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Abstract

Children have been marginalised in nationalism studies, particularly in the
discussion of education. The process of education was taken for granted
while children’s agency and their construction of national discourses were
neglected. This thesis was to examine and compare children’s national
discourses and those in pedagogical materials in the context of recent
Taiwanese nationalism since 2000.

This thesis concerned children’s discourses and pedagogical discourses in
four areas: (1) the nation; (2) national identity; (3) ethnicity; and (4) being a
minority. Data was collected through individual interviews, documentary
research and observations. Individual interviews were conducted with a
sample of 28 primary school children (aged 8-11) in a selected primary school
in Taiwan. The participants were recruited from children of Chinese
immigrants, children of Vietnamese immigrants, and children of native
Taiwanese to compare their various experiences and perspectives.

The findings showed that children’s discourses did not necessarily correspond
to pedagogical discourses although they partly match to each other. The
nation was portrayed as ‘Taiwan’ consistently in the textbooks and by children,
while the ‘Republic of China’ was being ‘forgotten’ by children and
marginalised in textbooks. In addition, a Taiwanese identity is prevailing
among children. However, children challenged the exsiting concepts of
ethnicity and the language policy at school. Finally, this thesis found that the
national discourses in pedagogy was rather exclusive than inclusive.
Therefore, the minority groups, such as children of immigrants, Hakka, and
the Aborigines, felt being the ‘others’ in the discourses of Taiwanese
nationalism. In conclusion, children are not objects of pedagogical national
discourses. Instead, the pedagogical discourses rely on students’
interpretation and performance. Therefore, children are active subjects who
are able to challenge pedagogical discourses and construct their own national
discourses.
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1 Introduction

The Republic of China (ROC), also known as Taiwan, celebrated its 100th birthday
in 2011. In the past 100 years, the national identity of people in Taiwan has changed
dramatically from Japanese, to Chinese, and, now, to Taiwanese. In 1895, the
Manchu Empire' conceded the Taiwan Island to Japan in the Treaty of Shimonoseki?,
which led to Japanese colonialism in Taiwan for the next 50 years. Under Japanese
colonization, residents of Taiwan were taught to be Japanese (Ching, 2001). When
Taiwan was returned to the Republic of China (ROC) in 1945, the “Orphan of Asia”
(Wu, 2006) metaphor portrayed well the confusions and struggles of the residents of
Taiwan over their identities - whether they were Japanese, Chinese, or Taiwanese
(Ching, 2001; Chang and Holt, 2007). The continuous change of national identity
reflects not only a complex history of Taiwan, but also the hegemony of the national

discourses from the government, and the centralised education is a major channel.

Nationalism in Taiwan also changed from a Chinese nationalism to a Taiwanese
nationalism over the past six decades. Since Taiwan was returned from Japan to the
ROC in 1945, the Kuomingtang (KMT) led government peomoted a Chinese
nationalism and Chinese identity (Wilson, 1970). The curriculum was
overwhelmingly China-centred. Students learned Chinese history, geography, and

literature from school, and Taiwanese history, geography and literature were left with

' (J&%) The ruling dynasty of imperial China from 1644 to 1912, also called ‘Ching Dynasty’, the
last dynasty of Imperial China.
% Also known as the “Treaty of Maguan’ (F&[#{6&#4). It was signed on April 17, 1895 between Japan

and Manchu Empire of China, to end the First Sino-Japanese War.



a very small proportion in the curriculum (Liu and Hung, 2002). Mandarin Chinese

was the only language that was allowed to be used at school.

After the martial law was lifted in 1987, Taiwanese nationalism prospered rapidly
along with the development of democratisation (Lynch, 2002), and a Taiwanese
identity has been growing. Lee Teng-hui won the first direct presidential election in
1996, and became the first Taiwan-born president. During his office, Taiwanese
nationalism was advocated in a mild and symbolic form. In 2000, Taiwan went
through the first party rotation. Chen Shui-bien, who was called the ‘son of Taiwan®,’
led the Democratic Progressive Party (DPP) to win the presidential election. The
Taiwanese identity was enhanced by an intense Taiwanese nationalism to
acknowledge the nation as an island country, and to differentiate Taiwan from the

People’s Republic of China (PRC) not only politically, but also culturally.

One major campaign in Taiwanese nationalism was the curriculum reform to
construct a new nation and to cultivate the new generation of citizens for the new
nation. Primary school children stand at the frontier of the new pedagogical
narratives of the nation in the education system. They are pioneers in the new nation
that Taiwanese nationalism aims to construct. Children, as active subjects of the
society, do not just receive the top-down nationalist ideologies passively, but are
respondents and participants who actively involve themselves in the nationhood
building process by challenging or resisting the pedagogical narratives. The voices of

children are frequently absent from these public debates, especially on the issues of

3 Chen Shui-bien was born in a working-class native Taiwanese family. Therefore, he is regarded as

the representative of native Taiwanese.



nationalism. There is a need to explore the diversity of children’s attitudes,

experiences, and actions in relation to nationalism.

This study explored children’s construction of the nation and national identity in
Taiwan. Two important factors were considered here for children’s identities. The
first one is the ongoing Taiwanese nationalism manifested in the pedagogical
narratives. Hence, it analysed the relationship and tension between the pedagogical
narratives and children’s narratives in terms of the nation, ethnicity and identities.
The second one is children’s interaction with important others, which is crucial for
identity formation. Particular attention was placed on children of immigrants, which
is a growing group in Taiwan. Immigrants and their childrm used to be subject to
stigma and social exclusion in Taiwan. The narratives of Taiwnaese nationalism draw
new boundaries of national and ethnic identities. This study examined the discourses
and interactions between children of immigrants and children of native Taiwanese
who grew up in the context of recent Taiwanese nationalism to understand how the
concept of ‘“Taiwanese’ is understood and interpreted, and how the national narratives

are related to their identity construction.

1.1 Aims

The principal aim of this thesis was to examine and compare the narratives between

primary school children’s construction of the nation, national identity and ethnicity,

and pedagogical materials in relation to Taiwnaese nationalism

Primary school children experience varying degrees of Taiwanese nationalism from a



range of sources, including the lessons at school, their interactions with family
members, friends, peers and teachers, and the media. Among the sources, education
is an important channel to disseminate national narratives. The highly centralized
education in Taiwan is an ideal case to explore the relation between children’s
identity construction and national narratives in education. This thesis involved
questions about whether recent educational policy in Taiwanese nationalism

significantly affects national identity among the new generation.

Children are active social agents who perform nationalism in their everyday life.
They adopt, challenge, or resist Taiwanese nationalism in the pedagogical materials
that are imposed on them. Their opinions reflect how they react to contemporary
Taiwanese nationalism in the education system. Through comparing national
discourses between children and the pedagogy, this study investigated the
interactions, as well as the tensions, between individuals and institutions in terms of

nationalism and identities.

Another focus of this thesis lies in the comparison between children of immigrants
and children of native Taiwanese because immigrants challenge the existing
boundaries of national and ethnic identities. Previous nationalism studies about
children either focused on the majority (Scourfield et al., 2006; Cheney, 2007), or the
minority only (Vireull-Fuentes, 2006; Oikawa and Yoshida, 2007; Li, 2008). It was
not until recently that some studies started to draw attention to the interaction
between children of the majority and the minority (Zembylas, 2010). This study
concerned the interaction between children of native Taiwanese and children of

immigrants to understand their construction of national and ethnic identities, as well

10



as how they draw the boundaries to include and exclude people.

