Language Use in Socicty’, consists of five articles.
Daniel So’s article provides a comprehensive review of the dualistic linguistic
streaming policy of the Hong Kong government, It provides a convincing critique
of the monolingual reductionism that underlies the government’s policy. So
argues that if biliteracy and trilingualism are to be achieved in the society, then
the uge of these languages for authentic communication (e.g., as the medium of
instruction for some subjects) must permeate the entire course of the primary and
secondary education, albeit in varying degrees of intensity according to different
backgrounds of schoels. Robert S. Bauer examines the prospects of Hong Kong
Cantoncse as its relationship with Putonghua evolves over the next century. He
begins by saying that Cantonese right now is in excellent shape as it stands at the
peak of its prestige. But in considering that histery ‘mirrors’ the future, he takes
the ascendance of Putonghua and corresponding decline of Cantonese in

Fangiage and Education in 1 & 1000 by Linywistic Society of Hoag Kang
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2 Li, Lin and Tsang

Guangdong province as a lesson for Hong Kong. He predicts that Hong Kong
Cantonese will very likely lose its vitality in various domains in which it is taken
for granted today if nothing is done to teach children to value their home
language. The future health of Cantonese becomes especially critical after
Putonghua becomes the medium of instruction in school. An alternative trilingual
model would preserve Cantonese as the mother tongue in the early years of
primary school. Joseph Boyle's article provides us with an updated picture of
attitudes to languages in Hong Kong and changes in these attitudes over the past
decade. The results of recent surveys on people’s attitudes towards English and
Putonghua show that Hong Kong people’s pragmatism has prevailed, with both
English and Putonghua being considered primarity as useful tools for successful
commerce. However, there are also signs of changes in attitudes, with a broader
mternational outlook emerging, especially among younger Hong Kong People,
who no longer see English as a threat to their Chinese identity. Boyle thus
recommends the encouragement of this broadening of outlook in education and
provides some specific suggestions of both on-line and in-print materials on
global issues that teachers can draw on in developing their English curriculums.
Doreen Dengying Wu examines the spread of orality features in the local
Chinese print med#, in particular advertisements, focal news and entertainment
news stories. The orality featires exemplified in her study include: question-
answer pairs; general emphatics and first and second person pronouns; and
colloquial Cantonese expressions. Wu argues that orality features in printed
adverts allow them to achieve various functions, from signaling involvement and
in-group solidarity to increasing the text’s gemeral appeal and memorability
among its readers, At the same fime, in news reporting, orality features help
project the news maker’s voice, thereby making the story seem more objective
and credible to the reader. Micky Lee presents an interesting analysis of the
mixing of Chinese, English and otker foreign languages in the fashion discourses
found in popular magazines in Hong Kong, By showing the heteroglossic nature
of these popular media texts, Lee proposes that a process of ‘voice-quoting’ is at
work and that these hybridized texts cohere with the grand narrative of the Hong
Kong society: Hong Kong as a place where East meets West. Lee further argues
that Hong Kong people do have a Hong Kong identity and the quality of being
Westernized Chinese may be part of this identity. Language use in the fashion
discourses thus provides a window on the ways young people in Hong Kong
perform the hybridized selves they perceive themselves to be.

Part Two contains three articles conceming ‘Medium of Instruction’. TSE Shek
Kam and his colleagues introduce the main design features of the Language
Fund-supported Centre for Teachers Using Chinese as the Medium of Instruction
at the University of Hong Kong, focusing on how a broad range of services were
developed in response to teachers’ urgent needs for the change of medium of
instruction from English to Chinese. The main target users of this web site are
teachers in Chinese-medium schools. The main objective of the Centre is to
facilitate teaching and to enhance the quality of teaching by providing various
online services to teachers in need. Among the outstanding features are:
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innovative methods in teaching; a bank of teaching ideas, worksheets and
alternative teaching strategies; Cyber Conference Comner (o encourage discussion
and sharing among teachers; data bank of glossary and nseful web site addresses;
a bank of examination papers collected from schools; self-learning of Chinese
programs; on-line help to teachers; articles about the use of Chinese language
across curriculum. Anita Poon’s siudy uses qualitative research metheds aof
interviews and observations to assess whether the medium of instruction policy
was being implemented in four Hong Kong schools in the fitst year of its
implementation belween September 1994 and November 1995, The results
indicate that the pelicy was being implemented only to a limited extent in the
four schools. Poon identifies five impeding factors: English proficiency, the
school’s own language policy, the ‘principal factor’, the ‘teacher factor’, and
social values. The issues of actual implementation of a medium of instruction
policy in schools emerging from this study throw light on the implementation of
the current mother tongue education policy. Angel Lin argues that the often
taken-for-granted notion of “mixed code™ as a presumably stable, monolithic and
debased language variety is in fact a rhetorical construct. By examining a diverse
range of complex Janguage use phenomena that can all be named “mixed code”,
she argues that the notion of “mixed code” as asserted in the public and official
discourses plays an important role in naturalizing and normalizing a certain
language ideology, which, in turn, is appealed to as a rationale for a socially
inequitable language education policy. Lin concludes with the proposal that
language and education issues in Hong Kong can be seen in a clearer light only
when the official and popular media notion of “mixed code” is problematized and
deconstructed, and the diverse range of social interactive actions mediated by
multilingual resources seen and understood in their situated contexts, and not
threugh the hidden ideological iens of the construct of “mixed code”.

The three papers in Part Three are all concerned with ‘Chinese Language
Teaching’, SHI Dingxu describes the written Chinese being used in Hong Kong
as a continuum, with Modem Standard Chinese (MSC) at one end and written
Cantonese at the other, While the form being taught in the Hong Kong school
system is MSC, language teachers should distingnish grammatical errors from
Cantoriese featuves, which are not mistakes but should not appear in MSC. In
order to help students detect Cantonese features, Shi proposes that the best way is
to start from the ebvious and then tgke care of the subtle cases one by one. The
strategy is 1o tackle structural issues first and lexical items second; to identify
Cantonese functional words in written Chinese first and content words second.
HUANG Yueyuan and YANG Suying’s article is a comparative study of the
effectiveness of Putonghua tcaching to two groups of Primary One pupils in two
different classroom settings: immersion with all subjects taught in Putonghua and
two hours weekly of Putonghua tanght as a language subject. While the rate of
progress of the immersion group is clearly superior to that of the language-subject
group, the authors found that a similay level of attainment of Putonghua may be
achieved by the latter group provided three conditions are met: (a) the cognitive
development patterns governing effective language acquisition should be
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respected, (b) Putonghua input should be of high quality, and (c) the classroom
ammosphere and Putonghua learning environment should be interesting and hively.
F. K. Wong proposes three reform measures in light of recent changes in the
syllabus of the Chinese language in secondary school: (1) to incorporate the
development of language awareness as a teaching objective into the teaching of
Chinese, {2} to integrate the teaching of Chinese literature, Putonghua and
Chinese language, and (3} to stimulate student initiatives by introducing creative
and interactive elements into the teaching of Chinese.

In Part Four, the last section, there are five articles devoted to ‘English Language
Teaching’. Evelyn Man’s paper gives statement to the voices of in-service
language teachers enrolled in a teacher education programme in Hong Kong.
Findings from questionnaires and focus group interviews show that many
teachers are having a hard time responding to the unending government-initiated
calls for change. The author argues that unless the gap between new
professionalism and old practices is bridged and the necessary support given to
language teachers in Hong Kong, there seems little hope that big strides will be
made to significantly improve students’ English standard in school. Gladys Tang
and GU Yang report on a follow-up study on the development of learner
autonomy by New Arrival Children (NAC} via their adopting the English Self-
Leaming Packages (ESLPs). The production of the ESLPs was funded by the
Hong Kong SAR to help the NAC catch up with lecal English instruction. The
results suggest that young second language learners, like their adult counterparts,
could be instilled with the responsibility for organizing their own learning
process. The study also shows that in the process of developing learner autonomy
in young leamers, teacher guidance in establishing the leaming routines as well
as nurturing decision-making capability is extremely crucial in this jeint venture.
Michelle Kwan presents her findings in a study of the verbal play of some
Cantonese junior form secordary school students in an English reading lesson.
By examining how these students employ their indigenous linguistic and cultusal
resources to subvert the teacher’s pedagogical agenda, Kwan argues that the
students’ subversive play reflects their resistance to an alienating English
curriculum. Kwan concludes with the proposal that the comical effects created by
the impish play of the students can be pedagogically capitalized or and used as
alternative classroom resources whereby the conflicting agendas of the teacher
and students can be brought into a dialogue and a more animated learning
environment can be achieved. Wai King Tsang, Matilda Wong, and Hak
Keung Yuen report a study of the effects of different kinds of feedback to
writing on the quality of re-writes of 38 Cantonese-speaking undergraduate
students of English. The participants were randomly assigned to four groups,
receiving, respectively: (1) no feedback; (2) feedback on grammar; (3) feedback
on content; and (4) feedback on grammar and content. The authors draw the
following implications for writing pedagogy: (1) to improve confent, feedback
may not be necessary; (2) to improve grammar score, feedback focusing eon
content only, or that on beth grammar and content, is effective; (3) to improve
overall impression of writing, feedback may not be necessary; and (4) to reduce



Introduction 5

error ratios, feedback on grammar is necessary. Finally, David C.8. L1 and Alice
Y.W. Chan explore a mode] of remedial instruction which they hope will help
ESL teachers deliver pedagogically sound remedial feedback in class. Informed
by the theoretical notion of consciousness raising, this model is structurally
characterized by two main features: (a) an algorithmic sequence of
proceduralized steps such that the cognitive effort required to proceed from one
step to the next is minimal, and (b) the provision of explicit rules where possible.
To be effective, the remedial instruction should be followed by reinforcement
exercises and a handout containing the remedial input for students” convenient
reference and retrieval. Two common errors ate used 1o excimplily this medel of
remedial instruction: the misuse of —ing vs. —ed adjectives, and the expression
‘wo ADJ to VP

If there is any regret when secing this volume appear in print, it is the fact that the
benchmark test issue has not been covered. This is because the content chapters
were already set before the benchmark test became an issue of widespread social
COnCceri.

This book would not have been possible without the patience of all the
contributors. We are particularly indebted to a number of colleagues who kindly
accepted to help out int ihe long, sometimes tedious review process. Any
inadequacies pertaining to the ediiing and layout of the volume are the sole
responsibilily of the editors,
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LANGUAGE PLANNING AND LANGUAGE
USE IN SOCIETY



Achieving Biliteracy and Trilingualism
Without MOl-based Bifurcation of the
Schools: A Piea for Third-alternatives

DANIEL W, C. SO
Department of Chinese & Bilingual Studies
The Poiytechnic University of Hong Kong

ABSTRACT

This paper attempts to address the issuc of Medium of Instruction (Mel) in
Hong Kong with reference to the promotion of biliterate {(Standard Chinese and
English) and trilingual {Cantonese, Putonghua and English} skills in its schools.
It starts with the premise that neither the status quo ante September 1998 nor the
status quo post August 1998 is desirable or inevitable. And it ends with an
indication and a plea that to achieve the language-in-education (LiE) agenda of
the SAR; there are befter, more viable third-altermatives to tracking the schools
into Chincse-medium instruction (CM1) and English-medium instruction {EMI)
streams'.

(1) The Background. The status quo of Lil of fong Kong ante September
1998 was characterized by an over-whelming number of sccondary schools
which claimed to practise EMI. Most of the mmvestigators of the Mol issuc m
Hong Kong are agreed that the popularity of EMI secondary schools are largely
4 product of the following inter-related factors: (1} the lansuage policy of the
British administration, (2) the status and function of English in Hong Kong and
it the international communities of the professions and higher education as well
as trade and commerce, (3) the demographic and economic characteristics af
Hong Kong, (4) the attitude of Hong Kong parenis towards education, (5) the
perceplion of the public that EMI facilitales the development of English
proficiency and that (6) most of the schools run by prestigious sponsoring
bodies of education in Hong Kong practise EMI®. However, as to the question of
which of the aforementioned factor{s) is/are primary, views of the investigators
are quite diverse. For example, some regard the language policy of the British
regime to be a primary factor (e.g. Cheng et al., 1973; Fu, 1975; [ 1998); many

Lisnegrreergrer oo Sedecqtion in o & 2000 Iy Linguistic Socicty of FHang Kuony
Pastealonial Hong Kong @62-7578-05.3  All dghts rescrved,
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like Cheung (1990) believe the crux of the problem lies with the majority of
Hong Kong parents who are more concerned about their children to get ahead
than to get an education; a few like So (1984) accords priority to historical
(particularly the change of regime in China in 1949) and infrastructural {i.e.
demographic and economic) factors.

Similaily, most of the investigators of the issue are agreed that the EMI schools
have been over-selected’ in the sense that a large number of students at these
schools are learning through a linguistic medium that they have not yet mastered
and not a few teachers of these scheols are teaching in a linguistic medium of
which they have not developed a firm grip. This over-selection has given rise to
a wide range of consequences many of which have been considered undesirable
by educators. Here it may suffice to identify just three of them: First, in order to
compensate for the lack of English skills on the part of students and/or teachers,
much of the classroom talk in many schools is conducted in mostly Cantonese
and/or 2 mix of English and Cantonese. Many investigators believe such
practices are not conducive to developing proficiency in English, which, as
noted earlier, has been the raison @'étre of EMI 1n the schools {(Johnson, 1983),

Second, the over-selection turns the processes of teaching in many EMI schools
into a dreary chore of translating textbook texts to students many of whom, in
turn, have to resort to crude coping measures such as rote-memorization of key
words and phrases to survive (Johnson, 1997). Third, the down-side of EMI has
given rise to a widely held belief that EMI may have serious damaging effects
on students’ cognitive and linguistic developments (Siu et al. 1979).*

However, partly because of the aforementioned disagreement among the
investigators and partly because of the magnitude of the vested interest involved,
there has been ne satisfactory answer to the question What should be done to
tackle the over-selection of EMI schools and its undesirable consequences?
Therefore a viable policy option has yet to emerge. In spite of these constraints,
the government through the Department of Education (DoE) has been
experimenting with a number of measures ever since the promulgation in 1982
of the report of the Llewelyn Commission which was asked to examine, among
other major educational issues, the use of the EM in Hong Kong schools.* The
latest atiempt of the DoE to resolve the issue is to implement a Mol-based
tracking of the entire secondary cducation system. This attempt has become a
central feature of the status quo post August 1998. The essential details of this
new Mol policy are spelled out in the document Medium of Instruction
Guidance for Secondary Schools issued in September 1997° The
implementation of this policy, which is to be done in a phased manner, wili in a
few years’ time lead to a drastic reduction of the number of EMI secondary
schools and the streaming of the secondary schools into government-sanctioned
CMI and EMI streams.” After the amnouncement of the new policy, some
stakeholders applauded the DoE’s policy to require secondary schools to use
Chinese as a Mol (e.g. The Association of Chinese Middle Schoels; the Hong
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Kong Federation of Education Workers); a few had rescrvations about its policy
to exclude the schools from adopting a mixed mode approach—i.e. adopting CMI
and EMI for different subjects—to resolve the issue {This option was brought up
in the deliberations of the Appeals Comnuttee of the Medium of Instruction
Guidance for Secondary Schools, re: Ming Pao 11 March 1998). But a far
greater number of stakeholders were crnitical of the way schools are being
tracked into streams of CMI and EMI (e.g. The Hong Kong Professional

Teachers’ Union; see also Cheung 1997, #2 1997). In view of the magnitude of
resistance against the streawing approach in its new policy, the government
announced on 13 March 1998 that a Joint Working Group on Mol would be
established and “the Board of Education and the Standing Committee on
Language Education & Research would be invited to carry out jointly a study on
promoting and implementing the Government's Mol objectives and fo make
recommendations in a year's time™ (Press Statement from the Secretary for
Education & Manpower’s office). In early September 2000, the Education &
Manpower Bureau announced that, based on the recommendations of the Group,
the streaming policy will be maintained until the 2003/2004 school year. I
appears that the status quo pesi August 1998 has yet to be regarded as the way
forward to resolve the Mol issue.

Actually, promulgated with the new Mol policy was a confirmation of the
govermnment’s intention to promote biliteracy and trilingualisin. In the “Forward”
of Medium of [nsiruction Guidance for Secondary Schools, 11 is stated that “Our
aim 1s for our students to be biliterate (ic master writien Chinese and English)
and trilingual {i.e. speak fluent Cantonese, Putonghua and English) [emphases in
the original]”. Later in January 1999, the Education Commission issued the
consultation document Review of Academic System: Aims of Education wherein

under § 3.4 it is stated that *We wish to ... ensure the aftainment of basic
standards: School education should enable every student to acquire a basic level
of competence in knowledge and skills, including hiliteracy and
trilingualism ..." ¥ The importance of these statements is that it is the first time in
the history of Hong Kong that the DoE and a high-powered advisory body put
on public record the commitment of the government to foster, in addition tw
skills of Cantonese, English, and Written Standard Chinese (WSC), the skills of
Putonghua as well among all the students of Hong Kong, Amidst the turbulence
generaled by the new Mol policy, a two-language agenda has evolved into a
three-language agenda but not much attention has been given to examing how
these two important policy developments would impact on each other. Nor have
there been clarifications to date concemning what exactly is meant by “'a basic
Ievel of competence in” biliterate and trilingual skills.

The promotion of biliteracy and trilingualism amang the students of Hong Kong
is a hald and far-sighted move and sets the LiE policy of the government on the
right course. But the government has unwittingly undermined the success of this
bold move by its adoption of a Mol-based tracking of the secondary schools. It
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is indeed intrigning to find the government indulging in a simplistic form of
monolingual raductionism in education while at the same time making the
fostering of bilingual abilities a major aim of its education policy. The fact that
these two closely related policies appear to be out of sync indicates that the
major issues related to its LiE policies have not yet been thoroughly thought
through and sorted out.

This paper atternpts to help sort out the important issues, re-cast the Mol issue in
a proper perspective, pin-point its crucial relationship with the promotion of
biliteracy and trilingualism and show the stakeholders that there are better third-
alternatives to the present Mol-based tracking of the schools into exchisively
CMI and EMI streams. Once the fundamental issues are sorted out, it will
become evident that a sound Mol policy does not necessarily entail a choice
between the status quo anie September 1998 and post September 1998.

This paper is organized around five postulations, they are {a) It is neither
necessary nor advisable for the HKSAR government to make use the mother
tongue hypothesis as a principal tenet for the formmiation and promotion of its
Mol policy. It is also counter-productive to define the Mol issue in a
dichotomous (mother tongue vs. other tongues) fashion which, among other
things, drives the government further down the direction of monolingual
reductionism. (h) Fracking the schools into monolingual streams both vertically
{along the axis of time) and horizontally (on the basis of Mol) limits their
capacity to foster biliteracy and trilingualism. (c) The parenis’ demand for EMI
should be met rather than repressed; to ridicule their perception concerning the
correlation between EMI and English proficiency and to condemn the extent of
sacrifice that they are willing to make to avail their c¢hildren of an EMI
cducation would simply put the government in a state of demal and alienate it
from the population-at-large. (d) In spite of their over-selection, EMI schools
have made a significant contribution to the spread of English skills in Hong
Kong and it must be reckoned that their popularity is 2 product of forces much
larger than government policy, and (e) the success of the promotion of biliteracy
and trilingualism is vital to the retention of the status of Hong Kong as the
leading metropolis of China. Being an essentially monolingual, Cantonese-
speaking society, Hong Kong will have to learn, as & socicty, to incorporate
bilingual (vs. monolingual) norms® in its judgment of matters concerning
language and education. The rest of this paper is an ¢laboration of these
postulations.

(2) It is neither necessary mor advisable for the HKSAR government to
make use the mother tongue hypothesis as a principal tenet for the
formulation and promotion of its Mol policy. It is also counter-productive
to define the Mol issue in a dichetomous (mother tongue vs. other tongue)
fashion which, among other things, drives the government further down the
direction of monolingual reductionism, In the opening paragraph of the
document Medium of Instruction Guidance for Secondary Schools, the
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government justifies its new Mol policy by making a strong statement
conceming the educational benefits of mother tongue teaching without
specifying the meaning of the tenn “mother tongue” in the context of Hong
Kong. The 24th of March 1997' must have been a happy day for local
advocates of mother tongue education (MTE) because after decades of
promotion, it appears that the government has finally incerporated the mother
tongue hypothesis'' in the making of its LiE policy. The Promote MTE
Campaign in Hong Kong is in many ways a continuation of the Promote
Chinese as an Official Language Campaign.’* The latter campaign was lannched
in 1970 and achieved its objective in the form of the enaciment in 1974 of the
Official Languages Ordirance which declares both the English and Chinese
languages the official languages of Heng Kong. As for the Promiote MTE
Campaign, one may use the publication of the pamphlet 4¢ Whar Cosi? ™ in
1973 to date its launch, Bul it was not until 1978-1979 that one saw the
Campaign gaining public and therefore government attention. One of the agents
that put it it the spotlight was the Hong Kong Examinations Autherity. Up to
and including 1978, students who wished to sgit the Chinese University
Matriculation Examination conducted by the university had to have, among
other qualifications, at least a grade E in both Chinese and English (Syliabus A
or B) in the Hong Kong Certificate of Education Examination.

In Jane 1978, the newly established Hong Kong Examinations Authority, which
took up the administration of the cxamination from the university,"” announced
that with effect from 1979 the requirements concerned were reduced to having at
least a grade E in either Chinese or English (Syllabus A or B)."” Whereas the
language qualifications required for gitting the Advanced Level Examination of
the University of Hong Kong conducted by the university were a grade E in
English (Syllabus B) or a grade C in English (Syllabus A) in the Hong Keng
Certificate of Education Examination, there were no requirements for Chinese
language qualifications.’” Such different freatments of Chinese and English in
the entry reguirements of the two of the most imporlant public cxaminations in
Tlong Kong helped refocus, four years after the enactment of the Official
Languages Act, the public’s attention on the de fucro status of the Chinese
language in society at large and in education in particutlar.

In 1979, public attention on MTE gathered [urther momentum with respectively
the release of aforementioned Siu et al.’s research report on the effects of EMI
on students” cognitive development and academic achievement, the publication
of the monograph Isswes fn Language of [nstruction in Hong Kong (Cheng,
1979, and the holding of a symposium on the lopic Language and Education in
Hong Kong at the Chinese University of Hong Kong. Ever since 1979, the
issues of MTE and EMI have been widely covered by and debated in the media
and have remamed hot items in the agenda of LiE in Hong Kong.

Obviously the Promote Chinese as an Official Language Campaign has made a
significant contribution to the empowerment of the Hong Kong Chinese people
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and to the elevation of the status of the Chinese language in Hong Kong.
Similarly, the Promote MTE Campaign has made an important contribution to
drawing the attention of the public and of the government to the many
undesirable effects of the over-selection of EMI schools a large number of
which fail to offer an authentic and effective EMI education to their students.
Leaders of both campaigns made extensive use of the mother tongue hypothesis
to further their cause, Which is understandable because the hypothesis could in a
nutshell expose the inequity and the cost of using a non-native language as a
Mol. Furthermore the concept mother tongue has proven to be an effective tool
for minority leaders to motivate and unite their fellowmen to struggle against
oppressors of a different ethnic extraction; and for revolutionary gevernments to
send a message to its citizens that they have now through the revolution become
the master of their own fate.

But given the fact that in the Basic Law the Chinese language has already been
given its proper place in the SAR and that the SAR government is neither
struggling against groups of different ethnic extraction nor revolutionary in its
pedigree, it is not clear why it has chosen to make a high-profile use of the
hypothesis to define, highlight and promote its new Mol policy. Not only is the
term mother tongue emotive and provocative, it is also imprecise as it could be
understood in many different ways."” For example, the term mother tongue is
usually understood to be a person’s fiest language. Which means it is the
language to which a person is first exposed and the language of which s/he has
developed 2 stronger grasp (Richards, 1985; hereafter refezred to as the common
definition). The common definition makes good sense in a monolingual frame of
reference but in soctolinguistically complex sitvations where languages are
sometimes being leamnt simultaneously from the time of infancy, the temporal
priority of one’s stronger language is not necessarily a given., As the world and
especially metropolises like Hong Kong are getting more and more complex
sociolinguistically, the monolingual frame of reference and the agsumptions that
underpin it have been found increasingly wanting.'"* For example, in today’s
world of widespread mass migration, the language first learned by people might
not be their stronger language. For those migrants who leave their native place
while still an infant, the language first learmed by them might have been
forgotien in their later life. These are SWONALs (Speakers Without Native
Languages). And there are a growing number of them in Hong Kong among its
new immigrants from the Chinese Mainland. In a bilingual frame of reference,
there is nothing unusual about cases where the languages of one’s parents are
not his/her stronger languages. In fact more often is the case that people’s
stronger languages are the languages of their peers. The language shift to
Cantonese in the past fifty years among the children of the non-Cantonese-
speaking immigrants from the Chinese mainland has attested fo this interesting
feature of language acquisition in sociolinguistically complex societies.'”

Furthermore, peopie may have more than one mother tongue. The fact that the
term mother fongue is usually understood in the singular underscores again the
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inadequacy of the monolingual frame of reference in dealing with the
sociolinguistic complexities of contemporary metropolises. Indeed among the
members of the middie class in these metropolises, it is not uncommon to find in
their linguistic reperteire more than one language of which they have a sirong
grip. Morcover peeple in these metropolises may not choose 10 use their mother
tongucs {the conimon definition) to perform certain functions, This phenomenon
15 cspecially prevalent in the context of work and formal functions, In these
domains many people may find it necessary, convenient and appropriate to
conduet their businesses in 4 language other than their mother tongues (the
common definition). In other words, many people’s stronger language for the
performance of certain finctions may not be their mother tongues (the commeon
definition). To take inte account of these situations, the concept mother tongue
has been understood more broadly as a speakers’ usual/preferred language for
certain functions in particular contexts (hereafter referved to as the revised
definition). Tor example, for many Hong Kong lawyers, al home their prefemed
language is Cantonese, whereas at work it is English. Therefore both languages
could be taken to be their mother tongues according to the revised definition.
And such scenarios are more common than many MTE advocates would want
us to believe.

What constitutes “the mother fongue/the stronger language” is dependent upon
the context and the function concerned. Therefore, in addressing the question of
which language constifutes the appropriate Mol for a people, it would be
necessary first to determine whether the term mother tongue is to be understood
according to the commeon definition or the revised definition. Since these two
definitions are pitched at the individual level whereas Mel-related decisions
have implications for the social group concerned, it would also be necessary to
pin down the understanding of the term at the group level where it has
respectively a broad definition as well as a narrow definition. China offers a
pood example for the former definition. In the Chinese mainland, it is taken that
Putonghua is the mother tongue of all Han Chinese because according to the
broad definition, it is the linguistic variety which serves as a boundary-marker
for the entire Han-Chinese nationality regardless of the fact that many members
of the group neither speak nor comprehend il. As a result the mother tongue of
the Han Chinese is a tongue that is not learnt from parents at home but from
teachers in school;™ wheicas the tongues learnt at home are regarded as the
dialects of this tonguc.

As for the narrow definition, 2 good example may be found in Taiwan of the
post-Chiang era. In the past ten years there has been 2 sirong growth of ethnic
consciousness in Tatwan. To the Haklkas and Hokkiens of Taiwan who are
determined to project their “other-ness™ in the community of Han Chinese, they
would incline to subscribe to 2 narrow definition by which one’s mother longue
is taken to be that linguisiic boundary-marker of their ethnicity that is normally
learnt at home and spoken by most if not all of its members.
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This exposition on the possible definitions of the term mother tongue may be
elaborated further but for now it should suffice the purpose of showing the
dilemma the government has created for itself through its loose use of the term:
given the centrality of the concept in its new Mol policy, one would expect the
government to provide a precise definition of the term in its policy statements;
but perhaps because of the aforementioned nature of the term, it has chosen to
leave it loosely defined and as a result the fashion in which the term has been
used has generated much confusion and embatrassment in Hong Kong.*

The problem of definition is further compounded by the fact that MTE as an
ideology tends to be exclusive.” Indeed if it is taken that the mother tongue is
the best medium for the education of the young, then any attempt to allocate
status and function to avother language in education will be met with suspicion
and resentment. It explains why once the mather tongue hypothesis ig factored
into the deliberation of LiE policy in Hong Kong, there is a tendency to define
the policy options in a dichotomous fashion because according to the logic of
the hypothesis, the use of a language other than the mother tongue is by
definition. counter-educational and smacks of being a sell-out to utilitarian
and/or political considerations. Such logic tends to crowd out other important
factors in educational planning, which may have serious consequences as Bull
points out so eloquently in his critique of the UNESCO committee’s mother
tongue hypothesis:

“The Comunittee, rather obviously, strongly believes that what is best for
the child psychologically and pedagogically should be the prime point of
departure in planning for universal education. This proposition appears,
however, to be somewhat unrealistic. What is best for the child
psychologically may not be what is best for the adult sociaily,
economically or politically and, what is even more significant, what is
best for both the child and the adult may not be best or even possible for
the society.” (1964: 528)

Lest it be misunderstood, Bull is not rejecting the mother tongue hypothesis per
se. He simply highlights the fact that the hypothesis holds only when alf things
are being equal and that in real life ceteris paribus conditions are rare. In many
polities, according primacy to the hypothesis in making educational decisions
carries a downside that MTE advocates tend to tgnore. That is in actual practice
an education received exclusively in one’s stronger language may entail costs at
other levels. For polities like Hong Kong, would it indeed be appropriate if
students were led to believe that they have nothing to lose and everything to
gain by having their entire education through CMI1?% The case being made here
hitherto is that (a) while the mother tongue hypothesis is a very potent tool for
political activists in ethnic and revelutionary politics, for policy-making it lacks
precision when used in sociolinguistically complex situations, therefore (b) it
may not be very helpful to use it as a central fenet for making policies related to
LiE in Hong Kong, and (c) under certain conditions in sociolinguistically
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complex commmunities, students’ stronger language may be neither the only
appropriate medium-as its exclusive use might lead to inequitable social
stratification—nor the preferred medium-as its exclusive use might not deemed
helpful vis-g-vis the students” aspirations—for their education, The second and
the third points will be elaborated further below.

If one examines the new Mol policy from the perspective of the entire
educational system, it appears that in practice what the policy does is simply to
extend CMI, which has been the prevailing mode of Mol at pre-school and
primary levels, to the secondary level. In other words, the present CMI-
dominant primary sector and the EMI-dominant secondary sector will be, m a
few years’ iime, replaced by a CMI-dominant primary and secondary sector
with a small compariment of EMI secondary schools (Figuie 1). This CMI mode
is characterized by using WSC as the language of textbooks and assigniments/
assessment, and Cantonese as the verbal medium in the classroom. This is by no
means MTE in its more authentic form® and begs the question Whether or not it
is necessary to employ this value-laden hypothesis as the comer stone of a weak
version of MTE.

Angniist 1998 & Before September 1998 & Affer
Primary Sectar | Secondarv Secter { Primary Sector Secondarv Sector
EMI

{Appro. 30%)
CMI EMi CMI
{Appro. 100%) {(Appro. 90%) {(Appro. 100%)
CMI
{Appro. 70%)

CMI

Figure 1: Mol-based Streaming of Hong Kong Schools: The Chunge afier September 1993

That this extension will reduce many of the undesirable effects of the over-
selection of EMI schools is well taken. But this new measure also puls a twist to
the question “At what cost?” and raises many issues of fundamental importance:
Is it really the intention of the goveniment to sanction a bifurcation of the
secondary education system mte CMI and EMI sectors? Is the government
aware of the long-term socio-political implications of such a bifurcation? Could
the government ignore for long the contradiction that a Mol policy fonuded
upon the mother tongue hypoihesis should require a fiaction of ithe schools to
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teach most of the subjects exclusively in English? How is the goal of biliteracy
and trilingualism to be fulfilled if the schools are tracked into monolingual CMI
and EMI streams? Will the leaming of English be adversely affected in the CMI
schools m spife of the additional resources they receive to sirengthen their
teaching of English? Will the leaming of Chinese be adversely affected in the
EMI schools which do not enjey the benefits of having additional resources to
strengthen their teaching of Chinese? With the high-profile promotion of the
mother tongue hypothesis, will there be room for the schools to experiment with
different means of promoting Putonghua other than teaching it as a subject?

Because of space considerations, the following discussion is mainly confined to
the question Would an extension of CMI into the secondary sector by such a
large measure and tne associated tracking of the schools into monolingual
streams facilitate the prometion of biliteracy and trilingualism in Hong Kong?

(3) Tracking the schools inte monelingual streams both vertically (along the
axis of time) and horizontally {(on the basis of Mol) limits their capacity to
foster biliteracy and trilingualism., A common frustration among people
concerned about Hong Kong students’ Ievel of English proficiency may best be
surnmarized by a paraphrase of Tollefson (1991:7) Why, in spite of the
significant amount of resources being spent by government and the considerable
length of time in which English is being taught and sometimes used in the
schools, de thousands of Hong Kong school graduates fail to develop a high
level of English proficiency that would enhance their career prospects? To a
lesser extent many people have a similar frustration with students® standards of
WSC as well.

So (1998) puts the frustration over the standards of English in perspective by
documenting the fact that while the quality of English of its students may not be
found to be of a particularly high quality, Hong Kong has made big strides in the
down-ward spread (along the social spectrum) of English proficiency at a
functional Tevel in the past fifty years. For example, according to Choi (199%:
185), “about 14,000 [EMI School] Form 5 candidates [of the Hong Kong
English School Certification Examination] took English Language . . . in 1966
and the passing percentages were 61.8% [and] 11.1%6 were awarded a credit or
distinctien {i.c. grades A-C). [Whereas] in 1996, 75,000 school candidates [of
the Hong Kong Certificate of Education Examination from both CMI & EMI
schools] took English Language (Syllabus B} . . . and the percentages awarded
grade E or better were 52.59% . . . The corresponding grade-C-or-better
percentage . . . was 7.2%.” Given the standards for grade C of English Language
{Syllabus B) are pegged to that of a GCE O-Level pass (Choi 1998: 187) and are
therefore relatively stable over time, one may adduce from these figures that the
number of Form 35 students achieving GCE O-Level standards in English
language has increased by about 350% (from about 1,554 to 5,400) between
19606 and 1996. During the same period, the percentage of the school candidates
entolled at EMI schools increased from 72% to more than 90% {50 1992: 70). In
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other words, the great majority of these Form 5 graduales were from EMI
schools. Whether or not the same magnitude of spread of English proficiency
could also be achieved via a CiMI-dominani instead of an EMI-dominant system
is a matler of debate, Bui the fact remains that this particular spread has been
achieved mainly through the efforts of EMI schoals, especially the authentic
ones, and given the sociolinguistic ecology of Hong Kong at the time (e.g. see
So 1998), their contribution could hardly be dismissed.

So {1987) also postulates that the upward-spread of English proficiency {along
the skills spectrum) has been hampered by tracking the schools into monolingual
streams both vertically and horizontally. From the post-war years until 1998, the
Mol-based vertical and the horizontal tracking of the schools™ produced a
linguistic ecology in the schools where the classroom language experience of the
studenis were largely monolingual: the language for anthentic communication™
was either Chinese or English, seldom both, Therefore when the majerity of the
primary school leavers furthered their education in EMI schools, their previous
classroom language experience in a Cantonese-WSC environment provided
them with lLttle foundation for another monolingual clagsroom experience in
English; Cantonese by habit and by necessity remained therefore dominant in
classroom talk initially and for many of these students, they never get beyond
this tall-in-Cantonese and reading-&-assessment-in-English mode. The
extension of CMI into the secondary sector reduces the number of students
affected by the lingwvistic mismatch, but for students al EMI schools and for
those who move on to0 EM universitics, the mismatch remains except from now
en these students constitute a smaller fraction of the population,

In additien to the linguistic mismatch, another outcome of the Mol-based
tracking of the schools has given rise to an apparent imbalance in linguistic
skiils among the secondary graduates, which has been taken for granted” but yet
to be documented and researched. The imbalance refers to the general
impression that vis-d-vis their counterparts at EMT schools, CMI schaols tend to
produce graduates with a stronger grasp of WSC and a relatively weaker grasp
of English, and vice versa in case of the EMI schools, notwithslanding claims in
recent years that the secondary school graduates of Hong Kong are good in
neither WSC nor English.”® If the vertical and horizontal tracking of schools are
to be continued, it is unlikely that the linguistic mismatch and imbalance will be
redressed. The heart of the problem lies in the dichotomous and exclusive nature
of the new Mol policy which would intensify the monolingual experience of
students in the schools and tmpose unnecessary constrainis respectively on
making use of thege target languages as authentic means of communication, and
an the joint use of the languages as Mol at both primary and secondary levels, It
is apainst such backgrounds thai many educators arc pessimistic about the
effects of promoting Putonghua by teaching it as a subject [or ong to two hours
per (a six-day} cycle from primary-one to secondary-five.
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Given the local seciolinguistic conditions, if biliteracy and trilingualism are part
of the desired educational outcomes, the use of these languages for authentic
commupication must permeate the entire course of the primary and secondary
education, albeit in varying degrees of imtensity according to different
backgrounds of the schools. The development of such a new linguistic ecology
in the schools would entail a revision of the scheel curticulum to enlarge the
range of application and use of the languages concerned by students at both
primary and secondary levels. Which in turn would mean that Mol-based
tracking and streaming should be abandoned as the leading organizing principle
of our school systern. Otherwise by default the mismatch between the demand
for EMI and students’ proficiency in English will persists; an unbalanced grip of
Chinese and English with a smatter of Putenghua will remain the major
characteristic of the school graduates of Hong Kong.

{4) The parents’ demand for EMI should be met rather than repressed; to
ridicule their percepfion concerning the correlation between EMI and
English proficieney and to condemn the extent of sacrifice that they are
willing to make to avail their children of an EMI education would simply
put the government in 4 state of denial and alienate it from the population-
at-large. In spite of their over-selection, EMI schools have made a
significant contribution to the spread of English skills in Hong Kong and it
must be reckoned that their popularity is a product of forces much larger
than government policy (e.g. see So 1984). English proficiency being a social
desideratum in Hong Kong requires no further elaboration and as such one musi
learn to grapple with the paradox that it is exactly because the Hong Kong
children’s English has been found wanting that they are being sent by their
parents to EMI schools to further their secondary education. If their children
could pick up English at home or in the streets, we will not have to grapple with
this vexing issue of Mol today. As educators we may disapree with the practice
of these parents but it would be wrong if we believe we could rectify the
situaticn by taking the EMI option away from them. One may ridicule these
parenis as lemmings driven by the herd-instinct and obsessed with the profit-
mative. But the fact is that Hong Kong parents’ aspiration for EMI for their
children is based en the same logic—that proficiency in a farget language may be
significantly enhanced by using it as a Mol~that drove the Anglophenes in
Montreal to seek the assistance of Wallace Lambert to devise an instrument to
enable their children te achieve a higher level of French proficiency (Lambert,
1972). Just like learning English in Hong Kong, learning French for Anglophone
children in Montreal was and still is very hard to do well because of the social
segregation between the Anglophone and Francophone communities there.
However, a viable option has been made available for the Anglopheone parents to
fulfill their aspiration for highet French proficiency for their children because
some members of the educational community understood and respected their
desire and devised an instrument to meet the challenge, albeit immersion
programmes like most remedies also carry a cost.”
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Similar to the immersion programumes the EMI schools in Heng Kong also
attempt to develop higher English standards among their students by using it as
a Mol. If the majority of the CMT schools could demonstrate that the same level
of English proficiency could be achieved among the majority of their students
without the necessity of using EMI, the parents of Hong Kong would not have
found EMI schools that attractive. But the lackadaisical performance of CMI
schools in promoting English proficiency must be understood in the light of the
fact that worldwide, especially in societies with a sociclinguistic profile similar
to Hong Kong, teaching a non-indigenous language as a subject has not been
found effective to spread fluency in the language among a significant portion of
the school population. Indeed if in a bilingual metropolis like Montreal-which is
sitnated in a French-speaking province of a country with a federal govemment
strongly commitied to the mmplementation of its bilingual policy-Anglophone
school children of middle class backgaround still fail to attain a satisfactory level
of proficiency in French, what is the chance for a mestly monolingual city like
Hong Kong-which is situated next to a Cantonese-speaking province of a
country subscribed largely fo a monolingual language policy-to be able to
develop biliteracy and trilingualism among its school children?

As noted earlier, many EMI schools have failed to properly execute their Mol
policy and there are many problems associated with EMIL. But the bashing of
EMI schools in the past couple of years from sources both inside and outside the
government may have prevented us from assessing properly the historical vole of
the many EMI schools which have made genuine efforts 1o provide an education
and at the same time help spread English proficiency among the local population.
Ever since Hong Kong became a crown colony, there have been not a few
graduates of EMI schools who have become skilled in English without showing
any signs of significant negative cognitive, educational effects. The question is
whether these schools could be replicated in sufficient numbers with necessary
modifications to meet the objective of biliteracy and frilingualism. The answer
to this question at present is negative, There are two ways of dealing with this
issue. The way adopted by the government is to restrict students’ aceess to EMIL
Since it requires a lot of political will and political cost to do so, the restriction
ends up being too loose to have any credibility. Who with some knowledge of
the local situation would believe and accept that these 114 secondary schools
could teach their students exclusively in the EM? On the other hand, who could
say with confidence that none of the teachers and/or the students in those
schoels which failed to obtain sanction from the DoE to instruct their 1998
cohort in the EM can properly conduct and benefit from EMI respectively?

An alternative to the present policy is to enhance the system’s capability to
conduct both CMI and EMI]. One laudable aspect of the new Mol policy is the
wvovernment’s acknowledgement of and conumitment to providing assistance to
teachers to conduct CMI, Contrary to popular belief, teachers who are Chinese
still require training fo enable them to teach effectively in the CM. On the other
hand, if there are indeed an insufficient number of teachers to teach effectively
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in the EM to meet the popular demand for EMI, for a resourceful government,
one obvious measure is to develop ways and means to increase the number of
such teachers. Refusing to do so would put the government in a state of denial of
the fact that there remains a popular aspiration for EMI in Hong Kong and it is
the product of forces much larger than government policy. The popularity of
EMI schools in Hong Kong after the transfer of sovereignty has demonsirated
the inadequacy of the view that attributes the primary cause of the over-selection
to government policy. One should not continue to mislead the government into
thinking that the demand for EMI may be capped by palicy and propaganda. In
the formulation of its new Mol policy, it appears the government has adopted an
ahistorical and astructural approach, which is unfortunate. The popular demand
for EMI is deeply rooted in the historical milien of Hong Kong and in the status
enjoyed by English worldwide, The fact that so much reference material that
students at secondary and tertiary levels have to consult are only available in the
EM further belies the appropriateness of forcing the schoels to teach either in
Chinese or English. These are very large forces that drive people’s Mol choices
and affect the outcomes of education in pelities like Hong Kong. If the
government persists in its Mol policy to restrict the majority of the students’
access to EMI, the structural inequality so ensued may one day jeopardize the
socio-political stability of Hong Kong.

{5) The success of the promotion of hiliteracy and trilingualism is vital to
the retention of the status of Heng Kong as the leading metropolis of China.
Being a SAR of China, there is no question about the need for the school
graduates of Hong Kong to attain a high [evel of proficiency in WSC and
Putonghua, in addition to achieving preficiency in Cantonese in its full measure.

On the other hand, as China’s major window to the West, it is crucial that the
school graduates can master the skills of conducting themselves in English with
confidence. It is envisaged that whether one likes it or not in the next
millennium the English language is going to be the fingua franca of members of
international communities in trade & commerce as well as in science and
technology. Being able to use English and use it well will be a mark of
membership of these comumunities. For people without such a mark, it would be
difficult for them to pain access to these communities. For example, the World
Wide Web where the common medium is English is growing in leaps and
bounds and there are already millions of Web sites by the end of the millennium.
A growing proportion of inter-institution, inter-personal communication as weil
as commercial transaction such as retail sales will be done via the Web, Hence
the run-up to the end of this millennium has seen the emergence of an ideology
of English as a tool of empowerment. (Tollefson, 1991:11} As So (1984)
observes, to many people in Hong Kong in the better part of the Twentieth
Ceniury, EMI and the factors associated with it played a pivotal role in their
upward mobility. If there were any changes to this situation in the next
millenmium, it could be that the role played by English in people’s upward
mobility would be greater rather than smaller.
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Ever since 1979, many educators concerned with the undesirable effects of the
over-selaction of EMI schools have questioned whether or not as a society Hong
Kong has over-estimated the importance of English. While much of this
questioning has served the purpose of generating a search for a corrective of the
over-selection, part of it has also been rather misleading. Some typical examples
of the misleading bits ate views phrased in rhetorical questions like (a) most
Japanese do not speak English well but Japan is 2 world power; (b} many
Filipinos speak English well but The Philippines is poor and weak; and (c) many
well-developed countries like Germany do not find it nccessary te resort to EMI
to atiain a geod level of English among their crtizens.

Given the ingidious influence of these misconceived views in the education
community over the years, their debunking has become necessary. First and
foremost EMI and a high level of English proficiency have never been taken as
both a necessary and sufficient cause for the prosperity of Hong Kong. To
conceive them as such is simply a convenient way for some critics of the over-
selection of EMI schiools to get themselves a balloon to shoot down. What has
been said about the spread of English proficiency vis-g-vis the prosperity of
Hong Kong is that it is evidenily a positive factor. No more and no less.

Second, the critics of EMIT are making a comparison between apples and oranges:
Hong Kong thrives primarily on tourism, trade and the provision of financial
services, where English proficiency of the workforce is a major asset. Whereas
the economic base of the well-developed countries like Japan and Germany is
much broader and the contribution of internal consumption 1o their economy is
much greater. For these countries, it may indeed be (rue that the level of English
proficiency among its workforce is a less important factor in their overall well
being. However, while it is true that the average Japanese does not speak good
English, it does not mean that many of them are not trying hard to Iearn it well.
For example, in Japan there are still more than a dozen branch campuses of U.S.
tertiary institutions offering thousands of Japanese students English-language
training, and courses leading to different levels of academic qualification, in
spite of the recent economic down-turn and in spite of the fact that the Ministry
of Fducation has steadfastly refused to recognize such branch campuses as
legitimate academic institutions. We should take note of such efforts because for
us the question to ask is not “Why does Japan do relatively well withoul wide-
spread English proficiency?” but rather “Where would Japan be today bad its
middle class mastered the skills of speaking English well?” Similarly, the
question to ask is not “Why does The Philippines remain relatively weak while
English proficiency is widespread thers?’ but rather “Where would it be today
had it not had such an attnibute m ite national profile?”

It would also be wrong 1o mislead the publie into thinking that countries like
Germany engender widespread English proficiency without resorting to special
means. In 1991 the Comumission of the European Communities of which
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Germany i$ a member made & sttong statement affirming the significance of the
promotion of trilingualism among the citizens of the member states (1991: 33):

Language competence is regarded as being of central importance to the
creation and progress of Europe . . . Higher education institutions should
present a multi-lingual voice to their clientele . . . Language competence
is necessary to support mobility, economic and administrative interaction
and cooperation in practically every sphere of activity . . . It would
appear reasonable that all Community®® citizens should have the
opportunity to acquire communicative competence in at least one
Community language i addition o their mother tongue and that
substantial portions of the population should be expected to acquire a
knowledge of two Community foreign languages.

Although the use of the target languages as a Mol in the schools is not a central
feature in the promotion of trilingualism in the European Union, much resource
has been spent on instituting programmes to provide the citizens with
opportunities to learn the target languages in situations where the languages can
be used for authentic communication.*’

Moreover, the use of a non-native language as Mol is by no means a rare
phenomenon, Mandarin (i.e. Putonghua) is now the dominant Mel in Taiwan
although at the end of its governance by Japan in 1945 the number of Taiwanese
who spoke it as a usual language was around one per cent (Hr 1993: 97).
Similarly English 1s now the dominant Mol in the entire educational system in
Singapore where according to ifs 1957 population census onty 1.8 per cent of its
total population were native-speakers of English {Chua, 1964). In Holland,
advanced courses at tertiary level are widely taught in English (Crystal, 1997
103). Even the nationalistic governments of Indonesia and Malaysia are now
opening up their country to universities like Monash to operate offshore
carnpuses on their soil.

(6} Pointers to a Future with Additive Bilingualism. It has been shown that
the present Mol-based bifurcation of the schools under the guise of promoting
MTE is not the right way forward, Te qualify to be the right way forward, the
LiE policy should facilitate the achievement of biliteracy and trilingualism,
accommodate the concerns of the MTE advocates and have the support of the
majority if not all of the stakeholders. In order to meet these criteria, the policy-
makers would have to sort out these three issues: (a) the flip side of the mother
tongue hypothesis spelled out in this paper; (b) the need to provide opportunities
for the vse of the languages concemed as means for authentic communication in
the schools, and in this connection (c) the need to make appropriate use of
English and Putonghua as a Mol.
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It s believed that the concept additive hilingnalism provides a framework for
the resolution of all these three tssues. According to this concept, bilingual skills
should be added to students’ linguistic repertoire only after s/he has developed
fluency m the use of a basic/foundation language and that the leaming of these
additional languages should nat impede the further development of Muency in
the basic/foundation language ™ In other words, students of Hong Kong should
start their education in Cantonese and WSC which will then be used as the
building block for the leaming and use of English and Putonghua through the
latter course of primary and secondary education. The concept additive
bilingualism is therefore weil suited to be a guiding and organizing principle for
a new LiE policy as it takes good care of the sccond and the third issues by
providmg room for the parallel use of more than one language as Mol in the
schools. At the same tirme it accommodates the concems of the MTE advocates
because students’ basic/foundation language will serve as the bedrock for the
huilding of this bilingualisnt. So unlike the mother tongue hypothesis which puis
tension between the promotion of biliteracy and {rilingualism and the promotion
of MTE, the concept of additive bilingualism aligns the two cbjectives in the
same direction. In this connection it is also proposed that the term mother
tongue be replaced by less emotive terms like basic/foundation language in
policy statements so as to create a more rational envirenment for policy
discussion and implementation.

I+ is accepted that the government has the responsibility to ensure that the use of
the CM, EM and the PM* as a Mol is done in an appropriate manner. So it is
taken that an “appropriate-medium test™ is required to make suie that the use of
multiple-languages in the schools is done properly. To administer the test, the
govermment may target the students, and/or the schools, and/or the teachers, In
its new Mol policy, the government has opled fo targel the students and the
schools although teachers may be regarded as part of the schools. The reason
behind the goverment’s choice is not hard to understand as the SSPA™ exercise
provides the government with an opportunity to conduct the MIGA™ to stream
siudents into EMI and CMI categories, and schools can then be categorized
according to the type of students that they admit® While this practice may be
administratively convenient, it has an enormous downside. As repeatadly
mentioned in this paper, the dominant aspect of this downside is the tracking of
the schools into monolingual streams.™

It is believed that the administration of the “appropriate-medium test” does not
necessarily entall a Mol-based bifurcation of the schools. One option the
government may consider is to target the test at the teachers. Notwithstanding
the fact that in Canada the immersion programmes are mostly instituted at
kindergarten and primary levels, it is wortl: noting that the Anglophone students
comc to thege programimes with zero or close to zero proficiency in the language
uged as the Mol (i.e. French); the programmes work largely because the teachers
are skilled in Trench, n addition to English and are well frained in hilingual
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instruction (Baker, 1996:333). It may therefore be more appropriate if the test is
targeted at the teachers instead of students.

The principal merit of this option is that with the exception of those schools
which fer reasons of philosophy and/or tradition wish and have the ability ta
remain CMLI/EMI schools, it would convert the abrupt, major Mol-switches in
the majority of the schools in the present system of vertical tracking—either at
secondary-one or at secondary-four—inte a larger number of smaller switches
because the unit of switch will no longer be schools but teachers and the
subjects that they teach. For students learning in the EM/PM™ in these schools,
there will be a leveling of the steep learning curve. At the same time, the two
Mol-based sireams in the present system of horizontal tracking will be
integrated into a single spectrum with the CMI and EMI schools situated at its
two ends and all the rest of the schools in between. For the schools distributed
between the two ends of the spectrum, the labels CMI/EMI wili be frrelevant
because the Mok-related information thai these schools provide for the public
will simply be the number of teachers who are qualified te teach in the various
mediums.

And the teachers do not have to be labeled exclusively as CMI or EMI or PMI

either because they could seek certification to teach in more than one medivm so

that they may teach the same subject or different grades in whichever medium

that the school deems fit. Indeed, what would constitute a better means to

promote biliteracy and trilingualism than having biliterate and trilingual teachers?
Having teachers as the unit of the “appropriate-medium test” would mean that it

would not be necessary for parents to choose between CMI and EMI* And

when the choice between CMI and EMI is behind us, then all the stakeholders

will be able to really focus on education, instead of its mediam.

It is conceded that because of the number of teachers involved, the teacher-
based Mol selection in schools will take mmuch more time to implement. But
small steps in the right direction are much better than a big, decisive step in a
wrong direction. After all, education is an enterprige that takes hundreds of years
to perfect; there are no quick fixes.

It is also conceded that some stakeholders may not find this alternative attractive.
Teachers initially may not welcome the “appropriate-medium test”. But if
benchmarking, pre-service and in-service training are to be respectively part of
the cextification process of teachers and their professional life, there may be
room to incorporate this test with these exercises in an unthreatening manner.
The provision of appropriate incentives for the teachets should be considered as
well. If indeed there is a general consensus that our future generation should be
biliterate and trilingual, one would expect a significant nomber if not the
majority of those personne!l who mould this generaticon to be able, in due course,
to demonstrate such attributes in their professional life. At this point in time, it
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is perhaps also the only effective way for the SAR to enhance the linguistic
capacity of the education system io meet its own LiE objectives.

In the past twenty years, many strong statements about fhe causal relationship
berween pedagogical practices and educational outcomes have been made in the
local literature in the area of LiE. To put these statements in perspective, one
may tefer to an observation made by the most cited social scientist in history: 1
don’t think modern linguistics can tell you much of practical wdlity . . .
Psychology and linguistics have caused a great deal of harm by pretending (o
have answers to those questions and telling teachers and people dealing with
children how they should behave.” (Chorusky, 1988)

Also, many advocates of MTE and Mol-based streaming do not have the benefit
of a parent perspective or the perspective of a parent with children receiving
their education in local schools. For their benefit this paper is concluded with a
personal anecdote. My daughter is attending a CM school in Hong Kong. While
she was in grade four, her performance it the subject English-language in the
mid-term examinations was found lackluster. When my wife met with her form-
master to discuss her school performance, my daughter’s examination results in
the subject was brought up and the master in camest told my wife that if our
daughter did not improve her English skills, she might end up having her
secondary education in a CMI school. My wife and I hold no bias against CMI
schools. We also have the option of sending our daughter to North America to
continue with her secondary education. This encounter however has reinforced
our belief that if the new Mol policy is allowed to go its full course, the ecology
for CMI schools afier 1998 could be worse than before. Our hearts go out to
those parenis whose children may not reach the benchmark that qualify them for
the EMI schools, and who at the same time do not have the oplions of sending
their children abroad to continuc their cducation like we do.
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OTES

| Midwria, the Mal delae has been confined mainly o tie seeondary schools 2s il has beor assumed, aibein ned by this weier, that
Chinese should pemain te prinwirl Mol for te primary seclodr T the pass sehools thae used Climese 15 3 dal were usually called
Chincse Middle Sehools and hose that wsed Goglish a5 4 Mol were ssually called Anglo-Chinese Secondary Schoals  Since 1997,
hits beome more common 1o wse e Tabels TMI and EMI to refer 1o these two 1ypes of schools respeatively Te avold confusion, the
aew labels we wsed for the periods both before and after Sepiember 1947

* For asummary accaunt of these factars, see Fu 1975 Chapter 1. 8o 1984: Chapers 4 & 5

3 For exomple, hetween 1983 and 988, mere tham 90 per ceat of the schoal poputation were enrolled in EMI schaols. (5o, 1962:70)
This sitectlion persisted until Sepiember 1993,

4 Many of the concems raised by investigators l1ke 5o and Jolmson are legitimate and reguirg the close altention of the stakeholdeis

Howeyer it 15 believed thal same of she alleged consequences of EML siwch 13 copnitive ¢ and sermilinpoalisim may e over-

staled  Space canstrings preciude o discusston af these concorns bere but in the case of semilinguabism, it may suffice it 1o pint cw
1o the oncepl was first used W explai academic difficoltes of minerity swudenls (Hascgard 1972), e nan the gype of siadents that
we have in the SAR. Ever since the concepl gaincd currancy in the carly 197050 many investigators have cast doult oo its thearetical
valwe Also, 2 precise operational definiion of the term is still not in evidence.

S To resolve the Mal issuc. the Commuissinn stipobated sever] options for the congideration of the government and appeared io be in
favour of *n wholehearted push townrds penuise hilingualism #fer P4, incloding the tertiary level™ {Llewellyn, 19820 29-30)
efactunately. it chose 1o feave the phrase gewuine Bilingualism undefined.

& 1n Ihe documem, the radionale tha wnderping the new policy is spelled out as follows Mother tongue waching ag positeve effecls on
students® learmimge, Most students prcier leorming in the mother wnges, Students learming w e mother wigue generally porfarm beier

han their cotepats using English as Mol and students of raditional Chingsg-medbon sehocks consisienily achieve a higher puss

percentage than the erritory-wide average in bath Chingsy Languige erd Bnglish Language in the Homg Kong Cernifica of Tdusanon
Examinasion  This shows the positive immpact of motr onges iching on the lcaming of Chingse and English as a subject. The gist
af the policy is as follows: To encaurage secondary schaols to use Chinese xs MOL To discourage the use of mixed code, e a miswre
oF Chingse and Bnplish, in ieaching and beaming.

4 s of Septernber 1998, 114 sehools were in the latter category {ihe number was 10 as af | December 1997 and revised up o 114 on
13 March 1598), about 200 were i the former calepnry These smsetions are applicoble to only the seeondary-one intakes of the schools

with effeet fim September 1998,

% These sratements are anticipmed by o speech arled § SREENTEEL AT ELE BTG (The Demands an and the Chaltenpes of
Fducation for Henp Koeg in a Mew Fot) made by Mro Antany Leung. whose public service pordolie includes Executive Counell
wiember, 3 Former Chaimar of tie Univeesiny Granes Commitiee and cmrent Chaimnan of the Education Conmissian, 1o o sertinar oy 4
May 1997, in which he spelled out six demands on the education system one of which is to produse graduates with high fevels of
literacy in SC and English and hagh levels of ueal Muency in Camtenese, Putonghua and Erglish

2 The term refery o the Gt thanin s of langage development and lunguags behaviour, whit consides w e acrmal for monolingua
speahers iy nol be so for Lilingual speakers  Accordingly a different aomalive frome of reference for assessing languags
developmient and judging language behaviout of bilingual speakers has to be developed so that bilingwal speakers will be compared with
wilipual speakers and thet they wilk nol be unfairly subject to the norms which are rneant for monolingual speakers

10 [ is the date whea the Dol issued the ennsalation documnent Medium of Trstuction Fim Gwidance for Secondiny Schonls

11 A well-known version of the mother tanpue hypathesis can B2 foimd in the report on a meeting on hilmguahsm and edieabion
comvened by UNESCC én Pmris in 1950 "Ic is aviomatic that the best medimm fior teaching a child s his mother Longuee
Puveholomeally, i is the systemt ui' meamngfel signs that in his mind works sucematically for cxpression and unelersianding
Socielogically, it is 1 means of identsfication among tbe members of te communny (o wkich ke bebosgs Edacaasally. he jzams foic
qurickly throouszh it chan aes waramehar lnguestis @edinn =) 15

12 Indeed 15 sometines refemed 19 o she Secord Promete Chinuse as an O fial Langusge Cangraign
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£3 The full title of the pamphler is Al what Cost: Instruetion hrough the Medium of Englislh in Hong Kong Schools and is eenlred
around a report an the findings of a quesucnmaire-survey and is “prepared” by Cheng Ngai-lung, Shek Kang Chuen, Tse Ka-kui and
Wong Sie-lun

14 The Chinese bwivergity Miadrigulation Examination was then re-tiled sie Hong Kong Higher Level Examinanon. 1t was conducied

by the Exaninations Authoeity fromy 1979 witid 1992 when it was hytd Tor the | ot iime.

13 The new requiremenis for the Higher Level Examination were impk bin 1979 only and the poevious regquirgments for The
Chinese Lniversity Masricularion Exonination were reinstated in the Higher Level Examinmion with effcet frorn (980,

16 Tn 1990 the Hoag Kong Examinalions Authority condusied the Hong Keng Advanced Level Examination which replaced ihe
Advanced Leve! Examination of the University of Hong Kong but retained ite [anguage requirements. TUwas nat until 1992 with the
phaging out of the Hong Kong Higher Level Examination and with the Hong Kong Advanced Level Framination becoming the eniry
examination (o al tertary instittions (zxeept the Open Leatning InstineOpen University) that a prade Eoin Chinese language in the
Hong Kong Certificate of Education Examination became part of ihe eniey requirement of the Advanced Level Examination

17 For a move detailed discussion of Gre differear definitions of the mather tongue, pleace sec 6§ |998

18 For 3 debunking of the monolingual frame of reference which has been laken 10 be nomiative in the Angle- Ameriean gulire, sce
Citosjean 1982 Chapter |: Bastens Beardsmore 1982 Chaprer 4: Wardhaugh 1986 Chapier ¢ & Edwards 1994; Chapter 1.

19 This shifi vowsrds Camunese among the other Chinese ethnic groups in Hang Kong was first noted in T'sou 1978, For a more recent
weantient of e topic, see So 1998,

20 By the namew definition stipulated in this paper, aabedy speaks the standard dialect Putonghua as 2 motier tongus, it has 1o be leamt
 sehool. ik terins of grammar Putenghua draws s norms from the exemplary titeeary works writlen in the Marthermn Yemazular since
the Thinzenth Contury I terwns of pronuneistion, it ded ves its norms Trom the Befjing Dialeet.

21 Given this background, it would not be hard to understand why Nobel Laweale Steven Clus {31EF) was hailed in Hong Konyg a5 a
vindication of the cfficacy of MTE even thaugh: {1} he was o native fom 3 provinee in contral China ond did not understand, let alone
speak Cantonese when he came to Hong Keong as an adolescent. (23 Tns the 19505 verbal instruction a1 his abma mater The Pui Ching
Middle Schaol of Hang Kang was largely conducted in Cantonese, spainkled durer afia with BEnglish phrases. Alsa, Baglish textbooks
for seicnce subjects were extensively used after Secondary-3, a jractice rerdined up to the present albeit the schon! has been repeatodly
hailed by the Dok and the media as an exemplar of MTE.

22 Mad the Chairman of the Board of Education been 10l abant this 1endency of MTE. he would not have been surpriged to fing guring
& vigih (o Britain that the rew Mol policy had been taken by the media there as an ace of the WKSAR government o do away with
English-rucdium education, (Ming Pac 16 January 1998)

23 [is indisputable thit both studenes and teachieis in Homg Kang will in general find it casier 1o conduct clissroom activities n
Cantonese and ta have all reading materials provided in Chincse. Dot the qualily of learving is also alfeeted o o Luge extent by other
factons such us the emiry Ievels of students ot ihe school (Cooley & Lohnes, 1976:6%). As EMI schools tend ta admit studeats wilh
higher initial abilities than their CME commiarparts {a Factor thut could becamie even more proncunced as a resull of the implamentaion
of the new Mal paliey), i weould be imtercsting Lo see i a faw yeans® time if the use of 3 mose conveient Mol in CMI sehools could
indeed enable their sudents 1o cateh up with their counterparts at EMI schools at the end of their secondary education. 1t would aleo be
inneresting 10 see iF providers of prestige jobs which involve shilled use of Enplish would, in recruil ing their personnel, give aqual
welEhting ror educational credentials carmed through leaming in the CM and those eamed through leansing in the EM.

24 A more ouihentic form of MTE in Hong Kong will invabve respoctively the wse of Fligh Cantonase as the Mol ol wxibooks &
assessment as well @ classroom walk for all Canjunyse-speaking children, and the provision of fngiruction in their respective dialects for

alb zhikdren of drmem graas who speak a dialect oller than Cantonese:.

25 The classroom language experience of mast of the students took the following form av avesult of te fracking: st primary level e
Chinese language (i.e Cantonese-WSC) was taught as o subject and a1 the same time used as 2 Mol exeept for English which was
leamed a5 2 subjeet At secandary leved at EMI schools, English was leamed as 1 subjecy and in principle uwsed as a Mol except for the

Chibie Eangnage which was leamed o5 o subjesi.
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26 The sigeificance of the wepet lanpuage being un authentic means of communicaion san he seen, for example, from Bymes el
19932 which puts this candition 2 the wop of a K of 1 principles for effective additienal languege Temming,

37 An indicavion of this asumplion is that for many vears the examindtion paper foor e Eaglish Language in the Certificate of
Fducriion Fxamimalicns bas lwo different svllabuses Syllabus & and Syllabns B The foemer iz bess demanding and i s wigkely
snderstioil that Dg 1argen candidates are stedents from CM1 sciuools.

38 I is believed this is an overstatement  For cxample, accordmp 1 Johnson & Cheung 1995, alihough the seading Yoeraey
acievement of Hong Kang stodents in English is befow miomatoniat nooms, theer achicvament i Chimese is “aveiage o primary 4 and
above the imemational mean af secondary 3.7 {p.2)

29 For example, in most French wl-immersion progrismies stulents wpically spend e fistiwe yeas naioly learing to follow their
leachers” delivery in French, As o resulr, vis-i-vis mainsiream stadents instructed in thels stronper langunge, imoiersion students ot this
stage appesr 1o be much mors passive in elass and interaction between studens and teachers is at s much lower levet Furthermors,
much English s used by the students in cluss, albeit noe by the teachers Usually the sitmation impraves oeer dine it if one assesses
such programmes by focusing an this indtial stage. thet ali /e sees eould be the adverse eifects of nol using the students’ stranger
language 38 o Mol Also. lest it be forgorien. what French immersion progriminies have succecded in doing is that their gradeanes
aehieve much heuer sandacds in Freach vis<a-vis their counterparts who leara i as @ subject wilhout significim eos: so theit acadeimic
development. But e standards 50 achieved are far bekow native-like conteak levels  Fur i critique of the 1kguisic cuteomes of thess
progsammes, scc Hammerly, 1969

30 The Eurapean Communiry begame the Ewopesn Linien in 1993,

31 For example the Erasnuos progranme piosides funds 1o enable stodents of higher educntion to spend pan of their studizs in an

istitation of onother member state Whereas the Lingua mrogramme linances the exchange of staff, matenials and studenes in seceadary
edducation botween member states

22 This is a modified version of the concep first pat Formard Ty Lambert {1977) to scenunt for the differential outeomes of bilsgazl
cducation

33 Pataanghua-tredium

34 Secondary School Plucement Assessment

15 dediem of Instruction Cirouping, Asscssment  One major protlem with MIGA s it @t peovides 0o divect mcasuremenl of the
stndents™ English abilities as e ossessment results are by alarge measure 3 (usgtion of the resuls of the Academic Aptitwle Test which
does nod nacasuce the students™ Enghish profcieney.

36 Aciording W he new policy, W be gualified w an EMI sehool, ne less than §5% of the sceondary . ong iatake of the schanl has w be

Clagsifieed For thres years prior 1o 1997 as cither “able to fsam effeetively in either Chinese o English’ or 'able 10 deam better in Chinese

Tt may alse beam effectively in Euglish®

17 In addinion o its sacial divisiveness and its heing  hindering faclor for tee promation of biliteraey and tiEnpualism, it also generates
a len of pmornalies o pwactice. For example. it forees 1eachers ot 114 povernment-sanctioned EME schools whe may nu be EMI-
competent ta wse the EM to instruct their students. 1o witl also rake away he option of CM] sehools 10 make st of Lnglish wxibooks
anior refreence malciials in their leaching, cspecially 1athe seienee-related suljects

38 The time and Liming for the introdugtion of the P and EM should not be standimdized. So loeyg as she wachers involved e
cumpetont & the wss af the medium coreaned, schouls shoudd be gisen spage impravise and W capaiment 5015 i idemtify the best
waws For them to achivie the bilingtal objesiives ul e goveriments LilE paticy.

3% Fur 2 disewssion oo whal the parents in Elong Kong want is & jaint 51 and EME o ineir childrea, see 8a13092)



Hong Kong Cantonese and the Road
Ahead
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ABSTRACT

At the start of the new millennium and three years after the retum of Hong
Kong's sovereignty to China, Cantonese continues (o thrive in the territory. In-
deed, on the basis of comparative Census figures, we can assume that mors Can-
tonese is being spoken now than at any time in Hong Kong’s history. Is this the
Golden Age of Hong Kong Cantonesc? How 1osy is its future over the next cen-
tury? With the world trend of declining linguistic diversity as backdrop, the
author of this paper imagines how the future development of Hong Kong Can-
tonese may be impacted by the changing contact relationship among Cantonese,
Putonghua, and English, the changing demographics of Hong Kong's pepulation,
and the expected increase in the use of Putonghua as the standard language of
instruction in Hong Kong schools. The author concludes with the suggestion that
Hong Kong educators foster in students the belief that their knowledge of two or
miore dialects or languages is better than knowing just one speech vatiety.

1. INTRODUCTION

“The magazine [The Futurist}, whose forecasts came from leading scien-
tists, researchers and scholars, ... said that by 2100, all but 10 per cent of
the world’s 6,000 languages could become extinct.” (Cited from “Look-
ing forward’, South China Morning Post, Vol. LV, No. 337, December 5,
1999 page 8.)

“Most of the world s 6,000-plus languages will have died out by the end
of the century, experis have predicted — partly because of the popularity
of Putonghua ... the continuing drive for the young to communicate in
one of the three most popular tongues — English, Spanish, or

Language and Education in 35 @ 2000 by Linguisiic Socicly of Hong Kotg
Fostcotaial Heag Keng 632-7578-05-2 All rights reserved,
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Putonghua — threatens to destroy a key ingredient of humanity’s cul-
wral feritage. " (Connor 2000)

“.. the use of Poriuguese is already slipping [against Cantonese and
English], barely four months afier [Macau’s] return to Chinese rule.”
(Cited from an editorial entitled ‘Preserving Portuguese’, South China
Morning Post, April 16, 2000, Vol. LVI, No. 105, page 10.)

“These experiences [of not being able to find an English-language appli-
cation for a government top-up loan] are sending a clear message — you
are kot welcome in Hong Kong if you cannot read, write, and speak Chi-
nese and you will be disadvantaged/discriminated against until you do.”
(Cited from letter by Mike Walt to the editors, South China Morning Post,
Vol. LVI, Ne. 157, June 7, 2000, page 17))

“Cantonese is a dead end, it has no future." Professor Cheng Kai-ming,
pro-vice-chancellor of the University of Hong Kong and member of the
Education Commission. (Tacey 2000)

The above quotations remind us of several important socizl characteristics about
langnage: Languages are a bit like people in that they have a lifespan. It's when
children stop learning them that they die out. We might try to carry this metaphor
further and say thal some languages are like Methuselah and have been around
for centuries (English, French, Spanish} or even millennia (Chinese). Of course,
such “old” languages aren’t really old, because they have the phenomenal ability
to continually renew themselves as they adapt to the changing needs of their
speakers who may even have renamed them over time: Modem English is de-
scended from Old English but in the span of a thousand years the former has
changed so much from its precursor that their historical connection is barely rec-
ognizable; and ironically, Putonghua as the standard spoken form of Chinese
didn’t really exist until the middle of the 20th century.

Languages arc also like fashions with some fading and others rising in popularity.
How much longer can Portuguese remain viable in the Macau SAR?

A language is also a tool: Knowledge of 2 language can be the key that opens
doors to desirable social and economic opportunities for its speakers: In multilin-
gual coramunities people who haven’t learned one of the community’s languages
may feel they are excluded from or denied access to certain benefits that are
somehow Janguage-dependent.

And finally, a language typically commands prestige, a dialect rarely does. Just
why one form of speech is decmed a language and some other a dialect can be
difficult to pin down, and this scems especially so in the case of Putonghua and
Cantonese. Despite significant differences in phonology, lexicon, and grammar
that divide the two, here the labeling depends more on political, social, and his-
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torical rather than linguistic factors. When the comnumity’s choice of language of
instruction 1s between the official, national language and a regional dialect with
no official status, can there be any doubt about the outcome?

With these thoughts in mind, T consider in this paper some of the following ques-
tions: Will Cantonese still be Hong Kong's principal spoken Chinese variety at
the end of this century or will it have been supplanted by Putonghua? How docs
the language-of-education issue relate to the future health of Cantonese? What
kind of realistic language policy can Hong Kong pursue in promoting Putonghua
as the official, standard language and at the same time maintaining Cantonese as
the community’s thriving language of local identity?

My interest in these questions began in the mid-1980s when I started thinking
about how the prometion of Putonghua in Hong Kong after 1997 might impact
the development of Cantonese in the community. Now, at the beginning of the
21st century I have joined a few other so-called experts who find foretelling the
future to be an irresistible enterprise, and in this paper I have tried to imagine
how Cantonese may fare in the coming decades. Since I possess no prescient
powers with which to forecast the future, I frankly acknowledge that the best I am
able to do here is to offer educated, informed guesses. In doing this, I would like
to let the reader know at the outset that I have relied on the occasional anecdote
as a possible clue of things to come. I am cne of those people who believe that
the historical record of our times is reflected in the minute details of our daily
lives and that these may tell us where we are headed'.

In giving my appraisal of the position of Cantonese in Hong Kong, 1 have reflect-
ed on my 25 years of learning and researching the language. It is my view that
Cantonese has achisved in Hong Kong a unique and very special stafus in com-
parison to any other Chinese dialects wherever they are spoken. I would go so far
as to say that Cantonese is now enjoying its Golden Age in Hong Kong. Where
else in China, or the world for that matter, can one withess Shakespeare’s 4 A -
summer Night's Dream performed in Cantonese; read a newspaper article, novel,
or adult comic book written in Cantonese; watch a movie in which the dialogue
has been originally recorded in Cantonese; attend a university lecture delivered in
Cantonese; listen to a radio play or intemational news program broadcast in
Canionese; or hear legislative councillors and the Chief Executive vigorously
debate proposed laws in Cantonese? The answer is obvious, and most Cantonese
speakers take all these things for granted becausc they perceive no threat to the
language and feel there is nothing to get excited about, Their attitude reflects the
healthy state of the language, but it also makes me wonder that if we now live i
the Golden Age of Cantonese, how much longer can il continue?

' 1 take this opportunity to thank the LSHK s two reviewers and the editor for
their comments, corrections, and suggestions for clarification which T have tried
to follow in revising this paper,
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2. THE STATUS OF CANTONESE IN HONG KONG
2.1 Hong Kong government language policy: past, present, and future

During British colonial rule of Hong Kong the main language of government and
education was English, while Cantonese was the spoken (but becoming an in-
creasingly written) language of the masses. Under British colonialism Cantonese
was more or less ignored, although English and “Chinese” were the official lan-
guages. The use of Putonghua was neither encouraged nor discouraged, although
for political reasons the colonial preference was for Cantonese (one more division
or barrier between Hong Kong and the mainland). The colonial government’s
indifference to Cantonese was a state of affairs which I think very nmuch benefited
its development. Furthermore, rather clear-cut differences toward the use of the
three languages had separated Hong Kong from the mainland, with the most ob-
vious being the different status of Putonghua and Cantonese in the two places.
Within Hong Kong Cantonese was relatively protected and did not enter into any
direct competition with Putonghua.

