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Abstract

Reading Chinese characters is essential to Chinese language learning, particularly in Chinese
literacy development. Abundant studies have focused on the Chinese character acquisition by
Chinese children and CSL/CFL (Chinese as a second/foreign language) learners, but a few on
CHL (Chinese as a heritage language) learners to date. The purpose of this study is to
investigate whether there are developmental differences in reading Chinese characters among
adult CHL and non-CHL learners at the elementary, intermediate, and advanced Chinese
levels in Vietnam, and if so, whether their Chinese character reading achievement could be
affected by L2 Chinese learning motivation and the frequency of attending extracurricular
Chinese activities, and whether there are influences of the CHL and non-CHL learners’
perspectives of the class instruction and textbooks on their Chinese character reading
achievement. This study adopted quantitative and qualitative methods with a cross-sectional
design to probe into the research questions by conducting an online Chinese character reading
test and Chinese learning questionnaire with each participant. A total of 181 (89 CHL and 92

non-CHL learners) valid answer sheets were received.

The results suggest that there were commonalities and differences in the development of
Chinese character reading achievement among adult CHL and non-CHL learners. Generally,
the elementary CHL and non-CHL learners had the same performance in reading Chinese
characters, but the CHL group obtained higher Chinese character reading scores than the non-
CHL group at the intermediate and advanced Chinese proficiency levels. Moreover, the
average L2 Chinese motivation and the frequency of extracurricular Chinese activity

engagement of the CHL learners were significantly higher than the average motivation and



il
frequency of the non-CHL learners. Furthermore, for both CHL and non-CHL groups, the
learners with higher L2 Chinese learning motivation and engagement frequency of
extracurricular Chinese activities tended to have better Chinese character reading
achievement, and the students with higher motivation to learn Chinese generally had a higher
frequency of attending extracurricular Chinese activities. The results suggest a positive
predictive effect of L2 motivation on the Chinese character reading achievement, with the
extracurricular Chinese engagement frequency as a significant mediator. On the other hand,
the relationships among the L2 Chinese character reading achievement, L2 motivation, and
the frequency of extracurricular Chinese activity engagement in the non-CHL group were
relatively stronger than that among the CHL group. Additionally, the students’ views on
Chinese character instruction may also influence their character learning achievement. The
CHL learners seemed to be more interested in learning Chinese characters’ history, culture,
and knowledge. The students who embraced more positive attitudes toward learning Chinese
characters tended to have more confidence in reading Chinese characters and gain better
achievement. Also, both CHL and non-CHL learners held some negative views of Chinese
character instruction in their current textbooks. Pedagogical implications of teaching Chinese
characters to the CHL and non-CHL learners are discussed. Overall, this study is committed
to providing some innovative insights into learning to read Chinese characters among adult
CHL and non-CHL learners in Vietnam, both in the academia and practical realm.

Keywords: CHL and non-CHL learners in Vietnam, Chinese character reading, L2

Chinese motivation, extracurricular Chinese activities, views on Chinese character instruction
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Chapter 1: Introduction

1.1 Background of the study

Chinese characters can be seen as the soul of this language. They are not only the basic units
of the Chinese writing system, recording oral Chinese, but also a symbol of Chinese culture,
bearing over 5,000 years of history. Reading Chinese characters is essential to Chinese
language learning, particularly in Chinese literacy development. It is one crucial indicator of
one’s Chinese language ability. Chinese character identification plays an important role in
reading as it first is the result of the visual print decoding and meanwhile is the source of
sentence processing, or the preparation for reading the text accurately and fluently (Perfetti,
1999). Learning to read Chinese characters is as important as learning to recognize the letters
and words in English. If the learners did not know the commonly used Chinese characters,

their study journey of the Chinese language would remain stagnant.

However, learning Chinese characters has long been assumed as a difficult task for the
learners of other languages, especially the alphabetic language users. Compared with the
linear scripts of alphabetic languages, Chinese writing system has very different features,
such as the deep orthography, complex structures, and the unclear relationship between
Chinese characters and words, etc. All these features make it challenging to master a great
number of Chinese characters. On the other hand, in spite of such enormous Chinese
characters, one can read most Chinese materials in daily life after learning those commonly

used modern Chinese characters. The State Language Commission, Ministry of Education of
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the People’s Republic of China published Xiandai hanyu changyong zibiao [Basic Vocabulary
Table of Modern Chinese Characters] in 1988, which listed 2,500 commonly used Chinese
characters covering 97.97% of the daily information as well as another 1,000 secondary
common characters covering 1.51% (p. 7). Also, the Commonly Used Chinese Characters
581 “can cover with 80% characters on newspapers, the Internet, radio and TV programs”
(Wang, 2000, p. I). The 800 Chinese Characters (2009) is specially compiled for overseas
Chinese learners of other languages to learn the 800 commonly used Chinese characters in
daily life. Each Chinese character is equipped with example vocabulary and sentences in this
dictionary. In addition, these common Chinese characters usually have a solid ability to
construct complex characters (e.g., “ 77 /fang/ [square]” — “i5/fang/ [visit]”, “7k/fang/

9% W

[release]”, “ 5 /fang/ [house, room]”, “[/7/fang/ [guard against]”, “77/fang/ [fragrant]”, etc.),
and to form a range of words (e.g., “77 /fang/ [square]” — “77 %/fang {4/ [method]”, “ 77
/fang xiang/ [direction]”, “77 1&/fang bian/ [convenient]”, “ 7k 77 /dong fang/ [east]”, “ A 77/da
fang/ [generous]”, etc.). Recently, the newest Chinese Proficiency Grading Standards for
International Chinese Language Education stipulates that L2 learners can recognize 3,000
Chinese characters when they reach the advanced level (Liu et al., 2020). Moreover, more
than 80% of the modern Chinese characters are semantic-phonetic compounds (Zhou, 1978),

in which we can find some regular rules to facilitate the learning process. Viewed this way,

learning to read Chinese characters seems not to be so hard.

According to Chinese Proficiency Grading Standards for International Chinese Language
Education (GF 0025-2021) (2021, pp. 2-8), L2 learners are required to recognize more
Chinese characters than to write them. In today’s digital era, people spend more time typing

words than writing. Albeit it seems that writing a lot of Chinese characters is not as necessary
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as before, learning to read in Chinese is still very important. Recognizing Chinese characters
is the first step to reading in Chinese. Since reading (input) and writing (output) Chinese
characters belong to two different domains of language competence as they involve different

mechanisms, the scope of this study is confined to reading Chinese characters.

Learning to read Chinese characters is a dynamic developmental process in which the
learners need to grasp much analytic processing knowledge, such as identifying the structural
types, numbers and patterns of strokes, semantic and phonetic radical knowledge, component
combination regularities, the function of word-generation, etc. Considerable studies have
investigated the Chinese character learning by college students of lower Chinese proficiency
in the USA or the international students at Chinese tertiary institutions, but there is a scarcity
of research paying much attention to the learners of diverse backgrounds, such as the Chinese
heritage language (CHL) learners and Chinese as a foreign language (CFL) learners in other
countries and regions (Ke, 2020). Therefore, this study is committed to investigating the
Chinese character reading development with an eye to the adult CHL and non-CHL learners
in Vietnam. The non-CHL learners herein refer to those who are learning Chinese as a foreign

language but have no relation to Chinese origins.

There are two main reasons for focusing on Vietnam: First, a significant number of ethnic
Chinese are living in southern Vietnam, and many Vietnamese students are learning Chinese
as a second or foreign language. Second, the modern Vietnamese people use the alphabetic
writing system (e.g., Chit Han [Chinese characters], sach [book], etc.), which is similar to
French or English. Although their written scripts are different from Chinese characters in
configuration, many Sino-Vietnamese words have similar pronunciation and meaning to the

words in Chinese. Thus, the status-quo of their Chinese character learning is worthy of great



attention.

Culturally and historically, Chinese language education has a long history in Vietnam.
Vietnam is one of the countries in the “Chinese cultural circle”, but Vietnamese locals feel
much difficulty in learning Chinese characters because of their alphabetic writing system. In
ancient times, Vietnamese people had borrowed Chinese characters to create their own square
characters. However, due to the historical, political, and practical reasons, Vietnamese
characters had been superseded by the alphabetic writing system since the later stage of the
19th century (Chen, 2018). Nowadays, some Chinese characters are still seen in the ancient
architecture in Vietnam. If the young generations want to know about their ancestral history,
they will learn the ancient characters to a great extent. This could be the cultural and

motivational considerations for choosing Vietnamese students in this study.

Practically, most teachers and students usually pay more attention to Chinese communication
skills rather than Chinese character learning (Guan, 2011; Zhou, 2019). Through several field
visits, Zhou (2019) found that most Vietnamese students at universities and language training
institutes had less access to a large number of Chinese characters, and they usually developed
listening and speaking skills first, followed by reading and writing skills. Furthermore,
Chinese character instruction is often mixed with the vocabulary and conversation learning at
most schools. Many local teachers only spend a short time introducing the key Chinese
characters appearing in the conversations in textbooks but ignore illustrating the features of
Chinese characters, such as the combination rules of character components (Li, 2011; Wang

& Zhu, 2011).

In the use of teaching materials, there is a shortage of appropriate textbooks and workbooks



for the local students to learn Chinese characters. The institutions usually adopt textbooks
written in mainland China, Hong Kong or Taiwan, and many local Chinese teaching materials
are somewhat out-of-date (Chen, 2018). Therefore, with the growing number of Chinese
language learners in Vietnam, many current textbooks and workbooks have failed to meet the
high quality and suitability of learners’ demands. Notwithstanding there are some excellent
teaching materials that combine with the local Vietnamese culture, numerous textbooks are
topic-oriented with less focus on systematic Chinese character instruction. Li (2019) analyzed
one typical L2 Chinese textbook, Experiencing Chinese-Living (also used to teach college
students in this study) and investigated the users’ satisfaction via surveys and interviews. The
author found that the Chinese character reading appears in authentic contexts and is all topic-
related words. Still, only 53.88% of students considered that this section was helpful to their

Chinese character learning.

Based upon the extant studies on Vietnamese students, it seems that the current L2 Chinese
character instruction and textbooks are waiting for improvement and renewal. The previous
research focused more on the teaching pedagogies and the analysis of textbook contents, but
a majority of them seem to be too general to reap a deep understanding of the Chinese
character learning by CHL and non-CHL learners in Vietnam. Moreover, some studies on the
learners’ perspectives of Chinese character instruction and textbooks seldom considered the
students’ complex backgrounds. In other words, the views of the CHL and non-CHL learners

tended to be intermingled in these studies.

When it comes to L2 Chinese learners’ backgrounds, the commonalities and differences
between the CHL and non-CHL learners cannot be neglected. Both CHL and non-CHL

learners grow up in a non-Chinese speaking country or region and learned Chinese as a
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second or foreign language. At school, they usually have Chinese classes in one classroom
and seldom use Chinese after class. Some universities have set up separate classes for CHL
and non-CHL learners in recent years as more and more scholars have indicated the
differences between the two groups of learners. CHL learners could differ from non-CHL
learners regarding their language development, cultural contexts, and sociopsychological
factors. Broadly speaking, CHL learners usually have better Chinese aural and oral skills than
their non-CHL counterparts, and their knowledge of Chinese characters and vocabulary might
expand rapidly during the Chinese learning period. They are inclined to have more interest in
their family connections, Chinese history, culture, and society (Guo & Wang, 2018; Luo et
al., 2019). Also, the CHL learners’ identity seems more complex than non-CHL learners.
Their desire for connections to the heritage culture plays a vital role in the Chinese heritage
language development (He, 2006). In other words, due to the family influence, the CHL
learners’ L2 motivational orientations in learning Chinese and their learning environment

outside the classroom could be different from the non-CHL learners to some extent.

Taking the above research backgrounds into consideration, I have great motivation and
enthusiasm to investigate the Chinese character reading development of the CHL and non-
CHL students in Vietnam. Speaking of my personal experience, I used to be a Chinese
teacher abroad. I encountered some issues like students’ discouragement in learning Chinese
characters, the mixed classrooms of the CHL and non-CHL learners, a shortage of appropriate
local textbooks for learning Chinese characters and meeting the different needs of CHL and
non-CHL learners, etc. One of my good friends, a local Vietnamese teacher of Chinese, also
told me about such problems. These personal reasons have convinced me of my research
interests in this topic, especially with an eye to the Chinese character reading achievement of

CHL and non-CHL learners at the different learning phases. And I want to explore whether



there are influences of individual differences and their perspectives of Chinese character

instruction on the development of Chinese character reading achievement.

1.2 Statement of problems and research questions

In light of the study background and my research interests, several problems are waiting for
investigation in this study. A plethora of studies have yielded abundant findings in Chinese
character acquisition by CSL/CFL learners in terms of various Chinese character knowledge
or awareness, but we know little about the conditions of CHL learners. Few extant studies
systematically compared the Chinese character reading development between the CHL and
non-CHL learners. Moreover, previous studies suggest that the CHL and non-CHL learners
are found to be different in Chinese language development, L2 motivation, and learning
environment under their respective social and family contexts. Hence, could such individual
variances affect the development of their learning achievement in reading Chinese
characters? Additionally, the CHL and non-CHL learners receive the same Chinese
instruction and use the same textbooks at some universities. With respect to the formal
Chinese character teaching and learning opportunities, do the CHL and non-CHL learners
have different views? And could their perspectives on class and textbook Chinese character

instruction influence the Chinese character reading outcomes?

To investigate these problems, I would like to raise three specific research questions:

(1) Are there developmental differences in learning Chinese character reading among adult
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CHL and non-CHL learners in Vietnam? If yes, what are the differences and commonalities?

The first research question sets the research scope to the Chinese character reading, including
the single Chinese character reading and two-character word reading. There are two main
reasons for including the two-character word reading: One is the close relationship between
Chinese characters and words, and there are thousands of disyllabic vocabularies in modern
Chinese. Another reason is that L2 Chinese learners usually learn Chinese characters from the
topic words in their textbooks. Moreover, the research subjects are the CHL and non-CHL
college students of different Chinese levels in southern Vietnam. Their Chinese proficiency
level was determined by the HSK test (A standardized international Chinese proficiency test
for non-Chinese native speakers). In this study, I intended to compare the Chinese character
reading achievement of the CHL and non-CHL learners at the elementary, intermediate, and
advanced Chinese levels. Since previous studies suggest differences between CHL and non-

CHL learners, I raise the following two questions.

(2) Are the differences in CHL and non-CHL learners’ Chinese character reading achievement
affected by their L2 Chinese learning motivation and frequency of extracurricular Chinese

activity engagement?

The second research question emphasizes the internal and external factors that might be
related to the development of Chinese character reading achievement among the CHL and
non-CHL learners. One internal factor might be L2 Chinese learning motivation. The external
factor could be the individuals’ informal learning contexts, such as the frequency of attending
extracurricular Chinese activities, as the CHL and non-CHL learners receive the same content

in their Chinese class. It is hypothesized that the CHL and non-CHL learners’ L2 motivation



might affect their frequency of attending extracurricular Chinese activities. It is also
hypothesized that the differences between L2 Chinese learning motivation and the frequency
of extracurricular Chinese activity engagement of the CHL and non-CHL learners might

affect their Chinese character reading achievement.

(3) Are the differences in CHL and non-CHL learners’ Chinese character reading achievement

influenced by their views on the formal instruction in class and textbooks? How?

The third research question explores the CHL and non-CHL students’ Chinese character
learning from the learners’ self-perspectives, different from those previous studies mainly
focused on learners’ cognitive knowledge development in Chinese character acquisition. The
learners’ attitudes toward the learning content may influence their learning outcomes. Thus,
we want to understand how the CHL and non-CHL students view their Chinese character
instruction in class and textbooks and whether their views might influence Chinese character
reading achievement. This question is related to the first two research questions and could

also provide some insights for classroom instruction and textbook improvement.

1.3 Objectives and significance of the study

Based on the research backgrounds and problems, there are three primary objectives in this
study. Firstly, this study aims to compare the Chinese character reading development of adult
CHL and non-CHL learners in Vietnam. In general, CHL learners are linguistically, culturally,

and psychologically different from non-CHL learners to varying degrees (Guo & Li, 2016;
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Guo & Wang, 2018; Luo et al., 2019). Many studies have found that CHL learners tend to
have better Chinese aural and oral skills than non-CHL learners, but few studies have focused
on a systematic comparison between their Chinese character learning. The researchers
consider that their Chinese literacy skills gradually develop during the later study period,
similar to other CFL learners. Secondly, this study aims at finding the internal and external
factors that might be correlated to the Chinese character reading achievement of the
Vietnamese CHL and non-CHL learners at the elementary, intermediate, and advanced stage,
in regard to their L2 Motivational Self System (L2MSS) in learning Chinese Mandarin and
the frequency of attending extracurricular Chinese activities. Thirdly, this study expects to
explore whether and how the Chinese character reading development of the Vietnamese CHL
and non-CHL learners might be influenced by their views on the Chinese character
instruction in class and in textbooks. By and large, study aims at providing the systematic and
dedicated pedagogical implications for the Chinese character teaching and learning among
the adult CHL and non-CHL learners in Vietnam, as well as suggestions for textbook

improvement if applicable.

The significance of this study also lies in three aspects. Firstly, the research findings
hopefully can provide a general picture of the Chinese character reading development of
adult CHL and non-CHL learners in Vietnam. To my current knowledge, copious studies have
paid attention to the Chinese character acquisition of Chinese children and CSL/CFL learners,
but less research has been conducted in exploring the Chinese character reading of the CHL
learners and comparing them with the non-CHL learners in a non-Chinese speaking
environment. There is a significant number of Chinese diaspora in southern Vietnam. Many
of them and their descendants learn Chinese as a second language, but usually together with

non-CHL learners at school. Seeing that there is a dearth of empirical studies focusing on the
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CHL learners in Vietnam, we currently have a vague understanding of their Chinese character
learning development. If significant differences can be found in reading Chinese characters
between the CHL and non-CHL learners, it would lead us to establish a new model of L2
Chinese character learning by the CHL and non-CHL learners, which is deficient and

controversial in extant studies.

Furthermore, the quantitative and qualitative research findings can provide important
pedagogical implications for the local teachers, students, and Chinese textbook developers, to
help them improve the local Chinese character teaching and renew the textbooks. A plethora
of research has investigated the learners’ cognitive development in learning Chinese
characters, while the students’ individual factors and their learning contexts are somewhat
neglected, to which I hope to provide sufficient data to tell the readers a more comprehensive
story. It is anticipated that the CHL and non-CHL learners’ perspectives of Chinese character
instruction and their Chinese character reading results would enhance the local teachers’ and

students’ awareness of improving the Chinese character learning efficiency to some extent.

In addition, the research methods in this study may provide some reference significance for
the data collection methods in the present emergency online teaching and learning period
(such as developing the online testing platform). Although the classroom teaching and data
collection have been greatly influenced by the worldwide Covid-19 pandemic in recent three
years, we developed an online Chinese character reading test platform to collect the instant
voice recording and word translation data in the online classroom. Also, such methods and
results could be of some reference value to the studies regarding the CHL and non-CHL
learners in other countries and regions. Overall, the significance of this study is all about

filling in the research gaps not only in the theoretical framework but also in Chinese character
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teaching and learning overseas, by contributing some knowledge to the academia of teaching
Chinese as a heritage/foreign language and suggesting implications to L2 Chinese learners

and Chinese instructors.

1.4 Overview of the rationale

Many factors mutually decide the L2 achievement of learning Chinese characters, such as the
learners’ home background, previous language learning experiences, learning strategies,
teaching methods, etc. (Sung & Wu, 2011). In this study, the primary focus is to compare the
CHL and non-CHL learners in learning to read Chinese characters. Therefore, the main
differences between the two groups of learners are taken into consideration, such as their
home backgrounds, Chinese learning motivation, and learning environment. In general terms,
the theoretical framework of this study is enlightened by Spolsky’s general model of second
language learning, comprising of Chinese character knowledge and reading model, L2
Motivational Self System, and the formal and informal Chinese learning contexts of the CHL
and non-CHL learners. The subsequent paragraphs will give a brief overview of each

component.

Firstly, Spolsky’s general model of second language learning highlights the crucial roles of
the learners and situations interplayed in linguistic achievement. In short, the social context
influences the learners’ attitudes and motivation to learn the target language. These, together
with other personal elements, make the learners use formal or informal learning opportunities

accordingly. Finally, the interaction of the individual diversity and the social context would
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affect the “linguistic and nonlinguistic outcomes” (Spolsky, 1988, pp. 384-387). Therefore,
under this theory, I propose a simple model on the development of Chinese character reading
achievement by the CHL and non-CHL learners and the potential factors in this study. In
other words, the different socio-cultural and family contexts of the CHL and non-CHL
learners may influence their Chinese learning motivation and how they make use of the
formal and informal learning opportunities, which then ultimately might lead to different

learning outcomes.

Secondly, in terms of reading Chinese characters, one’s ability to recognize a Chinese
character refers to knowing its orthographic form, meaning and pronunciation. Reading
Chinese characters involves three dimensions: orthography, phonology and meaning. The
tricky problem is that one may not pick up the phonological information directly from the
Chinese character’s orthography. Very different from the alphabetic languages which are
written based on their pronunciation, Chinese characters are more closely to the meaning they
represent. Historically, Chinese character reading was viewed as orthography-meaning
mappings (Perfetti et al., 2005). However, this concept was supplanted by later research
which compared English and Chinese word reading and proposed the Universal Phonological
Principle (UPP) (Perfetti et al., 1992; Tan & Perfetti, 1998). In brief, Chinese character
reading does involve the activation of phonology, even reading for meaning. Perfetti and his
colleagues conducted a series of empirical studies on Chinese characters’ meaning and
pronunciation judgment tasks and found solid evidence that reading for Chinese characters’
meaning would automatically activate the pronunciation of the whole character (Liu et al.,
2003; Perfetti & Zhang, 1995; Spinks et al., 2000; Zhang et al., 1999). In addition, the
Lexical Constituency Model highlights the interrelationships among the orthography,

phonology, and semantics (Perfetti & Liu, 2006). These three constituents are mutually
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activated in the process of recognizing a Chinese character. Moreover, they added radicals
into the Lexical Constituency Model to demonstrate that radicals are important orthographic
units in Chinese characters. But this model failed to incorporate those unreliable phonetic and
semantic radicals. Because of these indispensable elements in reading Chinese characters, a
great number of studies have conducted different experiments to instantiate their effects on

Chinese character acquisition.

Thirdly, as one critical individual factor, motivation plays a significant role in L2 Chinese
learning. Some scholars indicate that L2 Chinese learners’ better development of Chinese
character knowledge might associate with their higher learning motivations and positive
attitudes (Chen, 2019; J. Zhang, 2016), but no more quantitative or qualitative evidence so far
can be reached in the study of Chinese character learning by CHL and non-CHL learners. To
this end, this study intends to integrate the motivational factors of L2 language learning into
the theoretical framework to investigate the relationship between the CHL and non-CHL

learners’ motivation in learning Chinese and their Chinese character recognition achievement.

Early theories on L2 motivation underscore the “integrative” and “instrumental” orientations,
with the former referring to L2 learners’ interest in successfully integrating into the cultural
community of the target language, and the latter referring to the pragmatic and utilitarian
benefits from learning that language (Gardner & Lambert, 1972; Gardner, 1985). This
theoretical framework was later extended by Dornyei and his colleagues. They supplemented
more motivational elements, such as the learners’ attitudes, vitality of the L2 community,
milieu, self-confidence, and cultural interest (Csizér and Dornyei, 2005). Recent decades, a
new orientation in this field turns to focus on L2 learners’ Motivational Self System, in which

the ideal L2 self, ought-to L2 self, and L2 learning experience are three chief components to



15

explain the motivation of learning a foreign/second language. The ideal L2 self refers to L2
learners’ desire to become a target-like speaker; the ought-to L2 self refers to L2 learners’
attributes to meet the expectations from their social environment; and the L2 learning
experience refers to L2 learners’ positive engagement in their L2 learning process, including
the class environment, teaching methods, the influence of language teachers and partners, etc.
(Dornyei and Ushioda, 2009; 2011). In short, these L2 motivational models remind us of the
important relationship between L2 development and the learners’ subjective initiative in their

social contexts.

Fourthly, the frequency of exposure to the target language is another component that might
affect L2 Chinese character reading achievement in my conceptual framework. According to
the input hypothesis (Krashen, 1985), comprehensible input and output theories (Swain,
1985), and the input-related factors in language learning (Ellis, 2002, 2006; Schmitz, 2010),
the formal and informal learning opportunities of L2 learners should be attached to great
importance. Under the formal and informal learning contexts, the learners may have a
variable frequency of exposure to language input and intake. Likewise, the frequency of the
language input appearing in the learners’ study environment might also affect their learning
outcomes. Schmitz (2010) opined that frequency contributes to language learning as one
significant input-related factor. The frequency effects are found in various linguistic
knowledge processing (Ellis, 2002). Furthermore, with respect to L2 vocabulary acquisition,
incidental learning could also have some contributions. The learners may acquire the
vocabulary knowledge unintentionally when they read or hear the target language in daily life
(Nation, 2013; Paribakht & Wesche, 1999; Shu et al., 1995). In this regard, it is hypothesized
that the CHL and non-CHL learners might experience the incidental learning process when

they engage in some after-class Chinese activities, so I am going to examine whether their
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frequency of exposure to Chinese could affect the achievement of learning to read Chinese

characters.

In addition, considerable previous studies suggest that there exist differences in Chinese
language learning environment between the CHL and non-CHL learners. Based on the
general model of second language learning, I incorporate the curricular and extracurricular
Chinese learning contexts of the CHL and non-CHL learners into my conceptual framework.
In this study, the curricular Chinese learning context refers to the Chinese character
instruction in class and textbooks (formal learning opportunities), while the extracurricular
Chinese learning context refers to the learners’ frequency of attending after-class Chinese
activities (informal learning opportunities). For the formal learning context, I intend to
explore the CHL and non-CHL learners’ views on class and textbook instruction and whether
their perspectives are related to the Chinese character reading achievement. For the informal
learning context, I intend to investigate the relationship between the learners’ Chinese
character reading achievement and their frequency of extracurricular Chinese activity

engagement.

1.5 Definition of key terms

This section gives a brief introduction of the definition and scope of each key term in this

study to avoid confusion. More details can be seen in Chapter 2.

CHL learners: CHL learners are those who grow up in a non-Chinese speaking country but
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can speak or at least understand some Chinese, as their heritage language, at home and in the
community, and they have more or less ethnolinguistic connections to Chinese cultural
heritage but embrace a wide range of imbalanced Chinese linguistic skills in different
domains (He, 2006, 2018; He & Xiao, 2008). In this study, the CHL learners’ ethnic group is

Hoa (Chinese origin) in Vietnam.

Non-CHL learners: Non-CHL learners are those who have no affiliations to the Chinese
language and culture in their household but learn Chinese as a foreign or second language
under formal instruction. In this study, most non-CHL learners’ ethnic group is Kinh and one

Khmer student in Vietnam.

Chinese character reading: It refers to the learners’ ability to output accurate pronunciation
and meaning when looking at the print Chinese characters. In this study, a successful Chinese
character reading requires the learners to produce understandable pronunciation and the

correspondent Vietnamese meaning of the given Chinese characters.

L2 Chinese learning motivation: It refers to an internal drive for a person to exert efforts to
achieve some goals in learning Chinese Mandarin as a second/foreign language. Based on L2
Motivational Self System (Dornyei, 2005; Dornyei and Ushioda, 2009) and the nature of CFL
and CHL learners, this study accepts Lin’s (2018) motivational framework comprising of the
ideal L2 self, ought-to L2 self, L2 learning experience, family influence, intended learning

effort, instrumentality in promotion, and instrumentality in China and Mandarin (pp. 83-86).

Frequency of extracurricular Chinese activity engagement: Frequency refers to the times

that the target language items appear in L2 learners’ input. In this study, the learners’
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frequency of engaging in extracurricular Chinese activities refers to how often they speak
Chinese with family or friends, watch Chinese TV programs, listen to Chinese songs, visit the

Chinatown or Chinese market, read Chinese books, and write Chinese characters after class.

Views on Chinese character instruction: The views on Chinese character instruction are the
students’ perceptions of their Chinese character learning formal context, namely how the
Chinese characters are taught in class and textbooks. It reflects the L2 learning experience in

the L2MSS model.

1.6 Thesis organization

There are five chapters in the thesis:

Chapter 1 is the introduction of this study. It introduces the study backgrounds, including the
theoretical and empirical basis and my personal research interests. Following that, it states the
research problems and raises three research questions. It then introduces the study objectives
and significance, the overview of the theoretical framework and research design, the

definition of key terms, and the thesis structure.

Chapter 2 is the review of literature in terms of the relevant theories and empirical studies on
learning Chinese characters, CHL and non-CHL learners, L2 Chinese learning motivation and
frequency and language learning achievement, which then directs to the conceptual

framework, research gap and questions.
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Chapter 3 describes the mixed research methods and the pilot study in detail. It introduces the
information about the participants and setting and the research ethics. The research
instruments are online mode consisting of the Chinese character reading test, a Chinese
learning questionnaire, and open-ended questions probing the students’ views on Chinese
character instruction. Also, this chapter elaborates on the data collection procedures, the ways

for data coding and analysis, and the reliability and validity.

Chapter 4 demonstrates the research results and findings. To answer the RQs 1&2, it provides
the statistics description and analysis of the Chinese character reading test, L2 Chinese
learning motivation and the frequency of extracurricular Chinese activity engagement, and
the relationships among them. To answer the RQ 3, this chapter presents the core findings
from the students’ answers to the open-ended questions, with the themes and supporting

examples.

Chapter 5 is the final part that discusses the development of Chinese character recognition
among the CHL and non-CHL learners in Vietnam, the relationships between L2 motivation,
frequency, and Chinese character reading achievement, individuals’ perceptions of Chinese
character instruction, and the implications for overseas Chinese character teaching and
textbook development. This chapter concludes with a summary of the study background,
research questions, methods, main findings, significance, and a discussion of the study

limitations and suggestions for future research.
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Chapter 2: Literature Review

2.1 Chapter introduction

This chapter will introduce the main theories and some previous studies in relation to this
study and then lead to the research gap and questions. Based on my conceptual framework of
the present study, it is organized in five sections: Chapter introduction, reading Chinese
characters, CHL and non-CHL learners, L2 Chinese learning motivation and the exposure

frequency, Chapter summary and research gap.

As introduced in Chapter 1, the theoretical framework of this study is enlightened by
Spolsky’s general model of second language learning that features the interactions of the
learners and their learning environment played in language achievement. In brief, he indicates
that the social context (including family, community, and the state language policies) could
influence the learners’ attitudes and motivation to learn the target language. And L2
motivation with the individual traits, together make the learners use the formal or informal
learning opportunities accordingly. Finally, the interplay of the individual diversity and their
social context would affect the “linguistic and nonlinguistic outcomes” (Spolsky, 1988, pp.
384-387). llluminating by his model, I propose a simple framework for the development of
Chinese character reading achievement by the CHL and non-CHL learners in this study. To be
specific, the different sociocultural and family contexts of the CHL and non-CHL learners
may influence their Chinese learning motivation and how they make use of formal and
informal opportunities to learn Chinese characters, which then might lead to different

learning achievement ultimately. In this study, the formal learning opportunity refers to the
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Chinese character instruction in class and textbooks, while the informal learning opportunity
refers to the learners’ frequency of exposure to Chinese after class, or attending
extracurricular Chinese activities. The main contents in each section are briefly articulated as

follows.

The reading Chinese characters section (2.2) discusses three dimensions: Chinese characters,
Chinese character reading theory and empirical studies, Chinese character instruction in class
and textbooks. In the CHL and non-CHL section (2.3), I elaborate on three aspects: the
definition of CHL and non-CHL learners (including an overview of CHL learners in
Vietnam), comparing CHL and non-CHL learners, and learning Chinese characters by CHL
and non-CHL learners. The L2 Chinese learning motivation and frequency section (2.4)
discusses the diverse individual contexts in L2 language development, particularly in three
parts: L2 learning motivation; motivation, frequency, and second language learning

achievement; Chinese learning motivation and frequency of CHL and non-CHL learners.

2.2 Reading Chinese characters

2.2.1 Chinese characters

This sub-section will illustrate the nature and features of Chinese characters, as well as the
relationship between Chinese characters and words. Only if we have a clear knowledge of

Chinese characters can we better promote teaching and learning. First and foremost, it is
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important to distinguish the nature of Chinese character as a symbol recording the speech and
the nature of its representations (Qiu, 2013, p. 10). In general, a Chinese character has a
pronunciation and meaning at the language level, but it also has a complex structure and
formation which is different from the alphabetic scripts. The pronunciation and meaning of a
Chinese character are actually the pronunciation and meaning of the word represented by that

character, while the character pattern is the written form (Qiu, 2013, p. 109).

Chinese character is a written symbol for recording the Chinese language. The nature of it is
morphemic-syllabic writing (Qiu, 2013, p. 18), or morphosyllabic writing system (DeFrancis,
1989). For example, “Z” this character is used to record the pronunciation /jia/ with the
meaning [family]. Here, /jid/ is a one-syllable word, and it is also one morpheme. Moreover,
the disyllabic morpheme “%j % [grape]” has two characters “# /pt/” and “%j /tao/”. The
relationship between Chinese characters and morphemes is complicated. In short, there are
five situations: (1) one character is a monosyllabic morpheme, such as “/]N/xido/ [small]”; (2)
one character is a monosyllabic non-morpheme, such as “=5/tin/” (but =5 /&/tin t&/
[uneasy]” is a morpheme); (3) one character is a monosyllabic polymorphemic word, such as
“J&/qing/ [clear, quiet, distinct, completely]”; (4) one character is a polysyllabic
polymorphemic word, such as “it/hai/ [yet], ©/huan/ [return]”; (5) the variants of a

character, such as “I&/2% /feng/ [peak]” (but this situation is uncommon in modern Chinese).

Furthermore, the simplified and traditional Chinese characters are concurrently used in China
nowadays, with the former in mainland China and the latter one in Hong Kong, Macao, and
Taiwan. Since the simplified Chinese characters are taught in international Chinese language

courses, the traditional characters are out of the scope in this study.
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On the other hand, as the basic unit of the logographic writing system, Chinese character is of
two-dimensional structure, comprising of strokes and components. Each Chinese character
can accommodate in a square. Strokes (i.e., lines and dots) are the first level when writing
Chinese characters. A stroke is completed by the pen touching the paper and then raised.

There are eight basic stroke types: dot ( ), horizontal line (—), vertical line ( | ), left-falling

stroke ( /), right-falling stroke ( \. ), hook stroke ( | ), lifting stroke (-), and turning stroke

(" 1). Strokes make up components, and the components constitute the characters. Some
components are the independent characters (e.g., %, 7K, etc.) while some components are
non-character forms (e.g., 7 , 7 ,etc.). In view of the configuration, Chinese characters can
be divided into single/independent characters and compound/combined characters. The single
characters are the basis of many compound characters, but they only account for a very small
percentage. Over 90% of Chinese characters are combined forms (Han, 2009, p. 82).
Different from the alphabetic scripts with letters placed transversely and linearly, there are
three main structures of the compound characters: left-right, top-bottom, and
(half)surrounded (e.g., #+/%/[E). This feature makes a character well-fitted in a squared box.
Furthermore, the combination rules of the components forming Chinese characters are also
worth attention. Although some components can appear anywhere in a character (e.g., “H” in

“v7[eat]”, “F1[and]”, “7&[dull]”, “Z[apricot]”, “E [nation]”), some components have their

7

exclusive positions (e.g., “7 > appears on the left side; appears on the top). The major

structural types of modern Chinese characters are seen in Table 1 below.
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Table 1 Fundamental structures of Chinese characters

Structure Examples

Single-component characters — . N WL FELOARD AL AL Kete
Compound characters

left-right Ry #F. Mo, L FEL URL 2. M7, . 3F etc

=
==
p

s
~s
55
7/
<l
F
7/

left-middle-right M. B W oM. AL B ete

top-bottom . & X B E 5K EEE, Fetc
top-middle-bottom .2 CE ¥ B.E.E. B, A, Eetc
half-surrounded B, m. N, B, B, E. A B, X Fetc
surrounded A. B, 5. B. B, @, ®. FH. K. & et

Note. Other structural type like: & . #x. . . #. 4% etc.

Another important concept within Chinese characters is the radicals which refers to the
functional constituents in compound characters cueing the meaning or pronunciation of that

character (Anderson et al., 2013; Shen & Ke, 2007), such as the semantic radical “%¥ (hand)”
in “#7 (hit)” “#Z(put, wave)” “#(copy)”, etc. The semantic radicals can be seen as the head of

a group of Chinese characters which share the same ideographic components. It should be
noted herein that the radicals in Chinese characters are not equal to the components. In short,
“Radicals are components, but not all components are radicals” (Han, 2009, p. 81). The major
components can be further divided into subcomponents which have their own independent
meaning or pronunciation but lose their semantic and phonetic functions within the

compound characters (Shen & Ke, 2007). For example, one major component “%4” in “1%”
consists of two subcomponents “~7> and “#%”. In other words, the phonetic components of

the phonogram characters are not radicals as they only represent the pronunciation.
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In addition, it is crucial to know the formation methods of Chinese characters, as it will help
us better understand the structure and nature of Chinese characters. A well-known saying
goes to Xu Shen (Eastern Han Dynasty)’s “Six Category Theory”. Based on this formulation,
Chinese characters can be categorized into pictographs, indicative characters (self-
explanatory characters), associative compounds, phonograms (semantic-phonetic

compounds), mutually explanatory characters, and phonetic loan characters.

The pictographic characters represent things visually (e.g., 1Li/shan/ [mountain]), and the
indicative characters use the symbolic signs to imply the meaning (e.g., _L/shang/ [up], T
/xia/ [down]). The pictographic and indicative characters constitute a small proportion in
modern Chinese character family, and they are of independent structure that cannot be
divided into more components. The associative compounds are created by two or more
ideographic characters. They combine together to form new characters with new relevant
meanings (e.g., 9H/ming/ [bright] is composed of Fl[sun] and A [moon]). The phonogram or
semantic-phonetic compound characters are very common (more than 80%) in modern
Chinese (Zhou, 1978) or even estimated at over 90% to date (Xing, 2015, p. 301). They are
composed of a semantic radical directing the meaning and a phonetic constituent indicating

the pronunciation information (e.g., #¥/qing/ [sunny] consists of the semantic radical H [sun]

and the phonetic component & /qing/).

However, in effect, the mutually explanatory characters and phonetic loan characters are two
ways of using characters, but not the formation methods. The mutually explanatory characters
are a group of characters with the same components, same meanings, and similar

pronunciations. Ancient Chinese people explained one character by referencing to another
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(e.g., “F” & “Z#”). This category is controversial among scholars, and actually, there is no
need to distinguish them in modern Chinese (Qiu, 2013, p.107; Tang, 2005, p. 58). The
phonetic loan characters are borrowed characters to represent a new meaning. To be specific,
the ancient Chinese used the existing characters (borrowing the sound) to record the words

that did not have written forms. For example, the shape and pronunciation of “4¢.”(/hua/
[flower]) are borrowed to express another meaning “spend”, so the “%”(/hua/ [spend])

becomes a phonetic loan character. Also, there are many phonetic loan characters having
different shapes but the same pronunciation as their original characters. Because of lacking
sufficient characters, there were a great number of phonetic loan characters in the Shang and
Zhou Dynasties (17th-256 BC) (Han, 2009, p. 75). These two types of characters are
analyzed from the etymology lens but do not directly relate to character structure (Myers,
2019, p. 8). The mutually explanatory characters and phonetic loan characters are mainly
discussed in ancient Chinese texts and are regarded as two ways of using characters. At the
same time, the pictograph, indication, associative compounds, and semantic-phonetic
compounds are nowadays recognized as four formation methods of Chinese characters (Xing,
2015, p. 298). Therefore, this study will focus on the pictographs, indicative characters (self-
explanatory characters), associative compounds, and phonograms (semantic-phonetic

compounds) when investigating L2 Chinese character reading achievement.

Besides what have been covered above, the last but essential point is the relationship between
Chinese characters and words. It is universally acknowledged by many linguists that
characters and words belong to two different domains, with the former in the writing system
whereas the latter in the language system. However, the situation becomes complex in
research of ideographic writings as the written forms directly or indirectly reflect human’s

thoughts (Saussure, 2006, 2011). Chinese character is the basic structural unit of the Chinese
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language (Xu, 2001, p.373). As mentioned previously, Chinese characters are morphemic-
syllabic scripts, and we have learned the intricate relationship between Chinese characters
and morphemes. They are the graphical representations of spoken morphemes (Myers, 2019,
p. 3). In general terms, Chinese characters can document single words, morphemes, and
meaningless phonetic symbols. Furthermore, with the long-term development of the Chinese
language, disyllabic words account for a dominant position in modern Chinese. In other
words, there are a great number of two-character words appearing in Chinese people’s daily
utterances. It is reflected in modern Chinese instruction textbooks. The Chinese characters
bear a close relationship to the words. Chinese characters play a vital role in distinguishing
the homophones, and the learning of words supports the learning of Chinese characters (Wan,

2018).

Chinese characters are the basic unit of word formation. For those characters with
independent meaning, one character is a word (e.g., 7Z</shui/ [water], % /xiao/ [laugh], etc.).
Meanwhile, these characters can also form disyllabic words by combining them with other
characters (e.g., "& 7</hé shui/ [drink water], % /wéi xido/ [smile], etc.). On the other
hand, for those characters that cannot be used independently in a sentence, we usually add

another character to form a word (e.g., “%f” cannot appear alone in a sentence, and we must
add “¥%” to generate the word #f] % /hu dié/ [butterfly]). Overall, learning Chinese characters

is essential in learning to read Chinese.

2.2.2 Chinese character reading theory and empirical studies
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It is widely recognized that all written words are used to record the human spoken language.
A universal principle would be that reading involves the readers understating the written
language at phonological and morphemic levels (Perfetti, 2003). In terms of the definition of
reading Chinese characters, one’s ability to recognize a Chinese character refers to knowing
its orthographic form, meaning and pronunciation. It refers to the learners’ ability to retrieve
accurate pronunciation and meaning when looking at Chinese characters. However, because
of the phonetic opacity, learners may not pick up the pronunciation directly from the Chinese

character’s orthography.

Very different from the alphabetic languages that are written based on their pronunciation,
Chinese characters are more closely to the meaning it represents. With the evolution of
Chinese character forms, although hitherto only a tiny proportion of today’s simplified
characters can be directly interpreted from the pictographic shapes, every Chinese character
corresponds to a syllable. Another fact is that albeit there are more than 80% of semantic-
phonetic compound characters in modern Chinese, many Chinese characters are of phonetic
opacity as the phonetic components usually share different pronunciations with the whole
characters. Moreover, the semantic radicals, which do not provide direct clues to the whole
characters, generally imply the meaning at the category level; and even some radicals, same
as those unreliable phonetic constituents, are not transparent either. These characteristics
make reading Chinese characters a fascinating but challenging task in both L1 and L2

learning.

Reading Chinese characters involves three dimensions: orthography, phonology, and
meaning. In history, Chinese character reading was viewed as orthography-meaning

mappings (Perfetti et al., 2005). As the study progressed, this concept was questioned by later
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research which compared English and Chinese word reading and proposed the Universal
Phonological Principle (UPP) (Perfetti et al., 1992; Tan & Perfetti, 1998). In other words,
more and more scholars underscore that reading Chinese characters does involve the
activation of phonology, even reading for meaning. Perfetti and his colleagues conducted a
series of empirical studies on Chinese character’s meaning and pronunciation judgment tasks
and found solid evidence that reading for Chinese characters’ meaning automatically activates
the pronunciation of the whole character (Liu et al., 2003; Perfetti et al., 2002; Perfetti &
Zhang, 1995; Spinks et al., 2000; Zhang et al., 1999). Additionally, the great bulk of
homophonic but heterographic characters in Chinese makes the identification a bit more
complex (e.g., “ZF [family]”, “#£[good]”, “#1[add]” share the same pronunciation /jid/) due to
that the syllable-morpheme correspondence has various possibilities. In this regard, we
should also attach great importance to the role of Chinese orthographic knowledge played in

reading and writing Chinese characters (Leong et al., 2011).

In a similar vein, the Lexical Constituency Model highlights the interrelationships among the
orthography, phonology, and semantics (Perfetti & Liu, 2006). These three constituents are
mutually activated in the process of recognizing a word. Moreover, they added radicals into
the Lexical Constituency Model to demonstrate that radicals are important orthographic units
in Chinese characters. But this model failed to incorporate those unreliable phonetic and
semantic radicals. Because of these indispensable elements in reading Chinese characters,
considerable studies have conducted various experiments to instantiate their roles in Chinese
character acquisition. Readers should be equipped with knowledge about Chinese

orthography and configuration when decoding Chinese characters.

First and foremost, it is crucial to learn the Chinese character orthographic knowledge. The
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orthographic knowledge refers to the learners’ “understanding of the conventions used in the
writing system of their language” (Treiman & Cassar, 1997, p. 70). In Chinese, it refers to the
learners’ “understanding of orthographic conventions and rules for Chinese characters”
(Wong, 2020a, p. 681), namely the learners’ knowledge of the Chinese characters’ internal
structure rules and the ability to use such rules for decoding characters. Specifically, Chinese
orthographic knowledge includes learners’ ability to perceive the real components of Chinese
characters, to identify the structure of arranging the components, and to understand the
positional constraints of the components in Chinese characters (Hao, 2007; Loh et al., 2018;

Qian et al., 2015; Zhang, 2016).

