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ABSTRACT 

The present dissertation is a synthesis of whole language education guided by an 

action research perspective with the main purpose of developing a series of articles to 

introduce whole language to Chinese teachers. It falls into two parts: the first part 

provides the background information about language and education in Taiwan, and the 

second part is a whole language program for Chinese teachers. 

Part I discusses the purpose and research questions of this dissertation with an 

emphasis on current issues of educational reform in Taiwan. Part II is designed to be a 

resource book of whole language education. It consists of four sections of two to three 

chapters each. Each chapter stands by itself and all together offer a whole language 

framework. 

Section one. Roots of Whole Language, focuses on general and specific 

philosophical elements of whole language. Section two. Connection to Related Theories, 

highlights the relationship between the theory of whole language and the practice of 

literacy education in Taiwan. Section three. Research Applying Whole Language to 

Chinese Literacy and Education, consists of three qualitative research studies. Section 

four, A Whole Language Classroom, discusses how a teacher translates her educational 

beliefs into classroom practices. The arguments are illustrated with examples from the 

Experimental Textbooks and instructional methodologies in Taiwan with the purpose of 

making connections between theoretical frameworks related to whole language and 

educational research in Taiwan. 
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In summary, this dissertation explores whole language from interrelated 

perspectives. It offers a personal interpretation of whole language that builds up 

connections between the whole language movement as has been developed in the United 

States and Chinese literacy education as it is practiced in Taiwan. The major concern of 

this work is to share information about whole language with Taiwanese teachers and 

invite them to adapt whole language in their local contexts. 
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PARTI 

THE CONTENTS AND THEORY OF THE DISSERTATION 

CHAPTER I 

INTRODUCTION 

This dissertation is a research synthesis of whole language education and the 

application of Chinese literacy education with the purpose of developing a series of articles 

to introduce whole language concepts to Chinese teachers and parents. As a teacher 

educator and curriculum developer, I am writing this dissertation to participate in the 

current educational reform in my country - Taiwan, the Republic of China. The decision 

on the topic and format as well as content is to respond to the expectation of many 

educators in my country and my personal mission for years. 

Purposes and Audiences 

There are two parts in this dissertation for two different groups of readers. Part I, 

The Contents and Theory of the Dissertation, is mainly written for my dissertation 

committee and Part II, The Contents of the Program, for teachers in Taiwan. 

Part II, Whole Language Program for Chinese Teacher Education, will begin as a 

series of articles. When put together, tliese articles will serve as a resource book on whole 

language. I expect to write this program to serve a variety of audiences and purposes. It is 

primarily a book for teachers. It may be used as a textbook for pre-service teacher 

education. It may also be used for ongoing staff development, to update teachers and 
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administrators on the research base and its application for practice in literacy education. 

Since it provides an overview of the field of whole language and its approach, it could also 

be used as a professional reference for faculty in teacher education courses. 

Policy makers and decision makers will benefit from an understanding of whole 

language. If policy makers understand the whole language approach, they might consider 

alternatives to basal readers, which are now a required staple in language education in 

Taiwan. Furthermore, with knowledge of whole language, those who set curriculum 

standards and guidelines for language education may refocus their current attention on 

listing of characters and sentence patterns into larger issues of genre, literature, and literacy 

applications. It will also influence committee members reviewing language textbooks to 

adopt more flexible standards. So, the program can be a resource for those responsible for 

setting policies, guidelines, and standards. 

The Whole Language Program for Chinese Teacher Education will also serve those 

who are writing language textbooks for Mandarin Chinese, for other Chinese dialects, or 

for teaching English to Taiwan students. A systematic understanding of the research base 

behind literacy education would assist them in designing better books for children. 

The program will also be of interest to many parents who want to understand how 

literacy learning takes place. Their knowledge and support for teachers attempting 

innovations plays an important part in the evolution of literacy education. 

Personal Mission 

"Adopt Chinese tradition for theoretical root, adapt Western knowledge for 

practical application" This has been a conceptual principle since 

the early 19"* century, when Chinese began to adapt western knowledge in science and 
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technology. However, how to make the best use of iaiowledge and wisdom from both 

eastern and western culture is still a hot topic for debate after 200 years of contact and 

exchange 

I came to study whole language in the United States with similar goals of melding 

east and west, but the contradictions are also there in my mind. According to Lynch and 

Plunkett (1973, cited in Ginsburg, 1988), reproducing the tradition or promoting 

innovation is an issue of teacher education. As a curriculum developer and teacher 

educator in Taiwan. I have been tliinking about these issues. When designing curriculum 

and preparing teachers for 21" century Taiwan, how much of traditional Chinese culture 

should we preserve? How much western culture and how much modem Taiwan culture 

should be represented in the curriculum to give a good balance? How much local research 

do we need to do, and how much western research can be imported? How can we make the 

unfamiliar research and practice into familiar concepts for teachers in my country so they 

can make their own decisions about what ideas to adopt in their teaching? 

These issues and concepts are far too complex to resolve in a few papers or a few 

years of learning because they deal with education, policy, and culture that is ever changing. 

However, my study is supported by the ROC National Science Council, the Taiwan 

Provincial Government, and the Institute for Inservice Teacher Education. They expect me 

to contribute to the knowledge base in Taiwan. When I return to Taiwan, I will be better 

equipped to discuss the relevant issues with my colleagues. 

In my mind, I am not working for my government, but for the teachers and children 

of Taiwan. If I can do a better job in curriculum development and teacher education. I will 

serve our children better. I am especially interested in sharing my learning with teachers 

and parents, so that they can also serve our children better. I believe writing this resource 
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book for teachers is the fulfillment of part of nny dream as a teacher educator to give better 

education to children, who work very hard. 

The program will not be the last word on whole language in Taiwan. My hope is 

that it will begin a series of dialogues between teachers and parents, between researchers 

and teachers, between curriculum developers and curriculum users. Without a program 

and a framework, it is not so easy to build up a conversation. 

This program serves as a final report of what I have been thinking and learning 

since I began my doctoral studies. Moreover, it will be a product of my construction of 

whole language in theory and in practice since I was first touched by it in 1987, followed 

by my attempts to introduce it to my country. Time and again, colleagues, parents, and 

teachers have asked me to give them a friendly, accessible resource about the whole 

language approach. For my dissertation, I am simply doing what my colleagues want me 

to do, and what I have always dreamed of doing. 

Inventing a Research Study 

This dissertation is a research synthesis guided by a plan toward action research. It 

is a theory-into-practice research organized by the design to do the application in Chinese 

literacy education. 

In this study, I examined the literature and related it to the theoretical construct of 

whole language by the use of Taiwanese perspectives. I look at theory from the whole 

language perspective in the western world, and look at this theory and practice in relation 

to the Taiwanese context. 

This dissertation is framed by my reading, research, and reflection through years of 

my working experiences in curriculum development and teacher education as well as my 
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professional development. The research and the application of literacy education I read 

covered language process (especially reading process and writing process), learning, 

literacy development pedagogy, curriculum development, the use of children's literature, 

and educational philosophy, etc. I read literature by both the Western scholars and Chinese 

scholars in different geographic areas. I explore curriculum for children and for teachers. I 

examine the whole language theory and concept through the application in curriculum 

development and instruction, mainly in Taiwan and partly in Chinese schools in the USA. 

I examine and reflect on those studies from my theoretical background of whole language 

education as well as my own researches and experiences in teacher education and literacy 

curriculum development. My experiences of working with educators and policy makers in 

different levels of educational system in Taiwan also motivate me to conduct this research. 

I conduct this research based on my understanding of our Taiwanese children and 

culture with the hope that it will be relevant and applicable to my country. In short, this 

dissertation is my construction and reflection of whole language education as part of 

Chinese culture in Taiwan. 

Research Questions 

The major question of this dissertation is: 

What curriculum foci are necessary for a whole language teacher education 

program in Taiwan? 

The sub questions informed by the major question are: 

1. What kinds of information will be useful to Chinese literacy education in 

Taiwan? 
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2. What can I synthesize from the research that makes it possible to have effective 

action research that will apply to building Literacy education and creating material for 

Chinese literacy education? 

3. How am I going to facilitate the application of whole language education in 

Taiwan? 

In the following sections I explain why I want to make this program available to my 

country. The reasons include the history of education in China, the recent educational 

reforms in Taiwan, the urgent call of teachers for information, and my personal mission. 

My Journey to Whole Language 

Mv Educational Experience in Taiwan 

I was considered a "good student" in my country. I followed the system, studied 

hard, and received good grades in most of the examations. I passed completive entrance 

examinations to go to high school and to the university. In a sense, I survived the 

Taiwanese educational system, but I did not enjoy my formal education very much. 

To many Taiwanese, it is a shared memory or a "common sense" that studying 

means working hard to master the information of the textbooks which of course does not 

involve too much fun. If any problem occurs during the learning process, this is often 

understood as a student problem, meaning students do not work hard enough to leam. 

People seldom question whether the problem might originate from the system, teachers, or 

curriculum. Students are expected to study textbooks over and over again to master the 

skills and information that textbooks provided. Most of students feel that they do not work 

hard enough because there is an overwhelming number of textbook assignments to do. 
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Students study textbooks and reference books (###) of each 

subject area particularly for quizzes and examinations. Their major goal of studying hard 

is to receive a good grade to pass the entrance examinations of high school and college. 

For these reasons, everybody tends to consider literature books as "outside reading" 

Students are not encouraged to read these "outside reading" materials unless they 

support school learning or students have mastered their school works. 

My primary motivation to study hard was to enter college hoping to be free from 

those boring textbooks and to learn whatever interests me. Shortly after I passed the 

entrance examination, I packed up my textbooks and threw them away. I felt relieved 

when I threw them away. Those textbooks had wasted a lot of my time for too long. My 

childhood and my adolescence could have been more fun and filled with wonder and 

discovery. Besides. I did not think that these textbooks would be useful to me. For me, 

these textbooks were actually only a key to go to the university. 

I went to the university with an expectation to experience different ways of learning. 

There. I found some excitement but disappointment. I was a little disappointed because I 

found that I did not have many choices about my courses. The courses for each year were 

pre-determined by the department. Basically it was a set of courses we had to finish each 

year in sequence. 

Because I was in the Spanish Department, I had instructors from many 

Spanish-speaking countries. Instructors from different countries demonstrated different 

teaching styles and methodologies. Some of their teaching styles suited me well and others 

did not. I still remember that I did not know how to answer questions on the tests in 

Spanish Literature because I always struggled with what kinds of answers the teacher 
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wanted. Studying literature seemed to be how to figure out what the author meant and also 

how to figure out the teacher's interpretation, without any input from the students. I 

wondered why I did not experience too much excitement by exploring the literature. On 

the contrast. Spanish conversation classes were the classes I liked the most. We selected 

the situation, created our conversations, and then presented to our classes. The teachers 

taught us by responding to our class presentations. I learned to speak the language and to 

appreciate some of the Spanish-speaking cultures. 

Spanish conversation classes were where I was an active learner contrary to 

Spanish literature classes. My attitude toward learning was affected by the different 

teaching styles. In fact, I enjoyed my learning and I learned well from some professors, but 

I was bored and did not leam well from other professors. Many years later, I realized that 

the differences between their teaching styles could be understood as issues of instruction 

and curriculum. These issues include participation, engagement, meaningfulness, 

purposefulness, ownership, learning through language, and learning about language. They 

are issues that we heavily discuss in whole language education. 

Mv First Encounter with Whole Language 

In 1987,1 came to the United States for graduate school with the question that 

"there must be ways to help students to take pleasure in their learning." This was in 

response to my previous educational experiences from schooling in Taiwan. At that time I 

did not know anything about whole language and when I encountered whole language in 

the USA, 1 found out that this educational philosophy could answer my questions and help 

me find myself as an active learner and thinker. Gradually, it became my philosophy of 

education, and more importantly, my worldview. 



29 

Dr. Yetta Goodman opened a window for me to early literacy development. I took 

a course on oral language development in my first semester and early literacy development 

in my second semester of the master's program. The concepts of invented spelling and 

environmental print along with many examples of children's writing impressed me. I read 

Literacy Before Schooling by Emilia Ferreiro, Habia Una Vez by Carole Edelsky, Way 

with Words bv Shirlv Brice Heath, as well as works bv Dr. Yetta Goodman and manv 

others. A few years later, these two courses became the foundational knowledge for my 

work on curriculum development and teacher education in Taiwan. 

I focused my study on learning, instruction, and curriculum of early literacy 

development for first language learners and for bilingual learners. I read What's Whole in 

Whole Language by Dr. Kenneth Goodman without too much excitement at that time 

because I agreed with what he talked about in regards to learning and what the curriculum 

and education should be. After I returned to my country to work with teachers and many 

professors. What's Whole in Whole language became a book I always relied upon. When I 

compared how we thought about and practiced education in Taiwan with the work of Dr. 

Kenneth Goodman, I started appreciating his thoughtful and insightful perspectives. Now, 

I am considering this book as a classic book in whole language education. This book 

guided me while I was working on curriculum development and teacher education in 

Taiwan. 

Back to Taiwan 

From 1989 to 1992,1 worked as an education specialist at the Bureau of Education 

of Taipei Municipal Government. I was responsible for educational policy setting and 

supervision. From 1992 to 1997, I worked as an assistant researcher at Taiwan Provincial 
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Institute for Elementary School Teachers' In-service Education. My main responsibility at 

the Institute was the editing and publishing of Chinese language textbooks, workbooks, 

teachers' manuals, lesson plans, and instructional aids. The textbooks are distributed to 

experimental schools around the country. I was responsible for preparing teachers to use 

the texts. I was responsible for coordinating workshops and teaching some of the sessions. 

I would also observe demonstration classes and assist teachers with problems that come up 

in the classroom. Besides, I taught at regular workshops for principals, supervisors, 

overseas Chinese teachers, and teachers from non-experimental schools. Out of the 

Institute, I gave classes at the teachers' colleges and regular colleges. 

The curriculum project. Experimental Curriculum Development, I was involved in 

was a nation-wide program, mainly sponsored by the Ministry of Education, and supported 

by the Taiwan Provincial Government. Taipei Municipal Government and Kau-Shon 

Municipal government. I served as the editor of the Experimental Curriculum, as well as a 

host and instructor of workshops for teachers and principals. Through intensive meetings 

and discussions with curriculum committee members and teachers. I discovered that much 

of my common sense of learning, literacy development, and curriculum was not common 

sense to most of the Taiwanese educators. I tried to understand their perspectives and 

concerns as I tried to figure out the limits of bringing alternative perspectives into the 

practice of teaching. 

With the agreement to adapt current research findings and global trends of 

education under the consideration of the local culture and practice, the Experimental 

Curriculum successfully brought an alternative curriculum to students and teachers. The 

philosophy of whole language and many whole language practices were shared in teacher 

workshops. Some professors in Taiwan called the Experimental Curriculum "whole 
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language textbcxjks" because it consists of many whole language ideas. However, the 

Experimental Curriculum is not a whole language curriculum although it has adapted many 

whole language ideas. This is because whole language cannot be reduced to a set of 

activities. What is really important is the underlining philosophy that drives these 

activities. 

The Experimental Curriculum does not completely reflect whole language 

education because we have adjusted the belief and practices in the social and cultural 

context of Taiwan. The Experimental Curriculum is a balanced curriculum between the 

traditional curriculum and whole language curriculum. The Experimental Curriculum 

proved that many whole language ideas and philosophy worked in Taiwan. 

After years of working on the negotiation of curriculum, I became confused. I 

knew that it was absolutely necessary to modify what I had learned about whole language 

from the United States to fit the common sense and practice of Taiwanese culture, but I fell 

lost. I was concerned that some of the essential elements of whole language had been lost 

in the process of localization, and I was wondering what they were. I wondered about how 

much change can be acceptable to implement whole language curriculum in the Taiwanese 

context. 

Mv Second Encounter with Whole Language 

With those questions in mind, I went back to Drs. Goodman to search for possible 

answers. Fortunately, I was sponsored by the National Science Council for one year and I 

took four years unpaid leave of absence from the Institute to research whole language 

education. 
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In my master's study. I focused on cognitive perspective more than cultural 

influences on education, although I had chances to explore both. In my Ph.D. study, I 

began to explore issues of a broader perspective. I learned to explore the development of a 

theory and practice from a historical perspective by taking the social, cultural, and political 

contexts into consideration. This led me to research the complexity of political, economic, 

social, and cultural influences on language education in Taiwan. This way of learning and 

viewing is an important education for me as a curriculum developer, teachers' educator, 

and more important a Taiwanese. Since that moment. I knew there was no turning back. 

Socio-cultural and political perspectives have gradually become two of my conceptual 

tools. I am learning to view things from both micro and macro perspectives. Before I 

entered the Ph.D. study, I knew that I was going to leam a lot. but it was much more than 

what I had expected. 

I explored the theory and practice of whole language with the question of "how will 

this knowledge help me with my personal mission?" In other words, I used the needs of the 

Taiwanese education to sort out ideas and applications with the awareness of social, 

political, and pedagogical issues that I consider as important to translate theory and 

research into practice. 

The major areas that I explored in my Ph.D. study include reading, children's 

literature, anthropology and education, and critical pedagogy. All of them have informed 

my knowledge about curriculum. They have mutually supported each other and become a 

solid framework of mine. In the following section, I discuss each one of them separately to 

indicate how they relate in the development of the whole language curriculum program in 

Taiwan. 



Reading 

I have explored the North American and the Chinese history of reading research 

and reading instruction. From a historical perspective, I explored the traditional Chinese 

literacy education, the development of Chinese research on reading and its application, and 

the connections between Western theory and Chinese language research. 

Applying reading miscue analysis to Chinese readers helped me to build the insight 

of the reading process and the attitude of research and instruction. Reading miscue 

research is not only a research methodology but more important an attitude. As Dr. Yetta 

Goodman said. "You won't see the reader the same way after you do miscue analysis." I 

agree with her that miscue analysis research has a potential to give teachers an alternative 

perspective to view their students which the most important reason of doing research. 

Linguistics is another set of courses I studied related to reading. Throughout the 

study of Chinese linguistics. I gained more knowledge about Chinese language and 

realized that we can not totally use the grammar knowledge we learn from English to 

explain Chinese language. Cultural linguistics is another course that influenced me. Also, 

through the exploration of Mandarin and Taiwanese languages and the comparison 

between European (English and Spanish) and Indian languages (Navajo, Hopi, Apachi, 

Hualapai. etc.), I gained important insight about cultural linguistics. For example, I 

learned that language is not only a tool but also a worldview. I also learned to appreciate 

worldviews carried by different languages which has influenced my thinking about 

educational policy of minority languages. 
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Anthropology and Education 

This area of study helped me to think about language beyond cognitive 

development. It brought to my attention many social cultural issues and made me aware of 

the issues of language rights and curriculum development for minoritised groups. In the 

beginning, I explored those issues without enough understanding because I was not aware 

of their importance. Gradually, I became concerned about political issues. I became aware 

of the impact of political influence on language policy and language education. I learned to 

read those issues from a socio-cultural perspective. Later, by attending two intensive 

summer workshops hosted by the American Indian Language Indigenous Institute (AJLDI). 

I explored more issues on language and education. This helped me to think about many 

languages (also conventionally called dialects) in Taiwan in terms of language policy, 

language curriculum, and minority students in school. I have continued to explore many 

questions, e.g., what is the relationship between language as a resource or a problem? How 

does the educational system reflect our beliefs? How am I going to represent these topics 

in curriculum development and teacher education in Taiwan? 

Children's Literature 

Literature is an essential element of whole language education. In the past, I 

designed language arts curriculum around children's literature. This time. I explored not 

only how to enjoy the reading of children's literature, but also how to integrate literature 

across the curriculum for learning purposes, and more, how to bring a critical perspective 

to read children's literature. Critical literacy excited me very much. Through the years. I 

gradually progressed from how to use literature to teach concepts, knowledge, and skills to 

how to use literature to nurture a critical reader. From my perspective, critical literacy is 
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not only important to Taiwanese educators like me but also to the current Taiwanese 

society, which is rapidly changing in favor of democracy and diversity. 

Curriculum 

The knowledge and philosophy of curriculum were integrated into almost every 

course I studied. All the courses I took, e.g., literacy development, reading process, 

anthropological education, were either directly or indirectly related to curriculum 

development. All these courses mutually built upon my conceptual base of curriculum and 

became a framework for me. This framework addressed two major questions: how 

children learn and how adults could support their learning. According to my evolving 

framework, a starting point for curriculum development is to consider the cognitive 

development and the socio-cultural background of every individual child. 

Inquiry curriculum starts with the wandering, exploring, and problem posing 

process followed by a persistent search for answers. Inquiry is not only a method of 

teaching or development curriculum; more important, rather it is an attitude and a life skill. 

It is based on the belief that learning is an active process and that every one is bom as an 

active learner. Inquiry curriculum provides the support to explore knowledge and personal 

concerns. One inquiry leads to another and this creates a cycle of learning and inquiry. 

Critical Pedagogv 

Probably because of my background as a Taiwanese growing in Taiwan, I am 

extremely interested in critical pedagogy, which examines education from a socio-cultural 

perspective. I feel it has been useful to me to read about the curriculum, language issues, 

and many other topics. It is a powerful thinking tool. As a curriculum designer and teacher 



36 

educator, critical pedagogy is important to me. I agree with Paulo Freire who said that 

education is political and teaching is a political act. 

Summary 

My conceptual base of whole language is influenced by courses from all these 

disciplines. Interaction with whole language educators also helped me to know how to be a 

whole language educator myself and to support learning. Together they have contributed 

to my knowledge, attitude, and philosophy of education. 

It has been almost 13 years since I first encountered whole language. At every 

stage, I developed new understandings about this educational philosophy. Sometimes. I 

felt that I was clear about it, other times. I felt confused. I keep wondering and exchanging 

thoughts with educators, parents, and friends from different walks of life. 

My work in Taiwan in curriculum development and teacher education encourages 

me to share whole language with the Taiwanese people. I sense the hope from many 

educators and parents in Taiwan for whole language. Myself, I keep exploring the theory 

and practice of whole language to gain new understandings and many "a-ha" moments. 

With every a-ha moment, I leam. 

I began my whole language journey in 1987 with my first inquiry question: there 

must be ways to leam with pleasure. This question led me to explore child development. 

Years later, I developed questions about socio-cultural and political issues. 

My journey to whole language is like an inquiry cycle, one question leads to 

another, for example, from the concern on teaching methodology to learning theory; from 

cognitive perspective to socio-cultural perspective; and gradually from political naivete to 

political sensitivity. 
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My goal is to publish my dissertation in Chinese so that I could start a conversation 

with teachers in Taiwan. Hopefully this will help me to start another inquiry cycle of my 

learning about whole language education. 

Rationale and Significance 

Linguistic and Historical Background of Chinese Language Education 

This section describes the Chinese language and the way in which the Chinese 

government and Chinese language educators have traditionally viewed language education. 

It ends with an assessment of whether whole language theory mokes sense for Chinese 

language education. 

The Chinese Language 

Spoken Chinese. Chinese is the most widely spoken language in the world. There 

are six major dialects with many variations within each dialect. Mandarin, called the 

national language in Taiwan, and Puionghua in mainland China, is the most widely-spoken 

dialect. Cantonese comes second in the world because many overseas Chinese came from 

the area of Chinese where Cantonese is spoken. The dialects are not mutually intelligible. 

The dialect taught in Taiwan schools is Mandarin, but the home dialect for many students is 

the Taiwanese dialect, which is one of the Min dialects. 

Chinese is a tonal language. Each syllable must be pronounced with a specific 

inflection or tone. Mandarin has four main tones. Taiwanese has seven tones, and 

Cantonese has nine tones. The tones are the most difficult for non-Chinese speakers to 

master. Tone differences differentiate phonemes, so the same syllables with tonal 

differences will represent different meanings. 
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Language educators in Taiwan are very concerned with correct pronunciation of 

Mandarin in the "pure" Peking form, and much teaching time is spent on eliminating the 

'Taiwan" accent in speaking Mandarin. 

Chinese orthography. Chinese is written in characters. Each character represents a 

syllable in the oral language. Each character also represents a morpheme. Dictionary 

entries can contain up to 80,000 characters, but only about 4.000 are used frequendy. 

Elementary students in Taiwan are taught to read and write about 2.500 characters, but 

most students can recognize much more than that. Actually. 2,000 characters are adequate 

for normal functional literacy because single characters are grouped into compound 

characters, which are equivalent to words, the units that carry the meaning of the sentence. 

Characters can be divided into one or more components, and the components are 

made up of strokes. One of the components is the radical, which often indicates the root or 

the base of the character. For example, characters with the radical "hand" are most likely 

about actions and movements of the hand. Therefore, radicals provide clues to the 

meaning of the characters, and categorize characters in the dictionary. Some words are 

radicals, but not all radicals are words. 

Each stroke in a character has a specific direction and form. It is important to 

follow the direction and order of the strokes when writing the characters because this helps 

to produce beautiful calligraphy, which is highly valued, and to make correct stroke counts 

in order to use the dictionary. Chinese words are organized in the dictionary according to 

the radical of the character and the number of remaining strokes. Therefore, students are 

taught to write characters in the proper stroke order, and to write and identify radicals. 

There is a long tradition of philology and the study of the evolution of Chinese 

writing in Chinese research. This research is different from the more analytical western 
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research in that it is mainly archival and archaeological. Most research was done on the 

written language and although the study of oral Chinese dialects has been fascinating 

foreign scholars, it is a much newer area of research for Chinese scholars. The older more 

traditional orientation towards Chinese language still dominates literacy education in 

Taiwan. 

Chinese orthography has evolved steadily in the several thousand years of its 

existence, but has remained quite stable in form for the past three centuries. In the 

beginning of the twentieth century, as more scholars were introduced to western alphabetic 

writing, they began e.xperimenting with different forms of Chinese writing. Changes began 

in earnest when China became a republic in 1911. 

One development was the simplification of characters, but after the Chinese 

government split into the Communist and Kuomintang regimes in 1949, the Communist 

government on the mainland continued the simplification while the KMT in Taiwan held 

on to the more complex symbols. At this time, both the complex and simplified characters 

are in wide circulation, but any program would use only one of the two sets of characters. 

With the opening up of Communist China and economic and cultural exchanges between 

Taiwan and the mainland, the unification of Chinese orthography and the merits of using 

one or the other sets of characters in Chinese language education has been a great source of 

controversy in recent years. 

Another important development in Chinese writing that has had an enormous 

impact on literacy education was the introduction of phonetic symbols ). The 

new Republican government established a committee to unify the 

pronunciation of Chinese characters. First they voted to adopt the spoken dialect in Beijing 

(known as Peking at the time) as the standard pronunciation for written Chinese. This form 
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of the dialect is now the official Chinese language, called Mandarin in Taiwan and 

Putonghua in mainland China. Before that time, people in different parts of China read 

Chinese in their own dialects and they still do that to a large extent. Next, the committee 

established a set of 39 phonetic symbols; later refined into 37 symbols, to represent the 

sounds of Mandarin (Fang, 1969). 

Using Mandarin and the new phonetic symbols caught on slowly at first, and it was 

not until L935 that the Ministry of Education established the Mandarin I'romotion 

Committee to promote the teaching of standard Mandarin and the 

phonetic symbols in public school. These symbols greatly influenced language education 

and are believed to be responsible for reducing the amount of illiteracy in China. The 

symbols were adopted by the Ministry of Education to be taught in elementary schools to 

help children "sound out" characters. 

In the 1950s, studies were carried out in the Mandarin Experimental School (^In 

®/i^) in Taipei led by the principal Chang on how to teach children to read with only 

phonetic symbols in the absence of Chinese characters ( Ko, 1991 ). The experiments 

mainly looked at how long it took the children to master reading with the symbols, and 

ultimately determined that 10 weeks was the appropriate amount of time to leam the 

symbols before starting teaching reading characters with the help of the symbols. The 

assumption was that children must leam the symbols before they leam to read characters. 

It did not occur to the educators to test if characters were really harder to leam to read than 

the phonetic symbols. 

At the same time, educators in mainland China developed a second set of symbols 

to write Chinese based on the Roman alphabet. This is known as Hanyu Pinyin 

and is widely used around the world in western programs to write transliterations of 
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Chinese names and phrases. Thus the Mandarin language can be written in at least two 

different ways. However, the use of either phonetic system is confined almost entirely to 

early schooling. 

Social and Political Background 

At the turn of the century, Chinese scholars studied and taught classical Chinese 

quite differently firom any form of the spoken language. Mandarin Chinese included. Not 

until the so called May Fourth Literary Movement (SESiESij) did modem Chinese, as it is 

written in newspapers and daily life, come into widespread use and started being taught to 

young children. In 1920, the Ministry of Education decreed that all public schools would 

teach written colloquial Chinese in the first and second grades. This was gradually 

extended to all elementary grades. Even now, literature courses in secondary school focus 

on classical rather than modem Chinese. 

Before 1949, language policy and issues were largely handled by the government 

through the Ministry of Education in China. In 1949, the country split into two opposing 

regimes - the communist regime determined policy on the mainland and the KMT 

determined policy in Taiwan. Both regimes used language as a tool to unify the population 

for political and cultural purposes, but they went in different ways. 

The conmiunist regime kept Mandarin as the official language and renamed it 

Putonghua or "the common tongue." The govemment continued with the work of 

"modernizing," meaning simplifying the orthography and began exploring a new 

phonetic-based writing system using the western alphabet. 

In Taiwan, the Kuomintang govemment set about preserving the old culture and the 

national language to counter the "radical" communist movement. The National Language 
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Promotion Committee (also known as the Mandarin Promotion Committee or MPC) was 

charged with "standardizing" the orthography and pronunciation of Mandarin using the 

phonetic symbols. It answered directly to the Ministry of Education and oversaw all 

aspects of Chinese language education. This section of the paper will describe some of the 

principles and measures of the MPC as a social and historical backdrop to the language 

education reform that has come about in the past eight years. 

Several principles were adopted by the MPC to promote the national language 

(Chang, 1995; Fang, 1969): 

• Mandarin Chinese was to be the sole Chinese language or dialect spoken in 

schools, government agencies, broadcasts and public forums. Violation of 

this rule was considered a violation of the spirit of nationalism. Severe 

penalties were exacted on those who violated this rule. 

• The pronunciation of Mandarin must follow the Peking accent and the 
Mandarin Phonetic Alphabet was the means to achieve this end. 

• Language education was under the direct jurisdiction of the MPC. which had 

subcommittees at the provincial and local levels to enforce the rules. 

Generally speaking, the promotion of Mandarin was successful. Huang estimated 

in 1994 that 82.5% of the Taiwan population could speak Mandarin, and the 1993 

population statistics from the Ministry of the Interior showed that 93% of the population 

were literate (cited in Huang, 1994) as compared to less than 13% who spoke Mandarin in 

the 1940s with a literacy rate of 56.01% in 1940 (cited in Ko, 1991). 

It is clear that the educational system served government policy, but perhaps at a 

cost. Before 1900, many languages flourished in Taiwan; speakers of the southern Min 

dialect (also called the Taiwanese dialect) who were descended from Chinese who arrived 

from the mainland over the past several centuries, and the many languages of the 

indigenous tribes of the island. All these people were assimilated into Mandarin speakers, 

and some of them were unable to appreciate their own native cultures. As Huang (1994) 
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states, the government used the myth of Chinese ideology and nationalism to educate 

Taiwanese people. He called it domineering, exploitative and unethical. 

Reading and Language Arts Textbooks 

Before 1994, there was only one set of reading and language arts textbooks for 

elementary education in Taiwan. This was edited and published by the National Bureau of 

Translation and Compilation (Bureau) which set up committees of scholars 

and practitioners to edit all textbooks used in Taiwan. While the Language Arts Committee 

(LAC) consisted of schoolteachers and prominent authors of children's literature, only 

those who adhered to the national policy were included in the committee. There was no 

clear theoretical or research basis in the committee, but there was a clear policy and 

authority. The committee chair had always been a member of the MPC, and he was the 

final authority on the textbook. 

In 1988, the Ministry of Education requested a new set of textbooks and a new LAC 

was formed. The new committee includes all the previous authors, professors of classical 

Chinese and philology, several schoolteachers who had distinguished themselves as writers, 

experts from the MPC, an educator from the Ministry of Education, and two members from 

the Taiwan E*rovincial Institute for Elementary Schoolteachers Inservice Education 

(Institute). 

Participation from the Institute has an interesting background. The Institute had 

had a research department funded by the Ministry of Education to conduct curriculum 

research and develop new curricula for elementary school. Experimental curricula were 

field tested and revised two times before submission to the Bureau for final revision and 

program for use by the entire country. This work began in the 1970s and included the 
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natural science, mathematics, and social science textbooks, but not the language arts 

textbooks. They were deemed too important to be handled outside the Ministry and the 

MFC. Nevertheless, the Institute did have a language arts team that conducted research in 

literacy education beginning in the late 1970s. 

The following are some of the principles used in producing the textbook: 

• The vocabulary (characters) and the order of appearance should be controlled, 

so that each lesson only contains a small number of new characters that the 
student must copy and practice. All new characters were written in isolation 

at the bottom of the page to facilitate learning. 
• The length of each lesson is controlled. For first and second grades, 

everything had to go on two pages. 
• The length of the textbook was also controlled. Students would use one 

textbook every semester. The previous textbook had 24 lessons each. The 
revised textbook had 21 lessons each, a concession to schoolteachers who felt 
that they could not teach 24 lessons thoroughly in one semester. 

• The content and sentences must be simple to make it easy for young children 

to learn. The idea was that we must make the sentences simple to allow 

children to learn the complex Chinese characters first. 
• Only "standard" Mandarin Chinese was allowed. Linguistic accuracy or 

purity was more important than authenticity. For example, although most 

children addressed their grandparents in the Taiwanese dialect, the standard 
Peking form of address must be used in the textbook. 

• The lessons must be in "standard" geru^es - stories, poems, essays, formal 
letters, exemplary diaries. Recipes, flyers, instructions, notes, and messages 

were not considered standard. 
• The lessons should include only positive role models (for example, no 

divorced families) and virtuous concepts. 

• The illustrations must also demonstrate socially acceptable attire and 
behavior (for example, tree climbing would be too wild). 

The textbook produced by this committee basically followed the philosophy and 

format of the previous set of textbooks, which was produced in the 1950s to teach 

Taiwanese children Mandarin. Over half of the texts were identical to the previous 
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textbook. Some of the new lessons were modified to reflect the view of the current society, 

for example, women were given greater prominence and were depicted in more 

traditionally masculine activities. 

Chinese scholars have also been influenced by their study of western grammar and 

sentence structures. Many linguists began to examine Chinese sentence structure and 

grammar. Although the linguists discovered that Chinese sentence structure is very 

different from that of English, many educators were impressed with the sentence patterns 

for teaching English as a foreign language and applied the teaching of sentence pattern in 

teaching Chinese. To this day, the teaching of sentence patterns remains an important part 

of learning to speak and to write Chinese sentences, even for native speakers of Mandarin. 

The Teaching Method 

For more than 30 years, every student studied the same language textbook all over 

Taiwan, and all teachers taught in the same way, according to the teacher's manual. The 

standard instructional procedure was called the General Method 

The General Method seems to make several assumptions about language learning: 

• Students coming into first grade cannot be expected to know any Mandarin 

vocabulary, a holdover from the days when most families spoke only 
Taiwanese. 

• The meaning of every character must be taught precisely, a holdover from the 

days when children started to leom classical Chinese in first grade. Classical 
Chinese is very different from modem Chinese and can be considered a 

different dialect in itself. 

The problem is, after several generations of Mandarin immersion, most people in 

Taiwan speak and read Mandarin fluently, and many children speak Mandarin as their first 

language. Even in the rural areas, children come to school able to comprehend oral 
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Mandarin, which they had picked up from television. Therefore, children begin their 

schooling with rich knowledge and information they received from various resources such 

as media, print environment, etc. They differ from children 40 years ago not only in 

language experience but also in thinking. 

Teachers who adhered to the General Method would teach every lesson in exactly 

400 minutes and complete the following steps in order: (ROC. Minister of education, 1993; 

Lo, 1998; Chen, 1991) 

• Motivate students to learn the lesson with stories, personal experience, or 
with an activity to show that the lesson is about an important topic. 

• Read the lesson aloud, perhaps two to three times, first with the teacher 
leading and then independently. The purpose is to make sure the students 

know how to pronounce the characters correctly. 

• Have students recall the content of the lesson by asking questions. This is a 
way to get smdents to give a summary or to tell the main idea of the lesson. 
One big controversy has been whether to teach the main idea right after 

reading or to teach it after the in-depth analyses. 
• Go through new characters. The teacher goes through the pronunciation, the 

order of strokes, the number of strokes, the radical, the dictionary meaning, 

and the words that might contain the characters. Students have to write these 
characters five to ten times for homework. 

• Go through the new words. The teacher explains the meaning of the words 
formed by the new characters. Students are expected to write down the 

definitions of the words, to memorize the deflnitions and to make sentences 
with the new words. A second big controversy has been whether to introduce 

characters first or words first. 

• Go through the sentence patterns in the text. Teachers lead the students in 
making up new sentences with the sentence patterns. 

• In-depth analyses are done in two parts: first on content, then on form. A third 
great debate has been whether these two can be separated. The analysis of the 
content is supposed to help students comprehend and extend the knowledge 
gleaned from the test. Many teachers understand this as teaching content 

knowledge rather than teaching literature. The analysis of the form is a lesson 
in essay writing. Since the text is a "model" essay, students are encouraged to 
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imitate the organization and techniques of the text and to write similar pieces 

of writing. 

Essay writing is not done after every lesson, but after every three or four lessons for 

a total of eight essays each semester. Typically, the teacher will give students a tide, help 

them make an outline and set them writing on their own. The goal is to be able to write an 

exemplary essay immediately without errors or revisions. Twenty years ago, fifth and sixth 

grade students were expected to practice essay writing using brush calligraphy. The 

concept of process writing and repeated revisions is extremely foreign to Chinese teaching 

of writing. 

After every three or four lessons, the teacher reviews the entire unit by having 

students reread phrases that appear in the lessons, giving more exercises and quizzes. 

The instructional process described above remains the same from first through 

sixth grade, no matter how much the texts differ and how the students' knowledge and 

backgrounds differed. The instructional time is spent on the teaching of language 

knowledge. In terms of Halliday's (1979) language acquisition model, students in Taiwan 

were learning about language, but did litde learning through language or learning 

language. 

Chinese teachers place a strong emphasis on reading education, but reading 

comprehension is not really taught because it is thought to be a by-product of learning to 

decode characters. It is assumed that if the student can recognize the characters and 

understand the words, he would automatically understand the text, so students are taught 

isolated skills and knowledge of characters, words, and sentence structures. The teacher 

assumes that students can achieve comprehension by accumulating and putting together 

these skills on their own.. 
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It is the same with teaching literature. The teacher teaches knowledge about the 

works of literature rather than on the response to the work. Critical thinking is a written 

goal of the curriculum, but in practice, it is not taught as understood in the wesL Most 

Chinese professors and teachers hold that there is one standard, and correct, interpretation 

for any text, so there is no literature discussion, just a lot of questions and answers to test if 

students know the standard interpretation. The teacher pays attention to the writers' 

meaning, but does not deal with the reader's personal meaning. In fact, many teachers are 

concerned that their personal interpretation might be incorrect and rely on the teacher's 

manual to interpret the text for them. Since the meaning is in the text, teachers encourage 

students to improve their comprehension of the text by reading aloud and better yet. to 

memorize the text, because it is general knowledge that memorization helps students write 

better essays. Silent reading and independent reading are encouraged, but not at the 

expense of learning the assigned texts. One of the main reasons for reading is for learning 

to write. 

Whole Laneugge Theory and Chinese Language Education 

Is whole language theory appropriate for the teaching and learning of Chinese? 

Obviously, we cannot arrive at an answer without thorough consideration of the nature of 

the language, the Chinese educational system, and the cultural use of the language. 

However, there are many aspects of whole language theory that should transcend the 

intricacies of the symbolic system employed in specific languages. For instance, whole 

language theory emphasizes the communicative function of language, and the primacy of 

meaning over form, something that is true for any language (K. Goodman, 1986). In terms 

of literacy development, it sees the child as an active constructive learner, trying to make 
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meaning out of visual and aural symbols, something that I have observed in my own 

research with Chinese children This is probably a universal developmental trait that 

occurs in every culture. Whole language theory encourages the use of literature and 

materials from many genres to bring beauty and authenticity into language learning, again, 

a concept that is possible and sensible in every language (K. Goodman, L986; Weaver. 

1990). Thus, regardless of the language and culture, whole language theory does have 

something to offer teachers, educators, and parents in terms of language education. 

It is only when we look at the process of reading and writing that the nature of the 

written system comes into play. There are several linguistic reasons that seem to indicate 

that whole language theory may be considered for teaching reading in Chinese. Firstly. 

Chinese writing is non-alphabetic, and there are many homophones in oral Chinese, so 

there are fewer cues for sounding out characters than in other languages. Since many 

Chinese characters also look similar, this means that context cues are extremely important 

in deciphering the characters during reading. Indeed, this is what Wu (1994) found in her 

research with first grade children in Taiwan. This means that teaching children to read for 

meaning and to construct meaning is extremely important for learning to read Chinese. 

Unfortunately, not all Chinese educators believe this. Many assume that reading 

characters perfectly and understanding them perfectly lead to perfect comprehension. This 

assumption has made them extremely conscientious about teaching the meanings and 

sounds of characters, rather than teaching reading comprehension strategies. Perhaps, if 

these educators are introduced to the works of Smith (1973a). who wrote: 

The reader who concentrates on identifying every word correcdy will be unable to 

read for meaning. Reading the words perfectly does not necessarily lead to 

' See Language stories and literacy development of two Chinese children in Taiwan in this dissertalion. 
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comprehension. It is only by reading for meaning first that there is any possibility 

of reading individual words correctly (p. 80). 

If this is true for English, it is even more to the point for Chinese reading, for 

characters carry no more than an approximate clue, if any at all. for sound, and these 

characters change their meaning in different contexts. It is not uncommon to have more 

than ten meanings for a frequently used character. 

The same can be said for teaching writing in Chinese. Although learning to write 

characters correctly is repetitive and does require quite a bit of rote memory, the process of 

writing messages, thoughts, and narratives has less to do with making characters than 

making meaning. Again, whole language theory would make an important contribution to 

the teaching of writing in Chinese because it emphasizes the communicative function of 

language rather than the precise form of the symbols made. Since there are many 

homophones in Chinese, beginning writers without adequate exposure to different 

characters often substitute another character of the same sound, to the chagrin of teachers, 

who must mark the student incorrect, just as the traditional English teacher might be upset 

with incorrect spelling. Knowing more about whole language theory would probably help 

these teachers feel much more comfortable about accepting alternative characters in the 

students' developmental writing. 

Some kindergarten educators in Taiwan believe that whole language is a viable 

educational gimmick, if not actually a viable theory to inform literacy education. In the 

past several years, there has been a rash of kindergartens with the "bilingual" and "whole 

language" affix. Just like the "Montessori" kindergartens 10 years ago, many bear the affix 

in title only. Just as the Montessori teachers who did not know how to use the specialized 

instructional aids for Montessori teaching, many whole language teachers in Taiwan know 

little about the theory of whole language, except that children do not need to use textbooks 
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and could read story books instead. Most of them either leave children to their own devices, 

or teach reading and writing in much the traditional way. 

Given what I have reviewed in this section of the introduction, here are some of the 

reasons why I have written a whole language resource book: 

• I believe that whole language is worthy of introduction to Chinese teachers, just 

so that they do not grossly misuse the theory. 

• I think that whole language can make a difference in literacy education because it 

stresses areas in reading and writing that traditional Taiwan literacy education has 

missed. 
• I believe that whole language theory has universal applications that transcend the 

sjTTibolic system of the written language. 

Recent Educational Reforms in Taiwan 

Recent Policv Changes 

For the past 20 years, Taiwan has been changing rapidly in terms of political, 

economical and social situations. Following the withdrawal of martial law in 1987, many 

previous policies were eased, such as freedom of information, the press and media. 

freedom to travel outside Taiwan and in China, forming new political parties, direct 

presidential elections, alternative textbook programs, etc. Together, they show that the 

country is moving toward a more open and democratic society. In this section, I will track 

progress in the opening up of education in Taiwan, based on government documents, 

reports from educational associations, newspaper and magazine articles. The intention is 

to give a picture of how far policy has come from a very structured system and limited 

ideas to the present stage that the American observer may still see as quite regimented and 

inflexible. 

Voices from the public. As martial law lifted, the public began to express their 

opinions in magazines and articles. Most adults agreed that their children are working hard. 
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but felt that something was amiss in the educational system and curriculum. They felt that 

future citizens were not getting useful knowledge and learning strategies that helped them 

function in daily life. Here are some excerpts of their statements: (Final Report of 

Educational Reform of Consult Committee of Executive Yuen, 

1996; A beautiful new world for education A hope 

for next century [^ti:IS^^X-^Sn],l999). 

• Education must change. Learning words does not represent the elimination 

of ignorance. Increasing years of compulsory education does not increase 

wisdom in life. 
• Our educational system does not nurture creative thinking. Instead, it kills 

students off day by day. We must not be complacent with our level of 

literacy; we must be concerned with the quality of literacy. 
• Most of our children are not learning happily. They are not only lacking 

happy learning experiences; many of them are suffering. 
• Going to school makes too many people unhappy. It is time to change 

education. 
• Most people agree that the learning experience of our students is not joyful. 

The curriculum must take this responsibility. 
• Using the current curriculum, our students do not leam, nor do they like to 

learn. 
• Curriculum should favor and support the learner, not the expert. 

• It is necessary to bring justice and fairness to education, the democracy to 
campus, and rights to teachers and students. However, without putting 

educational reform into action, these are all in vain. 
• School education is disconnected with society. 

Taken together, the public is dissatisfied with the curriculum content and its 

relevance to society as well as with the way the curriculum is delivered to students. Most 

agree that learning is tough on children. Although the Ministry of Education has promoted 

the slogan "normalize education" for many years, grades are competitive, tests and quizzes 

are given almost daily, and homework keeps students up every night often past midnight. 

Survey after survey, interview after interview revealed that students dreaded exams, that 
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the main source of stress come from exams, that they wished exams could be decreased or 

discontinued. However, although government memos directed teachers to reduce the 

number of exams, the stress continue because many educators, teachers, and parents still 

believe that exams are the only means of making sure students learn the curriculum. 

410 Educational Reform Demonstration - a bottom-up movement. On April 10, 

1994 (410), the Humane Education Foundation organized a grassroots demonstration in 

which many civic associations, human rights and women's rights organizations, parents, 

educators, teachers, and students marched in the streets to call for educational reform. This 

was a cornerstone in educational reform, because many people paid attention to their 

slogans: "free education," "small class, small schools," "modernize education." implement 

basic education legislation," and "more higher education." After this demonstration, 

educational reform became a social movement. 

Response from the central government. In September 1994, the Executive Yuan 

responded to the 410 movement by setting up the "Educational Reform and Consulting 

Committee." The important role of the committee is emphasized by the fact that it was 

headed by a Nobel Prize winner who was also the president of the National Research 

Academy (Academica Sinica). Committee members came from a diversity of professions, 

and they communicated with the public in public forums, via the internet and published 

newsletters. In December 1996, the committee published their final report to the 

government. Below are highlights of the report (Final Report of Educational Reform and 

Consult Committee of Execudve Yuen, 1996). 

The report states that education in Taiwan has been improperly controlled for 

decades due to a number of complex factors, including martial law, curriculum policies, 

compulsory education policies, control of teacher associations, evaluation policies, and 
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ways in which new schools were set up. Although education played an important role in 

the development of Taiwan, many of the policies did not reflect the needs of current 

society. 

The report listed eight problems in current education: 

• Education is conservative and inflexible, reform is too slow for the rapid 

changing pace of society. 
• Education in the school is disconnected with the needs of the society. 

• A lifelong educational system needs to be set up. 

• There should be equal opportunity to receive education. 

• The test-oriented system is overly focused on the learning of subject 

knowledge. 

• The curriculum, textbooks and assessment must be improved. 

• A multiple track teacher education system needs to be set up. 

• The efficiency in the use of educational resources must be improved. 

The report based its recommendations for reform on four principles: 

• Deregulate education. 

• Guarantee the right of learning. 

• Protect the educational rights of parents. 

• Protect the teachers' rights to make professional decisions. 

The report gave five major directions for educational reform: 

• Deregulate education: The government should release the control of 
education, especially in teacher education, writing of the curriculum, granting 

of higher degrees, and the founding of private schools. 

• Take care of every student: The current instruction only takes care of the top 
30% of the students and ignores the rest. Smaller classes and greater 

flexibility in the curriculum would help to remedy the problem. 

• Increase diversity in higher education: There is too much competition for a 

limited number of places in colleges and universities, leading students to 
cram for difficult exams that dampen their interest in learning and impede 

their personal development. The committee suggested multiple tracks and 
giving greater flexibility in college entrance criteria. 

• Increase the quality of education: This should be done by giving more respect 

to the professionalism of schoolteachers. 



55 

• Build up lifelong learning: We should think of the whole society as an 

educational system, so there should be opportunities for older people to return 

to school and pursue a degree. 

Most important of all, the committee gave priority to "educating every single 

student." They further suggested changes in related legislation and administration. Here 

are two of them: 

• Adjust the administration of education in the central government. 

• Adjust the administration of instruction in elementary and secondary 
education. 

Lee, the chair of the committee, insisted that education should be a pleasurable 

experience for every student and show respect for each individual student. He further 

argued that without changes in the curriculum, educational reform could not be put into 

action. 

In response to the recommendations of the committee, the Legislative Yuan passed 

several important pieces of legislation, including the Teachers Act and the New Public 

Education Act. The next section will describe some of the new policies now in place, in 

comparison with the previous state of affairs. 

New policies. 

1994 Teacher Education Act. Before 1994, only graduates of the three normal 

universities and nine teachers colleges could be certified teachers. Graduates of other 

colleges and universities had to pass an exam and take a number of courses from the 

teachers colleges in order to be certified. In this way, teachers were educated in the same 

way by the same people. The Teachers Act opened up preservice teacher education to all 

universities with a school or department of education. This brought greater diversity to the 

teaching profession and brought new perspectives and alternative voices into the schools. 
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1995 Teachers Act. This was a cornerstone in Taiwan educational history. Previously, 

teachers were considered government officers who must act according to regulations for 

civil servants. This included the prohibition of teacher organizations. The Teachers Act 

allowed them to form associations to raise issues of the rights and privileges. This act also 

allowed parents to have "a say" in school administration as members of committees for 

evaluation, hiring of teachers, and selection of textbooks. Also, for the first time, teachers 

could form peer evaluation committees, search committees for hiring new teachers and 

principals. This act brought democracy to schools and campuses, and has been especially 

important in making changes in elementary and secondary schools. 

1996 Textbook Publishing. This legislation allowed the public sector to write 

textbooks for elementary schools. Teachers and parents can now choose textbooks for the 

children. Before this, the entire country used the same set of textbooks, written by 

government appointed committees. 

1998 Nine-Year Curriculum Guidelines. The program of these guidelines replaced 

the guidelines set in 1994. It is important in the decentralization and deregulation of power 

in education. The setting of detailed guidelines was left to professional associations and 

the public so that the curriculum could respond to the rapidly changing society in creating 

materials that would be connected to daily life. The Minister of Education said the basic 

principle of the reform was to let students carry around skills and knowledge that they can 

use, not just carry around school backpacks. The new curriculum will probably not 

produce more experts; but it will educate more citizens who know how to live and function 

in real life. 

These are some important characteristics of the new guidelines: 

• These are guidelines rather than standards. It is a reference guide for teachers 
and curriculum developers. 
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• Basic skills guidelines will replace the listing of subject content. 

• Focus on the integration of learning, breaking the compartmentalization of 
knowledge into narrow subject areas. 

• Promote school-based curriculum. Schools can choose the textbooks used to 

give learning centered rather than subject knowledge centered teaching. 

• Integrated and multiple forms of evaluation. 

• Emphasize flexibility and multiplicity. 

In general, the new guidelines strongly indicate empowerment of teachers as 

instructors and curriculum designers, creating meaningful and functional curriculum and 

learning experiences, ideas compatible with the philosophy of whole language education. 

Therefore, it seems that the time is ripe for educators in Taiwan to engage in more 

discussions in this area. 

1999 New Public Education Act. Compulsory and free education is offered by the 

Taiwan government from first through ninth grade. The New Public Education Act 

relinquishes much of the authority of the government in making policy for public schools. 

Listed below are some major changes legislated by the Act. 

• Before 1999, the government discouraged the operation of private schools. 

After 1999, much greater freedom was given to private schools. 
• Before, principals were assigned to schools by the government. Now, 

principals can be selected by teachers or parent and teacher committees. 
• Before, the govenmient planned research projects, experimental programs, 

and how the results were used. The law now allow schools and educational 

associations to conduct research and to try out new programs. 
• The nature and contents of the national curriculum used to be solely the 

responsibility of the central govenmient. It is now for the local governments 

to decide on curriculum development, textbook adoption, and pedagogical 
practices. 

• Textbooks used to be written and edited by committees appointed by the 
central government, developing a single textbook for the entire country. Now, 

private companies can write textbooks that are reviewed by centrally 
appointed committees. Thus, schools and teachers can select materials from 

many different versions of the curriculum. 
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To summarize this section of the introduction, it is quite obvious that Taiwan 

education is being revolutionized at breaicneclc speed. Whenever there is rapid reform, 

theory and practice cannot keep up with the change. Sometimes the baby gets thrown out 

with the bath water. Sometimes the changes cannot take root because too much is asked of 

it at once, and disappointed teachers may then return to the old ways. This is a time to 

introduce iimovation that has a sound theoretical base. I believe that whole language 

education is supported by a solid theory, that it is not clearly understood in Taiwan, and that 

a resource book on whole language should be an essential part of the reform package 

introduced to teachers and educators. This is why I am writing this book. 

The Role of Teachers in Educational Reform 

Teacher Education 

"In one year at the Institute, I have explored more concepts and practices than I ever 

even heard about during my four years in teachers' college. Why didn't you introduce 

them to me?" Jin-Chue asked her professor at the National Taipei Teachers College where 

she recently graduated from the Department of Chinese Language Education. After one 

year of classroom teaching, she joined the curriculum development team at the Taiwan 

Provincial Institute for Elementary Schoolteachers Inservice Education as a research 

teacher on the Chinese Language Experimental Curriculum Development Project. 

Banking Education 

The paucity of information for practicing teachers applies also to preservice 

education. The system of teacher preparation in Taiwan reflects Freire's (1970) description 

of education - "banking education," and Dewey's (1966) metaphor of "pouring in." In our 
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teachers colleges, most students acquire knowledge through didactic lectures and from 

government-published or government-approved texts. The material and knowledge 

deposited in students is drawn from the "central bank of knowledge" (Shor, 1992). The 

central bank is comprised of the standard curriculum and syllabus in schools, traditional 

canons in academic disciplines, and culturally or politically 'pure* knowledge. It is an 

authoritarian transfer instead of a democratic experience; the central bank of education is 

exclusionary instead of being inclusive (Shor, 1992). In Taiwan, the chief banker is the 

Ministry of Education, and the executives are the professors in teachers colleges who are 

responsible for both preservice and inservice education. 

Many teacher educators in Taiwan actually believe the concept of "pouring in" is a 

reasonable response to social justice and to the quality of education. 

Inquiry Education and the Culture of Silence 

Critical thinking, creative thinking, and problem solving are listed in the national 

curriculum s'lndards, but they are seldom offered in practice, and least of all in teachers 

colleges. This kind of system gives a hint to teachers: they are not supposed to think; the 

minister of education, the professors, and the experts will do the thinking for them. It is the 

perfect companion to banking education because it guarantees that teachers will follow the 

rules and guidelines set out by the central authorities. Even when teachers find problems in 

practice, they do not challenge the ideas behind the practice. They think that they have not 

understood the theory and the "facts" well enough, and that they must go back and consult 

the experts. 

"Freire convincingly demonstrates that literacy can serve either to liberate human 

beings or domesticate them" (Mackie, 1980. p. 2). "Without an increasing critical 
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consciousness, men are not able to integrate themselves into a transitional society, marked 

by intense change and contradictions" (Freire, 1996, pp. 15-16). When I read Freire, I 

often think about Taiwan. Taiwan is experiencing a transitional process toward democracy. 

Although Taiwan has a higher literacy rate and a higher percentage of college educated 

citizens, many of them do not think and act critically. Our citizens are highly literate in 

school knowledge and subject knowledge, but low in their literacy concerning social and 

cultural issues such as education. This is what Freire (1996) calls the "culture of silence." 

a byproduct of our whole educational system. This "culture of silence" is especially 

critical for our schoolteachers. They have been silent for decades because the system did 

not encourage them to bring their lives and beliefs to the classroom. In order to change the 

classroom, we must start in the teachers colleges. We must raise their level of inquiry; we 

must let them practice critical thinking in their learning process. 

The theory of whole language is an ideal base to ignite critical thinking among 

teachers. It was, and continues to be, a grassroots educational movement in America. It 

can serve the same purpose as a catalyst for critical inquiry into language education in 

Taiwan. Regardless of whether the tenets of the theory are applicable to Taiwan education, 

the issues that whole language raises, and the ramifications it has for practice present a 

challenge to current theory and practice that needs to be addressed. For this reason, I think 

that a program or a series of conversations about whole language would benefit teacher 

education in Taiwan as part of the curriculum in critical thinking and inquiry. 
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Teacher Change 

Empowering Teachers 

"Could you share with us more alternative thinking toward literacy education in 

Chinese? We love to try new ideas as long as you inform us." Yu-Hah was one of the 

elementary schoolteachers attending the workshops for teachers who are invited to teach 

the experimental curriculum. Like many other enthusiastic workshop participants, she was 

an experienced elementary schoolteacher. She had been teaching at a prestigious public 

school in Taipei for 15 years, and had participated in many experimental projects in literacy 

education. Yu-Hua continued, "The General Teaching Method is burning up both me and 

my students, but we are discouraged from departing from it. Moreover, the General 

Method is the only pedagogy taught in the teachers colleges and in inservice workshops. 

They seldom informed us of any different perspectives in literacy education. Now, with the 

experimental curriculum, we have a chance to explore a different perspective and new 

methods of teaching Chinese. This is the first time we are encouraged to teach without 

adhering to the General Method. We want to hear more about the new ways of thinking 

through our work in the classroom. Let's do it together." 

There are many teachers like Yu-Hua in Taiwan. Some of them, like Yu-Hua, are 

inspired by the experimental curriculum. Others are dissatisfied with the status quo, but 

have no place to turn to get new ideas. I want to write a book about whole language for 

these teachers. 

Empowerment is a popular philosophical term in professional textbooks in Taiwan, 

but it has never been truly carried out in practice. Indeed, educators and policy makers are 

disempowering teachers because they impose a narrow knowledge base and a standard 
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teaching method on the teachers. Both students and teachers are disempowered because 

they are not provided alternative thinking to nurture their knowledge and critical thinking. 

One of the major goals of the resource book is to awaken the awareness of 

empowerment and of professionalization in teaching. By providing alternative 

perspectives from folk theories popular in the schools, and by encouraging inquiry and 

reflection in teachers concerning their own practice and the mandated curriculum, perhaps 

teachers can finally change in a profound way. 

Giving Trust to Teachers 

Empowering teachers has a side effect. We can break the stereotype that 

curriculum developers and professors in teachers college hold of the elementary 

schoolteacher. The stereotype is of the teacher is a conservative and passive practitioner 

who is resistant to change. 

"Honestly, I do not have confidence in our students." Professor Hsu of Hualien 

Teachers College often showed his worry when we tried to bring new practice to the 

curriculum. I have asked him many times why he does not trust his students. He explains 

that "It is because I know my students and the system well. Our teachers are not ready to 

teach in such an alternative approach because it is not the way we train them in the colleges. 

I do think they can benefit from the innovative approach; unfortunately, I just know that not 

many teachers have the ability to do this. They are not prepared." 

These kinds of remarks are common in discussions during curriculum development 

meetings. Educators are always debating what teachers can do and want to do. It seems 

that we trust our young students to learn, and we believe that they can leam better if we 

have better teachers and better instructional materials, but we do not seem to trust that 
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teachers have the ability to leam from their experience or to leam from each other. I would 

like to help teachers break this stereotype 

Freire (1990) slates that educators talk about people but they lack the trust in 

people's ability to think and desire to leam. Therefore, professors do not trust their 

teachers-to-be and do not trust teachers to be active learners, so teachers leam not to trust 

their students. 

