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Abstract

This study employed a mixed-method approach from multiple source of in-
formants, including NCS students, parents, principals, teachers, multicultural
teaching assistants (MTAs), and voluntary agencies to validate the effective-
ness of using the Home-School-Community (H-S-C) framework in teaching
Chinese to non-Chinese-speaking (NCS) children. Results revealed that NCS
students receiving the H-S-C-based interventions showed a better Chinese
language proficiency progression than the comparison group. Within the
home domain, NCS parents increased awareness, knowledge and skills in
supporting children’s learning, and provided improved space for learning
Chinese at home. In the school domain, principals and teachers were
equipped with culturally-responsive pedagogical knowledge and skills in
teaching NCS students, with MTAs’ assisting in teaching and communicating
with parents and teachers. Community domain programs provided experien-
tial learning opportunities for NCS students to know the community and en-
gage in cultural exchange with local students. With a holistic approach to
home-school-community domains, a reconstruction of an Ll-like Chinese
language learning environment was made possible for NCS students.

Keywords

Home-School-Community Framework, Non-Chinese Pre-Schoolers, Holistic
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1. Introduction

Finding effective ways to help minority-language populations learn a second

language in their host countries and communities has been discussed in different
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studies (Legault et al., 2019; Choi & Ziegler, 2015). In 2016, the number of ethnic
minorities (EM) in Hong Kong constituted 3.6% of the whole population (ex-
cluding foreign domestic helpers), with the figure on a rising trend. To integrate
into a society where Chinese (spoken in Cantonese and written in traditional
characters) is the predominant language, having a sufficient level of Chinese
proficiency is obviously crucial; however, non-Chinese speaking (NCS) students
have consistently reported great difficulties in learning Chinese, lagging behind
in Chinese language proficiency when compared with the local Chinese-speaking
(CS) students at the same age or grade level (Equal Opportunity Commission
(EOC), 2019). In current general practice, Chinese, a predominant language in
the local context, is not separately taught as a subject under the local kindergar-
ten curriculum in the government-subsidized kindergartens (Curriculum De-
velopment Council, 2006). Instead, Chinese is taught across curriculum. As kin-
dergartens usually adopt theme-based integrated approach, preschoolers learn
Chinese through activities under different themes. As a result, establishing a
model that can assist NCS students to learn Chinese effectively is a main concern
for many early childhood educators. In the following, the present situation of
NCS students in learning Chinese will be first examined. Next, a project using a
home-school-community framework to address the issues encountered by NCS
students in learning Chinese will be introduced with literature review on the
theoretical underpinnings on how the three domains are associated with chil-
dren’s learning. Then, different evaluations under the project for the contribu-
tion of Chinese language learning development in local NCS kindergarteners
will be presented. Finally, implications generated from the evaluation findings

on successful Chinese learning of NCS students will be discussed.

1.1. Issues Encountered by NCS Students in Learning Chinese

The difficulties NCS students faced in learning Chinese can be understood in
several aspects. First of all, as Chinese is a language of logographic writing sys-
tem without the grapheme-phoneme correspondence (Chen et al., 2009), learn-
ing the language may be difficult for NCS students. In terms of writing Chinese
characters, which is the basic complete unit in written form, emphasis is on both
the stroke order and radical or component combination. Given the features of
the Chinese language, it would be cognitively demanding for NCS students to
learn the language well.

Secondly, there is a lack of language environment support for NCS students.
NCS students do not systematically learn Chinese at kindergarten until the lan-
guage is taught as a subject beginning from Primary 1 in the local mainstream
primary education (Curriculum Development Council, 1996) and they are not
encouraged to use the locally predominant language outside school. They usually
live in communities clustered with people of the same race (EOC, 2019), and
most of their parents do not provide an environment that is favorable in learn-
ing or using Chinese in their children’s recreational time (Tsung & Gao, 2012).

The strong attachment to their own culture and the isolation of themselves from
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the mainstream Chinese culture has limited NCS students’ opportunities for
fostering their ability in the Chinese language.

Thirdly, learning materials and teacher quality are also factors that hinder the
Chinese learning of NCS students. Currently, learning and teaching materials
used in the local mainstream kindergartens are designed to target local Chi-
nese-speaking children without considering the Chinese language ability of NCS
students (EOC, 2019). Kindergarten teachers in the local mainstream system
have no training on teaching NCS students (EOC, 2019). They have limited
knowledge of the culture and language of the EM students, hindering the
smooth communication between teachers and NCS parents in terms of under-
standing the learning progress of NCS students at school and their learning

support needs at home.

1.2. Hong Kong Government Assistance to NCS Students

In 2016, the school attendance rate of NCS students at age group 3 - 5 was 90.7%
(Census and Statistics Department, 2017). In recent years, the Hong Kong gov-
ernment has emphasized NCS children’s learning of the Chinese language to be-
gin as early as kindergarten schooling in the local early childhood education cur-
riculum. However, the existing support measures are not enough for NCS stu-
dents to catch up with the local curriculum, which is planned in accordance with
the Chinese language abilities of children who speak Chinese as the first lan-
guage. Despite a series of support measures for NCS students in primary and
secondary schools, similar support measures have yet to cover kindergartens.
Although kindergartens having NCS students’ intake could use the extra subsidy
to hire teaching staff (Government of HKSAR, 2016), most of these recruited
staff have not been equipped with pedagogical knowledge and skills to teach and
take care of NCS students. Regarding home-school cooperation in Hong Kong,
the establishment of Parent-teacher Associations (PTAs) at school level has been
promoted, for over 30 years, for better communication between home and
school and to encourage parents to take a more active role in school decisions.
However, PTAs only exist in one-third of the kindergartens, with some men-
tioning the problem of a language barrier that is hindering the communication
between parents of NCS students, their teachers and Chinese parents. Responses
to the needs of NCS parents and parent education, and facilitation of the estab-
lishment of PTAs in kindergartens have been stressed (Task Force on Home
School Co-operation and Parent Education, 2019).

2. C-for-Chinese@]C Project

In view of the above, The Hong Kong Jockey Club Charities Trust has initiated
the C-for-Chinese@]JC project with the goal to enhance Chinese language learn-
ing for local NCS students at the kindergarten level, with a holistic model com-
prising three sectors: school, home, and community, which is the first of its kind
to introduce a conceptual framework for NCS kindergarteners to learn Chinese

(Figure 1).

DOI: 10.4236/ce.2020.1110151

2071 Creative Education


https://doi.org/10.4236/ce.2020.1110151

S.-K. Tse et al.