Secondly, semantic radical knowledge can help learners distinguish between reading Chinese
and other alphabetic orthographies (McBride, 2016). Semantic radicals convey the relevant
meaning in compound characters, for example, “1Li[mountain]” as the semantic radical in
characters “I¥[high and steep]”, “l[gorge]” and “I4[ridge]”, it appears on the left side and
shares the meaning pertinent to the whole character. Another common instance is “7 (related
to water)” in many compound characters: “JL [river]”, “%[stream]”, “7#[lake]”, “7&[sea]”,
“¥k[wash]”, “7&[clear]”, “Ji#[swim]”, etc. Nevertheless, not all Chinese characters have the
transparent meaning represented by the semantic radicals (e.g., “#t [kind and gentle]”).

Semantic radical awareness refers to learners’ ability to identify the semantic radical within
the compound characters and apply the semantic radical knowledge to infer the related
meaning of the compound characters (Shen & Ke, 2007). The learners’ Chinese character
learning efficiency will still be highly improved if they can understand the positional and

functional regularity of semantic radicals in most compound characters.



31

The third necessary knowledge lies in understanding the unreliability of phonetic components
in Chinese characters. The phonetic radical awareness refers to that learners can understand
the functional and positional regularity of Chinese phonetic components in compound
characters (Shu et al., 2000). For example, “f/chéng/” as the phonetic component in
characters “J§/chéng/” and “i%/chéng/”, it appears on the right side and shares the same
pronunciation as the whole character. Another instance “Z/ma/” in compound characters “%%
/ma/”, “#/ma/” and “Z/ma/”, they share the same initials and finals except for the different
tones. Although the phonetic components can provide some phonological clues for learning
the pronunciation of some characters, Chinese characters are notorious for its phonetic
opacity (such as “Z/qu/” in “%/fi/” and “}%/qie/”). In general, this rule may mislead the
learners to deduce the wrong pronunciation of a new Chinese character that they have not

learned.

The fourth pivot is the importance of morphological awareness in reading Chinese words. We
have discussed the close relationship between Chinese characters and words in the previous
section. Since many characters are repeatedly used in many words, such as “&” in XK i
[family]/ & A [family members]/%& % [hometown]/[E & [country]”, learning such Chinese
characters in words would be a very effective way. Moreover, there are a great number of
homophones and homographs in Chinese; thus, it is essential to distinguish the characters in
different word contexts. Considerable studies on Chinese character acquisition by L1 children
have demonstrated the unique role of morphological awareness in reading Chinese (e.g.,
McBride-Chang et al., 2003). There is a strong relationship between morphological
awareness and reading in Chinese, particularly for younger Chinese children (Kuo &

Anderson, 2006). Also, an increasing number of studies have found similar results among
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CSL/CFL learners in recent years (Zhou, 2021).

Overall, learning to read Chinese characters involves the above processing knowledge.
Previous studies conducted a variety of tests related to reading Chinese characters. For
example, many scholars used the Chinese character reading/recognition task to examine the
learners’ character identification capacity, in which the participants are usually asked to read
aloud the presented Chinese characters one by one until they cannot read a number of
consecutive items or spend over time (e.g., Hao, 2018; Ho & Bryant, 1997; Li, et al., 2012;
etc.). Hao (2007) conducted the Chinese character decision test having the participants judge
whether the presented character is accepted or not. Likewise, Jiang et al. (2020) conducted
the Chinese disyllabic word decision test in which the participants needed to judge the word
or nonword. Additionally, in many studies, there are various tests to investigate the learners’
Chinese orthographic knowledge, phonological and morphological awareness (Yang et al.,
2022), phonetic radical awareness (Zhang & Roberts, 2019) and semantic radical awareness
(Chen, 2019; Shen & Ke, 2007). To my current knowledge, there is no standardized test to

examine L2 Chinese character reading.

2.2.3 Chinese character instruction in L2 class and textbooks

This sub-section will review the literature from a practical use perspective, with an
introduction of L2 Chinese character instruction, the learners’ reviews on class instruction

and textbooks, as well as the status quo of Chinese teaching and textbooks in Vietnam.

Teaching Chinese characters has long been seen as a challenging task in teaching Chinese as
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a second/foreign/heritage language. Although most overseas Chinese courses attach great
importance to Chinese listening and speaking skills, Chinese characters cannot be removed
from the class and textbooks, at least recognizing the common characters and words. Unlike
Chinese native speakers, CSL/CFL learners do not have a large oral vocabulary before
learning Chinese characters. They are rarely exposed to Chinese characters in daily life and
have less time to learn them (Cheung, 2008). In this sense, Chinese character instruction is

especially important in L2 classes.

In general, reading Chinese characters is the major goal of CSL/CFL learners instead of
writing characters as L2 learners seldom need to write characters by hand after class
(Cheung, 2008). A majority of instructors teach Chinese characters in topic words in each
lesson and then introduce how to write that character stroke by stroke. Usually, they do not
have enough time to explain the structures and combination rules or the sub-character
knowledge in class, instead asking students to practice writing after class. Writing Chinese
characters does help recognition, many students however find it very difficult and time-

consuming to do such homework.

Considerable studies have discussed the effective pedagogies to teach Chinese characters in
L2 classes. In an early study comparing the implicit and explicit learning of Chinese
characters, Wang et al. (2004) demonstrated that the explicit instruction significantly
facilitated adult CFL learners’ understanding of the meaning of low-frequency semantic
radicals, while the learners’ implicit knowledge was helpful in extracting the meaning cues
from high-frequency semantic radicals. He (2018) investigated the effects of the explicit
instruction of Chinese semantic radicals on CFL learners’ reading comprehension by

conducting a pretest-intervention-posttest session and an open-ended questionnaire. The
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mixed data revealed that the CFL learners found it very helpful of the semantic radical
explicit instruction to their posttest of Chinese text translation and showed more intended
motivation in learning semantic radicals. Lai et al. (2020) conducted a three-week quasi-
experiment study to compare the effectiveness of two Chinese character teaching approaches,
finding that the inductive instruction under the teacher’s guidance could more greatly
facilitate the CFL learners’ knowledge of semantic radicals used in recognizing Chinese
characters than deductive instruction. In other words, CFL learners would grasp better
knowledge in processing Chinese characters more effectively when the teacher guides them
to find out the radical-character relationships among the example characters and then
summarize the rules to help students identify other new characters that contain the radicals.
However, the status quo of L2 Chinese character teaching has not been improved
fundamentally. Many teachers pursue the number of Chinese characters that have been taught
but often fail to help students grasp the characteristics of the Chinese writing system, leading

their understanding of Chinese characters to seem as loose as a plate of sand (Wan, 2019).

The previous studies have told us that explicit instruction or guided inductive instruction
could effectively foster CFL learners’ Chinese character learning and were acknowledged as
helpful teaching approaches in their views. Nevertheless, most quantitative research only
investigated the unique role of semantic radicals in learning Chinese characters, especially in
inferring the meanings of the unknown characters. Few studies have explored the CSL/CFL
learners’ direct perspectives of the class instruction on Chinese characters. As this study
focuses on L2 Chinese character learning in Vietnam, the following paragraphs will give a

general review on some related studies.

Chinese language teaching has a long history in Vietnam. Culturally and historically, Vietnam
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is one of the countries in the Chinese cultural circle. Still, Vietnamese locals feel much
difficulty in learning Chinese characters because they use the alphabetic writing system.
Vietnamese (“Qudc Ngir”) belongs to the Viet-Muong Group, the Austroasiatic language
family, and uses Latinized phonetic characters (W. Luo, 2018, p. 2). On the other hand, the
teachers and students paid more attention to Chinese listening and speaking skills rather than
Chinese character learning (Guan, 2011; Zhou, 2019). In the field visits, Zhou (2019) found
that the Vietnamese students at universities and language training institutes have less access
to a large number of Chinese characters, and they usually develop listening and speaking
skills first, followed by reading and writing. Furthermore, Chinese character instruction is
mixed with vocabulary and conversation learning in most schools. Many local teachers only
spend a short time introducing some characters appearing in the conversation in textbooks but
ignore illustrating the features of Chinese characters, such as the combination rules of the

components (Li, 2011; Wang & Zhu, 2011).

In terms of teaching materials, there is a scarcity of appropriate textbooks and workbooks for
the local students to learn Chinese characters. With a growing number of Chinese language
learners in Vietnam, the textbooks and workbooks have failed to meet the high quality and
suitability of the learners’ demand. Most institutions are adopting textbooks written in
mainland China, Hong Kong or Taiwan, and many local Chinese teaching materials are
somewhat out-of-date (Chen, 2018). Albeit there exist some good teaching materials that are
combined with the local Vietnamese culture, numerous textbooks are topic-oriented with less
focus on systematic Chinese character instruction. Li (2019) analyzed one typical L2 Chinese
textbook, Experiencing Chinese-Living (also used to teach college students in my pilot
study), and investigated user satisfaction via surveys and interviews. The author found that

Chinese character recognition appears in the authentic context and all in topic-related words,
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but only 53.88% of students think this section is helpful to their Chinese character learning.
Wang et al. (2017) conducted survey research to investigate the Chinese teaching situation at
five universities in southern Vietnam, finding that the textbooks used in most colleges were
outdated and of insufficient in quantity and quality. Most of the universities adopted the
Chinese textbooks and reference books compiled in mainland China, supplemented with

some local teachers’ self-designed teaching materials.

Furthermore, it is also essential to know the learners’ perspectives on the current Chinese
character teaching and textbooks. As introduced in previous sections, considerable studies
pertinent to Chinese character acquisition are inclined to conduct cognitivist research, which
often ignores the “sociocultural contexts or meanings associated with language learning”
(Duff et al., 2013, p. 21). Some qualitative research was conducted to explore the learners’
experiences and perspectives in the process of learning Chinese as a foreign language.
Through a multi-case study and narrative research, Duff et al. (2013) interviewed five adult
English-speaking learners of Mandarin about their Chinese learning experiences, reporting
that the learners’ Chinese character learning preferences, investments and practices have
changed over time. The authors recommend that further qualitative research should be
conducted with heritage and non-heritage learners (p. 100). Duyuan (2009) administered
questionnaires to investigate the views on Chinese character instruction and textbooks of
Vietnamese college students, reporting that most learners perceived Chinese characters as
pictures at the beginning but gradually realized its logographic writing system; although they
understood that knowing the Chinese orthographic features can help with their character
learning, they seldom received such knowledge either in class or in textbooks and usually

used the copying method to rote memorize Chinese characters.
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Based upon the extant studies on Vietnamese students, it seems that the current L2 Chinese
character instruction and textbooks are waiting for improvement and renewal. The previous
research focused more on the teaching methods and the analysis of textbook contents, but a
majority of them seem to be too general to reap a deep understanding of Chinese character
learning of Vietnamese students. Moreover, some studies on the learners’ and teachers’
perspectives of Chinese character instruction and textbooks are not thorough enough to obtain
more information, either by questionnaires or interviews, in which the students’ backgrounds
are seldom considered. In other words, the views of CHL and non-CHL learners tend to be
intermingled. Therefore, I expect to explore how their views on Chinese character learning in
class and textbooks might influence the development of L2 Chinese character reading

achievement.

2.3 CHL and non-CHL learners

2.3.1 Who are the CHL and non-CHL learners?

Since the 1970s, the term “heritage language (HL)” has been introduced to the linguists’
view. It referred to the non-official and indigenous languages in Canada (Cummins & Danesi,
1990, p. 8). Later on, considerable studies on HL speakers were conducted in the United
States, where the heritage languages referred to immigrant, aboriginal, or colonial languages
(other than English) in relation to family and cultural heritage (Fishman, 2001, p. 81; Wiley,

2001, p. 29). Van Deusen-Scholl (2003) emphasized the “linguistic and ethnic criteria” and
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“heritage attitudes and motivation” bearing on HL learners (pp. 222-223). Valdés (2001)
proposed a more specific definition toward HL learners by clarifying three criteria - “raised in
homes where a non-English language is spoken”, “speak or merely understand the heritage
language”, and “to some degree bilingual in English and the heritage language” (p. 38).
However, most of the well-known definitions and discussions about the heritage languages
are under the American context. America is a country of immigrants and has its own language
policies, thus the definition of the HL learners might be a little different in other contexts. In
other words, I prefer to use the definition in the pedagogical and linguistic dimension instead
of the political, racial, national or regional issues in this study. On the other hand, although
HL speakers normally have more opportunities to be exposed in the home language
environment, most of them cannot develop a full range of native-like linguistic competence in

their adulthood (Benmamoun et al., 2013; He, 2018). They are in somewhere between the

native speakers and the pure second/foreign language learners.

The research on Chinese as a heritage language education had a later start. The CHL learners
had been integrated into the CSL/CFL groups for a long time. In other words, the CHL and
non-CHL learners usually had Chinese as a second or foreign language classes together, or in
the same group compared with the Chinese native speakers in early studies. With more and
more Chinese immigrants around the world and the rapid development of international
Chinese education, CHL learners’ language development has attracted a wide range of
attention among the scholars, overseas Chinese teachers, and CHL learners’ family members.
CHL learners did not attract much attention from scholars until the beginning of the 21st

century (Li & Duff, 2018).

In defining CHL learners, it involves many complicated issues. In brief, based on the widely
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recognized definitions of HL learners, the CHL learners are those who grow up in a non-
Chinese speaking country but can speak or at least understand some Chinese, as their heritage
language, at home and in the community, and they have more or less ethnolinguistic
connections to Chinese cultural heritage but embrace a wide range of imbalanced Chinese
linguistic skills in different domains. Their Chinese language abilities tend to experience
attrition when they are immersed in the local language and culture and are incompletely
exposed to and acquiring Chinese (He, 2006, 2018; He & Xiao, 2008). Furthermore, they are
diverse individuals in many aspects, including family backgrounds, language use, cultural
and social identities, etc. CHL learners are “existing along the spectrum between the

prototype of non-CHLL and pure CHLL” (Liang, 2020, p. 12).

In addition, from a geographic and national perspective, the CHL learners’ family members
could come from different regions in China where people speak different dialects or minority
languages, but Mandarin has been widely promoted for decades, which makes CHL learners’
backgrounds more complicated. Except for the Chinese minority languages (e.g., Tibetan,
Uygur) which adopt different written scripts other than Chinese characters, people from the
different dialect regions can communicate in characters notwithstanding they may not
understand each other phonologically. Although the (grand)parent(s) of overseas CHL
learners come from different dialect regions in China, they have a common written form for
recording the heritage language. After many years’ research on overseas Chinese and ethnic

Chinese, Guo (2015, 2017) suggests that the word “#H 7&/z01 yii/ [ancestral language]” may

better elucidate the features of Chinese heritage language, which is marginalized, distinct

from the native and second language and needs to learn.

By contrast, the non-CHL learners are those who have no affiliations to the Chinese language
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and culture in their household but learn Chinese as a foreign or second language under formal
instruction. In other words, the non-CHL learners are CSL/CFL learners in the traditional
sense, excluding ethnic Chinese. They only learn Chinese as a communication tool and do not
have Chinese national and cultural identity (Guo, 2015). Foreigners with Chinese nationality
are not within this scope. Moreover, the non-CHL learners typically have limited exposure to
and use Chinese in daily life, which may affect their Chinese learning advancement and
motivation. Herein, I must emphasize that the CHL and non-CHL learners in this study are
overseas Chinese language learners in an environment of a mainstream language other than

Chinese.

As this study focuses on the CHL and non-CHL learners in Vietnam, it is indispensable to
review the past and current state of CHL learners (Hoa) there. There are 54 ethnic groups in
Vietnam (Fan & Liu, 2014), and the population of Hoa people ranks among the top four
(Tang, 2020, p. 1). In 2018, the total population of Vietnam averaged 94.67 million, of which
900,000 were overseas Chinese (Sun, 2020, p. 1). Most Chinese immigrants live in southern
Vietnam, dating from the 1680s (Xu, 2011). Their children are born in Vietnam and grow up
under the Vietnamese culture and education. Although the CHL learners have been integrated
into the local mainstream culture and life, their parent(s) or grandparent(s) are from China
(Nguyen, 2018). Modern Vietnamese is not difficult for CHL learners since there are amounts
of Sino-Vietnamese words (Fan & Liu, 2014, p. 33). They speak Vietnamese in daily life,
followed by their family Chinese dialect, but seldom speak Mandarin. Their Chinese literacy
gradually develops through learning, and most of their grandparent(s) or parent(s) are good at
Chinese characters (Yao, 2015). Having made a detailed background inquiry, Yao (2015)
found that 58.91% of CHL students are third or above the Chinese generation, while only

3.88% are of the first or second generation. Based on the above introduction and discussion,
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to make it less unclear, this study mainly focuses on the Vietnamese CHL learners who are
the second or third generation of ethnic Chinese, at least they have one parent or grandparent

from China, and they have some exposure to Chinese at home and in the community.

2.3.2 Comparing CHL and non-CHL learners

According to the definitions of CHL and non-CHL learners discussed above, we know that
they are different in nature and have different sociocultural contexts, but there are also some
commonalities in their Chinese language development and the social-psychological realm in
learning Chinese. This part will discuss some main differences and commonalities between

the CHL and non-CHL learners in three aspects.

First, in light of the characteristics of different types of Chinese education, there are some
similarities and differences between the CHL teaching and CFL teaching. For CHL learners,
Chinese could be their mother tongue or first language, especially those who receive Chinese
input when they are born and grow up, whereas Chinese is not the mother tongue or first
language of non-CHL learners. Furthermore, CHL learners usually have Chinese ethnic and
cultural identify. Even though many younger generations may be totally non-Chinese users,
they still may feel some cultural connections to their heritage language when starting to learn
it. CHL learners typically have more interest in their family connections, Chinese history,
culture, and society (Guo & Wang, 2018; Luo et al., 2017). Their identities are more complex
than non-CHL learners, and the desire for connections to the heritage culture plays an
important role in the Chinese heritage language development (He, 2006). In contrast, most

non-CHL learners only learn Chinese as a communication tool. Table 2 is a summary
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borrowed and adapted from Guo (2015, p. 477).

Table 2 International Chinese language education for CHL and non-CHL learners

International Chinese language education CHL learners Non-CHL learners
Mother tongue + -
First language + - -
Chinese ethnic and cultural identify + -
Communication tool + +
Note. "-" means not applicable. "+" means applicable.

Second, in terms of Chinese language use and development, the CHL learners are said to be
different from non-CHL learners. They normally have better Chinese aural and oral skills
than their non-CHL peers, and their knowledge of Chinese characters and vocabulary tend to
expand rapidly during the Chinese learning period (Guo & Wang, 2018; Luo et al., 2019).
According to the Critical Period Hypothesis (Lenneberg,1967; Long, 2005), although there
exist debates in L2 acquisition, considerable studies suggest that the age effects contribute to
different linguist domain development, particularly in phonetic and phonological ultimate
attainment. The CHL learners raised in a Chinese-speaking home and who acquire some
Chinese before puberty are more likely to develop a near-native proficiency, so they may
outperform the non-CHL learners who study Chinese after puberty when the brain matures
and becomes less plastic. In addition, the input quantity and quality also play different roles
in Chinese language development of CHL and non-CHL learners. Generally, besides Chinese
class instruction, CHL learners may have more informal input either at home or in the
community, while non-CHL learners mainly obtain formal input in Chinese class. However,

the reduced input could be one primary reason why many CHL learners’ incomplete
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acquisition of Chinese and imbalanced development in different linguistic domains (Polinsky
& Scontras, 2020). In this sense, If CHL learners do not have the age advantage of early
exposure to Chinese, they might have similar performance in Chinese learning achievement

to non-CHL learners in front of vulnerable input (Chen, 2020).

Research in recent years has provided some evidence to support the above views. Chen
(2020) investigated the acquisition of four Chinese phenomena from phonology, morpho-
semantics to syntax knowledge among CHL and L2 Mandarin learners in the United States,
finding that the CHL learners had a modest advantage in tone 3 sandhi, aspect marking, and
some relative clauses than adult L2 Mandarin learners, but neither of them successfully
acquired the long-distance reflexives in Chinese. Under the quantitative and qualitative
analysis, Wen (2018) compared the CHL and CFL learners’ pragmatic knowledge of
“requests” in Chinese. The result of her study reveals that the CHL learners had better lexicon
and grammar achievement than CFL students, but they both seldom use the modal verb “neng
(can)” and euphemisms, conservative expressions when the request is difficult, and overuse
interrogative sentences and polite language when the request is not too difficult. Compared
with Chinese native speakers, there is a shortage of euphemistic and moderate expressions
with strong pragmatic function in both CHL and CFL learners’ request languages. Moreover,
a previous study of Xiao (2006) found that the CHL learners had significant better
performance in listening, speaking, and grammatical structures than non-CHL learners, but
had no advantage in abundant lexicon, reading comprehension, and writing Chinese
characters. These studies suggest that CHL learners and non-CHL learners perform

differently in some linguistic domains, but also share some similarities.

Third, in the social-psychological realm, with respect to L2 motivation, anxiety, and identity,
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the CHL and non-CHL learners also share some commonalities and differences. CHL learners
are generally more motivated to learn about their ethnic identity and family roots, thus they
may have more driving force to communicate with people in same ancestral backgrounds in
Chinese (Luo et al., 2017). In addition, positive attitudes, L2 learning experiences, and
instrumental motivation played significant roles in CHL and non-CHL leaners’ intended
efforts in continuous Chinese learning, but CHL learners were more likely to be influenced
by socio-cultural factors. And within the CHL groups, there seemed to be no significant
differences in many motivational factors among the learners of diverse home language
backgrounds (Wen, 2011). In short, main differences were observed between the CHL and
non-CHL learners regarding Chinese learning motivation in previous studies. Section 2.4 will
review the comparisons of L2 Chinese learning motivation between CHL and non-CHL

learners in more detail.

Another important psychological issue is learners’ anxiety in learning a foreign language.
Prior research found that CHL and non-CHL learners felt the most anxiety in different
linguistic domains. According to Xiao and Wong (2014)’s survey investigation, CHL learners
had the most anxiety in Chinese writing, while the non-CHL learners’ most anxiety lied in
speaking. In a larger-scale investigation, Luo (2015) found that most CHL learners were most
anxious in reading and writing Chinese, and the anxiety in writing was higher than in reading.
Moreover, the CHL learners with a Mandarin background had more confidence in listening
and speaking than the CHL learners with other dialect backgrounds or who did not speak
Chinese at home. To date, there is a few studies on comparisons between the CHL and non-
CHL learners’ anxiety experiences in learning Mandarin Chinese, and the extant research
provided statistical evidence to support that the CHL learners with Chinese exposure at home

usually feel less anxious than the learners without any Chinese exposure and writing in
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Chinese could cause the most anxiety than other sub-skills (H. Luo, 2018).

L2 learning motivation and anxiety are all related to L2 learners’ identity. The complex
identity issues influence L2 learners’ motivation and anxiety in a foreign language classroom.
In respect of L2 identity, there are also some differences between the CHL and non-CHL
learners. Identity is an intricate and dynamic issue in L2 language development. Many
scholars have advanced that Chinese language proficiency is a kind of symbol of CHL
learners’ ethnic identity in relation to their heritage maintenance (He, 2006, 2008; Polinsky &
Kagan, 2007). By contrast, non-CHL learners have no demands to maintain such language
heritage, and they learn Chinese mainly to get involved in communications with Chinese
people or master one more language skill. CHL learners often feel contradictory in identities
of being heritage learners and foreign language learners (Lee, 2005; Xiang, 2016). As most
postsecondary CHL learners have Chinese classes together with non-heritage CFL learners,
the instructors tend to have stereotypes and high expectations of CHL learners’ Chinese
proficiency, which often makes them under more pressure to avoid heritage identity
sometimes. CHL learners’ identity is more multifaceted since they might receive and produce
Chinese dialects at home but are learning Mandarin at schools (He, 2006). Seeing that some
Chinese dialects are very different from Mandarin phonetically and phonologically, these
CHL learners may feel confused about their Chinese ethnic identity, especially when they
obtain little literacy input at an early age. In this sense, the non-CHL learners seem to have no

such troubles.

Overall, in a foreign language classroom, the CHL learners are a particular group, with a
multifarious identity and imbalanced linguistic skills in Chinese language backgrounds,

sharing differences and similarities in the nature of different types of international Chinese
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education, Chinese language use and development, L2 motivation, anxiety, and identity with
their non-CHL counterparts. Therefore, they should not be treated the same as traditional
second or foreign language learners in Chinese classes. Goh and Lim (2010) proposed a
paradigm of Three Concentric Circles of Mandarin users, in which CHL learners are in the
Outer Circle, between the Inner Circle of Chinese native speakers and the Expanding Circle
of non-CHL learners. This paradigm clearly presents the relationships and differences among
various Chinese language learners. We borrowed their diagrammatic presentation (p. 18) in

Figure 1 below for a more explicit demonstration.

Figure 1 “The three concentric circles of Mandarin users” in Goh and Lim (2010, p. 18)
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2.3.3 Learning Chinese characters by CHL and non-CHL learners

In the previous section, we provide a general comparison between CHL and non-CHL

learners, from linguistic to social psychological aspects. As this study focusing on Chinese
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character reading development, it is important to review extant studies on Chinese character
learning or acquisition by the two groups of learners. In the studies of anxiety in learning
Chinese, we have learned that reading and writing could be the primary source of L2 learners’
anxiety, whether they have a Chinese background or not. Also, in prior studies, many scholars
proposed that HL learners generally were good at phonology, vocabulary, grammar, and
culture knowledge of their heritage language, but were less proficiency in literacy skills
(Campbell and Rosenthal, 2013; Carreira and Kagan, 2011). However, some recent studies
have found different phenomena in these students’ reading and writing development. In
Section 2.2, we have known that there is a great number of studies on Chinese character
acquisition by L1 children and L2 learners, but there is a very small number of research about
CHL learners at present. Based on my current knowledge, this section will illustrate this issue

in two parts.

The first part reviews the prior studies on CFL/CSL learners’ Chinese character learning.
Recent decades have seen a dramatic rise on Chinese character teaching and learning in a
foreign language classroom. Some hot topics are: L2 learners’ cognitive and psychological
processing of Chinese character, the influence of L2 learners’ L1 background and strategies
on Chinese character learning, and Chinese character pedagogy exploration (Li, 2020; Zhang

& Ke, 2018).

As introduced in Section 2.2, there are sub-knowledge within a Chinese character, such as the
number and type of strokes, structure, phonetic and semantic radicals, which have been found
to have some effects on Chinese character reading and writing. For example, Kuo et al.

(2015) conducted a pseudo character acquisition task among 23 adolescent CSL learners, and

the results showed that they acquired the characters with fewer number of strokes and



48

semantic radicals more quickly than the characters with more strokes and without radicals.
The effect of the stroke number on Chinese character acquisition by L2 learners can also be
seen in Sergent & Everson (1992) and Xiao (2002), etc. Moreover, considerable studies paid
attention to semantic and phonetic radical awareness development of CFL/CSL learners. The
general findings suggest that the semantic and phonetic radicals play vital roles in Chinese
character processing, although their reliability is partial, L2 Chinese learners are more likely
to rely on such information to recognize Chinese characters. Some previous studies revealed
that phonetic radicals are important in CFL learners’ Chinese character acquisition (e.g.,
Jiang, 2001; Tong & Yip, 2015), while Zhang and Roberts (2019) found that phonetic radical
awareness was not the factor but phonological awareness that predicted their character
reading and writing performance. Considerable studies have illustrated the significant role of
semantic radical awareness in L2 Chinese literacy development (e.g., Jiang, 2008, pp.33-52;
Shen & Ke, 2007; Tong & Yip, 2015; Vu, 2019). Nguyen et al. (2017) found that Vietnamese
CFL learners made significant progress in transferring the semantic radical knowledge they
have learned to analyze the unfamiliar characters in sentences. In the study of Vu (2019), he
investigated the development of semantic radical awareness of collegiate Vietnamese CFL
learners at elementary, intermediate, and advanced Chinese level, indicating that the CFL
learners in Vietnam have not developed automatic semantic radical awareness until advanced
level and the development of such knowledge depends on teachers’ systematic instruction on

Chinese characters.

In addition, there are many studies on CFL/CSL learners’ Chinese orthographic awareness
which also plays significant role in learning Chinese characters. In brief, CFL learners seem
to follow the similar developmental trend as L1 children, with the awareness of Chinese

writing specificity appearing at an early stage and different aspects of character orthographic
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knowledge developing asynchronously (Loh et al., 2018; Shen & Ke, 2007; Wang et al.,
2003). Many researchers employed the lexical decision or component decomposition or
character judgment and composition tasks to investigate the acquisition of different types of
orthographic knowledge, and the relationship to their first language (L1) background and
second language (L2) Chinese proficiency. In spite of these fruitful research findings, there
remain several controversial conclusions which may confuse the readers. For example, some
researchers suggest that the knowledge of component position regularity was more difficult to
acquire than the component knowledge (Loh et al., 2018; Wang et al., 2003), but other
scholars found the contrary results (Hao, 2007; J. Zhang, 2016); some researchers propose
that the orthographic awareness in different structural characters may develop differently (J.
Zhang, 2016), while other scholars found the dominance of left-right structure (Feng, 2006),
or there might be no structural type effect in Chinese character recognition at the initial stage

(Lu, 2002).

The second part reviews some studies on CHL learners’ Chinese character learning and
comparisons with non-CHL learners. Compared with the empirical studies on CFL/CSL
learners, the number of studies on CHL learners is limited at present. There are a great
number of studies focusing on Chinese character acquisition by Chinese children and CSL
learners, but only a few specifically explore the Chinese heritage language learners, who

were usually divided into the CFL/CSL group in prior research.

Some early research found that there were no significant differences in Chinese reading and
writing skills between the CHL and non-CHL learners. For example, Ke (1998) conducted
the Chinese character recognition and production tests among the college students with and

without Chinese heritage backgrounds, finding that the language background played no roles
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in Chinese character reading and writing of either English-Chinese bilingual groups or native
English speakers. In a serious of Chinese language achievement tests (e.g., vocabulary
quizzes, mid-term and final examinations, etc.), Xiao (2006) compared the comprehensive
Chinese proficiency in various skills among CHL and non-CHL learners and found no
advantage of CHL learners in vocabulary learning, reading, and Chinese character writing. It
seems that the aural-oral exposure at home did not facilitate CHL learners’ acquisition of

Chinese reading and writing skills as Chinese characters are difficult to learn.

However, some scholars proposed different views. One reason could be that these studies
mainly focused on the elementary Chinese learners and did not investigate the developmental
trend between the CHL and non-CHL groups. In general, it was argued that the characteristics
of CHL students make their Chinese character acquisition trajectory different from non-CHL
students, but similar to that of primary school students in China (Li, 2006). Li (2006)
collected 301 CHL students’ written work and did error analysis, finding that the errors
produced by pronunciation interference accounted for a tiny proportion, and the character
component error was more than the stroke error, and there were many incorrect characters
because of the lexicon interference. These phenomena were different from non-CHL learners.
Chen (2019) compared the radical awareness development trajectory of CHL and non-CHL
elementary learners in a U.S. university, through the “radical identification”, “radical
analysis” and “radical manipulation” tasks in a 15-week longitudinal study, finding that
though the two groups of students performed similarly in the radical identification and
analysis tasks at first, CHL learners developed better radical awareness than their
counterparts after learning Chinese for a period, and they composed more correct characters

using the assigned radicals and single-characters in the radical manipulation task. The author

proposed that the CHL learners’ good command of Chinese characters could somewhat be
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explained by their better oral linguistic knowledge, but he did not provide empirical evidence
to substantiate this view. In a relevant comparative study on vocabulary development, Zhang
& Koda (2018) invited 37 CHL college students and 25 non-CHL college students (at
intermediate Chinese level) to participate in a series test of word knowledge, finding that the
CHL learners had some advantage in oral vocabulary knowledge and morphological
awareness than non-CHL learners. These subskills could also play important roles in Chinese

character and word reading.

Additionally, there are two studies focusing on the Southeast Asian learners of Chinese,
which are most relevant to the present study. In a study on Chinese orthographic awareness of
the CHL and non-CHL learners, J. Zhang (2016) administered a pencil-and-paper test in
which participants were asked to judge the pseudo-characters and non-characters. She
reported that, in general, there seem no significant differences in the formation and
development of Chinese character orthographic awareness between the two groups, but CHL
learners, to some degree, had better orthographic awareness of character components and its
positional constraints at the elementary and intermediate stage. Some limitations were
indicated in this study, for instance, the author did not consider the participants’ various
native language and backgrounds, which could be the confounding factors that affect the
results. Moreover, the participants in her study were from different Southeast Asian countries
who were studying in Mainland China. This diversity of students’ backgrounds may make it
difficult to apply the research findings into the practical teaching in different contexts. Cheng
(2020) compared Chinese orthographic awareness between 30 CHL and 30 non-CHL learners
in southern Vietnam by administering a background information questionnaire and a time-
limited character decision test online. She found that both CHL and non-CHL learners have

some knowledge about the Chinese character configuration and structures, while their
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component position awareness seems to lag behind. They showed relatively synchronous
development in the orthographic awareness of characters in left-right and top-down
structures. On the other hand, CHL learners performed better orthographic awareness in
respect of the character configuration and component position regularity than non-CHL
learners. Non-CHL learners, but not the CHL learners, were influenced by the stroke number
effect when identifying the component position, namely that they made more correct choices
for those characters with fewer number of strokes. Additionally, we are informed by the
survey results that CHL learners have more opportunities to access Chinese in the family and
communities. The statistical analysis implies that the frequency of CHL learners watching
Chinese TV programs, writing characters after class might associate with their better
development of Chinese orthographic awareness at this stage. In sum, the pilot study
demonstrates that there could exist some differences in Chinese character recognition
between the CHL and non-CHL learners, and the Chinese character-contact environment
seems to associate with CHL learners’ better performance. However, there might exist great
individual difference, because of the small sample size. And the test materials should be
revised to collect more in-depth data. Further research may need to investigate how the
learning environment (i.e., family contexts, class instruction, learning materials) influence the

CHL and non-CHL learners’ Chinese character reading development.

Unfortunately, there is a scarcity of studies mainly focusing on the comparison of Chinese
character development between CHL and non-CHL learners. Instead, some studies related to
Chinese character recognition have indicated the unique characteristic of CHL learners. The
CHL learners’ Chinese reading abilities might be significantly influenced by their early
language input, including both oral and print Chinese (H. Zhang, 2016). A further study of

Zhang & Koda (2021) investigated the influence of early oral language on CHL learners’



53

reading development, finding that only the oral vocabulary knowledge facilitated the
development of morphological awareness and print word knowledge directly. And Chinese
character recognition is the basis of print vocabulary knowledge and other Chinese reading

capacities.

Over the last two decades, a great number of empirical studies pertinent to learning Chinese
as a heritage language have been conducted in the USA, but only a few in other countries and
regions. There are also many Chinese immigrants in Southeast Asia whose descendants are
learning Chinese at the local schools. J. Zhang (2016) indicates that many CHL learners in
Southeast Asia have some exposure to the formal or informal Chinese instruction in varying
degrees, so that Chinese characters may not be totally unfamiliar to them, which makes their
Chinese character acquisition attractive to many scholars. Hence, the asymmetric scholarly
publications on CHL learners between America and other countries, and the large number of
Chinese language learners in Southeast Asia, together fascinate me to investigate the status

quo in one Southeast Asian country - Vietnam.

Vietnam and China are connected by the common mountains and rivers. In ancient times,
Vietnamese people had borrowed Chinese characters to create their own square characters.
Nowadays, some Chinese characters are still seen in the ancient architecture in Vietnam.
Nevertheless, due to the historical, political and practical reasons, Vietnamese characters had
been superseded by the alphabetic writing system since the later stage of the 19th century
(Chen, 2018). Today, Vietnamese locals have little knowledge about the ancient characters
which are very distinctive from their current written language (Nguyen et al., 2017). In this
context, L2 Chinese learners in Vietnam may struggle with learning Chinese characters the

same as English language speakers. However, a dearth of appropriately tailored textbooks
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and workbooks is currently provided for the Chinese language learners in Vietnam, and not

enough attention has paid to the Chinese character learning (Chen, 2018; Zhou, 2019).

In sum, compared with non-CHL learners, it is indicated that CHL learners’ early exposure to
aural-oral Chinese and some impression on print Chinese may contribute to their later literacy
development (Chen, 2019; Li, 2006; Zhang & Koda, 2018, 2021). Seeing that there are a
great number of studies on Chinese character reading and writing of CFL/CSL learners, but
insufficient research on the comparisons between CHL and non-CHL learners, and the extant
studies on CHL learners focused on the sub-knowledge development in processing Chinese
characters, thus a comprehensive comparison in Chinese character reading or writing should
be put on the agenda. Reading and writing Chinese characters involve different complex
cognitive mechanism, as the reading process needs learners to match the information stored
in their brain to the given image of that character while writing needs learners to retrieve the
specific configuration and reproduce that character (Jiang, 2007; Ke, 1996), the scope of the

present study lies in character reading development.

2.4 L2 learning motivation, frequency, and L2 achievement

2.4.1 L2 learning motivation and L2 achievement

To better know our students, in addition to investigating their linguistic development in

learning Chinese, recent studies have turned to focus more on learners’ individual factors in
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the social and contextual environment. Based on Spolsky’s (1985, 1989, 1989) general model
of second language learning, L2 learners’ motivation plays a significant role in L2 learning
outcomes. As one important factor, motivation plays a critical role in L2 Chinese learning.
Albeit some scholars have mentioned that L2 Chinese learners’ better development of
Chinese orthographic knowledge might associate with their higher learning motivations and
positive attitudes (Chen, 2019; J. Zhang, 2016), no more quantitative or qualitative evidence
so far can be reached in the study of Chinese character learning by CHL and non-CHL
learners. To this end, the present study intends to integrate the motivation factors of language
learning into my conceptual framework, committing to exploring the relationship between the
CHL and non-CHL learners’ motivation in learning Chinese and their character recognition

achievement.

L2 learning motivation is an internal drive for a person to put efforts to achieve some goals in
learning a new language. Corder (1967, p. 164) indicates that “given motivation, it is
inevitable that a human being will learn a second language if he is exposed to the language
data” (as cited in Dornyei & Ushioda, 2009, p. 1). Motivation not only provides the primary
incentive for initiating L2 learning, but also for sustaining a long and wearisome learning
process (Dornyei, 2005). Language learning motivation is of complex nature, influenced by
internal and external factors, and is not static during the whole learning journey, the critical
role of which in second/foreign language acquisition is impossible to ignore. The next part

will give a brief review of the development of L2 motivation theories.

The most initial well-known theory on L2 motivation is Gardner’s (1985) “socio-educational
model of second language acquisition”. In this model, L2 learning achievement is mainly

influenced by integrativeness and attitudes toward the learning situation and some other
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factors. In their framework, the core concept is integrative motivation, which is defined as
“reflecting a sincere and personal interest in the people and culture represented by the other
group” (Gardner & Lambert, 1972, p. 132). Early theories on L2 motivation highlight the
“integrative” and “instrumental” orientations, with the former referring to L2 learners’
interest in successfully integrating into the cultural community of the target language, and the
latter referring to the pragmatic and utilitarian benefits from learning that language (Gardner
& Lambert, 1972; Gardner, 1985). Gardner and his associates extended and modified the
socio-educational model in later years (see Gardner, 2001;) by adding more factors, such as
“goal salience, valence, and self-efficacy” (Tremblay & Gardner, 1995), and refining the
model with integrative motivation and language aptitude, as well as other factors, together
influencing language achievement (Gardner, 2001, p. 4). In short, the central concept is still
the integrative motivation in socio-educational model of second language acquisition.
Nevertheless, with the growing trend of global English learning, this L2 motivational model
gradually garnered much debate. One main concern was that whether there is no specific
group of people speaking the target language in a specific culture (Ddrnyei and Ushioda,
2009, pp. 2-3). Yashima (2002) expanded the integrativeness to an “international posture”,
which refers to the foreign language learners’ interest in and willingness to get involved in
international study or work and interact with people from different cultures. Moreover, this
theoretical framework was extended by Dornyei and his colleagues. They supplemented more
elements, such as “learners’ attitudes, self-confidence and cultural interest, vitality of the L.2

community, milieu” (Csizér and Ddrnyei, 2005).

After the socio-educational model, self-determination theory came to scholars’ eyes. As
psychologists, Deci and Ryan (2002) indicates that growth and integration are human beings’

intrinsic tendencies that interact with social contexts to motivate or hinder people’s behaviors.
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The self-determination theory consists of intrinsic motivation, extrinsic motivation, and

amotivation (Deci & Ryan, 1985). This is more used in the psychology field.

As we are living in a globalized multilingual world today, the theory of L2 motivation has
witnessed a shift from an external stand to an internal perspective. Recent decades, the new
orientation in this field turns to focus on L2 learners’ Motivational Self System, in which the
ideal L2 self, ought-to L2 self and L2 learning experience are three chief components to
explain the motivation of learning a foreign/second language. The ideal L2 self refers to
learners’ desire to become a target-like speaker; the ought-to L2 self refers to learners’
attributes to meet the expectations from their social environment; and the L2 learning
experience refers to learners’ positive engagement in their L2 learning process (Ddrnyei and
Ushioda, 2009, 2011). Drawing on the “possible selves” (Markus & Nurius, 1986) and “self-
discrepancy” (Higgins, 1987) theory in psychology, Dornyei (2005) proposed this new

outlook on L2 learning motivation, with the “ideal self” being the core concept.

In addition, other scholars have started to reconsider the nature of L2 motivation in the
postmodern era, as identity becomes a hotspot in L2 research. Identity is a key notion in
second language acquisition, which connects the language learners with their learning
contexts. Norton (2000) suggests that identity refers to how the learner views the dynamic
relationship between himself/herself and the living context, constructed with time and space,
and possible attributes in the future. She proposes the “investment” concept in L2 motivation
field, which the learners construct their relationship to the target language socially and
historically. If a learner invests in learning a second/foreign language, he/she would like to
possess such soft resources that can enhance their social identity and cultural capital. The L2

learners’ investment in learning the target language is closely connected with their complex
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identities which may change in different social interactions and practices (Norton & Toohey,

2011).

In summary, anyone who learns a second/foreign language has his/her own goals and
motivation. Without sufficient motivation, one would find very hard to persist in learning the
target language for a long time. Meanwhile, L2 motivation is changing with time and space,
subject to the learners’ relationship to their social contexts. Based on a brief review of L2
motivational theories, these models or frameworks remind us of the important relationship
between the L2 language development and leaners’ subjective initiative in their living
experiences. As L2 Motivational Self System (L2MSS) sees the language learners from the
individual’s self stand, and it “represents a major reformation of previous motivational
thinking” (Ddnyei, 2009, p. 9). This framework will be used to gauge the motivational factors
of the CHL and non-CHL learners in this study. The present study focuses on the
comparisons between the CHL and non-CHL learners who grow up in different family and
community context, thus their motivational orientations are worthy of attention in Chinese

learning achievement.

A large body of literature focuses on the motivation and English as a second/foreign language
learning achievement. The next part will review some literature on the relationship between

the motivation and L2 learning achievement.

Most research has examined the relationship between L2MSS factors and learners’ intended
learning efforts and found strong correlations, supporting Dornyei’s L2MSS theory (e.g.,
Ryan, 2008; Taguchi et al., 2009). However, the intended learning efforts is only the

predictive of L2 learners’ proficiency not the actual achievement in the target language



59

(Moskovsky et al., 2016). There are some studies incorporating the learners’ language
proficiency test grades and investigating the relationship between their learning outcomes and

L2MSS variables, but the research findings are not consistent.

Some studies found a very weak or even negative influences on L2 learning outcomes. For
instance, in a study of 360 Saudi learners of English, Moskovsky et al. (2016) researched the
participants’ IELTS reading and writing test scores and L2MSS components. They employed
multiple regression analyses to suggest that the ideal L2 self, the ought-to L2 self, and the L.2
learning experience could better explain their intended English learning efforts, but there
were weak and negative correlations between the learners’ intended learning efforts, ideal L2
self and their English reading and writing scores. The authors attributed these unusual results
to three speculations that the learners with low proficiency tended to exert more future efforts
for better career development and social status improvement in the Saudi context, and the
IELTS reading and writing test scores might not reflect their actual L2 achievement, as well
as the participants were all at lower grades. Subekti (2018) did not find strong correlations
between the ideal L2 self, ought-to L2 self, L2 learning experience and the composite English
scores of 56 Indonesian college students. Also, under the influence of Covid-19 pandemic,
Rahardjo & Pertiwi (2020) found a low correlation between the learning motivation of 84
senior high school students and their English achievement in Surabaya. Additionally, some
researchers found that there was no influence of the ought-to L2 self (Calafato & Tang, 2019;
Khan, 2015; Moskovsky et al., 2016) or a negative effect of the ought-to L2 self (Al-Hoorie,

2016) on L2 achievement.

On the contrary, in some studies, the researchers have found that the core components of

L2MSS might have some positive effects on L2 learning achievement, directly or indirectly.
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For example, Lamb (2012) conducted a questionnaire and a C-test in English proficiency
(completing sentences and filling in the missing words in texts) to compare the relationship
between L2MSS components and L2 English proficiency among 527 young adolescents in
the city, town, and countryside. The results revealed that L2 learning experience was strongly
correlated with the participants’ intended learning efforts and current English achievement,
and the relationships were different in socioeconomic contexts with ideal L2 self only
significant in metropolitan group of students. In Saudi English as a foreign language courses,
Khan (2015) conducted a questionnaire and semi-structured interview to explore the
relationships between the L2MSS constructs and English test proficiency among 100 female
elementary learners, which suggest that the ideal L2 self were more strongly correlated to
formal L2 achievement than the ought-L2 self, with the latter only having a significant role in
their intended learning efforts. Yun et al. (2018) found an indirect positive effect of the ideal
L2 self on L2 achievement of 787 Korean adult learners of English, with the “buoyancy” as
the mediator. Moreover, Morea (2020) inquired the relationships between L2MSS variables
and L2 French performance of English secondary students. The survey results and French test
grades of 397 participants revealed that the three components of L2ZMSS were all
significantly correlated with their L2 performance with the ideal L2 self being the most
important variable. In another study of 545 undergraduate Japanese learners of English,
Takahashi and Im (2020) compared the relationships between the motivational constructs,
intended learning efforts, and L2 English achievement under the L2ZMSS and self-
determination theory, finding the powerful predictor of L2 learning experience and learners’
intrinsic motivation. Likewise, Zhang et al. (2020) identified that the foreign language
enjoyment mediated the positive effects of instrumental and integrative motivations on
second foreign language learning achievement by analyzing a self-reported survey data

among 335 Chinese tertiary students of diverse foreign languages.
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To summarize, a foreign language learner can easily give up without sustainable motivation
to learn the target language. The past decades have witnessed several shifts in L.2
motivational framework, and L2MSS has become a recent popular theoretical basis supported
by many empirical studies in the ESL/EFL field. Although the three L2MSS components are
found to be good predictors in the intended learning efforts to varying extent in a great
number of studies, their effects on actual L2 achievement have been in debates so far.
Furthermore, only a handful of studies have investigated the relationships between L2MSS
and other language learning achievements than English, which leaves us more room to

explore.