The fact that teachers do not show the trust to students influences teaching and 

learning styles. Shor (1992) argues that 

Students pay attention to the teacher's words, not because the content is inspiring 

but because they want to see what the limit and the rules are and to pick up on the 
teacher's values. If they can mimic the teacher's words and values in discussion, on 

a paper, or on an exam, then it is easier to get a good grade, (p. 138) 

Those students "mimic the teacher's words to get by with the least effort and the highest 

grade" (Shor, 1992, p. 139). 

"Wow! 98 points. This student must be very critical and creative to get almost the 

full points in this test." I was talking to Professor Chen, who was grading the final exam 

papers from his children's literature class at Taipei City Teachers College. "Yes, this 

answer sheet is almost perfect." Professor Chen responded proudly, "She memorized all 

my handouts and lectures, and answered all the questions perfecdy. I should have given 

her 100. but it isn't proper to give full points for a literature test, so I gave her 98 points" 

Professor Chen is one of the top teacher educators in Taiwan. His lectures are 

meticulously prepared and he makes sure that his students remember everything that he 

teaches them. His students produce lesson plans that he corrects and grades in accordance 

with a strict format and the standard teaching method. His speeches to public school 

teachers are considered extremely valuable because he specifies the exact steps one should 
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take in teaching a lesson in the basal reader. His students win prizes at the story writing 

contests because they can follow the blueprint for a successful entry. 

Professor Chen's story is duplicated in our schools every day and everywhere. 

Worse still, many educators give credit to this imitative, behavioristic approach. Some 

practice it without awareness; those who are aware of it compromise themselves to the 

dominant system. This is one of the reasons why Chinese language education in Taiwan 

maintains its traditional mediocre standard: teachers follow their professor's or 

administrator's precise directions "to a T," believing that there is one best way to teach, and 

believing that their professor has perfected that best teaching method. This trust in the 

experts and lack of trust for their own ability has prevented many teachers from expressing 

and testing their own ideas of teaching. 

Teachers as FVofessionals 

To Chinese, Confucius is the teacher of teachers, and revered almost as a saint. For 

thousands of years, the Chinese teacher has been a professional who not only transfers 

knowledge, but also morals. Just as a doctor treats the patient rather than the disease, a 

teacher should teach the student rather than the subject matter. 

Western thinkers hold similar notions of the teacher as a professional. Brint (1994) 

sees both a technical and a moral aspect to professionalism. Shulman (1998) characterizes 

the teacher is a professional who exercises judgment under conditions of unavoidable 

uncertainty with support from their scholarly understanding of a domain. He argues that a 

theoretical knowledge base is central to a profession because practice changes comes from 

the new understanding of the knowledge and new perspective of the world. 
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Therefore, as we attempt to empower teachers, to raise them to the level of 

professionals, we must supply them with adequate theory and knowledge to help them 

grow as professionals. With some background in whole language theory that I aim to 

supply, perhaps they will be able to "foster the combining of theory and practice in local, 

situated judgment" as Shulman (1998) has envisioned. 

Teachers as Consumers and Producers of Knowledge 

Freire and Macedo (1987) criticized the traditional practice of too much focus on 

know-how instead of knowing. In all the teacher education programs. Taiwan teachers 

have been convinced that the teachers' guides provide the most efficient and "scientific" 

way of teaching and learning, developed by "curricular experts." Indeed, in the past five 

years, with the cries of educational reforms in the air, teachers are encouraged to teach 

flexibly and to bring in outside information. But there seems to be a limit as to how much 

outside information they should bring in, and what kinds of information they have to bring. 

Most teachers feel that they can only bring in outside information after they have 

finished the mandated curriculum. They are most often treated as the consumer of the 

standard curriculum and its associated teachings. When we examine the research that 

serves as the theoretical base of the curriculum and current practice, we find that most 

studies are quantitative research, predominantly questionnaire surveys, conducted by the 

government to support their pre-determined policies. Examples that come to mind are the 

Experiments on Phonics Instruction Mastery Learning High 

School Enu-ance Plan and Open Education Much of the 

research that attempts to look into improving language instruction do so without 
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challenging the assumptions of the standard Chinese curriculum in terms of how children 

learn and process language, how they leam to read and write. 

I feel that teachers must be introduced to many more research findings than they are 

now privy to in order to improve instruction and make learning efficient, interesting, and 

exciting. I believe that with the waves of reform flooding them, they are now ready and 

able to take in and use large amounts of information. They will need to leam about new 

theories about literacy education in a form that they can relate to and apply in the 

classroom. 

Action Research 

One way to explore the idea of teachers as consumers and producers of 

knowledge is through action research. For example. Stenhouse (1983) in a frequently 

cited article, "Research as a basis of teaching," mentions that "the seeker, the questioner, 

the researcher, is always at an advantage vis a vis the person who claims to be a knower; 

hence, the dramatic structure of Plato's dialogues. One can combine inquiry to teach 

the student to question the instruction" (pp. 183-184). 

Action research, like whole language, is a philosophical movement that informs 

theory and practice, but unlike whole language, it has a broader scope that includes 

education and other areas of social action (e.g.. health, counseling, agriculture, etc.). 

According to Elliot, action research is defined as "the smdy of a social situation with a 

view to improving the quality of action within it" (Elliot as cited in McKeman. J., 1996, 

pp. 3-4). McNiff (1991) points out that there are many definitions of action research 

because this it an emergent movement with many interpretations. However, one 

definition that she mentions highlights how action research can be particularly useful 
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for educational purpose. 

Action research is a form of self-reflective enquiry undertaken by participants 

(teachers, students or principals, for example) in social (including educational) 

situations in order to improve the rationality and justice of (a) their own social or 

educational practices, (b) their understanding of these practices, and (c) the situations 

(and institutions) in which these practices are carried out. (Carr and Kemmis, 1986, as 

cited in McNiff. 1999, p. 2) 

Robertson (2000) highlights the following three major principles of action 

research: reciprocity, reflexivity, and reflection. Reciprocity suggests that research and 

new knowledge depend on each other (p. 309); reflexivity suggests that action research 

is guided by a tension "'for action and the utilization of the knowledge" (p. 313); and 

reflection suggests that action research can bring "a critical awareness about school 

leadership"(p- 320). 

In a sense, action research is used to achieve the goals of the participants and the 

goals of the researchers. These goals include not only the identification of findings but 

also their application in specific educational settings. For example, McKeman (1996) 

has stated that "action research is a systematic self-reflective inquiry by practitioners to 

improve [their] practice" (p. 5). Also, Bogdan and Biklen have mentioned that "action 

research is the systematic collection of information that is designed to bring about 

social change" (as cited in McKeman, J., 1996, p. 4). 

In addition to these ideas, action research has also been approached as a series 

of cycles of inquiry. This idea is reflected by Robertson's (2000) phase "theory [is] 

developing practice and practice [is] developing theory" (p. 309). In this dissertation. I 

would like to discuss whole language literature as a source of support that can lead to a 
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reflective practice among Taiwanese educators. My goal is to create a dialogue among 

us and gradually to develop both common and personal theories of language and 

literacy in relation to schooling. 

In giving workshops to teachers in Taiwan, I have found a thirst for new knowledge. 

In reviewing teacher's education in Taiwan. I have found a crying need to open their minds 

to inquiry. In observing teachers' increasing role in Taiwan's educational reform. I feel 

that they need a sounder theoretical base to understand language education to create new 

knowledge in this field. I have myself tried without success to find programs that would 

fill these needs for the teachers. For these reasons, I have decided to write a program about 

whole language specifically aimed at helping teachers. 

The Role of Knowledge-Based Teaching 

In the introduction, I described the conditions relevant to language education in 

Taiwan, past and present; I demonstrated the need for new information about literacy 

education among teachers. I explained why I intend to write articles about whole language 

theory for the teachers in Taiwan. This section will describe what I think teachers need to 

know from literature as well as my experience as a teacher educator. 

What Teachers Need to Know 

Shulman (1987) argues that a teacher's job is not only to manage the students but 

more important, to manage ideas in the classroom. Fenstermacher (1986) argues that the 

goal of teacher education is not to train teachers to behave in prescribed ways but to 

educate teachers to reason and to reflect on their teaching and to perform skillfully. Thus, 

as Shulman (1987) suggests, teachers must provide their choices and actions based on their 
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kjiowiedge. Therefore, teacher education must work with the philosophy that guides 

actions with the principles that support the choices teachers make. In addition, because 

teaching is concerned with both the process and the ends, the knowledge base should 

covers goals, methods, and strategies of education. Based on these suggestions, I want to 

make sure that my program helps teacher to reason, to reflect, and to make choices. 

Numerous researchers have described and delineated the knowledge base of 

teaching. Many of them are quite complex. For example, Elbaz's (1983) model has five 

categories of knowledge: knowledge of self; knowledge of the milieu of teaching; 

knowledge of subject matter; knowledge of curriculum development; knowledge of 

instruction. Shulman and his team (1987,1989) at Stanford University define at least seven 

categories: content knowledge; general pedagogical knowledge; curriculum knowledge; 

pedagogical content knowledge; knowledge of learners and learning; knowledge of 

educational contexts; knowledge of educational, philosophies, goals, values, and 

objectives and historical grounds. In the following discussion, I will use the four 

categories that Grossman (1990) developed to assist me in designing my program and in 

choosing the types of knowledge about whole language theory and practice to include in 

my articles for teachers. The four categories are subject matter knowledge, general 

pedagogical knowledge, pedagogical content knowledge, and knowledge of content. 

Subject Matter Knowledge 

No matter how skillful one might be in getting students to learn things, the quality 
of one's teaching depends in important part upon one's understanding the subject 
matter well enough both to choose appropriate learning and to design plans that do 

not violate the nature ot the subject matter. (Kerr , 1981. p. 81) 
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Subject matter knowledge would include knowledge of the content of a subject area, 

knowledge of the structural relationship between the content and substantive knowledge 

about the structure. 

Hashweh's (1987) research found that differences in teaching were correspondent 

to the differences in teacher's subject matter knowledge. The knowledgeable teachers 

were more likely to detect student's preconceptions and to interpret student's insightful 

comments; less knowledgeable teachers would actually reinforce student misconceptions 

and incorrectly criticize students' appropriate response. 

Other research shows that knowledge or lack of knowledge of the subject matter 

would affect how teachers construct their curriculum. Reynolds et al. (1988) found that 

teachers who are more confident in their knowledge of subject matter are more likely to 

depart from the organization of the content found in textbooks. Shulman et al. (1987, 1989) 

found that teachers' subject matter knowledge affected both the content and process of 

instruction, influencing what teachers teach and how they teach. They also found that the 

depth of the knowledge also influences the pedagogical choices. A teacher with a larger 

map of topics and skills in content knowledge, might be able to make more connections to 

more general topics to facilitate and broaden smdent learning. 

Shulman etal. (1987, 1989) further suggest that teacher knowledge must include 

the field's syntactic knowledge, that is, how the new knowledge is discovered. Without 

this deeper understanding, the teacher can only parrot information about the curriculum 

content, but in the end they may be unable to help students understand and assimilate the 

field's complexities. Without knowledge of the structure of a discipline, teachers may 

misrepresent both the content and the nature of the discipline itself. The content 

knowledge might affect teaching style and the selection of teaching materials. Lack of 
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content knowledge may affect the level of classroom discourse (Carlsen. 1988), and how 

teachers critique and use curriculum materials. 

Based on the above research, my articles for teachers must include not only the 

principles of whole language, but also the research that led up to these principles. They 

must also include the history of the development of whole language theory, and the 

relationship between whole language theory and other theories of language education. 

Information especially relevant to whole language instruction to Taiwan teachers 

would include the following concepts: 

• The concept that the principle function of language is for communication, 
especially the communication of meaning, and therefore learning a language 

is learning how to communicate meaning. 

• Basic knowledge about the Chinese language as it relates to reading, writing, 

and literature. For example, research on reading Chinese as a process of 

making meaning versus a decoding exercise. 
• Knowledge of reading as a transactional social-cultural psycholinguistic 

process. 
• Knowledge that the writing system is itself a language that communicates 

meaning, and not a subsystem of language. 
• Knowledge of authentic literature versus lessons with controlled vocabulary 

specially written for basal readers. 

General Pedagogical Knowledge 

General pedagogical knowledge includes knowledge and beliefs concerning 

learning and learners and instruction, including classroom management, and general 

knowledge about curriculum and instruction. 

The articles that I write will dwell less on this aspect, but assume that teachers can 

acquire this information from elsewhere. However, several aspects of language curriculum 

and instruction tliat are specially relevant to whole language will be touched upon: 
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• The concept of a personal curriculum. 
• Focusing on learning rather than teaching. 
• Problem posing along with problem solving. 

• Learning as an active process of construction. 
• Concept of the zone of proximal development. 

Pedagogical Content Knowledge 

Pedagogical content knowledge is "knowledge that is specific to teaching a 

particular subject (Grossman, 1990, p. 7). It is: 

. . . ways of representing and formulating the subject that makes it comprehensible 

to others ... includes an understanding of what makes the learning of specific 
topics easy or difficult; the conceptions and preconceptions that students of 

different ages and backgrounds bring with them to the learning of those most 
frequently taught topics and lessons. (Shulman, 1986. pp. 9-10) 

Grossman (1990) interpreted this as what Dewey reminded teachers to 

"psychologize" the subject matter for students, which means to rethink disciplinary topics 

and concepts to make them more accessible to students. He further claims that unless the 

teacher has learned a subject deeply and flexibly, he won't be able to guide students to learn 

deeply. 

Grossman (1990) generated four components of knowledge and beliefs related to 

pedagogical content knowledge: 

• Purposes for teaching a subject 
• How children learn in a subject matter, including students' understanding, 

conceptions, and misconceptions of particular topics. 
• Curriculum of the subject, including knowledge about the horizontal and 

vertical curriculum, as well as knowledge of materials available for teaching 

particular subject matter. 
• Instructional strategies and representations for teaching particular topics, (p. 

8) 
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I base my choice of pedagogical issues to cover in my articles on these four 

components of whole language teaching. Therefore, the articles cover the following kinds 

of information for teachers: 

• Teachers should know why they want to teach using the methods of whole 

language. 
• Teachers should know how children normally learn language, what makes 

learning language easy for them, what makes learning language hard for them, 
what kinds of errors and miscues to tolerate, etc. 

• Knowing the processes of reading, writing, speaking, and listening that 

children use, and how to help children do better 

• Methods and activities that ore helpful and not helpful in learning language. 
This is the part that will probably take up the most space in the resource book 

because teachers need many examples to help them understand the method, 

and the reasons behind the methods. 

Knowledge of Content 

This includes knowledge of the school system and the effects of the larger 

community and culture in which the school operates. This is the framework in which the 

teacher must operate. It includes not only the beliefs and values held by a community, its 

world view, and the particular language in which this takes shape, but also the notion of the 

specific set of practices necessary to encompass the discourse or ideology in life. The term 

framework combines theory and practice, and for teachers they are inseparable (Clandinin, 

1986; Elbaz, 1983). A framework carries the image of an outline, a coherent structure and 

it is the very structure in practice that holds peoples' work together: ideology and discourse 

give it shared meaning (Wien. 1995). 

Wien (1995) argues that understanding new models and practices requires a shift in 

mental framework. Nilson (1977) argues that one no longer assimilates material to present 
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structures, but shifts or accommodates the structures, in the process acquiring new 

possibilities for action. 

Western scholars have raised concern as to the difficulties in constructing desired 

practice, exactly the difficulty faced in Taiwan when new approaches are shared with 

educators. Green (1988) notes that it is difficult to be aware of what we do not know 

because each of us has "horizons of understanding." He means that there are boundaries 

beyond what we can see. Once awareness is roused, action is possible. In terras of 

teaching. Wien (1995) argues that teachers do not see that they do not know. It is beyond 

their metaphorical horizon of vision and without an adequate udnerstanding of the 

theoretical framework, they will bring previously formed notions or concepts to bear on 

their learning of the new mode. 

Based on the notion of framework, I will make sure that one of the series of articles 

deals with the connections between popular theories in Taiwan and the theory of whole 

language. I will also have a series on how whole language might be implemented in the 

Chinese school system, and the difficulties that pitfalls that might be encountered, along 

with practical suggestions and solutions that might deal with those difficulties and pitfalls. 

Wien (1995) argues that much of the language that is used to describe educational 

practice or theory is the language of everyday use, for example, focusing on process, active 

learning, observation, etc. Teachers who are new to these concepts may attempt to 

assimilate such familiar terms to their current intellectual structure, rather than grasp the 

concepts behind the terms, which are used in a different way from their normal 

understanding of the word. This phenomenon is predictable because we leam by making 

connections, and meaning is constructed between the speaker and the listener as well as 

between the reader and the writer. Thus, the advantage of everyday language is that it is 
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fnendly and accessible for readers; the disadvantage of everyday language is that people 

tend to interpret the new knowledge based on their old knowledge without fully 

understanding the deeper meaning. 

Wien (1995) further suggests that if a teacher is unfamiliar with certain concepts, 

one must explore the ideas with her and deal with the knowing of that aspect. However, 

even with adequate training and practice, many aspects may not be properly understood or 

absorbed because they are so new. and fall beyond the teachers' practical knowledge. 

Moreover, it also concerns the language that describes these concepts. Naturally, I will be 

writing for the teachers in Chinese, so the materials are more easily assimilated than if they 

were written in English. However, other dangers arise when a familiar language is used. 

Teachers may assimilate familiar terms to their current intellectual structure, rather than 

grasping that the concept behind the terms is different from their normal understanding of 

that word. 
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CHAPTER 2 

DESCRIPTION OF A WHOLE LANGUAGE PROGRAM 

FOR CHINESE TEACHER EDUCATION 

Contents of a Whole Language Program 

for Chinese Teacher Education 

The program contains the following sections. Each of these sections potentially 

consists of a series of chapters. In this dissertation I selectively include two to three 

chapters in each section to illustrate the program. 

The Roots of Whole Language 

This series of chapters (Chapter 3, 4. and 5) focuses on the philosophy, theories 

and research behind whole language, and look at its development from a historical 

perspective. None of the contemporary thinking about education, learning and teaching 

is "brand new" or untouched by the work of previous generations of scholars and 

teachers (Wood, 1998). Past ideas, research studies, and insights have been absorbed 

and transformed over time and translated into new terminology, but not eradicated. 

Although I focus on recent developments in whole language theories and practice, I 

also give an overview of the prominent and influential theories that provide landmark 

discoveries and seminal thinking that have helped to shape contemporary theories of 

whole language education. 

The philosophers, educators and theories described may not contribute directly 

to whole language, and some of their thinking may even be opposite to that of whole 
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language theory, but they are included to show their influence in the shaping of whole 

language as it is today. 

Among the theories covered will be those of Greek philosophers, Comenius, 

John Dewey, Vygotsky, Piaget, and Chinese philosophers, Confucius, Moncious, Hsiu 

Lu-Zai. Wang Yang-Ming, and Yien Si-Zai. 

This section is important in giving readers the big picture so that they might 

create their own whole language curriculum. The theories and research are presented in 

relation to the ideas of key contributors who have shaped the theory. It will help my 

readers go through the literature and recognize the key people in the world of whole 

language. 

Some chapters cover the contribution of one person while others cover several 

people who conduct research in similar fields. For example, Yetta Goodman, Anne 

Dyson, and Emilia Ferreiro may be grouped under literacy development. Since space is 

limited, not all contributors will be covered in this series. Some of them may be 

introduced in another series that deals with the areas where their contribution is 

greatest. 

This section will help readers realize that whole language is not a fad, but a 

comprehensive and sensible theory that connects old and new research, the west and 

Chinese culture. 

Connections with Popular Theories 

This is an extension and combination of two different series of the chapters 

outlined above: the series on theory and the series on implications. This series 

(Chapters 6, 7, and 8) will focus on the similarity and differences between theories that 
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are now "popular" or heavily discussed in educational circles in Taiwan. This helps the 

readers in Taiwan connect whole language to hot topics and issues that they know or 

have heard about. 

These chapters will be planned and reorganized according to queries made by 

the readers in response to chapters previously published in the series described above. 

For a long term, the following theories are being considered for inclusion in this series: 

Vygotsky, Piaget, Dewey, critical literacy, reader response theory, transactional 

social-linguistic reading theory, inquiry curriculum, writing process, children's 

literature, action research, and anthropological education researches. 

The chapters will not simply describe the theories as their proponents present 

them. Instead, they will be described in terms of their connections to whole language in 

practice in Taiwanese classrooms and textbooks. 

Research Applying Whole Language to Chinese Literacv and Education 

This series of chapters (Chapters 9, 10, and II) focuses on the research applying 

theoretical base of whole language to Chinese research and literacy education either 

abroad or in China and Taiwan. 

It is important to help readers to understand that whole language is not totally a 

foreign philosophy and practice, but it is based on Chinese research as well. The 

research and practices supporting whole language education do not only come from the 

western cultures and languages but also from that of Chinese. This is also important to 

help readers recognize whose works they might turn to if they want to know more about 

whole language research in Chinese education or to read whole language literature in 

Chinese. 
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Stories of Whole Language Classrooms 

Concepts are invisible, but classroom activities are concrete and visible. 

Teachers welcome cute ideas, and they usually examine a theory by the activities. By 

sharing classroom stories, activities, and pedagogy, I hope to help teachers build their 

interest and confidence about applying whole language in their classrooms. The only 

way they can explore the theory and the approach is to practice it with hands-on 

activities. 

Activities are practical, and easy for teachers to follow, but going through the 

motions of the activities is not practicing whole language teaching. We need something 

to help teachers string the activities together under a cohesive plan that is guided by 

sensible objectives. That is the function of this series of chapters (Chapters 12 and 13), 

or perhaps several series of chapters. These chapters will be the bridge that links the 

abstract concepts and the practical day by day list of activities. 

The activities will be introduced along with the philosophy, the heart and the 

spirit of the theory of whole language. By pointing out the connection between the 

philosophy and practices, I hope we can avoid having teachers go through the motions 

of the new activities without understanding the philosophy behind them. 

Format and Style of the Program 

Short Chapters in a Series 

There is a great demand for articles on educational innovation in Taiwan. There 

are regular columns in newspapers such as the Mandarin Daily, which specializes in 

language and educational issues. Many textbook publishers also publish monthly 
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magazines to highlight their textbooks and their theoretical bases, or to describe how 

their programs might be used. In this time of change, many teachers are turning to these 

programs for guidance. Researchers at the Institute that I serve have been regular 

contributors to these columns, so there is already an established forum for some of the 

chapters that I plan to write. These newspaper articles would be about 1000-1500 

characters long. 

Educational journals are also flourishing in Taiwan. Most of these journals are 

published by teachers colleges and education departments of larger universities. While 

these journals are primarily designed to publish the research findings of the professors 

in these colleges, there is always a section for teachers-in-training who are attending the 

colleges. The more theoretical of the dissertation chapters would probably be 

published initially in these journals, in the sections designed for teachers and 

practitioners. An additional advantage of publishing in these journals is that these 

chapters will be reviewed by professors in the colleges and that is a way to share 

theories of whole language with them. 

The chapters will be organized in series. Chapters in one series may be 

published at the same time in a journal. Journals published by the teachers colleges 

often have monthly themes, with a collection of chapters on a similar topic. Thus, 

chapters on how whole language theory are related to Chinese reading, writing, 

speaking, and listening may be published together in one issue. 

The chapters published in the newspapers and magazines can also be put 

together in a package and released by the Institute for In-service Education where I 

work. These programs are sent free to teachers and, therefore, have a large potential 

readership. 
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Use of Charts 

The programs make extensive use of charts to make comparisons among 

different philosophies, assumptions, theories, and practices. Charts are succinct; they 

can point out differences and similarities clearly and critically. I intend to use charts 

that have already been published to support some points of view and for the reader in 

the light of whole language. 

Teachers' Stories and Examples from the Experimental Curriculum 

Whole language is a grass roots movement. It is teachers who make whole 

language what it is. A teacher's work encourages other teachers. This is why I would 

like to intersperse teachers' stories into my chapters. Another reason is that they 

provide personal interest, allow teachers to identify with the ideas or circumstances 

described, and encourage them to share their inquiry process. Their inclusion should 

increase the veracity of the chapters. 

Teachers' stories are a kind of examples. Examples make descriptions more 

vivid, concrete, and therefore, more comprehensible. Many of the examples will come 

from actual classroom events or from interactions with children outside the classroom. 

Curriculum examples will mainly come from the Experimental Textbooks that 

are currently in use in Taiwan. Examples of textbooks that are actually in use are to 

make the chapters more reader friendly, relevant, and easier to understand. 
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PART II 

CONTENTS OF A WHOLE LANGUAGE PROGRAM FOR CHINESE 

TEACHER EDUCATION 

Roots of Whole Language 

The following discusses whole language from two important aspects to 

teachers' understanding; the "philosophical roots of whole language" and the "research 

and theory that supports whole language." 

The "philosophical roots of whole language" focuses on the philosophy behind 

whole language, and looks at its development from a historical perspective. As Wood 

(1998) suggests, contemporary thinking about education, learning and teaching is not 

brand new or untouched by the work of previous generations of scholars and teachers. 

In fact, many past ideas and insights have been transformed and absorbed over time and 

attached new terminology. Although I focus on recent developments in whole language 

theories and practices, I present an overview of the prominent and influential thinking 

that provide landmark discoveries and seminal ideas that have helpjed to shape 

contemporary theories of whole language education. 

Philosophical Roots of Whole Language 

This series of articles explore whole language by exploring the development of 

theory from an historical perspective. The contributions of these philosophers I 

describe may not be recognized as "whole language" thinking, and some of their 

thinking may even be opposite to that of whole language theory, but I include them to 

show their influence in the shaping of whole language as it is today. 
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Among the theory contributors I discuss are the Western philosophers, 

Comenius, John Dewey, Vygotsky, Piaget; and the Chinese philosophers, Confucious, 

Moncious, Hsiu LuZai, Wang Yang-Ming, and Yien Si-Zai. The later have strongly 

influenced the Chinese culture. 

This section helps readers realize that whole language is not a fad, but a 

comprehensive and well grounded theory that connects old and new research and that is 

connects the West and the Chinese points of view. 

Research and Theory That Support Whole Language 

"Theory and research that support whole language" give readers a practical 

framework for whole language practice. This section is important in giving readers the 

big picture so that they might create their own whole language curriculum. The 

theories and research would be presented in relation to the ideas of key contributors 

who have shaped the theory. I have chosen to present the theory in terms of people to 

help the Taiwanese educators sort through the literature, the books, or articles of the 

most influential scholars. I believe this will help teachers understand the thinking of 

the key people in the world of whole language as they go through the literature in the 

field. 

Some articles cover the contribution of one person while others cover several 

people who conduct research in similar fields. For example, Y. Goodman, Dyson, and 

Ferreiro are discussed under literacy development. Other contributors may be 

introduced in another series that deals with the areas where their work is more central to 

the topic discussed. 
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Chinese research both abroad and in China and Taiwan will be woven into the 

articles on the theory and practice of whole language. This is important to help readers 

recognize whose works they might turn to if they want to better understand whole 

language from a Chinese point of view. 

I have three chapters in the theory and research section. In Chapter 3,1 present 

the conceptual basis of whole language. Chapter 4 discusses the philosophical roots of 

whole language. In Chapter 5,1 review transactional social psycholinguistic nature of 

the reading process. The future plan is to add more articles after I am back to Taiwan. I 

will expand this section according to the interest and need of my readers in Taiwan. 
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CHAPTERS 

CONCEPTUAL BASE OF WHOLE LANGUAGE EDUCATION 

Whole language has built a solid knowledge base on first language education, 

especially English. Its philosophy and research in learning and curriculum strongly 

support multicultural education, bilingual education (e.g., Carole Edelsky, Barbara 

Flores) and the teaching of American Indian languages (e.g., Teresa McCarty, Lucille 

Watahomigie). In addition, whole language education has been applied to Teaching 

English as a Second Language (ESL) and Teaching English as a foreign language (EFL) 

(e.g., David Freeman and Yvonne Freeman). In the past decade, teachers have brought 

issues from critical pedagogy (or critical literacy) to their curriculum informed by the 

work of Patrick Shannon and Carole Edelsky. These connections expand the 

theoretical framework and keep it updating whole language with new research, ideas, 

and practice. 

Aspects of the Whole Language Club 

I use this chapter as an invitation to my readers to "join the whole language 

club." In this article, I introduce whole language concepts by presenting the 

terminology and phrases commonly used in this field, e.g., "kidwatching," 

"authenticity," "empowerment," and "learning community." I do this with a purpose of 

building a shared understanding of the language that is commonly used to talk about 

whole language. 



86 

I use charts, diagrams and lists because from my experience I have found this 

visual organization of information to be a more holistic "I see what you mean" strategy 

that is very helpful to educators and parents in Taiwan. 

This single article serves as a browsing of whole language so it includes 

intensive concepts, and I use the whole dissertation to explore the related concepts in 

detail. 

Whole Language, a Grassroots Professional Movement 

"Whole language" is unique among educational reforms in that it is a grassroots 

movement proposed by classroom teachers. For the past three decades, whole language 

gradually has become a major influence on literacy education in the United States, 

Canada, New Zealand and Australia. In recent years, its influences have expanded to 

many countries in Latin America and Asia. It is a professional movement reflecting a 

process of "thought collective"(Fleck, 1935/1981, p. 39). 

Whole Language, a Theoretical Framework in Action 

Whole language is "a paradigm, a framework in action" (Edelsky, Altwerger, & 

Flores, 1991). It has been strongly influenced by Dewey; Vygotsky, and Piaget in terms 

of the concept of Construction; Louise Rosenblatt in terms of Reader Response Theory; 

Kenneth Goodman and Frank Smith in terms of transactional socio-psycholinguistics 

reading process and practice. Researchers and educators in learning and curriculum by 

Brian Camboume, Jerome Harste; Writing Process by Donald Grave; Emergent 

Literacy by Emilia Ferreiro, Yetta Goodman and Anne Dyson, etc.; anthropology 
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educators' works by Shirly Brice Heath and Denny Taylor, and teacher professionals by 

Dorothy Watson (Y. Goodman, 1989, 1991). 

Whole Language, an Applied "Research-Based Philosophy" 

Whole language education reflects a "paradigm shift" (Kuhn, 1996), a 

revolutionary perspective essentially about learning and how to respond to learning. It 

is a "research-based philosophy" (Weaver, 1997) which is embedded on a set of applied 

beliefs rooted on progressive education, and supported and shaped by the research and 

practice across the grade levels which covers the nature of language, reading process, 

writing process, literacy development, teaching and curriculum. It strongly connects to 

literature and reflects the concern of the social and cultural connection. 

Whole Language, a Philosophy Not a Method 

Whole language is "a set of beliefs" and "a theory-in-practice" (Edelsky, 

Altwerger, & Flores, 1991). There are beliefs and perspectives that guide whole 

language teachers how to watch children's strengths and frustrations, how to support 

learning, how to handle errors, how to treat the texts, and how to facilitate the learners 

swing between the personal convention and social convention and more. These are 

based on the belief that teaching is a response to how children learn. 

Whole language is not a method or a package. That is, a class with literature 

discussion, writing process, journal writing and reading aloud with big books and so on 

does not necessarily make a whole language classroom. Such activities might be 

commonly seen in whole language classrooms, but it is not those that make whole 

language. It is because the same activity could be handled in a different philosophy and 
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attitude. Moreover, because learning and teaching are so dynamic, there is no 

pre-designed package or curriculum that will fit every whole language classroom. 

Whole Language, More Than a Language Arts Curriculum 

Central to whole language is a view of language and literacy as the 

understanding and communication of meaning (Goodman & Goodman, 1990). K. 

Goodman (1996) defines it as a "philosophy of curriculum, of learning, of teaching and 

of language." Whole language educators believe that "language should not be 

separated into its component parts but is best learned through use in authentic situations 

that have meaning for the learner" (New York State Bureau of English/ Reading 

Education, 1989, cited in Blake, 1990, p. 10). Moreover, whole language is more than 

language education but a "set of beliefs about curriculum, not just language arts 

curriculum, but about everything that goes on in the classroom" (Newman, 1985. p. 

26). 

Whole Language, a Scientific Research 

and Humanistic Philosophy 

Kenneth Goodman (1996) uses "5 pillars of whole language" to explain that the 

foundations of whole language are built from scientific research and humanistic 

philosophic concerns, including language, learning, curriculum, teaching, and 

community. Brian Camboume (1988, p. 33) documented his observations of young 

children learning literacy into the conditions of learning, including immersion, 

demonstration, expectation, responsibility, use, approximation, response, and 

engagement (Figure 1). That corresponds to Frank Smith's (1983) argument that a 



89 

A Schematic Representation of Brian Camboume's Model of teaming 
as it applies to Literacy Learning 

Learners need to be immersed 
in text of all kinds. 

Learners need to receive many 
demonstrations of tiow texts 
are constructed and used. 

Expectations of tliose to wliom 
learners are bonded are powerful 
coercers of befiaviour. 
"We acliieve wtiat we expect lo 
acfiieve; we tail if we expect to fail: 
we are more likely to engage with 
demonstrations of those wtioin we 
regard as significant and who fiold 
high expectations for us.~ 

Learners need to make their own 
decisions about when, how and what 
"bits' to learn in any learning task. 
Learners who lose the ability to 
make decisions are 'depowered*. 

Learners need time and opportunity 
to use. employ, and practise their 
developing control in functional, 
realistfcrnon-artificiaf ways. 

Learners must be free to approximate 
the desired model — 'mistakes' 
are essential for learning to 
occur. 

Learners must receive 'feedback' from 
exchanges with more knowledgeable 
'others'. Response must be relevant, 
appropriate, timely, readily available, 
non-threatening, with no strings 
attached. 

(Must be accompanied by) ENGAGEMENT 
D E M O N S T R A T I O N  

I 
E X P E C T A T I O N  

i > 

1' 

Probability of Engagement 
is increased if these 
conditions are also 
optimally present. 

R E S P O N S I B I L I T Y  

A P P R O X I M A T I O N  

R E S P O N S E  

occurs when learner is 
convinced that: 

I) I am a potential 
'doer' or 'performer' of 
these demonstrations 
I'm observing. 

ii) Engaging with these 
demonstrations will 
further the purposes 
of my life. 

iii) I can engage and try 
to emulate without fear 
of physical or 
psychological 
hurt if my attempt is 
not fully 'correct'. 

t 
Helping learners to make 
these decisions constitutes 
the 'artistic' dimensions 
of teaching. It is difficult 
for teachers who disfike 
children. 

Figure 1. A schematic representation of Brian 

as it applies to literacy learning (Camboume, 1988, p. 

Camboume's model of learning 

33). 



90 

teacher's task is not to teach kids how to read but to make learning to read accessible to 

them. 

Whole Language, a Transactional Social-Psycholinguistic 

Perspective of Learning 

The whole language perspective has emerged as a transactional 

social-psycholinguistic perspective (Goodman, 1967; Rosenblatt 1978, 1989; Smith, 

1988b). It purports that learning to read and write is a process of learning language with 

the essential purpose of making meaning and children construct their knowledge of 

language while they are using the language. It is a transactional process between the 

text and the individual with the interpretation based on daily experience embedded in 

social and cultural contexts. Therefore, pedagogical decision should base on the 

understanding of the nature of language process, the learner's perspective, and the 

social context of the classroom. 

Whole Language, Focus on "Learning How to Mean" 

Whole language is a "language-acquisition-based theory" rooted in the 

"sociological nature of language"(Edelsky, 1996) with a perspective that written 

language is language. Therefore, literacy learning is a case of language learning: 

learning how to read by reading and how to write by writing for communicative 

purposes not by drill and practice of the word and sound. The communication of 

meaning is always the primary concern in learning language, both oral and written 

language. 
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Children are learning the language while they are using the language to learn 

which is driven by functions with a common purpose: communication (Halliday, 1975). 

Halliday (1982) found that "learning language, learning about language and learning 

through language" take place simultaneously while a child acquires a language, a 

procedure of "learning how to mean" (Halliday, 1975). Basing her work on Halliday's 

concept of language acquisition. Kathy Short (2000) presents a model for language arts 

curriculum (Figure 2). Her model provides a framework of the content of language and 

literacy curriculum, which could be used as a tool to examine the balance of the 

curriculum. 

Whole Language, a Pluralism and Democratic 

Learning Environment 

Harman and Edelsky (1989) argue, 'The most powerful of [whole language] 

beliefs and practices ... is the whole language commitment to a democratic relationship 

both between the students and the teacher, and between the student and the material" (p. 

397). To promote the pluralism and democratic learning environment is one of the 

essential belief of whole language education and that is also correspondent to the 

transactional reading process and constructive learning process. 

Whole Language, a Learning-Centered Community 

Learning and teaching in whole language class is not a linear procedure, and 

there is no hierarchy among the language skills (K. Goodman, 1986). The learning of 

language is like how an orchestra functions that all the support systems of language (for 

example, strategies, skills, content, cueing systems, etc.) interact simultaneously in 
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INQUIRY 

Author Studies 
Genre Studies 
Authors Circles 

Learn Language 
Independent reading 
Independent writing 
Read Aloud 
Book Share/Bock Talks/Displays 
Readers Theatre 
Choral Reading 
Buddy Reading 
Partner Reading / Literature Logs 
Oral Storying/Storytelling 
Songs, chants, rtiymes 

Shared Reading 

Learn Through 
Language 

Read Aloud 
Literature Discussions 
Response to literature 

(writing, art. drama) 
Inquiry Studies 
Theme Units 
Writing to learn 

Learn About Language 
Guided Reading 
Modeled/Shared Writing 
Interactive Writing 
Editors' Table 
Strategy Lessons 
Mini-Lessons/Focused Lessons 
Teacher/Students Conferences 
Strategy-Sharing Discussions 

Figure 2. A balanced literacy curriculum of language learning (Short, 2000). 
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harmony to achieve the goal: comprehending (K. Goodman, 1996). Whole language is 

neither teacher-centered nor student-centered; instead, it is learning-centered, which 

places the focus on learning. The relation between students and teachers is a way of 

power sharing. Both the teacher and students are empowered; they explor^i and 

exchange their thought and voices among their learning community. Teaching is to 

response learning; therefore, a whole language teacher becomes a kidwatcher and a 

facilitator who supports learning by preparing an environment with rich resources and 

an atmosphere with trust to engage students' learning in an authentic context equipped 

with high quality literature, real texts, and experts. 

Because a whole language teacher is a kidwatcher (Y. Goodman, 1985), he/she 

listens to children, know their weaknesses and their strengths and shares their 

frustration. He/she thinks with children and appreciates the effort they put into learning. 

Respect and trust is most important. In this way, the teacher is no more an authority, but 

a supporter and facilitator who organizes the learning environment for students to 

engage in as learners. Once one becomes a kidwatcher. one becomes a learner who 

learns with kids and from kids. 

Learning is accessible to the learner when personal experience and purposes are 

concerned and valued as resources. The focus of learning-centered whole language 

education fosters a relevant, meaningful and functional learning experience and 

curriculum for the learner. 

Whole Language, Reading "the Word" and "the World" 

Learning is a cycle of inquiry where students actively engage in problem posing 

and problem solving as a process of knowing and reflecting. The whole language view 
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learning is both individual and social. It values the individual's unique meaning 

making process and product with the concern of the social practice view of literacy. 

Learning is also an ongoing process shaped by personal invention and social 

convention by engaging learners in the process of learning language, learning about 

language and learning through language (Halliday, 1982) inside and outside the school. 

Therefore, whole language is more then the traditionally defined four basic skills; 

speaking, listening, reading, and writing. It is guided by the hope of improvement of 

the direction of justice and democracy with the aim of reading "the word" coming along 

with reading "the world" (Freire & Macedo, 1987). 

Summary of Whole Language Perspectives 

In the following, I use lists made by whole language theorists and practitioners 

to summarize what whole language is. 

Kenneth Goodman, a language researcher and a major spokesperson for whole 

language education, lists "What makes language very easy or very hard to leam?" 

(1986) and "Beliefs about Language Learning in Whole Language" (1996) as 

following. 

What makes language very easy or very hard to leam ? 

It's easy when: It's hard when: 
It's real and natural. It's artificial. 
It's whole. It's broken into bits and pieces. 

It's sensible. It's nonsense. 
It's interesting. It's dull and uninteresting. 

It's relevant. It's irrelevant to the learner. 
It's belongs to the learner. It belongs to somebody else. 
It's part of a real event. It's out of context. 
It has a social utility. It has no social value. 
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It has purpose for the learner. 
The learner chooses to use it. 
It's accessible to the learner. 
The learner has power to use it. 

It has not discernible purpose. 
It's imposed by someone else. 
It's inaccessible. 

The learner is powerless, (p. 8) 

Beliefs About Language Learning in Whole Language 

1. Learning language; learning through language, and learning about language 
take place simultaneously. 

2. Language is learned most easily when the language is whole and authentic 
in context of real speech and literacy events. 

3. Language learning ability is universal: all people can think symbolically 
and share a social need to communicate. 

4. Each learner invents language within the conventions of the social 
language. 

5. Written language is language: a parallel semiotic system to real language. 
6. Written language is learned like oral language: in the context of its use. 

Frank Smith (1973c), a psycholinguist, lists "The learner's manifesto." .By 

showing what happens to learning, he suggests how school should response to and 

facilitate learning. 

The Learner's Manifesto 

1. The brain is always learning. We leam exactly what is demonstrated by 
people around us. Schools must stop trying to teach through pointless drills, 
activities and tests. 

2. Learning does not require coercion or irrelevant reward. We fail to leam 
only if we are bored, or confused, or if we have been persuaded that learning 

will be difficult. Schools must be places where learning can take place 
naturally. 

3. Learning must be meaningful. If we understand, then we leam. Schools 
must change themselves, not try to change us, to ensure we understand what 
are expected to leam. 
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4. Learning is incidental. We leam while doing things that we find useful and 

interesting. School must stop creating environments where we cannot 

engage in sensible activities. 
5. Learning is collaborative. We leam by apprenticing ourselves to people 

who practice what they teach. Schools must stop trying to deliver 
instruction mechanically. If teachers cannot teach, there must be better 
teachers, not more tests and programmatic instruction. 

6. The consequences of worthwhile learning are obvious. We demonstrate the 
worthwhile things we leam by engaging in those activities. Schools, 
teachers, and parents should not have to rely on marks, scores, or tests to 
discover if we have learned. 

7. Learning always involves feeling. We remember how we feel when leam 

and when we fail to leam. Schools must not treat learners. Like battery 

hens or like machines. 
8. Learning must be free of risk. If we are threatened by leaming, then the 

learning will always threaten. Schools must recognize that continual testing 

is intellectual harassment (p. 6). 

Frank Smith's list of "Twelve easy ways to make leaming to read difficult" 

(1973c) is a reminder for teacher to be reflective to their teaching. He critically points 

out many conventional practices that whole language challenges. 

1. Aim for early mastery of the mles of reading. 

2. Ensure that phonic skills are learned and used. 
3. Teach letters or words one at a time, making sure each new letter or word is 

leamed before moving on. 

4. Make word-perfect reading the prime objective. 
5. Discourage guessing; be sure children read carefully. 
6. Encourage the avoidance of errors. 
7. Provide immediate feedback. 
8. Detect and correct inappropriate eye movements. 
9. Identify and give special attention to problem readers as soon as possible. 

10. Make sure children understand the importance of reading and the 

seropisness of falling behind. 
11. Take the opportunity during reading instruction to improve spelling and 

written expression, and also insist on the best possible spoken English. 
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12. If the method you are using is unsatisfactory, try another. Always be alert for 
new materials and techniques, (p. 195) 

One difficult rule for making learning to read easy is to make reading easy. 

The basic argument raised by Frank Smith is that making learning to read easy 

requires an understanding of the reading process and what the child is trying to do, and 

"the only way to make learning to read easy is to make reading easy" (1988a). 

Kathy Short (1999), a university professor, practices her belief about whole 

language in her teaching. The following is her belief as well as practice. 

1. Learning is an active process. — We will immerse ourselves in reading, 
writing, talk, and response to professional readings and children's literature. 

2. Learning is a social process of collaborating with others. — We will explore 
our thinking about our reading and experiences through dialogue with 
others. 

3. Learning occurs as we make connections to our own experiences and as we 

explore tensions with our current beliefs. — Responses to our readings will 
focus on connections to our lives and teaching experiences. We will also 

identify and explore tensions with our current beliefs and past experiences 
to interrogate our values. We will also explore the tensions that arise from 
exploring alternative and oppositional interpretations of literature. 

4. Choice allows learners to connect to their experiences and feel ownership in 
their learning. — We will have choices in the books we read, our responses 

to readings, and the specific focus of the final project. 
5. Learning is reflective as well as active. — We will have many opportunities 

to reflect on what we are learning through writing, talking, sketching and 

self-evaluations. 
6. Learning occurs in a multicultural world with many ways of knowing. ~ We 

will search for professional literature that reflects diversity in experiences 
and ways of expressing those experiences. We will also value, explore, and 

critique the range of interpretations of literature that will arise from our 
differing cultural and social experiences. 
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7. Learning is a prcxress of inquiry. -- As learners we need to search out the 
questions that matter in our lives and develop strategies for exploring those 
questions and sharing our understandings with others. 

Freeman and Freeman (1994), researchers and teachers of English as a Second 

Language (ESL), outline principles of whole language orientation for "Whole 

Language for Second Language learners." These tenets also apply to the first language 

education. They are: 

1. Lessons should proceed from whole to part. 
2. Lesson should be learner centered because learning is the active 

construction of knowledge by students. 
3. Lessons should have meaning and purpose for the students now. 

4. Lessons should engage groups of students in social interaction. 
5. Lessons should develop both oral and written language. 
6. Lessons should take place in the first language to build concepts and 

facilitate the acquisition of English [target language]. 

7. Lessons should show faith in the learner in order to expand students' 
potential, (p. 86) 

Constance Weaver (1990, p. 9), a teacher educator, uses a comparison chart 

between transmission model and transaction model to explain the learning and teaching 

of whole language. The contrasting models would help a teacher to reflect her/his 

teaching. 

Contrasting Models of Education: Transmission Versus Transactional 

Transmission Model Transactional Model 

Emphasis is on direct 
teaching, which is controlled 
first by the program 
and second by the teacher. 

Emphasis in on learning, 
which is facilitated but not 
directly controlled by the 
teacher. 



Basis is the behaviorist 
model of learning (for 

example, Skinner). 

Learning is viewed as a 
matter of building from 
simple to complex, from 

smaller to larger skills. 

Learning is viewed as habit 
formation; thus verbalizing/ 
writing correct responses 
and avoiding incorrect responses 
are seen as crucial. 

Since correctness is valued, 
risk-taking is discouraged 
and/or penalized. 

All learners are expected to 
master what it taught when 
it is taught; thus, most 

children experience varying 

degrees of failure. 

Ability to reproduce or verbalize 
a predetermined correct response 
is taken as evidence of learning. 
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Basis is the cognitive/social 

model of learning ( for example, 

Vygotsky, HalHday.) 

Smaller "parts" of task are seen 
as more readily learned within 
the context of a meaningful 
whole. 

Learning is seen as the result of 
complex cognitive processes 
that can be facilitated by teachers 
and enhanced by [)eer interaction. 

Risk-taking, and hence "errors," 
are seen as absolutely essential 

for learning. 

Learners are expected to be at 
different stages and to develop 
at their own pace and in their 

own ways; thus, there is no 
concept of "failure." 

Ability to apply knowledge and 
to think in novel ways is considered 

evidence of learning, as is the 

ability to use general strategies 

across a wide range of tasks and 
contexts, (p. 9) 
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CHAPTER 4 

PHILOSOPHICAL ROOTS OF WHOLE LANGUAGE 

The Meeting of Minds 

Genesis and development of a "scientific fact" is a "thought collective" process. 

It is a community of persons mutually exchanging ideas or maintaining 
intellectual interaction,... it also provides the special 'carrier' for the historical 
development of any field of thought, as well as for the given stock of knowledge 
and level of culture. (Fleck, 1979, p. 38) 

Reflecting Kuhn's (1996) understanding of how sciences develop, the above 

quote fully describes the development of whole language. The whole language 

movement has evolved through a "thought collective" (Kuhn, 1996) process 

throughout the past century in educational communities supported by scientific 

research, theories, and reflective practice. Whole language is a perspective of 

education, supported by beliefs about learners and learning, teachers and teaching, and 

language and curriculum (Burke, 1989) that incorporates the cognitive perspective and 

social cultural context as well. 

In terms of education, there are many ideas in common between Chinese and 

Western philosophers, not only at the philosophical level but also in learning, teaching, 

and curriculum. Based on the philosophy of "the human being is bom virtuous" (A14 

^-^^) and the belief that the minds of human beings are active, most of the Chinese 

philosophers support the belief of "teaching all without excluding any type of students" 

"applying the proper type of teaching to students of different faculties" O 

heuristic ways of education, connection to real life and student's experience, 

encouraging critical thinking, and learning by doing, which are also conceptual bases 
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and practices of whole language education. Those are as deeply embedded in the 

thoughts of the greatest pedagogical thinkers of China as they are in the West. 

The following is a review of the major contributors to the broad understanding 

of whole language. They each represent major insights that underlie the more recent 

development of an educational philosophy that has come to be known as whole 

language. First, I will present the roots for whole language as found in Chinese 

tradition. Second. I will present the roots found in the western tradition with some 

mention of Chinese corroboration. 

Roots of Chinese Educational Philosophy 

For more than 2000 years. Confucian theory has been the mainstream of 

Chinese culture. Confucian theory highly values education and continually holds up 

high moral standards as the most important concern. In terms of educational 

philosophy, it emphasizes: 

I. Learning occurs from experiences, so the learner polishes one's learning by 

doing and the teacher polishes ones teaching by reflection. For example, in the book of 

Xueji 

[Without going through the process of carving and chiseling, a piece of jade 

does not become utensils that can be used. Likewise, without learning, a person 
does not know the "Way." ... Even though there are delicious foods, not having 

tried it, one will never know the taste of the food. Even though there are great 
way, not having learned it, one will never understand the virtue of the Great Way. 
Therefore, it is through learning that one becomes aware of his insufficiency. It 

is through teaching that one senses the difficulty. The awareness of 
insufficiency leads to reflection. It is through knowing the difficulty that one 

strengthens oneself. Therefore, it is said that teaching and learning reinforce 
each other.] 
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2. Teaching should be given to the learner with proper timing and style; instead 

of imposing knowledge on the students, one should inspire students at the critical 

moment. For example, in the book of Xueji (^l2)is written: 

[The method of great learning includes the following: when one withholds 

(teaching) from the students that are not inspired, this is called "hesitation," one 
teaches the student at the time that student is inspired, this is called "[right] 
moment,".. . applying teaching without any careful consideration is called 

"inferior," skillful in observing the proper timing to apply teaching is called 
"touching" (getting in touch with students). These four principles are what 

make teaching successful.] 

Education in a broader perspective has always been a concern to many Chinese 

philosophers. It has been a tradition for thousands of years that virtue education and 

character education are essentials of education to Chinese. The purpose of studying the 

classics is to nurture the vinue of human relationships and moral principles (Huang, 

1970). Scholars in the Han Dynasty suggested that the final goal of mastering the 

classics is to apply them in practical manners (MMlStffl) (Wang, 1998). 

Through the Chinese history, there were concerned philosophers who argued 

about the philosophy, goals and curriculum of education. Many of their concerns raised 

thousands or hundreds years ago are still meaningful and relevant to modem society 

and become essential beliefs of Chinese educational philosophy. Among them are the 

two beliefs raised by Confucius that have become the guiding educational philosophy. 
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they are, "teaching ail without excluding any type of students" and 

"applying the proper type of teaching to students of different faculties" 

Confucius T\ ^ fSSOBC^ygBC: 

Confucius profoundly influenced the development of Chinese culture through 

his teaching and the promotion by his followers, especially Mencius. Confucius's ideas 

are known to be used primarily through Analects of Confucius (iffifg), discourses 

recorded by his disciples. The following is how Shih Ji (^Id). an important Dynastic 

history of China, writes of Confucius. 

[Confucius uses the Book of Poetry, Book of History, the Book of Li (etiquette, 
ritual), and the Book of Music to teach. There are as many as seventy-two 
disciples who mastered "Six Arts." Confucius also emphasized four rules for 

his students: literature, manner, loyalty, and trustworthiness. The master hardly 
mentioned benefit. Fate and Benevolence are what he guided his disciples. If a 
student is not determined or inspired, or does not respond by three other aspects 

of an issue when Confucius has pointed out one aspect, then Confucius will not 

teach him again.] 

-t:+-A 

Zheng Xuan's commentary 

[When Confucius is to teach someone, he would wait till the moment when one 
is eager to speak but unable to and when one is seeking to understand but failing 
to do so, then Confucius shared his thought. Therefore, one has chances to think 

deeply.] 

"Benevolence" (Jen, i~ )  is the center of Confucius philosophy: and the final 

goal of education is to learn the "Big Way" (Dau, M)- In terms of educational 

philosophy. Confucius promoted the "teaching all without excluding any type of 
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students" and "applying the proper type of teaching to students of different 

faculties" In terms of the curriculum, Confucius used "Six Arts" (Liow Yl. 

7^^). which covered "propriety" (Li, ^), "music" (Yue, ^), archery (Sheh, ), 

"charioteering" (Yu, ^), writing (Shu, S)» and mathematics (Shuu, an integrated 

curriculum from the modem perspective. He suggests, let a man be stimulated by 

poetry, established by li. and perfected by music. In terms of pedagogy, he believed in 

heuristic teaching and to teach at the critical moment. His wisdom from thousands 

years ago is still relevant today. 

Mencius (372BC-289BC: 

"The innate goodness of human nature" (is his most influential 

philosophy to Chinese culture. He believes people are active learners. Education is not 

to enforce, but to inspire students to initiate their own learning. He suggests teachers 

direct students to follow their individual tendency, to follow the student's lead and wait 

for the timing to teach; he rejects forcing students to follow the adult's way because it is 

like assisting the growth of the crops by pulling them up. 

Mencius advocates the idea of the innate good nature of human beings. 

Therefore, he holds that ±e key principle of education is to inspire the students' 

motivation of learning. Like Confucius, Mencius suggested the heuristic way of 

teaching and following the student's lead in the right moment (Wang, 1998). 
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Hsiu. Lu-Zei (I208AD-1280AD: Yuen tt Dvnastv.) 

Education should connect to real life and to nurture the ability of thinidng and 

reflection with a continuous and respectful attitude. The educational philosophy 

proposed by John Dewey in the I9th century is similar to that of Hsiu. 

Wang. Yang-Ming ('1471AD-1527AD: Mine Dvnastv') 

Wang criticized his current education, which focused on studying and 

memorizing fragmental knowledge and not on following the nature of children. As 

Rousseau (1712-1778) and other later educators in the West, he argued that education 

should follow children's nature but not to impose the adult's way. He argued, 

[Recently the teachers of young children only require their students to leam to 
punctuate and read sentences. They do not direct the students to acquire proper 

manners. They focus on the intellectual ability of the students rather then the 

development of the students' goodness. They whip and tie their students as if 
students are prisoners. Therefore, the young children regard the school as prison 
and dare not to enter iL They see their teachers as if they are bandits or enigmas 

and dare not to get close to them.... The nature of the young children is joyful, 
playful And they dislike restraint. It is like the sprout of tree and grass when the 

buds are first sprouting, they grow if you nurture them and wither if you disturb 
them. Therefore, to teach young children, one has to encourage them to what they 

are prone to and gladden their mind. Then they progress day by day incessantly. It 
is like when the small bud grows with the nurture of timely wind and gentle breeze, 
but wither when they encounter snow and frost.] 
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Unfortunately, what Wang criticized about education at his time and society is 

still happening in Taiwan; however, fortunately, the current education reform in Taiwan 

has been aware of many problems he raised. 

Yien. Xi-Zhai n634AD-1703AD: Chin Dvnastv) 

Yien argued that education should be practical with the focus on learning useful 

knowledge but not too much on book knowledge. He proposed the importance of 

learning by doing instead of learning by reading books. He valued 

"action" (£®J) instead of "silence" He argued that education should focus on 

developing every individual's unique personality and that learning has to be critically 

investigated and not only to obey authority. His argument was to criticize the Chinese 

tradition that values literature and book knowledge but not life knowledge (Zheng, 

1984; Wang, 1998). The philosophies of Yien, Xi-Zhai, and John Dewey are similar in 

many ways'. 

Western Roots 

The philosophers of the West and Chinese culture share their concern for the 

nurturing and educating young children. Based on the concern of the nature of a human 

being and how children learn, they propose a child-centered perspective of education. 

They suggest that education should follow children's nature by providing real and 

useful learning experiences and by making connection to the learning inside and 

' For furtiier interpretation, see Zheng, Shi-Shin (1984) 

Taipei: 



107 

outside of school to ail kids. Their concern and proposition support the essential 

philosophy and practice of whole language education. 

John .Amos Comenius (1592-1670) 

Comenius believed that children learn by manipulating concrete objects, by 

making connection to their life experiences and by using their native ability to learn. 

He argued that it is important to include freedom, joy, and pleasure in learning 

experiences (Y. Goodman, 1989, I99I). In order to learn, children have to first enjoy 

their learning. 

Comenius posited three major ideas (Whitmore. 1991): 

1. Education is necessary and should be universal. 

2. Teaching material and methodology should be real, useful, and 

accessible to children. 
3. Education should be rooted in children's real life but not in school's 

values, (p. 311) 

Comenius's view of the universal right of education is similar to the view of 

Chinese philosopher, Confucius (550 BC- 479 BC) who spoke of education without the 

barrier of social classes and education without the barrier of intelligence 

These are also core beliefs of traditional and modem education for 

Chinese and the concern of whole language educators. Comenius's concerns about 

leamer-centeredness, authenticity, and functional connection to real life experiences 

represent essential characteristics of whole language education. 

Jean-Jacques Rousseau ("1712-1778) 

The concept of "holistic education" was introduced in Rousseau's Entile in 

1762. Based on his explanation of the children's natural way of learning, he argued that 
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human development is dynamic and organic and that children have different ways of 

thinking and reasoning. He concluded that education should respect and follow the 

children's ways of learning rather than forcing children to follow adults' ways. In 

another words, education must allow learners to explore and express themselves rather 

than storing fixed ideas, beliefs and habits from the adult generation. Hence evolved 

Rousseau's central idea to "make education an art of nurturing rather than a science of 

discipline" (cited in Miller. 1991a. p. 29). 

Rousseau's beliefs about human nature, that "the first impulses of nature are 

always right." and that "there is no original sin in the human heart" (cited in Miller, 

1991a. p. 29) resemble the thought of the great Chinese philosopher. Mencius (:^^, 

372BC-289BC), who voiced that "human beings are bom with virtues" (A14^#)-

This is an essential aspect of Chinese culture. 

Johann Heinrich Pestalozzi ("1746-1827) 

Pestalozzi, a Swiss humanitarian, is known as "the father of modem pedagogy" 

(Miller. 1991, p. 54). He believed that emotional security is essential to all learning and 

that the purpose of education is to develop the unique personality of every individual 

(Shannon, 1990). He rejected the traditional method of rote memorization and 

recitation by arguing that education should begin with children's own experience and 

senses. He said, "life itself educates", and that "real objects from the child's daily life 

[are] the starting point of instruction" (cited in Miller. 199 lb, p. 54). He argued that the 

purpose of education is to develop a whole person rather than a person with abstract 

skills. He suggested that academic learning must develop side by side with emotional 

security and personality. 
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Pestalozzi was famous for the "object method," emphasizing the children's 

right to participate in the construction of knowledge. As the title "father of modem 

pedagogy" indicates, his philosophy has influenced the practices of many holistic 

educators and affected the evolution of Western educational practice over the past two 

centuries (Shannon, 1990). 