1.2 Research Questions

The research questions were formulated through reviewing the existing literature (see

Chapter 2) and the main projects of Taiwanese nationalism since 2000 (see Section

1.3). The questions were designed to explore primary school children’s perspectives

and pedagogical materials on four themes: (1) the nation; (2) national identity; (3)

ethnicity; and (4) being a minority.

1.

The Nation: How do primary school children perceive the nation? How is the
nation presented in the pedagogical materials, such as textbooks? What are

the symbols children use to represent the nation?

National Identity: What is the national identity that children claim for
themselves? What are the markers that children use to claim their national
identity? How do children judge others? What is the national identity

presented in the textbooks?

. Ethnicity: How is ethnicity presented in the textbooks? How do children

describe the traditional ‘four ethnic groups’ in Taiwan? How do children

classify people within Taiwan?

Being a minority: How do the native Taiwanese children talk about children

of immigrants? What are the exclusion experiences that children of

11



immigrants encountered? How is the exclusion related to current Taiwanese

nationalism?

1.3 Taiwanese Nationalism

Taiwanese nationalism (or Taiwanization) is a poorly defined but widely used
concept with complex forms (Rigger, 2006). The difficulty lies in that people
interpret and define Taiwanese nationalism differently, and its form changes over the
time period (Wong, 2001; Lo, 1994). The content of Taiwanese nationalism has
continuously been shaped by various historical forces. Wong (2001) analyses the
development of Taiwanese nationalism through five historical periods: the Japanese
colonialsation of Taiwan (1895-1945); the reunion of Taiwan and the mainland China
(1945-1949); The KMT national building with the confrontation of the ROC and the
PRC (1949-1970); the development of a democratic state (late 1980s to early 1990s);
and the trend toward a civic nationalism (1990s- 2000). Taiwanese nationalism has
different aims and forms throughout these periods. This thesis drew attention to the

recent Taiwanese nationalism since 2000.

In 2000, Taiwan went through the first party rotation when Chen Shui-bien from the
DPP came to power. His presidency was the first political transition from the KMT to
the DPP in the history of the ROC. Taiwanese nationalism has different direction
under the ruling of the pro-unification KMT and the pro-independence DPP.
Taiwanese nationalism since 2000 has been implemented in a rapid and forceful way.
The government has endeavoured to de-Sinicise through implementing campaigns

about “Taiwanization” and ‘“localization,” which were launched to differentiate

12



Taiwan from China (PRC) and advocate a Taiwanese identity. A series of policies and
campaigns were initiated to make political, cultural and symbolic changes. To list a
few, they included gaining accession into international organizations; promoting
native language, literature, and tourism; renaming campaigns; and curriculum reform
(Kaeding, 2009). All these policies paint a new picture of the nation, ethnicity and
national identity for the new generation. This process continues under the current

president, Ma Ying-jeou from the KMT.

The policies which directly relate to children were curriculum reform, language
policy, and renaming campaigns. Firstly, the “nine-year integrated curriculum® (JU4E
—HEEF2) ", introduced in 2001, integrated the curriculum of primary school and
secondary school into a nine-year curriculum. The curriculum focused on Taiwanese
native history, culture, literature, nature and geography to build up Taiwan as the
“homeland (Jiaxiang ZZ%{)”, while the curriculum before was China-centred, lacking

the materials of Taiwan (Liu and Hung, 2002; Hughes and Stone, 1999).

Secondly, language policy has a profound influence in the construction of national
identity. The nine-year integrated curriculum introduced the native language (% 5%
5) curriculum, including Minnanese/Taiwanese, Hakka, and aboriginal languages.
Before that, students learned Mandarin Chinese as the national language and English

as the foreign language only. Other vernacular languages were once banned at school.

* The aim of “nine-year integrated curriculum” was to improve the disadvantages of the traditional
education, from central, rigid, knowledge-oriented, and disciplinary education to a school-based,
flexible, student- and ability-oriented, and experience-centred education.

> 1 put Chinese characters of the key terms along with the English translation in this thesis.
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All  schools in Taiwan are Mandarin-medium schools.  However,
Minnanese/Taiwanese has been the most widely used vernacular language outside
school because it is the language that the largest ethnic group (Hoklo) use. In
addition, nationalists of the DPP view Mandarin Chinese as the hegemonic language
imposed by the former KMT government. This lingual policy aims to replace the
hegemonic national language (Mandarin Chinese) with multiple languages and

therefore establish a Taiwanese identity.

Thirdly, the renaming campaigns made a profound symbolic change aiming at
de-Sinicisation in the Taiwanese society. Since Chen Shui-bien was the mayor of
Taipei, he had adopted renaming policies to make symbolic change, such as the
removal of the statues of Chiang Kai-shek® (Corcuff, 2002a), transformation of
Taipei New Park into 2/28 Peace Memorial Park and Taipei 2/28 Memorial Museum
to commemorate the 2/28 Incident7, and renaming of the Chieh-shou Road® in front
of the Presidential Building to an aboriginal name, Ketagalan Boulevard (Kaeding,

2009).

Since 2000, more changes were undertaken nationwide. The English word
“TAIWAN” was added to the cover of passports apart from the original title
“Republic of China” in 2003. The titles of state-owned companies and buildings that

relate to Chiang Kai-shek and China were replaced with Taiwan-related words. For

® Chiang Kai-shek was the leader of the KMT during the civil war. He brought the ROC government
from China to Taiwan and become the president of the ROC from 1948 to 1975. He is viewed by
nationalists of the DPP as a symbol of Chinese nationalism.

7 See Chapter 1.5.

¥ This road was named to commemorate Chiang Kai-shek.
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example, the largest airport “Chiang Kai-shek International Airport (CKS
International Airport)” was renamed “Taiwan Taoyuan International Airport” in 2006;
the English title of the central bank was changed from “Central Bank of China” to
“Central Bank of the Republic of China (Taiwan)”; “Chinese Petroleum Corp.(CPC)”
to “CPC Corporation, Taiwan”, and “Chunghwa Post” was changed to “Taiwan Post”
despite the protest from the employees in 2007 (Zhang, 2007). The monument
erected in memory of Chiang Kai-shek, ‘“National Chiang Kai-shek Memorial Hall”

was also renamed to “National Taiwan Democracy Memorial Hall”.

Some of these titles were kept after Ma Ying-jeou was elected as the president in
2008, but some were renamed again soon after he got into office, such as Chunghwa
Post and the National Chiang Kai-shek Memorial Hall. The bilingual sign on stamps
was also renamed from “H1#E K[ # 22 REPUBLIC OF CHINA” to “ZE ¥
TAIWAN” by Chen in 2007, and changed again to “r13 R[] #2Z REPUBLIC OF

CHINA (TAIWAN)” in 2008.

All these campaigns aim to build a new nation and reconstruct a Taiwanese national
identity. Therefore, it redefines what ‘Taiwanese’ means and who are ‘Taiwanese’. In
the meantime, immigrants and their children are a growing group in Taiwan (See
Section 1.6). By examining how the national narratives describe children of
immigrants, and their subjective feeling to the narratives, we are able to understand

the nature of Taiwanese nationalism, whether it is inclusive or exclusive.