In 1974 in order to promote its greater use within the government ti37 fedp-mih
‘Chinese language’ was recognized as Hong Kong’s second official language
alongside English. As far as speech and writing are concemed, the term F3Y is
ambiguous, as it can refer to just about any kind of Chinese, that is, its written
forms, such as classical, modern vemacular, dialectal, and its spoken forms, in-
cluding Putonghua and any of the Chinese dialects, such as Cantonese (cf. Nor-
man 1988: 137-138). Upon the change of Hong Kong's sovereignty in the middle
of 1997, the Basic Law that govemns the Special Administrative Region came into
effect. As Yau (1992: 15) has noted, it has very litile to say about language policy,
but what it does say retains the earlier ambiguity: “In addition to Chinese lan-

guage {77 3¢], the English language may also be used...”.

Although Hong Kong may not have an officially declared form of speech, from a
practical, everyday point of view, it is fair to say that the community’s predorni-
nant spoken language continues to be Cantonese. According to the 1996 Census,
89% of the population speaks Cantonese as the usual language or dialect {only
1.1% speak Putonghua as the usual language or dialect) {Census and Statistics
Department 1996: 22). At present we observe that most members of the Hong
Kong Legislative Council speak Cantonese as their principal langnage, but this
situation probably has more te do with many legislators’ poor abilities to speak
Putonghua than anything ¢lse. The Chief Executive himself is adroitly trilingual
in Cantonese, Putonghua, and English. In many of Hong Kong’s schools (see
section below on mother-tongue education), Cantonese is now being promoted as
the language of instruction, much to the dismay and even anger of many parents
who prefer the use of English (not surprisingly, in late 1999 a Department of
Education study found that many students were leamning their lessons much better
through the medium of Cantonese than they had in the past when English was
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mixed with Cantonese). Television and radio newsreaders continue to broadcast
news and entertainment prograims in Cantonese.

Generally speaking, we have to conclude that, three years after the return of Hong
Kong to Chinese sovereignty, Canfonese seems to be doing quite well in Hong
Kong. Indeed, I predict that over the next 25 years or so, Cantonese will continue
to be used in Hong Kong in most social domains more or less as now; yet, at the
same time, I also believe that a general trend will develop in which Cantonese
gives ground to Putonghua in some important areas. kt was only in the last couple
of decades of the 20th century that government officials and education experts
began to anticipate how the change in sovereignty in 1997 would bring about
changes in the community’s use of its three languages. Since Putonghua is
China’s official standard language and Hong Kong is now a part of China, the
central government’s ultimate goal is for Putonghua to evenmally replace Can-
tonese in those areas of public life where Putonghua is uscd in China, namely, in
the ¢lassroom, within the civil service, in the courts, legislature, official meetings,
on television and radio broadeasts, and in motion pictures. As for the written lan-
guage, standard written Chinese would be used in place of written Cantonese.
One may ask: What is left then for Cantonese? Obviously, not a lot, although
Cantonese will continue to be spoken as the language of daily life for many peo-
ple in Hong Kong for at least the next half century.

2.2 Community attitudes toward Cantonese and Putonghua

How do Cantonese speakers themselves feel about their language? Down through
the years of my rescarch on Cantonese I have discovered unexpectedly that some
Cantonese-speakers look down on their own language.

In late 1976 after I had moved back to Berkeley from Hong Kong following a
year of studying Cantonese and Taiwanese in Hong Kong and Taiwan, I became
acquainted with a young Hong Kong Cantonese-speaker who could not under-
stand why I had learned to speak Cantonese in addition to Putonghua. To him
being able to speak Putonghua was guite enough. He worked part-time as a singer
in nightclubs in San Francisco’s Chinatown. I remember feeling quite suzprised (o
hear him say that Cantonese was a vulgar, ugly language, while
Puionghua/Mandarin in which he preferred to sing songs was more refined and
beautiful, In 1979 I moved back to Hong Kong to carry out my Ph.D. dissertation
rescarch. One day in about 1981 while taking the ferry from Lamma Island over
to Central, ] was reading a detective story written in Canlonese and published in a
little magazine called <BEJ7E Blue Cover Mystery> (considered by most educat-
ed people to be a very low-class, sex-obsessed publication, although really quite
tame n comparison to what is available now}. One of my neighbors from my
village of Yungshuewan #5151 observed me reading this and asked me why I
was wasting my time reading such trashy material. In a very serious tone of voice
he suggested that 1 should be reading something that was more worthwhile and

written in genuinely good Chinese, such as <§[HIE> (Dream of the Red Cham-
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ber). ] tried to explain to him that I found reading stories written in Cantonese (o
be a good way to learn more Cantonese, but he didn’t seem to be able to sec any
beneficial connection.

In previous works I have noted the Hong Kong community’s ambivalence toward
the phenomenon of written Cantonese which has now become a brazen competi-
tor with standard written Chinese by appearing in almost every domain in which
written language is used. During my Ph.D. dissertation research work 20 years
ago I requested my informants to read aloud a story (GB$7%£) and a nursery
rhyme ( FH3£3¥) that had been transcribed in Chinese and Cantonese characters, |
remember a number of my subjects shaking their heads doubtfully and tefling me
that Cantonese was not a written language but only a spoken dialect. Some gave
me the impression that anything to be taken seriously should not or would not be
wriften in Cantonese. Recently one of my MLA. students who is a teacher of Chi-
nese language said to me that if written Cantonese were ever officially standard-
ized, this would create a competing standard that would cause confusion, par-
ticularly among educators and students.

2.3 Status of Putonghua and Chinese dialects in mainland China and
Taiwan

According to the volume on language and script of the Chinese Encyclopedia
[<¥ @ KEHALE, %2 F> (1988 310), a clause in the Constitution of the
People’s Republic of China has made it is a national duty that is based in law for
the ceuntry to promote Putonghua or ‘common speech’ for use nationwide (*** @
BH7ABAAG L L 4L, RS FABETOFREA FTUHD
% 3&"). My own observations from living in central China and traveling around
the north, south, east, and southwest in the 1980°s suggest to me that the promo-
tion of Putonghua has been relatively successful, in that Putenghua is widely
spoken, although the kind and extent of the speakers’ local accents vary accord-
ing to a host of factors. As for the local dialecis, they seem to coexist with
Puotonghua. My general impression has been a mixed one, in that I have noticed
some younger speakers (particularly university-educaied ones) prefer to speak
Putonghua, while others their local dialects, T still remember talking in Shanghai
with some saucy young shop assistants who told me that they could speak
Putonghua but they like speaking the Shanghai dialect more.

Ag an example of the marginal status that Cantonese is being relegated to in
China, I will describe a couple of personal experiences which irenically docu-
ments it. In 1995 I participated i the Fifth International Yue dialects Confetence
which was held in Guangzhou. Now, one might have assumed that at a Yue dia-
lects conference — if anywhere — at least some of the papers would have been
presented in Cantonese. However, over the three days or so of presentations I
observed that only one participant actually spoke Cantonese In giving her paper,
while everyone else delivered their papers in Putonghua (including myself, as 1
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felt T might as well go along with the majority). Of course, a fair number of the
conference participants were nos Cantonese speakers and had come from various
non-Cantonese-speaking areas of China. So for them Putonghua was the obvious
lingua franca for this conference.

Buring this same conference | also tried to speak Cantonese with some of the
maids and other workers at the university guest house where | was staying.
Although they seemed quite happy to talk to me in Putonghua (and even looked
relieved that I could speak to them in their own language, thus eliminating any
need for them to vy to speak English with me), they showed some hesitation and
even reluctance to speak Cantonsse. However, after some persistence over the
few days of my stay I was able to coax them into conversing with me in Canton-
ese. {I also recall feeling quite surprised upen entering the guest-house foyer to
encounter a colorfully-pamted, almost life-size wooden cutout of Santa Claug
standing next to a Chrisimas free decorated with lights and ornaments in the tra-
ditional Western style — things had obviously changed quite a bit since my last
stay in 1988 as a so-called foreign expert in Hubei). Anyway, two years later in
1997, at the Sixth International Yue Dialects Conference which convened in
Macau, | was pleasantly surprised to hear much more Cantonese being spoken,
especially by the crganizers, although once again the language of first choice
among most of the conference participants, notably those from the mainland, was
Putonghua. In 1999 the Seventh Intemational Yue Dialects Conference was held
at the University of Hong Kong, and Cantonese, Putonghua, and English were the
tanguapes spoken, with their frequency of use in that order.

The way Cantonese is treated by mainland officials gives me the impression that
they perceive Cantonese as being somewhere befween an inconvenient obsiacle
to and threatening competitor with Putonghua. Official announcements periodi-
cally urge the populace of Guangdong to speak more Putonghua and less (Can-
tonese or other Yue) dialect. Bruche-Schulz (1997:311-312) quoted an item from
the South Chine Morning Post of April 3, 1992 which stated that mainland
authorities had imposed a ban on the use of Cantonese-language radio and televi-
sion advertisements in all provinces except Guangdong, This ban was in response
to the “craze for studying Cantonese” that had swept across China in the wake of
Guangdong’s economic success. However, it is my understanding (which T am
not able to document but confimmation was provided by a linguist friend from the
mainland), this ban has not been limited to just advertisements but includes any
kind of broadcast (except international broadcasts to Canlonese-speakers outside
China). Making the use of Cantonese illegal indicates thal the authorities fear
Cantonese poses a serious threat (o the pre-eminent position of Pulomghua, but 1
think whatever perceived strength Cantonese has in China is highly cxaggcrated.

I ethnic minority regions of China where local languages have been supported
and developed by the centval government, steps are now heing taken to strengthen
and enhance the position of standard Chinese and to head off any attempt to link
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ethnic minority languages to sepatatist movements. According to a news item in
the South China Moerning Post (Chan 2000), during the middle of the year 2000
the National People’s Congress Standing Committee praposed the draft law on
Nationwide Written and Spoken Language that defines the standard Chinese
characters as the only legal written langnage for official documents, street signs,
restaurant and shop signboards, and packaging, and Putonghua as the only legal
kind of speech to be used by cadres in “public arcas and at official functions™
The law will apply to schools, news media, and public conferences (but not to the
use of langnage at “private occasions™) and implies that it will cover the whole of
China (although presumably not Hong Kong). This law would seem to have po-
tentially far-reaching implications for China’s many languages and dialects, but
what these will be remains to be seen. Passing a law 15 one thing, enforcing it is
another, Chinese dialectal characters, beware!

As for the promotion of standard Chinese on Taiwan, under the Kuomintang gov-
ernment’s harsh language policy Taiwanese school children were punished for
speaking Min or Hakka dialects at school instead of Gueyw, according to a Tai-
wanese linguist friend who witnessed such incidents, a student would be forced to
wear a sign around his or her neck saying “I will not speak dialect”, or the teacher
would even hit the guilty student with a ruler (also described by Erbaugh 1995:88
who noted that beatings, fines, and other punishments ended in 1987; in this same
section she reviewed the suppression of and legal restzictions on Taiwan’s local
dialects and languages). As far as ] am aware, no one is punished for speaking
Cantonese in China,

2.4 Language-of-instruction controversy and future of Cantonese
in Hong Kong

"t is axiomatic that the besi medium for teaching a child is his mother
tongue. Psychologically, it is the system of meaningful signs that in his
mind works automatically for expression and understanding. Sociologi-
cally, it is a means of identification among the members of the communiry
o which ke belongs. Educationally, he learns more quickly through it
than through an wnfamiliar linguistic medium.” (UNESCO 1953: 11,
quoted m Fasold 1984: 293)

“Cantonese is a dead end, it has no future ... No other place in the world
would use a dialect as the medium of instruction. It is killing our stu-
dents.” Prof. Cheng Kai-ming, pro-vice-chancellor of the University of
Hong Kong and member of the Education Commission. (Tacey 2000)

“For several years now, figures for pass-rates in history «f Hong Kong
Certificate of Education Examination and Advanced levels have consis-
tently shown thai students studying in Cantonese perform better, on aver-
age, than those studying in English.” (Cited from letter to the editors of
South China Morning Post, Vickers 2000.)
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One of the most perennially contentious issues in the history of education in
Hong Kong must be the choice of language of instruction. During Brilish rule
most of Hong Kong's schools had been teaching nominally in English, although
in reality the teacher used a mixed code of Cantonese and English. While educa-
tion experts realized this method was failing many students, parents strongly sup-
ported it in the belicf that learning in English was their children’s ticket to a bet-
ter future. Even after the reversion of Hong Kong to Chinese sovereignty this
issue refuses to go away and still has the potential to stir up even more rancer in
the community. In 1998 the Education Department decreed that more than 400
secondary schools must switch from teaching in English to Cantonese; however,
114 schools were permitted to continue using English as their medium of instruc-
tion {(Wan 2000b). As expected, the switch to Cantonese met with some resis-
tance, but it was sold to the community with the rationale that so-called mother-
fongue cducation would serve the best mterests of the students by enabling them
to learn more effectively. In a newspaper articie entitled “Lessons of mother
tonguc lcaming” Tacey (2000) reported that almest two years after the changeo-
ver to Cantonese a study by the University of Hong Kong found that test pass
rates had improved between 40% and 80%. Prof. Amy Tsui, head of the Depart-
ment of Curriculum Studies at the University of Hong Kong, was quoted as say-
ing that “I’'m a supporter of Cantonese after going into classrooms and seeing
children from a whole range of abilities learning so much better. The students are
much better able fo relate to teachers, there is richer interaction, the level of dis-
cussion is quite different — there is a lot more inquiry instead of simply giving
and memorising and regurgitating facts, The stadeats find it very enjoyable.”

In the same newspaper article, however, Prof. Cheng Kai-ming, pro-vice-
chancellor of the University of Hong Kong and a member of the Education
Comumission, was quoted as stating that using Cantonese as the medium of in-
struction was “killing” Hong Kong’s students (Tacey 2000; Wan 2000a). In his
view the language uged in the classroom "has to be some form of imposed lan-
guage” (Tacey 2000), and presumably what he has in mind is Putonghua. The
problem here is that though Cantonese and Putonghua are undoubtedly related
varieties of Chinese, nonetheless, they are mutually unintelligible and about as
similar to each other as Dutch is to German. So, intuitively speaking, instructing
children in their mother tongue does sound more reasonable than imposing an
unfamiliar language on then

We rmight assume that scientific studies would help resolve for the community
the question of what 13 the best language for the child to leam in by clearly sup-
porting either mother tongue or the unfamiliar (or outsider) language; bhut, sur-
prisingly, Fasold (1984: 292-315) in his review of vernacular language education
noted the absence of scientifically-controlled studies in supporl of one or the oth-
er choice of language. According to Faseld, at the end of the day the cheice of
language of mstruction has almost nothing to do with linguistic or educational
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concerns; instead, sociopolitical considerations determine whether the community
educates its children in their mother tongue or imposes the outsider’s language.

As for the future of Cantonese as a language of instruction in Hong Kong schools,
there is no doubt in my mind that its days are numbered. From my own reading of
statements made by officials and experts in education and government, the ulti-
mate goal of the Hong Keng Education Department appears to be to introduce
Putonghua as the medium of instruction, but this plan will take some time to be
accepted by the community and implemented fully by the schools. When the
switch is made to Putonghua, students will then learn to read the Chinese charac-
ters in Putonghua rather than Cantonese. This development could eventually re-
duce the use of written Cantonese if readers cannot read the Chinese characters
with their Cantonese pronunciations.

3. THE FUTURE OF CANTONESE IN HONG KONG
3.1 On predicting the future of Cantonese and Putonghuna in Hong Kong

“The importance of Putonghua can be expected to soar in the years to
come and eventually eclipse Canfonese which will be reduced o the re-
gional dialect status it now has in the PRC. While the Cantonese lan-
guage itself will not vanish from Hong Kong, whar will be the fate of the
pop song with Cantonese lyrics, the Cantonese television soap opera, the
live stage drama performed in Cantonese, the Cuntonese speaker's
knowledge of Cantoniese reading pronunciation, and written Cantonese?
These linguistic traditions may not suddenly and completely fade from the
community, but in the Hong Kong of the 2lst century dominated by
Putonghua they will not be able to flourish as they do now.” {(Bauer 1984
309}

“... a shiff to Putonghua is fo be expected. ” (Ansaldo 1995: 27)

“The outlook [for Cantonese] is probably brighter than many of its aca-
dentic supporters seem to fear.” (Whelpton 1999: 55)

Over the past two decades my main academic interest has focused on sociolin-
guistic aspects of Cantonese, particularly pbonetic variation and change. At the
same time, a more abstract aspect that I can never forget is the status of Cantonie-
se as a regional Chinese dialeet overshadowed by Putonghua. So, another of my
concems abouf Cantonese has been how changes in the sociopolitical situation of
Hong Kong will affect the status of Cantonese here. Also helping to keep my
mind focused on this issue has been the fact that the period of my work on Can-
tonese has neatly coincided with clearly observable changes in official and unof-
ficial aititudes toward and the roles of Hong Kong's three principal languages of
Cantonese, Putonghua, and English.



Hong Kong Cantonese and the Road Ahead 45

In considering the future of Cantonese, T think we should keep in mind the big
picture of the future health of the world’s languages. From my reading of articles
in newspapers and linguistic joumals, I have the impression that the general trend
is toward (he loss of linguistic diversity around the world. Languages like
Putonghua, English, and Spanish which are already being spoken by millions of
speakers continue to grow in strength, while languages with a few hundred or a
few thousand speakers are not being learned by children and face extinction. As
indicated by the two quotations at the beginning of this paper, the number of the
world’s languapes has been predicted to decline from the current 6,000 or so to
about 600 by the beginning of the next century {‘Looking forward® 1999; Connor
2000).

There is no question that languages do die out. To see a language in its death
throes, we in Hong Kong need look no further than the New Territories where
Hakka or Kejia once flourished but is now on the verge of extinction. Young
children there no longer learn to speak it, and fluent speakers are limited to 2 few
very old people i their 70's and 80’s; once they are gone, that is the end of Hak-
ka in Hong Kong. (However, while it is true that languages become extinct when
their Tast speakers have died, this line of thinking fails to recognize that new lan-
guages canh be expected to emerge as evidenced by pidging and creoles). None-
theless, what should we make of this possible linguistic impoverishment of civili-
zation {which was cautiously hedged with the word could}? Would the disappear-
ance of 3,400 languages harm the human family? Should this be 2 matter of con-
cern fo anyone? Can or should linguists try 1o do anything about it? Closer to
home, will Cantonese be one among those 600 very lucky languages that will still
be spoken at the end of this contury?

Now, predicting the future of anything, whether the direction of a stock market or
the development of a language, is a risky venture. You may just get it right or be
completely wrong. If you gness things right with the stock market, you might
make a lot of meney. But in the case of a language there does not seemn to be any
such concrete payoff. Nonetheless, over the past few years I, along with a few
other language experts, have been thinking about the firture of Cantonese in Hong
Kong. Back in 1984 1 peered into my own crystal ball and briefly skeiched out in
print what I forcsaw the future holding for Cantonese in post-1997 Hong Kong
(Bauer 1984}). Then a few years later [ propesed that wriiten Cantonesc be for-
mally standardized as a step forward in its future development (Bauer 1988).
More recently, in “Postscript, Cantonese in the 21st century” to Modern Canifone-
se Phonology (Bauer and Benedict 1997: 429-434) I set forth a scenario (im hind-
sight perhaps overly pessimistic) on how contact between Cantonese and
Putonghua would infinence the development of Cantonese in Hong Kong.

In the past few years at least three English-language publications concerned with
the fulure of Hong Kong Canlonese have appeared, and I will briefly mention
some of their main points. Yau (1992} reporied and interpreted the results of his
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questionnaires conducted m the mid-1980s regarding attitudes of students toward
Putonghua, their self-evaluations of their Putonghua ability, and the attimdes of
the students foward possible developments in the relationship between Putonghua
and Cantonese in Hong Kong. He (1992: 20, 25) found that the majority of his
respondents favored maintaining the status quo with Cantonese as “their everyday
language” and “the common spoken language”; they also did not support the idea
of establishing Putonghua as the “legal vernacular’” after 1997. Ansaldo (1995: 27)
foresaw “‘a shift to Putonghua” that he regarded as inevitable within the linguistic,
political, cultural, and economic factors that he briefly analyzed. Although he did
not actually specify what this phrase implies, I interpret him to mean that he fore-
sees Putonghua eventually dominating and replacing Cantonese in the community.
Whelpton (1999: 55), on the other hand, took a rather more optimistic view
which seems to be based more on his intuitions about the significance of current
attitudes Cantonese speakers (his students) harbor toward Cantonese and
Putonghua than on anything clse. At any rate when he views the future, he feels
relatively hopeful about the prospects for Cantonese.

At this stage | think it is reasonable to suppose that the future status of Cantonese
will lie somewhere between the two extremes of language shift or replacement by
Putonghua and status quo coexistence and survival.

As a starting point for presenting my own predictions about the future of Can-
tonese and its relationship to Putonghua, [ suggest that a projection based on the
current situations in Hong Kong and Guangzhou may be a reasonable guide to
developments over the next two or three decades. Al the same time, however, I
will not go so far as to say that all we need to do is simply look at Guangzhou
and/or Shenzhen in order to know what is going to happen to Cantonese in Hong
Kong — a responsible prediction will be rather more complicated than that
Many factors need to be taken into account, not least among these are official
government policy, the choice of language in education, the changing demo-
graphics of Hong Kong (which we are right now witnessing}, economic and cul-
tural developments, and even the interests, needs, and wishes of ordinary people.
All of these factors and others are now affecting the status of Cantonese in Hong
Kong and will continue to do so into the future.

Currently, Cantonese in Hong Kong holds the status of predominant language
with about 90% of the population claiming Cantonese as their mother tongue or
first language (according to figures from the 1996 Hong Kong Population By-
census, Census and Statistics Department 1996: 22). Cantonese is also the princi-
pal lingua franca among Hong Kong's indigenous population from different lan-
gnage backgrounds (including Chinese dialects of Toishan, Min, Shanghai,
Hakka, Mandarin, and non-Chinese languages, such as Pilipino, Urdu, Hindi,
Punjabi, Nepali, etc.). Among ethnic Chinese communities of the region that in-
clude China, Taiwan, Hong Kong, and Singapore, Hong Kong is the only one in
which a variety of Chinese other than Mandarin is the majority language with
quasi-official status: Cantonese is the main language of the Legislative Council,
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radio and TV broadcasts, motion pictures, etc. Cantonese in Hong Kong has also
evolved an informal written form which 13 used in newspapers, advertisements,
comic books, government announcements, etc. Furthermore, Cantonese (and its
related dialects) with approximately 40 million speakers in China and the cver-
seas diaspora practically forms a linguistic chain that girdles the globe, from
Southeast Asia to Australasia, North America, and Europe. Given that almost
90% of Hong Kong's 6.7 million residents speak Cantonese, do we really need to
be concerned about the future of Cantonese in Hong Kong? On what basis would
anyone reasonably predict that by the end of this century Cantonese could be-
come a minority or endangered language in Ilong Kong?

3.2 Change in rclationship between Cantonese and Pufonghua
in Hong Kong

My most pessimistic prediction is this: As Putonghua waxes into the dominant
and pre-eminent language of the Hong Kong SAR by the middle of this century,
Cantonese wanes in prestige and the number of domains in which it is used shat-
ply contracts, In support of this view, we need look no further than Guangzhou
where official language policy promotes Putonghua and regards Cantoncse as an
obstacle rather than as an additional asset to be positively valued.

The future of Hong Kong Cantonese has everything to do with political, social,
and demographic developments. The general decline of Hong Kong Cantonese
will be the result of the following developments over the next 30 years:

(1) By the middle of the next century Putonghua will have been thoroughly
implemented as the medium of instruction in almost all of Hong Kong
schools;

(2} With Putonghua-speaking teachers teaching students to read the standard
Chinese characters with Putonghua pronunciation, the tradition of Hong
Kong students formally learning to read the standard Chinese characters
with Cantonese pronunciation will be lost {this knowledge may still be
acquired informally by some youngsters from their parents and older

people);

(3} The disappearance of the Cantonese pronunciation of the Chinese char-
acters among the younger generations will reduce the readership for pub-
lications written in Cantonese (to the delight of language purists who do
ot think Cantoncse should be a written language), and the publishing in-
dustry will respond by docreasing and eventually eliminating its use of
written Cantonese in newspapers, comic bocoks, advertisements, etc.;

{4) Young people will have established the habit of speaking among fhem-
selves in Putonghua; they will continue to use their peer-group language



48 Robert 8. Bauer

outside the classroom, and will regard Cantonese as the language they
speak al home with parents, grandparenis, and other old people with
whom they occasionally come into contact;

and finally, and quite significantly:

{5) increasing immigration of Putonghua speakers from the mainland will
mean a corresponding decline in the proportion of the population for
whom Cantonese is the first language, and eventually the number of
Cantonese speakers will fall below the critical mass that had maintained
its status as Hong Kong’s predominant community langnage,

On a somewhat more optimistic note, I suggest that well into this century Can-
tonese will still be spoken among family members and close friends. Public de-
mand will probably ensure its continued but still declining use in live drama, ra-
dio and television programs, and popular songs. With school children no longer
learning to read the Chinege characters with their Cantonese pronunciations, the
readership for publications written in Cantonese will confract; yet the use of
written Cantonese may survive in a few novels, comic books, entertainment peri-
odicals, and advertisements written deliberately by authors intent on preserving
their language. By the end of the 21st century Cantonese will have becomne a mi-
nority language iz Hong Kong, and early in the 22nd century it may even have
become endangered,

Although the promotion of Putonghua is not intended to replace the Chinese dia-
lects, yet it has not been accompanied by any efforts to teach children who speak
other Chinese dialects to value that knowiedge so that the ability to speak two (or
more} Chinese varieties is regarded as better than knowing only one. Just as on
the mainland, Putonghua’s gainz in Hong Kong will come at the expense of
Cantonese. The gradual decline in the number of young people retaining the lan-
guage of their Cantonese-speaking parents and the sharp increase in the number
of immigrants inte Hong Kong from non-Cantonese speaking areas will cause the
nuniber of Cantonese speakers te decline sharply over the coming decades.

Despite adverse changes in its fortunes, Cantonese may still be able to tena-
ciously hang on here and there within the community m whatever places it can
compete with Putonghua, or wherever it has been forced to retreat to in response
to sociolinguistic pressures. One should never underestimate the power of lan-
guage to symbolize the individual speaker’s social identity and to serve as the
major means for ene group of people who feel bound together by their shared
social beliefs, customs, values, and language to distinguish themselves from other
groups. Yes, Cantonese will be pushed out of many domains in which its use is
now taken for granted. Will this retrcat force future generations of Cantoncse
speakers to develop a deeper appreciation for and attachment to their language
which speakers today may not feel? We should not underestimate such 2 possi-
bility.
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It is only a matter of time for Putonghua to be considered Hong Kong’s second
essential language of wider comnmnication and upward mobility alongside Fng-
lish; that is, for the foreseeable future it will not eclipse English in importance in
the community, although that could happen further down the road. Cantonese will
not fose its usefulness in the economic domain. Shenzhen factory managers find
their knowledge of Cantonese cspecially useful in talking to their Cantonese-
speaking workers. However, many factory workers are not Cantoncse-speaking
because they have migrated from other non-Cantonese-speaking parts of China,
and for them the lingua franca is Pulonghua. I predict that the proportion of
Putonghua-speaking workers in Shenzhen will continue to grow over the coming
decades. Indeed, in fifty years time the demographics of Hong Kong will have
become much more like Shenzhen, in that the population will be much more di-
verse in terms of its place of origin. The proportion of the population that is
Cantonese-speaking will fall over the coming decades as more Putonghua speak-
crs migrate to Hong Kong. I can imagine that by the end of the ceniury this pre-
dominantly Cantonese-speaking community will have been transformed into a
predominantly Putonghua-speaking megalopolis that will have merged with
Shenzhen.

3.3 Mutual influence among Cantopese, Putonghua, and English
in Hong Kong

Whether the language purists like 1t or not, standard Chinese is {and very likely
has been for much of its history} a pluricentric language, tike English, Spanish,
and other languages with far-flung geographical distributions from which they
have acquired their distinctively local, indigencus characteristics. Dradley (1992)
has pointed out that there arc three geographical “centres” of standard Chincse,
namely, mainland China, Taiwan, and Singapore. | predict that after Putonghua
has become well established in Hong Kong, Hong Kong will have become the
fourth such centre, that is, as Putonghua develops in Hong Kong it will acquire its
own unique characteristics that will distinguish it from the other three varieties,

During the peried of the promotion of Pulonghua in Hong Kong it will undergo
so many changes in phonology, lexicon, and grammar through its contact with
both Cantoncse and English that the language purists may end up wishung that
Putenghua had never come near Hong Kong, Indeed, this process may already be
underway. For example, I have noticed that the female voice that announces the
arrival of MTR airport trains at Kowloon Station incorrectly retroflexes the vowel
in ¥& (Putonghua [tsh¥], Cantonese [lshe:] in the word FIZT ‘train’} as [(shy],
possibly a case of hypercortection. At any rate, the medel upen which I base this
prediction is the freewheeling linguistic environment of Talwan over the past few
decades. As a result of its contact with Taiwanese, Tarwan Guoyu has been losing
some of the phonemic distinctions in the initials that characterize the standard
variety. In addition to the collapse of the standard three series of dental, alveo-
palatal, and retroflex affricates and fricative to simply dental/alveolar, 1 also oh-
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served during my stays in Taiwan during the 1980°s that some young Taiwanese
speakers of Guoyu had merged the retroflex approximant initial /z/ with the later-
al approximant /1/ so that & (Guoyu /Z¥/) “hot' was pronounced the same as 4%
%/ “happy’. Hansell (1992, 1994, 1995, forthcoming) has described in detail the
processes by which Taiwan Guoyu has been borrowing English words and
meanings. One can presume that similar developments are occurring in
Putonghua on the mainland as it opens up more and more to outside economic
and cultural influences that are cloaked in English, The same kinds of changes
will happen to Putonghua in Hong Kong where English has become much better
established over a longer period of time. The graphic representation of Chinese in
both Taiwan and Hong Kong has been undergoing interesting changes through
confact with the English alphabet, and these changes have been documented in
Bauer (1982, 1988), Hansell (1994), and Li {£999).

Through increasingly close contact between the two languages, Cantonese and
Putonghua will mumally affect each other’s development in Hong Kong. For
example, some phonological contrasts previously lost in Cantonese may be resur-
rected under the influence of Putonghua {for more details, see Bauer and
Benedict 1997: 430-431). At the same time, Cantonese vocabulary will be much
influenced by its contact with Putonghua. This has already been happening for
some time in Guangzhou (and documented by Zeng 1995). In Hong Kong Can-
toncse speakers will continue to replace their native lexical items with the se-
mantically-equivalent standard Chingse forms: I once overheard my Cantonese-
speaking travel agent who was talking on the telephone say H{3f [tsé:-tsé:] ‘thank
you’ instead of the expected Cantonese %34 [t5-tse:]. We may also see Canton-
ese (BBl khey-téf “they’ be replaced with £t but pronounced in Cantonese as
thi-mi (Bauer and Benedict 1997: 431-432),

Some Hong Kong teachers bemoan the fact that their students write essays in
which they mix in Cantonese vocabulary with standard Chinese, for example,
writing Cantonese 5848 /dy-hef-kéf “air-conditioner’ instead of standard Chi-
nese Y658 hop-thirw, Cantonese {7 Adm fow ‘walk, go on foot' instead of
standard Chinese FEJ& tseéw /ow, Cantonese B sog ‘food, side dishes for a
meal’ instead of standard Chinese % Isfayf; Cantonese #%> &¢f 15 ‘how many’
instead of standard Chinese Z/A> f=-girw. One of my M.A. students has written
his M.A. thesis on the attitodes of Chinese-language teachers to this type of trans-
fer of local Cantonese vocabulary into their students’ standard Chinese essays
{Chen 2000). Some teachers are more lenient than others in responding to their
students’ use of such words, apparently because they feel it is simply impossible
to stop their students from doing so. In the present circumnstances the problem
seems unavoidable. If the stadent carries around in his/her head a dual vocabulary
but is not sure which one of the two seemingly perfectly good words (in some
cases semantic translations of items originally from English) is appropriate
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standard Chinese and s/he 18 accustomed to using one instcad of the other in
speech, then irying to decide which one is appropriate for the written style is no
simple matter. In the case of the occasional English loanword, for example, Can-
tonese #WHE sgi-for* ‘salad’ in correspondence with standard Chinese W47 sa-/4;
the preference for the standard Chinese form seems to be somewhat arbitrary
from the point of view of the Cantonese-speaking writer — unless s’he is par-
ticularly concemed with communicating with readers who do not speak Canton-
=11~8

The use of Cantonese as the language of instruction in the schools, especially for
Chinese language subjects, underscores the clash or gap between spoken Can-
tonese and standard written Chinese. Hong Kong’s Putonghua teachers are well
aware of this problem and see it as exacerbating their Cantonese-speaking stu-
dents” difficultics in learning Putenghua, These differences are lurking in the stu-
dents’ minds and naturally affect their written and oral performance, Presumably,
the teacher says something like: when we speak Putonghua, we do not say or
write Cantonese X, but we say Putonghua Y instead. The perceived solution is to
replace Cantonese with Putonghua as the language of instruction in the Chinese-
language subjects. If the teacher and her students are reading and discussing in
Putonghua, then the differences between Putonghua and Cantonese vocabulary
and grammar — at Jeast on the surface — do not arise.

In the coming decades Cantonese will continue to be much influenced by English
as long as the two languages remain in intimate contact in Hong Kong. Whether
this is politically correct or not is another matter. Therc is no question that Can-
tonese likes to borrow English words through the process of phonetic translitera-
tion. Some linguists regard as unnecessary, undesirable, and politically incorrect
the borrowing of words from foreign languages when the semantically-equivalent
words already exist in Chinese. Chen Yuan (1998: 55) has described such bor-
rowing with the bizarre and anachromistic term FBF153% (Cantonese [[¥r—jin
wii-ffan] ‘language pollution’; among the examples he cited is the widely-used
Cantonese borrowing of Bnglish ‘ball’ as i p, even though I &fréw ‘ball’
already exisis in standard Chinese. The fact of the matter is i pa, JEMK fef-fém,
Bt pa-st®, 894 fék-si*, % sht5y PR sd-lert, Bk so-fa* are the
Hong Kong Cantonese-speaking community's words for ‘ball’, *film’, *bus’,
‘taxi’, ‘store’, ‘salad’, and ‘sofa’, respectively. Furthermore, Cantonese speakers
who do not speak English have no idea these are actually English loanwords but
think of them as Cantonese words. These and scores of other words just like them
are so firmly enirenched in Cantonese, that there is little anyone can do to ex-
punge them from e language short of washing people’s months out with soap.
Chen’s astomishing use of the term lenguage poflution may be based more on
political rather than linguistic considerations, in that he may disapprove of the
historical behavior of the colonialist nation which is the home of the source lan-
guage. Whatever his reason for using this term, 1 believe that neither the concept
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nor the term language poflution has any place in the scientific study of language.
In my view, human languages are not at all like the air we breathe or the water we
drink and cannot become polluted. Languages simply respend to the needs of
their speakers who take words from other languages because that suits their pur-
pose. Any normal language, and that includes Putonghua, borrows words from
other languages, although the scale on which this is done varies from one lan-
guage to another. Pity the poor language purist who peers closely at Hong Kong
Cantonese, Japanese, or English; he will be so overwhelrmed by borrowed words
{his language pollution) on such a massive scale that all he will be able to do is to
throw up his hands in complete despair.

In Bauer and Benedict {1997) I described how Cantonese has been borrowing
English words over the past two hundred years and listed numerous phonetic cor-
respondences between the two languages, Despite the long list of major differ-
ences in the phonotactic organization of Cantonese and English words, as well as
the fact that Cantonese exploits lexical tone as opposed to lexical stress in Eng-
lish, the extraordinary flexibility of the Cantonese phonological system has fa-
cilitated the phonetic adaptation of hundreds of English words inio the Cantonese
lexicon. Given such extensive differences between Cantonese and English, one
can only marvel at the collective ingenuity of Cantonese speakers to phonetically
transform English words according to their own speech habits. A brief but very
interesting example will show what | mean. In February 2000 1 saw a Hong
Kong-made film entitled <JJ3=> (Killers) and heard one of the triad characters
say to another fiRFIIIM néf mow thej-si: “You have no taste” (in regard to the
choice of high quality silverware). To my delight as a close observer of the Can-
tonese lexicon I discovered that Cantonese has borrowed English zaste {t"ejsi] as
théj-sizand in the process added a new syllable fhej to the Cantonese syllabary,

since tfref does not oceur as either the reading pronunciation of a standard Chine-
se character or as a colloguial Cantonese word. Although Enplish faste has one of
the numerous final consonant clusters which typically occur in English and which
are not permitted in Cantonese, it presents no difficulty: Cantonese has defily
separated the cluster from the diphtheng, lopped off the final alveolar stop -4 and
turned the alveolar fricative 5 into the initial consonant of a second syllable. The
result conforms to a common pattern in which Cantonese syllable sZ corresponds
to English syllable finat s or z or final consonant cluster s, as witnessed by a
couple of dozen or more Cantonese adaptations of originally monosyliabic Eng-
lish loanwords: B2 pdi-sir ‘bus’, H1 ta-siv ‘toast’, K I kheéf-si: ‘case’, I
[ pém-si- “Benz’ {as in Mercedes Benz), Z - fei-sfi! ‘cheese’, J7£ porsi
‘boss’, FI4- tmw-shr ‘duce’, BEL J&si ‘lace’, L1 mét-s ‘maths’, OO
mit-s¥ ‘Miss® (address term); %+ Fn-sit ‘ounce’, Ik phd-si “pass’, i1
phej-si: ‘place’, B+ phcw-si: ‘pose’, etc. (Bauer and Benedict 1997: 363-364).
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4, THE FUTURE IS O HONGKONGERS HAVE A STANDARD,
OFFICTAL LANGUAGE

“Putonghua is your standard language. You showld learn it...." Prof. Go-
ran Malmgqvist, sinologist and translator, in response to a question from a
member of his audience attending his lecture at the Open University of
Hong Kong, November 5, 1999,

On November 5, 1999 1 attended a public lecture entitled “On the Art of Transla-
tion™ at the Open University of Hong Kong given by Prof. Goran Malmgyvist, the
wotld-famous Swedish sinologist, translator, linguist, and member of the Nobel
Prize literature committee. At the time | was supervising students engaged in fi-
nal-year transiation projects and found his speech particularly illuminating, in-
formative, and insightful After Prof. Malmqvist spoke, he took questions from
his audience. His last questioner was a young woman from Hong Kong who said
she was an interpreter and translator who spoke Cantonese but not Putonghua and
© felt at times rather uncomfortable and even embarrassed about this shertcoming
in her linguistic abilities. What should she do? Without any hesitation Prof,
Malmqvist replied that since Putonghua was the standard language everyone in
Hong Kong should accept this fact and learn Putonghua. His reply received loud,
rcsounding applause frem his audience. Clearly, many peopls in Hong Kong
agreed with him that they need to learn to speak the nation’s standard language.
While I also agree with him, I do s¢ with some qualification: Yes, Hong Kong
Camtonese-speakers should leam to speak Putonghua, but they should not assume
or be made to think that doing this requires them to abandon their use of Canton-
ese {or any other minority Chinese dialect they may speak). Those involved in the
prometion of Putonghua in Hong Kong should also consider including in their
propaganda package the notion that knowledge of other Chinese dialects and for-
eign languages should be positively valued by the community. Doing this might
even increase the use of Putonghua in Hong Kong and help raise the standard of
Putonghua pronunciation. Undoubtedly, learning to speak Putonghua benefits
Cantonese-speakers by opening up to them a wider world of new economic and
social opportunities and cultural experiences: at the same time, however, retain-
ing their use of Cantonese speech keeps them in touch with the rich cultural heri-
tage on which their Hong Kong Chinese identity is based.

From this peint of view, I felt Prof. Malmgvist's response to his questioner was
rather ironic. In concluding his lecture, he had projected onto a large screen be-
hind him the first three lines of the lyric poem “BE¥#E#&” which was composed by
the 12th century Song Dynasty poet Li Qingzhao 43388 (1084-1151), whom he
described as the greatest female poet in the history of Chinese literafure. Prof.
Malmqvist read out these three lines in Pulonghua as follows (transcription in
IPAY:
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Table 1. First three lines of “EFEF{%" phonetically transcribed in Putonghua

(1) = [eyn135] & [eyn135] B [miNSI] & [miV51],

(2) # [log 4214] ¥ [loy 4214] ¥% [ichin]5S] 3§ [tehinl5s],

(3) B [1ghi155) # [tehil55] 4 [15hani214} 8 [1shani214] B% [tchil55] M
[tehil55] 2.

He then pointed out to his audience that the sound system of the Chinese lan-
guage spoken by Li Qingzhao was probably similar to that of Old Mandarin of
the 13th ceatury. In order to appreciate what the rhymes may have sounded like
in the language of the post, he projected onto the screen the phonetic transcription
of the Old Mandarin sound values for each of the Chinese characters as they have
been reconstructed in historical Chinese phonology as follows (N.B.: Malmgqvist
did not indicate the tones, and I have slightly modified his phonetic symbols for
the sake of consistency in comparing Old Mandarin, Putonghua, and Cantonese):

Table 2. First three lines of “B§8#{F" phonetically transcribed in Oid Mandarin

(1) & [sim] & [sim] & [mick] & [miek],
(2) ¥ flep] #r [lep] 7 [tship] ¥ [tship],
(3} £ [tshi] 32 [tshi] {2 [tsham] {2 [tsham] B [tshiek] B% [tshiek].

Prof. Malmgvist noted that the comparison of the readings in Old Mandarin and
modern Putonghua reveals that much of the original rhyming and alliteration
have been practically lost due to the historical changes that have taken place in
Mandarin phonology over the past 800 years or so. What struck me as ironic as 1
listened to Prof. Malmqvist was simply this; When one reads these lines of poetry
with their modern Cantonese pronunciations, they sound remarkably similar to
what they are presumed to have done in Old Mandarin;

? At my request, Brian Holton, my colleague and fine translator of Chinese po-
etry, has kindly rendered these lines into English as follows:

“Seeking, seeking
Searching, searching
Cold, cold
Clear, clear
Desolate, desolate
Wretched, wretched
Despair, despair”.
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Table 3. First three lings of “4§4218” phonetically transcribed in Cantonese

(1) & [shemd21] 5 [rshemJ21] & [meki2] & [meki2],

(2) ¥ [lapd23] % [and23] 3 [tshen155] ¥ [tsheqlss),

(3) #F [tshej155] j# [tshej155]) 12 [tshamA25] 18 [tshamd25]) B [tshek15] B2
[tshek15].

[ suspect that many of the Cantonese speakers sitting in the audience must have
also observed just as 1 did the striking resemblance between the modern Cantone-
se and Old Mandarin pronunciations of these Chinese characters. I can only as-
sume that Prof. Malmqvist does not speak Cantonese and that’s why he did not
draw his andience’s attention to the similarity. As for the audience, no one there
saw any need to enlighten their speaker.

Clearly, historical change has affected the Cantonese sound system less radically
than that of Putonghua (or at east in different ways), and as a consequence Can-
tonese has better preserved the ancient Chinese initial consonants and rhymes,
Almost any educated Cantonese-speaker knows that poetry from the Tang and
Song dynasties rhymes much better when read with Cantonese pronunciation than
Putonghua. Indeed, Cantonese speakers do not need to look to historical linguists
to help them savor the rhymes, alliteration, and other devices of ancient poetry. In
tlong Kong, scheol children have traditionally leamed to read the standard Chi-
nese characters with Cantonese pronunciation, yet one wonders if they are taught
to ireasnie the spoken Canfonese language as one of their community’s most
unique and versatile cultural resources, or do they and their teachers simply take
it for granted? That the modern Cantonese phonological system which speakers
carry around in their heads resembles more closely the ancient Chinese sound
system than docs Putonghua could or even should be just one more reason why
Cantoncse speakers need not be made to feel guilty about speaking Cantonese.

5. CONCLUSION

A language 1s not simply a teol of communication or national unification; it is
also a very powerful symbol of the cultural and social identity of the man or
woman who speaks it. When the people who speak a minority language are en-
couraged to give up their vernacular by replacing it with the ofTicial standard lan-
guage, does anyone e¢ver consider both the gains and the losses in the language
equation? What [ wish Prof. Malmgvist and anyone involved in teaching and
promoting Putonghua among speakers of other dialects in Hong Kong {and elsc-
where) would couple their words of advice with is this: By all means, you as a
speaker of Canionese or any other dialect should learn to speak Putonghua, your
standard langnage. Buf at the same time you should never forget that learning to
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speak Putonghua does rot mean that you must give up speaking Cantonese;
knowing how fo speak two (or more) varieties of Chincsc is far better than
knowing just one,

Let us consider one approach to the teaching of languages in Hong Kong which
may serve as a possible model, namely, the fairly complex trilingual system that
is used in the Grand Duchy of Luxembourg (which in geographical size is about
two and a half times larger than Hong Kong but has less than 6% of Hong Kong's
population). At least, one can to seme extent discern a parallel between the trilin-
gual outcome in Luxemburg and Hong Kong's own trilingual objectives that
many people would like to achieve. In Luxembourg the precise distribution of
three languages at different grade levels succeeds in producing people who are
proficient trilinguals. Briefly, according to Lebrun and Baetens Beardsmore
{1993), Luxemburger, a dialect of Low German (which in tumn is a dialect of
standard (German}, is the national langunage, it has an official orthography, and is a
compulsory subject in elementary school; although people from all social strata
speak it, it is still mainly associated with the countryside and its vocabulary has
not been modernized. Luxembourg’s indigenous inhabitants first learn to speak
the home language of Luxemburger which is also the language of instruction in
the first years of primary school. However, German is taught as a subject in
Grade 1, and 1t gradually replaces Luxemburger by Grade 6. In primary Gradc 2
French is introduced as a subject, and in secondary school it and German are vsed
ag the languages of instruction for different subjects. Although French and Ger-
man are regarded as the languages of higher education and wider communication,
Luxemburger is the language of national identity which the people want to pre-
serve. Their determination is fittingly reflected in Luxembourg’s national motio:
Mir welle Bleiwe wat mir sin, that is, “We wish to remain what we are’ (Lebrun
and Baetens Beardsmore 1993: 102). Some form of the Luxembourg model might
be feasible for Hong Kong: lessons in the early primary grades would be taught in
Cantonese, while Putonghua and English would be systcmatically phased in as
both subjects and languages of mstruction.

Finally, it seems to me that if Hong Kong society makes clear to speakers of
Cantonese, other Chinese dizlects, and non-Chinese languages that their speech
varieties also have inherent value and deserve our respect, then these speech
varieties will continue to be spoken for many more years to come. In specific
terms, what I propose is this: First, Cantonese (and other speech varieties) should
not be treated or regarded as an obstruction in the pathway of Putonghua,; second,
school children should be taught that in the process of learning Putonghua they
need not give up or forget their home dialects and languages; and third, teachers
should emphasize to their students that knowing fwo or more varieties of Chinese
(and other languages) is an invaluable asset that will pay dividends throughout
the speaker’s life. Cantonese can have a bright future in Hong Kong in which it
coexists with and even flourishes alongside Putonghua — but only if the commu-
nity actively pursues a policy of tolerant, five-and-let-live multilingualism which
13 based on the principle of mutual respect for all its different speech varieties.
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international Attitudes to Languages and
the Study of Global Issues

Joseph Boyle
Department of English, The Chinese University of Hong Kong

ABSTRACT

This Chapter considers attitudes to Janguage in Hong Kong and changes in these
attitudes over the past fow decades. Though the main focus of interest is attitudes 1o
the English language, the results of surveys which have included attitades to Chinese
are also reportcd. These surveys have shown that Hong Kong's pragmatism has
prevailed, even in its attitudes to language leaming, with both English and Putonghua
being considered primarily as useful tools for successiul commerce. However, there
are also signs of changes in attitudes, with a broader internationa] outlook emerging,
especially among younger Hong Kong people, who no longer see the English
language as a threat to their Chinese identity, but as a useful ool for Internet use at
home and for travel abroad. The Chapter recommends the encouragement by Hong
Kong educators of this broadening of outlook and gives some specific suggestions of
on-linc and in-print materials on global issues to further this end.

1. INTRODUCTION

Hong Kong has always had difficulties with its language situation, and since it
became a Special Administrative Region of China, the problems have become if
anything even more complicated. There are various reasons for this: economic - the
increased demand for good English speakers, especially in the growing service sector
of the economy; educational - the problem of attracting good English teachers, with
an interest in improving curriculum design and classtoom practices to motivate
students in the leaming of English; socio-political - the increasing mfluence of the
Mother Country and its link language, Putonghua, on the new step-child Hong Kong.

Language and Edweadion in 39 & 2000 by Linguistic Socicty of Hong Kong
Pasteadonial Hong Kang PE1-TETR-05-3 AN vights reserved.
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Grim forecasts have been made about the gradual demise of effective intermational
English in Hong Kong. However, instead of bemoaning the decreasing standard of
English in the new SAR, and offering bleak prospects for the future, this Chapter will
suggest a positive way forward, through the fostering of 2 more international outlook
among Hong Kong people, especially the young, and through increasing their
perception of English as a language belonging to the world. The nurtwring of a proper
sense of nationalism in Hong Kong, now part of Chine, is a legitimate goal of
education, and can be a positive force, At the same Hme, educators should also
encourage young Hong Kong people to extend their horizons beyond the borders of
their own country and to look on themselves as citizens of a wider world.

In this context, the English language has become, whether we like it or not, the most
widespread Janguage in the world, This spread has little to do with any internal
superiotity of the English language, but is a result of the colonial and trading history
of England, and more recently, the economic and military might of America.
Attitades to this new world language vary from country to country, ranging from
cager acceptance to resentful resistance.

The first, and main part of this Chapter considers the question of attitudes to language
in Hong Kong and how these attitudes have changed over the past twenty or so years.
The emphasis is on attitudes to English, but attitudes to Chinese are also discussed.
The results of studies conducted before and after the handover of Hong Kong in 1997
are considered. The second part of the Chapter is more pedagogical in approach,
advocating the use of Global Issues in education and in English language teaching, as
a means of nurturing more international attitudes among young Hong Kong people.
Suggestions are given of useful on-line and in-print maferials as resources for Hong
Kong English language teachers, materials which can help to foster this more global
outlook in their students.

2. LANGUAGE ATTITUDES THEORY

One of the comforting aspects for the applied linpuist who studies language attitudes
is that the concept of attitudes is one which is familiar to everyone: “Attitude tends to
be a natural part of the langnage of everyday discussion of language life. The
administrator and not just the academic, the teacher and not just the theorist, the
raconteur and not just the researcher tend to use the term attitude as part of everyday
expression” (Baker 1992: 20).

Since most Hong Kong studies on language attitudes over the past two decades have
drawn heavily on the work of the psychologist R.C. Gardner, and this has not always
been sufficiently recognised, a preliminary surimary of Gardner’s approach to the
study of language attitudes will first be given. In a seminal waork, summing up over a
decade of research, together with his colleague Lambert, Gardner examined the place
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of attitudes in second-language learning (Gardner & Lambert 1972), Gardner
continued steadily with his research into language attitudes (Gardner 1985), and gave
attitudes a central position in his Socio-Educational Model of Second-Language
Learning {(Gardner 1988), updated in Gardner and MacIntyre (1993).

In this model, Gardner posits a strong connection between attitudes and motivation,
He describes the essential ingredients of motivation as desire, effort and satisfaction:
the motivated individual is “one who wants to achieve a particular goal, devotes
considerable effort to achieve this goal, and experiences satisfaction in the activitics
associated with achieving this goal” (Gardner 1993:2). However, he maintains that
motivation needs an affective basis to be maintained, and that attitudes serve this
function.

The concept of language attitudes “refers to any attitudinal variables that might be
implicated in the language-learning context” (Gardner 1993:9). The two main classes
of attitudinal variables are “Integrativeness”, and “Attitudes Towards the Learning
Situation”. By Integrativeness Gardner means attributes which reflect a positive
outlook towards the language group which spesks the target language and also
towards out-groups in general. Attitudes Towards the Learning Situation ineorporate
a nuinber of different variables — the teacher, the class, the course, the textbook, the
language itself — all of which affect the success or failure of language learning,

Ancther important affective variable which he included in his model was Language
Anxiety, which he defines as “the apprehension experienced when a situation
requires the use of 2 second language with which the individual is not fully proficient,
and the propensity for an individual to react in a nervous manner when speaking,
listening, reading, or writing in the second language” (Gardner 1993:5). Anxiety is
linked to the more general trait of Self-confidence, the feeling that this task is or is not
beyond my capabilities. Apart from the affective variables, Gardner’s comprehensive
model also incorporates cognitive variables — Intelligence, Language Aptitude and
Languiage-learning Strategies.

While Gardner's model for research into attitudes has been very significani, it has not
of course been the only influential model, and researchers, especially those involved
in classroom feaching, have taken account of comments like those of Johnstone
(1995: 131). “While the fundamentai importance of the Gardnerian social-
psychological model 18 acknowledged, Domyei and others have been calling for a
more pragmatic, education-centred approach to motivation which would be more in
line with the perceptions of practising teachers. They argue that Gardner’s model,
incorportaing instrurnental and intergrative orientations, is grounded in the social
milieu rather than the foreign language classroom”.

There is also an increasing realisation that Gardner’s distinction between integrative
and instrumental motivation is not entirely satisfactory and does not sufficiently
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capture the complex and dynamic process of motivation and its relatedness to
atiitudes - though, to be fair to Gardner, he himself readily acknowledges this.

3. LANGUAGE ATTITUDES RESEARCH IN HONG KONG

In Hong Kong there is a fairly strong recent history of research among applied
lingnists into the topic of attitudes to language, and more particularly to attitudes to
the English language. Useful surveys of the literature and research, about a decade
apart, can be found in Pierson (1987} and in Pennington (1998). Early work into
attitndes to English in Hong Kong was done mostly with secondary school studenis
as subjects (Fu 1975; Pierson, Fu & Lee 1980) and revealed on the one hand a strong
desire to learn English and an appreciation of its imporiance, bul on the other hand an
antipathy to the celonial connection of the language, which was seen as being a threat
to the Chinese identity of the subjects.

Later studies (Pennington & Yue 1994; Axler, Yang & Stevens 1998) replicated the
carlier studies and found similar results with regard to the importance of English and
the desire for proficiency in it for the students’ future. However, the later studies
produced very different results with regard to the perception of English as a threat to
the subjects’ Chinese identity. Students of the 1990s did not see their use of English
as in any way a lessening of their Chineseness, locking on the English language much
more dispassionately, as a useful tool for international business and travel (Boyle
1997a).

One of the most thorough pre-handover surveys of Hong Kong attitudes to English
was done by Littlewood & Liu (1996). Working with tertiary students, and with a
much larger number of subjects (N. 2,156), they considered language attitudes under
three headings, Affective, Socio-political, and Pragmatic. These they defined as
follows: “Affective attitudes refer to one's sense of ease or liking for English,
English-speaking people and cultures. Socio-political attitudes denote beliefs about
the use and status of English in Hong Kong. Pragmatic attitudes focus on the practical
vajue of English for personal success in the modem world” (Littlewood & Liu
1996:76). This tripartite distinction goes beyond Gardner’s dual Integrative/
Instmumental distinction, though Affective and Integrative are clearly close, and
Socio-political and Pragmatic both share slements of Instrumental.

In Littlewood & Liv’s study, the four statements in each category which elicited the
highest percentage of agreement from the respondents are given below.

The results show very clearly that while pragmatic motivation is the strongest, there
also exists a sense of social concern for Hong Kong's future with regard to
proficiency in English. On the affective scale, though the percentages are not so high,
there is still strong evidence of positive attitndes to the English langnage and to its
native-speakers and their way of fife.
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Affective % of Agreement
I like the sound of the English language 7%
1 like talking with foreign people in English 76%
1 often feel comfortable when [ speak English 57%
I like English-speaking people (British, Americans, etc.

and their way of life) 36%

Socio-political

English ought to be important in Hong Kong after 1997, 81%
English ought to be used more widely in Hong Kong. 79%
English ought to be a compulisory subject ai University

in Hong Kong 9%
English ought to be the medivm of instruction in

most Hong Kong schools. 74%
Pragmatic
English is an important world language. 96%
[ learn English in order to improve my caresr prospects. 93%
The use of English is one of the most important factors which

has contributed to Hong Kong’s success. 84%
English is the sign of an educated person in Hong Kong. 80%

Perhaps the most significant result, however, is the 96% agreement (the highest score
for all the Statements) on “English is an Important world language”, compared with
an 11% agreement (by far the lowest score for all the Staiements) on 1 will lose my
Chinese identity if [ am good at English”. This underlines that while young Hong
Kong University students nowadays recognise the importance of English as a world
language and would like to be proficient users of it, at the same time they are
comfortable with their Chinese identity and feel little thieat to it fiom the English
language.

Much of Hong Kong research mito attitudes to language and to the English language
in particular has been done in secondary and tertiary educational settings. This has its
advantages, in that when research is replicated, very similar target populations can
readily be found. However, it has obvious limitations teo, since the problem: of
declining English language proficiency goes far beyond the classroom in present-day
Hong Kong. As well as the socially upward-mobile (students from good schools and
the universities) who will become Hong Kong’s professional middle-class, there is
also & growing number of disadvantaged populations in Hong Kong (students in
low-banding schools, schocl-leavers who arc unable to gain admission to university,
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new immigrants, other ethnic minorities, manual workers, the unemployed). Much
remains to be done in the study of langunage attitudes among these latter groups,
where langunage attitudes may well be markedly different.

4. LANGUAGE ATTITUDES BEYOND THE CLASSROOM

One large-scale survey (N. 1093}, conducted shortly before the handover of Hong
Kong to China (Boyle 1996}, did lock beyond the student population, taking a wide
range of young working adults (aged 20 to 40) as subjects, though it did not aim
explicitly at the disadvantaged groups cited above. This survey will be described in
some detail, since as well as broadening the range of subjects, it also went beyond
attitudes to English, and investigated attitudes to Chinese, The occupations of the
respondents were wide-ranging, including civil servants {mostly fairly low-level),
business people at all levels (managerial to office clerk), workers i the financial
sector (banking, tnsurance and property), travel agents, teachers, medical workers,
engineers, police, firemen, and others.

A small-scale pilot survey was first conducted, the location being a busy shopping
mall adjoining Shatin railway station. An analysis of the results of this pilot survey
led to the simplifying of several questions. The large-scale survey was then
conducted at the same location, by a team of ten pre-trained inferviewers with a
common set of questions, covering attitudes to English and to Putonghua, and
including questions on the background of the subjects. Subjecis were interviewed
individually in Chinese and were explicitly told they need not answer any question
which they did not want to. The questions were deliberately kept shorter than in the
pilot survey, but subjects were encouraged to ask for verbal clarification if they
wished.

Three questions were asked on attitudes to English, three on attitudes to Chinese
{(Putonghua and Cantonese), two on a comparison of attitudes to English and
Putonghua, and finally three questions on the subjects’ predictions for the post-1997
future of English, Cantonese and Putonghua. In deseribing the results of this survey,
each question will be taken in turn, with percentages given, followed by a brief
discussion, including direct quotation where pertinent.

Attitudes to English

Question I. Do you feel embarrassment speaking English in public?

Fifty-three percent of the respondents said they did not feel embarrassment, 42% said
they did, and 5% did not wish to respond.
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The fact that a majority claimed not to feel embarrassment was surprising, in view of
the repeated assertion in Hong Kong that standards in English are falling and that
recent recruits to the business sector have an inadequate command of English. The
level of embarrassment tended to correspond wiih the type of job the subjects did,
with those who rarely used English in their job admitting to more embarassiment
than those who used English regularly in their job,

Another significant factor was the type of school attended. Those whe had beentca
school which was genuinely English-medium were comfortable in their use of
English. A group of subjects from one of Hong Kong’s best schools claimed that
speaking English was “just like speaking Cantonese — no big deal”. Those from
Chinese-medium schools, or from schools which are English-medinm in theory but
not in practice, admitted to a degree of embarrassment when speaking English in
public, mainly because of their fear of making mistakes and losing face.

Apart from poor language proficiency, there was another reason given for
embarrassment, namely the risk of being considered a “show-off”. To some extent it
has now become socially and culturally unacceptable for two Chinese to speak
English together in public, instead of using Cantonese or in some circumstances
mixed-code (L1 1994),

To respondents who asked for clarification on whether the question meant
embarrassment when speaking English to another Chinese or to a foreigner, the
agreed response among the interviewers was “Either or Both”. Obviously, the nature
and degree of the embarrassment could be different, but such a more exact analysis
was beyond the purpose of this general survey.

Question 2. Do you feel resentment at having to speak English in situations where the
mejority is Cantonese-speaking?

Sixty-one percent said they did not feel resentment, 32% said they did, and 7% did
not wigh to answer.

This was again a rather surprising result. One of the frequently heard objections to the
EETS (Expatriate English Teachers Scheme) was that local teachers resented having
to use English at staff meetings when an expairiate teacher was present. There were
other situations too where resentment was felt at English being imposed as the
language of discussion by a small minority of English-speaking monolingnals, when
the majority of the company was Chinese.

However, several of the respondents said it was a matter of courtesy to use English
when anvone was present who could not understand Cantonese. They said they had
been brought up in a society where “favouritism to foreigners prevails”, and though
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one person diagnosed this “favouritism™ as “a by-product of British colonialism”,
they did not profess to feeling rancour about it.

Others admitted that while there would be ne resentment at having to speak English
on &n occasional basis, if the situation became regular (as in the case of staff-meetings
in the Expatriate Teachers Scheme) then they would feel differently about it.

The need for foreigners to learn Cantonese was frequently mentioned: “It is the

respensibility of the minority foreigners who do not speak Cantonese to leam the

local language and culture, if they want to stay in Hong Kong”™. Another respondent

put it more bluntly: “If a Chinese wants to survive in France, he has to speak French.

A similar rule should also apply to foreigners living in Hong Kong™". Lord's (1987: 22)
prediction, over a decade age, that “the pressure on the overseas resident to use

Chinese will grow” can be said to be proving correct.

QOuestion 3. Do you feel anmoyance at native-speckers of English who crificise the
poor standard of English in Hong Kong?

The response of subjects to this question was fairly evenly divided, with 47% saying
No, 44% saying Yes, and with 9% unwilling to answer.

Among those who felt annoyance the following reasons were given:
“Most of those who criticise us cannot speak any Canfonese themselves”,

“They do not realise how difficult English is for us, because it is so different from
Chinesz”.

“No matter how good at English Chinese speakers may be, foreigners always find
something wrong with it”.

“Foreigners tell us to communicate and not bother about mistakes, but when we do,
they correct all our mistakes”,

Respondents who did not feel any such annoyance were mostly themselves fairly
proficient. Several of these commented that, since the standard of English in Hong
Kong is getting rapidly worse, not only foreigners, but Chinese too, should be critical
of it.

Attitudes to Chinese

Question 4. When talling of language, when you say “Chinese”, do vou mean
Cantonese or Pulonghua or something else?
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Fifty-six said they meant Cantonese, 24% said they meant Putonghua, and 20% said
they meant something else, eilher Cantonese plus Putonhua, or Cantonese plus
Putonghua plus other dialects like Chiuchow and Shanghainese.

The answers to this question reveated a striking change in attitude among Hong Kong
people from carlier days. Twenty years ago, any Hong Kong person using the
expression “Chinese” in the context of language would almost certainly have meant
Cantonese. Thus, the 24% who considered Chinese to be Putonghua was
unexpectedly high and revealed a significant change in attitude. Two responses,
representing a common feeling, can be quoted;

“The concept of Chinese is changing in these few years, and more and more peopie
think that Putonghua is Chinese, rather than Cantonese”.

“Chinese will stand for only Putonghua in future. This change is not according to
the wish of the Hong Kong people, but only because of political change”,

Some called Putonghua and Cantonese “two dialects of the language Chinese”, a
view very different from that of Mainland Chinese, who consider Putonghua the
standard language, and Cantonese as a dialect.

Question 3. Do you think Putonghua will become more important than Cantonese in
Hong Kong after 19977

Fifty-two percent thought Cantonese would be more important, 44% Putonghua, and
4% were unwilling to say.

Responses tended to correlate with type of job — the businessmen and upper level
professionals favouring Putonghua, with those in lower level jobs opting for
Cantonese. Those who chose Cantonese pointed fo the neighbouring Guangdong
province, where Cantonese is still much more widely used than Putonghua. They
believed that Cantonese would continue to be used in business locally. They also
thought there were cultural reasons why Cantonese would not give way to Putonghua:
“Cantonese is more expressive orally” and “Cantonese songs are more touching than
Putonghua songs™.

Those who thought Putonghua would become more important than Cantonese said
that, even if locat business is done in Cantonese, intra-China business in the future
will be done in Putonghua. However, they think more Cantonese terms will be mixed
in with Putonghua, either because these terms are more convenient, or because the
correct term in Putonghua is not known to the Cantonese speaker.

Those who favoured Putonghua also observed that merely having a larger proportion
of speakers did not necessarily guarantee the predominance of a language. If
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Putonghua were (o become the language of the economic and political power elite in
Hong Kong, then Puionghua would seriously threaten Cantonese. It was also polnted
out that in the top schools in Guangdong, it is Putonghua, not Cantonese, which is the
medium of insiruction, and that the future leaders of the province were being
educated in the language of Beijing, the capital

Some were even of the opinion that Putonghua might become the regular medium of
instruction in all Hong Kong schools, resulting in a bilingualism in education along
the lines predicted by Lord and T’sou (1985), ic. a Putonghua and English
bilingualism, rather than a Putonghua and Cantonese bilingualism.

Question 6. How would you rate your own standard of Putonghua — good, fair or
bad - gnd what are vou doing to improve it - ¢ lot, a litile, or nothing?

To the first part of this two-pronged question, 78% of the respondents said their
Putonghua was bad, 15% said fair, and only 7% said it was good.

A degree of Chinese modesty has to be allowed for in interpreting these figures and
many made a distinction between their productive command of Putonghua and their
comprehension of the language. In an earlier survey in 1983, 39% clajmed af least to
understand Putonghua. In a survey ten years later in 1993, this figare had nisen to
63%. In present-day Hong Kong the figure for those who claim to understand
Putonghua would almost certainly be much higher, though this is something which
has to be researched more accurately. It can also safely be said that the number of
Hong Kong people who speak Putonghua reasonably well is rising, though again this
needs research.

In response to the second prong of the question — what are they doing to improve their
Putonghua - 15% said they were doing “a lot”, 27% said they were doing “a litile”,
while 58% they were doing nothing to improve it. This last figure was surprising,
given the jmminent prospect of the return of Hong Kong to Mainland China at the
time of the survey. When asked for examples of what they meant by “a lot”, “a little”
or “nothing”, those who claimed to be doing “a lot” were mostly working for
companies doing business in China, and therefore a practial knowledge of Putonghua
was a business necessity, Others claimed to have taken active steps to improve their
Putonghua, in response to increasing demands for Putonghua in job advertisernents.
Some had enrolled in 2 series of night classes and had also visited Mainland China
whenever they could.

Among those who claimed fo be doing “a littie”, the most common practice ciied was
watching Putonghua movies. Songs in Putonghua were also mentioned, but the local
Cantonese pop songs were still said to be more populaz. Some had taken Evening
Jessons in Putonghus, but in the absence of a really sirong immedzats motive to lzarmn
the language, had given up.
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Those who said they were doing “nothing™ to improve their Putonghua nearly al! said
that knowledge of the language was not necessary yet, but that when it did become
necessary, they would certainly learn it. As one respondent said, in typical Hong
Kong pragmatic fashion: “Of course we will learn Putonghua when we have to. And
if we have to learn French and German, we will leam them too™.

A very few of the respondents said they did not like Putonghua and did not want to
learn it “Hong Kong people do not want to identify themselves with people in
Mainland China”. However, the miajority, even of those who claimed to be doing
nothing to leamn Putonghua, were fairly positive in their attitude towards the
language.

Attitudes to English and Putonghua

Question 7. {f you could be excellent in only one longuage, English or Putongha,
which would it be and why?

Seventy-five percent chose English, 15% Putonghua, and 6% had no opinion. The
age factor was important in the response to this question: younger people favoured
English very strongly, whereas the older subjects tended more towards Putonghua.
Among the reasons given for their preference for English were:

“It is the most important international language™.

“It is the most useful language when traveiling”.

“It opens the door to better jobs”.

“}4 makes the learning of other European languages easier”.

“It makes watching English films and TV more enjoyable™
Some of the reasons given by those choosing Putonghua were:

“It s the Janguage of a huge number of the world’s population”.

“|t is an official language of the United Nations™.

“It is right for a Chinese to know Puton shua”,

“It will become more important it Hong Kong in the future”.

“1t will give better job prospects™.
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On this question some other particularly trenchant opinions were expressed, which
are worth quoting:

For English:
“Putonghua is 2 boon; English is a must”.

“When going for a job in Hong Kong, English is still the most important language;
Putonghua is just icing on the cake”.

And for Putenghua:

“Putonghua gives you a sense of racial commection which cannot be found with
other foreign languages”.

“Putonghua will become more important as China grows stronger in the world”,

Question §. [f you had fo choose either English or Putonghua for your children,
which one would you choose and why?

Seventy-nine percent chose English, 7% Putonghua, and 12% were unwilling to
choose. Those who chose English did so for the same sort of reasons as in the
responses to the previous question. Those who preferred Putonghua said it was
because they thought their children would remain in Hong Kong and that Putonghua
would then be the most influential language, especially in the civil service and in
government.

The 12% who refused to choose one or the other language were unwilling to do 50,
since they (quite reasonably) said they wanted both English and Putonghua for their
children. This group appreciated more clearly that while it may have been sufficient
for themselves to be, in the words of So (1992: 85), “bilingual brokers mediating
between the colonial administration and the governed”, their children would need to
be “wilingual brokers mediating among Beijing, the local govemment and the
international community”.

Attitudes to English, Cantonese and Putonghua

Finally, we look at the responses to the three “prediction” questions, to which the
respondents were asked to give only brief answers, and on which commentary here
witl also be very brief, since the predictions, though interesting, are now really only
of historic interest,
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Question 9. Which language do you think will be the most fmporiant in
administration in the Hong Kong SAR — English, Cantonese or Putonghua?

Tificen percent said English, 45% Cantonese, and 40% Putonghua. Apart from the
big predicted decline in the use of English, the fact that a majority thought Cantonese
would be more important than Putonghua was notable.

Question 10. Which language witl best benefit the economic development of Hong
Kong?

Eighty percent said English, 6% Cantonese, and 14% Putonghua. Despite the
answers to Question 9, English was clearly seen as still of enormous importance 1o
Hong Kong’s economic future.

Question 1 1. Which language will be most useful for your career prospects?

Seventy-five percent said English, 12% Cantonese, and 13% Putonghua. Again, the
importance of English for job prospects was seen as paramount.

One of the most interesting aspects of the answers to the above three questions was
that in this survey, conducted immediately prior to 1997, Putonghua was seen by the
respondents as unlikely to become the dominant language in Hong Kong, at least in
the short to medium-term future. Two years later, this opinion was vindicated by Li
(1999) who concluded that Cantonese and English were still considered the most
important languages in the Hong Kong SAR. How long this situation will persist is
difficult to say and will certainly be a fruitful continuing area of research.

5. POST-1997 LANGUAGE ATTITUDES IN HONG KONG

Listing several questions of importance for Hong Kong’s language future, Giles
(1998) commented on this tantalisingly unclear future for Putonghua: “How will all
these issues be impacted by any moves towards fostering a sense of national identity
after 1997, how will Putonghua be promoted and disseminated, and at what rate will
it be introduced across the different institutions of Hong Kong?” Certainly, post-1997
there seems 1o be a fast-growing increase in eagerness to leamn Putonghua. Elective
courses in Putonghua in the universities are all heavily oversubscribed and
extramural evening classes in Putonghua for working adults are also extremely
popular,

Lam (1998: 63), discussing the question of Hong Kong'’s language of education,
makes a compelling case for a change fram the present confused Cantonese and
English policy to a pelicy which has Putonghua eventually as the main medium of
instruction. She dees not advocate this happening too rapidly. Rather, she advises a
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gradual shift from the present mixed-code Cantonese and English to *“a more
Putonghua-like Cantonese, with Putonghua’s grammatical structure and Cantonese
pronunciation and intonations”. Allowing five years for Primary school children 10
master Putonghua, she thinks it should then become the main medium of instruction
in all schools,

Is there 2 danger that the surge of interest in Putonghua in Hong Kong may be to the
detriment of English? A survey by Pan (1999) provided evidence for this conclusion.
This survey compared the attitudes of 295 Hong Kong adults to Englisl, Cantonese
and Putonghua before and after the 1997 handover. According to the figures givenin
the study, rating the three languages in terms of “Importance”™: pre-1997, English
scored 90%, Cantonese 9% and Putonghua 1%,; whereas in 1599, two years after the
handover, English scored only 35%, Cantonese 14% and Putonghua scored 44%.
Rating the languages in ferms of “Popularity™ pre-1997, English scored 76%,
Cantonese 20% and Putonghua 3%; whereas in 1999, English scored 25%,
Cantonese, 20% and Putonghua 54%,

The change in attitudes represented by these figures is astonishing, though it has to be
said that lack of information on the edncational leve! and social status of the subjects
and the comparatively small size of the sample would very much affect the
generalizability of such resulis.

Another recent study (Man 1999), more carefully limited in scope, investigated the
attiudes to English of Sixth form pupils from six Hong Kong secondary schools.
This gave results which were more in line with the majority of earlier pre-1997
studies. Again however, the study was relatively small-scale (N. 352, three Chinese-
medium, three English-medivm schools) and therefore can be taken as no more fhan
indicative. In addition, no information was given on the banding of the schools,
which would have been helpful in order to factor in the social variable. However,
given these limitations, this study offered a possible alternative corrective to the
findings of the study of Pan (1999). Though the Man (1999) study did find signs of
diminishing interest in English, there was no evidence of the kind of dramatic drop
reported in the Pan study.

Some details of the Man (1999) survey will illusirate this. The pupils were asked to
respond, on a scale of 1 (Strongly Agree) to 7 (Strongly Disagree), to questions about
their attitudes to the English language. The scores on some of the most relevant
questions follow (the lower the score, the higher the level of agreement):

I learn English in order to improve my career prospects. (2.5)

Ilike to see English-language films. (2.7)

® 1t is good to have English as one of the official languages of Hong Kong. (2.7)
B Learning English is a waste of time. (5.8)
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From the above responses it is clear that English is still considered, by these students
at any rate, as being useful and important, both for instrumental and integrative
PUrposes.