Joseph Neef ("1770-1854) 

Joseph Neef, an American philosopher, published Sketch of a Plan and Method 

of Education in 1808. This is considered one of the first books explicitly describing 

holistic education. In it, he criticized traditional education for failing to support 

children's natural curiosity. He argued that young children are able to discover the truth 

for themselves through their own senses and understanding with proper facilitation. He 

argued that the function of education is for the "gradually unfolding" of the child's 

innate "faculties and powers" (Miller, 1991c, p. 109). He suggested that reading must 

be meaningful to the reader. Readers will engage themselves in reading if what they 

read is connected to the real world in which they live. Moreover, students should be 

encouraged to ask questions, to think critically, and to go out of the classroom to obtain 

experiences firsthand. 

Friedrich Froebel (1782-1852) 

The most recognized contribution to education of Friedrich Froebel is the 

kindergarten, "a garden for children" (Miller, 199 Id, p. 139). Froebel was a German 

educator, who believed that the human being is a growing, creative force and that the 

purpose of education is to develop "the divine essence of man" (cited in Miller, 199 Id. 
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p. 139) to allow the person to express oneself. He argued that the adult should not limit 

the child's potential growth by making the child "an external dead copy" of the adult 

generation (cited in Miller. 199 Id, p. 139). 

He argued that students are active, purposeful learners rather than passive 

recipients of curriculum. Learners are individuals who bring their own uniqueness and 

meanings to reading and writing. These beliefs are central to whole language 

philosophy. 

Francis W. Parker (1837-1902) 

Parker, called by John Dewey, the "father of progressive education" (Miller, 

1991. p. 204). argued that true education must start from the learner's self-initiated 

activities and be motivated by the learner's interests and desire to explore the world. 

He saw the school as a learning community where democracy should be practiced 

through an integrated curriculum rather than an authoritative curriculum handed down 

by the teachers. To Parker, schools are where students should be nurtured in intellectual, 

moral, social, and physical development, as well as arts, manual skills and emotional 

nurturing in joyful experiences (Miller, 199le; Shannon, 1990). 

Parker's concepts of "inquiry" and " democracy" underpin whole language 

practices, and his philosophy is at the root of what is currently known as "Cooperative 

Learning" (Slavin, 1990). 

John Dewev CI859-1952) 

John Dewey was a philosopher and a leading figure in progressive education. 

Whole language practices are strongly influenced by Dewey in many ways, especially 
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by his views on democracy, learning, and the curriculum (Edelsky, Altwerger. & Flores, 

1991; Y. Goodman, 1991). Specifically, his thinking emphasized connection, 

authenticity, pragmadsm, inquiry, and democracy as central to pedagogical practices. 

Connection 

Dewey argued that the schools and curriculum should respond to students' 

natural learning processes and curiosity. School curriculum should connect to the 

learner's life experience and encourage learners to construct knowledge and facts from 

their own perspectives (Dewey, 1938/1963, 1956). 

Authenticity 

Dewey argued that it is important to do things with a real motive and a real 

outcome goal with actual processes of their manipulation of real things and materials. 

Reading, writing, and oral language should be taught based on the truth of 

communication. 

Pragmatism 

Dewey viewed intelligence from the socio-cultural perspective. The 

reconstruction of experience depends on acquiring socially useful knowledge by 

making connection to current experience. 

Inquiry 

Dewey argued that curriculum is more than subjects' knowledge of the "basic 

skills." He argued that learning is a cycle of inquiry that includes problem posing. 
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problem solving, thinking and reflection. These connect the learner's experiences with 

the greatest social world throughout the cycle gradually broadening the individual's 

understanding and abilities. 

Democracy 

Democracy was Dewey's greatest concern. He argued that education must 

respect individuality and recognize diverse needs and ideas. Curriculum must involve 

students' exploration of social issues in democratic ways rather than practicing a 

"pour-in" education (1938/1963). 

It is almost impossible to summarize Dewey's work and thoughts. Some of his 

analyses and key concepts about school, curriculum, learning, and teaching are in his 

book. The School and Society and the Children and Curriculum (1956). In this book 

some of the points he raises include, 

• School should adapt itself to the current social needs (p. 30). 

• School learning is learning about the current life and knowledge, but not for 
preparing for future life (p. 33). 

• Schools waste the lives of children if learning at schools does not reflect 
real life (p. 33). 

• School should be a place with a spirit of free communication (p. 35). 

• School life should organize on a social basis (p. 16). 
• A thought is not a thought unless it is one's own (p. 56). 

• The natural purpose of language is to express thought. If this is taken away, 
teaching language is made hard (p. 55). 

• If language is taught unnaturally at school, because it conflicts with a real 
desire of communication, the freedom of children disappears (p. 56). 

The essential philosophy of whole language owes much to Dewey. The ideas of 

democracy, constructionalism, transaction, meaningfulness. functionality, authenticity. 
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inquiry, reflection, leamer-centeredness. community based learning, and more were 

addressed in his writing." 

John Ctewey taught in Mainland China for two years in the early 1920s and his 

influence still remains (Hu Shih, 1959). Guided by Dewey's pragmatism, Hu Shiu, a 

student of Dewey, lead "The May Fourth Movement" (also called "The New 

Renaissance"), a reconstruction of education, language and literacy, society, and 

politics of China in 1919 (Chan, 1943). The influence of Dewey's educational 

philosophy is seen in the revisions of curriculum in 1923 (Hu Shih, 1959). Even today, 

Dewey's philosophy is essential literature for teacher education along with the works of 

"the greatest sage and teacher" of Chinese, Confucius. 

Rudolf Steiner (1861-1925) 

When the industrial and scientific worldview became a dominant philosophy in 

the early part of the 20''^ century, many Europeans and American philosophers began to 

question the mechanistic tendencies that came with it. Rudolf Steiner. an Austrian 

scientist and philosopher, was one of those who questioned the application of assembly 

line factory practices to human growth. He founded an experimental school in 1919 

that soon became a model adapted by over 400 schools (Miller, 199If). 

Steiner believed that children grow through stages; therefore, they should not be 

pushed to engage in academic work before they are ready. The development of 

substance in learning a child's depth of understanding depends upon adults who 

• For readers who are interested in exploring the relation between Dewey and whole 

language education. I recommend Dewey's work, especially. Experience and 

Education (1938/1963), Democracy and Education (1916), andT/je School and Society 

and the Child and the Curriculum (1956). 
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provide young children with opportunities "to play and explore the world through 

activities, imagination, and creativity" (cited in Miller, 199 If, p. 243). As whole 

language educators believe, he believed that learning consists of building the 

connection between the child and the world. As whole language educators also believe, 

he believed that curriculum should nurture children's imagination and appreciation by 

integrating academic skills into a comprehensive curriculum radier than isolating 

different subjects of academic discipline. 

Maria Montessori ("1870-1953') 

Montessori concerned herself with children's sensorial exploration. She argued 

that children discover the world through their own senses, rather than by responding 

directly to abstract logic or language of adults. According to Montessori. language is a 

tool for exploration and not an isolated subject of drills and exercises (Montessori, 

1964). Different from a typical classroom, the Montessori classroom is more like a 

learning community where children of various ages work with instructional materials 

independendy or in small groups. The teacher observes and responds to the children's 

learning by providing appropriate materials and demonstration. For Montessori, 

education should respond to children's development by providing a "prepared 

environment" rather than a "pre-determined curriculum" (Miller, 1991 g, p. 367) 

because the goal of education is to nurture children to create their future society rather 

than educate children to simply maintain the adult culture. 

In common between Montessori and whole language educators is the belief that 

teachers teach best when they follow the child, and provide an environment for children 

to explore the world and to express themselves freely. What Montessori believed about 
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child development—that young children are learning through play and exploration—is 

supported by whole language educators. 

However, in practice Montessori's way of teaching reading is different from the 

whole language approach. Montessori teachers, for example, teach children how to 

read by reading isolated words from word cards out of context. In contrast whole 

language educators extend the very principles expressed by Montessori by engaging 

children with print in ways that make sense. For whole language educators, children 

leam how to read by "reading" whole texts first not by knowing individual words first. 

They understand that stories and understanding the whole underpin children's growth 

in literacy, not children knowing individual words first. It is probably because of the 

emergence of the psycholinguistic view of reading in the 1960s that whole language 

teachers' practice expands on the Montessori points of view. Montessori theory was 

established before that time; therefore, the reading practice in the Montessori approach 

relies on a limited understanding of literacy development. 

Jean Piaget C1896-1980) 

With his involvement and dissatisfaction in the standardized testing of 

intelligence, Jean Piaget developed his own theory about intelligence. Piaget has 

impacted not only educational theory and practice but also research methodology. He 

used clinical methods to gain insight into children's thinking by observing children and 

interacting with them. 

Similar to Vygotsky (discussed below), Piaget viewed children as active 

learners who construct the world while they are growing (Y. Goodman, 1989, 1991). 

However, Piaget, as a biologist, interpreted "construction" from a bio-genetic 
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perspective, which views development as a process of the child as central to the 

construction of knowledge, an inside-out process. Vygotsky. on the other hand, 

interpreted his work from the social-historical perspective, which viewed development 

in terms of the interaction among individuals, other people, and the environment, an 

outside-in process. Piaget helped us know how children develop their concepts and is 

recognized as the central source for understanding of how children's thinking is 

different from adults. 

Lev Semvonovich Vvpotskv (1896-1934) 

Vygotsky's ideas had an important influence on the former Soviet Union 

although his work was banned for 20 years during the Stalin regime. It was not until the 

1960s that his work began to be introduced to the West and its influence began to be 

seen in the field of education. His basic argument is that human behavior is too 

complex, to be isolated and studied without a context; instead, human behavior should 

be studied in the social and historical context within which it occurs. This he called the 

"social-historical approach" (Vygotsky, 1978). 

With growing emphasis on the socio-historical concept, Vygotsky advanced the 

idea of a "Zone of Proximal Development" (ZPD). This is Vygotsky's central concept 

regarding learning. The zone is the "difference between the child's actual level of 

development and the level of performance that he achieves in collaboration with the 

adult" (Vygotsky. 1987, p. 209). American educators have often interpreted the zone as 

purely an external effort, a form of "scaffolding" wherein the curriculum is designed to 

"up the ante" on the child. Some find that concern for the internal processes which 
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were the focus of Vygotsky's work have been lost (Kozulin, 1986). Attention to where 

the learner is. as K. Goodman (1990) suggests, cannot be foregone. 

Vygotsky, in fact, promoted a holistic perspective toward literacy development 

and learning, one that involves the full processes of reading and writing where skills are 

developed in the context of the complicated whole (or more capable peer). He rejected 

activities that emphasized isolated skills, but supported the perspective that children 

learn literacy best by engaging in authentic activities (Moll, 1990). 
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CHAPTERS 

READING: 

A TRANSACTIONAL SOCIAL PSYCHOLINGUISTIC PROCESS 

For the past three decades, the psycholinguistic view of the reading process 

has built a solid knowledge base among educators as well as language researchers. 

One major result of the work in this is the growing understanding that "reading is a 

transactional process" (Goodman, 1994). In this view, a text itself does not carry a 

fixed meaning but a "meaning potential" (K. Goodman, 1996a); the meaning is not 

embedded in the text but exists among texts, the readers, and the writers (Rosenblatt, 

1978). In the act of reading, every reader brings his /her own linguistic knowledge 

and unique personal experiences to help him/her construct meaning from the text. 

Thus, reading involves not only reading the word, but also viewing the world (Freire 

& Macedo, 1987). 

Prior to the 1960s, most reading research was conducted by experimental 

psychologists in laboratories, where they studied the relationship between the sounds 

and print. Some reading researchers refer to that approach as a "bottom up" view of 

reading because it studies the reading process by looking at small elements of the 

language and how they are subsequently synthesized to make oral language. The 

study of reading was, and in more traditional places still is, considered a matter of 

translating visual symbols into sound. 

In the 1960s, Ken Goodman, an educator and reading researcher, challenged 

the conventional assumption that reading is decoding letters and words into sound. 

He argued that reading is a process of constructing meaning, an act which integrates 
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the complexity of thought and language and that reading is itself a language system. 

Based on this belief, he conducted his reading research, known as "miscue 

analysis." which then became a cornerstone in the field of reading and serves as a 

basis for the ways to teach reading within the whole language philosophy. 

Miscues: Windows to the Reading Process 

K. Goodman uses the term "miscue" in preference to "error" and "mistake" 

(Goodman. 1973a) which conventionally carry a negative image because he 

discovered that "when the oral response did not match the expected response, 

changes were not random but showed use of language knowledge" (Goodman, 2000, 

p. 10). Based on the assumption that "to err is human," a miscue is an "unexpected 

response" and a "constructive error." and is also a by-product and an essential pan 

of the natural reading process (Y. Goodman & K. Goodman, 1994). Miscue 

analysis research investigates how a reader "misuses the cues" and explores a 

reader's strength as well as his/her weakness by analyzing what knowledge the 

reader brings to the task of reading, which is to make sense of the text. This view 

contrasts with the negative view of error by the behaviorists. 

In the study of children's oral reading miscues, K. Goodman (1965, 1969) 

asked children to read a story in its entirety and then analyzed their reading miscues. 

Miscue research demonstrates that reading is an active process, driven by the 

motivation of making sense. From his early research, K. Goodman (1967) 

reported that reading is a "psycholinguistic guessing game." "Miscue [analysis] 

offered a window on the reading process" (Goodman. 2000. p. 12). K. Goodman's 

research. "A linguistic study of cues and miscues in reading," is listed on "A 
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chronological list of the 13 most influential literacy studies since 1961" by Shanahan 

and Neuman (1997). For over 30 years, miscue analysis research has been applied 

to many languages other than English, for example. Spanish. Japanese. Korean, and 

Arabic (Brown, Goodman. & Marek. 1996) and Chinese (Xu. 1998; Chang, Hung, 

& Tzeng, 1992; Li. 1992; Sergent, 1990; Lee. 1989; Chang, 1989; Chang, 1987; 

Tien. 1983). These research studies across many languages share similar findings 

in how readers of different writing systems make sense of what they read. The 

wide range of studies support Goodman's theory that reading is a process of making 

sense. 

Psycholinguistic studies on the reading process have found that the reader 

actively constructs meaning from a text by using various language cueing systems: 

graphophonic, syntactic, and semantic, as well as the pragmatic system (Beach, 

1993; Goodman. 1995). Readers constantly interact with these cueing systems 

simultaneously and interdependently in reading through sampling, predicting, 

testing, and confirming strategies to achieve their goal; making meaning from the 

text (K. Goodman. 1973b; Y. Goodman, Watson, & Burke, 1987). Moreover, "in 

order to read with efficiency, the language user not only has to know what to pay 

attention to but also has to know what not to pay attention to" (K. Goodman, 1973b. 

p. 23). Research shows that experienced, or fluent, readers tend to make better 

decisions in predicting what is going to be read and in selecting what cues to focus 

attention on than less experienced or less proficient readers. Therefore, an 

efficient reader is one who is able to use minimal cues to get the meaning from the 

text. This is what led K. Goodman (1967) to conclude that "reading is a 
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psycholinguistic guessing game." Y. Goodman, a reading researcher, refers to this 

perspective of reading as "a holistic model of reading" (1987, p. 24). 

K. Goodman's miscue analysis research has brought an alternative 

perspective to reading research methodology. Different from the traditional 

research conducted in the laboratories with machines and controlled variances, 

miscue research is conducted in a non-controlled situation where each reader is 

asked to read real text in a real situation (K. Goodman, 1973a). Different from 

experimental research that studies reading through analyzing relationships among 

words, sounds or sentences, miscue analysis explores the reading process beyond 

the text level because "the whole is more than the sum of the parts" (K. Goodman, 

1973b). 

Reading: A Constructive Process 

K. Goodman (1996b) highlights the active construction of meaning in the 

reading process, stressing "comprehending" instead of "comprehension" to indicate 

that reading is a dynamic and constructive process involving a negotiation between 

reader and text. He stresses that reading is not so much the "discovery" of 

meaning, but the "creating" of meaning. According to Y. Goodman (1987, p. 134), 

this reading model "reflects a transactional, psycholinguistic and sociolinguistic 

view of the reading." The Goodmans' model has evolved as a 

"transactional-sociopsycholinguistic model" (K. Goodman, 1994). The model 

views the reading process as neither bottom-up nor top-down nor interactive; 

instead, the model views reading as a transactional or as a transformational process. 

"Transaction" implies that there are differences between a reader's text and an 
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author's text (Rosenblatt, 1978). Smith's (1983) and K. Goodman's (1986) view of 

the reading process, emphasizes the activeness of the reader during the process. 

The reader does not passively extract the meaning from the text; instead, the reader 

actively brings meaning to help him/her construct the text. Moreover, the meaning 

the reader brings to the text is influenced by one's social and cultural background. 

In summary. Smith and Goodman argue that literacy development begins with the 

meaning and then moves down to the sound and letters. 

Readers Use Both Visual and Nonvisual Information to Read 

Frank Smith (1973b), a researcher of language and learning, argues that 

"reading is not primarily a visual process." He explains that reading "always 

involves a combination of visual and nonvisual information" (1973b. p. 7). 

According to Smith (1997), reading requires two kinds of information: "visual 

information" and "nonvisual information." He describes the psycholinguistic 

reading as "a trade-off process between the visual and nonvisual information in 

reading—the more that is already known 'behind the eyeball,' the less visual 

information is required to identify a letter, a word, or a meaning from the text." 

He argues that the less nonvisual information one has, the more visual 

information is needed. Thus, the reader who concentrates on identifying every 

individual word correctly will not be able to concentrate on reading for meaning. 

He describes the reading process as the following (Smith, 1997, pp. 56-58): 

1. We read for meaning. 
2. We use our brain to read rather than only our eyes. 
3. Our brain screens the information that our eyes send to the brain. 

4. We do not read every individual word. 



As a result of psycholinguistic research. Smith has provided documentation 

for three additional claims (Smith, 1988b, p. 12): 

1. Only a small part of the information necessary for reading 
comprehension comes from the printed page. 

2. Comprehension must precede the identification of individual words. 
3. Reading is not decoding spoken language. 

Reading: A Transaction Between the Reader and the Text 

Yetta Goodman, co-author of Reading Miscue Inventory and Retrospective 

Miscues Analysis has conducted miscue research since the 1970s and has applied 

miscue research to instruction. Her studies led her to conclude that "the 

differences and similarities between written and oral language suggest that they are 

parallel systems, each with unique forms and purposes." She argues that "reading 

involves the communication of ideas, beliefs, thoughts, and emotions through 

shared syntactic and semantic systems in the same way that oral language does.... 

Both the reader and the author are equally active in building the meaning" (1987, pp. 

20-22). 

She further argues that by the time children go to school, they already have 

important knowledge about language sufficient to produce it as well as to 

comprehend it. Moreover, their knowledge is more than the language itself, but 

also of the culture and their community, because language is about sharing the 

meaning. Language cannot exist by itself. Her argument reminds us that reading 

is a transactional, as well as a constructive process, and that the background and 

experience of the reader and the writer shape how they read and write: thus 

instruction should properly respond to this perspective. The conclusions of Y. 
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Goodman's research indicate the dynamic relationship between language and thought 

and between the reader and the text, which support the transactional 

psycholinguistic reading process. 

Her conclusions are the following (Y. Goodman. 1987. p. 20): 

1. Reading is an active process. 
2. Reading is a language process. 
3. Readers have knowledge about language. 

4. Authors have knowledge about language. 

Connection to Chinese Language 

The following sentences are examples of miscues made by two readers, 

Yi-Chi and Ung-Wei. They were first graders in Taiwan when they read the 

storybook called, Dan-Dan, the dragon (Penhuolon Dan-Dan, 1990). 

Text: mm'immmmm, it#-

mm:km, 

Yi-chi read: 

Tmg-wei read: 

Instead of reading Yi-Chi read In the retelling, 

he told me that it was hot in the afternoon, and H f] was taking a nap. When 

rr slept and felt hot, he began to snore. 

The character and are graphically similar to each other and they 

are both adjectives but with different meanings. The way he read, is 

semantically acceptable in this context. Probably, it is even closer to children's 

language and their experiences. The word is common to both children's 
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and adult's language, but the word is more like adult's language. Moreover, 

the way he read makes sense to Taiwanese people, because Taiwan is 

hot in summer, and parents usually ask kids to take a nap in the afternoon. The 

first sentence set up a background as (taking an afternoon nap) and was a 

strong hint to a reader from Taiwan that the sleep would be ( very hot). 

In this example, he was expected to read because it was what was in 

the text; instead, he read Therefore. is conventionally called an "error." 

In miscue research, it is called a "miscue." In this case, the is considered a 

high quality miscue because it is both syntactically and semantically acceptable with 

meaning change; besides, it is graphically similar to the character in the text. This 

example shows that Yi-Chi brought his linguistic knowledge and background 

experience to read the text and he made a prediction from the previous sentence and 

the context. He just misused the cues. 

When Ting-Wei read aloud, she inserted (when) and (Dan-Dan) 

in two different parts of the sentence. She read fluently. Compared to the 

language written in the text, the way she read was closer to the way we speak; most 

importanL she did not change the meaning of the text at all. From how she read, 

we know that she understood the story and had knowledge about the sentence 

structure. She made a proper prediction about what was going to be happening in 

the text by inserting words to make her reading aloud flow, as most experienced 

readers do. 

The two miscues she made in this sentence, (when) and "rH^" 

(Dan-Dan), are considered high quality. They are syntactic acceptable, and 

semantically acceptable. Although Ting-Wei did not follow exacdy how the text 
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was written, she showed her language knowledge from the miscues she made. She 

is not a sloppy reader, she read with her knowledge and sense of the language. 

This shows the transactional- social- psycholinguistic nature of reading of 

the Chinese language. There are further reasons for the transactional perspective 

of reading to make sense to Chinese language readers. There are many homonyms 

in Chinese characters, for example the character "ft." We are not able to identify 

the meaning and the pronunciation of the character out of context, "ft" could be 

read as " iL " [zan. 3"^ tone] when it means "long," as in, ft^; however, it could 

also be read " ̂  ;t" [chan, 2"''toneJ, which means growing, as in ft;;^. Another 

example is which could be read as "*7 X. " [bu. 2"*^ tone] as in 

and it could be read as "*7 X: [bu, 4"^ tone] as in There are 

more examples with characters like "M." etc. Chinese readers have to 

decide the meaning of the whole words first in order to determine the pronunciation 

of the character for the homonyms. Research by Chen (1992) found that when 

reading Chinese, readers determine the pronunciation immediately after determining 

the meaning. Studies of miscue analysis in Chinese languages support the 

constructive transactional perspective of the reading process (Xu, 1998; Chang, 

Hung, & Tzeng, 1992; Li, 1992; Chang, 1989; Wu, 1994b; Tien, 1983). 

Connection to Reader Response Theories 

Reader Response theories are theories that have emerged from the field of 

literary theory and criticism (Beach, 1993). Like reading research in the field of 

psycholinguistics, theorists in literary criticism have introduced a transactional 

perspective to reading. They support the psycholinguistic perspective of reading 
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that reading as an active process. The Reader Response theories and social 

psycholinguistic theories of reading both argue that every reader brings their unique 

linguistic knowledge and cultural background to read the text and that the 

uniqueness of every reader's interpretation should be recognized and valued. 

The idea that reading is a transactional process between the reader and the 

text is a focus of Reader Response theories. Rosenblatt introduces the concept of 

"transactional" to literacy, which she took from John Dewey and Axther Bentley 

(1949). As early as 1938. Rosenblatt suggested that the reader's personal 

interpretation of the text rather than the original intent of the writer, should be the 

primary concern of reading. She argued that literature in not simply a text, but a 

meaning constructed by the reader. Rosenblatt's argument challenged the 

conventional belief and practice in terms of the relationship between the reader and 

the text. Under this transactional and constructional perspective, the aesthetic 

stance and the personal response of the readers are highly valued (Rosenblatt, 1978; 

Beach, 1993; Au. Carroll. & Scheu, 1997). Flood and Lapp (1991, p. 738) have 

made four basic statements regarding the constructional theory: 

1. The meaning of a work of literature is a transaction between the reader 
and the text. 

2. The meaning of a work of literature is not contained in a static text. 
3. Readers comprehend the same text differently because every reader is 

unique. 

4. The readers' personal responses to the text are a critical element in 

making of meaning. 

Rosenblatt (1989) proposed that people read among a continuum of two 

stances: aesthetic and efferent. In the aesthetic transaction, the reader's attention is 

focused on the joy of reading. In the efferent (non-aesthetic) transaction of reading. 
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the reader's attention is focused on the information from the text. According to 

Rosenblatt, these two stances are not mutually exclusive, because a reader might 

shift back and forth between the two stances. Rosenblatt further argued that when 

reading literature, the aesthetic should be the predominant stance; in other words, 

literature should be read primarily for the enjoyment of the experience of reading. 

Application to Pedagogy and Curriculum 

Rosenblatt (1978). a pioneer of Reader Response theories, argued that 

readers should be free to respond to the text and that literature should be read 

primarily for enjoyment rather than for studying skills. Furthermore, Reader 

Response theories (Beach, 1993) argue that the particular community where he/she 

comes from shapes a reader's response to the text. Therefore, the readers should 

be encouraged to voice themselves. 

Rosenblatt (1978) also argues that personal response is essential but not 

sufficient. Readers first share personal responses and then move to critique those 

responses through dialogue with other readers. Therefore, a reader should be 

encouraged to share his/her responses of literature with other readers. 

In short. Reader Response theories warn that literature instruction, which 

narrowly focuses on correct interpretation, is a way to silence voices and identity of 

the readers. 

Ken Goodman (1996a), Frank Smith (1973c), and researchers of the holistic 

model of reading raise the awareness that the knowledge and background that 

readers bring with them to read should be valued. Instead of using simplified text, 

they suggest using the high quality literature to support learning. Their studies in 
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languages other than English (non-dominant language) also inform multicultural 

education and bilingual education. Their studies demonstrate the strength of the 

readers, who speak minority languages, by recognizing their unique linguistic and 

cultural backgrounds. 

Reader Response theories and the transactional social psycholinguistic 

model of reading share many of the beliefs and suggestions of language and literacy 

education curriculum as followings: 

1. Value readers' voices: Reading is a transactional process, a process of 
meaning construction; therefore, every reader's unique way to interpret the 

text should be valued. 

2. Instruction should reflect the diversity of the readers; Meaning is socially 

constructive. Response and connection between the reader and the text is 

shaped by personal background; therefore, instruction should respect every 
reader's cultural difference and unique individuality. 

3. Use quality literature. 

4. Study the literature not the skills; Literature study should focus on aesthetic 
transaction, personal connections and reflection rather than the study of 

skills and knowledge. 

5. Facilitate discussion group; Students will be aware of how their responses 

reflect their orientation through reflection, sharing, and discussion. 
Facilitate group discussion about their languages, miscues, and response to 
the literature in groups so that students will have a better understanding of 
themselves, others, and the text. 

Both the psycholinguistic view of reading and Readers Response theories 

have strongly shaped the whole language curriculum in terms of changing the 

teaching material and changing the attitude especially in the reading curriculum and 
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literature curriculum. The usage of authentic literature, literature discussion, and 

reading strategies are among some of the responses from the field. 

Learning to Read from Whole to Part 

Context plays a critical role in the reading process. K. Goodman's (1965) 

research on reading words in and out of context found that children can read many 

words in the context of a story that they cannot recognize in a list. During the 

reading process, the reader uses multiple cueing systems and strategies to make 

sense of the text. Context provides a full range of meaning potential with all its 

variety of cues that support reading. Just as the whole is not the sum of parts, 

reading words does not necessarily lead to making meaning from the text. 

Simplifying the instructional procedure by learning individual words out of conte.xt 

will make learning to read hard because it cuts down all support systems which 

potentially might facilitate the reading process. This suggests that teachers should 

not attempt to teach very young children vocabulary words in isolation because 

learning should always occur in the context so that connections can be made 

between the whole and the parts, so the parts can have value. 

The notion that children learn how to read by reading and learn how to write 

by writing is the holistic view of learning shared by K. Goodman (1986), Smith 

(1975), and many other reading researchers. It is just like the way we leam how to 

swim by swimming, not by "standing at the bottom," and how to ride a bicycle by 

riding it rather than spending time analyzing those composed actions. Therefore, a 

teacher's role is to help children to read, to use meaning, via their own knowledge 

of the language cueing systems by engaging the reader in the act of reading not by 
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analyzing the word, the sound, or sentence structure outside of a nneaningful context. 

The above perspective is also supported by researchers in early literacy 

development (e.g.. Ferreiro.1990; Dyson. 1990; Y. Goodman. 1984). 

Authentic Text Makes Reading Easv 

Ken Goodman (1967) found that the readers identify words faster in a 

meaningful context than in a less predictable context. Predictability on the 

inherent linguistic redundancy of written texts is one of the crucial factors that 

facilitates reading. Goodman suggests using authentic texts to support young 

children to read. Texts that are meaningful operate at many levels. The history of 

research previous to the Goodmans focused almost exclusively on the pedagogical 

significance of sound-symbol relationships and offers little to understanding what 

happens when readers read real text. Indeed, the exclusive nature of that research 

creates problems for many readers. K. Goodman (1986) argues that we simplify 

the text to make learning to read easy, but we make learning to read hard. A 

simplified text makes language less authentic; thus, it become less predictable. 

When a text is less predictable, reading is harder. Goodman's views about reading, 

readers, and texts are supported by Halliday (1982) and Smith (1973b). These 

views are also tested and supported by the Experimental textbooks in Taiwan, e.g., 

the text of La-La and Me (SS^^) and A Black Goat Crosses the River 

W. 

It is the authors of children's books who teach kids how to read and write. 

British educator Margaret Meek (1988) argues the importance of using quality 

literature to teach kids to read and write. Like current textbooks in Taiwan. 
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textbook publishers in the USA used to write textbooks for instructional purposes by 

composing target sentences or vocabulary intended to be taught. Those textbooks 

were not written for sharing thoughts, experiences, and feelings as the first priority, 

but for instructional purposes. Fortunately, this situation in the USA is changing. 

Using quality authentic literature is one of the major concerns of whole language 

teachers and is becoming widespread in the educational system. In the books 

Report Card on Basal Readers (1988) and Basal Readers: A Second Look (1994). 

Goodman and many language educators share their concerns about language ans 

textbooks. Currendy in the USA. the textbook publishers have obviously 

responded to this concern. We can see the changes those publishers have made by 

making comparison between newer and older versions of textbooks. 

Place the Eniovment of Literature Before the Instructional Purpose 

Rosenblatt (1978) argued that literature should be read primarily for the 

enjoyment of experiencing reading. However, she shared her concern that most 

teachers tend to teach literature by focusing on the efferent stance rather than the 

aesthetic stance. 

Based on her theory, readers are encouraged to pay attention to their own 

experiences as the basis for improving their understanding of themselves and others 

(Rosenblatt, 1989). This changing role of the reader and text implies a change in 

instructional strategies and a new relationship between teacher and students in the 

interpretation of text because the teacher is no longer the sole interpreter of the text. 

It is the reader, not the teacher, who is the owner of the interpretation. This 

perspective encourages the practice of literature discussion. 
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In the transactional-psycholinguistic view of reading, reading is viewed as a 

transaction between thought and language as well as between the reader and the text. 

From this viewpoint, only the reader can effectively make decisions about skipping 

parts and substituting simpler words. For a publisher to categorically make those 

decision would make the text less predictable and thus much harder to read. These 

theories suggest that we need to give children rich and authentic texts that primarily 

focus on the enjoyment of literature for personal functional value and interest rather 

then on an abstractly determined instructional purpose. 

This perspective has changed the language arts curriculum in terms of both 

material and instruction. Literature discussion and the teaching of reading 

strategies are among some of the changes that have occurred in the practice of 

teaching, especially by whole language teachers. 

An Invitation to Create an Alternative Curriculum 

Language educators Short, Harste, and Burke (1996) found that the way a 

teacher approaches the language and literacy curriculum reflects what he/she 

believes about the reading process. A study by Newell, MacAdams. and 

Spears-Burton (1987, cited in Beach, 1993) found that what teachers believe about 

the role of literature influences their practice. As a teacher educator in Taiwan, I 

found their conclusions to be true for Taiwanese teachers. 

For the past 30 years in the USA, along with advances in psycholinguistic 

studies of the reading process and in developmental psychology, literacy education 

has been gradually changing. Literacy education has changed from practically sole 

reliance upon basalized texts, e.g.. Dick and Jane and Run Spot Run, to using 
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authentic texts adapted from trade books: from a concentration on skills and form to a 

greater focus on learning strategies and meaning. Learning how to read and write 

through fiction and non-fiction literature as well as accepting inventive spelling as a 

necessary developmental process have become shared knowledge and practice among 

teachers. 

In the English speaking countries, whole language has brought an alternative 

perspective to learning, teaching, and curriculum. The grass-roots whole language 

movement has also changed what teachers teach as well as how teachers teach. I 

suggest Chinese teachers examine their beliefs about the reading process and 

curriculum, make connections to current research findings, and further apply their 

new knowledge to their curriculum. 
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THE CONNECTION TO REL\TED THEORIES 

This section consists of three chapters: "Piagetian Perspectives and Whole 

Language." "Vygotsky and Whole Language" and "Critical Literacy and Whole 

Language." These topics are currently relevant for Taiwanese educators. 

In this section, I focus on the relationship of theories and research to whole 

language and their relationship to literacy education in Taiwan by using examples 

from the Experimental Textbook published by the Taiwan Provincial Institute of 

In-service Elementary Teacher Education. In each chapter. I will selectively 

explore some questions as the following: 

1. What are the main ideas of the theory and findings of research? 

2. What is the relationship between the theory and research findings of 

whole language? 

3. How is the theory applied to whole language classrooms? 

4. What is the relationship of the theories to the literacy curriculum in 

Taiwan? 
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CHAPTER 6 

PIAGETIAN PERSPECTIVES AND WHOLE LANGUAGE 

Piaget (1896-1980) was an epistemologist, clinical psychologist and a pioneer 

of cognitive psychology. His work has had an impact on our understanding of how 

children come to know their world (Y. Goodman, 1990). 

Contemporary Perspectives of Learning to Read and Write 

The traditional pedagogical perspective on learning to read and write has been a 

question of method, so educators have been oriented to search for "the most effective 

method" without challenging assumptions regarding the nature of learning. Under this 

tradition, the synthetic and analytic methods have become essential. However, wrong 

emphasis has been placed on perceptual ability while ignoring many considerations, 

such as, the linguistic competence of the child, the cognitive competence of the child, 

and the learning process of human beings (Ferreiro & Teberosky, 1982). 

In the 1960s, a change in our thinking about children's language development 

occurred when Noam Chomsky and other researchers pointed out that children leam 

much more than what they are taught intentionally. Learners do not passively leam by 

imitation; instead, they actively contribute to their own leaming. This new 

understanding challenged the dominant behaviorist model and strongly influenced 

cognitive psychology, developmental psychology, psycholinguistics, linguistics and 

educators for the next decades (Ferreiro & Teberosky, 1982). Following are some 

major perspectives: 
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1. Children try to know the world by making and testing assumptions. 

Children do not wait for external reinforcement of a simple response, but 

actively attempt to understand the nature of the language around them by 

formulating hypotheses, searching for regularities, and testing their 

predictions. Children reconstruct language for themselves and 
selectively use information provided by their environment. 

2. Children learn from whole to part, not from part to whole. Language 
learning does not proceed through the accumulation of isolated elements; 
instead, leaming occurs through interacting with the whole system in a 
context, where the parts continually redefine themselves in response to 
changes in the environment. 

3. Children have a notable knowledge of their mother tongue. They have 

"linguistic knowing" (Ferreiro & Teberosky, 1982, p. 10), which they 

utilize unconsciously in their daily communication acts. 
4. "To Err is Human" (Goodman & Goodman, 1994). "Constructive 

errors" show that children have a rich knowledge of language, rather then 

a lack of knowledge. 

Since the 1970s, researchers like Kermeth Goodman, Frank Smith, Charles 

Read, Carol Chomsky, and many others have produced valuable studies to extend new 

knowledge in the relationship between oral language and the leaming of reading. The 

research done in this perspective by Ferreiro was built on Piaget's theory of 

intelligence. 

Although Ferreiro's (1994) latest works do reflect the trend of studying child 

development from a social perspective, her work focuses on more the cognitive 

development of the child as an individual rather than the social cultural perspective. 

Her clinical approach to research and studies represents a strong example of the 

Piagetian tradition. 
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Piaget's Theory in the Development of Reading and Writing 

It is not possible to summarize Piagetian theory briefly. Below are some of his 

major ideas, which attempt to apply this conceptual framework to learning process 

(Ferreiro & Teberosky, 1982, pp. 11-18). 

1. Learners try actively to understand the world around them. 
2. Development requires not only new behaviors, but more important, new 

knowledge and knowing. 
3. Stimuli do not act directly but are transformed by the individual's 

assimilation systems. In these acts of transformation, individuals give 
interpretation to the stimuli, and only by this interpretation does the 

behavior of the individual become comprehensible. 
4. The center of the learning process is the learner rather than the method or 

the teacher. 
5. The departure point of all learning is the learner rather then the content to 

be learned. 
6. Knowing is not linear. We move toward the knowledge by way of global 

reconstruction, rather then through adding bits of knowledge 

step-by-step, one on top of another. 
7. Progression in knowledge is only attained through 'cognitive conflict'; 

thus, the notion of constructive error is essential to learning and should 

be accepted in pedagogical practice. 
8. We must not fear error and must not fear forgetting. Forgetting in itself is 

not important; what is important is the incapacity to recover the forgotten 

content'. 

Why Use Emilia Ferreiro's Work to Interpret Piagetian Theory 

Piaget himself never studied children's concepts of reading and writing, but this 

was undertaken by his former student, Emilia Ferreiro, a developmental psychologist 

from Argentina (Ferreiro & Teberosky, 1982). In this paper, I primarily use Emilia 

Ferreiro's study to interpret the Piagetian perspective on literacy and literacy education 
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for three reasons. First, the research in language and literacy development conducted 

by Ferreiro has made a great contribution to the field known as "Emergent Literacy," 

which has become a solid foundation for knowledge of early literacy development. 

Second, Ferreiro is still active in this field and continues to conduct research by 

adapting new trends and new ways of thinking that have emerged in recent years. Third, 

her research studies have been conducted in various languages, such as Spanish, 

Portuguese and French, etc. Chinese research by Lee (1989) and Wu (1994c) has been 

influenced by her work and also supports many of her findings. All together, these 

studies across languages and cultures have identified many universal aspects of early 

literacy development. 

Literacy Before Schooling 

To understand children we must hear their words, follow 

their explanations, understand their fhistration, and listen to 
their logic. (Ferreiro & Teberosky, 1982, p. 12) 

Ferreiro follows Piaget's methods and uses interviews as well as observation to 

explore young children's conceptualization of oral and written language by studying 

their production and their interpretation of written texts. She notes that the child leams 

by making hypotheses, testing the hypotheses, and modifying the hypotheses through 

immersion in the environment. She found that children's language is rule-governed 

(Ferreiro, 1984). Her research illustrates the phenomenon that children follow their 

hypotheses, which might differ from adults' rules, until there is a conflict in 

communicating the meaning. Her research in various languages illustrates that children 

do not create new marks; instead, they combine elements of the language in their 

' See The Book of Learning and Forgetting by Frank Smith, 1998. 
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society to represent their meaning, a fact that led her to conclude that the invention in 

children's language reveals cultural influences (Ferreiro, 1986, 1990, 1991, 1998). 

Ferreiro's (1984, 1986, 1990, 1991, 1994) studies demonstrate that conceptual 

recreations are driven by children's efforts to understand the system. Her research also 

lead her to the conclusions: literacy acquisition is a process of construction of 

knowledge; written language development is both a psychological and cultural 

constructive process, error is natural and necessary in the process of literacy 

development (Ferreiro, 1984, 1986, 1991, 1994). Data from Chinese children (Lee, 

1989, 1990; Wu & Huang, 1994) as well as English (Dyson, 1990a) and Spanish 

(Ferreiro & Teberosky, 1982) young speakers support her conclusion. 

In the book. Literacy Before Schooling, the research by Ferreiro and her 

colleague led them to three major findings (Ferreiro & Teberosky, 1982): 

Reading Is Not Deciphering 

When children read, they are reading the meaning of the representation rather 

than the actual marks. For example, in Taiwan most children read the logo of 

McDonald's "M" as (McDonald), or (McDonald hamburger) 

or (uncle McDonald) but not the letter "M." In Lee's study (1990), 

Taiwanese children read (Kon-Chei cookie) when the package only writes 

(Kon-Chei). They were reading the subject rather then the linguistic elements. 

These conclusions support contemporary psycholinguistic perspectives of the 

reading process (e.g., K. Goodman, 1967; K.. Goodman & Y. Goodman, 1981; Smith 

1997). That is, reading is an active and selective process of the brain and not the eye. 

The reader uses available information and cues, both visual and non-visual. 
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simultaneously for reading; thus, without prediction, reading is impossible. Reading is 

reading the meaning, not just reading the sound or the shape of symbols, because the 

reader is driven by the purpose of making sense of the world. Research shows that 

early readers are especially sensitive to nonlinguistic cues and are capable of applying 

those cues to their reading (e.g., Schickedanz, 1986, 1990, 1999; Dyson, 1989, 1993; Y. 

Goodman, 1990; Y. Goodman & Altwerger, 1981). When they read, they support their 

understanding by applying information inside and outside the context with their rich 

non-linguistic knowledge, because they assume that texts should make sense to them. 

Writing is Not Copying an External Model 

Ferreiro and Teberosky's study (1982) shows that by the age of four most 

children already notice that "writing is not just lines of marks but a substitute object 

representing something external to the graphics themselves" (p. 277). Like drawing, 

writing symbolically expresses a message, rather than merely representing its linguistic 

elements such as sound. 

In my research, a three-year-old child used /Jn /xiao/ (little) and H /san/ (the 

third) to represent her youngest aunt and her third aunt. This young writer uses writing 

symbols to represent a whole concept of meaning. Writing to her expressed thought 

and represented meaning rather then just a nonsense shape. 

Ferreiro and her colleagues' (1982, 1986) studies reveal that writing is a 

developmental process which does not merely depend on a child's graphic skill or on 

the ability to make letters. Instead, the process of writing depends on the level of 

conceptualization about writing; writing depends on the set of hypotheses an individual 

has built for the purpose of comprehending an object. They further suggest that when 
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we prevent children from writing and from testing their hypotheses but force them to 

copy and to repeat someone's markings without understanding their structure, we 

prevent children from learning and from discovering on their own. When we correct 

their writing, we ignore what is essential in the text; that is, we ignore what the \\Titing 

represents and how the writing represents that. 

The purpose of writing as well as reading is to construct meaning. From a 

developmental perspective, the ability to write is shaped by tensions between personal 

inventions and social conventions. Since it is a developmental process, error is a 

necessary by-product and should not be discouraged. Different from the traditional 

negative view toward error, contemporary educators use "invented spelling" to 

demonstrate the knowledge that a child has acquired in the transitional stage of learning 

to spell. As Read (1975, 1986) argues, children's invented spelling is not chaotic but 

reflects regularities. Thus, to support writing development, the adult should provide 

opportunities and demonstrations for young writers to explore the writing system as a 

whole and should also encourage risk-taking by valuing the constructive errors. With 

this type of support, children will gradually leam to write in a conventional way 

because they want their writing to be understood and to make sense to their readers. 

Corresponding to the research by K. Goodman (1973b, 1994), Smith (1988b), 

Halliday (1982), Dyson (1990a), and others, writing itself is language, not a secondary 

form of oral language. The written symbol directly represents meaning rather than the 

oral language. Y. Goodman, Watson, and Burke (1987) further explain this perspective 

by saying that written language and oral language are "parallel systems each with 

unique forms and purposes" (p. 30). They all agree that just as the best way of learning 

how to read is by reading, the best way of learning how to write is by writing. 
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Progress in Literacy Does Not Come About Through Advances 

in Deciphering and Copying 

The acquisition of literacy is a "conflict soludon development" rather than a 

sequence of ability and skills (Ferreiro & Teberosky. 1982. p. 18). Ferreiro and her 

colleagues (1994a) drew this conclusion from the evidence they collected from children 

in different countries. Their studies emphasize Piaget's theory of cognitive 

development: learning to use knowledge and not learning skills and knowledge is not 

truly appreciated until its means of production has been understood, until it has been 

internally reconstructed (Ferreiro & Teberosky, 1982, pp. 278-279). 

Carole Edelsky believes that children develop their ability of writing before 

reading, but Ferreiro suggests that the "natural order' varies from one child to another 

(Ferreiro. 1994b). Some children leam to read before they leam to write and some 

learn to write before they leam to read. In contrast to the readiness theory, both Edelsky 

and Ferreiro support the idea that literacy emerges before formal instruction begins. 

Children actively participate in teaching themselves to read and write while learning 

simultaneously from social transmission or spontaneous construction (Ferreiro & 

Teberosky, 1982). Ferreiro (1984) posits that the environment and the individual are 

two dimensions for constructing knowledge, which develops from transactions 

between these two dimensions through the assimilation process conducted by the 

individual. From this perspective, literacy development is a process of "assimilation" 

rather than "imitation." Children assimilate themselves into the culture and immerse 

themselves based on their own interpretations. Or, as K. Goodman (1996b) and Y. 

Goodman (1996) state, literacy development is a process of "personal invention" 

within "cultural conventions." 
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Children need to explore the writing system by writing. Children must have 

opportunities for writing to express meaning in order io be able to discover that their 

system is not conventional. In this way, children will find relevant reasons to substitute 

their own hypotheses with conventional techniques. This is what Ferreiro (1990. p. 14) 

described as "children's theory." She found that what children build in their 

development process seems to differ from the adult way of thinking. Children 

construct a process of "making sense of the world" in their encounter with the print. 

Literacy development is defined as a process of making sense of the world; 

therefore, learning to read and write is more than distinguishing the shape of the word 

and drawing those shapes. If we believe that we all leam how to write by writing, how 

to read by reading, the mechanism of motor skills without personal engagement should 

be rejected. 

Connection to Whole Language 

Piaget argues that language plays a critical role in children's development. An 

interpretation of Piaget's ideas of "assimilation" and "accommodation" can expand 

whole language educators' understanding of how the tension between personal 

"invention" and social "convention" lead children to read and write (K. Goodman, 

1994). 

Research conducted by Piagetian scholars supports whole language education 

in terms of early literacy development and the reading and writing processes. In many 

studies, Ferreiro's conclusions that "reading is not deciphering" and "writing is not 

copying" (e.g.. Ferreiro &Teberosky, 1982, pp. 272, 277) have been supported by 

whole language study that "speech and writing are variants or alternative form of the 
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same language" (Smith, 1975, p. 180). Written language itself is a language rather than 

a transcription of speech because it directly represents meaning (K. Goodman, 1996a). 

Ferreiro and Teberosky's conclusion that "progress in literacy does not come about 

through advances in deciphering and copying" (Ferreiro & Teberosky, 1982, p. 278) 

has also been supported by research conducted by whole language scholars in different 

countries and different languages, for example, in the USA, Yetta Goodman (1990) and 

Anne Dyson (1990b); in New Zealand, Mary Clay (1991); in Australia , Brian 

Camboum (1988); in Taiwan, Lee (1990), and Wu (1994d), as well as many others. 

There is a strong connection between Piagetian scholars and whole language 

educators in terms of philosophy about the language process and literacy development 

as well as in learning and teaching. 

Pedagogical Implications 

Literacy development is not a matter of sounding out the letter, repeating again 

and again the same strings of letters on a page, or applying reading readiness tests 

(Ferreiro, 1990, p. 23). 

In many occasions and publications, Ferreiro calls for a need to completely 

revise our ideas about written language learning on the basis of the discoveries of 

contemporary psycholinguistics (Ferreiro, 1998). Ferreiro argues that reading 

instruction should be grounded on the understanding of learners as "creative, active, 

and intelligent" rather than "passive, receptive and ignorant" (Ferreiro & Teberosky, 

1982, pp. 14-15). She criticizes school practices that place the children outside the 

knowledge domain because they define the learner as a passive receiver and a 

mechanical receptor. In such settings, children leam that all their questions are 
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irrelevant; they leam to answer questions without thinking and to accept the "standard" 

answers from textbooks and from teachers (Ferreiro, 1990, p. 25). 

Based on their research, Ferreiro and Teberosky (1982) argue that the traditional 

method of instruction, which is based on the assumption that learners must start with a 

mechanical phase and then progress to a comprehension phase is based on synthetic and 

analytic processes. That approach is problematic because its pedagogical perspective 

ignores two fundamental considerations, (a) the linguistic competence of the child, and 

(b) the cognitive competence of the child. 

This assumption does not dismiss the importance of the small elements of 

language, but handles those elements in a different way. It is not a matter of teaching 

children to make a distinction but of making them conscious of a distinction they 

already know. It is not a matter of transmitting knowledge that children do not have, 

but of making them aware of knowledge that they already have. In summary, to help 

the learner become aware of the knowledge they already possess is the point of the 

instruction, which also reflects the philosophy and phenomenon of Literacy Before 

Schooling (Ferreiro & Teberosky, 1982). 

Ferreiro and Teberosky (1982) further argue that it is easy to demonstrate that 

many conventional practices in the teaching of written language are attributable to what 

was knovvn before 1960 with the behaviorist models about oral language development. 

What they argue is relevant in current pedagogical practice. 

"We see what we know." Knowledge helps us to "see" the unnoticed signs of 

literacy development (Ferreiro, 1990, p. 23). To most Taiwanese educators, the above 

discussion provides an alternative lens to view literacy development and literacy 

education. Let us e.xamine the textbooks and teaching methods in Taiwan as following. 
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Connection to Taiwan in the Research and Curriculum 

The French researcher, Foucambert, found that "deciphering is easy . .. when 

one knows how to read," and fiirther argued that the phonics approach is the key to the 

failure of children in learning to read (Foucambert, 1976, cited in Ferreiro, 1982, p. 

276). In 1999, Vernon and Ferreiro published their research conclusions that the ability 

to segment words into phonemes is not a necessary prerequisite for learning how to 

read and write and that phonological awareness develops across levels and related to 

children's writing development. Research conducted by Ferreiro and others on 

alphabetic languages does not support that the teaching of alphabetic language should 

begin with analysis and be composed of sounds (Ferreiro & Teberosky, 1982; Ferreiro, 

1991). Instead, the teaching of language should be linked to its meaning from the very 

beginning. Following their perspectives, let's re-examine how we teach beginning 

Chinese, a logographic language with less graphophonic relationship than that of an 

alphabetic language. 

In Taiwanese elementary schools. Mandarin Chinese begins with Juin Fuhau 

a phonetic system for reading Mandarin Chinese. For the first ten weeks, a 

te.xt is used which is written with Juin Fuhau only. In most kindergarten classrooms, 

teachers also teach Juin Fuhau, although the teaching of Juin Fuhau in kindergarten is 

banned by the Ministry of Education. Why does this happen? Kindergarten teachers 

and parents want to prepare kindergarteners for the first grade because they believe that 

if children do not leam Juin Fuhau in kindergarten, they will not be able to master this 

system within the first 10 weeks of first grade. Thus, in reality the amount of time that 

children spend on learning Juin Fuhau is much more than ten weeks. 
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I have been interviewing young children informally about how they leam to 

read Chinese characters. Most of them said they leam to read by watching TV. Most 

parents and teachers in Taiwan would agree that TV is a major resource for children in 

both suburban and rural areas for reading Chinese characters before official instruction 

begins at school. In Taiwan, all television programs contain subtitles in Chinese 

characters without Juin Fuhau. People who live in Taiwan know that we seldom use 

Juin Fuhau in our adult lives. Juin Fuhau can be found in textbooks of grades one to 

four, children's books, and children's newspapers; but not in any other reading material 

in society. The sole function of Juin Fuhau is to help children to leam to read Chinese 

characters. 

Compared to other texts children read before school, we can easily see that the 

Juin Fuhau textbook is very much simplified both in language and thinking. Based on 

the above, we should reconsider whether Juin Fuhau is an essential tool for teaching 

children to leam to read. Do we use children's linguistic knowledge and language 

experiences that they have accumulated from their envirorunent to facilitate their 

learning? Does the thinking level of Juin Fuhau texts respond to the thinking level of 

children? Or, do we stifle children's knowledge by imposing imported logic to teach 

them how to read? Most of the children in Taiwan already know how to read in Chinese 

characters when they begin school. 

First graders in Taiwan leam Juin Fuhau by using a textbook written only in 

Juin Fuhau. It is designed to make learning easy by simplifying the text and language. 

However, the simplified text, which intends to make learning easier, could make 

learning harder. It is because the text does not keep the language natural and it 

eliminates various cues that might support reading. It forces the young reader to read 
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by the new marks without getting help from the entire cueing system that they already 

know. 

Ferreiro and Teberosky (1982, p. 10) argue that we have to accommodate the 

"linguistic competence" and "cognitive competence" of the child when we design our 

curriculum. Smith (1975, 1997) and K. Goodman (1986) argue that the easier way to 

learn how to read is to read by reading the language itself, not by reading phonetic 

symbols. 

If the environment is an important resource for helping children to become 

literate, what language do we see in our environment? If Juin Fuhau is essential for 

learning to read Chinese, how about children in Hong-Kong, Singapore, and some 

children who receive Chinese instruction in schools outside of Taiwan and China? They 

learn to read Chinese by reading Chinese characters without reliance upon any phonetic 

system. In the next section, I will describe how the three conclusions made by Ferreiro 

and Teberosky (1982, pp. 261-286) relate to the teaching of Chinese literacy in Taiwan. 

Reading Is Not Deciphering 

Ferreiro and Teberosky's (1982) study shows that those children who receive 

school instruction which strongly focuses on sounding out phonetic symbols tend to 

ignore other aspects of their own linguistic knowledge. Ferreiro and Teberosky (1982) 

further argue that the traditional instruction that requires children to releam the sounds 

of spoken language is based on false assumptions that if they do not distinguish the 

sounds adequately, they will not be able to use the alphabetic system in their writing. 

I once conducted a case study of a seven-year-old Chinese child who was taught 

to read by following the Juin Fuhau system. The child's reading instruction included a 
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strong emphasis on sounding the phonemes out correctly. The child experienced 

difficulty in comprehending the text. The child commented, "I put most of my energy 

on reading [sounding out the words], so I could not think that much." After she tried 

the strategy that relied less on sounding out Juin Fuhau by reading the Chinese 

characters and guessing the meaning, her reading comprehension improved. She later 

reflected on her reading process that she used picture clues to help her to understand the 

story; the context and her experiences to guess the meaning, the sound of words, and 

the plot of the story. She leaned to focus on the meaning through out this process. The 

case study shows that heavily relying on sounding out Juin Fuhau can make reading 

become a superficial performance at the expense of focusing on meaning. 

After ten weeks of first grade, many teachers and students in Taiwan feel much 

more relieved and relaxed when they are allowed to leam to read by reading Chinese 

characters instead of reading Juin Fuhau. This is a view shared by many first grade 

teachers in Taiwan in response to the instruction of Juin Fuhau curriculum, which is 

required by the National Curriculum Standard. Many teachers confirm among 

themselves that students leam to read easier by reading Chinese characters than reading 

in Juin Fuhau. 

The study of Vemon and Ferreiro (1999) found that "phonological awareness is 

not an either/or phenomenon, but that it develops across levels and that this 

development is related to children's writing development" (p. 395). In terms of 

pedagogy, Ferreiro and Teberosky (1982) argue that it is wrong to assume that reading 

is equal to decoding written language into sound. They suggest that instruction does 

not have to begin with the association between sound responses and graphic stimuli. 

Their argument parallels the response in Taiwan to Juin Fuhau instruction. Taking into 
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account research findings in Chinese, English, and Spanish, and feedback firom 

teachers, there are questions we should ask in terms of the instruction of Juin Fuhau. 

Based on what assumptions does learning how to read Chinese have to start from Juin 

Fuhau? Is it truly best for children to learn to read by beginning with instructions in 

Juin Fuhau in the first ten weeks of the beginning of elementary school and use 

te.xtbooks which consist of only Juin Fuhau without any Chinese characters? Does the 

Juin Fuhau pedagogical approach respond to what Ferreiro and Teberosky have 

identified as two essential fundamental considerations, namely, (a) the linguistic 

competence of the child, and (b) the cognitive competence of the child? 

In the following, I would like to describe the Experimental Curriculum which 

received support from many teachers after they actually applied the approaches of the 

Experimental Curriculum in their class. Following the National Curriculum Standard, 

where literacy education has to begin with Juin Fuhau, many teachers have told me that 

they have found that children leam Juin Fuhau more easily by putting Chinese 

characters ne.xt to the Juin Fuhau symbols. Thus, in the Experimental Curriculum's 

textbooks, there are Chinese characters next to the Juin Fuhau. Just as there are Juin 

Fuhau to help them to read the Chinese characters when they leam how to read by 

Chinese characters, there are Chinese characters to help children to read Juin Fuhau in 

the textbooks of the E.xperimental Curriculum. 

For the students who do not have this kind of pairing of Chinese characters with 

Juin Fuhau in te.xtbooks, modifications can be made in their textbooks. For example, 

teachers might create an activity to invite upper grade elementary students to help first 

graders to write Chinese characters next to Juin Fuhau. This approach can help to build 

a connection between children of different age groups. At the same time, this approach 
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can create a functional purpose for writing for the upper grade elementary students. Of 

course, teachers could involve parents in the process as well. 

Writing Is Not Copving an External Model 

Let's begin with a case study about the development of alternate symbols for 

names. 

At the age of 3;5, Tang-Tang showed me her drawing and writing. She was 

confident and happy. Both grandma and I were proud of her. 

Tang: See, I drew a picture to Little Aunt and I wrote /J^ /xiao/ [little]. 

Grama: The little dot in /J^ should be on the bottom instead of on top. 

A couple of days later, Tang-Tang was writing to Little Aunt again. She showed 

me a drawing with the character HAan/ [three or third] written next to it. 

Tang: Is Little Aunt also Third Aunt? 

Wen: Yes. 

Tang: I don't know how to write "little," but I know how to write "third." 

At the age of 4; 7, Tang-Tang wrote a postcard to Little Aunt. She did not ask 

adults for help, yet everyone knew to whom she was writing. Her aunt's name is 

tn, and she wrote ^ —. The following is an analysis of her symbols. 

fi^/xin/ "happy" 

^L^/xin/ "heart" 

•\^/yi/2^ tone "delightful" 

— /yi/l" tone "one" 

Tang-Tang borrowed characters and symbols to help her write. She knew how 

to read the names of every family member long before this age because she always 
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sorted the postal mail for us, so I knew that she realized that the words she wrote were 

not the symbols that the adults typically use. When I asked Tang-Tang how she figured 

out how to write this way, she replied, "I don't know." 

These vignettes show that Tang-Tang is familiar with many symbolic systems 

and that her invented characters are based on Chinese orthography. She was able to 

integrate the different cultural systems for her personal needs. As in Dyson's (1989) 

observations, she used the symbols to represent personal meaning and then used the 

personal meaning to establish social meaning. She discovered the relationship between 

kinship terms and language and was able to use alternative ways to express kinship 

terms. She showed us her linguistic strength, her knowledge about the family structure, 

and pragmatics and her strategies in making the language function for her purpose. 

The following e.xample is how we apply this concept in the textbook. Busy Town 

(This is based on the belief that the invention of Chinese characters is a 

transitional stage of learning how to write in a conventional way. Children should be 

worry free about the format of language when they first try to write down the meaning. 

To encourage that children should write down the meaning first is to respond to the 

function of writing as sharing the meaning between the writer and the reader. Through 

continuous reading and writing, children learn the ways of conventional writing at later 

stages because learning how to write is a developmental process. Since learning is a 

process of risk-taking and literacy is a process of development, we should not ask for 

everything to be perfect at the beginning. Inventive spelling is an essential stage 

progressing toward conventional writing, so inventive spelling should not be 

discouraged. Meaning should be the primary focus, and the external form used to 



154 

convey the meaning should progress along a continuum of emerging social 

conventions. 

Progress in Literacv Does Not Come About Through Advances 

in Deciphering and Copying 

Research shows that the environmental print is a rich resource for learning how 

to read (e.g., Y. Goodman & Altwerger, 1981; Y. Goodman, 1984; Lee, 1990). Busy 

Town from the Experimental Curriculum demonstrates that learning how 

to read does not necessarily come from formal instruction. Young children can learn to 

read independently by frequently attending to the print in their environment. At school, 

we should help children to make connections to their spontaneous learning that occurs 

outside the school setting through the school curriculum. Every Day Is Different 

^from the Experimental Curriculum shows that writing a letter to friends is a 

way to learn how to write. It is a way to immerse children in the practice of writing 

characters in a meaningful context for e.xpressing thought and meaning. If children 

often write in context, they are also practicing how to write characters. 