Taiwanese nationalism in this thesis is regarded as a nationalism that enhances a

Taiwanese identity politically, culturally, and ethnically, in contrast to the Chinese
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nationalism that promotes a Chinese identity in Taiwan. This thesis focuses on the
identities and perceptions among children of immigrants and children of native
Taiwanese in primary school who live in the context of Taiwanese nationalism after
2000. It also concerns children’s opinions in relation to Taiwanese nationalism by

examining the national narratives in the pedagogical materials.

1.4 Contesting National Identity

Taiwan is usually used as the synonym of the ROC. Nevertheless, Taiwan, the ROC,
and ‘China’ have a complicated relation in history. Taiwan was originally the name
of the island, instead of a name for the nation. Taiwan Island was colonised by Japan
from 1895 to 1945. Under Japanese colonization, the Janapnese government initiated
a movement to develop Taiwanese into Japanese (Ching, 2001). During this period,
Dr. Sun Yat-sen overthrew the Ching Dynasty, establishing the Republic of China
(ROC) on mainland China in 1912. In 1945, half a century of Japanese colonialism
on Taiwan came to an end and Taiwan was returned to the ROC. However, the

Chinese Civil war was occurring on the mainland at that moment.

In 1949, the KMT led government vacated the mainland and took refuge on the
island of Taiwan. The capital of the ROC was relocated from Nanjingm (in mainland
China) to Taipei (in Taiwan). China was divided into two sovereign entities. The
nationalists ruled the Republic of China (ROC) on the Taiwan Island and its offshore
islands. The communists established People's Republic of China (PRC) on the

mainland. Both of them can be abbreviated to ‘China’.
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In 1971, the ROC withdrew from the United Nations in anticipation of a General
Assembly vote to give the ‘China’ seat to the PRC. Since withdrawing from the
United Nations, the ROC has been facing a difficult situation in the international
arena while the PRC states that Taiwan is a part of ‘China’ (the PRC), and that the
PRC is the only legitimate government of ‘China’. This statement obstructs
international acceptance of the ROC as an independent sovereign state. The PRC also
threatened to use armed force if the ROC moves toward formal announcement of

independence.

As a result, now in all sporting events, Taiwan can only use the term ‘Chinese Taipei’,
instead of the more official name such as ‘Taiwan’ or ‘Republic of China’. Otherwise,
Taiwan might lose its right to participation under the PRC’s intense objection.
Therefore, this country has at least three different names, Republic of China, Taiwan
and Chinese Taipei, that are used in various situations. Usually, only the title Chinese

Taipei is seen in international events.

The name of the nation is related to people’s national identity. Using the name
‘Republic of China’ maintains a Chinese identity while using the name ‘Taiwan’
creates a Taiwanese identity. In the last decade, the name ‘Taiwan’ was used more
widely than the ROC under Taiwanese nationalism. According to a survey (Election
Study Centre, 2011), about half of informants claimed themselves with a dual
identity as both ‘Taiwanese’ and ‘Chinese’ in 2000, but more people claimed
themselves as ‘Taiwanese’ only since 2005. Children of primary school age in
Taiwan grew up in the context of Taiwanese nationalism. The relationship between

their national identity and current Taiwanese nationalism needs more examination.
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1.5 Ethnic Groups in Taiwan

The ethnicity in Taiwan is usually classified into four ethnic groups: the Hoklo,
Hakka, Mainlander and the Aborigines. They are estimated to comprise 69%, 14%,
10% and 2% of the population respectively’ (Council of Hakka Affair, 2008). Hsu
and Chen (2004) estimated that the population of Hoklos, Hakkas, Mainlanders and
Aborigines were 76.9%, 10.9%, 10.0% and 1.4% respectively in their study. Even
given the different years when the studies were published, the estimation gap
between these two studies reveals a difficulty in classifying the ethnic groups in

Taiwan.

Language can be seen as the major feature to distinguish the four ethnic groups. The
primary language that Hoklo use is Minnanese (also known as Taiwanese). Hakka
use the Hakka dialect. The common language for the Mainlanders is Mandarin,
which has become the official language of the ROC. The Aborigines do not use one

single language; rather, each tribe uses their own unique tribal language.

There is social stratification among the four ethnic groups in their social economic
status. The Mainlanders achieve higher levels of education and have higher income
in general; by contrast, the Aborigines are the most disadvantaged among the four
ethnic groups. Hsu and Chen (2004) showed that Mainlanders (29%) had the highest

proportion obtaining higher education, followed by the Hoklos (18%), Hakkas (14%)

% Another 4% claim themselves as ‘Taiwanese’ rather than any of the ethnic groups. The rest were

‘others,” ‘refuse to answer’, or ‘don’t know.’

18



and Aborigines (7%). Moreover, they also illustrated that 17% of the Mainlanders
earned more than NTD 50,000 per month, compared to 11%, 12%, and only 1.8% for

Hoklo, Hakka, and Aborigines, respectively.

Claiming an ethnic identity in Taiwan is mostly based on a subjective identification.
Hsu and Chen (2004) posed the problem of ethnic classification, which derives from
lacking objective classifications of ethnicity in Taiwan and the prevalent
intermarriages among these groups. The Aborigines are the only group that requires
ancestry to claim their statutory aboriginal identity10 since 2001. Nevertheless,
according to Manthorpe (2005), intermarriages between the Han and Aborigines over
the past few hundred years have resulted in about 70% of the population having
aboriginal blood, but these intermarriages are not acknowledged by law or by
themselves. This raise the questions that if the Aborigines can use an objective

criterion (ancestry) to distinguish themselves from other ethnic groups.

I argue that the idea of ‘four ethnic groups’ is problematic as it was introduced by

legislators of the Democratic Progressive Party (DPP) (the Hoklo dominated party)

' The aboriginal identity is according to the ‘Status Act for Indigenous Peoples’ implemented in 2001.
In article 2: The term "indigenous people" herein includes native indigenous peoples of the mountain
and plain-land regions. Status recognition, unless otherwise herein provided, is as provided in the
following:

* Mountain indigenous peoples: permanent residents of the mountain administrative zone before the
recovery of Taiwan, moreover census registration records show individual or an immediate kin of
individual is of indigenous peoples descent.

* Plain-land indigenous peoples: permanent residents of the plain-land administrative zone before the
recovery of Taiwan, moreover census registration records show individual or an immediate kin of
individual is of indigenous peoples descent. Individual is registered as a plain-land indigenous peoples

in the village (town, city, district) administration office.
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in 1993, and has been widely used in Taiwan without being critically examined
(Wang, 2003). The four ethnic groups are results of three ethnic divisions in different
periods in history (Wang, 2003). These divisions came from the interactions and
conflicts among ethnics groups. According to Wang’s (2003) investigation of the
development of the four ethnic groups and their relative relationships, the four ethnic
groups belong to different layers of the hierarchy of ethnic divisions (Figure 1-1).
The first division is the Han/Aborigine division. The second division is the
banshengren/waishengren division, and the third division is the Hoklo/Hakka

division. These divisions will be discussed in the following.