2.4.2 L2 learning frequency and L2 achievement

In the cognitive perspective, L2 learning is seen as the “extraction of meaningful patterns
from environmental stimuli, via all types of sensory perception” (Mitchell et al., 2019, p.
129). One recognized theory “Emergentism” views L2 learning as a process in which the
learners use their cognitive learning mechanisms to obtain the patterns from the daily
language input, and this process is said to be affected by many factors, such as frequency and
salience in L2 input, and the learners’ own features (Mitchell et al., 2019, p. 129). Frequency
is one of the critical input-related factors that contributes to both L1 and L2 learning
(Schmitz, 2010). It refers to the times that the target language items appear in the L2 learners’
input. In different linguistic domains, the frequency effects are highly correlate to language
processing (Ellis, 2002). Generally, “the more times a stimulus is encountered, the faster and

more accurately it is processed” (Ellis, 2006, p. 5). In other words, if the target linguistic
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features occur more frequently in daily language input, the learners are more easily to
identify and learn that knowledge. On the other hand, the input cannot automatically become
intake that is completely absorbed by the language learners, and other factors also matter a
lot, such as salience, outcome importance, etc. (Ellis, 2006). Therefore, it is important to
attract the learners’ selective attention from the frequent, salient, and meaningful language

input.

A related well-known theory is incidental learning in L2 vocabulary acquisition. Paribakht &
Wesche (1999) indicates that incidental vocabulary learning refers to a natural learning
process when learners acquire the knowledge of new words in hearing or reading something
instead of merely focusing on vocabulary learning. This process has been found in both L1
and L2 word knowledge development (Dupuy & Krashen, 1993; Shu et al., 1995). Due to the
slow and partial effects on word acquisition and retention, the effectiveness of incidental
learning has engendered controversy among scholars (Laufer, 2003; Read, 2004), but many
researchers and practitioners reached a consensus that it is an essential approach to
supplement word learning, and the knowledge acquired through this way is accumulated,
from an initial form impression to form-meaning connections occurred repeatedly in various
contexts (Nation, 2013; Schmitt, 2010; Schmitt & Schmitt, 2020; Webb, 2007). However,
there is an inconvenient fact that the effectiveness of exposure frequency would gradually be
insignificant as time goes on (Webb & Chang, 2015). Also, Von Stutterheim et al. (2021)
indicates the limited effects of the occurrence frequency in L2 acquisition and foregrounded
that the “conceptual framing” might play a more important role than frequency. In other
words, both the explicit instruction of linguistic knowledge and implicit learning are essential

in successfully learning a foreign language.
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A large body of literature focuses on the frequency and English as a second/foreign language
learning achievement. The subsequent paragraphs will review some literature on the
relationship between the frequency of exposure and L2 learning achievement in different
linguistic domains, and then followed by a few studies on the relationship between the

motivation, frequency, and L2 learning outcomes.

A great number of empirical studies have supported the frequency effects in second/foreign
language learning with respect to the acquisition of lexical knowledge. For example,
Fernandez & Schmitt (2015) investigated the correlations between the collocation knowledge
of 108 Spanish speakers learning English as a L2 and the collocation frequency in corpus,
and everyday extracurricular English activities, finding that L2 English learners’ collocation
knowledge was moderately correlated with corpus frequency (» = .45**) and highly related to
daily English engagement (» = .56*%*). It suggests that we should encourage L2 learners to
participate in more daily English-based activities to facilitate their collocation learning.
Frequency has been an important basis for vocabulary selection in L2 pedagogy for a long
time (Schmitt & Schmitt, 2014), and it is widely accepted as one significant predictor to
successful vocabulary acquisition (Leech et al., 2001; Schmitt, 2010). Mohamed (2018)
conducted an eye-movement and extensive reading research to investigate the influence of
exposure frequency on L2 English vocabulary reading, in which 42 advanced L2 English
learners of diverse majors participated in an eye-tracking task, vocabulary posttests, and
reading comprehension test. The results showed that the L2 readers were more easily to
process the 20 familiar words than pseudo words and their fixation times decreased with the
vocabulary repetition increased. This study highlighted the significance of engagement in L2
incidental word learning and exposure frequency, but the author also emphasized that the

results only reflected an immediate learning achievement.
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In addition to L2 vocabulary and collocation acquisition, the frequency effects are also seen
in many other studies on phonology, morphosyntax, syntax, grammaticality, reading, spelling,
and so forth (Ellis, 2002). For example, Collins et al. (2009) conducted a corpus study to
investigate the correlations between the input frequency and the acquisition of English
progressive, past tense, and possessive determiners among adolescent L2 English learners,
finding that the high frequency exposure in vast amounts and situations could explain why
progressive forms are acquired before the past-ed and possessive determiners to some extent.
On the other hand, the early studies did not consider the L2 learners’ L1 backgrounds and
some other individual differences. Besides the input characteristics, there are many other
potential factors that could affect L2 morpheme learning achievement, such as L1 influences,
prior knowledge, and individual diversity (Mitchell et al., 2019, p. 132). Furthermore, in a L2
English listening comprehension study of 167 Chinese college students, Matthews & Cheng
(2015) investigated the relationship between their IELTS listening test scores and the
identification of oral high frequency words, suggesting that these high frequency speech
words could predict L2 English learners’ aural vocabulary knowledge which is related to the

listening comprehension achievement.

In the sub-section 2.4.1, we have reviewed some studies about the relations between L2
motivational orientations and L2 achievement, despite the conclusions being far from
consistent. In this sub-section, we have also learned that the exposure frequency has been
recognized as one significant element participating in the contribution to L2 learning
outcomes. It hardly can prohibit us from thinking about the interactive roles of learners’
motivation, frequency, and L2 achievement. There seems not much research has scrutinized

such interactions to my current knowledge. In a study of examining the different
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effectiveness of potential factors (including L2 learners’ motivation, self-perceived
communicative competence, willingness to communicate, and anxiety) on the frequency of
oral English communication, Ghani and Azhar (2017) employed questionnaire research
among 123 postgraduate L2 English learners in Pakistan, finding that motivation was the
third positively significant factor that explained the frequency of using English in
communication (» = .32%*). However, they adopted a simple version of Gardener (1985)’s
Motivation Attitude Test Battery to measure the participants’ L2 motivation which has been
regarded as out of date. Moreover, in a similar study of Lao (2020), she analyzed the survey
data of 59 adult ESL learners in New York, which showed a positively moderate correlation
between L2 self-guides motivation and the learners’ frequency of communication in English
(r = .46*). Nonetheless, the sample size in Lao (2020)’s questionnaire investigation was

rather small, and the participants were of diverse L1 backgrounds and L2 proficiency levels.

To recap, as one significant input-related factor, frequency of exposure is conducive to L1
and L2 learning. Considerable studies have examined the frequency effects on L2 acquisition
in vocabulary, collocations, phonology, morphosyntax, syntax, etc. Also, incidental
vocabulary learning serves as an essential accumulative process to facilitate word acquisition.
The more frequently one gets access to the target language in daily contexts, the more
possible s/he can process the salient features under conscious and unconscious learning.
However, only the exposure frequency is far from enough, as language input usually cannot
be translated into 100% intake by language learners. Other input characteristics and
individual factors interactively affect L2 learning outcomes, and the implicit and explicit
language instruction also play important roles. In addition to the important relationship
between the language encountering frequency and L2 achievement, some scholars also

indicate the significant correlation between the learners’ motivation and their frequency of L2
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use. Together, considering from the learners’ perspective, I incorporate the input-related

factors, L2 learning motivation, and L2 achievement in this study.

Draw on the theoretical framework on input processing, exposure frequency, and incidental
learning in second/foreign language acquisition, it leads me to rethink L2 Chinese character
learning under such conditions. Different from English or French vocabulary, Chinese words
consist of single characters, and disyllabic words account for a large proportion in modern
Chinese. CSL/CFL learners normally learn Chinese characters in lexical contexts. Seeing that
CHL and non-CHL learners may have different incidental word learning contexts and
exposure frequency to encounter Chinese words, thus their frequency of extracurricular
Chinese activity engagement is taken into consideration in this study. It is regarded as the

informal opportunity to learn Chinese characters in my conceptual framework.

2.4.3 Motivation, frequency, and Chinese learning achievement among CHL and non-

CHL learners

In this sub-section, I will first illustrate the comparisons between the CHL and non-CHL
learners’ motivation in learning Chinese, and then review the extant literature on the relations
between motivation, input frequency, and CSL/CFL learning achievement, and end up with

some comments, and questions remained underexplored.

Previous studies have found the differences and commonalities in Chinese learning
motivation between the CHL and non-CHL learners. By administering the questionnaires and

interviews, Wen (2011) investigated the Chinese learning attitudes and motivation of 317
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college students enrolled in the Chinese programs at three American universities. The author
found that the instrumental motivation, positive learning attitudes and experience are the
main factors facilitating L2 Chinese learners to pursue Chinese studies, but CHL and non-
CHL learners presented large differences in terms of socio-cultural interactions and learning
situations. Heritage learners engage in more cultural activities at home and the community,
whereas non-heritage learners tend to have a sense of fulfilment in learning a challenging
language and are more motivated by the satisfying learning experiences. Xie (2014)
demonstrates the differences between the CHL and non-CHL learners’ motivations under the
L2 Self System, in respect of family influence, the ought-to L2 self, the ideal L2 self and the
international posture. This study underscores the significant roles of the home environment
and intergroup interactions played in shaping L2 learners’ dynamic attitudes toward Chinese
language learning. Lin (2018) designed and tested the L2 Chinese motivational Self System
scale for the CFL and CHL learners, finding that they are different in the ideal L2 self, ought-
to L2 self, L2 Chinese learning experience, family influence and intended effort, but not on
the instrumentality motivation. Furthermore, it has been suggested that CHL learners’
motivation is driven by their perception of the economic capital of mastering Chinese in
recent years (Xu & Moloney, 2014). By conducting focus group discussions and individual
interviews with the students, teachers, and parents, Kurniawan & Suprajitno (2019) inquired
diverse motivations to learn Chinese of 16 Indonesian CHL learners, and found that the
instrumentality of Chinese, their ethnic background and perceptions of China’s rise stimulate

them to make sustained efforts in learning Chinese.

Compared with the great volume literature on the relationships between L2 motivation,
frequency, and L2 English achievement, only a few studies examined their relations under the

context of learning Chinese as a second/foreign and heritage language. Lately, one of the
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research foci has paid attention to this area.

To begin with, there are a few studies on L2 motivation and Chinese learning achievement by
comparing CHL and non-CHL learners. Lu and Li (2008) conducted a comparative study on
the relationship between different motivational factors and Chinese proficiency test scores
among 59 collegiate CHL and 61 non-CHL students in U.S. They found that the integrative
motivation was highly correlated to students’ learning outcomes, and CHL learners were
more influenced by instrumental motivation and less influenced by situational motivation
than their non-CHL peers. This suggests that different motivational orientations might play
various roles in CHL and non-CHL learners’ Chinese language achievement. Under the
L2MSS framework, Tan et al. (2017) examined the relationships between the three L2MSS
components and the Mandarin learning achievement of Malaysia college students and found
that only L2 learning experience was significantly correlated with L2 Chinese attainment,
neither the ideal L2 self nor ought-to L2 self. Conversely, Wong (2018) proposed that only
the ideal L2 self was significantly related to L2 Chinese reading achievement, and the L2
selves could predict the L2 achievement under the mediating effect of motivated behavior, by
conducting the structural equation model analysis of the relations among L2 self-guides,
motivated behavior, and L2 reading comprehension development of 121 CSL primary
students in Hong Kong. In the followed research, Wong (2020b) conducted a more complex
structural equation modeling to shed light the interrelationships between the overall L2
Chinese proficiency and L2 selves motivation of ethnic minority primary students: young
CSL learners’ self-perceived proficiency predicted their intended learning efforts with the
ideal L2 self as the mediator, and then facilitated L2 achievement. Also, the self-perceived

proficiency had great influence on learners’ ideal L2 self instead of the ought-to L2 self.
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In a more recent study, Li and Zhang (2021) explored the major L2ZMSS dimensions of
Tibetan learners of Chinese and their Chinese learning achievement, finding that the ideal L2
self positively affected Mandarin learning achievement whereas the ought-to L2 self was
negatively correlated to their Mandarin proficiency, and the learning experience acted as
mediators in the effects of L2 selves on the intended Mandarin learning efforts. The L2MSS
explained 55% of Tibetan students’ intended efforts in learning Mandarin while contributed
13% to Mandarin achievement. Although the Tibetan students are native speakers of one
Chinese minority language, the Tibetan language is very distinctive from Mandarin (both in
oral and print knowledge). Thus, this study could provide some illuminations in motivation-
actual learning achievement relations in CSL/CFL and CHL field. On the other hand, due to
some reasons like the language policy, learners’ sociocultural contexts, etc., the L2 Mandarin
leaners speaking Tibetan are not in the same group of the CSL/CFL learners in other
countries and regions. Furthermore, Yang and Chanyoo (2022) investigated the relations
between L2 learners’ motivational self orientations and their intended efforts in learning
Chinese, Japanese, and Korean by using the questionnaire and interview measures, the results
of which revealed that L2 learning experience was the highest motivational component
among CSL learners in Thailand, and there were significantly strong positive correlations
between the intended Chinese learning efforts and L2 learning experience (» = .86, p<.001),

ideal L2 self (r = .68, p<.001), and promotional instrumentality (» = .65, p<.001).

Secondly, in terms of the frequency accessed to L2 input and L2 development, Zhang, Koda,
and their associates have implemented a series of studies concerning the early Chinese input
effects on CHL learners’ vocabulary knowledge development in the past years. For instance,
Zhang and Koda (2011) found that the Chinese character structural knowledge and

vocabulary breadth of American Chinese-English bilingual primary school students were
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significantly positively correlated to the frequency of their parents’ language use and Chinese
reading coursework. In another study of 73 collegiate CHL learners in programs of studying
in China, H. Zhang (2016) used the language background survey and Chinese reading tasks to
shed light on the significantly positive relationship between CHL learners’ early Chinese
input and their reading achievement. Moreover, Zhang and Koda (2018b) further investigated
the relationships between CHL learners’ early Chinese exposure and lexical development via
conducting a background questionnaire and Chinese word knowledge tests among 195
collegiate CHL learners of intermediate Chinese level studying abroad in Mainland China.
The cluster comparative analyses revealed that the early high frequency of exposure to print
Chinese had positive effects on later print word knowledge than the low frequency of input.
Additionally, in view of input-based approaches, Li (2012) conducted a quasi-experiment of
30 CSL learners of diverse L1s to examine the input practice effects, finding that different
frequency of instructional input processing had different contribution to L2 Chinese
pragmatic acquisition of requests. In a latest eye-tracking study, Yi (2022) supports the effects
of incidental vocabulary learning on novel Chinese compound word processing by alphabetic
language learners of Chinese. Of course, individual learner variables also played some roles,

such as the participants’ L2 vocabulary size.

In addition, one journal paper discussed some relationships between the L2 self motivation
and after-class Chinese engagement in the CSL context. In a latest study of Wen (2022), she
and her associates conducted mixed research to investigate college-level CSL learners’
motivation and their extracurricular learning situation in the U.S. By analyzing 120
questionnaires and interviewing 27 participants, Wen (2022) suggests that the core
constituent of L2MSS — the ideal L2 self was the most highly correlated to the intended

positive learning efforts (» = .67, p <.01), and significantly correlated with communicating in
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Chinese (r = .29, p <.01) and doing Chinese coursework (r = .32, p <.01) outside of class.
Her study reveals the interactions among L2 Chinese motivation, learning contexts, and CSL

learners’ experience.

By and large, according to these empirical studies, we understand the similarities and
differences between the CHL and non-CHL learners’ motivation to learn Chinese (normally
Chinese Mandarin), and the latent positive interrelationships between the L2MSS
components and L2 Chinese learning achievement, as well as the input frequency. On the
other hand, although thousands of studies have supported the significant roles of L2ZMSS
variables in sustaining L2 learners’ intended efforts, the research conclusions have hardly
reached a consensus yet among the relations between the ideal L2 self, ought-to L2 self, L2
learning experience and the actual language proficiency in L2 Chinese. Moreover, the mid-
term and final-term Chinese test results were used in the previous studies to indicate the
CSL/CFL learners’ L2 achievement. And most participants were from different L1
backgrounds and Chinese proficiency levels. These might be one or two reasons leading to
the various conclusions. In addition, although a series of scholarship works suggest that the
early exposure frequency could have important influence on CHL learners’ Chinese word
learning achievement, few studies investigated the relationships between the CHL learners’
frequency of after-class exposure to Chinese and their language achievement and compared
with non-CHL learners. Also, a scarcity of research has focused on the correlations between
the L2ZMSS factors and the frequency of extracurricular Chinese activity engagement among
CHL and non-CHL learners. Moreover, substantial studies researched the motivation and
frequency effects on Chinese vocabulary acquisition by CSL/CFL learners, but no extra
specific attention has been paid to their relations with Chinese character reading

development. Chinese is widely recognized as challenging to learn often because of the
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representation of its complex writing scripts, to which my study is going to find some
relations with individual dimensions if there are. In short, in spite of these current findings,
we know little about whether and how the L2MSS and the informal exposure frequency can
promote the CHL and non-CHL learners’ Chinese character learning achievement. Therefore,
this study expects to answer this inquiry with specialty to Chinese character reading

development in this thesis.

2.5 Chapter summary, research gap and questions

2.5.1 Chapter summary

This chapter introduced the main theories and many previous studies in relation to this study.
There are three main sections: reading Chinese characters, CHL and non-CHL learners, L2

learning motivation, frequency and L2 achievement. A summary is as follows.

Firstly, Chinese characters are the written symbol for recording the oral Chinese language.
The nature of Chinese characters is morphosyllabic written symbols. As the basic unit of the
logographic writing system, Chinese character is of two-dimensional structure, comprising of
strokes and components. And radicals are the functional constituents in compound characters
cueing the meaning or pronunciation of that character. In terms of the formation methods of
Chinese characters, there are four major types: pictographs, self-explanatory characters,

associative compounds, and phonograms. Chinese characters are the basic unit of word
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formation. For those characters with independent meaning, one character is a word; for those
characters that cannot be used independently in a sentence, we usually add another character

to form a word. The two-character words account for a dominant position in modern Chinese.

The pronunciation and meaning of a Chinese character are the pronunciation and meaning of
the word represented by that character. Reading Chinese characters involves three
dimensions: orthography, phonology and meaning. It refers to retrieving the pronunciation
and meaning in brain when looking at its orthographic form. What makes character
recognition difficult is that one may not pick up the phonological information directly from
the character’s orthography. When learning Chinese characters, the learners should grasp the
Chinese orthographic knowledge, semantic and phonetic radical awareness, and
morphological awareness, which help them decode the single characters in words.
Additionally, Considerable studies have provided evidence to support that the explicit
instruction or guided inductive instruction could be effective approaches for teaching Chinese
characters in CSL/CFL classes. In Vietnam, the Chinese character teaching has not been paid
much attention due to the limited class time, and there is a shortage of appropriate textbooks

and workbooks for the local students to learn Chinese characters.

Secondly, CHL and non-CHL learners are different in nature and live in different
sociocultural contexts, but there are also some commonalities in their Chinese language
development and the social-psychological realm in learning Chinese. CHL learners grow up
in a non-Chinese speaking country but can speak or at least understand some Chinese at
home, and they have some ethnolinguistic connections to Chinese cultural heritage but are
equipped with a wide range of imbalanced Chinese linguistic skills. Non-CHL learners are

those who have no affiliations to the Chinese language and culture at home and learn Chinese
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as a foreign or second language under formal instruction. These two groups of learners have
differences and similarities in the nature of different types of international Chinese education,
Chinese language use and development, L2 motivation, anxiety, and identity. With a special
attention to Chinese character learning, a great number of studies have investigated Chinese
character reading and writing of CFL/CSL learners, and the current studies on CHL learners
focused on the sub-knowledge development in processing Chinese characters, but there are

few related studies comparing the CHL and non-CHL learners.

Thirdly, as two important factors, motivation and frequency play significant roles in L2
language learning. Actually, they are all learner-related considerations. Different social
contexts could shape different attitudes and motivation toward the target language and
provide different frequency of exposure for CHL and non-CHL learners. L2 learners’
motivation is shaped and changed in different specific sociocultural contexts (Dornyei &

Ushioda, 2011; Norton, 2000; Taguchi et al., 2009).

Foreign language learning is a life-long journey, and one can hardly persist in it without
enough motivation. L2 learning motivation is an internal drive for a person to put efforts to
achieve some goals in learning a new language. It not only provides the primary incentive for
initiating L2 learning, but also for sustaining a long and wearisome learning process. The L2
Motivational Self System has been supported in many CHL studies. There are three core
components: the ideal L2 self, ought-to L2 self, and L2 learning experience. The ideal L2 self
refers to learners’ desire to become a target-like speaker; the ought-to L2 self refers to
learners’ attributes to meet the expectations from their social environment; and L2 learning
experience refers to learners’ positive engagement in L2 learning process. Hundreds of

studies have advocated the significant influence of L2ZMSS variables on L2 learners’ intended
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efforts in learning the target language, but their effects on actual L2 achievement have been in
debates so far. And only a few studies have investigated the relationships between L2MSS

and other language learning achievements than English.

Moreover, frequency is one of the critical input-related factors that contributes to both L1 and
L2 learning. If the target linguistic features occur more frequently in language input, the
learners are more easily to identify and learn that knowledge. Besides, the incidental
vocabulary learning, a natural learning process when learners acquire the knowledge of new
words in hearing or reading something, was found to promote L1 and L2 word knowledge
development. A great number of empirical studies have supported the frequency effects in
second/foreign language learning with respect to the acquisition of English vocabulary,
phonology, morphosyntax, syntax, reading, spelling, and so on. Also, previous studies have
found the significant correlation between the learners’ motivation and their frequency of L2

use.

Moving to the motivation, frequency, and Chinese learning achievement of CHL and non-
CHL learners, likewise, previous studies suggest that they share differences and
commonalities in Chinese learning motivation. For example, CHL and non-CHL learners
have no differences in instrumental motivation, but are different in the ideal L2 self, ought-to
L2 self, L2 Chinese learning experience, family influence. Different studies may focus on
different orientations. Furthermore, many studies have found that the L2MSS components are
good predictors to the intended efforts but have reached inconsistent results in explaining the
relationships between L2MSS and L2 Chinese achievement. Additionally, prior studies
provided some evidence to emphasize the significantly positive role of early exposure

frequency in CHL learners’ language development. Moreover, one study found that the ideal
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L2 self was significantly correlated with the after-class Chinese engagement among collegiate
CSL learners. Taken together, the potential relationships among L2 Chinese learning
motivation, exposure frequency in learning contexts, and L2 Chinese achievement are worthy

of further scrutiny.

2.5.2 The present study, research gap and questions

The present study pays special attention to the Chinese character reading development of
collegiate CHL and non-CHL learners in southern Vietnam, attempting to find the
correlations between their character reading achievement at different Chinese levels and their
Chinese learning motivation and frequency of exposure to Chinese under informal contexts,
as well as the influence of their perceptions of formal Chinese character instruction in class
and textbooks. To sort out these problems, this study conducted mixed research methods

articulated in the next chapter.

In light of the above theories and studies, it can be summarized that Chinese character
learning is a dynamic developmental process which involves many analytic processing
knowledge, such as the structural types, stroke numbers, semantic and phonetic radical
knowledge, component combination regularity, etc. Although thousands of studies have
examined Chinese children’s character acquisition, there remains much unknown on the CHL
and non-CHL learners, particularly in a non-target language environment other than America.
Furthermore, in addition to the cognitive development of L2 learners’ Chinese character
acquisition, to my current knowledge, little is known about the roles of individual diversity

played in L2 Chinese character learning, in terms of learners’ motivation and their specific
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learning situations. It is hypothesized that the CHL and non-CHL learners with different
family connections to the Chinese language and culture may somehow vary in relation to
Chinese character learning. Moreover, the future research directs to investigate the Chinese
character learning process of CHL learners and non-CHL learners at advanced Chinese

proficiency levels (Zhang & Ke, 2018).

In addition, although considerable studies have supported the significant roles of L2ZMSS
components in sustaining L2 learners’ intended efforts, the research conclusions have hardly
reached a consensus yet among the relations between the ideal L2 self, ought-to L2 self, L2
learning experience and the actual L2 Chinese achievement. Moreover, the mid-term and
final-term Chinese test results were usually used in the previous studies to indicate the
CSL/CFL learners’ L2 achievement. And most participants were from different L1
backgrounds and Chinese proficiency levels. Furthermore, although a series of studies
suggest that the early exposure frequency could have important influence on CHL learners’
Chinese word learning achievement, few studies investigated the relationships between the
CHL learners’ frequency of after-class exposure to Chinese and their language learning
achievement and compared with non-CHL learners. Also, a scarcity of research has focused
on the correlations between the L2MSS factors and the frequency of extracurricular Chinese
activity engagement among CHL and non-CHL learners. Considerable studies researched the
motivation and frequency effects on Chinese vocabulary acquisition by CSL/CFL learners,
but no extra specific attention has been paid to their relations with Chinese character reading
development. Chinese is widely recognized as challenging to learn often because of the
representation of its complex writing scripts, to which my study is going to find some
relations with individual dimensions if there are. In a word, after reviewing the literature, we

know little about whether and how the L2MSS and the informal exposure frequency can
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promote the CHL and non-CHL learners’ Chinese character reading achievement. Moreover,
few qualitative studies heretofore have explored the CHL and non-CHL learners’ perceptions

of Chinese character instruction (Wang, 2020, pp. 91-92).
To sum up, I present a general conceptual framework of hypotheses displaying a framework
of Chinese character reading achievement by CHL and non-CHL learners in Figure 2 below

and propose three research questions to fill the research gaps.

Figure 2 A conceptual framework of hypotheses

provides

Sociocultural and family context

leads to

L2 Chinese learning motivation

enhances

Chinese character learning
opportunities
(formal and informal)

the interplay between them affects

Chinese character reading
achievement

Research questions

RQ1: Are there developmental differences in learning Chinese character reading among adult

CHL and non-CHL learners in Vietnam? If yes, what are the differences and commonalities?

RQ2: Are the differences in CHL and non-CHL learners’ Chinese character reading



achievement affected by their L2 Chinese learning motivation and frequency of

extracurricular Chinese activity engagement?

RQ3: Are the differences in CHL and non-CHL learners’ Chinese character reading
achievement influenced by their views on the formal instruction in class and textbooks?

How?

79
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Chapter 3: Research Methods

3.1 Chapter introduction

In detail, this chapter will introduce the participants and settings, research instruments, the

pilot study, procedures, data coding and analysis, and the research reliability and validity.

[lluminated by the suggestions in recent review studies, the present study implemented mixed
research methods to answer the above research questions. For example, Li (2020) calls for a
deep integration of adopting positivist and interpretivist methods for future L2 Chinese
character studies in his systematic review of Chinese character teaching and learning from
2005 to 2019. Such a view is echoed by other scholars (i.e., Gong et al., 2020; Ke, 2020).
Dornyei (2007) indicates that the mixed research methods can “expand our understanding of
a complex issue” (p. 164). Due to the lack of a well-recognized rating scale on L2 Chinese
character instruction in both class and textbooks, to my current knowledge, this study then
incorporated the participants’ written texts as the qualitative data to address this issue. The
CHL and non-CHL learners’ views on the formal Chinese character instruction should not be
overlooked as they also play an important role in their learning achievement. Also, the
qualitative data could provide some insights to supplement the statistical results (Creswell,
2018, pp. 84-85; Flick, 2007, pp. 8-9). In this study, the RQ1 & RQ2 need the quantitative
data while the RQ3 needs the qualitative data, together attempting to shed light on a
comprehensive picture of the development of Chinese character reading achievement by adult

CHL and non-CHL learners in Vietnam and the potential influencing factors.
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In brief, an online Chinese character reading test was conducted with each participant to
assess their Chinese character learning achievement, and an online questionnaire about the
learners’ L2 Chinese learning motivation and the frequency of attending extracurricular
Chinese activities was used to examine the scale that matches the participants’ situation.
Moreover, in the questionnaire, there are five open-ended questions about the students’ views
on Chinese character instruction in class and textbooks. the data collection materials are

provided in Appendices A and B.

3.2 Participants and settings

Considering that the majority of ethnic Chinese are living in southern Vietnam, under the help
of my supervisors, I contacted several local Chinese teachers at a southern Vietnamese
university, where I recruited the voluntary participants by sending emails. Two hundred fifty-
three voluntary participants were recruited to join in the questionnaire and Chinese character
reading test. Finally, we received 181 valid questionnaires and answer sheets, as some
participants did not complete the online questionnaire or withdraw from the Chinese
character reading test. Also, we removed the questionnaires finished in a very short time

(300-600s).

The participants were college students with different majors at a southern Vietnamese
university, including 89 CHL learners and 92 non-CHL learners. There were 144 female
students and 37 male students, with 165 at the age of 18-24 and 16 at 25-30. Their first or

dominant language is Vietnamese. They were from the different classes of Chinese language
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proficiency based upon their HSK (a standardized Chinese proficiency test) level. Since the
State Language Commission, Ministry of Education of China released the new HSK 1-9
standards in March 2021 and implemented the document in July 2021, the participants did
not take the new HSK test before the data collection. Hence, we still used the old standards to
divide them into three groups of Chinese proficiency levels: elementary (HSK1-2),

intermediate (HSK3-4), and advanced (HSK5-6). The details are shown in Table 3 below.

Furthermore, the CHL learners in this study are those whose ethnic group in Vietnam is
“Hoa” (Chinese origin), with at least one of their parents or grandparents are Chinese native
speakers (speaking Mandarin or a Chinese variety). Most of them are the third generation of
ethnic Chinese, and they can speak or at least understand some Chinese at home and in the
community. Although some CHL learners reported in the survey that they had learned
Chinese before entering the university, while some were not, their Chinese proficiency levels
were determined by the HSK test and midterm and final exams. Among the non-CHL
participants, there were 91 Kinh people and one Khmer student. The CHL and non-CHL

learners were allocated to different classes according to their Chinese proficiency levels.

Table 3 Details of the participants

Number of participants HSK1-2 HSK3-4 HSKS5-6

CHL 29 30 30

Non-CHL 31 31 30

Since the students were attending online Chinese classes under the influence of the Covid-19
pandemic, the data-collection settings were on the internet by using online questionnaires,

and the online Chinese character reading test. After data collection, I sent the participants
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some electronic Chinese learning materials as remuneration.

In addition, the ethical issues on each participant are of great importance in this study. Before
the data collection, I secured informed consent from the participants and their Chinese
teacher. I fully respected their right and freedom to participate in or withdraw from the
research anytime they felt comfortable and without any negative consequences. If participants
want to withdraw during the test, they do not need to submit their answer sheet and
questionnaire, or they can quit the online test and questionnaire. Participants did not take any
risks to attend every task in this research. Their names were replaced by the coding numbers
after the data collection, and there is no identifying information in the thesis. Lastly, all the
original data file is stored in a password-protected laptop to which only the researcher can
access and will not be kept until the final thesis is submitted. The ethical details were stated
clearly in a separate ethical review application form which was submitted to the Human

Research Ethics Committee of the university and gained approval before the data collection.

3.3 Instruments

In general, there are two chief research instruments - Chinese character reading test and
Chinese learning questionnaire. The test instructions and the questionnaire are in both
Vietnamese and Chinese. Since I am a Vietnamese beginning learner, I recruited the
professional translator to do such work. The Chinese texts were translated into Vietnamese by
a professional Chinese-Vietnamese translator and proofread by another translator. I also sent

the translation texts to a local Chinese teacher in Vietnam for further checking. Importantly,
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the files were kept strictly confidential. The following two parts will present each research

material in detail.

3.3.1 Chinese character reading test

The Chinese character reading test contains two sections — the single character reading task
and the two-character word reading task. Firstly, given the difficulty of collecting face-to-face
data during the Covid-19 epidemic, we developed an online platform through which we could
access the instant data when the investigator conducted the Chinese character reading test
with each participant. We designed, developed, tested, and modified the online test
instrument from March to May 2021. There were two websites: one was the reading test
platform for the participants, and another was the administrating platform for the investigator
to grade the answer sheets. The reading test platform was developed for collecting the oral
(pronunciation) and print (meaning) data on each test character. Anti copy and paste function
was added. The bitrate of the audio recording is 128, and the sample rate is 16000, which
means it can clearly record the participants’ pronunciation. This platform is supported on the
desktop, mobile phone, and tablet. Notably, three languages (Vietnamese, Chinese, and
English) are provided for the participants to choose for reading the step-by-step instructions.
Moreover, recent studies have provided evidence to support the online mode data collection
method, which could reach a relatively high accuracy, reliability, and validity (Anwyl-Irvine
et al., 2020). Many studies have conducted the online test to obtain instant data during the

pandemic years (e.g., Lau et al., 2022).

In addition, there were 100 single Chinese characters (including the first four non-testing
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characters used for participants to get familiar with the process) and 108 two-character words
which were selected from the students’ textbooks. The 208 items were all notional words
(excluding the function words) because of their major quantity and straightforward meaning
retrieving. Moreover, there are three reasons for incorporating the two-character word reading
task. The participants learned the topic vocabulary in each lesson, through which they also
learned Chinese characters. The second reason goes to the important relationship between
Chinese characters and words. And disyllabic words account for a large proportion of modern
Chinese. There were four main textbooks for the participants’ Chinese course: Tiyan hanyu:
Shenghuo pian [Experience Chinese: Living in China] (Zhu et al., 2007), Tiyan hanyu:
Shenghuo pian jinjie [Experience Chinese: Living in China (advanced)] (Zhu & Chu, 2011),
Tiyan hanyu: Gongwu pian [Experience Chinese: Official communication in China] (Chu et
al., 2008), Tiyan hanyu: Shangwu pian [Business communication in China] (Zhang & Yue,
2008). Due to the complex configuration and orthographic units of Chinese characters, these
single characters were divided into different groups based upon their structures, the graded
level, the number of strokes, and the types of character formation. Moreover, the two-
character words were divided into different groups according to the graded level and the
number of topics that these words appeared in the students’ Chinese textbooks (each unit

represents a topic). Considerations about such classification are as follows.

Seeing that many studies have found the CSL/CFL learners could have different
performances in learning the Chinese characters with different attributes, we divided the 96
test characters into subsets to examine the CHL and non-CHL participants’ reading

achievement.

First, based on the Chinese character configuration, we selected both single-component
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characters ( Fl /yué/ [moon, month], 7/shui/ [water], |]/mén/ [door]) and compound
characters (e.g., i/shi/ [test, try], 3/cai/ [dish, vegetable], JE/zud/ [seat]). Among the
compound characters, three fundamental structures were considered: left-right, top-bottom,
and half-surrounded/surrounded compounds. Although there are other structural types (such
as left-middle-right, top-middle-bottom, etc.), the three fundamental structures constitute a
large proportion of Chinese characters and are usually selected in previous studies (e.g., J.

Zhang, 2016, 2017; Lu, 2002). Some Chinese characters, like “#% (/ban/ [move])”, it is a
phonogram with the semantic radical “F * on the left side and the phonetic component “#%”

on the right side despite it being of a left-middle-right structure. Such characters in this study
were placed in the left-right structure group. Also, as there is a small proportion of the half-
surrounded and surrounded characters in the textbooks, we grouped them together into the

(half)surrounded structure subset.

Second, the test characters were divided into the elementary, intermediate, and advanced
groups according to the graded level in Chinese Proficiency Grading Standards for
International Chinese Language Education (2021). This classification reflects the familiarity
of these Chinese characters with L2 learners. We checked the graded level of each selected

Chinese character in the newest Standards, leaving 32 characters in each level group.

Third, the test characters were also divided into the fewer strokes group (stroke number < 9)
and many strokes group (stroke number > 9). The cutting point is based on the “stroke-
number effect” of Chinese characters (Jiang et al., 2020; Kuo et al., 2015; Xu, 2010, pp. 248-
249; Zhang, 2017). Some scholars suggest that the CSL/CFL learners tend to have better

achievement in learning the Chinese characters with less than nine strokes. To avoid the
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ambiguity of the cutting stroke number, we deleted those Chinese characters of nine strokes.

Fourth, in light of the multifaceted features of Chinese characters, we considered the types of
character formation as well. In general, we selected two types of character formation for the
single-component characters — pictographs and self-explanatory characters, and two types of
character formation for the compound characters — phonograms and associative compounds.
Although there exist overlaps between the phonograms and associative compounds (such as

“#/zhi/ [sincere]” is a phonogram and also an associative compound), we only selected one

formation method as there are a great number of phonograms in Chinese. But to avoid

ambiguity, we tried not to choose such characters unless necessary.

Likewise, the 108 two-character words were allocated into different groups according to the
graded level (elementary/intermediate/advanced Chinese vocabulary) in Chinese Proficiency
Grading Standards for International Chinese Language Education (2021). Furthermore, as
these two-character words were selected from the students’ textbooks, we also considered the
influence of their frequency and familiarity on the students’ reading achievement due to the
importance of the frequency and salience effect in L2 input (Ellis, 2002, 2006). The four
Chinese textbooks are topic-oriented, so we calculated the number of topics in which each
word appears as a measure to assess the word frequency and familiarity. Same as the three
level groups, the 108 two-character words were allocated into the subsets of many topics
(>=10), medium topics (<10), and a few topics (one or two) separately. The classification of
the number of topics was decided by the proportionate distribution in view of the reduced
topics in the higher-level words. Although the number of topics reduces typically with the
increase of word level, namely the elementary words normally appear in many topics, some

words are not in such a case. For example, “&] #L/s1 ji/ [driver]” and “4% ££/ji x0/ [continue]”
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are elementary vocabulary, but they only appear in one topic. “H Z/chii chai/ [go on an
errand]” is an intermediate vocabulary appearing in many topics. Therefore, we selected the
test words based on the graded level and topic quantity which are highly related to the class

and textbook instruction.

Overall, apart from the four examples, there are 24 single-component characters (with four
items in each level and formation type) and 72 compound characters (with two items in each
structure, number of strokes, level, and formation type). As the two-character reading test
followed the single character test, there were no example words, and the 108 targets were
distributed in each level and the number of topics. The purpose of classifying the test
characters is to examine a wide range of Chinese characters. It is hopeful to present a
relatively comprehensive picture of the students’ achievement in learning to read Chinese
characters. Table 4 shows the information and examples of the test characters. A full list of

the Chinese characters and test answers are presented in Appendix A.

Table 4 The information and examples of the test Chinese characters

Reading test Information & Examples

elementary level (8): A . . #
intermediate level (8): K. . &
advanced level (8): /. JIl. 4

Single-component characters
(24)

pictographs (12): [1. 7. F

self-explanatory characters (12): T, &, X stroke number< 9

Single character reading task

(4+96) lefiright (24): 1. #. &

top-bottom (24): £, %, & stroke number< 9 (36): &, #. &
(half)surrounded (24): # . [E.  stroke number>9 (36): ¥, #. &
ifl

elementary level (24): i, 6. |7 phonograms (36): £, &, E
intermediate level (24): 7k , associative compounds (36): 7k . #

advanced level (24): fil. %. [F B

Compound characters
(72)

clementary level (36): E 8. /AR, &k, 4niE many topics (36): Bl K. BiE. #iE. BA
intermediate level (36): 4T#7 . 3% N ¥ medium topics (36): M. #ifE, EH. FE
advanced level (36): %y, A# . B, itk few topics (36): Rk, &4, 4% . #5

Two-character reading task
(108)

Note. The number in the parentheses is the number of test characters.
One Chinese character bears many features, such as "#" is an elementary associative compound of left-right structure with a few strokes.

3.3.2 Chinese learning questionnaire

To answer the second and third research questions, we collected the participants’ background
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information, their frequency of extracurricular Chinese activity engagement, L2 Chinese
learning motivation under the L2ZMSS framework, and their views on formal Chinese
character instruction via an online questionnaire (supported by wjx.cn). When participants
complete the questionnaire, this platform automatically presents their answer sheets,
completion time, submission tools (smartphone/computer/tablet), and IP address (Vietnam).
No personal identifying data is provided. Such information can help us screen out those

invalid questionnaires preliminarily.

The Chinese learning questionnaire was comprised of three mandatory parts: (1) the learners’
background information (including the frequency of attending extracurricular Chinese
activities), (2) L2 Chinese learning motivation scale, (3) and the open-ended questions on
students’ perceptions of Chinese character learning formal context. The questionnaire was in
both Chinese and Vietnamese. The Chinese version was translated by a professional Chinese-
Vietnamese translator and proofread by another translator. One local Chinese teacher in
Vietnam also helped checked the Vietnamese version. The Chinese learning questionnaire is

attached in Appendix B. The subsequent paragraphs will elaborate on more details.

(1) The first part contains: (a) Participants’ demographic information, such as the name of the
university, year of study, their name, email address, major, ethnic group, gender, age-range,
Chinese classes, Chinese level, languages spoken at home, and family connections (whether
they have Chinese family members or relatives). The required name and email address herein
are used to match the participants’ questionnaire with their Chinese character reading test
sheets. Such information is kept strictly confidential and will be purged after the completion
of data analysis. (b) Participants’ prior Chinese learning experience, such as the amounts of

Chinese classes they have had, the frequency of attending Chinese classes, the formal
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Chinese instruction before entering the university, the age and length of studying Chinese, the
approximate number of Chinese characters they have learned, and China visiting experience.
The information collected in (a) and (b) is used to know the respective Chinese learning
background of the CHL and non-CHL learners. (c) Participants’ frequency of engaging in
extracurricular Chinese activities, such as speaking Chinese with family or friends, watching
Chinese TV programs, listening to Chinese songs, visiting the China town or Chinese market,
reading Chinese books, and writing Chinese characters. These items are developed from the
investigation of after-class Chinese activities in Cheng (2020) and the pilot study. Participants
need to choose the frequency they attend these activities (1-never, 2-seldom, 3-sometimes, 4-
often, 5-usually, 6-always). We adopted such a general description to scale the self-report
frequency due to that the participants felt it inconvenient to calculate the specific hours of

engaging in after-class Chinese activities.

(2) As most L2 motivation scales are designed for learning English as a second/foreign
language learners, the second part adopts Lin’s (2018) L2 Chinese Motivational Self System
Scale as one reliable and valid measure to investigate the CHL and non-CHL learners’
motivation in this study. In the doctoral dissertation, Lin (2018) examined the effect of
Dornyei’s L2MSS model in learning Chinese Mandarin and compared seven motivational
factors between adult CHL and non-CHL learners in the American context. This
questionnaire was adapted from previous published L2 motivation questionnaires and added
new items designed for assessing the CHL and CFL learners’ instrumental orientation in
relation to China and Mandarin. This newly designed scale incorporates the speciality of
Mandarin and the development of China, which suits the current situation of the CHL and
non-CHL learners overseas. Also, Lin’s (2018) modified model fitted the data well and has

good reliability and validity among a sample size of 229. Due to these considerations, the
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present study adopted this scale as an important instrument to measure the Mandarin learning

motivation of adult CHL and non-CHL learners in Vietnam.

Lin (2018) adopted a 6-point Likert scale comprised of 40 statements on the learners’ ideal
L2 self, ought-to L2 self, L2 learning experience, family influence, intended learning effort,
instrumentality in promotion, and instrumentality in China and Mandarin (pp. 83-86).
Specifically, in this questionnaire, the items 12, 19, 29, 31, 36, 39 are on the ideal L2 self,
items 2, 6, 8,9, 11, 15, 21 are on the ought-to L2 self, items 4, 13, 18, 20, 22, 30, 33 are on
L2 learning experience, items 17, 23, 25, 27, 38 are on the family influence, items 7, 10, 26,
34, 37, 40 are on the intended effort, items 24, 28, 32, 35 are on China and Mandarin
instrumentality, and items 1, 3, 5, 14, 16 are on the promotional instrumentality (pp. 87-88).
Participants need to choose the number that best matches the extent that they agree or
disagree with these 40 items (1=strongly disagree, 2, 3, 4, 5, 6=strongly agree). One
advantage of the 6-point Likert scale lies in avoiding the selection of the middle category. We

provided the Chinese and Vietnamese version of this LZMSS scale (see Appendix B).

(3) The writing words of survey responses or records are one important qualitative data to
gain a diversity of the respondents’ perspectives that can be achieved by convenience
sampling (Barbour, 2008, p. 157). Considering that the researcher had limited Vietnamese
proficiency and that it was inconvenient to conduct the interviews with the participants
during the Covid-19 pandemic, we designed and tested the open-ended questions in the
questionnaire to inquire about the individuals’ perspectives. This design draws on the
experience of the study of Shen and Xu (2015), in which they used the survey method to

investigate 30 CSL learners’ opinions on the Chinese vocabulary instruction in class.