On the other hand, their responses to other statements indicate that their enthusiasm
for English and their willingness to work at it are only moderate:

& | reaily enjoy learning English. (3.8}
B [ often do things (c.g. watch TV, read books) to improve my English (4.1)

These results are in agreement with the conclusions of the survey of Littlewood &
Liu (1996:80): “The results also point to a gap between students’ positive attitudes to
English and their motivation to take concrete steps to improve their English”.
Moreover, the subjects’ reaction to statements in the Man (1999) survey that English
is a threat to their Chinese identity was largely negative:

B | feol uneasy when [ hear a Chinese speaking English. (4.7)
B  When using English, [ do not feel that [ am Chinese any more. (5.9)

In addition, this group of young studeuts gave very positive responses to broader
statements on openness to other languages and cultures:

B [f] visit a foreign country, 1 would like to be able to speak the language of the
people. (2.3)

B Itis important for Chinese to learn foreign languages. (2.6)

B [ caming English enables me to see and understand the world in a different way.
{(2.6)

Their attitude to English as being a colonial language was neuntral.
& I think of English as a colonial language in Hong Kong. (4.0)

This is interesting, and seems to indicate that there is still some residual feeling, even
among the young people of Hong Kong, that English is the language of colonialism,
though there are no strong feelings on the matter. The whole question of whether the
English language in Hong Kong's history can rightly be termed “imperialist” has
been discussed at length in Boyle {1997b). In present-day Hong Keng, the large
weight of evidence is that, though there may indeed be an anti-colonial residue in
attitudes towards English, i is the pragmatic outlook which prevails.

This was very clearly the conclusion of Littlewood & Liu (1996: 30} “Furthermaore,
students think of English more as an impeortamt world language (96%) than a colonial
one (56%). [f students were indeed inhibited at one time by perceptions of English as
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2 colonial language, our survey and other studies (e.g. Yu & Atkinson 1988,
Pennington & Yue 1993, Pennington 1994, Boyle 1996) indicate that these
perceptions have now diminished and that students’ attitudes to English have been
affected by broader sccial and political changes™,

Similar results were found by Hyland (1997:207), who concludes in his carefully
constructed, substantial (N. 926) investigation of the attitudes of Hong Kong
university students: “These Cantonese speakers wete firm in their views that English
did not detract from their own sense of ethnic identity ... Overall these results suggest
that for this group of Hong Kongers at least, antipathy and antagonism to English as a
local language of colonial power is less significant than recognition of its valne as an
international langrage™.

In a significant study by Lin and Detaramani (1998), employing a distinction
between intrinsic and extrinsic motivation (akin t¢ Gardner’s integrative and
instrumental motivation), it was found that extrinsic motivation was closely
associated with a feeling of being forced to leamn English, whereas with intrinsic
molivation this was much Jess evident. Moreover, a negative relationship was found
{o exist between a feeling of being forced to learn English and English attainment.

The pedagegical implications of this study are evident, in highlighting the need to
find ways of increasing intrinsic motivation in English language learning ~ and it is to
this topic that we now tum.

6. FOSTERING ATTITUDES TO ENGLISH AS AN INTERNATIONAL
LANGUAGE

The English language nowadays faces a basic dilemma. On the one hand, over the
past few decades it has come to be accepied as the most important world language of
international communication, while on the other hand, there has been a growing
recognition of the independence, the maturity and self-assurance of its different
national varieties. This is the recurrent theme of such books as 7he English
Languages (McArthur 1998) and of journals like World Englishes and English
Today Thereisa growing sense that English is not the exclusive property of the US A,
the UK and the like, but that it is ant international language which belangs to the world.
Enceuraging this kind of aititude can often be useful in motivating students to leazm
English, since the objective becomes not so much the learning of the language of a
foreign, perhaps ex-colonial power, but rather the equipping of oneself to join a
world-wide body of English language users.

As has been seen in our consideration of various studies on attitudes o language in
Hoeng Kong, Hong Kong people, or at least younger Hong Kong people, are generally
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very positive about English, which they see as a most useful language for global
communication, rather than as the language ot celonialism. Hong Kong is very much
a Chinese city, but it is also in very real ways a bicultural society (Li, 1996). Young
Hong Kong Chinese have a strong sense of pride in their nation and ethnic identity,
but at the same time, with increased travel and communication, they have become
more international in their ontdook. As educators, we must ask how these positive
attitudes can best be reinforced.

One fruitful way of developing these more international attitudes among young Hong
Kong people, is the inclusion in the language curriculum, as early as possible, of
important issues of global concern. These should be issues which can be seen as
somehow relevant to the students’ own lives, if not immediately, then in the future.
Global problems and chalenges can be chosen to which there is no easy answer and
for which different solutions can be offered, involving different poirs of view. In
contrast to a pedagogy of dull drills and shallow content, ianguage learning can be
made more attractive and effective through the use of materials which have depth and
substance: “The message here for the language teacher may be to intreduce more
radical, controversial and difficult material into the language lesson, so that a deeper
level of involvement can be engendered” (Morgan, 1993; 73).

7. ON-LINE MATERJALS ON GLOBAL ISSUES

The final part of this Chapter will suggest sources, both on-line and in-prini, of
teaching materials which have substance and can stimulate critical thinking and
concerned discussion. Some of the material available on the Internet on such Global
Issues is excellent and makes admirable teaching material, especially for Hong Kong
students, who like to work with computers and enjoy surfing the Web. Once they
have been guided into a few relevant Websites, it is relatively easy for them to
discover others, Half a dozen good starter addresses are given below:

[. Planet English ¢hitp:/fwww planctenglish.com)
This enables students to become citizens of Planet English and make key-pals.

2. One World School Page (hitp:/Avww.oneworld.org)
This contains helpful classroom materials under the headings of Literacy,
Health, Hunger, Conflict, Environment, Money Mafters, Population.

. TESL Internct Journal (hitp://www.aitech.ac,jp/-itesl}/)
This is the definitive list of links to ESL/EFL sites and chat cormers.

i

4. The Virtual English Language Centre {hitp://www.comenius.com)
This offers fluency and idiom software, plus e-mail partners and Net-frieads.
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5. Global Issues Special Interest Group:
(http:/farww countryschool.com. gisig him)

6. Global Issues: Web Resources (htip://countryschool.com/gisig5.htm)

A wide range of topics can be found in these and other Websites, all of them
chalienging and mind-broadening.

To give an example, on the following Website, Global Education, at
(http://www afs.org/efil/global-edu-htm), Human Rights and Intercultural Issues are
considered. An introduction to Human Rights is given — what they are and why they
are important. Ideas foliow on how fo incorporate the issue of Human Rights into
different branches of education, rather than treating it as an isolated, separate topic.
The complex and often controversial nature of many Human Righis issues can be a
challenge to improve students’ critical ability, skills in information gathering, clarity
of thought and expression, and growth in tolerance for differences of opinion. Topics
under Intercultural Issues give the students a chance to examine and discuss cultural
diversity in a positive way and to value the relationships between peoples of different
cultures. Examples of intercultural education are outlined, with the goal of producing
more appreciative and respectful relations between peoples. Respect for minority
groups is another impaortant issue for discussion. Values such as justice and solidarity
are explored. The nature of prejudice is examined. Ways of increasing sensitivity o
the less immediately visible aspects of other cultures are suggested.

To offer another example: on another Wehsite, TFarth Alert, at
(http://www.discovery/com/news/earthalert. html), excellent thought-provoking
material is available on topics like typhoons world-wide, earthquakes, the spread of
global discases, etc. A click on the mouse can produce more detailed material when
individual interest has been aroused. For example, on diseases world-wide, there are
subsections on Bubonic Plague in Namibia, Flesh-eating Bacteria in Australia, Viral
Encephalitis in Malaysia, Meningitis in Sudan, Ebola in the Congo, AIDS world-
wide, etc.

8. GLOBAL ISSUES PUBLICATIONS

Some Websites are linked to a publication and the printed copy can be obtained. For
example, a challenging site which introduces a magazine called The MNew
Internationalist can be found at {http:/fwww2.gol.comusersibobkeim/contents/
htim). This deals in a stimulating manner with a wide range of issues of giohal
concem. For example: Forgiving the international debt of the world’s poorest
countries; Economic sanctions on “crrant” couniries; How to deal with waste,
especially nuclear waste; Child labour; Family size and abortion; Euthanasia; Organ
tansplants; Mutilation and injury caused by landmines.
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Another very helpful newsletter, especially for Asian students, is Global Issues in
Language Education

More comprehensive information about this Website may be obtained at
(http://langue.liy per.chubu.ac jp/jalt/msig/globalissues/gi.iinl) and details on sub-
scriptions are cbtainable by e-mail (kcates(@fed tottori-u.ac.jp}. This Newsletter has
sections on: Abstracts of global education articles from language teaching journals;
News from different language teaching organisations world-wide; Reports on
Conferences lnking language teaching and peace issues; Gender issues; Global
education — who’s doing what?

Another example of useful in-print material for combining English language leaming
with mind-breadening and the development of intemational interests, is a splendid
magazine entitled Understanding Global Issues 1t is published by Understanding
Global Issues Lid, The Runnings, Cheltenham GL51 9PQ, UK. More information is
available by e-mail from (ugi@esb.co.uk}.

This magazine considers issues of international and global concern and gives
excellent coverage, from a variety of diffcrent viewpoints, providing up-to-date
statistical material, in the way of Tables and Charts. The two centre-pages are always
a large coloured map of the world or the region being discussed, with accompanying
Charts and Figures. This magazine comes out six times a year, is most attractively
produced, short enough not to become boring for students, and can be thoroughly
recommended to any teacher wishing to get staried in the systematic use of Global
Issues in the language classroom.

Each number deals with a specific issue, To give some idea of the range of topics
covered in recent numbers; Weapons of War; The Encrgy Dilemma; Organised
Crime; Fairer Global Trade; The Conquesi of Discase; Relnventing NATO; The
Giobal Village; The World of Islam. The New China. Sometimes a regional fopic is
chosen; The Pacific Rim; The United States; Europe [945-95; South Africa; The
Agony of Mexico; North and South Korea; Singapore Miracle; [ndenesia in Crisis.

A page-by page description of one recent number, entitled Asia’s £ inancial Crisis,
may serve to illusirate the potential of Understanding Global Issues 45 3 source of
first-class teaching material. Each page 1s A4 size. Page 1, The Miracle Yoars,
describes the way Last Asian countries were previously models of economic growth.
Pages 2 and 3 counteract the Western tendency to lump Asian states together,
ignoring the differences between them, Brief outlines are given of the different
economics of China, Japan, South Korea, Singapore, Taiwen, Indonesia, Malaysia,
Phitippines, Thailand, Cambodia, Laos, Myanmar, and Victnam. Pages 4 and 3
describe the carly warning signs of cconomic trouble in the region, including over-
borrowing, soaring asset prices and corruption scandals, Page 6 details the collapse in
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Thailand when the Thai baht was forced to devalue in 1997. Page 7 is a side-by-side
listing of the Strengths and Weaknesses of East Asian Cultures and Economies.

Pages 8 and 9 are the centre pages, with a large colourful map of the region, with the
flags of the different nations, charts of the growth and decline in GNP between 1965
and 1997, and of growth in exports.

Pages 10 and 11 are entitled The Contagion Spreads, and describe the economic
collapse of Indonesia, South Korea and their turning to the IMF. Pages 12 and 13 deal
with Indonesia’s Nightmare in detail. Pages 14 and 15, Lessons of the Fall, considers
how the Asian crisis came close to wrecking the global economy. Page 16 is a
glossary of economic terms for the non-specialist: ASEAN; chaebol; IMF; current
account deficit; unhedged debt; price/earnings ratio, etc. Page 17 gives a
Bibliography for further reading. The last page, 18, gives Notes to accompany the
map on the Centre pages. This can be conveniently posted on a notice-board beside
the Centre-page map.

All the above suggestions, both on-line and in-print, represent only a small part of the
huge amount of material available in English on Global Issues, which can be used to
broaden and internationalise students’ thinking while at the same time improving
their language proficiency.

9. CONCLUSION

This Chapter has looked at atiitudes to English and Putonghua in Hong Kong both
before and after the return of Hong Kong to China. [t has been seen that attitudes fo
the learning of langnage among Hong Kong people remain very pragmatic and job-
related. However, significant changes in attitades, especially among the young, have
taken place over the past few decades. In particular, there has been a diminution of
the feeling that learning English is a threat to Chinese identity, and English is being
seen more as an international language than as a celonial language.

Though the English language is still considered as something which is very important
for Hong Kong’s future, Putonghua is inevitably seen as exerting more and more
influence on the Hong Kong scene, as business with China expands and travel
between Hong Kong and the Mainland increases. The future for Cantonese is
penerally thought to be positive, though the question of medium of instruction in
schools will not be easily solved and the future may see more mingling of Putonghua
and Cantonese, in the same way as a mixed code of Cantonese and English has
emerged.

English 15 still recognised as the most useful tool for exploring on-line and on foot,
for surfing the Web and for traversing the planet. The broadening of outlock which
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Internet use and intemmational travel can engender are fo be applauded and
encouraged. This Chapter has suggested that zfforts have to be made by educators
Hong Kong to foster international attitudes among the young through a study of
global matters of universal importance. On-Hne and in-print locations have been
indicated where materials on such global issues can readily be found.

Hong Kong has always prided itself on being a bridge between East and West. It is
important, as the West struggles to find spiritual values in an increasingly material
world, and to find answers to global problems in an increasingly complex world, that
the wisdom of the East, and of China in particular, is brought to the discussion table.
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ABSTRACT

This study aims to examine how the societal and the generic constraints of the
media genres have led to the use of orality in the Chinese print media of present-
day Hong Kong. The data presented in this siudy include both commercial and
political advertising, and both local and entertainment news texts. Three different
forms of orality that are mingled in the different types of written media discourse
are identified: 1} question-answer pairs; 2) general emphatics, first person pro-
nouns and second person pronouns; 3) colloquial Cantonese. Besides their inter-
personal function of involvement and the social functions of solidarity and in-
group identity, these orality features and strategies are found to 1) help the suc-
cess of an advertisement by enhancing its attention value, readability,
memorability, and consequently selling power, 2) enhance the immediacy, credi-
bility, and objectivity of the news reporting by foregrounding the ndividual’s
voice, style or comments. Finally, implicatiens and suggestions are provided for a
dynamic approach towards language use and cultural expressions in society.

1. INTRODUCTION

It 15 generally acknowledged that written and oral communication involve very
different kinds of linguistic features and strategies: What works orally does not
usually work in print, and vice versa. The use of orality-oriented features or
strategies in the writing of Hong Kong students or in the Chinese print media of

* The project on news discourse across Hong Kong and mainland China, of
which this paper is an cutput, has been supported by the Hong Kong Polytechiic
University Research Grant (GS8-552. The author also wishes to thank the two
anenymous reviewers of the first draft of this paper for their critical comments
and suggestions which have significantly helped to improve the paper.

Lappuary and Kducatioe (2 al & 20U by Litguistic Sovivly of Hory Koy
Fostrolonial Hong Kong 627578053 Al nplls reserved,
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Hong Kong has led to woiries and fear among educationalists (e.g., [ {Eas:
1998 © &L 1998) that Chinese is at the risk of being impoverished, literacy is
at the risk of dying, and civilization as we know it is doomed in Hong Kong. Nev-
ertheless, little attention has been paid to the different values and advantages as-
sociated with the speaking mode versus the writing mode of communication in
Chinese; and even less work has been done on systematically investigating and
explaining the positive aspect of orality in written discourse in Hong Kong.

The present chapter therefore aims to: 1} identify the different forms of orality
used in the Clinese print media of posteolonial Hong Kong; 2} investigate the
functions and values of orality in relation to both the macro-context {i.e., the so-
cio-cuifural context) and the micro-context (i.e., the context of the genre) in
which they are produced; and 3) provide implications and suggestions for a dy-
namic approach towards language use and cultural expressions in society.

2. LITERATURE REVIEW

Over the years, sociolinguists, anthropologists as well as literary scholars have
shown great interest and done a great deal of work in relation to the oral-
ity/literacy issue. Earlier studies by seciolinguists tended to focus their attention
on identifying the specific features that distinguish the two modes. Among the
dichotomies batween speaking and writing are: one is structurally simple while
the other is structurally complex {e.g., Akinnaso 1982); one is implicit while the
other is explicit (e.g., DeVito 1966); one is unplanned while the other is planned
(e.g., Ochs 1979); one is conlextualized while ihe other is decontextualized (e.g.,
Olson 1977); one is fragmented while the other is integrated (e.g., Stubbs 1980);
one is more personally involved while the other is more personally detached (e.g.,

Chafe 1982), and so on.

Nevertheless, in the last two decades, sociolinguists and literary scholars have
also recognized that there are complex relationships between orality and Hieracy
and that simple dichotomous classifications or polarization of speech and writing
are not able to explain the multi-faceted and mulii-sensory forms of language and
cultural expressions in the society. Anthropologists and literary scholars such as
Goody (1968, 1977), Goody and Watt (1963) and Ong (1971, 1977, 1982) have
written extensively on the orality/literacy question in relation to the development
of communication in history. They pointed out that our verbal communication
moved from orality to literacy and on to what they termed the “secondary orality”
with radio and television, and that orality and literacy mutually enriched each
other in the evolution of human consciousness. Sociolinguists such as Lakoff
(1982) also found that with social change and the development of electronic me-
dia after the printing technology, there was a detiberate mingling of oral strategi-
es by younger writers in written communication. Furthermore, Linn (1995) and
Horowitz (1995) indicated that bilingual and bicultural writers tended to use ver-
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nacular expressions and other orality features or strategies for expressing affect
and their ethnolinguistic identity.

In recent years, scholars studying media discourse have also demonstrated the
mixing of different genres or a large amount of stylistic variation in media dis-
course production. Fairclough (1995} found that the Midnight Special program on
politics in Britain manifested a mixing of political discourse with the slements ol
simulated conversation and entertainment performance act. He attributed such a
phenomenon of domestication or conversationalization of the mediated political
discourse as embedded within the shift in social practice: “Media consumption
has evolved as an important element of leisure activity, in which audiences ex-
pect relaxation and entertainment, and in which audiences are increasingly con-
structed as consumers rather than citizens” (Fairclough 1995: 179).

Regarding the mingling of orality in written discourse in Chinese, some studies
have also been done. Lo and Wong (1990) found a polyglossic situation of lan-
guage use in Hong Kong print media: The quality press in Hong Kong tended to
adopt the literacy-criented discourse strategies, conforming to the standard Chi-
nesc language, while the popular press tended to adopt the orality-oriented dis-
course strategics, being more similar to the use of Cantonese as the spoken dialect.
Wu and Hui (1997) and L%, 37§57 (2000) also found that, compared with
their counterpart in mainland China, print entertainment news discourse in Hong
Kong used more orality-oriented discourse strategies. But their explanation of the
phenomena was rather brief: Hong Kong press is market-oriented and the use of
on-line interaction features and strategies helps to entertain and attract a larger
and wider audience. Nevertheless, Snow (1994) pointed out that the emergence of
Cantonese literature in Hong Kong after the 1980°s was an indicator of a popula-
tion identifying with their dialect region, that is, a stronger sense among Hong
Kong people of Cantonese as a synibol of Hong Kong’s culture and their own
identity.

We can observe that, while a great deal of attention has been paid to not only
documenting but also explaining the phenomena of mingling orality with literacy
and of hybridization of genres/discourses in English or in different varieties of
English, little has been done in Chinese. Furthermore, even though Fairclaugh
{1995: 167) has pointed out that the generic mixtre of the discoursal practice is
realized textually in heterogeneity — the text is heterogencous both in its mean-
ings and in the realizations of the meanings in the forms of the text - litlle further
wotk has been done in systematicaily studying the heterogenecus lorms and
meanings involved in the interdiscursive practice of today. In the following sec-
tion, 1 will oy to systematically investigate (i} the different forms of orality as
they are mixed in the Chinesc print media of postcolonial Hong Kong, and (i1} the
heterogeneous functions/mearings that these forms of orality serve in both the
socio-cultural context of Hong Kong (the macro-context) and the specific news ar
advertising genre conlexts (the micro-contexts).
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3. THE PRESENT STUDY
3.1 Defining orality

Onality/literacy are polysemous terms which can cover two different but related
aspects of communication: the “medium™ versus the “mode” of communication.
The purpose of this study is to examine the use of oral mede of communication in
the print/writing mediun: of Hong Kong media. The definition of orality is based
on Raible (1996}, According to Raible {19946), the typical oral mode of comumuni-
cation, no matter whether it is in the spoken or the written media, manifests a
differential level of cognitive and linguistic simplicity and is represented by use
of the linguistic features that are found in small-talk and everyday conversation
between two friends (Raible 1996: 20). The possible linguistic features that repre-
sent typical speakingforality' can be many; but for the purpose of the present
study, I will focus mainly on 1) question-answer pairs, as they represent the typi-
cal conversational structure (Sacks et al. 1974, Stenstrom 1994); 2) general em-
phatics?, first person pronouns, and second person pronouns, as they indicate ori-
entation o person and co-involvement which are critical elements of conversation
(Biber 1988, Chafe 1982, Fairclough 1995}; 3) colloquial Cantonese, as they rep-
resent typical linguistic choice or style in informal conversation between friends
in Hong Kong.

3.2 The data

The data covers the period from January, 1998 to January, 2000. The types of
Hong Kong print media data reported in this study include those of advertising
and news. The sample of advertising texts include both commercial and potitical
advertisements, while the sample of news texts include both local and entertain-
ment news in the quality as well as popular press.

3.3 Forms of orality in Hong Kong print media

One important evidence for the use of orality in the print media of Hong Kong is
the use of question-answer pairs, “Questions and answers constitute the backbone

" It should be noted that the difference between orality and literacy is not abso-
lute but is more like a continuum between two poles. The linguistic features listed
here as representing typical speaking may in fact occur in writing as well; but the
distribution of such features in typical writing is statistically much lower and they
are thus typically associated with orality/typical speaking. The reader can refer to
Biber (1988) for further details on the statistical distribution of the different lin-
guistic features in various gentes or registers.

* General emphatics refers to the particles expressing enthusiastic involvement in
what is being said, e.g., exclamation mark “!” and words like “just” and “really™,
etc.
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of conversation” (Stenstrom 1994: 1). And this structure of questions and answers
is often used in print advertisemerits in Hong Kong. For example:

1 (a) &I g R? RFE FRHD
samizan3 binldoud gin37 gang2hai6 hoenglgaak3leislaail
Shenzhen where meet of-course  Shangrila

EBEAME. gk B EF
hoengligungl jaué dakl, gaadfeljyund jaubt dakl,
XKianggong OK Coffee Garden OK

PR A
sailcyunl jautdakl...
West Village OK

‘Where should we meef in Shenzhen? Shangrila of course. We
can meet at Xianggong, or Coffee Garden, or West Village. ..

{ Ff& BEr s / Shangrila Hotel )

(b) B EIE  FEE— Y7
gam? dou3dai? binlgo3 daibjatl nel
PART on-earth who first EART

S SUNDAY S5 ® % #4,
zildou SUNDAY dai6jif zaub gau3d 1ak3
know Sunday second is enough PART

jyudgwo? gong? neil tengl binigo3 daibiatl,
if tell you hear who first,

Homl o8 |
ngosdeid maio hou? jyu
we  then lose-face

So who is i fact the first? [t's encugh to know that we arc the
second. I [ tell you who is the furst, won't we lose face?

( Sunday )

KA. B M58 B BEE
taailtaaiZ, ceng2manéd neis weil tau? binl go3 piu3 aal
Madam, excuse-me you will caste who vote PART

{c

e
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B, #E B
m4 zil wo3, 516 daant gaan? laal.
not know PART random cheose PART

Madam, who will you vote for? Don’t know. Will randomly
choose one.
(F8 SF ERE A B545 / Candidate for district board election)

News stories, both local news and entertainment news texts, are also frequently
framed by questions and question-answer pairs, as in illustration (2).

2.(a) M EE B + i,
Taal donglgwunl souldsapé nind
she be official several ten year

o B
ko2 jaué waid ham6,
possible have regret

i TERAE RY =,
taal syut3, “nge5 gok3 han2dol si6
she say I think many thing

o T
jisging1 zeonb liud bun2fant
already try ASP duty

MR 2 LIRS -
doul jinglgoil 516 mantsam I moudkwais.
should be no-regret

‘After being the government official for many years, has she
had any regret? She said: “I think I have tried my best to do

many things, so I should not have any regret”.” ( B / Ming
Pao Daily News, 18 January, 2000)

b)"MRE — H, # 4 FE BTOHE
jyudgwol jaus jalljato, laud siud gwanl long6zi2wuidtaud
if have one day Lau SiuKwan regret

EEm OB & HAT KR R
zau? doud neid moudneoi? minéeing kaud neis jyundloengé
come you mother daughter face ask-for you forgive
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fr & JE Al WY
ne1s wuild jyundloeng6 taal maal
you will forpive him PART

EEELE,  FE JELET BT
zoi6 ginglzail soeng6, nei5 wui3 sily15 wundsau? maal
in finance you will give support PART

ME T ey B F R
lang3siu3 lins jatisengl dikl zaul saul laand syuth
sneer ASP one DE Chow Sau Lan say

AR AR FR R F E B T
jyudgwo2 neis hai6 ngos, neid wuid md wuil aal
il you be me you will not will PART

EE B F H W . 1
n4sai? ngos dol pong2 laal
no-nced me more say PART

““If one day Lau Siu Kwan regretted and came back to ask yom
and your daughter for forgiveness, would you forgive him? Would
you give hitn financial support?” Chow Sau Lan sneered and said,
“If you were me, would you? I don’t have fo say more about

that...”.” ($HEE H ¥R / Apple Daily, 9 November, 1998)

(cy PIEIE BH M2k WA 28 520 mg?
man6 doul laid mingd zoeng lloid jyudhod gasuddond jidneoid

nel
ask [ai Ming future how teach children PART

LB 3@ THEE B N OHE wWH..
raal zak3 syut3, “ho2nengd dou3si4 jungigam? mintdeoi3...
he then say probably arrive time courage lace

AT WA R RLE I
jung6 jandnous syuljapG cingdzeoi6 geidjikl faatd
use computer input program memory method

] e
4 hou2 manG ngoes g3 zai? laal
Do-not askmc CL son PART
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i EE OB OF % !
waal m4 ding6 gei? nind haub nel
say not-sure several year fater PART

“When asking Lai Ming about how he would teach his children in
the future? Lai Ming then said, “Will probably have to face the
problem with courage then. Use computer programming! But
please don’t ask me about children now. They probably won't
happen to me till a few years later!™ (A% / Ming Pao Daily
News, 9 November, 1998 )

From illustration (2}, we can observe that though the guestion-answer format in
the print news texts may not exactly correspond with the one occurring in actual
spoken interaction, the framing of the news story or the description of the event
or the person with the question form is a significant linguistic style of the present-
day news reporting that is worthy of attention.

Typical spoken interaction/orality is also characterized by orientation to person
and co-involvement and is represented by the use of linguistic features such asg
general emphatics, first person pronouns, and second person pronouns {Biber
1988, Chafe 1982, Fairclough 1995). Such linguistic features — general emphatics,
first person pronouns and second person pronouns — are also often exploited in
the print advertisements of Hong Kong. For example, in illusiration (1), we can
alrcady observe many uses of the general emphatics in the print advertisements:
the use of exclamation mark “!™ in {la} and (1b); the use of words “fH{H" (of
course) in (la) and particles “Mf. O, M. ™ in ¢€1b) and (lc) for expressing
enthusiastic involvement in what is being said.

Some further examples for the use of first and second person pronouns as well as
of the general emphatics in the print advertisements can also be observed in the
bolded expressions in itHustration {3):

. B BREBOT R RE-
zung? jaus jindloengé neid ngoS5 samlzungl dikl taaidjoengd
always have light youme heart DE sun

There is always the sun that ignites our hearts.

( Sun Life of Canada / W12 FHE A EZHE T )
(b) Iy 1B Tk A IR

ngaaml saaild neis ngoS ge3 hauZmeid

Jjust you I DE taste

Exactly suits our taste! (Samsung / =)
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(c) oy ey, R Ry R !
nei’ dik1 zilcid, zaub s16 ngo3 dikl ginleid
Your support is my persistence

Y our support is the reason for my persistence,
(T HEFIMEE e A JE 2 / candidate for district board election)

Quotations, either in direct or indirect forms, are favored in both hard and soft
news texts: and the features of general emphatics, {first person pronouns and sec-
ond person pronouns are often found to be distributed within the quotations in the
news reports. From illustrations {2a) to {2¢), we can observe the use of {irst and
second person pronouns such as “F” (I'me) and “{7:" (you); we can also observe
the use of gencral emphatics such as exclamation mark “!I” in (2¢) and particles
U, BREL WET in (2B and (2c).

Colloquial Cantonese, the preferred language style and cheice among [riends in
conversation in [long Kong, is also often utilized in the print media of Hong
Kong. Instcad of using the granunar of standard written Chinese, the media writ-
ers deliberately use that of colloquial Cantonese in theilr writing of advertising
scripts and news stores. They use colloquial Cantonese expressions in their Jexi-
cal selection, such as the bolded expressions in {4a} and (4b); moreover, they also
use the syntax of colloguial Cantonese such as the bolded expressions in (4c) and
(4d).

4.(a) B & 150 734
zoi3 sung3 jatdbaak3ngisapt fanl zung!
again give 150 mimue

T = == N N ¢
daaZ wand meis gaal faal3 dakl
call all-around America Canada France Germany

R R 7 T O fE
zunglewok3 zungd jaus sanl dailgaald
China still have new low rate

(We) glve you another 150 minutes to cail all around America,
(Canada, France, and Germany. In addition, there is a new lowest

rate for calling China'. (Ad for TeHEHRH / Hong Kong Telecom)

(b) Bl . W TR A HEE
zung lgwok3 jap6 saidmaud heenglpong? jaus paaid wongh
China enter WTO Hong-Kong have prosparity
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China entering WTO will bring prosperity to Hong Kong,.
(BEE F#5 / Apple Daily, 16 November, 1999)

) k% D, [EFE H® D-
gwaanlzyu3 dol dil, wuidjing3 faail dil
care more a bit respond quick a bit

Pay closer attention, and respond more quickly.
(Ad for R / Candidate for district council election)

(dy . J& BB X K HKER
gu3 ningdjyun2 bai2 zil biul ceotlleid paak3 maai6
...therefore prefer place CL watch out auction

o omE ' kK .
doul hon? gwo3 maaié wingbjil
still better than sell swim-suit

¢ ..therefore weuld prefer to have the walch rather than the swim-
suit out for auction;...” (B H¥E / Oriental Daily, § January,
2000)

The expressions or words in standard written Chinese for “5)” (wan4) and “fff”
(zung6b) in (4a) should be “J@” (pin3) and “" (waand) respectively; and the
expressions or words in standard written Chinese for “BFIE" (paaidwong6) in (4b)
should be “BEIE" (hing lwong6). The word order in (4¢) in standard written Chi-
nese should be “ZEIiE" (dol gwaanlzyu3) instead of “Bi¥ %" (gwaanlzyu3
dal); and the comparative construction in (4d) “$FEE k& (hou? gwol maait
wing6jil) should be “H-E ik F<IF” (bei2 maai6 wing6jil hou2) in standard writ-
ten Chinese. The reader can also refer to the italicized expressiens in illustrations

(1} = ¢3) for furiher exemplification of the prevalent use of colloguial Cantonese
in the Chinese print media of Hong Kong,

3.4 Functions and valoes of orality in Hong Kong print media

This section will discuss the functions and values of the different forms of orality
that have been identified in section 33 in relation to both the maero-context and
the micro-contexts in which they take place. The macro-context here refers to the
development of media technologies and the general sociolinguistic values or
trend in Hong Kong, while the micro-context refers to the coniextual constrainis
by the advertising and news genres.

I would argue that, similar to what has happened in the west, the development
and massive use of elecironic media — radio and television (termed as “secondary
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orality” by Ong 1982) — have led to an increasing pubhc preference for the oral
mode of communication in Hong Keng. “The trend is to be casnal about things, ...
to be unpretentious, flexible and feasible for the tastes of the audience™ {Tsang
2000, cited in Tsui 2000). Moreover, with Hong Kong economic and cultural
growth and status, there is a general tendency for the people in Hong Kong, espe-
cially of the younger and better educated, to identify more closely with Hong
Kong than with China. Instead of worrying about the low-ciass connotations for
cerlain use of orality in wrilten: discourse, the writer today is more concerned with
using the features and slrategies of orality such as colloquial Cantonese in build-
ing solidarity with the audience, creating an in-group identity, and consequently
reaching across a wider audience.

Furthermore, the use of orality features and strategies serve very well the micro-
centexts, specifically the purposes of the advertising and the news genres. An
advertisement operates under certain temporal and spatial constrzints to inform
and to persuade people to use the product or service. To fulfill the aim{s) of the
advertisement, its language use has to accomplish “atiention value”, “readibility”,
“memorability”, and “selling power™ (Leech 1966: 27-31). We can observe that
the use of the orality features and strategies such as the question-answer pairs, the
emphatics, the first person pronouns, the second person proncuns, and the ceollo-
quial Cantonese tn illustrations {1}, (3), (4a) and (4c) enhances the attention value
and readhbility of the advertising messages by the masses. In other words, these
orality features serve very well in attracting the veaders’ attention and inviting
response from them, i building a closer relationship between the addresser and
the addressee, and consequently, enhances the memorability of the advertising
messages and the possibility of reader action in response to {he advertising mes-
sage.

News also operates under certain temporal and spatial constrainis to inform and
involve a massive audience. Therefore, we ¢an find similar features of orality
occurring in the nows texts as in the advertising texts. For instance, the use of the
question-answer pairs, the emphatics, and the colloguial Cantonese in the news
staries in 1llustration (2}, (4b) and (4d) has the values of attracting the reader’s
attention and enhancing the accessibility of the news infonmation.

In addition: to attracting the readers’ attention and enhancing the andience acces-
sibility of the news information, the use of orality in written news discourse has
other important values. As the goal of news is to present an accurate and faciual
account of a recent event, mmmediacy, objectivity, accuracy and credibility are
emphasized in news story writing’, The use of orality features, such as the ques-
tion-answer pairs, the emphatics, the first and second person pronouns embedded
within the quotations, and colloquial Cantonese, thus nol only plays a significant
role 1 foregrounding the individuai’s voice, sivle, andfor comments and im-

 See Mencher {1996} for further details on the rules and principles of news me-
dia writing.
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proving the immediacy of the news reporting, but also in enhancing the accuracy,
credibility and objectivity of the news reporting,

4, CONCLUSION

This study has identified and focused on three different forms of orality that are
mingled in the advertising and the news texts of present-day Hong Kong: 1)
question-answer pairs, for representing the typical conversational structure; 2)
general emphatics, first person pronouns, and second person pronouns, for repre-
senting orientation to person and co-involvernent which are critical elements of
conversation; 3} colloquial Cantonese, for representing typical linguistic choice
or style in informal conversation between friends in Hong Kong. Furthermore,
the study takes a positive approach towards the igsue of orality in literacy and
discusses the functions and values of orality in relation to both the macro-context
and the micro-context in which it takes place. Orality is found to serve the inter-
personal function of involvement and the social functions of solidarity and in-
group identity. Furthermore, it helps make an adverliserent more effective by
enhancing its attention value, readability, memorability, and consequently selling
power. It also helps to enhance the immediacy, credibility, and objectivity of the
news reporting by foregrounding the individual’s voice, style, and/or comments.

It is apparent that in Hong Kong society and culture today, there is 2 shift from
being written-oriented to being oral-oriented. As parents and educators, we may
complain that this is due to the decline in educational standards or the influence
of mass media; and it is tempting to conclude that we should revert the trend. But
as sociolinguists, we know that just as language changes nothing before its time,
the change in the communicative style/mode will not occur unless there exisis in
the fanguage the potential for the change. In fact, we are living in a society and a
time which no longer value literacy like the time of early imperial China (see
Connery 1998), People are becoming much more socially sensitive and audi-
ence/consumer-minded than literacy-minded. Therefore, let us stop deploring
what is happening but adapt to the changes.

It is also obvious that the structure of the discursive practices today is often real-
ized by mixing or hybridization of the different modes of communication avail-
able in the society and culture. As sociolinguists or language professionals, we
need to investigate these heterogeneous forms of discursive practices in order to
better understand their related meanings, vatues, advantages and disadvaniages.
We should try to further describe and explain what and why changes in different
maodes of commmnication are taking place, and predict what the gains as well as
losses are likely to be in the long run.
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Abbreviations Used in Interlinear Glosses
ASP  aspect marker

CL classifier

DE particle de in Chinese

PART discourse particle
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Code-switching in Media Texis:
its Implications on Society and Culture in
Postcolonial Hong Kong'

Micky Lee
Department of English, City University of Hong Kong

ABSTRACT

This study discusscs the uses and functions of code-switching tn media texts in
Hong Kong. Special attention will be given to how the study of language use m
media texts contributes to our understanding of the culture and society in post-
1997 Hong Kong. This study consists of two paris. In the first part, language use
in fashion discourses found in popular magazines will be analyzed from the per-
spectives of and using methods from critical discourse analysis. In the second
pari, code-switching found in Fashion Discourse will be discussed within the
sociohistorical contsxt of Hong Kong.

L, INFRODUCTION

One of the readers of 4moeba® wroie the following to the magazine editor o ex-
press his views on code-switching’ in media texts:

' This paper is exiracted from my master's thesis “Code-swirching in Iong
Kong popular magazines: A critical discourse analysis of media texts”, which |
submitted to the Department of English, City University of Hong Kong. | would
like to express my grateful thanks to Dr. Angel Lin for her careful reading of an
earlier dvaft of this paper. All the inadequacies are, however, mine.

> Admoeba is a popular magazine targeted at youth market in Hong Kong. Morc
information will be given in the part data and methodology.

Langnage and Ednearion in Y3 © 3000 by Lingoistic Socicty ol Hang Koag
Posicploniad Flong Hang 0H2-T8TR-05-2 AN dghts reserved.
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“language is the product of culture, FEHL 3R, FARRNS, [ Tk
T BT RAE, REEMAREES [2h ) s ema] @
D'j'u“t

(language is the product of culture. We can’t escape from it. What [
want to say 1§ that “non-Chinese-non-English” is not a problem. 1t°s
alright if the writer can gradually become “all-Chinese™ or “all-
English™.}

This Amoeba readcr, by using his layman's knowledge, thinks that language is
tied up with culture. Back in 1945°, the philosopher, Ludwig Wittgenstein wrote
the following about language. Wittgenstein’s views on language, as interpreted
by McGinn (1997} are:

Language is essentially embedded in structured activities that consti-
tute a “form of life”. Almost all of the activities that human beings
engage in are ones thal are intrinsically connected with, so somehow
grounded in, our use of language, or coming to participate in our form
of life, is essentially connected with acquiring mastery of countless
kinds of language-game (p. 58),

From the above quotations, it seems that to a remarkable philosopher or to a
popular magazine reader, language, culture and identify intertwine with one an-
other. If social actors use langirage to engage in social lives which constitute a
particular “form of life”, what kind of life is Hong Kong life when Hong Kong
Chinese practise code-switching?

It seems that code-switching is viewed mn an ambivaleni way by some of the
Hong Kong youths who practise it themselves. In the first quotation, an Amgeba
reader, Frances, sees language as a product of culture. Yet, code-switching seems

* The term “code-switching™ is preferred to “code-mixing” in this study. It is

observed that previous studies on language zlternation in Hong Kong tends to
employ the term code-mixing rather than code-switching. Code-mixing seems to
connote a negative value, hence not preferred by this writer. Code-switching, in
this study, refets to both intersentential and intrasentential code-switching,

* See Frances. {1998, January). Response. Amoeba, p. 14. The Cantoncse ro-
manization of the quotation is: “language is the product of culture, bei6 jaa3 bei6
batl loid, ngoS soeng? syutd dikl si6, [batl-zungl-batl-jingl] zyut3 batl-si6
man6-tai4, zi2-jiu3 se2 dikl jan4 maan6- maané bin3-wai6 [ cyund-zungl-jand |
waaké | cyund-jing1-jand | biné ho2.”

* That was the year when Wittgenstein wrote the preface to his book Philoso-
phical nvestigations.
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to him to be an inferior form of language use even thongh he code-switches him-
self. The highest goal, to Frances, is writing in one language only. One of my
students in City University of Hong Kong wrote in her assignment that she had
never noticed her own code-switching behaviour. She explained this linguistic
behaviour by her colonial education and the shame of being Chinese. Now that
she is aware of this, she claimed that she will try her best to speak in one lan-
ouage only.

It is no swprise that some of the Hong Kong youths view code-switching as an
inferior form of linguistic behaviour when code-switching is often condemned by
the sovermment authoritics and language purists. Code-switching is officially
prohibited inside school classrooms. It seems clear that in the eyes of the authori-
ties, language should be used in an “either-or” mode.

But the government’s practice and that of ils representatives seem to be more
arbivalent than they sound. For example, David 1.1 (199%a) points out that one
announcement of public interest in both broadcast and print media includes a
code-mixed slogan 4 fp £ take two” (saang1-ming6 moud fwke two; “there Is
no “take two” in life’). More surprisingly, our leader, the Chief Executive Tung
Chee-ltwa, employed code-swiiching in a conversation with graduates from Chi-
nese University of Hong Kong, The reporter pointed out suggestively that Mr,
Tung did not seem to conform to the language education goals proclaimed by the

government®,

The above handful of daily examples show that code-switching seems to be de-
spised by the authorities and the users from time to time; yet it is a common form
of language use in Hong Kong in many different domains. The above examples
also show that language, culture and identity are related to each other in a com-
plex way. Language, culture and identity are not connected in a direct and linear
manner. Hence, the assumption thai Chinese language means Chinese culture and
identity is not held in this smudy.

This study aims to examine language use in the social Hves of Hong Kong Chi-
nese. The usc of language, in the view of this study, is a kind of identity-
constructing device. The members belongiug to a culture employ elements of
different languages to mark their identities and at the same time, mark off others
from themselves. This study rejects the somewhat over-simplified view that we
do things because of who we are and adopts the postmodern view that we do
things because we want to become who we perceive ourselves to be. Language
use i3 then not merely a form of “being”, but also “becoming”™ activity {Hall
1996,

5 Qee fRTT AR EHRIES {'A sincere chat between the Chief Executive and
university graduates’], December 11, 1998, Ming Pac Daily, p. B17,
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In this chapter, previous studies done on code-mixing and code-switching in
Hong Kong will be reviewed. Some inadequacies of previous theories of code-
switching in printed media texts will be discussed, Then a theoretical framework
will be proposed to study texts as sites of social interaction in context, A fashion
article found in a local popular magazine wifl serve as an example to show the
different nature and functions of code-switching in media texts. Some practices of
language use in Hong Kong'’s fashion world will be described. The final section
will be devoted to sketching out a socichistotical context in which code-
switching can be better understood.

2. PREVIOUS STUDIES OF CODE-MIXING / CODE-SWITCHING IN
HONG KONG

Previous studies of code-switching behaviours can be roughly classified into four
categories according to their approaches and types of data.

The first category consists of studies that examine code choice and code-
switching in various groups in the Hong Kong community. Pioneering work done
on code-switching by Luke (1984 / 1998) and Gibbons (1979, 1987) belong 10
this category. Luke describes and accounts for code-mixing in Hong Kong as a
termtory-wide phenomenon. Gibbons® works focus on the code-mixing behav-
iours among students in the University of Hong Kong.

Luke (1984 / 1998) suggests that there are six kinds of code choice available to
Hong Kong Chinese. They are: English, “High” Cantonese, “Low™ Cantonese,
expedient mixing, orientational mixing and code-switching. Expedient mixing is
employed by Hong Kong Chinese when English words are mixed in order to fill
in the lexical gaps in low Cantonese. The speakers can choose to use either the
high Cantonese or the English term. The speakers may prefer to insert the English
terms if the respective high Cantonese terms are not commoaly used. On the oth-
er hand, orientational mixing is employed when the speakers choose to mix in
order 1o express a more Westernized identity. As in Luke’s example, some Iong
Kong Chinese may prefer to use “husband” instead of the high Cantonese term
“HK™ (zoeng6-ful) or the low Cantonese term “F/43” (lous-gungl). It will be
shown in the later section of this chapter that this author is rather skeptical about
the concepts of “Westernness” and “Westernized Chinese”, We will discuss the
ambiguities of these terms in a later section.

The second category consists of work done in the linguistic constraint approach.
Work done under this approach includes Chan {1993, 1998} and Leung (1987).
Scholars who adopt this approach are interested in seeing whether intrasentential
code-switching between English and Cantonese is under any syntactic constraints.
These studies test local data by applying theories proposed by overseas scholars,
sach as the Free Morpheme Constraint and the Equivalence Covnstraint put for-



Code-switching in Media Texts 99

ward by Sankoff and Poplack {1981), Poplack (1982) and the Mamix Language-
Frame model proposed by Myers-Scotton {1993},

The third category consists of work done using the interactional approach. Studi-
es following this approach are rare, probably the most representalive being Lin
(1988, 19907, Lin’s works adopt Auer’s conversation analysis approach in under-
standing code-switching practices of Hong Kong teachers in English lessons. Lin
views that teachers are social actors who keep shifting roles inside the classroom.
The choice of language may imply the change of frame of the situation. Lin’s
studies acknowledge that the interacting participants take up, negotiate, and shift
among, different roles. Code-switching is employed to both signal and negotiate
different interpretations of the social setting (Lin 1988).

The last category consists of studies done on code-switching in written discourses.
There are only a handful of studies devoted to code-switching in printed media
texts. Some of the studies include Cheung (1997), David Li (1994, 1998, 199%h),
W. Y. Li(1989) and Yau (1993).

David Li’s studies concentratc on the semantic motivations of code-switching. By
examining 3,000 newspaper clippings collected over two years, Lt gives an ac-
count of how English is mixed, what kinds of English words are mixed and why
they are mixed in written discourse. Not totally contented with previous Hong
Kong studies done on code-mixing (such as expedient mixing proposed by Luke
1984 / 1998), Li {1996) comes up with a list of eight motivations to account for
the reasons why Hongkongers code-mix. Details of these motivations will not be
discussed here but 1 would like to point out that these eight molivations are not
exclusively deduced for code-mixing in written texts. These eight motivations
proposed by Li can also be used 1o account for code-switching in everyday con-
versations.

3. INADEQUACIES OF PREVIOUS STUDIES

The inadequacies diseussed in this section is a result of the difference between
previous studies and this study in terms of emphasis, epistemological and on-
tological assumptions. Previous studies have provided us with different perspec-
tives in understanding what, how and why Hong Kong Chinese code-switch. This
study attempts to contribute to the analysis of code-switching as a form of lan-
guage use in the social lives of Hong Kong Chinese. Code-swiiching, along with
other forns of language use, manifest in texts. Producing and consuming texts is
one of the major activities that people engage in in order to participate in social
lives.,

in the following, I wounld like to poini cut seme limitations of previous studics
when they are applied to develop a model in which texis are seen as sites of social
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interaction. Again, these limitations might not be really limitations but just a re-
sult of different analytical positions adopted in different studies. Texts and social
actors (including this writer) are foregrounded in this study whereas these are
backgrounded in some previous studies. In the words of Scollen {1998):

The purpose [of seeing texts as sites of interaction] is to reconstruct
our language abeut the reading and watching so that we can come to
see the role of those texts as tools by which the readers and watchers
engage in the ordinary social practices of life in their communities of
practice. (Scollon 1998: 4)

The four emphases in this study are:

(1) Sentence vs. text: previous studies tend fo single out sentences as samples.
This approach may only show how code-switching functions at the sentence level.
To social actors, we do not make sense of sentences; we make sense of texts;
more precisely, texts in context. In the view of Halliday and Hasan (1989), text is
“language that is functional” {p. 10). Text is not only a combination of sentences.
Text is seen as a “‘superstructure’, a linguistic unit that is in principle greater in
size than a sentence but of the same kind ... discourse has its own structure that is
not constituted out of sentences in cornbination” (Halliday 1978: 109). This swdy,
therefore, looks at the fimctions of code-switching in texts, not mixed-mode sen-
tences.

(2) Spoken and written texts in social interactions: in previous studies, it seems
that work done on code-switching in spoken discourses rarely mentions code-
switching in written discourses, and vice versa. However, social actors use both
kinds of texts in interactions. An example is that they read magazines and then
they talk about them. Magazine producers write articles based on references whi-
ch include spoken texts, such as interviews. Isolating spoken texts from written
ones, in a sense, may obscwe the whole picture of social interaction.

(3} Different characteristics of spoken and written texts: in suggesting (2), one
does not conflict with the assumption that spoken and written fexts are different
in nature. Previous studies done on code-switching in written texts, probably be-
cause of their emphases, do not usually analyze the functions of code-switching
I printed media texts. Halliday (1985) remarks, “writing and speaking are not
just alternative ways of doing the same things; rather, they are ways of doing dif-
ferent things” (p. vii). In the category of written text, for instance, it is believed
that the functions of code-switching in different genres are different. Different
genres have their own sets of communicative purposes and structures (Bhatia
1993). With the argument in (1), text is not merely a combination of sentences. It
is believed that we will be able to explore more functions of code-switching in
written discourse In a genve-specific manner based on text as the unit of analysis.
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{4) Linkage between micro language siudies and macro sociocultural context:
there does not seem to be any altempt in previous studies to understand code-
switching in a broader sociocultural context. Social actors produce speech’ in
social contexts. Social actors do not merely pull a string of words together from
their linguistic repertoire. The title of this book also seems to suggest that the
change in political environment, and probably economic and social structures,
may change the use of language. This study is then interested in seeing how the
sociocultural context helps us 10 understand how members in a specific spatio-
temporal frame use different languages to “do things".

4, THEORETICAL FRAMEWORK

This study proposes a theoretical framework that is appropriate in studying texts
as sites of social interactions in context. When designing this framework, consid-
eration of the aforemeantioned limitations has been taken inte account. The model
proposed in this study is adopted and modified from Fairclough’s model of criti-
cal discourse analysis (1989, 1992). Let us first take a look al the model used in
this study before discussing how it might be appropriate to study texts in contexi:

Figure 1. The model used in this study

As showa in the model, the innermost layer is named “text”, “Discourse™ is the
first layer embedding text. “Context” is the outermost layer.

The definition of speech in this study is similar to that of parcle in Saussure’s
terminology. Saussure proposes the concepts of Jungue and parole. The differ-
ence between these two concepts is that Jangue is potential and social, parole is
actual and individual {Lyons 1981: 10). Parofe, or speech as used in this study, is
the actual utterances circulated by mdividuais in a specific community. Speech
concerns what is actually spoken more than what can be potentically spoken.
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Text, in this study, serves as the basic unit of analysis. The texts used for this
study will be taken mainly from local popular magazines. It is refatively easy to
differentiate one text from another in printed media texts. For example, a news
report is a text, an advertisement is a text. [t might be rather difficult for us to
isolate a text in spoken discourses. In an academic study such as this one, it is,
however, inevitable for analysts to set a boundary of text for the sake of conven-
ience. The boundary of texts in social interaction, it has to be emphasized, 18 not
clear-cut.

By using text as the basic unit, one can reselve one of the aforementioned weak-
nesses when sentences are taken out as samples of study. However, this study
does not hold the view that the understanding of a text is an isolated event. Indeed,
social actors understand a text with reference to other texts., The round corners of
the boundary are intended to show that one text is always related to other texts,

Another benefit of seeing text as the basic unit is that we could see how code-
switching functions in different genres. We will then see that not only does code-
switching function differently in different forms of texts (written and spoken
texts), it also functions differently in different parts in a text.

Discourse is the first embedded layer. In Fairclough’s mode] (1992), this layer is
named ‘discursive practice’. This study substilutes discursive practice with the
concept of Discourse (Gee 1996). In Gee’s definition, “Discourse” with a capita!
“D7 is:

[A] socially accepted association among ways of using language, of
thinking, fecling, believing, valuing, and of acting that can be used to
identify oneself as a member of a socially meaningful group or “social
network”, or to signal (that one is playing) a socially meaningful
“role” (p, 143},

In this study, Discourse 1s the site of accumulation of texts which are of the same
topic, for example, Fashion Discourse, Technology Discourse, Food Discourse,
The concept of domains (Fishman 1972} may appear to be similar to the concept
ol Discourse. If we look at Fishman’s definition of domains, it is about: *institu-
tional contexts and their congruent behavioral co-occwrrences. They attempt to
sumniate the major clusters of interaction that occur in clusters of muitilingual
settings and involving clusters of interlocutors” (Fishman 1972: 441). What is
found problematic is the term “interlocutors™. In an earlier paper (Lec 1998), 1
have discussed the complex relationships between the conventionally assumed
roles of “writers” and “readers” in media discourses in the light of Goffman
(1981), Wilson (1981) and Scollon (1998). Gee’s concept of Discourse sees so-
cial actors as members — these members may or may not interact with one another
in face-to-face encounters. “Discourse” is then a more flexible and complex con-
cept than “domain” in describing how social actors interact with one another
through different forms of mediated texts in daily lives.
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As Discourse ig an accumulation of texts, written, spoken and electronically-
mediated texts about fashion are all categorized under Fashion Discourse. Texts
inside a Discourse are not assumed to be discrete, isolated blocks of abjects, they
are intertexmally chained to each other in various ways (Fairclough 1992). Hence,
it may avoid the problem of isolating written discourses from spoken ones, or
vice versa. We will further discuss the nature of intertextuality in this chapter.
Again, the differentiation of onc Discourse and others may not fully represent the
rather messy and multi-layered daily interactions. Social actors can understand
onc Discourse always because of the presence of other Discourses.

Coniext is the outenmost layer of the model. The specific context that will be dis-
cussed in thig study is the history as recorded in government documents. This
author is aware that govermment documents are not equivalent w the concept of
sociohistorical context. The reason for analyzing government docwments is that
they are perhaps the only official and legitimate texts which tell Hong Kong pec-
ple abou! our society and ourselves. More discussion on this will be in the section
“The sociohistorical context”. This official history may inform us on how the
government constructs the history of Hong Kong and designs the identity of
Hong Kong people. Fairclough (1892) remarks that different interpretations will
result from different interpreters and different contexts. This sketched sociohis-
torical context is not an absolute, or the only context that could provide us with
further insights of langnage use in Hong Kong. The discussion of the identity of
Hong Kong people miglit be interesting when the title of this book frames us in
this postcolonial era. It is hoped that this iinkage between micro language studics
and macro socichistorical context might gpen up some possibilities for us to
overcome the limitations of previous code-switching studies discusscd above.

4.1 From fext to context

So far the discussion has focused on the characteristics and nature of each ele-
ment (text, Discourse and context) of the model. Now we will look at the rela-
tionships among them. It has to be emphasized that we understand the text as we
understand the Discourse and the context. Text, Discourse and context are con-
comitant, they may nof be three different things which can be examined ons by
one without referring to the other two.

The relationship ameng them is dialectical, hence the bi-directional arrow in Fig-
ure 1. The understanding of the text informs us about the context and the under-
standing of the context informs us about the text. The idea of dialectics helps us
to focus on “processes, flows, fluxes, and relations over the analysis of elements,
things, structures, and organized system” (Harvey 1996: 49). Further, “elements
or ‘things’ ... are constituted out of flows, processes, and refations [italics added]
operating within bounded fields which constitute structfured systems or wholes”
(Harvey 1996: 300
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This study may have artificially deconstructed how we make meanings in daily
hives. One of the benefits of doing this is the space of reflection that we could
have in seeing how our so-called common sense knowledge naturalizes the way
we use language and the way we perceive things. In the view of Fairclough
(1989), the naturalized discourse is only one out of many possibilities to perceive
things. Yet, this naturalized discourse is often the dominant one as a result of the
legitimization by an institution. Gee (1996) suggests that there is a set of “right”
languages for members to use if they want to be included in a discourse commu-
nity. If we iry to reason why some languages arc “right” in a Discourse in a speci-
fic context, we may not be able to spell out the reasons. By freezing our meaning-
making process, we may be able to see how our history and cultures are natural-
ized and manipulated by our government, media workers and literally, some other
social actors.

4.2 The position of this writer

Before proceeding te the actual analysis, it is important to spell out the position
of this writer. Being a social actor, this writer is one of the elements in this model
as a meaning-making agent. She is not an objective agent outside the texts that
she is interpreting. Her lingnistic and cultural knowledge, local experiences, his-
tory and education are all resources that are drawn on to interpret texts,

The ontological assumption of this study is that there is no “‘reality” or “fact™ or
“truth” for us to shoot. Realities are mediated through social actors’ histories and
exXperiences:

Realities are apprehendable [sic] in the form of multiple, intangible
mental constructions, socially and experientially based, local and
specific in nature ... , and dependent for their form and content on the
individual persons or groups holding the constructions. Constructions
are not more or Iess “true”, in any absolute sense, but simply more or
less informed and/or sophisticated (Guba and Lincoln 1994: 110).

The epistemological assumption of this study is that the analyst and the knowl-
edge presented in this study is dialectical and transactional: “the investigator and
the object of investigation are assumed to be interactively linked so that the
findings’ are literally created as the investigation proceeds” {Guba and Lincoln
1964 111).

The reason why this writer is able to write a critique of written fashion texts in
Hong Kong whilst other members might not be able to is that this writer holds
membership in at least two Discourses; Fashion Discourse and Academic Dis-
course. She is able to draw on resources from one Discourse to inform the other.
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To conclude this pari, the model may appear to be much more static and neat than
human communication actually is. Meaning-making is an ongoing activity in
which different elements {such as text, this researcher and her knowledge) are
refated in a complex, and perhaps rather messy way. The model may be a rather
simplified madel to represent social interactions but it is the best that [ could
come up with at the moment.

5. DATA AND METHODCLOGY

The data used in this study is drawn from a collection of Hong Kong popular
magazines, which were collected as data for my master’s thesis. The collection is
constituted by three Hong Kong popular magazines: Easyfinder, Eastweek and
Amoeba. These magazines were collected over one year, from July 1997 to June
1998, The data was then collected right after the handover in July 1997%,

Owing to the constraint of space, | will not be able 1o analyze more than one text.
The sample fext that I choose comes from Amoeba. Before giving accounts of this
magazine, 1 shall first deseribe magazine-reading practices i the Hong Kong
society.

With the abundant and overwhelming number (around 600, see Scollon 1998) of
magazines and periodicals circulated in Hong Kong, it may be rather swprising
that there have not been any gencral survey of magazine reading and consump-
tion 11 Hong Kong, Magazine consumption as part of Hong Kong life can only be
speculated from fragmented accounts.

In Leung’s (1999) survey on the use of media among Hong Kong youths between
12 and 24, it is found that the time spent on magazine-reading is considerably less
than that on TV, computer and radio. It is reported that the youths only read a few
magazines a month. This may not fully represent the importance of magazine-
reading in social lives. My argument is that most of the magazines are published
weekly or even monthly, the lurnover rate is obviously slower than that of TV or
NEWsSPapETs.

In my own telephone interviews, most of my informants (aged between 20 to 25)
do read at least two magazines regularly. Some informants told me that they
spend at most 15 minutes to finish “reading™ one issue of Easyfinder (—ZAFF]).
In my daily obscrvation, magazine-reading is a commeon activity in underground
trains, especially n the afternoon and evening rides.

¥ In saying this, the time perind is not chasen due to the handover. The tims

period very much coincides with the beginning of niy own research work. It so
happened ihat the data collection period sterted in July 1997, This study does not
altempl o discuss the differencss i language use before and after the handover.



106 Micky Lee

Easyfinder, being one of the most popuiar youth magazines in Hong Kong,
claims to have the circulation of 123,849°. The magazine that the sample text
comes from is called Amoeba. Amoeba is not as commonly read as Easyfinder. lis
circulation is 35,000" and it is a monthly magazine. Amoeba is a magazine which
focuses more on fashion and trendy products whilst Easyfinder may seem to be
an assorted guide of everything from fashion to food, frem computer to comics,
The ex-editor of Amoeba told this writer in a face-fo-face interview that she as-
sumes the readers of dmoeba are “better” than those of Easyfinder without fur-
ther defining it. She, however, rejected the idea of target readers and claimed that
target readers only exist in the publisher’s dictionary. The executive editor of
Amoebe is also quite aware that they have to give the readers something different
from what they get in other popular magazines such as Easyfinder.

Another difference is that Easyfinder is mostly written in “Low™ Cantonese
{Luke 1984 / 1998} which is closer to spoken Cantonese. The executive editor of
Amoeba asks their contributors not to write in “spoken Cantonese” as this is not
considered to be an in-house practice.

From the above fragmented accounts, Amoeba may be located as a fashion maga-
zine which seems o be read by young people who are interested in fashion and
trendy products. The editorial board may tend to distinguish itself from other
popular magazines by being more standard or “literate” in writing. This strategy
may give readers 2 more serious and cultivated impression,

Critical discourse analysis serves as the main method in this study. Since this
study focuses on examining fashion articles, the discussion will focus on fashion
writings found in dmoeba. As the model emphasizes the functions of code-
switching in texts belonging to specific genres, the classification of fashion writ-
ings is based on genre. In the following section, I will show how language use in
media texts can be studied from the perspective of critical discourse analysis.

6. TEXTUAL ANALYSIS: “LEATHER JACKET”

In the model (Figure 1) proposed in this study, text is the central element as pre-
sented graphically. The boundary of text, as discussed above, is not neat and
clear-cut. In this study, a magazine article is defined as a text. A magazine article
is often produced in a recognizable genre; a text always belongs to one or more
genres. Genres have communicative functions (Bhatia 1993), Hence, language is
one of the semiotic systems that manifests the functions of text.

* The circulation number of the period 1st January 1997 to 30th June, 1997. This
number is printed on the content page of Easyfinder. The circulation number i3
claimed to be provided by the ABC consumer press.

9 Source: Media: All-Asia print guide, September 18, 1998, p. 11.
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The argument in this section is that; code-switching functions differently in dif-
ferent functional parts (such as title, caption) of a specific genre. We will see how
code-switching, as one form of language use, manifests functions in different
paris n1 a lext,

The sample text is titled “Leather Jacket”. This article is found in Issue no. 46 of
Amoeba. The original article occupies six pages and the first two pages are shown
in the following. This study further deconstructs these two pages and I have
marked the photographic images (from Picture 1A to Pieture 1E) and texts (from
text 1a to text 1h).

In Figure 2, we can find the following functional parts in the arficle:

. Title of the article (text 1a)

. Introductory text (texf 1b, lc)

. Title of the section / column {text 1d)

. Caption accompanying picture (text le, text If, text 1h)
. Credit ine (text 1g)

L N

These five functional parts are obtigatory in this specific genre. These five func-
tional parts are included, for most of the time, in this genre in Amoeba.

[t is not immediately clear how this genre shouid be named. This might be a rec-
cgnizable genre with no name. Due to the large amount of graphics and photo-
graphic tmages included, this feature is not unlike those in fashion catalogues.
Ilence, this genre is named “catalogue genre” in this study,

At first glance, this article seems to be a mixed-mode text. If we look at how lan-
guages are used in different functional parts, we will find the following:

Title of the article (English anly)

Introductory text {one in English, another in mixed-mode)
Title of the section (English only)

Caption accompanying picture (mixed-mode)

Credit line {appears to be in English only)

@ & & & 4

In this sample text, it seems that no functional part is writlen in Chinese only, Do
English and mixed-mode ocutperform Chinese in some of these functional paris?
In the following, we will {focus on examining the language use in two functional
parts: title and caption accompanying picture.
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6.1 Title

The title of the sample article is “Leather Jacket” (text la). The linguistic mean-
ing of the title “Leather Jacket” suggests to us that it is “a piece of garment which
is made of leather”. As this phrase serves as a title in the catalogue genre, we
might canclude that this phrase “Leather Jacket” is a title to an article, the pur-
pose of which is to introduce clothing which {s made of leather.

What is found interesting is that the English term “Leather Jacket™ is preferred to
its Chinese counterpart “Ff7#" (peid-laul). What is the discourse function of us-
ing “Leather Jacket™ instead of “F7#L™? The meaning gained by using “Leather
Jacket” or the meaning lost of using “FF##” may not be that significant. “Leather
jacket”, in my observation, is also a less popular term used in daily life when
compared to "L, At the linguistic level, there does not seem to be a good
explanation why “‘Leather Jacket” outperforms “R##”. This is not the only ex-
ample found in 4Amoeba, some other titles of this nature inclnde “Models in
Black™ and “Sweater™.

If we apply the eight motivations proposed by Li (1996), we might reason that
“Models in Black” outperforms its Chinese counterpart “& [ S fe gk k£
{cyuni soeng) hakl-jil dik] moud-dak6-ji4) for its shorter length, hence “princi-
ple of economy™ holds (Li 1996: 99). “Sweater” may also be better than its Chi-
nese counterpart “¥y#=" (laangS-saaml) for its “specificity” (Li 1996: 83) as “¥5
¥27 can algo refer to cardigan. But there does not seem to be any linguistic evi-

dence to suggest why “leather jacket” outperforms “FFfL".

Pennington (1994) suggests that code-mixing 15 more than mixing at the linguis-
tic level. When English words are mixed in Chinese texts, Pennington argues, it is
more than a kind of code-mixing: “the images that attach to such an unassimilat-
ed item are borrowed alonyg with its physical [italics added] form™ (p. 27). The
mixing of English words into Chinese text can serve as an ¢ye-catching device
which can “stand out and attract attention to themselves, surrounding text” (ibid.}.

The practice of mixing English and other foreign languages in Asian advertising
is quife comwnon. Bhatia {1987, 1992) suggests that English, being an other-
worldly language in the eyes of Indians, connotes Westernization, modernization
and advanced technology. Haarmann (1984, [986; alsc see Bell 1991 136-137)
liolds a similar viewpoint with Bhatia when analyzing Japanesc advertisements
and fashion magazines. Haarmann suggests that foreign languages are appealing
to Japanese audiences as mosl of the stereotyped images that Japanese have of
Western cultures are positive.

In an cathicr paper (Lee 1998), [ suggest that non-Chincse words may bear three
kinds of functions: linguistic function, acsthetic function and ideclogical function.

The Chinese-French title "I L &é Blanc” {baak6-baak6 doub-gwo3
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L'ét¢ Blanc; ‘idly pass through white summer’) discussed in that paper may be
more obvious in showing how French acts as a symbol of “Frenchness™ or
broadly “Westernness” in catalogue genre in Hong Kong. The mixing in of
French may be an economical device to create a mood for fashion text.

It has also been argued that the language proficiency of analysts may deflect us to
read the linguistic meaning of English, but not the aesthetic and ideological val-
ues associated with the printed form of language. It has to be bome in mind thal
the actual readers of popular magazines may be constituted by people with differ-
ent linguistic and cultural backgrounds. To some of the readers, the title “Leather
Jacket” may imply aesthetic and ideological values to them. English and other
foreign words may be seen as graphical elements in fashion writings. An English
title might imply the value of “Westernness™ to some of the readers. Hence, the
discourse function of an English title may include the ideologies associated with

it in catalogue genre. “Leather Jacket” may outperform “F7#I” in this way.

The merit of studying code-switching in texts instead of sentences is that it allows
us to explore the multiple functions performed by language in texts; especially in
graphically-rich ones such as the sample text. If we decontextualize the fitle, its
aesthetic and ideological fanctions may not be seen.

In saying the above, it {3 not assumed that English and foreign languages always
serve as an ¢ye-caiching device in every functional part in every genre in fashion
writings. It will be argued that language use in the functional part of the caption
may be different from that in title in catalogue genre.

6.2 Caption accompanying picture

There are three captions (text 1e, text 1f, text 1h) included in the first two pages
of the sample article. At first glance, these three captions are written in mixed-
mode between English and Chinese. It will be shown in the following that the
caption in this genre is densely packed with different components,

For example, text le is “number one a ON ELIZA: REPLAY £ EiBH QY Y
B F7 88 E Y F ", it may be decomposed as shown in Table 1.

A caption is a dense piece of writing that consists of compeonents that arc not
linked up by any cohesive device. Yet the readers are required to understand the
information included in the caption. A caption may net be a sentence, yet it has
its own specific function in catalogue genre. The function of a caption is to de-
scribe the accompanying picture by selectively highlighting parts of it.

A caption is composed of different components as shown. There seem to be a few
fundamental, obligatory compenents included in the captions belonging to cata-
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Table 1 The Decomposition of Caplion {text e)

Lompeonent | Number of the pictire Namae of the model
Example Number one a ON ELIZA
Description of the clothing {tem
Component Narme of the bontigue Style of the clofhing item
Example REPLAY TN
moud-meud-lengs
fur collar

Description of the clothing ifem

Component | Colour of the clothing item Style of the clothing jtom
Example e ) T
lukd-siki soeng 1-min2
green double-sided
Desceiption of the clpthing item
Component | Namge.of the clothing irem Style af the clothing jiem
Example R I e g T
peid-laut faanZ-zyun3 dai2 zous min? zoeks
leather jacket in reverse as the front side

logue genre in Amoeba and two other popular magazines (Eusyfinder and Easi-
week). These fundamental components are:

1. Pescription of the clothing item
a. colour of the clothing item
b. style of the clothing item
¢. name of the clothing item

2. Name of the boutique / supplicr

It is not surprising that terms in one component are always drawn from onc
word class. For example, the words used in the component colour of clothing
item are drawn from the word class of colour. Among the above two compo-
nenis and three sub-components, it is found that non-Chinese terms are includ-
ed in the component name of the boutique / supplier for most of the time. It
might be rather inappropriate 1o suggest that boutique / shop / brand names are
always written i English. One may be able to find English names such as Di-
vision, Joe West, dlexander McQueen; ltalian names such as Beneiton, Sisfey,
Marco Tagliaferri; French names such as Modele, Guerlain, Chevigon; Ja-
panese names such as Tokye, Miyiki; and even some “wavering” ones such as /.

T.D& G, ete.
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It seems that in this particular genre, caption, as a functional part, cannot be
characterized as a Clinese-English mixed-mode sentence. What seemns to be a
better characterization is that the caption is a hybridized text which draws on
resources from Chinese and multiple foreign languages. These foreign lan-
guages usually come from different linguistic systems (English, French, Italian,
Japanese). When these foreign words are mixed into a text which is predomi-
nantly written in Chinese, they leok guite the same for they are all presented in
the Roman orthographical form. To the readers, the understanding of the lin-
guistic meanings of these foreign words may not be as important as the recog-
nition of them as brand names.

The understanding of the functional part of a caption does not merely require
the linguistic knowledge of the readers, it also requires their schemata of how
fashion writings are composed. Sometimes, readers are not even required to
understand the linguistic meanings of the brand / boutique names in English or
other foreign languages. One prerequisite for the readers to understand the
caption is to possess the adequate cultural knowledge in order ro understand
what Bnglish and other foreign languages in fashion discourse convey to them.

6.3 The nature of media fext

After looking at how languages manifest the functions of fitle and caption in
catalogue genre, I would like to point out one characteristic of media text: the
nature of intertextuality {Fairciough 1992). The comncept of intertextuality
might shed light on how texts are possibly produced and understood in a dis-
course community. It also helps us to understand how the present texts (the
texts nsed for the analysis) are possibly linked up with the ones in absentia in
Fashion Discourse.

In Fairclough's definition, intertextuality is “basically the property texts have
of being full of snatches of other texts, which may be explicitly demarcated or
merged in, and which the text may assimilate, contradict, ironically echo, and
so forth” {Fairclough 1992: 84). The nature of intertextuality presumes that
texts are produced with reference to the already existing texts. Texts are con-
sumed and understeod by drawing on knowledge of past experiences, which
are in turn formed by the consumption of previous texts. Hence, why the read-
ers understand one text is very often because of other texts, the readers are able
to link up the relationships between the texts that they are reading and those
that they have read before.

If we examine the composition of caption again with the concept of intertextu-
ality, we might find that the non-Chinese terms in the component boutique
name / brand name are uscd fo refer to the respective boutiques or brands.
Therefore, it may not be the case that the writers mix non-Chinese terms into
captions. What seems to be the case is that the writers quote the names of the
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boutiques / brands into the text. I would say it is a process of “voice-quoting™:
The writers quote the voices of boutiques and brands in the text.

In the interviews with the ex-chief editor, the executive editor and one con-
tributor of Amocha, one of the almost unspoken conscnsus is that the non-
Chimese names of boutiques, brands, film and record titles will be quoted as
they are. In doing this, the writers quote the voices of others; at the same time,
the writers’ veices are included by opting not to translate the non-Chinese
names. On the surface, the captions are heteroglossic texts hybridized with
languages from different linguistic systems. If we trace the sources of thesc
quoted voices, we will find the heteroglossic caption muliti-voiced. In the
words of Vice (1997), “polypheny is a way of realizing heteroglossia” (p. 161).

Whal is a “volec” (Bakhtn 1981)? In the paper of Scollon, Tsang, Li, Yung
and Jones (1998), Bakhtin’s concept of voice is seen in two senses:

{lIn the macro sense as echoes of larger constructs of power /
knowledge and soctal practice, and in the niore conventional sense
of particular voices from particular texts recognizable by such fea-
tures as the words and phrases they nse and how these are textal-
ized (p. 230).

At one level, one could identify different voices quoted in the captions. The
readers are required to rccognize that “Replay™ in text le is the name of'a bou-
tique / brand. The voice of the brand / boutique “Replay™ is quoted in the text
by the author. At another level, this fashion brand, by retaining its English
name in the Hong Kong market, may stand in a specific socioeconomic posi-
tion. At the same time, the writer quotes and opts not to translate this name, we
may suppose that the writer also agrees, consciously or unconsciously, with the
sociocconemic position that the names stand for. The readers, during the proc-
ess of ext consumption, may also agree with this voice and accept itg chosen
SOCIQECOIOMIC posificn.

The question at hand may not be *Why does the writer code-switch?” so much
as the question *Why do local and international fashion brands / boutigues
adopt non-Chinese names in the Hong Kong market?* In what socioeconomic
positions do these non-Chinese names stand for? What does the practice of
quoting voices reflect about our culture when the producers and consumers,
either censciously or unconsciously, accept the names of these fashion estab-
lishments? We will discuss these questions in the next part: Fashion Discourse.

7. FASHICON DISCOURSE

Discourse is the first embedded layer in the proposed model. The definition of
Discourse has been discussed 1n an earlicr section in this chapter. Discowrse is
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viewed as the site of accumulation of different texts in any form about the
same topic. More to the idea of an archive, Discourse is an invisible web under
which members are inferacting with one another through the production and
consumption of taxts.

Gee (1990) assumes that members in a specific Discourse may hold a set of
more or less, similar values. Discourse is govened by rules that are mutually
understood by the members, The members are required to observe the rules;
any query about them is severely prohibited,

What this part attempts to do is to infer one or two rules governing Fashion
Discourse. In the previous part “textual analysis”, it is found that most of the
fashion brand / boutique names, regardless of their being local or international
establishments, are not in Chinese. This chapter aims to find out the undertying
patiern in the naming system of Hong Kong fashion establishments. [t might be
similar to the “documentary method of interpretation™ in the discipline of eth-
nomethodology. Wilson (1970, cited in Coulon: [19951) suggests thal:

Documentary interpretation consists of identifying an underlying
pattern behind a series of appearances such that each appearance is
seen as referring to, an expression of, or a “document of,” [sic] the
underlying pattemn. However, the underlying pattern itself is identi-
fied through its individual concrete appearances, so that the appear-
- ances reflecting the pattern and the pattern itself mmmally determine
one another in the same way that the “part” and the “whole” mutu-
ally determine each other Gestalt phenomena (Coulon 1995: 68).

7.1 Types of fashion stores in Hong Kong

Being one of the cosmopolitan cities in Asita, Hong Kong has an extremely
high concenfration of shopping malls and fashion stores. Overseas brands are
brought into the terrifory by international econoemic forees; local fashion stores
establish themselves in Hong Kong and overseas. It might be naive to assume
that the fashion stores found in Hong Kong are wholly owned by Hong Kong
people.