Figure 1-1. The composition of the four ethnic groups in Taiwan

[Aborigine / Han]
Han
[Banshengren / Waishengren|
Banshengren
[Hoklo / Hakka]
Aborigine Hoklo Hakka Waishengren

(Mainlander)

Source: Wang (2003) Ethnic Imagination in Contemporary Taiwan. (p.57)

Among the four ethnic groups, the Aborigines are the earliest inhabitants in Taiwan.
Hoklos and Hakkas were early immigrants from the mainland China in the last three

hundred years, and the Mainlanders usually refer to those who migrated to Taiwan
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around 1949. The Aborigines in Taiwan have been living in this island since the
prehistoric era. They are considered to be racially Austronesian peoples, in contrast
to the Han people. The Aborigines and the Han can be distinguished by their physical
features. The Aborigines are thought to have darker skin colour, big round eyes, and
deeper face outline. The Aborigines are composed of different tribes''. Each tribe has

its own unique culture and uses its distinctive tribal language.

The Han people are those who migrated from China to Taiwan over the past few
hundreds years. The Han people can be divided in to Banshangre and Waishangren.
‘Waishangren’, also known as ‘Mainlanders’, can be literally translated to ‘people
from other provinces’ or ‘people from the outer provinces’ (Corcuff, 2002b).
‘Banshangren’, are literally ‘people of this (Taiwan) province’. Waishangren is a
specific title that refers to those later arrivers who retreated from China to Taiwan
around 1949 and their offspring. The Banshengren are earlier settlers who migrated
from the southeast coast of China hundreds of years ago. The division between
banshengren and waishengren is a conventional classification based on province of
registration for the purpose of administration, not by subjective ethnic identification

(Marsh, 2002).

The division between banshengren and waishengren can be traced back to their
conflicts in the 1940s. In 1945, Japan lost World War II and finished its 50-year
colonialisation of Taiwan. The KMT-led ROC government sent troops from mainland

China to administrate the Taiwan Island. Not long after the troops took control of

" Up to 2011, the Taiwanese government has recognised fourteen tribes.
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Taiwan, serious conflicts occurred between the local Taiwanese people (Banshengren)
and the newly arrived troops. In 1947, KMT troops bloodily suppressed the conflicts
and thousands of local people were massacred by the troops, known as the “2/28
Incident” or “2-28 event” (Lo, 1994). The 2/28 Incident intensified the ethnic

cleavage between banshengren and waishengren (Wang and Liu, 2004).

Demographically, the waishengren were not a dominant group but they were
dominant in political power during the KMT ruling period. They were soldiers and
civilians from all over China who migrated to Taiwan after the KMT lost the civil
war in 1949. They lived collectively in residential military communities, and
occupied most of the vacancies in government and public services (Lin and Lin,
1993). A language policy to use Mandarin Chinese was reinforced while other
dialects and languages were forbidden in public places. Language is a symbol of
domination (Horowitz, 1985). The language control revealed the political domination
of the Waishengren, but also deteriorated the relationship between Banshengren and

Waishengren.

Finally, within the category of Banshengren, both Hoklos and Hakkas are early
settlers since the seventeenth century. Hoklos are mostly from Fujian Province of
China, and Hakkas are from Guangdong (GIO, 2010). After they arrived in Taiwan,
clashes between Hoklos and Hakkas over territory and resources caused relocation of
communities, but intermarriages also took place in varying degree. Up to now, the
Hakkas still clustered together in some towns, in which the Hakkas would outnumber

the Hoklos.
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Wang (2003) examines the emergence of ethnic groups in Taiwan and their relative
majority/ minority relationship. It is interesting that the dominant ethnic group in
Taiwan changed dramatically over time. As shown in Table 1-1, the underlined
groups are the subjective minority groups in relation to the majorities. The ethnic
groups in Taiwan used to be the division between benshengren and waishengren in
the 1970s while benshengren thought they were the minority oppressed by
waishengren. Since 1980s, the oppression of the Aborigines by the Han people came
to attention. The dominating and subordinating relationship of these groups changed
over time while Hoklo was viewed as the majority by Hakka and waishengren in

sequence since the mid-1980s.

Table 1-1. The emergence of ethnic classification in Taiwan

Relative ethnic classification Time

Banshengren | Waishengren Since 1970s

Aborigines / Han Since early 1980s
Hakka / Hoklo Since the middle of 1980s
Waishengren / Hoklo Since 1990s

Note: Underlined group is the subjective minority group in relation to the majority.

Source: Wang (2003) Ethnic Imagination in Contemporary Taiwan. (p.63)

The ethnic division in Taiwan is the product of competition and repression in
different periods. When there are conflicts between two groups, the minor difference
would be amplified. When two groups have the same interest to fight for together,
even the great difference would be eliminated (Wang, 2003). For example, the

Aborigines in Taiwan are comprised of more than ten tribes. They do not share the
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same culture and ancestry but they are all classified as ‘Aboriginal peoples’ in the
power competition of ethnic classification. The only feature that they have in
common is their common interest to fight for their rights against the dominant Han.
Likewise, ‘Mainlanders’ are people from all provinces in China. They do not share
the same culture and ancestry. It was the historical event that forced them to migrate
to Taiwan in the civil war and their similar life experiences in Taiwan that connects
them together. Therefore, the formation of ethnic groups in Taiwan is more

‘instrumental’ than ‘primordial’.

1.6 Children of Immigrant Women

Since the lifting of the martial law in 1987, there was a new influx of immigrants
from China and Southeast Asia as marital immigrants and migrant workers. Nine out
of ten (93.1%) marital immigrants are female. China and Vietnam are the major
sending countries, followed by Indonesia, Thailand and the Philippines (National
Immigration Agency, 2010). Their offspring are usually coined with these terms:
‘new Taiwanese Children (775, 1-)’, ‘children of new immigrants GFrf% R 1

Zz)’, or ‘children of foreign spouses (#FFEHIHT-22) .

These immigrant women fulfill two important roles in the Taiwanese families they
marry into. Firstly, these women themselves became the supplement of family labour,
especially in the rural area. Secondly, they prolonged the family tree through
reproduction (Wang, 2001). Taiwan is one of the countries with the lowest fertility
rate, with an average of less than one child per woman in 2010 (Department of

Household Registration, 2010). The immigrant women in fact helped the fertility rate
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in Taiwan. The number of primary school students has decreased in the past few
years, but there is a dramatic increase in the number of children of immigrants
enrolling in primary schools (Table 1-2). Now one in every ten children in primary
school comes from an immigrant family. The new immigrants and their children have
outnumbered the Aborigines, and are called the “fifth major ethnic group” (United
Daily News, 2004). Immigrant women reproduce not only members of their families,
but members of ethnic and national collectivities. Both the immigrant women and
their children are signifiers of national and ethnic difference in the ideological
discourse of construction of national and ethnic categories (Yuval-Davis, Anthias,

and Campling, 1989).

Table 1-2. The enrollment of children of new immigrants in primary schools

Year No. of Primary school students Children of new immigrants
N %
2004 1,883,533 40,907 2.17
2005 1,831,913 53,334 291
2006 1,798,436 70,707 3.94
2007 1,753,930 90,958 5.19
2008 1,677,303 113,173 6.75
2009 1,593,398 133,272 8.36
2010 1,519,456 148,610 9.78

Source: Ministry of Education (2011) The Statistics of the Enrollment of Children of Foreign Spouses

in Primary and Secondary Schools.