Parent Support

Educators Professional Development Learning and Teaching

Course for Teacher, Schools
Leaders, MTA & Social Service
Professional

Differentiated teaching materials
School-Based support

School Community and social support

Community exploratory
activities

Parent-led Home e
Parent Chinese course Student 1.1 mentorship
Parent workshop

Parent support Group

Cross cultural activities

P.1 Transition support

Home - Community% * E-learning centre

Systematic & Scientific Learning Principles
¢ Pleasurable Learning

Culturally Responsive Pedagogy Evaluation
Meaning-driven Learning + LPF
Effective Teaching *  Multiple sources of evidence

Figure 1. Inputs, services and programmes under the H-S-C framework.

Under the three domains of school, home, and community are a range of in-
puts, services and programs function of the intervention programs of the project,
directly or indirectly, for supporting NCS preschoolers to learn Chinese. In the
school domain, it is divided into educators’ professional development, and
learning and teaching, with the former focusing on knowledge and skill en-
hancement of educators and professionals, and the latter emphasizing on peda-
gogical and curriculum support as well as assessment. The home domain in-
cludes various trainings targeting NCS parents’ facilitation for their children’s
learning of the Chinese language. The community domain branches into com-
munity and social support and e-learning development; the former is about the
provision of activities and services and the latter is about center-based learning

and service delivery learning mode.

3. Literature Review of Home-School-Community
Framework

Home-school-community (H-S-C) collaboration has been found to be impera-
tive for students to grow up with academic, emotional, and social success (Hen-
derson & Mapp, 2002; Pomerantz et al., 2007; Sheldon, 2007). As stated by Ep-
stein (1994), the term “school, family, and community partnerships” expresses
“the shared interests, responsibilities, investments, and the overlapping influ-
ences of family, school, and community for the education and development of
children they share across the school years” (p. 39) and it allows different stake-
holders (parents, teachers, principals, community organizations and local lead-
ers) to work together for the betterment of the children’s academic pursuit on
the ground that the life success of the children also means the better future of the
community and of the family.
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H-S-C framework is developed based on Bronfenbrenner’s Ecological Systems
Theory (1993), which explains that the child is in the center of different settings
and influenced by five levels of systems. The first level is the microsystem which
contains the child’s direct contacts, such as family members, friends, neighbors,
and teachers. The face-to-face interactions with people in home, school, and
community make a strong influence on the child’s growth and development. The
next system is the mesosystem which is related to the microsystem in that it in-
cludes the influences of all the relationships existing in the microsystem. For in-
stance, the child’s relationship with friends may affect his/her home and school
life. The third level is the exosystem in which the child is influenced by
non-direct contacts. The requirement to work for long hours leads to less time
for parents to spend with the child, for example. The fourth level is the macro-
system which is the larger societal influence of cultural beliefs and values. The
fifth level is the chronosystem in which the child is influenced by the time of his
or her generation. As all the levels of influence are reciprocal with different con-
texts influencing one another (Weiss et al., 2005), the “C-for-Chinese@JC” pro-
ject emphasizes the combination and interaction of efforts from home, school
and community for local NCS kindergarteners’ achievement in Chinese lan-

guage learning.

3.1. School Domain

The school level involves all the aspects in the school system, such as educational
materials, school policy, school physical environment and social climate, and
teacher quality. In the study done by Kamps et al. (2003), students studying on a
reading mastery curriculum had better results in reading fluency than those
learning with a literature-based curriculum. That said, educational materials al-
ways play an important role for students’ success. Viewing this, designing suit-
able learning materials for EM students is important. Currently, in Hong Kong,
the NCS students are taught together with the CS children. However, most NCS
students have lower Chinese language proficiencies than their CS counterparts.
Having students with different learning abilities in the same classroom requires a
differentiation of instruction apart from good materials. In teaching, “differen-
tiation is defined as working to address the abilities, interests, and needs (both
perceived and real) of individuals. Differentiation provides students with op-
portunities to approach curriculum from their strengths, as varied as these might
be” (Sondergeld & Schultz, 2008: p. 35). When teachers adjust the teaching con-
tent, process, questioning and evaluation methods, as well as the learning envi-
ronment in accordance with students’ ability and interest, children can maxi-
mize their learning effectiveness (Tomlinson, 2000).

Moreover, teacher quality is of prime importance to students’ learning.
Teacher-student relationships affect students’ connectedness to schools (Patrick
et al., 2000) as well as their learning interest. However, teachers expressed in-

adequate knowledge on how to work with diverse groups of students and there
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are problems arising from the lack of communication between parents and fami-
lies (Sudrez-Orozco et al., 2008). As such, providing teachers with professional
training or having an adult in the classroom such as a teaching assistant who can
understand the cultural and language diversity of the ethnic minority (EM) stu-
dents would help with a smooth running of the class.

This project attempts to narrow the NCS students’ proficiency gap in Chinese
language learning by enhancing teachers’ professional awareness, knowledge and
skills, and culturally responsive (CR) pedagogies aligning with the development
of differentiated learning materials for kindergartens developed by the project.
In addition to the differentiated learning materials, teachers also apply differen-
tiated pedagogies. During class, teachers would adjust the teaching process, way
of questioning, and assessments between CS and NCS students to address their

different learning needs and abilities.

3.2. Home Domain

Parental involvement has been found to be positively associated with children’s
school performance (Sheldon & Epstein, 2005; Jeynes, 2005). Regarding stu-
dents’ literacy performance, studies have revealed that interventions involving
parents enhanced children’s interest and duration for reading than those without
parent involvement (Morrow & Young, 1997); moreover, research shows that
when young children were provided with stimulating reading and writing activi-
ties at home, they had better early literacy and oral language skills which are vital
to their future academic pursuit (Purcell-Gates, 1988; Whitehurst & Lonigan,
1998). According to Sheldon (2003), effective home-school collaboration was
significantly associated with higher percentages of students who scored satisfac-
tory or above in reading. Therefore, engaging parents into school affairs has a
great impact on children.

Epstein (1994) identified that the spheres of family, school, and community
do not exist as individual spheres but overlapping with one another to influence
a child’s education, and developed a “family-school partnership framework”
(Epstein, 2001) including six types of parent involvement: parenting (i.e. help
families with parenting skills for supporting the child’s academic growth);
communicating (i.e. ensure a two-way communication exists between home and
school about school programs and the child’s academic progress); volunteering
(i.e. recruit, train, and schedule family volunteers, and support for their work
with both school and child); learning at home (i.e. promote family involvement
with the child’s studies such as homework, and develop interactive home activi-
ties for the child and family members); decision-making (i.e. offer opportunities
for family to participate in school decision making); collaborating with the
community (i.e. coordinate community resources and services for the child,
family and school through social services providers and higher education insti-
tutions). The framework of parent involvement has mobilized the support from

home, school, and community to contribute to the success of the child’s educa-
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tion.