I have roughly identified five different types of fashion stores found in Hong
Kong. This categorization is composed by this writer based on her knowledge
of the situation and not in a rigorous sense. The five categories listed are:

(1) “Non-local” stores
{designers’ Inbels)y: Chanel, Christian Dior

{department siores): Hong Kong Seibu (FHEFHEL)"

The Chinese name of the store, if it exists, will be given in bracket.
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(2) “Local” slores
“William Tang™, “W. by William Tang” by William Tane (Z132%50)
(3) “Local” apparel chains
G2000, U2
{4y “Local” retailers which sell imported goods
{upmarket): Joycc Boutique
(deparanent stores). Lane Crawlord (4D
(5} “Local” retailers which scll “local” goods
Ruby Li, Message a Toi (both in Beverly Cenire}

The terms “local” and “non-local” are marked with quotation marks as it is
doubtful whether we can differentiate the local from the non-local in this era whi-
ch is characterized as getting more globalized. We cannot easily attach the labels
“lacal” or “non-local™ to fashion establishmenis when the geographical lacation
of the stores, the nationalities of the owners and the language used to name the
stores are not clues that we can rely on.

If we examine what constitutes the process of globalization, we will see that lan-
guage is only a part of the flow which constructs the dynamic picture of localiza-
tion and globalization. Appadurai (1990) remarks that in the globalizing process,
there are five scopes of flows:

ethnoscapes - the flowing of people

technoscapes - the flowing of technology
finanscapes - the flowing of capital

mediascapes - the flowing of information
ideoscapes - the flowing of ideology and knowledge

Rl e

The subject we have at hand, that 15 code-switching in Hong Kong popular maga-
zines, may be seen as a piece of jigsaw in the whole dynamic picture puzzle of
how the flowing of goods, information, people, capital and ideclogics constmcl
the faghion world and the fashion industry. The use of language in Hong Kong
popular magazines may not be merely a linguistic issue that can be analyzed
without considering the dynamic and ever-changing context where all the ele-
ments (goods, information, peeple, capital and ideologies) circulate at a global
level.

7.2 Yoices of some Hong Kong fashion designers

When Hong Kong fashion designers have the chance to choose a name o repre-
sent therr labels, they do not always choose Chinese. They secem to adopt the
voices of Western designers by naming themselves in English, French or Italian.
Below are accounts of three well-known designers in Hong Kong,
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Peter Lan’s own label is called “XCVIII Ninety Eight”. Lau suggested that this
name has no special literal meaning except that he is fond of the shapes of Roman
numerals. He also regarded that this name is catchy and simple"’. Lau's choice
confinns my earlier ¢laim that non-Chinese titles may bear aesthetic functions.
The literal meaning is pushed to the background as the literal meaning of the la-
bel is not considered to be important at all.

Another Hong Kong designer Lu Lu Cheung has chosen an [talian name “Terra
Rosalis™ for her label. One of the clients was paraphrased as saying that the des-
ign style of Cheung cannot be described verbally, vet it can be felt from the name
Terra Rosalis {Tang and Wong 1997). Tang and Wong also remark that Terra
means “mud” and Resalis is related to flowers; these two words, when they are
put fogether, represent elegant femininity. It is amazing how two Ialian words
are believed to fully represent an abstract concept when the literal meanings of
which cannot be understood by most of the members in the Hong Kong Chinese
community. Some other cases found in Hong Kong are the local chain stores
Giordano and Bossini. Both of them were founded in Hong Kong and have
branches in mainland China. To the best of my knowledge, they are not yet mar-
keted in western countries. These Italian words bear ideological functions to
some of the members. The ideologies associated with these Italian names might
not be clearly spelt out.

Bamey Cheng’s choice of name labels is pechaps the most interesting one. Cheng
owns three labels: “Chang Cheng Castaigne Couture [s4c]”, “Chang Cheng Cas-
taigne Couture-a-porter [sic]” and “B Bis”, When he was asked why he did not
choose to use his name “Bamey Cheng” to represent his label, Cheng suggested
that a fashion: label which bears a Chinese name (such as Cheng) can hardly be
marketed in the international fashion circle. Cheng opted to use other non-
Chinese narmes to disguise the race of the designer before he successfully enters
the international market (Tang and Wong 1997).

The use of non-Chinese names as fashion labels, except for their functions at both
the aesthetic and ideclogical levels, may also be seen as a strategy to help the
labels to penetrate into the international market. Conversely, there is a popular
perception that it is more difficult for Chinese name labels to enter the interna-
tional market.

The opinions of the above three designers may not represent those of other de-
signers / fashion boutiques in Hong Kong. But there seems fo be a consensus of
choosing non-Chinese names {o represent fashion labels and boutiques in Hong
Kong These non-Chinese names may not include any language that is likely 10

2§28 (1995). FLIFFREAE B CHUMEBAT Peter Lau [‘The sexy master
who can appreciate you more than yourself — Peter Lau’]. Hong Kong Fashion, 5,
76-77.
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be considered exotic in Hong Kong. For example, Hindi and Russian are rarely
appropriated. It seems to be the case that Hong Kong designers / fashion bou-
tiques prefer to express themselves in a voice which is simjlar (o the voice of the
global market force. The voice may only sound right whea the represented namcs
are in English, French, Italian or Japanese. A made-up name from an unidentified
linguistic system such as *Mook” still outperforms a Chinese name in Fashion
Discourse.

One of the deduced covert maxims is that most of the fashion boutiques / brand
nanics choose not to name themselves in Chinese. Most of the interuational chain
shops are brought to Hong Kong withour adopting Chinese names, this might he a
process of globalizing the local. Local apparel chains such as G2000 or Giordano
bring the local to the global by adopting non-Chinese names. What is more inter-
esting 1is that some fashion stores which arc neither visited by tourists nor chained
also prefer to adopt nou-Chinese names. A visit to the average mini shopping
centres i1 Mong Kok will show that Hong Kong teenagers are strolling in a mall
of gigns written in langnages that might not be totally intelligible to them. It has
to be bome in mind that 98 percent of the local population chooses Cantonese as
our mother tongue (Bolton 1992). In addition to this, most of the Heng Kong
peopie do not leam Japanese, French or Ttalian though they might be able to rec-
ognize them as Japanese and European languages. Yet we seem to be quite happy
and contented with this phenomenon. Hardly de we hear any complaint or re-
seniment towards this kind of language use in Fashion Discourse.

This may be a circular process of voice-quoting. Local chain stores might quote
the voice of international chains in order to market themsclves overseas. Local
stores quote the same voice to the local people. Magazine producers quote the
voices of all these stores in media texts. The magazine consumers guote these
voices when producing texts based on media texts. We might, consciously or
unconsciously, accept this voice and its projected socioeconomic position. The
choice of language is natiralized in Fashion Discourse. The process of naturali-
zation 1s that a certain kind of language use scems 1o be more “correct” than other
existing possibilities. Then this kind of language use becomes a form of common
sense, We nught further cxamine one of the possible sociohistorical conlexts in
which this naturalization of language is processed,

8. THE SOCIOHISTORICAL CONTEXT

In the model proposed in this stady, context is the outermost layer. The context
that will be sketched in this part is the sociohistorical one. We will see how this
context further informs us about the nariralized language use in Hong Kong
[Fashion Discoursc. In the words of Raymond Williams (1989), “the analysis of
represcntation is not a subject separate from history, bt that the representations
are part of the history, contribute to the history, arc active elements in the way
that history continues™ (p. 178).



118 Micky Lee

In this part, we will mainly look at the “History” of Hong Kong and the evolution
of Hong Kong identity designed by the colonial government. “History” with 2
capital ¥ denotes that the narrative presented in government documents is one-
sided and single-voiced. Government documents zbout Hong Kong fashion may
not be generally read by the public, but they stand for the legitimate and official
voice. These accounts are probably the only documents that our next generation
could obtain when all texts belonging to the folk, such as those in popular maga-
zines, have vanished,

The story plot of Hong Kong History can be divided into two planes: the spatial
plane and the temporal plene. The temporal plane is the evolution of Hong Kong
from the past to the present. In a newsletter produced by the Heng Kong Museum
of History, the story of Hong Kong is emphasized, and perhaps simplified into
“the development of Hong Kong from a small fishing village to an important
metropolis™'®. The spatial dimension is the plane of objects and goods which con-
stitutz and construct Hong Kong as a Bast-meets-West place. In a secondary
school textbook, Hong Kong is described as:

A cosmopolitan ... city. The way of life is a mixture of East and
West. .... Many people work for foreign companies. At night they may
watch television programmes from Britain, Japan and the USA. Hong
Kong people also take place in Westem and traditional Chinese fest-
vals, It is inferesting to live in a cosmopolitan community. We can
enjoy the best of both East and West (Crisswell, Squire and Leung
1993: 120).

The Hong Kong fashion History is sketched in a similar silhouette in official dis-
course. In the official book Hong Kong fashion history (Ng 1992}, similar scripts
could be found: “in less than half a century, Hong Kong has developed from a
small town into an intemational fashion centre” {p. 107) and “Hong Kong has
been a melting pot of ideas from East and West — our fashion designers have
combined traditional craftsmanship of the Orient with the contemporary styles of
the West to forge a unique cosmopolitan image of Hong Kong fashions™ (p. 132}.

In the following, we will see how these spatial and temporal planes are represent-
ed through words and images in government documents. On the temporal plane,
the discussion will be on the evolution of the term “fashion” in Hong Kong His-
tory. On the spatial plane, the discussion will be on the representation of the “East
and West” quality of Hong Kong fashion in the nineties,

Y The story of Hong Kong. July-September, 1998. Musewm newsletter, July 1o
September, 5.
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8.1 The termporal plane

The sixties marked the birth of fashion in Hong Kong. In the government docu-
ment, Hong Kong people were desciibed as people with no “fashion”, Hong
Kong inhabitants were said to wear clothes and fixed dress only (Szeto 1992),

Barnard (1996} attempts (o spell oul some conventicnalized beliefs of modem
social beings: “societics outside the influence of Western civilisation do not wear
fashion, they wear fixed dress ... Western societies, however, do wear fashion”
{Bamard 1996: 12), Fashion, the word itsclf, implies Western civilization,
“Fashion™, the word, is a prior7 Western. It might be ironical that the concept of
fashion did seem to exist in Tang Dynasty in China. In the book 5000 years of
Chinese costumes, it is written that Tang Dynasty was “a world-famous metropo-
lis, and the centre of cultural exchanges between East and West” (The Chinese
Costumes Research Group of the Shanghai School of Traditional Gperas [CCR(G]
1988: 70). Yet the Chinese writers of this book seem to be reluctant to use the
word “fashion” to describe dress and clothing in Tang Dynasty. The word “fash-
fon” appears in this book about Chinese costumes as late as the 1930°s. The Chi-
nese scholars write that “women’s costume in the 1930°s adopted many [ealures
from a wide range of Western fashions te present a unique dress style having a
tombination of Western and national features” (CCRG 1988: 236),

The word “fashion” does seem to imply westernization and modernization. In
Hong Kong fashion History, the concept of fashion was imported from the West
as well, The first Hong Kong Fashion Week was produced by a Rrifish: the
showpieces were designed by a French; the showpieces were worn by sixteen
models, of which ten were imported from the West (Tumer and Ngan 1995).

In a govemnment document, Ng {1992) accounts for the popularily of Western
fashion in the sixties as “the Hong Kong people, gradually influenced by Westem
culture and ideas, started to reflect on the backwardness of Chinese feudalism™ (p.
3). Hong Kong peeple in the sixtics are now portrayed as someone who suddenly
gained consciousness about Hong Kong identity after ihe riot. This Hong Kong
identity is designed to be different from the Chinese national one. Hong Kong
peaple are said to start absorbing modemn ideas and Western cultures.

Fashion, as described in another government docunient, is brought 10 Hong Kong
Chinese who originally were said to have no fashion (Szeto 1992). What do these
two deductions help us to further understand the rule decduced above (i.c. most of
thc boutiques / brand names are not in Chinese} in Fashion Discourse? We will
discuss it further in the final part of this paper.

82 The spatial plane

The story plot of Hong Kong History sets Hong Kong on a spatial plane where
East meets West, In a social sciences textbook for secondary school students
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(Crisswell et al.), the evidence of Hong Kong being East-meets-West includes the
watching of imported TV programmes and the celebrating of both Chinese and
Western festivals. As Ho (1995) puts it, the phrase “East meets West” is “con-
venient and superficial enough for Hong Keng” (p. xi1). In this part, I want to
show the representations of East-meets-West in the Hong Kong fashion world
prepared by the Hong Kong government. We will see how the government con-
structs the image of Hong Kong and its people; and how it markets this image to
overseas buyers. It will be argued that the quality of being East-meets-West is
ambiguous.

The major source of data used in this part is obtained from a publication called
Hong Kong Apparel™. The target readers of Hong Kong Apparel are mainly over-
seas buyers, merchandisers and distributors. It is a periodical published by the
government to promote Hong Kong fashion to the rest of the world. Ten issues of
. Hong Kong Apparel published from January 1994 to July 1998 are examined.

A rough statistical finding shows that in the past five years, there have been 46
articles belonging to the catalogue genre included in ten issues of Hong Kong
Apparel. Among these 46 articles, 101 models were hired; 58 of them have ori-
ental faces and the rest have non-oriental ones. Most of the fashion shots tock
place in the swudio, 10 of them in Hong Kong, 3 in China and 4 in Western coun-
tries. By merely counting the number, it scems that the representations de con-
firm the East-meets-West quality of Hong Kong and its people.

If we carefully examine the cultural representations presented in this government
periodical, we may find what East and West is supposed to mean is rather vague
and unclear. Being a Hong Kong Chinese, we may be able to differentiate the
face of a mainland Chinese from that of a Japanese. It might be difficult, however,
for us to tell the difference between western faces. We might only be able to point
out that they look different from us. Those westemn faces might consist of faces
from different nationalities and races.

In addition to this, how much can onc’s face reflect one’s culture? Sarup (1996)
suggests that “even if a passport is supposcd to be proof of your nafionality, it
says nothing about you as a person” (p. xv). One of the features of globalization
is the flowing of people (Appadurai 1990). Culture is not a self-contained, closed
system which fixes a group of people within a spatial frame. If Westernness is the
quality of having Western values, then what do Western values refer to? If West-
ern values refer to the values held by people residing in Western countries, then

" Hong Kong Appare!l is published and produced by the Hong Kong Trade De-
velopment Council, which also publishes periodicals about Hong Kong Toys,
Hong Kong Optical, etc. to promote Hong Kong products to the world. Heag
Kong Apparel is & bi-annual periodical that is published in both January and July,
It made its debut in 1969, two years after the first Hong Kong Fashion Week held
in 1967.
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do the Chinese living in London Chinatown share the same set of values with the
Blacks in Britain living in East End? Using the argument of Scollon and Scollon
{1895): “cultures do not talk to each other: individuals do” (p. 125). When indi-
viduals communicate, they do not simply bear the token “East” or “West”, they
are also members belonging to their own classes, their own sexes, their own pro-
fessions and so oit.

The slogan “East meets West” may be, as what Ho (1995) suggests: superficial
and convenient. In the cultural representations found in Hong Kong Apparel, the
complex web of culture formed by the flow of people, goods, capital and ideas is
simplified and reduced to a two-dimensional image in which people with almond-
shaped eyes meet people with straight noses.

The slogan “East meels West” is what the government fells the rest of the world
what Hong Kong is like. Hong Kong students also learn this designed and pro-
Jjected Hong Kong image front scheol texthooks. This Fast-meets-West quality 15
also one of the popular topics taken up by columnists who write in the Chinese
press, It seems that this is a shared narrative among some Hong Kong people.
Heng Kong people may not be able to spell out what East-meets-West means
exactly but some of us may have agreed that Hong Kong is a “East meets West”
place and Hong Kong Chincse are westernized Chinese.

The sociohistorical context sketched in this part draws on resources from gov-
ernment documents, The government, in its accounts, builds up one History for
Hong Kong people. Our History may be seen as the story plot that Hong Kong is
a East-meets-West cosmopolitan city which evolved from a fishing village. This
story ploi is so often repeated in school and media that some of us may believe
ihat we are westernized Chinese who have values from both East and West. Qur
understanding of this siory plot may deflect the way we see language use in our
social lives, In the following, we will discuss how this sketched socichistorical
conlext can be linked up with the findings in discourse analysis.

9. IMPLICATIONS

The analysis started with locking at the title “Leather Jacket” found in one fagh-
ion article belonging to catalogue genre in one Hong Kong popular magazine
Amoeba. In the previous part, the History designed by the Hong Kong govern-
ment has been discussed. It may appear that these two discussions are not directly
related to each other but 1 would argue that this title may contribute to our des-
igned History and it may reinforce our main story plot. n this concluding part. it
will be suggested how this sociolustorical context provides us with a lens (hal
helps us to see language use from another angle; it will also be discussed how
Hong Kong identity can be constructed ihrough the use of language.
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In the textual analysis, it is suggested that “Leather Jacket” outperforms its Chi-
nese counterpart “F{" as a title in catalogue genre for it may imply “Western-
ness” to the readers. But why “Westernness”, not “Asianness’ or “'Africanness™?
Why do the members in Fashion Discourse prefer “Westernness” to other values?
It has also been discussed that English, Japanese and other European languages
are appropriated to name fashion brand and boutigue natmes in Hong Kong. The
Hong Kong fashion agents may not bother to adopt a Chinese name for Western
imports. Again, why do rembers in Fashion Discourse engage in this practice?
Will a Chinese name or an Arabic name click in Fashion Discourse?

Through the lens of the sociohistorical context outlined above, we may deduce
the following: First, fashion may not be an exclusive Westem concept, but the
existing literature and our conventional practice give the illusion that people cut-
side Western societies have no fashion. The cancept of Westernization and mod-
ernization may be implied by the word “fashion”. The asscciation between the
word “fashion” and Westernness seems to be taken for granted, and thus natural-
ized. “Leather Jacket”, then seems to be a more “natural” choice than “F7 " for
the conventionalized practice and values in Fashion Discourse. The naming of
fashion boutiques seems to follow the same conventionalized rule. A fashion
boutique carrying a Chinese name nay not be perceived as a fashionable choice.

We could assume that when the fashion writer chooses to name an article or when
the fashion owner chooses to name a boutique, they might consider whether they
are adopting the right language in Fashion Discourse or not. Fashion Discourse is
in this sense rule-governed and these rules are mutually understood by the mem-
bers, no matter how vague or implicit this understanding is. Both faghion writers
and fashion owners might prefer English, Japanese, French or Italian to Chinese
if they want to beeome and be seen as a member of the invisible club: Fashion
Discourse. They may not be too concerned about their national identities; they
may not always take the language proficiency of other members into their pri-
mary consideration. To other members, understanding the implications of the
chosen language is also one crucial criterion to be included in the club.

In the Hong Kong context, the choice of English or other foreign languages may
seem to be more natural given that Hong Kong is promoted as a place where East
meets West. The members in Hong Kong Fashion Discourse may not have the
linguistic resources to understand boutique names in French, Italian or even Eng-
lish. But they are required to have the cultural resources to understand what these
names imply in Hong Kong Fashion Discourse. They may also be contented to
stroll in a shopping mall with signs that they do not understand literally. These
hybridized texts with Chinese, English and other foreign languages cohere with
the main story plot of Hong Kong History. These texts may be evidence of Hong
Kong being an East-meets-West cosmopolitan. These texts in turn contribute to
this story plot. The text and the context is hence dialectical.
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The data collected for this study was obtained after the handover. 1 did not delib-
crately choose this particular period. Now when I loak at the collected data, 1 do
not se¢ a great difference beiween language use before and after the handover. It
seems that the promise “unchanged for 50 years” is partly kept in the use of code-
switching In Hong Kong popular magazines. The slogan “East-meets-West” may
be designed by the colonial government, but this slogan is still echoed by some
Hong Kong people, especially to those who have studied under the colonial edn-
cational systen:. I do not recall hearing any objection in the media or among ac-
quaintances when Hong Kong people are described as Westernized Chinese. But
when Hong Kong people are described as Chinese who love our mother country,
objections can be heard in the media and among acquaintances.

It seems that however vague it is, Hong Kong people do have a Heng Kong iden-
tity. The quality of being Westernized Chinese may be part of this identity. In
some previous studies of code-switching (Luke 1984 / 1998), code-switching
(orientational mixing in Luke’s term) is seen as a sttategy for Hong Kong Chine-
se to show our Western selves. Is it correct to say that “the western altributes of
Hong Kong Chinese exist inside us, so when we code-switch, we express our
Western selves”, or 1 ft also correct to suggest that “Heng Kong Chinese believe
that we are Westernized Chinese, so when we code-switch, we want to tell others
our stories; if the interlocutors also learn of the Hong Kong narative {i.e. an East-
meets-West place; Hong Kong Chinese are Westernized), they will agree that the
speakers want {o negotiate thelr Western seives™? If the interlocutors do not learn
of this Hong Kong narrative, then code-switching employed by Hong Keng Chi-
ncse will mean something quite different to them. Code-switching may be a proc-
ess of identity-negotiation between social actors who mutually understand the
same story plot.

Another comment on the belief that Hong Kong Chinese are westemized is that,
some Hong Kong Chinese may see this feature as what differentiates Hong Kong
Chinese from mainland Chinese. But at the same time, Flong Kong fashion estab-
lishiments such as G2000 group is cager to develop business in mainland China.
Hong Kong Chinese may perceive ourselves to be agents who heip mainland
Chinese to develop their sense of becoming ¢lobal citizens by showing them what
the West 1s like.

William Tang, a Hong Kong fashion designer, writes in Hong Kong Economic
Journal that in Hong Kong Fashion Week 1999, there are too many mainland
Chinese models. In the view of Tang, without some blondes with bluc eyes,
buyers from mainland China wil} not be convinced that the event is intemational .
Hong Kong Chinese may he more westernized than mainland Chinese in this
eatly decolonized era in terms of the adoption of western goods, but Hong Kong

" Sec #L5EEAT, (1999, January 26). ACHESEESR . cool #y5? [*The unhap-
py fashion show, is cool over?"], Hong Kong Economic Journal, p. 28.
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Chinese may not be “half-Chinese-half-Westerner” in all cases. Hong Kong Chi-
nese and mainland Chinese, in the eves of Westemers, are Chinese.

10. Conclusion

This study focuses on the relationship between language, culture and identity. I
have aveided seeing language or culture or identity as things, they are seen as
flows of elements which constitute our social lives in this global world. We use
language not because of what we are, we use language to engage in social lives,
to perforrn various kinds of language-games with other social actors. Language
use is a way of becoming: we perform the selves that we perceive ourselves to be.

I have tried to map out the relationship between language, culture and identity by
discussing the phenomenon of code-switching in Hong Kong pepular magazines
in the early postcolonial era. I have not, as some of the readers may have noticed,
deliberately related language use to postcelonialism or colonialism. [t is believed
that different contexts are contesting with each other. 1997 is undoubtedly sig-
nificant to a lot of Hong Kong people, but economically, Hong Kong is still com-
peting with other encounters at a global level. More signs indicate that the world
is becoming more and more globalized. It is believed that globalization may also
have an equally profound impact on Hong Kong society as decolonization.
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Implementing the Medium of Instruction
Policy in Hong Kong Schools

Anita Y.K. Poon
Department of Education Studies, Hong Kong Baptist University

ABSTRACT

A well-planned educational policy does not mean that the policy will necessarily be
carried out in practice. The medium of instruction policy, a species of educational
language policies, has been one of the thorny issues facing the educational sector of
Hong Kong for decades. This study investigates whether the medium of instruction
policy stiputated in the Education Commission Report No. 4 in 1990 — the streaming
policy — was being implemented in four Hong Kong schools in the first year of its
implernentation between September 1994 and November 19935, It also attempts to
explore the factors affecting its implementation.

This study used qualitative research metheds of interviews and observations to
assess whether the medium of instruction policy was being implemented.

Research indicates that the policy was being implemented to a small extent only in
the four schools. The following five factors immpeded implementation of the policy:
English proficiency, the school’s own language policy, the ‘principal’ factor, the
*“teacher factor” and social values.

Despite the fact that the streaming policy was suddenly brought to a halt in
September 1998 following the Education Pepartment’s release of the ‘Medium of
Instruction Guidance for Secondary Schools’ in September 1997, the issues
pertaining to actual implementation of a medium of instruction policy in schools that
emerged from this study throw light on implementation of the curmrent Chinese
medium instruction policy.

1. BACKGROUND

This paper reports a field study on implementation of a medium of instruction pelicy -
the streaming policy — stipulated in the Education Commission Report No. 4 in 1990,

Longuage and Education in 148 @© 2000 by Linguistic Society of Hong Kong
Posteolonial Hong Koig 962-7578-053 Al nghils reserved.
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The field study forms patt of a larger project that mvestigates Hong Kong’s medium of
instruction policy at both the policy and implementation levels.'

The field study was conducted in November 1995, one year after the official
commencement of the streaming policy in Septemiber 1994, According to the
schedule of the policy, a document providing ‘Firm Guidance® (hereaficr referred to
ag the “Firm Guidance') would be issued by the Education Department to schools
and full implementation of the streaming policy would take place in 1998-99
(Education Commission, 1990:112), Newvertheless, the ‘Firm Guidance’ — the
document entitled “Medium of Instruction Guidance for Secondary Schools’ — issued
in September 1997 (by the Education Department, not by the Education
Comumission), and which was meant to facilitate fmplementation of the streaming
policy, actually abolished ihe policy and replaced it with 2 new medium of
instruction policy — the Chinese medium instruction policy. The mnexpected sudden
change in policy was a political decision due to the changeover of sovereignty in
1997 (for further analyses of the Chinese medium instruction policy and the
streaming policy, see Poon, 1998).

Although the streaming policy has been abandoned, issues perfaining to actual
implementation of a medium of Instruction policy in schools that emerged from this
study shed light on implementation of the current Chinese medim instruction policy
in post-1997 Hong Kong.

2. INFRODUCTION

Traditionally, Chinese has been used as a medium of instruction in Hong Kong primary
schools, and prior to September 1998, thc majority of students were supposed to learn
through the medium of English after primary.

The sudden shift in the medium of instruction In secondary generates confusion in the
language situation at school. Prior to 1678, there was a clear distinction between two
types of secondary scheols: namely, Anglo-Chinese schools using English as the
medium of instruction, and Chinese middle schools using Chinese as the medium of
nstruction. The problem of using English as a medium of instruction in secondary
scheols was not so serious then, in that the education system was basically elitist, and
those who were offered govemment subsidized places in secondary schools could
overcome the hurdle of language in one way or another (Poon, 1993). However, with
the rapid expansion of education, the problem of medium of instruction became acute,
and reached alarming proportions by the 1980s. After the introduction of O-year free
and compulsory education in [978, the distinction between Anglo-Chinese schools and
Chinese middle schools was blurred (Johnsen, 1994). Using English enly or Chinese

' My book entitled Medium of Instruction in Hong Kong: Policy and Fractice is
an outcome of this larger project. It will be published by the University Press of
Anmerica.
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only as the medmm of mstruction is rare. The majority of teachers resort to the use of
mixed code, i.e. mixing both English and Chinese in a discourse. The extent to which
how the two languages are used varies, ranging from using Engiish most of the time and
mixed with some Chinese explanation, to using Chinese most of the fime and mixed
with some English termmology.

The confusing language situation in schools is reinforced by people's perceptions of
the Chinese and English languages. English has always assumed a supreme status in
the minds of Hong Kong people. Despite a recent shifi in the role of English in Hong
Kong from a colonial language to an international language (Johnsen, 1994; Lord,
1987), and a boost in the status of Chinese as a result of legalization of the Chinese
language in 1974 and the changeover of Hong Kong in 1997, English is still more
highly regarded than its counterpart Chinese. This largely accounts for the
overriding preference for adopting English as the medium of instruction in schools,
notwithstanding the fact that multiple problems have arisen, such as the nse of mixed
code in teaching.

The Janguage issue of lowering English proficiency and the subsequent increased use of
mixed code as the medium of instruction has been seen as one of the most important
education issues in Education Commission Reports since 1984, Both the Education
Department and the Education Commission even set up working groups to investigate
this language issue in 1988 and 1993 respectively, and four full reports exclusively on
the language issue have been published (Education Department, 1989; Education
Commission, 1994, 1995, 1996). The significance of this langnage issue to the Hong
Kong educational sector, as well as Hong Kong society, as a whole is beyond doubt.

3. THE MEDIUM OF INSTRUCTION POLICY — THE STREAMING
POLICY

In its No. 4 report, the Education Commission (1990} put forward a framework for
language reform, which claimed to be a coherent and comprehensive framework
lacking in the previeus Education Commission Reports.

The Education Cornmission (1990) recognised that it is more effective to use either
Chinese or English rather than a mixed code as a2 medium of teaching and learning.
In view of the fact that students would be disadvantaged if they studied in a2 medium
in which they are not proficient, the Education Commission (1990) proposed that
students be grouped according te a medium of instruction most appropriate for them.

While catering to the needs of the Hong Kong economy, the proposed framework has
alse had to ensure that the needs of the individuals are met. Research indicates that
‘only arcund 30% of students may be able to learmn effectively through English’
{Education Commussion, 1990:102). However, many parents still believe that English-
medium instruction provides better tertiary education and employment opporfunities for
their children.
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The overriding belief of the Education Commission (1990) is that school authorities
should be given free and responsible choice to make decisicns for their own schools.
However, parental preference for English-medium education exerts great pressure on
schools. Therefote, scheols still adhere fo the label of English-medium teaching
(whereas m practice they offer mixed-code teaching), fearing that if they switch to
Chinese-medium on their own, they will receive lower band students (Education
Comymission, 1990). To resolve this dilemma, the Education Commission proposed to
set a timetable for all schools to adopt a clear policy regarding medium of instruction.

Despite interruptions and changes, the medium of instruction policy — the streaming
policy — was in force in September 1994. The Academic Aptitude Test (AAT) would
be administered to all Primary 6 students by the Education Department. The schools’
internal assessments of students (at the end of Primary § and during the mid-year of
Primary 6) which wounid be scaled by the AAT were fimally adopted as the
instument of Medium of Instruction Grouping Assessment (MIGA) to determine
which students should use which medium, MIGA is still being used in the current
compulsory Chinese medium instruction policy.

On the basis of the assessmeni results, students are smeamed into three groups
according to their language ability. Group I students are the top students able to
learn effectively in either English or Chinesc. Group II students are the students with
lower language ability. They should be able to learn more effectively through the
Chinese medium. Growp III students are the average students able to lcarn betier
through the Chinese medium but probably also able to leamn effectively in English,

In the framework of streaming policy, schools were grouped into three types:
Chinese-medium, English-medium and two-medivm. Schoaols were free to choase
their medium of instruction and the proportion of classes in each medium.

The results of student grouping assessments are issued (o both parents and schools
every year. Parents were free to choose any of the three types of school for their
children.?

4. RESEARCH QUESTION

Policy seiting and policy implementation are different processes of policy-making
(Pal, 1992). A well-planned policy does not mean it will necessarily be carried out in
practice. A review of Hong Kong’s educational papers indicates thai many policies,
such as the communicative English syllabus introduced in 1983, look ‘good’ on
paper but in practice, are not really fmplemented in schools.

! Parents are no longer given any choice in the framework of the present
compulsory Chinese medium instruction policy.
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One should not doubt the good will of the Education Commission (1990} when 1t
claimed that the Medinm of Instructien Grouping Assessment would help schools to
reduce the use of mixed code and thus increase the language proficiency of students.
However, the purpose of this paper was te establish whether the streaming policy
would be implemented. The paper also attempted to examine to what extent and in
what manner the medium of instruetion would be implemented. In addition to these
two research guestions, 1 have attempted to explore the factors contributing to or
impeding implementation of the policy in four schools during its initial phase of
implementation.

5. METHODS

This study drew upon qualitative research. 1 conducted field research in four Hong
Kong secondary scheols during 6-10 November 1995, The school sites of my study
were selected using purposive sampling. The rationale for purposive sampling is to
understand or gain insight, so the researcher selects a sample from which s/he can
learn the most, based on his/her knowledge and informed judgment of the population
and the nature of the research aims (Babbie, 1992; Merriam, 1988; Patton, 1990).

A, Scireol sites

The four schools were selected from a total population of 386 secondary schools in
Hong Kong (1995-96 figure). The schools that were selected needed to, on the one
hand, illustrate the differences between schools, and to cover the major types of
schools with regard the use of medium of instruction. On the other hand, the size of
the sample needed to be manageable within the period of time allotted to a field
study that was conducted by a lone researcher. In view of both methodological and
pragmatic considerations, I selected four schools as my field sites, recognising that
further mmvestigation will be important in the future but, necessarily, must be beyond
the scope of the present study.

The following are the criteria for choosing the school sites based on my knowledge
and informed judgment of the atiributes of the universe:

(1) The sample schools should be mainstream schools, not the ‘clite schools’,* since
‘elite schools” are not representative in terms of the whoele school population.

> ‘Elite schools’ refer to those schools established towards the end of the
nineteenth century and the early twentieth century. They include several
government schools and 22 grant schools. They are the top Band | schools in
Hong Keng.
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{2) The sample schools should reflect the range of banding. Heng Kong schools are
categorized mto five bands according to the academic attainment of siadents.
Band ! schools are at the top with Band 5 schools at the bottont.

(3) The medium of instruction options of the sample schools should be
representative. There were five school choices prior to September 1998: ‘Chinesc
(C)', *English (E)’, *Chinese/English by class (CVE by class)®, ‘Chinese/English
by subject (C/E by subject)” and ‘Chinese/English by class and by subject (C/E
by class and by subject}” (sec Figure 1 below).

{4) The Education Department’s advice to the sample schools regarding the medium
of instruction options should be representalive. The Education Department
streamed schools mto three types: Type 1 (Chinese or English) ~ the so-called
English-medium schools; Type 2 (Chinese) - the so-called Chinese-medinm
schools; Type 3 (Chinese/English by class) - the so-called two-medium schools
(see Figure 1 helow).”

(3} The modes of language use in the sample schools should be representative. The
following modes of language use were practised by schools in Hong Kong prior
1o September 1998: (he English mode, the Chinese mede, the bilingual maode of
streaming by subject, the bilingual mode of streaming by level, the bilingual
mode of sireaming by subject and by level, the bilingual mode of streaming by
class, the bilingual mede of streaming by class and by subjec,

The above descriptors - mainstream schools versus ‘elite schools®; banding and
academic aftainment; medium of instruction options; bilingual mode of language
use — are conceptual rather than logistical. They establish the boundaries of the
poputation and distinguish between schools that satisfied requirements for the study
and those that were excluded from consideration (LeCompte et al., 1993). They are,
therefore, good criteria. Figure | indicales the spread of schools in terms of the
medium of instruction option,

Bascd on the above five criteria, four schools were chosen as my sample schools.
Figure 2 highlights the selection in terms of the criteria,

The following four kinds of schools were deliberately excluded from my sample
since they are not typical. Moreover, only a small number of schools fell into these
categories compared with the total population of some 336 secondary schools in
Hong Kong as at 1993-96;

! According 1o the Education Department’s statistics, in 1995-96 there ouglit to

be 14-16% English-medium schools, 38% Chimese-medium schools and 46%
two-medium schools.
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School’s Chinese  English Chinese/E Chinese/En Chinese/En

choice glish ish ish by Cla
class Subject and

94/95 94/95 95/9 Subject

ED’s advice 95/96 04/05 94/95 95/9 94/95 95/9
95196

Typel 0 0 55 60 0 1 10 0

{Chinese

English)

Typel 38 5 36 42 9 56 46 1 4

(Chinese)

Type3 7 1 128 129 6 40 29 2 3

(Chinese/

English by

Class}

New Schools 0 4 090 2 0 0 0

Total 45 6 223 231 15 59 76 3 7

* Underlined bold-faced figures refer to schools using medium of instruction not in

accordance with the Education Department’s advice

Figure 1: A comparison of the Education Department's advice and schools’
choice of medium of instruction in 1994-95 and 19%5-96 school years

(Source: Board of Education Information Paper No. 8/95})

School A
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School’s E
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C/E by subject
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medium schoo medium schoo

Maode of
Language

Bilingual mod
of streaming b
subject and by
level (about I
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C and halfin

School C

3
E(1994-95)
C/E by subject
(1995-97)
Type 3
{1994-96)
Type 2
(1996-97)
E(1994-95)
Bilingual mod
of streaming b
subject and by
level(1995-96

School D
5
C/E by subject

Type 2(Chinese
mediurn school

Bilingual mode
of streaming by
subject and by
level(only 1
subjectin E an
the rest in CY

*Unless otherwise indicated, this is a description of the schools since September

1994 to August 1998,

Figure 2: Selection of school sites
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(1) Both the school's choice and the Education Department's advice are ‘Chinese’ *

(2) Both the school's cheice and the Education Department's  advice are
‘Chinese/English by class’.

(3) The school option is ‘Chinese/English by class and by subject’ and the Education
Deparmment's advice 1s ‘Chinese/English by clasgs’.

(4) The schools using the Chinese mode, or the bilingual mode of strearning by class
and its variant.

Above all, the four schools that I chose for my field study are tolerably typical,
especially given the small population size and the adoption of a purposive sampling
method.

B. Inferviews and fesson observafions

Data of the present sudy was collected from interviews and Jesson observations.
The type of inlerview undertaken in my research was the face-to-face semi-
structured interview, employing tape-recording and supported with fieldnotes, The
advantage of this format is to allow the researcher ‘to respond to the situation at
hand, to the emerging worldview of the respondent, and to new ideas on the topic’
(Merriam, 1988:74},

Non-participant observation is the mode of cbservation that best served the purpose
of my study. Observing lessons in four schools added new dimensions for
understanding the context and the phenomenon being studied (Yin, 1994). The
insights obtained from observations enabled me to judge from my own perspective
rather than from other people’s the validity of the data gathered from other sources.

For cach school, I interviewed the principal, the vice-principal(s) (if any), the
teachers of the content subjects assessed in the Medium of Instruction Grouping
Assessment (1.¢. Science, Mathematics and Social subjects), and the students.
Altogether T interviewed 4 principals, 3 vice-principals, 21 teachers and 24 students.
The principals’ interviews each lasted 1 hour 30 minutes w 2 hours, the vice-
principals’ 45 minutes to 1 hour, the teachers’ 35 to 40 minutes, and the students’ 15
o 20 minutes,

For each school, I abserved four Secondary 2 classes of the three content subjects
assesscd. Bach lesson lasted 40 minutes. Altogether [ observed 16 lessons.

* As indicated in Figure 1, the figurc was 51 in 1995-96. Qut of these schools,
more than half are traditionally Chinese-medium schools. That means they are
by no means influenced by the streaming policy started in September 1994,
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6. DATA
A. Sehaol A

School A was a Band 1 school, Its medium of instruction option was ‘English” in the
Education Department’s record both before and after September 1994. School A’s
choice coincided with the Education Department’s advice that School A being
classified as a Type 1 school could use English as the medium of instruction.

According to the first vice-principal {VPal), School A’s choice of medum of
instruction in the Education Department's record had abways been ‘English’, but
mixed code was predominantly used prior to September 1994. In response to the
Education Department’s medinm of instruction policy, the former principal who
resipned in August 1995 due to personal reason decided to change the actual
medium of instruction in class from mixed code to English. The vice-principals
(VPal, VPa2) and four teachers interviewed (Ta2, Ta3, Tad, Ta3) confirmed the fact
that the former principal made the decision without prior consultation with the staff.
He then proposed it at the Executive Board Meeting in 1993. The views of those
teachers attending the Executive Board Meeting were divided. Finally, the former
principal announced the decision at the Staff Meeting. Little opposition was
expressed at the meeting because the teachers of School A were rather submissive,
according te VPal,

The former principal was very firm on implementing the English medium pelicy.
VPal speculated that the former principal’s conviction in English-medium education
was partly due to his own background - he graduated from an ‘elite school’ and so
was very fluent in English. The rationale offered by the fonmer principal was three-
fold. Firstly, School A had to become a rea! English-medium school in order to
attract the top students in its competition with another Band 1 school and several
new schools in the district. Secondly, the Education Department’s Medium of
Instruction Grouping Assessment then indicated that about 99.9% of School A’s
Secondary 1 students were able to learn through English. Thirdly, the former
Principal anticipated that English would continue to play an important role in Hong
Kong even after 1997 because Hong Kong is an international city.

Both vice-principals admitted that initial implementation of the English medium
policy in 1994-95 seemed rather smooth, albeit some opposition from teachers of
Cuitural subjects when the policy was first piloted in 1993-94. Those teachers who
were strongly opposed to the policy resigned later, according to the second vice-
principal (VPa2).

Since the former principal was very firm about creating an English environment in
school in order to promote English-medium education, English was extensively used
during 1994-95, even in Physical Education lessons, on Sports Days, during
assemblies and other school functions.
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There was not any formal evaluation of the policy, except some infarmal evaluation
conductled by individual subject panels. It was reparted that the English mediuvm
policy was smoothly implemented in School A, and ne problem was identified,

With respect to the students, Va2 said their English standards were high enough (o
receive English-medium education. The students took an English iest conducied by
an external body in 1994-95, and the results were better than some students in ‘clite
schools’. The results of internal tests and examinations did not indicate any problem
either. Surveys on Secondary 1 stidents’ responses to English medium mstruction
were conducted by VPal in the previous two academic years (1994-96). According
to the resuits of 1994-95, about 80% of students experienced little or only a little
difficulty in adjusting to English medium instruction. About 1/5 of students said they
could start using English as a medivm of learning, and 3/5 said they needed a Ionger
time to get used to learning through English,

The new prineipal of School A {Pa), who had been in office for about two months at
the time of the interview in November 1995, also found that the English medium
policy was being smoothly implemented in School A. The only problem he saw was
the English proficiency of the teachers. From what he observed in classes, aboul
more than half of his teachers were able to teach in English only. The rest used
English mixed with Chinese. Some even used up to more than 90% Chinese. ‘I have
reminded the teachers of using more English in class, but some of them really can’t
use English as a medium of instruction. What can the principal do? Fire them? It's
impossible!” said Pa.

Pa’s view was echoed by the two vice-principals, whe both thought the greatest
hindrance fo implementation of this policy was the English competence of the
teachers. VPal observed the classes of all the teachers teaching Secondary | and
Secoundary 2 in 1994-95. They were all conductad in English. Nevertheless, VPal
did not rule out the possibility that some teachers might use Chinese behind her back.
Some teachers disclosed 1o her that it was not easy to explain some difficult concepts
in English. Her suggestion was to try to explain in English first. and then in Chincse.
VPal was of the view that some teachers did not use English medium, not because
they were not making any effort, but because they were not competent in using
English as a medium of instruction. Likewise, VPa2 admitted that for the same
reason some teachers switched the medium back to Chinese after the first year of
unplementation.

According to five teachers interviewed (l'al, Ta2, Ta3, Tad, Ta6), the new policy
definitely exerted some pressure on the teachers, All six leachers inferviewed
reported using more English in class after September 1994, yet to various degrees.
Both Ta3 and Ta5 claimed to use English only in class, and their clairt was
confirmed by my lesson obscrvations. Tad admitted his English not good, and et he
had to use 90% English during 1994-96, a reverse of what he did before
implementation of the English medium policy. Tal said that he used more English
with his Integrated Science class, but more Chinese wiih his Economics class. He
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usually explained in Chinese but drew his conclusion in English to ensure that his
students knew some English terms. He had sought the permission of the former
principal to use mixed code,

Contrary to their colleagues, both Ta2 and Ta6 did not think they abided by the
school policy, although they increased the percentage of English used in their clesses.
Ta2 admitted that he was handicapped by his limited English ability. He said that he
would still use mixed cede even though the school forced him to use English. He
would put up a show during the inspection of the Department of Education.
According to Ta6, his Panel Chairperson was aware of the non-compliance of some
teachers, but there was some understanding between them. As long as the results of
students were good and the teacher did not create problems, the Panel Chairperson
would keep quiet. But formally the Panel Chairperson would not give permission to
use Chinese medium or mixed code, If the Panel Chairperson observed classes, the
teachers would know what to do — make good preparation and use English medium
in that lesson. Were he forced to use English medium in all lessons, Ta6 said that he
would have no cheice but to quit the school, or even leave the profession.

The students reported that English was mostly used in class and Chinese was
sometimes used in Mathematics, Integrated Science, History and Geography under
the following circumstances: (1) translation of some terms in Chinese; (1) some
difficult concepts; (3) some key points that required special attention; (4) certain
things that some classmates did not understand. In general, more English was
reported 1o have been used in 1995-96 than in 1994-95.

After the arrival of the new principal, some changes pertaiming to langnage use took
place. For example, there was a shift of medium from English to Chinese in Cultural
subjects (viz. non-acedermc subjects such as Music, Art, Physical Education) in
School A, as the Education Department changed its policy and Cultural subjects
would no longer be included when assessing language use in schools. Hence, all
those schools using English as the medium of instruction in Academic subjects only
would be categorized as English-medium schools regardiess of whether Cultural
subjects are taught in Chinese.

In addition, the Principal mads it optional to use English in moming assemblies, and
most students and teachers opted for Chinese. Pa said it had been decided that
Chinese only would be used in moming assemblies in the following academic year
1996-97.

The principal and the vice-principals of School A admitted that the principal’s
decision was vital and it definitely impacted on implementation of a school palicy.

EB. School B

School B was a Band 2 school. [ts medium of instruction was ‘English’ prior to 1986,
and ‘Chinese/English’ after 1986 in the Education Department’s record. Apparently



Implementing the Medium of Instruction Policy 159

School B’s choice maiched with the Education Department’s advice for Type 3
schools to use either English or Chinese as the medium of instruction. However, in
practice School B did not follow the Education Department’s advice to stream
students by class, whereby the whole class should learn through the medium of
either English or Chinese. Instead, School B streamed students by subjects, whereby
the Science subjects were taught in English and the Axts subjects were taught in
Chinese.

The pnincipal of School B (Pb) admitted that School B basically ignored the
Education Department’s medium of instruction policy, butl followed the school’s
own policy. School B had quite a long history of using both Chinese medium and
English medium for different subjects. The ‘streaming by subject’ policy was
mitiated and promoted by Pb. The teachers interviewed confinmed that the policy
was initiated by the Principal. It was a collective decision made at a staff meeting by
votes.

All the teachers interviewed were in support of the schoel's streaming-by-subject
medium of instruction policy. However, during the process of implementatian, there
were problems. The ‘old” teachers interviewed admitted that initially there was some
opposifion among the staff, especially from the Science teachers, Their main
concern was the reputation of the school, which would directly affect the intake of
students. Some teachers (Tb2, Tb3) interpreted the lowered banding of School B a
few years ago as an effect of switching to Chinese medium, Th3 believed that had
Schoel B centinued to keep the label of English medium, they would have attracted
more Band 1 stadents. Tb3 said that the feelings of uncertainty were high among
some teachers during the two years when the streaming-by-subject policy was
suspended at Secondary 3. Some teachers claimed that they would not suppori the
use of Chinese medium if the factor of 1997° did not exist.

In addition to the doubts and hesitations of some teachers, the policy was not well
received by parents in the first few years of implementation. Lach yecar about 10
parents of Band 1 students withdrew their children’s enrolments from School B.
According to Th3, even at the time of the interview some primary school teachers
adviged their students not to choose School B because it had changed the medium of
instruction of half of its eurriculum to Chinese. That was why Pb had (o explain to
some primary schools and parents the benefits of using Chinese medinm. Th3
remarked: ‘It's useless because their values are deep-rcoted.” Nonetheless, Tb3
admitted that the situation had improved in the recent few years. The intake of
students was better because of the following two faciors: (1) good resulis in the
external examinations due to the streaming-by-subject medium of instruction policy;
{2) the imminence of 1997,

% The Sine-British Joint Declaration was signed in 1984, Hong Kong was
returned to China in 1997
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Pb was asked to evaluate the ‘by subject’ medium of instruction policy. He said it
had been well implemented in School B. Their students achieved very good results
in both the Hong Kong Certificate Education Examination and Hong Kong
Advanced Level Examination,” much better than any other Band 2 schools using
English medium instruction, As for the teachers, Pb did not think that they would
have problems with switching to Chinese medium. The teachers interviewed
confirmed that they found it more convenient to use Chinese medium although they
had to spend some time preparing lessons at the beginning. However, the
Mathematics and Science teachers were admitiedly under more pressure because of
the use of Bnglish medium in these subjects. Pb, on the other hand, claimed that he
did not exert any pressure on. those teachers to use English medium.

Commenting on the language use in Mathematics and Science subjects, Pb admitted
that the actual language use in class was mixed code, not English only. It was at the
discretion of the teachers how much English was used. According to the observation
of Pb, one or two Science teachers taught mostly in English, but in other
Mathematics and Science teachers’ classes, English was not often used. Th3, a
Science teacher, admitted that he used mostly Chinese mixed with some English
terms in upper forms. He anticipated that there would be problems on the part of
both teachers and students if English only were enforced. Were he forced to use
English medium in class, he would simplify his teaching, which meant that lessons
would be less fun and involve less student participation. He would also put up a
show during the inspection.

All the students interviewed reported that Chinese only was used in Economic and
Public Affairs, Geography and History. Chinese was mainly used in Integrated
Science, but the teachers also introduced some terms in English. Mathematics, the
only subject presumably taught in English medium at Secondary 2 level, was
reported to be taught in mixed code, and the amount of English used varied from
teacher to teacher (from 30% to 80%). The ways that both languages were used in
¢lass also differed. Some teachers used mainly Chinese buil mixed with some
English terms; some teachers explained in English first, then in Chinese; some
reachers used mainly English but explained some difficult concepts in Chinese. The
students found it difficult to understand the lesson if it was taught in English only.

My observation of a Mathematics lesson confirmed that the teacher taught mainly in
Chinese with some code-mixing and code-switching. The teacher’s English was very
poor. I had a short conversation with the teacher after the Mathematics lesson. She
said that she used to teach in Chinese but mixed this with some English terms.
However, starting in 1994, the Principal required the Mathematics teachers to use
more English in class, so afterwards she tried to explain in more English. She

? The Hong Kong Certificate Education Examination and the Hong Kong
Advanced Level Examination are public examinations for all Secondary 5 and
Secondary 7 students respectively.
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thought that if English only were used in her Mathematics class, the students would
not be able to understand the lesson.

C. Schooi ©

School C was a Band 3 school. Its medium of instruction gption in the Education
Department’s record was ‘English” prior to  1994-1995, but changed to
‘Chinese/English’ in 1995-96. Apparently School C's choice in 1995-96 {the year in
which the research was conducted} matched with the Education Departinent's advice
for Type 3 schools to use either English or Chinese as the medium of instruction.
However, in practice School C did not follow the Education Department's advice (o
stream students by class, whereby the whole class should learn through the medium
of either English or Chinese. Instead, School C streamed students by subjects,
whereby only Econontic and Public Alfairs was taught in Chinese and ali other
subjects were tfaught in English.

When asked why School € made a change in its medium of instruction option lrom
‘English’ to ‘Chinese/English’ in 1995, the Principal (Pc) said that the former
principal had held some staff meetings and Panel Chairs Meetings during the school
years 1993.05 to discuss the issue of medium of mstruction option. Many {eachers
expressed their preference for Chinese medium instroction, but no one dared to take
the fist step, including the former principal. The conclusion was to adopt a wait-
and-see attitude, and observe what other schools would do. It was decided 1o
maintain the English-medium option in the Education Department’s record for 1994-
95. During 1994-95, the former principal sought advice from ail panels regarding the
medium of instruction option for 1995-%6. The majority of Ceonamic and Public
Affairs teachers agreed to change the medium of instruction to Chinese in Secondary
1 in 1995-96, based on the significantly better resulis of some studems who opted
for answering the Economic and Public Affairs paper of the Hong Kong Certificate
Education Examination in Chinese in the previous two years. No other subjects
followed. The decision of changing the medium of instruction option from "English’
to ‘Chinese/English’ was thus made. '

Commenting on the decision-making of the school’s option to use English medium
for 1994-93, the Vice Principal (VP¢) said it was a personal decision of the former
principal, who simply informed the Panel Chairpersons at the Panel Chairs Mecting,
without prior consultation and discussion,

Referring to the impact of change of medium of insiruction from ‘English’ to
*Chinese/English’™ m 1995-96 on the school, Pc said that the banding of the intake of’
Secondary 1 students for 1996-97 was further lowered. She was not sure whether it
was the impact of the change of medium of instruction, or whether there were other
coniributing factors.

A teacher interviewed (Te3) talked about the impact of the subject panel Lconomic
and Public Affairs’ decision to change its medium of instruction on the morale of



162 Anita Y .K. Poon

teachers during 1994-95. The feachers were not optirmistic because the former
principal was going to leave, The effect of the Bridging Program, which was meant
to help schools to implement English medium instruction, was not good. They
worried about the intake of the school They all knew that the school would change
its medium to Chinese one day. Meanwhile, they adepted 2 wait-and-see attitude.

Being the Panel Chairperson of Integrated Science, Te3 also talked about the
response of her Panel. The Integrated Science teachers were afraid that if once their
subject changed to Chinese medium in Secondary 1, it would also affect Secondary
4 and above. Since the school did not give any clear instruction on future language
policy, they preferred maintaining the status quo. According to Te3, the Chemisty
Panel strongly opposed to the change.

As School € opted for ‘English” medium in 1994-95, the former principal, according
to Tc3, requested the teachers to use English medmum instead of mixed codc;
otherwise, the Education Department would intervene. Some subjects used the
Bridging Program in 199495, but the effect was not good, so they switched back to
mixed code. For example, a teacher interviewed (T¢2) admitted that he used 90%
English in 1994-95 mainly because of the Bridging Program. He switched back to
more Chinese in 1995-96 (only 20%) because the direction of the school was not
clear, and English medium nstruction would definitely hinder students’
understanding in School C.

Commienting on the language use in class, Pc regretted that they could no longer use
English only as before. Different kinds of mixed code were used, depending on the
level of the class, and the language demand of the subject. Pe’s view was echoed by
the teachers mterviewed. They all admitted using mixed code to different degrees.
Most teachers taught mainly in Chinese but mixed with English terms (Tcl, Te2,
Te3, Ted}. Te3 recalled using English only in the first few years in this school (i.e. in
the mid-1970s), but gradually she had to employ mixed code because of the
declining English standards of students. Then she taught mainly in Chinese but
mixed with some English terms. Even the Vice-Principal admitted that he used
mixed code all the time.

The students mterviewed reported different percentages of English used in class,
from 10% to 80% English, depending on the subject and the teacher. They all
preferred mixed code because if English only were used, they would not be able to
understand the lesson. However, they did not want to be taught in Chinese only
either becanse they did not want to study in a Chinese-medium school.

My observations confirmed that lessons were mainly conducted in Chinese mixed
with English terms. Some teachers’ English was rather proficient but others’ was
VEIY DOOL.

School C received a letfer in November 1995 from the Education Department
advising the school to change its medium of instruction from “Chinese/English’ to
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‘Chmese” in 1996-97. Pe said the matter was discussed at a Panel Chairs Meeting.
One Culwral subject (ie. Home FEconomics) would follow the footsteps of
Economic and Public Affairs and switch to Chinese medium in 1996-97. Some other
subjects also had the intention of changing their medium of instruction, but the
decision was pending. Econcmic and Public Affairs proposed to take a further step
and change the medium of Secondary 4 and Secondary 5 to Chinese. This proposal
was tumed down by the Principal and Vice-Principals after consulting the Panel
Chairpersons, because when these two cohorts of students were first admitted to the
school several years before, they were supposed to learn through the medium of
English. Both the Principal and Vice-Principals thought that they had to be
accountable to the parents. Their option for 1996-97 would still be 'English/Chinese’.
In other wordg, they would not take the advice of the Education Department to
change its option to Chinese medium. The Vice-Principal was worried about the
future intake because the school was labelled as a lower band school. The morale of
both teachers and students would be alfected.

D. School D

School D was a Band 5 school. Its medium of instruction was ‘English® before 1985,
Its medium of instruction option in the Education Department’s record was changed
to *Chinese/English’ after September 1994, Apparentty School D’s choice did not
match with the Education Department’s advice for Type 2 schools to use Chinese as
the medium of instruction. However, in practiceé School D used Chinese as the
medium of insiruction in all subjects except Mathematics.

According to the Principal (Pd), School D used w be mn by western priests.
Traditionally this school adopted a laissez-faire policy. The school had ne system.
There was no Academic Board, so there was no decision-making process. The
school did not have any medium of instruction policy, and there had never been any
discussion pertaining to medivm of instruction at staff meetings.

Prior to 1985 the intake of School D was good and English was used as the medinm
of instruction. In 1985, Pd (the then Panel Chairperson of Economic and Public
Affairs) detected that English was no longer a suitable medium of instruction for
their students, so he proposed changing the medium of instruction of Econemic and
Public Affairs at Secondary 4-35 levels to Chinese. The then Principal (a priest} did
not have any objection. All other Panels of Arts subjects changed their medium of
instruction to Chinese in Secondary 4-5. Two yecars later, Integrated Science,
Economic and Public Affairs and Geography alse changed their medium to Chinese
in lower forms {Secondary 1-3), The medivm of Mathematics (Secondary 1-7) and
Science (Secondary 4-7) remained English until 1995, Since September 1995,
Mathematics has been the only subject left using English medium in Secondary 4
and above,

An Academic Board comprising the Principal and Panel Chairpersons was formed
since Pd was in office in 1993 The issue of medium of instruction used in
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Secondary 4 Science was first discussed at the Academic Board during 1994-95, and
then at the staff meeting. It was decided to change the medium of Science to Chinese
with effect from September 1995,

The “old® teachers interviewed (Td3, Td4, Tdo) confirmed that it was a collective
decision to change the medium of instruction from English to Chinese. The issue has
been debated over the previous few years. The teachers pointed out that there were
voices of opposition especially regarding the medium of instruction in senior form
Science subjects because some teachers still had hopes to attract more able students
with the label of English medium. Then in 1994 these teachers gave in because the
level of English of that year’s Secondary 4 students was so low that the teachers felt
that it was impossible te use English medium.

Pd said that they had not encountered any problems in the implementation of the
Chinese medium policy. The teachers did not have any complaints although some of
them were not fampiliar with the Chinese terms at the beginning. They resorted to a
glossary for lower form Science prepared by the Education Department. Their Panel
Chalrpersens were responsible teachers, who spent much time making adaptations in
the curriculum, locking for suitable Chinese textbooks and preparing materials.

Concerning the actual language use in class, both the teachers and students
interviewed reported that Chinese only was used in all subjects including
Mathematics — the only subject claimed to use English medium in the Education
Department’s record. My lesson observations confinmed what the teachers and
students said. Pd admitted that they used a ruse when they claimed the medium of
instruction af Mathematics was English. The studenis used English Mathematics
textbooks, but the actual medium: of instruction in class was Chinese only, The
purpose behind, according to Pd, was to maintain the label of ‘Chinese/English’ in
the Education Department’s record in order to attract better students,

As for the effect of switching to the Chinese medium in class, the “old’ teachers all
agreed it really made a big difference. The students understood lessons better and
had more participation in class. Td6 said that formerly all the students in the weak
classes failed in his subject with very low scores (i.c. less than 20 marks}, but after
the change to Chinese medium their marks were much higher and a few of them
even scored 70 marks. On the part of the teachers, some experienced a Iilile
problem — translating English terms to Chinese terms. However, Td6 admitted that
with some classes (e.g. the weakest classes in Secondary 3} students were not
motivated to leamn and they refused to listen even though Chinese was the medium
of instruction. My lesson observations confirmed that some lower ability classes had
serious disciplinary problems, which had nothing to do with the medium of
instruction.
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7. ANALYSIS AND FINDINGS

The purpose of this section is to investigate whether the Hong Kong government's
medium of instruction policy was being implemented in the four schools based on
the primary source of data reported above,

A. Defining ‘implementation’ of the medium of instruction policy in the four
sehools

There are at least three conceptions of “implementation’ operating in the schools
investigated. These are: the Education Department asking schools to choose an
appropriale medium of insouction and the schools act accordingly; matchine
schools’ choices with the Education Department's advice; and ensuring schools 1o
act according to the Education Department’s advice. I refer to the third level of
meaning of ‘implementation’ in my interpretation of the req! implementation of the
streanung pelicy.

B. Extent and aspects of implemnenting the medinm of instruction policy in the
Jour sciaols

£ School A

School A’s choice of medium of instruction was English, which maiched with the
Education Department’s advice. Thus, the government's medium of instruction
policy was being implemented in School A on paper (ie. the second level of
meaning of ‘implementation’), A closer look at the data indicates that the level to
which the government's streaming policy was being implemented in practice {i.c,
the third level of meaning of "implementation’.

If we compare the views of the principal and the two vice-principals pertaining to
implementation eof the English medivm policy in School A, we get a similar
picture — t.¢. the policy was being well implemented in School A However, as the
principal and vice-principals confinued to qualify their statements, a clearer scene of
policy implementation gradually unfolded. Pa admirted that in his lesson
observations about half of the teachers were able to teach in Cuglish only. The other
half used English mixed with Chinese to different degrees. Some even used up fo
more than 90% Chinese, VPal got a different picturc in her lesson observations. All
the lessons were conducted in English, although she admitted that some teachers
might use Chinese behind her back. VPa2 gaid when the policy was first introduced
in 1994.95, the school had more monitoring. He knew some teachers had already
switched back to Chinese after the first year.

The above data suggests implementing the English medium policy is a complicated
malter. Evaluating the extent to which the policy is implemented is even more
difficult, Unless the picture is absolutely clear-cut {i.e. all the teachers and students
use English only in all lessons except in the Chinese language, Chinese Literature
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and Chinese History lessons), it is not easy to measure the degree to which English
medium is used. Different teachers use the medium of instruction in different ways
with different groups of students, depending on their proficiency in the language and
their personal belief in medium of instruction. Comparing the views of the teachers
interviewed in regard to their language use in class yields a range of degrees of using
English in class: from English only to mixed code, and Chinese only most of the
time. Ta3 said he had no problem in using English only in all lessons. His words
were comroborated by my lesson observations. Ta4 sald he used 90% English in
Junior forms, but Chinese only in senior forms. For Tad, it was niore convenient 1o
use Chinese, and the English medium policy was implemented in junior secondary
only at this stage according to the Education Department’s guideline. My lesson
observation of one of Ta4's lessons in funior form affirmed Tad’s claim of language
use. Tal said he used more English than before, but the language he used was
basically mixed code. Likewise, T26 and Ta2 also admitted that they used Chinese
most of the time. The words of these teachers were corroborated by my lesson
observations.

As VPal said, the teachers of School A were submissive and generally abided by the
school policy. I got the same impression in the interviews with these teachers,
However, some of these teachers’ practice in class (i.e. non-compliance with the
school's English medium policy) seems to contravene the words of VPal and my
impression. What accounts for the discrepancy evident among the data? VPal said
the teachers did feel the pressure of implementing the English medium policy.
Furthermore, the principal and the two vice-principals admitted that the English
proficiency of teachers was the greatest hindrance to implementing the English
medium policy effectively in their school. The issue of teachers’ English proficiency
will be discussed below.

To conclude, as VPal mentioned, School A was an exemplar school in
implementing the English medium policy according to the Education Department, in
the sense that School A was making a great effort in putting this policy into practice,
and reportedly examination results and student feedback indicated no major
problems during the implementation process. The aspect of implementation is 2
further clue that suggests School A was really implementing the policy. The English
medium policy was implemented not merely inside the classroom, but also outside
the classroom, covering both curricular and extra-curricular activities, for example,
use of English on sports days, assemblies and so on. Therefore, the government’s
medium of instruction policy {i.c. the streamiing policy then) ¢an be said to be
implemented to a lazge extent in School A according to the Education Department’s
interpretation. However, it can only be said to be implemented to some extent
according to my interpretation of the data collected in the field. Moreover, some data
suggests there were signs that the policy implementation scene in School A might be
gradually changing after the arrival of the new principal (Pa) in Septemiber 1995: for
example, lifting compulsory use of English in morning assemblies and the school’s
opening ceremany. I argue that this possible change owes much to the arrival of the
new principal because data indicates that it was he who initiated the changes.
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ii. School B

School B’s choice of medium of instruction was ‘Chinese/English’, which
apparently matched with the Education Department’s advice on paper. A detailed
look at the break-down of the choice ‘Chinese/English’ reveals non-conformity. The
meode of ‘Chinese/English’ practised by Scheol B was ‘Chinese/English’ by subject,
and the mode of “Chinese/English’ promoted by the Education Department was
‘Chinese/English’ by class. According to the Education Department’s interpretation
of ‘Chinese/Lnglish’, the medium of imstuction policy was not being implemented
in 5¢hool B, neither on paper (ie. the second level of meaning of ‘implementation”),
nor in practice {i.e. the third levcl of meaning of ‘implementation”).

Even within ‘Chinese/English® by subject, my study reveals different modes of
‘Chinese/English’ by subject in practice. For example, School B, School C and
School D opted for "Chinese/English’ by subject, but had different practices. School
B had half of the curriculum taught in Chinese medium and the other half in English
medium, -School C was supposed to employ English medium in most of the subjects
and Chinese medium in only one of the subjects. School 1)°s practice was just the
reverse of School C’s: i.e. most of the subjects taught in Chinese medium and only
one subjeet in English.

I now examine the data to see to what cxtent School B’s ‘Chinese/English’ by
subject policy was being implemented. According to the principal, the Chinese
medium policy was being implemented in Arts and Social subjects. On the contrary,
language use in Mathematics and Science subjects was mixed code to different
degrees. This is a clue that suggests the English medium policy was not being
implemented in Mathematics and Science subjects. ThS, a Science teacher,
confirmed what the principal said. Th3 used Chinese all the time mixed with English
terms. My lesson observations also corroborate the words of both the principal and
Tbs.

Therefore, School B’s ‘Chinese/English’ by subject pelicy was being implemented
m the Chinese-medium subjects, but not in the English-medium subjects. While
partly implementing its own medium of instruction policy, Schocl B was
implementing the government’s medium of instruction policy to the least extent,

Fi. Schoof ¢

School C’s choice of medium of instruction shifted from ‘English’ in 1994.95 to
‘Chinese/English’ in 1995-96. The Education Department’s advice for School C was
‘Chinese/Englishi” in both 1994-95 and 1995-96. Schoal C’s choice did not match
with the Education Department’s advice in 1994-95, but apparently did so in 1993-
56, Like the case of School B, a detailed look at the break-down of
‘Chinese/English’ reveals non-conformity. The mode of ‘Chinese/English’ practised
by School C was *‘Chinese/English’ by subject, and the modc of *Chinese/English’
promoted by the Education Department was ‘Chinese/English’ by ¢lass. Hence,
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according to the Education Department’s interpretation of ‘Chinese/English’, the
medium of instruction policy was not heing implemented in School C, neither on
paper (i.e. the second level of meaning of ‘implementation’), nor in practice {i.e. the
third level of meaning of “implementation’).

I turn now to consider the extent te which School C’s ‘Chinese/English’ by subject
policy was being implemented. The mede of 'Chincse/English® by subject practised
by School C was different from that of School B's. In 1995-96, only Economic and
Public Affairs shifted to Chinese medium, and all other subjects were supposed to
use English medium. According to Pe, in School C English only was no longer used
in class, and different kinds of mixed code were used, depending on the level of the
class, and the language demand of the subject. The vice-principal and the teachers
interviewed affirmed what Pc said. VPc said he used Chinese medium mixed with
some English terms. Tc4 used more English with better classes, about 50%-60%
English. Tc2 said he used only 20% English. All these figures indicate that English
medium was not being used extensively in School C. In fact, according to Tc2, the
school did attempt to implement the English medium policy in 199495 in an
attempt to producc a breakthrough, so the teachers were required to use more
English. In response to the school policy, Ta2 used 90% English in 1994-95, but
shifted back to only 20% in 1993-96. This is a further clue suggesting that School
C’s *Chinese/English’ by subject policy was not being implemented in the English-
medium subjects, which included all but one subject. On the contrary, the
“Chinese/English” by subject policy was being implemented in the only Chinese-
medium subject — Economic and Public Affairs — in School C according to Pc and
Tcl. The data pertaining to language use in class provided by the principal and the
teachers interviewed was corroborated by my lesson observations.

Hence, while implementing its ‘Chinese/English” by subject policy to a small exteat,
School C was implementing the government’s medium of instruction policy to the
least extent. .

iv. School D

School D's cheice of medium of instruction was ‘Chinese/English’, which did not
match with the Education Department’s advice ‘Chinese’ on paper. An ¢xamination
of the data, however, reveals a policy implementation scene different from what it
was supposed to be, The ‘Chinese/English’ claimed to be practised by School D was
the reverse of School C’s, 1.e. *Chinese/English” by subject in the mode of using
*‘Chinese’ in all but one subject — Mathematics, which was supposed to use English
medium, Even with Mathematics, Pd said Chinese medium was actually used in
class although the textbook was written in English. Pd admitted it was a ‘frick’, but
they had to consider the effect of the label of Chinese medium on student intake.
Interviews with the teachers and siudents corroborated the words of Pd. Tdo, a
Mathematics teacher teaching junior secondary Mathematics, said he felt much
happier then because the medium of instruction had also been changed into Chinese
medium in his subject in Secondary 1 to 3. All the students interviewed perceived
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Schoel D as a Chinese-medium school rather than a ‘Chinese/English’ or "English
mediuny’ school. Some even considered ‘Chinese medium® as a contributing factor
when they chose to enter School D, My lesson observations confirmed thai Chinese
medium was used in all four lessons observed, including Ld4 — a Mathematics
lesson of Secondary 2 conducted by Td6.

Therefore, although School D was not implementing the government’s medium of
instruction policy on paper (the second level of meaning of ‘implementaiion’), it
complied with the Education Department’s advice of using Chinese medium in
practice, thus actually implementing the government’s medium of instruction policy
to a large exient.

In brief, from the above analysis and interpretation of the data pertaining to
implementation of the medium of imstruction policy in [our schools, we can
conclude that the Chinese medium policy is much easier to implerment in practice
than the English medium policy provided the school is willing to implement i1.
English proficiency of the teachers has been identificd as one of the problems in
implementing the policy. This will be further elaborated below. Moreover, the extent
to which the government’s medium of instruction policy was being implemented in
these four schools varies. On paper, School A was implermenting it to a large extent
while School B, Scheol C and Schaol D were implementing it to the least extent. In
real practice, School A was implementing it to some extent, School B and School C
were implementing it to the least extent, and School D was implementing it to a
large extent.

8. DISCUSSION

The above findings indicate that there is a great discrepancy between policy setting
and policy implementation. After a policy is set, there is no guarantee that the policy
will be implemented. Even after the implementation process starts, there is no
guarantee that the policy will reaffy be implemented and e the fulest extent. The
manzer and degree to which the medium of instruction policy is being implemented
in the four schools reveal the complexity of the educational policy scene in Hong
Kong. Tt is, therefore, worlh eaploting the factors coniributing io or impeding
implementation of the policy in these four schools. From analyzing the above data,
there emerge the following five factors: English proficiency, the school’s language
policy, the ‘principal” factor, the ‘teacher’ factor and social valucs.

A. English proficiency

The English proficiency of teachers is a crucial factor that affects implementation of
the government’s medium of instruction policy in the classroom. The converging
views of the principals and vice-principals pertaining to the inadequate English
proficiency of the feachers as discussed above are revealing. VPaZ2 and the teachers
af School A admitled that they were under pressure to use English medium. Pa said
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some teachers consistently used Chinese medinm, not because they did not want to
use English medium, but because their English was really poor. My lesson
observations confirmed the fact that some teachers whose English was not very good
still tried hard to conduct the whole lesson in English, like Tad, Ta3. Other teachers,
like Tad, Tbé, who taught most of the time in Chinese medium mixed with some
English words and sentences had a low standard in English, judging from their
pronunciation and fluency in using English. One teacher (Ta3), who strongly
believed in Chinese-medium education but had to abide by the school’s English
medium policy, however, demonstrated a high level of English proficiency.

Apart from the teachers” English proficiency, the students” English proficiency also
impacted on implementation of the English mediuim instruction policy. Except
students of School A whose English was praised by VPaZ as ‘good’, the other
students’ English was c¢riticized by the teachers and principals as ‘poor’. Even the
students themselves admitted that they did not have confidence in using the language.

B. The school’s language policy

Implementation of the Education Department’s medium of instruction policy
depends to some extent on whether the schools have their own medium of
instruction policies and whether these policies match with the Education
Department’s. School A had its own medium of instruction policy ~ the English
medium policy initiated by its former principal — which incidentally matched with
the Education Department’s recommendation. It was, thercfore, highly likely that the
Education Department’s medinm of instruction policy would be implemented in
School A.

Like School A, School B had its own medium of instruction policy — the
*Chinese/English’ by subject policy initiated by Fb. Yet unlike School A, School B's
medium of instruction policy did not coincide with the Education Depariment’s
policy. Pb openly admitted that he ignored the Education Department’s advice, and
that the Education Department’s medium of instruction policy had had litlle impact
on School B, Accordingly, the Education Department’s policy was not likely to be
implemented in School B.

Unlike School A and School B, School C did not have its own medium of instruction
policy. Neither did it abide by the Education Department’s advice to change its
medivm of instniction to mother tongue. Pe admitted that she would simply wait and
gee. So it was uniikely that the Edunecafion Department’s medium of mstruction
policy would be carried out in School C.

School D had its own medium of instruction policy ~ *to go mother tongne’ — which
coincided with the Education Department’s recommendation, But on paper School D
still clinged to 'Chinese/English® by subject — an option not recommended by the
Education Department. So in principle School D was not following the Education
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Department’s advice. Thus the Education Department’s policy would not be
implemented in School D on paper, although it would in spirit and in practice.

C. The principal factor

A further factor affecting implementation of the government’s medium of instruction
policy is the principal whose aftitude largely influences the school’s policy. Pb and
Pc pointed ont that the non-compliant and wait-and-see attitude of principals would
be a hindrance to mnplementing the medium of instraction pelicy, Far from being a
slim evidential base, the converging views of the participants arc revealing -
norwithstanding the small number of people interviewed. Pb and Pc, themselves
being principals, maintain contact with other principals in Hong Kong, especially Pb
who has been an Executive Comumittee member of two local educational bodies.
Hence their views are data-based, not based solely on their own immediate
impressions. In addition, according to the Education Department’s  surveys
conducted i May-June 1994, 247 of 386 schools did not abide by the Education
Department’s advice. The figures affirmed that the Education Department’s medium
of mstruction policy failed to get at least on paper the support of the majority of
principals In Hong Kong. A closer look at the issue discloses that the values and
beliefs of the principals are, in fact, more crucial and, thus, require further
investigation.

The former principal of Scheol A saw values in English-medium education, so he
personally decided to adopt the English medium policy. According to the vice-
principals and the teachers of School A, the atmosphere of School A was totally
changed from ‘Chinese’ to ‘English’ in the first year of implementation in 1994-95.
Data, however, suggests that the change of principal in 1995-96 gradually changed
the ‘English’ atmosphere of School A.

Pa, the new principal, has a keen interest in Chinese literature and Chinese cullyre.
He values the Chinese language more. For him, English medium instruction implies
that students are deprived of their chances to learn Chinese. To promote Chinese-
medium educarion is his ideal.

Like Pa, Pb values Chinese-medium education. Pb fook Chinese as his major subject
in university. Formerly an Executive Member of two local educational bodics, Pb
actively promotes Chincsc-medium cducation. Being a far-sighted educator, Pb
firmly believes that the status of Chinese will be raised and thus ‘lo go mother
tongue’ will be the trend. He foresaw this trend as long ago as in 1984, the year in
which the Sino-British Agreement on Hong Kong’s future was signed.