In the studies of children of immigrants in Taiwan, much attention has been given to
the learning and adjustment of these children at schools (Wang and Tsai, 2008;
Chung, 2004; Huang, 2004; Chen, 2004; Tsai, 2005; Ho, 2006; Tsai, 2007). Little

research has focused on their identity (Li, 2008) or belongingness. Being a child born
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into a family that is based on cross-national marriage, s/he might have encountered
more challenges about national and ethnic identity because of the tensions between
two cultures, ethnicities, and nationalities. They also experience racial differences
and being stared at by other people in the school setting or in public (Alder, 2001;
Oikawa and Yoshida, 2007). Sometimes, when they claim an identity, they might
receive direct rejection from other people (Oikawa and Yoshida, 2007). They are
more likely to be marked as ‘different’ and be treated as outsiders, which cause their

inner conflicts when developing their national and ethnic identities.

Mixed marriages and their offspring can be a potential threat to the national
boundaries and the nation itself (McCrone, 1998). These new immigrant women and
their children have been stigmatised as social problems for the Taiwanese society
(Hsia, 2007). For example, the media uses dramatic scripts and pictures to report
them with the caption, ‘Fake Marriages, Real Prostitution (i & &%)’ (China
Times, 2011; TVBS, 2007). The former Deputy Minister of Education, Chou Can-de
(JE#:45), publicly warned new immigrant women ‘not to give birth to so many
babies’ with the concern that they will become the burden of the education system.
Legislator Liao Ban-yan (EAJ%) suggested inspection of Vietnamese women since
he suspected that these women’s bodies might have chemical remnants which the US

army used during the Vietnam War (United Daily News, 2006). He claimed that the

remnants might deteriorate the next generation in Taiwan.

These negative statements constructed the new immigrant women and their children

as a social problem in Taiwan. Children of immigrant women are regarded as less

competitive than children of native Taiwanese in mental development, language, and
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academic achievement (Wang and Tsai, 2008; Chung, Wang, and Chen, 2006). The
stigma that children of immigrants received is a multi-dimensional issue that relates

to class, education, nationality, and policy.

The prejudice to children of immigrants is shown from a surveillance system
targeting children of immigrants. The Ministry of Education constructed an online
report system specifically for foreign and Chinese spouses and their children (Z( 53

AR FE LR RO K T 2 H vk % 57). Teachers need to report and update the
details of children of immigrants to this system. It was terminated on 30th September
2011, but was integrated into the Official Business Report System (& HJZ\ 755375 1
EHEAEZE R #) so surveillance continues. Each year the Ministry of Education
publishes an annual report of the children of immigrants. This group is marked as a

high risk group in education that needs extra attention and support.

In summary, children of immigrants, as a minority group and an emerging group in
Taiwan, face stigmatization and encounter more challenges in the process of identity
construction. Studies in other countries (Zembylas, 2010; Devine, Kenny and
Macneela, 2008) indicate that nationalism in education and racism at school are
significant for minority children’s negotiation around inclusion and exclusion in their
peer groups. Taiwan is a homogeneous society where collectivism still prevails (Ali
et al., 2005). How do the discourses of Taiwanese nationalism situate children of
immigrants? Are children of immigrants viewed as insiders or outsiders under
Taiwanese nationalism? From analysing the discourses toward children of
immigrants, we can investigate whether Taiwanese nationalism is inclusive or

exclusive.
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It is of great interest in this thesis to explore children of immigrants’ experiences and
their strategies to negotiate these issues. This study examines the social network
between children of native Taiwanese and children of immigrants, as well as the
national narratives in the pedagogy to put together the mosaic of social inclusion and

exclusion of children in Taiwanese nationalism.

1.7 Structure of this Thesis

This thesis gives an overview of literature of nationalism and childhood studies in
Chapter 2 and Chapter 3. Chapter 4 presents the methodology of this study, and
Chapter 5 to Chapter 8 provides the research findings. Finally, Chapter 9 gives an

overall conclusion, and suggestions to policy and future research.

Chapter 2 focuses on the literature of nationalism. Theories of ‘personal nationalism’
(Billig, 1995; Cohen, 1996; Jean-Klein, 2001), ‘banal nationalism’ (Billig, 1995),
‘invention of tradition’ (Hobsbawm and Ranger, 1983), and Bhabha’s (1990)
concepts of ‘pedagogical narration’ and ‘performative narration’ are discussed for the

theoretical rationales of this thesis.

The following chapter discusses the paradigm of sociology of childhood which is
adopted in this thesis. It goes on to identify the problem that children and childhood
have been neglected in nationalism studies and the reasons for this. It also reviews

some key debates on how children can be included in nationalism studies.
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Chapter 4 presents the research methodology. As children’s voice is the main focus
of this study, it illustrates the methods to gain access to the perspectives of children.
Individual interviews combined with three child-friendly activities (Mind Map,
Card-sorting Exercise, and Circles of Relationship) are used to do qualitative
research with children. The ethical issues of doing research with children are
addressed. In addition, the researcher’s role determines the power relationship and
the dynamics between researcher and the researched. Different types of researcher’s
roles are compared before the researcher chooses the role as an older sister. The

details of conducting the fieldwork are presented as well.

A major work of Taiwanese nationalism lies in the notions of nationhood. Chapter 5
analysed how the nation is narrated in the textbooks and by children, and the gaps
between these narratives. It also compares the national symbols in the textbooks and

the symbols that children use to represent the nation.

Chapter 6 discusses the construction of national identity in the textbooks, followed
by the children’s national identification and the markers they use to make their
claims. The concept of ‘Significant other’ is influential in constructing national
identity. Chinese was the ‘other’ in shaping Taiwanese as ‘us.’ It is related to the

process of de-Sinicisation in Taiwanese nationalism.

Chapter 7 investigates the ethnicity in the textbooks and children’s ethnic
identification. On the one hand, it presents the ethnic relationship constructed in the
pedagogical narratives, which is crucial means to create the ethnic imagination in the

new generation. The ethnic category presented in the pedagogical materials manifests
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the ethnicity that Taiwanese nationalism constructs. One the other hand, it examines
children’s interpretation of ethnicity and the existing ‘four ethnic groups’ in Taiwan.
It explores the extent that children adopt the concept of concept of ethnicity and the
four ethnic groups. Finally, it highlights that children have their own way, instead of
using ethnicity, to categorise people. Place is a salient marker for children to classify

people in Taiwan.

Chapter 8 focuses on children’s experience of ‘otherness’ in their interaction with
others in everyday life. Taiwnese nationalism is redefining who ‘Taiwanese’ is. This
process also draws new bundaries between insiders and outsiders. It discusses how
the majority and the minority interact and negotiate their identities. Particular
attention is given to the exclusion experience that children of immigrants have at
school and at home. In addition, the Hakka and the aboriginal children also feel they
are minorities at school because of the hegemonic language curriculum. A discussion
links this issue to personal interactions, as well as the structural problems embedded

in school curriculum.

Finally, Chapter 9 reviews the research questions again and gives an overview of the
findings in this thesis. I also reflect the limitations of this thesis. It concludes with

some suggestions to education policy in terms of Taiwanese nationalism.

This thesis uses bilingual excerpts of both Chinese and English because it is
unavoidable that the English translation would miss out some of the meanings in
their original excerpt. Yet, this study aims to give voices to children; therefore, their

original excerpts are highly valued in this study. In addition, sometimes the
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vocabulary that they use cannot find an equivalent English word. Therefore, their

original Chinese excerpts were kept.
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2 Nations and Nationalism

2.1 Introduction

This chapter discusses the theories of nation and nationalism. The formation of Asian
nations takes different routes from the Western world; therefore, this chapter
differentiates Western and Eastern nationalisms, and discusses the problems of

applying Western theories to the case of Taiwan.