At family level, NCS parents have limited proficiency on Chinese language.
This causes difficulties in their communication with schools and also in their
monitoring of children’s learning progress. Therefore, assistance to parents’
learning of Chinese language is essential to equip well the NCS families, both
parents and children, to be more adapted to the education system in Hong

Kong.

3.3. Community Domain

By adding “community” to the home-school partnership, it recognizes the re-
sources available within the community that could benefit children and families
in the educational process. As stated by Suarez-Orozco et al. (2010), “the goals of
students cannot be divorced from the goals of the community, and schools and
community agencies will both be more successful if their efforts are joined” (p.
23). Families have access to the community resources, such as child care, medi-
cal care, and academic assistance, freeing families to more involvement in edu-
cational-related activities which promote their children’s academic progress. For
the contribution to students’ educational success, it is vital to connect school
with community.

Since language barriers and cultural values may prevent parents from involv-
ing in their children’s education, Grant and Ray (2019) have stated that to effec-
tively support parent involvement, it is important for schools to have partner-
ship with community agencies that are familiar with or are already working with
specific populations. By providing programs which help minority language par-
ents support their children’s learning of the majority language, these parents
come to understand their vital role and are given an opportunity to encourage
their children’s learning. With appropriate parent programs, families may rein-
force a positive attitude toward learning the majority language at home (Clayton,
2003).

NCS families in Hong Kong are usually partitioned from the Chinese com-
munity so the NCS parents and children are exposed to an environment less fa-
vorable to acquire Chinese language. Hence, it is important to bridge NCS stu-
dents’ in-school and after-school learning experiences. A series of intervention
programs has been designed and implemented in the three domains of school,

home and community holistically as detailed below.

3.4. School Domain Interventions

Storybook differentiated learning and teaching materials. A series of storybooks
graded into three levels for kindergarten one to three (K.1 to K.3) is developed.
These differentiated materials, aiming to address the diversity of NCS students
that hinders their learning of Chinese, allow flexibility for teachers’ adoption
based on different class and school contexts.

Multicultural Teaching Assistants (MTAs). MTAs are trained to support the
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Chinese learning of NCS kindergarteners and keep track of their progress in
school. Also, the role of MTAs includes facilitating the communication between
parents and teachers. Most MTAs speak their mother tongues, Chinese, and
English and their mother tongues are mostly Urdu, Nepalese, and Hindi.

School-based support. School development officers from the university pro-
vide intensive support for kindergarten teachers and MTAs, working collabora-
tively in designing lesson plans and designing curriculum incorporating CR
pedagogies into the school curriculum on a regular basis with class observation
and feedback on teaching.

Principal and teacher professional development. A course is designed for both
principals and teachers to equip them with knowledge and skills for applying in-

clusive education to address the needs of NCS kindergarten children.

3.5. Home Domain Interventions

Parent-led home activities. NCS parents join group workshops to learn basic
Cantonese and prompting skills prior to the parent-led home activities, then
they can interact with their children in Cantonese at home. In addition, tai-
lor-made learning goals and methods are discussed between social workers and
parents. There are also follow-up meetings to review the progress, as well as
group meetings for experience sharing.

Parent Chinese class. Chinese classes are provided for NCS parents to advance
their use of the Chinese language. The content of parent Chinese class is based
on the differentiated story-book teaching materials, which aligns the parents
with similar curriculum content that their children are learning at the same time.

Parent support group. The parent support group aims to nurture NCS par-
ents’ role in enhancing their children’s Chinese learning at home. Topics rele-
vant to NCS students’ mainstream schooling in Hong Kong are introduced, such
as the local educational system and curriculum adopted by kindergartens. Par-
ents having difficulties attending the workshops are provided with online mate-
rials by NGOs to facilitate self-learning.

Parent workshop. The parent workshop creates a platform for NCS parents to
meet with Chinese parents for on-going mutual support as a parent community

as well as useful information exchange among parents.

3.6. Community Domain Interventions

Community exploratory activities. These community activities are conducted
in the surrounding spots near NCS students’ living places, i.e. a nearby post of-
fice or some Hong Kong landmarks such as the Science Museum. CS volunteers
recruited interact with NCS students in Cantonese and that makes the children
practise Chinese more in activities. The activities also help NCS students build
up a network in their own living community while knowing the city broadly.

Cross-cultural activities. These activities are organized to facilitate cultural

exchange between NCS and CS kindergarteners and their parents through
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building the connection with Chinese parents and their students.

One to One mentorship scheme. Chinese-speaking volunteers are trained to
give regular one-on-one support to NCS children at their home or in a safe
nearby area. The scheme aims to cultivate the interest and boost the confidence
of NCS students in learning Chinese through games and activities.

Chinese language centre. The Chinese Language Discovery Centre is a
play-based and outside-classroom learning centre, providing children with sup-
port of reading and writing development, media exploration, and simulation of

real-life experience with drama, toys, and puzzles.

4. Present Study

This paper aims to:

1) validate the using of H-S-C framework in supporting of Chinese language
acquisition in NCS kindergarteners

2) assess the program effectiveness in home, school, community domains

In order to have a comprehensive understanding of the effectiveness of the
H-S-C framework on students’ Chinese learning, this study has employed the
mixed methods approach with different evaluation methods, including the ob-
jective outcome evaluation, case study, subjective outcome evaluation, and gov-
ernmental document review, from multiple sources of informants. As stated by
Denzin (2012), making use of “multiple methodological practices, empirical ma-
terials, perspectives, and observers in a single study is best understood as a
strategy that adds rigor, breadth complexity, richness, and depth to any inquiry”
(p. 82). Written consents were obtained from all participants who have joined
the “C-for-Chinese@]C” project, including students, parents, teachers, and
school principals before data collection. In the following, different evaluations

used in different intervention domains and the related results will be presented.

5. Methodology
5.1. Overall Assessment of the H-S-C Framework

5.1.1. Objective Outcome Evaluation - Chinese Language Proficiency

Participants

Eighty-eight NCS students (50 males, 38 females) from 6 local kindergartens
were involved for this section. Upon the beginning of the study at K1, their
mean age was 40 months (SD = 4.02). The ethnicity of the students consisted of
Nepalese (42%), Pakistani (30.7%), Indian (18.2%), Filipino (3.4%), Vietnamese
(2.3%), White (2.3%), and mixed (1.1%).