Compared with Pa and Pb, P¢ is less committed to Chinese-rnedium education. Even
so, she also supports the stand of the Hong Kong Subsidized Secondary Schools
Council to make Chinese-medium education compulsory, with exemptions pranted
to certain schools eligible for English-medium education. To maintain the status quo
and follow the mass line is a belief of Pc.
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Like Pa and Pb, Pd strongly believes in Chinese-medium education, Like Pb, he puts
his belief into practice, and, reportedly, was doing so long before he became the
principal of Schosl D. He successfully changed the medium of instruction of
Economic and Public Affairs into Chinese when he was the Panel Chairperson. This,
in fact, had a great impact on the school, and eventually all subjects changed the
medium of instruction to Chinese.

In brief, the principal 15 a deciding factor in implementing the medium of instruction
policy within the school.

The following are some possible implications of the ‘principal factor’ on the school
policies pertaining to the medium of instruction in the four schools.

As School A is a Band 1 school that attracts the best students in the district, no
principal would dare to take the risk of changing the English medivm policy to
Chinese medium policy, no matter how committed his belief in Chinese-medium
education is, because they are enjoying the privileges of a Band 1 school. Such was
the position of Pa when he admitted that the school could not bear the risk of going
against the social trend. In my view, the ‘principal factor’ is not important in the
case of School A, The English medium policy is good for School A, but the
teachers’ English proficiency should be strengthened, and there ought to be more
implementation initiatives.

School B’s banding is quite high (Band 2). Since English medium is a preferable
option, many principals of Band 2 scheols would maintain English medium to attract
better students in order to upgrade their schools to Band 1 schools. In fact, Th3
surmised that if School B had maintained English medium, it would by the time of
the interview have changed into a Band 1 school. But against all odds, Pb, an
advocate of Chinese-medium education, took the initiative to change the medium of
haif of the cwrriculum te Chinese m 1985, 1 argue that the ‘principal factor’ 1s
important it the case of School B. It s a successfitl cage in the sense that the Hong
Kong Certificate of Education Examination results are not affected by the change of
medium of instruction. The results are, in fact, better compared with other Band 2
schools that use English medium.? However, in my view, School B should strive to
improve the English proficiency of beth the teachers and students to guarantee that
the Science subjects are taught via genuing English medium, not mixed code. The
students would thus benefit and the public examination results would be further
boosted.

The banding of School C is on the decline (at the time of the interview a Band 3
school). The Education Department’s advice for 1996-97 was to change the medium
to Chinese. Some principals of Band 3 schools may still want to maintain English

& According to the Education Department, banding provides reason for believing
that the students across the band are of roughly equal ability.
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medium while others may shift to Chinese medium. In my view, School C had
reached a critical stage. It was an appropriate context for School C to make a change
and set vp its own medium of insteuction policy. Thus, on the basis of this argument,
the ‘principal factor’ is significant in this case.

School D is a Band 5 school. Some principals of Band 5 schools may still want to
maintain English medium while others may make a change o Chinese medium.
Bemg an old school, School D is not likely to attraci higher band students, unlike
new schools, which, as Pb pointed out, may stand a chance of upgrading to higher
band schools. Pd teck the initiative and graduvally changed its medium from English
to Chinese. In my view, the Chinese medium policy practised by School D is good.
The “principal factor’ is also important in this case,

D. The ceacher factor

Aside from the values and belicfs of principals, those of the teachers also have a
bearing on implementation of the govemment's medium of inswruction policy. Most
mportant of all are their medium of instruction preferences. If the icacher's
preference matches with the school preference .- for example, those teachers (Th3,
Tb4, Ths, FTd2, Td3, Td4, '£d5, Tdd) who support Chinese-medium cducation in
School B and Schoo! I3 — the medium of instruction policy stands a better chance of
being implemented in the classroom. Otherwise, teachers might use a mediun that is
not promoted by the school. For example, both TaZ and Ta6 used Chinese medium
tnost of the time in class despite School A’s English medium policy because they
believed students would understand better. Nonetheless, the medium of instruction
preference might not be the sole factor that explains why a teacher does not abide by
the school’s English medium policy. Other factors, such as the teachers’ English
proficiency, may be involved.

Therefore, the teacher factor, which is a deciding factor in implementing the medium
of instruction policy in the classroom, is not a simple factor. Whether the teacher
chooses to implement the government or the school’s medium of instruction policy
depends on the teacher’'s medium of instruction preference, his/her perception and
value of English, his/her proficiency in the language. It might also depend on their
general attitude to school policy or govermment policy. Some teachers believe
tecachers should follow the school’s policy (e.g. Ta3, VPa2, Ta4, Ta5) while some
claim that they do not (¢.g. Ta2, Ta6),

E. The social value facior

While the principal factor and the teacher factor are the two deciding factors thai
affect implementation of the medium of instruction policy in schools, it can be
logically inferred that the school’s medium of instruction choice would be largely
dominated by the medium of instruction preference of the principal, and modified to
some exlent by the teacher in practice. Since data indicates that all four principals
are strong supporters of Chinese medium instruction, ‘Chinese medium’ should be
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the logical option for these schools. However, in real practice this was not the casc.
None of these schools opted for ‘Chinese medium’ in the Education Department’s
record. School A chose 'English medivi' while the other three schools chose
‘Chinese/English’ by subject (i.e. Chinese or English medium in some subjects
within the same class). What accounts for the disparity between belief and practice
identified in the data by means of the content analysis technique of comparing
content data with behavioural indices (Holsti, 1968)?

Pa admited that he dared nol change the medium of instruction of School A from
‘English’ to *Chinese’ because the stake would be too high to reverse the social
trend. Pb successfully changed half of the curriculum to *Chinese’. Yet he still
hesitated to turn School B into a real Chinese-mcdium school. He had to take the
views of the teachers and the wishes of the parents into consideration, The bilingual
mode — ‘Chinese/English’ by subject - seemed clearly to be the best optien. On the
other hand, School C was foreed to change its medium of instruction option from
‘English’ in 1994.95 to ‘Chinese/English® in 1995-96 in light of the declining
standards of smdents. The new principal Pc also dared net take the move “to go
mother tongue’, despite the advice of the Education Department and her beliel in
Chinese-medium education. To maintain the bilingnal mode — ‘Chinese/English’ by
subject - would again be the best alternative. Like Pb, Pd successfully changed the
medivm of instruction of School D from “English’ to ‘Chinese’ in all but one
subject — Mathematics — in practice. Yet he still hesitated to make the final move and
change the medium of instruction option in the Education Department’s record from
*Chinese/English’ by subject to ‘Chinese’, albeit School D being a de facto Chinese-
medium school. He admitted that student intake and parental pressure were his
greatest concerns. The bilingual mode ‘Chinese/English’ by subject was the best
safegnard. Hence, the belief of these principals was not fully put into practice, again
due to social pressure.

Likewise, the content analysis technique of comparing content data with behavioural
indices also suggests that some teachers, like the principals, cannot live up to their
ideals, They choose to stay in a high band English-medium school despite their
belief in Chinese-medium education because the quality of students in high band
English-medium schools is better {e.g. Ta2, Ta3, Ta3, Ta6). On the other hand,
rather surprisingly, some teachers of a lower band school strongly object to changing
the medium of instruction from English to Chinese (e.g. the Chemistry teachers of
School C). Opposition once also remained strong in the cases of those schools which
had proved Chinese-medium education was beneficial to their sudents (e.g. some
teachers of School B and School D). On the whole, the data indicates that
theoretically the teachers may not have teo much objection to Chinese-medium
education, but when it comes to the practical level they may have doubts and
hesitations.

Therefore, it seems reasonable to conclude that social values sometimes outweigh
personal belief, and impact on practices, as in the cases of the principals and teachers
discussed above.
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The significance of the social value facior can be further corroborated by the words
of the students. Two thirds of the students interviewed at School A — a Band 1
English medium school - preferred siudying in an English-medium schoo} (Sa2, Sa4,
Sa5, Sa6). School C was a two-medium school, but was perceived by both students
and parents as an English-medium school. The students interviewed said thejr
parents would make them transfer to another school if School C changed to a
Chinese-medium school. Both School A and School C students interviewed reporied
that they knew some fellow students had a sense of inferiority because they had
entered Chinese-medium schools. Both School B and School D were two-medium
schools, but were perceived by both students and parents as Chinese-medium
schools. The students interviewed admitted that they felt inferior to their fellow
students smdymg in Englisi-medium schools. Some students even detected some
discrimination against them,

The above data suggests that the social value of putting more weight on English than
on Chinese is deep-rooted in the minds of those students and their parents. I
speculate that were those students interviewed in School B, School C and School D
Band 1 students, they would choose English-medium schools. Accordingly, the
principals had to take into consideration the parental preference for English-medium
schools when they selected the medium of instruction for the schools in he
Education Deparfment’s record.

9. CONCLUSION AND RECOMMENDATIONS

The present study is qualitative esearch investigaling implementation of the
medium of mstruction policy stipulated in the Education Commission®s Report No.
4 — the streaming policy — in four schools sclected.

Research mdicates that implementation of the medium of instruction policy is far
more complicated than one can imagine. Apparently Schaol A, School B and School
C’s choices of medium of mstruction match with the advice of the Education
Department whereas School I)’s does not. School A is commended as an exemplar
school carrying out the Education Department’s medium of instruction policy well,
A detailed analysis of the data reveals a somewhat different picture. School A's
English-medium policy is being implemented to a certain extent only in that about
haif of the teachers are not able o teach in English only according to the Principal.
School B and School C interpret the Education Department’s two-medium policy in
a way that is not acceptable to the Education Department. They stream students by
subject’ rather than by class’ as suggested by the LEducation Department. That
means some subjects are taught in English winle others are taught in Chinese within
the same class. Within the same option of ‘streaming by subject’, School I3 and
School C even have different practices. In School B half of the subjects are taught in
English and half are taught in Chinese. In Scheol C all but one subject are taught in
English.
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School D’s case is just the reverse of School A, School B and School C, On paper
School D does not follow the Education Department’s advice, In reality School D
practises what the Education Department suggests, i.c. to teach in Chinese medium.

Analysis of the data also indicates that there are five factors impeding
implementation of the Government’s medium of instruction policy in the four
schools. They are: English proficiency of both the teachers and students, the school’s
own language policy, the principal factor, the teacher factor and social values.

In addition to the above factors, some macro facfors such as language planning.
economic, political and cultoral ramifications may also have a bearing on
implementation of the government’s medium of instruction policy as a whole, These
factors are, nonetheless, beyond the scope of the present inquiry.

10, IMPLICATIONS FOR THE CURRENT COMPULSORY CHINESE
MEDIUM INSTRUCTION POLICY

Far from being outdated, the present study lends itself to two big issues that have
implications for the currently implemented compulsory Chinese medium instruction
policy. They ate the issues of implementability of a medium of instruction policy,
and declining English standards of beth teachers and students,

One finding of this study is that the extent of implementation of the government’s
strcaming policy ranges from ‘to some extent’ in Schoel A to 'the least exfent’ in
Schools B, C and D. One may easily query the implementability of a medium of
instruction policy in the Hong Kong context, which, to date, is still constrained by
the prevalent social value that English is a key to success.

In the current practice of the compulsery Chinese medium instruction policy, 114
schools were granted exemptions from using Chinese as the medium of instruction
while 279 schools were obliged to switch their medium of instruction to Chinese as
the medium of instruction (1998-99 figures). Of these 114 English medium schools,
how many are really able to practise English medium teaching? School A of my
study was comumended as an exemplar school by the Education Department in
implementing the streaming policy. Nonetheless, more in-depth probing into the data
reveals a different implementation scene — i.e. mixed code rather than English only
was used in some classes.

As for the 279 Chinese-medium schools, how many are really willing to stick fo the
Chinese medium? The compulsory Chinese medium insiruction pelicy is meant (o
be implemented initially for three years. The policy will be reviewed and results will
be amnounced after the initial stage of implementation. Since English-medium
schools are popular among students and parents, and apparently they are higher band
schools among others, it is highly likely that some Chinese-medmm scheols are
preparing to make the switch back to English medium in twe years. It is, therefore,



Implementing the Medium of Instruction Policy 177

not surprising that sume Chinese-tedium schools are not genuine Chinese-medium
schools, just like School D, which is a de fzcto Chinese-medium school but uses a
ruse to maintain its two-medium school status,

A further 1ssue that emerges from the present study is English standard. It is the high
value accorded to English that made Schools A, B, Cand D unwilling to change into
Chinese-medium schools albeit the personal belief of the principals. It is because of
poor English proficiency of bath the teachers and students that the English medium
policy was not well implemented in these schools. It is for the same reason of poor
English standards which result in use of mixed code that the Education Department
implemenis the compulsory Chinese medium instruction policy. Ironically, though,
implementation of this compulsory Chinese medium mstruction policy will further
aggravaic the English standards of ITong Kong students. Experience in some posi-
colonial societies such as Malaysia, the Philippines, Burma has affirmad the fact that
once English is relegated to be a subject for study rather than as the medium of
instruction in schools, the standards of English will decline {Gonzalez, 1993, 1998).
We have now come to a critical stage where FHong Iong’s status of international city
may be jeopardized if the downward trend of English standards cannot be reversed.

Itow to boost the English standards of the students, therelore, is a great challenge for
the post-1997 Hong Kong educators. To my mind, a structural teform of English
language teaching in Hong Kong is imminent. We ought (o adopt a holistic and
bottom-up approach. English lcaming should start in pre-school years, bui employ
an entirely different approach and methedelogy. Children should be taught by well-
trained native speakers of English. Stories, games, pictures, songs, etc. should be
used to give children a feel for the language. Formal writing and grammar of the
language should not be taught until Primary 4. The rationale behind these suggested
changes is 1o make language learning an enjoyment rather than a torture. Children
will never learn English well through memorizing the spellings and meanings of’
words, and the stucture and usage of the language — methods that Hong Kong
students use since kindergarten days.

Once smudents have developed an interest in Cnglish and laid a solid foundation of it
in primary, they will be able 1o leamn the language in a more formal and systematic
way I secondary. By the time when they fimsh school education, they will be abic
to use English effectively either at work or in further studies.

I, therefore, propose that the government should put more resources in pre-school
and primary education pertaming to English language lcarning. The cost
effectiveness of the vast amount of money put in language enhancement in lertiary
education needs to be looked into,
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DECONSTRUCTING “MIXED CODE”

Angel M. Y. Lin
Department of English, City University of Hong Kong

ABSTRACT

In this chapter the author proposes that the often taken-for-granted,
commonsensical notion of “mixed code” as a stably recurring, menolithic,
debased language variety is in fact a rhetorical construct, By examining a diverse
range of complex language use phenomena that can 2l be named “mixed code™,
the author argues that the notion of “mixed code™ as asserted in the public and
official discourses plays an important role in namralizing and normalizing a
certain language ideology, which, in tum, is appealed to as a tationale for a
soctally inequitable language education policy. The chapter concludes with the
proposal that language and education issues in Hong Kong can be seen in a clearer
light only when the official and popular media notion of “mixed code” is
problematized and deconstructed, and the diverse range of social interactive
actions mediated by multiple language resources seen and understood in their
situated contexts, and not through the hidden ideological lens of the reifying
rhetorical construct of “mixed cade”.

“Whai we don 't wani Is for young people to be taught in Chinglish rather
than either English ar Chinese and that’s what we ave nving 1o avoid ar
the moment,” said [former] Governor Chris Fuatten. (South Chin
Morning Post, May 13, 1984)

“What we must ban in the elassroom is mixed-code, commonly known as
‘Chinglish’--that's not language at all, " Director of Education Helen Yi
Lai Ching-ping said. (South China Morning Post, March 14, 1998)

Effores will be stepped up to ensure schools teaching in English do nor
use a mixture of Chinese and English to boost standards, the edication
chief said yesterday. ...

.. “If they are found to be teaching in o mixture of langeages, we will ask
them to switch to teach in the morther tongue, " Secretary for Education
and Manpower Joseph Wong Wing-ping said. (Sourh China Morning
Post, March 15, 1998)

[anguage and Ednealion in 179 2000 by Linguiseic Speiety of Hong Koug
Paosteolonial Hong Kong BG2-7378-05-3 Al righis reserved.
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How do language ideclogies come abowt? What makes the difference
between a successful language ideology—-one that becomes dominant--
and other, less successful ones? What is the connection between
language ideologies and broader political and ideological developments
in a society? How did we arrive at our contemporary views and
perspectives on language and our assessments of curreni linguistic
situations? (Blommaert, 1999, p. 9).

[Without a legitimate name, without authority to the wordsj (Conficius,
circ. 5600 B.C}

1. WHAT IS “MIXED CODE™?

“Mixed code”, as constructad in the Hong Kong government official discourses, is
portrayed almost as an ugly, insidious, monstrous animal, wildly trampling on and
destroying everything, especially young minds, if it is not severely controiled and
banned from certain important domains, for instance, the classroom. Government
officials seunded as if they had already seen and documented the nature of mixed
code and all its harmful effects. The interesting phenomenon is that seldom does
anybody in the public media pause and ask such important questions as: What 1s
mixed ¢ode; what does it look like; when is it used; why and how does it have
harmful effects on young people’s language and cognitive development? It seems
that people just appear to recognize what it is once the name, “nuxed code™, is
mentioned, and there does not seem to be any need to find out in the first place
what one means by “mixed code” or whether “mixed code” actually means vastly
different things in different contexts.

2. THE OFFICIAL CONSTRUCTION OF MIXED CODE AS
THE PRIME CAUSE OF EPUCATIONAL FROBLEMS

If mixed code refers to the practice of using both Cantonese (L1) and English (1.2}
in the Hong Kong secondary school classroom, then it might be surprising to the
younger reader that such clagsroom practices did enjoy a much better name n the
1980s. For instance, the famous Llewelyn Report in 1982 suggested that the
government could acknowledge the reality of widespread bilingual oral practices
in the content classrooms of nominally English medium schools and make serious
attempts to improve the effectiveness of this reality by developing genuinely
bilingual curriculum strategics. Reporting on the findings of a series of research
studies that seemed to be responding to the Llewelyn Report’s recommendation,
Johnson referred to the practices of using both L1 and L2 in the Anglo-Chinese
secondary school content classroom as “bilingual switching strategies™ {Johnson,
1983) and as “various language modes of presentation” (Johnson, Chan, Lee, &
He, 1985).
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Mixed code was officially used as a name to disparagingly label bilingual
classroom practices and comstructed as the prime cause of educational and
language problems in 1990 in the tone-setting Education Commission Report No.
4 (ECR4), whose comments on mixed code would then be repeatedly quoted in
subsequent government edncational policy documents (e.g., Report of the
Working Group on Language Proficiency, 1994; Education Commission Report
No. 6, 1995} and the mass media reporting on langvage educational issues (e.g.,
&€ News report excerpts presented at the beginning of this chapter). To get a sense
of how the official discourses do this, let us examine the following excerpt from
ECR4;

Mixed-code and medium of instruction

We recognise that teaching and leaming are generally more effective if
the medium of instmetion is either the mother tongue or English (for
those who are able fo learn effectively through this mediom).
Unfortunately, however, the use of mived-code is quite common in mamy
of cur classrooms. . ...

it follows that the use of mixed-code should be veduced us far as
possible. The corollary to this is that it is necessary for students to he
grouped according to which medium of instruction is most appropriate
for them. Stadents will need to be placed in Chinese-medium classes or
English-medium classes on the basis of their ability to learn effectively in
that medium,
{Education Commission Report No. 4, 1990, pp. 100-101; italics added)

The above excerpt from ECR4 has become the earliest major rationalizing
discourses for the subsequent implementation of the government policy of MIGA
(Medium of I[nstruction Grouping Assessment} in 1994 and the controversial
linguistic streaming policy of tracking schools into monolingual streams in 1998
(for details of the policies, see Poon, this volume and So, this volume). It becomes
mportant (o show how the construction of the notion of “mixed code™ plays a
central role in distracting the public’s attention from the more complex but
important social-equity issue of how the government should and can help the
majority of school children attain the English proficiency to beunefit from an
English medium education, an important symbolic capital in the sociceconomic
context of Hong Kong (Lin, 1996)'. However, by constiueting “mixed code” as
the major, if not sole, cause of the leaming difficulties faced by limited-English-
proficiency (LEP) students in English medium (EMI) schools, an easy policy
solution was formulated--to track students into monolingual sireams, with the
majority of students {over 70%) placed in the mother tongue stream, and deprived
of access Lo any form of socially prestigious English medium education.

The rationale for this kind of monolingual reductionism (see So, this volumne) and
socially inequitable education policy is constituted mainly by the reification and
construction of mixed code as the prime cause and culprit of current educational

problems (Luke, 1992). This is done through using a name {mixed code) that
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implicitly draws on and asserts the deep-rooted, often taken-for-granted, language
ideclogy of linguistic purism (Li, 1998) to condemn bilingual classroom practices
as the cause of learning problems rather than as strategies to cope with these very
problems. Eliminating mixed code from the classroom then becomes the logical
solution and the socially inequitable educational policy thus formmlated is
rationalized by implicitly appealing to the language ideology of condemning
mixing, through the construction of the derogative notion of mixed code. If,
instead, the name “bilingual switching strategies™” (Johnson, 1983} is used, the
scenario will become one im which the cause of the learning difficulties lies
elsewhere and the practices of using both L1 and L2 in the classroom are seen as
the local, pragmatic, coping strategies used by tcachers and students to solve their
problems which have arisen from the sociceconomic domination of English and
the uneven distribution of English linguistic capital among different social groups
in the society (for a detailed anzalysis, see Lin, [998). To see how an alternative
picture of bilingual classroom practices can be conceived beyond the fotalizing,
negative picture implied by the official notien of mixed code, we shall examine
the role of bilingual classroom strategies in the next section.

3. CROSSING BOUNDARIES: BILINGUAL CLASSROOM
STRATEGIES

The potential role of the L1 as a bridging tool to help the learner to gradually adapt
to using L2 as the medium of instruction (L.e, L2 immersion) is worth more
discussion. In early French immersion in Canada, for instance, immersion
teachers, although in general upholding the speak-French-only principle, are in
fact more flexible than we thought regarding the use of some L1 for sociocultural
purpases:

They lessened the children’s frustration by allowing them to speak their
native language; and by sometimes speaking to them in English, the
teachers showed that they appreciated the children’s accomplishments at
their particular ability level. (Salomone, 1992, p. 39)

The constructive role of some LI use should, therefore, not be simply dismissed
out of hand. L1 dees seem to have certain important seciocultural and educational
roles to play in the classroom; for instance, in establishing a closer relationship
with students and in motivating students by relating the unfamiliar academic iopic
to their familiar L1 daily life experiences, by switching to L1 judiciously and
selectively (for detailed analyses of classroom examples, see Lin, 1996). More
systematic research in this area has also recently been called for by key
researchers in mmersion education. Swain (1997), for instance, has outlined a
range of important research questions to which we still need to find empirical
answers in further research:

What use should be made of the students’ first language? Should the
teacher ever use it? Are there ways in which he or she can use the first
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language to suppori second language learning rather than undenmine it?
And what about the students? For what purposes do they use their first
language? s the use of the first language possibly cognitively essential to
their learning of both content and the second language? (Swain, 1997, p.
267)

Cumimins (1999} alse peints out the need for breaking away from the either-or
stmple prescription (i.¢., simply prescribing thatno L1 is allowed or simply saying
that L1 can be used without giving clear, systematic, guidelines). He calls for a
more considerad and systematic approach to L1 use:

{In the successful example of International High School in New York
City), the [language] planning process invelved changing the curticulum
and assessment procedures to emable students to use their prior
knowledge (much of it in their L1) to facilitate their learning and
demenstraie what they had leamed. Use of students’ L1 was encouraged,
as was a cooperative and supportive inquiry process. Language itself
became a major focus of study within the program.

Within the Hong Kong context, a similar language planning process might explore
1ssues such as:

(1) To what exten! might the use of Chinese be encouraged within
English-medium schools as a temporary means of enabling higher-order
thinking process to be brought to bear on learning? Students, for example,
might be permitted to discuss an issue or task in Cantonese, write outline
notes and an initial draft in that language, and then a final draft in
English.

{2) The scenario sketched above implies a second question: To what
extent might classroom organization and instruction be modified to
permit a wider range of inquiry into topics (rather than just textbook
learning) and more opportunities for use of oral and written language
(both L1 and English) to investigate these topics? (Cunimins, 1999: 12)

More research along the above questions is cbviously needed to develop clearer
guidelines on how the L1 can be constructively used in support of the
development of L2 and not as a substituie for it (Johnson & Swain, 1994).
Nevertheless, given what we have established in research so Far, some tentative
guidclines regarding L1 use in L2 classrooms can, perhaps, be made. For instance,
Bob Meszaros, an experienced secondary school teacher in Hong Kong, has
drafted, n consultation with the author, a set of guidelines for the use of
Cantonese i EMI content subject lessons in his school (listed below). The
classroom excerpts used to illustrate the guidelines are taken from Lin {(1996):
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Suggestions on How te Use L1 in the L2 Classroom

1. A reacher can strategically use L1 when shefhe wants to appeal 1o a shared
culiural value, or 1o address studenis as a member of the same cultural
community, and to invoke some Chinese cultural norm or value.

Exemplifying Classroom Excerpt [:

This is Johnson’s Example 4 (1985, p. 48), reanalyzed in Lin {1996). The data
presentation format is as in Johnson’s: tape-recorder counter numbers precede
utterances; English translations are put in brackets below the Yale transcriptions
of the Cantonese utterances.

A Math teacher is moving round the class checking work and he finds that two
pupils have not done their homework:

024 How about you?

025 Oh, neih meih-jouh-hou hah? Chahn Gwai-hou. Laahndi-wo. Neth ne?
Neih leuhng go jouh mat-yeh? Hah? Mh-gei-dak-jo dou yavh ge me!
Hah? Gung-fo dou yauh mh-gei-dak jonh ge me? Hah? Neih leuhng
go jouh mat-yeh?
{(Oh? You haven’t done it ¢h Chahn Gwai-hou. So lazy. And you?
You two why? What? Forgotten? How can that be? Eh? Is there
such a thing as forgetting to do homework? What? You two, what
do you think you’re doing?)

To understand the inferaction in the above excerpt, it requires of the analyst an
intimate knowledge of the implicit meanings that can be signalled by the use of the
different codes among the Cantonese people in Hong Kong. For instance, a Hong
Kong Cantonese does not normally speak to another Hong Kong Cantonese in
Englich; if she/he does, she/he will be interpreted as signalling social distance,
power and in short “baahn yeh” (meaning: “acting”, *‘putting on airs”). These
mterpretations may be waived only in special instiutional situations where
institutional constraints apply; e.g., in the legal court or in the EMI classroom,
where Cantonese social actors typically suspend their ordinary roles and {or} take
on (additional) institutionally defined English-speaking reles.

When we examine Excerpt [, we notice that the teacher has been speaking English
to the first student (“How about you?”) when he is about to check his work. He
then gives out an exclamation (“Oh™"Y, apparently upon noticing that the student,
Chahn Gwai-Hou, has not done his homework. This is followed by a “tongue-
lashing™ done entirely in Cantonese. So, it is the discovery of a student’s naot
having done his homework that wiggers the teacher’s switch from English to
Cantonese.

It scems that when the teacher switches from English to Cantonese, he is
contextualizing a shift in frame (Goffman, 1974): he is signalling a suspension of
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both the definition of the situation as an English Math lesson and his mstitational
role as an English-speaking Math-cum-English teacher whose implicit concems
include the teaching and leaming of not onky mathematical knowledge and skills,
bul also academic English for Math and ordinary conversational English. Thai
explams why English is used even when the topic is not related to academic Math,
€.g., when he is about to check the student's homework, e speaks to him in
conversational English, “How about you?”. However, by switching from English
to Cantonese, he is highlighting to his students a different set of concerns that he
now demands them to pay attention to: the extremely unacceptable behaviour of
the two students, who have not fulfilled their responsibilities and obligations as
students,

It seems that the tcacher is appealing (o implicit native cultral norms and values
to admonish the students for not having done their homework. What is being both
appealed 10 and reaffirmed is the cultural logic that when students have not done
their homework, it is culturally appropriate for the teacher to call them lazy and in
our culture studenis cannot absolve themselves of their responsibility by saying
that they have forgetten to do their homework., The force of the teachers
admonition lics in its appeal to the cultural logic of what a teacher is entitled to say
In a certain type of situations in the culture shared by the teacher and students (c.f,
Heap, 1986). It is both rypical of and culturally acceptable for Cantonese teachers
to say harshly and ironically things like “Gung-fo dou yauh mh-gei-dak jouh ge
me?!” (meaning: ““Is there such a thing as forgetting to do homework?!™ in such
situations. It is Jikely that the admenition would not have the same force if it were
done in English rather than Cantonese, the native language of both the teacher and
students. By switching 1o their shared native tongue, the teacher in Excerpt 1 is
doing a number of things: he is suspending the English pedagogic frame,
highlighting a shift of concems, and starting to talk to the students as “cultural
member to cultural member”, inveking and reaffirming native cultural norms and
values. What is happening here is therefore both a forceful adimonition of
unacceptable student behaviour and atiitudes and the reaffirmation and
reproduction of the native cultural norms and values regarding the responsibilities
and obligations inherent in the role of a swdent, These cannot have been
accomplished without the switch to Cantonese,

2. Areacher canintentionally use L1 to highlight to students thar what shefhe is
saying is of such grave or urgent importance {e.g., for disciplining} that rhe
usual rufe to use L2 has been suspended.

Exemplifving Classroom Excerpt 2:

Switches to Cantonese do notl necessarily always involve an appeal to or
reaffirmation of native cultural values. Sometimes, they are uscd mainly for their
cffeet in highlighting frame-shifts and changes in the teacher’s concerns. The
lesson excerpt below is an example. The teacher begins his lesson in Bnglish and
then breaks off and switches to Cantonese to deal with late-comers. Once they are
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settled, he switches back to English to continue with the lesson work (“Example
1" in Johnson, 1985, p. 47):

008 Close all your text book and class work book.
012 Yauh di tuhng-hohk meih-faan-laih. Faai-di!

(There are some classmates not back yet. Be quick!)
017 Now, any problem about the classwork?

Johnson analyses the Cantonese utterance as an example of an informal aside done
in Cantonese, While agreeing partially with this analysis, we however note that if
it is to mark out a mere topical digression, the teacher can well have done this by
means other than codc-switches, e.g., intonational changes, hand-claps or pauses
to bracket the aside (see examples of these in Lin, 1990, pp. 32-36). The use of
these contextualization cues (Gumperz, 1984} does not mvolve a violation of the
institutional “use-English-only” constraint which teachers in Anglo-Chinese
secondary schools are well aware of. We therefore argue that what is being
signalled here is not only a topical aside, but also a radical break in the English
pedagogic frame and an urgent change in the teacher’s concerns. By the switch
from English to Cantonese the teacher seems to be relaying to his students this
implicit message, “Now I'm so annoyed by these late-comers that I have to put
aside all kinds of teaching, including that of English teaching, and concentrate on
one single task: that of getting you to settle down quickly! And you'd better take
my command seriously as I"m single-minded in enforcing i1”. This break in the
English pedagogic frame to highlight a different, urgent set of concems cannot
have been achieved without the teacher’s switch from English to Cantonese.

3. Ateacher can deliberately use L1 if she/he wishes to arouse student interest.
establish a warmer and friendlier atmesphere, vr butld rapport with her/his
students.

The key to understanding the implicit meanings signalled by code-switches lies in
a recognition of the sociolinguistic fact that whenever Hong Kong Cantonese have
something urgent and eamest to relay to one another, they do so in their shared
native language; whenever Hong Kong Cantonese speak to one another in English
despite their having a common native language, it is usuaily because of some
mstitutionally given reasons; e.g., to teach and leamn the English language. When
teachers want fo establish a less distanced and non-institutionally defined
relationship with their sudents, they will also find it necessary to switch to their
shared native language, Cantonese, as in the excerpt below. This time the teacher
is commending the students® work. Johnson menticns that throughout the first part
of this lesson the teacher is returning and commenting favourably in Cantonese
upon the students® Science projects and the following excerpt begins with a
transcription of the last part of this section (“Example 57 in Johnson, 1985, pp.
48-49):
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Exemplifying Classroom Excerpt 3:

094 Jauh chin-keih mh-hou jeung keuih yat tek jouh tek jouh lobk go jih-ji-
lo douh, saai-jo di sam-gei.
{but don’t kick it info the waste paper basket, a waste of your effort.)

095 waahk-je neih ho-yih jeung tiuh sin cheun-hei keuih diu-hai neih go
fong douh; hou leng ge, Mh-hou saai-jo keuih; ho-yih jih-gei lo
faan laak,
{or you can put a thread through it and hang it up in your room; very
beautiful. Don’t waste it; you can get it back yowrsell’)

096 Now you take out your note book, we come back to Mathematics. Turn
to Exercise Eleven C. We look at the problems.

Johnson points out that the transition te the main business of the lesson is marked
by the switch to English, which then predominates throughout the remainder of
the lesson. He describes this lesson as “an extended example of the
informal/formal continuum between Cantonese and English”. We however find
that the terms “formal” and “informal” do not provide the best description of what
1s happening. English is a language of power and social distance in the wider
society and any Cantonese person, no matter how fluent in English, has to switch
to Cantonese if she/he is serious about establishing a genuine and friendly
relationship with another Cantonese person in Hong Kong. The teacher could have
done his praising of the sudents’ work in English, but the effect would have been
different. He would still be seen by the students as distancing himself from them
even when praising them if the praise was done in English; the students would still
be seeing him as a Cantonese hiding behind the mask of an English-speaking
teacher who remained socially distanced from them. A Cantonese teacher
therefore has to swiich to Cantonese to talic to her/his students if sheshe wants 1o
establish a warm and friendly atmosphere. On the other hand, she/he can always
switch back to English to resume a more distanced stance, for instance, to
facilitate a pedagogic task at hand. In other words, code-switching adds to the
teacher’s repertoire of communicative resources in the classroom. With the
creative use of these communicative resources, the teacher can effectively
negotiate for different role-relationships with the students; e.g., a teacher, a friend,
a discipline-enforcer, a cultural advisor, ete., whenever the need arises (for further
examples of these, see Lin, 1990).

A Teachers can give a quick LI transiation for L2 vocabulary or tevms.
Providing an L1 translation can promote biltngual academic knowledge and
help students undersiand the subjects in both LI as well as L2, Giving the
Chinese meaning can also help students form richer wudtiple conceptual
connections as the Chinese counterparts of English terms are often made up
of common Chinese words that can sometimes enable students io infer,
recognize and understand the meaning of the termn better.
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Exemplifying Classroom Excerpt 4:

In the excerpt below, a geography teacher uses an “English Key Term-Chinese
Key Termm” discourse format o establish bilingual knowledge of a geographic
term:.

045 So that means breaking up the land and then carrying away the small
pieces of sand into the sea; then we call it erosion

047 cham-sihk jok-yuhng.
(erosion)

047 O.K. Now besides a chiff......

The apposition of the English and Chinese academic terms has the effect of
establishing academic bilingualism. Morecover, there are cognitive advantages in
introducing the Chinese eguivalents of English terms as well, For instance, the
Chinese term, “cham-sihk jok-yuhng”, is rather transparent in its meaning; it is
made up of words that mean “invade-erode-effect”, As Johnson remarks (1985, p.
56), the term is not in common Cantonese usage; however, he fails to recognize
that the components that make up the term are common Cantonese words and a
Cantonese speaker can easily infer from them the meaning of the specialized term.
In fact, this is a characteristic of many Chinese counterparts of English specialized
terms. By knowing both the English and Chinese tenms, smdents can not only
understand scientific texts in both languages, but also form richer rultiple
conceptual connections (Gagni, 1993) which facilitate their understanding and
learning of the underlying scientific concepts.

5. Teachers can deliberately use L1 to provide annotations or examples that
help relate an unfamiliar L2 academic lopic to the studenis’ familiar L1
daily lves. This can help make school less alienating and more meaningful
and relevant.

Exemplifving Classroom Excerpt 5 ("Example 46" in Johnson, 1985, p. 71}

In the excerpt below, the history teacher has been teaching about Napoleon and his
final campaign at Waterloo and he switches from English to Cantonese to make a
pun;

451 Waterloo. Ngoh-deih wan-dou Wo-Da-Louh Douh... da icuh-dauh.
(We find Waterloo Road... hit father)

The teacher capitalizes on the similarity of the historical place name, “Waterloo”,
and a road’s name in Hong Kong as well as the similar sounds of the road’s name
and a Cantonese phrase meaning “hit father”. In Johnson’s analysis, this is an
example of a teacher who enjoys making puns. However, it seems to me that the
effect created may be more than that of just an enjoyable pun; it may also have the
psychological effect of making things that belong to the distant L2 academic
world appear as close as those that exist in the students” immcdiate L1 lifeworld.
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B.  Teachers can purposefully use Li to encourage class participation and
discussion and to help elicit the knowledge and experiences that studenis
bring into the classroom and help them transform that contribution inte 1.2,
For example, students can be permitied fo discuss or work on a group task in
Chinese inttially and with the teacher s help produce an English version ar
e end.

1. Ifastudent asks a question in L1, the teacher should hely her/him rephrase it
into L2,

8. Teachers should avoid pre-teaching the subject content extensively in L and
subsequently repeating the teaching in L2, us that kind of practice will
implicitly train students o pay attention to only the LI teaching.

Government officials and school administrators whe are impatient with the task of
grasping the subtleties of the strategies of L1 use would prescribe a simple,
straightforward “either-or” policy (i.e., monolingual reductionism, sce So, this
volume}. However, if the educational benefits of the students are to be given the
first priority, we shonld not throw away the baby with the bath water and dismiss
LI use altogether. Teachers should be encouraged to engage in critical reflection
on their classroom language use as part of their continuous professional
development (e.g., by peer chservation, or recording samples of one’s own lessons
to critically analyse the various ways L1 has been used to see if they serve sound
educational purposes). In the traditional ethos of Hong Kong schools, seachers are
often not treated and trained as professionals capable of making highly complex
Jjudicious moment-to-moment pedagogical decisions in the classroom, and school
administrators seem eager to legislate on tcachers’ classroom practices, albeit
often quite fuutilely. To significantly improve the quality of teaching in Hong Kong
schools, it seems that there is no magical short-cut (e.g., rmonolingual
reductionism) but the long-term professional training and development of teachers
who can engage in continuous self-critical veflection and improvement of their
own classroom practices including their bilingual swilching srategies (see also So,
this volume, for his proposal of a teacher-based MOI selection in schools).

There is, howevcr, another set of bilingual coping stralegies (see classroum
examples in Excerpts 6-9 in Lin, 1996}, which tcachers and students usc as their
local, pragmatic solutions to the learning problems created by the system-induced
self-imposition’ of an unfamiliar language as the medium of instruction despite
their having a common native language {(Luke, 1992}. Some of these bilingual
strategies are used mainly to alleviate the painful dilemmas brought about by the
symbolic domination of English in the sociely (sce analysis in Lin, 1996). For
instance, they help students to comprehend the English terms and concepts of their
English textbooks by the use of Cantonese annotations. The bilingual stratcgies
along, however, cannot solve all the problems created by that domination whern the
gap between the students” English proficiency and the English linguistic demands
of the centent subject is too big to bridge. For instance, these students still have 1o
cope with all the written work and assessment in English, Due to their Jimited
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English proficiency, they have to resort to rote-tmemorization strategies. The
bilingual oral teaching sirategies observed cannot shorten the wide gap between
the students’ expressive competence in English and the expressive competence
required by their English assignments and examinations. The problem, however,
is not caused by the use of “mixed code®, as is often asserted by govemment
officials. Rather, these bilingual strategies serve as local, pragmatic, short-term
solutions to the long-term problems created by a system in which English is the
medium of instruction of most higher and professional education while at the same
time the majority of students are not provided with adequate English resources in
their hasic education to prepare them to cope with an EMI secondary education
{e.g., the lack of professional development opportunities and curriculum resources
to improve the quality of English language teaching and leaming in many primary
schools; for detailed analyses of the medium of instruction problems and
altemative policy options, see Lin, 1997a; Lin & Man, 1999).

This section has focused on the inadequacy of the notion of mixed code to capture
the diversity of bilingual classroom strategies as well as the wide range of roles
played by different kinds of bilingual strategies. Although we have only discussed
the potential roles of L1 use in L2 classrooms, it is equally important to explore
and conduct research on the potential roles of L2 use in L1 classrooms; for
instance, to develop in students some academic bilingual competency by
including the teaching of the English terms of scientific and technical concepts
even in mother tongue content classrooms so as to facilitate the students” future
transition from a mother tongue secondary education to a largely EMI university
education in Hong Kong. Subscribing to a language ideology of purism, as
embodied in the officials® use of the term “mixed code”, will considerably limit
the range of classroom communicative resources available for the facilitation of
learning and teaching.

In the next section, we shall continue to deconstruct the official notion of mixed
code by further discussing the diverse range of bi-/multilingual social interactive
actions witnessed in the society that cannot be simply reified, homogenized and
denigrated as debased language.

4, DECONSTRUCTING “MIXED CODE"™: A DIVERSE RANGE OF
SOCIAL ACTIONS MEDIATED BY MULTIPLE LINGUISTIC
RESOURCES

In an anti-drug-abuse short video clip aired on television in Hong Kong some time
ago, a catchy slogan was used to ask young people to take life seriously because
life offers no second chances: “Sahng-mihng mouh take 2! (literally meaning:
life has no “take two™). This slogan was, however, soon publicly criticized by
Education Commission Chairman Anthony Leung as an example of poor language
use - “mixed code”. This high-profile educational policy-maker’s public
condemnation illustrates how “mixed code” is used as an umbrella term for
“debased language” through both asserting and appealing to the langunage
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ideology of linguistic purism, However, anybody familiar with popular youth
culture 1n Hong Kong knows that 1o effectively reach these young people, one has
to speak their language, and Hong Kong youths live in 2 lifeworld where “mouh
take 27 (meaning: offers no second chances) is a vivid, familiar saying that can
immediately strike a chord in their hearts. Using such a slogan is then not an
example of “poor language use” but a powerful social, communicative action
mediated by the bilingual resources available to the community, and such a social
action cannot be captured by the official’s disparaging use of the term “mixed
code™.

Instcad of subscribing to the simplifying, homogenizing, monolithic notion of
mixed code, various researchers have conmibuted to our understanding of
bi/multilingual practices by documenting the diverse range of social interactive
actions mediated by multiple linguistic and semiofic resources. For instance, Lee
(this volume) analyses the exciting bi/multilingual texts and images in popular
magazines in Hong Kong, not in terms of mixed code, but in terms of “voice-
queting™, or ventriloguating (i.e., speaking through others’ voices; see Bakhtin,
1935/1981}, as ways of negetiating and signaling one’s membership in different
discourse communities and thus her/his multiple, hybrid identities. Kwan (this
volume), describing the interplay of L1 and LZ use in the English language
classroom, analyses the impish but artful verbal play of some Hong Kong
secondary school boys (see also Lin, 2000a). Li (2000), on the other hand.
documents the many interesting instances of bilingual language use in the media
which seem to serve a variety of well-defined communicative purposes (e.g..
euphemism, specificity, bilingual punning). Li {forthcoming) also shows the
Hnguistic and semantic motivations for the widespread bilingual practices
witnessed in the community. These studies all seem to point to the various cultural
and linguistic hybridizing practices which are increasingly constituting ways of
life, ways of speaking, and senses of identity unique to the Hong Kong society. In
an international cily where the younger generations are increasingly having, a
much more global outlook than their previous counterparts (see Boyle, this
volume), it seems to be a stark anachronism for the Hong Kong govemment
officials and policy-makers to continue to subscribe to the ideclogy of linguistic
purism implicitly asserted and normalized in the officially constructed monolithic
notion of mixed code. As both students and teachers belong to the hilingual
discourse cemmmunities outside the classroom, forcing both parties o become
“linguistically pure” once they enter the classroom is both unrealistic and
edocationally ineffective. Rather, the bilingual indigenous resources of both
students and teachers should be capitalized on for the development of culturally
compatible curriculuins for [Hong Kong students {see Lin, 1997b, 1999, 2000b).
Unless the term “mixed code” is problematized and deconsimcted, and the wide
range of bilingual comnwinicative and social actions understood in their diverse
contexts, government officials and educational policy-makers will be (although,
perhaps, unintentionally} leading the public in circles and circles, missing the
really important issues in education.
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NOTES

! Although the policy makers might not have actually planned to use mixed code
as an attention-distractor and might themsclves genuinely belicve in rmixed
code as the main cause of language and educational problems, their discourses
do have the effect of constructing mixed code as the main cause of the
problems and distracting the public’s attention from other important issues.

2 It is unclear from the transcription provided by Johnson whether the “Oh” is an
English *Oh” or Cantonese “Oh”, which soumd different but happen to have
the same alphabetic representations; so, the onset of the swiich may coincide
with the exclamation or may be immediately after it.

* It appears to be a “self-imposition” because many parents yearn for an EMI
education for their children and this seif-imposition is in fact “system-
induced” becausc tertiary and professional education is largely EMI and
graduates with an EMI secondary education will have an advantage.
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ABSTRACT

The written Chinese being used in Hong Kong forms a continuum, with Modern
Standard Chinese (MSC) at one end and written Cantonese at the other. The
forrn being taught in the Hong Kong school systems should he MSC, which is
accepled by all Chinese speakers and is crucial to students™ future career. In
teaching MSC, language teachers should distinguish grammatical errors from
Cantonese features, which are not mistakes but should not appear in MSC. In
order to help students detect Cantonese features, the best way is to start from the
obvious and then take care of the subtle cases one by one. The strategy is to
tackle struclural issues fitst and lexical items second; to identify Cantonese func-
tional words in written Chinese first and content words second. Teachers should
also help students learn certain special features prevailing in MSC but rarely used
in Cantonese.

1. INTRODUCTION

Chinese language is playing a more and more imporiant role in the Hong Kong
society, not only because of its recently acquired official language status bui also
because of its increasingly practical use in the business sector and other walks of
life. The change of language situation in the society inevitably affects language
teaching in schools and the implementation of mother tongue education in the
Houg Kong primary and secondary education adds one more factor to the lan-
guage equation. An issue of immediate concern is the relationship between Mod-
ern Standard Chinese (MSC) and Cantonese. There are two aspects in this issue.
One is the relationship between dialeet and the national standard form and the
other i the relationship between spoken and written forms of Chinese.
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With regard to the teaching of written Chinese in Hong Keng, there are several
issues to be addressed. The first is whether the written form used in Hong Kong
should be MSC or something based on Canionese. If the written form should be
MSC, the next issue is whether the Cantonese elements in students” written work
should be tolerated. If Cantonese elements are not allowed in students’ written
work, what follows is how to deal with these elements.

2. WRITTEN CANTONESE AND MODERN STANDARD CHINESE

Modern Standard Chinese is a term commonly used by scholars of Chinese studi-
es outside China (e.g., Hucker 1975, Norman 1988). In its broad sense, the term
refers to both the standard spoken form ang the standard written form of modem
Chinese, In its narrow sense, MSC refers to the writtenr form only. In other
words, MSC is the equivalent of xiandai Hanyu gongrongyu "the shared form of
modern Chinese" (Huang and Liac 1997) under its broad interpretation, and is the
same as Bathuawen "vemacular writing” (Xing 1991) or modern written Chinese
(Chen 1999) under the narrow interpretation. The term is being used in its nar-
row sense in this paper.

MSC or modern written Chinese is a natural product of the evolution process of
Chinese language. Unlike the spoken form of standard Chinese, namely,
Putonghua, MSC does not have an official definition and its status of being the
standard form comes from the fact that it has been the accepted means of com-
munication for educated speakers of all Chinese dialects for almost a century.

The written form of human languages does not simply record what are in the spo-
ken form but is a much refined and sophisticated form based on the spoken form.
The written form is not acquired via contact but is learned via education. MSC is
no exception in this respect. It is not siraply the written form of Putonghua, but
is based on the common core of all contemporary Chinese dialects, together with
a significant mumber of elements from Classic Chinese and certain elements from
foreign languages (e.g., Norman 1988, Hu 1987, Xing 19%91),

Lexical items, morpho-syntactic structures and discourse features of MSC are
those shared by most, if not all, dialects of Chinese, namely, they are the common
core of the dialects. Elements not found in the majority of dialects are usually not
incorporated into MSC, but when a dialect gains some prestige under certain so-
¢ial or cultural circumstances, some features unique to that dialect might find
their way into most dialects and eventually into MSC. The Cantonese expression
chao-youyu "stir-fry-squid, fire (someone) from his work" and the Beijing dialect
term dawan "big-wrist, influential people” are typical examples in this category
that are taken into MSC recently.

MSC has been used in the Hong Kong society for quite a long time and people
with some education background can understand it without too many difficulties.
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The only preblem is that Cantonese shares fewer features with other dialects and
therefore has more features ouiside the common ceore than others do. If MSC is
employed te describe daily activities of the Hong Kong scciety, much of the local
flavor will be lost and some local rcaders might not have enough interest to read
1t

On the other hand, literature with some Cantonese expressions or written in pure
Cantonese vocabulary and syntax has been in existence for a long time as well.
As the spoken form evolves, the written form also takes in many characteristics
unique to the Hong Kong society. Elements from local street language, loan
words, foreign language expressions in their original form, mainly from English,
and soms phrase and clause structures borrowed [rom English have been accept-
ed as part of certain written genres and registers. It is the format of choice [or
many sectors in the Hong Kong mass media, especially those catering to the blue-
collar workers, and has a very large number of loyal readers. Any attempt to re-
place it with MSC literature will drive these readers away and will be a bad busi-
ness decision.

The written form based on Hong Koeng Cantonese has apparently become part of
life m Hong Kong and is very likely to maintain its social and economical status
in the foreseeable future. Tt is therefore quite natural for some educators to advo-
cate teaching a written form based on Hong Kong Cantonese to our students
(Deng 1996, cf. Yu 1990, Yao 1998). The main argument for adopting a local
dialcct as the basis for written form {s that writing in one’s mother tongue should
be easier than doing it in another linguistic form, no matter how close to mother
tongue the other form 1s. A written form based on Hong Kong Cantonese should
thus have significant pedagogical value in our society. Another argument is that
such a written form will be a great asset in students” future career, given its role
in the Hong Kong society. An issue related to this is the fear that the Hong Kong
culture as we know it might be lost if there is no written form of the local dialect
to support it.

Those who are against using Hong Keng Cantonese as the basis for written fonm
often argue that the language being taught in school should be the standard form
and there should be only one standard form for Chinese. MSC is the standard
written form used all over China and thercfore has a much larger readership, If
students can learn MSC at school, they would have a much brighter career future.

A fundamental issue in this regard is the function of language, including its writ-
tent form, in a society. Language is the fool of communication and communica-
tion is usuzlly a two-way activity that requires the participation of a sender and a
receiver. The sender codes the information in some format and sends it out. The
receiver takes in the encrypted form and decodes it to retrieve the information. If
one communicates with oneself, it does not matter what code and format he uses;
but if one communicates with another person, the code and format must be shared
by the two partics. Otherwise the channel of comumunication cannot be estab-
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lished. When the communication is conducted via a linguistic form, the form
should be understandable to the two parties as well,

The issue of successfil communication is thus more sociologic ih nature than s
linguistic. When we choose a written form for communication, the first question
to ask is who the other party is, namely, what the readership of our written form
is. If we are writing for self-entertainment, it does not matter in what form we
write. 'We may write with symbeols created by ourselves and use syntactic rules
understood only by ourselves. If, on the other hand, our readers are people who
do not share exact the same linguistic form with us, then we have to choose a
form accessible to both sides.

The reality after the sovereignty hand-over is that we are having more and motre
contact with people in other parts of China, not only in business but also in other
areas such as politics, education, science, technology, environment protection,
public safety and the rule of law. Written Chinese has become an essential part
of the contact and the readership of our wriling is no longer limited to people in
Heng Kong. When we write for speakers of other Chinese dialects, we cannot
impose our rules on them but have to find a common ground. There is ne other
choice than writing in MSC.

It is therefore dictated by reality that MSC be the written form in the communi-
cation with speakers of other Chinese dialects. Given its close political and
economic ties with China after the hand-aver, Hong Kong actually will benefit
tremendously by adopting MSC as one of the written forms. There is no need, of
course, to abandon the written form based on Hong Kong Cantonese, which
serves a large portion of the local population. The two forms are likely (o co-
exist in Hong Kong for a long time, ¢ach having its own function and serving its
own readers, and there is no evidence yet that the situation will change.

It 15 a common expectation that education caters to the needs of the society.
Given the current language situation in Hong Kong, graduates well versed in the
two written forms will be in great demand and it is the customer order that our
school system should strive to fill. The first process in the production of
preferred graduates is to make it clear to our students that the written form based
on Hong Kong Cantonese and M3C are distinctive formats that serve different
purposes. Cantonese shares most of its morphological, semantic, syntactic and
discourse features with other dialects and these featres are incorporated info
MSC. There are also certain features unique to Cantonese that are not found in
MSC. An important job for language teachers in Hong Kong is to help students
recognize these features and learn their MSC equivalents so that students can
produce written works that are understandable to speakers of other Chinese dia-
lects.
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3. GRAMMATICAL ERRORS

A crucial issue in teaching written standard Chinese is to make a distinction be-
tween lexical items and morpho-syntactic features that are unique to the local
dialect and those that are not found in any dialect of Chinese. The former are not
grammaltical errors but the latter are, and they should be weated accordingly.
Expressions and structures found only in Hong Kong Canfonese are not gram-
matical errors buf they should be excluded from MSC because most of them are
not comprehensible to speakers of other dialects and will hinder effective com-
munication. These features are out of place in MSC but are appropriatc in a
written form based on local Cantonese,

Expressions and structural features not found in any variety of Chinese are
grammatical errors since they do not belong to the language we use. ‘They could
be words created randomly without any consideration of Chinese morphological
rules. They could also be collocation of words and phrases that is not found in
any dialect or syntactic struciures that belong to no Chinese dialect. These errors
must be corrected without exception. A very tough problem for Heng Kong Chi-
ncse teachers fo solve in this regard 1s that certain crrors have been repeated so
many times in the mass media that people have got used to them. Tremendous
effort is needed to correct this type of errors and careful linguistic analysis is re-
quired before the correction process can start.

A typical exanwle is the syntactic position of Chinese phrases zAidue “at most’,
zhishao ‘at least” and s0 on. A very commoil usage in the news reports of Hong
Kong mass media is for these phrases to occur in front of 2 numeral phrase. If the
numeral phrase happens to be the object, these phrases will appear after the verb,
as in the case of examples (1), (2) and (3}, which are all guoted from Hong Kong
NEWSPAPETS.

(1) You shishao shiyige ren ziri Shatian
there be at least eleven CL person in Shatin
de chehuo zhong  shoushang.
bE car accldent ingide  injure

‘There were at least eleven injured in the car accident in Shatin.'

{2) TYilake shengcheng Meiguo feiji zha-si-le
Traq claim America plane  bomb-kiil-Asp.
Zhishao liuge  pingmin,
atleast six Cl  civilian
‘Iraq clanmed that the US planes killed at least six civilians.’

{3}  Guofi Huobi Jijin Zuzhi ‘ Jlang  jie gei
International-Monetary-Fund-Organization  will lend to
Baxi zui-tduo ershisan i eIV,

Brazil atmosi twenty-three hundred-million US dollar
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“The International Monetary Fund will lend at most 2.3 billion US dol-
lars to Brazil.’

Sentences {2} and (3) are excerpts of translated news from Reuters and UPI re-
spectively and bear clear influence of English constituent order. Senience (1), on
the other hand, is from a news report on an accident in Hong Kong that is written
by a lecal reporter. The English constituent order in this case has apparently been
adopted by the Hong Kong mass media and has become a usable pattern,  This
pattern has already invaded schools in Hong Kong and often appears in students’
writing.

There is, of course, no a priori reason to exclude a synfactic pattern simply be-
cause it is also found in another language. The problem here is that the pattem is
adopted without considerafion of its function in English and the syntactic con-
straints in Chinese, including Cantonese. The English phrase ‘at most’ is actually
a shorten form of ‘at the most’ (Quirk et al. 1985} and is therefore a typical pre-
positional phrase in the form of P+DP. When an English PP medifies an NP or a
DP, it usually occurs after the nominal, as in the casc of the book on the shelf. In
the case of a PP modifying 2 predicate, the PP usually appears after the verb or, in
the case of sentential adverbial, appears before the subject or at the end of the
sentence (Quirk et al. 1985). In the original English version for (2) and (3), the
phrases at least and af most are thus not attributive modifying a nominal phrase
hut are adverbial modifying the verb phrase.

The Chinese phrase zhiduo ‘at most’ and zhishao ‘at least” are adverbs but not
PPs, at least not in contemporary Chinese (Lii st al. 1980). They cannot medify
nominal elerments such as NPs, NumPs and DPs. The Cantonese complex nomi-
nal phrase in (4)’ is thus not acceptable’ while the one in (5} is, with a different
modifier for the NumP. The zAishao “at least’ in sentences (1) and (2) can there-
fore enly function as an adverbial but not an attributive modifying the numeral
phrase after 1t. :

{4) ‘*keoi-ge zisiu saambaak maan sangaa
his at least three-hundred  ten-thousand ¢state

' The Cantonese examples are given in Jyuping (Cantonese Romanization System)
designed by the Linguistic Socicty of Hong Kong,

2 The intended meaning of (4) can be expressed by the phrase in (i), in which
zisiu ‘at least’ modifies the verb jau ‘have’.

(1y  keoi-ge zisin  jau saambaak maan ge
his at least have three-hundred  ten-thousand COMP
sangaa
estate

‘his estate that is worth at least three million {dollars)”
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(5 keoi-ge cyvunbou saambaak maan Sangaaq
his all three-hundred  ten-thousand estate
‘all of his three million (dollar) estate’

An adverbial in Chinese always appears between the verb and the subject or at
the beginning of the sentence (Li and Thorpson 1981, Matthews and Yips 1993),
as shown by the contrast between the acceptable Cantonese sentence in (6a) and
the unacceptable (6b). The adverbial therefore always occupies a position some-
where before the verb. The zhishao ‘at least’ in (1) and {2) is an adverbial but
occurs after the verb. The illicit position of the adverbial thus renders the two
sentences unacceptable in all Chinese dialects.

(6) a. Neo zido by Jaun Hoenggong.
1 at most not refurn - Hong Kong
‘The most I can do is {o not return to Hong Kong,’
b. *hgo m Jaan  zido Hoenggong
I not return  at most Hong Kong

The phrase zui-due ‘the most, at most’ in {3) represents a more complicated case.
The word duo “inany, much’ is an adjective and zui ‘most’ is an adverb that
modifies duo. Zui-duo is an adjective phrase that is the semantic equivalent of
the superlative form for English many and much, namely, the form the most.
Such an adjective phrase can medify either a nominal or a verbal element. It thus
seems possible that the phrase zui-due ‘most’ in sentence (3} is the modifier of
cither ershi-san yi metyuan ‘2.3 billien US dollars® or jie-ger ‘lend to'. The sen-
tence should be acceptable either way.

The reality 1s that there are strict structural reasons that prevent zui-duo ‘the
most’ from modifying ershi-san yi meiynan ‘2.3 billion US dollars’. There are
two forms of modifiers for a nominal element in Chinese. If the nominal is a bare
noun, the modifier must be an X° item, namely, must be a word, as in da qiche
‘big car’. If the nominal is a phrase, the modifier must be a de phrase, as in da de
naftang qiche ‘the car that {s big’ (e.g., T, Li 1995, Shi 1999, cf. Zhu 1985). The
nominal ershi-san yi meiyuan *2.3 bilion US dollars’ consists of a head (hat is
the numeral ershi~san yi ‘2.3 billion’ and a complement that is the noun phrase
meiyuan ‘U.S. dollar’. It therefore has the status of a phrase, namely, a NumP (A.
L1 1998). The meodifier of ershi-san vi meiyuan *2.3 billion US dollars’ thus must
be a de phrase and cannot be zui-due ‘the most®, which has no de attached.

When zzd-duo “the most’ modifies a verbal ¢lement, it is the syntactic and se-
mantic equivalent of English at {the) most, although it is not a PP. It is appropri-
ate to translate the English phrase af smast into the Chinese phrase zuf-due in sen-
tence {3). Again, good translation is ruined by bad syntax. If zui-duo “at the
most’ is modifying jie-gef ‘lend to’, it should appear before it but not occur after
it as in (3), because the modifier of a Chinese verbal element must precede it.
The phrase zui-duo ‘the most, at the most’ in sentence (3) simply cannot be the
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modifier of either the ershi-san yi meivuan ‘2.3 billion US dollars™ after it or the
Jie-ger ‘lend to” before it.

The fundamental issue in this case is that the structural relationship between
medifier and modified in Chinese, ¢ither Cantonese or any other dialect, cannot
be altered and any deviation from it is unacceptable. It 1s the responsibility of
Chinese teachers to present the problem clearly to students and help them use the
correct constituent order,

Grammatical errors sometime come from collocations that are not acceptable in
any Chinese dialect. A case in hand is the slogan in (7), which appears in an ele-
gantly designed advertisement flyer from a well-established developer to promote
its new shopping center specializing in furniture, home appliances and interior
decorating materials.

(7Y Wei Hin pincou Iixiang Jla-fu.
for you put-together ideal home-appliances
‘Put together a fashionable home appliance set for you.’

The advertisement is meant to tell potential customers that there are all kinds of
furnimre and home appliance stores in the shopping center and the stores can
work together to furnish homes in an ideal way, Unfortunately, the slogan actu-
ally sent out a message that the stores in the center are all not trustworthy since
they do not have high quality merchandise and can only put together shabby
things that are not compatible with each other. What ruined the prometion cam-
paign is an unusual collocation of a verb and its object that are semantically in-
compatible in 21l Chinese dialects.

Although the compound verb pincou is usually glossed as “put together”, the
Chinese sxpression and the English phrase are not exact equivalents because the
former always carries a negative connotation but the latter is usually neufral.
Pincou “pul-together” implies that one could not find enough qualified persons or
items to meet the demand and had to look for low quality candidates or shabby
replacement for the job. The verb pincou “put together” is not semantically com-
patible with the nominal phrase fixiang fiaju “ideal home”, which carmies a posi-
tive connotation. The slogan can thus only yield a weird interpretation that the
ideal home appliance set from this shopping center is actually a bunch of hastily
assembled unmatched items with questionable quality. Such collocations are er-
rors and should not be tolerated in any written form of Chinese.

4. CANTONESE FEATURES IN WRITTEN CHINESE

Canionese lexical items and morpho-syntactic features found in no other dialect
are not grammatical errors but they should not be included in standard written
Chinese, although they are appropriate in written forms based on Cantonese. Itis
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the responsibility of Chinese teachers to help students identify Cantonese features
and learn the MSC equivalents, This is a long and complex process that requires
careful planning based on a thorough understanding of the issues involved. The
best way to achieve the goal is to stari from the obvicus and then take care of the
subtle cases onc by ane, The strategy is to tackle structural issues [irst and lexical
items second; to wdentify Canfonese functional words in writien Chinese first and
content words second.

Dialects of Chinese share most of their syntactic structures and that makes it pos-
sible for all dialects to have the same written form. There are, however, a few
structural differences among them and Cantonese has perhaps the largest amount
of unique struciural features. If one of such features finds its way into the written
form, it will copstitute an obstacle in the communication with speakers of other
dialects,

Certain structurcs found only in Cantonese, such as the reversed order of indirect
and direct objects, are well known fo teachers as well as students. They can be
easily detected and replaced with MSC structures. What call for special peda-
gogical attention are structures that differ from MSC ones in certain details or
only under certain circumstances.

The so-called gwos/gwo consiruction is an interesting example. It is a comnion
knowledge that in making comparison, the i construction is usually used in MSC,
as in (8), while the guo/gwe construciion is always used in Cantonese, as in (9)
{Mok 1998). The guo/gwo construclion is also used in MSC for comparison,
although to a much less extent. It is In cssence a complex predicale construction
with extent referred in the sense of Li and Thompson (1981) or a verb comple-
meniary construction in the sense of Y. Li (1990). The guo/gwe construction
thus Ias a potential form like other verb complementary consfructions, as in the
case of (10},

(&) Wo bi i gao.
1 than you tall
‘T am taller than you are.’

(9} Ngo gou gwe iei.
1 tall than you
‘I am taller than you are”

(10) ™ gao-bu-guo lanifan.
you tall-not-possible-than blue sky
"It is not possible for you to be tailer than the blue sky.’

Since the guo/gwo constiuction is used in both Cantonese and other dialects, it
scems that gro/gwo construction should not be an obstacle for students 1o learn
MSC. However, there is a hidden danger. What causes the problem is a unique
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ptoperty of the potential form of the Cantonese gweo construction. When the po-
tential form of gwo construction is negated, the object of comparisen can appear
between the verb and the negative potential morpheme if the object is a pronoun.
The MSC guo construction, on the other hand, does not have this feature. The
Cantonese sentence in (11) is thus fully acceptable but its MSC equivalent (12a}
is not. The only acceptable MSC form is (12b), in which the cbject of compari-
son occurs after the verb complenientary complex.

(11) Ngo daai-nei-m-gwo.
I big-you-not-than
‘It is not possible for me to be bigger than you are.’

{12} a. *Wo  hen-ni-bu-guo.
I harsh-you-nat-than
b. Wo hen-bu-guo i,
I harsh-not-than you

‘I is not possible for me to be harsher than you are.”

The Cantonese gwo construction behaves similarly to its M3C counterpart in
most cascs but it does have one unique property that MSC lacks. It is this kind of
difference, no matter how small a detail it is, that requires careful guidance from
the teachers.

Another such case is the nominal object of adjectives. It is a common knowledge
that adjectives or the so-called stative verbs in all Chinese dialects usually func-
tion either as the modifier of a nominal or as an intransitive predicate (e.g. Li and
Thompson 1981). The Cantonese examples in {13) and the MSC examples in (14)
illustrate these possibitities respectively.

(13} a Ngodei Jau houdo hoksaang.
we have  very many student
“We have many students.’
b. Ngodei ge hoksaang do.
we Pogs. Student many

*Our students are many.’

(14) a. Women you henduo xuesheng.
we have VE[Y many stugdents
‘We have many students.”
b. Wonen de xuesheng hen dua.
we Poss.  student very  many

‘Our students are many.’

Certain Cantonese adjectives, however, seem to have the additional property of
taking a nominal as object, as shown in (15a). There are two possible approaches
to handling this issue. One way is to assume that unlike thewr MSC counterparts,
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cerlain adjectives in Cantonese have the properties of taking object {(e.g., Pan
1998). Cantonese thus differs from MSC with regard (o the properties of adjec-
rives. The contrast between Cantonese sentences like {15a) and their MSC
equivalents like (15b) is often cited as the evidence,

(15} a. Ngodei do holsaang.
we many  student
*Our students are many.’
b, * Women duo xuesheng.

we many  student

The other way is to take into consideration the fact that some MSC adjectives
may also take an object under certain condilions, as shown in sentences like {16)
and (17). Tt thus seems possible to assume that the behaviors of MSC and Can-
tonese adjectives are in essence the same (e.g., Ouyang 1993),

(16} Women duole san’'ge Xtiesheng.
we many Asp. three Asp. student
“We have three exwa students.’

(17) Chunfeng you i Jiangnan an.
spring wind again  green  River-south bank
*The spring breeze has made the banks south of the River green again.”

The two approaches actually are based on separate properties of Cantonesc ad-
jectives and they can be combined to provide a full description of the facts.
Many MSC adjectives can take an object when their semantic content and their
thematic grid have undergone some changes, namely, when they have assumed a
special status (Q. 1.1 1996). The adjective dro ‘many’ in {16), for example, is no
longer describing the number of the students but is depicting the status of the
speakers, i.e., the speakers have entered the status of having too many students.
The adjective { “green’ in (17), on the other hand, is being used causatively. It now
takes the NP chunfeng ‘spring breeze' as causer and Jiangnan an ‘the southemn
banks of the River’ as the causee. It is aknost the equivalent of Enplish verb green,
meaning to make sometling green or to turn something green.

Many Cantonese adjectives may also be used causatively but the de ‘many” in (15a)
isnot. The status of do “many’ in (15a) is alimost the same as the do ‘'many’ in (13b).
The semantic content of the object-taking do *many’ in {15a} and the predicative do
‘many” in {13b) are in essence the same. What do “many’ describes it the two sen-
tennces is the number of students and the speakers are the possessors of the students
in both cases. It is not the concern of this paper what the argument structwe of do
‘many’ in {15a) should be, Suffice it to say that the argument struclure of do ‘many’
n{15a) and that of do ‘many’ in {13b) have many features i common,
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The most important issue here is that & sma# group of Cantonese adjectives can take
an object while their semantic content is similar to that of their predicative counter-
parts. This is a structural feature only found in Cantonese and it should not appear in
MSC,

A significant portion of the Cantonese vocabulary is not found in other dialects and
these words should not be used in MSC, The sheer number of words in this category
is problematical enough and it requires careful pedagogical and linguistic planning to
tackle the issuze. The strategy should be to take care of functional words® first and
then content words. The rationale behind this strategy is that functional words are
the most frequently used items in written Chinese {Wang 1986). The misuse of a
functional word usually bas a more serious consequence than that of a content word.
A more pracfical reason 1s that many Cantonese content words consist of morphemes
also found in other dialects or inherited from Classic Chinese. Given the mor-
pholegical and semantic natire of Chinese content words, the meaning of such
Cantanese words can be asily derived from their morpheme components. Although
words like ji-gong/gai-gung ‘chicken-male, cock’, zhi-sw/zat-sou ‘essence-clement,
quality’ and yin-pingam-ban ‘drink-material, drinks’ are not found in MSC, they are
not very hard to understand for speakers of other dialects.

The words that must be excluded from MSC are those that are totally opaque to non-
Cantonese speakers. Words like lek ‘smart’, ngaem *suitable’ and keilei ‘neat’
should not be allowed in MSC simply because they do not make any sense to outsid-
@rs.

What call for clear guidance from Chinese teachers are Cantonese words that are
written with exactly the same characters as their MSC counterparts are but carry
some meaning differences. A typical example is the adjective xinku/sanfy ‘hard’,
which describes unpleasant physical and mental conditions caused by hard labour or
excessive exercises in all dialects and it is therefore part of the standard MSC ve-
cabulary. A sentence like {18} would look inmocent encugh to be accepted by eve-
ryone. The problem in this case is that the most prominent meaning of xinku/sanfu
*hard’ in Cantonese is to describe the unpleasant conditions brought about by illness
or physical suffering. Sentence {18} is thus most iikely to yield a reading that the
speaker is sick if it is used by a Cantonese speaker. The same sentence will mean
that the speaker has done some hard work if it is written by a non-Cantanese speaker.

(18} Mo hen xinfu,
I very hard
I feel bad.”

? The term functional word is used in the sense of traditional Chinese grammar.
It refers to prepositions, connectives, sentence particles and the so-called zhuci
*helping words’, which are considered affixes in modemn linguistics.
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Another example 1s the word janfi/facnfick, which is either an adjective meaning
‘repetitive” or a verb meaning “fluctuate’ in Cantonese and other dialects alike, The
sentence in (19) is thus ambiguous between two readings. In one reading the word
Janfu/faanfuk ‘repetitive’ is an adverbial modilving the verb shengsheng ‘rise” and in
the other reading funfiffaanfuk ‘fluctuate’ is a verb conjoined with the verb shang-
sheng “risc’. The most miercsting characteristic of (19) is that it is unkikely w be
ambiguous in many dialects. Hong Kong Cantonesc speakers are most likely (o
understand it as that the stock market fluctvated and ended up a little high whiic
speakers of other dialects will interpret it as that the stock market went all the way up,

(19) Gushi Janjic shangsheng,
stock market repetitive rise
i “The stock market rose repetitively,’
i “The stock market {fuctuated and ended up higher.’

These words will harm the communication belween Cantonese and non-Cantonese
speakers more than anything else becanse each side is led to think they understand
what 1s being said but they actually get the wrong message. It is the responsibility of
Chinege teachers to provide a clear case by case explanation to studenis and help
them to leam the correct usage.

Functional words need special aitention as a category for different reagons, Certain
subcategories of functional words appear in different forms in Cantonese and MSC
and must be leamt one by one. The aspect markers are typical in this respect. Can-
tonese and MSC have the same major aspecis but these aspects are not marked with
the same form cxcept for the experiential marker guo/gwe. The perfoct aspect
matker in MSC 15 /e but that in Cantonese is zo, What is more, the two markers arc
not exact equivalents, The Cantonese zo marks nothing but perfect aspeet (c.g.,
Matthews and Yip 1994} while the MSC /e serves as the marker for perfect aspect as
well as some other aspects (e.g., Ll etal. 1980}

The same can be said about the progressive and continuous markers, which are zai
and zhie in M3C but gan and zvu in Cantonese. Although the distinction between
progressive and continuous aspects ts found i almost all Chinese dialects, the coyv-
erage of the two aspects differs from dialect to dialect. The distinction betwesn the
progressive and contimtous aspects in MSC 15 mainly bascd on the Northern Dialect
and 1t differs notably from that in Cantonese. Roughly spraking, the continuous
aspect in MSC, wihich is marked with zhe, covers more cases than its counlerpart in
Hong Kong Cantonese, which 1s marked with zy, The MSC sentence with a con-
tinuous aspect 11 (20) can thus only be expressed by the Hong Kong Cantonese sen-
tence with a progressive aspect in (2la), not the one with a continuous aspect in
{21b). Teachers should be aware of these relationships and help students understand
them.
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(200 Waibian xia-zhe yu ne.
outside fall-Asp. Rain  Part.
‘It is raining outside.’

(21) a. Ceotbin lok-goit Jyu Wo.
outside fall-Asp. rain Part.
*It is raining outside.’
b. *Ceotbin lok-zyu jyu Wo.
outside fall-Asp. rain Part.

There are also some special functional words in Cantonese that are not part of MSC.
The word youjau ‘have’, for example, is a content word in both Cantonese and
MSC and causes no problem as such. It also serves, however, as a functional word
in Cantonese as in the case of (22), which is quoted from an article on a local news-
paper. The word jau ‘have’ should not appear here if the sentence is meant fo be in
MSC.

(22) Ngo  jau z0i daathok-lei gaau  sezokfo.
I have in university-inside teach  writing
‘T have taught writing in a university.’

The connective jikup ‘and’ represents another type of problem. It marks conjunc-
lion in both Cantonese and MSC and seems to be a non-issue. A very tricky feature
of ji *‘and’ in MSC is that it imposes a hierarchy of importance on the items being
conjoined. The item before ji ‘and’ is assigned a status more important than that of
the item after ji ‘and’. The same connective ap ‘and’ in Cantonese, on the other
hand, does not distinguish the status of the items being conjoined and the difference
between the two jikap ‘and’ will inevitably lead to misunderstanding. Sentence (23),
which is quoted from a local news report, thus means that the Chief Executive of the
Heng Kong Special Administrative Region has a status higher than that of the May-
or of Shanghai. This is of course not the meaning intended by the reporter, but the
connective ji ‘and’ does yield such an interpretation in MSC,

(23) Guojia zhuxi Jiang Zemin feiianle
state  president  Jiang Zemin meet Asp.
teshou Dong Jianhua  Ji
chief executive of HKSAR Tung Chi-wa and
Shanghai shizhang Au Kuangdi.