92

The third part contains five open-ended questions on the students’ perceptions of their
Chinese character learning formal context, namely the class instruction and their textbooks, to
which the participants need to write down their answers in either Vietnamese or Chinese. In
order to reap more information, the participants were encouraged to provide more details and
examples and try to type over 100 words for each question. These general questions target at
inquiring the CHL and non-CHL learners’ views on Chinese character instruction in their
Chinese class and textbooks respectively, reflecting their L2 learning experience. The five
open-ended questions were reduced and modified from the questionnaire in the pilot study

and are listed below:

1. What do you think of the Chinese character teaching section in your class? Could you
please specify with examples?

This question aims to gain a wide range of perspectives on class character instruction from
both CHL and non-CHL learners at different Chinese proficiency levels. Students may
answer from the teaching form and content of Chinese characters, their learning environment

and atmosphere, the learning effectiveness and efficiency, etc.

2. What do you think of the way that your teacher teaches you the new Chinese characters
and words? Could you please give some examples?

This question aims at knowing the students’ evaluation of their teacher’s Chinese character
instruction in class. Students may provide views on the teacher’s personality, teaching

methods, how the teacher helps with their Chinese character learning, and so forth.

3. What is your favorite and least favorite Chinese character teaching content? And why?

Question 3 is a transitional question which connects the students’ views on Chinese character
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instruction in class and in textbooks. It aims to gain information about the CHL and non-CHL
students’ Chinese character learning experience from their favorite and least favorite aspects.
Students may share their views on the characteristics of Chinese characters, the teaching form

and content in the class and textbooks, some related coursework, etc.

4. What do you think of the Chinese character learning section in your textbooks? Could you
please specify with examples?

This question aims at collecting a wide range of perspectives on textbook character
instruction from the CHL and non-CHL learners at different Chinese proficiency levels.
Students may give answers from the form and content of Chinese character instruction in
their textbooks, the organization and illustrations of Chinese characters and words, the

practicability and attraction of their textbooks, and so on.

5. In terms of learning Chinese characters and words, how do you evaluate the textbooks and
workbooks? Are they helpful to your Chinese character and word learning?

This question aims to obtain the students’ evaluation of the Chinese character and vocabulary
sections in their textbooks and workbooks. Students may share their views on the
practicability of the Chinese characters and words presented in the textbooks, the
effectiveness of the exercises, how these learning materials help with their Chinese character

learning, etc.

3.4 Pilot study
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I conducted a pilot study in early May 2021. The ethical approval letter was received on 3™
May from the Human Research Ethics Committee of the university. After gaining the
informed consent of a local Chinese teacher and her students, I invited two Hoa students and

two Kinh students of advanced Chinese proficiency level to participate in the pilot study.

They first completed the Chinese learning questionnaire and then attended the Chinese
character reading test online. After the test, I received their feedback about the questionnaire
and the two reading tasks. One major problem was that there were 10 open-ended questions
at the end of the online questionnaire. The four students and their Chinese teacher thought
that the questions were too many to be answered in detail, and many students would be
reluctant to complete it. Therefore, I reduced the ten open-ended questions into five questions
mainly focusing on students’ perceptions of learning Chinese characters in class and
textbooks, which are the formal learning opportunities in the conceptual framework of this
study. Furthermore, in the pilot study, there were 30 Chinese characters and words in the
Chinese character reading test, and each character or word was finished within 15s. Ten
seconds for each item seemed a bit short, as they had to type the Vietnamese meaning after
reading that character or word. Hence, I set the assigned time for each reading item to 15s in
the formal test. Since there are 208 reading items in the formal test, there should be a short

break after the single Chinese character reading task.

The preliminary results of the pilot study suggest that there seemed to be some differences in
the Chinese character reading achievement, L2 Chinese learning motivation, and the
frequency to attend extracurricular Chinese activities between the Hoa and Kinh students.
However, there was no statistical analysis because of the extremely small samples. It then led

us to the formal data collection procedures.
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3.5 Procedures

The data was collected from mid-May to the end of September 2021. And the data collection
started with the advanced Chinese learners, next with the intermediate Chinese learners, and
finally with the elementary Chinese learners, in case that the participants’ Chinese level may

upgrade during the data collection period.

First, the informed consent from each participant and their Chinese instructor was secured
before any data collection. Also, a pilot study was conducted with several volunteers before
the formal test. The participants were invited to complete the learners’ background
information and L2 Chinese learning motivation questionnaire, and then participated in the
Chinese character recognition test. The Chinese character and word reading test was
conducted with each participant through the online platform. The participants first completed
the single character reading task, and had a short break, and then took the word reading task.
It took them around 20 minutes to fill in the questionnaire and 40-50 minutes to finish the

Chinese character reading test.

In the Chinese character reading test, with the guidance of the students’ Chinese teacher, each
participant logged into the test platform and typed their personal information, and then read
the instructions. There are three languages for the instructions: Vietnamese, Chinese, and
English. When clicking the “Agree and Proceed” button, they entered the test page. Each

Chinese character or word is appearing automatically on the screen one by one, lasting for 15
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seconds, during which the participants need to click the record button and read out that
character or word, and then type the Vietnamese meaning in the box. If they finish ahead of
time or if they do not know the word, they can click the “Next” button to access the next
word. If they do not finish within 15s, the system will automatically turn to the next word.

The process is illustrated in Figure 3 below (also see Appendix A).

Figure 3 The process of the Chinese character reading test

W
3
K

1. Click this button

Different from many prior studies only examining learners’ character pronunciation, the
character meaning is included in my study because recognizing a Chinese character refers to
knowing its pronunciation and meaning when looking at its form. As introduced previously,
there are a large number of phonograms and homophonic characters in Chinese, so that we
could not know the real situation of students’ mastery of that Chinese character if we only
examine their pronunciation. Moreover, it is hard to find a unified marking criterion as the L2
Chinese learners’ pronunciation varies from person to person. In view of the Chinese
character reading model, it is suggested the interactive relationship among the characters’
orthography, pronunciation, and meaning (Dang et al., 2019; Perfetti et al., 2005; Reichle &

Yu, 2018). Therefore, the participants are required to read out each Chinese character and
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type the Vietnamese meaning on the online testing platform.

3.6 Data coding and analysis

In the Chinese character reading test, each correct answer (including both the correct
pronunciation and meaning) was given one point. For example, if a participant got the correct
pronunciation /zuo/ but provided the wrong meaning [sit] when reading the Chinese character

“JE/zu0/ [seat]” (“A[sit]” and “ % [seat]” have the same pronunciation /zuod/ but different

meanings), then there will be zero point for this character. This marking criterion was adopted
to avoid the interference of the regular phonograms. Similarly, if a participant typed the
correct meaning under the hint of the semantic clues but provided another pronunciation,
there will be zero point for this character. Moreover, the participants could gain one point
when they read the two characters correctly in the word reading task. For example, if a
participant got the correct pronunciation and meaning for one character “A (/da/ [big])” but
made mistakes for another character “/& (/shd/ [a tall building])” in the word “ A JE”, then
there will be zero point for this word. Also, if a participant got the correct pronunciation but
provided the wrong meaning when reading the word “#7 f./da bao/ [pack]”, then there will be
zero point for this word. Likewise, if a participant typed the correct meaning but made a
mistake in pronunciation, there will be zero point for this word, either. The participants’
pronunciation may not be standard but cannot cause misunderstanding. The Vietnamese
translation is correct as long as it corresponds to any meaning of that Chinese character or

word.
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After receiving all answer sheets, the investigator graded each paper twice and checked the
scores of each participant. The scores were then imported into SPSS27.0 for statistical
analysis. The participants’ Chinese character reading achievement can be seen as the total
score in this test and the accuracy gained separately in each type of Chinese characters. The
final scores are divided into the CHL and non-CHL groups based on their background
information. To answer the first research question about the developmental differences and
commonalities, I conducted ANOVAs to compare the scores in the two Chinese character
reading tasks of the CHL and non-CHL learners at the elementary, intermediate and advanced
Chinese level. Also, the ANOVAs were used to compare the accuracy of each type of Chinese

characters and words among the CHL and non-CHL learners at different Chinese levels.

Secondly, the score of each participant’s frequency to attend these activities was recorded as
the average number they received (1-never, 2-seldom, 3-sometimes, 4-often, 5-usually, 6-
always). Likewise, the score of each participant’s L2 Chinese learning motivation was
recorded as the average number they received (1=strongly disagree, 2, 3, 4, 5, 6=strongly
agree). In order to know the differences and commonalities in L2 Chinese learning
motivation and the frequency of attending extracurricular Chinese activities, I conducted two
ANOVAs to compare the motivation scores and the frequency scores between the CHL and
non-CHL groups respectively. Furthermore, to answer the second research question, the
Pearson correlation tests were conducted to examine the relationships between the
participants’ Chinese character reading scores, their L2 Chinese learning motivation scores,
and their frequency scores of attending extracurricular Chinese activities, as well as the
correlations between the character reading scores and each sub-item in the motivation and
frequency scales. Additionally, we further conducted the multiple regression analysis to

examine the relationships among the Chinese character reading achievement, L2 Chinese
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learning motivation, and the frequency of extracurricular Chinese engagement when there

were significant correlations between them.

Thirdly, in order to answer the third research question, I analyzed the qualitative data in
NVivo 12.7.0 to find the main differences and commonalities in the CHL and non-CHL
learners’ views about the Chinese character instruction in class and textbooks. The data

treatment and coding are articulated as follows.

After receiving the participants’ completed questionnaires, I first removed those simple
answers (such as “good”, “useful”, “helpful”, “boring”, “like/dislike”, etc.) or unrelated
answers (such as Chinese grammar, communication skills, etc.) to each of the open-ended
questions because such answers cannot provide valid information for our understanding of
how the formal instruction facilitate their Chinese character learning. Therefore, there
remained 35 (in the CHL group) and 48 (in the non-CHL group) valid answers to Question 1,
43 (CHL) and 42 (non-CHL) valid answers to Question 2, 34 (CHL) and 33 (non-CHL) valid
answers to Question 3, 33 (CHL) and 31 (non-CHL) valid answers to Question 4, and 30
(CHL) and 29 (non-CHL) valid answers to Question 5. The valid answers were reduced
gradually as the participants in both groups felt exhausted from typing many words question

by question.

Next, as many answers were written in Vietnamese and some in Chinese, the Vietnamese
answers to the five open-ended questions were translated into Chinese by a professional
Vietnamese-Chinese translator and proofread by another translator. I also sent the translation
texts to a local Chinese teacher in Vietnam for further checking. Importantly, there were no

identifying information about the participants, and the files were kept strictly confidential.
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After that, the survey answers of the CHL and non-CHL participants were imported to the
data coding and analyzing software. The software analysis can help us tag and retrieve the
data more efficiently (Basit, 2003). Since the qualitative data in real life is too intricate to
perfectly fit into the theoretical framework (Barbour, 2008, p. 234), thus the “concept-driven”
and “data-driven” coding (Gibbs, 2007, pp. 44-46) were implemented in this study. I
iteratively coded each text and grouped them into a node under the core themes that appeared
in the students’ answers. Also, the answers were coded by a research assistant. The final
themes were decided by synthesizing the same or similar coding from our independent work.
After the first round of assigning the primary themes, I further hierarchically analyzed the
text as “parent” and “children” codes by looking for the relationships among the initial
themes. According to Gibbs (2007, p. 77), these codes were then reduced into “more analytic
and theoretical ones” when I carefully examined the similar themes and patterns. After that,
under the guidance of Miles et al. (2020, pp. 105-109), I drew on the matrix to do the
comparisons between the CHL group and non-CHL group, attempting to find the similarities
and differences in their perceptions of the Chinese character instruction in class and textbooks
and the influence of such views on Chinese character reading achievement. In the end, I made

a table to present the core findings.

3.7 Reliability and validity

In the quantitative test, the “reliability” refers to that we use the research instruments and

procedures to achieve the consistent results in our sample with different circumstances
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(Dornyei, 2007, p. 50). To make sure the reliability of the L2 Chinese learning motivation and
the frequency of attending extracurricular Chinese activities in the questionnaire, their
internal consistency was tested respectively, and the Cronbach alpha coefficients are provided
in the result chapter. Additionally, the “validity” in quantitative research refers to that the
instruments and procedures are adequate to combat those “unexpected problems” and
“uncontrolled factors” that can significantly affect our results, and the research findings can
be generalized to a large population (Ddrnyei, 2007, pp. 52-53). The internal validity in this
study is expected to be achieved by adopting those commonly and successfully used tests and
scales in previous studies, and carefully selecting and evaluating the test characters (i.e.,
checking the information of each Chinese character in the dictionary), as well as reporting the

authentic statistical results.

In the qualitative data analysis, researchers mainly discuss the validity of the study. It refers
to the trustworthiness of the research description, the interpretation, explanation and the
conclusion of the study (Maxwell, 2013, p. 138). In this study, my researcher bias could be
one major validity threat. In other words, I may take the risk to select the data from the
participants’ written answers that satisfy the existing theory or my assumptions but ignore the
whole authentic story. To avoid such researcher bias, I used some strategies to enhance the
validity of the results and the research quality. For example, the Vietnamese-Chinese
translation texts were proofread by another professional translator and a local Chinese teacher
in Vietnam. Also, I coded the participants’ answers iteratively and invited a research assistant
to help with the data coding and compared it with mine. Moreover, I explicitly express my
researcher bias and allow for any negative or discrepant perspectives from the participants,
and provide the “clear, coherent and thick descriptions” for readers to perceive the

“verisimilitude” of their views (Miles et al., 2020, pp. 306-307).
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In sum, I explicitly report the authentic results and findings from the Chinese character
reading test and the Chinese learning questionnaire, and clearly express my researcher

identity in the thesis.

3.8 Chapter summary

This chapter introduces the quantitative and qualitative research methods in six sections:
participants and settings, research instruments, pilot study, procedures, data coding and

analysis, reliability and validity.

In summary, (1) there were 181 Vietnamese participants (89 CHL and 92 non-CHL learners)
completing the Chinese learning questionnaire and attending the whole Chinese character
reading test. Because of the Covid-19 pandemic, all data was collected on the internet. We
have developed a website to conduct the Chinese character reading test with each participant.
(2) There are two chief research instruments: an online Chinese character reading test
(including “4+96” single characters and 108 two-character words) and an online Chinese
learning questionnaire (consisting of the learners’ background information, the frequency of
attending extracurricular Chinese activities, L2 Chinese learning motivation scale, and five
open-ended questions). Moreover, the single characters are classified into different groups
based on their structures, the graded level, the number of strokes, and the types of character
formation, while the two-character words are divided into different groups according to the

graded level and the number of topics that these words appeared in students’ Chinese
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textbooks. The participants’ L2 Chinese learning motivation was examined by Lin’s (2018)
L2 Chinese Motivational Self System Scale. (3) The pilot study was conducted with two Hoa
students and two Kinh students of advanced Chinese proficiency level at a Vietnamese
university, and they provided their feedback and suggestions which led to the revisions in the
formal data collection. Also, I received some preliminary results. (4) The research
procedures: After gaining the informed consent of the participants and their Chinese
instructor, the participants were invited to complete the Chinese learning questionnaire and
then took the Chinese character recognition test (single character reading task—break—two-
character reading task). (5) Data coding and analysis: In the Chinese character reading test,
the motivation and frequency scales, the scores were given to each participant. The
quantitative data was analyzed in SPSS 27.0. Among the answers to the open-ended
questions, I used the theme coding and analyzed the data with the help of NVivo 12. (6)
Finally, the reliability and validity of the quantitative and qualitative research were discussed

respectively.
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Chapter 4: Results and Findings

4.1 Chapter introduction

This chapter will first illustrate the result of the Chinese character reading test, the result of
L2 Chinese learning motivation and the frequency of attending extracurricular Chinese
activities, and the relationships among the three variables, in the CHL and non-CHL groups.
Furthermore, this chapter will demonstrate the findings from the CHL and non-CHL learners’
views on the Chinese character instruction in their class and textbooks, with the main themes
and supporting examples. It will end up with a summary of the major quantitative results and

qualitative findings.

4.2 Results of the Chinese character reading test

In the Chinese character reading test, each correct answer was given one point and zero
points for the wrong answer. The full mark for the single character and two-character word
reading task is 96 and 108 respectively, and the total score of Chinese character reading test is
204. The data was analyzed in SPSS27.0. The reliability of the CHL group’s single-character
and two-character reading test were 0.97 and 0.98 respectively, and the reliability were 0.96

and 0.97 for the non-CHL group.

Firstly, the descriptive statistics of the single character reading score, two-character word
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reading score, and the total scores are presented in Table 5 below. For the CHL group: (a) the
mean score of the single character reading task was 21.17 (elementary), 50.37 (intermediate),
and 70.57 (advanced) separately, (b) the mean score of the two-character word reading task
was 24.34 (elementary), 64.83 (intermediate), and 83.10 (advanced) separately, (c) the mean
total score was 45.52 (elementary), 115.20 (intermediate), and 153.67 (advanced) separately.
For the non-CHL group: (a) the mean score of the single character reading task was 19.84
(elementary), 38.97 (intermediate), and 57.63 (advanced) separately, (b) the mean score of
the two-character word reading task was 24.87 (elementary), 49.74 (intermediate), and 73.77
(advanced) separately, (c) the mean total score is 44.71 (elementary), 88.71 (intermediate),

and 131.40 (advanced) separately.

Table 5 Descriptive statistics of the Chinese character reading test result

Dependent Variable Scorel Score2 Total Score
Group Chinese Level Mean (SD) Mean (SD) Mean (SD) N
Elementary 21.17 (6.39) 24.34 (10.79) 45.52 (15.01) 29
Intermediate 50.37 (11.33) 64.83 (18.66) 115.20 (28.11) 30
et Advanced 70.57 (9.52) 83.10 (14.84) 153.67 (21.00) 30
Total 47.66 (22.31) 57.80 (28.78) 105.46 (49.86) &9
Elementary 19.84 (8.59) 24.87 (12.34) 44.71 (20.04) 31
Intermediate 38.97 (7.45) 49.74 (12.22) 88.71 (14.42) 31

Non-CHL

Advanced 57.63 (9.15) 73.77 (14.93) 131.40 (20.11) 30
Total 38.61 (17.57) 49.20 (23.90) 87.80 (39.87) 92

Note. Scorel= the score of the single character reading task. Score2= the score of the two-character word reading
task. Total Score= the total score of the two reading tasks. N= the number of participants. The number in the bracket
is the standard deviation.

Secondly, we used ANOVAs to compare the test results of the CHL and non-CHL groups at
the elementary, intermediate, and advanced Chinese level. In the single character reading test,

there was a significant effect of Group, F (1, 175) =41.96, p< .001, n>= .19, and a significant
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effect of Chinese Level, F' (2, 175) = 362.55, p<.001, n*>= .81. Also, there was a significantly
interactive effect of Group and Chinese Level, F' (2, 175) = 7.56, p< .01, n*= .08. The simple
effect analysis showed that at the elementary Chinese level, the CHL and non-CHL groups
had no differences, F' (1, 175) = .34, p= .56, n*= .002; at the intermediate Chinese level, the
CHL group had significantly higher scores than the non-CHL group, F (1, 175) = 25.11,
p<.001, n?>=.13; at the advanced Chinese level, the CHL group also had significantly higher
scores than the non-CHL group, F (1, 175) = 31.80, p<.001, n?>= .15. Moreover, for both
groups, the score of the students at advanced Chinese level was significantly higher than
those at intermediate level, and the score of the learners at intermediate level was
significantly higher than those at elementary level, ' (2, 175) = 138.06, p<.001, n>= .61
(non-CHL), F (2, 175) = 230.10, p< .001, n*= .72 (CHL). The comparison can be seen in

Figure 4 below.

Figure 4 The result of the single character reading test
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In the word reading test, there was a significant effect of Group, F (1, 175) = 14.24, p< .001,
n*= .08, and a significant effect of Chinese Level, F' (2, 175) = 218.85, p<.001, n*=.71. Also,

there was a significantly interactive effect of Group and Chinese Level, F (2, 175) = 4.67,
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p<.05,n*=.05. The simple effect analysis showed that at the elementary Chinese level, the
two groups had no differences either, F (1, 175) = .02, p= .89, n*= .00; at the intermediate and
advanced Chinese level, the CHL group had significant higher scores than the non-CHL
group, F' (1, 175) = 17.23, p<.001, n?>= .09 (intermediate), £ (1, 175) = 6.48, p< .05, n*= .04
(advanced). Moreover, for the two groups, the score of the students at advanced Chinese level
was significantly higher than those at intermediate level, and the score of the learners at
intermediate level is higher than those at elementary level, F (2, 175) = 90.47, p< .001,
n*=.51 (non-CHL), F' (2, 175) = 131.86, p< .001, n?>= .60 (CHL). The comparison chart can

be seen in Figure 5 below.

Figure 5 The result of the two-character word reading test
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In addition, the paired samples #-test was conducted to compare the accuracy of the single
character reading task and the word reading task among the two groups. The results
demonstrated, that for the CHL participants, the mean accuracy of the single character test
was 49.65% (SD= .23), the mean accuracy of the word test was 53.52% (SD=.27), ¢ (88) =
3.18, p< .01, Cohen’s d= .34; for the non-CHL participants, the mean accuracy of the single

character test was 40.22% (SD= .18), the mean accuracy of the word test was 45.55%
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(SD=.22), ¢t (91) =4.32, p<.001, Cohen’s d= .45. This illustrates that the two-character word
reading accuracy was significantly higher than the single character reading accuracy among

the two groups.

Thirdly, we conducted ANOVASs to compare the test results of the different types of Chinese

characters and words.

(1) For the CHL group at the elementary Chinese level: (a) Among the single-component
Chinese characters, there was a significant effect of the Level, F (2, 18) = 27.48, p<.001,

n*= .75, which showed that the accuracy of the elementary characters was significantly higher
than the accuracy of the intermediate and advanced characters (p< .001), but there was no
difference between the accuracy of the intermediate and advanced characters (p= .44). There
was no significant effect of the Type, F (1, 18) = 2.33, p= .14, n>= .12, and no interactive
effect of the Level and Type, F (2, 18) = 1.03, p= .38, n*=.10. The result suggests that the
accuracy of the pictographs was the same as the self-explanatory characters for the
elementary CHL learners. (b) Among the compound Chinese characters, there was a
significant effect of the Structure, F' (2, 63) = 4.30, p< .05, n?>= .12, which showed that the
accuracy of the top-down structured characters is significantly higher than that of the
(half)surrounded characters (p< .01), but there was no difference between the accuracy of the
left-right and top-down structured characters (p=.13) and no difference between the accuracy
of the left-right and (half)surrounded characters (p=.17). There was a significant effect of the
Level, F (2, 63) = 64.94, p< .001, n?>= .67, which showed that the accuracy of the elementary
characters was significantly higher than the accuracy of the intermediate and advanced
characters (p< .001), but there was no difference between the accuracy of the intermediate

and advanced characters (p=.07). There was a significant effect of the Number of Strokes, F



109

(1, 63) =10.30, p< .01, n?>= .14, and the accuracy of the characters with fewer strokes was
significantly higher than that of the characters with many strokes. There was no significant
effect of the Type, F (1, 63) = .32, p= .58, n?>= .01, which suggested that the accuracy of the
associative compounds was not different from the phonograms, and both had low accuracies.
Besides, there was a significantly interactive effect of the Level and Number of Strokes, F' (2,
63) =7.61, p< .01, n*= .20. The simple effect analysis showed that the accuracy of the
elementary compound characters with fewer strokes was significantly higher than the
elementary compounds with many strokes (p<.001), but the Number of Strokes had no
significant effects in the intermediate and advanced compound characters (p=.59 & p=1.00
respectively) as their accuracy was marginal. (¢) Among the two-character words, there was a
significant effect of the Level, ' (2, 99) = 37.05, p<.001, n?>= .43, which showed that the
accuracy of the elementary words was significantly higher than the accuracy of the
intermediate and advanced words (p<.001), but there was no difference between the
accuracy of the intermediate and advanced words (p=.12). There was a significant effect of
the Number of Topics, F (2, 99) = 25.55, p<.001, n*= .34, which suggested that the accuracy
of the words of many topics was significantly higher than that of the words of medium topics
(p<.01), and the accuracy of the words of medium topics was significantly higher than the
words of few topics (p<.001). Also, there was a significantly interactive effect of the Level
and Number of Topics, F (4, 99) = 8.95, p<.001, n>= .27. The simple effect analysis
illustrated that the accuracy of the elementary words with many topics was significantly
higher than that of the elementary words with medium and few topics (p<.001), and the
accuracy of the intermediate words with many and medium topics was significantly higher
than that of the intermediate words with a few topics (p< .05), but the Number of Topics had
no significant effect in the advanced words (p= .55, p= .19, p= .47) as their accuracy was very

low.
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(2) For the elementary non-CHL group: (a) Among the single-component Chinese characters,
there was a significant effect of the Level, (2, 18) = 55.30, p<.001, n*= .86, which showed
that the accuracy of the elementary characters was significantly higher than that of the
intermediate and advanced characters (p< .001), but there was no difference between the
accuracy of the intermediate and advanced characters (p=.50). There was a significant effect
of the Type, F (1, 18) =5.20, p< .05, n?>= .22. The accuracy of the pictographs was
significantly higher than the accuracy of the self-explanatory characters (p<.05). There was
no interactive effect of the Level and Type, F (2, 18) = 1.30, p= .30, n?>= .13. (b) Among the
compound Chinese characters, there was no significant effect of the Structure, F' (2, 58) =
2.62, p= .08, n?>= .08. The result suggested that there were no differences between the
accuracy of the left-right and top-down structured characters (p=.40) and no differences
between the accuracy of the left-right and (half)surrounded characters (p=.16), but the
accuracy of the top-down structured characters was significantly higher than the
(half)surrounded characters (p< .05). There was a significant effect of the Level, F' (2, 58) =
92.32, p<.001, n?>= .76, which showed that the accuracy of the elementary characters was
significantly higher than the accuracy of the intermediate and advanced characters (p<.001),
but there was no difference between the accuracy of the intermediate and advanced characters
(p=.13). There was a significant effect of the Number of Strokes, F (1, 58) = 14.10, p<.001,
n*=.20. The accuracy of the characters with fewer strokes was significantly higher than the
characters with many strokes. There was no significant effect of the Type, F (1, 58) = .48,
p= .49, n*= .01, which suggested that the accuracy of the associative compounds was not
different from the phonograms, and both had low accuracies. Additionally, there was a
significantly interactive effect of the Level and Number of Strokes, F' (2, 58) = 11.92,

p<.001, n?>=.29. The simple effect analysis demonstrated that the accuracy of the elementary
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compound characters with fewer strokes was significantly higher than the accuracy of the
elementary compounds with many strokes (p<.001), but the Number of Strokes had no
effects in the intermediate and advanced compound characters (p= .84 & p= .88 respectively)
as their accuracy was minimal. (¢) Among the two-character words, there was a significant
effect of the Level, F (2, 99) = 50.18, p<.001, n?>= .50. The result suggested that the accuracy
of the elementary words was significantly higher than the intermediate words (p<.001), and
the accuracy of the intermediate words was significantly higher than the advanced words
(p<.05). There was a significant effect of the Number of Topics, F (2, 99) = 29.30, p<.001,
n*= .37, which showed that the accuracy of the words of many topics was significantly higher
than the words of medium topics (p<.01), and the accuracy of the words of medium topics
was significantly higher than the words of few topics (p<.001). Moreover, there was a
significantly interactive effect of the Level and Number of Topics, F (4, 99) = 9.01, p<.001,
n*= .27. The simple effect analysis illustrated that the accuracy of the elementary words with
many topics was significantly higher than the elementary words with medium and few topics
(p<.001), and the accuracy of the intermediate words with many and medium topics was
significantly higher than the accuracy of the intermediate words with few topics (p<.05), but
the Number of Topics had no significant effects in the advanced words (p= .17, p= .06,

p=".59) as their accuracy was very low.

(3) For the CHL group at the intermediate Chinese level: (a) Among the single-component
Chinese characters, there was a significant effect of the Level, (2, 18) = 50.64, p<.001,

n*= .85, which showed that the accuracy of the elementary characters was significantly higher
than that of the intermediate characters (p< .001), and the accuracy of the intermediate
characters was significantly higher than that of the advanced characters (p<.001). There was

a significant effect of the Type, F' (1, 18) =4.83, p<.05, n?>= .21. The accuracy of the
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pictographs was significantly higher than the accuracy of the self-explanatory characters
(p<.05). There was no interactive effect of the Level and Type, F (2, 18) = 1.39, p= .28,
n*=.13. (b) Among the compound Chinese characters, there was no significant effect of the
Structure, F' (2, 63) = 1.18, p= .32, n?>= .04, which suggested that there were no differences
among the accuracy of the left-right, top-down, and (half)surrounded characters for the
intermediate CHL learners. There was a significant effect of the Level, F (2, 63) = 103.41,
p<.001,n?=.77. The result tells that the accuracy of the elementary characters was
significantly higher than that of the intermediate characters, and the accuracy of the
intermediate characters was significantly higher than that of the advanced characters. There
was no effect of the Number of Strokes, F (1, 63) = 1.85, p= .18, n*= .03, which
demonstrated that the accuracy of the characters with fewer strokes was not different from the
accuracy of the characters with many strokes. There was a significant effect of the Type, F (1,
63) =14.92, p<.001, n*= .19, which suggested that the accuracy of the phonograms was
significantly higher than the accuracy of associative compounds. Moreover, there was a
significantly interactive effect of the Level and Type, F (2, 63) = 3.99, p<.05,n?=.11. The
simple effect analysis indicated that the accuracy of the phonograms was significantly higher
than the accuracy of the associative compounds among the intermediate and advanced
Chinese characters (p< .05 & p< .001 respectively), but the Type had no effect in the
elementary Chinese characters (p=.85). (¢) Among the two-character words, there was a
significant effect of the Level, ' (2, 99) = 54.16, p< .001, n?>= .52, which showed that the
accuracy of the elementary words was significantly higher than that of the intermediate words
(p<.001), and the accuracy of the intermediate words was significantly higher than the
advanced words (p< .01). There was a significant effect of the Number of Topics, F (2, 99) =
39.20, p<.001, n?>= .44, which suggested that the accuracy of the words of many topics was

significantly higher than the accuracy of the words of medium topics (p< .05), and the
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accuracy of the words of medium topics was significantly higher than the words of few topics
(p<.001). There was no interactive effect of the Level and Number of Topics, F' (4, 99) = .28,

p= .89, 1= 01.

(4) For the intermediate non-CHL group: (a) Among the single-component Chinese
characters, there was a significant effect of the Level, F (2, 18) = 25.16, p<.001, n*= .74,
which showed that the accuracy of the elementary characters was significantly higher than
the intermediate characters (p< .001), and the accuracy of the intermediate characters was
significantly higher than the advanced characters (p< .05). There was no significant effect of
the Type, F (1, 18) = 1.97, p= .18, n?>=.10. The accuracy of the pictographs was not different
from the accuracy of the self-explanatory characters. And there was no interactive effect of
the Level and Type, F (2, 18) = .58, p=.57, 1= .06. (b) Among the compound Chinese
characters, there was no significant effect of the Structure, £ (2, 63) = .90, p= .41, n?>= .03,
which suggested that there were no differences among the accuracy of the left-right, top-
down, and (half)surrounded characters for the intermediate non-CHL learners. There was a
significant effect of the Level, (2, 63) =91.75, p<.001, n*=.74. The result indicated that
the accuracy of the elementary characters was significantly higher than the intermediate
characters (p< .001), and the accuracy of the intermediate characters was significantly higher
than the advanced characters (p< .001). There was a significant effect of the Number of
Strokes, F' (1, 63) =7.24, p< .01, n*= .10, which demonstrated that the accuracy of the
characters with fewer strokes was significantly higher than the accuracy of the characters
with many strokes. There was a significant effect of the Type, F' (1, 63) =4.12, p< .05,

n*= .06, which showed that the accuracy of the phonograms is significantly higher than the
accuracy of associative compounds. Additionally, there was no interactive effect of the Level

and Type, F' (2, 63) = 2.31, p=.11, 1= .07. (c¢) Among the two-character words, there was a
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significant effect of the Level, (2, 99) = 38.44, p<.001, n*>= .44. The result showed that the
accuracy of the elementary words was significantly higher than the accuracy of the
intermediate words (p< .001), and the accuracy of the intermediate words was significantly
higher than the advanced words (p< .05). There was a significant effect of the Number of
Topics, F (2, 99) = 45.53, p< .001, n?>= .48, which suggested that the accuracy of the words of
many topics was significantly higher than the accuracy of the words of medium topics
(p<.05), and the accuracy of the words of medium topics was significantly higher than the
words of few topics (p<.001). Moreover, there was a marginally significant interactive effect
of the Level and Number of Topics, F' (4, 99) = 2.20, p=.074, n*>= .08. The simple effect
analysis revealed that the Number of Topics had a significant effect in the elementary words
(p<.001), but among the intermediate and advanced words, the accuracy of the two-character
words of many topics was not different from the words of medium topics (p= .87 & p= .11
respectively). The accuracy of the two-character words of medium topics was significantly
higher than the words of few topics among the intermediate and advanced words (p<.001 &

p< .05 respectively).

(5) For the CHL group at the advanced Chinese level: (a) Among the single-component
Chinese characters, there was a significant effect of the Level, (2, 18) =7.41, p< .01,

n*= .45, which showed that the accuracy of the elementary characters was significantly higher
than the intermediate characters (p< .05) and the advanced characters (p< .01), but the
accuracy of the intermediate characters was not different from the advanced characters
(p=.12). There was no significant effect of the Type, F (1, 18) =.60, p= .45, n*=.03. The
accuracy of the pictographs was the same as the accuracy of the self-explanatory characters.
And there was no interactive effect of the Level and Type, F (2, 18) = .84, p= .45, 1?=.09. (b)

Among the compound Chinese characters, there was no significant effect of the Structure, '
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(2, 56) = .74, p= .48, n*= .03, which suggested that there were no differences among the
accuracy of the left-right, top-down, and (half)surrounded characters for the advanced CHL
learners. There was a significant effect of the Level, F' (2, 56) = 36.02, p<.001, n?>=.56. The
result demonstrated that the accuracy of the elementary characters was significantly higher
than that of the intermediate characters (p< .05), and the accuracy of the intermediate
characters was significantly higher than the advanced characters (p<.001). There was no
effect of the Number of Strokes, F (1, 56) = .21, p= .65, n*= .004, which revealed that the
accuracy of the characters with fewer strokes was not different from the accuracy of the
characters with many strokes. There was a significant effect of the Type, F (1, 56) = 11.48,
p< .01, n*= .17, which suggested that the accuracy of the phonograms was significantly
higher than the accuracy of associative compounds. Moreover, there was a significantly
interactive effect of the Structure and Number of Strokes, F' (2, 56) = 4.15, p< .05, n?>= .13.
The simple effect analysis indicated that the accuracy of the left-right structured characters
was significantly higher than the top-down structured characters (p< .05) and the accuracy of
the top-down structured characters was significantly higher than the (half)surrounded
characters (p< .05) among the Chinese characters with fewer strokes, but the Structure had no
effect in the compound characters with many strokes (p=.28). There was a significantly
interactive effect of the Number of Strokes and Type, F (1, 56) = 6.70, p< .05, n>= .11. The
simple effect analysis suggested that the accuracy of the phonograms was significantly higher
than the accuracy of associative compounds (p< .001) among the Chinese characters with
many strokes, but the Type had no effect in the Chinese characters with fewer strokes
(p=.57). Also, there was a significantly interactive effect of the Level, Number of Strokes,
and Type, F' (6, 56) = 2.97, p< .05, n?>= .24. The simple effect analysis indicated that the
Number of Strokes had significant effects in the advanced phonograms (p< .05) and

associative compounds (p< .01) but had no effects among the elementary (p= .85 & p=.12)
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and intermediate (p= .90 & p= .48) phonograms and associative compounds. (c) Among the
two-character words, there was a significant effect of the Level, F (2, 99) = 20.67, p<.001,
n*=.30. The result showed that the accuracy of the elementary words was significantly higher
than that of the intermediate words (p< .001), and the accuracy of the intermediate words was
significantly higher than the advanced words (p< .05). Also, there was a significant effect of
the Number of Topics, F' (2, 99) = 24.35, p<.001, n*= .33, which illustrated that the accuracy
of the words of many topics was significantly higher than the accuracy of the words of
medium topics (p< .05), and the accuracy of the words of medium topics was significantly
higher than the words of few topics (p<.001). There was no interactive effect of the Level

and Number of Topics, F (4, 99) = .65, p= .63, n>= .03.

(6) For the advanced non-CHL group: (a) Among the single-component Chinese characters,
there was a significant effect of the Level, (2, 18) =25.55, p<.001, n*=.74. The result
showed that the accuracy of the elementary characters was significantly higher than the
intermediate characters (p< .001), and the accuracy of the intermediate characters was
significantly higher than the advanced characters (p< .05). There was no significant effect of
the Type, F' (1, 18) = 1.62, p= .22, n?>= .08. The accuracy of the pictographs was not different
from the accuracy of the self-explanatory characters. And there was no significantly
interactive effect of the Level and Type, F (2, 18) = 3.36, p= .06, n?>= .27. (b) Among the
compound Chinese characters, there was no effect of the Structure, ' (2, 61) = .61, p= .55,
n*= .02, which suggested that there were no differences among the accuracy of the left-right,
top-down, and (half)surrounded characters for the advanced non-CHL learners. There was a
significant effect of the Level, F' (2, 61) = 56.29, p<.001, n?>= .65. The result suggested that
the accuracy of the elementary compound characters was significantly higher than the

intermediate compound characters (p< .001), and the accuracy of the intermediate characters
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was significantly higher than the advanced characters (p<.001). There was no effect of the
Number of Strokes, ' (1, 61) = 1.37, p= .25, n*= .02, which showed that the accuracy of the
characters with many strokes was not different from the accuracy of the characters with fewer
strokes. There was a significant effect of the Type, F (1, 61) =13.07, p<.01, n?>= .18, which
demonstrated that the accuracy of the phonograms was significantly higher than the accuracy
of associative compounds. Moreover, there was a marginally significant interactive effect of
the Level and Type, F' (2, 61) =3.06, p=.054, n>= .09. The simple effect analysis revealed
that the accuracy of the advanced phonograms was significantly higher than the advanced
associative compounds (p< .001), but the Type had no significant effects in the elementary
and intermediate Chinese characters (p= .61 & p= .08 respectively). Also, there was a
marginally significant interactive effect of the Structure and Number of Strokes, F (2, 61) =
2.70, p=.075, n*= .08. The simple effect analysis suggested that the accuracy of the
(half)surrounded characters of fewer strokes was significantly higher than the
(half)surrounded characters of many strokes (p< .05), but the Number of Strokes had no
significant effects in the left-right and top-down structured characters (p= .58 & p= .37
respectively). (c) Among the two-character words, there was a significant effect of the Level,
F(2,99)=25.23, p<.001, n*= .34. The result showed that the accuracy of the elementary
words was significantly higher than the accuracy of the intermediate words (p< .001), and the
accuracy of the intermediate words was significantly higher than the advanced words
(p<.01). Also, there was a significant effect of the Number of Topics, F (2, 99) = 33.31,
p<.001, n?>= .40, which indicated that the accuracy of the words of many topics was
significantly higher than the accuracy of the words of medium topics (p< .01), and the
accuracy of the words of medium topics was significantly higher than the words of few topics
(p<.001). There was no interactive effect of the Level and Number of Topics, F' (4, 99) = .32,

p=86,1°= 01
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Table 6 is a summary of these results.

Table 6 Results of the different types of Chinese characters and words among CHL and non-CHL learners

Group Chinese Level Single-component Chinese Characters Compound Chinese Characters Two-character Words

Elementary

elementary > intermediate = advanced characters
pictographs = self-explanatory characters

top-down > (half)surrounded characters,
left-right = top-town, left-right = (half)surrounded
elementary > intermediate = advanced characters
characters with few strokes > characters with many strokes
no significant effect of the Type

elementary > intermediate = advanced words
words of many topics > medium topics > few topics

CHL Intermediate

elementary > intermediate > advanced characters
pictographs > self-explanatory characters

no significant effect of the Structure
elementary > intermediate > advanced characters
characters with few strokes = characters with many strokes

h > associative comy is

elementary > intermediate > advanced words
words of many topics > medium topics > few topics

Advanced

elementary > intermediate = advanced characters
pictographs = self-explanatory characters

no significant effect of the Structure
elementary > intermediate > advanced characters
characters with few strokes = characters with many strokes
phonograms > associative compounds

elementary > intermediate > advanced words
words of many topics > medium topics > few topics

Elementary

elementary > intermediate = advanced characters
pictographs > self-explanatory characters

no significant effect of the Structure
elementary > intermediate = advanced characters
characters with few strokes > characters with many strokes
phonograms = associative compounds

elementary > intermediate > advanced words
words of many topics > medium topics > few topics

Non-CHL  Intermediate

elementary > intermediate > advanced characters
pictographs = self-explanatory characters

no significant effect of the Structure
elementary > intermediate > advanced characters
characters with few strokes > characters with many strokes
phonograms > associative compounds

elementary > intermediate > advanced words
words of many topics > medium topics > few topics

Advanced

elementary > intermediate > advanced characters
pictographs = self-explanatory characters

no significant effect of the Structure
elementary > intermediate > advanced characters
characters with few strokes = characters with many strokes
phonograms > associative compounds

elementary > intermediate > advanced words
words of many topics > medium topics > few topics

Note. "A > B" means the accuracy of A is significantly higher than the accurayc of B.
"A = B" means the accuracy of A is not different from the accurayc of B.

4.3 Results of the L2 Chinese learning motivation and the frequency of extracurricular

Chinese activity engagement

This section compares L2 Chinese learning motivation and the frequency of attending

extracurricular Chinese activities between the CHL and non-CHL groups.

The reliability of the L2 Chinese learning motivation scale (40 items) was tested in

SPSS27.0. Results showed that Cronbach’s a = .94 for the CHL group and Cronbach’s a

= .93 for the non-CHL group. Moreover, the reliability of each motivational sub-scale in the

CHL group were: 0.79 (LE), 0.68 (FI), 0.87 (IS), 0.84 (0S), 0.83 (IE), 0.86 (ICM), 0.69 (IP).
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The reliability of each motivational sub-scale in the non-CHL group were: 0.77 (LE), 0.66
(FD), 0.92 (IS), 0.73 (OS), 0.78 (IE), 0.90 (ICM), 0.70 (IP). Lin’s (2018) doctoral study
validated the seven motivational variables. In this study, KMO and Bartlett’s Test showed that
KMO = .84 (p<.001) for the CHL group and KMO = .81 (p<.001) for the non-CHL group.
Furthermore, the reliability of the frequency of attending extracurricular Chinese activities
scale (six items) showed that Cronbach’s a = .80 for the CHL group and Cronbach’s o = .71
for the non-CHL group. KMO and Bartlett’s Test showed that KMO = .83 (p<.001) for the

CHL group and KMO = .73 (p<.001) for the non-CHL group.

Next, the comparisons between the two groups are articulated in detail below.

Firstly, the descriptive statistics of the L2 Chinese learning motivation and the frequency of
attending extracurricular Chinese activities are presented in Table 7 & 8 below. For the CHL
group: (a) The mean score of the L2 Chinese learning motivation was 4.68 (elementary), 4.68
(intermediate), and 4.67 (advanced) separately, and the mean scores of each motivational
dimension can be seen in Table 5 for details. (b) The mean score of the frequency of attending
extracurricular Chinese activities was 3.05 (elementary), 3.38 (intermediate), and 3.33
(advanced) separately, and the mean scores of each extracurricular Chinese activity can be
seen in Table 6 for details. For the non-CHL group: (a) The mean score of the L2 Chinese
learning motivation was 3.60 (elementary), 3.75 (intermediate), and 3.95 (advanced)
separately, and the mean scores of each motivational dimension can be seen in Table 7 for
details. (b) The mean score of the frequency of attending extracurricular Chinese activities
was 2.44 (elementary), 2.90 (intermediate), and 2.96 (advanced) separately, and the mean

scores of each extracurricular Chinese activity can be seen in Table 8 for details.
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Table 7 Descriptive statistics of the L2 Chinese learning motivation among CHL and non-CHL learners

Dependent Variable Motivation M_LE M_FI M_IS M_OS M_IE M_ICM M_IP
Group Chinese Level Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) N
Elementary 468(.71)  499(.78)  3.87(1.05)  484(.86)  439(.90)  507(.76)  4.66(.89)  4.79(.83) 29
Intermediate 4.68 (.65) 5.10 (.68) 3.67 (.96) 5.04 (.87) 4.06 (1.18) 5.05 (.80) 4.82 (1.00) 5.01 (.65) 30
et Advanced 4.67 (.60) 5.07 (.61) 3.49 (1.09) 4.99 (.76) 4.21 (1.05) 5.08 (.68) 4.80 (.91) 4.97(.73) 30
Total 4.68 (.65) 5.05(.69) 3.68 (1.03) 4.96 ( .83) 4.22 (1.05) 5.07 (.74) 4.76 (.93) 4.93(.74) 89
Elementary 3.60 (.83) 4.39 (.95) 1.82(.73) 3.76 (1.22) 2.92 (1.00) 4.51(.98) 3.39(1.31) 4.12(1.14) 31
Intermediate 3.75 (.65) 4.63 (.84) 1.71 (.60) 4.17 (1.16) 2.72 (.67) 4.58 (.82) 3.78 (1.36) 4.50 (.67) 31
NoncHl Advanced 3.95(.72) 4.70 (.78) 1.81 (.53) 4.56 (1.36) 2.76 (.95) 4.92 (.88) 3.97 (1.29) 4.77(.92) 30
Total 3.76 (.74) 4.57 (.86) 1.78 (.62) 4.16 (1.28) 2.80 ( .88) 4.67 (.91) 3.71(1.33) 4.46 (.96) 92

Note. M_LE = Motivation_L2 learning experience, M_FI = Motivation_family influence, M_IS = Motivation_ideal L2 self, M_OS = Motivation_ought-to L2 self, M_IE =
Motivation_intended effort, M_ICM = Motivation_instrumentality (China and Mandarin), M_IP = Motivation_instrumentality (promotional). The number in the bracket is the
standard deviation.