An additional 240 NCS students (117 males, 105 females, 18 unknown) were
recruited from local kindergartens to act as a comparison group. They consisted
of 80 students each at the K1, K2, and K3 levels. The ethnicity of the students in-
cluded Pakistani (36.8%), Nepalese (34.6%), Indian (17.5%), Filipino (2.6%),
Vietnamese (0.9%), White (0.9%), mixed (1.7%) and other EM (5%).

Instruments
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Participants’ Chinese language ability was assessed by the Chinese Language
Learning Progression Framework for Non-Chinese Speaking Children in Kin-
dergartens in Hong Kong (LPF) (Lam, Hui, & Cheung, 2018) in the four time
points. Detailed information of the instrument can be found at the websites of
Centre for Advancement of Chinese Language Education and Research and the
Education Bureau. The development of the framework was financially supported
by the Quality Education Fund, the Education Bureau. It is developed to meas-
ure NCS preschoolers’ basic competence in Chinese and there are a number of
professional training workshops conducted to brief educators on the use of this
framework (Quality Education Fund, 2017). Unlike other assessments which are
designed to measure specific language skills of children (for example, grammat-
ical skills or Chinese character recognition), the LPF aims to test children’s
competence in the use of language Chinese to achieve communicative purpose.
Taken into account the theories of first and second language development of
young children, effective pedagogy of second language teaching, and second
language assessment around the world, and development of LPF has undergone
rigorous procedures including expert group discussion, focus group discussion,
and a pilot program before the confirmation of the present version of LPF (Lam
et al., 2018).

Each assessment contains of two papers. Paper I assesses students’ listening
and speaking abilities. For listening domain, NCS students’ understanding of
verbal commands, questions, descriptive content, and informational content are
evaluated; and for the speaking domain, students’ verbal abilities in answering
questions, describing personal experience, providing information, making en-
quiries or requests, and expressing views or feelings are tested. Paper II assesses
students’ reading ability—how well they can recognize Chinese characters or
components, read aloud text, retell text, link text with daily life experience, and
understand of common daily used words. After the tests, students will obtain
marks for different tests according to their performance. An overall score indi-
cating the students’ Chinese language proficiency is computed by adding up the
scores of the three domains.

Data Collection

Data was collected at four time points, at the beginning of the 2016-17 school
year (K1 pre-test), the end of the 2016-17 school year (K1 post-test), the end of
the 2017-18 school year (K2 post-test), and the end of the 2018-19 school year
(K3 post-test). As the beginning of K2 was just two months’ difference from the
end of K1, only the K1 post-test was conducted. Similarly, between the end of K2
and the beginning of K3, only the K2 post-test was conducted.

Analysis

A repeated-measures ANOVA is used to compare the overall Chinese lan-
guage proficiency score of students at the four time points. It is expected that
each time point will see a significantly higher score compared to the previous

time point.
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Due to practical limitations a longitudinal control group was not feasible, so a
comparison group was used instead, formed from NCS students from K1, K2
and K3 levels (at the same time point of the post-tests, in a cross sectional man-
ner) not participating in the project. Three welch t-tests will be used to compare
if the experimental group performed better compared to the comparison group
at the time points. As this involves multiple testing, a Bonferroni correction is
applied, meaning that the criterion will be set at 0.017.

A repeated-measures ANOVA was conducted to investigate the effect of time
on overall LPF scores of the 2016-17 1st cohort of NCS students (n = 88).
Mauchly’s test indicated that the assumption of sphericity had been violated,
X’(5) = 48.04, p < 0.001. Therefore, a Greenhouse-Geisser correction was ap-
plied, showing a statistically significant difference between time points, F(2.17,
188.58) = 90.64, p < 0.001, np2 = 0.51.

Post hoc tests using the Bonferroni correction revealed that raw overall LPF
scores were significantly different between the K1 pre-test (M = 5.66, SD = 5.11)
and K1 post-test (M = 8.31, SD = 5.19, p < 0.001), between the K1 pre-test and
K2 post-test (M = 11.36, SD = 6.38, p < 0.001), between the K1 pre-test and K3
post-test (M = 17.46, SD = 8.86, p < 0.001), between the K1 post-test and K2
post-test (p < 0.001), between the K1 post-test and K3 post-test (p < 0.001), and
between the K2 post-test and K3 post-test (p < 0.001).

As seen in Figure 2, three Welch t-tests revealed that the experimental group
had a significantly higher overall LPF score at the K1 post-test when compared
to the comparison group (M = 4.03, SD = 3.45), t(152.401) = 6.35, p < 0.001. At
the K2 post-test, the experimental group also had a significantly higher overall
LPF score compared to the comparison group (M = 8.49, SD = 8.50), t(145.802)
= 2.46, p = 0.015. At the K3 post-test, the experimental group maintained a sig-
nificantly higher overall LPF score compared to the comparison group (M =
10.77, SD = 9.73), t(160.254) = 4.65, p < 0.001.

20
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Figure 2. Comparison of overall LPF scores between experimental group and comparison
group against four time-points.
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All 88 NCS students of the 2016-17 intake received intervention of the Project
programs under the H-S-C framework through the whole stage of kindergarten
education from K1 to K3. The above improving LPF assessment pre- and post-test
scores over three years show that intervention programs of the Project have en-
hanced the Chinese language proficiency of the students effectively, with the great-
est improvement observed during their K3 studies. Students receiving the interven-
tion also performed statistically better at the K1, K2, and K3 post-tests compared to
those who did not, meaning that the H-S-C framework overall is effective at im-

proving the Chinese language proficiency of NCS kindergarten students.

5.1.2. Case Study of High Gain Score (HGS) and Low Gain Score (LGS)
Students

Participants and Procedures

Twenty NCS students (8 males, 12 females) from 2017-18 intake were in-
volved, 10 students had the greatest improvements (i.e. HGS) and 10 with the
least improvements in their overall LPF scores (i.e. LGS) when comparing their
K1 pre- and post-tests. The ethnicity of the students consisted of Nepali (65%),
Pakistani (25%), Filipino (5%) and Jamaican (5%).

In order to uncover the possible factors that could explain the performance
difference between HGS and LGS students, case studies were conducted at two
time points: at the beginning and the end of the 2017-18 school year. In the pre-
sent study, we only assess how participation rate in the programs under the
H-S-C framework contributes to the improvements in NCS kindergarten stu-
dents’ Chinese language proficiency.