Shanghai mayor Xu Kuangdi

“President Jiang Zemin met the Chief Executive of the Hong Kong Special
Adminisirative Region Tung Chi-wa and the Mayor of Shanghai Xu
Kuangdi.

Jifkap *and’ is perhaps the most frequently used connective in Cantonese but the
most oftent used connective in MSC is ke ‘and’, which does not impose an hierarchy
of importance on the items being conjoined. The functional equivalent of Cantonese
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kap ‘and’ is MSC ke ‘and’. Chinese teachers should make this clear o students and
help them leam to use MSC Ae *and’,

8. MSC FEATURES NOT COMMONLY USED IN CANTONESE

Although MSC is based on the common core shared by all Chincse dialects, all MSC
features do not bave equal status in every dialect. Certain MSC features have very
limited distribution in Cantonese and are therefore not comimonly used in Cantonese.
Some training is needed in order for students in Hong Kong to use these features
propetly in written Chinese,

A typical feature in this respect is the so-called b construction. It is well known that
Cantonese uses jfiangrzoeng consliuction as the equivalent of MSC ba consiruction
and it seems that [ong Kong students should not have too many difficuliies learning
to use ba construction. A less often mentioned fact in this regard is that the MSC bu
construction is used so extensively that it has been cited as evidence for the claim
that Chinese is changing from an SVO language to an SOV language (e.g., Li and
Thompson 1974). The Cantonese jiang/zoeng construction, on the other hand, car-
ries some bookish flavour and is not widely used. Without proper training, a Hong
Kong student is not likely to use ba construction correctly, especially in places
where a bg construction it MSC is appropriate but a jiang/zoeng construction in
Cantonese is not,

Another example is the MSC marpheme de attached to most adverbials. The Can-
tonese equivalent of de is the mopheme kam, When television anmouncers read
news reports written in MSC, they often pronounce de as Aam. It scems that all
teachers have to do is to tell students that the two morphemes are equivalents and
they could use de to replace kevn, The reality is far more complicated than this sim-
ple statement. The Cantonese kam is associated with a special type of adverbial
(Matthews and Yip 1994) and is used in rare occasions. If the students enly use de
in places where fwm is appropriate, they will not use de adverbials as often as they
should. It is therefore a feature that must be leamnt.

¢, CONCLUDING REMARKS

Written standard Chinese is not based on any particular dialect of Chinese. Tts lexi-
cal items, morpho-syntactic structures and discourse features are thosc shared by
most dialects, together with some features inherited from Classic Chinese or bor-
rowed from other languages. Written form based on one dialect only is nothing new
m the history of Chinese. The so-called Wu Dialect literature and the missionary
Min literature are two recent examples. One of the reasons that they could not com-
pete with the Baihuawen “vernacular literature™ coming after them is that they have
very limiled readership. The written form based on Hong Kong Cantonese has its
own life but it camnol be forced to readers cutside Hong Kong. Swudents in Hong
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Kong must learn the standard form of written Chinese in order to compete in the job
market.

It is not easy for our students to leam Modem Standard Chinese and Chinese teach-
ers have a crucial ole to play. It is very important for the teachers to make a clear
distinction between grammatical errors and lexical or sttuctural features that are only
found in Hong Kong Cantonese. The former has no place in written Chinesc but the
latter has a restricted role to play.

The main task of our Chinese teachers is to help students recognise features unique
to Hong Kong Cantonese and learn their MSC equivalents. This should be done step
by step, starting from the obvious and then take care of the subtle cases one by
one. The strategy is to tackle structural issues first and lexical items second; to
identify Cantonese functional words in written Chinese first and content words
second.

Chinese teachers in Hong Keng have a very hard job to do, but it must be done.
linguists can lend a helping hand to them, their job will be a little easier. It is the
sincere hope of the author that this paper will provide some help.
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HBRELER T RERSNRARFBEL RIS BETFELETGRET
UG - TR EREMpBRREMAARET TN BT E
HERIONE BT —FiuE e BBz Lo s B B TFEH 4
FR e E-METHEBRER Sk PR e AL R
P — B RIREMEF N EELTURERL  FTATETHELE
XRBEE - 2% FUPLAEFEFTTEOR BIBHd iz » —44EE
RERLHRERE - SR PLA LBt s B R S - K
WABMF ot T2 LRESLENRE B FHLFLT 24
T BB TS IO F TS E BT RS BT —
#23. % (Young-Scholten 1995) - AKX @B EBERARA ST EHXFE &
B TREMASBAHER TSR LER T ELRER A EWHY
B A ERA LA TN EIHALANTHRAT IR RER -

R RMNBRAFCASLLAETBATHLEREETTFREN - 3
SBFOWEEE SLAERETHNG - HFEE RFRAK A2 T
E-madiA PEETEAFN - MBI g =% 55H
T REHRAREENES RASEHERNS LRS- 8-
Aot AR LR S aaEaan (LE=Hay
W) - LRALE RV RGALATFHRKBIEE  RRE | A (T
W) A E4R (EFR) RRIEHEARIF AFIRERAEIFE-LLE
AmERERPEEETOE | IO AEAE 4 & Hlaw "L AT &)
EWiaS 14342 i 32 - SHARALTMB o MERIIREL - B 1
Bioffl 4 ROORFLFSHAAMEBEPLRLR  KMEAHEHLFR
aw+ﬂ%m HERARMEN - £ - L@ @FRAT £ 1% (8
B 55) A% 4 B (A S1) saHbE 2 8 (FE 35) 8 3 2 (HA
214) 5 THERLT @B HTAEFN AL (one-word stage) - — &
FELE HRERYEE 1 BPE 4 B8R FEAGRFEREER
mE 2R 3FETEEHNE-SARLETE mEE¢H4RH (Liand
Thompson 1977) - B = » BEBAEEEF #AE SSHAE I 25 - B8
By 5SS M BB E | BEHE - HRESLW - iR S3 st
BEHEHE IBFAMLE  FAESER - 25 LEHBRT 53 WK S5
3o mbARAE A RSEESET R SR 1 ARFAEEEALARA
BPSS5E BARFARTENDNE PRARKRYEIE LR P S5/
F 53 RPWAER AEE S (Baver 1997) - B S B ITRIE T EHA
HE1FE 4 FeRF - F—RBERBHTEFRASRE 33 B4 K11
Wit BT WY 3 AHEEIM (markedness) Hif- £ I EZ L@y
AEIEYE - i S RERA RSB T A TR GRS - RE
BEAAREENSFA - EIEEEE 25 (313 D 243) AkEH
—HMBEEOFE - RARNGELADENE - BARATETAEESES S
WP E ¥ RAiniet-BE 3 ARASE  RE_BE 3 ATEL
A RO AOERE2HELE 1A o e fA5RLFE -
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BEHERENERSTEGR - SO E—MERALEST - ¥
REFHTEALL > AEZRHAR  ASRASRIEANSIES
FIFEENE - WHNE SRS DAL RSERSAN  2LALY
HeAaieg tRE ing, eng, lang M4t in, en, ian > #l4e 0§50 neng >
nen, B » ming > min - oG B HEHF AN EET SR LR RE T B M
o BHEM—EF T (oRPE) SHFLRE nfoen BEE LR
# ing, eng > LG A AL HITE %ﬁ%ﬁ-&»ﬁﬁ?%%ﬁiﬁﬁﬁ%ﬁ% : %
EAERNELERE FEF LR TEEE fa v lang FHNF 1 ({5 :

3 > Xia yu = sa yu . 474§ + hao xiang =» hao sang)Fe vang ¥ é}”””- u (fy-f :
A~ » chuang = cang) »

LI A RO E A B EMFE T b, p.d, Lk g f,w,
an&i&ﬁrﬁ&ﬁaﬁﬁ=%%$$o@mm$&m%&ﬁﬁmﬁ
-

(1) % whde/n/3 & /Y 41, % niao D liao
je/h/ 34 K F hua D kua
(2) &% de s @E/), M EE Bz o
e i 2 ziv v xiao =2 siao
(3) HoFimdn £ &/zh, ch shiid 8% F/zc8/
f#): & zhen =P zen: & chi =i & shen = sen
KB 0 K ERTE B0,/ RS E E/zh, ch, sl
" 7% zao D zhao: 3% cao D chac @ si s

BEaEER -FA P LB EHRNEN  Hafr bR iog -
PR B ARG - B SEEY T LB— A R n
BRE FoMABARTLIORRISNERS BT LpiEo s
GRSEALLEWHE - AXRERET  BIFHERZEE 55 A
SEFEAATR - FAMHE  NEAANLLFATRwBEART UL AR
REMSE LRENZASER LR BN E A G EAEBEME - B 2
BEGEEEREEDAME  bWE-BE EERK—Sapisn - iR
immi&‘ﬁ%ﬁ%¢m@ Lk 2 E LR U F RO Y

AT UEA - E-BELERE AR LR ERE L PEy
¢%H’mm MLt BEREATROLARARET A U%%ﬁigx

c ELEERT-BREREL fﬁ*?éﬁﬁ%i&.aﬁiﬁ»ﬁ:%-ﬂﬂﬁ rf‘qﬁk#\?-”f’
ﬁ%@%%ﬁﬂ!¢%,~mﬂ%%$a%ﬁ%ﬂﬁ L AbdE -
BRAL D LRI b o AR t%&%mﬁﬁémi%%@%%EEEW%
Aotk o o REREBRAELZETE  AMTRALLBELE AT~k
AEABAGER L REME - ZALBELE TSRS BG4 450 A
BHER T RENEREEFEMNTEAFS TSR (Mt Ltim
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HARLAREZSERTRENAGERLBEMHESH) - R F--BT
EEEE  EBBIRsERIAREOGEN N EE S EE - A
2 A TR TEENAE T ETHB O gas 2 Nk

LiREEA TSt BB R TN B #HE TR ER LT LB -
E— - AMTUEBEFORREGF RSN had i 2 HHREF
o THUERARGRIBFHEREGH A BPoHREE £ 28
ERBETVIGES  TUREPAETHEEN - LREPHMEL zh,
ch, sh B %% # & (marked phonemes) » @ HF L ORALTFEE L@
LR LRHAHHA I FIBRREXATLAREYBE LT ANBKET
SERFEOHRHERVNAE BEYLBREHTHRE T FEENRE
PR BFAGNRIEREL b, chsh BERAFEE /z,0,8/» RHFdelz ¢,
s/ 85 4% /zh, ch, sh/: 8% %ﬁtfﬁ‘?ﬂ.’FTuiﬁﬁﬂﬂlﬁ.lﬁéﬂ% o B
-&.%ﬁ%ﬁ&%ﬁ r)b&ﬁéﬂéﬁg%gﬁ% %‘135-‘-‘;;"-. * gjlfa)k 'fE' E'f&’fﬁ?&kﬂ
% (zh ch,sh) EREHMBELEE T 2 0,8 REE MEAETHEL
WREPREETE ARWEET YOOI AU E HE TR T
T EHMEPEY  BRanEAuB s iR HRFFRBT S -
RELBHERAABFRARZABTHEEANFEF RN NHET LRAE
f1 485 T B M (accuracy ) % @ R &k (Harley and Swain 1984;
Widdowson 1990) « fRud » £ BEELE-METHEELE T E4N MR T D
RiEE .

BHATHBRE $ATUELE ) FH -2 LS B0 BB CIE
TEELERFSHHA LE2NE- S 100 E - ARPLLEBOARNY
ELGESLYR BT8R TH-ATEANRE - A EUBTFLELF M
FHETH ARAERBRESSERR BB T RGO
Gibbons (1985) HMEZF W MBREEAME » B TRAFRIE M
FOBFHRERBETEE 56 £ $HBFEL 15 RAL A HEBE -
Gibbons {5 BFZEEH ~BEEERATMECFRE - L A - &M
MR eyEES Gibbons 1 FR—H BEVHaREBRMERER— 26—
28 Eayit ®4E B o Krashen (1982) @A KM B & 5 F @816 15 Rt
BT o MKMmBELHMBTRAGN-BEEME - D@ 2K RER
DEAREHEFESELS SO HEFOATEEEASR  F R AN
Mo e

MABFREENEEMANNH  RERETAToBERRBLF
BAFER FRRE - F-BAEFEREARYLERAE - RART S
BIEHEE (A3 LB (FHA) FRE-LTABEALBEARALY
ELeHEesing 459% o8 3 iRP 379% o9 4 #% (FHR 0 Wi
1995) » PR M EALSBHEFEARANEFREASR R - BT EHEFRE
ﬁ BALLERATROBELIHA > ARSI F- AR
RieErTRALFETHEE - (B Tuaycharoen 1977 # W& EFRWM T
1?;-, Li and Thompson 1977 #f -F ¥ i 3% & # ey B 43, Tse 1978 il T &35 %76
BEYEL RAREELEETHRAREYEYETHA  REYH

SRR (RAETOAARREE Y Bkes o Bk F T WAARGA G
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BALTRAEFHEBRFREMPFEE o F (loup and Tansomboon 1987 ) -
REMBEEGERRAE TR TS —F ERERA A 60 £1835383
B tHESRua 58 R0 AN - Ba ST EEH#EHEDRAER
ENEBFR -

. B

FRBEHFHIFERARA A -TIROTE - [ PAF 2P LA ENE
HEY HAEAROBREBTED ARG ARG ofHBN [ EAE LBy
BXEALBELAEEFARIE R RATEALS 4R BT o0
MEBThRCEFRNTHM FaI R T URBEAME 24 %4
HRALRBOSHNF LRS- HAEMATO R ) — B4 LB
NERAFE  FAERLEAFZERY -F4AE BEHATEAF L4
TRBRAGERBRERLENL L ES3LREEFR T ROL B EHM
Foig S BEGELBNAHEHFSE -

1B44E0

AFAETRBTXREBIEHMESR (1962). {(ERBF T FR) (H-
BB 1989 FF R o bW X FH R R -

AR BERE (199) FHRALRETERFHRAMR - FAETFEoEe
EEeis 0 1995012 Fik .

FTRAH B P (1997). BEMBETHEPHER I FL LRGN - {Px
HERRE) » ol REHEPSH. 196208 B FB AT RREL -

FAR HERE (1999).THLBFE TG LHHED — FHEREMT
W BFZ— - HFHFTHFEHEFHLEHOHI 1999, 2, 22.24, &
iﬁ 9

RERMFAE (1997). AR By L BEHNMP AR - FHEAFTEFH (£EF
# — By m A BB EAEEY 5 12F -
Baetens Beardsmore, H. (19935). European models of bilimgual ¢ducation: Prac-
tice, theary and development. In: O. Garcia and C. Baker (eds.}, pp. 139-151.
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(Z) BRPZFHEEN=ARFE

PR R EAERRATR - AMERFTHRENHETAZDE
RS ARG . —RARETEBRERE  SCENRAREHER -
MAGHEEEEF IR ETRIX AR - SeRES . (AEEE -
LEBPRPEECRE) (FEATEFRESRESCHE - 1998) 0B
FRENEESERNGNE - RERBREC D  BTHERE  BL
TRELHBETITERINM - ERERRDETHE - 2R
EREMAATNER - ZREFRERRDEMRYIH G - ERRAE
ARG EIRERHER - B 1HREMERE - BRYHERE BT EERE
VIR » FEREEER -

(BIBEI) WSS - EMSENTRT FEERCHR —%ME - €
#OCRITPREOEEIEFRERN TE - e - alERENEE B
MR > MEEEHE F—REALEEREE - —ERK - 318 - 30k
rL BRI R REREST - ER RS AEIE RS BRI EH
FTREMERES - PIRERENEIAPHA - PNV B L AMEIERAETBERL
R2EFHEEFBCRERIRER - ULTERERE - g A LRE Rk
PP HARAY T — R EB UK E R R LB 4B - 3B 2R EED
REEENRENEE o " BREEEST AMTESE AR BRI
B RFERMFEEN « {CRMEHRE - EREEBFIH RSN THIM
BEXEMFE  (—) DEEHERT ERTEREE - () B
FEAL  MEXHBERRATES  EERERLHFRERET - D
BREBNEA  —EHEEE () ATEERS - 284 BEEK
HER BT IEAWIE - £8E - (1983) AR ESET NEZ
%

(=) SRR AT

REZEEUACELESES DR AIFREE SN TEER
- BE > FRERSE DREmge s EETLEREFREE - B
B FREEFCETN  (—) ERERERE - EORBAATESRION
ERSER - DAY H8  BRAEBETER - (Z) BFHEE
IR S - MU EIEE 4 RWIRRIEEE R - I ESIRELET B
% - ERFVHZEGEE > BILHEEARANKE - (Z) HETHEE
PHEEHRE EERRBNERE  BENREERIRRET > TR
FRHRA - () TEEBRAER - RURLERIZE » ERATR ]
AR (1) BN CRBEGRINE - S RN EE
EITHE - (2) BB TREHIETEHERIRN -
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IRIR AT A SRR REEKRYERS - ©TELEHE AL MR
LIFTH R R BRI - DA R XL 2B a0 RE
HEFREMREEIAE L WRTY - ErHBTI AR T ERNE
7 RRE R RIS BT S - R IER PR - 20
HORHEE S » JERERT B U AT - BITHE R E M S S s e
BEEE o BEAMsRIER (1981) fEH4 » ol DURIE T 71 RARME T =
TLIFEE D (—) RS HF AR BB T - (2 Fanl
AECGAETT - () HBRX - XERMERER - (W) fts
AERER T - () RESUANERBEARRGEIT - () LR ERmR
7t () EERAARET -

FIPRERIRRSCD BB E HERTIE - (B W DA A AR S R A A
BEFEAMIEE - RELR AR EHEEE » (EiHERTIRE « R
B E SRR, SR A AR B R R R Ry
LT ER IS H A R AR BRH D R U R U - F L
A B U o BRERTE PSR LIS | TR R Y — T
BT BElRRclEEMNRS  —BRRTTER B EEERET &
2 - JHE > TROOBEBHETEHAR - B4 BE-E ARG ER
SREETE - PREMOVEFTEFEDRE - BEEENHTE A
%5 - AR S E RSP Ba0ME: - SFEERER B IRy E
Br o A B AR EFNEZEALER - [ERHIRIRBIEGE DS u
REHERR AR BT o SRR B B A R TS -

() F e E R E

FiER AR REERRAE D NREER R - A EE A RETESHI A
BES > RAMBBRENIT LW EREZMEMEBREAONE - BECILHES
{Janguage consciousness) - fYiLFREEZEEE—F » HiPEEEEWRT
BREEE - FE (1996) BY  EREES BNV ETEEETEY - S
FEH . HRE{EHES I (monitor) EHFNTE » M ESEE R BRIFHEIE - 4
PR R EFRE N EHEE ERIEE (CRE0.7) - RIRERITEY A % 8a s
FEJNE - ERIEEEY - EXRSBM A\ SMBISH R ET B - #bE
BN FAI T RIGER - FL AR E RN ENER - ERiiEXT - &
DURHE IR = B ERE IR 51 - BMESEARSEAY  BREMIEfEER
( operational definition ) BEBERES N E » BHER TE ./ - BETEE
SHREZERAGETT « SEREUZETTHERY » BIREEG s ke s K - 5B R
REEEMEETGT  HRE R E AWEEE A& -
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HPREEERIUGLAERR N AT AR TR AR EHBARE
PRESEATER - REXKENEETLIEEEE - ABME I BF
BEREBEREN S ? B - AIF R - WEA HRE A REY
o B R T & RRAEER - EENEEEECERRN
o 2T RAERERER  EMTRSEFRES ? 2R (1980) FERL
By - EB AL "REEUN  RENFEHBEREEEM -
BESERECE - BERFREN - E—F8 > HER—FEGHGE -7
ETEZSBEUIEER  HTLIESRR T EHEHFEREARS - B
HIRFFCERT 25 -

LR EISNAURRSEEREE - &5 (19906) BIEEEE R TR @ HMHE
MELEUE E A EIRNME > FEREHSIHRMEET A G Uik BEE
EHLEAFER  HEBELETRECRE | BFESHERIREER
BRI EEEEITETE - REER (1980) 28 - & "“rEFERE—EE
FHEIG? 7 ST 0 RIRBERIN MO RS - BeerlEiE
RIS E - FTEE "SIOEMRMEMER EALIEMNEERE - B4 AR
HIEE EBEEENRPEEE o SR (1985) IPERS R T » EIEEEE
FEEREREEE R c MBPIDER - BEEER D TENABEEETRME &
RESETTHE - " BEERERE - B ENRHEEE] ERYThEE »
HHFBRER SRR MESILRENIER - B4 - TENARERIRSE -
SERE] DIHIRIE EEE R W BRI « BN ER R - EERBEMEE
B EERAENG - RS el o SRR I R E S e s DR E S
THW - EEEARDROEERBEENED  BEZOEER (5
— ) EEEEEEEENTEEAEREREST - BRIl
ErEREEREED RS ESEENINEE -

() PTERFEXE - TEEENEGEIPI AR

FHEPCREED > EEYHEERRIRET - BRAVEIERIZ B - &
FIFESREEERIEL R EATHAETANL SRS RE T E TR EHE
BES - ARENMEHY > HETEESPEE (WEHES)  BEAD
RILBIEFBIEEE - 0l » AR IEM BB S 6E T REE -

'R BERRAEEERE S AGRMIRESEE (language intuition) FHE - HEF
HREFBH - (X 1991) « o HARABERER ( language
awareness, de Villiers and de Villiers, 1972 Clark, 1978 ; Sinclair, 1981 :
Verhoeven, 1989) ; 435 A linguistic awareness —33] (Bowsy, 1988) #d
ESERBESR (metalinguistic awareness, Pratt and Grieve, 1984 Tunmer
etal, 1984: Gombert, 1992) - iEtbIfEAZERUHI -
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AT J{f,/J LS AR RGTENE ? 2 m R B AR (i b 35T
".j—'; rJr;J[i.}:d,ﬂ\"%' mnn”jm:l{!w{”El f

19744 » 'il[l.islur E'LSLL“P A SCEL S R - RS R BB - 4
BRECHE (1981) ¢ P R B S s B AR » R A
AT TR « 7 iR ¢ CHEIACTIIRY TR B kBRI
T}BJ:C BB > HEERE I’LFI’JHUK AR AR - BT T RN R

' B A LSBT 7 S E R (1982) FEITRIE ARG
7UU|§%‘&1 + e B - RIES ST BRI - R ARy YJ*J"T“

fiiy - RT FE 21 WA SRS SE - MIRERIRE ST R
f&qf” [r}‘fﬂﬁﬁ RAATTHIR TS - AR L) EE A
oo " HRERS AR (1994 SE SRR BT - HiER - IFEYJ ARk

Pl g AR - BRI S BEE AP ERELR < ftha/5mE e
LR n Ll Regs A WIE S R0HE » MR RIRR A B E IR EHE Bl
HHAR R s R G G BHE -

PR R R R S B TREN RSN - B S
H;I{EJ WH AR ? McNeil (1999 @ 377 ) {51 ITEEREHEEMIBEA R LIk

TR S HENUE R - Applebee B Parves (1992 © 736) RS0S4
%r{a Ei_,_ﬁﬁ}_@rmﬁ |7 Willinsky (1993 © 59 ) MRFBERA “r EL AR

SEE ALV R Y 0 AT QIR EEHERAREWS B (KI5
ﬁ"—‘) /T\Jiizﬁlknmm’]%i‘”;fﬁi B SE ] DL g 7 o] R R *fi

S HELEER F A BBy o thich ARG ef S EE 2 S o RS R FR R 4557
WELLE - BYEERBNY S E - T B BRE B IR 3 @”@AW
TRIEBENHHEREZE S ETNE - 21 - PEEECR AL
BEmTERR - IR B EA g D N -

b S RIS T AL VB SRR+ SBER BN
EESE R TL AT S » SR A R RIS b Fiich S RIA A
SR R L - RS R RIS SR - SR A
B R—TEE IR - BB AR - SRS IERIERRAE L B A
15 B KRIATE B - SIS - SCRN R - BU
Ko PABEMERTEEEL S PIHLERUERENS - alh
BEASEAHEEATI T « M - DEEESCR - BTRnA A p B R
AR BRVEL » (o A WA S - (TR
BEEBYE - AMESSTEHE - EEANES - KBS B
NSRS« NI R E SR R RS e R T e -
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(7%) BIRTHREMAIERE

FFEFMRANES - ERAFLIAETEE - LUkBHH - lBERTR
REmE P RE  2F “ihes - TR B3R - McNeil
(1999 : 15) {EEREREH BWER R « AR mEE S EaIkEM - &
B MFRRIRIEH S N BN EWA 2EE - STRNBHMAEA BTG
FEISME NSRS - FERAIEENRENFRE  HIRSEEZ R LB
B EAE - RO BEEY - BEELEREARECSEERREERH
B TSR] B RS - RGN AR ATRE me9R RN -
FOMEARESR E LAY EMb R R R AR - AR A R IR
B ESAELE R EARIEE -

P R RS E B 0 BERER A B B - 8
A& ILEIZ B ariER - B4 BEEFEAMNEHASIERT - &
S SRR AT R R R ATE Y - R R RE BN ERETT A RS
HRIRARE - KA S A E RS - McNeil (1999 1 16) 18R + &
MRS AR B RS BRI AT (official ) 215 - MEIER A ERERH
HER A MRV RB RS E - IRERREBRAERE - FRRIRPEL
FrBagst il - ZFBIEM AT - SRR L IFEREIE - BOLIS#sy
D+ HETE DRI S AT BER e - B—AH » BE£R s
ERMSE - M FAERSNESHRMATEEES - Hdg—® BA2aEIHT
BRH - TSR R A RRIE -

B3R

BAGIE (1985) - (rPEIERELERY - (FEHEBESHEE) F
B REE -

BRI (1981) - (EAIPXHBMNBREM) » (FIER) B4
1 FErEENEY -

B0 (1982) - {(PREEBEEFEEIRRE) - (BXEEE) &8
BNHEANGREERY -

FrEk (1983) - (PREBEEFCHENARGE) - (FEPRE
HEHZH? “i'—%—ﬁﬁ H 63—66 -

FHEE (1991) « {EERCAEVHHREEEHE) o (REEEA) FmEl - H 269
—274 -

FRE (1996) - {GESEREIHESERENDNITEEIE) « (P
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ABSTRACT

In the face of deteriorating language standards in Hong Kong, the government
has introduced various mieasures in recent years to improve the situation, Mas-
sive education reforms have recommended changes from the academic structure
to language policy 1o curricula and assessment mechanisms. Increasing demands
are made on teachers to develop a new professionalism. Amidst all these calls
for change, how are front-line teachers really coping? Wih large amounts of
maonegy poured into improving students’ language standard, is impact made on
classtoom practice? This paper gives expression to the voices of in-service lan-
guage teachers enrolled in a teacher education progranmme n Hong Kong, Find-
ings show that many teachers are having a hard time responding to the uncading
government-initiated calls for change. In the reality of the English language
classroom, old practices generaily remain. Through questionnaires and focus
group interviews, teachers articulate their views on what binds them to old prac-
tices and the bamriers they face hindering their professional development. Their
views are examined in relation to the teacher’s subjective reality of belief sys-
tems and values, and the more objective context of educational change and re-
form. The author argues that unless the gap between new professionalism and
old practices is bridged and the necessary support given to language teachers in
Hong Kong, there seems little hope that big strides will be made to significantly
improve students” English standard in school.

1. INTRODUCTION

In view of perceived deteriorating language standards in Fong Kong in recent
years, the government has infroduced a number of measures to fmprove the
sityation. Resources have been allocated to the upgrading of language (eachers,
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the language curriculum has been revised, the Targst Oriented Curriculum
adopted and new information technelogy introduced. Schools have been
streamed to English-medium or Chinese-medium, the Native English Teachers’
scheme has been launched and a language benchmarking system for teachers has
been developed (Education Commission, 1992, 1995, 1997; HKSAR Govern-
ment Policy Address, 1997 & 1998). In addition, a review of the whole educa-
tion system leading to widespread changes to the academic structure, curriculum,
assessment and continuing education has taken place (Education Commission,
1999 & 1999b).

The reforms cover the whele range of a teacher’s work and demand a ‘new pro-
fessionalism’ of teachers. For local language teachers who have to deal with the
daily reality of teaching in school, how are they coping with all these changes?
What difficulties do they face and how do they feel about the impact these
measures have on classroom practice? This paper gives expressien to the voices
of language teachers enrolled in an in-service teacher education programme in a
tertiary institution in Hong Kong. In the confext of rapid educational change, the
eachers’ views are examined in relation to the subjective reality of belief sys-
tems and values, and the more objective context of educational change and re-
form, The paper will first cxamine what 'new professionalism’ entails, then dis-
cuss the teachers' voices, and finally draw implications on what this means for
educational change.

2. NEW PROFESSIONALISM

As we start the twenty-first century, constant demands are made of teachers (o
develop new knowledge, new skills and new attitudes. There is no doubt (hat
nowadays, a much more sophisticated body of knowledge and skill is required of
teachers, who have to live up to increasingly demanding sets of expectations,
The rapid succession of government initiatives further requires that teachers re-
spond to changes with incredible speed and enthusiasm.

What are some of the elements of ‘new professionalism’? Educators have
pointed in particular to the following: a} integrating theory and practice, b} using
information and communications technology, ¢) teaching no longer in complete
isolation as in the past, and d) bringing about measurable changes in the class-
room {Caldwell, 1999; Goodson & Hargreaves, 1996). The public expects the
teacher to know all the latest developments in pedagogy and curriculumm, meth-
odolegy and counsclling, and diagnostic and assessment instruments. Teachers
are also expected to be familiar with topics previcusly not considered very im-
portant, ranging from contact with parents, collaboration in a team, cross-
cultural communication, te commitment to a shared vision and to life-long
learning (Caldwell, 1999; Fullan, 1991). The teacher must be well-suited to new
circumstances at all times, with constant updating of professional competencies.
Lieberman and McLaughlin (1999) point out that not only do teachers now need
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knowledge of practice, but they also need knowledge in practice. and knowledge
Jor practice, linking teaching, learning and research together to generate knowl-
edge embedded in exemplary practice and reflection and for teachers’ systematic
and critical inguiry.

New goverment inifiatives have now forced teachers to come out of their iso-
lated classrooms and face up to the demanding challenges of their profossion,
Increasingly, “teacher professionalism is being driven by more and morc gov-
emment guideiines and central edicts on issues ranging from assessinent to ac-
countability to curriculum definition” (Goodson, 1999:4}. This is very true in the
Hong Kong context. For language teachers in particulay. gevernment and soclety
demand from them specific competencies, as suggested in (he following list by
Walker, Mok and Teng {1999):;

a. Language proficiency and competence - a high level of all language skills is
expected;

b. Professional and academic competence -

- that teachers be involved in classroom curriculum planning for differ-
ent levels and abilities students;

- that wachers contexmalize skills in class involving student-centred,
small-group, interactive task-based learning:

- that teachers use metalanguage for describing language system and
language learnimg strategics;

- that teachers be involved in materials devclopment including sell-
access matertals:

¢. Retflective and strategic competence that focus on school-based and sys-
teric curriculunt development, with emphasis on coliaborative research and
creativity on learning and assessment asks;

d.  Technological competlence where constant use is made of information tech-
nology in prescntation of new knowledge and for communication and mate-
rials development;

e. Social and collaborative competence where teachers develop the ability to
support individuals' active learning and enhance social and collaborative
learning.

Apart [tom ‘craft knowledge’, Goodson {1999) further points out that teachers
also need to re-examine their role and move towards more “principled profes-
sionalism’ that locks at the moral, ethical and social principles of education. To
what extent are local teachers preparcd professionally for all these, and what
support or resources are provided for them are reflected in the following voices
of language teachers.
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3. VOICES FROM THE FIELD

Teachers are the essential implementers of change and central to the whole re-
form process. It is thus crucial that we have a better understanding of their be-
liefs and practices. For any form of innovation 1o be truly successful, it should
have an impact in the classtoom. As Fullan (1991) emiphasizes, the central issue
is not how many new policies have been approved or how many restructuring
efforts are being undertaken, but rather what has actually changed in practice, if
anything, as a result of concerted efforts. Indeed, teacher professionalism is of-
ten redefined in terms of improved workplace competencies and standards of
pedagogical practice (Fullan, 1991, 1993).

Voices from in-service teachers help us exploere the relationship between policy
and practice, between teacher thinking and classroom behaviour, between the
demands of new professionalism and the reality in the classroom. Examining
voices from the field is based on the assumption that what teachers do is a re-
flection of what they know and believe, that teacher knowledge and thinking
provide the underlying framework which guides the teacher’s classroom actions
(Shavelson & Stern, 1981). The source of teachers’ beliefs is derived from a
mumber of different ways. These include the teachers” own experience as lan-
guage learners, their experience of what works best, established practice, pre-
conceived theories of planning and teaching, personality factors, educationally-
based or research-based principles and so on. Though beliefs may not necessar-
ily drive behaviour (Barber & Phillips, 2000), the teacher’s subjective knowl-
edge and thinking do determine for the most part teachers’ decision-making, ac-
tion and culture of teaching in the classroom (Richards, Tung & Ng, 1992).

Beliefs and values involve a cognitive, affective and behavioural dimension (Ri-
chards & Lockhart, 1994). They provide us with a richer understanding and con-
ceptualisation of the teaching and learning process and form the basis of renewal
for classroom practices. Recent examination into teacher thinking and beliefs
emphasize the importance of contextmal factors for the way teachers think and
act (Catrlgren, Handal & Vaage, 1994). What teachers perceive, think and draw
upon as a basis for their actions is closely related to the local context or situation
in which the change takes place. Voices of local teachers allow us insight into
how a person-criented approach can integrate with a practice-oriented approach
to interact with local structural, material, economic and organizational factors to
give us better understanding of how effective change can be brought about in
school (Nespor, 1987).

4, THE STUDY

A study was conducted with a group of 17 in-service language teachers, 15 fe-
males and 2 males, enrolied in a post-graduate course in a Hong Kong tertiary
institution. All were university graduates. Most majored in language-related



New Professionalism and Old Practices - Voices of Language Teachers 2473

subjects, had varying years of teaching experience, and taught in schools of dif-
ferent bandings {see Tables 1.3},

Table 1: Major subject studied at undergraduate level

Major suhject Non_of teachers
Linguistics

English

Translation and Interpretation
Social Studies

Political Science

o — LA LA R

Table 2: Years of teaching experience

Years of experience Na. of teachers
1-3 0
4-6 e
7 years or gver 2

Table 3: Banding of schools taught by teachers

Banding No_aof teachers
Band 1 4
RBand 2 3
Band 3 1
Band 4 4
Band 3 A

A questionnaire was first corupleted. Based on the findings, focus group inter-
views were conducted and resulls analysed. The issues centred around the fol-
lowing areas: first, views towards the recent government-initiated changes and
to what extent teachers felt they could implement them; second, any barriers or
difficulties they have implementing changes; and third, what support they would
like fo see in their personal and professional development (o cope with the
changes. Though the sample size was not big, the teachers were nevertheless
representative of the typical teacher found in average local schools.

5. RESULTS

The questionnatre consisted of 15 questions which assumed different forms ac-
cording to what was asked (see Appendix 1). Some 1lems offered tcachers a fisi
of options to choose from or to rank, others required teachers to cvaluate an a
Likert-type scale, still others allowed teachers more open-ended responzes.
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A, Teachers’ views towards changes and the demand for ‘new professional-
fsm’

Teachers were asked their general views on change and views towards specific
changes. First they were asked about the pace of change resulting from various
govemment initiatives. Only 12% thought that the pace was "about right’, while
88% thought the pace was "too fast'. The latter group thought there were toe
many changes occwrring together and in too quick succession. None thought that
the pace was ‘100 slow’ or that there were "too few' changes,

When asked how the changes affected them, 65% felt that the changes affected
them ’to a great extent'. They felt the changes were very demanding and exerted
on them a lot of pressure. 18% said the changes affected them 'to an average
extent', and 17% said the changes affected them 'to a little extent’. Regarding to
what extent they felt they were able to cope with the changes, 29% of teachers
responded that they had 'great difficulty’ coping, 53% said they had 'some diffi-
culty', while 18% said they could cope with little difficulty. None said that they
bad 'no difficulty”.

Teachers were asked whether they thought changes intreduced by government
were first, ‘necessary’ and second, ‘desirable’. It was felt that teachers thought
some changes were necessary even though they may not be desirable, or some
changes may be desirable but not absolutely necessary. The percenfage of re-
sponses to specific measures arranged in descending order were as follows:

Necessary  Desirable

i Professional development for teachers 70% 82%
il. Changes to examination system 64% 76%
1iL. Use of information technology 58% 82%
iv, Encouraging life-long leaming 53% 76%
\ Encouraging task-based student-centred

leamning 47% 04%
vi. Recruitment of NET teachers 41% T0%
vii, Streaming of schools to EMI and CMI 41% 41%
viii. Implementation of TOC 23% 29%
iX. Adoption of benchmarking system 17% 23%

It was interesting to note that some items such as the target oriented curriculum
or the language benchmarking system had fairly low percentages, which meant
that a large majority of the teachers did not feel that such measures were all that
necessary or desirable.

Teachers were also asked to what extent they felt that they could implement the
reforms proposed by government. 18% felt they could implement them 'to a far-
ge extent', 24% felt they could implement them 'to an average extent, while 58%
felt that they could implement only 'to a limited extent' and had difficulty
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bringing about change. When asked to what extent they felt they were free fo
bring about changes to classroom practice, 23% said they were fiee 'to a large
exteni’, 29% said they were free to an average extent’, while 48% said their
freedom was only 'to a limited extent, given the present system and conditions
of teaching in school. Reasons for this will be elaborated in later sections,

To what extent did teachers fcel that the changes wounld alfect their classtoom
practice? 20% felt that the changes would have a 'very significant’ or ‘signili-
cant' effect on classroom practice. 32% felt there would be a 'moderately signifi-
cant' effect, while 48% said the significance was minimal. With regard to their
beliefs in the degree of significance of specific measures on changes to their
classroom practice, rated on a scale of 1-5, where 1 = ‘not significant at all* and
5 = "very significant’, the mean values were as follows:

Mean
L. Adoption of the language benchmarking scheme 1.5
il. " Collaborating with other teachers, ¢.2. team teaching, 1.9
matcrials development, collaborative rescarch ete,
i, Improving life-long learning skills of students 2.0
iv. Recruitment of native English teachers 2.1
v. Implementation of the 1999 new Engplish 22
syllabus
Vi Adoption of the Target Oriented Curricuium 23
vii. Use of information technology in teaching 24
Viil. Introducing fun and pleasure in language learning 25
ix. Change in methodology in English language teaching, 37
¢.g. use of more student-centred, small-group,
interactive task-based learning & project work
. Changing the examination culture 4.1

Teachers® perceptions were that the current government-initiated changes did
not lead to very significant changes at the classroom level, the level that matters
maost. The daily reality of school life hound them to old practices and posed con-
straints. Colleagues out on school visits would readily agree that in many class-
rooms, entrenched old practices remain; little impact seems to have been made
on the way language teachers conduct their daily business. Essentially, a trans-
rission-oriented, teacher-centred approach that focuses on dry and formal
teaching of grammar allowing for limited student language use and little active
engagement of students in the learning process is evident in many classrooms.
Task-based, student-centred, content-based, interactive and pleasurable leaming
is not widespread. Coniam {1998) reported that only 14.2% of local teachers
were subject- and professionally-trained, It thus comes as no surprise that much
English language teaching in local schools remains rather traditional and out-
dated, with many teachers lacking the confidence, ability, knowledge and skills
to handle widespread sweeping govemment reforms.
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B. Difficulties in implementing change

Findings indicate that teachers felt bound by many constraints te bring about
change in classroom practice. Teachers expressed what they thought the bamiers
were according to priority, and the ranking of barriers in descending order of
priority was as follows: :

ii.
L.
iv.

vi.
vii.

viil.
ix.
X.

Ranking

Heavy workload 1

Large class size

An examination-oriented syllabus

Low student motivation to learn English

Low English ability of students

An overcrowded curriculum

Lack of professional knowledge and understanding
of changes, e.g. use of information technology,
what the benchmarking scheme involved, what
task-based teaching or project work meant

Lack of leadership &

Lack of support

Lack of adequate resources 10

R R L

For a better understanding of the consiraints, participants were requested to ex-
pand on their answers. The following information was obtained:

Heavy workload - teachers stated that this was the result of

marking - composition or dictation was given almost every cycle and
specifically stated in the curriculum by the scheol authorities. Home-
work and regular worksheets had to be completed after almost every
lesson. Often, all errors had to be corrected for several classes of over
40 students for the inspection of the panel chairperson, the principal,
the Education Department or parents;

administrative duties - including collecting various types of fees, com-
piling all kinds of records, attending a variety of meetings, preparing
reports, inputting data, setting test papers, arranging schedules and
timetables, completing paperwork for the School Management Initia-
tive or Parent-Teacher Association and so on;

handling students' problems - including counselling emotionally-
disturbed students, dealing with students' discipline problems, helping
weak students after school or meeting parents.

Teachers estimated that the above took up as much as 70% of their time, not to
mention time spent as a leader, advisor, co-ordinator or participant of student
and extra-curricular activities. Only 30% or less of their time was teaching-
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related, that is, engaged in lesson preparation, materials development, aca-
demic/professional reading or reflecting on their teaching. The more experi-
enced teachers spend even less time on teaching-related activities and more an
administrative duties. Less than 5% of time was spent on professional develop-
nien! aclivilies such as going to seminars or atfending sharing sessions.

it. Large class size - teachers indicated that it was not just the actual nwm-
bers that they had to deal with, it was more the great range of ability
and attitude of students. This had serious implications on discipling, on
grouping arrangements, on marking load, and ultimately on how effec-
tive a language class can be. The issue of class size was mote of a con-
straint for teachers in lower banding schools. If a few students were dis-
ruptive in class, the whole class of forty would be deprived of learning
anything meaningful. If there were a handful of low ability students,
good students suffered because attention had io be paid to the weak
ones. Teachers who attempted more student-centred activities or project
work, or who tried group or pair work, had difficulty monitoring many
different groups, and disciplinary problems were common especially in
low banding schools. Many students were unused to doing group work
m English, so much so that when given the opportuniiy to interact with
peers, they would become all excited and more undisciplined. The
physical setting was also 2 big constraint, with little room to manoeuvre
in the classroom, and seating arrangements not very conducive to ef-
fective communication and interaction in second language learning.

iit. An examination-oviented syllabus - leachers indicated that ain exantina-
tion-oriented culture sometimes made it difficult for them to embrace
new classroom practices. Students were only interested in drilhug for
resitts and felt that anything that did not directly contribute to higher
examination scores was a waste of time. Little *learning cullure’ was
evident in which students learn for a love of knowledge. Thus teachers
usually teach to the test, with students facing enormous pressure to suc-
ceed and becoming increasingly dependent on the teachers, on tests,
and on texthooks (Hamp-Lyons, 1999).

iv. Low student mctivation to learn English - this was a major concern and
teachers attributed this to the following factors:

@ students’ perception of English as a difficult and boring subject - be-
cause of the way English was taught in many classrooms, students
saw English as a subject in which complicated grammar rules had to
be memorised, abundant worksheets completed and boring drills re-
peated. There was little fun and enjoyment learning a second lan-
guage under a rigid systern that was (extbook-bound in closely-
confined classroom settings that offered little interaction or opporiu-
nity to use the language:
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® Jack of an English envirenment for students - because students had

little need to use English outside the classroom and little opportunity
to interact with English speakers or texts, many students felt that
English was not important to them;

raditional methodology used in English lessons - it is not uncom-
mon to find formal, transmission-oriented, teacher-centred, gram-
mar-translation appreaches used in the English classroom with often
untrained teachers who have previously been taught English that
way. The use of rigid and culturally incompatible teaching materials
that focussed on drilling and uncentextualised grammar rules al-
lowed students little opporfunity to express themselves. Teaching
tended to be highly controlied and predictable, with a minimum of
variety of input;

a “‘one size fits all” English curriculum - textbooks, worksheets, ex-
ercises, teaching materials, tests or examinations were often the
same for all classes in the same form for standardisation purposes,
irrespective of the linguistic ability, needs or interests of students in
different classes or different types of schools;

streaming of schaols and students - the fact that students were put in
high, medivm or low banding schools, or come from English-
medium or Chinese-medium schools, exercised a subtle labelling ef-
fect on them. Some weak students would give up easily, as they felt
that nothing they did would make the slightest difference to their
situation. Teachers in turn expected listle of them. Low achievers
tended to be the ones suffering the most in a streamed environment,
resulting in students having low motivation, low self-esteem and lit-
tle confidence in using English.

Low English ability of students - the English ability of some students
was so low that they could not understand the instructions given by the
teacher, could not take part in group discussions, or participate in stu-
dent-centred activities or tasks that required the use of English. When
placed in large classes with mixed ability students, teachers had diffi-
culty implementing the kind of curriculum change demanded by recent
educational reforms, which teachers felt were too idealistic.

An overcrowded curriculam - teachers were always in a Inuty to ‘fimish
the syllabus’, which often meant finishing the textbook, imrespective of
whether students really learnt from it. Adopting more innovative clags-
room practices would ‘take up time'. Despite the fact that the Educatien
Department said it was not necessary to cover the whole syllabus,
teachers somehow felt pressured to do so. This was because not doing
s0 would easily get them into trouble not just with students who had to
sit for the same examinations for the whole form, but also with parents
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vil,

vii,

or the principal. Such views were shared by both experienced and not-
so-experienced teachers. The administrative mindset of having to proc-
ess large groups of students through a textbook-bound curriculum pie-
vented some teachers from trying out more innovative approaches
which involve more organisation and time.

Lack of professional knowledge and understanding of changes - though
government pushed for the use of information technology, or the appli-
cation of task-based or project leaming, or the adoption of a Ianguage
benchmarking system, teachers had little idez of the content or whai
was involved in them. Teachers themselves have had little training and
experience in these areas, and except for the oceasional seminar run by
the Education Department or professional groups, their kuowledge, un-
derstanding and expertise in these areas were limited, Teachers did not
feel comfortable or confident enough to handie the changes cffectively,
Opportunities to familiarise them with the content or provide ther with
adequate training were few and far between.

Lack of leadership - leadership plays a major role in influencing how
teachers regard change. Some teachers may want to usc more innova-
tive approaches, but are hampered by the principal or panel head to be
morc progressive. The presence of good leaders will place participants
in a very posttive change environment. Commitmeni (o change cannot
be half-hearted, otherwise teachers will only pay lip service to govern-
ment reforms and find implementation difficult.,

Lack of support - some teachers were not getting a lot of support from
their colleagues. Neither a congenial or ce-operative atmosphere wag
evident in some schools which made implementation of change difii-
cult. Also, while teachers worked hard at their job, there was constant
criticism from parents, principals, students, employers and society at
large about their work. The lack of support, recognition or appreciation
for the work that teachers do was disheartening for them, hurt their
morale and did not promote a positive atmosphcere for change.

Lack of adequate resources - teachers recognised that the textbook was
inadequate but there were insufficient alternative resources, references
or teaching aids readily available, and insufficient time (o tailor materi-
als to the different needs and interests of students.

Many teachers felt that they had limited (feedom and autonomy to bring about
change; that their hands were tied by largely systemic barriers, the culiure of the
school or the teaching and learning environment. Their constraints centred
mainly around two areas: system or administrative constraints, and pedagogical
or curricular constraints. (Similar terms were used by Jackson & Shck, 1999),
The general feeling was that policy decisions made outside the classroom failed
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to readily take their daily wark situation into account when demanding teachers
to change.

C. Teachers' views of the kind of support needed

Teachers would like to see various forms of support in their daily werk which
would help ¢liminate some of the barriers to change. In terms of both adminis-
trative and pedagogical support, their ranking in descending order of priority
was as follows:

i Administrative suppor!

a. reduce workload in the form of a reduction in the amount of marking re-
quired, or a reduction in the number of teaching periods, or being free from
administrative duties which take up teaching-related time;

b. r1educe class size;

¢. have the time to attend professional development programmes or to reflect
on and prepate for their own teaching;

d. have the channel to express their opinions and communicate with one
another on various aspects of educational change, or have the opportunity to
learn from others, such as arrange exchange programmes with teachers in
other schools, districts or countries;

e. employ more teachers, locals and/or native English teachers, fo share their workload,
assist their teaching and give them support;

f have much greater suppori, recognition and appreciation from school ad-
ministrators, parents, students and employers for the work that they do.

i, Pedagogical/curricular support

a. provide refresher courses in methodology for teachers, familiarise them
with the latest developments in language teaching ranging from using task-
based activities, student-centred approaches (0 project work so that they can
improve their teaching skills and make lessons more interesting, more prac-
tical and more meaningful for students;

b. provide support in classroom management, especially in i) the handling of
difficult, undisciplined and unmotivated students, ii) the handling of mixed
ability students in large classes and catering to individual learming differ-
ences, iii) the handling of students with weak English ability, for example,
new immigranis from China;

c. provide training in how to use information technology in language teaching,
and have the necessary technical and manpower support;

d. develop an English speaking culture and promote the reading of English in
school to make the work of an English teacher easier;

e. provide ready-made, tailor-made teaching aids, materials, resources and vef-
erences;
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f.  create a better learning environment for students, e.g. help students solve
problems, give them extra lessons if necessary, help them develop a sense
of belonging to the school, try to be miore encouraging rather than discour-
aging to students in English classes:

provide a tailor-made English curricutum for low banding schools;

provide assistancc to teachers in handling their multi-faceted roles as
teacher, coach, counsellor, advisor, link with parents etc,

= g

Teachers clearly recognised the importance of professional development and the
ntegration of theory and practice, whether in using information technology or in
dealing with mixed ability students. Many were studying for additional profes-
sional qualifications that not only provided them with knowledge and training,
but also gave them extra pay and better promotion prospects. Through studying
at terliary institutions, teachers had the opportunity of participating in a learning
community, interacting with peers, reading academic materials and reflecting on
their own teaching. However, because of their heavy workload durirrg the day,
most found that studying part-time for additional qualifications in the evening or
on weekends highly demanding and strcssful. Participants’ main concern was
still mostly centred on gefting practical knowledge that dealt with content and
methodology in language teaching, focussing on what Goodson (1999) would
call "practical professionalism’, namely craft knowledge. To facilitate changc,
measures {0 enable more fundamental changes in beliefs to occur should be
more closely examined.

¢. DISCUSSION
A. Coping with change

Teachers' voices indicate that recent government reforms and demands for new
professionalism affect them a great deal, exert great pressure on themn, but ignore
their daily work circumstances. The teachers are the first to admit that profes-
sional development is necessary, and would like to improve their professional
knowledge. While they agree that certain changes are desirable, they feel thai
there are many constrainis that prevent change oceurring at the classroom level
Some teachers are not comfortable with their own ability to cope with the
changes, nor are they convinced of the necessity and effectiveness of specific
measures, especially on classroom practice.

More practical assistance in the form of reducing workload, relieving adminis-
trative duties, reducing class size, improving classroom scttings or helping them
deal with smdenis’ disciplinary problems are some of their immediate concems,
More intensive training in integrating theory and practice, improving teaching
methodology, use of information technology, and opportunities 1o learn from
others are measures that would change their classroom practices much more than
successive govermment-led calls for sweeping reforms in all areas. 1t is a sign of
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failure on the part of the authorities not to fully take implementation issues and
teachers’ thinking and feelings into account when introducing change. The gap
between policy and practice is not anything new. It is often caused by a top-
down approach resulting in teachers’ lack of ownership and involvement in the
reforms. Teachers’ voices here reflect the problems of putting well-intentioned
ideas into practice.

Marris (1974) points out that demands for change are often met with resistance,
that the first encounter with a change often elicits a defence of one’s present
practice, especially for untrained personnel. Such resistance should however be
seen as an integral part of the change experience, and is something that should
be played out as part and parcel of an “acceptance-of-change’ process (Sarason,
1982). The individual’s need for meaning should pervade the infroduction of a
change. Fullan (1991:xi) points out that “teachers must find meaning concerning
what should change as well as Aow to go about it”, but this is precisely what is
lacking in the present proposed reforms. The dilemma between 'control’ and 'de-
livery' (Goodson, 1999) in the Hong Kong context is serious. The view of the
teacher as the technical deliverer of guidelines and schemes devised elsewhere is
common. While the objectives, management and control of change are defined
by government, the delivery and sometimes professional standards are left to the
occupational group, resulting in wide rifts between policy-makers and practi-
tioners.

For teachers to develop as professionals, they need 1o be seen as more than just
implementers or “deliverers’ of change. They need control and ownership, auto-
nomy and empowerment to carry out reforms (Fullan & Hargreaves, 1992),
They are participants in the entire change process, with their own subjective
worlds. Often, curriculum innovations are directed at cognitive and academic
goals rather than personal or social development goals that embrace teacher's
thinking and beliefs (Bolin & Falk, 1987). Changes are often adopted piecemeal
without much thought as to whether the sum total of what is expected can feasi-
bly be implemented. Voices of teachers need to be more loudly heard in broader
policy and decision-making matters. A better understanding is necessary of the
organizational and instituifonal factors that influence the process of change,
when government departmenis, universities, teacher unions, school systems, and
schools interact in the process. As Fullan observes, "factors affecting change
funiction in interaction and must be treated as such; solutions directed at any one
factor in isolation will have minimal impact”. (Fullan & Hargreaves, 1992:38).

B. Counstraints and teacher aulonomy

Many of the constraints on classroom practice are not new {Board of Education,
1997: Lam, Yuon & Mak, 1998; Jackson & Shek, 1999), but it is the extent to
which language learning is affected that is a big concern. Government may want
higher English standards for students, but teachers who feel they have hmited
autonomy to bring about change and are bound by limited professional knowl-
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edge to act, are not likely to effect successful reforms. Teachers who are over-
worked, burnt out and have liitle job satisfaction do not have the time, energy or
motivation to prepare teaching materials or to improve their reaching. Teachers
who have to deal with over forty mostly undisciplined students in crowded
classrooms are not going to dare try out more student-centred activities or pro-
ject work for fear things will get out of conwrol. Teachers who find accessing
computers in schools troublesome are not going to use information technology
in their teaching. Only with professional training and appropriate support that
provide teachers with the necessary knowledge and skills to overcome barriers
will teachers have the confidence, ability and will to change what happens in
classrooms.

C.  Teacher support

Lam, Yuon and Mal (1998} note that teachers do not have much support when
they face difficulties, especially in dealing with difficult students with behav-
toural problems. Often, such students are the ones who are also weak in English.
Findings indicate that teachers in low banding schools are the ones that need ex-
tra resources and considerably more help, and a greater flexibility to manage
teaching and learning in their own way instead of following rigid curricula and
assessment. Unfortunately, the lower banding schools tend to have the miore in-
experienced teachers. Measures such as having smaller classes, being given the
time to develop relevant and interesting materials, having bigger classtooms to
move around for student interaction, having suitable teaching materials, or hav-
Ing more opportunitics to leam new knowledge and skills, are all the more im-
portant for teachers in these schools. In Hong Kong, the gap between the ‘haves’
and the *have nots’ is wide in language education. Decision makers, from policy
planners, curriculum developers, textbook writers to ¢classroom teachers, tend to
come from relatively better schools and may not have a full understanding of the
classroom or student conditions of the low banding schools.

T.RETURN TO FUNDAMENTALS

Based on the voices of these teachers, a return to fundamentals is called for. Put
simply, teachers would like to have enough time and resources to do their job
properly, be provided with the necessary skills and knowledge to handle de-
mands in their profession, have smaller classes if possible, fewer non-teaching
duties, more diversified teaching materials, less rigid curricula and examinations,
and a change in the culture of teaching and schools. Opportunities for improve-
ment should be made available to teachers, the system should allow them greater
flexibility and autononiy, and the authorities should incorporate their views.

For change to have any real effect, teachers must be seen as part of the im-
provement process (Brousscau, Book & Byers, 1988). Changes outside the
classroom are necessary to affect changes inside it, with appropriate support
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provided in individual contexts. Hoyle and Megarry (1980) point out that teach-
ers do not just need professional training, they also need professional knowledge
and skills, professional guidance, professional antonomy and personal job saris-
faction. If one is 1o think in terms of strategies for teacher development, three
kinds of reform strategies can be considered: standards-based strategies, school-
based strategies, and development-based strategies (Lieberman & McLaughlin,
1999). If change can occur at all the three levels, then chances of success for 12-
form are greater.

For change to have a more lasting impact, efforts of single individuals in a cul-
ture not generally receptive to change will not go far. To facilitate a climate for
reform, new knowledge, skills and attitudes need to be introduced on a mass
scale and a coherent, cohesive and united understanding and common vision be
built. That means greater identification with the thinking and beliefs of the aver-
age teacher. If many teachers in the same school, or the same district. or the
same school sponsoring organisation can share a common vision and together
strive for a common goal under a good Ieader, then implementation of change
and chances for success will be much greater.

In Hong Kong, implementation of change is often centred on things, for example
textbooks, computers, teaching aids, the syllabus and so on, sometimes forget-
ting that teachers are people with their own subjective worlds. Change is not
one-sided but is a process during which the teacher adapts to his or her subjec-
tive reality. Thus implementation of new professional practices should be seen
as a process of the shared ownership of the changes (Fullan, 1993). Changes in
the culture of teaching and the culture of schools also imply that improvement is
more than just what teachers think and do. The nature of educational change
should be examined according to the specific values, goals, events and conse-
quences that obtain in concrete situations. Educational innovations should not be
viewed, as is often the case in Hong Kong, as ends in themselves.

For teachers to do a good job, Fullan (1982) points out that three basic dimen-
sions need to be re-examined: resources, methodologies, and beliefs. Beliefs in
particular, develop over long periods of time. The following framework may
serve ag a useful reminder for what should be considered in the experience of
educational change and for changes in beliefs to occur (adapted from Thiessen,
1990):

a) Personal and practical engagement - invelving reflections, meanings, action.
To what extent are the participants involved in these?

b) Talk - involving dialogue, collegiality, debate.
To what extent are talk, dialogue and debate occurring in staff rooms, in
schools, in public? What oppoertunities, avenues and channels have been cre-
ated for talk and debate to take place? Has collegiality and a coliaborative
culture been promoted among colleagues?
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c) Support - in the form of time, resources, people.
What support has been given to teachers to receive training, attend confer-
ences, jom professional development programmes? Has money and time
been allocated 1o these? Is there co-ordination and organisation in setting up,
for example, professional developnient days, or school-based programmes?

d) Understanding - based on information, interprelation, evalualion.
Have resources and literature been disseminated, or materials in the lorm of
articles, reports, policies, been made available to people? Can examples, de-
monstrations and workshops be conducted to see how to implement a new
programme, practice, or procedure? Have teachers been approached with
suggestions to join, co-ordinate, or monitor particular projects, committees,
Of courses?

e} Voice and choice - involving empowerment, collaboration, deliberation.
Are voices of stakeholders heard, and are they empowered to bring about
their own change? How can the gap belween 'contrel' and ‘delivery’ be
bridged?

School and classroom-based teacher development with an orientation that situ-
ates the professional growth of teachers within the daily realities of classroom
life will likely bring greater improvement to teaching and learning than the un-
ending sweeping reforms now proposed by government. The focus should centre
on improving the quality of instruction in the language classroom, with power
and support given to those who have the most influence on and stake in what
happens {Chaudron, 1988). Genuine efforts thal transfer the balance of power to
teachers to help them either work alone, or with other teachers or with their stu-
dents, necd to be encouraged to improve classroom practice. Constructive and
critical actions which engage teachers in reflective, interactive and twansforma-
tive experiences would be helpful in making changes to classroom practice and
meeting the demands of new professionalism {Woads, 1996).

8. CONCLUSION

There is much more to educational reform than most people realise. Goven-
ment-led calls for change that deal with massive structural changes to tlie system
but do not target improvements at teacher professionalism and classroom prac-
tice are not Hkely to be very effective. Reforms that focus on reshaping the gov-
ernance and structure of schools as a means of increasing their effectiveness, but
do not address how leaming capacities of students and teachers may be en-
hanced will not result in much improvement in the quality of classroom instruc-
tion. “While the theory of successfil educational change do make sense, and do
poinit 1o clear guidelines for action, it is always the case that particular actions in
patticular siuations require integrating the more general knowledge of change
with detailed knowledge of the politics, personalitics, and history peculiar 1o the
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setting in question” (Fullan, 1991:245). The focus should thus be, in Fullan's
words, on ‘planned change’ to meet the demands of new professionalisim. Indi-
viduals and groups at all levels of the system will only be able to accomplish
major improvemenis if the content as well as the process of educational change
are both given atiention (Fullan & Hargreaves, 1998). Only then can teachers
move from passivity to action, and from narrowness to comprchensiveness of
solutions.

People resist change very often because they do not knew how to cope with it
There are many conscientious and responsible teachers in our midst interested in
making a difference. They need to be provided with multifaceted insights into
the knowledge, the will, and the skill necessary to engage in changes profitably,
while minimizing the infrusion of unwanted change. It is necessary tc promote
the creation of institutional environments supportive of the kinds of teacher re-
flection and action educators want to encourage. In the complex societies that
we live in, demands for change will always be with us. Teachers need to be
provided with the strategies and support to deal with change, carve out a niche
of renewal and build on it. Unless the gap between new professionalism and old
practices s bridged for local language teachers, there seems hittle hope that big
sirides will be made that would significantly improve the English standard in
Hong Kong schools.
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Appendix 1: Questionnaire

For questions I to 9, under each question, please circle the number that best
represents your view.

1. The pace of the current educationat change is

1 g 3 4 5
Too slow about right too fast
2. The current changes proposed by government are
I 2 3 4 3
too few in about right {00 many in
nurmber number
3. The proposed changes affect me
} 2 3 4 3
not 1o any ex- to an average to a great ex-
tent extent tent
4, The proposed changes are
1 2 3 4 3
not demanding moderately very demand-
demanding ing
5. I can eope with the changes with
1 2 3 4 5
No difficulty sone difficalty great difficully
6. I can implement the reforms propesed by government
1 2 3 4 5
to a limited to an average to & large ex-

extent extent tent
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7. T am free to bring about changes to classroom practice

1 i 3 4 5
1o a limited to an average to a large ex-
cxlent extent ent

8. The effect the proposed government changes have on my classroom prac-
tice is

1 2 3 4 5
not significant moderately very signifi-
significant cant

9. In implementing change in my work envirorment, my colleapues are

1 2 3 4 )
not supportive moderately highly suppor-
supportive tive

10. My knowledge and understanding of the proposed government reforms
is

1 2 3 4 3

very limited average very good
11. Opportunities for professional development in my present sitzation are

1 2 3 4 .5

very limited average | very good

12. Do you think the following proposed government changes are
i) necessary, ii) desirable ?
Please tick as appropriate.
necessary desirable

a. encouraging task-based
student-centred leaming

h. recruitment of native English
teachers

c. use of information echnology

d. implementation of the Target
Oriented Curriculum
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e, streaming of schoels to
English-medium and
Clhiinese-medium

f.  changes to examination system

g.  adoption of language
benchmarking systan

h. professional development for
teachers

1. encouraging life-long learning

13, Do you believe the following government proposals wilt signifieantty
change your ciassroom practice? Please rate each of the following con a
scale of 1 to 5, where 1 stands for “not significant at all’ and 5 stands for
‘yery significant’,

a. implermentation of the 1999 new English syllabus

b.  change in methodelogy in English language teaching,
e.g. use of more student-centred, small-group,
mteractive task-based leaming and project work

use of mmformation technology in teaching
recruitment of native English teachers

adoption of the Target Oriented Curriculam
adoption of the language benchmarking system
changing the examination culture

coilaborating with other teachers, ¢.g. team feaching,
materials development, collaborative research eic.
infroducing fun and pleasure in language learning

j. improving life-long learning skills of students

SRS

r

j=n

PRSI

14. (i). Do voeu have any ditficulty implementing the recent government
changes?
Please circle. Yes / No

(i) If 'yes', rank the following difficulties in implementing change,
where '1' stands for the most difficult, '2' stands fer the next most
difficult, and so on.

low student motivation to learn English
large class size

heavy workload

an examination-oriented syllabus

low English ability of students
overcrowded cutriculum

lack of adequate tesources

lack of leadership in school

T ome o0 o



262 Evelyn Y.F. Man

1. lack of professional knowledge and understanding
of new changes

J.  lack of support from colleagues

k. Others (please describe)

15. 1 would like to see the following support in my work (list the top five
items ranked in order of priority).

o a0 oD

List in the space below other items that you would like 1o see
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ABSTRACT

This paper reports on a fellow-up stdy on the development of learner autonomy
by New Arrival Children {NAC) via their adopting the English Self-Learning
Packages (ESLPs). The production of the ESLPs was funded by the Hong Kong
Special Administrative Region to help the NAC catch up with local English in-
struction. Previous studies on developing learner autonomy have largely focused
on adult learners at the terfiary level while thase that involve young elemeniary
learners are few and far between, The resulis of the present study suggest that
young second language learners could also be instilled with the responsibility for
organizing their own learning process. Cur study shows that in the process of
develeping learner autonomy in young learners, teacher guidance in cstablishing
the learning routines as well as nurturing decision making capability 15 exmwemely
crucial in this joint venture,

1. INTRODUCTION

In recent decades, interest in learner autonomy has sparkled a sertes of debates

Some paris of the study were reported at two conferences, Children’s Agen-
da for Hong Kong in the 21" Century (1999 at University of Hong Kong) and
the "99 Intemational Language in Education Conference (1999 at the Chinese
University of Hong Kong). We thank the audiences there for their comments and
useful feedback. Special thanks to two anonymous reviewers, whose critique led
to significant tevision of parts of this article.

Language amd Eduvation ik 263 © 2000 by Linguistics Sociely of 1ong Kong
Fasicalonial Hong Kong 961-TR7R-05-1 Al rights reserved.
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learner autonomy at various educational seftings seem to culminate into a general
acceptance that adunlt learners are more receptive to developing this mode of
learming, in particular, to the development of self-learning strategies, and there
has been an increasing number of publications dealing with such a mode of
leaming (See Gardner and Miller 1999 and the literature cited there). Yet, at-
tempts to investigate how young second language learners can respend to this
new pedagogical orientation are few and far between. The current study aims to
address this issue, by examining, in particular, how the new arrival children in
Hong Kong responded to a mode of leaming which could be perceived as alien to
their culture of language education they had received before arriving in Hong
Kong. It is argued that developing learner autonomy is a joint venture engineered
between the teacher and the students.

Over the years, the notion of learner autonomy in language leamning has acquired
a number of interpretations and embraced a wide range of pedagogical and meth-
odological ideas which may be summarized as 'self-directed learning', 'self-access
learning', 'self-instruction’, ‘individualized leaming', 'ndependent learning' or
'autonemous leaming' (Geddes and Stutridge 1987; Gardner and Miller 1999).
Two crucial elements lying at the core of this concept are 'autonomy' and 'self-
direction’. According to Jones (1998), they can be situated and understood as be-
ing a means to an end. 'Autonomy’ denotes the awareness and ability to take
charge of one's learning, and 'self-direction’ implies a set of procedures and
strategies adopted by the learner to achieve the state of "antonomous' learning. As
Holec {1985) argues, and subsequently echoed by Little (1991), learner autonomy
is not another teaching method; rather, it should be perceived as a set of psy-
chological reactions fo a learning task that stresses the importance of learner par-
ticipation. The ability to manage one’s own learning is not innate and the learner
kas fo learn how to learn, particularly in the areas of critical reflection, decision
making and independent action, as well as a capability for detachment. As men-
tioned earlier, self-directed learning schemes were first developed precisely with
adult learners as target (see Benson and Voller 1997, Bready and Kenning 1996
for an overview). This has eventually led to the claims that (a) self-directed
learning is unsuvitable for initial language fraining, and (b} it would not work with
children.

But there have been queries whether such claims are too conservative. In fact,
Gremme and Riley (1995) called into questions these apparent assumptions, and
recently, reports on developing learner autonomy among young elementary learn-
ers in some conventional educational settings have been cited. Dickinson (1987)
outlines three madels of developing autonomous leaming. The first two models --
the Circle Model and the Flower Model -~ were carried out in Denmark wath
learners whose age range between 11 and 17. In both circumstances, the presence
of the teacher, hence some form of centrol within the system, is inevitable. But
the teacher’s effort is re-directed towards facilitating the learner’s conceptualiza-
tion of autonomy in language learning. The third model as reported in Cross
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{1980) is self-study by nature. This system operates in an English comprehensive
school where 25% of the time of French instruction is allocated to ‘self-study’
with pre-designed materials. Dam (1995), on the basis of her own diary studies,
documented changes that occur from a teacher-dirccted curriculum to
teacher/leamer centred curriculum. She comments guite positively that develop-
ing leamer autonomy in the school context stimulates personal involvement and
motivation not only for students, buf also for teachers. However, she admils that it
Is no easy task to encourage teachers to reasscss their role in the classroom. In-
stilling a sense of responsibility for learning among the students, facilitating their
decision making process, and most important of all, accepting responsibilities for
thege decisions are both frustrating and rewarding. Locally, at least two reports
are available which used the ordinary classroom as basis for developing learner
autonomy under the general concept of “self-access’ learning. Forrester {1994)
describes how sell-access learning was built into a bridging programme for the
students who studied in the Chinese medium schools preparing for English medi-
um tertiary education. Tibbetts (1994) outlines a series of pedagogical and practi-
cal considerations for producing materials for self-access learning in a secondary
school in Hong Kong. In sum, in an ordinary language classroom, one can readily
perceive that any teacher with an intention to develop autenomous learning
among the students is bound to assume two roles. He/she has to cope with practi-
cal constraints such ag implementing the school syllabus or preparing the students
for the final examination and has fo strive to implement some form of autono-
mous learning mechanisms into the system. Certainly, the teacher is required to
reassess the function of classroom activities, material development, and most
tmportant of all, his/her role as a teacher qua counselor, particularly in ncgotiating
learning oulcomes with the students.

Quantitative studies compating the effect of autonomous and wraditional learning
are not many. Dam and Legenhausen {1996} report on a comparative study in-
volving traditional and autonomous learners in their acquisition of vocabulary.
The results reveal that the autonemous group comparcs favourably with results
from the traditional group. In particular, the number of words that emerge in the
first few months exceeds the figure set in the official syllabus guidelines for the
traditional group.

Taken as a whole, the studies argue that training young leamer 1o achieve some
form of auntonomy is a viable pedagegical procedure in the classroom situation,
however painful the process appears 1o be,

2. BACKGROUND OF THE PRESENT STUDY

The present study was based on a project funded by the Education Department of
the Hong Kong Special Administrative Region in their attempt to help the new
arrival children (henceforth NAC) cope more cffectively with local English lan-
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guage instruction.! The NAC were new immigrant children arriving from various
parts of the Mainland of China and, at the time of the study, had entered the pri-
mary school system of the local territory for less than one year. With the help of
the Education Department of the Hong Kong Special Administrative Region, the
NAC were provided with additional courses on English during which the pack-
ages were used. The following introduces some relevant aspects of the project.

2.1. Pedagogical Designs of the ESLPs

The project involves the development of the English Self-learning Packages
(henceforth ESLPs). The design of the ESLPs was couched in the communicative
language teaching paradigm, identifying a set of situations pertinent to the life
experiences of the NAC who would be trained to observe via the interactive
video mode how the respective communicative functions are realized linguisii-
cally under those circumstances.® The specific objectives of the ESLPs are:

® o expose the NAC to samples of language use in the classtoom or in their
daily encounters with people under a variety of speech events;

® 0 improve primarily the NAC’s listening and speaking abilities, i.. {luency
fraining;

® to promote inductively the NAC's awareness of some basic grammatical
facts about English, especially the pragmatic relationship between word or-
der and language functions, and

® {0 acquire a set of vocabulary for expressive purposes.

2.2. Components of the ESLPs

The ESLPs contained a set of 30 programimes of interactive videos, supplemented
with audio materials and worksheets, all divided into six levels according te con-
tent, functional and linguistic complexity. The worksheets were designed for (a)
Conversation Practice, (b) Extended Practice, and (c) Skills-based Entry and
Regular Assessments. To encourage the NAC to chart their progress in learning,
there were records of performance after each practice (i.e. The Performance Rec-
ord) and assessment exercise (Assessment Record). There was also a Learner’s
Profile to be filled by the teacher in initial consultation with the NAC, principally
to help the teacher understand more the background of the NAC. To assist the
users (teacher and NAC) in the effective use of the ESLPs, information booklets
were included in the packages. The Teacher’s Manual contained information
about the components of the ESLPs and how each module could be utilized ef-

! For more details about the NAC, refer to Pemberton, et al (1996).

As pointed out in Gardner (1994), Gardner and Garcia (1996), and Gardner
and Miller {1999), interactive videos serve as self-access support in language
leaming. They provide leamers with ample opportunities to experience their
peers using language strategies in real life situations and create enjoyable atmos-
phere which helps encourage learners to take part in the learning process.
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feclively by the learner. Information about the perceived role of the teacher was
also included to enable the teacher to know how to help the NAC establish the
lcarning routines as well as strategies. The Learner's Guide graphically displayed
information about the ESLPs and its use, as well as the role of tsacher and learner
in the learning process. Except for the key to the Conversation Practice which
was provided imstantly on the screen, there was a key to all the workshcets and
assessment exercises of the ESLPs.

2.3. Learner Autonomy as a Principle of Design

At the practical level, the ESLPs could be perceived as some ancillary leamning
matetials for the NAC to catch up with the mainstream English language instruc-
tien in Hong Keng especially from primary one to primary three. Having little or
no previous English learning experience, most NAC initially found it difficult o
cope with the radical switch in the language of instruction and to adjust them-
selves to an array of unfamiliar teaching styles and content. Gaps of some NAC
might be bigger if their age required them to study at the senior primary levels
where the demand for English was bigger, according to Pemberton, et al. (1996).
Seen in this light, the design took into consideration learners from different levels
of elementary proficiency or learners who wished to achieve a level of elemen-
tary proficiency that would enable them 10 cope with the local English syllabus.
The ultimate objective of the design was that the learner could liberate himself
{rom ihe highly predetermined mode of learning to one thal involved the learner
to take charge of the learning process actively,

The decision to ‘programme’ the NAC to adopt the learning routines at the initial
stage was the outcome of the designers’ analysis of the cultural and educational
backgrounds of the NAC. Having submitted themselves to traditional classroom
culture for some time, the NAC’s perception of education was one that required
their absolute compliance with a system of learning heavily guided by the teacher
who assumed authority of classroom management and Hnguistic information.
Therefore, a drastic switch {rom this traditional teacher-directed mode of lcaming
to learner autonemy did not appear to be a realistic answer to the NAC's lan-
guage problems. This issue was not new, Jones (1995) argues that the concept of
‘autonomy’ 15 “laden with cultural values, particularly those of the west.” Wheth-
er one agrees with his argument or net, af least in the case of the ESLPs, the tra-
ditional Chinese cultural and educational backgrounds of the NAC were crucial
constderations.

2.4, Nurturing Decision-making Capability: Precess and Procedures

To develop autonomous leaming, procedures were built into the learning system
to encourage the NAC to make independent decisions on the options available 1o
them. In general, the ESLPs werc designed in such 2 way that would allow the
NAC to decide independently on (a) entry level, (b) mode of learning, and (<}
method of assessment. These three aspects are characterized as follows:
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(a) Entry Level
® The NAC could enter the programme at a level judged by themselves or
by the language counselor to be the most adequate and manageable for
their own purpose.
& The NAC could treat the ESLPs as resource materials and simply identi-
fy the most relevant topics or practice in the curriculum that best suit
their learning purpose.