The examples above are to demonstrate to teachers and students that both 

learning how to read and learning how to write are happening in a context with the 

purpose of communication and that the curriculum should and could respond to this 

belief. 
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Conclusion 

The comments made by Ferreiro (1991) on her research of early literacy 

acquisition are critical not only to Westem culture, but also to Chinese culture. I would 

like to use her great thought as a conclusion to this section and also, as an invitation to 

my readers to reflect on their beliefs and practices of literacy education. 

The changes [that] needed to deal with literacy acquisition from a new 

perspective cannot be reduced to a new teaching method, to the search of new 

reading-readiness tests or new didactic devices. 

What is needed is a change of perspective. We have had a very poor image of 

written language; to look at the alphabetical writing system as one of the ways 
to represent language helps us understand the complexities of the questions 

children formulate. We also have a very poor image of the learner. Children are 
much more than a pair of eyes and ears, a hand that uses and instrument to make 

marks, and a phonatory machine that utters sounds. Beyond all this, there is a 
cognitive subject, someone who thinks, who constructs interpretative schemes, 

who acts upon reality in order to make it his/her own. 

A new "magic" method will not solve the problem. What is needed is a new 

analysis of the actual school practices, trying to grasp their underlying 

assumptions and to determine up to what point they act as filters that selectively 

transform and distort any new proposal. 

There are turning points in history, at which a conceptual revolution is necessary. 

The time has come to make such a big conceptual change in literacy acquisition, 
(pp. 52-53) 
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CHAPTER 7 

VYGOTSKY AND WHOLE LANGUAGE 

L. S. Vygotsky (1896-1934), the Russian psychologist, is known for his 

contributions as a cultural-historical psychologist. Since the 1960s. Western 

psychology and education have been strongly influenced by him. especially the three 

current movements of constructivism, emergent literacy, and whole language education 

(Dixon-Krauss. 1996). 

Vygotsky has led the psychology beyond the traditional scientific model to the 

sphere of human studies based on a humanistic model (Kozulin, 1990, p. 278). The 

social origins and cultural bases of individual development are the essential 

components of Vygotsky's perspective (Cole, 1996; Scribner, 1985). Vygotsky (1981) 

viewed cognitive development as an ongoing process and as a result of the individual's 

social interactions within the environment. He viewed education as "a theory of 

cultural transmission as well as a theory of development" which "not only implies the 

development of the individual's potential, but the historical expression and growth of 

the human culture" (Bruner & Harste, 1987, pp. 1-2). To Vygotsky, education is central 

to both cognitive development and socio-cultural activity (Moll, 1990). 

Social-Historical Perspective of Human Development 

Any function in children's cultural development appears twice, or on two 

planes. First it is appears on the social plane and then on the psychological 
plane. First it appears between people as an interpsychological category and 

then within the individual child as an intrapsychological category . . . but it 
goes without saying that internalization transforms the process itself and 

changes its structure and function. Social relations or relations among people 
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genetically underlie all higher functions and their relationships. (Vygotsky. 

1981. p. 163) 

Vygotsky's quote represents the "social general law of cultural development" 

which suggests that cultural behaviors are social and that they are changing along with 

the development of the individual person (Cole. 1996). Different from Piaget's 

maturational perspective of children's development. Vygotsky brought a socio-cultural 

perspective to look at children's development. His phrase "Mind in society" implies 

this concern. He argues that behavior must exist socially before it becomes part of the 

internal behavior of the individual (Vygotsky. 1981). He views language as a symbol 

system, which reflects sociohistorical development. Therefore, the development of a 

concept and of language is supported by a framework for interpretation and this 

interpretation reflects the organizing consciousness of the whole culture (Bruner & 

Harste. 1987). The origin of social interaction on the development relates to the 

concept of Zone of I*roximal Development (ZPD) (Vygotsky, 1978). They all together 

suggest adults should arrange a rich, relevant and proximal environment to facilitate 

children's learning and development. 

Social-Constructivism 

The Literacy Dictionary (1995) explains, "constructivism is a philosophical 

perspective ... which views reality as existing mainly in the mind, constructed or 

interpreted in terms of one's own perceptions.... In this perspective, an individual's 

prior experiences, mental structures and beliefs bear upon how experiences are 

interpreted. Constructivism focuses on the process of how knowledge is built rather 

than on its product or object " (p. 43). 
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According to this view, learners actively construct and create their own 

understandings by engaging themselves in the social world which surrounds them. 

Different from the traditional view toward the learner, this alternative perspective no 

longer views the learner as a passive subject who leams by imitation; instead, every 

individual creates his/her own meaning and interpretation through interaction with the 

te.\t. Different from early constructivism (for example. Piaget) which tends to see 

learning mainly as a change within the learner, Vygotsky's perspective of 

constructivism views learning as a change agent not only within the individual, but 

more important, between the interactions of the individual with other people and the 

symbolic tools in the society (Kozulin, 1998; Tryphon & Voneche. 1996). Similarly. 

Wood (1998) proposes that children's knowledge is a product of "joint construction" (p. 

17) by the child and members of his/her culture. Compared to Piaget, Vygotsky and his 

colleague, Luria, places much heavier weight on the role of culture and its systems of 

symbols in shaping the intelligence, learning and development of a child (Wood, 1998). 

Every individual references his/her unique background (including experiences, 

knowledge, social cultural orientation, etc.) to read the world. Therefore, different 

people interpret the same event in different ways or at different levels. 

Vygotsky's conceptualization of constructivism corresponds to the concept of 

invention and convention (K. Goodman, 1996b), which is held by many whole 

language educators. They view language development as a process vacillating between 

personal invention and social convention, and children as using social forms and 

resources to create their own inventions. The intention to make sense of the world is 

the driving force of this process. This is similar to the Reader Response Theory, which 

views reading as a transactional process where the reader brings his/her unique 
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background to read the text; thus, the meaning is recreated among the text, the writer 

and the reader. 

The meaning of construction is that the individual actively tries to make sense 

of the world by putting together all the information available to him/her. The meaning 

an individual imposes on one event or object is his own interpretation influenced by all 

of his previous experiences. It is an active mental process with unique personal effort 

(or interpretation) involved. 

Zone of Proximal Development 

The Zone of Proximal Development (ZPD), Vygotsky's key concept for how 

people learn, has received great attention in the West. The zone represents the 

"difference between the child's actual level of development and the level of 

performance that he achieves in collaboration with the adult" (Vygotsky, 1987. p. 209). 

He explained. 

Suppose I investigate two children upon entrance into school, both of whom are 

ten years old chronologically and eight years old in terms of mental 

development. Can I say that they are the same age mentally? Of course. What 
does this mean? It means that they can independently deal with tasks up to the 

degree of difficulty that has been standardized for the eight-year-old level. If I 
stop at this point, people would imagine that the subsequent course of mental 

development and of school learning for these children will be the same, because 
it depends on their intellect.... Now imagine that I do not terminate my study at 
this point, but only begin it. ... Suppose that I show them various ways of 

dealing with the problem .. . that the children solve the problem with my 
assistance. Under these circumstances it turns out that the first child can deal 

with problems up to a twelve-year-old's level, the second up to a nine-year-old's 
level. Now, are these children mentally the same? 
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When it was first shown that the capability of children with equal levels of 
mental development to learn under a teachers' guidance varied to a high degree, 

it became apparent that those children were not mentally the same age and that 
the subsequent course of their learning would obviously be different. This 

difference between twelve and eight, or between nine and eight, is what we call 

the Zone of proximal development. It is the distance between the actual 

developmental level as determined by independent problem solving and the 

level of potential development as determined through problem solving under 

adult guidance or in collaboration with more capable peers. (Vygotsky. 1978, pp. 
85-86) 

Vygotsky argued that learning creates ZPD and that "the only 'good learning' is 

that which is in advance of development" (Vygotsky, 1978, pp. 89-90). Like Dewey 

and Piaget, Vygotsky valued the role of play in children's development. Vygotsky 

wrote. "Play creates a zone of proximal development of the child" (Vygotsky, 1978, p. 

102). In play, children behave beyond their age, explore their imagination and the role 

of adults in daily life. 

Cazden (1981) uses "performance before competence" to explain ZPD. He 

argues that children can perform collaboratively. With assistance today, children will 

be able to perform independently tomorrow; therefore, learning should be fostered and 

assessed through collaborative, not independent or isolated activities. 

Vygotsky was concerned not with the quantitative assessment of learning ability 

or intelligence, but with the qualitative assessment of psychological processes and the 

dynamics of their development. Therefore, the concept of the zone, in part, is to 

critique and to provide an alternative perspective to the IQ test (Moll, 1990; Vygotsky, 

1978. 1986). 

Many scholars argue that English speaking scholars interpret Vygotsky's 

concept more narrowly than he did. Some scholars are further concerned about how 

Vygotsky's ideas are misunderstood and improperly operated (e.g.. Griffin & Cole, 
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1984). Griffin and Cole (1984) argue that "next-step versions of the ZPD." which 

provide the sequential steps by focusing on the next step "scaffolded" by the adult, is 

different from Vygotsky's ZPD because of the lack of considering the social origins of 

mental functions. Griffin and Cole (1984) also argue that the ZPD is immersing various 

steps at once rather than processing one step after another. 

The notion of "scaffolding" introduced by Bruner (1977) and Wood (1998) 

shares with Vygotsky and Dewey the idea that the process of development is a process 

of discovering new goals. However, the scaffolding metaphor becomes problematic 

when people focus on a specific task rather than the changes in the child and when they 

focus on the adult's direction rather than the child's goal (Griffin & Cole. 1984). Anne 

Dyson (1990b) raised the concern that scaffolding fails to respond to the diversity of 

children's intentions. One critical difference between ZPD and scaffolding is that ZPD 

tends to view learning from a learner's perspective, while scaffolding tends to view 

learning from an instructional perspective. 

"Who decides the zone for whom?" (Griffin & Cole, 1984). This is a critical 

issue and difference between ZPD and Scaffolding theory. I found Griffin and Cole's 

argument to be somewhat true in Taiwan. As practitioners, we have to keep in mind 

that ZPD is decided by the learner during the process of learning but not pre-determined 

by the adult. 

If it is the learner who decides the ZPD, what is the role of the teacher? Because 

the capable adult and peer are important to this process of learning, the teacher's role is 

to suppon learning by providing a rich environment, resources and opportunities to 

facilitate interaction with peers and the environment. In order to conceptualize 



162 

Vygotsky's theory, one has to examine and reflect on the power relation between the 

teacher and the student. 

Connection to Whole Language 

As whole language major speakers K. Goodman and Y. Goodman (1992) point 

out, whole language draws heavily on Vygotsky's concepts in terms of social contexts 

of literacy development, and of learning and leaching but with some minor differences. 

In this section. I would like to use a view of language, view of learning and teaching, 

and view of curriculum to discuss the connection of Vygotsky's theory and whole 

language education. 

View of Language 

Vygotsky argued that the creation and the use of a tool and the mental 

development mutually influence each other, as language and thought influence each 

other. Whole language teachers view language among the semiotic systems and 

mediation and they encourage students to use language (both oral and written) to 

explore knowledge and thought. A whole language class is a language rich class, 

where students interact with the written text, peers and teachers by discussion, 

listening, reading, and writing in various circumstances. They are learning language, 

leaning about language, and learning through language all together (Halliday, 1982). 

To use language as a functional way towards a learner's purpose is an essential 

concept of whole language teachers. The role that language plays in whole language 

could fully interpret Vygotsky's concept of the relation among tool and mental 

development and the function of mediation as well. Vygotsky's conceptualization in 



the interrelationship between thought and language supports the transactional 

socio-psycholinguistic perspective of the reading process. 
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View of Learning and Teaching 

Vygotsky believed that the learner actively constructs knowledge from 

interacting with the environment; that is, they leam from social interaction by following 

their own ZPD. The whole language classroom is a learning rich community (K. 

Goodman. 1986; Weaver. 1990), where the learner explores knowledge by interacting 

with peers, adults, and the psychological tools, such as sign, symbols, texts, and 

graphic-symbolic devices (Kozulin. 1998), because teachers view learning as a social 

process. In the whole language community, the teacher is a learner too. He/she is a 

participant and a senior member of the group, who works with children to internalize 

this own internal function of reference and control. Teachers use kidwatching, 

reflection, and portfolio assessment rather than grades to represent a kid. They know 

that there is a difference between performance and competence and that we should not 

judge competence by performance only at a certain time and in a certain format. Based 

on a constructive view of learning, literacy must to be viewed as a developmental 

process. Supporting this perspective, whole language educators treat reading miscues 

and invented spelling as constructive errors, which are natural products of learning and 

should not be discouraged. In their view, learning is a constructive process led by the 

adjustment between invention and convention; thus a constructive error is viewed as a 

window of what the learner knows at this stage rather then what he does not know. 

Whole language's view of learning and teaching has been strongly influenced by 

Vygotsky. Vygotsky's socio-historical perspective of learning development helps 
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teachers to understand that every individual child carries with him/her a unique 

background and knowledge and furthermore. leads the whole language educator to 

extend his/her concern beyond the LI education to ESL. bilingual and biliteracy 

education, minority education, and multi-cultural education as well (Moll, 1988; Heath. 

1983; Taylor & Dorsey-Gaines, 1988; Freeman & Freeman. 1994; McCarty. Wallace. 

Lynch. & Berally. 1991). 

View of Curriculum 

Vygotsky views school as a place where children acquire "scientific" concepts, 

which are different from the "spontaneous" concepts children acquire from everyday 

experiences out of school (Vygotsky, 1978, 1986; Kozulin, 1998). He argues that 

school learning is and should be different from out of school learning. However, whole 

language educators try to make learning at school more like learning out of school 

because the latter has a closer connection to authentic situations of daily life. 

Whole language educators study how children learn and what they leam 

inside and outside school as well as before and after schooling. Based on the 

phenomenon that children leam so much and leam without difficulty before 

schooling and out of school, many of them have some difficulty teaming from 

formal instruction. Many researchers suggest that we should make learning inside 

and outside school more connected (Heath, 1983; Moll, 1988; K. Goodman, Bird, & 

Y. Goodman. 1991). They are aware of how an individual child can leam at home 

and in their community and think about how to adapt their learning experience to 

school learning. This conceptual response to Vygotsky's socio-cultural orientation 

of child development relates to Moll and his colleagues' (1992) applied study of 
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"Funds of Knowledge for Teaching." Y. Goodman (1996) reminds teachers that 

every child has his own literacy history, the teacher and curriculum should respond 

to this. She suggests teachers to reflect on this thinking in their curriculum and 

teaching. 

Although Vygotsky argued that school is a place to systematically learn 

scientific knowledge which students hardly could learn at home, his idea of school is 

not the one that most of us went to. He emphasizes that school curriculum and 

instruction should be relevant to the learner, connected to real life. In terms of 

instruction, he rejects the method of learning the mechanics piece by piece in 

isolation. Instead, learning should be learned in the entire context. These are ideas 

identical to whole language thinking about instruction and curriculum. 

On the development of children, in terms of the use of signs and tools, 

literacy development and play, Vygotsky highlights the role of meaning and 

significance. The searching for meaning and significance should be the basic 

principles in a curriculum. 

Vygotsky (1978) viewed learning as "a complex cultural activity" and 

writing as a developmental process, which should be "cultivated" rather than 

"imposed." Writing should be meaningful to children and relevant to real life and 

the learner's own purpose. In terms of instructional methods, Vygotsky rejects 

artificial divisions and abstractions in curriculum; instead, he suggests teaching 

writing naturally. Vygotsky highly values the role of play in child development. He 

argues that play is the best situation for learning a skill. He further argues, "In the 

same way as children leam to speak, they should be able to leam to read and write" 

(1978. p. 118). 
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Vygotsky (1987) disagrees with the idea of the reducing the whole into 

separate elements to study in isolation. He argues that one "will never succeed in 

explaining the characteristics of the whole by analyzing the characteristics of its 

elements.... Characteristics are inherent in the phenomenon only as a unified whole. 

Therefore, when the whole is analyzed into its elements, these characteristics 

evaporate" (1987, p. 45). In terms of pedagogical application it implies that learning 

is easier when done in learning in the conte.xt of its uses and supported by a 

curriculum that activated the Zone of Proximal Development for the learner 

(Vygotsky, 1978; K. Goodman. 1986; Marek. 1999). 

Vygotsky (1983) rejects artificial divisions and abstractions. He argues that 

the unit of study must be regarded in all its complexity, not in isolation. As Wertsch 

(1985) explains, the unit of study "... could not be derived through artificial division 

or abstractions of real psychological activity. It had to be a microcosm of the 

complex interfunctional processes that characterize actual psychological activity" (p. 

185). The issues of complexity versus simplification, interfunction versus 

segregation, real versus artificial, and whole versus parts are essential to the whole 

language approach. Vygotsky had raised a critical point 

Vygotsky in the Classroom 

Vygotsky's concept of construction and ZPD has been highlighted and practiced 

by current educators. In 1983. Moll and Diaz's research on reading instruction in an 

English-Spanish bilingual class found out that the bilingual children they studied were 

simultaneously literate in one language (Spanish) and illiterate in another (English). 

They further found that in English class, children spend most of their time on learning 
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phonics and decoding words in sequential level, while in Spanish class the same 

children did complicated comprehension exercises, like writing a book report. The 

researchers argue that the demands for correcmess in decoding words pushed children 

to the bottom of the ZPD and also misinterpreted children's ability in English. Based 

on ZPD. an innovative instruction, which no longer follows the levels of difficulty, was 

applied. They concluded that after moving the "burden" of demanding phonetic and 

grammatical correctness from the children, students obviously engage themselves in 

their English tasks successfully. 

Vygotsky's concept of the social historical perspective of child development 

also provides present educators a perspective to re-examine instruction and curriculum. 

"Funds of Knowledge" is a well known applied Vygotskian research project conducted 

by Moll. Amand, Neff, and Gonzalez (1992) in which they used a study group to bring 

teachers and parents together to search for knowledge of every household. Knowledge 

from family and community then became parts of the school curriculum. They made a 

strong connection between home and school not only in curriculum but also in thinking 

of children's learning. 

The Funds of Knowledge project might provide some ideas and experiences to 

Taiwanese educators for designing a "school based curriculum" which is currently 

promoted by the new curriculum guideline. For readers interested in the application of 

Vygotsky's ideas on literacy curriculum and pedagogy. Vygotsky in the Classroom by 

Dixon-Krauss (1996) also offers an overview. 
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Pedagogical Application to Curriculum in Taiwan 

In this section I would like to share some examples from the curriculum in 

Taiwan that correspond to Vygotsky's ideas. 

More Texts of Various Lengths Without Prescribed Sequential Order 

In Taiwan, students study one textbook on one subject for one semester in 

elementary school. The students study from lesson one to lesson two in sequence 

designed for their level of difficulty. They are expected to move to the next lesson only 

after they have mastered the current one. Teachers are encouraged to expand the 

curriculum by adapting trade books or other resources referred to as "outside reading"; 

however, these non-textbooks are incorporated to help students leam the textbook and 

are only a supplementary resource used as time is available. Most of the current 

language arts curriculum continues to follow this same tradition. 

The Experimental Curriculum has at least three textbooks for each semester and 

also occasionally includes adapted trade books as supplemental textbooks. The 

Experimental Curriculum encourages teachers to use the trade books not only to 

support the main text, but also as substitutes for the textbook if needed. Teachers and 

students have to select which texts and vocabulary to study from the Experimental 

Curriculum. The lessons are not numbered so there is no sequence to follow. The 

curriculum focuses on what students leam rather than on which lesson they study. The 

text is a medium for learning; thus, children will leam language skills and knowledge 

through a variety of texts, not only from textbooks. The Han-Lin Textbooks 

a privately published Language Arts Curriculum, has a section referred as trade book 

connection at the end of each lesson as a guide to additional resources. 
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Providing more texts for children to leam without pre-determined sequential 

order of instruction corresponds to Vygotsky's philosophy in the following ways: 

1. There are texts at different levels for students to go back and forth in the 
curriculum to meet the need of their development pattern. Development 

does not progress as a linear style; instead, development occurs in blocks. 

Development jumps up and down, and back and forth through its normal 
process. 

2. Because one te.xt cannot meet the needs of everyone at the same time, 
providing more texts in a unit makes the ZPD accessible for students at 

different levels. Instruction has to go beyond each student's current level 
and also be presented with the whole context to help them develop their 

ZPD. For this purpose, students need a variety of resources: some for 

current abilities and some for nurturing their potential abilities. 

3. The Experimental Curriculum does not contain a pre-determined 
sequential order for the textbooks. The ZPD is neither a "next-step ZPD" 

nor an adult scaffolding for children, but an area decided by the learner 
while he/she is learning. How can an "outside expert," such as an editor, 

pre-determine the sequence, by using an adult's sequence instead of the 
sequence that best meets the needs of an individual child. 

Vygotsky criticized the traditional instruction philosophy that assumes that 

children must leam the word before they can use the word in reading or writing. He 

argued that children should leam the words by using them. The Experimental 

Curriculum brings many non-traditional perspectives into practice, for example, 

providing more texts of different lengths in a textbook; teaching the word in content 

without isolating the word for the purpose of study as a pre-required process of 

instruction; and teaching the texts and the words without pre-determined sequential 

order. The Experimental Curriculum not only responds to Vygotsky's perspective but 

also responds to current research in the psycholinguistic reading process (e.g., K. 

Goodman. 1994; Y. Goodman, Watson, & Burke, 1987; Smith. 1988b. 1997) as well as 
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research of learning from social cultural perspective (Heath. 1983; Taylor & 

Dorsey-Gaines, 1988; Taylor, 1997). 

As difficult as it is for Taiwanese teachers to imagine whole language teachers 

using various texts at the same time in a class, it is probably difficult for whole language 

teachers to agree to use the same text for all the students in a class all the time. 

I See What You Mean 

In the Experimental Curriculum, students leam to read and to make webs, charts 

and diagrams to represent what they comprehend. These are alternative ways to 

represent meaning. 

In Seventy-two variations ^), there is a sample story web that 

summarizes a story by representing the structure and sequence of the event. The story 

web presents a way to organize the thought and to represent the meaning. The idea of 

the story web could be applied to different stories from different textbooks. The 

Experimental Curriculum provides additional samples in the textbooks, such as. Fly to 

School Busy Town and on the worksheets, such as. The 

Color of Myself { § Seventy-two Variations Maji, the Witch 

etc. 

Vygotsky (1978) emphasized the close relationship between thoughts and 

languages as well as tools and minds. Language plays an imponant role in children's 

mental development. Language is more than written language and it should include all 

kinds of semiotic systems that carry meaning. In language arts classes, students should 

be provided opportunities to explore different kinds of forms to represent meaning and 

thought. Charts and diagrams are among some of them. 
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Process Writing 

Process writing is an activity comprised of individual work and cooperative 

work. Process writing emphasizes the social aspect of the writing process with the goal 

of communication. It could be seen as a negotiation process between personal 

invention and social convention. As the writer initiates the meaning, he/she has to keep 

the potential readers in mind. The writer has to think about how to make the writing 

understandable to the reader. Thus, the writing process could include a step of sharing 

reading and editing. The Experimental Curriculum provides many examples of the 

writing process. For example, in the textbooks, I Like You demonstrates 

how to integrate the student interactions into process writing. 

Shared Reading and Writing 

Literature discussion can provide an effective way to integrate social interaction 

with literature response. It could naturally involve students in learning from their peers 

instead from their teacher only. In discussion groups, students respond the text through 

sharing and discussing. Through the process, they will not only learn different people's 

perspectives but also might increase their own understanding of the text. However, 

literature discussion is still new to most educators in Taiwan. Instead of introducing 

totally new activities, I would like to demonstrate how to increase students' interactions 

by asking more fruitful questions, which could be a beginning step to engage students 

and teachers in learning through peer interaction. Here are examples from an 

experimental textbook: 

Example 1: [After reading this text, how do you feel about. . . ? Write down 

your thoughts and then share your writing with your friends.] 



172 

Example 2: [Those articles are all about change. Among those sentences 

describing changes, which do you like best? Write those sentences down, share with 

your friends, and then select the best one of yours to share with the rest of your friends 

your choices as well as your reasons.] 

These are ways to respond to a text by focusing on writing skills. Through 

reading, writing and sharing, students learn from each other in addition to the teacher. It 

is a small activity that nurtures learning from social interactions. 

Throughout the discussion is the paper, my concern has been the following: is it 

a proper way to standardize every child's learning speeds and learning styles by 

following a set of curriculum and instructional procedures? When we design the 

curriculum for children, do we take children's language and literacy history into 

consideration? When we teach, do we teach in a constructive mind with our ears and 

eyes open to truly listen to our children to know their strength and frustration? After all. 

is learning to follow the learner's lead or the teacher's or the outside expert's? How do 

you, as an educator, respond to Vygotsky's social cultural origin of thinking and 

learning and his constructive perspective? 
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CHAPTER 8 

CRITICAL LITERACY AND WHOLE LANGUAGE 

Myth of Columbus 

Who "discovered" America? "Columbus" would be the answer for most of 

the people in Taiwan, as well as in the USA. It is probably a "fact" to most of us 

who learn this knowledge from history textbooks. However, let's read a reflection 

log by Rudy, a fifth-grade student in the United States. 

I have so many doubts that I don't know whether to believe this information or 

not. Because we don't know that Columbus was true or any of this happened. 
It's like on TV. You don't know if the product works or not. (Rudy, age 11. 

cited in Kaufftnan, 1996b, p. 83) 

Miss Kauffman taught fifth grade at an elementary school in Tucson, Arizona, 

in the United States. Her Fifth-grade students were upset when they found out that 

Christopher Columbus took American Indians back to Spain as slaves. "At first I 

wasn't going to believe it when Bill said, 'Columbus had slaves sent to Spain.' I 

only believed that Columbus discovered America," said Rudy (Kauffman, 1996b, p. 

82). Kindergartners too, responded to this "fact" with comments like, Indians were 

already there before Columbus or Indians discovered America (Bigelow, 1989). 

Not long ago in the United States, students began to read, write, and discuss 

what it meant for Columbus to "discover" America. They researched the traditional 

version of "Columbus Discovered America" as well as many other stories. 

In Australia, educators have decided to bring the social critical approach to the 

classroom (Jongsma, 1991). In these classes, students are learning how to read about 

the world while they are learning how to read the word, through the inquiry process of 
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answering questions that the learners themselves posted. They are practicing critical 

literacy. 

Books like Lies that my history teacher told me (Loewen, 1995), examine how 

much myth has been told to children and proposes that we need to re-read the past. 

Many educators critique the Columbus tales by claiming that they present a romantic 

and mythic misconception by making the Native Americans invisible and silent In 

addition, the myths strengthen the hierarchy by inhibiting children from developing 

democratic, multi-cultural, and anti-racist attitudes (Bigelow, 1989; Taxel, 1993). 

Educators have argued that it is a social responsibility to provide young people with a 

variety of perspectives to historical stories. In this case, a more truthful history of 

Columbus and the "discovery" of America needs to be told from the perspective of 

indigenous people of America as well as alternative and more truthful persp)ectives of 

Europeans. This is also a way to discourage the authoritarian mode of curriculum in 

learning and teaching. However, Bigelow (1989) suggests that Columbus books are 

perfect resources for critical thinking. He argues that bad materials could be useful 

to encourage critical reading and conversations. 

The Columbus myth is one example of concerns raised by many educators. 

Multicultural literacy, as well as critical literacy and critical pedagogy, inspire people 

to adopt an alternative perspective for re-examining the traditional view of literature 

and literacy education. This has become a recent trend and an emergent voice 

rethinking democracy in our schools as well as in our classrooms. 
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Concepts Related to Critical Literacy 

What is "literacy?" Does literacy mean only reading and writing? Is a 

literate person one who can read and write? Luke and Freebody (1997) argued that, 

literacy is never "value-neutral" or "autonomous." Literacy is a set of socially 

constructed practices and conceptions of reading and writing which cannot be 

separated from political and ideological significance. 

Critical literacy is a thinking tool that challenges the present condition and 

phenomena. Critical literacy helps readers to challenge particular ways of talking 

about persons, places, events, and phenomena (Wallace, 1992, p. 61) by asking 

questions such as "Why are things the way they are?" (Jongsma, 1991, p. I). 

Therefore, critical literacy education moves the definition of literacy beyond the 

traditional concept of the decoding or encoding of words and the reproduction of the 

meaning of the text and the society (Giroux, 1985). In other words, critical literacy 

can potentially serve to equalize participation for all the decisions that affect our lives 

by understanding one's own history and culture through critical literacy (Jongsma, 

1991). The above aspects are exemplified by Paulo Freire's (1987) famous idea 

"reading the word and the world": the ability not only to read and write but also to 

understand the power relationship in many social contexts. Therefore, critical theory 

is not a school subject; instead, it is a thinking tool and attitude toward the values and 

interests in everyday events and reality. 
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Origin of Critical Literacy 

The voices of critical theory emerged first in Latin America and Europe and 

then in North America. Critical theory includes liberation theology, feminine 

pedagogy, postmodernism, critical literacy and poststructuralism (Wink, 1997). The 

pioneer of progressive education, John Dewey, is a seed of critical theory in the 

United States. He planted the seed of democratic and critical thinking in many of his 

books and lectures, for example. Democracy and Education (Dewey, 1916) and 

Experience and Education (Dewey 1938/1963). He talks about democracy and 

education and instilled the practice of democracy in education. He proposes the idea 

that school should be a meaningful place where students could reflect on their 

experience in the world outside of school. His essential argument is that learning at 

school has to connect to learning out of school. 

Soviet psychologist Vygotsky (1978) also shared a similar concern. He 

studied human development and the individual from the historical socialcultural 

perspective. Corresponding to critical theory, Vygotsky proposed the concept that 

there is no individual who is value-free; every individual is influenced by the social 

culture in which he/she is immersed. We cannot understand the individual without 

taking into consideration those social and cultural influences. He further argued that 

every individual's life experience makes a difference. Challenging the traditional 

skill basis, his constructive perspective of human development, learning, and teaching 

reflects critical literacy. Critical literacy promotes the awareness and movement of 

Multicultural Education. 

Brazilian scholar, Paulo Freire (1987), argued that literacy is not only reading 

the word, but more important is reading the world and taking action. His works and 
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beliefs strongly influenced Latin America and have recently spread quickly through 

the United States. 

Critical Literacy in the Classroom 

As the discussion on "who discovered America" demonstrates, critical literacy 

brings to the classroom an awareness of the structure of cultural systems and their 

power relations by encouraging teachers and students to uncover and openly discuss 

any underlying assumptions. Furthermore. Creighton (1997), an elementary teacher, 

suggested that critical literacy could be and should be applied in all grade levels. 

Professor Kathy Short applies critical literacy in her children's literature class. 

She involves current schoolteachers as well as future teachers in exploring cultural 

and social issues in children's literature. Many of her students have applied critical 

literacy in their own elementary and secondary classes. 

In this chapter, I have used Columbus's story as an example; however, I do not 

intend to mislead my readers that critical literacy only involves ethnic conflict. It 

does not. In one instance in the United States, kindergarten children discussed why 

McDonald's gives free gifts in each kid's meal. The kindergartners discussed: Are 

these free gifts truly free? Why are there warning sentences on the plastic bags 

surrounding the gift? Are those warning messages truly written for the young 

customers who may not have learned how to read yet? Is McDonald's just trying to 

avoid any responsibility of injury from the plastic bags? 

In Tucson, Miss Kauffman's fourth and fifth graders showed their critical 

perspectives when they helped the National Council of Teachers of English (NCTE) 

to review children's books. For example, after reading books about female identity. 
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Megan argued that all the authors she read showed their stereotypes toward girls. 

Similar comments came from the children when their teacher just asked them to talk 

about how they felt about books they read without emphasis on reading with a critical 

eye. 

Many classroom stories show that as long as the teachers are willing to create 

opportunities to nurture critical thinking and critical discussion, children can actively 

involve themselves in this type of thinking and discussion very well. Gradually, they 

become capable thinkers and talkers. By making connections to what happens in 

daily life, there are many things that could be discussed and analyzed if we hold a 

critical eye. When the topics are relevant to children, they can reflect on their 

e.xperiences and discuss deep issues. Therefore, we should not and need not wait 

until our children grow up to explore critical issues; it will be too late. Schools 

should create opportunities for them to explore those issues. 

Possible topics related to daily life could include the following: the 

relationship between the media and the audience (how and what media try to persuade 

the audience), animal and human rights, a comparison and contest of adult and 

children's rights, environmental protection, and advertisements and the potential 

customer, etc. If we are aware of the power framework, and we see the world with 

critical eyes, there are many interesting topics we could study and explore as an 

inquiry process. The topics are endless. One topic might lead to another. 

Through exploration of those topics or issues, you build more understanding of your 

environment as well as of people. It starts with a critical perspective with moral 

concern and probably ends with action and understanding. The main purpose of 

critical literacy is not to raise conflict but to improve the social environment. It is to 
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nunure a society and culture in which people from different cultures share dignity and 

rights as well as the resources; in other words, to mutually respect the difference with 

understanding and appreciation and to build a community with harmony. 

In Taiwan, we have a high percentage of college graduates, but our citizens are 

still in the process of learning how to build a true democratic society. Many of our 

children spend more than 16 years at school, but the number of years of schooling 

does not necessary reflect a high degree of literacy with critical thinking as well as 

moral concerns. Current society is changing so quickly and many issues have been 

raised in the society through the media. We should not and cannot keep the issues 

away from our children and cannot. The best way is to bring the issues to class and 

discuss the issues with the children. In this way, we are nurturing our futiu-e citizens 

for participation in society. 

According to Jongsma (1991), "Because critical literacy develops collective 

and democratic voices and demands social action, it might be the most hopeful force 

with which we can build a better, more just future" (p. 2). As an educator from 

Taiwan, I see the potential connection of critical literacy to social education as well as 

to formal schooling. 

View of Reading 

Kenneth Goodman (1996). a psycholinguist, and Louise Rosenblatt (1978), a 

literature theorist, propose that reading is a transactional process. Critical theorist G 

Hunt (1991) argues that all reading involves reinterpretation or deconstruction of the 

text. Luke and Freebody (1997) state that reading is a social practice and is "tied up 

in the politics and power relations of everyday life in literate cultures" (p. 185). 
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Paulo Freire further claims that . . reading the world always precedes reading the 

word, and reading the word implies continually reading the world" (Freire. 1991. pp. 

143-144). All three scholars believe that there is no single meaning or truth in a text 

because readers bring personal meaning shaped by their particular experiences and 

cultural histories to the texts. Therefore, a gap between author and reader always 

exists. Their studies and concerns influence not only reading instruction but also 

multicultural education. 

View of the Student and Teacher 

The reading process involves a social complexity, which means each 

individual interprets the world through his/her unique social and cultural experiences. 

Thus, Creighton (1997) reminds teachers to be sensitive to the different voices from 

students and to nurture a zone of safety—an environment in which every student's 

voice is accepted and encouraged in a non-threatening atmosphere. 

Dialogue is important to the practice of critical literacy because "children's 

understandings were developed through the response, not the questions" (Simpson, 

1996, p. 123). In a dialogistic classroom students are invited to critique the larger 

society through the sharing of their lives. A teacher is no longer a lecturer or the 

person who merely ask comprehension questions; instead, she/he becomes a mediator, 

who invites dialogue among the students and becomes a member of the discussion 

group as well. As Jongsma (1991) explained, 

A critical literacy approach can begin by breaking down traditional 
teacher/student roles, and focusing on talking, reading, and writing learners' 
histories and experiences, background knowledge and world views. To do so, 

we have to become learners of student's cultures and languages: we have to 

reposition students as teachers of their knowledge. These are central to 
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dialogistic teaching and to egalitarian classrooms which are communication 
and print rich. (p. 2) 

In terms of teacher education, Barrera and Garza de Cortes (1993) have found 

it necessary to provide experiences for teachers to interact with multicultural 

children's literature in the same ways that students would in a literature-based, 

response-centered classroom. 

View of Curriculum 

Critical literacy education pushes the traditional definition of literacy beyond 

tradition because literacy is tied to values, ideologies, and beliefs (Jongsma. 1991). 

Instead of accepting the traditional definition of literacy as the ability of decoding or 

encoding the text, critical literacy occurs beyond the text level and links to content 

areas such as media literacy, thinking skills, social studies and the visual arts, etc. It 

is a curriculum of nurturing our students to read the word as well as read the world. 

In terms of the text, critical literacy would use broad texts in various formats, genres, 

perspectives, and keep them authentic. That it what Creighton (1997) suggested, 

when he said that we should neither avoid "challenged" texts, nor change the original 

context in any way; otherwise, we miss opportunities to educate our students and 

ourselves. 

Role of Literature 

Influenced by the Civil Rights Movement of the 1960s and the women's 

movement of the 1970s. American children's book publishers began to be sensitive to 

ethnic and gender issues (Bacon. 1988). From the late 1990s, critical literacy has 

been practiced by many teachers from the collegiate level to the elementary school 
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level of education. Teachers have begun to use social cultural issues to examine 

literature, and multicultural literature in particular. This trend is reflected in the 

publication of educational journals, e.g.. The Reading Teacher, New Advocate. 

Mora (1998) argues that literatiu'e could help us cross borders and build 

community. She further suggests using literature "as an art form to move readers to 

hear another human's voice, and to experience the doubts, fears, and joys of a person 

who may not look or sound at all like us" (p. 283). Barrera, Liguori, and Salas (1993) 

and Barrera and Garza de Cortes (1993) raise concerns regarding the authenticity of 

multicultural literature by suggesting that literature should not under-represent or 

misrepresent reality with ethnocentricism by different ethnic groups in children's 

literature. Barrera, Liguori, and Salas (1993) argue that teaching multicultural 

literature is not about teaching the texts and stories but about people. It is necessary 

to develop "multicultural thinking" and "cultural sensibilities" of the teachers and the 

authors of literature because cultural awareness and understanding are prerequisites 

for the development and use of multicultural literature (pp. 205-206). 

There is a growing concern about the message that Disney stories impose on 

young viewers. The Disney versions of tales and ethnic stories have been attacked 

by many reviewers of children's literature in terms of gender issues and ethnic 

authenticity. Fairy tales, such as "'Cinderella,^'' "Sleeping Beauty," and "Snow 

White," popularize the concept that the charming prince will give the passive beautiful 

female a happy life. But, "What if Beauty had been ugly?" raises Temple (1993). 

Disney's movies, adapted from folktales, like Mulan, and from historical figures, like 

Pocahontas are criticized in professional journals. Disney movies and many 
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folktales are resources that can be used to involve children in reflecting and 

evaluating what they hear and read. 

Literature provides students the joy of reading and the powerfulness of 

language and stories. Multicultural literature leads the readers to go beyond that to 

explore issues important to society and the world of today in terms of the need of 

social justice and equality. 

Resources for critical literacy extend beyond literature. All texts in a society 

could be utilized for classroom discussion. Mass media, which is easily accessible 

to most students, is a rich resource for inviting critical thinking and conversation. 

Pedagogy 

Freire (1987, p. 48) called for "dialogical education." He proposed a dialogic 

"problem posing" method as an alternative to replace the traditional "banking" 

method that the teacher and curricular texts own the "right answers" while the 

students are expected to passively follow. Moreover, Freire's problem posing and 

problem-solving model is initiated by students who critically analyze their social 

situation and work towards changing it. The Freiran approach uses students' 

experiences as resources, which implies a respect for the culture, language and dialect 

of students. 

In Australia, there is broad agreement about the need for socially critical 

approaches and texts (Jongsma, 1991). In terms of how to create a critical approach 

class, Jongsma (1991) lists four steps for beginners, 

1. Encourage students to contest, debate and argue with texts; 

2. Compare texts with different perspectives of the same events; 
3. Change traditional talk to authentic discussion; 
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4. Analyze messages and print from popular culture and media. 

Critical pedagogy, multicultural literature and multicultural education present 

new challenges to educators as well as to society. 

How Experimental Textbooks Respond to Critical Literacy 

I would like to use the Experimental Textbooks, sponsored by the Ministry of 

Education of the Republic of China (ROC.), as examples to explore the application of 

Critical Literacy. As a co-editor of the Experimental Textbooks, this is an 

opportunity for me to reflect on the work I participated in, so that we can make 

progress for future work. 

While creating these textbooks, the committee of the textbooks was aware that 

it is necessary to bring diverse perspectives to them. We incorporated our concerns 

in the Experimental Textbooks, which were subsequently considered "progressive" by 

many Taiwanese educators. Compared to the traditional textbooks, the Experimental 

ones did bring quite a few alternative ways of thinking and viewing, which were 

welcomed by many educators in Taiwan. However, there still exist stereotypes or 

biases from the perspective of Critical Literacy. 

Examine Ethnic Stories 

Kuipers (1991) offers evaluative criteria to guide the selection of nonfiction 

American Indian books as follows 

. Are the native peoples' cultures evaluated from the perspective of their own 
values and attitudes rather than from those of another culture? 

. Does the author recognize the diversity among tribes, cultures, and lifestyles? 
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. Does the literature recognize the native peoples as an enduring race, not 
vanishing or assimilated? 

. Are native peoples' languages and dialects respectfully portrayed? 

. Does the material contain positive values, clear of negative influence? 

. Bias may present itself in the text or in the illustrations. 

In the story of Sound of Drum in Africa it is written. "Long ago, 

there was a village in Africa... . One day, there came a traveler from France. . .." 

Examining the above message of Kuipers' concerns, "Does the author recognize the 

diversity among tribes, cultures, and lifestyles?", the answer is "No." The author 

locates the story in "Africa," a very general concept. She does not recognize that 

there are different countries, tribes, ethnic groups, cultures, and languages in the 

Africa. 

The African Mask is another text which also shows 

over-generalization. Probably it is because Taiwanese people have few experiences 

and little knowledge about Africa, a land far away from Taiwan. 

The above misunderstanding not only appears on the stories of foreign 

countries and cultures, it also appears on the stories of the Taiwanese aboriginal 

people. In the story of Footprints (MEP), neither is the tribe identified nor are the 

native peoples' languages portrayed. The dialogues between the characters, who are 

aboriginal people, sound very much Mandarin without any sense of any aboriginal 

languages. 

Besides, there are few stories about the lives of the aboriginal peoples in 

modem society in the Experimental Textbooks as well as in most other textbooks 
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published in Taiwan. Most of the stories about aboriginal peoples and cultures are 

about the old days although there are few people who still live in the traditional house 

following the traditional ways of living in the current society of Taiwan. With all the 

ethnic stories written about festivals, hunting, and tradition etc, it is hard not to build 

stereotypes toward those cultures and peoples. This is something of which the 

editors of the textbooks should be aware. 

Detect Bias in Children's Literature 

The book. Guidelines for Selecting Bias-free Textbooks and Storybooks. 

published by The Council on Interracial Books for Children provides guidelines to 

evaluate books from a pluralistic perspective. In the following, I would like to use 

this list as a reference to explore how the Experimental Textbooks reflect many 

perspectives of critical literacy. 

Ten Quick Way to Analyze Children's Books for Sexism and Racism 

1. Check the illustrations 

. Look for stereotypes 

. Look for Tokenism 

. Who is doing what? 

2. Check the story line 
. Resolution of problems 

. Role of women 

3. Look at the lifestyles 
4. Weigh the relationships between people 

5. Note the heroes 
6. Consider the effects on a child's self-image 
7. Consider the author's or illustrator's background 
8. Check out the author's perspective 

9. Watch for loaded words 
10. Look at the copyright date. (1980, pp. 24-26) 
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Li-Ya is a character in the story of The Wish in the Wind from 

one of the Experimental Textbooks. She is an outgoing, healthy, liberal teenager 

with a talent in sports. She initiates a friendship with a shy, lonely boy. The author 

created this story to challenge the stereotype. Dou-Dou. a girl from the story of The 

Big Adventure helps Tai-Ming, a crippled boy, to climb up the tree. The 

roles of female in the above stories are portrayed differendy in the Experimental 

Textbooks from that in conventional textbooks. 

I Have a Sister is a poem of a blind girl; A-Gui is Only 9 

Years Old is a story about a boy's death. Big Adventure is a 

story about a crippled boy. and She is My Sister ( is a story about a 

mentally disordered girl. The major characters in the above stories are all with 

certain levels of physical or mental disability, and they are those people who are 

normally missing in conventional textbooks. The editing committee of the 

Experimental Textbooks tried to make up this omission by providing stories of people 

from different backgrounds, and they received positive feedback from smdents, 

teachers, and parents. 

A-Chian's Dream is a story about a working-class kid dreaming of 

having a house owned by his family. Differently from most of the texts in the 

conventional textbooks that concern life of the middle class, this story shares different 

life styles. 

The Butterfly House is a story about a divorced family; The Day We 

Fight and Talk to Her or Not are stories about 

fighting. From a traditional perspective, the above stories, which are talking about 
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struggling relationships are considered inappropriate as texts for textbooks. Those 

stories reflect real life but not role models for students. 

Conclusion 

Critical Literacy could be a conceptual tool as well as a potential curriculum 

that weaves many essential Whole Language concepts and activities together. 

Critical Literacy could make a connection to the concept of the "relevance to the 

learner." For example. Critical Literacy investigates what concerns children and the 

concept of "authenticity." e.g., what is happening or what happened in the real world. 

Critical Literacy could also make a connection to learning strategies and skills, e.g.. 

reading strategies, writing process, viewing, thinking, collaborative learning, and 

group discussion, etc. In addition. Critical Literacy could be connected to various 

research projects, thematic units, or cycles, and could make the practice of an 

integrative curriculum more feasible. 
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RESEARCH APPLYING WHOLE LANGUAGE 

TO CHINESE LITERACY AND EDUCATION 

This section is comprised of three research studies conducted by the author. 

The first Language stories and literacy development of two Chinese children in 

Taiwan, consists of one longitudinal research study on the early literacy development 

of two Chinese children in Taiwan. The second. Innovations in the Experimental 

Chinese Textbooks in Taiwan, analyzes the development of an innovative curriculum 

in Taiwan. The third. Using predictable books and reading strategies to teach 

beginning Chinese as a third language, is an action research of changing curriculum in 

a class at Chinese school. Together, the three chapters cover theories and application 

of whole language and provide examples of research and practices in Chinese that 

support the whole language movement and show that whole language education 

works for the Chinese language and culture. 

The first research paper, "Language stories and literacy development of two 

Chinese children in Taiwan" is a product of six years of kidwatching, and data 

collection of literacy development of two Taiwanese children. The research 

investigates how these two children construct their knowledge of their first language 

through exploring the language and print that surrounds them. Results suggest that 

these two children went through a process of personal invention within social 

convention in their literacy development. The examples illustrate what they thought 

about Chinese characters, how they thought about functions of written Chinese, and 

how they used what they knew about Chinese to make meaning and to communicate. 
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The second research paper. "Innovations in the Experimental Chinese 

Textbook in Taiwan", demonstrates the possibility of changing the curriculum at a 

national level. The paper discusses what aspects and practice of whole language has 

been successfully applied to the Experimental Curriculum and what have not, and 

why. Examples from the textbooks and the discussions illustrate the theoretical and 

conceptual base of whole language education. 

The tiiird research paper, "Using predictable books and reading strategies to 

teach beginning Chinese as a third language: a journey in changing the curriculum in 

a class at a Chinese school" illustrates an action research project that changed 

curriculum in a classroom. This paper describes an inquiry process of a teacher and 

a researcher applying the transactional social-psycholinguistic reading process by 

supporting curriculum with children's literature and reading strategies in teaching 

Mandarin Chinese to children bom in the United States. 

Part of the theoretical and social cultural backgrounds of literacy education in 

Taiwan described in this section have been discussed in the first part of this 

dissertation. I choose to restate these backgrounds from a different perspective for 

two reasons: first, each study in this section can stand on its own as an individual 

chapter; second, the readers of part I may differ from those of part n. 
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CHAPTER 9 

I^VGUAGE STORIES AND LITERACY DEVELOPMENT 

OF TWO CHINESE CHILDREN IN TAIWAN 

Introduction 

During the past 30 years, much research has viewed reading and writing as 

processes of construction rather than imitation (Ferreiro & Teberosky. 1982; K. 

Goodman, 1996; Y Goodman, 1990; Harste, Woodward. &. Burke, 1984; Schickedanz. 

1990; Manens, 1996; Klein, 1985; McLane &. McNamee. 1990). However, the ideas 

of "emergent literacy" and "invented spelling" are still new to the educators of Taiwan. 

Similar to American perspectives 50 years ago, Chinese educators look at the road to 

literacy as a task of learning and instruction instead of a developmental process. 

Traditionally, Chinese educators have believed that the only way children can 

leam to read and write is by instruction. Learning to write is a process of building 

up good habits and strict self-discipline. Perhaps it is because literate individuals are 

highly respected in Chinese society that most people see literacy as a very difficult 

task. Even though modem parents appreciate their children's "cute" language, when 

it comes to writing, they are not very tolerant and patient with approximations. 

While they are confident that their children will leam to speak without formal 

instruction, they doubt that children can leam to write without formal instmction. 

Chinese educators agree in theory that instmction must be done from the 

child's point of view, but this kind of thinking is rarely reflected in practice. It is too 

progressive and dangerous to accept mistakes as "miscues" (Goodman, 1973a), or to 

look at errors as "constmctive" (Ferreiro & Teberosky, 1982, pp. 9, 17). Most 
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Chinese studies in early literacy learning are still dominated by the idea that learning 

is dependent on methodical training to attain readiness. Much research in teaching 

writing is about analyses of students" errors to let teachers help students avoid making 

mistakes. Teachers believe that it is important to write Chinese characters correctly 

from the very beginning, for otherwise it would be hard to get rid of the "bad" habit. 

Under such assumptions, mistakes are discouraged and carefully planned instruction 

in the correct pronunciation and writing of Chinese characters is extremely important. 

In fact, children are discouraged from engaging in writing activities until they can 

learn to sit properly, hold the pencil correctly, and taught the correct stroke order of 

writing characters. "Instead of being founded on the needs of children as they 

naturally develop and on their own activity, writing is given to them from without, 

from the teacher's hands" (Vygotsky, 1978, p. 105). This critique from Vygotsky is 

all too true of written and even oral language instruction in Taiwan schools. 

Of course, Chinese orthography and grammar are so different from English 

that Western research on early literacy development might not apply to Chinese 

children, and perhaps Chinese is a language that must be taught painstakingly by rote 

and by drill. In this paper I will attempt to explore how two native Chinese children 

develop in their understanding of written language by interpreting their language 

stories (Harste, Woodward, & Burke, 1984). I hope to compare the findings from 

these stories to the research about emergent literacy in English-speaking children. 

And finally, I will discuss the implications of these case studies for educational 

research and practice in Taiwan. 

My expectation is for this paper to provide knowledge about emergent literacy 

in Chinese, and to provide an alternative perspective by sharing two children's 
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journey in constructing the language, as well as their strengths and frustrations. I 

hope to call attention to how these strengths and frustrations can inform those who try 

to help children learn Chinese, both at home and at school. Without an 

understanding of how children develop their literacy, there cannot be a positive 

change in curriculum and instruction for Chinese children. 

Literature Review 

Chinese Orthoeraphv 

Chinese is written in characters. Each character represents a syllable in oral 

Chinese and is equivalent to a morpheme. Characters are written in strokes, which 

range from 1 to 30, with the average of about eight strokes. Educators place great 

importance on knowing the correct number of strokes in a character and the order in 

which the strokes are written when writing a character. Knowing the number of 

strokes is important for looking up characters in the dictionary. Knowing the stroke 

order is considered essential to writing beautiful calligraphy. Sometimes a 

seemingly minor change in the position and the angle of a stroke can change one 

character into another. 

Strokes can be grouped together to form graphemes, which are repeated in 

different characters. A character can be composed of one or more graphemes. The 

most important grapheme in a character is the radical or the remaining graphemes 

form the particle. Every character has a radical and sometimes it is the only 

grapheme in the character. The radical is important for two reasons: (a) most 

dictionaries list characters according to the radical, and (b) it gives clues to the 
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meaning of the character. For example, the radical means "mouth" and most 

characters under this radical are related to sounds or movements or the mouth. 

/chi/ eat ^ /ci/ beg 

/yiao/hxlQ /qiao/ give 

njz /tu/ spit out /tu/ soil 

n f L  / h o u /  roar /kung/ hole 

BS /la/ the sound "la" S Aa/ pull 

On /ha/ sound of laughter # /Jie/ together 

However, the clues can be confiising since the grapheme is very common and 

occurs in many characters where it is not particularly meaningful and does not 

function as a radical. For example: 

fO and (radical is :^ ) 

# when (radical is ffl ) 

The particle often gives clues to the sound of the character, but again, it is only 

a weak clue, as indicated in the above examples for characters with the mouth radical. 

Very often the vowel and consonant sounds can be the same, but the tone is different. 

Characters combine to make words, the unit of meaning in sentences. Some 

words have only one character, just as many English words have only one syllable, 

but many words in Chinese have two syllables. The actual meaning of a character in 

prose is determined by the word and the context. The meaning of a word is often 

related to the meaning of the characters that make it up, but when characters combine, 

new meanings may emerge. For example: 

/ji-che/ motorcycle 

/ji-hue/ chance, opportunity 
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Iji-qi-reti/ robot 

/fei-jU airplane 

Chinese teachers give great importance to the teaching of characters and make 

sure that children learn the dictionary meanings of each individual character that show 

up in the language arts textbooks. 

It can be seen that although Chinese is a non-alphabetic language, it does have 

sound clues that children can use to guess the approximate sounds of characters. 

Also, since context is important in indicating the meaning of characters and words, 

using semantic and grammatical knowledge during reading is a viable strategy. It 

would appear that if children actually make use of these reading strategies, miscues 

would naturally occur. These miscues would be clues to the kinds of strategies that 

children use in early literacy development, something that this paper will explore. 

Earlv Literacy Development 

"The history of writing in the child begins long before a teacher first puts a 

pencil in the child's hand and shows him how to write" (Luria, 1977-1978, p. 68). 

Current research supports this statement and forms the basis for exploring literacy 

development before the beginning of formal instruction (Smith, 1983; Goodman, 

1996; Dyson, 1990b; Martens, 1996; Harste, Woodward, & Burke, 1984). 

The research of children's awareness of environmental print and early literacy 

development of Y. Goodman (e.g., 1981, 1984, 1990) is the basic body of reference 

work for this paper. They look at the learning of language from an emergent literacy 

perspective. Y. Goodman (in press) uses the "roots of literacy" to state how children 
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become literate from various roots. They do not develop as readers and writers 

simply from imitation (Ferreiro & Teberosky, 1982; Y. Goodman, 1990). 

K. Goodman (1986) suggests that the use of language is meaningful, 

purposeful, contextualized, and social. He especially stresses that written language 

is not the second form of oral language. It is language in its own right. His 

research and the studies of Harste et al. (1984) and Dyson (1990b) find that the 

process of acquiring written language is similar to oral language. 

An additional reference source is the work of Ferreiro. Her co-authored book. 

Literacy Before Schooling (Ferreiro & Teberosky, 1982), explores young Spanish 

speakers' understanding of their language at different ages. They provide an 

alternative perspective on the developmental process. They help educators see how 

children actively construct their knowledge of language by making and testing 

hypotheses about the language. They studied Spanish-speaking children aged four to 

six and explored children's hypotheses about language. Instead of looking at 

children as passively waiting for external reinforcement, their research shows that 

. .. children actively attempt to understand the nature of the language spoken 

around them, and in trying to understand it, formulate hypotheses, search for 
regularities, and test their prediction. ... Children reconstruct language for 
themselves, selectively using information provided by the environment, (p. 8). 

They conclude that, "progress in literacy does not come about through advances in 

deciphering and copying" (p. 278). 

These concepts are extremely foreign to Chinese educators. In this paper. I 

hope to find evidence for Ferreiro's theory in Chinese children as a way of informing 

Chinese parents and teachers about alternative conceptions of early literacy 

development. 
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Another theoretical source is Halliday's work (1969, 1975, 1982). He points 

out three major features of language development: learning language, learning 

through language, and learning about language. According to him, a child learns 

language by using the language to learn and in the process, he or she learns the 

knowledge and skills of the language. These three dimensions work together as a 

framework to help language learners internalize the functions and form of a language, 

and gradually become a skillful language user in the social context. In Halliday's 

model, meaning and function play the central roles in the young child's literacy 

development. He also argues that language development is a process of construction, 

not acquisition. It is a process of "learning how to mean" in the social context. 

Language is always used for a purpose. Hailiday (1982) stresses that 

children learn language and knowledge about the language when they use it. Frank 

Smith (1988a) supports Halliday's idea that there is a strong relationship between a 

language and its functions and he further argues that this idea could be applied to both 

spoken and written language. Researchers have been studying the functions of both 

oral and written languages. It is through various functions that children develop 

their speaking and writing to accomplish their goals (Hailiday, 1982; Taylor & 

Dorsey-Gaines, 1988). 

Among various functions that language serves for young children, play is 

among one of the most important and frequent. Luria (1977-1978) and Vygotsky 

(1983) discuss the significant contribution of play to children's development. 

Vygotsky (1983) emphasizes the importance of play because it creates a "zone of 

proximal development." In terms of literacy development, he states that 

make-believe play as well as drawing and writing is essential for the development of 
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the written language (Vygotsky, 1978). "A child's greatest achievements are 

possible in play, achievements that tomorrow will become her basic level of real 

action. ... It is the essence of play that a new relation is created between the field of 

meaning and the visual field-that is, between situations in thought and real situations" 

(Vygotsky, 1978, pp. 100-104). Vygotsky (1978) concludes, "the play situation is 

the best way to leam reading and writing" (p. 118). 

McLane (1990) also calls attention to children's playful use of writing. He 

says that children's playful uses of written language are similar to those in oral 

language. Play serves as a way to experiment, practice, refine or assimilate their 

knowledge about language and to develop meta-Iinguistic awareness-the awareness 

and understanding of how language can be manipulated in a variety of ways. 

Besides, play gives children a sense of "ownership" and "freedom" to use their ideas 

and materials to nourish their assumptions and expectations, as well as motivation to 

leam to write. McLane (1990) further concludes that "children use writing in their 

play, and they play with their writing" (pp. 311- 312). 

Hall (1991) has generated research about the relationship between play and the 

emergence of literacy and contributes four categories of play: 

1. Play as a fundamental cognitive activity is preparation for more 
complex cognitive activities such as literacy. 

2. Symbolic behavior in play is related to the understanding of a 

representational system like written language. 
3. Language use during play is related to literate language. 
4. When children are offered play experience with literacy related 

resources, they act in literate ways. 

Most of the research on early literacy development has been done on English 

speaking children, and Ferreiro and her colleagues' work is conducted in Spanish, 

Hebrew, Portuguese, Italian and French (Ferreiro, 1998). Most research studies in 
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Chinese literacy are about school age children and most of them are concerned with 

improving methods of instruction rather than exploring learning and development. 

Many are conducted from a teacher's point of view instead of from the learners' point 

of view. Their focus is usually on language skills and precise linguistic knowledge 

that teachers have tried to impart. 

There are, however, a handful of Chinese studies that explore early literacy 

development from an emergent perspective. Lee's (1990) study is among the few. 

She applied Y. Goodman's (Y. Goodman, Altweger, & Marek, 1989) research design 

in Taiwan and found some similarities in developmental trends in preschool Chinese 

children. Using two Print Awareness Tasks developed by Y. Goodman and her 

colleagues (Y. Goodman, Altweger, & Marek, 1989), Lee (1989, 1990) found that 

young readers are developing various concepts about literacy in Chinese and they are 

able to produce written forms close to the conventional formation of written Chinese. 

Lee also found environmental print to be influential in early literacy development. 

Wu and Huang (1994) explored preschool children's concepts about Chinese 

print using a Chinese version of Clay's (1973, 1975) Concepts about [*rint test and 

analyzed miscues in beginning reading in Taiwan. She found that by the time 

children attend first grade, when they leam to read, they already possess much 

knowledge about conventions in Chinese orthography and the functions of print in 

everyday life. She also found that first grade children made use of their linguistic 

knowledge to construct meaning while they read, as reflected in their miscues. 