Analysis

Mean participation rates of HGS and LGS students in all programs under the
H-S-C framework were computed and then compared to uncover if there were
any visible differences between the two groups (Table 1, Table 2).

Results

Table 1. Participation rate of 10 highest gain scores students.

Storybook Differentiated Parent . Chinese
Case No. instructional Time  Learning Parent-Led Parent Support Comn'u'mltyCross—C'h?ltural 1-to-1 . Learning
(In minutes) Material Home Programme Workshop Group Activity Activity  mentorship Centre
HA_1718_0104 1230 Yes Yes 1 11 12 4 No 2
HB_1718_0127 450 No No 1 0 5 1 Yes 3
HC_1718_0101 1225 Yes No 0 0 7 1 Yes 4
HD_1718_0101 1050 Yes No 1 11 13 6 No 6
HE_1718_0102 1260 Yes Yes 1 18 9 1 No 2
HF_1718_0104 1050 Yes Yes 0 22 7 4 No 6
HG_1718_0110 900 No No 0 0 2 0 No 1
HH_1718_0101 1050 Yes Yes 2 3 10 1 Yes 2
HI_1718_0106 750 Yes No 0 3 13 1 No 4
HJ_1718_0118 750 Yes Yes 0 0 7 7 No 4
Mean 971.5 / / 0.6 6.8 8.5 2.6 / 34
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Table 2. Participation rate of 10 lowest gain scores students.

Storybook Differentiated ~ Parent-Led Parent . Chinese
Case No. instructional Time Learning Home Parent Support Comr%n‘lmty Cross—(‘jl?ltural L-to-l . Learning
(In minutes) Material Programme Workshop Group Activity Activity mentorship Centre
AL_1718_0129 450 No No 2 0 2 0 No 2
BL_1718_0108 600 No No 0 4 4 0 No 3
CL_1718_0114 600 No No 0 0 3 0 No 3
DL_1718_0126 600 No No 0 0 3 0 Yes 3
EL_1718_0135 600 No No 0 0 2 0 No 4
FL_1718_0166 600 No No 0 2 2 0 No 3
GL_1718_0171 600 No No 0 0 2 0 No 3
HL_1718_0178 600 No No 0 0 0 0 No 1
IL_1718_0182 600 No No 0 0 2 0 No 4
JL_1718_0120 900 Yes No 0 0 2 0 Yes 3
Mean 615.0 / / 0.2 0.6 2.2 0.0 / 2.9
Home Domain.

Five out of ten students and their parents of the HGS group participated in the
Parent-led Home programme and had a mean Parent Support Group attendance
of 6.8 times over a school year, with 6 parents participating at least 3 times. In
contrast, none of the ten students and parents in the LGS group participated in
the Parent-led Home programme and had a mean Parent Support Group atten-
dance of 0.6 times over the same period, with 8 parents not participating in the
group at all. It indicates that parents of the HGS group participated more in both
programs supporting them in relation to effective Chinese learning. Although
the mean attendance of the Parent workshop did not differ as drastically, it is
worth noting that half of the parents in the HGS group participated at least once,
compared to only one parent in the LGS group participating twice, with the oth-
ers not participating at all.

The results from the home domain programmes suggested that participation
in the Parent-led Home programme and the Parent support group may be linked
to greater improvements in Chinese language proficiency for NCS students.

School Domain.

Students in the HGS group had an average storybook instructional time of
971.5 minutes over a school year, compared to only 615 of the LGS group. Also,
eight out of ten students in the HGS group were taught using differentiated sto-
rybooks learning materials, compared to only one out of ten in the LGS group.

The results suggested that both storybook instructional time and the use of
differentiated storybooks materials contribute to greater improvements in Chi-
nese language proficiency for NCS students.

Community Domain.

The mean number of community activity sessions participated by students in
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the HGS groups were higher at 8.5 compared to only 2.2 in the LGS group over a
school year. Students in the HGS group also participated in cross-cultural activi-
ties with an average of 2.6 sessions, whereas the LGS group did not participate in
cross-cultural activities at all. Participation rates in the 1-to-1 mentorship and
the Chinese Learning Centre activities did not seem to differ much between the
two groups.

The results suggested that participation in community and cross-cultural ac-
tivities may contribute to greater improvements in Chinese language proficiency
for NCS students.

5.1.3. Government Quality Assurance Document Review Relating to
Schools with NCS Students

Quality Assurance in Local Government Subsidized Kindergartens

With the establishment of Quality Assurance Framework, the EDB of the
Hong Kong Government is to ensure the continuous improvement in teaching
and learning in local government subsidized kindergartens. Quality review (QR)
is conducted by external experts in early childhood education in accordance with
the Performance Indicators. QR includes document revisions, class observations,
and stakeholder interviews. Upon the completion of the QR, a QR report will be
issued (Education Bureau, 2018a, 2018b) as an official document which captures
the areas of good performance of a kindergarten.

Data Collection and Analysis

Quality Assurance reports on the network schools were obtained online
through the EDB website around the end of 2019. These network schools prom-
ised only to implement the interventions of “C-for-Chinese@JC” for Chinese lan-
guage development of their NCS students. Sections of the reports related to NCS
students are first extracted, then common impacts on schools are identified.

Results

To support NCS children, seeking external support for NCS children is in the
right direction (Kindergarten Inspection Section, 2017c). With this respect, the
“C-for-Chinese@]C” project has adopted the H-S-C framework which caters for
the diverse needs of NCS children in different aspects. Moreover, the project also
has provided school development officers to help individual kindergartens for-
mulate school-based Chinese learning plans. The followings have shown how the
project has facilitated kindergartens in delivering Chinese learning support for
NCS children in local government subsidized kindergartens.

Home Domain.

Focusing on parent education is another area to help NCS students integrate
into the society (Kindergarten Inspection Section, 2016¢; 2017b; 2017f). The
connection between NCS families and kindergartens has been strengthened
through parent seminars and workshops. In addition, as there are difficulties in
communication between teachers and NCS parents, kindergartens have made
use of NCS teachers (for example, multicultural teaching assistants) (Kindergar-
ten Inspection Section, 2017a; 2017d; 2019) to solve the problem.
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School Domain.