(b)Y Mode of Learning

® The NAC could choose to work in groups, pairs or independently.

® The NAC could choose from a range of pre-designed leaming activities
those that they prefer to develop at any point of the leaming process.
These activities involve the development of listening and speaking skills
primarily, but there are activities for writing and listening.

® The NAC could modify the mode of practice, from speaking zloud to
gilent responses, from speaking to writing, from silent reading from cap-
tions to reading aloud, etc. .

® The NAC could review the materials as frequently as they wish.

® The NAC were allowed to reduce the demand for an instantaneous re-
sponse by putting the progression of the video on hold while searching
for an appropriate reply.

(c} Method of Assessment
® The NAC could choose not to assess themselves when not feeling ready.
® The NAC could choose to assess any or all of the skills areas.

2.5. Role of Teacher

While in the literature, the teacher has been perceived as having various roles
throughout the enterprise, right from the setting up of leaming objectives to
evaluating leaming outcomes. Such roles range from helper, facilitator, strategy
instructor, to material developer, assessor, evaluator, manager, administrator,
organizer, and counselor (Rubin 1987, Oxford 1990, Wenden 1991, Yang 1998,
Gardner and Miller 1999, among others). Given the pedagogical orientation of
the ESLPs, the role of the teacher was bound to change. He/she would no longer
be imparting language information to the leamers; rather, he/she would be there
to help the NAC learn how to acquire English through the use of the packages
while relinguishing some of his/her control over the learners. The teacher would
be required (i) to nurture in the NAC a sense of independence and responsibility
for organizing the learning process, and (ii} to engage the leamer in the process of
negotiation by encouraging the leamer to go through the various cognitive proce-
dures of decision making such as identifying leaming objectives and outcomes,
and handling learning difficulty, etc. Guiding the NAC to make independent de-
cisions on their learning procedures requires the teacher to have an understanding
of following aspects in learner autonomy: (i) the general concepts and issues sur-
rounding leamer autonomy, {ii) how to approach the intrinsic beliefs and attitudes



Autonomy and Independence in Language Learning 269

towards second language learning, leaming styles and strategies of the NAC, and
(1i1) how to transform them into more positive and efficient means towards the
leaming of a second language. As Yang {1998) comments, the role of the teacher
is no longer one of imparting linguistic information to the leamer, but one that
promofes leamer autonomy with strategy instruction being a crucial item on the
teaching agenda. Gardner and Miller (1999) explicitly point out that the role of
teacher in establishing self access in learning is to provide leamers with learning
opportunities,

3. THE PRESENT STUDY

The ESLPs were distributed to the schools and centres in February 1997, fol-
lowed By a seminar series introducing the packages to the teachers and
school/centre administrators, The follow-up study commenced in October of the
samne year, allowing roughly 6-8 months for the ‘users’ to get familiar with the
packages.

The present study was based primarily on questionnaire surveys (a Pilot Study in
Phase one and investigations in Phase Two and Phase Three}, supplemented with
post-hoc mterviews®> The initial objectives of the study were to mvestigate the
extent of use of the ESLPs, and the factors contributing to or affecting the use of
the ESLPs. The factors are mainly classified into two sets of operational variables
on the basis of which the study is organized, the learner external variables and the
learner internal variables.*

During the Pilot Study in Phase One, three different questionnaires were desiened
for the NAC, teacher/tutor and the school/centre administrator. Each of the ques-
tionnaires contained items sef up fo investigate the above-mentioned operational
variables. Two main components in the questionnaires are (a) the general back-
ground of the respondent (1.e. teacher/tutor or the NAC) or that of the leaming
setting (if the questionnaire was directed to the administrator), and (b) the use of
ESLPs either in the learning setiing or by the respondent. Evaluative questions
regarding the ESLPs were incarporated directly into the original questionnaire

3 Cne reviewer peinted out that our study does not provide data from notes

taken during prolonged classroom observation. In fact, attempls were made, but
failed, to solicit permission to record the NAC’s behaviour in class, and in par-
ticular, during the ESI Ps sessions. The refusal, as we perceive, was due partly to
the infrequent use of the ESLPs at these settings, and partly to the schoal/centre
administrator’s worry that too much interference would disrupt the progress of
the sessions.

' A detailed description of these variables is reported in Tang and Gu (1999),
Chapter 3.

°  Due o space limit, the contents of the questionnaires are not discussed in this
arlicle,
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One school and one community centre that reported to have been using the
ESLPs participated in the Pilot Study.

The Phase Two investigation aimed to establish a general picture (a} the extent of
use of the ESLPs; (b) the operational factors contributing to the current use sifua-
tion, and (¢) identifying respondents from the Pilot Study who had actuaily used
the ESLPs as resource materials in their respective learning context.® Three dif-
ferent questionnaires were designed in this investigation for the NAC,
teacher/tutor and the school/centre administrator. 18 schools {out of the 50
schools with a record of NAC enroliment) and 5 community centres (out of the
30 community centres that received the ESLPs) responded to the questionnaires.”

The objective of the Phase Three investigation was to establish a clear picture of
the relevance and the effectiveness of the ESLPs to the learners. A questionnaire
supplemented with post-hoc interview was designed to solicit the views of the
teachers who had experience in using the ESLPs. 9 teachers (out of 15 teachers
identified as users of the ESLPs) responded 1o the questionnaire. In addition, an-
other 15 in-service primary teachers were invited to participate in a structured
content review of the entire ESLPs.®

A post-hoc telephone interview was conducted at Phases Two and Three for the
purpose of verifying the data solicited through the questionnaires and of eliciting
more in-depth opinions of the teacher/tutor and NAC on the ESLPs.

The study adopted a qualitative approach. It was an attempt to investigate to what
extent young learners from ordinary classrooms are ready for developing auto-
nemous learning via the adoption of an English self-learning package.” Precisely,
the study aimed to find out whether they also display the awarencss of being able
to ‘take over’ this learning responsibility from the teacher and steer the leaming
course by themselves. [n what follows, we proceed with the general leamning pat-
terns and attitudes of the NAC, followed by reports on the teachers’ perception of
learner autonomy. In Sections 6 and 7, the views of the participating teachers and
NAC on the effective use of the ESLPs are examined, which reflect respectively
thelr perceptions of learner autonomy. The research issues addressed include (1)
to what extent the learners are ready for autonomous learning; (i) their awareness
of the value of this mode of learning, and (iii) the teachers’ readiness to facilitate
such a mode of learning. A conclusion is drawn in Section 8.

® A major modification was made on this part of the questionnaire for the in-

vestigation, as the research outcome of the Pilot Study indicated that it was im-
portant to divide the respondents into those that had or had not used the ESLPs.

' The relatively low response rate was due primarily to the fact that many of
the schools and centres had not started using the ESLPs.

! Due to space constraint, detailed description of the evaluation is not inclhd-
ed in this paper.



Autonomy and Independence in Languasge Learning 271

4, THE NAC’s GENERAL LEARNING PATTERNS AND ATTITUDES

A 1otal of 254 questionnaires were collected for the analysis, yielding the same
number of NAC. Of these NAC, 141 (55.5%) are male and 113 (45.5%) are fe-
male. 83 (32.7%) of them are aged below 10 and 173 (68.3%) arc between 11
and 16. 218 (86%) of them speak Cantonese as their [irst language: but 167
(66.1%} of them can speak Mandarin. 15 (6.7 %) of the NAC say they can speak
English. Among them, 228 (89.9%) have been residing in HK for ne more than
12 months. 228 (90%) of the respondents were at primary six or below but there
were about 20 (8.3%) NAC in our survey who were studying at the secondary
lewvel,

4.1. English Learning Background of the NAC

The NAC considered their current English standard poor, as revealed by their
sclf-assessment on a number of areas such as vocabulary and language expres-
sions in the target language. The overail poor self-assessment is understandable,
From the data collected, the lack of support in the learning process arouses our
concern. Firstly, most NAC’s parents were illiterate even in Chincse. Only about
one third of the NAC claimed thal their parents knew English but were unable to
help them improve their English, neither could their siblings. Secondly, very few
of the NAC had any previous English learning experience before emigrating into
Hong Kong. The education system they came from is very different from that of
Hong Kong. English is not a major subject in the primary and junior secondary
curricula there. Only less than one fifth of the NAC claimed to have learnt Fng-
Iish before coming to Hong Kong. In sum, one can envisage the degree of diffi-
culty the NAC face when entering the lecal education systern where English
leaming is a major goal of language education.

The overall self-asscssment result is reflected in Figure 1 below. 110 {43.39) of
the NAC claimed to have some previous English leaming experience and among
them 99 (90%} have had less than one year of English training before coming to
HE.. 98 (89%) of them indicated that their English experience came from regular
lessons at school in the Mainland. Hiring pari-time futors and enpaging in self
study account for only around 7% of the responses.

Apparently the NAC do not regard themselves as proficient users of the English
language. Very few NAC manage to seck assistance from their family mentbers if
problems of English do arise. Only 19 (7 %) of the NAC said their brothers and
31 (12.2%) said their sisters could help them resolve English language problems.
Only 50 (19.7%) of the NAC attempt to improve their English standard through
self-learning materials.
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Figure 1; NAC’s Self-assessment on English Language Abilities
(with scores below 50)
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4.2, The NAC’s Language Learning Patterns

To examine whether the NAC are ready for autonomons leaming via the ESLPs,
we carried out an investigation into the following areas for a better understanding
of the NAC’s general patterns in English language leaming: learning styles, mo-
tivation, anxiety, and NAC's Perception on language learning mode.

4.2.1. Learning Styles

In order to find out whether the ESLPs suit the leamning styles of the NAC, a
small section was included in the questionnaire in which the NAC were invited to
indicate their preferences and dislikes on 2 set of basic English language leaming
activities. They were also asked to indicate what they piefer to do to improve
their English in the home learning condition. The results of the analysis on their
learning styles can be found in Figure 2.

Language games turn out to be the most favoured language leamning activities,
followed by learning English through videos. Reading books, listening to cassette
tapes and singing English songs are less popular among the NAC. The least
popular activities are those that display analytic styles of learning — sentence
composing, grammar and pronunciation practice. Between them we find, inter-
estingly, vocabulary and conversation exercises. As can be observed, reading
English books, composing in English, listening to cassetfe tapes are most disliked
by the NAC, followed by pronunciation practice, grammar and conversation ex-
ercises. The least rejected activities are watching videos and playing language
games.
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Figure 2: NAC’s most Favoured Language Activities
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The figures on most favoured and disliked language aclivities clearly reveat that
young learners are nol prone to analytic style of learning and traditional language
practices may not be able to motivate them fo resolve language problems. 1f
viewed from the perspective of the ESLPs, the use of the interactive video ap-
pears to be a desitable alternative since it is one of the most favoured language
activities, second to language games. However, requiring the NAC to engage in
oral comumunication might beg more serious reassessment of the learning situa-
tion. The data show that conversation practice and pronunciation practice are less
favoured by the NAC and their rate of rejection is second to the traditional lan-
guage activiries. :

When learning English privately such as in the home learning condition, the NAC
prefer to watch English programmes {68 NAC, 26.8%) and work on supplemen-
tary leaming materials {73 NAC, 28.7%). The motivation for the NAC to use
English in daily communication is relatively low {35 NAC, 13%), whether i{ was
with friends (47 NAC, 18.5%) or with foreigners (13 NAC, 5.1%).

4.2.2, Motivation & Anxiety

Recent theorics on second language learning have ascribed importance (o person-
ality factors which arc hypothesized to influence the success in learning a second
language. The increasing awareness of the necessity in personality research has
led to the ESLPs designers’ decision to incorporale this aspect into the follow-up
smdy. While many variables of the affective domain have already been identified
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to have some bearing on second language development, pertinent to the present
examination of leamer readiness are motivation and anxiety.

Previous studies have shown that they are related to successful second language
learning. In the present analysis, a broad distinction is made between intrinsic and
extrinsic motivation on the one hand, and debilitative and facilitative anxiety on
the other. Following Brown (1991}, if a learner is intrinsically motivated, his in-
centive to learn is an outcome of the learner’s own desires lo succeed through the
task he engages in and to develop feelings of competence and self-fulfillment.
Dickinson (1987) pointed out, autonomous learning by involving the leamners
centrally in the decision making process promotes intrinsic motivation. Extrinsi-
cally motivated learners are driven by consideration of external variables such as
desires for better academic achievement, prizes, praises, positive feedback and in
some cases, anticipation of punishment from teachers may also be an extrinsic
driving force. Macntyre & Gardner (1991) claim that foreign language anxiety'”
can have a negative effect on the language leaming process. But they also point
out some degree of apprehension is in fact facilitative in the leaming process.
Diary studies have shown that facilitative anxiety is a key to success and is
closely related to competitiveness (Bailey 1983). But Brown (19%91) cautions that
toe much anxiety is debilitative and it hinders the process of second language
leaming,

In the current analysis, we attempt to analyze the NAC's motivation and anxiety
as two prerequisites leading to the effective use of the ESLPs. Figures 3 and 4
below respectively display these two psychological dimensions in second lan-
guage learning.

4,2.2.1. Motivation for Learning English

Our investigation reveals that there is a general tendency of weighing English
favourably among the NAC who believed that English proficiency was vital to
their future success in education and career. 90% of the NAC in our study
strongly agree that English is important for studying abroad. Even though there
seems to be some mismatch between the NAC’s perception of English and their
gelf-assessment as shown in Figure 1 in 4.1., the results in Figure 3 below indi-
cate that the NAC are motivated to learn English.

The NAC's extrinsic motivation is greater than intrinsic motivation (68.4% vs
57.22%), suggesting that they are more ¢oncerned about what English attainment
might bring to their future. To them, a strong English attainment mn education
means good career prospect, being able to enroll in English secondary schools,

10 According to these authors, there are three components of foreign language
anxiety: communication apprehension, fears of negative social evaluation, and
test anxiety.
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Figure 3: NAC’s Motivation for Learning English
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being able w read more English books and magazines, and being able o study
abroad. The sense of self-fulfillment as achieved during the learning process such
as feeling capable of performing competently in English or willingness to take up
challenging language learsing tasks are secondary, according to these leamers, Tt
is also inferesting to note that the NAC are ambivalent in their allitude towards
being able to narrate fluently in English. These NAC do not scem to be convinced
that they may develop this sense of achievement through narrating orally in Eng-
lish.

4.2.2.2. Anxiety in Learning English

Being aware of their poor proficiency in English, the WAC show anxiety in the
English learning process, as indicated in Figure 4 below,
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Figure 4. NAC's Anxiety in Learning English

Gladys Tang and GU Yang
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a.  Even if others say I'm too proud of myself, I will continue using English.

b. I'mafraid of making errors, so I'd better not speak English in class.

¢. My English sounds odd, but [ believe it can be improved.

d. New arrival students can also study English well.

¢, I'm afraid of speaking English, so whenever [ think about it, ['Il lose interest in
the language.

f. It’s fun to speak English with my tcacher, although I*m a bit nervous.

g- I'm concerned about the English exams, but I"ll try my best to achieve good re-
sults.

h. Even if [ study hard, { still feel that my English is not as good as my Hong Kong
peers.

1. Others

In fact, most NAC display facilitative anxiety than debilitative anxiety (67.5% vs.

18.22%}. This fmplies that most NAC hold a positive attitude towards the prob-
lem of learning English. Specificaily, they agree that they are worried about their
English language performance in class and their English may sound a little
strange to the ears of the local people. However, they are willing 1o take risk and

anxious to grasp every opportunity to leamn English so that they can perform as
competently as they can, Furthermore, there is a sense of competition among the

NAC, as reflected by the majority’s belief (75%) that immigrant children may
excel in English or the general disagreement that even if they work hard, their

English is worse than their local counterparts {55.99%).
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4.2.3. The NAC’s Perception of Language Learning Mode

It would be a misconception if one assumes that the NAC, having undergone
some traditional classroom practice, would prefer to study English in a conven-
tional language classroom. The results reveal that only 102 NAC (40%) prefer to
study under this environment. In fact, some are prepared to smdy English m
groups (62 NAC, 24.4%) or in pairs (64 NAC, 25.2%). Whichever learning envi-
ronment they prefer, 158 NAC (62.2%) admit that the teacher is absolutely indis-
pensable and he/she i3 the first sought when problems arise (142 NAC, 35.9%).
In fact, there is little evidence showing that the NAC are prepared io study Fng-
lish entirely on their own, Only 25 (9.8%) NAC want to adopt this mode of
learning, and only 9 (3.5%) said they could forcgo teacher-centred language
learning activities and devise ways to learn English on their own, Where prob-
lems occur, only 41 (16.1%) NAC say they will try to find 2 solution independ-
ently.

4.3. Implications

The NAC can be perceived as ‘concrete” rather than ‘analytic™ learners, as judged
from their preferences for learning lasks based on activities to those where the
language is broken down into minute units and analyzed systematically with re-
spect to a set of rules. Activities that encourage some degree of global language
development are more desirable in their circumstances. Bui the NAC do not
prefer oral communication activities such as engaging in English conversation
with friends or foreigners, or any sound practice, The NAC are motivated 1o learn
English and their state of anxiety in reaction to the leamming task is more facilita-
tive than debilitative. They are prepared to accept alternative modes of learning
such as studying in groups or in pairs where they can actuzlly learn from each
other and receive support from their peers.

5. THE TEACHERS® PERCEPTION OF LEARNER AUTONOMY

40 teachers who were centrally involved with teaching the NAC English partici-
pated in the follow-up study. Out of these 40 teachers, 27 (67.5%) were English
majors but only 10 (25%) had received traming in English langvage teaching (ie.
ELT). 23 (§7.5%) had over five years of English language teaching experience,
however, their experience in teaching the NAC was relatively new as almost 27
{70%) teachers had been invelved in teaching the NAC for just under two years.
The subjects were required to respond 1o a general questionnaire, out of which 9
teachers were identified for a second questionnaire survey which focused on the
cvaluation of the effectivencss of the ESLPs in helping the NAC improve their
English.

In the report of this study, we categorize the teachers’ responses according to (A)
whether they had uvsed the ESLPs, and (B) whether they had heard about it but
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had not started using it.'' 15 (37.5%) teachers responded that they were using the
packages; 22 (55%) said they were aware of the ESLPs but had not yet adopted
them.

5.1. General Responses

A questionnaire item was included in the follow-up study to tap whether the
teacher had a general understanding of learner auntonomy. The following table
categornies the various respects which reflect the general understanding of the
teachers on the issue, regardless of the categories they belong to.

Table 1. Items for tapping teacher’s general understanding of learner autonomy

Help the learner adapt to autonomous learning.

Provide a solution to the leamer’s language probiems.
Provide a solution to problems arising from autonomous
leatning.

Train autonomous learning abilities and strategics.
Assess the learner’s language abilities regularly.

Inspire the leamer to resolve his/her learning problems.

Others

o

o

w° e

In Table 1, item (&) simply focuses on the teacher’s attention to the concept in
question, but by itself it is not revealing to what extent the teacher can con-
sciously do so. ‘We would accept items {d} and (f) as general indications of the
teacher’s understanding of the issue, (d) is crucially unportant. As mentioned n
Yang (1998}, one requirement of traiming learner autonomy is to provide learning
strafegy instruction to the learner. (f) obviously stands in contrast with items (b)
and {¢) for the former implies that the teacher is only a facilitator for the leamner’s
problem solving while it is certainly the teacher who bears the task of resolving
all the learning problems for (b) and {c).

5.2. Classified Responses
5.2.1. Teachers who used ESLPs (Category A teachers)
8  Knowledge abont learner autonomy

All 15 teachers who were using the ESLPs perceived the teacher as having an
important or extremely important role to perform under the general concept of

""" Tn the actual study, we algo identified a third category of teachers, i.e., those
who had not heard about the ESLPs but might consider adopting them in the fu-
mre. Given space limit, we do not include that category here.
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autonomous learming. As observed from Figure 5 below, the roles as accepted by
the teacher of this category were wide ranging.

In terms of the awareness of fraining antonomous learning, out of 15 teachers, 13
(87%} said they should help the learner adapt to autonomous learning. 9 teachers
(60%) claimed that they should train the learner’s autonomous learning abilities
and sirategies and 7 teachers (47%) agreed that they should inspire the learner to
resolve the learning problems. On the other hand, most of these teachers siill
maintained the conventional roles of a language teacher, such as providing a so-
lution to the language problems raised by the lcamer (9 teachers, G0%), asscssing
the learner’s performance regularly (7 teachers, 47%), and providing a solution to
the problems arising from zutonomous learning (6 teachers, 40%).

Percentage of Teachers

Figure 5: Perceived Roles of Teacher in Autonomous Leamning {(Cat. A}

Help the leamer adapt to autonemous leaming

Provide a salution to the learner’s language problems

Provide a solution to problems arising {rom autonomous Jearning
Train autonomous learning abilities and strategies

Assess the learner’s language abilities regularly

Inspire the leamer to resolve his lcarning problems
Others
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The results above seem to suggest that training tearner antonomy s an additional
task for the teacher. In fact, a full-fledged model of autonomous learning may
allow the learners the opportunity to explore their learning problems or o assess
their language progress independently, thercby cnabling the (eachers to shift their
role from someone who engineers the learning process to somceonc whose aim is
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te nurture the leamer’s responsibility for leamning. This implies inspiring the
learners to make decisions about the learning process, and to accept problems as
what they are and attempt to derive a solution based on their judgement of the
situation, The conventional roles of the teachers can in fact be lifted so as to al-
low the teachers to refocus their attention to encouraging the NAC fo explore the
ways and means of learning a foreign langnage and to practice risk-taking in lan-
guage learning,

® [seof ESLPs

The results in Figure 6 show that ESLPs were adopled in teacher-centred activi-
ties. 11 {73%) teachers did not follow the suggested mode of operation in the
Teacher’s Manual but selectively incorporated some componcnts into their
teaching schedule.

Figure 6: ESLPs Components Adopted by the Teachers (Cat. A)
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Figure 6 reveals that the video was regularly adopted on its own as independent
teaching materials (7 teachers, 47%). Only 6 (40%) teachers chose to watch the
video with the worksheets and 4 {26.6%) teachers let their NAC complete the
Extended Practice. 5 (33.3%) teachers made use of the Assessment Papers. The
rest of the components were not used regularly; only 3 (20%) teachers reported
that they used the Sound Practice regularly during the lesson. In fact, one could
readily imagine that other components such as the Performance Record, the As-
sessment Record, or the Leamer’s Profile were seldom used by the teachers.

The telephone interviews confirmed that very few teachers followed the sugges-
tions in the Teacher’s Mamnal. 6 (40%) of these teachers were worried that the
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level of English in the ESLPs might be too difficult for the NAC. 3 {20%) tcach-
ers reported that they were not clear about how to use the ESLPs effectively. 3
(20%} teachers complained about insufficient manpower and rescurces, 3 teach-
ers from the telephone interview regrefted the lack of support from the school. 2
teachers hired specifically to teach remedial English complained that they could
not access the AV-equipment, which prevented them from adopting the ESLPs in
class. Despite inadequate support, the third teacher who was working full-time
continned with implementing the ESLPs with her NAC. It was only fortunate that
she was free to explore whatever the school system might offer her in the setting-
up of the ESLPs."2

5.2.2 Teachers whe were aware of the ESLPs but had not adopted them
(Category B teachers)

22 teachers belonged to this categary, out of whom 7 {31.8%) had received TESL
training. Except for 1| teacher, all the 6 (40%) teachers had over six, if not ten
years, of ELT experience. On the other hand, their NAC-teaching experience was
relatively less, as most of them had less than two vears of teaching the NAC
English.

®  Knowledge about learner antonony

As shown in Figure 7, 18 (81.8%) teachers accepted the role of counselor assist-
ing the NAC in adapting themselves to the autonomous mode of leaming. Other
roles were to {rain the NAC’s autonomous learning abilities and strategies (12
teachers, 54.5%} and to inspire the learner in deriving a solution to his learning
problems (10 teachers, 43.5%). Similar to the teachers in Category A, they also
regarded themselves ceniral in providing solutions to problems arising from auto-
nomous learning (18 teachers, §1.8%), assessing the leamner’s language abilities
regularly (9 teachers, 40.9%), and providing a solution to the learner’s language
problems (6 teachers, 27.3%).

When asked specifically during the telephone interview whether they believed
that the NAC could develop autonomous leaming using the packages, the teach-
ers were all negative about this issue. According to two teachers, only the excep-
tionally motivated NAC might stand a chance of developing autonomous learning
via the packages. They believed that the main problem did net come from the
design characteristics of the ESLPs. One teacher commented that it was difficult
to assign the NAC with no English language background to different levels,
making the task of helping them catch up with the regular English lessons more

> The teacher reported that she actually used some money from the School-

based Support Scheme Grant to duplicate some of the materials for her students.
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Figure 7: Perceived Roles of Teacher in Autonomous Learning (Cat. B)
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daunting than they had ever experienced. One teacher, in partticular, complained
that many NAC exhibited low motivation, poor discipline, and little support from
the family. It is not clear at this stage whether or not the observation of this par-
ticular teacher is generalizable, but certainly, her apinions are apparently in con-
trast with the resulis of the attitudinal survey where we find the NAC extrinsi-
cally motivated (Tang and Gu 1999).

®  Reasons for not Adopting the ESLPs

Figure 8 reveals that insufficient manpower (20 teachers, ©0.9%) as well as time
and space constraints (18 teachers, 81.2%) were the two biggest complaints
among these 22 teachers in this category. Between them, insufficient manpower
was ranked top. This was followed by the suspicion that the ESLPs failed to take
care of the inadequate English standard of the NAC (13 teachers, 59.1%5). Other
reasons were the teacher’s lack of opportunity to know the concept of autono-
mous learning (12 teachers, 54.5%), and their fear that using the ESLPs might
entail too many complicated operational procedures (11 teachers, 50%). Less than
half of the teachers in this category said that insufficient AV-equipment or ESLPs
contributed to their reasons for not using the ESLPs.



Autonomy and Independence in Language Learning 283

Figure 8: Teachers’ Reasens for Not Adopting the ESLPs (Cat. B)
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From the telephone interview, 2 teachers (9.1%) of this category who had not yet
used the ESLPs suspected that the ESLPs could not help the NAC catch up with
the mainstream English instruction. In their view, only the very bright and highly
mativated NAC might stand a chance of success.

3.3. Implication

Most teachers hiad some but vague knowledge about autonomous leaming but the
perception that the teacher was crucial in all aspects or modes of leamning was so
deep-rocted that they still perceived themselves as the sole organizer of the
learning process. It should be noted that all 15 teachers selected only some com-
ponents from the ESLPs to support their teaching objectives. This strongly sug-
gests that the teachers have an inclination to adopt ESLPs only as teacher-centred
activities, rather than using the packages to develop learner autonomy in ihe
NACs as was originally intended in the design of the ESLPs. This explains why
the video plus the worksheets was the most popular component in the actual use
of e ESLPs. Insulficient manpower and time was the main problem faced by the
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teachers who had or had not used the ESLPs at the time of the survey. The worry
prevailed that the ESLPs’ level of English might add difficulties to the NAC’s
janguage learning.

6. THE TEACHERS® VIEWS OF THE ESLPs

A guestionnaire supplemented with post-hoc interviews was designed to solicit
the views of the teachers who had experience in using the ESLPs. The question-
naire was sent to the 15 teachers who had previcusly been identified as users of
the ESLPs (i.e. Category A teachers). Only 9 teachers responded. As such, the
views and comments provided by these teachers should be interpreted with cau-
tion.

6.1. Their Initiative and Involvement

Figure 9 below reveals the extent of teacher involvement in the use of the ESLPs.

Figure & Teachers' Initiatives in the Use of ESLPs
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As indicated, 7 teachers had taken initiatives in explaining the content of the
video to the NAC. 3 instances of teacher initiation were also recorded in other
aspects: {a) to tcach the NAC how to use the worksheets 1o complete the conver-
sation practice, (b} to clarify the content of the Extended Practice, and (c) to clari-
fy the content of the Sound Practice. Only 1 teacher taught the NAC how to use
the ESLPs as ancillary English learning materials.

6.2. Their Perceived Problems with the NAC

5 teachers reported that the NAC failed to understand how to use the ESLPs de-
spite their repeated explanations. Among these cases, 2 teachers resorted to
walching the video with the NAC and | teacher requested the parents to do the
same at home. The same 5 teachers claimed their NAC did not understand how to
learn English autonomously but 3 indicated that their NAC had shown interest in
this mode of leaming. In fact, seldom did the NAC consult the teachers on the
various aspects of the ESLPs; while most cnquiries were concerned primarily
with vocabulary explanations and pronuneciation, others were about the grammar
of the sentence patterns presented in the video.

6.3, Their General Comments on the ESEPs

Figure 10 below displays the teachers® general conuments on the ESLPs. The
teachers were required to indicate on a five-point scale concerning their agree-
ment on a number of staterments about the characteristic nature of the ESLPs.

As indicated, the teachers only found statements (a), and (g) relatively more
agrecable than the others. They were positive that the ESLPs could help the NAC
myprove their English and they regarded the self-leaming mode as a solulion to
handling mixed abilities of the NAC in the ¢lassroom situation. Moreover, they
generally disagreed that the ESLPs increased the workload of the teacher. As for
the telephone interview, only 2 teachers were convinced that their NAC could
learn English under the autonomous mode; the others had reservations abont this
issue.

While helding ne special opinions regarding having native speakers in the cast, "
the 9 teachers hield a relatively more positive though not obvious attitude towards
(a) the advantages of adopting English supported with pictures mr arousing the
NAC's interest in learning English, and (b) the motivation of having a c¢ast that
were all Chinese. 3 teachers agreed that the use of a Chinese cast in the video
drama might convince the NAC that even Chinese students could aftain a reason-
ably good standard of English. 2 teachers from the telephone interview opined

'* ' Ome unique characteristic of the ESLPs is that the majority of the characlers

m the video programmes were played by native Chiness speakers.
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Figure 10: Teachers’ General Comments on the ESLPs
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that adopting a purely English cast would alienate the NAC and present them
with a remote speech situation which they would fail to associate themselves with.

In fact, 6 teachers from the questionnaire survey reported that their NAC had
shown improvement in both listening and speaking abilities. 2 teachers observed
improvement in all four language abilities. 1 teacher put forward the overall
comments that the ESLPs were flexible enough to cater for individual needs of
the NAC. While 1 teacher said that future modifications were unnecessary as the
ESLPs were good enough, 2 teachers urged that the production of the ESLPs be
extended to Levels 4 & 5.

Dissenting voices were also reported during the telephone interviews. 2 teachers
complained about their NAC’s persistent frusiration in using the ESLPs. On the
other hand, 2 teachers observed general improvement in the listening and speak-
ing abilities of their learners. 1 of these teachers said that her NAC were more
willing to speak in English, probably due to consistent exposure to the task re-
quirements of the ESLPs.
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6.4. Their Views an the Problems with the ESLPs

3 teachers attempted this section that mainly involved open-ended questions and
all complained against the lack of resources and manpower. Generally speaking,
the lack of AV-equipment at home drastically reduced the NAC’s chance of using
the ESLPs for self-learning purposes. This was usually coupled with the lack of
space and person-in-charge of the ESLPs at school. 1 teacher from the commu-
nity centre suggested that the ESLPs be used in the schoal envirenment and
angther commenied that more cassette tapes on Sound Practice should be pro-
vided. 4 teachers reported that there was insufficient time to run the ESLPs at
school. | teacher direcied the complaint to the 60 hours of remedial English
which were already packed with helping the NAC deal with the problems deriv-
ing from the regular English lessons and hemework from school. She advised that
a threc-month programme be sct up to help the NAC improve their English and
during this period, there would be time to run the ESLPs properly. 1 teacher com-
plained about the learning activities of the ESLPs that emphasized oral communi-
cation practice, leaving little opportunity for grammar practice.

6.5. NAC’s Requests for Teacher Assistance

As Figure 11 in the following shows, instances of NAC’s requests for teacher's
assisfance were net nany, probably due to the fact that the packages were mainly
used in teacher-centred activities.

Where NAC's requests were concerned , they mainly have to do with asking the
teacher to clarify the content of the video (6 teachers) and to assist them in com-
pleting the Conversation Practice (3 teachers) together with the worksheets, 2
teachers reported that their NAC had agked them to clarify the content of the Ex-
tended Practice. 1 teacher indicated that her NAC wanted her to teach them how
to learn English autonomously via the ESLPs.

6.6. Discussion

The results of this section indicate that most teachers had only a vague under-
standing of their role m the implementation of the ESLPs. As mentioned, they
stall regarded themselves to be central to the NAC's use of the ESLPs in mmprov-
g their English, which, in our term, means the English learning process. Along-
side the general understanding that the teachers would assist the NAC in adapting
themselves o the autonomous leaming process and nurtare the NAC's autlono-
mous learning capability and strategies, these teachers still maintained the various
roles of a conventional language teacher: (a) to provide a solution (o either the
learners’ language problems, or their agtonomoeus learming problems, and (b) to
assess the Jearners' language ability regularly. In fact, the teachers in our study
could have lifted their conventional mentality so as io rclease the NAC and en-
courage them to explore the means and ways of learning a foreign language at
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Figure 11: NAC’s Requests for Teacher Assistance
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their own pace. A full-fledged model of autonomous leaming may allow the
learner the opportunity to come up with a seiution to the problems and to assess
hig/her language progress independently. Embedded in this leaming process is
how to take efficient and effective risk in language learning. The teacher should,
therefore, bear in mind that a metivated [anguage learner is one who is willing to
practice risk-taking and to commit himself to decisions concerning how to ap-
proach lcamning English effectively. Hence risk-taking on the learner’s part
should be encouraged, rather than being stifled.

Without a solid understanding of the rationale of the ESLPs, most teachers just
incorporated the packages into their own teaching schedule, treating them as sup-
plementary teaching materials. As reported, 11 out of the 13 teachers in Category
A used the packages in group leaming mode and chose the programme randomly
based on their impressionistic assessment of the NAC's abilities. This would in
effect make it very difficul: for the ESLPs to operate effectively where studenis
of mixed abilitics were forced to start at the same level of difficulty. Subse-
quently, at the end of the programme, there was often little opportunity for
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Regular Assessment, which was designed originally to make the NAC aware of
their individual learning progress. Unfortunately, it was often the case that where
group learning was involved, the teacher would determine the coverage of the
video programime. As a consequence, catting out the last part of the programme -
Conversation Practice — was nol uncommon, partly due to time constraint, and
partly duc to the teacher’s perceived difficulty on the part of the NAC to com-
plete a particular section of the video programme which requires the learner (o
apply the linguistic information obtained from the video progranume. This seenis
to indicate that the Conversation Practice is a component in the ESLPs where the
teacher easily detects loss of control over the learning situation.

Another factor which limited the use of the ESLPs was the teacher’s perceived
difficulty in the content of the packages. Some teachers complained and many
predicled that the content of the ESLPs was beyond the grasp of the NAC. From
the survey we derived the impression that the local teachers were extremely wor-
nied about a language programme for the NAC that was solely in English, Many
teachers, especially thosc who had used the ESLPs suggested the use of Chinese
translation in vanous parts of the video because they considered the NACs fail-
ure of understanding to be one of the major reasons for their giving up the pack-
ages. The teachers seemed to have formed ar opinion that goad language learning
materials must be those whose content was perfectly comprehensible to the
learner. Quite on the contrary, not all NAC complained about the level of diffi-
culty of the ESLPs, which implies that leamers engaged in any communicative
activities tend to expect a certain degree of difficulty and they would build up a
degree of tolerance in wrestling with the comprehengion of the programme.

7. THE NAC’s VIEWS OF THE ESLPs
7.1. Their Generzal Comments on the ESLPs

76 NAC who had been identified as regular users of the packages were invited to
provide some general comments on the packages as a self-leaming kit. These are
shown in Figure 12

One could observe from Figure 12 that a majority of the NAC believed that the
. ESLPs could help them improve their English and the adoption of a Chinese cast
did convince them that even Chinese students conld speak good English. They
agreed that there were morc learning opportunities since the ESLPs components,
especially the video, could be used repeatedly. They also appreciated the sole use
of English supplemented with pictures, a strategy adopted by the designers and
the production team who believed that tofal immersion in the language environ-
ment is the key to successful language learning. This positive attitude was shared
by some of the 6 NAC who took part in the telephone interviews. Although they
faced problems of comprehension when working on the ESLPs, they believed
that in the long run, learning through the ESLPs could help them improve their
English to some extent. 4 NAC claimed that at least there seemed to be some
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Figure 12: NAC’s General Comments on the ESLPs
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improvement in their listening abilities. When coming to leaming style, the
NAC’s views were divided on whether a full-fledged self-learning mode suited
their leaming style. This result begs a reconsideration of the whole {ssue of de-
veloping learner autonomy among young elementary learners and further re-
search is nccessary to tackle which aspecis of learner autonomy are appreciated
by young clementary leamers so that more ¢ffective organization of autonomous
learning can be achieved in the future.

7.2. Their Specific Comments on the ESLPs

When asked to indicate whether they agreed or disagreed to a set of statements
concerning the ESLPs, the NAC seemed to display quite positive attitudes to-
wards the ESLPs as a tool to learn English. Figure 13 shows the NAC’s responses
to the individual items.

As shown in Figure 13, the content of the video was ranked as the most popular
component by the NAC, foltowed by the Worksheets/Extended Practice and the
listening practice on the cassette tapes. Other components such as the two types
of Assessment Papers were not favourably rated, probably due to the infrequent
use of these components.
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Figure 13: Most Popular ESLPs Components {Tokens of Responses)
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Contrary to the teacher’s perception who rated the Video as the most difficuli
component, the Video was not ranked as the most difficult component of the
ESLPs (see Figure 14) by the NAC. Rather, it was the Exlended Prac-
tice/Worksheets and the listening practice that were being ranked the most diffi-
cult.

7.3. Discussion

The results in this section reveal that most NAC were willing to submit them-
sclves to an alternative mode of language learning. Although they rated them-
selves as poor English language users, psychologically, the NAC were more ex-
trinsically than intrinsically motivated (o leam English and their state of anxicty
In reaction fo the learning task was more facilitative than debilitative. At least,
they were motivated to improve their English and the crust of the maiter is how
one can help them to bridge this gap in the lcarning process. Apparently, what
they were not yet ready to accept was the respensibility for organizing their own
language syllabus and assessment. Although one may argue that the ESLPs are
Jjust a set of highly directed self-access programume, it should be noted that seif-
access can only be perceived as a necessary condition for most forms of self-
directed and leamer-centred work, but not a sufficient one (Riley 1987). In the
present study, the ESLPs is viewed as an aim to help the NAC nurture a sense ol
responsibility for directing their own course of English learning through a series
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Figure 14: Most Difficult ESLPs Components {Tokens of Responses)
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of decision making processes. Our observations and the apiniens of most of the
NAC suggest that these learners are willing to organize the learning activities
according to their own perceived capabilities. Our study reveals that the ESLPs
could serve as a window 1o this new perspective of language learning, at least
making the NAC aware of this alternative mode of learning and providing them
with some preliminary training in developing autonomous leaming capacity.

We emphasize the word alfernative as this study does not amount to saying that
autonomous leaming is the preferred mode or suitable for leamers of all sorts.
Our study did reveal that some NAC found this mode of learning unacceptable.

8. CONCLUSION

The present study documents the reaction of the NAC in their adoption of the
ESLPs to learn English. The results suggest that some NAC could eventually and
to some exfent liberate themselves from a form of programumed leamning as as-
sumed by the ESLPs. Although programmed learning is perceived as reflecting
minimal learner autonomy, given proper guidance and opportunities for self-
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exploration, the learner, at least some of the NAC in our study, managed to reach
a state of awarcness that autonomous leaming is a possible alternative for lan-
guage leamning and showed willingness to explore other means and ways o im-
prove thewr English, Generaily speaking, at the end of the observation period, we
found that they developed a better sense of commttment to the learning process,
and became more cognizant of their needs and learning objectives as well as how
these needs and objectives could be achieved. However, the results by no means
indicate that this mode of learning wins an appeal to young elementary learners
across the board. In fact, we had some NAC who consistently resented this par-
ticular mode of language leaming and displayed a negative attitude towards fol-
lowing the procedures.

A challenging task of learner autonomy research is therefore how to convince
these learners that effective language leaming could be achieved via this alterna-
tive mode. Meanwhile, further research is necessary to discover whether there is a
correlation between learner characteristics and development of learner autonomy.
As far as the present study is coucerned, although the NAC exhibited some
awareness of their own autonomous learning capacity, further research on ‘self-
direction’ training is necessary i order to verify whether it is a viable language
learning option for young elementary leamers.

In the mean time, the stady clearly reveals that the teachers concemed are still in
need of maining in forming concepts of learner autonomy. In particular, they need
to develop skills on how to help their students acgunire the necessary strategies as
well as how to raise their awareness of the importance of assuming responsibility
for lcarning a language autenomously. In the absence of 2 sufficient understand-
ing of the concept, most of these tcachers resorted to a conventional teacher-
fronted approach and used the ESLPs as supplementary materials. This phe-
nomenon has been previously studied by researchers as a need for developing
teacher’s conscious of leamner autonomy. Little (1991), for instance, reports that
in some cases where learner autonomy does not work, it is the teacher who fails
to see himself/herselfl as an equally active and responsible co-participant in the
learning process. Little hence argues that a prerequisite for developing learner
autenomy among the students is feacher awtonomy and the development of
learner autonomy and thal of teacher autonomy are interdependent. Similar to
leamer autonomy, the teacher needs to liberate himselffhersell from the conven-
tional mode of thinking rcgarding classroom teaching and to set up pedegogical
dialogues with his/her students in making decisions on leamning objectives,
learning materials as well as language assessment. He/she also needs to underge
‘cognitive restructuring’, although at a different level. He/she needs to devise
strategles for encouraging students to modify their beliefs and expectations about
language leaming, and he/she needs to judge realistically in face of institutional
constraints, individual differences, age of learning, as well as how competent as
an autcnomous language learner a student comes out to be. All this implies that
teachers need to be trained to be autonomous tainer of learner autonomy. Such
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innovation could turn itself to a threat if the teachers are not ready for such a
change. As Dam {1993) reflects, it is no easy task to encourage tezchers to trans-
form their role in the classroom as such a transformation could be quite frustrat-
ing.

On the basis of our findings, we propose that more serninars be organized to en-
hance the feacher’s knowledge of the ESLP’s objectives, leaming mode and op-
erations. This is in accordance with the fact that a number of teachers in the sur-
vey actually requested more demonstrations on how to use the packages. We be-
lieve that on-site visits should be useful to help the teachers set up the ESLPs
programme, Guidelines on adapting the ESLPs to some typical teaching situa-
tions may be inserted into the Teacher’s Manual or workshops can be organized
to let ESLPs users share their experiences with one another, as the leaming situa-
tion is unique at individual schools and teachers may have different expectations
about the ESLPs. As discussed earlier, the presence of the teacher is of paramount
importance at the initial stage of ESLPs adoption, [or the sake of providing some
guidance in shaping the autonemous leaming process and of boosting the NAC’s
confidence in using the packages. Teacher involvement can be reduced to a
minimum, according to our research experience, once the NAC have established

a routine in working with the packages on their own."

In the long run, as suggested by Little (1991), learner autonomy could be incor-
porated inte the curriculum of teacher education and provide the teacher frainces
with the skills to develop autonomy in the learner. One way to implant such a
concept into the teacher trainees is by way of arousing their own capacity for
autonomous learning within their own curriculum through pedagogical dialogues,
L.e. negotiation between the teacher trainer and the trainee, In fact, the concept of
negofiation is not new and it has been empirically investigated in second lan-
guage acquisition (Allwright and Bailey 1991), the resulis being that negofiation
for meaning brings about positive changes in the leamer's knowledge of the tai-
get language. Viewed from the perspective of the development of leamer auton-
only, negotiation between the teacher trainer and the trainee provides a solid piece
of evidence to the trainec that the frainer is not the ultimate autherity to his/her
own learning process. The trainee has to contribute to the process and be respon-
sible for co-constructing it, making him/her realize that the responsibility for
achieving successful learning also rests with how critical and reflective he/she is
as a learner. We support this suggestion because such prerequisite training is go-
ing to be beneficial to potential teachers in general, encouraging them to under-

¥ The conservative attitude of the teachers towards giving a free hand to the

NAC to usc the ESLPs may be largely caused by their worries about the “Eng-
lish-only” mode of presentation of the package, as discussed in section 6.6. Nev-
ertheless, the teachers’ professional judgement of the appropriate use of the
ESLPs needs to be considered carefully in future research. We thank one review-
er for alerting us on this point.
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stand the fundamental philosophy and technigues of learner autonomy. However,
suceessful language learning as against learning of general concepts depends a lot
on other factors and more rescarch is nesded to identify those factors that are sen-
sitive to issues such as autonomous learning strategics, metacognitive awareness
and planning, as well as cultural interprotation on autenomous learning so that
more effective waining can be provided for the language learner,
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A Critical Look at Verbal Play in a Reading
L.esson
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ARBSTRACT

In this paper I describe the impish verbal practices of some well-heeled
Cantonese lower form secondary school students of English. These playful
verbal practices are taken from a pilot study (Kwan, 1997) on the role of
codeswitching in vocabulary teaching in Hong Kong English language
classrooms of lower form students. By imvestigating the tecorded classroom
episodes of a reading lesson, I can sec how these middle- to high-income class
students employ their indigenous L1 resources in the classroom public digcourse
to subvert the teacher’s agenda. While the students’ active verbal bids might
help them gain peer recognition and assert their creativity in their playful world,
their subversive play also reflects their apparent resistance to the alienating
English language lessons. In the concluding parg, I shall discuss the implications
of these classroom impish verbal play practices.

1. BRINGING CLASSROOM VERBAL PLAY INTQ BEING:
THE SCHOOL, THE TEACHER AND THE STUDENTS

The lesson excerpt 1o be depicted here is taken fiom my pilot classroom study
on the role of codeswitching {n vocabulary teaching (Kwan, 1997). In particular,
this smdy describes and examines the functions and significance of L1 and L2 in
Hong Kong English language classtooms of lower form students, The classtoom
data include audio and video recordings, classtoom cobscrvation with on-sile
fieldnotes, informal interviews with the teacher and small groups of students,
and collection of Institutional materials (e.g., workshects, teaching schedule,
scheme of work, syllabus, circulars, etc.). The results of this discourse analytic
study not only display the roles of L1 and L2 in vocabulary teaching but also

Language aud Education i 29% © 2000 by Linguistic Sociviy vl Hung Kong
Fostcalairial Hong Kong 962-7T37R-03-3 Al rights reserved.
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reveal how these well-off students of distinguished socioecomonic status
(hereafter, SES) struggle within their native cultures.

1.1 The school and the teacher

The reading Jesson data described below were recorded in a boys’ school. This
government-zided school was founded in 1958 and has a long religious
background. It is allied to Band 3* and is moderately prestigious in its disirict.
The school population is mainly made up of students of its feeder section in
which English is greatly used.

The teacher-participant, Mrs. Lee?, is a young fresh graduate at one of the local
universities where she majored in Public Social Administration. Mrs. Lee has a
good command of written and spoken English. The schools where she received
her primary and secondary education are locally highly prestigious and difficult
to enroll in.

In the period of recording, Mrs. Lee has only two months’ teaching experience.
Although she is rather young in her teaching career and has not received any
pre-service and in-service teacher training before, she has already developed
guite a number of teaching beliefs. Having been strongly influenced by the
teaching methodology of her primary and secondary schools” English language
teachers, Mrs. Lee fully supports monolingual English-medium teaching. As she
recounted, even if her students did not understand, she would still insist on using
English, She stressed that English should be used in English classrooms all the
time.

The class observations of and personal contacts with Mrs. Lee suggest to me that
Mrs. Lee is a teacher with great sincerity, enthusiasm, open-mindedness,
tolerance, kindness, support. Ft is also evident that Mrs. Lee has developed
rapport with the students, T would say that their relationships are very
harmeonious. In the lessons where there were many occasions of being teased,
Mrs. Lee rarely immediately showed displeasure and repressed her students’
disobedience. When a student forgot to bring the necessary learning materials,
instead of punishing (which is actually a usual practice of local English language
teachers), she arranged the student to share the materials with others, Above all,
she tried her best to tackle the questions of every student.

While her distinctive personalities, teaching styles and classroom management
might increase her popularity and help establish and reserve her image, it does
not seem to be of much help in her management of the lessons and students. In

* It is a umit grading local secondary schools. There are altogether {ive bands. Schools of Band
1 are the most prestigious whereas those of Band 5 are the least.

21t is a pseudonym.
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the data corpus, there are many examples showing her using of difficult, abstract
language. In one grammar lesson, terminology like ‘auxiliary verbs’,
‘comparatives’, “superlatives’, ‘interrogatives’, ete., could be heard repeatedly.
When giving explanations orally, she very often gets the meaning across by
introducing some other difficult words. A case in point is that she introduced the
word ‘deteriorate’ while describing the nature of perishable foodstuffs. The
word ‘procedures’ is employed instead of ‘steps’ to explain a recipe for a
Chrisamas pudding. There are also cases where Mrs. Lee was deliberately led far
away from ihe lessen agenda. For instance, she would spend a lot of time fo
respond to each of her students’ questions regardless of the relevance to the
teaching goals. All these seem to help us understand later why the smdents have
S0 many opportunitics to capitalizc on the immediate context and slip their
impish verbal play I the legitimate classroom discourse afforded by the
Initiation-Response-Feedback (IRF) structure (Sinclair & Coulthard, 1975} and
why they resist the English envriculum.

1.2 The students

The vast majority of students come from medium- to high-income families.
They typicaily live in private residential areas of high SES. Most of the students
have [ilipino domestic helpers at home and they are escorted to school hy
automobiles. Some of them receive individual academic gnidance from private
tutors. Generally, the well-to-do live in a bilingual surounding where English as
linpuistic and sociocultural rescurces are available and rich.

The students themselves have known each other for long as most of them were
directly promoted from ifs feeder school, where English is employed as the
authoritative language of instruction. These students share similar interests as
well. They enjoy playing PC or TV games, musical mstruments, reading
Japanese comics and travelling. These pastimes are in fact costly and practiced
exclusively by this special group of students.

I was told that the stadents are very concerncd about their academic results and
they all realized the importance of English. In fact, their English proficiency is
generally above average. In an ETV lesson where Mrs, Lee elicited cascs of
emergency, the students can immediately offer rather reasonable
suggestions/examples in L2 like “unconscious’, ‘when XXX falls into the sea’,
‘robbery’, ete., though their pronunciations may be a little less accurate. When
they are named to read the English passage, they can read rather accurately and
fluenily without much help.

However, it does not mean that they are willing to use English during lessons.
Their actual classtoom behaviors help me ascertain within a shoit period of time
that these students are rather unmanageable and uncooperative. The students
seem to be comfortable in using L1 in class, Talking loudly with and across their
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classmates during lessons appears to be very habitual and so as to tease the
teacher, I also notice that some of the students even carry out other subject
matters in the English language lesson. For example, I noticed that some
students were busy in copying homework of other content subjects. English
actually is rarely heard from them and voluntarily used by them. When the
students have something to propose, they seldom wait until the teacher has
finished, or being named. Very often, they self-select and abrupily shout in L1
from their seats. Nonetheless, 1 also noticed that the students are always capable
of giving the feacher quick responses. Though they seldom use the English
langnage, I noted that their ideas are rather creative, sharp and constantly relaied
to the teacher’s prompt. All these actually help me a great deal to appreciate the
richness of their background knowledge and their enthusiasm in their own
playful world.

The students’ classroom behaviors described above are not atypical in Hong
Kong language classrooms. In Lin's (1996) examination of the organization of
English language lessons of junior form students, she describes the playful
verbal practices of working class students and shows how they seek to assert
their indigenous identities in the alienating English language lessons actaalized
by the culturally incompatible curricnlar. As she notes, this particular group of
students comes from a low socioeconomic family background. With liitle access
te English resources, these students are compelled to stay in a subordinated and
insulated Cantonese sociocultural world.

Lin's study {3996} helps us to picture how these lively working class school
children reproduce and perpetuate their native cultures. However, do students
from high SES also engage in such classroom verbal practices? Is language play
independent of SES, or universal in language classrooms?

My classroom data look somewhat similar to those of Lin's study (1996).
However, the students in my study enjoy a higher SES and they have access to
plentiful English resources. In conirast, the students in Lin’s stdy (1996)
happen to be placed at a lower socioeconoemic position and they are situated in a
linguistically and culturally disadvantaged environment where there is very
limited access to bilingual resources.

In spite of the SES differences, the classroom resistant behaviors of students in
both studies look very similar. In a like manner, these students of different
socioeconomic classes demonstraie their discontentrment to the uninteresting
Fnglish language lessons (e.g, use LI instead of L2 in class). Through
subverting the classroom interaction afforded by the IRF discourse structure, the
students can uncover their ideal playful world where they can assert and retain
their native cultures.
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This uniformity does not scem to bring about the same consequences 1o the
students. The students in my study have more assets, and are in a better position
in terms of for example family backgrounds and linguistic resources, which
greatly encourage them to constantly make fun out of the English lessons
without suffering from a lack of their English resources. It seems that these
wealthy students can always obtain all sorts of compensation. As mentioned
above, these students live in a bilingual speech community where they can
readily access cuitural and linguistic resources. In addition, these students have
private tutors to take care of their schoolwork outside school. All these scem 1o
be a luxury for the working class students (cf. Lin, 1996). In fact, they are rarely
entitled fo such privileges in their linguistic and cultural lives. By acting out
resistance to the alienating English lessons, these disadvantaged students only
make themselves trapped nto a more subordinate position. In contrast, it seems
that the wealthy students in my study will not suffer even when they do not leam
anything in their school English lessons in school.

2. ADIAGNOSIS OF MRS, LEE’S READING LESSON:
THE READING MATERIALS, THE LESSON ORGANIZATION

Though in Hong Kong there are specific syllabuses for English {Cumriculum
Development Committee, 1983}, different schools have different arrangements
of English language teaching for different levels and classes of stdents,
Typically, the school panel chair lays down the specifications of English
language teaching agenda for each single lesson. This piece of information will
accordingly be given to students in the very first English langnage lesson of each
SEMIESIET.

The one-teaching-cycle-visit allows me to see not only the organization of real
English languagc lessons but also thewr engaging classtoom happenings. From
Mrs. Lee’s lesson recordings, I actually found that there was much going on
other than what had been previously specified in each particular English
language lesson (I personally confirmed this by looking at the teacher’s teaching
schedule and scheme of work) Inferestingly, I noticed that the teacher is
typically very textbook-dependent. At first glance, the recordings seem to speak
for themselves as they show a majority of segments of teaching based an the
English textbook. Above all, I witness that the reading aciivities are greatly
limited to those of mechanical and meaningless, similar 1o those ‘meaning-
reduced’ and ‘linguistic-opcrations-oriented’ activities described in Lin's paper
(1996). This situation in fact is quite common. Indeed, it can be easily met in
other similar English language classrooms of working class students in Hong
Kong {Lin, 1996).
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Basically, the reading data to be described below were collected from a double
period® punctuated by a lot of different transitions. There were not only
teaching-related transitions; unrelated evenis like collecting money for the class
committee or reply slips for the school picnic can also be found within the same
lesson.

Besides that, [ observed that a reading comprehension passage of medium length
had to be taught across several lessons in several weeks. It appears that reading
is tanght whenever there is class time left and no more important agendas have
to be covered (the reading lesson segments below were actually recorded m the
middle of the double period). This helps explain why there are quite a number of
teaching segments on the English textbook.

From these observations, I tend to believe that teaching reading is not taken
seriously. I found this situation rather weird and uncomfortable and I attempted
to show my concemns to her. As she responded, there were always so many
matters to handle within the limited class time. Apart from teaching, classroom
management and school administration occupy much of the lesson. That is why
she could not conduct a complete reading or speaking lesson and has to carry out
a number of teaching-related / -unrelated agendas. She also commented that
English textbooks are the central English leamning materizl in her schoel and in
particular, English language teachers of lower form students regard it as an
integral component of English language lessons. As such, the lower form
students have to bring it to class almost every day.

Basically, Mrs. Lee has done a lot of teacher talk in the reading lesson. She
typically starts by doing a review with the class. Then, she nominates an
individua! student to stand up to read the specific paragraph aloud. Yet, there are
a few cases where she also accepts students’ bids. When the student encounters
promunciation problems, she offers help immediately. After that, she summarizes
the main points of the paragraph. While doing that, she explains difficult
vocabulary items, offers examples and draws on the students’ previous
knowledge and lifeworld. These steps are repeatedly carried out in L2 until the
target portion of the passage has been gone through.

3. ‘PAPER’ - PROVIDING GROUNDS FOR CLASSROOM
VERBAL PLAY

In this section, I shall illustrate how a verbal play is formed and kept going
within the IRF format afforded by Mrs. Lee and her students.

3 | means 1wo consecutive lessons. Generally, each English lesson lasts about 35 minuies.
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Below is the excerpt taken from z double period in which Mrs. Lee has already
accomplished a few teaching goals. After checking answers on the grammar test,
Mrs. Lee directed the class to the English texibook to continue with the rest of
the reading comprehension passage. The reading compiehension passage is all
about Christmas.

The excerpt is developed after an appointed student has finished reading a
paragraph aloud. While Mrs. Lec is going through a recipe for the ‘Tropical
Christmas Pudding’, she comes across ‘greased paper’, a term which she aims to
illustrate,

The verbal play starts right after Mxs. Lee’s elicitation from the students on the
meanings of “greased paper’. Throughout the excerpt, you will not only notice
cases where the students overly challenge the teacher’s descriptions and
explanations but alsa learn a lot of different kinds of paper that are contributing
by the students to keep the language play going.

Before going further, let me briefly clarify the meanings of the papers appeared
repeatedly in the excerpt:

a. Ngaud-jaud-zi2 - a kind of drawing paper which is translucent and widely
used in Geography lessons

b. Kapl-jaud-zi2 — a kind of kitchen paper used for absorbing excessive
cooking oil

c. Min6-jand-zi2? — a kind of cosmetics paper which is mainly for women ta
absorb excessive face oil

d.  A4-zi2 — a kind of plain paper for copiers, laser, ink-jet printers, facsimile
machines and offset presses

e.  Syutd-lei¢-zi2 — a kind of drawing paper which is very delicate, breakable,
transparent

3.1 How and why does ‘paper’ matter?

In order to allow readers to grasp a quicker understanding, the whole excerpt
will be divided into several smaller units which are followed by deseriptions and
analyses.

EXCERPT®

{A STUDENT HAS JUST FINISHED READING A PARAGRAPH
ALOUD, MRS. LEE BEGINS TO GO OVER THE MAIN POINTS WITH
THE CLASS}

“ It aciatly reters to ‘baking papers’, which normally does not exist. It can only be made when
we grease the tin ora thin paper sheet with butter before baking cakes.

* See Appendix for more detafled transeription notes.
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T: YES:: steam for eight to ten hours {T REPEATS THE
LAST SENTENCE OF THE PARAGRAPH]..do you know
GREASED::, GREASED PAPER::..paper that is..you you have a
BRUSH some OIL ON TO IT.. {T GESTICULATES}

S1: Ngaud-jand-zi2 <literally: ‘butter paper’ — a kind of
paper wlich is generally used for drawing>! {IN A MOCKING
TONE]} {8S LAUGH}
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Despite the fact that this excerpt is rather lengthy, it provides us with & perfect
example illusirating how the students tease the teacher on one trivial issue. After
the student has finished reading the paragraph aloud, Mrs. Lee begins to discuss
the main points of the paragraph with the class. She first checks if the students
understand the lexical itern ‘greased’ {lines 2-3). [nstead of eliciting from the
class, Mrs. Lee instantaneously offers the explanation herself, which is followed
by a pause (lines 3-5). The pause at that moment appears to be interpretable as
an invitation for smdent response. Without delaying the teacher goes further
with (he explanation and any sorts of nomination, a student (S1) takes the lead to
stretch his imagination. His very first proposal agaud-jaud-zi2 (meaning: baking
papers) {line 6) suggests that the student seems to have been impelled by the
teacher’s L2 explanation, particularly by her accentuation on the lexical item
‘oil’ (lines 4-5), One can alsc be convinced that the student may know or may
have some speculation in mind as he could have proposed another kind of paper
even though this is dene mockingly and rather inappropriately. To a minimum,
we have reason 1o conclude that the student has paid attention to the teacher and
has activated his previous/background knowledge (e.g., the student may have
leamt this kind of paper used for drawing maps in Geography lessons). Sharing
the same L1 meaning with the L2 term ‘greased paper’, his L1 proposal ngaud-
Jjaud-zi2 indicates a start in the language play.

9 T: NOT ngaud-jaud-zi2:: <literally: ‘butter paper’ — a kind

10 of paper which is generally used for drawing>1.1S (?77)..is

11 BAKING PAPER..but...{T OBVIOUSLY RAISES HER TONE} {S§
12 HUBBUE}

13 S2: Kapl-jau4-ziZ <literally: “oil absarption paper’ — a kind

14 of paper for cooking purpose; to absorb excessive oil>! {IN A

15 MOCKING TONE} {SS LAUGH}

16 T NOT, it is NOT a kind of PAPER:: {T GRIMACES}

17 [S3: Min6-jaud-zi2 <literally: ‘face oil paper’ - a kind of

18 paper which is mainly for women te absorb their excessive face oil>!
19 {IN A MOCKING TONE} {85 LAUGH}

20 T: Itis a PAPER.. that you..you BRUSH YOURSELF.BRUSH
21 OIL ON TO IT {T GESTICULATES} Nei5 zi6-geil laal jaus

22 zeongl zi2 laak3, nei5 m4 soeng2 keois cil-dai2, so2-ji5 lel nei5 zi6-

23 geil jaud dil jaud soengl heoi2 gam2 joengd <you have a paper, you
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24 don't want (the food) to get stuck to the medium and therefore vou

25 brush oil on to the paper>! {T GESTICULATES] {38 LAUGH AND
26 YELL}.,.Qkay..] have ALREADY: said GREASED PAPER is

27 NOT:: a kind of PAPER M4 hai6 jat1-zung2-zi6 laid gaa3, neiS

28 mou4 [am2 zyub jaud meS zi§, jané mel ge3 zié aal, ji4 haié neis
29 gol zoengl zi6 hou2 1aak3 nei5 gol dil 0i3 laid zyu2-siké-jungé.
30 jaub dil zi6 zyu2-sik6-jung6 jaus dil zi6, neis jil gaa3 <not a kind
3 of paper, don’t think that it 15 such and such a kind of paper, i1 s, in
32 fact, your paper, ckay, the paper you use of cooking purpese. there is
33 such a kind of paper, there is a paper, that you want to>

34 GREASED..GREASED:: Gaail-jan4 aal maal <it means greased>!
35 {T LOOKS TONGUE-TIED} {SS YELL} GREASED: Hou2-jaud
36 <very greasy>! GREASED:: Zik{ hai6é hou2-lap6é <that means very

37 sticky>! {T BREATHES OUT DEETLY}

Mrs. Lee appears to have sensed the student’s mocking intent as she
immediately responds by deliberately raising her tone. Her responsc can be
discernibie as a ‘warning’, which is structurally realized in an ‘L2.L1" pattern
(L.e., NOT ngaud-jaud-zi2) and an officially appropriate L2 expression (lines 9-
12). While her attempt to prevent and stop the growth and expansion of the
mockery is evidently not effective, another student (32) puts forward his
imaginative and crealive L1 proposal kap/-jawd-z12, Hierally vil-absorbing paper
{mcaning: kitchen papers) (line 13), which structurally corresponds to the
preceding proposal ngand-feud-zi2. The employment of ‘but’ and the pause
coming next in her response (line 11) seems to be perceptible by the students as
a legitimate occasion to propose. Actually, the students have already got ready
for fun or even got very involved in participating in the verbal play as the
recordings clearly capture the students™ langhter (lines 8, 15), The L1 impish
verbal proposals not only help us appreciate the students’ ingenuity but they also
convey an interesting but reflective message: the studenis themselves have o
different agenda: nor that of learning L2 lexical irems but thar of verbal play
(ie., finding as many tluree-syllable words as they can to match the ‘butter

paper’).

While Mrs. Lee seems to know that the students are contributing motre proposals
than enough, and their acts of contributing are officially acceptable, she still tries
hard to demny their attempts (line 16). As the interactive verbal-play-cycle poes
on, the L1 impish proposals become less appropriate and new participants begin
to join in. A student {53} self-selects to put forward a rather unimaginable
proposal mind-jaud-zi2 (meaning: cosmetics papers) closely after Mrs. Lee’s
negation (line 17}, This artful proposal permifs us (o see how sharp the student
is, Afier the teacher foilow-up, he resolutely self-selects to continue the verbal-
play-cycle by offering wiiné-jaud-zi2, which is in fact a quick, original and
creative proposal. We could also appreciate the richness of the student’s
background knowledge because miné-faud-zi2 is unlikely well within his
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knowledge. For one thing, min6-joud-zil is a kind of cosmetics paper used
mainly by females. For ancther, the institutional context (boys® school} does not
seem to allow him to easily access such pieces of knowledge. These assumptions
are certainly limited to my observations and knowledge of the students, and need
further examinations.

The ridiculing verbal practices ngaud-jaud-zi2, kap!-jaud-zi2 and min6-jaud-zil
seem to be discernible as bait to motivate Mrs. Lee to reiterate her former
explanation. On top of that, the teacher’s clatification is sequentially done in L2
and L1 (lines 20-37). Beyond her effort, we can acknowledge the cost she has
paid. First of all, she is cajoied fo go against her English language teaching
philosophiy (i.e., a language should be taught in that language only) and switches
to L1. Though Mrs. Lee is unwilling to switch to the mother tongue, it looks
paradoxically highly effective at that moment as it is the shared classroom
language which can undoubtedly make her justification more accessible and
understandable. Second of all, Mrs. Lee attempts to enrich the justification.
Apart from articulating the nature of ‘greased paper’ {lines 20-23; 26-30), she
furnishes the L1 equivalent of ‘greased’ (*Gaail-jand aal maal’, ‘Hou2-jaud’,
‘Zik] hai6 hon2-lap6’) as well (lines 34-36).

38 [S4:  Mel jaud aal <whatkind of 0il>? {IN A MOCKING TONE}
39 {8S LAUGH}

40 T: {T GRIMACES} Gam?2 aal gan2 hai6 siko6-dakl gol dil

41 jaud laal, neiS ho2-ji5 lel jung4 zo2 dil ngaud-jaud keoiS, neis ho2
42 ji5 jung4 zo2 dil ngau4-jaud keois, gam2 ne5 jind haut lel sou2

43 lok6 gol zoengl zi6 gol doué, Okay:: <certainly, we are talking about
44 the oil for consumption, you can melt the butter and then brush it on to
45 the paper>? {T gesticulates}

46 St: Gam?2 mail jaué hai6 zi6 lol <it is a paper after ali>! {IN A
47 MOCKING TONE} {S1 SNEERS]}

48 T: Neis soeng jinud GEEASED PAPER go3 gaail-sik} aal

49 maal gam2 mail jatl-zoengl, gam2 mail zi6-gei2 jaud soeng2

30 keoi5 Lol <It is you guys who demand the explanation of greased paper,
51 after all, it is a paper, that you brush some oil on to it>! {T

52 BREATHES OUT DEEPLY!} {THE SCHOOL BELL IS RINGING}
53 {88 LAUGH AND YELL}

54 Si: Gam?2 mail ngaud-jaud-zi2 lol <after all, it means ‘butter

55 paper’ — a kind of paper which is generally used for drawing>! [IN A

56 MOCKING TONE} {81 SNEERS}

While the effectiveness of the code-switching has not been assessed yel, a
student {S4) starts off another verbal play (line 38). His proposal is entirely
different from those former ones. And yet, we have rcason te believe that the
mocking proposal is developed closely after the L1 equivalents of ‘greased’.
The student’s initiation Me! jau! aal (meaning: ‘what kind of cil?’) is a
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premeditated distortion of Gaai/-faud aal maal (meaning: ‘greasy’) and Houl-
Jauwd (meaning: ‘very greasy’). This distortion appears to be induced by their
different perceptions on fau4. 'The L1 translation jaud can generally be applied
to the L2 Iexical iems ‘greased’ and “cil’. However, this application will bring
out different interpretations, as jowd can be hearable as either a noun or an
adjective. Actually, the teacher refers to its pre-modifying form {as in ‘greased
paper’), that is of more intangible meanings whereas the student refers 1o its
noun form, that is of more concrete, describable and langible meanings (e.g..
peanut oil, vegetable oil). In fact, jewd is more conmumonly understood as ‘ail’
than ‘greased’ as the former is believed to be well within the student’s English
vocabulary knowledge.

The stadent’s initiation Me/f joud aa! (line 38) does cause a big sensation at that
moment as some student laughter is shown in the video and audie recordings.
Above all, it elicits feedback from the teacher as well. Gam?Z aa/ gan? hait siké
dak! gol dil jaud lnal (meaning: it certainly refers to the oil for consumption)
(lines 40-41) seems to confum the presupposition: the student perceives joud as
its meaning of ‘consumption’ but not that of conceptual sense. What follows is
a more acceptable justification of ‘greased paper’, which seems however not
appreciated at all. One may note that the originator of ngaud-jaud-zi2 (S1)
begins to jein in again. Gam2 mafl jouG hai6 zi6 ol {meaning: it is paper after
all) {line 46) seems like a public challenge to Mis. Lec’s justification.
Interestmgly, this time Mrs. Lee defends herself by a retreat: Mei5 soeng? jind
GREASED PAPER go3 gaail-siki aaf maal, gam2 maif jotl-zoeng!, gaml
mail zi6-gei? jaud soeng? keoild fo! (meaning: it is you puys who demand the
explanation of ‘GREASED PAPER’, that is, a paper that you brush (some ol)
on to it) (lines 48-50),

Aside from the fact that the students did not overlly request an explanation of
‘greased paper’, the refreat is aclually ambiguous: it can be hearable as an
indirect acknowledgement of the student’s comment or as uncertainty about the
proposed justification. These assumptions in fact can be verified without much
deferment. The student (S1) has never thought of letting Mrs, Lee go. Instead.
he precisely grabs her reweat to resume his very first impish proposal ngeaud-
Jjeed-zi2 (line 6). His sneering tone is especially revealing (lines 47, 56). It
seems to convey to Mrs. Lee that ‘greased paper ' is afier all the same as ngoud-
Jjoud-zi2 as both of them are greased with butter.

57 T: Ngaud-jaud-zi2 m4 hai6 jaud dil ngaud-jaud soeng2 keois
58 gol zoengl zi6 dout aal, ngaud-jaud zi2 0i3 laid guké-daan3-goul
59 aal <'butter paper’ — (a kind of paper which is gencrally used for
60 drawing) does not mean that you.brush some butter on it, it means
61 another different kind of paper that is used for baking cakes>! {T

62 GRIMACES)
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The resumption successfully triggers off another round of teacher L1 evaluation
and explanation (lines 57-62). It also allows us to see how skillful the student
entices the teacher away from explaining *greased paper’ to explaining ngaud-
Jared-zi2,

One may query why the verbal play can artfully go on and on. Some may
suggest that the students themselves are ultimately naughty and disobedient
which may have certain validity. Others may stress the teacher’s incompetence
in managing the students. Certainly, the underlying cause is not as simple and
cursory as it looks. And yet, we can say that the teacher and the students are
holding different standpoints. These standpoints, however, scem equally
explainable from both participants’ perspectives. If we look at the excerpt over
and again as we may derive the following possibilities:

(1) the students do not know that the L1 wanslation mgaud-joud-zi2 can be
applied to both *baking paper’ and ‘paper for drawing purposes’

(2) they are confused by the teacher’s explanation

(3) the teacher believes that the students construe ngaud-jaud-zi2 as “paper for
drawing purposes’ rather than ‘baking paper’

(4) the students do not know the L2 expression ‘baking papers’

Assumption (1) seems reasonable because the mexactness and inclusiveness of
the L1 translation ngaud-joud-zi2 may confuse the students. This is especially
plausible when the students have no previous knowledge of ‘baking paper’. In
fact, if we look at the sex distribution and subjects of the school, we may have
reason to believe so. Assumptions (2) and (3) look possible too. The teacher has
never succeeded in siating the different meanings of ngaud-jaud-ziZ but at the
same time, she seems to believe that the students are holding a different
interpretation from hers. That is why she keeps saying that ngeud-jaud-zi2 does
not mean ‘baking paper’. Assumption (4) appears less convincing. If we go
back to the excerpt lines 10-11, we may note that the teacher did iniroduce the
legitimate L2 expression ‘baking paper’ for ngaud-jaud-zi2, which scems
however not to be leamt at all. The students at that moment are actually
oriented towards laughing and yelling. Both the video and audio recordings
show that the vast majority of them are not attentive to Mrs. Lee no matter what
she is doing and saying (lines 11-12).

63 S3: Gam?2 mail zik1 hai6 ngaud-jaud-ziZ <after all, it means
64 *butter paper’ - a kind of paper that is used for drawing>! {IN A

65 MOCKING TONE} {83 SNEERS} {SS HUBBUB}

60 T: OKAY:. HERE..GREASED..GREASED::= {*$5' RAISES

67 HIS HAND} =Yes

68 S5 {85 STANDS UP} Waako6-dei6-toud go3 dil hai2 mel gei3
69 zi2= <what do we call the paper used for drawing maps>? {88

70 HUBBUB — MAKING GUESSES AMONG SMALL GROUPS}
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71 T {T LOOKS TONGUE-TIED} =Waak6-dei6-toud <draw

72 maps=7 {T SEEMS OFF HER BEAD AND TURNS TO ME TO

73 SEE IFI KNOW THE NAME OF THE PAPER]

74 Q% Syut3-lei6 zi2 {SS LOOK AT THE RESEACHER]

735 =Yes:; {T LOOKS RELIEVED} aal svut3-lei6-zi2, haiZ aal, syut3-
76 lei6-zi2, waak6-deié-toud go3 dil aal, hou2-bok3 go3 dil aal, tau3-
77 ming4 go3 dil aal <literally: ‘snow pear paper” - a kind of paper

78 which is very thin, soft, delicate, breakable, ransparent and mainly

79 used for drawing purpose, they are used for drawing maps, they are

80 thin and transparent™>! {88 HUBBUR] Okay..GREASED PAPER. thai
81 1s you GREASED::. .GREASED the paper=[S3: Mel lail gaal
82 <what is it>? {IN A MOCKING TONE} =yor use OIL to BRUSH

83 OI1L onto the paper {T GESTICULATES}=

54 S51: HaiZ mail zikl haiZ A4-ziZ aal <does that mean A4 paper>?
85 {IN A MOCKING TONE] {SS LAUGH AND YELL}

86 T: {T GRIMACES} Haa? You go home and ask your

87 MOTHER whether {T LOOKS TWISTED}=[S1: Ngo3 aa3-maal

848 m4 zi3 <My mother does not know that>! {IN A MOCKING TONE}
59 JCHALLENGES THE T*S SUGGESTION} {88 LAUGH} {A
90 SUDDEN RISE IN VOLUME! =whether you can use an A4

91 PAPER::  ckay. you can go {SS HUBBUB} to the MARKET..you can
92 go to the MARKET .. do you know the. GLAD. Gaail-nang4 <the

93 brand name of wrap paper>! GLAD::_they have that kind of

94 paper..okay..For cooking purpose::..the paper for cooking

93 purpose::..okay,.|T LOOKS ANGRY AND SOUNDS COLD, SHE
96 ALSO BREATHES GUT DEEPLY AND PUTS HER HEAD

97 DOWN TO THE ENGLISH TEXTBOOK). okay the

98 LAST paragraph {A SUDDEN RISE IN VOLUME]}..

Another sfudent {83} subsequently manipulates and expands his crony’s (S1}
sneering tone Gaml2 mail jaut hai6 zi6 lof (meaning it is a kind of paper after
all} (line 63) to Gamd mail zik! hai6 ngaud-faud-7i7 (meaning: it is the “butter
paper” after all) (line 54} which again catches Mrs. Lee’s attention. Though the
two students (S1 & S3) mockingly and scornfully express more or less the same
idea, that of the latter (53) sounds more influential and reassuring, which
appears to be supported by the students” hubbub (line 65). The sudden disquiel
seems Lo reveal that Mrs, Lee’s explanation is motivating more students. From
the video and audio recordings, we can sense how downcast Mrs, Lee is.
Verbally, her utterance OKAY::. HERE. GREASED. GREASED: = (linc 66} is
lengthened and stressed. Non-verbally, she grimaces and locks crestfallen. The
syntactmatic and paralinguistic cues however cannot help her secure an
exchange for a termination of verbal play or even simply a pause. Instead, her
telegraphic utterance with obvious pauses permits the students to formulate

* 0 denotes the researchear.