Table 8 Descriptive statistics of the frequency of extracurricular Chinese activity engagement among CHL

and non-CHL learners

Dependent Variable Frequency F_Speak F_Watch F_Listen F_Visit F_Read F_Write

Group Chinese Level Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) Mean (SD) N
Elementary 3.05(.72) 2.34(.72) 3.69 (1.14) 3.93 (1.07) 2.28 (1.36) 2.69 (.89) 3.38 (.90) 29

Intermediate 3.38 (.69) 2.80(1.10) 3.90 ( .88) 4.43 (1.04) 2.70 (1.37) 2.87 (1.04) 3.57(.82) 30

et Advanced 3.33(.83) 2.67 (1.03) 3.57(.97) 4.33(1.12) 2.73 (1.11) 3.27 (1.26) 3.43(1.01) 30
Total 3.26 (.75) 2.61(.97) 3.72 (1.00) 4.24 (1.09) 2.57(1.29) 2.94 (1.09) 3.46 (.91) 89

Elementary 2.44 (.55) 1.39 (.67) 3.13(1.20) 3.68 (1.14) 1.23 (.62) 2.06 (1.00) 3.16 (.90) 31

Intermediate 2.90 (.56) 1.94 (.68) 3.87 (1.31) 4.23 (.88) 1.58 (.62) 2.71 (.86) 3.06 (.89) 31

Non-CHL

Advanced 2.96 (.63) 1.93 (.87) 3.67 (1.09) 4.17 (1.18) 1.63 (.67) 2.87 (1.07) 3.50 (.86) 30

Total 2.76 (.62) 1.75 (.78) 3.55(1.23) 4.02 (1.09) 1.48 (.65) 2.54(1.03) 3.24 (.89) 92

Note. F_Speak = Frequency of speaking Chinese with family or friends, F_Watch = Frequency of watching Chinese TV programs, F_Listen = Frequency of
listening to Chinese songs, F_Visit = Frequency of visiting China town or Chinese market, F_Read = Frequency of reading Chinese books, F_Write = Frequency of
writing Chinese characters. The number in the bracket is the standard deviation.

Secondly, we conducted ANOVAs to compare the L2 Chinese learning motivation among the
CHL and non-CHL groups at different Chinese language levels. There was a significant effect
of Group, F (1, 175) =77.19, p<.001, n>= .31. It showed that the average motivation of the
CHL learners was significantly higher than the average motivation of the non-CHL learners.
There was no significant effect of Chinese Level, F (2, 175) = .93, p= .40, n*= .01, and no
interactive effect of Group and Chinese Level, F' (2, 175) = .95, p= .39, n?>=.01. The result

suggested that, for the two groups, there were no differences among the average motivation
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of the learners at the elementary, intermediate, and advanced Chinese level.

Moreover, we further compared the two groups’ L2 Chinese learning motivation at each sub-

scale.

(a) L2 learning experience (LE): There was a significant effect of Group, F' (1, 175)=17.03,
p<.001, n?>= .09, which showed that the average LE score of the CHL learners was
significantly higher than the average LE score of the non-CHL learners. There was no
significant effect of Chinese Level, F' (2, 175) = 1.12, p= .33, n*= .01, and no interactive
effect of Group and Chinese Level, F (2, 175) = .35, p= .71, n?>= .004. The result illustrated
that there were no differences among the average LE scores of the learners at the elementary,

intermediate, and advanced Chinese level.

(b) Family influence (FI): There was a significant effect of Group, F (1, 175) = 224.43,
p<.001, n?>= .56, which demonstrated that the average FI score of the CHL learners was
significantly higher than the average FI score of the non-CHL learners. There was no
significant effect of Chinese Level, F' (2, 175) = .84, p= .43, n?>= .01, which showed that there
were no differences among the average FI scores of the learners at the elementary,

intermediate, and advanced Chinese level. And there was no interactive effect of Group and

Chinese Level, F (2, 175)=.77, p= .46, n*= .01.

(c) Ideal L2 self (IS): There was a significant effect of Group, F (1, 175) = 25.41, p<.001,
n*= .13, which demonstrated that the average IS score of the CHL learners was significantly
higher than the average IS score of the non-CHL learners. Also, there was a significant effect

of Chinese Level, F (2, 175) = 3.12, p< .05, n?>= .03. The result revealed that the average IS
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score of the elementary Chinese learners was significantly lower than the average IS score of
the advanced learners (p< .05), but there were no differences between the elementary and
intermediate learners (p=.11), and no differences between the intermediate and advanced
learners (p=.37). There was no interactive effect of Group and Chinese Level, (2, 175) =

1.46, p= 24, 2= .02.

(d) Ought-to L2 self (OS): There was a significant effect of Group, F (1, 175) = 96.71,
p<.001, n?>= .36, which showed that the average OS score of the CHL learners was
significantly higher than the average OS score of the non-CHL learners. There was no
significant effect of Chinese Level, F' (2, 175) = 1.13, p= .33, n>= .01, which suggested that
there were no differences among the average OS scores of the learners at different Chinese
levels. And there was no interactive effect of Group and Chinese Level, F (2, 175) = .09,

p=91, 7= .001.

(e) Intended effort (IE): There was a significant effect of Group, F (1, 175) = 10.37, p< .01,
n*= .06, which showed that the average IE score of the CHL learners was significantly higher
than the average IE score of the non-CHL learners. There was no significant effect of Chinese
Level, F (2, 175) = 1.17, p= .31, n*= .01, which illustrated that there were no differences
among the average IE scores of the learners at different Chinese levels. And there was no

interactive effect of Group and Chinese Level, F' (2, 175) = .99, p= .37, n*= .01.

(f) Instrumentality China and Mandarin (ICM): There was a significant effect of Group, F (1,
175) =37.47, p<.001, n*= .18. It suggested that the average ICM score of the CHL learners
was significantly higher than the average ICM score of the non-CHL learners. There was no

significant effect of Chinese Level, F' (2, 175) = 1.64, p= .20, n>= .02, which demonstrated
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that there were no differences among the average ICM scores of the learners at different
Chinese levels. And there was no interactive effect of Group and Chinese Level, F' (2, 175)

= 54, p= .59, 2= .0L.

(g) Instrumentality promotional (IP): There was a significant effect of Group, F (1, 175) =
13.69, p< .001, n?>= .07, which showed that the average IP score of the CHL learners was
significantly higher than the average IP score of the non-CHL learners. Also, there was a
significant effect of Chinese Level, F' (2, 175) = 4.00, p< .05, n*= .04. The result suggested
that the average IP score of the elementary Chinese learners was significantly lower than the
average IP score of the intermediate and advanced learners (p< .05 & p< .01 respectively),
but there were no differences between the intermediate and advanced Chinese learners
(p=.47). There was no interactive effect of Group and Chinese Level, F' (2, 175) = 1.18,

p=31,17= 0l

Thirdly, we also conducted ANOVAs to compare the frequency of attending extracurricular
Chinese activities among the CHL and non-CHL groups at different Chinese language levels.
There was a significant effect of Group, F' (1, 175) =24.12, p<.001, n*= .12, which
suggested that the average frequency of the CHL learners was significantly higher than the
average frequency of the non-CHL learners. Also, there was a significant effect of Chinese
Level, F (2, 175) =7.06, p< .01, n*= .08. The result indicated that the average frequency of
the elementary Chinese learners was significantly lower than the average frequency of the
intermediate and advanced learners (p< .01 respectively), but there was no difference
between the average frequency of the intermediate Chinese learners and the advanced
learners (p=.94). There was no interactive effect of Group and Chinese Level, F (2, 175)

= 48, p= .62, 1= .0L.
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Furthermore, we compared the frequency of attending each extracurricular Chinese activity

between the two groups.

(a) Speaking Chinese with family or friends: There was a significant effect of Group, F' (1,
175) = 44.48, p< .001, n*= .20, which suggested that the average speaking frequency of the
CHL learners was significantly higher than the average speaking frequency of the non-CHL
learners. Also, there was a significant effect of Chinese Level, ' (2, 175) = 6.05, p< .01,
n*=.07. It showed that the average speaking frequency of the intermediate and advanced
learners was significantly higher than the elementary Chinese learners (p< .01 respectively),
but there were no differences between the intermediate and advanced Chinese learners
(p=.67). There was no interactive effect of Group and Chinese Level, F' (2, 175) = .26,

p="77, 7= .003.

(b) Watching Chinese TV programs: There was no significant effect of Group, F (1, 175)

= .98, p=.32, 1*= .01, which demonstrated that there were no differences in the average
watching frequency between the CHL learners and non-CHL learners. There was a
marginally significant effect of Chinese Level, F' (2, 175) = 2.80, p= .06, n>= .03. The result
showed that the average watching frequency of the intermediate learners was significantly
higher than the average watching frequency of the elementary learners (p< .05), but there
were no differences among the average watching frequency between the elementary and
advanced learners (p=.31), and no differences between the intermediate and advanced
learners (p=.19). There was no interactive effect of Group and Chinese Level, (2, 175) =

1.49, p= 23, 2= .02.
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(c) Listening to Chinese songs: There was no significant effect of Group, F (1, 175) = 1.71,
p=".19, n*= .01, which revealed that there were no differences in the average listening
frequency between the CHL learners and non-CHL learners. There was a significant effect of
Chinese Level, F (2, 175) =4.18, p< .05, n?>= .05. The result showed that the average
listening frequency of the intermediate and advanced learners was significantly higher than
the average listening frequency of the elementary learners (p< .01 & p< .05 respectively), but
there was no difference between the intermediate and advanced learners (p= .68). There was

no interactive effect of Group and Chinese Level, F (2, 175) = .03, p= .98, n?>= .000.

(d) Visiting China town or Chinese market: There was a significant effect of Group, F (1,
175) = 52.84, p<.001, n*= .23, which suggested that the average visiting frequency of the
CHL learners was significantly higher than the average visiting frequency of the non-CHL
learners. Also, there was a significant effect of Chinese Level, ' (2, 175) = 3.36, p< .05,
n*= .04. The result showed that the average visiting frequency of the intermediate and
advanced learners was significantly higher than the average visiting frequency of the
elementary learners (p< .05 respectively), but there was no difference between the
intermediate and advanced learners (p= .82). There was no interactive effect of Group and

Chinese Level, F' (2, 175) = .02, p= .98, n*= .000.

(e) Reading Chinese books: There was a significant effect of Group, £ (1, 175) = 6.63,

p< .05, n*= .04, which demonstrated that the average reading frequency of the CHL learners
was significantly higher than the average reading frequency of the non-CHL learners. Also,
there was a significant effect of Chinese Level, F' (2, 175) = 6.82, p< .01, n*= .07. The result
showed that the average reading frequency of the intermediate and advanced learners was

significantly higher than the average reading frequency of the elementary learners (p< .05 &
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p<.001 respectively), but there was no difference between the intermediate and advanced
learners (p=.14). There was no interactive effect of Group and Chinese Level, F (2, 175)

=78, p= 46, 1= .0L.

(f) Writing Chinese characters: There was no significant effect of Group, F (1, 175) = 2.66,
p=".11,1?>= .02, which suggested that there was no difference in the average writing
frequency between the CHL and Non-CHL learners. There was no significant effect of
Chinese Level, F (2, 175) =.79, p= .46, n>= .01, which demonstrated that there were no
differences among the average writing frequency of the learners at different Chinese levels.
And there was no interactive effect of Group and Chinese Level, F (2, 175) = 1.52, p= .22,

= .02.

4.4 The relationships among the above results

From the above two sections, we know that there exist differences between the CHL and non-
CHL learners in terms of the Chinese character reading test, L2 Chinese learning motivation,
and the frequency of attending extracurricular Chinese activities. In this section, we
conducted Pearson Correlation tests to investigate the relationships among the Chinese
character reading achievement, L2 Chinese learning motivation, and the frequency of
attending extracurricular Chinese activities, of the CHL and non-CHL participants. The

results are presented in Table 9 below.
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Table 9 Correlations of the achievement, L2 motivation, and the frequency among CHL and non-CHL learners

Group Total Score  Motivation M_LE M_FI M_IS M_OS M_IE M_ICM M_IP Frequency ~ F.Spesk  F_Wach  F_Listen F_Visit F_Read E_Write

1 347 347 08 357 20 297 29" 367 387 32" 15 27 297 367 23"

001 001 453 001 057 007 006 001 000 003 150 o1t 006 001 027
89 89 89 89 89 89 89 89 89 89 89 89 89 89 89 89
Motivation 1 80 6 84 76 80 72" 73" 547 36 43 2 41 46 47
CHL 000 000 000 000 000 000 000 000 001 000 040 000 000 000
89 89 89 89 89 89 89 89 89 89 89 89 89 89 89 89
Frequency 56' 19 58 24 0 39° 597 1 63 9 67 s 79 61
000 068 000 023 000 000 000 000 000 000 000 000 000
89 89 89 89 89 89 89 89 89 89 89 89 89 89 89 89
Total Score 1 8 49 4 57 21 0 467 597 60 44 38’ 40 31 4 35
000 000 021 000 04 000 000 000 000 000 000 000 00 000 001
92 92 0 0 02 9 9 o: 92 9 0 92 92 9 3 02
Motivation 1 86 5 84 63 83 73 847 75 46 56 61 2 46 st
Non-CHL 000 000 000 000 000 000 000 000 000 000 000 034 000 000
92 9 o 02 92 9 o: 92 9 9 92 92 9 0 02
Freq 63 40 6. 42 64 60 6™ 1 59 74 76 a8 70 s
000 000 000 000 000 000 000 000 000 000 000 000 000

atthe 0.01 level (2-tailed).
the 0.05 level (2-tailed).

From Table 9, it can be seen that, for both groups, the total score of the Chinese character
reading test was significantly positively correlated with L2 Chinese learning motivation
(CHL: r= .34, p < .01, non-CHL: » = .58, p <.001) and the frequency of attending
extracurricular Chinese activities (CHL: » = .38, p <.001, non-CHL: r = .60, p <.001),
suggesting that the learners with higher motivation and frequency in learning Chinese
generally had better Chinese character reading achievement. Moreover, there was a strong
positive correlation between the L2 Chinese learning motivation and the frequency of
attending extracurricular Chinese activities in both groups (CHL: » = .54, p <.001, non-CHL.:

r=.75,p<.001).

Furthermore, we compared the relationships between the CHL and non-CHL groups via
Preacher (2002)’s Calculation for the test of the difference between two independent
correlation coefficients. The result indicated that there was a significant difference between
the score-motivation correlations in CHL and non-CHL groups, z = 2.03, p< .05 (two-tailed),
suggesting that the relationship between the total score of the Chinese character reading test
and the L2 Chinese learning motivation of the non-CHL learners was stronger than the CHL

learners. There was a marginally significant difference between the score-frequency
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correlations in CHL and non-CHL groups, z = 1.94, p = .052 (two-tailed), suggesting that the
relationship between the total score and the frequency of the non-CHL learners was slightly
stronger than the CHL learners. There was a significant difference between the motivation-
frequency correlations in CHL and non-CHL groups, z = 2.41, p < .05 (two-tailed),
suggesting that the relationship between the motivation and the frequency of the non-CHL
learners was stronger than the CHL learners. Also, we compared the correlation between the
total score and the motivation, and the correlation between the total score and the frequency
among the two groups via Lee & Preacher (2013)’s Calculation for the test of the difference
between two dependent correlations with one variable in common. The result showed that the
relationship between the total score and the motivation was same as the correlation between
the total score and the frequency in both groups, for the CHL group: z = - .39, p = .69 (two-

tailed), for the non-CHL group: z = - .33, p = .74 (two-tailed).

In addition, the relationships between the Chinese character reading achievement and the sub-
motivational factors, and the frequency of different extracurricular Chinese activities, were

also observed.

(a) For the CHL group, there were moderate positive correlations between the total score and
the L2 learning experience (r = .34, p <.01), the total score and the ideal L2 self (» = .35, p
<.01), and the total score and the instrumentality (promotional) (» = .36, p <.01). There were
small positive correlations between the total score and the intended effort (» = .29, p <.01),
the total score and the instrumentality (China and Mandarin) (» = .29, p <.01). However, no
significantly positive relationship was observed between the total score and family influence
(r=.08, p = .453), and between the total score and the ought-to L2 self (» = .20, p =.057) in

the present study. Furthermore, there existed moderate positive correlations between the total



129

score and the frequency of speaking Chinese (= .32, p <.01), and the total score and the
frequency of reading Chinese books (» = .36, p <.01). There were small positive correlations
between the total score and the frequency of listening to Chinese songs (» = .27, p <.05), the
total score and the frequency of visiting China town or Chinese market (» = .29, p <.01), the
total score and the frequency of writing Chinese characters (» = .23, p <.05). But no
significant positive relationship was observed between the total score and the frequency of

watching Chinese TV programs in this study ( = .15, p = .150).

(b) For the non-CHL group, there were relatively strong positive correlations between the
total score and the ideal L2 self (» = .57, p <.001), the total score and the intended effort (»
=.50, p <.001), and the total score and the instrumentality (promotional) ( = .59, p <.001).
There were moderate positive correlations between the total score and the L2 learning
experience (» = .49, p <.001), the total score and the instrumentality (China and Mandarin) (»
= .46, p <.001). There were small positive correlations between the total score and family
influence (» = .24, p < .05), the total score and the ought-to L2 self (» = .21, p <.05).
Moreover, there existed moderate positive correlations between the total score and the
frequency of speaking Chinese (» = .44, p <.001), the total score and the frequency of
watching Chinese TV programs (» = .38, p <.001), the total score and the frequency of
listening to Chinese songs (» = .40, p <.001), the total score and the frequency of visiting
China town or Chinese market (» = .31, p <.01), the total score and the frequency of reading
Chinese books (r = .45, p <.001), and the total score and the frequency of writing Chinese

characters (» = .35, p <.01).

After the correlation test, we conducted the multiple regression analysis to further examine

the relationships between L2 Chinese learning motivation, extracurricular Chinese
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engagement frequency, and the Chinese character reading achievement among the CHL and
non-CHL learners. As the correlation test results suggested that there were significantly
positive associations between the L2 motivation and Chinese character reading achievement,
between the extracurricular Chinese engagement frequency and character reading
achievement, as well as between the L2 motivation and the frequency, we then adopted the
regression-based approach to investigate the mediation effect of the extracurricular Chinese
engagement frequency on the relationship between L2 Chinese learning motivation and
Chinese character reading achievement among the two groups of learners. Three regression

procedures were conducted step by step and the results are as follows.

Firstly, we analyzed the character reading achievement (total score) regressed on L2
motivation in the CHL and non-CHL groups respectively. The results showed that L.2
motivation could significantly predict the learners’ Chinese character reading scores, F (1,
87)=11.74, p = .34, t =3.43, p< .01 (CHL group); F (1, 90) =46.27, = .58, t =6.80, p< .001
(non-CHL group). For the CHL learners, it could explain 11.89% of the total variance of the
total character reading score. While for the non-CHL learners, it could explain 33.95% of the
total variance of the character reading score. A summary of this regression analysis can be

seen in Table 10 below.

Table 10 Regression analysis for the relationship between L2 motivation and Chinese character reading

achievement
Standardized 95.0% Confidence Interval
Unstandardized Coefficients Coefficients for B Correlations

Lower Upper
Group Model B Std. Error Beta t Sig. Bound Bound Zero-order _ Partial Part

CHL (Constant) -18.78 36.61 -0.51 0.609 91.54 53.98
(N=89) Motivation 26.56 7.75 0.34 343 0.001 11.15 41.97 0.34 0.34 0.34

Non-CHL (Constant) -30.09 17.66 -1.70 0.092 -65.18 5.00
(N=92) Motivation 31.32 4.60 0.58 6.80  0.000 22.17 40.46 0.58 0.58 0.58

Note. CHL: R? =.12, F (1,87)=11.74,p <.01; " p <.01.Non-CHL: R? = .34, F (1,90)=46.27, p <.001; """ p <.001.
P
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Secondly, we conducted regression analysis between the frequency of extracurricular Chinese
engagement and L2 motivation among the two groups. The results indicated that L2
motivation could also significantly predict the learners’ frequency of attending after-class
Chinese activities, F' (1, 87) =36.73, f = .54, t =6.06, p< .001 (CHL group); F (1, 90)
=116.62, f = .75, t =10.80, p< .001 (non-CHL group). Moreover, it could explain 29.69% of
the total variance of the CHL learners’ average frequency, and it could explain 56.44% of the
total variance of the non-CHL learners’ average frequency to attend extracurricular Chinese

activities. A summary of this regression analysis can be seen in Table 11.

Table 11 Regression analysis for the relationship between L2 motivation and extracurricular Chinese

engagement frequency
Standardized 95.0% Confidence Interval
Unstandardized Coefficients Coefficients for B Correlations
Lower Upper

Group Model B Std. Error Beta t Sig. Bound Bound Zero-order _ Partial Part

CHL (Constant) 0.29 0.49 0.58 0.561 -0.69 1.27
(N=89) Motivation 0.63 0.10 0.54 6.06  0.000 0.43 0.84 0.54 0.54 0.54

Non-CHL (Constant) 0.41 0.22 1.82 0.072 -0.04 0.85
(N=92) Motivation 0.63 0.06 0.75 10.80  0.000 0.51 0.74 0.75 0.75 0.75

Note. CHL: R? = 30, F (1, 87)=36.73, p <.001; """ p <.001. Non-CHL: R* = .56, F (1, 90)= 116.62, p <.001; """ p <.001.

Thirdly, we then examined the Chinese character reading achievement (total score) regressed
on L2 motivation and the extracurricular Chinese engagement frequency in the two groups
respectively. The results revealed that for the CHL learners, L2 motivation and frequency
together could significantly predict their character reading achievement, F (2, 86) = 8.97,
p<.001. The two factors together could explain 17.26% of the total variance of character
reading score. The frequency of extracurricular Chinese engagement was a significant
predictor of character reading score (S = .28, t =2.36, p< .05), while the estimated residual

direct effect of L2 motivation on Chinese character reading score was not significant after
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controlling for the effect of the mediator of frequency (f = .19, t =1.66, p=.10). For the non-
CHL learners, L2 motivation and frequency together could significantly predict their
character reading achievement, F' (2, 89) = 29.81, p<.001. The two predictors together could
explain 40.12% of the total variance of character reading score. The frequency of
extracurricular Chinese engagement was a significant predictor of character reading score (f3
= .38, t=3.03, p<.01), and the estimated residual direct effect of L2 motivation on the
character reading score was still significant after controlling for the effect of the mediator of

frequency, (8 = .30,  =2.42, p<.05). Table 12 displays a summary of this regression analysis.

Table 12 Multiple regression analysis for the relationships between L2 motivation, frequency, and Chinese

character reading achievement

Standardized 95.0% Confidence Interval
Unstandardized Coefficients Coefficients for B Correlations

Lower Upper
Group Model B Std. Error Beta t Sig. Bound Bound Zero-order  Partial Part

(Constant) -24.05 35.75 -0.67 0.503 -95.12 47.02
(I(\IIESI;) Motivation 14.96 9.01 0.19 1.66 0.101 -2.96 32.88 0.34 0.18 0.16
Frequency 18.28 7.74 0.28 2.36 0.020 2.90 33.67 0.38 0.25 0.23

(Constant) -39.91 17.22 -2.32 0.023 -74.13 -5.69

Non-CHL .

(N=92) Motivation 16.13 6.68 0.30 2.42 0.018 2.86 29.41 0.58 0.25 0.20
Frequency 24.23 8.01 0.38 3.03 0.003 8.32 40.14 0.60 0.31 0.25

Note. CHL: R® = .17, F (2,86)=8.97, p <.001; " p <.001. Non-CHL: R’ = .40, F (2, 89)=29.81, p <.001; " p <.001.

Furthermore, we conducted the Sobel test in MedGraph (Jose, 2013) to compute the
mediation effects and draw the mediation graphs among three variables (motivation,
frequency, achievement) for the CHL and non-CHL learners respectively. The mediation
graph of the CHL group is shown in Figure 6. There was a significant indirect effect from 1.2
motivation to Chinese character reading achievement through the frequency of attending
extracurricular Chinese activities (z =2.20, p< .05). The indirect effect to total ratio was .44
and the variance explained by it was .09. The result suggests that the CHL learners with
higher Chinese learning motivation tended to have higher extracurricular Chinese

engagement frequency and thus could gain better Chinese character reading achievement.
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The direct effect of L2 motivation on the character reading score remained not to be
significant (¢ =1.66, p=.10), suggesting that there might not be other mediators that can
account for the relationship between their L2 motivation and Chinese character reading

achievement.

Figure 6 The mediation graph of the CHL group

CHL learners
L2 Chinese learning 4 Chinese character
.3 ook

motivation (.19) reading achievement

(independent variable) (dependent variable)
. 3 8 Hokok
54"
(.28M)

Extracurricular Chinese
engagement frequency

(mediating variable)

Note. Standardized regression coefficients are shown. The numerical values in the
parentheses are beta weights taken from the regression of achievement on motivation and
frequency and the other values are zero order correlations. * p< .05, ** p< .01, *** p<.001.

Moreover, the mediation graph of the non-CHL group is shown in Figure 7. There was a
significant mediating effect of the frequency to attend extracurricular Chinese activities (z
=2.91, p<.01). The indirect effect to total ratio was .48 and the variance explained by it
was .30. The result suggests that the non-CHL learners with higher Chinese learning
motivation tended to participate in after-class Chinese activities more frequently and thus
may have better Chinese character reading achievement. Also, the direct effect from L2
motivation to character reading score remained to be significant but reduced in greatness (¢
=2.42, p<.05), which suggests the presence of other mediators that can explain the

relationship between L2 motivation and their character reading achievement.
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Figure 7 The mediation graph of the non-CHL group

Non-CHL learners

L2 Chinese learning 0 Chinese character
. 5 Aokok
motivation (30" reading achievement
(independent variable) (dependent variable)
.60***
.754!*
(.38")

Extracurricular Chinese

engagement frequency

(mediating variable)

Note. Standardized regression coefficients are shown. The numerical values in the
parentheses are beta weights taken from the regression of achievement on motivation and
frequency and the other values are zero order correlations. * p< .05, ** p< .01, *™** p<.001.

In summary, the correlation test results tell us that for both groups, the learners with higher
L2 Chinese learning motivation and frequency of attending extracurricular Chinese activities
tended to have better Chinese character reading achievement, and the students with higher
motivation in learning Chinese generally had higher frequency to attend extracurricular
Chinese activities. And the correlation between the total score and the motivation was not
different from the correlation between the total score and the frequency. On the other hand,
the relationships between the total score of the Chinese character reading tests, L2 Chinese
learning motivation, and the frequency of attending extracurricular Chinese activities of the
non-CHL learners were relatively stronger than the CHL learners. In addition, the regression
analysis revealed that L2 motivation and the frequency of extracurricular Chinese
engagement could significantly predict the Chinese character reading achievement among
both CHL and non-CHL learners, but the two predictors explained more variance of the

character reading score in the non-CHL group than in the CHL group. We also found the
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significant mediating effect of the extracurricular Chinese engagement frequency on the
relationship between L2 Chinese learning motivation and Chinese character reading
achievement in both groups based on the regression approaches and Sobel test. After
controlling for the effect of the mediator of frequency, the direct effect of L2 motivation on
the character reading score remained insignificant in the CHL group but significant in the

non-CHL group, suggesting that there could exist other mediators for the non-CHL learners.

4.5 Findings from the students’ views

In this section, I will compare the perspectives of the CHL and non-CHL students in learning
Chinese characters under the formal context (classroom teaching and textbooks). The data
was coded and analyzed in NVivo 12.7.0, and the core findings are presented in Table 13
below. There are commonalities and differences in the CHL and non-CHL learners’ views on
Chinese character instruction in class and textbooks. Furthermore, the CHL participants used

more Chinese to answer the five questions than non-CHL participants.
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Table 13 The views on Chinese character instruction in class and textbooks among CHL and non-CHL learners

Views

CHL learners

Non-CHL learners

Chinese character instruction in class

1. Teaching charm: enthusiastic (6), patient (4), responsible
(10), creative (5), various teaching methods (18)
2. Close to students' life (8)

3. Interesting: imagination (10), history (12), structural rules
(13), vivid examples (7)
4. Limited class time (15)

1. Teaching charm: enthusiastic (16), patient (10), responsible
(23), creative (9), various teaching methods (37)
2. Close to students' life (13)

3. Interesting: make up stories (9), semantic radicals (5), vivid
examples (10)
4. Complex & Time-consuming (23)

Chinese character instruction in
textbooks

1. Satisfaction: some Chinese characters and words close to life
(6), suitable for each level (9), helpful (24), easy to learn (14)

2. Dissatisfaction: insufficient Chinese characters and words
(8), simple (7), not practical (11), dislike writing Chinese
characters (9), no Vietnamese translations (4)

1. Satisfaction: some Chinese characters and words close to life
(15), suitable for each level (13), helpful (22), abundant Chinese
characters and words (5)

2. Dissatisfaction: boring (9), rigid (7), unattractive (7), outdated
(4), time-consuming (8), not practical (11), dislike writing
Chinese characters (13), no Vietnamese translations (5)

Note. The views on textbooks also include the workbooks.
The number in parentheses indicates the number of occurrences of the word.

4.5.1 Students’ views on Chinese character instruction in class

Firstly, in terms of the perspectives on Chinese character instruction in class, one major

commonality is that both CHL and non-CHL learners attached great importance to the

Chinese instructor’s teaching charm in teaching Chinese characters and new words, such as

the teacher’s enthusiasm, patience, responsibility, creative and various teaching methods. For

example,

Chinese instructors’teaching charm

CHL learners:

#1 T RATE AW, BRERK. AAKRMNETUFT %, X ZIF2—MREF

W, RWwFE OREFZAEEFEMAINIAF . ” [The teacher is always patient with

us. I like (him/her) very much. Also, we can learn Chinese calligraphy. Teacher X is a nice

teacher, and I feel very lucky to have their teaching.]



137

#2 “Phan day chir Han trén 16p, céc thay c6 da gitp t6i liy vi du minh hoa va giai thich nghia
ctia tir cling nhu cach dung ctia né gitp t6i c6 thé d& dang nhd chir hon. Hon nita mdi thay co
lai c6 phong cach day khac nhau, c6 nguoi cho dit cau véi ching dé d& nhé hon, ciing ¢6
nguoi day toi viét that nhiéu 1an dé nhé no, lai c6 ngudi day hoc thude cac cau vi du chira no
hodc hoc thudc bd thi dé nhé chit hon. Hon thé nita, théy c6 con giai thich nguén géc va
nhitng cau chuyén y nghia tha vi dang sau con chit kich thich sy to mo va khién t6i dé nho tir
hon.” [When teaching Chinese characters in class, teachers will give examples to explain the
meaning and usage of words, helping me to remember them easily. Moreover, every teacher’s
teaching style is different. Some teachers will make words together in sentences for us to
remember them more easily. Some will teach me to write many times to help me memorize,
and some will lead me to remember the example sentences that contain it or the radicals of
the Chinese character to help me remember it. Besides, the teachers will also explain the
origins of the Chinese characters and the interesting stories behind them, which stimulates my

curiosity and makes it easier for me to remember them. ]

#3 “Pdi voi t6i nhitng giang vién day hoa van vo ciing gioi va toi rit ham mo giang vién cua
t6i. Trong mdi budi hoc giang vién di day cho t6i biét rat nhidu tir méi va day t6i hoc nhu thé
nao 1a hiéu qua nhat” [For me, the Chinese teacher is very good, and I am a big fan of
him/her. In every class, the teacher teaches me many new words and how to learn them most

effectively.]

#4 “Tiép can tir mGi mot cach hiéu qua va dé nhd. Cy thé nhu gido vién giai thich tir méi (st
dung trong truong hop nao), phan tich bo dé d& thudc tir, nghe tir méi déng thoi nghe ca doan

hoi thoai dé théy duogc céach tir méi dugce su dung.” [Learn new Chinese characters effectively
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and easily. Specifically, the teacher explains new words (in which case to use) and analyzes
the structure of Chinese characters, which facilitates us to memorize them easily. (We) listen

to new words while listening to the entire conversation to understand how they are used.]

#5 “Toi nghi gido vién rat sang tao trong viéc day chit Han va tir méi. Vi du: thay ¢ day
bang nhiéu hinh thirc khac nhau, gdm viét thu phap, dung tinh hudng giao tiép, doc doan van,
viét doan van” [I think the teacher is very creative in teaching Chinese characters and new
words. For example, the instructor teaches in a variety of ways, including calligraphy,

situational communication, reading texts, and writing essays. |

#6 “Em thiy gido vién day rat kién nhan véi tyi em. vi du nhu tir nao khong biét doc c6 sé& chi
to1 khi Iuu loat tir d6.” [I think the teacher is very patient with us. For example, if there is a

word we do not recognize, she will guide us until we fully understand it.]

Non-CHL learners:

#1 “Gido vién hudng dan cua toi ¢ cach day rat phong phi, vi du nhu ¢6 4y c6 thé gitp toi
tudng tuong ra cac hinh anh khac nhau dé miéu ta mat chit d6.” [My instructor has a wealth
of teaching methods, such as imagining different drawings to describe the appearance of

Chinese characters to help me learn them.]

#2 “Trén 16p thay c6 day rat nhiét tinh, thuong ddi voi ngudi méi hoc viée nhé chir Han s&
hoi kho khan. Nén thay c¢6 da chi cho ching em nhiing cach nhé chir Han d& dang hon mot
chat. Nhu ¥ thém - thanh 3 (viban s& co duoc nhidu tién hon mua). Ngoai ra, thay co
van thuong xuyén kiém tra tir vung bang cach dit ciu, nghe thay c6 doc rdi chép lai cau, nén

but thuan va chit Han ctia chung em da s6 van rat 6n a.” [In class, the teachers are very
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enthusiastic. It is a little difficult for beginners to memorize Chinese characters, so the teacher

shows us some ways to remember Chinese characters more easily. For example, add “- to

the top of “3£” (buy) and it becomes “32” (sell) (because selling is more profitable than

buying). Moreover, the teachers also often check vocabulary by having us make sentences

and taking dictation, so most of our stroke order and Chinese characters are good.]

#3 “vao nam nhét thi thﬁy c6 day chit Han rat ki: Théy ¢6 cho viét theo thir tu nét, Cach doc,
cach dung tir d6 va y nghia cac bo thi lién quan (d6i voi nhirng chit ¢6 ¥ nghia thé hién rd
trén mat chit) va lap tir nhiéu 1an dé khic ghi. Vidu tir % duoc giai thich bao gdm bo H
(dién: rudng) va bd 77( luc: sttc manh): nhitng nguoi ding sire cdy rudng, ganh vac nhimng
viéc nang nhoc ngay xua dugc goi la: Nam. Tur nay duogc lap di ldp lai trong sudt budi hoc do
theo cac vi du trong gido trinh va vi du bén ngoai.” [In the first year, the teachers taught
Chinese characters very seriously: The teacher asked them to write in stroke order, how to
read, how to use this Chinese character, and the meaning of the relevant radicals (some
characters that can be clearly expressed literally) and repeat many times to memorize it. For

example, the interpretation of the word “ % > includes two parts: “H” (H: field) and “#”
(77 : strength): In the past, the person who worked hard on the fields and shouldered the
heavy responsibility was called: % . Based on the textbook examples and other examples,

this Chinese character is repeated throughout the lesson.]

#4 “Gido vién day chit Han rt nhiét tinh, sang tao, cach truyén tai d& hiéu giup bai hoc dat
hiéu qua cao.” [The Chinese teacher is very enthusiastic and creative, and the teaching is easy

to understand, making the course very efficient.]
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#5 “C6 ay day rat tan tAm va kién nhan khi day tir m&i va chir Han. Khong phai ai ciing ¢6
nang khiéu vé ngdn ngir ddc biét 14 tiéng Trung, nén khi tiép xuc tir méi, cac ban mat nhidu
thoi gian dé tiép nhan va co rat nhan nai chi timg tir timg phat 4m cho dén khi ban d6 doc
dugc va nhd dugce.” [The teacher is very dedicated and patient when teaching new words and
Chinese characters. Not everyone is gifted with languages, especially Chinese, so when you
come across new words, it takes a long time for you to recognize them. She is very patient

with the pronunciation word by word until we can read it and remember it.]

#6 “t6i nghi 1a cach giad vién day chux han va tir mgi vo cling tan tinh va d& hiéu. vi khi day
cac gido vién thuong cho nhitng vi du minh hoa cho nhiing tir méi hoac nhiing hinh anh cu
thé, diéu d6 1am cho sinh vién dé nhé hon.” [I think the way the instructor teaches Chinese
characters and new words is very devoted and easy to understand. Because the instructor
often gives examples of the new words or provides specific pictures in class, so that it is

easier for students to remember.]

Another commonality is that both CHL and non-CHL learners thought it was very helpful
when the Chinese characters and words are close to their life, such as in relation to their

majors, future career, daily diet, greetings, etc. For instance,

Chinese characters close to life

CHL learners:
#l“BENEF 8 REEGWEMWAFAT K, flin. REEFTHERET
A% Efi 84 4 57 [1 like the Chinese characters related to my major, and I am not fond of those

irrelevant to my life. For example, I will be an accountant, so I cannot be forced to learn new
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words for engineers. ]

#2 “Yéu thich nhét 1 chii d& vé& mua ban hang vi néu nhu c¢6 dip di du lich trung qudc 1an nira
thi s& d& dang trao d6i véi ngudi ban hon” [I like the topics of buying and selling goods the
most because if I have the opportunity to travel to China again, it will be easier to talk to the

sellers.]

#H“RERERWAZEXTHEBHINE, BHNYEEEZICEF S [My favorite
content is about the environment of life because it is easier to remember and apply (these

Chinese characters and words).]

Non-CHL learners:
#1 “Noi dung chit Han t6i yéu thich nhat 1a phan day céc tir vung dung dé giao tiép, vi t6i can
hoc cho viéc giao tiép nhiéu hon.” [I like daily words the most because I want to learn more

that can be used in everyday communication. ]

#2 “Noi dung yéu thich nhit nhu cac miu cau hay tir vung c6 thé sir dung trong giao tiép
hang ngay nhu mua ban, hoc tap,...” [(My) favorite content is the sentence patterns and
words that can be used for daily communication, such as buying, selling, and learning, etc.]
#3 “Em thich nhat d6 14 chit Han vé cudc séng hing ngay, thuc phim, cong viée vi nd gitp
ich tryc tiép cho doi sdng sinh hoat.” [My favorite (Chinese characters and words) are those

used in everyday life, food and work because they are close to daily life.]

Nevertheless, the CHL and non-CHL learners held different views about the fascination of

teaching content. Although both groups believed it was very interesting to learn Chinese
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characters in class, they emphasized different aspects. CHL students focused more on the
imagination, history, structural rules, and vivid examples behind Chinese characters, whereas
non-CHL students thought learning Chinese characters fascinating mainly because they can
make up interesting stories and use semantic radicals and vivid examples to remember the

characters. The supporting examples are as follows.

Imagination, history, structural rules (CHL learners)

#1 “Toi cam thy viéc hoc chitr Han trén 16p rat tha vi, gido vién dwa ra nhimg vi du gitip
chung t6i dé nhé tir méi hon.” [1 think learning Chinese characters in class is very interesting,

and the teacher will give many examples to help us memorize new words. ]

#2 “Phan day cta gido vién rat tha vi lam hoc sinh hao himg trong gid hoc, ¢6 nhimng vi du
thue té, sinh dong lam hoc sinh dé nh¢ bai.” [The instructor's (Chinese character) teaching
part is very interesting and makes the students excited in class. With practical and vivid

examples, it is easy for students to memorize the text.]

M RAAHRRATHIREN B KRR EFTHA, R R — I FRREHFL, LK
ExEUH, B H AERL., ”[Ifind the classes that teach Chinese characters very
interesting to me, like the Chinese character “/I€” means to climb the mountain, and when I

look at it, I feel like someone is climbing a mountain. ]

#HBAEB/FVERFTRER, RAEFAT. HAXTFER/KESL. PERELR, AL

HATE., AEUERBHXTERR, FRANET T E—RLAZY. BE. 28, ¥
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FlA. flin: FRETFE: 2B E —EWTAK, EEREEIEETR d 3T &
o “H” . “RA” BAR L7 EE K F . 7 [1 think learning Chinese is very
interesting, especially learning Chinese characters. Although Chinese characters are
numerous in number and complex in shape, they are a well-organized and regular writing
system. The traditional methods of making Chinese characters are generally divided into four
types: pictographs, indicative characters, associative compounds, and semantic-phonetic
compounds. For example, pictograph: It is to draw the shape of a real object, and the strokes

change with the shape of the object. “ H” and “ F| ” are the characters created in this way.]

#5 “t6i nghi vé phan day chit Han trén 16p kha tha vi va hap dan, vi du c6 thuong xuyén dua
ra nhimg vi du lién quan ti tir méi tir 6 mo rong ra thém nhiéu tir méi.” [I think Chinese
character instruction in class is fascinating and attractive. For example, the teacher often
gives example sentences related to new words, from which many new words can be

expanded.]

#6 “HFRHF, MMNHAXNRNFHRE AT REXWER, FHEHNFREAN K ADEE
B, ANIEHELS, THYEHXHARE. ... ” [Every time they teach, they tell

us a lot of meaningful knowledge, some of which is a Chinese character or the story of a big

person, some historical events, and Chinese culture and food...]

#HT“ZTHRRXFHERNFACRAERER, FARFTRAT., fln: BEEFN “ZH
F7, EM2BHXEANTFFEXRELEH, RENBRFTFHEL. 7 [The way
the instructor teaches Chinese characters and new words is also very interesting, especially in

writing Chinese characters. For example, when encountering each “pictographic character”,
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the teacher will draw out how the character was written in oracle bone inscriptions and then

introduce the evolution of the Chinese character font.]

#8 KR ERM AL ITER BN, HBXFRIORXERFET £, NXFrHE L
LR HAlE A . BRERA T EDE L. XA BRI F ¥ [What I like most is
the teacher’s use of analysis and explanation of the meaning and origin of Chinese characters.

From the construction of Chinese characters, we can see the views of the creators and times

on things. There is no Chinese character instruction (I) do not like.]

Make up stories and use semantic radicals (Non-CHL learners)

#1 “Minh thay rat tha vi. Thay c¢6 ra nhiéu vi du rit sdng dong. Tao co hdi dé ngudi hoc
luyén noi voi nhau.” [I find it very interesting. The teachers give many very vivid examples

and create opportunities for learners to practice speaking with each other.]

#2 “Pé c6 thé nhd dwoc nhidu va nhanh chong cac chit han ghép. Gido vién can day cac bd
thi thuong xuat hién trong tiéng Han, vi nhé duoc chiing, s& gitp hoc sinh nhanh chéng hoc
thudc dugc cac chit Han khac. Vi du: Khi hoc chit #&%% (Mama: Me) ta nhé duogc bd nit

4 dung dé chi con gai, phu nit. Nhu vay khi hoc cac chit nhu: %k # (Meimei: em gai), #
¥ (Ji& Jie: chi gai) ...s& nhd nhanh hon, vi nhitng chit nay déu xuét hién bo %, déu lién
quan tdi con gai, phu nit.” [Help to memorize more Chinese characters quickly. The teacher
teaches the radicals that frequently appear in Chinese because memorizing them will help

students remember other Chinese characters quickly. For example, in learning the word “#%

#5” (Mama: mother), we remembered the radical “~”: used to refer to a girl, a woman. In
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this way, when learning the words like: #k#k (Méimei: younger sister), ## (Jigjie: elder
sister), etc., we can memorize them faster, because all these words have the radical “#%”, and

they are related to girls and women.]

#3 “Em thay phan day chit Han trén 16p rat tha vi, gido vién hay goi y dé cho ching t6i dé
nh¢ bai.” [I think the Chinese character teaching part in the class is very interesting. The

teacher often gives suggestions to help us remember the text.]

#4 “ciing tot. Nhung t6i nghi nén v& cho mdi tir mot cau chuyén thi s& dé nhd, gitip sinh vién
c6 thém hang tha, dong luc hoc tiéng Trung VD: %4 thi c6 thé néi 1a: Truong hoc 14 noi
duoc 1am bang gd, ba 1 nguoi ding ddu.” [Well enough. But I think it is better to make up a
story for each word, which is easy to remember, more attractive to students, and makes us

more motivated to learn Chinese. For example, %X can be said like this: A school is a

place made of wood, and the father is the pillar.]

#5 “Do d6, gido vién can lién twong nhiing hinh dnh d& nhé dé giai thich tir méi gitip hoc sinh
dé hiéu va cling d& nhé. Vi du chit “"£” ¢6 nghia 1a an, ban c6 thé tudng tuong bd Khau o

1a c4i miéng , thirc an dwa vao miéng va xudng da day c6 hinh thu giéng bo At 7.”
[Therefore, the teacher needs to combine pictures to explain new words to help students
understand and remember. For example, the Chinese character “"Z” means to eat, and you
can imagine that “ H” is the mouth, and the shape of the food entering the mouth and down to

the stomach is like the character “7.”.]