Most kindergartens have reported to make good use of outside resources to
enhance the Chinese learning of NCS students by joining professional support
programs. First, these kindergartens have arranged teachers to attend teachers’
workshops and professional seminars to upgrade their pedagogical knowledge
and teaching skills to cater for the needs of NCS students (Kindergarten Inspec-
tion Section, 2016a; 2016b; 2017¢; 2017f; 2018b; 2019), which is featured by the
“C-for-Chinese@]C” project. Second, the schools have adjusted their
school-based curriculum in order to raise the interests and learning motivation
of NCS students to learn Chinese (Kindergarten Inspection Section, 2017e;
2019), attributing to school development works of the project. For instance, one
school has deployed one Chinese teacher to each class as well as allocating more
time in activities conducted in Cantonese so as to increase the Chinese learning
experiences of NCS students (Kindergarten Inspection Section, 2018a). Another
school has adjusted the learning progress and homework loads for NCS students
to suit their learning performance (Kindergarten Inspection Section, 2017d).

Community Domain.

Kindergartens also have arranged or encouraged NCS students and their
families to participate in community activities, such as visits or workshops, to
understand more about community lives and the local education system (Kin-
dergarten Inspection Section, 2016c; 2018b; 2019).

5.2. Assessment in the Home Domain Interventions
Subjective Outcome Evaluation from Parents in Home Domain
Interventions

Participants and Data Collection

Parents who participated in the home-domain programs were invited to com-
plete questionnaires for the programs respectively. The 2016-17 school year was
the first year of project implementation and programs were only implemented in
six kindergartens. For the Parent Chinese Class, the number of parent partici-
pants was 16 and 15 completed questionnaires were collected which showed a
high response rate. For the Parent Support Group, 57 completed questionnaires
were collected in the 2017-18 school year.

Instruments

Parent Chinese Class.

A semi-structured questionnaire asking respondents about course effective-
ness, confidence in using Chinese after participating the course, and daily Chi-
nese language usage after participating the course. The questionnaire also in-
cludes open-ended questions for parents to elaborate on their thoughts on the
Parent Chinese Class.

Parent Support Group.

The questionnaires used include closed-ended questions on parent awareness

and knowledge and skills in helping children learn Chinese, as well as open-ended

DOI: 10.4236/ce.2020.1110151

2083 Creative Education


https://doi.org/10.4236/ce.2020.1110151

S.-K. Tse et al.

questions asking parents on their thoughts on the program.

Analysis

Questionnaires were analyzed to see if NCS parents considered the different
programs to be effective in building their capacity in supporting their children’s
learning Chinese. Comments from open-ended questions were grouped accord-
ing to recurring themes.

Results

Parent Chinese Class.

Results in Table 3 suggested that the Parent Chinese Class achieved its aim of
equipping NCS parents with basic Chinese language skills. All parents agreed
that the classes were organized in a way that helped them do so, and they felt
that their Chinese proficiency is better, with increased confidence in speaking
and listening to Chinese. The classes also inspired them to pursue further learn-
ing in Chinese. Practically speaking, all parents were able to use Chinese at least
once a day, both on their own and with their children, with more than 40% us-
ing Chinese with their children more than once a day.

Open-ended comments revealed that parents found the course useful. They
stated that the best of the course was “getting to know more people”. Undoubt-
edly, helping parents build their own networks of friends is fundamentally es-
sential for facilitating smooth social integration by engaging them in different
aspects of daily living.

Parents had positive comments on the course materials and the course teach-
ers. They regarded the teachers as very good and friendly. They also appreciated
on the “teaching method”, which includes the teachers’ practice on “reviewing
(what they had learnt)” before starting each lesson, and their patience in “re-

peating all things once again” in the course.

Table 3. Parents’ views toward to Parent Chinese Class.

General perception of the progranz:

Strongly Disagree (%)  Disagree (%) Agree (%) Strongly Agree (%)
The course was organized in a way that helped
SO ) 0 0 46.6 53.3
me achieve its learning outcome.
The course inspired me to pursue further
L. . 0 0 46.6 53.3
learning in Chinese.
I feel my Chinese proficiency is better. 0 0 66.7 20.0
I have more confidence in speaking Chinese. 0 0 80.0 13.3
I have more confidence in listening Chinese. 0 0 66.7 13.3
Use of Chinese after the program:
0 times 1 time 2 times 3 times >4 times
How often did I use Chinese every day? 0 40.0 13.3 13.3 13.3
How often did I use Chinese to communicate
R . 0 333 13.3 13.3 20.0
with my children every day?
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Parents clearly stated that the course had been useful to them in their daily
lives not only in helping them teach children but also being good for their future
as well as the course would “do a lot in (her) future”, as supported by one parent,
it is “real survival Cantonese that I can use right away in daily life”. The best
thing about the course stated by another parent was “(having) fun games that
never let me (her) sleep during the classes”. Parents wished that the course could
be continued with less non-Chinese speaking time “(for) English, Korean or
Urdu ...” during the course, as elaborated by one parent, “we don’t have to un-
derstand every word and a lot of Cantonese input will help us in the future.”

Parent Support Group.

All parents thought that the Parent Support Group was able to facilitate them
in helping their children learn Chinese. Of the parents who responded, all
thought that they gained more knowledge and skills in supporting their children
in learning Chinese, and that the group raised their awareness towards supporting
their children in learning Chinese. No comments were given in the open-ended

questions (Table 4).

5.3. Assessment in the School Domain Interventions

5.3.1. Subjective Outcome Evaluation of the Professional Training Programs

Participants and Procedures

In the 2017-18 school year, six principals and 25 teachers participating in the
school leadership workshop, and 16 principals and 54 teachers participating in
the teacher professional training program were invited to complete a question-
naire after the training programs.

Instruments

A semi-structured questionnaire includes a question on whether principals
and teachers found the school leadership workshop and the teacher professional
training program useful in their school practices, supporting NCS students in
learning Chinese. It also includes an open-ended question for additional elabo-
ration.

Results

There were 90.32% principals and teachers considering the school leadership
workshop to be useful in their daily school practices. Teachers mentioned that
the workshop deepened their Chinese knowledge, and also increased their un-
derstanding towards NCS parents and families in Hong Kong.

The majority of principals and teachers (90%) considered the teacher profes-
sional training program useful for them in supporting NCS students in learning
Chinese at school. In particular, most comments mentioned their appreciation
towards the inclusion of a cultural element in the program. Teachers had a better
understanding about NCS cultures and religions, and better understood NCS
students’ Chinese proficiency levels along with how to adjust their teaching
methods and expectations accordingly after participating in the program and

were reminded of the importance of being culturally responsive.
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Table 4. Parents’ views toward parent support group.