This chapter outlines the key theories adopted in this thesis. Theories of ‘banal
nationalism’  (Billig, 1995), ‘personal nationalism’ (Cohen, 1996), and
‘self-nationalization’ (Jean-Klein, 2001) are discussed to understand the nationalism

in children’s everyday life. The differences of these three theories are also presented.

It goes on to apply Hobsbawm and Ranger’s theory of ‘invention of tradition’ (1983)
to explain the national traditions that might be created in the education system in
Taiwan. Education is a vital tool to disseminate national ideology, and children are
the target audience. Taiwan has a highly centralised education system. The role that
the education system plays to indoctrinate students in nationalism is therefore
presented. Also, Bhabha’s (1990) notion of ‘double writing’ of the nation provides a
framework to examine and compare the narrations between pedagogy and

individuals.

Moreover, it reviews the literature of national identity and gives an overview of the

issue of national identity in Taiwan. Finally, this chapter addresses that ethnicity is
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fluid and optional. In addition, it is formed through social interaction. Therefore, it
interrogates the discourses of nationalism in relation to the identity of children of

immigrants, as well as children of native Taiwanese.

2.2 Nation

To examine the relationship between nationalism and children in Taiwan, the
meaning of nation and nationalism needs to be clarified. When talking about ‘nation’,
some scholars start with making the distinction of state and nation. According to
Connor, the state is ‘the major political subdivision of the globe’ (1994b: 92), which

is tangible and geographical; whereas the nation is intangible and psychological.

What is essential to a nation? Objective bases like language, and religions are
thought insufficient to define a nation (McCrone, 1998). This thesis agrees that
nations should be under the psychological and subjective aspect of it (Renan, 1990;
Connor, 1993; Anderson, 1991). For example, Ernest Ranan emphasized that a nation
is a moral conscience in his famous essay, Qu'est-ce qu'une nation? (What is a

Nation?), that was firstly published in 1882.

A nation is a soul, a spiritual principle. Two things, which in truth are but one,
constitute this soul or spiritual principle. One is in the past, one in the present.
One is the possession in common of a rich legacy of memories; the other is
present-day consent, the desire to live together, the will to perpetuate the
value of the heritage that one has received in an undivided form. (Renan,

1990: 19)
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This definition highlights the importance of spirit as the essence of a nation and
history for its formation. Following the subjective perspective, Benedict Anderson
(1991) gives ‘nation’ a definition: ‘it is an imagined political community — and
imagined as both inherently limited and sovereign’ (Anderson, 1991 [1983]: 6). In
his definition, nation is imagined as a community that has limited boundaries with
sovereignty of which people define themselves as a member of a nation and feel the
communion with other fellow-members whom they might never know, meet or hear
of. Similarly, Connor claims that “the nation must be self-defined” (1994b: 43), and
it is more about what people believe rather than what it is (Connor, 1994a). He

stresses that it is a subjective perception rather than the objective fact.

Although Smith (1991) values the ethnic dimention of a nation, he claims that the
ethnic bond can be a collective myth (including shared memories, and traditions). He
proposes a multi-dimensional definition of a nation: ‘a named human population
sharing an historic territory, common myths and historical memories, a mass, public
culture, a common economy and common legal rights and duties for all members’

(1991:14).

Nationalism studies in Taiwan have focused on nationalism and national identity
(Corcuff, 2002); there is little research discussing about the nation. In Mandarin
Chinese, the term guojia (|%) is the combination of two Chinese characters, “guo”
and “jia.” “Guo” can mean state, country, or nation, and “jia” means family or home.
While Anderson (1991) defines the nation as a ‘imagined community’, this concept

in Chinese language shows a more intimate meaning and relationship that the nation
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can be regarded as an imagined ‘extended family’ (Connor, 1993). This concept
echoes to Connor’s notion of the nation, which is ‘a group of people who feel that

they are ancestrally related” (1993: 382).

The family tie is reflected in some ancient stories about the relationship between
individuals and the nation. In the traditional Chinese culture, a child should repay the
nation, like s/he repays the parents (Stafford, 1995). For example, in the classic
ancient story of the general Yue Fei, his mother tattooed on his back four Chinese
characters, jin zhong bao guo (F!EHi[H]), meaning ‘serve the country with utmost
loyalty’ with the expectation that he used his filial obedience to serve the nation. In
contemporary discourses, the notion of the family tie deriving from a single common
ancesters is still being used in the national discourses in China (PRC) to proclaim
their rights to Taiwan (Connor, 1993). Taiwan, by contrast, endeavours to cut off any
family tie that can be related to China to form its own nation through Taiwan

naitonalism, which will be introduced in the next section.

This thesis concerns how children in Taiwan describe the nation. It is interested to
investigate the subjective perceptions (Connor) and the collective myth (Smith) that
children and the pedagogy use to construct the nation. It examines the gap between

these two discourses too.

2.3 Nationalism

There are different approaches and perspectives in nationalism studies. Most theories

and debates of nationalism can be broadly categorised into three paradigms:
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‘primodialism’, ‘modernism’ and ‘ethno-symbolism’ (Ozkirimli, 2000).

Primordialists hold the belief that the nations are predetermined and formed naturally
from the attachments to ethnic, language and kinship origins. Modernists, on the
other hand, usually regard nations as products of modernity which are historical and
social constructions for political, economic and cultural reasons. Histories and
traditions are thought to be tools that respond to current needs, especially for political
purpose (Hobsbawm and Ranger, 1983). However, modernists have been critised for
neglecting cultural aspects of nationalism. The final position, ethno-symbolism, is
thought to be the ‘mid-way’ of the previous two paradigms that focuses on both
pre-existing ethnic ties and the construction of modern nations (Ozkirimli, 2000).
This paradigm believes that modern nationalism cannot be understood without
reference to the ethnic and cultural ties (Smith, 2009; McCrone, 1998). The national
identities in Taiwan have been constructed and shifted for political and historical
purposes. Hence, this thesis holds a modernist position to discuss Taiwanese

nationalism.

In terms of the nature of Taiwanese nationalism, there is considerable literature that
applies the existing concept of civic and ethnic nationalism from the Western
literature to explain Taiwanese nationalism, or try to use these two concepts to

capture the nature of Taiwanese nationalism (Song, 2009).

The ethnic Taiwanese nationalism focuses on the distinctive historical-cultural

experiences of local Taiwanese; the civic Taiwanese nationalism emphasises equal

citizenship as the basis of the construction of nation (Wong, 2001). The nature of
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Taiwanese nationalism, like other nations, move between ethnic and civic in the
spectrum in different periods. Taiwanese nationalism is considered to have moved
from ethnic to civic with the democratization process, especially in the mid-1990s

(Song, 2009; Wong, 2001).

During Lee Teng-hui’s presidency, his concept of ‘New Taiwanese’ embraced the
civic nationalism that valued equal citizenship and embraces all ethnic groups in
Taiwan. It focused on the unity of all people living on the island and their shared
experience of living in Taiwan, as well as their commitment to it (Kaeding, 2009;
Bedford and Hwang, 2006). This inclusive ‘New Taiwanese’ identity is not affected

by their ethnic background or time of arrival.