Ko (1994) analyzed reading and writing miscues in elementary school children 

and discovered regularities and strategies related to their linguistic knowledge of 

Chinese that is not taught by their teachers. Indeed, many of those strategies were 
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ones that were discouraged by the teachers, such as using partials to guess the 

pronunciation of the character. 

Anderson and his colleagues (Shu Anderson, 1995) and Chang and Watson 

(1988) have made similar statements about Chinese literacy learning in their works. 

Thus, there is a growing body of literature on early Chinese literacy development that 

is consistent with the findings with English and Spanish children. 

Data Source 

K. Goodman (1995) emphasizes the non-controlled situation of his reading 

research to observe "real readers" reading "real text." Such data collected in an 

authentic setting informs us better than those gathered under controlled research 

design, so I chose to explore how my participants conceptualize language in a natural 

situation based on daily interaction with them in their own environment. By 

observing them in different situations and times and by interacting with them in 

authentic situations, I should catch a better picture about literacy development. This 

assumption and philosophy is also reflected in the concept of "kidwatching" (Y. 

Goodman, 1978). 

The participants are my two nieces Tang-Tang and Tien-Tien, children of my 

younger brother and the first two grandchildren of my parents. They were bom four 

years apart. Both of their parents are college graduates and two of their grandparents 

are schoolteachers. At the time of data collection, two aunts were graduate students in 

New York. I am the first aunt. I was working as a researcher and teacher educator 

and lived in the same house with the two girls. 
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I began my kidwatching and collecting language stories from the time the girls 

were bom. Their mother read to them fi-om birth, first Tang-Tang, and later 

Tien-Tien. When Tien-Hen was two years old, her mother did not have much time 

for her because she had to help Tang-Tang with her schoolwork. At that time, 

Tang-Tang was a first grader. There were always family members available to read 

to Tang-Tang before she was four. Tien-Hen was different. She always brought 

books and asked adults to read to her. In any case, both grew up in a supportive, 

language-rich environment. 

There are many books in our family and they are all accessible to the children. 

Pens, pencils, papers, markers, stamps are all easy for them to reach. Adults read 

everyday; they read newspapers, magazines and books for recreational purposes and 

for professional development. While most of the print materials at home are in 

Chinese, there are many picture books and professional books written in English and 

some in Japanese. It is common to see adults writing although it is less frequent than 

reading. Adults in this family write for various purposes, such as memos, shopping 

lists, order forms, documents, and letters, etc. Writing and reading is common in this 

family. 

I like to call the process of data collection a family inquiry because it involves 

most of my family members. Members of the family play with Tang-Tang and 

Tien-Tien, kidwatch, and collect their language stories. Sometimes we tape-record 

their language and videotape their activities. We collected the language stories 

randomly without setting up any specific activity for any research purpose. I took 

notes, collected writing samples and sometimes tape-recorded their language. Their 

mother and grandmother saved writing samples and then orally described the 
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background of the literacy event to me. Grandpa took pictures and videotapes. We 

shared their language stories, we discussed them and tried to understand the children's 

understanding. This has been an inquiry process which involves all the family 

members. 

Tang-Tang's data was collected from 1990 to 1997, from the age of one to 

seven, half a year after she started elementary school. Hen-Tien's data was collected 

from 1994 to 1998, from the age of one to four. All the stories given in this paper 

have been chosen from this pool of data. 

By exploring the children's understanding of literacy through reading and 

being together with young children, I gradually learned to become a kidwatcher (Y. 

Goodman, 1978). I learned that children's non-conventional ways of speaking and 

writing were not only "cute," but showed their logic. I learned to trace their thought 

and logic and I saw their strength. The interpretation of the following stories show 

how I appreciate the effort they put into learning the language. 

The Language Stories 

Concepts About Print 

Story 1: Recognizine Written Chinese Among Other Svmbols 

Tang-Tang was shown a card with 'Thank you" written in many different 

languages. I asked her which was our word (symbol). She pointed to the Chinese 

character although she was unable to read or to understand them. At age 2;6, 

Tlen-Tien was shown the same thank-you card and responded in the same way. 

Interpretation. Both children recognized the writing system in their society at 

an early age even though they had not been taught to read. However, they were both 
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read to since birth and surrounded by their own language. This episode is in keeping 

with the findings in emergent literacy research which show that children are able to 

get an idea of what their language looks like without any adult instruction. 

Story 2: It Is the Characters and Not the Pictures. 

Tang-Tang, before 3 years, eating cookies from a package of Man-Tien-Xing 

Wen : What are you eating? 

Tang: Man-Tien-Xing. 

Wen : (pointing to the package) Where does it tell you Man-Tlen-Xingl 

Tang: (pointing to the characters on the package) Man . . . Tien .. . Xing. 

(Her fingers pointed to the three characters one by one from right to left, but 

the characters were printed from left to right, so Tang pointed in the opposite direction 

as her reading. What she pointed to was Xing . . . Tien . . . Man. ) 

Wen : (directing attention for the picture logo, which contained a star [Xing 

means "star"], a diamond, and a heart, and pointing to a different logo 

as she uttered each syllable) Man-Tien-Xing. 

Tang: No. You do not read there. 

Wen : (pointing to the English words Lucky Star on the package) 

Man- Tien -Xing. 

Tang: No. It is not there either. 

Tien-Tien, at 2:6 was eating the same kind of cookies and I took the 

opportunity to ask her: 

Wen : What are you eating? 
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Tien: Man-Tien-Xing. 

Wen: Show me where it tells you it is Man-Tien-Xing. 

Tien: (pointing to the characters from left to right, the correct direction) 

Man-Tien-Xing. 

Wen: (pointing to the pictures) Does this read Man-Tien-Xingl 

Tien: No. 

Wen: (pointing to the English) Does this read Man-Tien-Xingl 

Tien: Yes. 

Interpretation. Both children showed confidence in their knowledge of print 

and demonstrated their knowledge of reading. It seems that they did not really 

decode the individual symbols, but knew the meaning from the context. As Y. 

Goodman (1989) states, children read the world before they read the print 

Both children had experiences in listening to English from TV and in seeing 

written English from picture books. Before this age, Tang-Tang sometimes 

pretended to read English with a lot of /r/sounds, her intonation in English. She 

used a different intonation when reading Chinese, so obviously she knew that English 

and Chinese sounded different. Perhaps she said that the English words did not say 

Man-Tien-Xing because she thought that it should sound differently from Chinese. 

Tien-Tien's answer was different from Tang-Tang maybe because she focused on the 

meaning and not the sound. 

Story 3: Chinese Is Straight and English Is Curved 

When Tang-Tang was 3;5 years old, she showed me her writing both in 

Chinese and in English, which she had written on the same day. She told me, "I 
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know how to write Chinese and I also know how to write English." While showing 

me her writing, she pointed to her script and said, "This is Chinese. It is straight. 

This is English. It is curved." 

When Tang-Tang was 3;7 years old, she wanted to write to her aunts in New 

York. 

Tang: Do people who live in America use English? 

Wen : Yes. 

Tang: Since my aunts live in America, I should write to them in English. 

(She wrote a letter in English) 

Tang: What is my name in English? 

Wen : Candy. (Her nickname Tang-Tang means "candy" in Chinese) 

Tang: Show me how to write my name in English. 

Interpretation. It seems that Tang-Tang discovered the difference in Chinese 

and English orthography. She had not been taught to write either Chinese or English, 

nor had we discussed the appearance of the two languages. She discovered the 

differences on her own through her interactions with the two languages in her daily 

life. This is a form of meta-linguistic awareness that comes from language contact. 

She made a hypothesis that people in different geographic areas used different 

languages. She also knew that the writer has to sign a letter, showing a concept of 

author and audience as well as letter writing format. 

Story 4: Concepts About the Functions of I*rint 

At 3;2, Tien-Tien showed me a book she made: 

Tien: This is happy birthday. (Then she sang the happy birthday song.) 
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Wen: (I pointed to the marks in the book.) Are these characters or 

drawings? 

Tien: This is happy birthday. 

At 3;8. Tien-Tien shared with me another book that she had made: 

Tien: (She was reading the book to me.) The sun comes .. . 

Wen: Is this a story or a drawing. 

Tien: This is a story. 

Once, Tang-Tang tried to explain to us which dress she was looking for. She 

described it many times in detail, but we still had no idea as to the dress she was 

talking about. All of a sudden, Tang-Tang had an idea. She drew a picture, and as 

she drew she explained the decorations and the color of the dress. We saw the 

picture and immediately knew which dress it was. 

Interpretation. Print conveys meaning. Sometimes they come out as 

pictures; sometimes they appear as symbolic marks; and sometimes they come in 

shapes that adults read. But most important of all, they are descriptions of birthday 

parties, they are stories, and they show other people what you mean. Gundlach 

(1981) observed that "writing is a process of making meaning, and what the writer 

makes is not a word or a sentence but a text." Ferreiro and Teberosky (1982) make 

the same conclusion. Tang-Tang and Tien-Tien have shown us that this is true for 

Chinese children as well. 
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Learning to Read 

Story 5: It Means What You Want It to Mean 

When Tang-Tang was about three years old, I came home to find her drinking 

something that looked delicious. 

Wen: What are you drinking? 

Tang; /Xian-cao-mi/. (A kind of jelly drink) 

Wen: How do you know that it is 

Tang: (pointing to the characters on the can one by one, reading 

conventionally) illi — ^ (Turning the can around to read the fine print 

that lists the ingredients and service information, she continued to read) Grandpa 

bought it. Not for Aunt. 

Interpretation. Tang-Tang was really confident that the print could be made 

to serve her purpose, even if it was something that she had not written. 

Story 6: We Can Get the Meaning by Reading the Pictures 

Tang-Tang's father brought home a new kind of coffee. Grandma looked at 

the coffee and had some difficulty figuring out what kind of coffee it was. 

Gram: (to herself) What is the name of this coffee? 

Tang: (went over and pointed to the picture) It is Red-Black Coffee. 

Interpretation. Later we figured out that the brand of coffee was named after 

a city in Brazil, and the infrequently used characters that made up the brand name that 

resembled the sound of the city's name, but the characters themselves did not carry 

any meaning in relation to the city or the coffee. The designer of the package did not 

make any attempt to match the design and the name of the coffee, so that package 
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only had abstract patches of red and black that looked like mouths. Obviously 

Tang-Tang connected the design to the meaning of the words. 

Tang-Tang showed us that a reader brings any cues available to her reading. 

She knew a good deal about what the print ought to say on a package label and she 

knew that print had a communicative function on the basis of contextual information, 

so she assigned it an appropriate meaning. At this time, Tang-Tang already knew 

many Chinese characters and she knew that we read words and not pictures. But in 

this instance, she read the picture. At a time when adults were confused by the print, 

Tang-Tang helped them disambiguate by using another symbol system. She 

demonstrated her strength as a reader by applying an alternative reading strategy. 

This story supports Ferreiro and Teberosky's (1982) observation that "children 

suppose initially that pictures and print are close in meaning but different in form" 

and that "they do not suppose that print represents language" (p. 85). They believe, 

accurately so, that print represents meaning. 

Story 7: Children Read Before Thev Read Actual Characters 

In Taiwan, there are newspapers called W^^^WLien-He-Bao/, 

/Zliong-Guo-Shi-Bao/ and /Min-Sheng-Bao/. The banner head all look 

similar: their names are in red and located on the top left of the front page. My 

family reads Min-Sheng-Bao almost every day and sometimes we read Lien-He-Bao 

and Zhong-Guo-Shi-Bao. 

My family likes to read newspapers. When we read, Tang-Tang always 

wanted to read too. We taught her to read the title of the paper Min-Sheng-Bao by 

pointing to each character and reading aloud. The first couple of times, we showed 
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her where those three characters were: the top left of the front page and on the top of 

each inner page. 

After she knew how to read Min-Sheng-Bao, Tang-Tang began to read 

newspapers very often. She would look for the three characters in the entire copy 

and read those characters aloud. 

Once, Tang-Tang picked up a newspaper and read Min-Sheng-Bao, but it was 

really Lian-He-Bao. She seemed confident about her reading. 

Another time, Tang-Tang picked up Zhong-Guo-Shi-Bao and started to read 

aloud pointing to the red characters one at a time. After she read the third character, 

there was still one red character left. From her facial expression, it seemed that she 

noticed that there was something wrong, but she did not know what. 

Months later, Min-Sheng-Bao sent us a package, with the three characters 

written in green ink and in a different font from the newspaper. Tang-Tang told us 

that Min-Sheng-Bao sent us something. She obviously knew how to read 

Min-Sheng-Bao. At that time, she already read those characters without the help of 

color or location. .A.bout the same time, Tang-Tang knew the single character ^ 

/Min/ and /Bao/ in different contexts. 

Interpretation. From reading environmental print, Tang-Tang had gradually 

accumulated orthographic information that allowed her to recognize characters in 

different contexts and she applied what she learned from environmental print to 

reading texts. She read the meaning before she could read the actual characters. 

She learned to read from whole to part, from complete meaningful units to each 

individual logographic symbol. In the beginning, she read by the help of the color 

and the location. At this stage, reading Chinese characters may be like reading 
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pictures or logos. Then, gradually she knew to read characters themselves. 

Probably, as Smith (1988b) suggests, how we recognize a word is like how we 

recognize a face: we recognize it all at once instead of one piece after another. 

Smith (1976), Goodman, Altwerger, and Marek (1989), and Lee (1990) all show the 

influence of environmental print in early literacy development. Smith (1976) 

concluded that .. children probably begin to read from the moment they become 

aware of print in a meaningful way, ... the roots of reading are discernible whenever 

children strive to make sense of print, before they are able to recognize many of the 

actual words. ... Not only are the formal mechanics of reading unnecessary in these 

initial stages, they may well be a hindrance. It is the ability of children to make 

sense . . . that will enable them to make use of the mechanics . .. words do not need 

to be in sentences to be meaningful; they just have to be in a meaningful context... 

(pp. 297-299). 

This anecdote has a counterpart in oral language. At one and half years, 

Tang-Tang had only a few sentence patterns and did not usually speak in complete 

sentences. However, there is one that she handled very well - ̂ jjzW meaning "I 

also want." She used this sentence at the right situations at the right times whenever 

she wanted to achieve her goal of wanting what someone else had or was doing. At 

that time, she only used the character $5c in this sentence and I do not think that she 

understood the meaning of this character in isolation. 

Thus, in reading as in speaking, meaning develops from the whole sentence 

and the whole meaning to the interpretation of the parts and the individual characters. 
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Story 8: Use Prior Knowledge to Interpret Text 

Tang-Tang loved to go to the library. Once, when she was about five, she 

saw some regulations posted in the library: ^^^^"^/qing-bao-chi-an-jing/ 

"Please be quiet." Tang-Tang read: /qing-bao-chi-an-quan/^'PXeascbe 

safe." Then she said: "Because the floor is so smooth, it is easy to slip. The 

librarian is afraid of people falling, so they made this sign to remind people to watch 

their step." 

Interpretation. We often remind Tang-Tang to watch her safety, but seldom 

asked her to be quiet (Tang-Tang is a quiet child), so the word "safe" is more frequent 

than the word "quiet" in her daily life. Tang-Tang used her linguistic knowledge to 

read the characters and her experience and knowledge about the world to interpret 

what she read, which happened to contain a miscue. 

Here again we see Tang-Tang bringing her experience to her reading 

comprehension. She was not satisfied with reading just words. She had to make 

what she read meaningful and rational. 

Story 9: Make Predictions and Test TTiem Out 

Tang-Tang was 6;3 years old. She was playing with an advertisement that 

came in the mail and I heard her talking to herself, "I thought I would win a 

(motorcycle), but then I see it is a (chance)." 

When I looked at the advertisement, I found the word written on it, 

telling the reader: "You will have a chance." Apparently Tang-Tang saw the first 

character ^ and predicted that the next character would then make up the word 
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to make up the sentence: "You will have a motorcycle." When she found out 

that the next character was she corrected herself. 

Interpretation. Goodman (1995) believes that all good readers bring their 

expectations to bear on their reading, but rarely do we find a child who is so 

conscious and expressive of her own cognitive monitoring. These stories from 

Tang-Tang show that her reading is driven by very much the same motivations and 

strategies that American children demonstrated in Goodman's research. 

Learning to Write Characters 

Story 10: Invented Characters 

When Tang-Tang was 2;2 years old, she made symbols and then told us that 

she was writing. She had marks to represent different members of the family. She 

said that she wrote grandma, grandpa, dad, mom, and her aunts. They resembled 

telegraphic symbols in that abbreviations were used to represent units of meaning. 

Among the names, Tang-Tang made a mark which was a "character." 

When Hen-Tien was 1;8 years old, she had a similar writing system. She 

also used different symbols to represent family members, but instead of cursive 

writing like Tang-Tang's, Tien-Tien used strokes to compose her characters. 

At the age of 4;8, Tang-Tang knew how to write her last name "Lin" ^ and 

the character for "little" /Jn. In a letter that she wrote to her Little Aunt, Tang-Tang 

used three kinds of symbols: two Chinese characters, many made up characters and a 

mixture of straight and curved lines that represented strokes. She read the entire 

letter to Grandma, pointing to a symbol at a time while she read aloud: "Lin Little 

Aunt please play with me at my house." 
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Interpretation. The children used orthographic units to compose characters. 

It appears that they analyzed different orthographic units that made up written 

Chinese and they discovered that each character is an individual physical unit. This 

finding is consistent with that of Ferreiro and Teberosky (1982) who discovered that 

young children have a "name hypothesis," that is, they see print as a way of 

representing objects or people. This kind of hypothesis is especially suited to 

learning Chinese, for in Chinese, each character does indeed have a name and an 

associated concept, and many of the graphemes that make up characters are really 

able to stand alone as characters. 

Ferreiro and Teberosky (1982) found that Spanish children do not create a new 

symbol system, but create the meaning to interpret the symbols in their culture. For 

them, writing, like drawing, symbolically expresses the context of a message or a 

subject but not its linguistic elements. Here we see Tang-Tang using a mixture of 

symbols that are all part of the symbol system in her culture to express her personal 

meaning. That is the way writing should be, with the focus on the message rather 

than the formation of characters, words and sentences. 

Story 11: Alternate Symbols for Names 

At age 3;5, Tang-Tang showed me her drawing and writing (Figure 3). She 

was confident and happy. Both grandma and I showed that we were proud of her. 

Tang: See, I draw a picture to Little Aunt and I write /Jn /xiao/ (little). 

Gram: The little dot in /Jn should be on the bottom instead of on top. 
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Figure 3. Little Aunt drawn by Tang-Tang. 
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A couple of days later, Tang-Tang was writing to her Little Aunt again. She showed 

me a drawing with the character H /son/(three or third) written next to it (Figure 4). 

Tang: Is Little Aunt also Third Aunt? 

Wen: Yes. 

Tang: I don't know how to write "little," but I know how to write "third." 

After a while "/Jn" began to show up in her writing again as she regained 

confidence with the character. Some weeks later, she not only wanted to write to 

represent Little Aunt, but also wanted to write ^ /^^(aunt). 

Tang: Show me how to write 

Wen: It is a little complicated. 

Tang: (after a while) English seems easier to write ... Does Little Aunt have 

an English name? What is her name in English? 

Wen: Annie. Her English name is Annie. 

Tang-Tang sounded out the name with me and she wrote down Annie in 

English without hesitation and without asking me to write for her (Figure 5). 

Later, Tang-Tang also asked how to write her name MM /Tang-Tang/ in 

Chinese. Since those are also very complex characters I asked her if she wanted to 

write it in English. Again she sounded out her name and wrote it down in English. 

She told me that she wanted to write Little Aunt because the picture was for her, and 

that she also wrote "Little Tang-Tang" so that her aunt would know that Tang-Tang 

made the drawing. This young writer demonstrated her ownership of her drawing 

and her sense of audience in her work. 
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Figure 4. Third Aunt drawn by Tang-Tang. 



all 

t \ \  

cteav-e" .dtoV 



218 

At age 4;7, Tang-Tang wrote a postcard to Little Aunt (Figure 6). She did not ask 

adults to help, but everyone knew to whom she was writing. Her aunt's name is ^ 

and she wrote ^ The following is an analysis of her symbols. 

f^/xin/ "happy" 

'\_^/xifi/ "heart" 

Wyi/2^ tone "delightful" 

— /yi/1" tone "one" 

Tang-Tang borrowed characters and symbols to help her write. She knew 

how to read the names of every family member long before this age because she 

always sorted letters for us, so I knew that she realized that these were not the 

symbols the adults use. When I asked Tang-Tang how she figured out to write this 

way, she said, "I don't know." 

Interpretation. These vignettes show that Tang-Tang is familiar with many 

symbolic systems-Chinese, English and her invented characters based on Chinese 

orthography. She was able to integrate her different systems for her personal needs. 

As in Dyson's (1989) observations, she used the symbols to represent personal 

meaning and then used the personal meaning to establish meaning socially. She 

discovered the relationship between kinship terms and language and was able to use 

alternative ways to express kinship terms. She showed us her linguistic strength and 

knowledge about the family structure and her strategies in making the language 

function for her purpose. 
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Figure 6. A postcard to Aunt written by Tang-Tang. 
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Story 12: Development of Chinese Characters 

This is the story of Hen-Hen's Chinese calligraphy from one to four years. 

At one, she was maicing marks but we do not know whether she was trying to express 

anything. Perhaps she was just exploring her drawing movements, and the markings 

may not represent any specific meaning. 

At 1 ;9 she imitated letter writing. She made a mark on a sheet of paper and 

put it into an envelope. 

At 2; 1, she used circles to represent family members. Each circle represented 

a person, so she was using a symbol to represent an object or person. 

At 2:2, she imitated character writing by making small round marks that 

looked like Chinese characters. It appears that she had discovered a distinctive 

characteristic of Chinese writing. She made characters composed of many 

individual marks. 

At 2;6, she used strokes to compose her character. Compared to those made 

at 2:2, they looked more and more like Chinese. Not only did she have the general 

outline of character, she also had details. She had discovered that characters were 

composed of small lines. 

At 3; 1, she explored writing her last name. At this point she could write 

actual characters. Besides her last name, she also made creative marks. Both 

circular marks and stroke marks appeared in her writing samples. 

Interpretation. Doake (1981) found that learning one's own name is 

enormously interesting for children, and this has been evident in the stories described 

above. The family name was among the few characters that Tang-Tang and 

Tien-Tien tried to read and write when they began to learn to read and write actual 
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characters. They learned to read the family name by reading all the mail and later 

each family member's name by assigning mail to each of them. They also learned to 

write their names because they wanted to write stories, letters, and books, and all 

these are related to the author or writer. Learning to read and write their own names 

shows that there is a need of authorship from a very young age. 

Learning to Write 

Story 13: Emergent Writing During Play 

Tang-Tang ate out frequently with the family. She had seen waiters and 

waitresses take food orders from their customers. It was interesting that she noticed 

and imitated the use of print in the script. The first writing sample I collected from 

Tang-Tang was an order form she wrote during make-believe play when she was 2;7. 

She brought over our desk calendar and asked her grandpa, grandma and aunts what 

they would like to eat. Then she wrote down the orders that we made. The desk 

calendar looked like the notepads that waitresses and waiters use, and maybe the 

resemblance gave her the idea to imitate order-taking in her play. 

Other writing activities that Tang-Tang initiated in the course of make-believe 

play include: letters, voting cards for an election, filling out bank deposit slips, 

making out receipts from shopping, filling in order forms. Playing school games led 

to many writing activities: she wrote poems to share by reading aloud, she made up 

workbooks and wrote answers to questions in her workbooks. 

Tang-Tang explored many genres of print in these literacy activities and 

adjusted her reading and writing to fit the functions and purposes of those genres. 

For example, she wrote numbers in the zip code spaces on pre-printed envelops, and 



222 

when she read aloud letters that she wrote, she used a more formal tone of voice 

different from her normal conversational speech. 

Interpretation. Tang-Tang's literacy activities during play echo the findings 

and theories of many researchers (Vygotsky, 1978; Luria, 1977-1978; McLane, 1990; 

Hall, 1991). When Y. Goodman (unpublished manuscript) wrote about multiple 

roads to literacy, she pointed out that children demonstrate that they love to pretend to 

do what the adults they love do. This is true of Tang-Tang. She plays with print in 

many ways just as her family members do for real. She showed her desire to do the 

same things as her family did and through make-believe, she explored various 

functions of reading and writing. Through this imitative play, Tang-Tang polished her 

language. She improved her writing skills and linguistic knowledge through play. 

Many of the writing samples collected from make-believe are the products of 

"writing like grownups," as Luria (1977-1978, p. 71) calls them. Still, they do carry 

meaning for Tang-Tang. 

Story 14: The Many Functions of Writing 

When they were not engaged in make-believe play, much of Tang-Tang and 

Tien-Tien's writings served important functions. The following are examples 

collected from Tang-Tang between five and seven. 

1. Instructions: One day we saw a robot tattoo on Tang-Tang's arm. When 

we wondered how it got there, Tang-Tang said, "There are instructions in 
the bag. I just followed them." She was able at five years to read the 
instruction without help in order to achieve her purpose. 

2. Map: She drew a map to remind herself of the many places we were going 
to, and to keep track of the order in which we were visiting those places. 

In her map she used both words and arrows to represent the sequence and 
the places she was going to. It was very clear. 



223 

3. List: She made a list for her grandma to help her remember what she had to 
pick up. She listened to grandma and wrote down the list spontaneously 

without being asked to. 
4. Telephone memo 
5. Name Tag for her younger sister: The second character of her sister's name 

is the same as her own name, but the third character is different. She 
learned how to write her sister's name by herself. 

Interpretation. These examples show a comfortable young reader and writer 

who used language in real situations to serve her. The reading and writing were 

connected to real intentions. There are many different types of text in daily life and 

Tang-Tang explored their form, type, and function at the same time as she is learning 

to manipulate them. She interacted with the printed matter in highly meaningful and 

practical ways. Her actions show that she was aware that different kinds of languages 

are associated with different print items and functions. 

Story 15: Writing to Different Audiences to Express Different Feelings 

Letter-writing is an important literacy activity for Tang-Tang. I collected 

many letters during those years. All the letters share her feelings with people. 

1. Letters of love and friendship: The first letter I collected from Tang-Tang 
was a letter she wrote when she was 2;5. She had seen a girl writing a 
letter to her grandma on TV. After a little while, Tang-Tang said that she 
wanted to write to her maternal grandfather, who was sick, and whom she 
had visited a couple of weeks before. We asked her what she wanted to 
write. She paused a little and then said, "I hope grandpa gets well soon." 
At this early age, she already knew that letters could be used to send love 
and caring wishes. Subsequent letters that she wrote included thank you 

letters, birthday cards, letters to celebrate birthdays, etc. to different family 
members. 

2. Note to express anger: The note says: "Lin Ging-Wei does not like younger 
sister." She used her formal Chinese name and a mixture of Chinese 
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characters and Chinese phonetic symbols (2aiuyin symbols) to express her 
thoughts and emotions to her sister. 

3. Letters of complaint: Tang-Tang sent two faxed letters to her aunt in 
America because she knew that her aunt got a new fax machine. The first 
fax seemed to be influenced by the question and answer test format that she 
learned in school. She wrote, "Aunt, have you just bought a fax machine? 

Please write something inside the box and send me back by fax. OK? 
Thanks." The second fax says: "Dear aunt, thanks for the dresses you 
gave me. I like them all. Among them, I like one best because it is a 

nightdress. But mora and grandpa said I have to wait a while to wear that 
one. I am very sad." 

4. Letters to say love and thanks: Tang-Tang wrote many letters to her aunt 
who got married and moved out of the house. She also wrote thank you 

letters to aunts and her family members when she received gifts from them. 

She wrote to them on their birthdays. 
5. Letters to comfort and to build new relationships: She tried to write to her 

new friends in first grade. She also tried to write an "It is OK" letter to a 
sixth grader who broke her pencil box. In that letter, Tang-Tang told that 
student not to feel bad about the broken pencil box and tried to calm down 

her friend. 

All the letters mentioned above were initiated by Tang-Tang herself. Nobody 

suggested that she write any of those letters. Letter writing was an important activity 

in her development of writing. She used letters to share her feelings and to maintain 

friendships. 

Interpretation. These letters are important because they are authentic. They 

have real readers. This is what encourages young writers to write. The audience 

plays a significant role in the development of writing. 
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General Discussion 

The previous sections explored the connections between Tang-Tang and 

Tien-Tien's literacy stories and the research literature. In this section, I will discuss 

literacy development in Chinese in relationship with the West. 

Concepts About Print 

While many young readers in the alphabetic languages gradually discover the 

relationship between letter and sound (Ferreiro, 1982; Schickedanz, 1990), the young 

Chinese readers that I observed did not make this hypothesis. That is because most 

written Chinese symbols do not represent sound. They do, however, make a speedy 

connection between syllable and symbol both in reading and writing. There are, of 

course, sound components and sound cues in the characters but since they are indirect 

and because their use is discouraged by teachers, the partial-sound hypothesis comes 

later in literacy development. 

In Ferreiro and Teberosky's (1982) research, they reported a 

"minimum-quantity hypothesis" (p. 266) about the readability of a word. Most 

children needed at least three letters in order for the text to be readable and those three 

letters have to be different. Freeman and Whitesell (1985) applied this concept in a 

research design for English children in the USA and found similar results. 

Schickedanz (1990) also found that her child made the rule that "words must contain 

multiple marks," and that "words cannot contain too few or too many marks" (p. 17). 

I did not find Tang-Tang or Tien-Tien making this hypothesis, probably because of the 

different composition of the symbols. A Chinese character is composed of strokes. 
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varying from 1 to 30 and children are first taught to copy-write characters that have 

only a small number of strokes. 

Ferreiro and Teberosky's (1982) children also discovered a "variation 

hypothesis," that "the grapheme must be varied for a text to be readable" (pp. 31-33). 

Lee's (1990) study showed this hypothesis in Chinese when she asked children to 

write. I saw Tang-Tang and Tien-Tien creating characters using different marks but I 

do not know if they make this hypothesis because I collected the writing samples 

without interviewing them about their thinking. However, I did see Tang-Tang, at 

two, imitating homework writing by composing a text with similar marks in straight 

lines. Much Chinese homework involve writing line after line of the same characters 

to practice remembering the strokes and their order. When Tang-Tang was two, her 

nanny's son was in first grade and she saw him writing his homework everyday and 

so she imitated him. 

Tien-Hen, at age three, also had the experience of seeing her older sister 

writing "homework characters." Once, she created a text composed of small circles. 

Of course, these marks that look similar to me may make a difference to her. 

Besides, I do not see them writing this way often because most of the writing they do 

is in response to real life situations. Most of their writing is composed of different 

invented characters. 

Tang-Tang copied characters from cover pages of books and advertisements; 

she copied numbers from the clock; she copied sentences from storybooks. She 

herself initiated all of the copying activities. She is an active learner. She is aware 

of the print not just from the books but from various resources. She is not satisfied 

with her invented writing; instead, she wants to do it the conventional way as adults 
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do. Learning takes time because children need time to explore their knowing and to 

test their hypotheses. They have to work out many problems to figure out what 

items belong in what categories. (Goodman, 1980) In an environment rich in written 

language experiences which have real purpose and function for the children, these 

active learners will develop into a mature language user over a period of time. 

Learning to Read 

Much research data indicates that young children transfer the knowledge of 

environmental language to reading and learning how to read (Doake, 1981; Y. 

Goodman, 1978). Doake (1981) concludes that environmental language provides 

children with a valuable resource from which to extend children's knowledge and 

awareness of both the functions and forms of written language in highly relevant ways. 

Tang-Tang and Tien-Tien demonstrated an understanding of the purpose of the 

environmental print. Their experiences with various environmental print was clearly 

contributing to their understandings the functions of written language and the 

acquisition of written language itself. 

There is a need to positively look at the miscues in children's language. 

Many of Tang-Tang's miscues show how much effort she exerted to understand the 

language, and how creative but reasonable these miscues were. Many literacy 

stories and writing samples show us that she wanted to become a member of our 

social literacy club (Smith, 1988a). 
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Learning to Write 

Writing is the product of an active construction. Writing is not passive 

copying but is an active interpretation of the models of the adult world. The 

progress in literacy does not come about through advances in deciphering and copying. 

Tang-Tang and Tien-Tien amply demonstrated that they were active creators of the 

writing system and understood the communicative functions of language, just like 

young children observed in other parts of the world. 

As the babbling child thinks as she talks, so the scribbling child thinks she 

writes (Iredell, 1989 from Y. Goodman, 1998, unpublished manuscript). K. 

Goodman (1986) suggests that writing is not a representational system of speaking. 

It is a system parallel to oral language. The purpose of language both oral and 

written is to make meaning. From my study, we see children leam the written 

language developmentally. What is common to every use of language is that it is 

constructed in the social content (Halliday, 1969, p.26). Tang-Tang and Tien-Tien 

leam to read and write in the same way and for the same reasons that they leam to 

speak and listen. The way is to encounter language in use as a vehicle of 

communicating meaning. This is the same all over the world, in every language. 

In the literacy stories, the two children make the journey from personal 

invention to social convention (K. Goodman, 1996). Ferreiro andTeberosky (1982) 

call it a journey of "conceptualization," "a dynamic process involving the interaction 

of ideas of the knowing subject and the reality of the object of knowledge" (p. 263). 

Much of my research supports those ideas by showing examples of how the children 

contribute to their own personal inventions, but their inventions were also constrained 

by the shared meanings or conventions of their society. This constant tension 
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between invention and convention forced them to move toward a mutually 

understandable symbol system in order to achieve the task of communication, and 

helped them shape their language according to social convention. 

Y. Goodman (1980) suggests that the "roots of literacy" include many literacy 

processes and experiences. The range of literacy experiences in various contexts 

create multiple purposes for young literacy learners to attend to print and to use their 

literacy knowledge. Those experiences provide opportunity for them to discover the 

principles, the strategies, and the language cueing systems that become integrated or 

accommodated into their knowledge base. 

Drawing is one of Tang-Tang's literacy experiences. Vygotsky (1983) views 

children's drawing as a preliminary stage in the development of written language and 

it is "graphic speech," a way of telling a story. This view is similar to that of Ferreiro 

and Teberosky (1982). According to their research, up to age four, drawing is the 

preferred form of graphic representation. They found that children in this age know 

that "writing is not just lines or marks but a substimte object representing something 

external to the graphics themselves" (p. 263). "Writing, like drawing, symbolically 

expresses the content of a message but not its linguistic element" (p. 264). They all 

found, as I did, that children use writing and drawing to represent meaning. 

Vygotsky (1983) also found that "children initially draw from memory" and they 

make "x-ray drawings." Gradually, children shift from "drawings of things to 

drawing of words" (p. 289). From Tang-Tang and Tien-Tien I found many "x-ray" 

drawings, and most of their pictures also tell stories. The pictures they drew did not 

represent their oral language, but their meaning. I also discovered that when 
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Tang-Tang first tried to write, she acted like she was drawing characters instead of 

writing characters. 

My literacy stories confirm other studies that show the importance of play in 

early childhood development in terms of social skills, motor skills and linguistic skills. 

From my study, I found that children explore their linguistic knowledge though the 

function of language in their play. Through play, their literacy emerged. 

The acceptance of the children's play activities and literacy attempts by the 

adults around the child is crucial. The entire family was involved in nurturing 

Tang-Tang and Tien-Tien's literacy development. We created opportunities to 

encourage the immersion in literacy practices, not only by making the literacy 

materials accessible to them, but also in our attitudes and behaviors. We participated 

in their literacy activities and allowed them to participate in ours so that they could 

understand firsthand how and why we wrote letters, take notes, write homework, etc. 

While there was no formal literacy instruction, the adults served as facilitators and 

mediators, and they invited the children to join their literacy club. 

The School Stories 

These are exclusively Tang-Tang's stories, based on observations of her 

response to literacy events in school and also my contact with Taiwan schools in 

general. 

Mistake or Miscue? 

Tang-Tang's family valued her literacy efforts and appreciated all her miscues. 

Not all families do. Many parents want children to adhere to the "perfect" rules of 
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language and learning, and in doing so, double the effort children must make to leam. 

Smith (1983) lists 22 myths of writing, and "writing should be right the first time" is 

one of them. Tang-Tang's teachers seem to be believers of this myth. They tried to 

help her leam well and to leam efficiently, so they wanted her to be neat and efficient 

and write every letter correctly as soon as it was taught. This concept of "mistakes" 

took the wonder and exploration away from Tang-Tang and actually made learning 

hard for her. My data collection about Tang-Tang's writing activities at school show 

no bookcases and few non-textbooks in the classroom. Almost all writing activities 

are copying characters and worksheets and the only audience for the children's works 

is the teacher. The teacher's job is to judge their work, give grades, and correct 

writing errors. There is little allowance for writer's voice and little opportunity to 

show personal meaning to the writing activities. Miscues are discouraged because 

the purpose of schooling is seen as shaping the individual to be literate by systematic 

instruction of a centrally designed curriculum. 

Instruction Versus Emergence 

At home, Tang-Tang wrote letters, copied writing, made lists, took notes, etc. 

However, after she attended public school for a couple of weeks, she lost interest and 

motivation for these activities. At home, she was an active learner, but she gradually 

became a passive learner at school. At home, she controlled the time and the types 

of literacy activities in a supportive environment. At school, the teachers always 

controlled every aspect of literacy practice, even the very contents of the writing. The 

narrow literacy practices neglected her unique personal experiences and led to a 
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disruption in her learning, and worse still, her motivation and attitude toward literacy 

learning. With instruction, her literacy competence ceased to emerge. 

Many of Tang-Tang's adult friends know how much she liked to read. She 

was the bookworm in the family. She was a very independent learner and much of 

her learning came from reading. Sometimes, in order to have time to read, she even 

passed up ice cream, her favorite food. With school, she was not interested in 

reading her assignments. Perhaps the level of the materials was wrong for her; 

perhaps she was still an active learner who was simply not interested in those 

assignments. 

Tang-Tang began to define herself as a good reader but not a good writer. 

She said that she did not write Chinese characters nicely and that she wrote slowly. 

It is sad that she is such a good reader and can write various kinds of text so 

spontaneously at home, but gained such a negative view about herself as a writer at 

school. Moreover, the writing at school is not writing text, but copying Chinese 

characters. When Tang-Tang talked about herself as a writer, she was talking about 

her penmanship, which is not in perfect form by school standards. As Y. Goodman 

(1996) points out, children's literacy history is influenced by the amount of positive or 

negative time children are immersed in specific types of literacy events. Tang-Tang 

is a case in point. 

I am sad to have to agree with Luria (1977-1978) that "before reaching school 

age, a child has already learned and assimilated a number of techniques leading up to 

writing. . . . But that [is] lost as soon as the school provides the child with the 

culturally elaborated, standard, and economical system of sign" (p. 66). Just as Y. 

Goodman (in press) used "tragic stories" to talk about how the narrow literacy 
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practice at school mismatch children's reading and writing at home, watching 

Tang-Tang's change in motivation, confidence, and self-evaluation was heartbreaking 

for my family. We believe that we should encourage children's learning by 

following and supporting their lead. However, in order to help her survive in the 

school culture, we have to compromise with the myths embedded in our school and 

culture. We are still struggling with this. We understand that schools may indeed 

provide a cultural standard and an economical learning system for children, as Luria 

mentioned, and we understand that it is an artificial setting that serves as a place for 

cultural transmission (Vygotsky, 1978). It is a place where learners make the shift 

from personal convention to social convention, but it should facilitate and smooth the 

transition instead of making it a painful experience (K. Goodman, 1986). 

For thousands of years, our literacy education has ignored this natural 

progression from the personal to the social. Can the point of view of mere children 

challenge this long tradition that is such an ingrained part of our culture? I hope so. 

Empowerment of Students 

Through frequent writing activities at home, Tang-Tang created opportunities 

to gain experience with writing. Among several functions she explored, Halliday's 

(1975) "interactional" function is the most frequent one. Many educators who talk 

about empowering writers care about the writer's right to decide what to write, how to 

write and whom to write to. Audiences play an important role in connecting writing 

to the communicative function of language. 

At school, Tang-Tang ceased to "own her writing" the way she did at home. 

She had to write "compositions" with assigned titles and assigned content for the 
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teacher to evaluate and grade in terms of accuracy of form and content. Tang-Tang 

knew how to play the school game; she wrote what her teacher wanted to read, in the 

teacher-dictated correcmess. This was the only genre of writing practiced in school. 

Even letter-writing, Tang-Tang's preferred genre, had to be written according to 

specifications of content, audience and voice. In essence, Tang-Tang lost her voice, 

because the teacher did not allow her to share her personal voice in the compositions. 

Consequently, Tang-Tang disliked writing compositions. 

Smith (1983) pointed out that "the writer is overlooked"; I would like to add 

that the learner is overlooked. It is a question of empowerment. I agree with Y. 

Goodman (in press) that Tang-Tang and others "are more capable in some contexts 

than in others. They read and write in different ways in homes and in schools and 

they appear more capable of literacy use in reading than writing." I think that it 

would make a difference if we began to seriously consider who controls the voice and 

the content of a piece of writing. 

Implications 

Implications for Classroom Practice in Taiwan 

Cultivate Writing 

Vygotsky (1983) states that development of writing is a natural approach 

which does not come from training. Concerning instruction, he suggests that we 

should teach children written language but not writing letters. If we confirm that 

children leam before schooling, we should use their knowledge to help them leam 

further, and not just treat them as a blank slate that we must teach from scratch. 

Since environmental print is a rich resource for children literary experiences, the 
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beginning literacy curriculum should reflect this trend and adapt environmental print 

in their early learning resources. 

IVovide Broader Texts 

Children know that different types of writing reflect different needs, for 

example: maps, lists, memos, letters, etc. serve different purposes and situations. 

They learn their formats from reading and from practical use. Classrooms should 

contain more of these examples of writing. 

Focus on Meanine 

Children read and write for meaning. Meaning should be the major focus of 

any literacy activity. Copy writing should not play the majority part of school work, 

nor should copying become a form of punishment. Many Taiwan teachers make 

children copy passages over and over again from the textbook as a form of 

punishment that is designed to help them learn the materials better. Actually, it 

makes writing less meaningful and sometimes more hateful to the children. Writing 

should be facilitated by its connection to personal meaning-the writer's meaning 

instead of the teacher's meaning. 

Use Real Contexts 

Both oral and written language are most easily learned in the context in use 

(Goodman, 1986). Teachers should facilitate literacy learning by providing contexts 

for students to use language for real purposes or at least close to real situations by 
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Practicing literacy by breaking it down into 

Encourage Risk Taking 

Learning is a process of constructing. Learners actively make hypotheses, 

test them and modify them through intensively interacting with their culture. It is a 

journey from invention to convention. Teachers should appreciate the effort that 

learners put on their learning. They should value mistakes as miscues and facilitate 

their learning by adapting learners' logic. We cannot encourage a risk taker without 

allowing her to make miscues. 

Read Aloud to Students 

Listening to literature plays an important role in early literacy development 

(Manning, 1998). Listening to reading, Tang-Tang and Tien-Tien learned the syntax 

of written language, broadened their vocabulary and extended their experience and 

knowledge. They were building their linguistic knowledge as well as their 

knowledge of the world. If teachers are aware of the importance of being read to, 

they should read aloud to students instead of just asking students to read their lessons 

aloud. Chinese teachers believe that through reading aloud, children practice 

accurate pronunciation of standard Mandarin and improve their reading 

comprehension, but they themselves seldom read aloud to students. Students cannot 

control all aspects of the written system at once, nor do they become writers by drill 

and practice. They bring different understandings of the language, linguistic 

knowledge, purposes, and cultures to interact with other people. Teachers should 
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value these individual differences and know there are various ways to be literate. In 

this way they can invite every student to be a member of the community of learners. 

Implications for Curriculum Development in Taiwan 

Encourage Reading and Writing Strategies 

We should support children's attempts to read by providing various systems 

and not limiting them to one specific one. First graders should leam to read by 

reading Chinese characters and not Zhuyin symbols, the Chinese phonetic symbols. 

Moreover, when the children explore the phonetic symbols, they should be 

accompanied by the Chinese characters to make the experience more authentic. 

Phonetic symbols rarely occur in environmental print and are only useful in everyday 

life for using the dictionary, just as the English dictionaries have phonetic symbols to 

help readers find out the correct pronunciation of the words. 

At this time, the first basal for first grade in Taiwan is written entirely in 

phonetic symbols, without any Chinese characters. Students read this textbook for 

10 weeks before they leam Chinese characters. This system was created about 100 

years ago to help the illiterate leam how to read written Mandarin. In present day 

Taiwan, almost all adults are literate and this system is only used for children or for 

non-Mandarin speakers to help them with accurate pronunciation. 

Both Tang-Tang and Tien-Hen learned to read with the help of various 

supporting systems, such as illustrations, colors, and context. They read for meaning 

instead of reading isolated characters, and they leamed to read using Chinese 

characters instead of phonetic symbols, which are seldom seen or used in daily life. 

They did not need the phonetic symbols at all. The school curriculum should allow 
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them to read with Chinese characters, the system that they already knew and learned 

by themselves before entering school. Imposing another system on them with the 

excuse that it would help them read better is senseless. When it is necessary to teach 

them tlie phonics system, the curriculum should use a system that they already know 

to help them-the Chinese characters. 

Base the Curriculum on the Individual Child 

Many children are literate when they enter first grade. The curriculum 

should not be designed with the assumption that they cannot read or write at all just 

because they had not been taught. It would be an insult to their intelligence. 

Provide Different Genres 

Young children explore written language through various functions. They 

welcome the texts, which connect to hands on activities. Literacy curricula should 

provide texts in different genres to meet their needs and interests and to support them 

in learning reading and writing in various contexts. Literature-oriented texts, which 

focus on certain formats of literature, should not be the sole text for young learners. 

Further Research 

Time after time, when I shared young children's writing samples and research 

on emergent literacy with teachers and parents, they told me that they did not know 

that one could view children's writing in this way. It seemed that the reason hold 

this view was because they did not know about it. It seems that parents and teachers 

are not necessarily opposed to the emergent literacy point of view. This is cause for 
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optimism. We need more research in both theory and practice to help educators and 

parents in Taiwan understand children and literacy better in order to serve them better. 

Here are some of my research suggestions: 

Longitudinal Studies in Different Geographical Areas 

We need longitudinal studies of children living in a variety of circumstances, 

especially children labeled "culturally disadvantaged." Most educators agree that 

children can and do leam to read and write before schooling but they believe that it is 

only in the cities and more culturally advantaged areas. We should conduct 

ethnographic research in Taiwan such as those by Heath (1983) and Taylor and 

Dorsey-Gaines (1988) so that we can have a better understanding of how and how 

many children in various backgrounds before entering school. 

Teacher Research 

Harste, Woodward, and Burke (1984) argue that research is an attitude. As Y. 

Goodman and her colleagues (1983) states, miscue analysis is a process of 

re-evaluating readers. Through the process of miscue analysis, teachers see the 

strength of readers. They point to the importance of teacher research. Involving 

classroom teachers in research may help them gain insights into their students' efforts 

and at the same time provide some opportunities to re-examine teachers' philosophies 

and practices. It is a way to build a framework of theories and practice, and also to 

build up positive attitudes towards literacy learning. 
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Developmental Writing in Chinese 

Vygotsky (1978) argues that writing at school did not match children's 

development. He wrote: "Until now, writing has occupied too narrow a place in 

school practice as compared to the enormous role that it plays in children's cultural 

development. The teaching of writing has been conceived in narrowly practical 

terms. Children are taught to trace out letters and make words out of them, but they 

are not taught written language" (p. 105). Unfortunately, what Vygotsky criticizes is 

still happening in Chinese language education. Probably we should consider 

Vygotsky's (1978) suggestion that "only by understanding the entire history of sign 

development in the children and the place of writing in it can we approach a correct 

solution of the psychology of writing" (p. 106). 

Smith (1988b) stated that it is not difficult to remember what a word looks like, 

whether it is alphabetic or otherwise; the problem is remembering how the word 

should be reproduced. The questions that need to be asked include: "Does learning 

to write Chinese characters need drill and practice?" "If so, how much?" "Are 

there better ways than repeated drills?" "How can learning to write be made 

meaningful to children?" I also agree with Ferreiro and Teberosky (1982) that unless 

we know how children leam there is always controversy on instructional approaches. 

1 suggest further research in Chinese literacy development from a learner's point of 

view, such as Clay's (1975), Harste et al. (1984), and Martens (1996), so that we can 

use them to evaluate our school practices. The more research there is, the more 

opportunities we have to improve practice. 
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CHAPTER 10 

INNOVATIONS IN THE EXPERIMENTAL CHINESE TEXTBOOK 

IN TAIWAN 

Introduction 

Educational reform has always been a popular subject of discussion in Taiwan. 

Once in a while, the government conducts projects in response to the changing society 

and to seek a better education for the younger generation. However, most of the 

changes are minor and stay on the surface. It was not until 1987 when martial law 

was withdrawn that the freedom of speech and less control of ideology allowed the 

local government and the public to speak out and to empower themselves, 

accelerating many changes in society. 

The newly formed Democratic Party strongly pushed for curriculum reform 

because the curriculum had not been revised since 1975. Under intense pressure, the 

Ministry of Education established new committees to reform the curriculum. New 

curriculum guidelines were published in September 1993, and the Ministry charged 

the Research and Development section of the Taiwan Provincial Institute for 

Elementary Schoolteachers Inservice Education (hereafter known as the Institute) 

with producing a new set of experimental materials for adoption by all schools in 

Taiwan after testing in selected experimental schools around the country. 

I was fortunate to be part of the team working on the development of the 

experimental Chinese language arts textbook under the new guidelines. This chapter 

gives the historical and theoretical background of the new textbook, a description of 
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the process of the development of the textbook, and an assessment of the changes in 

the textbook to date. 

I will deal primarily with the textbooks for first and second grades, and more 

specifically with reading because (1) The major changes can be seen in the early 

grade levels and the textbooks for the third and fourth grades followed the same basic 

format; (2) I was personally involved in the process of developing the textbook for the 

first two years; (3) The work is still ongoing. At this time, my colleagues at the 

Institute are working on the fifth grade textbook. 

I have chosen to focus on reading because this is a reading-oriented textbook. 

Tlie committee spent about 90% of the time perfecting the basal text and only a small 

amount of time on the worksheets and teaching methods. 

The issues I would like to explore in this paper are: 

1. The historical and theoretical bases for changes in the experimental 

textbook. 

2. The scof>e of the changes in the textbook and the reasons behind those 

changes and/or the absence of changes. 

3. The impact of the experimental curriculum and my expectations for literacy 

education in Taiwan for the future. 

The Theoretical Background of the Experimental Curriculum 

Traditional Research in Chinese Linguistics 

There is a long tradition of philology and the study of the evolution of Chinese 

writing in Chinese research. This research area is different firom the more analytical 

Western research in that it is mainly archival and archaeological. Most research was 
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done on the written language and although the study of oral Chinese dialects has been 

fascinating foreign scholars, it is a much newer area of research for Chinese scholars. 

The older more traditional orientation towards Chinese language still dominates 

literacy education in Taiwan. 

At the turn of the century, Chinese scholars studied and taught classical 

Chinese, which is quite different from any form of the spoken language. Mandarin 

Chinese included. Not until the so called May Fourth Literary Movement (SE9S 

§)]) did modem Chinese as it is written in newspapers and daily life came into 

widespread use and started being taught to young children. In 1920, the Ministry of 

Education decreed that all public schools would teach written colloquial Chinese in 

the first and second grades (Fang, 1969). This was gradually extended to all 

elementary grades. Even now, literature courses in secondary school focus on 

classical rather than modem Chinese. 

Chinese orthography has evolved steadily in the several thousand years of its 

existence, but has remained quite stable in form for the past three centuries. In the 

beginning of the twentieth century, as more scholars were introduced to Western 

alphabetic writing, they began experimenting with different forms of Chinese writing. 

Changes began in eamest when China became a republic in 1911. One development 

was the simplification of characters, but after the Chinese govemment split into the 

Communist and Kuomintang (KMT or Nationalist Party) regimes in 1949, the 

Communist govemment on the mainland continued the simplification while the KMT 

in Taiwan held on to the more complex symbols. At this time, both the complex and 

simplified characters are in wide circulation, but any publication would use only one 

of the two sets of characters. With the opening up of Communist China and 
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economic, and cultural exchanges between Taiwan and the mainland, the unification 

of Chinese orthography and the merits of using one or the other sets of characters in 

Chinese language education has been a great source of controversy in recent years. 

Another important development in Chinese writing that has had an enormous 

impact on literacy education was the introduction of phonetic symbols 

The new Republican government established a committee to unify the 

pronunciation of Chinese characters. First they voted to adopt the spnaken dialect in 

Beijing (known as Peking at the time) as the standard pronunciation for written 

Chinese. This form of the dialect is now the official Chinese language, called 

Mandarin in Taiwan and Putonghua in Mainland China. Before that time, people in 

different parts of China read Chinese in their own dialects, and they still do that to a 

large extent. Next, the committee established a set of 39 phonetic symbols, later 

refined into 37 symbols, that to represent the sounds of Mandarin (Fang, 1969). 

Using Mandarin and the new phonetic symbols caught on slowly at first, and it 

was not until 1935 that the Ministry of Education established the Mandarin Promotion 

Committee to promote the teaching of standard Mandarin and the 

phonetic symbols in public school. These symbols greatly influenced language 

education and were responsible for reducing the amount of illiteracy in China. The 

symbols were adopted by the Ministry of Education to be taught in elementary 

schools to help children sound out characters. When the KMT moved to Taiwan, the 

work of the Mandarin Promotion Committee became even more active and became 

the dominant force in literacy education (Chen, 1995). 

At the same time, educators in Mainland China have developed a second set of 

symbols to write Chinese based on the English alphabet. This is known as Hanyu 
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Pinyin and is widely used around the world in Western publications to 

write transliterations of Chinese names and phrases. Thus the Mandarin language 

can be written in four different ways. 

Chinese scholars have also been influenced by their study of Western 

grammar and sentence structures. Many linguists began to examine Chinese 

sentence structure and grammar and although the linguists discovered that Chinese 

sentence structure is very different from that of English, many educators were 

impressed with the sentence patterns to foreign students. To this day, the teaching of 

sentence patterns remain an important part of learning to speak and to write Chinese 

sentences, even for native speakers of Mandarin. 

More Recent Research in Chinese Language Acquisition and Psvcholinguistics 

In the 1980s, several teams of psychologists looked into early Mandarin 

acquisition among preschool children. Researchers of National Taiwan University, 

the Taipei City Teachers College and Fu-Jen University collected data from several 

young children in studies inspired by the study of Adam, Eve, and Sarah at Harvard 

University. They analyzed transcripts from audiotapes from the young children in 

terms of mean length of utterance, parts of speech, syntactic errors, semantic 

organization, grammatical structures, etc. However, results of these studies have not 

been applied to education. 

Psycholinguistic research on adults was mostly done by psychologists at the 

National Taiwan University and later at the National Chung-Cheng University. Liu 

and Wu looked at character frequency and word frequency using large computerized 

data bases from written Chinese and later ventured to look into the structure of 
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Chinese propositions. Hu studied semantic memory for sentences. Jen looked at 

the recognition of Chinese characters, non-characters and pseudo characters in terms 

of their frequency, complexity and sound representations (Ko, 1991-1992). Tzeng 

(1978) and his team conducted similar research in the reading of Chinese characters 

and words and found phonological coding among Chinese readers. On the other 

hand, Tien (1983) studied the process in Chinese reading and found that Chinese 

readers get the meaning directly from the written symbols without knowing the 

conventional pronunciation. He suggested that Chinese readers do not need to 

translate written symbols into sound and then meaning when reading silently. 

The research has helped us formulate new ways of conceptualizing Chinese 

reading. However, most of the work dealt with characters and words and very few 

dealt with reading at the text level and the impact on language arts education is 

minimal. 

Research in Literacy Acquisition and Education 

Wang was one of the earliest linguists to analyze Chinese sentence structures 

and apply them to language arts education. For many years, he was the chairman of 

the committee developing the Chinese textbook in Taiwan. During that time, most 

children starting elementary school spoke the Min dialect at home and started to learn 

Mandarin in first grade. Wang believed that they should first learn to speak 

Mandarin using a combination of sentence pattem drills and phonetic symbols. This 

practice has continued up to this day, even though many children already know how 

to speak Mandarin when they start kindergarten (Fang, 1969). 
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In the 1950s, studies were carried out in the Mandarin Experimental School in 

Taipei led by the principal Chang on how to teach children to read with only phonetic 

symbols in the absence of Chinese characters (Fang, 1969). The experiments mainly 

looked at how long it took the children to master reading with the symbols, and 

ultimately determined that 10 weeks was the appropriate amount of time to leam the 

symbols and then start teaching reading characters with the help of the symbols. The 

assumption was that children must leam the symbols before they leam to read 

characters. It did not occur to the educators to test if characters were really harder to 

leam to read than the phonetic symbols. 

It was not until the 1980s that Wu did a series of studies to look into the role 

of phonetic symbols in learning to read Chinese characters. She conducted a study 

using multiple linear regression to look at the different kinds of knowledge that were 

related to later reading performance. She found that many factors other than 

knowledge of phonetic symbols might help children leam how to read well. These 

factors included concepts about print, knowledge of environmental print, reading 

experience at home, and knowledge of punctuation (Rosalind Wu, 1998, personal 

communication). The last factor is quite interesting since the first semester textbook 

at the time did not use any punctuation at all. 

In another study, Wu and Ko of the Taiwan Provincial Institute looked at the 

merits of teaching children to read using Chinese characters before they were 

introduced to phonetic symbols. While the results were inconclusive because the 

study failed to control for the leaming children received in after school programs, it 

was found that children leamed to read Chinese character quite readily without the aid 

of phonetic symbols. Indeed, Wu found that children could comprehend passages 
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written in characters much more easily than the same passages written in phonetic 

symbols (Roz Wu, 1999, personal communication). These studies and the fact that 

children in Hong Kong and Singapore all leam to read Chinese without the symbols 

seem to indicate that more research should be done in this area. 

Ko (1994) also performed error analyses of children's writing and miscue 

analyses of children's reading. Looking at the errors and miscues from the 

psycholinguistic and learning {joint of view, they found many patterns of errors that 

children were applying linguistic knowledge and world knowledge systematically in 

reading and writing. She suggested that teachers pay attention to the cause of 

children's miscues in grading rather than penalizing children for forgetting or 

guessing. 

In another study, Wu used a text in which pseudo-characters were inserted into 

a regular text to examine reading strategies among adults. Most readers brought 

their experiences, linguistic knowledge, and knowledge about the world into their 

reading. Most of the readers interpreted the text in similar ways, showing that they 

read for meaning. They made meaning for themselves even when reading a text full 

of characters that they did not know, indicating a problem solving process. Wu used 

such texts and language experience they brought forth to demonstrate to teachers what 

children might tend to do, and should leam to do, when reading a text containing 

unfamiliar characters—guess, think, problem-solve, make meaning. She also 

demonstrated how miscues can help teachers realize how much children actually got 

out of unfamiliar texts with unfamiliar characters. These and studies by Tien (1983) 

and Li (1992) support the psycholinguistic view of reading proposed by K. Goodman 

(1987). 
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There have been a number of studies on the relation between word and 

context. Shu, Anderson, and 2^ang (1995) found that children's oral vocabulary and 

general world knowledge are important bases for incidental acquisition of written 

vocabulary. They found that children are able to leam word meanings incidentally 

from context during normal reading, and that this is the main source of vocabulary 

growth. They found that both Chinese and American children acquire word 

meanings as a natural byproduct of reading. Their conclusions support Nagy and 

Anderson's (1984) research that only a small portion could be the result of direct 

instruction in the classroom. They further suggest that the best way to help children 

develop their vocabulary is to let them have more time and opportunities to read and 

to read widely. In a word, they encourage wide reading. 

Chen (1992) concluded in his research that conte.xt plays a crucial role in 

reading and comprehension in Chinese. Chinese readers rely less on information 

carried by individual characters or words, and rely more on context. The strength of 

contextual support influenced word learning. This confirms that children search for 

meaning actively during reading and that the amount of information in the text is an 

important source for their reasoning. Chen also found that various forms of semantic 

and syntactic information are not carried by individual words. Rather, syntactic 

information is usually carried by the context as a whole. 