#6 “Minh thay cach day kiéu thé rat sang tao va dé nhé. Vi du chit £ duoc két hop giira bo
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hop va bo thu. Chit ndy c6 nghia 13 cAm 1dy. Gido vién di goi y thong qua mot ciu noi ring
“Cai gi cam thdy phu hop thi cam 1y ma dem di”. T6i cam thiy hoc kiéu vy nhé kha 1au.” [I
think this teaching method is very creative and easy to remember. For example, the Chinese

character “£” is a combination of “4&-” and “”. It means to take. The teacher explained it

in one sentence: “Just take it with your hands when you feel it is suitable”. I think learning

like this can be remembered for a long time. ]

Another difference lies in the perspectives of the teaching time. Although both CHL and non-
CHL learners believed that learning Chinese characters takes a lot of time, they held different
positions. Generally, CHL students assumed that the limited class time constrained them to
learn more Chinese characters, and they usually spent a lot of time self-learning at home. In
contrast, non-CHL students thought Chinese character instruction in class was very complex

and time-consuming. Some students’ views are shared below.

Limited class time and self-learning (CHL learners)

MREBRET, EEREZLAART ALHRMABETEHAF —LRRDEM,
A EREMEREE Ly, REFEEXTURBERE, RELTUREER
B . ” [(I) like writing Chinese characters. But (the instructor) does not need to spend too

much time teaching how to write Chinese characters in class because there is very little time
in each class, so we use that important time to learn other things. Writing Chinese characters

can be practiced slowly at home. (The instructor) only needs to teach how to write in class.]

MBRERRE LR FHFHSURD, Wn—AH, ZIFH Nk S A ¥ 8
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BRMERCNE—NITF. RANAEBEFIXFHRFEXNEIRXETRAGEA.
[I feel that teaching Chinese characters in the classroom is relatively small. For example,
when teaching a word, the teacher sometimes ignores explaining each character that
constitutes it in detail. I think mastering the meaning of each Chinese character has a great

effect on learning Chinese. ]

W RNFHRFHIURY (ZEEEXEESF, AARBANEE). A—H, Zicak
BMNERZRXT (ARIRRT), EEXJUMATTRER TR, B (1L & LA
F R B A E TR AEICHF CWE E L K2 F . 7 [The teaching of Chinese characters is
relatively small (main self-study at home because of limited time). In the freshman year, the
teacher would write us many Chinese characters (to memorize them). Still, it may be

ineffective for a few people because it was difficult to remember their writing and

pronunciation as they had not yet applied those characters to daily life.]

#4 BT RO ERE, FHET(ILESRNIY AFILE. ” [Since the time of each

class is very short, the teachers cannot give us too many words. ]

Complex and time-consuming (Non-CHL learners)

#1 “t6i nghi rang no6 rat kho va ton nhiéu thoi gian, gido trinh trong 16p ning nén ddi hoi hoc
sinh phai danh nhiéu thoi gian luyén thém & nha nhung sinh vién van con rat nhiéu mon khac
dé phai hoc” [I think it is very difficult and time-consuming. The classes are heavy, and we
are required to spend a lot of time practicing at home, but we still have many other courses to

learn.]
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#2 “Qua nhiéu chir Han. Trong khi thoi gian hoc trén 16p khong quéa nhidu dé ¢ thé nhé bai
ngay tai 10p. Vi du: Trong 1 tuan hoc 5 tiét, 1 tiét hoc trén 16p chi c6 45 phat dé vira hoc chir
Han, vira hoc ngit phap, vira hoc phat am. Vi vdy, phai chia nho thoi gian cua 5 tiét nay dé
dam bao du thoi gian va kiém thirc ma hoc sinh can hoc. Thoi gian d6 khong du cho hoc sinh
ghi nhé bai viét chir Han tai 16p, hoc sinh phai tap viét chit Han khi vé nha méi c6 thé dam
bao thudc nhitng tir madi ctia bai hoc ngay hom d6.” [Too many Chinese characters. There is
not much time in class, not enough for us to memorize the text in class. For example, five
classes a week, one class is only 45 minutes to learn Chinese characters, grammar and
pronunciation. Therefore, it is necessary to divide the time of these five lessons into small
blocks to ensure that students have enough time and knowledge to study. The time in class is
definitely not enough for students to memorize the text and write Chinese characters.
Students must practice writing Chinese characters by themselves after returning home to

ensure that they can remember the new words in that day’s lesson.]

#3 “v& chir han thi da n6i nhu trén,can thoi gian rat rat nhiéu ma 1 ngay chi 24 tiéng thoi”
[Regarding the Chinese characters mentioned above, it takes a lot of time, but there are only

24 hours in a day.]

#4 “C6 rat nhiéu chit han rat kho nhé va dé viét dugc hoc sinh phai ton thoi gian hoc rat lau.
Nhung sau 1 thoi gian hoc sinh s& quén di cach viét.” [There are too many Chinese characters
that it is difficult to remember. Writing Chinese characters costs a lot of time. It takes a long

time to learn, but after a while, students forget how to write.]

4.5.2 Students’ views on Chinese character instruction in textbooks
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In terms of students’ views on Chinese character instruction in textbooks and workbooks, this
section will compare the CHL and non-CHL learners in two aspects: their satisfaction and

dissatisfaction with the textbooks. There are also some commonalities and differences.

Firstly, many students were satisfied with their Chinese textbooks in teaching Chinese
characters to some extent. Both CHL and non-CHL learners evaluated that their textbooks
were suitable for each level and helpful, and some Chinese characters and words were close
to life. On the other hand, CHL learners assumed that the content was easy to learn and there
were insufficient Chinese characters and words, while non-CHL learners believed that there
were abundant Chinese characters and words in textbooks. Some of these perspectives are

provided below.

Satisfaction with the textbooks (CHL learners)

#1 “Nhiing chit Han trong ddy tuong d6i don gian va d& hiéu.Ching bao gdm tir vung va mot
s6 ngit phap lién quan dén tir vung dy,chung dugc viét theo chi dé nén rit d& dé hoc.” [The
Chinese characters (in the textbook) are relatively simple and easy to understand. There are
vocabulary and some grammar related to vocabulary. They are all written according to the

theme of the text, so it is easy to learn.]

R CREFRRFHONFEIMoLBRFH, AHE #E5. BE, ARELFEA
77 % 948 4m. > [I think the Chinese character learning part in the textbook is relatively

careful. There are parts of speech, pinyin, meaning, and sometimes examples of how to use

them.]
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#3 “Phan hoc Han ty trong sach gido khoa duoc trinh bay hop 1y. Vi du: sach chia tir vung
thanh nhiing chu dé khac nhau, hoc xong mot chu dé co thé ghi nh¢ dugce lugng 16n tir vung
va cach dung cia chung.” [The layouts of the Chinese character learning sections in the
textbook are very reasonable. For example, it divides the words into different topics, and after

learning each topic, you can remember a lot of words and their uses.]

#4 “Toi thay nhitng tir vung trong ddy rat co ban va ngin gon, chung gitp toi tom tat lai
nhitng ndi dung ma t6i can phai biét khi hoc mot ngdn ngir ,nhiing chi thich va vi du rat cu
thé, sinh dong gitp t6i d& hiéu va tao hing thu khi hoc tap.” [I think the words in it are very
basic and short. It helps me summarize what I need to know when learning the language. The
notes and examples are very vivid and specific, easy to understand and make me more

interested in learning. |

#5 “Sach gio khoa va tir vung rat pht hop, gitp rén luyén va 6n tap lai nhitng noi dung da
hoc. Phan bai tap con gitp ching ta nhé mit chit.” [Textbooks and words are well-suited, and
they help practice and review what has been learned. The exercise part can also help us

memorize Chinese characters. |

Satisfaction with the textbooks (Non-CHL learners)

#1 “Phan Hén tu trong sach giao khoa c6 su phéan cip rat 1 rang va c6 day tir kho 1én dé nén
kha nang tiép thu cua ching t61 kha 6n. Vi du: chung t6i1 s€ dugc hoc vé cac bd chit Hnas don
gian tur 1 nét, 2 nét...dén cép dd nhiéu nét hon (10 nét, 11 nét)” [The Chinese characters in the

textbook are clearly organized, ranging from easy to difficult to teach, so our absorptive
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capacity is quite good. For example, we will learn Chinese characters from simple one stroke,

two strokes... to more advanced levels (10 strokes, 11 strokes).]

#2 “Han ty trong sach gido khoa di tir d& dén kho, phtt hop v6i mdi trinh d6 khac nhau s& c6
nhitng khi lugng tir ciing nhu d6 khé ctia tir phi hop véi trinh do d6.” [The Chinese
characters in the textbook are from easy to difficult, and there are the level-suitable number

and difficulty of the new words in the textbooks of different levels.]

#3 “t6i dang hoc cudn Gido trinh Han ngir va thiy rat thong dung, gan giii d& tmg dung vao
doi song hang ngay.” [In the Chinese textbook that I am studying, I think (the Chinese

characters and words) are very common in daily life, very close to life, and easy to apply.]

#4 “1. Sach gido khoa: Hiru ich trong viéc hoc cac ky tu va tir Tiéng Trung. Boi vi sach giao
khoa c6 ting bai hoc va mdi bai hoc 1a tung linh vuc khac nhau trong cudc séng sinh hoat
hang ngay va trong cong viéc. 2. Sach bai tap: Ciing hiru ich trong viéc hoc cac ky tu va tir
Tiéng Trung. Khi 1am bai tap trong sach bai tip c6 nhiu bai tip v6i nhitng tir méi chua hoc
qua. Viéc tra tir dién trong sach bai tip ting viéc nhd tir méi. Viée phan bd bai tap ciing hd trg
cho viéc ghi nhd céu trac ngit phap cua cau cling nhu tir méi” [1. Textbooks: Helps to learn
Chinese characters and words. Because the textbook is divided into many chapters, each
chapter covers different daily life and work areas. 2. Workbook: Also helpful for learning
Chinese characters and words. As you work on the exercises in the workbook, you can learn
new words that you have not learned before. Looking up a dictionary while working on a
workbook can increase your memory for new words. The typesetting of exercises also helps

to remember the grammatical structure of sentences and new words. ]
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#5 “sach giao khoa va sach bai tap bd sung cho e rat nhiéu tir méi, kién thirc méi rat day du.
ching gitp ich cho em c6 thé bd sung nhiing kién thirc con thiu, giup em biét viét duogc
nhiéu tir hon” [The textbooks and workbooks have helped me develop a lot of new words,
and the knowledge is very comprehensive. They helped me fill in some of my missing

knowledge, and with their help, I can write more Chinese characters. ]

#6 “noé rat hitu ich cho cac ban méi hoc nhu chung t61, déy du thong tin, nhiéu tir méi, day
cach viét chit.” [It is very useful for beginners like us. It is rich in content, has many new

words, and teaches how to write Chinese characters. ]

Secondly, there is a vast improvement room for Chinese character instruction in textbooks to
meet the students’ real needs. A number of CHL and non-CHL learners embraced relatively
negative attitudes toward their textbooks. For example, they evaluated that the textbooks
were not practical, without Vietnamese translations, and disliked writing Chinese characters.
Furthermore, CHL learners emphasized that their textbooks provided an insufficient quantity
and simple Chinese characters and words; while non-CHL learners assumed that the Chinese
character instruction in textbooks was boring, rigid, unattractive, outdated, and time-

consuming. The example views are as follows.

Dissatisfaction with the textbooks (CHL learners)

#lefAR E—ROEIWA, BT AFRNER., KRB USNIARARIREGH S, K
AUGERERATULH-TRT, ¥TFFRRE-—MHFER, T2REAMBEZ
%k . 7 [In the presentation ratio of one lesson in the textbook, except for the meaning and

type of new words, there is no particular emphasis on the part of the word. I hope there could
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be more explanations of Chinese characters in the textbooks, which is a kind of freshness for

learners and makes them not feel dull.]

KRBT ANDRAFHRXFAAT. BARLCEAD, AREARREE, WEH,
ERAFREINENEFGHE. TURNERBE RN LTS, THTEH. "1
think the Chinese characters in most textbooks are not very good. Because the vocabulary is
too small, and the new words are relatively simple. Moreover, the usage of each new word is
not mentioned in the textbook. Therefore, we have not mastered the usage of new words

enough and used them inaccurately.]

HBRNMNAREHRAENA RN, EERNTE TEEHALS L. BREHNRXFIHLH A
fEr7 e, Btk DB % %K FINIRAIEE ., ~ [Personally, I do not think the new words in
the textbooks are useable in TV shows. The Chinese characters in the textbooks are

sometimes insufficient, and there are lacking many words that I do not know.]

#4 “Trong sach giao khoa nhiéu luc c6 nhiing tir rat it gap va c6 ung dung kha it. Hodc c6 thé
c6 nhitng tir kha don gidn lai duoc nhéc di nhic lai nhiéu lan khong can thiét.” [In textbooks,
words that are rarely encountered and have little practical application often appear, or there

may be some very simple words being repeated over and over again. |

#S KRBT A HRRU, IMTEIMURAE, KEF ENBEF 4T, " [Ido
not feel good. For me, the textbooks and workbooks are relatively simple. I often learn new

words on the Internet by myself.]
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#6 “ft yéu thich nhat 1a viét (vi khé nhd, viét sai, viét khong dung tir)” [The least favorite is
writing Chinese characters (because it is hard to remember, misspelled, and the words do not

match).]

#7 “Phan hoc han ty trong sach gido khoa ddi véi em khong hé thich vi khong co tiéng viét
chi toan tiéng trung va tiéng anh nhu v khong pht hop vé6i nhimng ban khong gioi tiéng trung
va tiéng anh” [The part of learning Chinese characters in the textbooks is not suitable for me
because there is no Vietnamese, only Chinese and English, and it is not suitable for people

who are not good at Chinese and English.]

Dissatisfaction with the textbooks (Non-CHL learners)

#1 “Tlr méi chit Han trong sach gido khoa di theo 1 khuon khd, khong c¢6 nhitng chit sir dung
hang ngay trong cong viéc khi di lam viéc phat sinh. Ngoai ra, tir méi ciing khong c6 tiéng

16ng trong tiéng Trung.” [The new words in the textbooks are too rigid, and there are no new
words that can be used in daily work. Moreover, there are no related slang words for the new

Chinese words.]

#2 “Han ty trong sach gido khoa thi hoi han ché vé phan viét, thuong em can hd trg thi cac
app day viét chit Han néu d6 1a tir qué phurc tap. Va thuong thi khong cé giai thich ¥ nghia
ctia tir cu thé, trong gido trinh qua cac bai chi don gian c6 1 cot chit Han, va cac cot nghia
theo tiéng Anh va cot pinyin. Sach thiéu hinh anh, va em cam thy néu chi hoc trong sach thi
kha kho khan. Nén khi hoc theo trong sach gido khoa em phai can nhiéu hd trg trén internet.”
[There are restrictions on Chinese character writing in the textbook. If the words are too

complicated, I often need to use the Chinese character writing app. And often, there is no



155

explanation of the word's specific meaning, and there is only a column of Chinese characters
in the textbook, followed by the English annotation and pinyin. The textbook lacks pictures,
and I think it is boring to study only through textbooks. So, when I follow the textbooks to

study, I need help from the Internet.]

#3 “Phan day Han ty trong sach gido khoa rat kho khan, da phan khong cé phan giai thich
nghia céu tao tir khién cho qué trinh ghi nhé ton rat nhiéu thoi gian.” [The Chinese character
instruction part in the textbook is very dull, and most of them do not explain the structure,
composition and meaning of the characters and words. The recitation process takes a lot of

time. ]

#4 “Ciing kha 6n ¢ giai doan vira hoc nhung sau do t6i s& quén kha nhiéu vi ndi dung khong
4n tuong 15m. Mot s6 sach giao khoa t61 dugce hoc hoi bi lac hau so véi nhitng kién thirc thoi
nay.” [It was ok when I first started learning, but I forgot a lot later because the content was
not attractive. Some of the materials I have learned are a bit outdated compared to the current

knowledge.]

#5 “Chua c6 tinh thyc dung cao -Thiéu tinh thyc thé -Bai tip qua han 1am -Tinh kha ning
hiru ich cho viée hoc cac ky tu chi mang tinh tuong d6i.” [The practicality is not high - the
practice is lacking - the exercises are too esoteric - and the possibility of being beneficial to

Chinese character and word learning is only relative. ]

#6 “Han ty rat kho hoc vai t6i, toi k thich viét chit chiit nao vi chir toi rat t¢. Nhung k thé biét
doc ma k biét viét dc nén t6i s& cb ging nhiéu hon.” [Chinese characters are hard for me to

learn. I don't like to write Chinese characters at all because my writing is ugly. But if I cannot
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read, I cannot write, so I will work harder.]

#7 “Sach c6 phan dich bang tiéng anh, dich thi van 6n nhung c6 vai tir tiéng anh k biét nén
sach nén dich bang tiéng viét” [There are English translations in the textbooks, which are
very good, but there are some English words I do not know, so it would be better to translate

them into Vietnamese. |

4.6 Chapter summary

This chapter reports the statistical results of the Chinese character reading tests, L2 Chinese
learning motivation, the frequency of attending extracurricular Chinese activities, and their
relationships, among the CHL and non-CHL participants. Also, this chapter reports the main
findings from some students’ views on the Chinese character instruction in class and

textbooks.

Firstly, in the two Chinese character reading tests, at the elementary Chinese level, the CHL
and non-CHL learners had no differences, but at the intermediate and advanced Chinese
level, the CHL learners had significant higher scores than non-CHL learners. Moreover, for
the two groups, the score of the students at advanced Chinese level was significantly higher
than those at intermediate level, and the score of the learners at intermediate level was higher
than those at elementary level. And the two-character word reading accuracy was
significantly higher than the single character reading accuracy for both the CHL and non-

CHL learners. In addition, the test results of the Chinese characters and words suggest that
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the structures, number of strokes, types of character formation, graded level, and the number
of topics had some different effects on the Chinese character reading achievement of the CHL

and non-CHL learners at different Chinese levels.

Secondly, the average motivation of the CHL learners was significantly higher than the
average motivation of non-CHL learners. And for the two groups, there were no differences
among the average motivation of the learners at the elementary, intermediate, and advanced
Chinese level. Furthermore, the average frequency to attend extracurricular Chinese activities
of CHL learners was significantly higher than the average frequency of non-CHL learners.
Also, the average frequency of the elementary Chinese learners was significantly lower than
the average frequency of the intermediate and advanced learners, but there was no difference
between the intermediate and advanced Chinese learners. In addition, for both groups, the
learners with higher L2 Chinese learning motivation and after-class Chinese activity
engagement frequency had better Chinese character reading achievement, and the students
with higher motivation in learning Chinese generally had a higher frequency of attending
extracurricular Chinese activities. Also, the L2 Chinese learning motivation could
significantly predict the CHL and non-CHL learners’ Chinese character reading achievement
through the mediating effect of the after-class Chinese engagement frequency. The
relationships among the reading score, motivation, and frequency of the non-CHL learners

were relatively stronger than CHL learners.

Thirdly, in the qualitative analysis, in terms of the perspectives on Chinese character
instruction in class, the commonalities between the two groups were that they both attached
great importance to the Chinese instructor’s teaching charm and believed it was very helpful

when the Chinese characters and words are close to their life. On the other hand, the CHL and



158

non-CHL learners held different views about the fascination of teaching content and the
teaching time. Additionally, in terms of students’ views on Chinese character instruction in
textbooks and workbooks, there were also some commonalities and differences in the CHL

and non-CHL learners’ satisfaction and dissatisfaction with the textbooks.

Overall, the results and findings show the readers commonalities and differences in Chinese

character reading development between adult CHL and non-CHL learners.
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Chapter 5: Discussion and Conclusion

5.1 Chapter introduction

This chapter will discuss the research findings in three sections (5.2, 5.3, & 5.4) and suggest
some pedagogical implications for Chinese character teaching and learning among CHL and
non-CHL learners. At the end, I will give a general conclusion, the study limitations, and

some suggestions for future research.

Section 5.2 first reviews the quantitative results of the Chinese character reading test, and
then gives explanation for each result in accordance with L2 Chinese character acquisition
theories, comparing with relevant studies, and discuss the reasons for unexpected results. In a
similar way, section 5.3 summarizes the quantitative results of the relationships between
L2MSS components, frequency of after-class Chinese activity engagement, and Chinese
character reading achievement. And it then gives explanation for each result based on second
language learning theories and comparisons with previous studies. Section 5.4 discusses the
CHL and non-CHL learners’ perceptions of Chinese character instruction in their class and
textbooks and the rationale behind the phenomena, and then analyzes the qualitative results
with the quantitative results. In section 5.5, I propose some pedagogical implications for
overseas Chinese character teaching and learning among CHL and non-CHL learners based
upon the research findings, with the practical operation or examples. Finally, section 5.6
concludes with the overall study background, research questions, methodology, main
findings, and significance. It then indicates the limitations of this study (in terms of the data

collection methods, cross-sectional design, unaddressed or controversial issues, etc.), and
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make suggestions for future research (with respect to some outstanding problems and the

research design).

5.2 The development of Chinese character recognition among CHL and non-CHL

learners

5.2.1 Comparisons of Chinese character reading achievement between CHL and non-

CHL learners

In general, the statistical analysis of the character reading test showed that CHL learners and
non-CHL learners had no differences at the elementary Chinese level, but CHL learners
significantly obtained higher scores than non-CHL learners at the intermediate and advanced
Chinese level. In other words, the two groups of learners had same performance when
identifying the single Chinese characters and two-character words, and they both received a
relatively low score. The mean total score of elementary CHL students was 45.52 (SD=
15.01), while the mean total score of elementary non-CHL students was 44.71 (SD=20.04).
The participants of elementary level had just completed Chinese pinyin lessons and learned
some daily topics during the data collection period. It suggests that the CHL and non-CHL
learners might have equivalent knowledge of Chinese writing system when they start to learn
some basic Chinese characters. However, with in-depth learning of Chinese characters, the
differences between them started to appear. The findings suggest that CHL learners improved

dramatically and gained significantly higher scores than non-CHL learners in the Chinese
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character and word reading tests. At the intermediate Chinese level, the mean total score of
elementary CHL students was 115.20 (SD=28.11), while the mean total score of elementary
non-CHL students was 88.71 (SD= 14.42). At the advanced Chinese level, the mean total
score of elementary CHL students was 153.67 (SD= 21.00), while the mean total score of

elementary non-CHL students was 131.40 (SD=20.11).

This finding is consistent with the previous studies to some extent (i.e., Chen, 2019; Cheng,
2020; J. Zhang, 2016). In Chen (2019)’s study, the CHL and non-CHL learners did not
perform differently in identifying and analyzing the radicals of compound characters at the
third week of their Chinese course, but the CHL learners outperformed their non-CHL peers
in such tasks at the eighth and fifteenth week. The ability to identify and analyze semantic
radicals could be seen as one ability to recognize the orthography and meaning of Chinese
characters. In other words, CHL learners’ radical knowledge improved more significantly
than non-CHL learners over time. However, Chen (2019) found that, from the beginning to
end of the research period, the CHL learners always performed better in the radical
manipulation task, in which the participants were asked to make real compound characters
using the assigned radicals and single characters. As these semantic radicals and single

characters are very common and simple in Chinese, such as “* (a radical referring to

9 ¢¢

something related to plants)”, 1 (a radical referring to someone or something related to

9% ¢

person)”, “/K (a radical or single Chinese character referring to wood)”, “#% (a radical or

single Chinese character referring to female)”, the CHL learners were more likely to get
familiar with them in their family contexts than non-CHL learners. Also, the total number of
the radicals and single characters were small (20 items) in this task, and if the CHL learners
already knew them, then their advantages would appear at the beginning. Furthermore, in two

studies of investigating Chinese orthographic awareness, Cheng (2020) found that the CHL
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learners had a better Chinese orthographic knowledge than non-CHL learners to some extent
in a character decision task. The master of such knowledge can enhance the ability to
recognize Chinese characters and further boost Chinese reading comprehension (Hao &
Zhou, 2019; Lin et al., 2019). Although the participants in her study were elementary Chinese
learners, both CHL and non-CHL students had Chinese classes for about one semester, which
means they had learned a number of Chinese characters of daily topics when the data was
collected. In other words, the better performance of CHL learners in identifying the legal
characters might occur with the progress of learning. The CHL learners tended to be more
sensitive to the structure and component position of Chinese characters than non-CHL
learners. In another study of character judgment experiment, J. Zhang (2016) revealed that
the CHL learners had better orthographic awareness of left-right structured characters than
non-CHL learners at the elementary level and had better orthographic awareness of top-down
structured characters at the intermediate Chinese level. She also indicated that the CHL
learners further developed an awareness of character components, while the non-CHL
learners’ awareness of character components was unclear, at the upper elementary and
intermediate stage. Likewise, the elementary learners had Chinese courses for about half a
year in her study, which means that they had learned some Chinese characters in class
already. This is different from the situation of the elementary participants in my study, in
which both CHL and non-CHL learners had learned Chinese for one month and they just

finished learning Chinese pinyin and some daily words.

In short, the first main finding is that the CHL and non-CHL learners performed differently in
L2 Chinese character reading achievement when they had learned Chinese for a period of
time, despite they both gained same low scores in recognizing Chinese characters at the

initial stage. Several reasons are being discussed below to explain such findings.
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Firstly, the continuous relatively high motivation spurred CHL learners to put intentional
efforts into learning Chinese characters. At the beginning of encountering Chinese characters,
most L2 learners felt struggle with such written scripts, thus both CHL and non-CHL learners
did not remember many characters which led to their poor performance in the reading tests.
When they learned more difficult and complex Chinese characters, they need to spend more
time memorizing and practicing them. If they lacked sufficient motivation to pursue learning,
they would be more likely to give up remembering such a great number of Chinese
characters. The overall Mandarin learning motivation of the CHL learners was higher than
non-CHL learners to some extent in this study, which could be one reason to explain the later
discrepancies in Chinese character reading achievement between the two groups. Some
scholars have indicated such an argument in previous studies but did not provide empirical
evidence to support it. Section 5.3 will discuss the comparisons of their motivation and the

relationship with L2 achievement in details.

Secondly, the CHL learners had relatively more opportunities to be exposed to aural-oral and
print Chinese in their surroundings, which could explain why they experienced greater
improvement than non-CHL learners along with the growth of the learning time. For one
thing, the early exposure to Chinese listening and speaking experience could facilitate the
CHL learners’ later study of print Chinese (Chen, 2019; Zhang & Koda, 2018, 2021).
Specifically, the CHL learners might accumulate many mental lexicons in interactions with
their Chinese family members or relatives, consciously or unconsciously. Later on, when they
start to take formal Chinese lessons at schools, they could be more efficiently in connecting
the character forms with the pronunciation in mind. This might be one reason to explain their

rapid progress in reading Chinese characters and words. For another thing, although the CHL
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and non-CHL learners received the same Chinese character instruction in class, the CHL
learners could have more opportunities to encounter oral and print Chinese after class, such
as chatting with family members, contacting Chinese relatives, watching Chinese TV
programs, listening to Chinese music, visiting the China town, reading Chinese materials, and
writing Chinese characters, etc. According to the Usage-based theory in SLA, the exposure to
input plays a vital role in L2 acquisition, and incidental learning often happens in L2
acquisition, though such approaches are confined to learners’ attention to L2 input (Ellis &
Waulff, 2020). The more frequently the learners have access to Chinese language resources,
the more likely they would be familiar to Chinese writing specificity. Although some non-
CHL learners may also spend more time practicing Chinese after class, it will take them huge
motivation to persist as they are not living in a Chinese related context and need to
intentionally create such conditions through multifarious learning resources, compared with
the CHL learners. Otherwise, the non-CHL learners generally have less frequency of
engaging in extracurricular Chinese activities. It would take them longer time to get familiar
with the Chinese writing system, building connections between the oral and print Chinese.

Section 5.3 will support this point of view with some statistical evidence.

Thirdly, the relatively more positive attitudes towards and experiences in learning Chinese
characters in class and textbooks may help CHL learners accumulate more character
knowledge than non-CHL learners. It is possible that some CHL learners have been aware of
the importance of Chinese characters in learning this language since they were young due to
their family influence. Albeit they may also feel anxious and difficult in learning Chinese
characters, they were inclined to face the challenges with positive attitudes and confidence,
and they seemed to show more interest in knowing the history and culture behind Chinese

characters, which may help them get great improvement in learning Chinese characters. Their
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confidence was boosted as they accumulated more and more characters. By contrast, it seems
that the non-CHL learners did not realize the significant role of Chinese characters at the
beginning of learning this language, and they preferred to pay more attention to
communication skills. Likewise, they felt anxious and difficult in memorizing Chinese
characters, but they preferred to learn characters by creating interesting stories instead of
focusing on the internal structure and regularities of Chinese characters. It may impede them
from accumulating many complex Chinese characters. After all, the number of pictographs
and the characters of meaning transparent is limited. More discussions on this argument will

be presented in Section 5.4.

To summarize briefly herein, there was no significant differences in L2 Chinese character
reading achievement between the Vietnamese CHL and non-CHL learners at the beginning,
but the CHL learners improved dramatically and outperformed in Chinese character reading
tests than non-CHL learners at the intermediate and advanced stage. The differences of L2
Chinese learning motivation, early exposure to Chinese and extracurricular Chinese
engagement, as well as the learning attitudes and experiences, may explain this research

finding. The detailed discussions can be seen in the following sections.

5.2.2 Comparisons among the reading achievement of different types of Chinese

characters between CHL and non-CHL learners

In addition to the overall comparisons of the Chinese character reading achievement between
the two groups of learners, we need to scrutinize the specific learning achievement in each

type of Chinese characters and words among CHL and non-CHL learners.
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Firstly, our test results showed that for both CHL and non-CHL learners, the accuracy of the
two-character word test was significantly higher than the accuracy of the single character
reading test. For the CHL learners, their mean accuracy of the single character and word test
was 49.65% (SD=.23) and 53.52% (SD= .27) respectively. For the non-CHL learners, their
mean accuracy of the single character and word test was 40.22% (SD=.18) and 45.55%
(SD=.22) respectively. It suggests that the two groups of students had better achievement in
recognizing Chinese words than the sole characters. In other words, the CHL and non-CHL
participants could recognize more two-character words than single Chinese characters in both

pronunciation and meaning.

One reason might be that naturally, the quantity of Chinese words with two or more
characters (65%) is more than the total of single-character words (35%) in modern Chinese,
according to Modern Chinese Frequency Dictionary (1986). Therefore, the learners might be
more familiar with reading the two-character words as these words are saturated in modern
Chinese people’s daily life. For both CHL and non-CHL learners, the two-character words

appear more frequently in their various learning resources.

Another possible explanation could be that learning words in collocation (with context) is
easier than in isolation (without context). There is vast literature on English vocabulary
learning supporting this view (e.g., Bui, 2021; Duan & Qin, 2012; Lewis et al., 2000, etc.). In
this study, both CHL and non-CHL learners learned Chinese characters in the topic words
from each lesson, thus they might have a deeper impression on words than the single
characters. In practice, the teacher mainly introduced the Chinese words in class and spent

more time on communication skills (such as practicing the conversation in texts or making
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the sentences with the learned vocabulary and grammar). Due to the limited class time, many
teachers only teach the students how to write Chinese characters and then ask them to write
characters after class. Moreover, the contents in their Chinese textbooks are organized for the

learners to focus on the words in every topic lesson rather than the character knowledge.

In addition, in the Chinese character reading test, some students made mistakes by

misidentifying one character to another in a word, for example, they identified “J& /ji/
[illness]” as “J% /bing/ [illness]” in the word “J& & /ji bing/ [disease]”. And some students
could recognize the two-character word but failed in reading one single character of that

word. For example, they could correctly read the word “J& & /zhou mo/ [weekend]” but
failed to recognize the single character “& /mo/ [end]”. Such phenomena occurred in both

CHL and non-CHL groups. This finding is consistent with some previous studies on Chinese
children’s reading development that they gained significantly higher in reading the Chinese
character within a word than reading it alone (Li et al., 2017; Wang & McBride, 2016).
Recent psychological studies suggest that different cognitive-linguistic processes might be
involved in the single Chinese character reading and two-character word reading (Pan et al.,
2021; Yang et al., 2022). Reading the single Chinese characters may need more visual-
orthographic awareness as more attention may go to the internal character structure and the
component position regularities (McBride, 2016). By contrast, reading the two-character
words may need more morphological awareness as more attention might be paid to the lexical
compounding (Pan et al., 2021). In short, the learners are prone to treat the single Chinese
character reading as an analytic process whereas to use holistic skills in reading the two-

character vocabulary.
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Secondly, there might exist some regular trajectory in reading Chinese characters and words
among CHL and non-CHL learners. The following six paragraphs will illustrate the situation

of the CHL and non-CHL learners at each Chinese proficiency level.

For the elementary CHL learners, they had significantly better achievement in reading the
elementary Chinese characters (e.g., A /yué/ [moon, month], T/xid/ [below], i#/qing/
[please], ft./hua/ [flower], [E/gud/ [country]) than the intermediate and advanced characters.
They gained both low accuracy in recognizing the intermediate (e.g., < /chi/ [ruler], 1T
/ding/ [subscribe], #/jiang/ [sauce], #&/fin/ [return]) and advanced (e.g., %/cong/
[hurriedly], B/sii/ [crisp], %% /jill/ [acupuncture], J%/pi/ [tired]) Chinese characters.
Moreover, the elementary CHL learners had the same achievement in reading the pictographs
and self-explanatory characters, and the same achievement in associative compounds and
phonograms. In other words, the elementary CHL learners might not distinguish the different
types of Chinese character formation and gained relatively low scores in reading each type of
characters. It suggests that the CHL learners did not grasp the knowledge of character
formation at the beginning stage of learning Chinese characters. However, the elementary
CHL learners had some knowledge about the Chinese character structure but seemed to be
unclear at this stage. They performed better in reading the compound characters of top-down
structure than the (half)surrounded characters, but no differences were found between the
left-right and top-down structured characters, as well as the left-right and (half)surrounded
characters. Furthermore, the elementary CHL learners received significantly greater
achievement in recognizing the elementary Chinese characters with fewer number of strokes
(under nine strokes) than the characters with many strokes. It illustrates that the CHL learners

felt it easier to process the Chinese characters with less visual complexity as they acquired



169

simple characters before those complex ones.

In addition, when reading the two-character words, the elementary CHL learners were
affected by the word level and the number of topics containing that word. Specifically, they

had significantly better achievement in reading the elementary words (e.g., & >%/gdo xing/
[happy], & % /xi huan/ [like], %73 /zhi dao/ [know]) than the intermediate (e.g., 3 & /du
che/ [traffic jam], ##7%%/bao yuan/ [complain], #% % /duan lian/ [take exercise]) and advanced
(e.g., ¥ [/lub bo/ [radish], & #/tul jian/ [recommend], /A & /gong yu/ [apartment]) words
but gained similar achievement in identifying the intermediate and advanced words. It was

the same situation as in reading the single Chinese characters. Moreover, they had

significantly better performance in reading the elementary words of many topics (e.g., & >%
/gao xing/ [happy], £ #i/xing qi/ [week], . i%&/dian hua/ [phone]) than the elementary
words of medium and few topics (e.g., £ &/jian kang/ [health], W %/guan cha/ [observe],

& #L/s1 j1/ [driver]). And they gained higher achievement in reading the intermediate words of
many and medium topics (e.g., >%#/xing qu/ [interest], X 7€/fan guin/ [restaurant], & A
/t0 pian/ [picture]) than the intermediate words of few topics (e.g., 3T 3T/d4 zhé/ [discount],
# 8 /ci zhi/ [resign], 3% %%/bao yuan/ [complain]). This finding demonstrates that the

elementary CHL learners had better learning achievement in reading those Chinese characters
to which they had a high frequency of exposure, no matter in Chinese class, textbooks, or

daily activities.

For the elementary non-CHL learners, they had significantly better achievement in reading
the elementary Chinese characters than the intermediate and advanced characters, but they

gained the same achievement with both low accuracy in recognizing the intermediate and



170

advanced Chinese characters. This was the same as elementary CHL learners. However, the
elementary non-CHL learners received significantly higher scores in reading the pictographs
than the self-explanatory characters but obtained the same achievement in reading the
associative compounds and phonograms. In other words, the elementary non-CHL learners
were impressed by the pictographs at the beginning of learning Chinese characters, but they
could not distinguish the different types of Chinese characters and gained low scores in
reading self-explanatory characters, associative compounds, and phonograms. Also, the
elementary non-CHL learners showed unclear knowledge about the Chinese character
structure at the beginning stage. Although they performed better in reading the top-down
structured characters than the (half)surrounded characters, they did not perform differently in
recognizing the left-right and top-down structured characters, as well as the left-right and
(half)surrounded characters. Furthermore, the elementary non-CHL learners gained
significantly superior achievement in reading the elementary Chinese characters with fewer
number of strokes (under nine strokes) than the characters with many strokes. It suggests that
the non-CHL learners felt it easier to identify the Chinese characters with less visual

complexity as they learned simple characters before the complex ones.

In addition, when reading the two-character words, the elementary non-CHL learners were
affected by the word level and the number of topics containing that word. Specifically, they
had significantly better achievement in reading the elementary words of many topics than the
elementary words of medium and few topics and gained significantly higher scores in reading
the intermediate words of many and medium topics than the intermediate words of few
topics. But their reading accuracy was very low in advanced words, no matter the number of
topics contained. This finding reveals that the elementary non-CHL learners had significantly

better achievement in reading the elementary Chinese characters with many topics which
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frequently appear in their Chinese class and textbooks, or other learning resources.

For the intermediate CHL learners, they had significantly better achievement in reading the
elementary Chinese characters than the intermediate characters, and they gained higher
achievement in recognizing the intermediate characters than the advanced Chinese characters.
At the intermediate level, the CHL learners made greater progress in reading the intermediate
Chinese characters, thus the differences between the intermediate and advanced characters
appeared. Moreover, the intermediate CHL learners had significantly higher scores in reading
pictographs than self-explanatory characters and gained better achievement in recognizing
phonograms than associative compounds. In other words, the CHL learners realized the
different types of Chinese characters and found it easier to process the pictographs and
phonograms at the intermediate stage of learning Chinese characters. Additionally, the
character structure knowledge of the intermediate CHL learners seemed to develop
synchronously at this stage. They received the same achievement in reading the compound
characters of left-right, top-down, and the (half)surrounded structure. Likewise, the
intermediate CHL learners had the same achievement in reading the Chinese characters with
fewer number of strokes and the characters with many strokes. It implies that the CHL
learners might not be confined to the number of strokes at the intermediate level after they

accumulated a number of simple and complex Chinese characters.

Furthermore, when reading the two-character words, the intermediate CHL learners were
influenced by the word level and the number of topics containing that word. Specifically, they
performed significantly better in reading the elementary words than the intermediate and
advanced words and had better achievement in identifying the intermediate words than

advanced words. It was the same situation as in reading the single Chinese characters. Also,
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they had significantly better performance in reading the two-character words of many topics
than the words of medium and few topics and gained higher scores in reading the words of
medium topics than the words of few topics. This finding suggests that the CHL learners
obtained better learning achievement in reading the Chinese characters to which they had a

high frequency of exposure and great improvement at the intermediate stage.

For the intermediate non-CHL learners, they had significantly better achievement in reading
the elementary Chinese characters than the intermediate characters and gained better
achievement in recognizing the intermediate than advanced Chinese characters. It suggests
that they got great improvement in reading the intermediate Chinese characters at this stage.
Moreover, the intermediate non-CHL learners had the same performance in reading the
pictographs and self-explanatory characters but obtained significantly higher scores in
reading the phonograms than associative compounds. In other words, the intermediate non-
CHL learners made progress in learning the different types of Chinese characters and
acquired some knowledge about the self-explanatory characters and phonograms. Besides,
their character structure knowledge seemed to develop synchronously at the intermediate
stage. They had the same achievement in reading the compound characters of left-right, top-
down, and the (half)surrounded structure. Furthermore, the intermediate non-CHL learners
had significantly better attainment in reading the Chinese characters with fewer number of
strokes (under nine strokes) than the characters with many strokes. It suggests that the non-

CHL learners were still affected by the visual complexity within the Chinese characters.

Additionally, the intermediate non-CHL learners were also influenced by the word level and
the number of topics containing that word when reading the two-character words. To be

specific, they had significantly better achievement in reading the elementary words of many
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and medium topics than the elementary of few topics, and they gained significantly higher
scores in reading the intermediate and advanced words of medium topics than the
intermediate and advanced of few topics. This finding discloses that the intermediate non-
CHL learners gained improvement in reading the intermediate and advanced words and had
significantly better achievement in learning the Chinese characters that frequently appear in

their Chinese learning context.

For the advanced CHL learners, they achieved significantly better attainment in reading the
elementary single-component characters than the intermediate and advanced ones, but they
had the same achievement in recognizing the intermediate and advanced single-component
characters as they learned more complex characters at this stage. However, the advanced
CHL learners received significantly higher scores in identifying the elementary compound
characters than the intermediate compounds and had better achievement in reading the
intermediate compounds than the advanced ones. Moreover, the advanced CHL learners
gained the same achievement in reading the pictographs and self-explanatory characters but
performed significantly better in recognizing the phonograms than associative compounds. In
other words, the advanced CHL learners made progress in reading the self-explanatory
characters and could have little difficulty in memorizing the single-component characters, but
they still found it easier to process the phonograms than associative compounds, especially
among the characters of many strokes. Furthermore, the advanced CHL learners were not
confined to the different Chinese character structures to a large extent at this stage. They had
similar achievement in reading the compound characters of left-right, top-down, and the
(half)surrounded structure. Likewise, the advanced CHL learners gained the same
achievement in reading the Chinese characters with fewer number of strokes and the

characters with many strokes. It indicates that the advanced CHL learners were not affected
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by the number of strokes as they had accumulated many compound characters already.

In addition, the advanced CHL learners were still influenced by the word level and the
number of topics containing that word when reading the two-character words. Specifically,
they showed significantly better performance in reading the elementary words than the
intermediate and advanced words and had better achievement in recognizing the intermediate
words than advanced words. Besides, they gained significantly higher accuracy in reading the
two-character words of many topics than the words of medium and few topics and got better
achievement in reading the words of medium topics than the words of few topics. This
finding suggests that the CHL learners achieved greater learning attainment in recognizing
the Chinese characters to which they had a high frequency of exposure and made continuous

progress at the advanced stage.

For the advanced non-CHL learners, they had significantly better achievement in reading the
elementary Chinese characters than the intermediate characters and achieved better
attainment in recognizing the intermediate characters than advanced Chinese characters. This
result suggests that the lower grade the Chinese characters belong to, the better reading
achievement they can obtain at the advanced stage. Moreover, the advanced non-CHL
learners had the same achievement in reading the pictographs and self-explanatory characters
but obtained significantly higher accuracy in recognizing the phonograms than associative
compounds. In other words, the advanced non-CHL learners made progress in learning the
different types of Chinese characters. They may have little difficulty in memorizing the
pictographs and self-explanatory characters and still felt it easier to process the phonograms
than associative compounds (especially among the advanced Chinese characters). Likewise,

the advanced non-CHL learners were not confined to the different character structures and
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gained the same achievement in reading the compound characters of left-right, top-down, and
the (half)surrounded structure. Furthermore, the advanced non-CHL learners made great
progress in learning the Chinese characters of many strokes and achieved the same attainment
in reading the characters with fewer number of strokes and the characters with many strokes.
It implies that the non-CHL learners seemed not to be affected by the visual complexity

within the Chinese characters at the advanced stage.

In addition, the advanced non-CHL learners were still influenced by the word level and the
number of topics containing that word when reading the two-character words. To be specific,
they had significantly better achievement in reading the elementary words than intermediate
and advanced words, and they gained significantly higher accuracy in reading the
intermediate words than the advanced ones. Also, they performed significantly better in
reading the words of many topics than the words of medium and few topics, and they
obtained significantly higher accuracy in reading the words of medium topics than the words
of few topics. This finding discloses that the non-CHL learners gained significantly better
reading achievement among the Chinese characters to which they had a high frequency of

exposure and made continuous progress at the advanced stage.

To make it clear and concise, I summarize the main findings in Table 14 below. From the
reading achievement in each type of Chinese characters, we know that there are similarities
and differences in the developmental trajectory of Chinese character learning between the

CHL and non-CHL learners.
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Table 14 The developmental trajectory of Chinese character learning among CHL and non-CHL learners

Group Chinese Level Single Chinese Characters Two-character Words

elementary Chinese characters
Elementary little knowledge about character formation and structure
Chinese characters of few strokes

elementary words
words of many topics

elementary and intermediate Chinese characters
pictographs and phonograms elementary and intermediate words
structure knowledge develops synchronously words of many and medium topics
Chinese characters of few and many strokes

CHL Intermediate

elementary, intermediate, and advanced Chinese characters
Advanced develop knowledge about character formation and structure
Chinese characters of few and many strokes

elementary, intermediate, and advanced words
words of many, medium, and few topics

elementary Chinese characters
pictographs elementary words
little knowledge about character formation and structure words of many topics
Chinese characters of few strokes

Elementary

elementary and intermediate Chinese characters
pictographs, self-explanatory characters, and phonograms elementary and intermediate words
structure knowledge develops synchronously words of many and medium topics
Chinese characters of few strokes

Non-CHL  Intermediate

elementary and intermediate Chinese characters
Advanced develop knowledge about character formation and structure
Chinese characters of few and many strokes

elementary, intermediate, and advanced words
words of many, medium, and few topics

Note. This table presents the main findings summarized from the reading achievement in each type of Chinese characters and words.

In general, at the beginning stage of learning Chinese characters, both CHL and non-CHL
learners obtained significantly better reading achievement in elementary Chinese characters
and two-character words, the characters with fewer strokes, and the words of many topics. It
stands to reason that these Chinese characters might be comparatively easier processed and
memorized by virtue of their less visual complexity, high frequency, and familiarity with the
students. Previous research findings on adult CFL learners have demonstrated such a verdict
(e.g., Jiang, 2008; Wang, 2020; Xu, 2010). Overall, such findings are in accordance with the
cognitive development in learning a second/ foreign language that the learners are inclined to
acquire the simple linguistic form-meaning connections before the complex ones. It could
also explain why the CHL and non-CHL learners were not different at the very beginning

level.