The nature of Taiwanese nationalism changed when the DPP came into power.
Schubert considers Taiwanese nationalism became a ‘civic-cum-ethnic’ form (2006:
26). Taiwanese nationalism advocated by the DPP has a tendency to move from a
civic nationalism toward an ethnic nationalism, which emphasises the distinctive
historical and cultural experience of local Taiwanese. The DPP have put much
emphasis on the ‘blood’ in their political campaigns. In the election campaigns, the
DPP called for ‘native’ Taiwanese electorate to vote for ‘native’ Taiwanese
candidates (Ogasawara, 1998). Chen Shui-bien also urged the electorate to support
him because he was the ‘son of Taiwan,” being born of ‘native’ Taiwanese and in

Taiwan.

However, using either ethnic or civic nationalism to explain Taiwanese nationalism

overlooks its cultural and historical component. Kymlicka (1999) stresses that both
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civic and ethnic nationalisms have cultural components. Neilsen (1999) argues that
all ethnic nationalism is cultural, but not all cultural nationalism is ethnic. Adopting
from Neilsen’s definition, ‘cultural nationalism defines the nation in terms of a
common encompassing culture.” (1999: 125). Cultural nationalism aims to generate
the national community by creating, sustaining, or strengthening a cultural identity
(Befu, 1993; Yoshino, 1992). Cultural nationalists regard the distinctiveness of the
cultural community as the essence of the nation (Yoshino, 1992). Cultural
nationalism has played an important role in East Asia (Befu, 1993), including Japan
(Starrs, 2004; Yoshino, 1992), China (Guo, 2004), and Taiwan (Hsiau, 2000). In
Taiwan, it has been analysed in the realms of language, literature, and history (Hsiau,

2000).

It is not the intention of this thesis to analyse the nature of contemporary Taiwanese
nationalism because I believe Taiwanese nationalism contains all these elements
(ethnic, civic and cultural) to some extent. Nevertheless, the nature of contemporary
Taiwanese nationalism does affect individual’s attitude and interaction with some
minorities, especially the immigrants. Consequently, it can be influential for the

identity formation among children of immigrants.

Nevertheless, using the theories of nationalism that are developed in the Western
world to study the cases in Asia should be careful. The literature of nationalism is
mainly Anglo-Saxon literature (Ozkirimli, 2000). Kohn (1994) suggests that Western
and Eastern nationalism arose in different patterns. He argues that in the Western
world, west Europe and the US, nationalism rose in the political and civic form for

the formation of national state. In the Eastern world, Central and Eastern Europe, and
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Asia, nationalism arose later than the establishment of the state, and usually in a

cultural and ethnic form.

Brubaker (1996) suggests the new mission of nationalism is to study ‘other cases’,
meaning non-Western settings, such as post-colonial and Third world. Nationalisms
in these regions manifest phenomenon different from Western nationalism.
Chatterjee (1993), however, questions that if the ‘other cases’ choose to use the
framework set up by the Western school, what else is left for them to imagine? He
separates national culture into material and spiritual domains. He also connects these
two domains to the concepts of outer/inner, world/home, and male/female to provide
a solution to the conflicting claims of nationalist ideology in the post-colonial
societies like India. Chatterjee argues that the western power has colonised the
non-western peoples by their superior material culture. The East, however, is
superior in its spiritual culture. Therefore, the West fails to colonize the inner, the
essential identity of the East. While the public realm has been the domain of the male,
the private realm belongs to women. The national elites learn the Western national
ideology to rule the public world; home becomes the principal site to express and
preserve the spiritual culture of the nation. His argument highlights the role of gender
in the discourse of nationalism. Yet, it neglects children’s role in the national project.

The roles of children in the discourses of nationalism will be discussed in Chapter 3.

Studying nationalism in Taiwan does face a fundamental problem not only in

terminology and semantics, but in ideology. The concept of nation is embedded in

the Christian world that the usage of the word ‘nation’ can be found in the Old
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Testament'2. In the Chinese culture, however, there are not equivalent vocabularies
or concepts for ‘nation’. In Chinese vocabulary, the word min-zu (ELff) can mean
ethnic group, race or nationality (Rigger, 1997). The term guo-tsu (| JfK) for the
English word ‘nation’ and tsu-chun (f}f) for ‘ethnicity’ were created by social
scientists in Taiwan very recently to communicate with Western scholars (Chen,
Chuang and Huang, 1994). These terms are not commonly used by people (including
children) in Taiwan, which brought challenges to talk about this issue with children
in Taiwan. Therefore, this study used card-sorting exercise (see Section 4.3.1) to

facilitate the discussions of ethnicity and national identity with children.

2.3.1 Nationalism in Everyday Life

Linking the theories of nationalism to the purpose of this study about children and
the nation in contemporary Taiwan, I found the nationalism studies in everyday life
are particularly useful (Billig, 1995; Cohen, 1996; Jean-Klein, 2001). In contrast to
the mainstream top-down nationalism in the literature, some scholars (Billig, 1995;
Cohen, 1996; Jean-Klein, 2001) focus on the everyday nationalism in a micro level.
This perspective argues that nationalism is not just a top-down process; instead, it is
an active process that people engage to incoporate, reinforcing or rejecting the
hegemonic discourses. Individuals use narratives, stories, and symbols to construct

their own nationalism and national identity in their daily life.

"2 The scriptures talking about ‘nation’ can be found at the very beginning of the Old Testament. For
example, Genesis 10:32: “These are the families of the sons of Noah, after their generations, in their

nations: and by these were the nations divided in the earth after the flood.” (King James Version)

41



Michael Billig (1995) uses ‘banal nationalism’ to emphasise nationalism works in an
implicit way, usually unconsciously and unnoticed, to remind who we are. He takes
national flags as an example. Aside from the national flags we raise in ceremonies,
there are countless unwaved national flags raised unceremoniously in our everyday
life. Those national flags we use consciously or unconsciously in our daily life are
reminders of nationhood, as well as our national identity. Billig’s arguments focus on
the social reproduction of social categories (Hearn, 2007). His notions help us to
critically examine that national identity is not ‘naturally’ possessed. It is through
repetitive reinforcement everyday that we habituate nationalism. The social
reproduction can range from the languag policy to the national emblems on a small
coin. However, banal nationalism, which is shown as the reinforcement or
affirmation of national identity, is critised as inauthentic because it is not initiated by

people or co-authored (Jean-Klein, 2001).