Strongly Disagree (%)Disagree (%) Agree (%) Strongly Agree (%)

The group was organized in a way that helps me achieve its outcome 0 0 21.1 78.9
I gained more knowledge and skills in supporting my kids to learn Chinese 0 0 17.5 15.8
My awareness of supporting my kids to learn Chinese is raised 0 0 12.3 12.3

5.3.2. Subjective Outcome Evaluation of Multicultural Teaching
Assistants (MTA)

Participants and Procedures

In the 2017-18 school year, 24 MTAs were invited to fill in a Student Evalua-
tion of Teaching and Learning (SETL) questionnaire; and 18 principals and 74
teachers were invited to fill in a semi-structured questionnaire.

Instruments

SETL Questionnaire.

The SETL questionnaire measures the effectiveness of the course in facilitating
learning of students, and the teaching effectiveness of the course implementers
on a 4-item scale (strongly agree, agree, disagree, and strongly disagree).
Open-ended questions are included at the end for further elaboration. The ques-
tionnaire was developed by The University of Hong Kong and has proven reli-
ability and validity (The University of Hong Kong, 2012).

Principal & Teacher Semi-structured Questionnaire.

Principals and teachers were asked to rate their satisfaction toward MTAs’
performance on a four scale (very unsatisfied, unsatisfied, satisfied, and very sat-
isfied).

Analysis

Percentage distributions were generated for each statement of the MTA SETL
questionnaire to compare the proportion of MTAs that consider the training
course effective versus those who do not. The results from the principal and
teacher questionnaire were then used to verify whether they also consider the
MTA training course to be effective. Open-ended questions from both ques-
tionnaires were categorized according to recurring themes.

Results

As shown in Table 5, all MTAs understood the expectations and content of
the course, and found the course organisation helpful and effective in allowing
them to achieve the learning outcomes. They also agreed that the course inspired
them to pursue further learning in the subject and in related skills. Moreover, all
MTAs provided positive feedback to the teachers. They agreed that the teachers
helped them understand key concepts, ideas and issues addressed in the course,
and were intellectually stimulated. They also agreed that the teachers were sup-
portive and provided opportunities for students to interact and collaborate.

The open-ended comments given by MTAs showed that they appreciated the
practicum of the course and they also found the course fruitful in terms of
course design. Many MTAs appreciated the fun teaching approach of teachers,
and thought that the teachers were patient, helpful and encouraging. They also
enjoyed learning teaching techniques from the course.
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Table 5. MTA SETL questionnaire.

Strongly disagree (%) Disagree (%)Agree (%) Strongly agree (%)

Learning
I was clear about what I was expected to learn and achieve in this course. 0 0 70.8 29.2
The course was organized in a way that helped me achieve its learning

0 0 79.2 20.8
outcome.
The course inspired me to pursue further learning in the subject/skills. 0 0 75.0 25.0
Overall, the course was effective in helping me achieve the course learning

0 0 66.7 33.3
outcomes.
Teaching
The teachers were able to help me understand the key concepts, ideas and
. . . 0 0 62.5 37.5
issues addressed in this course.
I was intellectually stimulated and inspired by the teachers. 0 0 54.2 45.8
The teachers provided opportunities for me as well as other students to
. . 0 0 58.3 41.7
interact/collaborate in the course.
Opverall, the teachers were supportive when I needed help in this course. 0 0 50.0 50.0

Regarding the feedback from principals’ and teachers’ questionnaire, 81.5% of
principals and teachers were satisfied with the overall performance of MTAs,
with only 5.4% unsatisfied, expecting MTAs to be more proactive and involved

in lesson preparation and teaching activities.

5.3.3. Subjective Outcome Evaluation toward the Differentiated
Learning Materials

Participants and Procedures

Questionnaires were distributed to all project participating schools to collect
their views toward the differentiated learning materials for the 2017-18 school
year, finally 18 principals and 74 teachers responded to the questionnaire.

Instruments

A semi-structured questionnaire asking respondents satisfaction level in four
areas of the learning materials: compatibility with existing curricula, compatibil-
ity with abilities of students, attractiveness of materials to students, and cultural
responsiveness of materials. Open-ended questions are included at the end for
additional elaboration.

Analysis

Percentages of each statement on the questionnaire is calculated and com-
pared to determine if principals and teachers found the differentiated learning
materials performing well in the four areas.

Results

Table 6 shows that most principals and teachers were satisfied with the dif-
ferentiated learning materials, in terms of compatibility with the existing curric-
ula (80.4%), compatibility with students’ abilities (85.3%), appealing to students
(88.6%), and culturally responsiveness (90.2%).
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Table 6. Principals’ & teachers’ views toward the differentiated learning materials.

1) Compatibility with existing curricula

Story-based teaching materials match with theme-based learning and

Very unsatisfied (%) Unsatisfied (%) Satisfied (%) Very satisfied (%)

. o 1.1 6.5 60.9 21.7
teaching activities
Story-based teaching materials connect with school-based curriculum 2.2 10.9 67.4 9.8
Content of story-based teaching materials corresponds with
o , : : 0 8.7 65.2 16.3
Kindergarten Curriculum Guide 2017
Average 1.1 8.7 64.5 159
2) Compatibility with ability of students
Content of story-based teaching materials matches with multicultural
L. 0 10.9 56.5 23.9
(NCS)students’ ability
Content of story-based teaching materials matches with local (CS)
_ 0 1.1 68.5 21.7
students’ ability
Average 0 6.0 62.5 22.8
3) Attractiveness of materials to students
Story-based teaching materials are interesting and help students learn
. 0 2.2 55.4 33.7
Chinese
Story-based teaching materials are interesting and motivate students to
3.3 47.8 40.2
learn
Average 0 2.8 51.6 37.0
4) Cultural responsiveness of materials
Story-based teaching materials reflect the rationale of “cultural
0 1.1 65.2 25.0

responsiveness”

One principal commented that the materials suited their kindergarten’s
themes, and that teachers were able to apply cultural responsiveness in their
teaching, which was reflected in pleasurable and integrated learning of NCS and
CS students. One teacher commented that the materials were relatable to daily
life.

5.4. Assessment in the Community Domain Intervention

Subjective Outcome Evaluation of the Community Programs

Participants and Procedures

Different community activities were organized and implemented by two
non-governmental organizations with both NCS and CS participants. After the
programs, principals and teachers were invited to complete a questionnaire. In
the present study, 18 principals and 74 teachers were involved.

Instrument

A semi-structured questionnaire consists of two questions asking respondents’
satisfaction on community exploratory and cross-cultural activities. Open-ended
questions are also included at the end for additional elaboration.