Moreover, they both had little knowledge about the Chinese character structure (i.e., left-
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right, top-down, half-surrounded/surrounded) and formation methods (pictographs, self-
explanatory characters, phonograms, associative compounds). This result suggests that the
beginning learners tended to conceive a Chinese character as a whole configuration instead of
analyzing its internal structure and components. However, we have reservations about the
structure effect. Many prior studies suggest that the structural effect could exist in elementary
CFL learners’ character recognition. Some researchers found a better achievement in reading
the characters in the left-right structure (Feng, 2006; Xu, 2010; Zhang, 2017), while some
found the advantage of characters in the top-down or surrounded structure (Jiang, 2008;
Wang, 2015). The structure effect was not evident in our study probably due to the small
sample size in each structural character and the impact of other factors (i.e., the graded level,
stroke numbers, formation methods). But with the increase in the number of Chinese
characters learned, the structure effect might die away (Lu, 2002; Zhang, 2017). This finding
was also found in the Chinese character reading among the intermediate and advanced

learners.

On the other hand, it seemed that the non-CHL learners were more impressed by the
pictographs and received higher accuracy than reading the self-explanatory characters, while
this was not the case in CHL learners. One assumption is that the beginning non-CHL
learners might be more sensitive to pictographs (such as “ A /yu¢/ [moon]”, “ W /yi/ [rain]”)
that bear a visual similarity to the real objects rather than the self-explanatory characters
(such as “A</bén/ [basis]”, “#/mod/ [end]”) that have abstract meaning indication. While the
CHL learners tended to directly connect the pictographs and self-explanatory characters with
their semantic representation, under the home education, they might understand that Chinese

characters are not drawings when they first access Chinese writing scripts.
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Nevertheless, this was not cast in stone. Some differences seemed to occur between the CHL
and non-CHL learners when they reached the intermediate level. One major difference was
that the number of character strokes did not affect the CHL learners’ reading achievement but
still played a role in the reading accuracy of the non-CHL learners. The non-CHL learners felt
it easier to memorize the Chinese characters with fewer strokes and thus gained higher
scores, but the CHL learners might get rid of the influence of the visual complexity within
Chinese characters to some extent and made great progress in reading the simple and
complex characters. On the other hand, both the intermediate CHL and non-CHL learners
developed the character structural knowledge synchronously. Although the CHL learners
obtained significantly higher mean scores, the two groups, respectively, did not perform
differently in reading the compound characters of left-right, top-down, and (half)surrounded
structures. Moreover, they learned some knowledge about the character formation and found
it easier to process the pictographs and phonograms, but the non-CHL learners might not
distinguish the pictographs and self-explanatory characters. In general terms, most students
might feel less difficulty remembering the pictographs and phonograms, which could be
explained by the salient appearance of the pictographs and the large proportion of the
phonograms. Furthermore, another commonality was that the two groups of learners made
some progress in recognizing the intermediate Chinese characters and words and the words of

medium topics, besides the elementary characters and words of many topics.

Furthermore, the situation became a little different when they achieved the advanced Chinese
level. All in all, both the CHL and non-CHL learners continued to gain improvement in
Chinese character and word reading achievement. For example, they both further developed
the knowledge of Chinese character formation and structures and were not affected by the

number of strokes, as well as made progress in reading the advanced two-character words and
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the words of fewer topics. The insignificant effect of stroke numbers was consistent with the
finding in a study by Hao (2018) on advanced CSL learners’ Chinese character reading.
Moreover, the advanced CHL and non-CHL learners felt less difficult in reading the
pictographs, self-explanatory characters, and phonograms than associative compounds. The
reasons could be that most pictographs and self-explanatory characters are single-component
characters with fewer strokes, and the phonograms account for a large proportion of modern
Chinese characters and bear with some phonetic and semantic cues. In contrast, the
associative compounds are limited in quantity and cannot provide pronunciation hints.
However, the CHL learners also improved in reading the advanced Chinese characters,
whereas the non-CHL learners struggled with them at the advanced stage. Overall, the CHL
learners improved more dramatically than the non-CHL learners in Chinese character and

word reading achievement from the elementary to advanced level.

In addition, the Chinese character reading outcomes have supported the significant effect of
the graded level, particularly in two-character word recognition. In this regard, it also
supports the configuration of the elementary, intermediate, advanced Chinese characters and
words in Chinese Proficiency Grading Standards for International Chinese Language
Education (2021), which conforms to CSL/CFL learners’ learning development routines.
Notwithstanding, some Chinese characters and words may need reconsideration. For

=

example, the characters “& (/yan/ [speech, say])” and “/& (/z0/ [race, clan])” are placed in
the elementary group but received comparatively low accuracy in our reading test. Also, the
two-character words “#, 2 (/guan cha/ [observe])” and “Z# 4% (/ji x0/ [continue])” are

placed in the elementary group but received comparatively low accuracy in our reading test.

However, the words “}% # (/k#o ya/ [roast duck])” and “4H 2t (/yao shi/ [key])” are placed

in the advanced group but gained fairly high accuracy among both CHL and non-CHL
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learners. In this sense, if the learners were to attend the new HSK test, they should be familiar

with these Chinese characters and words to some extent.

5.3 L2 motivation, frequency, and Chinese character reading achievement among CHL

and non-CHL learners

5.3.1 L2 Chinese learning motivation of CHL and non-CHL learners

From the literature review, we have learned that learners’ motivation plays a significant role
in second/foreign language learning, and the CHL and non-CHL learners have commonalities
and differences in L2 Chinese learning motivation. In this study, we compared their Chinese
Mandarin learning motivation based on the L2ZMSS framework under the context of learning
Chinese as a foreign and heritage language. The following paragraphs will compare and
discuss the CHL and non-CHL learners’ motivation in terms of the ideal L2 self, ought-to L2
self, L2 learning experience, family influence, China and Mandarin instrumentality,

promotional instrumentality, and intended learning efforts.

In brief, the CHL learners embraced significantly higher Chinese Mandarin learning
motivation than non-CHL learners. The average motivation score of the CHL group was 4.68
(SD=.65), while the average motivation score of the non-CHL group was 3.76 (SD= .74).
Numbers 1-6 represent the motivation scale from low to high. Specifically, in the CHL group,

the mean score of the ideal L2 self, ought-to L2 self, L2 learning experience, family
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influence, China and Mandarin instrumentality, promotional instrumentality, and intended
effort was 4.96 (SD= .83), 4.22 (SD=1.05), 5.05 (SD=.69), 3.68 (SD=1.03), 4.76 (SD= .93),
4.93 (SD=.74), and 5.07 (SD= .74) separately. The results suggest that the CHL learners had
higher motivation to learn Mandarin mainly from the ideal L2 self, L2 learning experience,
China and Mandarin instrumentality, and the promotional instrumentality. Their intended
learning efforts were maintained at a relatively high level from the elementary to advanced
stages. In contrast, among the non-CHL learners, the mean score of the ideal L2 self, ought-to
L2 self, L2 learning experience, family influence, China and Mandarin instrumentality,
promotional instrumentality, and intended effort was 4.16 (SD=1.28), 2.80 (SD=.88), 4.57
(SD= .86), 1.78 (SD=.62), 3.71 (SD=1.33), 4.46 (SD=.96), and 4.67 (SD= .91). The results
suggest that the non-CHL learners had higher motivation to learn Mandarin mainly from the
ideal L2 self, L2 learning experience, and the promotional instrumentality. Their intended
learning efforts were maintained at a medium level at the elementary and intermediate stage
but promoted to a relatively higher level at the advanced stage. Additionally, the ANOVA
results tell us that the CHL and non-CHL learners had major differences in all the
motivational orientations. In other words, the CHL learners generally were driven by the
desire to become a fluent Chinese user, to meet parents’ and teachers’ expectations, to get
better promotion in career, and were motivated by their learning environment and experience,
as well as affected by the rise of China and Mandarin dissemination. By contrast, the non-
CHL learners were mainly driven by the desire to become a native-like speaker, to get more
job opportunities and better promotion in career, and they were motivated by their learning
environment and experience as well (e.g., the influence of the Chinese teacher and
curriculum). We found significant differences between the CHL and non-CHL learners in all
seven motivational orientations. This was somewhat inconsistent with the findings of Lin

(2018), in which there was no significant difference in the motivational factor of China and
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Mandarin instrumentality between the heritage and non-heritage learners. In the present
study, most non-CHL learners were not motivated by the rising influence of China and
Chinese Mandarin to pursue learning Mandarin. In contrast, the CHL learners were
encouraged by this factor might be due to their family connections to their ancestral home in

China.

On the other hand, the overall average motivation of the CHL learners was not different at the
elementary, intermediate, and advanced stages, and neither was it among the non-CHL
learners. Specifically, the ANOVA results did not show any significant effect of the different
Chinese level in L2 learning experience, family influence, the ought-to L2 self, China and
Mandarin instrumentality, and intended efforts. Nevertheless, the mean score of the ideal L2
self was significantly higher in the advanced CHL and non-CHL learners than the elementary
learners, but no differences were found between the learners at other Chinese proficiency
levels. It suggests that the desire of the CHL and non-CHL learners to become a near native
speaker of Chinese was not very strong at the beginning but reached at a relatively high level
when the learners at the advanced stage. Also, the effect of Chinese level was found in the
motivational component of promotional instrumentality. The result showed that the mean
score of the promotional instrumentality was significantly higher in the intermediate and
advanced CHL and non-CHL learners than the elementary learners, but no differences were
found between the learners at the intermediate and advanced Chinese proficiency level. It
suggests that the CHL and non-CHL learners’ desire to get more job opportunities and better
promotion in career was not very strong at the beginning but increased to a relatively high

level when they at the intermediate and advanced Chinese level.

To sum up, one important finding was that the Mandarin learning motivation of the CHL
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learners was significantly higher than non-CHL learners, in terms of the ideal L2 self, ought-
to L2 self, L2 learning experience, family influence, China and Mandarin instrumentality,
promotional instrumentality, and intended learning efforts. Furthermore, the CHL learners
had higher Mandarin learning motivation in respect of the ideal L2 self, L2 learning
experience, China and Mandarin instrumentality, and the promotional instrumentality, and
their intended effort was maintained at a relatively high level from the elementary to
advanced stages. However, the non-CHL learners had higher Mandarin learning motivation in
respect of the ideal L2 self, L2 learning experience, and the promotional instrumentality. In
addition, there was no Chinese level effect in the average motivation of the CHL and non-
CHL learners, with respect to L2 learning experience, family influence, the ought-to L2 self,
China and Mandarin instrumentality, and intended efforts. On the other hand, the ideal L2 self
motivation of the CHL and non-CHL learners was not obvious at the beginning but reached
to a relatively high level when the learners at the advanced stage. Likewise, the CHL and
non-CHL learners’ motivation of promotional instrumentality was not strong at the beginning
but increased to a relatively high level when they reached the intermediate and advanced
Chinese level. Therefore, we could draw a conclusion that the CHL and non-CHL learners
shared commonalities and differences in L2 motivation of Chinese Mandarin, which is

consistent with the previous studies (Lin, 2018; Wen, 2011, 2022; Xie, 2014).

5.3.2 Frequency of extracurricular Chinese engagement of CHL and non-CHL learners

From the literature review, we have learned that the frequency of exposure to the target
language also plays an important role in second/foreign language learning. The CHL and non-

CHL learners are different in terms of their sociocultural context. Thus, their frequency of
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exposure to Chinese might be different to some extent. Since the CHL and non-CHL learners
received the same formal class instruction in this study, we then compared their
extracurricular Chinese engagement frequency as a way of informal learning. The following
paragraphs will compare and discuss the CHL and non-CHL learners’ after-class Chinese
activity engagement frequency in terms of speaking Chinese with family or friends, watching
Chinese TV programs, listening to Chinese songs, visiting China town or Chinese market,

reading Chinese books, and writing Chinese characters.

In short, the CHL learners had significantly higher frequency of extracurricular Chinese
activity engagement than the non-CHL learners. The average frequency score of the CHL
group was 3.26 (SD=.75), while the average frequency score of the non-CHL group was 2.76
(SD= .62). Numbers 1-6 represent the frequency level from low to high. Specifically, for the
CHL learners, the mean score of speaking Chinese with family or friends, watching Chinese
TV programs, listening to Chinese songs, visiting China town or Chinese market, reading
Chinese books, and writing Chinese characters was 2.61 (SD=.97), 3.72 (SD= 1.00), 4.24
(SD=1.09), 2.57 (SD=1.29), 2.94 (SD=1.09), and 3.46 (SD= .91) separately. The results
revealed that the CHL learners had a relatively higher frequency of watching Chinese TV
programs, listening to Chinese songs, reading Chinese books, and writing Chinese characters
after class. In contrast, among the non-CHL learners, the mean score of speaking Chinese
with family or friends, watching Chinese TV programs, listening to Chinese songs, visiting
China town or Chinese market, reading Chinese books, and writing Chinese characters was
1.75 (SD=.78), 3.55 (SD=1.23), 4.02 (SD=1.09), 1.48 (SD=.65), 2.54 (SD=1.03), and 3.24
(SD=.89). The results suggest that the non-CHL learners had a relatively higher frequency of
watching Chinese TV programs, listening to Chinese songs, and writing Chinese characters

after class. Furthermore, the ANOVA results tell us that the CHL and non-CHL learners had
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significant differences in the frequency of speaking Chinese with family or friends, visiting
China town or Chinese market, and reading Chinese books. In other words, both the CHL and
non-CHL learners sometimes engaged in extracurricular Chinese activities, such as watching
Chinese TV programs, listening to Chinese songs, and writing Chinese characters. On the
other hand, the CHL learners were more fluently than the non-CHL learners to speak Chinese
with family or friends, visit China town or Chinese market, and read Chinese books after

class.

In addition, the extracurricular Chinese engagement frequency of the CHL and non-CHL
learners was also different at the elementary, intermediate, and advanced stages. Generally,
the ANOVA results revealed that the learners’ average frequency to attend after-class Chinese
activities was relatively low at the beginning stage but increased significantly when they
reached the intermediate and advanced Chinese level. To be specific, the mean frequency of
the CHL and non-CHL learners at the intermediate and advanced level was significantly
higher than the learners at the elementary level in terms of speaking Chinese, listening to
Chinese songs, visiting China town or Chinese market, and reading Chinese books. And the
intermediate learners’ frequency of watching Chinese TV programs was significantly higher
than the elementary learners. This finding suggests that both the beginning CHL and non-
CHL learners did not have much frequency of exposure to Chinese after class, but the
intermediate and advanced learners had more frequent access to Chinese-related activities
(except for writing Chinese characters). One explanation could be that the learners mainly
relied on the class instruction to learn Chinese when they had little knowledge of this
language, and they started to find some informal opportunities to help with their Chinese
learning when they achieved a certain proficiency level. As for writing Chinese characters, it

was usually assigned as one homework for the CHL and non-CHL learners so that there
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might not be significant differences among the learners at different learning stages.

To sum up, one major finding was that the extracurricular Chinese engagement frequency of
the CHL learners was significantly higher than non-CHL learners, especially in the frequency
of speaking Chinese with family or friends, visiting China town or Chinese market, and
reading Chinese books. Furthermore, the CHL learners had a relatively higher frequency of
watching Chinese TV programs, listening to Chinese songs, reading Chinese books, and
writing Chinese characters after class. By contrast, the non-CHL learners had a relatively
higher frequency of watching Chinese TV programs, listening to Chinese songs, and writing
Chinese characters after class. In addition, the CHL and non-CHL learners’ average
frequency to engage in extracurricular Chinese activities was relatively low at the beginning
stage but increased significantly when they were at the intermediate and advanced Chinese
level, in respect of speaking Chinese, listening to Chinese songs, visiting China town or
Chinese market, and reading Chinese books. However, there were no differences among their
frequency in writing Chinese characters at different proficiency levels. Overall, we may
conclude that the group and Chinese level both had some effects on the research findings, and
the CHL and non-CHL learners shared similarities and differences in the frequency of

extracurricular Chinese engagement under their exclusive sociocultural contexts.

5.3.3 The relationships among L2 motivation, frequency, and Chinese character reading

achievement

From the prior two sub-sections, we understand that the CHL and non-CHL learners had

similarities and differences in terms of their Chinese Mandarin learning motivation and the
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frequency of extracurricular Chinese engagement. Since the two significant factors cannot be
ignored in the second/foreign language learning, we then analyzed the relationships among
the L2MSS, frequency of exposure, and Chinese character reading achievement of the CHL

and non-CHL learners.

One important finding is that the Chinese character reading achievement was significantly
correlated with L2 Chinese learning motivation among the CHL and non-CHL learners. The
correlation test revealed that there existed a moderate positive relationship between the
Chinese character reading achievement and CHL learners’ general motivation (» = .34, p
<.01), while there was a strong positive correlation between the Chinese character reading
achievement and L2 motivation among non-CHL learners (» = .58, p <.001). It suggests that
for both CHL and non-CHL learners, they tend to have greater Chinese character reading
achievement when they embrace a higher motivation to learn Chinese. This finding is in line
with our hypothesis and similar to some previous studies (e.g., Li & Zhang, 2021; Wong,

2018).

To get a more comprehensive picture of the L2 achievement and motivation relationships
among the two groups of Chinese learners, we further scrutinized the correlations to each
motivational component. It was found that among the CHL learners, their Chinese character
reading achievement was positively related to the promotional instrumentality (r = .36, p
<.01), the ideal L2 self (» = .35, p <.01), L2 learning experience (» = .34, p <.01), China and
Mandarin instrumentality (» = .29, p <.01), and the intended efforts (» = .29, p <.01).
However, their Chinese character reading achievement was not significantly correlated to the
family influence (» = .08, p = .453) and the ought-to L2 self (» = .20, p = .057). In other

words, although most CHL learners decided to learn Chinese due to their family background,
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the family influence seemed to have no direct relationships to their Chinese character reading
achievement. Perhaps it was because this motivational orientation was maintained at a neutral
level among the CHL participants in this study. Another possibility was that there might exist
some mediators in the effect of the family influence on their Chinese character reading
attainment. Instead, the effects of the ideal L2 self, L2 learning experience, the promotional
instrumentality, China and Mandarin instrumentality, and the intended efforts had

significantly positive relationships to the CHL learners’ character reading achievement.

In contrast, among the non-CHL learners, their Chinese character reading achievement was
positively correlated to the promotional instrumentality (» = .59, p <.001), the ideal L2 self (»
=.57, p <.001), the intended efforts (» = .50, p <.001), L2 learning experience (» = .49, p
<.001), China and Mandarin instrumentality (» = .46, p <.001). Moreover, their Chinese
character reading achievement was significantly related to the family influence (» = .24, p
<.05) and the ought-to L2 self (» = .21, p <.05) but with very small positive associations.
Altogether, the non-CHL learners’ Chinese character reading attainment was significantly

associated with the seven motivational factors.

In brief, for both CHL and non-CHL learners, the effects of the ideal L2 self, L2 learning
experience, the promotional instrumentality, China and Mandarin instrumentality, and
intended learning efforts had significantly positive correlations to their Chinese character
reading achievement. Li and Zhang (2021), Wong (2018) found that the ideal L2 self could
positively predict the CSL students’ Chinese learning achievement, but the ought-to L2 self
could be a negative predictor or have no effect. In this study, we also found the positive effect
of the ideal L2 self on L2 achievement in the CHL and non-CHL groups, and no significant

effect of the ought-to L2 self among the CHL learners but a weak effect of the ought-to L2
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self among the non-CHL learners. We suppose that the CHL learners tended to feel more
pressure from the expectations of their families and society during the Chinese learning
process. They may generate an “anti-ought-to self” to react to such pressures (Liu &
Thompson, 2018; Thompson & Vasquez, 2015). They might be reluctant to leave us with the
impression that they learn Chinese because of these external expectations. Instead, the non-
CHL learners generally have no such “annoyances”, so that to meet the external expectations
may encourage them to overcome the challenge of learning Chinese characters. Furthermore,
the significant correlation between the L2 learning experience and L2 Chinese achievement

in our study was in line with the findings in previous studies (e.g., Tan et al., 2017).

Another important finding is that the Chinese character reading achievement was
significantly correlated with the frequency of extracurricular Chinese activity engagement
among the CHL and non-CHL learners. The correlation test disclosed that there existed a
moderate positive relationship between the Chinese character reading achievement and CHL
learners’ average frequency of after-class Chinese activities (» = .38, p <.001), whilst there
was a strong positive relationship between the Chinese character reading achievement and
extracurricular Chinese engagement frequency among the non-CHL learners (» = .60, p
<.001). It suggests that for the two groups of learners, they would obtain higher Chinese
character reading achievement if they had a higher frequency to engage in after-class Chinese

activities. This finding is consistent with our hypothesis and some related studies.

To get more detailed information about the L2 achievement and frequency relationships
among the CHL and non-CHL learners, we further examined the correlations to each
extracurricular Chinese activity. It was uncovered that in the CHL group, their Chinese

character reading achievement was positively related to the frequency of reading Chinese
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books (= .36, p <.01), speaking Chinese with family and friends (» = .32, p <.01), visiting
China town or Chinese market (r = .29, p <.01), listening to Chinese songs (r = .27, p <.05),
and writing Chinese characters (r = .23, p <.05). However, their Chinese character reading
achievement was not significantly correlated to the frequency of watching Chinese TV
programs (» = .15, p = .150). It might be due to that the frequency of watching Chinese TV
programs was not significant different among the elementary, intermediate, and advanced
CHL learners. In other words, the CHL learners may sometimes or often watch Chinese TV
programs regardless of their Chinese proficiency level, even though their Chinese character
reading achievement improved gradually from the beginning to the advanced stages. Overall,
the frequency of reading Chinese books, speaking Chinese with family and friends, visiting
China town or Chinese market, listening to Chinese songs, and writing Chinese characters
significantly played some positive roles in the CHL learners’ character reading achievement.
Also, it is worth our attention that the CHL and non-CHL learners had significant differences
in terms of the frequency of reading Chinese books, speaking Chinese, and visiting China
town or Chinese market. Taken together, it seems that this finding might explain why the
CHL learners gained better reading achievement than non-CHL learners at the intermediate

and advanced Chinese levels.

By contrast, in the non-CHL group, their Chinese character reading achievement was
positively correlated to the frequency of reading Chinese books (r = .45, p <.001), speaking
Chinese (r = .44, p < .001), listening to Chinese songs (r = .40, p <.001), watching Chinese
TV programs (» = .38, p <.001), writing Chinese characters (» = .35, p <.01), and visiting
China town or Chinese market (» = .31, p <.01). In other words, the frequency of reading
Chinese books, speaking Chinese with family and friends, listening to Chinese songs,

watching Chinese TV programs, writing Chinese characters, and visiting China town or
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Chinese market, all significantly played some positive roles in Chinese character reading
achievement of the non-CHL learners. It suggests that attending these after-class Chinese
activities may enhance the frequency of exposure to oral and print Chinese, which then could

bear some positive effects on their character reading achievement.

From the statistical analysis, we found that the Chinese character reading achievement of the
CHL and non-CHL learners was significantly correlated to the frequency of speaking
Chinese. This finding was in congruence with one study result by Wang (2020, pp. 36-37) in
which the 31 CFL learners’ Chinese character recognition grades were highly correlated to
their spoken Chinese proficiency. This research finding might explain the significantly better
reading achievement of the CHL learners at the intermediate and advanced levels as they had

a higher frequency of speaking Chinese after class than the non-CHL learners.

The third important finding is that the L2 Chinese learning motivation was significantly
correlated with extracurricular Chinese engagement frequency among the CHL and non-CHL
learners. As there is no theoretical base to examine the correlation between each L2 Chinese
motivational variable and the frequency of each extracurricular Chinese activity, we mainly
analyzed a general relationship between the average motivation and frequency of the CHL
and non-CHL learners. The correlation test showed that there existed a strong positive
relationship between the L2 Chinese motivation and the extracurricular Chinese engagement
frequency of the CHL learners (r = .54, p < .001), and there was also a strong positive
correlation between the L2 motivation and the frequency among the non-CHL learners (r
=.75, p <.001). It suggests that for the CHL and non-CHL learners, they would have higher
frequency to attend after-class Chinese activities if they had a higher Chinese learning

motivation. This finding is also in accord with our hypothesis.
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The fourth critical finding is the mediating effect of extracurricular Chinese engagement
frequency on the relationship between L2 motivation and Chinese character reading
achievement. Based on the correlation results, the further regression analysis found the
predicting roles of L2 Chinese learning motivation and the frequency of engagement in after-
class Chinese activities played in the CHL and non-CHL learners’ Chinese character reading
achievement, with the frequency being a significant mediator. In other words, the CHL and
non-CHL learners with higher Chinese learning motivation tended to attend extracurricular
Chinese activities more frequently and thus could have better Chinese character reading
achievement. This finding was similar to the study of Wong (2018), in which the researcher
found the significant indirect effect from the young CSL learners’ L2 selves (motivation) to
their Chinese reading achievement through the motivated behavior (the time and effort that
they intend to devote to Chinese learning). The motivated learning behavior acted as a
mediating role played in the predictive effect of L2 selves on L2 Chinese sentence and
passage reading achievement. In the present study, the motivated behavior was transformed
into the actual learning practice, the frequency of exposure to Chinese that the students
committed to having after class. And we found the predictive influence of the leaners’ overall
motivation extent on their Chinese character reading achievement, with the extracurricular
learning practice as a significantly mediating link. Moreover, Wen (2022) found the
significantly positive correlation between the ideal L2 self, promotional instrumentality, and
after-class Chinese activity engagement. She indicates that the positive interactions between
L2 Chinese learning motivation and the learners’ context could facilitate CSL learners to
practice learning behavior and thus promote sustainable Chinese learning. Our findings are

supported by their studies to a great extent.
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Besides the significant indirect effect from L2 motivation to the learners’ Chinese character
reading achievement through the frequency of extracurricular Chinese engagement, the direct
effect from L2 motivation to the achievement remained insignificant in the CHL group. It
suggests that the more frequently the CHL learners were exposed to Chinese in daily life, the
more possible that they could acquire a great number of Chinese characters and words, and
their high frequency of attending extracurricular Chinese activities was mostly driven by their
motivation to learn Chinese. By contrast, the direct effect from motivation to the achievement
was still significant in the non-CHL group, suggesting that there could exist other mediators
that can account for the L2 motivation and achievement relationship for the non-CHL
learners. One possible explanation could be that, unlike the CHL learners who might have
easy access to extracurricular learning resources, the non-CHL learners could depend more

on the teachers’ instruction and in-class learning materials.

In summary, the correlation analysis demonstrates that there are interrelationships among the
Chinese character reading achievement, L2 Chinese learning motivation, and the frequency
of extracurricular Chinese engagement, for both CHL and non-CHL learners. One major
difference is that the correlations in the non-CHL group was stronger than in the CHL group.
It implies that there might be other factors that may affect CHL learners’ Chinese character
reading achievement, such as the early print Chinese exposure mentioned in some studies
(Zhang & Koda, 2021). Another possibility could be that the CHL learners’ motivation in
learning Mandarin might be driven by their family and sociocultural expectations that may
evoke their inner resistance to exerting sustained effort to improve Chinese learning
achievement (Liang, 2020). Unfortunately, we lack data to support such claims at present.
Moreover, the CHL learners’ Chinese character reading achievement was significantly related

to the ideal L2 self, L2 learning experience, the promotional instrumentality, China and
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Mandarin instrumentality, and the intended efforts. While the Chinese character reading
achievement of the non-CHL learners was significantly correlated with the ideal L2 self, L2
learning experience, the promotional instrumentality, China and Mandarin instrumentality,
and the intended efforts. Furthermore, the Chinese character reading achievement of CHL
learners was significantly related to the frequency of reading Chinese books, speaking
Chinese with family and friends, visiting China town or Chinese market, listening to Chinese
songs, and writing Chinese characters. While the CHL learners’ Chinese character reading
achievement was significantly correlated with the frequency of all six Chinese engagement.
All in all, we may conclude that perhaps the higher Chinese learning motivation one has, the
more frequently one may engage in extracurricular Chinese activities, and the better Chinese

character reading achievement one could get.

5.4 Individual perceptions of Chinese character instruction

In the previous section, we understand the close relationships between the Chinese character
reading achievement and the learners’ individual factors in terms of L2 motivation and the
frequency of exposure to Chinese after class. The latter can be seen as one informal learning
opportunity to Chinese characters. In this section, we should also consider the formal learning
opportunities for the CHL and non-CHL learners to acquire Chinese characters, namely the
class and textbook instruction. The subsequent sub-sections will discuss the learners’ own

perspectives on the two formal Chinese character learning situations.

5.4.1 CHL and non-CHL learners’ views on Chinese character instruction in class
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From the participants’ written answers to the open-ended questions, the thematic analysis
revealed that there were similarities and differences between the CHL and non-CHL learners’

views on class Chinese character instruction.

In terms of the similarities, firstly, the CHL and non-CHL learners both attached great
importance to the Chinese instructor’s teaching charm. In other words, they believed that the
teacher’s personal quality and teaching methods had an important impact on their Chinese
character learning outcomes. Actually, this point of view echoes the positive relationship
between the L2 learning experience and Chinese character reading achievement of the CHL
and non-CHL learners. Most students adore their Chinese teacher as she is very enthusiastic,
patient, responsible, and creative when teaching Chinese characters and words. Moreover, the
Chinese teacher usually adopts a variety of methods to teach students the Chinese words. For
example, using the vivid pictures to illustrate the word meaning, creating funny stories to
help students memorize the Chinese characters, telling the history and culture behind some
Chinese characters, assigning Chinese character writing homework for students, etc. In
addition, the CHL and non-CHL learners indicated that many Chinse characters and words
are close to their life, such as greetings, jobs, food, and so on. Therefore, such positive
learning attitudes and experiences could increase the students’ learning motivation and

facilitate them to remember a great number of Chinese characters.

On the other hand, the CHL and non-CHL learners held different views on the interesting
aspects of Chinese character instruction and the instruction time. Generally speaking,
although some students in both groups thought it interesting to learn Chinese characters in

class, the CHL learners focused on the imagination used in learning Chinese characters, the
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history of some characters, the character knowledge of structural rules, and the vivid
examples; however, the non-CHL learners focused on how to make up stories in memorizing
Chinse characters, relying more on the semantic radicals of compound characters, as well as
the vivid examples. Making up stories though can help the learners to remember Chinese
characters as fast as possible, but it may mislead them to ignore the internal rules of Chinese
characters. With more and more characters appearing in class and textbooks, the learners may
find it challenging to remember them by making up stories. Instead, the CHL learners were
inclined to learn the character knowledge and history, which may help them to understand
Chinese characters better and accumulate more and more characters. Furthermore, another
difference is that the non-CHL learners viewed learning Chinese characters was very time-
consuming and complicated (both in and out class), whereas the CHL learners thought the
class time was too tight to learn more Chinese characters. It suggests that the CHL and non-

CHL leaners might hold opposite attitudes toward Chinese character instruction time.

5.4.2 CHL and non-CHL learners’ views on Chinese character instruction in textbooks

From the participants’ written answers to the open-ended questions, the thematic analysis
found that there were similarities and differences between the CHL and non-CHL learners’

views on the textbook Chinese character instruction.

We divided their views into “satisfaction” and “dissatisfaction” parts. In terms of the
similarities, firstly, the CHL and non-CHL learners were satisfied with their textbooks due to
that most Chinese characters and words are close to life, and they are helpful and suitable for

the learners at different proficiency levels. On the other hand, both the CHL and non-CHL
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learners mentioned that the Chinese character section in their textbooks is not practical and
there are no Vietnamese annotations. The students said that some Chinese characters in the
textbooks are not often seen in current Chinese people’s life, and they had no chance to use
them outside the classroom. Since their textbooks are compiled in China (most of these
textbooks are in the Chinese-English version), it is inconvenient for them to learn the Chinese

characters and words, especially for those who are not fluent in reading English.

In Figure 8, two examples are extracted from one textbook Tiyan hanyu: Shenghuo pian jinjie
[Experience Chinese: Living in China (advanced)] (Zhu & Chu, 2011, p. 18). There are five

Chinese characters presented in the “Picture characters” part in the form of two words, * =, I,
£ /dian shi tai/ [TV station]” and “ A %/da xué/ [university]”. As what the students satisfied,

2 is close to their

there are authentic pictures to illustrate the Chinese characters, and “ A
life. Unfortunately, there are no Vietnamese meanings and no interpretations of the character
knowledge (such as the character structure, embedded components, stroke numbers and

patterns, etc.). Also, “H,{, & is not commonly used in daily life nowadays.

Figure 8 An extraction from one textbook

i, BRXF,

Picture characters.

1\ Station [ niversin
P h

\‘%%ﬁ‘u = k—,’)’—

dianshitai daxué

Note. It is on page 18 in the textbook.
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Additionally, both CHL and non-CHL learners are not fond of writing Chinese characters in
their workbooks because it is very challenging and time-consuming. This point of view
echoes the role of the ought-to L2 self in Chinese character reading achievement to some
extent. The students have to meet the learning requirements to write Chinese characters
although they dislike it. However, there was no or very weak relationship between the ought-
to L2 self and Chinese character reading achievement in this study. Some studies have found
the negative effects of the ought-to L2 self in second language learning attainment (Wen,
2022). Therefore, such negative learning attitudes toward their textbooks may hinder their

enthusiasm to learn Chinese characters.

In terms of the differences in their satisfaction and dissatisfaction about the textbook Chinese
character instruction, firstly, the CHL learners indicated that the Chinese characters and
words in their textbooks are simple and easy to learn but insufficient in quantity and cannot
meet their learning needs. In other words, they wish to learn more practical Chinese
characters and words from textbooks. By contrast, the non-CHL learners said that there are
abundant Chinese characters and words in their textbooks. They further indicated that most
Chinese characters and words are boring, rigid, unattractive, and out of date. They
complained that learning Chinese characters is very time-consuming rather than easy to learn.
It suggests that the CHL and non-CHL leaners focused on the different aspects regarding the
satisfaction and dissatisfaction with the Chinese character and word instruction in their

textbooks.

5.4.3 Interactions between individual perceptions and Chinese character reading

achievement
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From the previous sub-sections, we understand that there existed similarities and differences
between the CHL and non-CHL learners’ views on the Chinese character instruction in class
and textbooks. From the frequency counts to the themes in Table 13, in general, it seems that
the CHL learners held more positive attitudes toward Chinese character learning in class and
textbooks, particularly in Chinese character knowledge, history, and culture. Instead, the non-
CHL learners seemed to rely more on the instructor’s charm and methods in teaching Chinese
characters. They both held positive and negative views on Chinese character instruction in

class and textbooks but with different priorities.

Importantly, the inner voice (qualitative data) from the CHL and non-CHL learners can also
reflect the relationships found in the statistical analysis (quantitative data). For example, the
learners emphasized the positive relationship between the L2 learning experience and
Chinese character learning outcomes, and no or very weak relationship between the ought-to
L2 self and Chinese character reading achievement. Additionally, the CHL learners pointed
out the insufficient Chinese characters and words provided in the textbooks and the limited
instruction time in class, so that they often find out extra learning materials or learn more
Chinese words on the internet. This echoes the positive relationships between the
extracurricular Chinese engagement frequency and the Chinese character reading
achievement. Overall, we may find the interactions between individual perceptions and
Chinese character learning outcomes. In other words, the learners’ positive attitudes and
experiences could enhance their learning motivation and then facilitate them to accumulate
more and more Chinese characters in and out of class. Conversely, the negative learning
attitudes toward the class instruction and textbooks might hamper the learners’ enthusiasm

and confidence in learning more and more Chinese characters and words.
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5.5 Implications for overseas Chinese character teaching and learning

The main purpose of this study is to propose some effective implications for the overseas
Chinese character teaching and learning with the supporting empirical evidence. This section
will discuss the pedagogical implications from two sides — the Chinese character teaching in

and out of class, and the Chinese character instruction in textbooks.

5.5.1 Implications for Chinese character instruction in and out of class

First and foremost, teaching CHL and non-CHL learners Chinese characters is suggested after
they complete pinyin learning. The characteristics of Chinese characters, the psychology of
language teaching, and L2 acquisition laws mutually support the “starting with oral work and
character teaching follows” approach (Zhao, 2011). In this study, we found that CHL and
non-CHL learners had no differences in reading Chinese characters at the very beginning, but
CHL learners obtained significantly higher scores than non-CHL learners at the intermediate
and advanced Chinese level. It suggests that the learners may be more efficient in learning
Chinese characters after they have a wide range of oral vocabulary. Therefore, for the learners
who already know many oral Chinese vocabularies, we may teach them the Chinese language
and characters simultaneously; otherwise, we may teach the language first then Chinese

characters.
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Furthermore, we have found the commonalities and differences in the developmental
trajectory of Chinese character reading achievement among adult CHL and non-CHL
learners. As international Chinese teachers, it is helpful to our instructional design to notice
the learning characteristics of diverse students. We should conform to their learning routines
when teaching Chinese characters. For instance, the Chinese instructor could teach the
elementary Chinese characters, the characters with a few strokes, and the characters in those
high frequency topic words at the beginning stage. At the same time, it is essential to
introduce the knowledge about the Chinese character structure (i.e., left-right, top-down, half-
surrounded/surrounded) and formation methods (pictographs, self-explanatory characters,
phonograms, associative compounds). When teaching the higher-level students, the
differences between CHL and non-CHL learners may become pronounced. We Chinese
teachers could prepare reading materials that apt to the CHL and non-CHL learners
respectively rather than amplify their discrepancies. Moreover, by virtue of the limited class
time in each lesson, the teacher could expound the key Chinese characters in the topic words
to make students have a deep impression, instead of only providing the pronunciation and
meaning for each vocabulary. In other words, we may teach Chinese characters in concrete

and authentic contexts.

In addition, for the CHL and non-CHL learners in Vietnam, one potential advantage could be
that there are many Sino-Vietnamese words in the Vietnamese written language, constituting
60%-70% (W. Luo, 2018, p. 7). Due to the frequent exchange between China and Vietnam in
history, the two languages and cultures interact with each other, many Chinese characters and
words had been introduced into Vietnam in ancient times, and even nowadays Chinese
characters can be seen in some ancient Vietnamese architecture. Sino-Vietnamese words are

the typical product from such an exchange, which form an integral part of the Vietnamese
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language (Nguyen, 2006; Wang, 1948). Although modern Vietnamese use an alphabetic
writing system, there still remain many Sino-Vietnamese words that share similar
pronunciations or meanings to some Chinese characters despite in the form of Latin words.
For example, “4%. (/hua/ [flower])” in Vietnamese is “hoa”, “[E (/gud/ [country])” in
Vietnamese is “Quéc gia”, “J7 (/bing/ [illness])” in Vietnamese is “bénh”; “/~ @ (/gong
yuan/ [park])” in Vietnamese is “cong vién”, “# £ (/xi wang/ [hope])” in Vietnamese is “hy
vong”, “& ¥ (/guin li/ [manage])” in Vietnamese is “quan 1y, to name a few. Although
there exist both positive and negative transfer effects, the local Chinese instructors could

teach students those Chinese words that have consistent Sino-Vietnamese correspondences in

furtherance of Chinese character learning.

Secondly, this study has verified the significant roles of LZMSS in CFL and CHL and the
frequency of extracurricular Chinese activity engagement in the development of Chinese
character reading achievement among the adult CHL and non-CHL learners in Vietnam, as
well as the positive relationship between L2MSS and the frequency of attending after-class
Chinese activities. Therefore, I then propose several implications in relation to Chinese
learning motivation and the frequency of Chinese exposure for learning Chinese characters in

and out the classroom.

For one thing, the Chinese instructors could encourage the students to imagine themselves
becoming a fluent Chinese character reader, strengthening their ideal L2 self. We should help
them build confidence in reading in Chinese via diverse measures. For example, the students
can search and read Chinese information around their life, send Chinese messages to their

family members or friends, watch Chinese movies or TV series without translated subtitles,
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and so forth. Moreover, the Chinese teachers should keep their enthusiasm about Chinese
character instruction and adopt various teaching methods to introduce the character
knowledge, history, and culture to the students. In other words, we should do our utmost to
promote a positive L2 learning experience in and out of class among the CHL and non-CHL
learners. Also, the Chinese teachers could emphasize the importance of reading Chinese
characters in future career development if the students want to go in for work that will use
Chinese, such as reading Chinese documents, chatting with Chinese colleagues in text
messages, writing or typing Chinese reports, etc. Overall, it is reasonably vital to raise the L2
Chinese learning motivation of CHL and non-CHL learners, both inside and outside the

classroom. The positive effects are not confined to Chinese character learning.

For another thing, usually, it is hard to divide the CHL and non-CHL learners into different
classes due to some practical reasons. Most universities organize the Chinese courses based
on the learners’ initial Chinese proficiency level. Since the CHL learners tend to have
dramatic improvement as they proceed to learn Chinese, we can provide them extra support
to promote their learning goals. For example, the teacher may introduce some Chinese
reading materials of medium difficulty to the CHL learners, guide them to pay attention to the
Chinese characters when they wander in China towns or Chinese markets and learn to read
the Chinese menus at Chinese restaurants, advise them to communicate with their Chinese
family members or relatives in oral or print form at regular intervals, etc. Additionally, the
CHL and non-CHL learners could help each other in accumulating Chinese characters and
words. The teacher can encourage them to participate in their favorite after-class Chinese
activities on a regular frequency, such as reading the Chinese books on their interested topics,
watching Chinese TV programs or movies with Chinese subtitles, copying the lyrics of their

favored Chinese songs, etc. In a word, we should take full advantage of the online and offline
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resources to assist the students’ Chinese character learning in and out of the class.

Thirdly, this study has also found the interactions between the learners’ perceptions of class
and textbook instruction and their Chinese character learning outcomes. To facilitate the
students to hold positive attitudes toward learning Chinese characters, we Chinese teachers
should first improve our teaching quality and form our own teaching styles to spark the
students’ interest in Chinese characters. In the meantime, we may help the students overcome
their anxiety in learning Chinese characters, fear of the difficulty in memorizing and writing
Chinese characters. At the beginning of teaching Chinese characters, the teacher could tell the
students that they can understand most Chinese text when they accumulate around 2400 high-
frequency characters. On the other hand, although teaching Chinese characters through
making up stories could be a fun way to help students memorize the orthography and
meaning efficiently, we cannot mainly rely on such methods as the learners need more
character related knowledge when they reach higher levels. Therefore, we may combine the
two ways accordingly, teaching Chinese character knowledge in the class and guiding
students come up with their own creative ways to remember these Chinese characters and
related knowledge after class. Finally, seeing that there usually remains less time for Chinese

character instruction in current Chinese courses, it would be our priority to promote students

positive learning attitudes in various measures.

5.5.2 Implications for Chinese character instruction in textbooks

This sub-section moves to the implications for Chinese character instruction in the textbooks.

It mainly discusses from the students’ satisfactions and dissatisfactions with their four
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Chinese textbooks to enlighten our contemplations on the textbook compilation.

I start with suggestions from the CHL and non-CHL learners’ enjoyments in learning Chinese
characters with the aid of textbooks. As there are almost no special blocks for elucidating
Chinese characters in the series of Experiencing Chinese textbooks, our students mainly learn
Chinese characters from the vocabulary section in each lesson. Both CHL and non-CHL
learners are satisfied with the Chinese words that they can use in real life, so we could
introduce such Chinese characters in each lesson, from simple structures to complex ones,
with pictures to illustrate them. Moreover, our students agreed that the Chinese words in their
textbooks are suitable for the learners at each level. We should adhere to this notion and may
select Chinese characters and words in reference to Chinese Proficiency Grading Standards
for International Chinese Language Education (GF 0025-2021) (2021) when compiling the
textbooks. Importantly, we cannot forget to combine the words with the contexts of local
Chinese learners. For example, we should consider the Sino-Vietnamese words and some
specially used local words when developing the textbooks and workbooks for CHL and non-

CHL learners in Vietnam.

On the other hand, in terms of their dissatisfactions with the textbooks, I propose the
following suggestions. Firstly, there is an urgent need to renew the Chinese textbooks for the
local CHL and non-CHL learners (Chen, 2018). For example, we should develop or compile
the Chinese textbooks with Vietnamese translations and incorporate the practical and updated
words around the learners’ daily life. Secondly, the Chinese character learning activities in the
textbooks should be more diverse and attractive, which may help the learners preview and
review the words outside the class. Our students suggest that there could be more vivid

pictures to illustrate the key Chinese characters and words in each lesson. In this regard, as
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one way to catch the students’ eyes, we may use the internet memes (an expression in graphic
interchange format), which are extremely popular nowadays in young people’s daily texting,
selecting those memes with Chinese words in particular. Likewise, the exercises in students’
workbooks should not be constrained to writing Chinese characters, making words, or filling
the blanks, and they should also be more diverse and attractive. For instance, more exercises
about the Chinese character knowledge, history, and culture could be incorporated in both
textbooks and workbooks. Overall, it is always the priority to meet the learners’ practical

needs when developing the learning materials.