In terms of instruction, Liu (1978) pointed out the importance of the context in 

learning the word. He claims that, in order to leam the meaning of new words in the 

context, the learner not only learns the meaning of new words, but also learns how it 

is used. 
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Lee (1990) has projects in emergent Hteracy that show Chinese learning to 

read and write by interacting with their environment, such as street signs, logos, print 

on candy boxes. 

Hu (1993) looked at the optimal number of times children must practice 

writing a character in order to leam it well. He concluded that three to five times of 

repeatedly writing a character is useful, but the gain after five characters is negligible. 

Based on his research, Chinese teachers make children copy out new characters 

gleaned from the textbook. Unfortunately, this research makes the assumption that 

copying characters is always usefiil for learning characters in context. Elightly or 

wrongly, children in Taiwan are forced to copy "new" characters in the textbooks, 

regardless of whether they have actually learned them or whether there are other ways 

of learning to write characters besides copying. 

Since Chinese characters are made up of components or radicals, many 

educators believe that students can leam new characters can be learned through the 

study of the components. This concept which is called "consolidated character 

learning" (^4^^^) has been applied in many parts of China and has been tested 

successfully (Chang, 1991). 

In general, research results on the reading process of Chinese are in keeping 

with the theories propounded in the West. Indeed, most of the research has been 

inspired by similar studies in the West. Where east and West diverge is mainly at 

the word decoding and recognition level. Here the peculiarities of the Chinese 

characters make their mark. It would also appear that the Chinese research is less 

theory driven and more data driven. We will look more closely at the Westem 

theories in the next section. 
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Western Research Relevant to Curriculum Oevelopment 

For the past 30 years, four areas of research have the most influence on how 

language and reading are to be taught. They are, psycholinguistic studies and 

theories of reading, studies in emergent literacy, theories of learning, and finally new 

views on literacy education, such as the whole language movement that is a coming 

together of the three strands. I will discuss each of these in terms of their 

relationship to literacy curriculum development in Taiwan. 

Reading Theories and Reading Research 

The psycholinguistic view of reading has gained increasing interest and 

generated much research among educators and language theorists alike. In this view, 

reading is a transactional process, in which the reader actively constructs meaning 

from a text by using three language cueing systems: graphophonic, syntactic, and 

semantic, as well as the pragmatic system (Beach, 1993; Y. Goodman, Watson & 

Burke 1987). The readers constantly interact with the three language systems and 

the pragmatic system to read by sampling, predicting, and confirming strategies 

(Goodman, Watson, & Burke, 1996). 

K. Goodman (1995) highlights the active construction of meaning in the 

reading process. He uses "comprehending" instead of "comprehension" to stress 

that reading is an active, constructive process. He stresses that reading is not so 

much the "discovery" of meaning, but the "creating" of it. Research in miscue 

analysis (Goodman, 1982; Goodman, Dorothy & Burke, 1987; Wu, 1994b) has 

supported this notion for both English and Chinese readers. 
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K. Goodman's (1995) research about reading words in and out of context 

found that children can read many words in a story which they cannot recognize in a 

list. This tells us that teachers should not attempt to teach very young children 

vocabulary words in isolation. He also found that "words are identified faster then 

they occur in a meaningful context than when they occur alone or in less predictable 

contexts" (p. 88). Goodman suggests authentic reading for children, using texts that 

are meaningful to the reader. Goodman's perspectives also supported by Halliday 

(1982) and Smith (1973c). 

Another key idea concerning reading is that it is a transactional process 

between the reader and the text. As early as 1938, Rosenblatt suggested the "reader 

response" theory in which the reader's personal interpretation of the text, rather than 

the original intent of the writer, should be the primary concern of reading. Thus, 

literature is not simply a text, but a meaning constructed by the reader, and there is 

great respect for the aesthetic stance and the personal response of the readers 

(Rosenblatt, 1988; Beach, 1993; Au, Carroll, & Scheu, 1997). Flood and Lapp 

(1991, p. 101) has made four basic assumptions of the constructionist theory: 

1. The meaning of a work of literature is a transaction between reader and 
text. 

2. The meaning of a work of literature is not contained in a static text. 
3. Readers comprehend the same text differently because every reader is 

unique. 
4. Tlie readers' personal responses to text are a critical element in 

meaning-making. 

Based on this theory, readers are encouraged to pay attention to their own 

experience as the basis of self-understanding or for comparison with others' 

evocations (Rosenblatt, 1978). This changing role of the reader and text implies a 

change in instructional strategies and a new relationship between teacher and students 
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in the inteqjretation of text, for the teacher is not the sole interpreter of the text. The 

reader, not the teacher, is the owner of the interpretation. 

In both the psycholinguistic view and the transactional view of reading, 

reading is a transaction between thought and language. In both viewpoints, making 

a text simpler by skipping parts, substituting simpler words would make the text less 

predictable, and thus much harder. This also means that shorter texts would be more 

difficult for children. These theories suggest that we need to give children rich and 

authentic texts for help children with comprehending. 

Emergent Literacv 

Research in emergent literacy shows that every child comes to school with 

some form of literacy knowledge and preparedness. Whether they come from city or 

country, they usually have some concepts about print and the functions of print in 

their culture. In other words, they leam how to use print before official schooling ( 

Goodman & Goodman, 1978; Goodman, 1984; Taylor & Dorsey-Gaines, 1988; 

Dyson, 1990b; Harste, Woodard & Burke, 1984; Ferreiro & Teberosky, 1982). 

Whereas teachers in previous decades assumed that children come to school as a piece 

of "white paper," many teachers now see preschool children as readers and writers. 

Ethnographic researchers such as Heath (1983), Taylor (1983), McCarty et al. 

(1991), and Street (1995) call upon educators to re-define literacy and to respect the 

different learning styles and experience of children and adults. They argue that 

children come from economically disadvantaged families also own literacy. They 

may have different experiences from the mainstream children and teachers, but they 

are not illiterate. Moll's (1988) research proves that minority children could also 
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deal with a rich and rigorous curriculum, and that there is no need to simplify the 

curriculum for them. As Goodman and Goodman (1979) argue that when we try to 

simplify the curriculum to make learning easier, we actually make is hard for them to 

leam. All children, no matter their background, when they immerse themselves in a 

language rich environment, can and will leam. That is what the research tells us. 

How do children leam from this rich environment? They are active thinkers, 

they generate hypotheses and test these hypotheses through their interaction with the 

environment. Research tells us to interpret errors in reading and writing as revealing 

their conceptual understanding (Goodman, 1973a; Ferreiro & Teberosky, 1982). The 

message to teachers is that children know what they are doing and the best way to 

help them is to provide them with ample learning materials and a rich, authentic 

environment conducive to nurturing young thinkers and leamers. 

Teaching and Learning Theories 

Humanism and constructivism are the philosophical trends in teaching and 

learning theories. Many now see learning as a continuous process of emergence and 

immersion rather than a linear process. The stage theories in which students must 

master step one before they are given step two have given way to more organic, 

interactive theories of teaching and leaming. In these theories, learning is not a neat 

process, but exploratory and iterative. Children leam best when allowed to explore 

their understanding in a rich, resource-filled environment—making observations, 

forming hypotheses, testing and modifying their hypotheses, assess their own 

understanding, and then starting all over again. 
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The learning context plays an important role in this picture. It includes the 

learning materials, the teacher, the family, the community, and all the trappings of 

daily life. In this environment, children learn by making purposeful, meaningful, 

and functional interactions, but there is no "standard" way of learning. Every child 

learns differently, making different uses of different environmental resources. 

Simplifying the context would actually make the learning harder because it might lack 

what the child needs. This concept of learning is a process of empowerment, 

emphasizing development of personal potential as compared to the more limited, 

controlled learning situations in tradition classrooms. The concepts described above 

are espoused by many under different names such as inquiry curriculum, organic 

learning, humanistic education (K. Goodman, 1986; Smith, 1975; Eisner, 1994; Short, 

Harste, & Burke, 1996; Halliday, 1982). 

This does not mean an absence of teaching. It will be the teacher who acts as 

the catalyst that makes all the learning possible. The teacher is a facilitator who 

supports learning but does not control learning. She is an expert who makes 

decisions and negotiates the curriculum with students (Short & Burke, 1991). In 

Vygotsky's terms, good teaching creates a zone of proximal development (ZPD) for 

students without necessarily waiting for learning readiness. Within his ZPD, the 

learner performs with help what he will do without help in the future. Within his 

ZPD, the learner is supported, but gradually takes over and owns the entire 

understanding or undertaking. Thus, the adult expert or the capable peers play a 

crucial role, and both purposive and cooperative learning can be achieved. The 

teacher should provide these rich experiences and resources to allow students to 
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explore their hypotheses and to challenge their current ability so that they will move 

forward. 

Literacy Education 

Many issues and implications of the theories and practices described above are 

being discussed and applied to literacy education. For example. Smith (1975) and K. 

Goodman (1986) suggest that the literacy curriculum should provide students a wide 

range of written language. They believe that the curriculum should empower the 

teacher as well as the learner. This means that teachers should be able to negotiate 

the curriculum to meet both the expectations of society and the needs of students. 

Teachers must not be controlled by curriculum "experts" (K. Goodman, 1986; Short 

& Burke, 1991). 

Eisner (1994) also gives a broad view of literacy education He believes that 

"meaning is not simply found; it is constructed" (p. 56). He argues that "literacy is 

the ability to encode or decode meaning in any of the forms of representation used in 

the culture to convey or express meaning" (p. 108). Thus, literacy curriculum should 

provide opportunities for students to access the meaning through different sign 

systems. 

Halliday (1982) points out the importance of the function of language. He 

argues that "learning language, learning through language, and learning about 

language" are the essentials of language development. He reminds us that learning 

through language should be one of the goals of language education along with 

learning about that language. He further suggests that the language arts curriculum 

should provide rich contexts for students so that while they are learning the language. 
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they could also be learning through language and learning about the language. 

Based on Halliday's theory, Short created a model for teachers to examine and 

evaluate their language arts curriculum. 

The concept of a rich classroom environment is reflected most strongly in the 

movement to expand the use of literature. Many educators in the USA, Canada, and 

New Zealand have now adopted trade books for use in the classroom. Whole 

language and literature approach advocates promote real books and good literature, as 

opposed to carefully controlled vocabulary in prepared texts edited into basal readers 

and textbooks (K. Goodman, 1986). 

Short and her colleagues (1996) suggest using literature to integrate speaking, 

listening, reading, and writing. They demonstrate how literature could be the heart 

of the literacy curriculum. It is not only a medium for language leaming, but even 

more important, it is a way to explore thought and mind. Moll (1988) states that 

when a text can hold the interest of students, they will want to explore it for 

themselves. Moll (1988) argues that content meaningfiil to the student facilitates his 

leaming. His research shows that the richer the content, the more students have 

something to which to connect. Wide reading and literature-based curriculum are 

also suggested by the work of Shu and Anderson and their colleague (1995). 

The preceding pages describing relevant studies and theories from a body of 

work that has influenced some of the committee members in the Experimental 

Curriculum Committee. In particular, the following principles suggested by the 

research, guided their development of a new language arts and reading textbook: 

1. Encourage wide reading as suggested by Anderson, Goodman & others. 
2. It is not necessary to exert strict control over the length or the vocabulary 

of the text in the basal readings. 
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3. It is not necessary to simplify the texts for children from rural or 
disadvantaged areas. 

4. Provide a larger variety of genres, including non-print materials. 
5. The content of the texts should reflect the current real world and the world 

rather than idealized good old days. 
6. Provide strategy lessons to help the young reader use cueing systems for 

reading and self-reflection in writing. 

7. Teaching goals should emphasize meaning over sound and content over 
form. 

Social and Historical Background for the Experimental Curriculum 

The Social and Political Background of Literacy Education in Taiwan 

Who owns the educational system? It is the government, the political party, 
who owns this power, of course. Who decides the ideology within the 

educational system? It is whoever owns the power, the speaker of the 
dominant language. Thus, the one who owns the educational system, can 
indoctrinate the ideology— so, the essence of education (social science) is to 
spread the culture, religion, and ideology of the dominant group. (Huang, 
1994, p. 176) 

The above statement by a sociolinguist in Taiwan vividly describes the 

language policy and literacy education in Taiwan from the 1930s to the late 1990s. 

Before 1949, language policy and issues were largely handled by the government 

through the Ministiy of Education in China, as described in the previous section of 

this paper. In 1949, the country split into two opposing regimes—the communist 

regime determined policy on the mainland and the KMT determined policy in 

Taiwan. Both regimes used language as a tool to unify the population for political 

and cultural purposes, but they went in different ways. 

The communist regime kept Mandarin as the official language and renamed it 

putonghua or "the common tongue." The government continued with the work of 
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"modernizing," meaning simplifying the orthography and began exploring a new 

phonetic based writing system using the Western alphabet. 

In Taiwan, the Kuomintang government set about preserving the old culture 

and the national language to counter the "radical" communist movement. The 

National Language Promotion Committee (also known as the Mandarin Promotion 

Committee or MPC) was charged with "standardizing" the orthography and 

pronunciation of Mandarin using the phonetic symbols. It answered directly to the 

Ministry of Education and oversaw all aspects of Chinese language education. This 

section of the paper will describe some of the principles and measures of the MPC as 

a social and historical backdrop to the language education reform that has come about 

in the past eight years. 

Language Education Policy 

Several principles were adopted by the MPC to promote the national language 

(Chen, 1995): 

1. Mandarin Chinese was to be the sole Chinese language or dialect 

spoken in schools, government agencies, broadcasts and public forums. Violation 

of this rule was considered a violation of the spirit of nationalism. Severe penalties 
were exacted on those who violated this rule. 

2. The pronunciation of Mandarin must follow the Peking accent and the 
Mandarin Phonetic Alphabet was the means to achieve this end. 

3. Language education was under the direct jurisdiction of the MPC, 
which had subcommittee at the provincial and local levels to enforce the rules. 

Generally speaking, the promotion of Mandarin was successful. Huang 

estimated in 1994 that 82.5% of the Taiwan population could speak Mandarin, and the 
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1993 population statistics from the Ministry of the Interior showed that 93% of the 

population was literate as compared to less than 13% who spoke Mandarin in the 

1940s with a literacy rate of 56.01% in 1940 (cited in Huang, 1994). 

It is clear that the educational system served government policy, but perhaps at 

a cost. Before 1900, many languages flourished in Taiwan: speakers of the southern 

Min dialect (also called the Taiwanese dialect) who were descended from Chinese 

who arrived from the mainland over the past several centuries, and the many 

languages of the indigenous tribes of the island. All these people were assimilated 

into Mandarin speakers, and some of them were unable to appreciate their own native 

cultures. As Huang (1994) states, the govemment used the myth of Chinese 

ideology and nationalism to educate Taiwanese people. He calls it domineering, 

exploitative, and unethical. As an eleventh generation Taiwanese, I fully agree with 

him. 

Reading and Language Arts Te.xtbooks 

Before 1994, there was only one set of reading and language arts textbook for 

elementary education in Taiwan. This was edited and published by the National 

Bureau of Translation and Compilation (Bureau), which set up committees of scholars 

and practitioners to edit all textbooks used in Taiwan. While the Language Arts 

Committee (LAC) consisted of schoolteachers and prominent authors of children's 

literature, only those who aspired to the national policy were included in the 

committee. There was no clear theoretical or research basis in the committee, but 

there was a clear policy and authority. The committee chair had always been a 

member of the MPC, and he was the final authority on the textbook. I have 
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confirmed this assessment after interviewing members of the committee and 

examining papers and statements released by this committee. 

In 1988, the Ministry of Education requested a new set of textbooks and a new 

LAC was formed. Regrouping was necessary because the previous chair was over 

90 years old and hard-of -hearing. The old committee had not met in many years 

and minor corrections were handled by staff members at the Bureau. The new 

committee included all the previous authors (three authors had written all the texts, 

assigned by grade level, and one author wrote the workbooks and the teachers 

manuals), professors of classical Chinese and philology, several schoolteachers who 

had distinguished themselves as writers, experts from the MPC, an educator from the 

Ministry of Education, and two members from the Taiwan Provincial Institute for 

Elementary Schoolteachers Inservice Education (Institute). 

Participation from the Instimte has an interesting background. The Institute 

had had a research department fiinded by the Ministry of Education to conduct 

curriculum research and develop new curricula for elementary school. Experimental 

curricula were field tested and revised two times before submission to the Bureau for 

final revision and publication for use by the entire country. This work began in the 

1970s and included the natural sciences, mathematics, and social science textbooks, 

but not the language arts textbooks. They were deemed too important to be handled 

outside the Ministry and the MPC. Nevertheless, the Institute did have a language 

arts team that conducted research in literacy education begirming in the late 1970s. 

Most of the research was headed by Ko, an educational psychologist, and Wu, a 

cognitive experimental psychologist. When they joined the LAC in 1988, they 
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added an important developmental, psychological and research perspective to the 

committee. 

The textbook produced by this 1988 corrmiittee will be the one compared to 

the experimental curriculum that is the subject of this paper. The following are some 

of the principles used in producing the textbook: 

1. The vocabulary (characters) and the order of appearance should 
be controlled, so that each lesson only contains a small number of new 
characters that the student must copy and practice. All new characters were 

written in isolation at the bottom of the page to facilitate learning. 

2. The length of each lesson is controlled. For first and second 

grades, everything had to go on two pages. 

3. The length of the textbook was also controlled. Student would 
use one textbook every semester. The previous textbook had 24 lessons 

each. The revised textbook had 21 lessons each, a concession to 
schoolteachers who felt that they could not teach 24 lessons thoroughly in one 
semester. 

4. The content and sentences must be simple to make it easy for 

young children to leam. The idea was that we must make the sentences simple 
to allow children to leam the complex Chinese characters first. 

5. Only "standard" Mandarin Chinese was allowed. Linguistic 
accuracy or purity was more important than authenticity. For example, 

although most children addressed their grandparents in the Taiwanese dialect, 
the standard Peking form of address must be used in the textbook. 

6. The lessons must be in "standard" genres - stories, poems, essays, 

formal letters, exemplary diaries. Recipes, flyers, instructions, notes, and 

messages were not considered standard. 

7. The lessons should include only positive role models (for 
example, no divorced families) and virtuous concepts. 
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8. The illustrations must also demonstrate socially acceptable attire 
and behavior (for example, tree climbing would be too wild). Illustrations 
were not discussed at the meetings, but were handled by the chairperson and a 
staff member at the Bureau. Illustrators were often asked to redo drawings to 
fit the chairperson's sensibilities. (Lin, Chuen-Chuen, 1994; Chang, 
Zen-Song 1994, personal communication) 

The textbook produced by this committee basically followed the philosophy 

and format of the previous set of textbooks, which was produced in the 1950s to teach 

Taiwanese children Mandarin. Over half of the texts were identical to the previous 

textbook. Some of the new lessons were modified to reflect the view of the current 

society, for example, women were given greater prominence and were depicted in 

more traditionally masculine activities. Also, the glorification of Generalissimo 

Chiang and negative views of Japanese aggressors were toned down or eliminated. 

Even so, the content later became the target of the Democratic Party and women's 

associations 

The Teachine Method 

For more than 30 years, every student studied the same language textbook all 

over Taiwan, and all teachers taught in the same way, according to the teacher's 

manual. The standard instructional procedure was called the General Method (^-q 

The General Method seems to make several assumptions about language 

learning: 

1. Students coming into first grade cannot be expected to know any 
Mandarin vocabulary, a holdover from the days when most families spoke 
only Taiwanese. 
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2. The meaning of every character must be taught precisely, a 
holdover from the days when children started to leam classical Chinese in first 

grade. Classical Chinese is very different from modem Chinese and can be 
considered a different dialect in itself. 

The problem was, after several generation of Mandarin immersion, most 

people in Taiwan spoke and read Mandarin fluently, and children speak Mandarin as 

their first language. Even in the rural areas, children come to school able to 

comprehend oral Mandarin, which they had picked up from television. Therefore, 

children begin their schooling with rich knowledge and information they received 

from various rich resources such as media, print environment, etc. They differed 

from children 40 years ago not only in language experience but also in thinking. 

Unfortunately, language education was still determined by the same people as 40 

years ago, who felt that what was good enough for them was good enough for their 

great-grandchildren. 

Teachers who adhered to the General Method would teach every lesson in 

exactly 400 minutes and complete the following steps in order: 

1. Motivate students to leam the lesson with stories, personal experience, 
or with an activity to show that the lesson is about an important topic. 

2. Read the lesson aloud, perhaps two to three times, first with the teacher 
leading and then independently. The purpose is to make sure the students know 
how to pronounce the characters correctly. 

3. Have students recall the content of the lesson by asking questions. This 
is a way to get students give a summary or to tell the main idea of the lesson. One 
big controversy has been whether to teach main idea right after reading or to teach 
it after the in-depth analyses. 

4. Go through new characters. The teacher goes through the 
pronunciation, the order of strokes, the number of strokes, the radical, the 
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dictionary meaning and the words that might contain the characters. Students 
have to write these characters five to ten times for homework. 

5. Go through the new words. The teacher explains the meaning of the 

words formed by the new characters. Students are expected to write down the 
definitions of the words, to memorize the definitions and to make sentences with 
the new words. A second big controversy has been whether to introduce characters 
first or words first 

6. Go through the sentence patterns in the text. Teachers lead the 
students in making up new sentences with the sentence pattems. 

7. In-depth analyses, done in two parts: first on content, then on form. 

A third great debate has been whether these two can be separated. The analysis 
of the content is supposed to help students comprehend and extend the knowledge 
gleaned from the test. Many teachers understand this as teaching content 
knowledge rather than teaching literature. The analysis of the form is a lesson in 

essay writing. Since the text is a "model" essay, students are encouraged to 
imitate the organization and techniques of the text and to write similar pieces of 

writing. 

Essay writing was not done after every lesson, but after every three or four 

lessons for a total of eight essays each semester. Typically, the teacher will give 

students a title, help them make an outline, and then set them writing on their own. 

The goal is to be able to write an exemplary essay immediately without errors or 

revisions. This was a tradition in the public examinations that created civil servants. 

Twenty years ago, fifth and sixth grade students were expected to practice essay 

writing using brush calligraphy. The concept of process writing is extremely foreign 

to Chinese culture. 

After every three or four lessons, the teacher revises the entire unit by having 

students reread phrases that appeared in the lessons, giving more exercises and 

quizzes. 
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The instructional processes described above remains the same from first 

through sixth grade, no matter how much the texts differ and how the students' 

knowledge and backgrounds differ. The instructional time was spent on the teaching 

of language knowledge. In terms of Halliday's (1982) language acquisition model, 

students in Taiwan were learning about language, but did little learning through 

language or learning language. 

Chinese teachers place a strong emphasis on reading education, but reading 

comprehension is not really taught because it is thought to be a by-product of learning 

to decode characters. It is assumed that if the student can recognize the characters 

and understand the words, he would automatically understand the text, so students are 

taught isolated skills and knowledge of characters, words and sentence structures. 

The teacher assumes that students can achieve comprehension by accumulating and 

putting together these skills on their own. 

It is the same with teaching literature. The teacher teaches literature 

knowledge about the works of literature rather than on the response to the work. 

Critical thinking is a written goal of the curriculum, but in practice, it is not taught as 

understood in the West. Most Chinese professors and teachers hold that there is one 

standard, and correct, interpretation for any text, so there is no literature discussion, 

just a lot of questions and answers to test to see if students know the standard 

interpretation. The teacher pays attention to the writers' meaning, but does not deal 

with the reader's personal meaning. In fact, many teachers are concerned that their 

personal interpretation might be incorrect and rely on the teacher's manual to interpret 

the text for them. Since the meaning is in the text, teachers encourage students to 

improve their comprehension of the text by reading aloud and better yet, to memorize 
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the text, because it is general knowledge that memorization helps students write better 

essays. Silent reading and independent reading are encouraged, but not at the 

expense of learning the assigned texts. One of the main reasons for reading is for 

learning to write. 

Teacher Education 

Pre-service teachers were trained in nine teachers colleges around the country. 

They were carefully set up to make sure teachers knew exactly how and what to teach. 

All teachers were expected to teach in exactly the same way. There was general 

agreement that there must be one best curriculum and one best teaching method, and 

there seemed only slight disagreement as to what the best was. 

The professors in the departments of Chinese language education at the 

teachers colleges are experts in classical Chinese literature, and they have rich 

knowledge of the Chinese language, but few of them were interested in literacy 

development or curriculum and instruction. They left these to the professors in the 

elementary education department who taught pre-service teachers educational theory 

and general instructional methods. The Chinese language education department 

taught them how to read and write classical Chinese and to pronounce every character 

properly. Traditionally, Chinese language curriculum and instruction courses were 

taught by teaching assistants or instructors who had received a master's degree in 

Chinese literature. The assumption was that if you knew Chinese you would know 

how to teach Chinese. 

Up until the 1980s, the teachers colleges were only junior colleges and 

professors were not expected to do much research, just to read about research results 
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and pass them along to their students. In 1985, the teachers colleges were changed 

to four-year colleges, and attempts were made to upgrade the faculty, but changes 

came about slowly for the Chinese language departments and since most of them 

could only read Chinese or Japanese, Western research did not penetrate the 

departments easily. When professors in the Chinese language department conducted 

research, it was mainly about Chinese literature or philology but not on literacy 

education. If they worked on literacy education, it would generally be about how to 

improve instructional skills. 

There were three graduate schools of education in Taiwan during the 1980s. 

Now, all the teachers colleges have master's programs and all are supposed to conduct 

research. However, the research meant serving on government committees and 

panels and conducting projects for the Ministry of Education. The Ministry itself 

was heavily populated with graduate students from the schools of education. Top 

students in these schools were given practical training in government administration 

rather than research knowledge or practical training in the classroom. Among those 

who did research, they used statistical analysis and experimental methodology, but 

there were few qualitative studies. Most of the research studies were large scales 

surveys and tests and had very little to do with teaching and learning itself. Having 

worked at two government educational institutions—the Taipei City Bureau of 

Education and the Taiwan Provincial Institute for Elementary Schoolteachers 

Inservice Education—for seven years, and after searching in the database for 

dissertations and theses in the Republic of China, I support their observations. 

The teacher's college education is paid for by the state. After four years in a 

teachers college, the teacher is entitled to a lifelong teacher's license, is guaranteed a 



269 

teaching position in a school, and pays no taxes on her salary. There is no 

competition because graduates from other colleges are not allowed to teach in the 

schools, with the exception of military persoimel. This was such a good deal, and 

most teachers are so grateful for it that they think nothing of sacriflcing their 

intellectual freedom. Until the mid-1980s the educational system was a strong arm 

of the government. Pre-serxace teachers were very strongly urged to join the KMT 

and 90% of them did. In the schools, teachers followed the party line and assisted 

the government in election duties. In this way, the political party could ensure that 

its policies and ideas were conveniently handed down in the educational system. 

In-service workshops for teachers are available from the same sources as their 

pre-service days. The Institute is the primary source and is under a different 

administration, but the workshops at the Institute are mainly given by professors from 

the teachers colleges and the teachers university, so they really get more of the same. 

Generally speaking, education is rather a closed system with the teachers graduating 

from high school, going straight to college, and then back to the elementary school 

where they often stay until retirement. Many teachers do not see enough of the 

world outside of school. 

In summary, literacy education in Taiwan until the beginning of the 1990s 

followed the classical Chinese tradition of curriculum goals and pedagogy, under 

strong control by the political party and the Mandarin Promotion Committee. Little 

empirical research was conducted and very little Western research findings penetrated 

into the system. 

However, the situation is changing. The political underpinnings have been 

eliminated from the schools and teaching jobs are opening up to college graduates 
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outside the teachers colleges if they take some educational credits from the teachers 

colleges. From 1997, the Ministry of Education decided to allow other universities to 

set up educational courses as a minor so that university graduates who minor in 

education can teach in elementary school. It is a way to break up the domination and 

control of educational resources by a few people. The glimmer of a change is seen 

in the next section of this paper. 

The Experimental Textbook and the Dawn of Educational Reform in Taiwan 

How the Textbook Came to Be 

The experimental textbook was one of the results of new political pressure. 

TTie Democratic Party made educational reform part of their political platform. They 

made two important demands that are of interest in this paper: First, they wanted new 

curriculum standards and textbooks that reflected modem Taiwan society. Second, 

they pushed for course offerings in language and dialects other than Mandarin, such 

as Taiwanese, Hakka, and other tribal languages. The public also staged two mass 

marches for educational reform. Under the pressure, the Ministry of Education 

rushed through a new set of curriculum standards and asked the Institute to prepare 

new curricula guidelines and experimental textbooks. 

The new curriculum standards came out in 1993. They showed major 

changes in all subjects except Chinese language, which essentially remained the same, 

both in content and philosophy. This was not surprising, since they were put 

together by a committee gathered together by the Mandarin Promotion Committee. 

The MPC and the Language Arts Committee at Bureau of Translation and 

Compilation objected to the Ministry assigning work on the experimental Chinese 
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textbook to the Institute. This was also not surprising since the same person was in 

charge of the two committees. However, this time the Ministry held firm. The 

associate minister in charge of the elementary school department felt that it was time 

for a change and a change of committee members was needed. So, the Institute put 

together a new committee that included three of the younger (and more radical) 

members from the LAC. The understanding was that the experimental textbook 

would first undergo a trial year in experimental schools and then submit the results to 

the LAC for revisions and approval before being adopted by the entire country. That 

was 1993. 

Political pressure kept coming. Book publishers continued their lobby of the 

Legislative Yuan, the equivalent of the U.S. Senate. In 1995, the Ministry of 

Education agreed to open the textbook market to private publishers. Publishers 

would send textbooks to the Ministry for review and those that passed muster on the 

Review Board would be allowed to sell their textbooks to the schools. They could 

begin marketing their textbooks in 1996. 

What about the previously standard textbooks produced by the Bureau? The 

Ministry decided that the Bureau would also submit textbooks for review just like the 

private publishers. And the textbooks submitted by the Bureau should be based on 

those produced and tested by the Institute. This time the LAC dug in its heels. The 

chair of the LAC refused to accept any experimental textbook, because he said he had 

no faith in the experimental textbook, not having seen it, and felt that revising might 

be more time-consuming than simply writing it in his familiar committee. The 

Ministry acquiesced to the LAC producing its own textbooks for review, but also 

instructed the Institute to continue editing and testing the experimental textbook. 
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This was really a blessing in disguise. Without the pressure of producing a 

textbook for LAC review and subsequent Review Board scrutiny, the Institute 

committee was free to try out new concepts and new pedagogy. In fact, the Institute 

committee felt that if it did not produce anything innovative, there was no reason to 

produce anything at all. 

How the Experimental Textbook Committee Operated 

Members of this committee were invited to participate in the project because 

they were more accepting to new ideas, willing to make rather big changes, and 

because they had the personality characteristics conducive to working in a cooperative 

spirit. The committee started with three researchers at the Institute (including 

myself), four professors of the Chinese Language Education Departments of a 

teachers college, a school principal, an editor, and three writers who were also 

elementary schoolteachers. 

The committee was assisted by six elementary school teachers who were on 

loan to the Institute to assist in the project. Some teachers managed to stay for more 

than a year. Others continued to attend the committee meetings after they returned 

to their teaching positions. 

Thirty schools were chosen to teach with the new textbooks. There was at 

least one school from each city and county in Taiwan province, and a school from 

Kinmen, which is technically part of Lien-Chang province. The two major cities, 

Taipei and Kaohsiung had more schools. Several experimental schools and 

laboratory schools associated with the teachers colleges also participated. The 

schools were also picked to balance out school size and geographical location such as 
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remote mountain schools and sophisticated city schools. In short, this was a 

reasonable sample of Taiwan elementary schools. 

Each participating school had at least two classes using the experimental 

textbook, except in very small schools that had only one class per grade level. 

Teachers of the experimental classes were invited to attend a one-week workshop at 

the beginning of each semester to familiarize themselves with the new textbook. 

These workshops were held at the Institute, which provided room and board. Six 

regional demonstration workshops were scheduled every year at different schools. 

In these workshops, teachers demonstrated how they might teach a certain lesson. 

Teachers from the Institute would go to the schools to assist with the teaching and the 

demonstration. 

The work of the committee included writing and publishing the textbooks, 

worksheets and teachers' manual, putting together workshops for the teachers, visiting 

the teachers colleges to receive input from the professors, and meeting with parents to 

explain the textbook, as needed. They also put together end of term tests to assess 

the students' learning. 

The committee is not based on any specific theory because every member in 

this committee brought his/her own perspective and theory to negotiate through the 

process. Their theoretical backgrounds are very different. Often, what appears to 

be common sense to one person seemed quite unusual to another. Fortunately, there 

was no hierarchy among them, and no one's view was the final word. Decisions 

were made collectively, often an inefficient process, but it did build up a zone of 

safety and trust so gradually a working pattern of communication and negotiation was 

built up. Although not all the members agreed with each other in all their decisions. 
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they negotiated and compromised and accepted a product that balanced curriculum 

theories and traditional practice. Therefore, in a climate of reform and mutual trust, 

the committee was able to create a textbook that reflected newer research and 

practices. 

The experimental textbook is a negotiated textbook. It negotiates among the 

current research findings, the national curriculum standard, the culture of the teachers, 

school, and community to create new materials for the changing society. Since this 

was an "experimental" textbook, the committee decided not to follow the curriculum 

standard strictly, but to use it as a reference. The committee made this decision as a 

compromise between the old standard and newer research data on literacy 

development. In a sense, they carefully empowered themselves and tried to provide 

and alternative theory and practice to their society and culture. 

It is also important to note that curriculum development went hand in hand 

with teacher development. In this way, adjustments could be made to the curriculum 

based on teacher input, and the concepts behind the curriculum changes could be 

directly discussed with the teachers. A good deal of trust was also needed to help 

teachers deal with administrators and parents who could not understand the merits of 

the new practices brought about by the new curriculum. 

What's New in the Experimental Textbook 

The experimental textbook is a visual example of how far current theory and 

research is acceptable to the Taiwan education community. The following sections 

analyze some of the changes and non-changes in the experimental textbook, the 

reasons behind them, and the results of the changes. 
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Judgine the Book by Its Appearance 

It is a picture book. This was often the first response from most teachers and 

parents to the experimental textbook. This reflects the traditional view that 

textbooks should be scholarly looking basal readers that should not be and could not 

be much fun. This also reflects the ETC's belief that reading good literature 

encourages independent readers, and that this goes for textbooks as well as trade 

books. Moreover, the textbook not only looked like a picture book, it was in many 

ways several picture books put together into one book. The pictures were not just 

illustrations; they were part of the story; they added to the story, and they provided 

details that assisted and enriched the child's understanding of the text. As we move 

into the upper grade levels, the amount and nature of the pictures shifted. 

Theoretically, the committee would like to move toward a more 

literature-based curriculum, and use of a set of trade books for the purpose was 

discussed, but economics and copyright issues intervened, and basal readers were so 

entrenched in the culture that it was better to first let teachers and parents get a taste 

of how picture books might be used. Once they warmed to the idea, they might even 

demand to use them and request the abolition of textbooks altogether. That seemed 

the better strategy. 

It is long and thick. The LAC textbook attempts to equalize the length of the 

lessons. The experimental textbook has texts of different lengths. This change is 

founded on reading theory, on how children learn to read and on the function of the 

textbook. In first grade, the shortest text has only 25 character but the longest runs 

to 1700 characters. The LAC text had each lesson on two pages, but in the 
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experimental text, even the short texts may take up many pages because of the 

illustrations. 

We created texts in different lengths to support different reading experiences. 

For experienced readers, we did not want to bore them with short texts with few 

details. For inexperienced readers, we did not want to scare them with long stories. 

In this case we still provided longer stories to merge literature experience because 

children like stories more than basal texts. To simplify a story by skipping the 

details would not necessarily make reading easier, but would definitely make the story 

less interesting. Readers need the details to enjoy the stories and to build 

understanding. 

We also had texts of different lengths to serve different instructional goals. 

Some texts were for the teacher to read aloud to the students, some to help them learn 

writing, and others to stimulate discussions. 

A limiting factor was the budget, which controlled the length of the textbook. 

Another limit was that we were unable to show children how to read a picture book 

from cover to cover, and to introduce different parts of an authentic book that would 

have title pages, indexes, chapters, headings etc. We compromised by putting a little 

book into the textbook. 

Teachers found that the difficulty of the text did not necessarily correlate with 

length. Longer stories written in colloquial Chinese made them easier to 

comprehend. They began to find that longer stories with details made it easier to 

involve children in discussions. Previously, with shorter texts, teachers always had 

to think of related topics for children to discuss. 
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The author has a name. It seemed to be traditional that the author's name 

does not appear on the textbook, probably because many authors may have 

contributed to each text. In the experimental textbook the names of the authors of 

the articles, when there was one, appeared under the title to show respect for 

authorship and also to broaden the teaching of literature. Without the concept of 

author, children may just leam the text. With the name of the author in the textbook, 

students can leam beyond the text. It is also a way to build the relation between the 

reader and the writer. It is a way to enrich learning. 

It is handwritten. In the real world, not eveiything printed by machine. We 

read handwriting too. We try to reflect the authenticity by providing various forms 

of writing, including notes, memos, letter, etc. by using handwriting. Not only is it 

an opportunity to read print in a different form it is also a way to encourage young 

writers. They may feel that they do not have to write every character perfectly 

before they can be a writer. We wanted more authenticity and encouragement, so 

every child is asked to write and exhibit his work, not just those who have perfect 

handwriting. 

We tried to make connections between writers and readers through 

bookmaking. Handwritten books showed the children that they could be authors, 

too. 

The textbook has a name. The LAC textbook, and in fact, all textbooks in 

Taiwan had the name of the subject for its title. For instance, all mathematics 

textbooks for the entire twelve years of school would have the Chinese word for 

Mathematics on its cover. The difference over the years would be the volume 

number and the grade level. 
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It was not easy to get the ETC to agree to a name for each volume of the 

textbook. They felt that it would be confusing for the children who would not 

understand which subject the book was for. However, once teachers started to use 

the books and children found the titles catchy, the committee wanned to the idea. 

Now, several years later, they caruiot imagine just calling their book "Mandarin 

Chinese." 

The lessons are not numbered. Previously, all lessons had to be taught in 

strict order because the order of learning the characters had to be controlled. 

Therefore, it made sense to number the lessons. 

Removing the numbers from the experimental text also sparked a lot of 

debate. Some committee members worried that children would not be able to turn to 

the correct lesson without the numbers. Teachers used to say: "Turn to Lesson 

One." Now they would have to say; "Turn to 'How Do Fish Sleep.'" That would 

probably not make any sense to the children, especially if they could not read the 

characters. 

Those who wanted to eliminate the numbers felt strongly that lessons do not 

have to be taught in precise order, and some lessons need not be taught at all. In this 

case, the numbers are not very meaningful and may give readers the misleading 

information that the texts are equal and must be covered. They also felt that the 

numbered lessons detract from the picture book feel of the textbook. 

In any case, the numbers were eliminated, committee members, teachers, and 

parents discovered that children were not at all confused and learned more about the 

function of titles than they used to know. 
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Changes in Content and Structure 

Which ones are the new characters. The old textbooks made sure teachers, 

students, and parents knew exactly which characters were new in the textbook. Each 

new character was written in isolation on the top or the bottom of the lesson. 

Children would then copy the characters onto their penmanship notebooks and 

practice making the characters. 

We decided to take away the isolated characters for several reasons. One of 

the simpler ones was that list characters on the page would be the textbooks less like 

trade books. Authenticity would be lost. This would be another textbook suitable 

for children of a particular class learning things in a particular sequence. 

The most important reason was a theoretical one. Research has shown that 

vocabulary does not have to be learned in any particular order, and that wide reading 

is really the key to vocabulary acquisition (Shu, Anderson, & Zhang, 1995). They 

concluded that the more Chinese characters one knows, the easier it is to make 

connections between new characters and meaning. There was also no positive 

relation between the complexity of the character and its recognition. We spent hours 

discussing the concept of "new character," an important issue in Chinese language 

learning. Some committee members felt that what was new in this particular lesson 

and textbook may not be new to a student at all. If he already knew it, it would be a 

waste of his time to learn it. There might also be "old" characters in the text that he 

has not yet mastered. It appears that there was no need to have such strict control 

over the identity of new characters. 

Other committee members were concerned that children might miss out 

learning essential frequently used characters. They worried that given too much 
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freedom, teachers may teach too many or too few characters, or that children might 

only write the more simple characters. 

We compromised. There were no dangling characters on the text, but there 

was an appendix which listed all the different characters that appeared in each lesson 

and characters printed in red were recommended for more thorough learning, which 

meant that students would be asked to copy them for practice. 

The result was a mixed success. The practice of learning new characters was 

so deeply entrenched in the Chinese culture that many teachers and parents had to 

think of ways to overcome the "deficiency" in the experimental textbook. Some 

made children write the new characters in the text, some made sure the children 

learned all the characters in every lesson. Naturally those who did this felt that the 

textbook was too long, too complex, and too hard, and in the face of so many learning 

chores, children lost interest in literature. 

There were also complaints that without a catalogue of new characters exams 

were impossible to make up. Previously, everyone knew exactly what characters 

would be tested on the exams and knowledge of characters made up a good half of the 

grade. 

But there were glimmers of hope. Brave teachers found that children were 

able to monitor their own learning and when asked to choose characters to copy, they 

did not just choose the simple characters. In fact some teachers were surprised at the 

way children took charge of their own learning. 

The end of perfection. The traditional textbooks avoided "negative" content. 

All the stories had two-parent middle-class families with exemplary and gifted 

children. They were about the ideal society that does not exist. In the experimental 
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curriculum, there are single parents, frustrated children, those who were afraid to talk, 

those who fought, and those who broke up with their friends. Some stories had no 

satisfactory answer to allow readers to discuss the outcomes.. We wanted the texts 

to reflect issues in real life, so that young readers can find themselves in these stories, 

and then might try to create a conversation between text and reader. It is also a way 

to tell them it is okay not to be perfect. 

The study of real people. In the traditional textbooks, only dead heroes were 

included as role models, with the exception of Presidents. In the e.xperimental 

textbook, we included a biography of a living author in a thematic unit on writers to 

connect the reader and the writer. Since this author was still actively writing for 

children in newspapers and magazines, it was a natural way to invite children to read 

from different sources and to connect school knowledge with real life. 

Inclusion of the living writer created a strong debate in the committee. Those 

opposed to the idea felt that the ETC must then explain to the intellectual community 

and the general public why we chose to idolize this person over others, and that other 

writers would complain. Fortunately, the chosen author is genuinely a generally 

revered gentleman, and he graciously gave us his photograph, signature, and hand 

written manuscript as a sign of support, and the unit passed the committee. 

It was easy to convince teachers and students that writing about a living author 

was a good thing. Children broadened their learning about writing and publishing 

and explored many works by the same author. Teachers were amazed at the 

powerfulness of this idea. 

The addition of strategy lessons. The traditional textbooks included two 

parts: one was the text and the other was language skills and knowledge. Most of 
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the skills and knowledge were really about stroke or of the new characters, words, and 

sentences culled from the text for review, and sentence pattern drills. In the 

experimental textbook, we created a section for language knowledge and strategy 

lessons, including learning strategies, reading strategies and writing strategies. 

There were strategies such as predicting, learning to read from TV and environmental 

print, how to figure out the meaning of an unknown word, etc. We wanted students 

to know that learning language is not just memorizing the texts, but also that it was 

also possible to apply the linguistic knowledge to real life reading and writing. 

There were mini lessons about how to discuss, how to tell a story, how to follow 

directions, etc. 

Members of the committee approved of the strategy lessons because they felt 

that teachers should be teaching such kinds of skills. In this respect, they were open 

to contributions from any theory about reading and writing. In general, the 

mini-lessons were patterned after Goodman's theory of reading. 

These lessons were extremely well-received; everyone thought they were a 

wonderful idea. There were only two drawbacks. First, many teachers skipped 

over them or taught them out of context because they had not been trained to teach 

such exercises. Second, some teachers went overboard and had children memorize 

that lesson word for word. 

A broader variety of geru^es. Traditional Chinese basal readers use sing-song 

rhymes and short lines like "Run, Spot, run." The LAC textbook used rhymes 

exclusively for the first semester, even omitting punctuation because it was 

considered too complicated for beginning readers. Short prose describing snatches 

of daily life and a couple of fables was added in the second semester. 
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The ETC decided to allow students to explore a larger variety of genres of 

literature from the very beginning, as suggested by Western research (K. Goodman, 

Shannon, Freeman, & Murphy, 1988; Meek, 1988,). They also felt that prose would 

last longer in the learners' mind because it was more meaningful than poetry. The 

different genres served different learning purposes. 

The first semester experimental textbook had short narratives, simple stories, 

cartoons, poetry, a mini-play, smatterings of conversation, and pages with no words 

that the children could fill in. Later, there would be informational texts and 

shopping lists. 

It was a good start, but many committee members were only willing to include 

such variety in the lower grades to liven up the textbook for the little ones. They 

wanted to revert to the standard textbook genres in the upper grade levels, so that 

recipes and shopping lists would only be allowed when they were imbedded in a 

story, and even then, many felt that the recipe would be jarring and obstruct the 

smooth flow of prose. They felt that this was not good literature and only good 

literature should go into the textbook. 

While some committee members had reservations about including usual types 

of print materials, teachers adjusted to them reasonably well. Most of them didn't 

know how to "teach" the unusual lessons and simply skipped over them quickly, but 

many teachers used the opportunity to help children explore print in the real world 

and to produce some of these kinds of text themselves. 
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Teaching and Learning 

No more standard instruction. The committee had no difficulty getting rid of 

the General Method of instruction. They were quite willing to allow teachers to try 

out new ways of teaching. They allowed teachers to choose which lessons to teach 

or not teach, the order of teaching the lessons, which characters to have students 

copy write, and their own instmctional goals. 

Most teachers welcomed the alternatives and the challenge to apply the new 

ideas in practice. But many did not know how to choose because they had had no 

e.xperience in making choices. Some simply used their old way of teaching and 

over-taught, to the students' detriment. Also, many committee members were 

convinced that there were "best" ways of teaching and conveyed this notion to 

teachers in the workshops, further limiting the range of exploration on the part of the 

teachers. 

But a lot of learning and exploration did come about from the empowerment 

of teachers by the committee. Teachers began to realize that the text is not 

all-important, that it is only a medium of instruction. Teaching began to move from 

being text-centered to being centered on speaking, reading, comprehending, writing 

and thinking. It is a pity that many teachers could not make this leap because of the 

limited experiences in the background and most teachers still teach the text and the 

words. In this process, many teachers felt a new freedom, but a large number of 

them felt lost and inadequate in the tide of change. 

Reading as a transactional process. Reading is a transactional process 

between the reader and the text. The committee encouraged students and teachers to 

look for their own meaning and their own interpretations, but many teachers still 
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requested the correct answer from their students. They ask students for 

comprehension but do not create a real discussion. A first grade teacher. Miss Jian, 

told me that she always made sure children understood the text (correctly) first and 

then encouraged them to discuss the text. She does not know that in the process of 

discussion student may increase their comprehension. This is because most teachers 

are not familiar with literature discussions, not ever having had this experience. The 

experiences that they have received at the workshops related to the experimental 

curriculum have not convinced them to let go and allow students to have literature 

discussions under their facilitation. Miss Zhang, an elementary school teacher, told 

me that many teachers want to do this, but feel that they do not have the proper skills 

to facilitate discussions. 

A new concept about making mistakes. The committee had a terrible time 

about making mistakes. Half of the committee felt strongly that making mistakes is 

a natural and important part of learning and that teachers should encourage students to 

take risks in reading and writing, with the confidence that eventually the errors would 

be rectified by more learning. The other half of the committee felt that students' 

mistakes reflect badly on the teacher and the learner because it showed that the 

teacher had not taught thoroughly enough and the learner had not yet grasped the 

correct idea or form. These members felt that all mistakes must be corrected 

immediately, or else students will fall into bad language habits. 

The first group insisted on putting in a phrase about "accepting mistakes as 

part of learning" in the introduction to the textbook. The second group felt 

vehemently that the phrase must be taken out. The phrase stayed in the introduction 

for the first two years and was taken out from the third and fourth grade textbooks. 
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Most teachers and parents fell into the second group. They agreed to let 

children take risks, but they did not feel comfortable about not correcting mistakes, 

even when they knew that the mistake was a miscue. 

Nevertheless, I feel that we have made some progress in this area because the 

subject was brought up and debated, and the idea was put into print and tried out. 

Even now, there are parents and teachers who blame the "progressive" textbook for 

the large number of mistakes and "sloppy" characters of students brought up on the 

e.xperimental curriculum. 

Where are all the sentence patterns. Homework used to be memorization, 

character copying, sentence drills, answering questions, and looking up dictionary 

definitions. The homework used to be similarly routine for every lesson, bound into 

a workbook. Sentence patterns were an important part of the exercise. Li, Bates, 

Liu, & MacWhinney (1992) showed that Chinese has only a very limited range of 

syntactic information, and syntactic information cannot possibly be the major 

functional determinant in Chinese sentence processing. But teachers know nothing 

about this research and they have been taught to think that it is help fill to know 

sentence patterns to write better. 

The experimental textbook had worksheets instead of workbooks. Teachers 

could choose which sheets to use and which ones not to hand out. There were new 

kinds of activities, such as writing a letter to the farmer in the story and actually 

mailing it out, or learning how to make a book. Some lessons had no exercises at all. 

Teachers enjoyed the innovative exercises, but they worried that children had 

too much fiin and were not learning sentence patterns and proper pronunciations and 

meanings of words. Many teachers made up their own exercises, most of them in 
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the old style, but some of them took to the more communicative and authentic mode 

of learning and built upon our sample of alternative homework. 

Tests, tests, tests. Chinese teachers must give tests. That is the way they 

used to get a sense of achievement—knowing that the children have learned what they 

were taught. The committee was not too concerned about testing. They did not 

e.xpect students to master everything that was taught to them. They believed that 

students could learn independently and in different ways. 

The principals stepped in. They wanted formal tests. They wanted ways to 

compare the experimental class and the regular class, and tests were the answer. 

They said that the departments of education require grades at the end of the term and 

these must be given in a fair way, meaning that there must be numbers to compare 

achievement. Many also felt that competition was good for teaming. 

So, we had tests. At the end of each semester, the Institute members of the 

committee made up an exam for teachers to give to the students. The exam 

questions focused on reading comprehension and writing dialogues, ideas, and 

opinions. A new grading system of adding marks for making reasonable attempts 

and guesses rather than the old ways of taking away points for mistakes. These 

exams helped teachers think about new ways of assessing student ability but some 

preferred the old exams which were, of course, much easier to give and grade. We 

still have a long way to go before we can have a more process-oriented approach to 

teaming. Kidwatching and portfolios have not really been tried in this experiment. 

Learning in small groups. Teachers knew all about dividing children into 

groups. It meant that the class would be noisy and unmanageable. It meant a drop 

in efficiency. Many supervisors forbid them. They did not believe in any of the 
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research into cooperative learning and ability grouping. They wanted smaller classes 

so that they could continue to teach the whole class in an efficient manner. 

The committee believed in grouping students for cooperative learning. The 

teacher's manual kept introducing activities that allowed students to talk to each other 

in groups of two, four, or eight. They wanted more opportunities for students to 

practice speaking skills and listening skills in naturalistic ways. They did not 

believe that students learn to listen by listening to the teacher, nor learn to speak by 

answering questions from the teacher. They learn better by communicating ideas 

with one another. 

This represented a large gap between theory and practice., but the seeds are 

sown. The teachers do believe in the theory. It is just that the pressure of 

imparting vast amount of knowledge and the notion that kids can only leam when 

they are quiet interfere with the new ideas. They do try small groups once in a while 

and when they meet with success, they will try again. 

What Has Not Changed, and Whv 

In the previous section, I have described the innovations in the experimental 

textbook and whether practice has been able to match the vision of the committee 

members. 

In this section, I would like to discuss some findings from research that has 

not shown up in the experimental textbook, and the reasons behind the lack of change. 

Many of the changes might be those that teachers are requesting. In this way, theory 

lags behind practice. The committee is going through a process of inquiry and 

reflection. Sometimes they reject new theories. Sometimes they accept the new 
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theories but find it difficult to mesh it with entrenched practices. At all times they 

are trying to develop a better curriculum for our students and teachers that balances 

our cultural values with the results of reasonable research data. 

The role of the textbook. The textbook is for students to study or explore. 

It also relates to the concept of the writers of children literature. To many of the 

educators as well as the authors of children's literature, textbooks always carry an 

instructional purpose. Many writers who write both children's books and textbooks 

say that the way they write a story for textbooks is different from that for trade books. 

They are always conscious of educational meaning in writing the textbook. Thus, 

even if the text is an original piece of writing by a children's author, it still looks like 

a basalized text The writers basalize the text for the educational task. This is not 

surprising, since many authors of children's books in Taiwan are also school teachers. 

The languaee of literature. Language changes to serve the language users in 

society. The Mandarin used in Taiwan today is different in many ways from the 

Mandarin used 40 years ago. Many new forms of languages have been created by 

the people of Taiwan to serve their purposes. The language arts curriculum should 

connect with the real world, however, the experimental textbook uses "standard" 

Mandarin from another era from another province of China. The committee 

members value the literature and the classical language that they were brought up on 

and they hesitate to have the beautiful language adulterated. 

The need for authenticity. The issue of authenticity is not fully reflected in 

the textbook. Most of the articles and stories were written for the textbook. The 

committee felt that stories from trade books must be adapted because they were too 

long and contain too many new characters for beginning readers. It is hard to have 
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authenticity in the textbook because the educators view the curriculum as sets of skills 

and knowledge, designing the textbook based on the concept of readiness. In order 

to have scientific and systematic learning, they sacrifice the authenticity and 

practicality of the natural language. It is hard to achieve authenticity both on the 

philosophical and physical level. 

Writing with personal meaning. Writing, like reading, should be a process of 

making meaning. For students in Taiwan, it is more like a process of making up 

sentences that contains the meaning that the teacher is looking for. Individuality, 

sometimes called creativity, is only acceptable once in a while. 

Modeling appears to be the main learning mechanism subscribed to by most 

educators. Students start off writing sentences to according to sentence patterns in 

the model text. Later on, they are given outlines of articles and asked to write essays 

according to the outlines, which are extracted from the model text Form 

comes before function, because teachers will generally tell students what content to 

put in each paragraph. 

Aside from introducing process writing to teachers and modeling the writing 

process in the textbook, the ETC has done very little to change the way writing is 

taught. More authentic writing assignments have been introduced, such as letters 

that are actually sent, but many committee members and teachers are quite convinced 

that the modeling method produces "better" essays. 

We are making learning hard for students by simplifying the task and by 

taking their personal meaning away. Making up a sentence out of context is difficult 

enough, but many Taiwan educators believe that it is difficult because the students do 

not have the sentence structure, so they provide a model sentence and ask children to 
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write another sentence using the same structure. In doing so, they are trying to help 

children practice the language element in isolation. To be sure, practicing sentence 

patterns is a way of teaching a foreign language to adults, but these are young children 

who need the personal meaning and the conte-xt cues to help them. In our case, the 

children actually know the sentence patterns intuitively because this is their native 

language; they just cannot produce a meaningful sentence on demand. It is the gap 

between competence and performance. 

Sentence pattern instruction is difficult for teachers as well. The conflicting 

definitions of sentence patterns or sentence structures given by linguists and Chinese 

scholars make it very confiising for the teachers. And it is very difficult to e.xplain to 

a child what words are allowed in particular slots in a sentence pattern such as; 

^ m m ? 
[You] [love] NOT [love] [me] ? 

[noun subject] [verb X] NOT [verb X] [noun object] ? 

The sentence pattern is one that children have no trouble producing, and in 

fact use all the time, but once made into an abstract structure becomes almost 

incomprehensible. 

Yes, the educators agree that it is difficult, but they feel that sentence 

structures are so basic to writing well that they feel teachers must spend more time on 

it. 

Learning phonetic symbols first. In the first 10 weeks of first grade, children 

leam to read a textbook that has no Chinese characters, only phonetic symbols. The 

symbols appear in all children's publications next to each character to help children 

leam the sounds of the characters, but the symbols are not found in environmental 

print in daily life. The teaching of the symbols only textbook is mandated by the 
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National Curriculum Standards. It is based on the idea of readiness, and the idea that 

learning to read must be a sounding out process, and not a meaning making process. 

Research in Chinese word reading has generally shown stronger relationship 

between orthography and meaning than between orthography and sound. (Liu, 1982) 

and so character identification is not necessarily mediated by phonological coding. 

Even with reading English, Smith (1973b) argues that "sound comes only after the 

comprehension of meaning of reading" (p. 82). Rozin, Poritsky, and Sotsky's (1973) 

research found that American children with reading problems could easily leam to 

read English represented by Chinese characters. They suspected that "the phonemic 

representation contributes most heavily to reading difficultj'" (p. 110). All this 

research leads to the conclusion that decoding sound is not the natural way to read 

Chinese. (Liu & Chen, 1980) has also shown that reading only phonetic symbols is 

more difficult than reading characters, or characters with phonetic symbols. The 

practice of teaching reading by teaching phonetic symbols in isolation does not match 

any of the research in Chinese reading. Yet, Taiwan is doing it, and all over China 

they are doing it. Why? 

Perhaps Chinese educators are making the wrong assumptions about the 

Chinese language and what learning to read Chinese implies. Characters are the 

hardest part of the language to remember in terms of the exact sound and exact 

orthography, so they assume that they must help young children with the sound clue. 

This is the first incorrect assumption. What they forget is that there are other clues 

in Chinese that makes it easy to leam to read. For example, there is great deal of 

redundant detail in the complex characters; a small number of characters do differ by 

only a dot or a stroke (such :f-T+ and but most characters have many 
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identifying characteristics especially those with many strokes. Generally speaking, 

they are much easier to tell apart than b, d, p, and q. In that sense, Chinese characters 

may be easier to tell apart than English words. In Hong Kong and Singapore, 

children have no trouble in begirming reading without the assistance of the phonetic 

symbols. In fact, Wu (Rosalind Wu, 1998, personal communication) has observed 

that children in the Cantonese immersion program in San Francisco who do not leam 

phonetic symbols appear to have better character recognition skills than the children 

in a Mandarin immersion program that use the phonetic symbols in the Taiwan 

marmer. It would be interesting to examine their reading comprehension and 

miscues. 

The second problematic assumption is the belief that reading characters 

perfectly and understanding them perfectly leads to perfect comprehension. This 

assumption has made educators extremely conscientious about teaching the meanings 

and sounds of characters. But there are indications that reading in any language is 

more than reading the parts and combining them into a whole. As Smith (1973a) 

wrote: 

The reader who concentrates on identifying every word correctly will be 
unable to read for meaning. Reading the words perfectly does not 
necessarily lead to comprehension. It is only by reading for meaning first 

that there is any possibility of reading individual words correctly, (p. 76) 

Smith (1988b) argues that there is not sufficient information in the spelling of 

words to read them before their meaning is comprehended. This may be even more 

true for Chinese, for characters carry no more than an approximate clue, if any at all, 

for sound, and they change their meaning in different contexts. It is not uncommon 

to have more than ten meanings for a frequently used character. 
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These are very powerful assumptions. If they are incorrect, then literacy 

education in Taiwan may be suffering from it. But at the same time, if we are able to 

change those assumptions, think how much the children of Taiwan will benefit! 

Most of the policy makers in charge of the curriculum standards are classical Chinese 

scholars who are not impressed with empirical research. So, it is obvious that 

research data alone is inadequate to convince Chinese educators to make substantial 

changes in their conceptions of learning to read Chinese. We will have to find more 

ways than research data to convince them. That is our challenge at the moment. 

In her workshops with teachers in Taiwan, Wu has tried to convert teachers 

with a form of language experience. She made up short stories in which only the 

first-grade-level characters are written in regular form. All other characters were 

substituted by pseudo characters; that is, characters that follow structural rules for 

character formation, but are really non-existent. The teachers found that they were 

able to read and make some sense of these "stories filled with unfamiliar characters." 

Through discussion and introspection, they were also able to discover the cues or 

miscues that they had used unconsciously while reading the passages. After this, 

they were shown oral reading protocols with miscues obtained from first graders, and 

found that children used some of the same guessing and linguistic principles used by 

adults. 