310 Michelle Hoi-Yan Kwan

another impish proposal. A student ($5)} makes a bid by raising his hand (lines
66-67). This time, the student does not propose but he asks for the name of the
map-drawing papers which is followed by a piece of students’ hubbub embarks
(lines §9-70). The student’s question, which is far deviant from the former
proposals, is not immediately answered by Mrs. Lee, By repeating one of the
purposes of the paper waak6-dei6-toud (meaning: draw maps) (line 70), we may
understand that Mrs. Lee does not know the answer. This is actually defended by
her facial expression and behavior: she looks tongue-tied and turns io me to seek
Jor help. While T am doing the recording and observation at the end of the
classroom, her eye contact invites me to offer the correct expression: syuti-lei6-
2i2 (lines 71-80).

My suggestion has brought Mrs. Lee out of the embarrassment. Her relief is
followed by further L1 deseriptions of the new term {lines 75-77). The students’
hubbuby seems to remind Mrs. Lee to get back to the main agenda (line 80).
While attempting to accomplish the hidden reminder, a student (53) puts
forward a playful question Me/ lail geal (meaning: what is it?) (line 81). While
the answer is still pending, his contribution seems to summon another
participant (S1) to join and support the language game (lines 84-85). The
proposal Hai2 maid zikl hai2 A4-zi2 qa! (meaning: does that mean A4 papers?)
kelps us experience the student’s (S1) keenness and assiduity as onc of the
verbal game players. His intent to Jure and held back the teacher into the verbal
trap appears to be crowned with great success: he puts the teacher into a
psychologically twisted situation and makes her digress from the prepared
explanations to respond fo his mocking proposal (lines 84-85). Nevertheless, her
conformity does not seem rewarding which sounds particularly unwelcoming to
a student (S1). This student, being supported by other players, sternly presents
his judgment over the teacher’s proposition: VgoS§ aa3-maal m4 zi3 (lines 87-
88).

One can be convmced that these instances of verbal play are well and
systematically fabricated in the sense that the students make good use of the
legitimate discourse formats normally used for vocabulary teaching / learning to
slip in their impish verbal practices. It seems that this cycle never ends until Mrs.
Lee has chosen to ignore the students and forcibly got back the authority (lines
97-98).

This vicious cycle, afforded by the “IRF’ format (Grahame & Jardine, 1991; Lin,
1996) shown in the whole excerpt above is believed to be formed because of the
ungovernable evaluation of the students’ impish L1 proposals and the inability
to provide the L1 equivalent for greased paper. Interestingly, Mrs. Lee
acknowledges each L1 proposal but none of it helps her get out of the verbal trap
set by the students. It seems that her acknowledgements realized in L1 and L2
have allowed the students to keep the teasing going in a co-operative way. It
seems not fair to say that the mocking verbal practices are and deliberately and
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solely made up by the students themselves. Il may be wiser to name this
situation as a co-construction (Jacoby & Ochs, 1995). That is to say, if Mrs. Lee
decides not to go into the clarification and simply provides the 1.1 equivalent for
the students, their verbal practices may not have been formulated so publicly and
successfully. Indeed, Mrs. Lee should immediately and directly stop the students
whenever there are signs of ‘fooling around’. As such, one can believe that these
students are i fact clever to slip their playful acts in the present and legitimate
classroom discourse (Lin, 1996a).

Although one may argue that Mrs. Lee is trying to make her explanation more
accessible, understandable and comprehensible, the effectiveness of such
attempts remains debatable. In the first place, the L1 meaning offered by her
appears inappropriate for greased paper. It also secems unwise to start off
something additional when the students still cannot get rid of their confusion.
Above all, it appears that Mrs. Lee should rcalize that her students arc in fact
teasing her. This is supported by their creative L1 proposals (e.g., lines 54-56),
On that account, it is suggested that she should stick to the explanation that she
has developed previously and shonld try to reiterate, rephrase it to help her
students to simplify their comprehension, Besides, she should directly stop her
students from: inserting verbal play.

Indeed, the crux of the matter here tends to that: Mrs. Lee has failed to give her
students the L1 equivalent of greased paper. In addition, she seems to have
problems in judging when, where and how 10 use L1 to explain L2 lexical items.

4. IMPLICATIONS: WHAT CAN WE LEARN FROM CLASSROOM
VERBAL PLAY?

‘Through the description and analysis of classroom impish verbal play practices,
we can sce the resistance and indigenous resources of some well-off junior form
secondary school students of English in a reading lesson. A moment of
reflection may lead us to question why this particular group of students has
constantly shown their resistance to English language lessons. Their derisive
classroom behaviors seem to carry their public announcements. They appear to
call attention to their discontentment about the English curriculum (e.g., the
teaching methodology and styles, the lesson orgamization, the teaching and
learning materials, tasks and activities), eagerness to depart from the
uninteresting leaming context, enthusiasm in asserting their creativity and
bringing their native resources to their everyday encounters.

The English curricular resources employed in the lesson excerpt above appearto
have provided the means for understanding the students’ subversive behaviors.
In the first place, it scems that the teacher seldomn succeeds in engaging the
students to learn in a mcaningful, interesting and cooperative way in ihe
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language classroom. The way she carries the lesson seems 10 be problematic too.
In the lesson excerpt, one may note that there is much teacher talk going on. The
talk itself sounds however not adequate to arouse the students’ interest and get
them to participate in the lesson tasks and activities. While repeating similar
cxplanations to the target lexical item (i.c., greased paper) is only one of the
pieces of evidence, the failure to offer convincing reasons when negating and
presenting officially appropriate explanations to the students seem to help us
understand further and better why the students have ¢hosen not to interpret the
teaching in the main stream, but tried hard to go against, substiite and
experiment with the teaching by creating fun for themselves and resisting the
English curriculum in order to claim and assert their identity and, expand and
highlight their existence within the English-dominant-territory. If we look at the
teacher and the students separately, there is hardly any doubt see that the two
classroom participants are actually operating different strategies with different
goals. It happens to me that the teacher primarily aims to finish the reading
passage on schedule whereas the students attempt to sirive for getting and
expanding the space to develop and channel their linguistic creativity and to
keep their creative play going.

It sounds reasonable to flexibly employ different teaching approaches to
language students of different levels and backgrounds. In a way, it looks as if
that the comical effects created by the impish verbal play illustrated by the
lesson excerpt above could be pedagogically capitalized on and manipulated as
alternative and plausible classroom resources. For instance, the teacher could
clicit the English equivalents from the students after their L1 mocking proposals
{c.g. cosmetics papers for mind-jaud-zi2). By doing English lessons in such a
way, it seems fo have the effect of mediating between the two different
conflicting agendas and, help achieve a more amimated and exciting leaming
environment.

My data have only revealed one side of the ¢lassroom story and seem specific to
this group of well-off school children. It appears that accomplishing and
organizing English lessons in such a mechanical manner and monotonous
context could be realized and characterized contrarily by different levels and
backgrounds of student, and in different institutional contexts. What if the
teacher has to teach students of very different levels and backgrounds? What
classroom behaviors can we predict? It looks as though that we could sketch
some other scenarios of such an alienating language learning environment,

The teacher could suffer a lot if s/he would have to teach very disruptive
students, who are usually found in schools of low banding. These students
mostly come from a lower SES and they have very little access to English
resources. This particular group is very uncompromising because such an
alienating language learning environment goes very much against their
Cantonese-dominant lifeworld. Their native worlds and linguistically, culturally
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insulated environment make them suspect the usefulness and meaning of
learning Lnglish language {(Lin, 2000). In addition, their social backgrounds
teach them that they could never get rid of their low SES. As such, these
students may be very obstructive to their English curricular resources, For
instance, they may be very hostile to their English language teacher by ignoring
the teaching and taking over the teacher’s authority,

The students in my classroom data seem to be rather ambivalent in their
classroom life and role. Because of their sociceconomic backgrounds, on the one
hand, they happen ¢ understand that they have the responsibility to respond to
the public lesson discourse. On the other hand, they subvert the English
curricular resources by publicly showing their resistance during English
language lessons. These students however situate in a more prominent position
than the previous group as they are always bounded with compensatory channels
of linguistic resources and will not suffer even when they do not learn anything
in their school English lessons.

Another possible case could be that the students may not enjoy learning English
under such a programmed manner and tedious context but they never publicly
demonsirate their dissatisfaction and resistance to the lessons, Such behaviors
could be rather gender- / age-specific and be readily found in girls’ schools. In a
way, these students arc respectful. They may regard that being cooperalive and
receptive during lessons is the major duty of smidents during lessons. However,
their cooperation does not mean that they enjoy the English language lessons,
Rather, if might reflect their imprisoned situation created by their schoel nonns
{Foucault, 1995).

The last ideal group may be those enthusiastic students who enjoy leaming
under such a manner and context and always learn in a collaborative way. These
studerts miay get used to such a taditional alienating environment. In all
likelihood, these students could be found in schools of all sorts.

It looks apparent that within such a continuum students of various types could
have quite distinctive goals m their mind. Such pieces of information are
pedagoplcally revealing. It helps us interpret and explain their different
behaviors in EEnglish lessons. It also acts as a guiding principle for English
language teachers to design appropriate learning tasks to facilitate different
learning styles. At a local level, for language students of low banding schools
who have rather pessimistic language iearning goals in mind, teachers should try
to encowage them by letting them see how worthwhile language leaming is.
Affirming and building on their linguistic and cultural resources could be a first
step (Lin, 1997). During classroom activities, language teachers may need to
help students to find out the participation structures in a manner that they fecl
comfortable and consistent with their native worlds to arouse and promote their
interests towards langnage learning (cf. Au, 1980}, For language students of
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high banding schoels {e.g., those in my classroom data), teachers should activate
the students’ creativity by challenging their proposals. English language teachers
should also improve and upgrade their English curricular resources, particularly
their professional expertise occasionally. At a global level, we may consider
transforming the education system and alter the present language curricular so as
to build and expand a dialogic channel between the students’ native language
and the sociocconomically dominant language — English (Lin, 1996, 1997).

5. CONCLUSION

At the beginning of the paper, I described the school, teacher and students of the
reading lesson data video-recorded in a rather prestigious Hong Kong secondary
school. I alse described how the teacher generally organized the reading lessons:
appointing a student to read a paragraph aloud and then highlighting teaching
points such as vocabulary by sither eliciting from the well-to-do stodents or by
offering explanations directly. 1 have found that while the teacher is
accomplishing the teaching goals, the students tend to respond to them
mockingly. The consequences of their different agendas are what this paper aims
to present to display the students’ enthusiasim in departing from the uninteresting
leamning coniext and asserting their creativity and bringing their native resources
to their daily encounters. It is suggested that language feachers should leam from
a group of students with different learning goals and behaviors (o design
culiurally appropriate learning tasks to facilitate different learning styles.
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Appendix: Notes on Franscription

{1) English is transcribed orthographically and Cantenese is transcrived in the
Cantonese Romanization Scheme (LSHK).

(2) English tanslations of Cantoncse utterances are provided in pointed
brackets < >.

(3) The English uticrances, Cantonese utterances, and the English are each
written in a different font type.

(4} Line number is given at the beginning of each sentence of the excerpts.

(3) ‘T’ denotes ‘Teacher’; *Ss’: ‘Students’ and ‘Sn’ where ‘n’ represents the
nuntber of the student, e.g.” *S1° means ‘Student 1°.

(6} *.." denotes a short panse which is not more than two seconds whereas *...°
represents a long pause which is more than two seconds.

(7) Contexmal Information / The Transcriber’s Commenis is written in capital
letters and placed in curly brackets and in bold typeface: {}.

(8) Unintelligible utterances are indicated by *(?7)",

(%) Contiguous utterances are marked by equal signs. They are used 1o
indicate thc connection of the broken ufterances of an on-going speech
cause by mnterruption.

{10} Accentuation is marked by capitalization, Also, the stressed syllables and
lengthy sounds are indicated by colons.

(11) Simultaneous utterances are marked by °[’, which indicates the point where
another utterance join the on-going one.
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ABSTRACT

This paper reports a study of the effects of different kinds of fecdback to writing
on the quality of re-writes. The scripts of 38 Cantonese-speaking undergraduate
students of English in Hong Kong were randomly assigned to four groups,
receiving, respectively: (1} no feedback: (2} feedback on granimar; (3) feedback
on content; and {4} feedback on grammar and content. Results suggest that: (1) to
improve content, feedback may not be necessary; (2} to improve gramniar score,
feedback focusing on content only, or that on both grammar and content, is
effective; (3} to improve overall impression of writing, feedback may not be
necessary; and (4) 1o reduce error ratios, feedback on grammar is necessary.

1. L2 RESEARCH ON TEACHER FEEDBACK TO STUDENTS’
WRITING

While most L1 studies' on feedback have not suggested a clear direction for the
best approach to responding to students’ writing, & number of current L2 studies,

! For reviews, sec Leki 1990, Knoblauch and Brannon 1981, Hillocks 1986; for
research studies, see Camelli 1980, Herrington and Cadman 1991, McKendy
1990, Spexling 1990, Wong 1988.
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among other research work on ESL students’ preferences about and reactions to
teacher feedback to their writing, have attempted to look critically at the overall
usefulness of the various focuses of teacher feedback and the nature of teacher
commentary in relationship to students’ revision. Tannacito’s (1995) annotated
bibliography on ESL/EFL writing recorded 61 entries on the topic of “feadback”
and 50 entries on “responding” with works from textbooks, journals, conference
papers, dissertations and theses, indicating growing bodies of research in the area.

A. Students’ preferences about and reactions to teacher feedback

Abundant evidence from the literature shows that L2 students find feedback on
grammar useful {Cohen, 1987; Enginarlar, 1993; Hedgecock & Lefkowitz, 1994 &
1996; Leki, 1991; Radecki & Swales, 1988; Saito, 1994). In all these studies,
students generally prefer grammar comments to content concems. Hedgeock and
Lefkawitz’s (1994, 1996) studies specifically examined the differences between
foreign and second language writers and found more complex results: Foreign
language students reported that they learned the most when their teacher high-
lighted their gramrnatical errors and mechanical mistakes, while ESL students
were interested in comments on both grammar and content. One possible
explanation for such findings, as suggested by Hedgcock and Lefkowitz, is that
foreign language and ESL students have different expectations; the former group
tends to practice the language through writing while the latter group has to use
their writing skills for different academic purposes other than in fhe language
¢class.

A number of previous studies indicate that, in spite of current composition trends
to delay treatment of surface errors (defined as errors which do not affect the
underlying meaning, thus differing from the definition of grammar erTors in the
present study which includes errors which affect the underlying meaning as well),
teachers still respond most frequently to errors at the sentence level. Applebee
(1981) found that many teachers maintained a strong inferest in grammatical
cotrectness and the majority of the teachers studied ranked mechanical errors as
the most important criterion for responding to students’ written work. Cumming’s
{1985} work reported that the ten experienced teachers under study marked an
ESL essay only for surface errors. Similarly, Zamel’s (1985} findings suggested
that teacher feedback tended to concern itself more with accuracy in form
{(surface-level features of writing) than with meaning.

B. The overall usefulness of the various focuses of feedback

Though most L2 studies on students’ preference for teacher feedback reported
that students favored grammar fredback and that teachers still paid a lot of
attention to grammar, Ferris, Pezone, Tade, and Tinti’s analysis of 1500 teacher
comments on a sample of 111 ESL essay first drafts found that “gram-
mar/mechanics comments were relatively infrequent on all papers” (1997:176).
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Ferris® {1993, 1997) own studies on the nature of teacher commentary in relation-
ship to students’ reactions and revisions found that, while students paid most
attention to comments on gramnar, they also valued teachers’ suggestions about
their 1deas and organization, especially in preliminary drafts. The two studies
suggested that tcachers might be shifting their priorities and responding more o
students’ ideas and organization than they did in the past. In the 1997 study, Ferris
found that the teachers under study responded mostly to the content of students’
writing and at the same time indicated students™ major patterns of error by some
in-text underlining and in endnotes. This combination of commentary proved to
be useful in helping smdents make substantial and effective revisions.

Ferris® findings seem to lend support to some of the implications drawn in
Fathman and Whalley’s (1990) study and Robb, Ross, and Shortreed’s {1986)
study. Fathman and Whalley (1990} suggested that simultaneous content and
grammar feedback could help students improve significantly when they rewrote
their compositions though the mere act of rewriting without any feedback could in
itself improve the content of the writing. Similarly, Robb <t al, (1986) recom-
mended that, as highly detailed comments on sentence-level ervors did not help
much, teachers conld respond with feedback that would force students to attend to
the shaping and restructuring of their ideas, or in other words, the content of their
writing, and that less time-consuming methods of directing students’ attention to
errors would be encugh.

While the above studies do not totally dismiss (he provision of grammar feedback
to students’ writing, Truscolt’s (1990} extensive review on grammar corTection in
L2 writing classes poses a very stiong argurment against grammar correction,
Trascott claimed that none of the research work done on grammar leedback to
students’ writing in both L1 and L2 domains proved to be useful or effective and
that grammar correction in fact has harmful effects on students (in particular, sce
Kepner, 1991; Semie, 1984; Sheppard, 1992), This review article further states
that although students prefer grammar correction, “this does not mean that
teachers should give it to them” (1996:359) and teachers should try to help
students adjust to the absence of grammar comection. To Truscolt, accuracy can
probably be improved through extensive experience in reading and writing. In
response to Truscott’s review, Ferris pointed ont that Truscott’s arguments were
premature, overly strong, and would potentially put students ar risk, as these
argumments are “based on limited, dated, incomplete, and inconclusive evidence™
(1994:9), However, she agreed that Truscott made several importani points that
should be thoughtfully considered by teachers and researchers, and thess called
for further research on error correction including the accuracy of grammar
feedback and instruction provided by feachers, and the effects of individual
student differences on learners’ willingness and ability to benefi from error
correction.
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2. BACKGROUND TO THE PRESENT STUDY

Despite the amount of work done by L2 researchers, the debate between content
focus and grammar focus persists, and different implications for L2 writing
Instruction are drawn in different studies. Further research is stiil needed. Tn an
attempt to seek an effective approach to heip L2 students improve their writing,
the present researchers set out to investigate how and when teachers should
correct errors and comment on content of students’ writing. Specifically, the
differential effects of three types of feedback were examined: feedback on form,
feedback on content, and feedback on both form and content. In addition, the
effect of getting no teacher feedback was alse studied.

The impetus of the present research came from the study by Fathman and Whalley
{1990) which asked these research questions: (1) How effective is teacher
feedback that focuses on form in improving student writing? (2) How effective is
teacher feedback that focuses on conient in improving student writing? (3) When
should teachers provide feedback that focuses on form versus content? In
Fathman and Whalley’s study, 72 students of primarily Asian and Hispanic
backgrounds were enrolled in intermediate ESL college composition classes,
They wrole a story. Their scripts were randomly assigned to four groups,
recetving, respectively: (1) no feedback; {2) feedback on grammar; (3) feedback
on content; and (4) feedback on grammar and content. Grammar feedback took
the form of location of errars. There was no indication of the types or correct
version of errors. Content feedback was given in terms of positive, general
comments written on the top of the paper. The comments were short and varied
only slightly between compositions. A few days later, the students re-wrole the
story. Content was scored holistically, and grammar was scared as the number of
errors made. Paired t-tests were conducted. Results showed that all groups
significantly improved content (the groups with content feedback improved more);
prammar improved only when grammar feedback was given; and focus on
grammar in addition to content did not have a significant effect on content stself.

While replicating the basic design of comparing four treatments in Fathman and
Whalley’s study, the present study differs in various aspects: participants,
measure, feedback, and scoring. In this study, the leamers were of homogeneous
L1 backpround - Chinese. They wrote an expository text”, which was part of their
course syllabus. Text-specific comments on content of varied nature were given,
which the investigators believe to be useful. When giving such specific comments,
the investigators were well aware of the possible problem of text appropriation,
which risks confusing the student’s purpose in writing the text with the teacher’s
own purpose in commenting (Somuners, 1982), and which is a worry shared by
some researchers such as Caulk (1994) who would therefore tend to be general

2 The topic was: Who should teach our youngsters moral and family values?
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and avoid making specific suggestions when responding to students’ writing. The
investigaiors also considered the implications of Reid’s (1904} comment that the
more assistance the teacher offers, the less responsibility students will 1ake to
improve their own writing. Despite this possibility, the investigators would agree
with Hall that the problem of text appropriation should not be taken with an
over-reaction and (hus should not limit the teacher’s responses. Otherwise,
students may end up with some sort of “vacuous wriling experience” (1995:160).
In fact, the participants in the present study find lext-specific comments common
in their process of learning to write ju English. The choice of such comments is in
tune with Zamel’s {1985) remark that students would tend to ignore conuments on
content if these conmments were too general or vague.

Content score in the present study is a conposite of two analytic scores - Content
and Organization. Grammar is scored in twa ways, first as a compaosite of three
analytic scores - Vocabulary, Language Use, and Mechanics, which take account
of levels of effectiveness, sophistication, eic., of language form. Rased on the
assurnption that the more one writes, the more mistakes s/he risks to make, an
error ratio {the number of mistakes by the total number of words wriiten) is
calculated as a more informative measure of accuracy of language form, A tolal
score, which is a summation of the content and grammar scores, forms an overall
impression of the overall quality of writing. As for analysis, non-parametric
signed-rank test is chosen as it is more appropriate for a small sample Hke the
present one.

3. RESEARCH QUESTIONS

The present study aimed to examine whether feedback has an effect on the quality
of ve-writes in terms of content, grammar, and overall impression of writing.
Three rescarch questions were formulated:

L. Which kind of feedback is most effective in improving the content of
writing?

2. Which kind of feedback is most effective in improving the grammar of

writing?

Which kind of feedback is most effective in improving the averall im-

pression of wriling?

L

Feedback was shown to have an effect on the quantity of writing in the study by
Fathman and Whalley (1990). Quantity is not fluency. Quantity may be a strength
or weakness. A longer text may mean writing readiness as a result of overcoming
mental blocks (Tsang & Wong, 1993). Alternatively, it may be mterpreted as
writing wordiness, i.e., lacking succinctness. Evidence is needed, e.g., effective-
ness and sophistication of mastery of language, without which length of writing
can only be taken as an objective description of that piece of writing. Therefore,
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while it remains interesting to find out whether feedback increases or decreases
the amount of writing and whether any change in quantity of writing is significant,
nto research question is posed to address the issue separately in this study.

4. METHOD
A. Participants

Thirty-eight Cantonese-speakers participated in the smdy. They are learners of
English as a non-native language® in a university in Hong Kong. They represent
the whole popuiation of Year 1 English majors. They were randomly assigned to
two writing classes® as part of their course of study. Their English proficiency
may be described as intermediate.

B. Procedure

The writing class concerned lasted 14 weeks. In Week 13, they wrote on an
expository topic for 60 minutes®. Their scripts were randomly assigned to four
groups, receiving, respectively: (1} no feedback; (2) grammar feedback; (3)
content feedback; and (4) grammar and confent feedback.

* In Hong Kong, English is co-official with the Chinese language, and English is a
mediumn of instruction in some local secondary schools and tertiary institutions. It
therefore cannot be defined as a foreign language. English, however, is rarely
functional cutside the domains of government, education, trade and commerce,
and some professions. Its use is severely limited in daily activities, and the
language cannot be adequately considered a full second language, ie., as in a
bilingual situation. Its compartmentalized functions in the territory are character-
istic of, and its status is appropriately described as, an auxiliary language, as Luke
and Richards (1982) define the term. Li (1999) does not regard Luke and
Richards’ description as any longer appropriate. Rather, he describes English as a
value-added language. The authors of this paper prefer a valuc-free description of
“non-native” language, which applies to the participants whose mother tongue is
Chinese.

1 One of the investigators was the instructor of the writing classes.

* In Weeks 1-12, students wrote and re-wrote on four topics - descriptive,
narrative, expository, and persuasive. All received grammar feedback in the form
of error location and content feedback in the form of text-specific comments on
content and organization before the re-write, The feedback was like the type
received by the fourth feedback group in the present study, that is, focusing
concurrently on content and grammar, which was preferred by both the teacher
and the students in the writing classes concerned.
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Grammar {eedback took the form of error location only. Errors, those affecting
underlying meaning and those not, were underlined, but they were not classified
or corrected. As Robb et al. (1986) suggested, direct correction might not benefit
students’ writing, Corrections at the sentence level and rule-reminders were not
given since these might not improve students’ level of written accuracy (Kepner,
1991},

Content feedback was wrilten on the margin or as endnotes, depending on the
space available. It was text-specific, and varied in nature and length. Some
comments were short, general, and positive, e.g. “good point™, “‘clear fact”, “well
thought out™; most were specific, signaling, or even making suggestions for,
improvement. While some comments may be as short as “How?” to request
additional details, some comments may read as long as “Meaning what - there is a
negative side 1o achievement, OR their achievement is misleading in the sense
that it is bad behaviour in disguise, OR something else?”.

Positive comments were usually short. Negative ones were both short and long,
signaling different kinds of actien for the writer. The comment “unclear meaning”™
simply urged the writer to clarify. “Unrelated” suggested re-think or re-write.
“Big jump” indicated a need for inpreved transition, “Redundant”™ and “repeti-
tion” rccommended deletion. An example of negative comment accompanied by a
specific suggestion for improvement is “Misplaced. Should go under the previous
paragraph ‘modeling’ or may be left out {rcpetitious and redundant here!)”,
providing the writer with details for further action. Neutral or negative comments
may find expression in disagreement, hence, hinting on re-thinking or re-writing a
certain part of the text, e.g. “Youngsters may not do what they ‘should’, Parents®
modeling may be more important than telling”. Of the 179 comments made, 51
were positive (almost one-third); about two-thirds were a mixture of detailed
suggestions for re-writes and disagreement or disapproval of the content or
organization of the text. Criticisms, even in the absence of specific alternatives for
re-writing, encouraged re-considering the text, thus, activating a critical stage of
re-wnting,

Although there is variability in the content feedback given within any text in
groups (3} and {4), content feedback was “equivalent” across texts in the two
groups in the sense that all texts concemed received a combination of short and
long, general and specific, and negative and paositive comments. That the same
instructor provided all feedback ensured consistent treatment in the study.

The scripts from the four groups were then returned Io the students in Week 14 (a
week later) for re-writing. The students were given 60 minutes to complete their
revisions in class, twice the amount of time given to the students in Fathman and
Whalley’s (1990) study. Originals and re-writes were scored in two ways. First, to
ensure blind rating and mter-rater reliability, the essays were randomized and
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graded by two independent raters® experienced in marking writien work of the
type of students participating in this research. The paradigm used was Jacobs,
Zinkgraf, Wormuth, Hartfiel, and Hughey's (1981) ESL Composition Profile
with a total score ranging between 34 and 100 points on 5 analytic scales - content,
organization, vocabulary, language use, mechanics. The raters were trained
immediately prior to the rating. Inter-rater reliability as defined as a difference
total score equal to or smaller than 10 points was achieved in the training without
any prior discussion or adjustments. The scores of the two raters during the actual
rating were averaged. A content score was arrived at by adding the content and
organization scores (20-50 points); grammar score was abtained by adding the
vocabulary, language use, and mechanics scores given by the raters (14-30 points);
a total score resulted from adding the five analytic scores {34-100 points}. The
content, grammar, and total scores were entered for statistical analyses.

Secondly, the scripts were objectively assessed in error counts and word counts.
An error ratio was obtained by dividing the total number of erors by the total
number of words written in a composition. Length of writing was measured by the
number of words written.

5. RESULTS
A. The three research questions

An inter-rater reliability estimate of 0.9 was calculated for the total scores in terms
of Pearson product-moment correlation coefficient. To determine whether a
particuiar kind of feedback brings about significant improvement in students’ re-
writes, Wilcoxon matched-pairs signed-rank tests were employed to analyze
within-group performance. To find out which particular kind of feedback causes
the most significant improvement, across-group comparisons were made using
Kruskal-Wallis one-way analysis of variance (ANOVA} with the difference
scores on grammar, content, total, error ratios, and number of words as a depen-
dent variable, and with the different kinds of feedback received as an independent
variable. The alpha level for all statistical decisions is sef at 0.05, as this level of
significance is seen as neither overly liberal nor overly conservative in such an
exploratory investigation,

§ Rater 1 graduated with a BA and a teacher’s certificate in English from a
university in Hong Kong, and had taught English for 12 years at secondary level
locally and served as a marker of composition for the Hong Kong Examinations
Authority by the time of rating. Rater 2 graduated with 2 BA and a teacher’s
certificate in Britain. Like Rater 1, Rater 2 had taught English locally for 1¢ years
at secondary and tertiary levels by the time of rating.
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Table 1 below suminarizes group performance by content score, grammar score,
total score, and error ratio.

Table I: Wileoxon malched-pairs signed-rank tests for prammar scores, content scores, total scares, and ermr ratios
on onginal conpositions and re-wiies

Content: score ratitk sums Grranunar: seorg ik sums
Groups Negative  Cases  Posilive Cases Megatve  Cases  Posilive Cascs
rank surk ranek swm rank sunt rank sum
Na feedback 10.0 4 a.0* 4] 30.0 & 60 2
Granunar feedback 5.5 2 4.5 2 31,5 ¥ iLs 2
Content fredback 210 4 0.0* 0 21.0 4 Xy 0
Grammar & 150 2 0.0% ] 36.0 £ o0 )
Conient feedback
Tatal: score rank surms Ermror ratia: seote rank sums
Groups Negalive Cases  Positive {ases MNegative Cazes  Positive Cases
rartk som rank sam rank sum rank sum
No feedback 253 4] 1.5* 1 10.¢ i 30 La]
Grammar feedback  26.5 & 9.5 2 0.0%* [} 550 10
Caontent feedback  28.0 7 0.0 ] 1140 z o 7
Grammar & 36.0 3 13t i} 0.0%* i} 550 10
Content fecdback:

*Scores of re-writes are significantly higher than those for arigiual compositions at 5% significance level.
#*Errors ratios in re-writes are sigmficanily lower than those in original compositions at 334 sigmificance level.

Far content scores, significant improvements were found with the groups of no
feedback, content feedback only, and both gremmar and content feedback. For
grammar scores, significant improvements were found with the groups of content
feedback oniy and both grammar and content feedback. For total scores, significant
improvements were found with the groups of no feedback, content feedback only,
and both gramumar and content feedback. As for error ratios, significant reductions
were found with the groups receiving grammar feedback only and beth grammar and
content feedback.

Table 2 below compares the performance of the four feedback groups by content
sCore, gramrnar score, total score, and error ratio,

In ail cases, except for error ratio, the concumrent-grammar-and-content-feedback
group scored the highest in mean ranking. According to the level of significance,
differences between groups were found in content scores and error ratios only.

By multiple comparisons, significant differences in content scores were found
between the grammar-feedback group and the concurrent-grammar-and-content-
feedback group, The grammar-feedback group did not improve conteni score, The
concurrent-grammar-and-content-feedback group was the most effective of all
groups; though stabistically, it was not different from the no-feedback group or the
content-feedback group.
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Table 2: Kruskal-Walltis one-way ANCVA for grammar scores, content scores, total scores. and emor mtios differences
on onpinal contpostions and re-wrlies

Contens scores difference Grammar seones difference

Groups Mean rank Groups dean rank
No feedback 18,83 No feedback 17,78
Granumar feedback 12.15 Grarmmar feedback 18,10
Content feedback 21.08 Content feadback 15,83
Grammar & Content feedback 26,08 Grammar & Content feedback 2375
Chi-Square DF. Significance Chi-Square D.F. Significance
&.0509 3 00449 43176 3 02107
Tenal scores differerice Etror ot difference

Groups Mean rank Groups hlean ank
Nao feedback 17.61 No feedback .00
Grammar fesdback 15.40 Gramnar feedback 29,10
Content feedback 18.23 Content feedback 8.00
Grammar & Content feedback 26.45 Gramnzar & Content leedback Z7.90
Chi-Squate DF. Significance Chi-Square O.F Significance
56513 3 01299 257177 3 Q0000

Where error ratios are concerned, significant differences were found between (1) the
no-feedback group and the grammar-feedback group; {2) the no-feedback group and
the concurrent-grammar-and-content-feedback group; (3) the content-feedback
group and the grammar-feedback group; (4) the content-feedback group and the
concurrent-grarmmar-and-content-feedback group. In other words, neither the no-
feedback group nor the content-feedback group reduced error ratios; there were not
any statistical differences between the two groups. The grammar-feedback group
and the concurrent-grammar-and-content-feedback group were both effective in
reducing error ratios; yet the two groups did not differ significantly from each other.

B. Length of writing

Table 3 below lists the results of Wilcoxon matched-pairs signed-rank tests on the
mean number of words in the originals and the re-writes for comparisons within groups.

‘Table 3: Wilcoxon matched-paits signed-tank lests e nuribers of words in original compositions and m-writes

Grougs Megative Cases Positive Cases
rank sum rank sum

o feedback 43 9 o* o

Grammar feedback 40 s 15 5

Content feedback 3 3 14 4

Grammar & Content feedback 44 8 11 i

*Numbers of words in re-writes are sighificantly greater han those in oniginal compositions al 5% signilicance level.
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While the grammar-feedback group increased in length in the re-writes more than
the content-feedback group, the concurrent-grammar-and-content-feedback
group increased the least among the four groups. The only significant increase in
length was found with the no-feedback group.

Table 4 below lists results of Krushal-Wallis one-way ANOVA on the fength of
writing for comparisons across groups.

Table 4:Knuskal-Wallis One Way ANOVA for Mamber of Werds Difference in Original Compositions and Re-writes

Groups Mican rank
No feedback 13.17
Grammar Redback 2).45
Cotutent feedback 21.00
Granwmar & Costent feedback 21.00
Chi-3quane DF. Significance
ERTIN K] 02768

As there was no significant difference across groups, the increase in length produced
by the no-feedback group was only marginally significant.

6. DISCUSSION

A, The three research questions

The three research questions are re-stated below with major findings:

g

Which kind of feedback is most effective in improving the content of writing?
No feedback (only re-writing), content feedback only, and concurrent gram-
mar and content feedback are more or less effective in improving content. As
in the study by Fathman and Whatley (1990}, focus on grammar iz addition 1o
content does not have a significant effect on content itself.

Which kind of feedback is most effective 1t improving the grammar of wril-
ing?

Conteat feedback only, and concurrent grammar and content feedback are
more or less effective in improving grammar score (vocabulary, language use,
mechanics). Grammar feedback alone does not have a significant effect on
grammar. Where reduction of error ratios is concemed, grammar feedback
only, and conctrrent grammar and content feedback are comparably eflective,
Content feedback alone does not reduce error ratios.

Which kind of feedback 15 most effective in improving the overall impression
of wnting?
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No feedback (only re-writing), content feedback only, and concurrent gram-
mat and content feedhack are more or less effective in improving the overall
impression (total score) of writing,

In fact, it seems easier to improve content score and total score by receiving feedback
on content or simply by writing and re-writing. The process of re-writing, even
without feedback, naturally encowrages revision for betler ideas, structure, or
otherwise. However, it seemns less casy o improve grammar. To improve grammar
score (vocabulary, langnage use, mechanics), content feedback is necessary. Text-
specific comments on content and organization “forces™ re-thinking and re-writing,
and henee revising language through which revising content takes place. To reduce
error ratio, grammar feedback is necessary. Locating errors draws attention to
gramrmar accuracy and thus helps eliminate errors.

B. Other issues arising from the findings

Grammar feedback alone produces a significant reduction in error ratio without
procucing a significant increase in grammar score. Content feedback alone, on the
contrary, produces a significant increase in grammar score without reducing eirer
yatio significantly, What, then, is the relationship between grammar score and
ervor ratio? Any possible explenation may have to take account of the naturc of
“grammar score” and “error ratio” as two categories for rating the scripts.
“Grammar score” is a composite of vocabulary, language use, and mechanics,
each of which is an analytic scale and takes account of effectiveness and sophisti-
cation etc. of the mastery of language form. It may take a longer time for
improvement to show up, and such kind of improvement is less tangible. “Gram-
mar score” is thus a high-inference criterion. “Error ratio”, in contrast, is low-
inference, It is tangible {tallying of errors and number of words written) and tends
to take a shorter time for improvement to be brought to the surface. Another
reason for the apparently inconclusive results in grammar may be the small
sample size, which is a major limitation of the study.

7. CONCLUSION

Where the value of teacher feedback on students’ writing is concemed, the
present study tends to strike a resonant note with Chaudron’s {1984) remark on
the provision of feedback as an important compenent in the revision process of
writing. Although the re-writing process itself, even without the aid of feedback,
proves to he effective in improving content and overall impression of writing,
grammar feedback is essential to reduce the number of errors in relation to the
total length of writing, a finding which appears to differ from Truscott’s {1996}
claim that grammar correction does not work.
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The present findings may suggest the relative strengths and weaknesses of
different types of feedback. First, locating ervors may focus the writer’s attention
on the correctness of language form only and thus reduces the number of mistakes
{error ratio) without necessarily facilitating the cffectivencss or sophistication of
form (grammar score), or improving content and organization {content score), or
overall impression of writing (total score), Had the grammar feedback been of a
different type, the results might have been different. Text-specific comments on
content and organization urge re-writing and, logically, changing language forms
(grammar score) in order to mediate better content and organization {content
score). This, in turn, contributes towards improved overall impression of writing
(total scorc). As content feedback alone may improve both content and grammar,
and grammar feedback alone further improves the accuracy of form, content
feedback may precede grammar feedback in the process of writing. The first
round of feedback may focus on content and the second on graminar to aim at
rounded improvement in writing eventually (cf. Krashen, 1984). The present
resgarchers therefore suggest that teachers focus on content prior to form,

Secondly, to gain in all aspects of writing as measured by conlent score, grammar
score, total score, and error ratio, concurrent grammar and content feedback
seems necessary, This implication corroborates Fathman and Whalley's (1990)
and Ferris’ (1997) studies. Thirdly, where there is a time constraint over marking,
the process of re-writing a composition itself, in the absence of feedback, tends to
improve the content and overall impression of writing. Although higher-level
grammar concerns of language forms require content feedback and accuracy of
language forms requires grammar feedback, the process of writing and re-writing
may be an expedient alternative to facilitate effective writing.

Apart from the above pedagogical implications, the present findings lend support
to the process approach to writing. The process of re-writing (no feedback) has its
value, as the present study indicates re-writing alone may bring improvement in
the content as well as overall impression of writing, De-emphasizing grammar
accuracy in the initial stages of writing in the process approach is consistent with
the phenomenon in this study that focusing on centent would logicatly bring about
some improvement in grammar, in addition to fmproved content.

While drawing implications, one has to take caution in that the study has a small
sample. Additionally, because of the exploratory nature of this study, the present
investigators did not aim at making generalizations, but rather at offering possible
directions in the provision of teacher feedback on students® writing through
examining the effectiveness of different types of teacher feedback focusing on
gramrnar and content,
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Toward a Pedagogically Sound Mode! of

Remedial Instruction
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ABSTRACT

This paper outlines a model of remedial instruction which is characterized by an
algorithmic sequence of proceduralized steps. Inspired and informed by recent
SLA rescarch on consciousness raising and fonn-focused negative feedback, this
model stresses that remedial instruction input should be broken down into a se-
quence of cognitively manageable steps, such that the cognitive load required of
learners to progress from one step to the next is minimal, Common errors singled
out for consciousness-raising treatment should be morphosyntactically well-
defined and amenable to explicit correction, while the degree of correctability of
a given error musi be established through continual experimentation, The correc-
tion procedure of two common errors, namely the confusion between -ing and -ed
adjectives, and the misuse of the foo + Adj + to FP structure, will be discussed
for illustration. The ultimate objective of this remedial instruction model js to
help ESL teachers camry out remedial instruction more effectively in a user-
friendly manner, and to facilitate students’ understanding of the comection proce-
dure as 2 prelude to progressively approximating the target language norms
through developing self-menitoring and editing skills in their own language out-
put.

1. INTRODUCTION

From time to time, allegations may be heard in the public media echoing the local
business sector’s grave concern about Hong Kong students’ declining English
standards, plus all the adverse consequences that such a deplorable state of affairs
may bring about, especially a concem that Hong Kong will soon lose its edge as a
regional financial center — an edge that it apparently enjoyed vis-a-vis other me-
tropolitan cities in the Asia-Pacific region during the colonial era. A frequently
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cited example of the disappointing English standards of Hong Kong students,
university graduates included, is their inability to write grammatically correct
sentences with appropriate choice of vocabulary in job application letters. This
suggests, among other things, that grammatical accuracy together with the
‘grammar of vocabulary’ {Gairns and Redman 1986) is one area in which action
research, both theoretical and practical, is urgently needed.

It is well-known that the workload of local secondary school teachers of English
{and Chinese) is among the heaviest compared with their colleagues teaching
other subjects. At the same time, teachers of English are under tremendous pres-
sure, especially from the school management, to correct their students” errors in
compaositions (Leung 2000, Ting 2000). However, due to a lack of time, teachers
do not often give remedial instruction to students. In a recent interview survey
conducted by the authors with about 20 English teachers in three different schools,
it was found that while some teachers will alert students to their errors by asking
them to study the correct forms of common errors listed in handbooks such as
Bunton (1989) and testing them on their memory, many teachers do not consider
it a high-priority teaching goal to correct students’ errors through giving remedial
input in class. More ‘popular’ problems such as subject-verb agreement receives
a little more attention, but other lexico-grammatical errors are typically ignored.
What teachers normally do is, in addition to giving red-pen corrections in compo-
sitions, to show the erroneons sentences on the blackboard or on paper and ask
students thermselves to correct the sentences. When correct versions of similar
structures are encountered, such as in the newspaper or textbook, some teachers
may use these opportunities to remind students of the correct forms taught to
them earlier. All this suggests that remedial instruction in Hong Kong ESL class-
rooms occupies a relatively unimportant position.

On the other hand, where remedial instruction is provided, the conscientious
teacher tends to operate with an unsubstantiated belief that written feedback on
various lexico-grammatical anomalies in students’ compositions will be noticed
by them and will lead to improvement in their English proficiency. Research in
second language acquisition (SLA), however, has shown that this may not be the
case, for the teacher’s written comments on students’ errors in free writing may
or may not be noticed, while some errors are ¢asier to correct than others. Con-
sider, for example, the task of guiding students to master the correct use of the
system of articles {or, from the point of view of functional grammar, the subsys-
tem of ‘referring’ using @, an, the and ‘zero’ article) in English. This subsystem is
so complex that it is not immediately clear how students may be guided to ac-
quire it through form-focused remedial instruction. In an acquisition-poor ESL
envirenment such as Hong Kong (Li 1999, 2000), teachers’ feedback in the form
of explicit remedial instruction is probably a necessary condition for converting
input into intake. For the teacher's error-correction efforts 1o pay off, however,
we think it is important to first analyze and assess the cognitive complexity of the
lexico-grammatical anomaly in gquestion before deciding how to help learners
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notice the anomalies and gradually approximate the target language norms, taking
Into account their mother tongue and proficiency level.

2, EXPERIMENTING WITH AN ALGORITHMIC MODEL OF REMEDIAL
INSTRUCTION

Unlike Chinese Singaporeans, Hong Kong Chinese are under tremendous social
pressure not to switch entirely to English when communicating among them-
selves in speech (Li 2000). In the face of such strong social norms disapproving
the use of English (except in Cantonese-English mixed code) for intra-cthnic
communication, delivering remedial instruction in class — if done successfully -
is arguably & cost-effective and promising way to help students quicken the ESL
leaming process. Recent research in SLA has shown that explicit instruction does
facilitate learners’ noticing and understanding of various lexico-grammatical
anomalies, and helps them progressively approximate the target language norms
by developing their self-monitoring and editing skills when producing output in
the target language (see, e.g. Carroll and Swain 1993, Donghty and Varela 1998,
Zhou 1992). Consider, for example, the conncctive on the conrary. Many ad-
vanced ESL students in Hong Kong are not aware of its correct usage and ofien
treat 1t as equivalent to in conirast or by contrast, which is used to show a dilfer-
ence between two people or things. Some leamers appear to recognize its correct
usage, but somehow produce emroneous output in controlied situations. In a recent
study carried out by the authors regarding university students’ mastery of this
connective, for example, a student who correctly rejected the erroneous sentence:

* Hong Kong is now part of China. On the conirary, Tatwan is nof.
and correcled it to:
Hong Kong is now part of China, but Tuiwai is not.

constructed erroneous senfences in the free sentence-construction section of the
test paper such as:

¥ Hong Kong people are hardworking. On the contrary, they are selfish and
short-sighted,

Another student, who also seemingly knew the comect usage of the connective,
retected;

¥ John Is not the representative of our class. On the contrary, Mary is.
and corrected it to:

John ie net the representative of our class. Instead, Mary is.
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But then in the free sentence construction section of the test paper, the same stu-
dent produced an erroneous scnience:

* My grandfather is very tall. On the contrary, my father is short.

Such variable performance shows that even for advanced ESL leamers {i.c. uni-
versity students), their grasp of the connective ¢n the contrary is lcss than solid.
This is probably because in the absence of negative evidence {coupled with insuf-
ficient positive evidence) in the target language input, it is difficult for them to
notice their own errors and to acquire the target language norms through mere
exposure {White 1987). The connective on the confrary 1s but one of many
grammar points for which effective remedial instruction is clearly desirable and
urgently needed (for a detailed description of the correction procedure for on fhe
contrary, see Li and Chan forthcoming).

The goal of this paper is a modest one: We will outline, and illustrate with exam-
ples, a model of remedial instruction which is currently being experimented with
in an ongoing project (cf. Li and Chan 1999, forthcoming). This model, inspired
by SLA research on consciousness raising (Sharwood Smith 1981, Rutherford
1988, Rutherford and Sharwood Smith 1988, Schmidt 1980, Ellis 1995, Long
1996, James 1998), is characterized above all by structuring remedial instruction
in the form of an algorithmic' sequence of proceduralized steps {cf. Sharwood
Smith 1981), such that the cognitive effort required of students to progress from
one step to the next is minimal (Li and Chan 1999},

In sum, we strongly recommend that, when giving form-focused remedial input
in class, ESL teachers should adhere to one important principle, namely, that the
correction procedure should be “broken down algorithmically into easy, highly
structured stages giving the relevant differentiations and decisions that the learncr
must make in order to usc the particular pattern or rule correctly” (Sharwood
Smith 1981: 163). Below, we will illustrate this principle with the help of the
correction of two common errors: the confusion between -ed and -ing adjectives,
and the misuse of the *foo ADJ o VP structure. Since the correction procedures
of these two commen errors have not yet been tested empirically, our main pur-
pose here is to fllustrate what we mean by ‘correctable’ common errors, and to
demonstraze how the proposed remedial instruction model works in terms of the
main design feature — an algorithinic ssquence of proceduralized sleps toward
error correction.

' An algorithm has been compared to a “decision-tree’ by James (1998), in that
the learner has to make intermediate decisions in the process of working out the
correct form or structure (p. 264).
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3. CORRECTING Two COMMON ERRORS
3.1 -ed AND ~ing ADJECTIVES

To give an example of how remedial instruction may be structured in an algo-
rithmic sequence of proceduralized steps to facilitate swdents’ acquisition, con-
sider the teaching of the semantic difference between -ing and -ed adjectives,
which is part of the English language syllabus in junior Forms. The fact that
many university students eontinue to be confused about the meanings and usage
of contrastive word pairs such as interesting and interested, and boring and bored
{e.g. 'I'm very boring’, said by a student who feels bored), suggests that their fine
semantic difference has not been very effectively taught and acquired. When
asked how they remembered the functional distinction between such contrastive
word pairs, many students would come up with a rule which maps form onto
meaning, albeit lacking rigor and counter-productive relative to the goal of acqui-
sttion: -ing adjectives for describing things (e.g. the film was interesting); -ed
adjectives for describing persons (e.g. John was excited). Such a rule, instilled
into students’ mind through rote leaming, may seriously hamper subsequent cor-
rection efforts, either by oneself upon seeing counter-examples (e.g. a fascinating
film-director, a finished product), or by other teachers eager to redress the stu-
dent’s misconception.

There is seme indication that such a simplistic rule is fairly widespread: For sev-
eral years now, when students on the B4 in Teaching English as a Second Lan-
guage (BA TESL} program at City University of Hong Kong were asked in a
contrastive grammar course about their understanding of the functional difference
between -ing and -ed adfectives, there were invariably some students affirming
that they either heard about the rule, or believed that the rule was adequate.

To help stidents acquire the fine semantic difference between the moiphologi-
cally related pairs of adjectives, we first analyzed the linguistic meanings of -ing
and -ed adjectives with the help of dictionaries or linguistics handbooks. We
found that they may be subcategorized into three groups: (a) derived from transi-
tive verbs (e.g. « charming air-hostess, a charmed passenger, the boring lecture,
the bored students); (b) derived from intransitive verbs (e.g. @ refired civil ser-
vant, @ sleeping beauiy, existing conditions, booming business); and (c) derived
from nouns, probably by analogy with other -ed adjectives (e.g. « king-sized
T-shiri, a U-shaped valley, skilled labor, the salaried class, a winged chariot). In
terms of meaning, category (¢} is non-productive, so the items may be bracketed
off and leamed separately as and when they occur. The linguistic meanings (or
functions) of categories (a) and (b), on the other hand, may be swummarized as in
Table 1:
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Table 1: The linguistic meanings of -ing and -ed adjectives derived from verbs

Derived from Transitive Verb Derived from Iniransitive Verb
-ing -ed -ing -ed
‘causative/agentive’ | ‘affected’ | ‘action in progress’ | *action completed’

® on exciting film |® an excited (@ a falling leaf ® 3 falien leaf

® 2 charming air- audience {® a retiring officer (® a retired officer
hostess ® acharmed
passenger

The linguistic characterizations given in Table 1 are very consistent. We tested
them against many -fng and -ed adjectives derived from transitive or mtransitive
verbs, be they lexicalized dictionary entries or otherwise, and found the charac-
terizations very robust. Such a consistent generalization is definitely beneficial to
the comrectability of the item (cf. ‘teachability’, Pienemann 1984, 1998; see also
Li and Chan 1999, forthcoming; Chan and Li forthcoming) — in that the charac-
terizations can be ‘packaged’ n a pedagagically friendly and viable way, and be
made cognitively accessibie in jargon-free teacher instruction. Afier experiment-
ing with several groups of students, we found a helpful mnemonic i reviewing
(i.e. rather than presenting)} the meanings of -ing or -ed adjectives with minimal
metalinguistic explanation. This mnemonic takes the form of a *patterned’ ana-
lytical definition, where the subject consisis of a noun group containing the -ing
or -ed adjective, while the predicate gives a gloss of the meaning of the subject’.
For example:

Group It -ing and -ed adjectives derived from rransitive verbs

(1} An exciting film is a film which excifes viewers.

(2Y An interesting book is a book which interesis readers.

(3} A boring lecturer is a lecturer who bores siudenis.

(4Y A charming air-hostess is an air-hostess who charims passengers.

? Since an analytical definition consists of a predicate which gives a gloss of the
meaning of the subject, there is inevitably some circularity in the definition, in
that the subject (or part of it) may be used again in the predicate for the explana-
tion. Such circularity is, nevertheless, conducive to the understanding of the
structure of the subject constituent.
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(3) An excited viewer is a viewer who is excited by a film.

(8) An interested reader is a reader who is interested by {in) a boolk.

(7} A bored student is a student who is bored by his/her teacher.

(8} A charmed passenger is a passenger who is charmed by an air-hostess.

With the exception of charming and charmed, the other adjectives (jmeresting,
interested, exciting, excited) are among the earliest infroduced in the syllabus
concerning the functional diffcrence between -ing and -ed adjectives. In the high-
lighted word groups are embedded the meanings of the -ing and -ed adjectives:
‘causative/agentive’ vs. ‘being affected’, as well as the implicit voices of the tran-
sitive verbs from which the adjectives are derived: ‘active” vs. ‘passive’. So long
as the word choices and meanings of the patterned analytical definitions are based
on a coherent context, the meanings of the -ing and -ed adjectives as highlighted
in the sample sentences should be reasonably clear.

Likewise, the -ing and -ed adjectives derived [rom intransitive verbs may be in-
troduced as follows:

Group II: -ing and -ed adjectives derived from fneransitive verhs

() A remiaining problem is a problem that remains.
(10) A sleeping baby is a baby who is sleeping (or is asfeep).
(11} A retiring officer is an officer who is refiring (very soon).

(12) A fallen pine wree is a pine tee thas has fallen.
(13) An escaped prisoner is a prisoner who has escaped.
{14} A retived officer is an officer who jas retired.

As can be seen from these cxamples, the gramimatical meanings *action in prog-
ress’ and ‘completed action’ are similarly embedded in the defining relative
clauses.

Up to now, we may have given the reader an impression that the distinction be-
tween transitive and intransitive verls is always clear-cut. This is not true. First,
in English there is a subgroup of transitive verbs which may be used intransi-
tively depending on context (e.g., *She is cating noodles’ or ‘She is eating’ in
response to the question “What is she deing?’). Sccond, there is another finite
group of verbs generally known as ‘ergative verbs’, which are verbs (hat “allow
the object of & transitive clause to become the subject of an intransitive clause,
without any change in the voice of the verb” {(Lock 1996: 90; ¢f. Lyons 1969
352). Consider, for example, the two verbs melr and develop in the following
examples:

{15} They melted the butter, [ Trans. ]
{16} The butter melted. [ Intrans. ]
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(17) The government has developed the country. [ Trans. ]
(18) The country has developed. [ Intrans. }

In {15) and (17}, the verbs melt and develop are used transitively, affecting the
object noun groups the hutter and the country, respectively. In (16) and (18),
where the same verbs are used intransitively, the object noun groups in (13) and
(17) now function as subjects (for a comprehensive list of ergative verbs, see
Collins Cobuild English grammar, pp. 155-157). Now, what pedagogical and
learning problems would ergative verbs engender with regard to their derived
-ing and -ed adjectives, say, melting butter, melted butier; developing country and
developed country? One way to answer this question is te write out the analytical
definitions to see if they make sense or not:

(19) *Melting butter is butter which melts something. [Tran. / active]
(20} Melting butter is butter which is melting. [Intran.]

(21} Melted butter is butter which has been melted. [Tran. / passive]
(22} Meited buiter is butter which has melted. [Intran.]

(23) *A developing country is a counfry which [Fran. / active]

develops something /someone.

(24) A developing country is a country which is developing. [Infran.]

(25} A developed country is a country which has been [Tran. / passive]
developed.

(26) A developed country is a country which has developed.[Intran.]

These analytical definitions show that -ing adjectives derived from ergative verbs
such as meft and develop do not allow for the ‘causative’ or ‘agentive’ reading,
which is why sentences {19) and (23} are ill-formed. This seems to imply that the
-ing adjective which is derived from an ergative verb cannot function like other
-ing adjectives derived from Group I (transitive) verbs. On the other hand, (20)
and (24} show that sometimes an -ing adjective derived from an ergative verb
may fimction like other -ing adjectives derived from Group II (intransitive) verbs
{e.g., melting butter makes sense because ‘the butter melts’ or ‘the buiter is
melting’ is well-formed).

As for -ed adjectives derived from ergative verbs, the above examples (21), (22),
(25), and (26) show that both the readings ‘affected’ (similar to Group | transitive
verbs) and ‘action completed’ {similar to Group Il intransitive verbs) may obtain,
depending on context. That is, which reading seems to come closer to the mean-
ing in context really depends on how that adjective is used in the text {e.g., the
teacher may ask students what the underlying meaning of melted in melted buiter
is: ‘butter that has melted’ or ‘butter that has heen melted’?). This way, it may be
argued, when clarifying the meanings of -ing and -ed adjectives derived from
ergative verbs, the construction of analytical definjtions may serve as an auxiliary
awareness-raising technique which helps learners better appreciate the syntactic
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property of the comresponding ergative verbs, without the teacher having to make
use of an excessive dose of metalanguage.

It should be noted that as the range of -ing and -ed adjectives has broadered when
leamers progress to senior forms (say, Form 4 or above), they should be told that
not all -ing and -ed adjectives lend themselves to the formation of analytical defi-
nitions, In particular, if the function or meaning of a pre-modifying adjective is a
‘classifier’ {rather than a ‘describer’} which serves to classify a noun (Lock 1996:
50}, then the analytical definition thus formed would be qualitatively different.
For example:

(277 A booking form is a form that is used for booking.
(28) A gleeping arrangement is an arrangenient that concerns sleeping.

(29) A elassified ad is an ad that appears in the classified section of a news
paper.

(30) Registered mail is mail sent by a special postal service at an extra cost.
Etc.

It is clear that metalinguistic judgment is involved when the learners are engaged
in a task of unpacking the meaning of a pre-modifying -ing or -ed adjective em-
bedded in a noun group, or asked to consciously reflect on the gramumatical ac-
cepiability of an analytical definition. This is of course possible only if the learn-
ers are it a posifion to produce sound judgments themselves. Il may not be the
casc that all leamners with different language abilities will be able to benefit
equally from the comsciousness-raising approach to error correction advanced
here. Nevertheless, as the judgment of acceptability of a given word group (c.g.
collocation) engages the learner in active thinking, we believe that over time, the
technique of forming analytical definitions has good potential for developing
learners’ metalingnistic awareness as well as sensitivity to grammatical accept-
ability of -ing and -ed adjectives in English.

In the process of ‘discovering’ the grammatical meaning of -ing and -ed adjec-
iives, there is only one grammatical concept which is essential and presupposed:
ke distinction between transitive and intransitive verbs®. The transitivity patlern
of a verb — including those which exhibit both transitive and intransitive pat-
tens — is usually indicated in dictionaries, and so the teacher may encourage stu-
dents to look it up in a reliable dictionary in case of uncertainty. If necessary,
some prior traiming theouglh demonstration and follow-up exercises regarding
how lexical information is encoded in dictionaries may be appropriate. This will
have the additional merit of developing leamer anfonomy.

* The term ‘ergative’, on the other hand, need not concern them unless the
teacher is dealing with students studying linguistics or applied linguistics.
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After the technique of unpacking the meanings of -ing and -ed adjectives by
forming analytical definitions has been introduced, it is important for the teacher
to encourage students to generate similar analytical definitions when other new
-ing and -ed adjectives are encountered, The rationale behind this technique is
that, once students have understood the examples, they should be in a position to
apply the technique te unpack the underlying grammatical meanings of cther -ing
and -ed adjectives. In so doing, we believe, students weuld be more likely to ac-
quire the fine semantic distinctions and usage differences between the Group !
and Group II adjectives.

One of the advantages of the technique of analytical definition is that students can
use 1t to monitor their own language cutput. When in doubt, as for example a new
-ing or -ed adjective is encountered, the student can generate an analytical sen-
tence which models on the patierned analytical sentences above. In this way, the
student may progressively approximate and eventually acquire the grammatical
meaning of the vocabulary rtem. Suppose the student has come across the word
exhilarating in the following advertising slogan in a newspaper:

Flying with Cathay Pacific can be extremely exhilarating.
[South China Moraing Post 00/08/16/03]

The student may go through the following steps:

Step 1 Check the word exhilarating in the dictionary; the related
verb exhilarate is transitive, i.e, 'V + Q"

Step 2: Note that the word experience is listed in the dictionary as a
collocation of exhilarating {or some other collocation, e.g.
in the context where this vocabulary item was found).

Step 3: Form an analytical sentence: “an exkilarating experience is
an experience which exhilarates someone.”

Step 4: The sentence in Step 3 confimns that the adjective exhila-
rating has active, causative meaning, like exciting and inter-
esting.

Step 5: Group the adjective exhilarating together with exciting and
interesting.

A similar procedure may be followed when students encounter another new ad-
jective, say, booming, which is derived from the intransitive verb hoom.

Step 1: Check the word dooming in the dictionary; the related verb
boom is intransitive, L.e. *V’ only.
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Step 2: Note that the word business is listed in the dictionary as a
collocation of booming {or some other collocation, e.g. in the
context where this vocabulary item was found).

Step 3: Form an analytical sentence: “a booming business ig a busi-
ness which booms.”

Step 4: The sentence in Step 3 confirms that the adjective booming
has the meaning that the action is in progress,

Step 5: Group the adjective booming together with falling and re-
firing.

3tep 5 is important for three main reasons. First, it requires the learner to think
about the grammatical meaning of the new vocabulary ttem before deciding
which group of -fng or -ed adjectives it should belong to. This will encourage or
oblige the learner to reflect on the usage similarities and differences between the
learned and the newly encountered -ing or -ed adjectives. Second, as is well-
known, the grouping of vocabulary words with similar lexico-grammatical pat-
terns together helps deepen the learncr’s memory of the vocabulary items in
question (Gaims and Redman 1986). Third, a systematic grouping of vocabulary
iterns — be it in a notebook or on flash cards — will facilitate retrieval, which in
turn may help develop the learner’s self-monitoring and editing skills when pro-
ducing target language output, especially in free writing.

Finally, to ensure that the meanings of the two groups of -ing and -ed adjectives
will not be confused, it is advisable that they are introduced in separate stages one
after the other: When the teacher is convinced that the majority of the students
have grasped the form-function relationship of one group, then the second group
can be introduced. A sure sign of acquisition is an abilily to generate grammali-
caily and semantically well-formed analytical definitions which can differentiate
the -ing and -ed adjectives clearly’.

3.2 THE teo + ADJ + o VP STRUCTURE

Another common lexico-gramunatical problem may be illustrated by a jumbo-
sized slogan advertised on wall posters of a recent musical called Chicage eve-
rywhere In town: foo much fun to miss. As no attempt was made te render this
message in Chinese, it is doubtful whether Cantonese-speaking teenagers are
among the target audiences and implied readers of the poster — readers who are

* Tt should be noted that -ing participles derived from verbs do not necessarily

have au -ed participle counterpart, and vice versa (e.g. booming business is ac-
ceptable but beomed business is not). Such kimd of negative evidence, however,
should not be a problem to ESL teachers, given that students are asked to form
analytical definitions using -ing or -ed adjectives which they have actually en-
countered in their reading.
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accustomed to saying ?/ am oo happy fo see you to mean [ am so/very happy to
see you. To many Chinese learners of English, the negative implication of the ro0
ADJ to VP structure, 1.e. so ADJ that ... cannot fshowld not /do not VP (e.g. Chi-
cago Is so much fun that you should not miss it) is cpaque, due to the semantico-
syntactic compleXity of the structure itself and the functional difference between
the English intensifier foo and its Chinese counterpart 7 (Putonghua sai, Can-
tonese taai3). The Chinese intensifier 7, rather than giving a negative interpre-
tation of an unwanted excessive degree of whatever meaning conveyed by the
adjective that follows (such as & £, Putonghua gaoxing, Cantonese goul hing4),
suggests a positive and high degree of meaning conveyed by the adjective. Being
unaware of the negative meaning implicitly stated in the structure too ADJ 10 VP
to account for why the speaker cannot/should not/does not do the action denoted
by the verb in the infinitive clause, most Chinese learners would use the intensi-
fier as a substitute for ‘very, very’. Table 2 shows the similarity in meaning be-
tween the structure foo ADJ o VP and its semaniic equivalent s¢ ADJ thar ...
cannot.

The fact that a lot of students produce inappropriate sentences such as %/ am o0
happy io see you (with the intended meaning ‘I am very, very happy to see you’)
suggests that they have not mastered the proper meaning of the structure roo ADJ
to VP well enough. Since the sentences are not grammatically incorrect, but only
semantically deviant in that they express exactly the opposite of what the speaker
really wants to say, the correction of the structure has to cater for the root of the
problems — students should be made clear about the semantic implication of the
intensifier oo, and substituie other intensifiers for it, as in Table 3.

Table 2: Semantic equivaience between oo + ADJ + fo VP and
so + ADJ + that-clause containing a negator

too+ ADI+to + VP so + AD] + that-clause
containing a negator

® 1 am foo tired to walk. ® [ am se tired that T cannot
walk.

® John is foo angry (o speak. ® Iohn is so angry that he can-
not speak.

® Mary is foo busy fo talk to you | ® Mary is so busy that she can-
Row. - not talk te you now,




Toward a Sound Model of Remedial Instruction 345

Table 3: Tnappropriate use of fo0 and its correct substitutes

Inappropriate use of two Substiauting sosvery for foo
® N am oo happy to see you. @ [ am soAvery happy to see you.
® %He is fo0 excited to have achan- | ® He is so/very excited to have a
ce to meet the Chief Executive, chance to mect the Chief Ex-
ecufive,
@ TPeter 1s 100 interesting to talk to, | @ Peter is sofvery interesting to
talk to

The following steps may be used to raise students’ awareness of the root of the
problem:

Step 11 Underline [fo VP] afier the adjective,
Step 2: Circle the verb.

Step 3: Ask the question “Can Subject [Verb]?/ OR
“Is Suhject going to {Verb]?”

Step 4a: If the answer to the question is No, keep the sentence.

Step 4b: If the answer to the question is Yes, rewrite the senience by
changing the intensifier (o s, or very,

Equipped with this algorithm after practice and teacher feedback, students can
analyze their own output, such as Mary is too iired o speak by following the
steps suggested:

Step 11 Underline [ro VP] after the adjective, e.g.: o speak

Step 2: Circle the verb speak.

Step 3: Ask the question “Can Mary speak?”

Step 4: Since the answer to the question is No, the senience is correctly pro-
dueced and should be rctained.

An apparently similar sentence such as Peier is too happy fo see you may be
analyzed likewise. That is, students can follow the same steps to analyze its ap-
propriateness:



346 David C. S. Li and Alice Y. W. Ghan

Step 1: Underline [fo VP] after the adjective, e.g.: fo see you.

Step 2: Circle the verh see.

Step 3: Ask the question “Is Peter going to see you?’

Step 4: Since the answer to the question is Yes, the sentence is inappropriate
and should be rewritten ta Peter is so happy to see you.

4. PEDAGOGICAL PRINCIPLES AND DEGREE OF CORRECTABILITY

We hope the correction procedure of two common errors — the misuse of the ‘foe
ADJ o VP sirueture in section 3.2 and the confusion between -ing and -ed ad-
jectives in section 3.1 — will help the reader understand what we mean by an algo-
rithmic sequence of proceduralized steps toward emor correction, wiich is the
main design feature of the remedial instruction model proposed in this paper.
Underlying this model are a few important pedagogical principles:

»  The tasks given to students should be meaning-oriented.

e  The cormrection of the errors should be broken down into a sequence of
small steps, with a teacher- and learner-friendly algorithm guiding stu-
dents to recognize the anomaly of the sentence structure or word usage,
and to gradually approximate the target language norms,

+  The cognitive load required of learners in each step should be minimal.

¢ Input between steps must be clear and manageable, such that a given
step must be mastered before proceeding io the next.

In addition, where possible, typical errors for display should be adapted from
students’ own interlanguage output, and that the teacher should walk students
through the steps during the demonstration of the correction procedure by elicit-
ing answers fo intermediate questions, preferably using a question-answer inode,
In addition, suitable reinforcement exercises should be provided, either as class
work or homework, after the remedial mstruction session. The answers to rein-
forcement exercises should subsequently be checked for accuracy (e.g. through
peer correction in class). In Jonger terms, the teacher’s remedial instruction ef-
forts will be optimized if two other conditions are met: (a) that students are re-
minded to file the remedial instruction materiats preperly and to revise and re-
view them periodically’; and (b) that the students’ grasp of the error correction

5 This would presuppose that similar materials will be used in future to help them
overcome cther regilient, vet ‘cotrectable’ commeon errors.



Toward a SBound Modcl of Remedial lustruction 347

procedure demonstrated in remedial instruction sessions is spot-checked or tested
and, if necessary, the teacher should aid the weaker students by providing them
with more follow-up practice, either individually or collectively. Through a com-
bination of spot-check and systematic recycling and review of the remedial in-
struction input, especially refreshing students’ memory of the correction proce-
dure, we believe that students will have a better chance of overcoming the errors
singled out for correction treatment and, in this sense, acquisition is more likely
to take place — when students have developed self-monitoring and editing skills
after internalizing the correction procedures of those common errors introduced.

For such a remedial instruction model to function effectively, however, there is
one important methedolagical premise regarding the selection of ervors for treai-
ment: It is important that the lexico-grammatical errors selected for explicit
remedial justruction treatment must be morphosyntactically well-defined, for this
will ensure that the errors can lend themselves to the experimentation of process-
able and learnable comection procedures (Sharwood Smith 1981, Long 1996).
The degree of correctability of a given error type is an erupirical issue to be de-
termined through continual experimentation. As a rule of thumb, the higher the
degree of correctability of a given error type, the easier {t will be for the teacher-
researcher to formulate and proceduralize pedagogically sound error-correction
mstruction to help learmers overcome that error, and vice versa®,

3. Implementation and disseminatien

In terms of the efficient and effective implementation of the remedial insiruction
moedel advocated in this article, we are aware that, to fully exploit its poiential,
ESL teachers need to become familiar with it, and be comfortable using it directly
with their own students. This brings us to two other important measures: {a)
teacher-training workshops should be mun to provide eachers with hands-on ex-
perience; and (b} the remedial instruction materials should be user-friendly such
that rinimal extra work is required of the (eacher to use it in class.

Provided all the pedagogical design features of the remedial inshruction described
above are in place, it is conceivable that the algorithnycally sequenced correction
procedures of a subset of comumon errors would be disseminated to a much wider
audience — the target users, that is, local teachers of English at large — through
word of mouth and peer sharing or assistance. When this happens, another im-

® For exemplars of the application of this model of remedial instruction. see Li
and Chan, forthcoming, which discusses the comection procedures of three
lexico-grammatical errors: pseudo-tough movement, e.g. *f am difficult 1o learn
English; concern vs. be concerned about, e.g. * Your father concerns your fisture:
and the misuse of ox the contrary, as in *Johu is not the representative of the
class,; on the contrary. Mary is.
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portant objective will have been achicved: to familiarize ESL teachers with the
correct usage patterns of a subset of eroneous lexico-grammatical anomalies — if
they are not yet aware of them ~ as well as their correction procedures. To give
an example, while it is well-known that the verbs substitute and replace are gen-
erally regarded as synonyms, their fine usage difference may elude teachers who
were not subject-trained in TESL. Compare:

to substitute X for' Y vs. 0 replace Y with/by X

The learning of these two verbs, therefore, would be incomplete without noting
the cotrect word order and preposition. When students show signs of confusing
the usage patterns of these two verbs, their usage difference may be explicitly
tanght and consolidated through a simple consciousness-raising exercise, such as
drawing students’ attention to the basic patterns as shown above, and to follow it
up with practice in context (¢.g. upon knowing that an important guest that one is
expecting is a vegetarian when preparing dinner: ‘Let us substitute salad for pork
chop' / *Let us replace pork chop with salad® / ‘Let us replace potk chop by
salad’).

If we expect students to be able to master the usage difference between the two
verbs substitute and replace, clearly teachers themselves must be informed of
such a difference. Given that not all ESL teachers are subject-frained, however, it
is possible that some of them are not aware of it. If this is in fact the case, then
the consciousness-raising approach to remedial instruction proposed here will
have the merit of killing two birds with one stone: The algorithmic sequence of
cognitively manageable steps — to be introduced in teacher-training workshops -
will inform teachers of the cortect usage pattern of a particular ‘correctable’
common error as well as its correction procedure, before they use the correction
procedure to help their own students to overcome that common error. Indeed, the
more ‘transparent’ and pedagogically sound the correction procedure is, the more
likely it is for both ESL teachers and students to benefit from it.

6. Cobpa

As mentioned, teachers of English in Hong Kong are under great pressure to cor-
rect students’ errors, especially in compositions and other free-writing exercises,
and yet, very often, little time conld be devoted to that end owing to other higher-
order educational priorities and teaching goals. Research on effective error-
cotrection strategies and methods in the classroom, therefore, has considerable
potential for alleviating the ELT teacher’s workload and quickening, or evern trig-
gering, the students” learning process. In this.connection, we are pleased to know
that some encouraging results have been obtained through action research by in-
service teachers on the MA TESL program at City University of Hong Kong (sec
Leung 2000 and Ting 2000 for more details). Looking to the future and working
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toward a theoretically and pedagogically sound model of remedial instruction,
however, we believe the following methodological and pedagogical issues should
be addressed systematically:

1. What lexico-grammatical and struciural problems are most common in the
English output of Hong Kong ESL learners of different proficiency levels,
especially in compositions and free-writing exercises?

2. Which of these identified lexico-grammatical and structural problems are
amenable to explicit form-focused correction tlwough the teacher’s remedial
Imstruetion in class?

3. Can a pedagogically sound algorithmic sequence of proceduralized steps be
designed, such that students may be led to recognize the lexico-grammatical
anomaly, and gradually approximate the target language norm?

4. Are Jocal teachers of English sufficiently informed as to why the common
errors are so widespread among students of a particular proficiency level,
and how they can be efficiently and effectively comected through form-
focused negative feedback?

We believe informed responses to the above questions, to be sought through em-
pirical research, can help teachers of English do a better job when giving reme-
dial mstruction to their students. An informed response to question (1) would
entail a taxonomy of errors classified ideally according to proficiency levels, say,
lower-intermediate (junior Forms), upper-intermediate (senior Forms) and ad-
vanced (post-secondary). Questions (2) and (3) may be addressed by undertaking
cmpirical research following a rigorously designed miodel for experimentation — a
model which is driven first and foremost by (he pedagogical principle of minimal
cognitive load toward error correction (Li and Chan 1999, forthcoming). From
the students’ point of view, such materials may in tun scrve the purpose of a
prompt reminder when the problematic sentence structure or word usage pattern
1s called for in their free-writing activities, It is in this way that the objective of
developing students’ self-monitoring and editing skills may be achieved. Finally,
question (4) concerns the dissemination of insights obtained from empirical re-
scarch on effective remedial instruction methods. This may be done initially by
organizing teacher training workshops in which demonstration and hands-on
practice and sharing may be caried out. In longer terms, it would be a worth-
while goal to aim toward the development of a set of field-tested, pedagogically
sound and uscr-friendly materials for teachers’ use. When we get thus faz, a natu-
ral sequel would be to have such materials included in the syllabuses and cut-
ticula of pre-service and in-service teacher training programs,
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