To this end, I recommend a textbook Méthode De Chinois Premier Niveau (2003) compiled
by Isabelle Rabut, Yongyi Wu, and Hong Liu for Chinese Mandarin learners in France. In
addition to filling the blanks, making words and sentences, there are many fascinating and
effective exercises on Chinese character knowledge at the end of each lesson, helping
students consolidate and review the learned characters. For example, discriminating the
similar Chinese characters (e.g., “A”/da/ [big] & “ A /tai/ [too], “ X /tian/ [sky, day] &
“%”/fi/ [husband], “4”/wii/ [noon] & “4F/nili/ [cattle], etc.), finding the different
components between characters (e.g., “#F”/chi/ [hold] & “#F”/té¢/ [special], “ & >/s1/ [think] &
“B”/en/ [gratitude], “[E/gud/ [country] & “[@”/yuan/ [garden], etc.), splitting the
components from the given characters (e.g., “J&”° —“V , ) , &, /N7, “#>—“3, 1, [~
“fg» _«f ,0,AK, 47, etc.), choosing the word meaning based on the semantic radicals
(e.g., vocabulary: “*F9% >, “E#”, “AtF; meaning choices: “breathe”, “mushroom”,

“belly”), and so on. The textbook compilers designed a variety of Chinese character exercises
according to characters’ orthography, pronunciation, and meaning, the relationships between

characters and words, and the learners’ cognitive development (Wu & Zhang, 2020).
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In short, there should be dedicated blocks for Chinese character learning and a variety of
matched exercises in each lesson. The selected Chinese characters and words should be close
to real life and appropriate for the learners at different levels. The content of the Chinese
textbooks should be evolved with the times and be combined with the local contexts. In light
of these considerations, it is a good practice to renew the current Chinese textbooks and

workbooks to promote students’ positive attitudes toward their learning materials.

5.6 Conclusion

5.6.1 A general conclusion of the study

In the final summary section, I will give an overview of the study background, research

questions, research methods, core findings, and the study significance.

The study background lies in the vital position of Chinese character reading in teaching
Chinese as a foreign and heritage language with a focus on literacy development, the history
and present condition of Chinese teaching in Vietnam, the commonalities and differences
between the CHL and non-CHL learners, as well as my research interests. Firstly, as a lower-
level reading process, Chinese character reading is essential to Chinese language learning,
particularly in Chinese literacy development. The literature review uncovered that

voluminous studies have investigated the Chinese character acquisition by children of
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Chinese native speakers and young and adult CSL/CFL learners, but a very few studies have
systematically compared the CHL and non-CHL learners in this regard, at least to my current
knowledge. Secondly, although Chinese language education has a long history in Vietnam,
the Chinese character teaching and learning have not yielded much attention among many
teachers and students to date, vis-a-vis communication and grammar instruction. And there
has been lacking appropriate Chinese textbooks and workbooks for the local learners.
Thirdly, the CHL learners are different from the non-CHL learners in terms of linguistic
competence development, L2 motivation, anxiety, and identity to varying degrees. The
number of Chinese language learners has been on the ascendancy in recent decades; however,
the learning condition of CHL and non-CHL learners should be taken into consideration
because of the diverse backgrounds of these overseas students. My particular interest goes to
Chinese character learning for CHL learners inasmuch as my friends and I encountered such

problems when teaching Chinese abroad.

In light of the literature review and the above considerations, this study proposed three chief
research questions reviewed herein: RQ1: Are there developmental differences in learning
Chinese character reading among adult CHL and non-CHL learners in Vietnam? If yes, what
are the differences and commonalities? RQ2: Are the differences in CHL and non-CHL
learners’ Chinese character reading achievement affected by their L2 Chinese learning
motivation and frequency of extracurricular Chinese activity engagement? RQ3: Are the
differences in CHL and non-CHL learners’ Chinese character reading achievement influenced

by their views on the formal instruction in class and textbooks? How?

To investigate the research problems, this study combined the quantitative and qualitative

methods with the aid of online devices. Together, 89 CHL learners and 92 non-CHL learners
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completed all research tasks. To answer the first research question, we conducted an online
Chinese character reading test, consisting of 100 single character reading task and 108 two-
character word reading task, among the Vietnamese CHL and non-CHL learners at the
elementary, intermediate, and advanced Chinese proficiency levels. The results suggest that
the CHL and non-CHL learners performed similarly in reading Chinese characters at the
beginning stage, while the CHL learners gained significantly better achievement than non-
CHL learners at the intermediate and advanced stages. Both groups of learners had better
performance in recognizing the two-character words than the single Chinese characters. And
their reading scores became lower as the word level increased and the number of topics
reduced. Moreover, the CHL and non-CHL learners seemed to have different development
trajectories in learning the sub-knowledge of Chinese characters, such as the character

structure, formation methods, and visual complexity.

To answer the second research question, we administered an online Chinese learning
questionnaire including the participants’ demographic and background information, their
frequency of attending after-class Chinese activities, and their LZMSS in learning Chinese
Mandarin. The statistical analysis revealed that the average L2 Chinese learning motivation
and the extracurricular Chinese engagement frequency of the CHL learners was significantly
higher than the average motivation and frequency of the non-CHL learners. Moreover, the
CHL and non-CHL learners who had higher L2 Chinese learning motivation and frequency of
attending extracurricular Chinese activities tended to have better Chinese character reading
achievement, and the learners who had higher motivation to learn Chinese usually had higher
frequency to engage in after-class Chinese activities. The relationships among Chinese
character reading achievement, L2 Chinese learning motivation, and the frequency of

extracurricular Chinese activity engagement in the non-CHL group were relatively stronger
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than the relationships in the CHL group. Additionally, for both CHL and non-CHL learners,
we found that the L2 Chinese learning motivation significantly predicted the Chinese
character reading achievement, with a mediating link of the after-class Chinese engagement

frequency.

To answer the third research question, we employed five open-ended questions about class
and textbook Chinese character instruction at the end of the Chinese learning questionnaire.
For each question, at least there were around 30 valid answers in the two groups, respectively.
The qualitative data analysis implied that the students’ views on Chinese character formal
instruction (including classes and textbooks) may also had some influence on their Chinese
character learning achievement. Furthermore, our findings suggest that there were similarities
and variances in the CHL and non-CHL learners’ perspectives. The CHL learners seemed to
be more interested in learning the history, culture, and combination rules behind Chinese
characters, while the non-CHL learners tended to prefer making up stories to remember
Chinese characters. On the other hand, both CHL and non-CHL learners showed some
negative views on the Chinese character instruction in the current class and textbooks, such
as no extra time for detailed Chinese character tutoring, the outdated and unpractical words,
no Vietnamese explanations in their textbooks, etc. Overall, the students who embraced more
positive attitudes toward Chinese character instruction in class and in textbooks were inclined

to have more confidence in reading Chinese characters and gain better learning outcomes.

To make it clearer, I propose a framework to conclude the core findings (see Figure 9 below).
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Figure 9 A framework of Chinese character reading achievement by CHL and non-CHL learners

Sociocultural and family context provides

leads to

correlates | L2 Motivational Self System (CFL/CHL)

enhances

Chinese character learning opportunities
formal: class and textbook instruction
informal: extracurricular engagement

the interplay between them affects

Development of Chinese character
reading achievement

Note. CFL: Chinese as a foreign language; CHL: Chinese as a heritage language

In conclusion, this study illustrates the similarities and discrepancies between Vietnamese
CHL and non-CHL learners at different proficiency levels, from their Chinese character
reading achievement, L2ZMSS in learning Chinese Mandarin, frequency of extracurricular
Chinese activity engagement, and views on Chinese character formal instruction. The
research findings again support the theory of Three Concentric Circles of Mandarin users, in
which CHL learners are in the Outer Circle, between the Inner Circle of Chinese native
speakers and the Expanding Circle of non-CHL learners (Goh & Lim, 2010). Therefore, it
stands to reason that we may develop different teaching forms and contents for Chinese

character learning by CHL and non-CHL learners.

By and large, the significance of this study lies in three aspects.

Firstly, it provides a general picture of Chinese character reading development among adult

CHL and non-CHL learners in Vietnam, filling the gaps that little research has been

conducted in this context, particularly for the CHL learners in Vietnam. It also develops a
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theoretical framework that could explain the commonalities and differences between the
Chinese character reading achievement of the Vietnamese CHL and non-CHL learners, by
connecting the relationships among L2 motivational self system in learning Chinese,
frequency of extracurricular Chinese activity engagement, students’ views on Chinese

character instruction, and L2 Chinese character reading development.

Secondly, this study proposes some pedagogical implications for international Chinese
teachers and textbook compilers, based on the research findings. In short, it suggests that the
Chinese teachers should attach importance to Chinese character instruction in and out of the
class, pay attention to the sociocultural and family context of CHL and non-CHL learners,
always help students improve L2 Chinese learning motivation, and continuously provide a
positive L2 learning experience for students. Moreover, the Chinese textbook compilers
should attach importance to the form and content of Chinese character instruction, arrange a
dedicated section for displaying the orthographic knowledge, culture, and history of the key
Chinese characters in each lesson, and develop different learning materials to meet the

requirements of diverse local learners.

Last but not least, we have developed an online testing platform to replace the face-to-face
data collection method, which was successfully implemented in this study. This platform not
only can obtain the instant pronunciation and meaning of the test Chinese characters from
each participant but also can serve as a testing device for the teachers to examine students’
learning outcomes of Chinese characters and vocabulary in daily teaching. In the post
epidemic era, a new norm could be a hybrid teaching of online and offline modes. Hence, our
online platform might be a good auxiliary to teaching, learning, and research in such a

context. On the other hand, the inevitable limitations of the online tool cannot be ignored and
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should be in continuous optimization. Conclusively, this study is of both academic and

practical significance.

5.6.2 Limitations of the study

This study is an integrated research project inevitably with limitations in theoretical base,

research methodology, and unsettled issues. I have listed some limitations as follows.

Firstly, in terms of the theoretical base, this study started from Spolsky’s general model of
second language learning as it connects the L2 learners’ social contexts, attitudes, motivation,
personal traits, learning opportunities, and L2 learning outcomes. On the basis of this model,
this study investigated L2 Chinese character reading achievement of the CHL and non-CHL
learners and some latent influencing variables, by consideration of the differences in social
contexts, L2 motivational orientations, and learning opportunities between CHL and non-
CHL learners. This study only examined the influence of L2ZMSS in learning Chinese,
extracurricular Chinese activity engagement frequency (informal learning opportunities), the
students’ views on Chinese character instruction (formal learning opportunities) on L2
Chinese character reading achievement, though it provided a general picture of Chinese
character reading development of the CHL and non-CHL learners. However, there could be
other variables that also affect the Chinese character reading differences between CHL and
non-CHL learners, such as the language learning aptitude, cognitive skills, anxiety, learning
strategies, previous knowledge, etc. Also, the L2 learners’ identity plays a significant role in

the target language acquisition (Norton & Toohey, 2011).
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Secondly, as far as the research methods are concerned, we mainly used the learners’ self-
report to collect the data on L2 Chinese learning motivation and extracurricular Chinese
activity engagement frequency. The self-reporting data may not uncover the real situation of
each participant. Moreover, there were only a tiny number of single-component characters
and the compound characters of different levels, structures, formation ways, and strokes in
the reading test. This was confined to the limited sum of the total test characters since
participants already felt fatigued from completing the 208 reading items on the online
platform. And the Chinese characters and words were all selected from the participants’
textbooks. Due to such constraints, this study may not present a fully comprehensive picture
of the reading achievement of the CHL and non-CHL learners. Also, the Chinese character
reading test was held through the internet. Thus, it was inevitably affected by some network
issues occasionally, such as getting disconnected, a network latency, the withdrawal of
participants during the test, etc. Furthermore, this study adopted a cross-sectional research
design, recruiting the participants from different Chinese proficiency levels instead tracing
their reading achievement trajectory. Therefore, it might be inappropriate for us to get an
accurate understanding of the Chinese character reading development and motivation changes

of the CHL and non-CHL learners.

In addition, constrained by the researcher’s language barrier (limited proficiency in
Vietnamese), this study only collected the participants’ written texts to the five open-ended
questions as the qualitative data, which may confine our deep understanding of the
relationship between the learners’ views on L2 Chinese character instruction and the
development of their reading achievement. Triangulation is a significant consideration in
qualitative research methods and multiple measures can interactively check the conclusion

from different aspects (Maxwell, 2013, p. 115). Because of some practical reasons,
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unfortunately, this study lacks other measures to understand the CHL and non-CHL learners’

views on Chinese character instruction in class and textbooks (i.e., the interview data).

Lastly, there remain some unaddressed issues in this study, such as the other factors related to
the differences in Chinese character reading achievement between the CHL and non-CHL
learners, the other mediating effects on the relationship between L2 Chinese learning
motivation and Chinese character reading achievement, how the learners’ views influence
their Chinese character learning development, whether there are differences in the higher-
level reading areas (i.e., sentence and passage comprehension) and in writing Chinese
characters between the CHL and non-CHL learners, whether our research findings could be

applicable to the CHL and non-CHL learners in other countries or regions, etc.

5.6.3 Suggestions for future study

According to the limitations of this study, I would like to make some suggestions for the
future study from three aspects — the theoretical frameworks, research methods, and some

issues to be further investigated.

Future studies may consult other theoretical frameworks specially developed for the CHL
learners or improved the framework in the findings of the current study. We may compare the
CHL and non-CHL learners’ Chinese learning aptitude, identity, anxiety, cognitive abilities,
learning strategies, previous Chinese knowledge, early Chinese oral and print input, etc. In
addition, future researchers may generate the grounded theory to better explain the

similarities and variances in Chinese learning development among the CHL and non-CHL
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learners, from the emic and etic perspectives.

Concerning the research methods, firstly, we can conduct a longitudinal study for a better
observation of the Chinese character learning development among the CHL and non-CHL
learners in Vietnam or other countries. In addition to conducting the reading tests online, we
may use the test platform with the participants in person for a better manipulation. We may
also conduct the character form retrieval test (i.e., Chinese character spelling/dictation).
Furthermore, we can select more Chinese characters and words from a large corpus and invite
more CHL and non-CHL learners to attend the study, in order to enhance the generalizability.
Additionally, as there is no recognizable scale heretofore to investigate L2 learners’ views on
formal Chinese character instruction (including in the class and textbooks), the current study
only collected some survey qualitative data attempting to explore this issue. Other qualitative
methods should be incorporated to achieve triangulation, such as interviews and class
observations. In the future study, the quantitative and qualitative measures can be taken
together to examine the interrelationships among these variables. Also, we can learn to use

structural equation modeling to better explain these complex relationships deeply.

In the end, some issues are waiting for further investigation in future studies. For instance, (a)
the Chinese character learning situation of the CHL and non-CHL learners in and outside
China (whether there could be influences of a target language environment), or the Chinese
learning conditions of the CHL learners in different countries and regions (e.g., comparison
of CHL learners in Indochina or across East Asia), to investigate the impact of language on
Chinese character learning; (b) some other factors that may affect the variances in Chinese
character reading development between CHL and non-CHL learners (such as the early

Chinese learning experience, parents’ and teachers’ attitudes, learning strategies, the learners’
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identity and anxiety, etc.); (c) other mediating effects (in addition to the learners’ frequency of
extracurricular Chinese activity engagement) played in the influence of L2 motivation to L2
achievement; (d) the relationships among the development of Chinese literacy achievement
and L2 Chinese learning motivation, frequency of exposure, and the learners’ views on

formal instruction. Herein, the Chinese literacy achievement is not confined to lower-level
reading. Instead, we could compare their achievement in learning to read Chinese idioms,
sentences, passages, type and write Chinese characters, etc. Albeit some of these
considerations might not be easy to measure, we are encouraged to explore the unknown in

constant attempts, either by quantitative, qualitative, or mixed methods.
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Appendices

Appendix A Chinese character reading test materials

1. Single Chinese character reading task (four exemplars & 96 test items)

K F Chinese | $FF Chinese BR (EX) Meaning | BR (BxX)

characters pronunciation in English Meaning in
Vietnamese

W shan mountain nhi

i yu joyful vui vé

o hui can c6 thé, s&, hoi

hic yu meet gap

& qing please, invite xin vui long, moi

i hua flower bong hoa

24 bi end, finish, complete két thuc, hoan
thanh

= yan say, speak; speech nodi, ngdn ngl

A yue the moon, month mat trang, thang

o) dun stew moén thit him

i meng dream mo

4] wen ask hoi

7l xidng think nghi

245



guo country Qudc gia, nude

i qu interesting hap dan, tha vui

1% zhu live séng, noi &, truc

tiép

T Xia under, below, down dudi, xuéng

i stew in soy sauce, thick | hdm trong nuéc
gravy tuong

Z wu fog suong mu

% X130 laugh, smile cuoi

Vi3 bing ice nude da, Bang

7=t shi, chi key, spoon chia khoa, thia

A, bao bag, package tai, goi

yuan round, circle vong tron

17 ding reserve dit trude; ky két

W yu rain mua

jiag hdo good tdt, khoe

&L wei comfort, console an ui

iR fan return tro vé, quay tro lai

R chi ruler thudc

1 mén door cua

5 jing mirror guong, kinh

% dud many nhiéu

246



N chuan short for Sichuan T Xuyén; con
Province; river; plain song; tron

Xt dui correct, right dang, chinh xéac
jiang sauce nudce sot, tuong
ce volume bon sach, quyén

sach

# jiao teach day

Ea cai dish, vegetables mon an, rau

bt bing illness bénh

A cong in a hurry vOi va, nong voi

7id ku pants, trousers quﬁn

% jit cauterize, moxibustion cham ctru

V& kao roast nudng

* mo end cudi, két thic

it gl drum tréng, cb vil

3 ji disease dich bénh, bénh tat

Fig bén book; original; basis quyén; gdc; can

ban

] nao noisy néo nhiét, én ao

Tl shan delete x0a bo

JE Zuo seat chd ngdi

= ting stop ngung, ding
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% ba dad, father cha, ba, bd

I pi tired mét moi

pech xiang box, case cai hop, ruong

i shi distant, sparse khai thong; so ho;
thua thot

7 ya tooth rang

yuan garden vuon, cong vién

B i} shoes, footstep gidy, budc chan;
thue hién

i Xian string day chi, day cung

R chi late mudn, tré

S mai sell ban

H er ear tai

i3 Al clan, nationality toc

T jiang craftsman, master tho thu cong

[ st crisp gion

& cong chimney ong khoi

A jing respect tran trong, ton kinh

7 fang fragrant thom, Phuong

X cha fork, cross nia, chéo

F shou guard, keep watch, bao v¢, tuan thu

observe
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A shao spoon mudng, thia
J& yuan original; excuse; reason; géc; xin 16i;
plain nguyén nhan; tron

e zhong middle trong, gitra, trung

7 zhi sincere that tinh, chan
thanh

%K zhi bright red, scarlet; a d6 tham; ho Chu

surname
= shi try; test thir; thi nghiém
K4 tang very hot, scalding néng buc
miao temple ngdi dén, miéu

A zhodu boat thuyén

Eh WO lie down nam xudng; phong
ngu

B ban stir, mix khuéy dong, tron

& dié pile up, fold chdng 1én, gép lai

] xian not busy, leisure nhan, ranh roi

JIIN zhua, zhdo claw méng vudt

hisd zhong loyal trung thanh

SE ping apple qua tao, béo, binh

# yi easy and comfortable thanh nhan; gian
thu

H wan ball, pill trai bong, vién
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thude
Ji mi look for, seek tim kiém
i men, meén sad and silent; cover buc boi; day chat;
tightly, stop speaking; ding ndi nira; oi
muggy btrc
1 cul urge thuc giuc
K shui water nudc
& kiin elder brother; offspring; | anh trai; con dé;
the name of a place Con Minh; ho
(Kunming); a surname
7% zhu chase, pursue san bat, dan dan
IS yi also, too ciing thé, ciing vay
<+ cun inch tc, kich
r cai wealth tai chinh, tai pha
E piao ticket vé, phiéu
& kang health, well-being suc khoe, khoé
manh
2. Two-character word reading task (108 test items)
11 Words | $fF Chinese | ®X (#X) Meaning | BX (BX)
pinyin in English Meaning in
Vietnamese
£ H Xing qt week thir, tuan
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R AR yi fu clothes quan 4o, y phuc

/N gong yuan park cong vién

Kl da zhé discount giam gia, chiét
khiu

LR xing qu interest hung thu, 1ai

14 you jian email; postal packet e-mail; buu kién

J% 7 kdo ya roast duck vit quay

E du jia go on vacation/holiday di nghi, ky nghi

(s hua zhuang make up hoa trang, trang
diém

B ok gao xing happy vui mung, vui vé

Ek STj1 driver tai xé, nguoi l4i xe

JE & zhou mo weekend cudi tuan

RIE fan guan restaurant quan dn

f& A jian li CV, resume so yéu 1y lich

ERES tong ban partner cong sy, dong
hanh

B, A dian nao computer may tinh, vi tinh

rE fa piao invoice hoa don

4 A yao shi key chia khoa

B tan lun talk about dam luan

=Ny didn xin dim sum, light diém tim
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refreshments

IR chi ci first time lan dau tién
% du che traffic jam ket xe
W= chi chai go on a business trip cong tac
AR jin tian today hom nay
o 2z jixu continue tiép tuc
* 3 chang chéng the Great Wall Van ly truong

thanh
ER xi huan like thich, gidng
& di ti¢ metro tau dién ngdm
WiE ban yan role play dién, déng vai
2232 bi ye graduate t6t nghiép
WL san bu take a walk tan bo
Ei- tul jian recommend tién ctr
NE gong yu apartment, flat chung cu
@R jié guo result két qua
F M shou cé handbook, manual sO tay
L duan lian exercise tap thé duc, bai tap
"R chi fan have a meal an com
&2 1ii you travel du lich
Zx piao liang beautiful, pretty dep
il xi jié detail chi tiét
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Wx ban jia move house chuyén nha

H x mu lu catalogue muc luc

nZ ké sou cough ho

e zhi dao know biét

AR & péng you friend ban bé

H & zhong y1 Chinese medicine trung y

il huan ying welcome chao mung, hoan
nghénh

Bz da an answer dap an

E H ti pian picture tdm hinh, hinh anh

e dad bao take-away package, pack | goi mang vé

Ho hE di zhi address dia chi

AT chén shan shirt 40 so mi

i kua gué transnational xuyén qudc gia

R A shu biao mouse chudt vi tinh

= lie ju list liét ké

K5 rong yi easy dé dang

ae gu dai ancient times co dai

#E jian kang health khoe manh

7 mido shu describe miéu ta

FHIR ci zhi resign tr chire

FE ping guod apple trai tdo
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K xiang shui perfume nudc hoa

B ti huan replace thay thé

EiE fan yi translate phién dich

1t jué sé role vai dién, vai trd

T1E gong zud work, job viéc lam, cong
viéc

R gén xie thank, be grateful cam on, tri an

W, 22 guan cha observe quan sat

B sha jia bookshelf gia sach, ké sach

H & bi sai competition tran dau, thi dau

HE xiao shou sale ban hang

EXR mao y1 sweater 4o len

Jt Vi chii shi chef dau bép

# 5 jian shén keep fit with exercise tap thé duc

EF qln zi dress vay, dam

INIX xido qi neighborhood khu dan cu, cong
dong

w mi I get lost lac dudng

#E gong xi congratulate chtic mung

B iE dian hua phone dién thoai

) X1 wang hope hy vong

AR da gai probably dai khai, khoang,
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cole

L & wei zhi location vi tri

Tk A8 bing xiang fridge tu lanh

21t kuai ji accountant ké toan

XE da sha large building nha cao tang, toa
nha

HE tian xi& fill in dién vao

% cai wu finance tai vu

= dan yuan unit don vi, don
nguyén

71 jing I manager giam déc

1% B bao chou remuneration thu lao

[] 72 wen ti question van dé

il guan 11 manage quan ly

= chang jing scene canh

72 bao yuan complain phan nan, oan
trach

Vil ka pian card tam thiép, the

HE gui bin VIP, honored guest khach quy, khach
vip

Kk min z nation dan tdc

W bo li glass thily tinh
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# N 1ud bo radish, turnip cl cai, ca rot

R 2K dai kuan loan khoan cho vay,
tién vay

=l gao bié say good-bye tir biét, tam biét

HE re qing enthusiasm nhiét tinh, hang hai

L mo ni imitate, simulate mo phong

4% zhén jiu acupuncture and cham ctru

moxibustion

fE1R bian fan simple meal, potluck bita dn don gian

B jing cai excellent, brilliant tuyét voi; xuat sic

W shou shi tidy thu don, ngan nép

ET) xing kut fortunately, luckily may thay, may
mén

3. Online Chinese character reading test instructions

P T8 A B A LI IR

Huwoéng din kiém tra trie tuyén nhin dang tir tiéng Trung

Huéng din sir dung:
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1. Vui 10ng kiém tra trong méi trudng yén tinh. Bai kiém tra gom 100 chir Han va 108 tir, can

khoang 40 phat. Thong tin ban cung cap trong phiéu tra 101 s& duoc bao mat nghiém tuc, s&

khong tiét 19 cho bén thi ba, va chung t6i ciing s& khong giri cho ban bt ky thong tin khong

lién quan nao. Cam on ban da tham gia!
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2. Nhép véo lién két hodc nhép dia chi web trén may tinh hodc dién thoai (goi y st dung trinh

duyét Chrome) https://www.hanzi-readingtest.top/info

3. Hay nhap dia chi email, nhu hinh sau.

®

Chinese Character Reading Test

Email Address *

SIGN IN

Copyright © www.hanzi-readingtest.top 2021

4. Sau khi dang nhap, hay nhap theo tht tu tén, 16p tiéng Trung, trinh d6 tiéng Trung, dan tdc,

hién nay con ngudi than & Trung Qubc khong, nhu hinh sau.

0]

Chinese Character Reading Test

Email Address *

$11876594 @gmail.com
Name *

Chinese Class*

HSK Level*

Ethnic Background *

Do you have any Chinese family members or
relatives?

SIGN UP

O

Copyright © www.hanzi-readingtest.top 2021
Cot cuoi cung, néu con ngudi than ¢ Trung Qudc thi danh dau tich va xin n6éi rd moi quan hé.

Néu khéng con ho hang & Trung Qudc, thi khong chon.



5]

Chinese Character Reading Test

Email Address *

$11876594@gmail.com
Name*

Chinese Class*

HSK Level*

Ethnic Background*

Do you have any Chinese family members or
relatives?

Acquaintance Detail

grandfather/grandmother/father/mother/uncle/aunt

SIGN UP
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5. Néu nhin thiy ctra s bat 1én, hay cho phép st dung micrd, doc hudng dan, sau d6 nhip

vao "Pong ¥ va Tiép tuc", nhu dugc hién thi bén dudi.

https://www.hanzi-readingtest
‘top/ ERIEEMIRMERK

D)

.

X Chinese Character Reading Test

< A i [y RV
Hudng dan kiém tra
English
Vui long kiém tra trong mai truong ViétName

Néu nhin thay ctra s8 bat Ién, hdy ¢

micro.

Vui long nhap vao nut ghi &m dé dc X

khi doc xong &n lai vao nat ghi am

Sau d6 go ban dich tiéng viét tuong tng vao trong
khung.

Thoi han méi tu/chir 1a 15 giay.

Néu hoan thanh trudc, hay nhap vao “Next”.

Néu gap chii/tir k biét doc hodc khong biét nghia,
hay nhap vao “Next”.

Vui ldng khéng tra tir dién va bai khéa hoac tim trén
mang.

Vui 1ng k thoat ra khéi bai kiém tra gitra ching.
Théng tin ban cung cép trong phiéu tra 16i sé
dugc bdo mat nghiém, sé khong tiét 16 cho
bén thir ba.

Va ching téi ciing sé khong guri cho ban bat
ky thong tin khong lién quan nao.

Cam on ban da tham gia !

DONG Y VA TIEP TUC

6. Bit dau doc ting tir/chir xuat hién 1an luot trén man hinh.

The Education University
of Hong Kong Library
For private study or research only.
Not for publication or further reproduction.
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(1) Vui 10ng nhip vao nat ghi 4m dé doc tir/chit, sau khi doc xong 4n lai vao niit ghi am dé
két thiic, sau d6 gb ban dich tiéng Viét twong tmg vao trong khung, thoi han mdi tir/chir 13 15
giay.
(2) Néu hoan thanh trude, hiy nhap vao “NEXT”.
(3) Néu gip chiv/tir k biét doc hodc khong biét nghia, hiy nhap vao “NEXT”.
(4) Vui 10ng khong tra tir dién va bai khoa hodc tim trén mang.

(5) Vui long k thoat ra khoi bai kiém tra giira chimg.

Nhu hinh a, b, c:

Time limit

N
&

Input translation here *

1. Click this button.
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I

Input translation here *

2. Read the above word.

3. After reading the word, click this
button again to end the recording.

oy (=)

Input translation here *
|—cao 4. Input the meaning of the word in Vietnamese.

NEXT

5. Click the “NEXT” button after completing.

Test instructions in English

User Guides:
1. Please take the test in a quiet environment. The test contains 100 Chinese characters and

108 words and may take around 40 minutes. The information you provide in the answer sheet
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will be kept strictly confidential and will not be disclosed to third parties, nor will we send

you any irrelevant information. Thank you for your participation!

2. On a computer or phone, click this link or enter the URL (Chrome is recommended).

3. Please enter your email address, as shown below.

4. After logging in, please fill in your name, Chinese class, HSK level, ethnicity, and whether
you have Chinese relatives in sequence, as shown in the figure below.
In the last column, if you have Chinese relatives, please tick and explain; if no Chinese

relatives, do not tick.

5. If you see a pop-up, please enable recording permission, read the instructions, and click

“Agree and Proceed” as shown below.

6. Start to read the Chinese characters/words appearing on the screen one by one.

(1) Please click the record button and read the presented Chinese character/word. After
reading it, click the record button again to end. Then, please input the Vietnamese meaning of
that Chinese character/word. The time limit for each item is 15 seconds.

(2) Please click the “NEXT” button after completing each word.

(3) Please click the “NEXT” button if you do not know the word.

(4) Please do not consult the dictionary & textbooks or search the word online.

(5) Please do not quit before completion.

As shown below a, b, c.
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Appendix B Chinese learning questionnaire

KEF A F%

Bang ciu héi hoc tiéng Trung

BNAHLFLEMRETAFERARET — A AXEFINREF S, EFTUFEER
P A R R N F R . RO X AT IR ) S

Béy gid chiing t6i moi cac ban sinh vién dai hoc Viét Nam dién vao bang cau hoi khao sat
hoc tiéng Trung, ban c6 thé quét ma Qr trong hinh hodc nhap vao lién két dé vao bang cau

hoi. Cam on ban d4 hd trg viée nghién clru cua nay!

https://www.wijx.cn/vi/P2dvFA7.aspx

FERHA: RAEEELSEBRFAFENXEFIFR. HEF A=W FEE

ulll

By RWEFIAAN. URARREZFMAMFEOTT AKX F A HRELCHELE
MAEFE L. BHNMABEEHERTBRE. Rksg!
Mb ta bang cau hoi: Muc dich cua bang cau hoi nay 1 khao sat tinh hinh hoc tiéng Trung cua

sinh vién dai hoc Viét Nam. Bang cau hdi dugc chia thanh ba phﬁn: thong tin co ban, dong co



263
hoc tiéng Trung va cac ciu hoi mé vé giang day trén 16p va tai lidu giang day. Vui 1ong dién
vao bang cau hoi dua trén tinh hinh thuc té cua ban. Thong tin ¢4 nhan cua ban s€ dugc bao

mat. Cam on ban da tham gia!

I. ¥ &1 & Thong tin bdi canh

A. ¥ &1z & Thong tin co ban

¥4 Ho tén

Hi 46 #,4E Dia chi email

Bt A% Dai hoc

%l Chuyén nganh

2 4 Niam hoc

F I Lép tiéng Trung

HSK JX & A F Trinh d6 tiéng Trung

23 EE S Céac ngdn ngit co thé ndi duogc

R 7% Dan tdc

Hal. 7 8
Gidi tinh: Nam  N&
ERIEE: 1824 25-30

Pham vi tudi tac: 18-24 25-30



L F E KR 7 Co thanh vién gia dinh ngudi Trung khong:
T BE  RF  @H/NE FF/SAN EMEER
Khong Me (M4) B (Ba) Bandi/Bangoai  Ong ndi/Ong ngoai

khac

B. ¥ X% 3 %% Kinh nghiém hoc tiéng Trung

1. RERFFIRXRELAT?

Ban hoc tiéng Trung trong trudng dai hoc bao l4u r6i?

2. = AR LT FUR?

Mot tudn ban co méy tiét hoc tiéng Trung?

3. RBEL LT 20T HEXRT?

Ban da hoc méy tiét hoc tiéng Trung 10i?

4 ET EOARE?

Ban hoc duoc bao nhiéu chit Han roi?

5. IREMAT AR IT 45 5 3] CHY 2

Ban bét dau hoc tiéng Trung khi nao?

6. EAFAIRELFILRXE?

Trudc khi hoc dai hoc ban da tirng hoc tiéng Trung chua?
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Nguoi than
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7. ERFRERFT ZKHEEXIE?

Trudc khi hoc dai hoc ban hoc tiéng Trung bao lau?

CIRETHEE?

Ban di di Trung Quéc chwa?

C. 2R EFNINE GFELH 6 E LT

Tan suat tham gia cac hoat ddng ngoai khoa tiéng Trung (vui 10ng chon tity chon thich hop)

A RO AR ZBF #E EE

khong bao gid  hiém khi d6i khi thuong xuyén théng thuong ludn ludn

AR N B R X IE G ?

Ban c6 noi tiéng Trung véi gia dinh hodc ban bé ctia minh khong?

A = R BT 8 B F > AL B ?

Ban c6 xem cac chuong trinh truyén hinh Trung Qudc vao thoi gian ranh khong?

R A 25 R B 8] ofr o SO 2

Ban c6 nghe cac bai hat tiéng Trung vao thoi gian ranh khong?

R A = R B 8] 2 o B Sk P B T 2

Ban c6 di dén khu phé Tau hodc chg ngudi Hoa vao thoi gian ranh khong?
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5. REREBEFXHG?

Ban c6 doc sach tiéng Trung sau gid hoc khong?

6. RERBHIFTRTE?

Ban c6 luyén viét chit Han sau gio hoc khong?

II. JE%¥ X 574 Pong luc hoc tiéng Trung (phd thong)

HELZABRE LRAR/TRBETHWRE? HaERERKEEZENET (A136, 1=
FFLER, 6=FFFZ).
Ban dong y / khong dong ¥ voi nhitng nhan dinh sau & mirc d6 nao? Vui 1ong chon con s6 thé

hién tot nhét suy nghi cta ban (tir 1 dén 6, 1 = rat khong dong ¥, 6 = rat dong v).

1, & (FREE) FRERNRLEEH A
Tiéng Trung (phd thong) rat co ich v&i nghé nghiép twong lai cua toi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy
2. N T RBH 2R, FINESRERAREE,
bpé dugc xa hoi cong nhan, thi viéc hoc tiéng Trung ddi voi toi 1a rat quan trong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

3. FIWNEMERARREE, FARANARKRNFIFEE.
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Hoc tiéng Trung rat quan trong doi véi toi, vi toi nghi tdi can no6 cho viéc hoc sau nay ctua
minh.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

4. FHARF L IGER,
T6i mong mudn duoc hoc tiéng Trung.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

5. FARENBKRAREE, EARITXNEETF,
Hoc tiéng Trung rat quan trong d6i véi toi, vi toi dy dinh di du hoc.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ritdongy

6. KT/ AFINE, TN, KEKHXKEFE2TRELH,
T6i khong thé khong hoc tiéng Trung, néu khong, toi nghi bd me s& rat that vong vé toi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

7. REEEFIREFBAFERS E 7,
T6i chuan bi phai ¢ gang rat nhidu trong viéc hoc tiéng Trung.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

8. AT REIER AT, FIXELRARREE,
Dé duogc cac ban dong trang ltra cong nhan thi viée hoc tiéng Trung dbi véi toi 1a rat quan
trong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratddngy
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9. KFIJRERANRRTNALAAECREER.
T6i hoc tiéng Trung vi ban than ctia t6i cho rang né rat quan trong.

% 1 F&E ritkhongddngyl 2 3 4 5 6 FEHEE ratddngy

10, &AEF ] WIE, BIETZLHH.
T6i mubn hoc tiéng Trung, ngay ca khi né khong can thiét.

% 1 F & ritkhongddngyl 2 3 4 5 6 FHEE ratddngy

11, HTRIAXANT, FIXEFEKRRREE,
Dé dugc gia dinh cong nhan, viéc hoc tiéng Trung dbi véi toi rat quan trong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

12, RERZ B TR DRI A L 8 IE [ A A KRR
T6i c6 thé tudng tuong trong tuong lai toi ¢6 thé trinh bay bai phat biéu thanh thao bang tiéng

phd thong trude cong chung.

o

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

13, REWRERF JEHNTE,
T6i thue su thich qua trinh hoc tiéng Trung.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

o

14, FIRESEKARRER, ATEZIHECHERERF (Flw: k1

ET
4
Sk
sl
b
+E

DN
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Viéc hoc tiéng Trung dbi véi toi rat quan trong, dé thuc hién muc tiéu quan trong cia ban
than (vi du: dat duoc bang cip hoic hoc bong).

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

15, AT HE2 WA, FIEFRERAREE,
DPé duoc gido vién cong nhén, viéc hoc tiéng Trung ddi voi toi rat quan trong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

16, FIXEMKARREE, HHAWRKEEF T WNiE, AWEEFHFL K ERK,
Hoc tiéng Trung rat quan trong d6i véi toi, vi néu toi thanh thao tiéng Trung, cudc doi toi s&
thay dbi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 E¥FEE ratdongy

17, 3 sk B a5 ] SO oy 2 A8 A0 e R By — A%
Udc mo cua toi vé cach sir dung tiéng Trung trong twong lai gidng nhu udc mo cua bd me.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ritdongy

18, F A F I RNEEEH A,
T6i thiy viéc hoc tiéng Trung rat tha vi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

19, REBREZXF—MEL: REFEABRER R T EIE,
T6i 6 thé tuong twong mot tinh hudng: toi noi tiéng phd thong khi 1am an véi nguoi Trung

Qudc.
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FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

20, R\ K T PAE WA T A B A R
T6i nghi hoc tiéng Trung thoi gian troi nhanh hon hoc mén khac.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

21, RNAFARXEREE, HAHREHYH AR K ZA 2 H,
T6i nghi viée hoc tiéng Trung rat quan trong, boi vi nhimg ngudi t6i ton trong déu nghi rang
toi nén lam nhu vay.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

22, REVXEF BB T 3G # G F R R
Viéce hoc tiéng Trung cua toi duge cic ban noi tiéng phd thong hd tro.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

23, RN FH BRI UIENE RSB X T RKEFRITERNS,
Cha me t6i khuyén khich t6i tim kiém co hoi di du hoc hodc 1am viéc tai cac qudc gia hodc
khu vuc néi tiéng Trung Québc.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

24, FARBMEAUREE, HHARFRER LURRKEINET L —.
Hoc tiéng Trung rat quan trong d6i véi toi, boi vi tiéng Trung 1a mot trong nhitng ngdn ngit
duogc noi nhiéu nhét trén thé gioi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratddngy
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25, FHY L IR B R R 5 S OB E R
Anh chi em hoic ho hang cua t6i dang hoc tiéng phd thong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

26, BIERMNEF I TRAE, R2FAFIRXTES.
Ngay ca khi viéc hoc tiéng Trung cua toi khong dat chudn, t6i van s& hoc ngdn ngir ndy mot
cach cham chi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ritdongy

27, BRAFIRNER, KERXARBXENEAE.
Khi t6i dang hoc tiéng Trung Qudc, toi c¢6 thé cam thiy ap luc rat 16n tir bd me.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

28, FIYNXEMNKANRER, HANEAEF LEENEFTZ—
Hoc tiéng Trung rat quan trong d6i véi toi, boi vi tiéng Trung 1a mot trong nhitng ngdn ngit
quan trong nhét trén thé gioi.

% 1 F&E ritkhongddngyl 2 3 4 5 6 FHEE ratddngy

29, RAARE TERETUEAERFRT 8.
T6i c6 thé tudng tugng trong tuong lai toi ¢6 thé sir dung tiéng phd thong trong cac cudc thao
luan.

% 1 F&E ritkhongddngyl 2 3 4 5 6 FHEE ratddngy
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30, REMRERF S MIE.
Téi thuc sy rat thich hoc tiéng Trung.

FE¥TEE ritkhongddngyl 2 3 4 5 6 E¥FEE ratdongy

31, R ZECE— AT ARBHA S EEHINAFEF,
Tdi 6 thé tudng tugng minh dang hoc trong mdt truong dai hoc, noi tat ca cac khoa hoc déu
dugc day bang tiéng phd thong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

32, FAREHNKAUREE, AAFEEL) LHAREE,
Hoc tiéng Trung Qudc rat quan trong dbi véi toi, boi vi Trung Qubc ngay cang trd nén quan
trong hon vé mat kinh té.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

33, A REFHY O A B T iE % 5 .
T6i ¢6 nhitng gido vién tiéng Trung rat gioi gitip toi hoc tiéng Trung.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

34, RERBLRAERE X XE,
T6i san sang danh nhiéu thoi gian dé hoc tiéng Trung.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

35, FARXENKARREE, HATEAER LR EEERZNAEC.

Hoc tiéng Trung rat quan trong di véi toi, boi vi Trung Qubc dong mot vai trd quan trong
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trén thé gioi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

36. KAEBZEDEA—MRHNENER, SFETURRMEATEES AHAR

Mo

T6i c6 thé tuong tuong rang t6i dang song & mot qudc gia noi tiéng Trung va co thé giao tiép
hidu qua voi ngudi dan dia phuong bang tiéng phd thong.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

37. WRBHFXE MG 2B AE M EL, KFZ28EREEM.
Néu gido vién tiéng Trung cua toi giao mdt bai tap vé nha tily chon cho 16p, t6i nhat dinh s&
tu nguyén lam.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

38, R KA (T TENE S = ARG,
An tuong cua toi vé cach sir dung tiéng Trung trong twong lai chii yéu bi anh hudng boi cha
me toi.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy

39, KRBT B DA R FF AL EIERR
T6i c6 thé tuong twong minh dang giao tiép bang tiéng pho théng véi ban beé hodc dong
nghi¢p.

FE¥TEE ritkhongddngyl 2 3 4 5 6 FE¥FEE ratdongy
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40, WRFERFNE (FHEE) RE, REZES W,
Néu c6 céc khoa hoc tiéng Trung (tiéng pho thong) trong twong lai, t6i mudn tham gia.

FE¥TEE ritkhongddngyl 2 3 4 5 6 E¥FEE ratdongy

L. F#ERE4& Cau héi dang mé

HEAEETH A, HEFEH, R DR R E S PUE R
Vui long tré 161 chi tiét cac cau hoi sau va dua ra vi du. Ban ¢é thé tra 1oi béng tiéng Viét hoac

tiéng Trung.

R ERRE LOR T HFH LR 7 UFFIHHG?

Ban nghi gi vé phan day chit Han trén 16p? C6 thé liy vi du minh hoa khong?

2. WK EIN T A £ By 77 G 247 ] DL 2
Ban nghi gi vé cach gido vién ciia ban day chit Han va tir m¢i? C6 thé liy vi du minh hoa

khong?

3. MEERARAERNRXTFRFAELAZMA LT AT LR?

Nbi dung day chit Han yéu thich nhét va it yéu thich nht ciia ban 1a gi? Tai sao?
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4, R BERRAFIRTFIEHR? 7 UFFIRAD?

Ban nghi gi vé phan hoc Han tu trong sach giao khoa? C6 thé iy vi du minh hoa khong?

5. NFEIFHERNAE, R EN RIS A2 AT RE S F X F R
Bh A" ?
O gbc do hoc tir, ban danh gia sach gido khoa va sach bai tap cua minh nhu thé nao? Ching

¢6 hitu ich cho ban trong viéc hoc cac ky tur va tir tiéng Trung khong?

£ 3% Két thic

#i#E! Cam on!

Chinese learning questionnaire (in English)

We are inviting Vietnamese college students to fill out a questionnaire about Chinese

language learning. You can scan the QR code in the picture or click the link to enter the
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questionnaire. Thank you for your great support of this research!

Questionnaire instruction: This questionnaire aims to investigate the Chinese language
learning of Vietnamese college students. It consists of three parts: background information,
motivation to learn Chinese, and open-ended questions about your views on classroom
teaching and textbooks. Please fill in the questionnaire according to your real situation. Your

personal information will be kept strictly confidential. Thank you for your participation!

I. Background Information

A. Demographic information

Name:

Email address:
University:

Major:

Year of study:
Chinese class:

HSK level:
Languages you can speak:

Ethnic group:

Gender: Male Female

Age range: 18-24  25-30
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Chinese family members:

O none O mother O father O grandmother O grandfather O other relatives

B. Chinese learning experience

1. How long have you been studying Chinese at your university?
2. How many Chinese classes do you have in a week?

3. How many Chinese classes have you had?

4. How many Chinese characters have you learned?

5. When did you start to learn Chinese?

6. Did you learn Chinese before entering university?

7. How long had you learned Chinese before entering university?

8. Have you been to China?

C. Frequency of attending extracurricular Chinese activities (Please choose the appropriate

option)

never seldom sometimes often usually always

1. Do you speak Chinese with your family/ friends?

2. Do you watch Chinese TV programs in your free time?

3. Do you listen to Chinese songs in your free time?
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4. Do you go to the China town or the Chinese market in your free time?

5. Do you read Chinese books after class?

6. Do you write Chinese characters after class?

II. Chinese (Mandarin) learning motivation

Please see the L2 Chinese Motivational Self System Scale for CFL and CHL learners in Lin

(2018, pp. 83-86).

ITI. Open-ended questions

Please answer the following questions in detail and give examples. You can answer in either

Vietnamese or Chinese.

1. What do you think of the Chinese character teaching section in your class? Could you

please specify with examples?

2. What do you think of the way that your teacher teaches you the new Chinese characters

and words? Could you please give some examples?

3. What is your favorite and least favorite Chinese character teaching content? And why?
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4. What do you think of the Chinese character learning section in your textbooks? Could you

please specify with examples?

5. In terms of learning Chinese characters and words, how do you evaluate the textbooks and

workbooks? Are they helpful to your Chinese character and word learning?

The End.

Thank You!