Analysis
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Percentages of principal and teachers satisfied and unsatisfied with the com-
munity exploratory and cross-cultural activities are calculated, and comments
from open-ended questions are categorized according to recurring themes.

Results

Over half of the principals and teachers (65.2%) were satisfied with the effec-
tiveness of both community exploratory activities and cross-cultural activities,
with only 7.6% unsatisfied for community activities and 5.4% unsatisfied for
cross-cultural activities. One principal and a few teachers commented that the
activities allowed NCS students to gain new life experiences and knowledge,
based on their previous knowledge. One principal and another teacher also

mentioned that the activities were pleasurable for the students.

6. Discussion

Overall, results indicate that using interventions under the H-S-C framework
was successful in improving the Chinese language proficiency of NCS students,
as evidenced by the longitudinal study which showed increasing Language Profi-
ciency Framework scores from K1 to K3. At any given time-point during this
period, NCS students receiving H-S-C framework-related interventions also
performed better than those who did not, meaning that the framework-related
interventions were more effective compared to current approaches for learning
and teaching of Chinese for NCS students. The successful of the H-S-C frame-
work was further confirmed by the case study on “top ten” students’ perform-
ance as well as the Quality Assurance reports from the Hong Kong government.

The effects of all the inputs within the three domains culminate in the overall
improvement in Chinese language proficiency and better social integration ob-
served in the experimental group of NCS students in this study. The capacity
building of NCS parents, principals, teachers, and MTAs in supporting NCS
students’ learning Chinese, and the development of appropriate differentiated
learning materials and community programs, together serve the common pur-
pose of recreating L1-like language learning environments for NCS students.
This hinges on home, school, and community domains playing their respective
roles.

Within the home domain, the study was the first of its kind in systematically
building the capacity of NCS parents in supporting their children to learn Chi-
nese as a second language, in the areas of parent awareness, parent Chinese lan-
guage proficiency, knowledge of community resources, schooling information,
and parenting skills. All home domain activities were well-received by parents
and after these activities, parents were more confident in using Chinese, and
they all agreed that they were better equipped to support their children in learn-
ing Chinese.

Evidence in the school domain interventions also points to the success in ca-
pacity building of principals and teachers. Firstly, the professional training pro-

grams were thought to equip educators with practical skills of effective teaching
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methods and enhance the awareness of the cultural diversity of NCS students.
Secondly, MTA, a post created to assist NCS students in learning Chinese in the
school environment, was perceived by principals and teachers as helpful in de-
livering CR teaching and learning in classes, as well as being the communication
bridge between schools and NCS parents. MTAs also thought themselves being
able to perform the intended roles in the classrooms and they were being
equipped with professional skills. Thirdly, the development of differentiated
teaching materials, was able to cater to diverse language abilities and cultural
backgrounds of NCS and CS students. The teaching materials were attractive to
facilitate students’ learning, and being culturally appropriate for both NCS and
CS students. The materials were also compatible with school-based curricula,
and also with the curriculum recommendations from the Hong Kong govern-
ment.

For the community domain activities, results indicated that they could pro-
vide experiential learning for NCS students to understand and integrate into
their local communities, with principals and teachers mentioning that the activi-
ties allowed NCS students to gain knowledge and life experiences.

The rationale behind adopting an H-S-C framework was to let NCS students
experience whole immersion in Chinese environment that would otherwise be
only available to local students with Chinese as their mother tongue in homes,
schools, and communities (Krashen, 1982; Long, 1996; Brown, 2007). Regarding
acquiring Chinese as a second language, it is generally thought that NCS stu-
dents learn Chinese only as a transitional stage. They are actually expected to
gain close to the L1 Chinese language competency under the local system. The
CS children’s acquisition of Chinese starts to happen naturally at home and in
their daily living. Chatting and socializing among peers in the community also
contributes to their mother-tongue development. By contrast, except through
formal school education, NCS students have limited exposure to environments
favourable to learning and practicing Chinese, and it is thus understandable that
their learning Chinese is obstructed to a certain extent. The constraint of less
exposure of NCS students can be ascribed to less local community participation
of some ethnic minorities in Hong Kong society.

To achieve the goal of enhancing effective learning of Chinese of NCS stu-
dents, the space of learning (Marton & Tsui, 2004; Tse et al., 2005) has to be cre-
ated by co-constructing the learning environments in the three domains of
home, school, and the community. The space of learning can be regarded as the
past experience of a learner that enables him/her to distinguish the differences
and similarities in the present learning condition. They should be aware of the
critical features of the learning object. This space can be widened if the learners
are provided with opportunities to explore the learning object (in the present
situation is the learning of Chinese). It is therefore essential to create changes by
building the capacities of parents, principals, teachers, and teaching assistants.
With improved Chinese language proficiency and better cultural exchange, NCS
students are benefited in their future academic studies, such as having better
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opportunities in Primary 1 transition. Also, the CR pedagogy provides NCS stu-
dents with a better sense of belonging to, and integration into the community.
Though collaboration among home, school, and community is promoted in
many places, few were well-structured and resourced for its full local implemen-
tation for early childhood education. Apart from kindergarteners, this H-S-C
approach is also applicable to primary school NCS students for learning Chinese.
Learning Chinese as a second or foreign language is a global trend. As reported,
there were 6.5 million candidates taking different kinds of Chinese Proficiency
Test, a proficiency test for non-native Chinese speakers, in 2017 (Xinhuanet,
2018). Though Cantonese as the spoken Chinese is discussed in the present pa-

per, the H-S-C framework is applicable to Chinese learners all around the world.

7. Conclusion

The “C-for-Chinese@]C” project is well-resourced with lots of intervention pro-
grams. It is influential to academics, parents, educators, social workers as well as
policymakers. As proven in the present paper, the concerted effort from home,
school, and community domains is the most effective way to support NCS stu-
dents; thus it is ideally to have interventions in all three domains. If there is
concern about resource, it is suggested to start with the child’s microsystem (i.e.,
parents and teachers) as it has most impacts on one’s development. Building the
capacity of parents and teachers is probably the first step to enhance the learning
effectiveness of NCS students. The study also shows that, for improved learning
of Chinese for NCS kindergarten students, the reconstruction of an L1-like en-
vironment, through the implementation of an H-S-C framework, should be put
into local practice in order to benefit more NCS students.

This paper presents a general validation using multiple sources of evidences,
rather than in-depth validation of every single program or activity because of
space constraints. Moreover, with limited page length, it is out of the scope of
this study to go into all of the many principles behind the implementation of the
H-S-C model. It is hoped that these aspects could be addressed in more focused

studies in the future.
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