This kind of experience was more powerful and convincing than all the 

research data from the experts. Perhaps, with more of these experiences presented to 

the right people, we do have a chance to convince policy makers. 
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Conclusion 

The committee of Experimental Curriculum was set up with the goal of 

adapting current theories and search findings to Chinese language and literacy 

education. With the support of the Ministry of Education, the Experimental 

Curriculum Committee was able to address alternative perspectives related to 

language, pedagogy, and curriculum. Feedback from students, teachers, principals, 

teacher educators, and parents seem to suggest that this iimovative curriculum has 

successfully involved many educators in the changing process. However, this 

chapter illustrates some important tensions invohong in the process of integrating new 

and conventional beliefs and practices about education. Occasionally, the 

implementation of the Experimental Curriculum was challenged teachers and parents 

who had to reevaluate their beliefs and practices about learning and teaching. 

Therefore, in order to build a solid knowledge about Chinese language and literacy 

education, we educators need to consider questions about what, when, where, why, 

and how educational reforms are implemented. 
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CHAPTER 11 

USING PREDICTABLE BOOKS AND READING STRATEGIES 

TO TEACH BEGINNING CHINESE AS A THIRD LANGUAGE: 

A JOURNEY IN CHANGING CURRICULUM 

IN A CLASS AT CHINESE SCHOOL 

Introduction 

For a long time, beginning learners of Mandarin' Chinese have learned how to 

read Chinese characters through memorizing rhymes (Chang & Watson, 1988). Most 

Chinese instruction has focused on reading and writing Chinese characters, words, and 

sentences (Chang & Watson, 1988) because the curriculum for language education has 

been based on the "readiness" concept. Many parents and teachers of Chinese children 

overseas, living in places other than Taiwan and China, complain that the Chinese 

textbooks do not meet their children's needs. Students think that Chinese is hard to 

leam and they do not see the purpose of learning this language when living in a country 

where another language is spoken. 

The Taiwanese govenunent provides airfare and hotel expenses for 

representatives from the overseas Chinese schools to attend workshops in Taiwan, free 

textbooks for each student, and stipends for Chinese teachers overseas. In the United 

States, overseas Chinese children typically attend Chinese school on 

' There are many dialects/or languages spoken by Chinese people, but they share the same 
written language. We refer to written language as "Chinese." Mandarin is the oflicial 
oral language of Taiwan and China. 
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Sundays. As a researcher and teacher educator in Taiwan, I have been presenting 

workshops to overseas Chinese teachers. Through my interactions with overseas 

teachers attending my workshops in Taiwan, as well as teachers and students attending 

Chinese schools in the United States, I have discovered that Chinese teachers from 

countries outside Taiwan and China tend to use a strict approach to instruction. 

The teaching methods of Chinese teachers overseas are traditional and 

skills-oriented which are based on teachers' own experiences of learning Chinese. Most 

of the teachers do not know that many alternative ways of teaching have been tested in 

their motherland because they do not have many opportunities themselves to explore 

different issues concerning Chinese language education. In Taiwan, there are many 

educators working on modifying curriculum to improve the teaching of language arts. 

Therefore, the e.xperience in Taiwan could serve as a model for overseas teachers to 

change their way of thinking about the overseas Chinese language curriculum. However, 

the lack of resources available to overseas teachers of Chinese language education is a 

limitation. 

Textbooks published by the Taiwanese government for overseas Chinese students 

are customized to teach students language "readiness" by controlling the vocabulary, the 

texts, and learning sequence. These textbooks seem to impose Chinese culture and 

increase the loyalty of the students to their mother culture without reflecting the 

experiences, cultures, and learning styles of students. 

For the past 30 years, researchers in the fields of the psycholinguistics of reading 

(K. Goodman, 1973b, 1994; Smith, 1973b, 1988b), early literacy development (Ferreiro & 

Teberosky, 1982; Y. Goodman, 1985), and whole language approach (K. Goodman, 1986; 

K. Goodman, Bird, & Y. Goodman, 1991) have been sharing their theories. These 
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studies have been providing educators alternative ways of looking at the curriculum, 

instruction, and children's language development. Research shows that second language 

learners (L2) can apply their first language (LI) knowledge and their knowledge of the 

world of their learning of L2 (K. Goodman, 1965; Chang, 1982; Freeman & Freeman, 

1994), Learning to read by reading could benefit LI learners and also L2 learners. In 

the teaching of English as a second language and the teaching of English and Spanish 

bilingual programs, teachers have been encouraged to test these theories with their 

practices (e.g.. Freeman & Freeman, 1994). Over the past few years some of these 

practices, which have been developed from research, have been applied to teaching 

Chinese/English bilingual students (e.g., Chang, 1987; Yang, 1993) and Chinese language 

curriculum in Taiwan. Although some of the research findings from the above areas 

have been partially applied to the teaching of Chinese, the majority of Chinese language 

education overseas does not reflect the current research findings. 

Overseas Chinese Language Arts Curriculum 

Overseas teachers have tended to teach students language in Chinese by the 

General Method (Z^'a a traditional instructional method that relies on a 

traditional set of textbooks, which suggests that the text should not be taught until 

students master the characters and words. However, the General Method has not yet 

incorporated research findings concerning second language acquisition and language 

education, and psycholinguistics of reading theories. In addition, learning how to read 

Chinese is not equivalent to learning how to pronounce and write Chinese characters. 

Different from the beliefs underlying the General Method, many language educators 

argue that students should have the right to explore different gerues of literature from the 
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very beginning (K. Goodman, Shannon, Freeman, & Murphy, 1988; Meek, 1988). 

Halliday (1982), a linguist, suggests that learning through language should be one of the 

goals of language education along with learning about language. They argue that 

teaching should go beyond the text level from the very beginning. 

Action Research 

The concept of action research was raised by Kurt Lewin in the 1940s and 

reemerged in the 1970s (McLean, 1995). According to McLean (1995), action research 

is a process of systematically evaluating the educational decisions and adjusting practices. 

Action research is not a program or specific intervention but a process of evaluating the 

curriculum and pedagogy. Even if a teacher or a school adopts a nationally recognized 

and validated program, the program may not work in a particular school or classroom or 

may need to be modified to gain maximum advantage. Teachers are the best ones to 

make these judgments. Therefore, action research suggests that the role of teachers is 

no less important than that of textbook authors, curriculum developers, or educational 

theorists. Action research can demonstrate a teacher's philosophy and empowerment, 

and it highlights teachers as the best ones to make educational evaluations and judgments. 

Conducting a Changing Curriculum 

I am a researcher and curriculum developer in Taiwan. Ms. Zai is a teacher of 

the Tucson Chinese School. Before conducting this research, we had been comparing 

differences between the current educational theories and practices in Taiwan and the 

curriculum used in the Tucson Chinese School. I shared with Ms. Zai conceptual bases 

of the E.xperimental Curriculum we developed in Taiwan as well as the applications for 
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and feedback from students, teachers, and parents. We talked about overseas Chinese 

language curriculum, and gradually we both decided to convert dissastification into 

action. We decided to try some alternative teaching methods in Ms. Zai's class by 

adapting predictable books and stories from the Experimental Textbooks. "Every time I 

talk with you, I think of many ideas about teaching, and I feel like I want to try them out 

right away," Ms. Zai said. "Me too. You help me to examine the Experimental 

Curriculum closely and to think about the curriculum overseas," I replied. We shared 

educational theories and our experiences, and we collaborated in developing teaching 

activities every week. After each class, we evaluated the curriculum we created 

together through kidwatching (Y. Goodman, 1978), student interviews, and teacher 

self-evaluation. 

This situation inspired us to conduct an action research with three goals: 

1. To create an opportunity for myself as a researcher to develop a better 
understanding of overseas Chinese education so that I could share this 
understanding with educators in Taiwan and use my understanding to improve 

my own teaching. 

2. To share the curriculum and theories used in Taiwan with teachers and 

students in the Tucson Chinese School by sharing a new version of textbooks, 
the Experimental Textbooks. 

3. To use predictable books to integrate listening, speaking, reading, writing, and 
literature for the beginning learners of Chinese language. 
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Methods 

Research Questions 

Based on theories, research findings and what happens in classrooms in terms of 

teaching and Chinese language curriculum, here are three research questions we 

attempted to explore: 

1. What kinds of activities can incorporate predictable books in teaching Chinese 
to students? 

2. What do students think about learning Chinese through predictable books? 

3. What are the advantages and limitations of applying predictable books in 

teaching Chinese to overseas Chinese students? 

Participants 

The participants of this research consist of the teacher, Ms. Zai, eight students in 

the Tucson Chinese School, and myself. The teacher of the Tucson Chinese School, Ms. 

Zai, is a native Mandarin speaker. She earned her Bachelor's degree in Early Childhood 

Education in the United States and taught English as a second language in Taiwan for two 

years. This is her first year of teaching at the Tucson Chinese School. The students, 

two boys and six girls, range in age from 8 to 13. Of the 8 students, 7 are native 

Cantonese speakers who leam English as their second language and as the language of 

academic instruction. Mandarin is their third language (L3). The eighth student, a 

nine-year-old girl, comes from a family where the mother speaks Mandarin and father 

speaks English. For all of these eight students, English seems to be their dominant 

language. As for myself, I have been a curriculum developer and a teacher educator in 

Taiwan. I have specialized in the psycholinguistics of the reading process, early literacy 

development, and the whole language approach. 
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Materials 

Throughout this research, we changed the teaching material many times by 

reflecting on students' feedback. The resource consisted of the following; six copies of 

predictable books, sLx Experimental Textbooks published by Taiwan Provincial Institute 

of In-service Teacher Education, one copy of a first grade Chinese textbook for learners 

in Taiwan one copy of a level two Chinese textbook for learners overseas 

published by the National Editor Center of Taiwan, and Reading Detective 

Club, a reading strategy book written by D. Goodman (1999). The textbooks designed 

for the primary levels of Chinese literacy include phonetic symbols to the right of each 

character. Chinese is not an alphabetic language. Phonetic symbols are provided at the 

primary level to help students to make the associations between the oral and written 

language. 

Research Process 

This action research project involves a dynamic process. It is like when Kessel 

(1979) talks about assessment which requires a more dynamic, process-oriented approach 

for gathering information from varying contexts and suggestions regarding appropriate 

education efforts to release that potential. The classroom activities and materials are 

modified to meet the needs that arise from evaluation and reflection. The researcher 

uses interviews, observation, and students' writing samples to evaluate the curriculum 

and pedagogy. Interviews provide participants' experiences and judgments about these 

experiences (Mason, 1996), but it makes the researcher seem to be an outsider by 

relaying upon a single method. To a curriculum development research, observation of 

teaching and learning is helpful to interpret the interview data. As Mason (1996) 
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mentions, it is more ethical to enter into and become involved in the social world of these 

you research to improve your understanding. In this study, the classroom observation is 

a way to enter into the world of teacher and students and to obtain a better understanding 

of the real world. 

Interview 

According to Mason (1996), informal interviews provide rich data because 

knowledge and evidence are contextual and situational. Ms. Zai and I conducted formal 

and informal interviews at school during the class break and after class at Ms. Zai's house. 

We informally interviewed students during the break in class almost every week and 

formally interviewed them by group at the sixth week of this research. For us, group 

interviews worked better than individual interviews. Interaction among students in a 

group provided us with rich information about what they truly think about the 

modifications in the curriculum. We borrowed ideas for a group interview from the 

literature discussion group (Short, 1990; Peterson & Eeds, 1990). Seidman (1991) 

suggests that an interview allows a researcher to put behavior in context and provides 

access to understanding participants' action. An interview itself is also an inquiry 

process for both the teacher and students. Therefore, this research used interviews to 

promote the awareness of the learning process and became part of the instruction. 

Observation 

I, as a researcher, observed the class once a week, every Sunday, for a total of 

eight times. During these observations, I took anecdotal notes. I also tape recorded 

and videotaped some of the conversations during the instruction. 
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Writing Samples 

We collected in-class assignments and homework from each student periodically 

throughout the duration of this study. 

Data Analysis 

Throughout the study, we used teacher and student interviews, observations, and 

students' writing samples to modify instructional activities. As a researcher, I compared 

the results from the teacher and student interviews, observations, and students' writing 

samples at the end of eight weeks with the results from teacher and student interviews, 

observation, and students' writing samples at the beginning of the study. 

Procedure 

This research project was an inquiry process for both Ms. Zai and myself. We 

collaborated on the design of the curriculum and continuously modified our curriculum to 

address our research questions, feedback from students, and our reflections. Prior to 

initiating the action research project, I observed Ms. Zai teaching her Chinese class for 

two weeks. During these observations, I discovered that students tend to over-rely on 

phonetic symbols when reading Mandarin but used a variety of reading strategies when 

reading English. The following are six activities we implemented during the eight 

weeks of the study. 
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Activity 1: Predictable Book 

Purpose 

Predictable books are not a certain kind of book; instead, they are predictable 

materials that contain natural sounding language, familiar concepts, and dependable story 

structure. Heald-Taylor (1987) found that predictable books support emergent readers 

in obtaining meaning from the text. From the psycholinguistic reading point of view, 

prediction is an important reading process. Predictable literature has been advocated for 

use with beginning readers (K. Goodman, 1980; Rhodes, 1981; Heald-Taylor, 1987). 

Students told us that they loved stories, and they complained that their textbooks 

were very boring. However, they cannot read long stones by themselves because they 

do not know many Chinese characters. Judged by Ms. Zai's experiences, my 

kidwatching of her class, and students' feedback about their textbooks, we decided to 

adopt predictable books into our curriculum. Because each predictable book is 

composed of one story and written in a simple language, we thought that the predictable 

books might be a good resource for addressing both the linguistic and cognitive 

competence of students. By reading predictable books, students could learn words and 

sentence patterns from reading (Saccardi, 1996) the whole text. Predictable books 

provide a way to nurture reading ability through reading a real book which is a way to 

build the confidence in students and encourage them to become independent readers 

(Rhodes, 1981). Research supports the value of literature for language instruction 

(Heald-Taylor, 1987) and the use of predictable books to bring literature to beginning 

readers. 

In general, Ms. Zai and I set up many potential purposes when we designed this 

activity. Here are our instructional goals: 
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1. To leam how to read by reading a whole story from a whole book. 

2. To leam new characters, words, and sentence patterns by reading a book: A 
textbook is not the only resource for learning Chinese words. 

3. To build their confidence in reading and to become independent readers: To 

show that they can read a story written in Chinese by themselves so that they 
do not have to rely on their teacher to read to them all the time. 

4. To incorporate discussion: By discussion of the stories and their predictions, 
they can practice their Mandarin, the language they do not have much 

opportunity to speak at home. 

5. To practice writing by writing down their thoughts: Writing is a way of 
communication and should be connected to personal meaning and thought. 
Through this personal connection, we hope the students will like to write. 

6. To create texts together After students write their own stories, they can make 

their own stories more meaningful to them than the textbooks because their 
stories are based on their own interests and their own language. 

Procedure 

We used the predictable books published by In-service Teachers Institute of 

Taiwan Provincial Government. They are A Kitty Likes Fish ^ Goose 

Loves to Sing An Eagle Flies Ms. Zai read to students and 

invited them to discuss and to predict the story and the sentence page by page. After 

reading these stories, Ms. Zai asked every student to write his/her own predictable story 

and make it into a book. Many of them wrote their stories on a piece of paper and 

folded them into a small book; thus, they were authors of their own books. In this way, 

we invited students to create their own te.xts. 
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Evaluation and Discussion 

We interviewed students during the break about what they thought of the 

predictable books. Among the eight students, only Wei-In liked the books. Wei-In 

liked the stories in the books because she can read them fluently and independently. 

Four students said that these stories were boring because they could always predict the 

story. Sentences in the books were all the same, and there was not much surprise in 

these books, they said. From interviews, we discovered that their abilities of reading, 

writing, and thinking did not match. From the reading and thinking points of view, they 

thought that the story was too easy. However, from the writing point of view, 

predictable stories facilitated their writing. We showed them that they could write a 

story in Chinese. They could select two to three sentences as the structure and 

substituted the words to make it into a story. "It was dififerent from copy-writing," Jan, 

Yin, and Yio-Si said, "because we have to think." Then Yio-Si added, "Copy-writing is 

much easier because I do not have to think. What I have to do is to write the same 

characters many times then I finish my homework." "But, my mother told me that we 

have to learn to think. Copy-writing carmot teach me to think." She said, "Anyway, I 

am happy that I made a book, and I read my book to my class." 

At first, both Ms. Zai and I were very excited to bring this activity to the class. 

However, it did not totally work well for the students. We were surprised that what 

works in Taiwan may not work in the United States. We thought that predictable books 

would be popular with Ms. Zai's students because they are popular with first grade 

students and teachers in Taiwan. We learned that there were some factors that we did 

not take into consideration. 

1. Age: Wei-In is seven years old, the youngest in this class. Just like most first 
graders in Taiwan, she likes these stories because they are fun for her. For 
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the older students, predictable stories are too predictable to interest them. To 

them, they prefer a story with much more mystery and wonder. 

2. Personality: We-In always encouraged herself to achieve well at school. She 

said that she could read predictable books fluently which makes her feel that 

she is a good reader. She also said that she liked any book that helps her to 

learn new words. Other students have different expectations for their 

learning materials. "I do not think that a predictable book is a real book," 

Yi-Yu said. Jan and Yin supported his idea by saying that "We like 'real' 
story books." When they showed me what they meant by real books, I 

realized they were trade books. They said, they do not necessarily learn new 

words from predictable books but leam more words firom real books. They 

also explained that they learned much more information from real books than 
from predictable books. Many of them suggested we use chapter books. 

Based on the psycholinguistic model of reading (K. Goodman, 1973b, 1994), 

predictable books can facilitate reading by facilitating prediction. By accurately 

predicting the story, young children can build their confidence in reading. Wei-In showed 

her concern on this point. For young readers, predictable books seem to be a good 

resource for them to nurture the love, competence and confidence of reading. For older 

readers, predictable books are obviously too simple to challenge their thinking. 

Most of the students in Ms. Zai's class have been learning Chinese for one to Two 

years, but they do not speak Mandarin at home. They said that it was hard for them to 

read a story by themselves, but they loved to listen to stories and talk about stories. We 

found out that although predictable stories are too boring for them, it is easier for them to 

write a predictable story. 

For these students in Ms. Zai's class, their reading level of Chinese caimot 

compete with their cognitive ability. How to design a curriculum to balance their 

reading ability and thinking is a challenge to us as well as to overseas Chinese teachers. 
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Acrivitv 2: A Crow Tried to Drink the Water in the Vase. 

A Basal Text From Taiwan 

Purpose 

After Activity I, we still thought that predictable story was a good idea to 

facilitate reading and writing. From the interviews with children, we became aware that 

they like to challenge their thinking. Although they demonstrated high levels of 

thinking, they could not read much Chinese. How to apply the idea of prediction to 

facilitate their reading and simultaneously meet their interest in challenging their 

thinking perplexed us. 

I shared with Ms. Zai a teaching activity, a crow tried to drink the water from the 

vase that was developed in Taiwan. It is a reading and writing activity 

about changing a traditional basal story into a new version, a student version. 

Ms. Zai and I decided to implement this activity for several reasons, (a) We 

wanted to use a traditional story with a new interpretation to challenge stereotypes and to 

encourage creative thinking, (b) We thought that this story might interest students 

because there are more details in it. (c) Due to the structure of this story, it is easy to 

convert the story into a predictable book, (d) We wanted to use this activity to 

demonstrate the writing process approach to students. Writing is a process and should 

begin with one's own thoughts. Students can write down or draw their thoughts in any 

form that is convenient to them and later transfer their thoughts into a target language in 

the first draft, (e) We wanted to create a cooperative learning opportunity among 

students. Peer work is a way to balance their cognitive and language levels by working 

together with a friend with similar language experience and cognitive competence. 
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Procedure 

Ms. Zai read to students a basal story called, A crow tried to drink the water from 

the vase from a traditional Chinese textbook. Students discussed the way 

that the crow solved his problem in the original story. They also discussed many "if. .. 

then" situations that the crow might not use the rock to drink the water in the vase. 

After they brainstormed some alternative ways of problem solving in the whole class, 

they had group discussion, and then wrote down their solutions. Ms. Zai encouraged 

them to use pictures, English, Chinese and any symbols to represent their thoughts in 

their first draft. Some students shared their ideas primarily in Chinese and sometimes 

with the support of English. Some wrote down their ways of problem-solving by using 

the Chinese sentence that the teacher demonstrated on the board. Ms. Zai also helped 

them to write in Chinese if they needed help. After they finished their writing, they 

read aloud their writing to the class in Chinese. 

Evaluation and Discussion 

Students told us that they liked this activity. Ms. Zai said that she had never 

seen her children discuss a text with so much enthusiasm before. Ms. Zai used to think 

of many games to encourage her students to learn Chinese because her students seldom 

showed interest in learning from the textbook series, her only resource text During this 

class period we did not use any game, yet students were fijlly involved in discussion and 

writing. 

Ms. Zai and I surmised that if the text itself is interesting to children, they will not 

reject learning and games will not be necessary to allure students to leam. This activity 

encouraged us to adapt the traditional basal text to our instructional method, which 
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encouraged the students to create their own personal meanings from the text This 

adaptation seems to be a practical idea, due to the shortage of teaching resources for 

Chinese language education for overseas teachers in the short term. In this way, 

teachers could apply the instructional method used in this particular activity to the basal 

text that the Taiwanese government has provided to overseas teachers of Chinese. We 

designed the ne.xt activity to evaluate this idea. 

Activity 3: "To the Park." an Adaptation of an Overseas Basal Text 

We designed the third activity to encourage students to use the words and 

sentences that students learned from their basal readers to create their own meaning 

through writing their own texts. 'To the park," a basal text from the overseas Chinese 

textbook series, is a rhyme originally designed for students in the primary grades. 

On the board, Ms. Zai wrote a narrative text without the accompanying phonic 

symbols. She wrote this te.xt which resembled a personal journal entry using the 

sentence structures found in the basal text. She read the journal entry aloud to the 

students, asked them to read the narrative together with her, and then asked them to write 

their own journal entries based on their own experiences. Ms. Zai explained that the 

narrative on the board was merely a demonstration and that they may substitute the 

underlined words, the nouns and adjectives with their own words. Or, they could 

entirely create their own sentences and text without following her model. We found 

that when students were working together, they developed their own way of creating the 

text, which was different from what Ms. Zai had demonstrated. For example, in pairs, 

one of them wrote a text with many blanks, and then the other student filled in these 
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blanks. After they finished their narratives, they shared with the others by reading their 

own stories aloud. 

Evaluation and Discussion 

Students seemed to enjoy this activity. They said that they had ftin writing a 

personal story with a lot of blanks and asking a friend to fill in these blanks. "It is like a 

test, but it is also like a game," Yio-Si said. Yin agreed with Yio-Si. They were 

curious about their friend's response. We noticed that they engaged in a lot of 

discussion about their stories and the task when they were writing. They talked and 

they laughed when they were working together. Although Ms. Zai did not ask them to 

read the text, they read their texts multiple times on their own. It was because they had 

to read carefully what the partner wrote in order to respond to their partner properly. 

This activity seemed to be a way to nurture reading, as well as a way to make writing 

meaningfijl and authentic. Through this activity, we shared with students that that 

reading is not only reading the text from the books, but it is also reading a piece of 

writing from a friend. We also shared with them that the purpose of learning to write 

Chinese is like that of English: communication. 

The homework assignment for that day was to create a list of questions that they 

would like to know from their friends. The writer had to leave some text blank and had 

to ask one of their friends to fill in blanks the next week. Thus, there was no copy 

writing as homework. 

After class, Ms. Zai shared her self-reflection with me. "The way they 

processed this activity was different from what I expected," she commented. "I did not 

know if it was because I did not explain my idea clearly to them or because they found a 
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better way to work on this activity. Anyway, I felt that their ideas were better than mine, 

so I just let them lead me, " she said. As an observer of the class, I saw how a teacher 

empowered her students and flexibly changed her instruction by following her students' 

lead. 

Activity 4: Peer Interview 

Basically, the students led this activity. They exchanged their homework, 

questions they had created at home, with the classmate of their choice. They found that 

to write down questions and then to ask a friend to answer their questions was interesting. 

One student said that she liked the activity because she felt like a teacher giving her 

students a test. As they were inventing answers to the questions, they shared their 

writing with peers. They all seemed to use their imagination, which seemed to be the 

reason for their frequent giggling throughout the activity. 

As I watched them working, K. Goodman's (1996b) words came to my mind. 

He said, when students use their language to learn, it is easy for them; however, if they 

use someone else's language to learn, learning becomes hard. The students were free to 

write down what they were thinking, which seemed to make writing an enjoyable activity 

for them while the communication nature of this activity seemed to make writing 

meaningful for them. Afterwards, they shared their writing with the class. 

Ms. Zai and I learned that we can connect students' personal experiences to 

writing even when their Chinese writing is limited. These students showed us that they 

were able to use their limited words to express themselves and to create their stories. 

We also discovered that they learned from their peers by working together on the 

assignments. 
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In addition to observing students, I also observed how Ms. Zai interacted with her 

students. Ms. Zai showed me her role as a facilitator. When one student asked, "What 

if we do not know how to write a Chinese word?" Ms. Zai replied quickly, "It is why I 

am here." She encouraged her students to write their own thoughts down with her 

support. Throughout this activity as with the previous activity, neither Ms. Zai nor the 

students invoked the phonetic symbols. As a result, we surmised that if they do not 

need to use the phonetic symbols when they read and write authentic written 

communication, they should not need to over-rely on the phonetic symbols when they 

read the textbook. For this reason, I shared with Ms. Zai a strategy lesson created in the 

experimental textbooks for LI students in Taiwan. We decided to share the strategy 

lesson with the students the following week. 

Activitv 5: Busy Town, a Chinese Strategy Lesson 

In an attempt to decrease students' reliance on the phonetic symbols, Ms. Zai 

presented the Chinese reading strategies from the Experimental Textbook to students. 

She read the strategies aloud with examples. I noticed that, for some strategies that 

made sense to the students, they orally created their own examples to match the strategy. 

Some reading strategies, which did not make sense to the students, seem to be culturally 

unfamiliar to them. This activity seemed to be ineffective without the modification of 

the cultural differences between Taiwanese and American lifestyles. 

Evaluation and Discussion 

We discovered that we need to support the strategies with different examples 

which are culturally relevant to the students. The students do not have an extensive oral 
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vocabulary to support their reading in Chinese, so phonetic symbols seem to be helpful 

to them. The reading strategies developed for the LI learner to read Chinese seem to be 

useful for the L2 or L3 learners, but they need examples from the culture that they live. 

Probably, we could help these students to develop their own Chinese reading strategies 

so that strategies would be much more meaningful to them. Perhaps we could involve 

them in discussing the strategies which they use in reading English and then to think 

about how to apply these strategies to read Chinese. 

Activitv 6: Tearing Paper and A Messv Poem. Modified Strategy Lessons 

From Readme Detective Club 

D. Goodman (1999), a former elementary school teacher, suggests that a strategy 

lesson can help readers in constructing meaning and exploring the language in a 

meaningful context. For this reason, I shared with Ms. Zai the Reading Detective Club, 

a reading strategy book, written by D. Goodman (1999). Ms. Zai expressed an interest 

in trying some of the ideas from that book. We brainstormed what strategies might be 

effective for her students, and then we developed our own strategy activities by 

borrowing some ideas from that book. 

Tearing Paper 

We copied a story onto a regular sheet of paper and tore the bottom of the 

Chinese text. In class, Ms. Zai asked students using the cues from the rest of the text to 

guess the missing parts of the te.xt. The students used linguistic as well as picture clues 

to infer the missing parts of the text. They discussed different possibilities and agreed 
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upon what they thought the text might say. Although most of their words and sentences 

were different from these of the actual text, the main points matched. 

A Messv Poem 

Ms. Zai copied a poem. Every Day Is Different —^), from the 

Experimental Textbook including the noun of the poem in a poster with many messy 

characters on the text. She asked the students to discuss among themselves and 

decipher the messy parts of the text. Students shared their ideas of what the messy parts 

could be and why, and developed many possible answers. During this activity, Ms. Zai 

repeatedly asked in Mandarin "Des it make sense to you?" and the students evaluated and 

discussed their answers using the criterion of whether the answers made sense to them. 

Evaluation and Discussion 

The teacher and the students seemed to enjoy playing these reading games. The 

students seemed intrigued by reading authentic texts, which greatly differed from 

completing worksheets. They discussed the origination of their answers and strategies. 

They surprised us with the number and variety of strategies they used to read Chinese. 

Unlike when they were reading or listening to a Chinese story, they used semantic and 

syntactic cues to complete their tasks in this activity. Through this activity, we helped 

students become aware of ir reading strengths and how they can apply their strategies of 

reading English to read Chinese. 



317 

Discussion 

McLean (1995) states that the action research empowers teachers to decide their 

own curriculum. A teacher feel empowered because he/she is not only a consumer but 

also a producer of knowledge. In our case, action research provides a teacher with 

greater flexibility, knowledge, and self-satisfaction. It also provides me as a curriculum 

developer and researcher an opportunity to evaluate the curriculum and gain a greater 

understanding of the practice. This research supports Kessel's (1979) statement that, 

action research is an "ongoing curriculum," which is a continuing and changing 

interaction between teacher, students, task, materials and in this case, the researcher. 

Through the process of this action research, the teacher and curriculum developer 

established a collaborative relationship and model for future established projects 

This study shows that predictable books might not be effective with students who 

have a mismatch between their level of thinking and level of reading in a single language. 

Although the predictable books seemed to facilitate the student's ability to read in 

Chinese and seemed to increase their level of confidence, students in this study expressed 

dissatisfaction with the predictable books due to their simplicity in context, which did not 

challenge their thinking. The students enjoyed Ativity 2, "A crow tried to drink the 

water in the vase," because this activity challenged their thinking and problem-solving 

strategies. 

Invoking personal meaning and communicative purposes into the curriculum will 

further increase their motivation to read and write Chinese. This study shows that 

students will not reject reading and writing if they can relate reading and writing to some 

type of personal meaning. This study also demonstrates that it is not necessary for 

students to know a lot of Chinese or readiness skills to connect personal meaning to 
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reading and writing Chinese. In addition, the strategies designed in Taiwan to aid 

students learning how to read Chinese did not seem to be effective due to the differences 

in cultural variables evident in the examples provided with the reading strategies. 

Curriculum developed by an outsider is often a foreign curriculum to students and 

teachers. Although the Taiwanese government provides support for Chinese language 

education with its funding, the government seems to be unaware that the curriculum and 

pedagogy of overseas Chinese language education are far behind those in Taiwan. This 

research project shows that curriculum for Chinese language instruction overseas cannot 

be merely imported from its mother country without adaptations for the cultural context 

of the instruction. I suggest that curriculum designed for overseas Chinese language 

education should be developed or at least co-developed by teachers who come from the 

same community as their students because they are more familiar with the linguistic and 

cultural variables that influence their students' acquisition of reading and writing. 

In terms of dialect and language education, K. Goodman (1965) suggests three 

alternatives that school may take in language programs: first, to write materials for them 

which are based on their own dialect, or rewrite standard material in their dialect; second, 

to teach the children to speak the standard dialect before teaching them to read in the 

standard dialect; third, to let the children read the standard materials in their own dialect 

in order to accept the language of the learners and make it their medium of learning. In 

1982, Chan's research found out that Cantonese speakers have more difficulty in reading 

Chinese then Mandarin speakers. It is because the oral syntax of Cantonese does not 

correspond to Chinese script to the extent that Mandarin syntax corresponds with 

Chinese script. From children's reading aloud and speaking in Mandarin, I found what 

Chan found is true to these children in this school. We might consider K. Goodman's 
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suggestions as ways to improve and facilitate the language education for overseas 

Chinese. 

Collaborative research between researcher and teacher could be an effective way 

to nurture teachers to conduct their own research. By working together with a 

researcher, teachers may renew their knowledge of current theories and gain a better idea 

about research procedure and methodology. After one collaborative research, a teacher 

might be inspired to design his/her own research. In addition, this model of 

collaborative research could be an effective way to help a curriculum developer to have a 

better understanding about the true world and the difficulty that a teacher faces. In the 

situation of where the commercial textbooks are still a main teaching resource, the 

cooperative research would help the curriculum developers create a more 

classroom-based curriculum. 
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A WHOLE LANGUAGE CLASSROOM 

This section is a response to questions posed by many educators in Taiwan. 

In Taiwan, many teachers would like to know how to put a whole language 

philosophy and theory into classroom practice. Many educators agree with the 

philosophy of whole language but have little knowledge about what a whole language 

classroom would look like. They need multiple and in-depth examples of 

engagements from whole language classrooms and insights from teachers who have 

already practiced whole language. 

Some teachers in Taiwan apply one or two ideas from whole language and call 

it a whole language instruction or the whole language approach. However, I strongly 

believe that one activity or even many activities together do not make a whole 

language curriculum; it is the philosophy of the teacher that makes a classroom a 

whole language curriculum. In this section, I would like to draw ideas from the 

previously discussed philosophy and theories to talk about whole language curriculum 

by focusing on learning and teaching as demonstrated in a schoolteacher's classroom. 

There are two chapters in this section: Chapter 12 is A Learning Community, 

and Chapter 13 is Applying Beliefs to Practice. 
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CHAPTER 12 

A LEARNING COMMUNITY— 

WHAT DOES MISS KAUFFMAN'S CLASSROOM LOOK LIKE? 

I observed a class of fourth and fifth grades for three weeks. I watched, I 

participated, and I talked to the teacher, students and the principal during and after 

school. I observed how the teacher constructed the curriculum to support the 

students' learning and how the students engaged in their learning. I also read most 

of the students' work and asked some of them to talk about their work with me. By 

participating in this class all day for three weeks, I watched Miss Kauffinan, the 

teacher in this classroom, practicing her beliefs of learning throughout her teaching 

and interaction with children, and I also watched her students using learning strategies 

to support their learning. 

First, let's see what a whole language classroom looks like. As you enter the 

classroom, you will first see a list of "beliefs about learning" as follows: 

Beliefs About Learning 

Our class experiences will be based on the following beliefs about learning. 

/. Learning occurs with multiple ways of knowing. 

We leam through many ways such as writing, math, arts, drama, music and 

movement. 

2. Learning is a process of inquiry. 

As learners we search out the questions that matter in our lives and develop 
strategies for e.xploring those questions then sharing our understandings with 
others. 
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i. Learning is an active process. 

We immerse ourselves into inquiry through the use of literature, experiences, 

primary resources and experts. 

4. Learning is a social process of collaborating with others. 

We explore our thinking about our learning through dialogue in small groups and 

whole class interactions. We will engage in inquiry with others who have 
similar questions and concerns related to our learning. 

5. Learning occurs when we make connection to our own experience. 

We increase our learning through exploring our own personal connections to our 

lives and e.xperiences and share those connections to move on to deeper thought 

and action. 

6. Learning is supported by choice so that learners feel ownership in their learning. 

We have choices in what we read, how we respond and share our thinking, the 
focus of individual projects and small group activities. We choose to respond and 
share our understandings through language, art, music, dance and drama. 

7. Learning is reflective as well as active. 

We will reflect on what we are learning through writing dialogue, sketching, 

webbing and self evaluation portfolios. 

8. Learning occurs in a diverse society. 

We will consider the diversity of many voices of people in the world and come to 
understand their perspectives. 

9. Learning is democratic. 

We will have opportunities to negotiate and have a voice in the curriculum 
and our learning. 

The "beliefs about learning" was adapted from Kathy Short's graduate courses 

at the university. In it. Miss Kauffman presents her beliefs about learning both as a 

reminder to students and as an introduction to visitors. There are diagrams of the 

"Authoring Cycle" (Short & Burke, 1991), "Process of a learner," learning strategies 
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like, "How do I have a discussion?", " How do you participate in school?", "How do I 

get ideas?", and "How do I have a choice?" posted on the wall. These diagrams and 

strategies offer students concrete strategies for learning purposes. There are no 

commercially prepared lists or charts, but ones that were developed both by the 

teacher and the students as they reflected on their experiences in the classroom. The 

more formal ones were developed by the teacher and represents years of interacting 

and learning with the kids. They are still open to revision. Even the Authoring 

Cycle, which has been formally published (Short, Harste, & Burke, 1996) is a 

representation of classroom research to serve as a guide for new students in the 

classroom. A particular issue arising in the classroom may need to be added 

temporally on these diagrams as a reminder of a specific issue or event. 

On the wall is a birthday calendar in the form of a graph with every student's 

photograph under a particular month. Close by, is the schedule of the day written on 

the blackboard. This schedule changes, and may even change as the day progresses. 

It is not as we do in Taiwanese school, where the day is broken into one hour by 

subjects with 10 minute breaks. Instead, Miss Kauffman plans the whole day using 

larger chunks of time depending on the context of the engagements and she remains 

flexible to the demands of classroom experiences. To my surprise, there is no break 

in Miss FCaufTrnan's class. The school does not use a bell to divide the school day 

into different periods. Each class has its own structure as to how they would like to 

divide their time. 

Throughout the room, you will see many charts that trace the curriculum. 

There is a web of "What is identity?" and a list of the children's personal questions 

about their identity. There are charts of science lessons and displays from class 
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projects. These charts are records of questions or issues that the class has posted, 

talked about, and studied. The charts are not decorations or rewards of past 

engagements, but a trace of thinking and generating curriculum. Miss Kauffinan 

continues to use them to help students make connections between past and current 

inquiries. 

There is another blackboard with a display from a research project about 

electricity and charts of procedures of the experiments. In front of the blackboard, 

there is a bookstand, with the current chapter books that the teacher reads daily to the 

students. In the other comer of the room, there is a poster with self-portraits, Picasso 

style, which includes drawings by each student Each drawing has a corresponding 

envelope attached. Many of their drawing seem to be influenced by Picasso. The 

poster serves as a message board for praise notes that the children write to each other. 

As I found out later, the students had been studying many artists during the year and 

Picasso was one of the artists they studied. 

On the adjacent wall there are displays of drawings and writings from each 

student, and a chart showing the math assignments for small groups. At the top of 

the wall there is another display with a list of how to write a poem. At the left end of 

the wall there is a closet for supplies. Inside the closet there are trays of students' 

work such as art works, writings, drafts, and some final pieces. These are collections 

of texts that students are in process of creating. 

There are bookshelves full of fiction and nonfiction books of different reading 

levels, including picture books, chapter books, reference books, informational books, 

story books, different kinds of dictionaries, and a poem section. There are 

class-written books entitled "iV/ar/ac/if and "^Folklorico Dance"" from a study of folk 
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culture and photography. These are books that created by the class. Some of them 

include photographs the children took and all of them contain students' reflections and 

interviews. Each one shows how students are using different sign systems to reflect 

special classroom experiences and personal meanings. 

There are many baskets full of notebooks or journals. Each basket holds 

different journals for each student. There are inquiry journals, literature logs, math 

logs, writing journals, and personal spelling dictionaries. 

There are seven round tables in the room spread over the central area of the 

classroom with one square table in a comer. Students are not assigned to stay in one 

group all the time or to sit on the same seat all day long. The students are grouped in 

this class in a dynamic way depending on the needs of the students' work. 

The fiimiture that catches my eyes is a set of risers, a set of stair-step 

platforms upon which all students can sit as single group. It is a three level riser 

arranged as an upside down "V" used for whole class meetings and discussions. 

This adds a flexibility to the classroom environment. Students like to go there to 

read, write, and talk. 

A Learning Community with the Uniqueness of Individuality 

The birthday graph with photographs of every student is a reminder that 

everyone is a member of the class with secretarial duties (Kauffinan, 1996a). The 

message board, with 31 envelopes drawn by students to represent themselves, is for 

students to exchange their praises and reflections of "Life Skills," a curriculum 

mandated by the district. 
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Each student has a Happy Birthday Book, which is made from a collection of 

letters and drawings from all the members of the class. One student told me that 

when someone's birthday is coming up, they all write something to the birthday 

person. When you bind the letters together, you have a "Happy Birthday Book"! 

Many times I saw the students just sitting quietly and reading their birthday books. 

These books seem to continually remind each class member of their relationships with 

others in the classes. Writing is a way to represent deep feelings and caring in a 

format that can be returned to again and again. It is not only about writing, but also 

about sharing and caring, and about knowing each other, each of which are essential 

to building a working community. Each member has a record of their personal 

connections to other members of the community and this adds a warm atmosphere to 

the class. 

During the first week of the school year when students did not know each 

other, they interviewed each other. Miss Kauffhian used the "Getting to know you 

strategy" (Short & Burke, 1991) to help them make connections with other members 

of the group. Through these interviews, the students began to build friendships and 

got to know their classmates with a deeper understanding. Followed by 

understanding, the feeling of appreciation and respect occurred. This invited 

students to become members of a learning community and to share their special 

experiences in an envirorunent of mutual respect. Moreover, they published a 

newspaper after this interview engagement. This is a way to introduce the class to 

parents. 



327 

Making Connections to the Larger Communities 

Pen Pals 

During the year, everyone in the class writes to at least two pen pals from 

different schools. Over the time that I observed, they wrote letters with a group of 

in-service teachers and a group of elementary school students. The students told me 

that some of them met their pen pals from a nearby school when they went to a field 

trip together. They also told me that many of their pen pals live far away from them 

in a different state, and they probably won't have a chance to meet them but, then, this 

is what "pen pal" means. They share photographs and stories by mail. During the 

pen pals engagements, I saw students get excited when they read the letters from their 

pen pals and I enjoyed their sharing of the letters with their classmates. These were 

exciting moments. 

Spirit Run 

Each morning before students go to the classroom. Miss Kauffrnan and three 

other teachers schedule a 20-minute meeting called "Spirit Run" at the playground. 

Afiter they run one or two laps around the playground, classes get together in a group 

of four classes. The groups are from different grade levels. Miss Kaufiman's class 

joins with one kindergarten, one first grade and one third grade. They gather to 

share their experiences with life skills, e.g., what they understand about responsibility 

and respect, and how they show their understanding. They also used this time to 

leam greeting and songs in Spanish. Spanish language lessons are mandated by the 

school district. None of the teachers speak Spanish so they ask children who know 

Spanish to help them. 
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The Spirit Run is a time during which students share their concerns and 

organize their focus for the day. The teachers help to facilitate the process, e.g., they 

remind students to watch their maimers, to listen, and they encourage students to 

share, but teachers talk very little. Their role sets the tone for children to respect 

each other but the students are the central participants. Occasionally, teachers share 

their concerns too, because they are also members of the community. This Spirit 

Run is not required by the school district Teachers themselves decided to create this 

time for their students. However, it is approached as part of a curriculum component 

called "Life Skills," which is mandated by the district. These teachers interpret the 

mandated curriculum in a way that is relevant to their students. 

As I observed, I felt so peaceful and I appreciated all the times I saw the 

younger kids from kindergarten and first grade going up front to talk, and the older 

kids listening and supporting them. It is such a harmonious experience. It is nice 

to see children of different ages sit together and share their concerns spontaneously. 

Cross-Grade Collaboration 

Miss Kauffinan's kids sometimes work with one other class at a time. For 

example, fourth and fifth graders helped the first graders to write stories and then 

shared their works with family and multiple audiences. The younger students were 

then paired with one "big sister" or "big brother." The older students help the 

younger ones to engage in reading and writing process and talking about the books. 

Miss ECauffman uses the "Getting to Know You" (Short, Harste, & Burke, 1996, p. 

458) strategy to promote social interactions with the real purposes of reading and 

writing. 
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I am touched by seeing this. The big sisters and brothers worked nicely with 

those younger kids. Both show they engage themselves in their work with relaxed 

and peaceful attitudes and smiles. This learning experience is precious not just 

because students are solving problems in reading and writing, but also because they 

are learning to value themselves. They are learning how to interact with people and 

to be respectful and patient. 

For the older students, it is rare in a traditional school setting to find out that 

they know something that is valuable to others, that they possess skills someone else 

needs. For the younger students, it provides additional awareness to what is going 

on in the school. It gives them personal experiences with others in the school and 

allows them to know who their fnends are, and to whom they may turn for help. 

Through these interactions, all of them are building social skills while they are 

learning academic skills and knowledge. In this way they leam to behave as good 

citizens by collaborating with others. 

Ethics and the Classroom 

Building a sense of community with the encouragement of individuality is a 

philosophy and practice commonly seen in Miss Kauffinan's class. Underlying all 

the above engagements are the effects of teachers who value community. The 

following is a list of guidelines fi-om Miss Kauffman's class about how to participate 

in the learning community. 

How do I have a choice? 
How I help others? 
How do I have a discussion? 

How do you participate in school? 
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How do I pay attention? 

How do I get ideas? 

How to show respect? 
How do I take care of the classroom? 
Being successful 

From what they have in the classroom, and how she arranges and approaches 

the curriculum, I learned how she practices her beliefs about learning. There is a 

match between what she practices what she believes. 

This class engages the learners in meaningful and functional reading and 

writing engagements, in a learning community which shows respect for the 

individuality of each student, while promoting collaboration among students rather 

than competition. 

Mv Reflection 

It is Not "Classroom Decoration" But a Community Where 

Everyone Has a Voice 

Different from the concept of "classroom decoration" that occupies the time 

and efforts of many Taiwanese teachers, the classroom I visited is a place where you 

can see the "sense of the community" in practice. Every student in the class has a 

voice and many of them show their trust as they share true feelings of love, hate, and 

fear. It touched me very much that each child was so free and trustful enough to 

show himselfiTierself as a unique individual. They are not judged. There is no 

personality grade, no stratification order for their expression. It is not only the "star 

student" who has work placed upon the wall but all the members of the class have 

their work there too. Learning is a process of getting oneself getting, and this does 

not happen at the expense of anyone else. 
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A classroom community is for the learner and the teacher in that classroom; it 

gives a sense of ownership to everybody, it is open; and it is supportive of serious 

learning about life. 

Big Sisters and Big Brothers Are to Help. Not to Discipline 

Unfortunately, many Taiwanese elementary school teachers use big brothers 

and sisters only to do classroom management and to handle discipline. They do not 

use this opportunity to help students develop skills that can help them to achieve their 

own sense of well-being and development. 

The teachers at Miss Kauf&nan's school invite interactions among younger 

and older kids. They show respect for each other and this allows them to learn about 

the world and to grow in a supportive environment that shows concern about their 

learning. In contrast to the Taiwanese classrooms that bring old and young kids 

together to discipline the younger ones, in Miss Kauffinan's class, old and young 

students interact with each other to better understand their parts in the world. In the 

Taiwanese case, there is a presumption that the children are passive recipients of 

knowledge who will do nothing unless something is done to them first. In Miss 

FCauffman's case, there is recognition of the de facto participation of all children in the 

learning process. 

The Taiwanese classrooms foster frustration and competition and a devaluing 

of caring for others in their community. Miss Kauffinan's classroom fosters a sense 

of shared challenge and personal contribution for the goal of improving everybody's 

lives. It is ironic to see how these two systems, which appear similar, are in fact 

profoundly different. 
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There Is No Authoritarian in the Class 

There are seven round tables in the classroom where students work in groups. 

This type of work promotes personal interactions. Students are not assigned to a 

specific group and they do not sit in the same seat all day long. The grouping in this 

class is dynamic and depends upon the needs of each student. In the course of a 

single day, students are grouped in different ways with different classmates. This 

type of grouping emphasizes collaborative learning; students in the group interact and 

share their tasks. There is no "little teacher" or "little manager" in the group, as it is 

the case in many Taiwanese classrooms. In this classroom, every member of the 

group shares equally the responsibility for learning although they may work on 

different aspects of a project. In short, there is not hierarchy in the small group. As 

there are no "little teachers" in the group, there is no management leader for the whole 

class. 

Besides, in this classroom, there are one or two facilitators for business 

meetings that take place in the morning, but they do not have power to discipline the 

class. I see harmony but not tension in the whole class as well as in small groups. 

Every member has equal roles and rights to participate in the class business. 

After school, there is a "student council" where students of different grades 

meet regularly. These representatives are considered "public servants." They are 

elected by class members but not appointed by a teacher or an administrator. The 

sense of "public" is required as a sense of community to nurture a sense of 

democracy. 
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Classroom Management and Social Values 

Is it a myth that students who manage their classmates gradually become an 

authoritarian in the classroom? Is their role necessary in the class? Often, the 

students misuse the power that their teachers give them. I feel sad when I see that 

almost all the Taiwanese teachers use students in disciplining roles. This has 

become a conventional practice in Taiwanese classrooms. This is a practice that 

reproduces hierarchy. This process empowers certain students and disempowers 

others. For this reason, it is about abuse of power and abuse of democracy. 

The system of creating "little managers" in the class views the class from 

building a purely controlled point of view and not from a view that can promote a 

community building. Is this about democracy? Is the teacher promoting 

destructive or constructive social values? How do we want our future citizens to 

practice democracy? Are we nurturing a livable community or are we creating 

outcasts? Are we demonstrating respect and legitimacy for needed authority or are 

we teaching how to be illegitimate and capricious? 

In the case of classroom management I believe it is an issue of power. 

Thinking about structure of whole language classes in the United States and those in 

Taiwan, there are many questions we should reflect upon. 

Engagement Is the Word to Describe the Student in a Whole Language Class 

A whole language class engages learners and teachers. This is my own new 

understanding of educational philosophy and its relationship to practice. It was an 

"a-ha" moment to me. 
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Many times I have heard people ask Dr. Ken Goodman, "What are the 

characteristics of a whole language class?" In other words, "Could you briefly 

describe what a whole language classroom looks like?" I have heard Dr. Ken 

Goodman answer, "In whole language classrooms, students are busy in engaging 

themselves in learning." Yes, I know ±at engagement is an important concept in 

whole language education. However, I did not understand how important until I 

spent some time in a whole language classroom. 

Students constantly engage themselves in reading, writing, listening, sharing, 

and thinking. They read literature, fiction, non-fiction, and work on projects. They 

respond to what they read and they share their thoughts with their peers. They \vrite 

in many genres, literature logs, inquiry journals, math logs, and others. They write 

their personal reflections about books they read and discuss issues and concerns from 

their life. They share their work and their thoughts with their peers and respond to 

others. Whole language touches lives and in this way there is never "nothing to do." 

In whole language classrooms students have a lot of opportunities to engage 

themselves in hands-on or real experiences such as reading children's books, writing 

for themselves and for others, etc. They do math and science experiments and they 

reflect on how they learn. They talk about how they feel and what concerns them 

the most. They engage themselves in exploring their own thinking and learning with 

the support of classmates and teachers. 

The curriculum engages all students in adding meaning to otherwise abstract 

textbooks or teachers' lectures. In a lecture class, the teacher is busy: busy in 

lecturing, and pouring knowledge into the students' heads (Dewey, 1938/1963). The 

teacher is busy in teaching. Are the students allowed to engage themselves in 
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thinking? Does the teacher even know what the students are learning or is this 

relegated to a measure of narrow repetition of a distilled form of knowledge found in 

textbooks? 

In whole language classes, both students and teachers are engaged in their 

thinking. Students and teachers leam as they reflect upon how to enrich the learning 

environment. When students engage themselves in their work, a whole language 

teacher engages himselfilierself in kidwatching and thinking how he/she could 

provide further help to the students. A whole language teacher is a participant in the 

class, as a coach, a facilitator, and a continuous learner. 
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CHAPTER 13 

APPLYING BELIEFS TO PRACTICE 

In this section, I discuss curriculum and engagements organized around five 

categories: (a) learning occurs in multiple ways of knowing; (b) learning is an active, 

reflective, and social process of inquiry (Kaufi&nan, 1999, p. 61); (c) learning occurs 

when supported by connections (Kaufifinan, 1999, p. 59), ownership, and choices; (d) 

learning occurs in a diversity society (Kauffman, 1999, p. 61); and (e) learning is 

democratic. Actually these five categories are not meant to be used as fixed 

analytical concepts. I have just used them to discuss beliefs and engagements in an 

interrelated way. This section is based on Miss Kauffinan's beliefs and engagements. 

There is no clear-cut separation of the engagements in Miss Kaufftnan's classroom. 

The learning engagements are integrated with various learning strategies and 

connected to different subjects at the same time. For real learning to happen many 

options need to be available. 

In this section, I would like to present one whole language teacher's beliefs 

about learning and curriculum and how she practices her beliefs. In addition, I 

would like to introduce what kinds of engagements might be seen in a whole 

language class and how the engagements are approached. I provide writing samples 

of the teacher and students, which I collected from the classroom, to help my readers 

in Taiwan to better understand a whole language classroom. Also, I add my 

personal reflections along with the engagements I describe. I make connections 

between my experiences from Taiwan and whole language classrooms in the USA. 
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This can be helpful to my readers in Taiwan who may wonder about the meaning of 

reflection. 

Sitting in Miss Kauffinan's class from the beginning to the end of the day for 

three weeks and through many occasional visits, I saw her beliefs emerge in every 

engagement of that classroom. Her beliefs were not only reflected by her as the 

teacher, but also by her students. The following section includes a list from a chart 

paper from Miss Kaufifman's classroom. It states Miss Kauffrnan's beliefs about 

learning, and also, it relates her beliefs about teaching and curriculum. 

Miss Kaufiftnan's Beliefs about Learning 

In the previous chapter, I presented Miss Kauflrnan's beliefs. In this chapter, 

I would like to regroup her beliefs and to talk about my observation in her classroom. 

The categories I have used to regroup her beliefs are as follows (Kauffman, 1999): 

10. Learning occurs in multiple ways of knowing. 

11. Learning is an active, reflective, and social process of inquiry. 

12. Learning occurs when supported by connections, ownership, and choices. 

13. Learning occurs in a diverse society. 

14. Learning is democratic. 

Learning Occurs in Multiple Ways of Knowing 

Miss Kauffman's students have been exploring different sign systems, e.g., the 

written language system, math language system, and different art forms, e.g., music, 

photography, dance, etc. She and her students have been working to connect various 

sign systems together to represent their thoughts and their learning. In art portfolios. 
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science assignments, and various kinds of writing, e.g., inquiry journal, literature log, 

math log, etc., I discovered that they do not only integrate reading, writing, viewing, 

and discussion but also integrate subject knowledge. The following is a science 

assignment as seen on a chart paper in the classroom. It is a chart with a list of 

guidelines that was generated by the students. It demonstrates multiple ways of 

response to a science experiment through the recording of the process as well as the 

final product 

Electric Circuit Contract 

- Work with partners 

- Safe rules/materials 
- Will create: vocabulary list/definitions/table of contents 
- My responses: each lesson 

- What will I do? 

- How will I do it? 

- Materials I will use 
- Variety of responses 
- What I know: 

- ListAVeb 

- Story map 

- Game 

- Speech bubble 
- Humor/jokes 

- Information blurbs 
- Poems 

- Questions 

- History of electricity 
- Sketches 

- Drawings 
- Writings 

- Diagrams 
- Labels 
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Electricity Lessons-homework 

Lesson 1: properties of electricity 

- what you already know:web/list 
- questions you have 

- retelling the discussions you had 
- history of electricity 

- collage of pictures from magazines about using electricity 
- story/poem about life without electricity 

- interview parents about using electricity safely 

Lesson 2: what electricity can do 
How do I light up a bulb? 

How do I create a circuit? 
- record at least 4 ways to light a bulb: add drawings 

- explain what you learned 

Lesson 3: closer look at circuits 
- make predictions/draw/write 
- list of what you want to leam 

Mv Reflection 

Multiple Sien Svstems Response to an Assignment 

Joseph's math log shows how he responds to this assignment before, during, and 

after the experiment. It includes his planning, commitment, and learning strategy. 

He records his thinking and learning process and the result of his experiment. He uses 

diagrams and speech bubbles to support his writing. After following Joseph's 

thoughts, I also examined the math logs of other students in the class. I discovered 

that different students chose different ways to represent how and what they learned. 

Different ways of representation in the logs demonstrate different strategies chosen by 
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these students. Each one of them demonstrates coherent thinking and a sense of 

audience. All of them are written in readable ways and are ready for presentation. 

Connections Among Sign Systems 

The chart papers of the science experiment and Joseph's writing are examples 

of how they use sign systems and the written language to learn science. From many 

engagements in this class, I found that Miss Kaufbian encouraged children to 

respond to their experience by making cotmections to diflferent sign systems as they 

approached different subjects and utilized their personal experiences. For example, 

after students learned how to take photographs from the photography lessons, they 

took photographs of a musical performance of Mariachi musicians and from a 

Mexican folkdance performance. Each of them wrote their reflections on the 

photographs they took. Miss Kaufrman then bound the writing and photographs 

together to make a book. In this way, many books are made for the classroom. 

They are class-created texts. 

Another example comes from their math class. After Miss Kaufthian 

presented a new math assignment, she went to turn on a CD player. When the music 

started, it was The Lion King. Following the music. Miss Kauflfman opened a 

photography book about African wild animals and turned one page after another in 

front of the students. I can hardly say a word about this engagement which made me 

cry. Probably I was touched by the music and the photos, but 1 know I was more 

touched by what Miss Kauffman did for her students. I did not expect this would 

happen in a classroom, and I wished our children in Taiwan could have this 

experience also. What an amazing experience! And, what a treat! 
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Miss Kauffinan used The Lion King, a piece of music from a Broadway show, 

as background music along with a fine photographic book as a warm-up engagement 

for a math lesson. Then, she asked each student to choose one animal to 

study—how much it weighs, how fast it runs, and how much it eats everyday. The 

students used animals as examples to explore math concepts. 

Instead of instructing, I felt that Miss Kaufifman was sharing her art 

experiences and interests with her students. Miss KaufiEinan told her students that 

she got the music from her trip to New York, where she watched The Lion King as a 

Broadway Show. Later on, she also showed her students the program of the show 

which was a beautifril art work. She bought the photography book from Borders, a 

local bookstore, because her class has been exploring the art of photography. She 

left all the books in the classroom, and I saw some students reading them during 

break. How nice that a teacher can share her love for the arts and through this 

process of sharing, be able to create learning opportunities for her students. Very 

often, I saw Miss Kaufiftnan weaving and connecting different conventional subjects 

in her curriculum. It is not only her knowledge and skill of teaching that impressed 

me but more importantly, her passion to create leaming experiences for her students. 

By browsing logs, students'journals, and chart papers in the classroom, we 

easily see how in this class they have been using various multiple sign systems, e.g., 

English, math, drawing, webs, and timelines to leam, to view, to share, and to reflect. 

This reminds me of Halliday's idea: "... leaming language, leaming about language 

and leaming through language" (1982). Miss Kaufi^man seems to have adapted this 

concept successfiilly into "leaming sign systems, leaming about sign systems and 

leaming through sign systems." 



342 

Learning is an Active, Reflective, and Social Process of Inquiry 

The above beliefs seem to be difHcult to render into practice. However, 

through my observations of Miss Kaufifman's classroom, I have gained an 

understanding how inquiry can be used as a theoretical foundation and a classroom 

practice. The term "inquiry curriculum" (Short et al., 1996) may be unfamiliar to 

many educators in Taiwan; therefore, 1 would like to provide in the following section 

a brief conceptual base of it before I introduce the engagements. 

Conceptual Base of Inquiry Curriculum 

What Is Inquiry Curriculum? 

The idea for an inquiry curriculum can be found in the works of John Dewey 

which are grounded in his belief of "education for democracy," meaning "the 

curricula is determined through a collaborative process in which both students and 

teachers have a voice" (Dewey, 1938, cited in Short et al., 1996, p. 4). The concept 

of inquiry is also influenced by Paulo Freire (1985), a Brasnlian theorist of critical 

pedagogy. He suggests that an inquirer cannot be only a problem-solver but more 

importantly, a problem-poser. According to Short et al. (1996) and Short, Harste 

and Burke (1996), inquiry curriculum brings different beliefs and functions to 

learning materials and engagements. It is a constructivist view of learning. It starts 

from personal and social bases of knowing and it moves towards a cyclical process of 

connection making among different knowledge systems and sign systems to support 

the inquiry. One inquiry (question or issue) might lead to another inquiry (or 

question or issue); therefore, it becomes an inquiry cycle. A cycle means that the 
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inquiry will never end. An inquiry cycle may be viewed as a "thematic cycle" but 

never as a "thematic unit" 

Different from learning in a traditional classroom where the teacher decides 

the theme and the students leam by collecting facts and knowledge, in an inquiry 

classroom, students and teachers search for significant questions or issues and engage 

themselves in a process of "learning together through inquiry" (Short, Schroeder, et 

al., 1996). In other words, in the traditional curriculum students study someone 

else's predetermined questions in search of predetermined answers. In an inquiry 

curriculum, students raise their own questions, and through research engagements 

they extend their questions into new areas of inquiry. As they immerse themselves 

into the process, their sophistication grows through study and reflection. Each cycle 

expands their awareness, understanding, and expertise about their inquiry subject 

Personally, I understand inquiry curriculum in two interrelated parts; as a 

structure and as a content In other words, inquiry curriculum is about the "how" 

and the "what" of learning. The structure of the inquiry curriculum is that students 

explore their questions in small groups with similar concerns. Also, they can 

explore questions in tandem with the whole class or explore personal concerns 

independently. As with any other topic, there is a major focus question and many 

sub questions. For example. Miss Kaufifinan's students once had a major inquiry for 

the whole class concerning the idea of "identity"("Who am I?"). This evolved into 

si.x sub-themes: female identity, people who influence us (who we identify with), 

others who judge and define us (tell us who we are), risk taking, overcoming 

obstacles (how identity changes), discovering who you are on the inside (how this 

may be different from outside), and freedom to define oneself (what we do about it). 
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These sub-themes came from the questions students posed when they were talking 

about identity. They explored issues and questions about identity in a whole class 

meeting on the risers and then each student selected one sub-theme among the six to 

explore for reading and research in a small group. They e.xplored and recorded their 

thinking processes and findings as they discussed, read, wrote, drew, webbed, and 

sketched. They then presented their thoughts both as a group before the class, 

showing their work, and also in a personal form, e.g., journal writing. Their current 

inquiry might lead them to another inquiry because through research about current 

inquiry they might find new issues that interest them. The inquiry curriculum is 

about the inquiry cycle, problem posing, and problem solving. 

Another aspect of my construction of inquiry curriculum concerns the content 

of learning. The curriculum is shaped by questions that the students posed; it is not 

pre-determined. Based on the themes or the questions, students leam specific 

concepts and general knowledge related to these themes along with skills and 

strategies they can use in search of answers to their questions. For example, they 

might leam how to use the internet to find more information and how to draw webs or 

timelines to represent their findings. These are leaming strategies. Through 

research, they gain new information. By researching a concept or a theme, they 

integrate new subject knowledge into what they know and they make connections 

between personal experiences and the experiences of others (people they know, 

interview, or read about). Knowledge grows meaningfully by building on old 

knowledge. 

This is an integrative curriculum that avoids dividing subject matters into 

independent units of knowledge. This is relevant to what Halliday (1982) says about 
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language learning; learning language is also learning about language and learning 

through language. In other words, as one leams the language of any content field, 

concurrently, one leams about that field and through their experiences in that field. 

Inquiry curriculum is like an orchestra. The learning process takes place by 

integrating learning skills, strategies, knowledge, and concepts across different 

subject areas. It is not only about school learning, but also about life-long learning. 

The Curriculum 

It is impossible to talk about inquiry curriculum without talking about the 

integration of the student's role, the teacher's roles, and the role of the curriculum 

materials. In a pre-determined curriculum as is common in Taiwan, the curriculum 

is controlled by the designer or the textbooks; therefore, even the teacher is removed 

from evaluating and using the curriculum in critical ways. In contrast, an inquiry 

curriculum is classroom centered. Therefore, it is neither purely teacher centered, 

nor student centered, nor textbook centered. In this way, the inquiry curriculum is 

shaped by the learners' concerns and interests which are negotiated with the teacher's 

knowledge and concerns. This places emphasis on the process of doing research so 

that the curriculum becomes dynamic and unique. 

The Teacher 

In an inquiry curriculum, the teacher is a kidwatcher and a kid listener. The 

teacher watches how kids leam, what kids need, and listens to what kids want. The 

teacher's knowledge about the strength and weakness of students allow him/her to 

provide support as needed to facilitate the students' learning. Therefore, the teacher 
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is a facilitator who supports students' learning by suggesting learning strategies rather 

than by controlling what students have to leam. As a Chinese saying goes; "It is 

better to teach one how to fish rather than give him/her a fish" 

Since the inquiry curriculum is not a pre-determined curriculum, the teacher 

has to conduct his/her inquiry along with her/his students. Therefore, the teacher is 

an inquirer and a learner, too. He/she may be an authority of knowledge but not an 

authoritarian in the learning process. Inquiry curriculum would create opportunities 

for teachers and students to leam together. 

The Student 

While in the conventional curriculum the students are not viewed as an 

authority of knowledge, in the inquiry curriculum they are. In relation to the teacher 

and the textbook the students are the inquirers using the teacher and the textbook as 

their resources. Whatever the teacher and the textbook offer are tempered by the 

decisions that students make about them. While truly at the center of schooling, as 

schools would not exist without them, students are learners whose growth is found in 

a growing understanding of the world. How broad, not how narrow, the world is 

made in the classroom is a measure of the opportunities for their understanding to 

grow (Dewey, 1956). From an inquiry perspective, the quality of students' 

interactions with teachers and content materials set the tone for the quality of their 

lives. 

The Content Material 

The content material is not the authority. Content material is only significant 

to the extent it is understood, not simply remembered. The traditional emphasis on 
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memory only is questionable not just because it results in a superficial relationship to 

knowledge, but also in that it bears little, if anjrthing, to improve the quality of life of 

the individual. Purely, memorized knowledge faces the danger of being overridden 

or rendered obsolete by the various technological advances coming into the social 

world. It is only as a consequence of the depth of students' understanding that 

information can be appropriately accessed. And this can only be achieved if 

knowledge is treated critically, examined and tested in the classroom. It is not that 

memorized knowledge is wrong but that it will not truly survive if it has no intrinsic 

value and it cannot have intrinsic value unless it is personally understood. Treating 

knowledge as hypotheses to be explored in inquiry provides that intrinsic value. 

Summary 

As a whole language learner and educator, inquiry becomes an essential concept 

and a conceptual framework to me. It is based on the belief that an individual is an 

active learner who learns when engaged in relevant, meaningful, and functional 

learning and who constructs newly acquired knowledge. The teacher, instruction, and 

curriculum are to support learning by responding to how students leam, what students 

are curious about, and what concerns them the most. Inquiry curriculum is about how 

the instruction and curriculum are integrated into the learning process of the students. 

Leaming action knowledge from inouirv curriculum. In the book. From 

communication to curriculum, Barnes (1992) talks about the difference between 

school knowledge and action knowledge. He says. 

School knowledge is the knowledge which someone else presents to us. We 
partly grasp it, enough to answer the teacher's questions, to do e.xercises, or to 
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answer examination questions, but it remains someone else's knowledge, not 
ours. If we never use this icnowledge we probably forget it (p. 81) 

Action knowledge is the knowledge, which an individual assimilates for 

his/her own purposes and "incorporate[s] it into [their] view of the world, and 
to use parts of it to cope with the exigencies of living. Once the knowledge 

becomes incorporated into that view of the world on which our action are 
based ... it has become 'action knowledge. (Barnes, 1992, pp. 81-82) 

What he says about "school knowledge" relates to the ways that most 

Taiwanese students learned in the past and are still learning in the present. In 

contrast, "action knowledge" is what an inquiry curriculum tries to achieve. Inquiry 

leads students to leam "action knowledge" rather than "school knowledge." In 

inquiry curriculum, students answer the question that they themselves posed based on 

the knowledge that they already have. They are encouraged to make connections 

between their experiences and the issues they discuss and they are supported to share 

honestly what they think. Through sharing and reflection, the knowledge becomes 

integrated into one's view of the world. That is "action knowledge." 

Reflection and exploratorv talk as a wav of inquiry. Reflection plays an 

important role in the inquiry curriculum. The students reflect about what they leam 

and how they leam as learners. They talk about the content of the knowledge and 

also the learning strategies. In this way, they raise an awareness about that the fact 

that learning uses the leamer's perspective and the learner's experiences to provide a 

sense of participation, a sense of ownership, and a sense of empowerment. 

Students gain a better understanding of themselves and their leaming by 

reflecting, talking, and writing about their leaming. By sharing this knowledge, they 

not only leam about themselves, but about others. Reflection is a powerful leaming 

strategy. 
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It is almost impossible to engage in inquiry without "exploratory talk." 

According to Barnes (1992, p. 6), "exploratory talk" is "students working in small 

groups [or in the whole class] to make connections, re-arrange, reconceptualize, and 

internalize the new experiences, ideas and ways of knowing." Barnes underscores 

the processing capabilities of active learners. He emphasizes the importance of 

encouraging talking and sharing while one is still exploring his/her thoughts, with the 

understanding that ideas are only partially understood. The classroom community 

becomes a dynamic thinking community when members are extending their thoughts 

by exchanging ideas, listening and thinking aloud together. Through exploratory 

talk with others, students gradually shape their viewpoints with more awareness. 

They are not only learning subject knowledge but also social skills. 

An Inquiry Class 

Inquiry curriculum can take many shapes. The following are a few examples 

from Miss Kauffman's class, though variations for other classrooms would be 

appropriate, depending on the teacher and the students. 

Problem Posing 

The following are questions that students posed early in the semester. Those 

questions were written down as a list and also they were placed into a web and posted 

in the classroom. 

Questions I have about mv own identity 

- What cultures do I come from? 
- Why do I act differently in different places? 

- Why is my mind set on what I want to be? 
- What talents do I have? 
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- Why am I not heard? 

- Why don't I tr>- new things? 

- Why do I get judged by others? 
- Why can't we have freedom to express ourselves in our own country? 
- Why am I being forced to be someone I am not? 

- How have my identities grown? 

- How have my understandings grown? 
- Why do our actions change in school? 

- What am I really inside? 
- Why do I get embarrassed in front of others? 
- Why do I feel people laugh at me? 

- Why am I always dependent on...? 

- Am I going to be judged differently when I get older? 

Literature Log 

Reader Response Theories (Beach, 1993) are commonly practiced in this class. 

Students in Miss Kaufiman's class read a lot in a variety of genres. They read 

children's literature, fiction and non-fiction, and they read real books rather then 

textbooks. They read in small groups; they read by themselves or read with a 

partner by choosing the books they liked, and Miss KauShian also read to them. 

Most of the books they read, they discussed in small groups as well as in whole class. 

For many of the books they read, they wrote personal reflections. Sometimes each 

student decided how to write his/her own response and sometimes strategies and 

guidelines were followed. 

There are a variety of ways to write their reflections. The following is an 

example of how Miss Kauffman's students wrote their response of a book in their 

literature log by following the suggestions from the teacher. 
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LITERATURE LOG ENTRIES 

I. web of issues 

2. narrative/poem 

3. character as color 
4. time line of color 

5. questions I have 

6. connection I have 
7. story map 

8. how character relates to me 

9. what do I think 

10. how character shows perseverance 

11. exciting vocabulary 

12. big issues we discussed 

13. character I like 

14. character I dislike 

15. greatest fear I face 
16. sketch to sketch 

17. quotes, opinions 

18. what my group discussed 

Jiist Juice (1999) is a chapter book with more than one hundred pages that 

seven classmates read in a small group. Other groups chose to read different books. 

One student, Joseph, used his literature log, everyday from January 24 to February 7, 

to write one paragraph about the main idea of the pages that he and his group had just 

read. They read from 5 pages to 20 pages a day. After February 8, Joseph wrote 

about big issues that he raised from the book, his personal connections to the story, 

questions that came out from reading this book, etc. He made a story map and a 

time line of the story. He recorded his thoughts as well as the group discussions. 

Joseph's literature log recorded his inquiry process and the inquiry process of his 

group. He made several connections among Just Juice (1999), his personal 

experiences, other books that he had previously read, and what his group had 
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discussed. Joseph's literature log demonstrated an inquiry that promoted a reflective 

engagement with literature, an active learning experience on a personal level, and 

collaboration with his peers. 

Inquiry Journal—A Personal Inquiry and Reflection 

Carol, a fifth grader in Miss Kauffinan's class wrote, "... People have 

journals because they either like to write a lot or they have some problems and they 

have to get it out on paper and not on people." In Miss Kauffman's class, students 

wrote in their inquiry journals almost everyday. Miss KauSinan once said that the 

inquiry journal seemed to become a therapy or a counselor for many of her kids. I 

asked Miss Kauffinan to pick up one or two kids' inquiry journals for me to get an 

idea about what they write. Miss Kaufiman answered that she could not pick up one 

journal to represent all because they were all very different. She suggested to me to 

browse through the journals. After I read all the journals from her students, I 

understood what she meant. Yes, there is a variety among her students'journals 

with respect to what and how they write. 

I realized that the question I asked Miss Kaufiman was based on my 

experiences in Taiwan. It is always the case that the teacher decides about the topic 

and the title of students writing assignments. This is not only true for composition 

assigrmients but also for diary writing. Therefore, almost all students write similar 

things in their "diary." I thought that I could read only one student's journal and 

would know what questions they have been exploring. Students in this class write 

about very different things. Each journal represents a unique individual because it 

reflects his/her school experiences, home life, concerns, and struggles among many 
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others things about him/herself. For example, Kevin wrote most about his family 

life; Sabina wrote a lot about her parents' divorce and her reflections about art; Joseph 

wrote about big issues, very heavy questions, e.g., prejudice and stereotypes. The 

following are topics that Joseph wrote in his inquiry journal. 

Topics of Joseph's inquiry journal: 
What instrument should I play? 

What did I do over the weekend 
What I am interested—culture/art/photograph/ how things work 

Why are people predujust [prejudiced] 

Why do people take picture ? 

Do parents push you? 
What did I do on Sunday? 
Why do I write poems? 

Why does our family care? 

Why do you have fnends? 
Why are some people poor? 

What are stereotypes? 
Why did Americans put Japanese people in camps? 

Why people kill other people? 

Math Logs 

The students not only write inquiry and reflections in their inquiry journals but 

also in their literature logs and math logs. In his math log, Joseph was working on a 

timetable assignment. He wrote about what he had trouble learning and what he had 

no problem with learning. He also wrote a math story about "Mr. Foster's office." 

In math logs, there are not many formal questions or drill and practice of 

formulas, but there are a lot of assignments on thinking processes such as the process 

of problem solving. Students also reflected about their thoughts in writing, diagrams, 

drawings, and stories to make connections bet\^'een math problems and life situations. 
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In their math logs, I saw how students integrated problem solving and reflective 

processes. 

Picture Reflections 

Picture reflections consist of engagements that students do toward the end of 

the school year. This help students to reflect on their year-long learning—how they 

grow as learners. It is an engagement based on all that has been done over the entire 

year. 

Other artifacts used in the classroom included students' photographs and 

photographs from field trips. These had been taken throughout the year. Miss 

Kaufiftnan used these photographs to foster connections among reading, writing, and 

learning styles. For example, she sorted the photographs by themes and displayed 

them in six tables. Then, the students came around and browsed all the photographs 

before choosing one to reflect upon. They used their photographs to talk about what 

they would like to write with friends sitting at the same table. After that, they wrote 

their reflections. When all of them had their reflections written, they came together 

as a whole class to share what they had written. Then, Miss Kaufifrnan displayed 

another set of photographs and students started another round of photograph browsing 

and reflection. Some of their writing, e.g., how I grew as a reader, and how I grew 

as a writer, would be worked into a final form typed and printed out by Miss 

Kauffinan. The students then pasted all of their work into their own evaluation 

folders which are sent home at the end of year. 
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Mv Reflection of an Inquiry Class 

Nurture language and thought through the use of literature. Miss Kauffman's 

students explored rich literature rather then textbooks. Most of the books they read 

were chapter books and some were picture books. Chapter books contain more 

pages and their stories tend to be more complex than those of textbooks. Particularly 

in Taiwanese textbooks, a single story would have less than 10 pages and this would 

cover an entire theme. In Miss Kaufl&nan's class, one same theme would be 

addressed in multiple books of diflferent perspectives. For example, students read 

different versions of Cinderella from several cultures and by different authors. This 

allowed them to make comparisons and connections among the different versions. 

During my observation time, when they inquired the theme of identity, each group 

read a number of books—between 5 and 10. By reading and discussing a collection 

of books, they had a chance to reflect upon different perspectives, writing styles, and 

illustrations. They were not only nurturing their ability of writing but also that of 

viewing, analyzing, and interpreting. 

The broad span of literature they covered in class could be called "outside 

reading" in Taiwan. They included fiction and non-fiction, newspapers, magazines, 

catalogues, and other types of prints. The number of books along with the quality 

and the variety of literature that they explored in their class are far beyond the policy 

of "one textbook per semester" common in traditional Taiwanese schools. Through 

wide reading and deep reflection over the breadth of this type of material, students 

nurture their abilities in reading, writing, and viewing. They gain not only specific 

knowledge about the world but also exposure to the language and thought of different 
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styles. This allows them to consider a variety of perspectives and to analyze each 

viewpoint using information from the books. 

The eniovment of literature. The pioneer of Reader's Response Theories, 

Louise Rosenblatt (1978), argued that the aesthetic concerns should be taken as the 

first concem of literature study. She argued that instructors tends to forget that the 

enjoyment of literature should be put first, and only after that an academic approach 

of literature should follow. Students in Miss Kauffinan's class leam strategies about 

reading, writing, discussing, and responding to the literature by interacting with 

literature and by using literature to make connections among themselves. Miss 

Kauffman places a strong value on inviting students to enjoy literature and to make it 

personal. It is through enjoyment that literature becomes personal. That is what 

"response" means according to Rosenblatt. "Literature is a way of knowing" (Short, 

1997). While some teachers emphasize literature enjoyment primarily to ensure that 

students will continue reading after they finish school, whole language teachers 

emphasize literature enjoyment for the contribution it makes in the learning process. 

Students in whole language classrooms build their enjoyment of literature to foster 

learning across the curriculum. 

Teacher read aloud to students. I discovered that elementary school teachers 

practice "read aloud" differently in the USA than in Taiwan. In Taiwanese schools, 

teachers or students usually read aloud the text before the instruction. This allows 

them to get a general idea about the text that they are going to study. Most of the 

time, read aloud means that students read aloud to the teacher, especially in primary 

grades. According to Taiwanese teachers, students need to read aloud to practice 
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pronunciation, performance reading, and reading comprehension. In addition, some 

teachers would say that reading aloud makes sure that students pay attention. 

In contrast, in a whole language classroom, it is the teacher who reads aloud to 

students for the major purpose of providing to students opportunities of listening to 

literature with a primary emphasis on comprehension. To my surprise, many 

teachers even read aloud to their students who are in upper grades. Miss Kauf&nan 

too, reads to her fourth and fifth grade students everyday. Miss KaufBnan told me 

that the books she usually reads are those that the students have difficulty reading by 

themselves. She explained to me that she reads to students so that the students can 

enjoy the literature by listening. She reads stories that are challenging on the 

language level but appropriate on the cognitive level of the students and this allows 

students to raise important issues. She reads for them so that they can discuss the 

stories and read the same book by themselves after they had it read to them. They 

discuss parts of every book they read by talking about the various interpretations and 

connections that they made. She also initiates discussions about how the authors 

choose words, whether a particular word or style is necessary, and what other options 

may be appropriate. In this way, read aloud engagements provide a context to teach 

reading comprehension, reading strategies, pull out issues, and reflect about reading 

and writing behavior (Kauffinan, 1996a). 

Discuss the book rather than answering comprehension questions. During 

book discussions, students make comments about the characters and the context of the 

story to support their point. They also make comments about their experiences from 

their own lives and other books that they know. Students demonstrate how much 

they understand a story hy talking about the details and the context of that particular 
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story. By discussing and listening, students gain a deeper and more thoughtful 

understanding about the story and they benefit from different perspectives shared by 

other students. 

Book discussions can achieve what comprehension questions try to 

accomplish but they are not limited to that. I remembered once asking a student, 

Jennifer, about what she remembered from the story she had just finished reading. 

She briefly talked about the story. I prompted her furthermore by asking, "What else 

do you remember?" She either said, "I don't remember" or "Not anything else." 

Then, I asked her some comprehension questions about the story and she gave me 

short answers. She had understood the story. After a short while, I started to talk 

about the same story with a friend. Jennifer joined our conversation, she provided a 

lot of details from the story, and she even raised several issues that were related but 

not parts of the book. 

This indicates how a conversation can provide the conte.xt within which a 

child can share her fiill understanding of a reading engagement beyond what any 

comprehension questions would have allowed her to do. A child can go in and out 

of a conversation, to make connections between what she understood and what other 

participants have to say about the same story. The talk of other participants serves 

as a reminder of personal experiences and this allows the child to make connections. 

Compared to discussion, questions and answers are dry because they do not provide 

any cues to think about. 

Dynamic grouping with a pattern. One way that Miss Kauffman organizes 

groups in this classroom is by using music and other art forms. For example, at one 

time, she turned on the music while the kids were browsing through a collection of 



359 

photographs from previous classroom engagements. The music helped to soften the 

atmosphere and set the tone for reflection. I enjoyed watching the kids laughing and 

talking about the photographs. They seemed very excited. I was touched by what I 

saw and I could not stop thinking about how our kids leam in Taiwan. I wonder 

how our kids in Taiwan remember school and what they think of themselves as 

learners. 

In this class, kids frequently work in small groups. They are not assigned to 

any group or in any permanent seat. In fact, the time they spend in small groups 

varies from three minutes to half an hour, and occasionally longer than that. When 

Miss Kauffman discovered that some kids just kept going to the same groups, she 

would suggest to them to find a person they had never worked with before or to find a 

person of the opposite gender to work with. 

Compared to students in Taiwan, kids in Miss Kaufi6nan's class have more 

freedom to move in class and to make decisions for themselves. But freedom does 

not mean disorganized or random movement. Kids in Miss Kauffinan's class know 

what they are expected to do and what kind of behavior is not allowed in the 

classroom. After sitting in this class for a while, I found a pattern and a structure 

about how to do things. Obviously, the kids in the classroom knew about that 

because they would move from one engagement to another and from one procedure to 

the next without any instruction from Miss Kauffinan. On occasion. Miss Kauffman 

would ask a student to pay attention but for the most part this was the responsibility 

of the group. The group members were expected to remind each about such things. 

I also noticed that students would remind each other what they supposed to do ne.xt, 

which is an important community value. Working in groups supports inclusion and 
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avoids ostracism and actually this allows teachers to create flexible structures for the 

content and the procedure of their curriculum. Many people think that whole 

language classrooms lack structure but in reality there is an underlying structure 

mutually negotiable by teachers and students. 

Miss Kauffman's roles as a teacher. I viewed Miss Kauffinan playing 

different roles in this class. At times she is like a coach and at other times she is like 

a kidwatcher, a risk taker, and a kid listener. 

Miss Kaufiftnan as a coach: She was like a coach who arranges the setting, 

displays the resources for the students to leam, and provides strategies and 

encouragement for students as they need it. I observed her organizing the timetable 

with the sensitivity to the complexity of each task. For example, she reminded each 

group how much time was left and she encouraged them to finish their tasks on time. 

She engaged her students in reading, writing, viewing, and sharing. For 

example, in the picture reflection engagement, the conversation among kids occurred 

naturally as the kids were viewing the photographs. The photographs reminded 

them what they had done in the past and this helped them to build conversations. 

This is an example of how a teacher arranges the classroom environment to nurture 

interactions between kids and also an example of how a teacher engages students in 

spontaneous learning. Miss Kauffman is like a coach training players to play 

basketball, but she would not play the game for them. She will accompany them, 

challenge them, and support them to do their best. While Miss KauSman discussed 

topics that covered the official curriculum and other areas, I never saw Miss 

FCauffman lecturing to her students. Her students were learning from doing and 

engaging themselves in different tasks but not from listening to lectures. 
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Miss Kauffinan as a kidwatcher: According to Yetta Goodman (1985), a 

kidwatcher knows how to watch kids so that he/she leams about their concerns, 

learning styles, strengths, and weaknesses in order to support their learning. By not 

lecturing to her students. Miss Kauffinan has time to think, to watch, and to make 

arrangements in response to students' needs. She is a kidwatcher who carefully 

watches who is working well and who is struggling with the assignment. This 

allows her to provide help need it. 

Miss Kaufiman as a risk taker. Miss Kauffinan is a risk taker who invites kids 

to take risks with her. One time I remembered, she asked her kids to try the "Sketch 

to Stretch" strategy (Short, Harste, & Burke, 1996, p. 528). This is a kind of 

exploratory talk. She said to them that this would not be an easy task but she would 

like them to try. After one group of students demonstrated the "Sketch to Stretch" 

talk. Miss Kauffinan and the whole class talked about what the group had done 

successfully. In this way. Miss Kauffinan pushed her students to move forward with 

support. Later on, she told me that she constantly encourages her kids to try and to 

do their best but she does not expect them to be perfect. 

Miss Kau£&nan as a kid listener; In Miss Kauf&nan's class, students have a lot 

of chances to share their perspectives. They talk about their concerns during 

business meetings, literature responses, and reflections about their learning. Many 

times. Miss Kauffinan records kids' thoughts on chart paper and she uses this 

information to make connections to the curriculum. Other times, she takes notes in a 

notebook by herself while she listens to kids' discussions. I watched her telling her 

students that she really wants to know what they think. In this way, she encourages 

her kids to talk and this is how she leams about who they are and what they know. 
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From classroom observations and conversations with Miss Kauffinan and many of 

her students, I know that the students of this class are well aware of the fact that they 

are informers to their teacher about how kids think and what they know. I saw the 

kids sharing with confidence and able to trust their thoughts and their writing in 

groups. I was amazed how Miss FCauffinan made her students believe that the 

teacher values their thinking. When the students did book reviews for the National 

Council of Teachers of English (NCTE), they knew that they would share their 

comments about books not only with Miss Kaufiman but also with many other 

teachers. To gain access to this type of information from kids, teachers must watch 

and listen to the kids. Kids continually inform adults about kids' ways of thinking. 

Miss Kauffman's students know that adults can better support their learning if they 

have a better understanding of how kids work. Miss Kauffman's students strongly 

represent the idea that students need to be viewed as informers of knowledge and not 

as receivers of knowledge. The most important idea from all that is that part of a 

teacher's job is to listen to and to leara from the students. 

Communication influences learning. In Miss Kauffman's class, there is 

intensive communication bet«'een teacher and students and among students. The 

students are not encouraged to leam by memorizing details; instead, they are 

encouraged to pose questions, explore questions, reconstruct, revise, and extend their 

knowledge. They exchange their understanding of what they leam and they 

facilitate the learning process by talking and writing to each other. The students are 

not treated as passive receivers of knowledge; instead, they are treated as co-creators 

of curriculum and knowledge. They construct their knowledge through inquiry with 

their teachers and peers utilizing as many material resources as possible. What I saw 



363 

in this class reminds me of Barnes' argument (1992), "as the form of communication 

changes, so will the form of what is learnt" (p. 15). Inquiry challenges abstract 

authority and creates community of learning. 

Inquiry through exploratory talk. The students frequently share their writing 

drafts in small groups and with the whole class. They do many engagements of 

"thinking aloud" or "exploratory talk." They are encouraged to share their thoughts 

while they are still exploring rather than wait until they come out with a final thought. 

The process of thinking aloud allows people to know their positions better. In an 

inquiry classroom, students are using their oral and written language to develop their 

knowledge and to reflect about what and how they learn. This way of "learning 

through reflection" has the potential to connect school knowledge with action because 

what students learn comes from personal reflections and so it is possible that they 

would like to take action upon their own realities based on their newly acquired 

knowledge. 

"To share thoughts which might be still partially understood" is a concept 

extremely opposite to traditional Chinese perspectives. For example, many Chinese 

have been educated with the idea of "only speak the final thought." To me, this 

Chinese saying is more related to discipline than learning. From a pedagogical 

perspective, the exploratory talk plays an incredible role in learning and it should be 

encouraged. By saying that, I do not mean to devalue the Chinese perspective 

because different ways of talk serve different purposes in different contexts. It is not 

an either/or choice. It is a way of revitalizing the community we live in by stressing 

the limits of our imagination. This can allow us to substantiate our Chinese 

traditions with new ways of knowing. 
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Safety and trust are critical factors to nurturing reflection and exploratory talk. 

The individual who takes the risk to share his/her ideas in front of a group needs 

support from the group. He/she can be challenged but this challenge must be 

communicated with respect. This is a central idea built into Piaget's concept of 

disequilibrium. Ken Goodman has defined the concept of disequilibrium as "an 

opportunity for growth" particularly in his discussion of literacy development (K. 

Goodman, 1996). 

This needs to be understood in the case of the Chinese tradition that 

discourages "exploratory talk." Chinese people who have been educated with the 

idea of "only speak of the final thoughts" may find it harder to accept the value of 

"sharing thoughts which might be still partially understood." However, new 

paradigms about how people learn emphasize the importance of disagreement. 

Added information broadens our views and extends our knowledge. This helps us to 

develop intelligent action (Vygotsky, 1978). Both agreement and disagreement 

enhance our conversations by transforming previous talk and that can be done in a 

supportive way by listening to what one says, recognizing the value of what has been 

said, and responding to it intelligently. 

Inquiry curriculum supports authenticity. By doing classroom observations 

in Miss Kauffman's class for three weeks and by visiting her classroom on many other 

occasions, I found that Miss Kaufiftnan talks to her students just like the way she talks 

to her adult friends. The ways they talked were the same inside and outside the class. 

Their conversations were authentic and real. She did not dismiss school problems 

with the language of school discipline, but she showed her interest about this problem 
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by initiating discussion about: "What happened?", "Why did it happen?", and "What 

could be done about it?" 

Miss Kauffman does not ask questions for which she already knows "the" 

answer. Most of the questions she asks have no standard answer but they raise many 

issues to be discussed from different perspectives. Many rimes, I observed her 

asking questions to facilitate students to think, to make new connections, and to keep 

the conversation interesting and alive. Miss Kauffman shows that she really wants 

to know what students think. She wants to gain the understanding of students' ideas 

and to communicate with them that it is all right to have different ideas because this is 

how new ideas are developed. 

Miss Kauffman is a teacher researcher. Some of the authentic ways of 

talking that take place in her class were demonstrated in a presentation that she gave 

at the local university. Several of her students participated in that presentation. 

When questioning was opened to the audience, kids asked questions, too. They 

asked their questions just like the professors and college students did. The quality of 

what those kids said did not surprise Miss Kaufifman because that was how she ran 

her class; however, they did impress many of the participants of the audience. 

Those kids asked their teacher questions because they were curious and they wanted 

to know and so they asked real questions. 

Authentic talks, as exploratory talk, also go hand by hand with the inquiry 

curriculum. In the inquiry class, students and teachers do not smdy pre-determined 

questions with pre-determined answers. The teacher is an authority of knowledge 

(meaning he/she knows the curriculum) but not an authoritarian of knowledge 

(meaning he/she does not control what the students leam and how they leam). The 
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teacher serves as an accessible resource of information to the students and at the same 

time participates in the process of understanding knowledge. Students and teachers 

ask real questions and engage themselves in problem solving. In the inquiry process, 

students are learners, they leam by examining the questions that they pose. The 

teacher is a learner too. His or her inquiry goes along with that of the students. 

Since it is the students who pose inquiry questions rather than the teachers, the 

teacher becomes a supporter and a facilitator that follows the students' lead. This is 

how the teacher can be understood as a coach who challenges the students but also is 

an authentic participant of the inquiry that takes place in the classroom. The inquiry 

cycle renders the discourse of teachers and students real and authentic. 

Inquiry curriculum supports engagement and ownership of the learner. 

Student engagement is impressive in Miss Kauffman's class. I saw the students 

participating in their learning in small group, whole class, and individual settings. 

Learning to them is an active process that involves their whole being. 

In the inquiry curriculum, students study the questions they pose. They 

study about what is relevant to them and what they are most concerned about. This 

motivates them to engage themselves in the problem solving process. Because there 

are no teacher lectures, the students themselves are expected to "do" the learning. 

We cannot practice inquiry curriculum without supporting the ownership of the 

learner because it is the ownership and engagement that makes learning possible. 

Conclusion. Inquiry curriculum became an important element of my 

framework of curriculum development because I personally experienced the power 

and the passion of inquiry related to my graduate studies. I rediscovered myself as 

an active learner and my passion to leam. Based on my personal experiences with 
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inquiry curriculum, I have gained the better understanding of whole language 

especially at a practical level, in how it works. The inquiry process does not only 

show respect for the students but also encourages students to recognize themselves as 

valuable learners. The implementation of this process may be slow and difficult in a 

traditional setting where students have been trained to react negatively in risk taking 

and in personal involvement with learning. The practice of inquiry especially in 

traditional settings requires a lot of support and help from the learning community. 

Learning Occurs When Supported by Connections, Ownership, and Choices 

Making Connections Between Literature and Personal E.xperiences 

In this class students make a lot of cormections in relation to what they have 

learned and to what they are learning. They make connections among different 

subjects, between kids and adults, people of different ages, and what they are learning 

and their personal experiences. Miss Kauflftnan said to me that she tried very hard to 

get students to make these connections. 

I would like to talk about how Miss Kaufilrnan supports learning by 

encouraging students to make connections between their personal experiences and 

what they learn at school. She supports them in their choices and this foster student 

ownership of learning. In relation to that, there are two examples that I would like 

to discuss. The first is from one of the literature circles and the second is from 

Reflection of a Mariachi, a book created by the students. 

The guidelines for "literature circles" can be found in a notebook used by the 

students to record their thinking. Each student has a strategy book showing one 

strategy in each page. 
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Literature Circle 
Title of books 
Author 
Illustrators 

Draw a favorite illustration for the cover 

Strategy: webbing—what's there to talk about 

Strategy: anomalies—have I got a question for you? 
Strategy: making connection 

Strategy; here is what I think 

Strategy: cloning the author 
Strategy: story map 

Strategy; sketch into sketch 
Write about one issue you found in the book 

Reflection of a Mariachi is a book made by the whole class. It is a collection 

of children's work. Each page represents the work of individual students. It 

consists of a photograph and a personal reflection of each student. The following 

topics are from this class-made book. 

Table of Contents of Reflection of a Mariachi 

Faces by Thomas 
The whole body by Joel 

The best by Peter 

Hot and dizzy by Barbara 
Impressed by Michel 

Having fun by Joseph 
Watching by Eric 
Pretending by Brian 

Balance by Sabina 
Silver button by Frank 
Don't frown or move by Isabel 

A song by Marian 
Nana by Catherine 

Self interest by Joel 
Dark by Nick 

The photographer by Chris 
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Choices by Patrick 

Position by Max 
Concentrating by Jerry 
The time of my life by Roger 
Memories by Laura 

They made many books by collecting work from every student Each 

student in the class provided a piece of artwork and a reflection to make a book. 

The topics of their collection show the variety of students' thoughts and experiences. 

Mv Reflection 

I saw the diversity and individualitv in students' work. I am impressed by 

the titles that these young writers used in their Mariachi book. The titles show how 

different students view the same event from a different perspective. Some wrote 

from the performer's perspective, e.g., "77ie time of my life,"" Having fun,'' etc. 

Some wrote from the audience's perspective, e.g., Impressed" and others wrote from 

the eye of a photographer, e.g., ""The photographer" ""Watching"" and ""Silver button."" 

Many of the titles and their reflections are poetic with a sense of authenticity. 

I wonder how much literature they have explored before they arrive to such 

wonderful expressions of their ideas. Miss Kauffinan said that she had never taught 

them how to write poems but they had access to many poetry books in the classroom. 

In other words, a sense of literature comes from iimnersing oneself in frequent and 

meaningful experiences with authentic texts. It cannot be taught through the use of 

outlines from a textbook. I am wondering if what I saw among Miss Kauffman's 

students could ever be possible for students in Taiwan who "study" one language arts 

te.xtbook per semester and always write compositions with assigned topic from the 

teacher. 
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This makes me think of a Taiwanese student who said once that "'If there is no 

standardized answer, my answer would be better." Many Taiwanese people would 

agree with him and would seek ways to change this situation. From what Miss 

Kauffinan's students did and from what I know about Taiwanese education, I would 

say that in Taiwan, the curriculum limits our kids in many ways. I would like us to 

find ways to empower our students. One way to do so is by providing to them more 

choices for decision-making engagements. Another way would be to provide rich 

real literature and use it to construct classroom communities. Compared to the 

students I have observed in the United States, Taiwanese students seem to spend 

much longer time at school with heavy school assignment. I think that our students 

could benefit from a more balanced curriculum that would allow for some 

authenticity in the curriculum material. 

I hear voices of voung writers. Miss Kauffinan's students show their trust in 

their writing. Most of these students are brave enough to write about their personal 

struggles, their sadness, feelings of madness, hate, and anger. What impressed me 

most in the work of these students is their voice. Their writing demonstrates 

ownership of what and how they write. The students express their voices freely in 

writing along with their personal perspectives. They seem to write with passion. 

In comparison to them, in Taiwan, when we teach composition, we try to 

balance the structure of the text with the ideas of the writer. However, the 

composition often loses the writer's voice and often seems repetitious and 

monotonous. I do not sense the ownership of the writer in most of the compositions 

written by Taiwanese students. In a meaningftil curriculum, thinking should come 

first. The purpose of structure is to facilitate the expression of thinking. 
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It seems to me that Miss Kauffman's students write from their hearts and our 

students in Taiwan write from the blackboard. The school culture makes a 

difference in these two cases. 

I did not see a red mark or grade on students' work. In Miss Kauffman's 

class, I did not see any red mark or grade in students' works but I saw the teacher's 

responses. Instead of giving a grade or mark as non-whole language teachers do. 

Miss KauSman responds to her students' works by writing something to them. 

I remembered Han-Shin, a Taiwanese elementary student, who complained 

about his teachers making red marks on his papers. He felt that those remarks were 

ugly and destroyed the display of his writing and this made him upset because he had 

worked very hard to make it neat. He was upset even when he got a good grade. 

Han-Shin did not understand that the writing for out-of-school purposes was different 

from writing for school assignments. Writing for assignments was not really for 

sharing personal thought but for practicing and imitating other people's language use. 

Han-Shin did not realize that at school there is no such a thing as "the writer's right." 

Han-Shin's case indicates that there are two perspectives of writing: the 

writer's perspective, and the instructor's perspective. Probably, Han-Shin had his 

reasons to get upset because both his authorship and his message were ignored. 

However, from the instructor's perspective the purpose is to have students practice 

how to write particular characters, how to make particular kinds of sentences, and 

how to format a composition. The teachers have the responsibility to point out the 

errors of the students rather than to make comments on the meaning of their work. 

In this case, the red mark seems reasonable. 
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It would be important for Taiwanese teachers to re-think these practices and to 

raise questions such as: Why do teachers put red marks on students' written 

assignments? Why do all school assignments are judged for grades only by one 

reader, the teacher? What messages do children receive from teachers about writing? 

Could writing be used for communication purposes at school, too? Could writing be 

shared instead of being evaluated with a grade? Should the learner's perspective be 

considered in the instructional purpose? What could it mean if we answered yes to 

these questions? What would it mean if we said no? 

Learning Occurs in a Diverse Society 

Social interaction is an integral part of Miss Kaufiman's classroom. Miss 

Kauffman creates opportunities for her students to interact with students of the same 

school as well as with kids from different schools and different ages. This 

interactive community goes beyond the classroom by using a number of engagements 

such as (a) pen pals, (b) spirit run, and (c) community time. Spirit run and 

community time are engagements done with kindergartners, first graders and a 

combination class of second and third graders. 

Pen Pals 

When I first visited Miss Kauffrnan's class, Sabina told me that their class had 

pen pals with two other schools including one group of pre-service teachers. These 

pre-service teachers were taking a children's literature class from a friend of Miss 

Kauffrnan's at the local university. The college students who were the pen pals of 

these elementary students were interested to know more about how children think. 
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As a result of their engagement in pen pals engagement with elementary school 

students, they developed over time a sense of what the students like to read and so 

they used that knowledge to create a list of children's literature for Miss Kauffman's 

class. 

Mv Reflection of Pen Pals 

Keep letter writing authentic. Texts created by pen pals are authentic. They 

are real texts created by real persons. They are texts that are like those that we 

encounter in life. Texts from pen pals enrich the reading resource of the learners not 

only in terms of the content but also the genre. 

I asked Miss Kauffman if she ever checked the spelling or grammar of the pen 

pal writing before mailing the letters. Miss Kauflinan answered, "If I do so, then the 

writing to pen pals would become an 'assignment' but it is not an assigimient." I 

agreed with her. Later on, I discovered that it was not only Miss Kauffman who did 

not correct the students' pen pal writing but also the teachers of the pen pal 

participants from other classes. 

The fact that Miss KauSman did not correct those pen pal letters herself, does 

not mean that she did not care how students write. Many times, she reminded her 

students to check the spelling before mailing their letters. She explained to them 

that editing their letters was important so they could make sure that they would not 

confuse their pen pals. She also suggested to her students to use dictionaries to 

check their spelling or to ask other students to read their letters before mailing them. 

It is not external curriculum. Like inquiry learning, reading and writing pen 

pal letters are not "external curriculum." Instead, they are integral parts of 
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classroom learning that allow students to express themselves. They are in-class 

engagements. They schedule time to read and write pen pal letters every other week 

and add pen pal discussions to their sharing time. 

It is meaningful, functional and relevant to the reader and writer. Whole 

language educators believe that when reading and writing are meaningful, functional, 

and relevant engagements to the learner, then learning how to read and write becomes 

easy. Pen pal writing supports this belief and it also nurtures the love of reading and 

writing by pushing students to improve their literacy skills. A critical effect of pen 

pal writing is that it makes connections between the reader and the writer. Pen pals 

read and write because they want to share their thoughts and experiences and this is 

what makes reading and writing meaningful, functional, and relevant to them. They 

do it not for somebody else but for themselves. They read and write to communicate 

and to get the feedback from their partners. To me, having something and someone 

to share and to communicate with is a driving force for writing, and facilitates the task 

of writing. 

Learning conventional skills from reading and writing pen pal letters. In 

addition to what I already mentioned about pen pal writing, this form of writing is a 

way to practice conventional skills in a meaningful and functional way. It creates a 

situation in which "one writes for the other to read, and one reads from the other's 

writing." It is an engagement that encourages the writer to consider how his/her 

writing would be read. Since we want our writing to make sense to our readers, we 

have to write in a way that can be understood by other people (sense of audience). 

Pen pal writers experience the value of conventions like handwriting, 

organization of thoughts, spelling, and grammar, by negotiating understanding among 
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themselves. They Jeam these conventions while they are reading and writing for the 

major purposes of making meaning and sharing their meaning. In other words, they 

are learning about the language through using the language. 

Nurturing our understanding of diversity. Pen pal writing is a way to nurture 

our understanding of diversity. The reader of pen pal letters might enrich hi&'her 

knowledge about how people live and think in different places and how people 

communicate different points of view. They are not only building language 

knowledge and knowledge about the world, but equally important, they are building 

an attitude of understanding, a sense of difference, and an appreciation of diversity. 

All these are important because they expand our personal experiences and they 

nurture our ways of viewing reality. 

Pen pal writing increases self understanding. Pen pal writing can be a way to 

better understand one's self By introducing themselves to pen pals, students are 

sharing what they think, what they have been doing, and what has happened in their 

communities (class, school, family, or neighborhood). In this way, students gain 

some awareness and important insight about who they are in their own communities. 

In short, a "simple" pen pal engagement serves many learning purposes beyond 

language learning. 

Multicultural Literature 

Literature is closely connected with learning different types of knowledge 

from across the curriculum. In Miss Kauffman's classroom, multicultural literature 

is one focus area of their curriculum. They read everyday in a variety of genres. 

For e.xample, they read and discussed comparatively Cinderella stories from different 
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cultures. The classroom library has several hundreds of books available to the 

students. This book collection covers stories from different ethnic groups, races, 

cultures, and geographic areas. 

Students read, discuss, and write reflections about issues raised in the stories 

they read. Each story brings out many issues which may be difficult to address but 

each one of them presents a different perspective that the readers would have to think 

about. Through extensive reading, students become aware of different voices and 

perspectives that represent f>eople from all over the world. Through discussions, 

they share different perspectives with their classmates. This is a way to nurture a 

mutual understanding about a story and to build respect for different perspectives. 

In addition to that, students are able to view themselves in different stories and to 

consider different life possibilities. Rote memory learning from textbooks could 

never achieve these goals. 

Mv Reflection 

Reading the word and reading the world. Literature provides students the joy 

of reading, the power of language, and the knowledge of stories. Multicultural 

literature leads the readers to go beyond what they know and to explore important 

issues to their society and the world, for example, issues of social justice and equality. 

This can foster a sense of empowerment, an idea successfully expressed by the 

Brazilian writer, Paulo Freire, who has said that "reading the word" relates to "reading 

the world" (Freire & Macedo, 1987). Multicultural literature and multicultural 

education present new challenges to educators as well as to the society. 
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Appreciation of diversity. For a long time, conventional curricula have 

explored texts from one single perspective. Exploring literatures from different 

perspectives allows children to learn that people think and behave differently. This 

can promote flexibility of thought and action. 

Miss {Cauffman's class rarely arrives at one standard answer when they talk 

about books. There are always different ideas raised and examined. Many 

connections are made to other topics, and as in the inquiry cycle, new questions are 

raised that may be pursued by students. Students understand that diversity of 

thinking enhances their own experiences and gradually they consider diversity as a 

natural part of learning. 

Multicultural education cannot succeed without multicultural literature in a 

broader variety. Currently in Taiwan, multicultural education is a popular topic. 

Educators, political leaders, and people across the society are interested in the issue of 

multiculturalism. Recently, multicultural education has been placed in the official 

curriculum of elementary schools. Local governments have created instructional 

resources for teachers and students specially for the indigenous cultures of Taiwan. 

Nevertheless, multicultural education in Taiwan seems to focus on teaching 

children how to speak their mother tongues. Actually, it has a limited focus for 

children whose native language is other than Mandarin Chinese. Books created by 

local governments provide information about traditional foods, artifacts, music, 

dances and festivals, in addition to the languages of each ethnic group, but these 

books tend to be more like informational books rather than real literature. For that 

reason, they are mostly reference books that identify different cultures but they do not 
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really represent the contemporary experiences of these communities. Informational 

books cannot communicate the sense of what is important in the lives of other people. 

Some publishers use Taiwanese stories from the oral tradition to publish 

children's books and this can be a significant resource for the curriculum. There is a 

need to include these resources into the official curriculum. In addition to 

Taiwanese stories, stories from indigenous cultures need to be published and 

integrated into the official curriculum to represent the minority cultures of Taiwan. 

The same criteria need to be applied in the acquisition and development of materials 

for all cultures and peoples of Taiwan. 

Both mainstream and minority children should explore multiculturalism. 

Multiculturalism is an important issue for children of minority and majority 

communities. Children from both groups need to gain knowledge about the native 

cultures of Taiwan. If multiculturalism is implemented without involving children 

from mainstream groups, then the practice of multiculturalism becomes superficial. 

How could kids from different cultural groups ever build an attitude of appreciation 

about cultural differences if they are not included in the discussions? To build 

mutual respect through mutual understanding should be an important goal and attitude 

for multicultural education. Multiculturalism carmot be truly practiced without 

mutual understanding. 

Multicultural education is more than languages and festivals and it should 

involve living experiences and current issues. Native cultures should be approached 

with more than demonstrations of foods, festivals, languages, and dances. After 

exploring tradition, kids should have opportunities to explore current issues which are 

relevant to the people of these cultures. They should be challenged to make 
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connections even though the children's literature of many ethnic cultures is still very 

limited. Children could find information about these cultures from different 

resources such as newspapers and magazines. Children are part of a dynamic society 

and are faced with issues that many adults tend to avoid, but that in fact need to be 

addressed in order to be resolved. Children need to talk about what is relevant to 

them today and to explore future possibilities instead of idealizing the past Some 

issues need to be addressed very carefiilly. Honesty should be always a major 

concern because through exploration and discussion of these issues, children will be 

able to build an identity that will make them feel proud of who they are and to treat 

themselves and other people with respect 

We need more local multicultural literature in Taiwan. To a certain degree, 

there is access to multicultural literature in Taiwan. Things could certainly be better. 

In the past few years, there has been a large amount of literature translated from the 

West, especially from the USA and from Japan. However, most of the translated 

literature demonstrates the mainstream voices of Western societies which carry many 

stereotypes—similar to children's literature in Taiwan. Children need real, 

accessible, and relevant literature primarily from their own society. Unfortunately, 

multicultural literature in the schools is often approached as pieces of different 

cultures; this cannot promote a coherent view of these cultures. This issue need to 

be further examined by educators and children's literature producers in Taiwan. 
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Learning Is Democratic 

Students Have a Clear Understanding About What Is Expected 

in the Classroom 

Miss Kaufiman writes a schedule of the day on the blackboard on a regular 

basis. The time period spent on each engagement is decided by the engagement 

itself and how well students work on it. Students have a general picture about what 

they are going to learn and do each day. 

Many teachers are worried about giving to students too much freedom 

because they think that this could cause chaos in the class. However, this way of 

thinking may be a myth. Democracy does not mean lack of rules. In Miss 

KaufFman's class, I saw how children construct their own choices and voices with 

purpose not in chaos. In her class, each child knows what he/she is expected to do 

in what amount of time, and how. Providing clear expectations for focused 

engagement and strategies to get things done forms part of the management program 

of this class. 

About two weeks before the end of the semester. Miss Kauffman put next to 

the Today's Schedule another list of "To do" things. This was a reminder from Miss 

Kauffman to her students about things that students were planning to do before the 

end of the semester. Miss KauShian provided time for them to work on these things 

and she encouraged them to use additional times whenever possible. 

To do 

Portfolio 

Book for Ellen (read aloud) 

Thank you notes/trees 

5"'' grade reflection 

Discussion—Ella 
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The following are examples of learning strategies and general attitudes of 

working on an assignment individually and in groups. 

Partners 

Listen 
Agree—give ideas 

=> cormections 

Disagree—different ideas 
Teach each other 
Don't give up on them 
Stay on task 
Respect opinions/ ideas 

Mv Reflection 

Support self-learning bv providing clear rules and learning strateeies. Miss 

Kauffman did not lecture to her students, instead, her students leamed doing their 

work for themselves through the use of learning strategies. There are strategies that 

address ways of doing things to help students rely less on the teacher. This can 

promote independent and collaborative learning. When students know what they are 

expected to accomplish they take risks and they understand that there are different 

ways of approaching a problem. This gives them a sense of empowerment with 

respect to the choices that they can make and the perspectives that they can use in 

each case. All learning gives rise to new learning. Students need to understand 

that they do not have to wait for the teacher but they can work on their projects using 

their own ideas. In Miss Kauffinan's class, children are learning knowledge from 

across the curriculum while they are learning how to develop strategies of how to 

learn and how to cooperate with each other. Being a learner and a citizen are crucial 

to any democratic society. 
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Practice democracy bv communication. Douglas Bams, the author of From 

communication to curriculum, argued that, "Learning to communicate is at the heart 

of education" (1992, p. 12). In Miss Kauffman's classroom, there are frequent 

conversations between the teacher and students, and among students themselves. They 

are learning through an exchange of their thoughts. They are not only leaming 

knowledge but also how to communicate with a group of people, with other 

individuals from the class, and in small groups. Gradually, they understand that it is 

impossible to practice democracy without expressing their own ideas, listening to 

others, and understanding different opinions. 

Have a voice and leam to negotiate. Children in Miss Kauffrnan's class are 

encouraged to use their own "voices" and at the same time to listen to the "voices" of 

others. This does not mean just hearing sound, but it means understanding 

perspective. After topics are created, students choose for themselves which book 

discussion group to go to, who to work with, what to write, and what to read. Many 

times, they have to negotiate ways of doing things and to balance individual voice and 

group voices. This classroom reality is supported by Barnes (1992, p. 22) who has 

said that ". . . classroom leaming can be best seen as an interaction between the 

teacher's meanings, those of his pupils, so that what they take away is partly shared 

and partly unique to each of them." 

Encourage independent learning. One of the leaming strategies I observed in 

this class was to "use your dictionary to spell correctly." There are different kinds of 

dictionaries in the classroom, and I saw kids using different dictionaries according to 

their needs. Miss Kauffman asks her children to search for help from their peers 

before they go to the teacher. The teacher is always the last person to ask for help. 
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Peers in this class have the responsibility to help each other. This is a way to 

practice problem solving and collaborative skills. It is also a way to nurture a sense 

of learning community. 

Express different concerns for different purposes. On some occasions, I 

noticed that when students were involved in sketched writing or a quick writing 

strategy. Miss Kauffman would not remind them to take care of their spelling or 

handwriting. This was because they were writing for themselves, to record their 

thoughts. They were not writing for publication or for an outside audience. 

Through all the engagements across the curriculum, students in Miss 

Kauffman's class were learning to be individuals and members of the class. 

My Reflection from Visiting Miss Kauffinan's Class 

By visiting Miss Kauffman's class, I gained many "a-ha" moments, a kind of 

"Zen" way of understanding. These "a-ha" moments came after years of exploring 

the practice of whole language in the USA and in Taiwan through reading, thinking, 

and discussing what whole language is. I explored my ideas with educators and 

parents in Taiwan as well as with educators and parents in the United States. 

Observing real classrooms in both countries, talking with kids, reading children's 

work, and listening to children brought me to these "a-ha" moments. 

These "a-ha" moments have improved my understanding of whole language. 

I truly believe that the knowledge that I gained from Miss Kauffman and her students 

will help me to practice whole language education in Taiwan. Understanding whole 

language education is part of my lifelong inquiry process, and so I am looking 
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forward new experiences that can give me new insights about the theory and practice 

of whole language. 
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CHAPTER 14 

IMPLEMENTATION 

Looking to the Future 

The implementation of whole language in American classrooms has not been 

smooth and without setbacks. One would expect even more misconceptions, misuse, 

and difficulties in a Chinese classroom. Chinese society and culture will set limits to 

the scope with which whole language concepts can be applied. Therefore, all actions 

and issues of implementation must be raised, addressed, documented, and discussed. 

I envision these articles to be interactive. I hope that a dialogue might be started 

among classroom teachers and whole language researchers in Taiwan. 

From the past few years, the Experimental Textbook Committee has 

challenged language arts education in Taiwan and made an impact in educational 

reform. The effect is felt most strongly in two ways. Firstly, many teachers in the 

project have changed their concept of language arts teachers and are working hard to 

influence others. Secondly, the new textbooks that are being published and used in 

the schools show the influence of the experimental textbook. For example, they are 

not as concerned as before about the exact control of character learning and they are 

paying more attention to language arts skills and processes. 

Other changes are going on. Many educators in Taiwan are sharing the ideas 

of empovvermenL teacher research, integrated curricula, and non-te.xtbook curricula. 

Many private foundations and some government institutions have put in place 

alternative ideas such as discussion groups, story telling, open education, and the 

whole language approach. It seems that the government wants change in education 
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and wants to put all those ideas into action. There is still a long way to go. I have 

seen myself change from 1992 to 1996 while working on the experimental project. 

The following are some ideas that I hope will take root in my country in the future. 

Empowering the Teacher and the Student 

Teachers should be empowered so that they can better serve their students. 

They used to be the silent party in the educational profession. The educational 

system used to discourage alternative ways of thinking and doing, but after Martial 

Law was revoked, the political climate changed and policy changed so that teachers as 

well as the rest of the population are encouraged to have their voices. Schooling and 

teaching are no longer treated as if they could be managed by remote control by 

"experts" from afar. We must recognize teachers as experts who know their students 

better than any of those outside "experts." In order for them to build on their 

students' backgrounds and to make learning meaningful, teachers must have the 

freedom to exercise their professional judgments (Goodman, 1986). 

A Broader View of Language 

Humans represent the world through a wide variety of forms. Each of these 

forms make particular kinds of meaning possible (Eisner, 1984). Written language is 

just one of the many communication systems available. If we define language in a 

broader way, we can enrich the curriculum by bringing in different sign systems. 

Perhaps we could start with information and technology in general, and then gradually 

expand into non-verbal and non-print languages. 
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An Inquiry Curriculum 

The main idea of an inquiry curriculum is that students and teachers create 

social contexts in which they can pose questions, exchange ideas, and seek answers 

together. The community of inquiry shares their views and makes discoveries 

together. Learning begins with the learners and is owned by the learners (Short, 

1997). The learners explore real questions and real knowledge, not just school 

knowledge. As Eisner (1994) argues, by involving students in the conceptualization 

of a problem, they are invited to exercise the best analytic and speculative abilities. 

In this way, the learner would no longer be the slave who is simply executing the 

purpose of others. Instead, he is the problem solver who engages in the real 

problems that he is concerned with. Eisner called this a "problem-centered task." 

I would like to see literature discussions conducted along these same lines. 

Se should give students a chance to explore and respond to literature through different 

ways of sharing. Teachers evaluating comprehension with comprehension questions 

is a way of control, not only controlling the way of knowing but also controlling what 

is to be known. This process disempowers the learner. In the future, when students 

are empowered to freely explore and respond to literature through their own 

experience, we will not only have better language arts education, but also better 

thinkers and better literature in our society. 

Create an Open Curriculum 

Ideally, language and literature should be taught using authentic materials in 

all subjects in all geru-es. A basal reader can never do justice to a language. It 

might be convenient for teachers and educators, but it shortchanges the learner. I 
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hope that in the future literacy education can be fully integrated with other subjects, 

with the home and with the language in society. 

Work in Teacher Education 

[t is hard to believe that there are no courses in teaching reading and writing in 

the teachers colleges in Taiwan, but it is true. Language arts courses in the teachers' 

colleges are concerned with teaching knowledge in classical Chinese literature. 

When I return to Taiwan, I will try to persuade people to set up the following 

kinds of courses for teachers, both pre-service and in-service: 

Reading theory; Let teachers reflect on how they read, how they teach 

reading, and from in this process of inquiry, leam about relevant theories and research 

on the nature of reading 

Writing theory; Through reflections of their own processes of writing and 

sharing experiences with colleagues, teachers will develop their own views of writing 

and writing instruction as compared to the e.xisting writing theories of "experts." 

Curriculum theory: Help teachers see language curriculum as more than a set 

of textbooks and pedagogies, but a multiplicity of culture, language, and knowledge. 

Children's literature: Such courses are being offered in the teachers colleges, 

but they need to let teachers explore the functions of children's literature in learning, 

instead of having them memorize the history and classification of children's literature. 

We want the teachers to love literature and be able to share that love with their 

students. 

Action research: Research changes attitudes (Harste, Woodward, & Burke, 

1984). Teachers should not simply be consumers of research. They must 
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participate in classroom research because it is they who can reflect on the real school 

culture. The research that they do will be closer to what is acceptable in practice. 

Research on Language Learning and Instruction: Who owns learning? 

"Ownership" has been discussed in the reading process, writing, and teaching and 

learning as well as in curriculum development (Goodman, 1996; Dudley-Marling, 

1995; Searly & Dudley-Marling, 1995; Rhodes, 1995; Smith, 1975). Smith (1975) 

says that, "All children know how to learn. The task of education is not to create to 

even develop the ability to learn, but to understand and respect its nature, thereby 

facilitating its operation." 

We have much research data on language learning and we have always tried to 

improve the instructional skills or to design a set of curriculum for children to learn 

systematically, scientifically, and efficiently. The challenge is to find ways to match 

up these realms. In the West, new knowledge about language and the leamer, as 

well as the role of language in the learning process, has been applied and tested, but 

even so, in America, there are still many who doubt the views of literacy education 

that have been put forward in this paper. 

In Taiwan, there is even less research on language learning from alternative 

points of view besides the traditional ones (Chang & Watson, 1988; Lee, 1989, 1990), 

but already an experimental textbook has attempted to put everything together. The 

theory of everything in literacy education does not have all the parts yet, but I am 

hopeful that with the right kinds of longitudinal and ethnographic studies of children 

and teachers, we will be able to find a balance between the traditional and modem 

cultures, between adults' goals and children's needs, and beuveen research findings 

and practical applications. 
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An Invitation to Action 

Under a climate of rapid political and social changes that have created demand 

for educational reform in Taiwan, we as teachers are encouraged to explore our 

pedagogies. It is time for us in Taiwan to start working together to create new 

knowledge and to build our own theories relevant to our children and culture. 

Whole language provides an alternative approach of knowing and practicing 

education which is currently welcomed by many Taiwanese educators. In this sense, 

my dissertation can be an invitation to Taiwanese educators interested in working 

together to create a "Taiwanese version of whole langauge." 
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