In contrast to ‘banal nationalism, Anthony Cohen’s (1996) ‘personal nationalism’
concerns how people do national identity. He attempts to provide explnantion of how
individuals relate to nationalism to construct their identities (Hearn, 2007). Cohen
highlights the active role that individuals engage in the national practice in everyday
life. Jean-Klein’s (2001) ‘self-nationalization’ endeavours to locate the
“dissemi-national” voices, which emphasizes that “oppositional practices” to display
the refusal and resistance to the top-down nationalism. Her opinion echoes Bhabha’s
(1990) perspective of a ‘doubling” of the nation. Bhabha addresses that the
ambivalence of the nation lies in the tensions between the pedagogical discourses

and the performative discourses of the collective voices of the people.
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This study attempts to use ‘banal nationalism’ to examine the social reproduction in
pedagogical materials, and Cohen and Jean-Klein’s theories to investigate children’s
perspective and practices of nationalism. However, the literature of nationalism has
little to say about children. How do children incorprate nationalism to produce their
identity while they have different lifestyle from adults, and limited resources, citizen
rights and mobile space? This thesis explores the personal nationalism that children
do in their everyday life to understand how they incorporate themselves into the
nation-building process. It also investigates how children challenge national

discourses

2.3.2 Nation as a Construction

In the book of ‘the invention of traditions’ with a collection of essays edited by
Hobsbawm and Ranger (1983), they take suspicious attitudes to the traditions that
people think to be the legacy from the past. Instead of being the product of the past,
histories and traditions might be created and used as tools that respond to current
needs, especially political purposes. For example, the Scottish garment, the kilt, has
been a symbol of this nation and was thought as a convention with long history in
Scotland. Yet, Trevor-Roper (1983) argues that the kilt is a modern invention
designed by an English Quaker industrialist after the Union with England. Inventing
traditions, in Hobsbawm and Ranger’s (1983) words, is “essentially a process of
formalization and ritualization, characterized by reference to the past, if only by

imposing repetition.”
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In Taiwan, one example of the construction of the nation is shown in redefining its
territory. In the 1980s, the territory of the ROC in the geography textbooks in Taiwan
still covered the Taiwan Island and the whole mainland China. Now, it has been
revised to include only the region of Taiwan Island and its offshore islands, usually
called Tai-Peng-Jing-Ma (Corcuff, 2005). Contemporary Taiwanese nationalism
since 2000 is an active process to construct Taiwan with a new identity and a new
nation by eliminating Chinese symbols in Taiwan and embracing native and
aboriginal cultures. One of the crucial channels is the change in curriculum and
materials in the education system to indoctrinate a new national ideology to the new
generation. National discourses in education will be discussed in the following

section.

2.4 Education and Nationalism

Education plays a crucial role in the establishment of nationhood (Gellner, 1983). In
Europe, the rise of nationalism is accompanied with the decline of feudalism and the
rise of the modern industrial system. At the same time, the control over of the
education system shifts from the church to the central education system of the state.
(Gellner, 1983). Education system becomes the central institution in the modern
industrial society. Gellner’s notion about education is criticised for taking the
education process for granted, and without consideration of the agency of the

individuals in education (Stanbridge, 2011).

Using literary concepts as metaphors of the nation in his essay of DissemiNation,
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Homi Bhabha (1990) attempted to examine the complex relationship of subjects and
objects between ‘pedagogical narratives’ and ‘performative narratives’. Pedagogical
narratives are the narratives of the nationalist pedagogy which is based on the
pre-given or constituted historical origin. Performative narratives are the narratives
that people produce based on contemporality. He argues that people are not just
historical ‘objects’ of national pedagogy; they are also ‘subjects’ in the process of
national culture reproduction through the very act of narrative performance in their
daily life. I argue that Gellner’s (1983) notion about the role of education play in the
establishment of nationhood neglects the fact that education works only when people
practice it. The power of the pedagogical narratives, lacking the capacity to ‘perform’,
relies on people’s interpretation and action. Performative narratives, on the contrary,
have the force to signify the alternative contentious, unequal interests and identities
through people’s capacity to ‘perform’. In Bhabha’s words, “it is through this process
of splitting that the conceptual ambivalence of modern society becomes the site of
writing the nation” (1990:297). Children, as the target audiences of the national
pedagogy, are the best narrators. They provide instant reactions and comments to the
national narratives in pedagogy, as well as their own interpretation and performance

of nationalism in their daily life.

2.4.1 Centralised Education in Taiwan

Education system is part of the state project of nation-building, rather than an
autonomous process of knowledge dissemination (Hughes and Stone, 1999; Chun,

2005). Taiwan is no exception. According to the constitution, children in Taiwan
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have the right to compulsory education'®. The six-year compulsory education was
extended to nine years during the constitutional reform in 1968. Since then, primary
schools, junior high schools, and senior high schools used the monopolistic textbooks
which were edited and printed by the National Institute for Compilation and
Translation (NICT, [/ fi:%8H). The policy of using monopolistic textbook was
criticised for serving the role of implanting the Chinese nationalism agenda and

doctrines to Taiwanese children.

The high degree of centralization of the education system in Taiwan can be analysed
in four aspects: curricular design, textbook, the spatial organization of campus, and
the hierarchical relationships between teachers and students. They are explained in

the following.

A. Curricular design

The current curriculum of primary school in Taiwan is based on the ‘nine-year
integrated curriculum’ implemented in 2001, not long after the party rotation in 2000.
The political party, DPP, has proposed to develop the Taiwanese consciousness and

identity through education (Su, 2007). All the curriculum and textbooks that primary

13 In Article 160 of the Constitution of the Republic of China, “all children age six to twelve years
old have the right to compulsory education without a tuition fee. In addition, the poor are provided
books from the government. And, older citizens who have not received an adequate amount of
education during their youth are entitled to supplementary education without tuition fee, and the books
are provided by the government free-of-charge as well” (S5E 2 T 5k ZHi6 Gl » — (2 A
H o RANEE - HEw#  HBUF G S - CaSmRZEARF CBR  —HZEH8E -
AL - HEFETHBIFHAS ).
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schools use are based on this national standardized curriculum guideline. One of the
main changes in the new curriculum is to add the native languages and native culture
into the curriculum. According to the curriculum guideline, students are able to learn
Hoklo, Hakka and Aboriginal languages as native languages, apart from the national
language (Mandarin) and the foreign language (English). Language, which confers
the national and ethnic identities on an individual, mainly depends on the education

(Gellner, 1983).

B. Textbook

Textbooks for both primary and secondary school used to be compiled and edited by
the National Institute for Compilation and Translation (NICT) since 1968. For three
decades, all primary and secondary school students used the monopolized textbooks
that were published by the government. Not until 1996 was the publishing market
opened to the private publishers with the implementation of the ‘One guide —
Multiple Text’ policy. This policy provided private publication of textbooks in which
content is based on a curriculum guideline issued by the government. This policy
allows more flexibility in the content of the textbooks. Primary schools are now

allowed to select textbooks from various publishers to use in classes.

Due to the specific feature of the publishing process of primary school textbooks in
Taiwan, the textbooks can reflect not only the perspectives of the government, but
also the public opinions and social atmosphere. Some scholars have analysed the
national ideology in the textbooks (Liu and Hung, 2002; Corcuff, 2005; Su, 2007),

but all these studies analysed the textbooks and curriculum before 2000. This study
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focuses on the current Taiwanese nationalism in the textbooks and curriculum.

The centralization of the education system is reflected in teacher manuals as well.
The textbook system includes teacher manuals, student manuals and exercise book.
The teacher manual elaborates the aims of a lesson, gives definitions and details of
the contents, provides examples or references, and highlights important teaching
points. Therefore, the standardised teacher manuals do not allow much space for

teachers to give alternative or multiple interpretations.

C. Spatial Organization of Campus

In his ethnography in a secondary school, Chun (2005) explored the architecture
space of school in relation to disciplinary aspects of the school timetable, as well as
the social hierarchy between students and teachers. The spatial design in the school
does not allow much freedom and privacy for both children and teacher. It is
designed in a military way to maintain central control to some extent. The spatial
structure forms the basis of normative power for a nationalised identity. His
ethnography was conducted in the 1990s and the setting was a secondary school.
After the curriculum reform, the atmosphere in schools became more open but the
architecture did not change much so his study is valuable for us to understand the
centralization of Taiwanese education from an architecture aspect because most

schools in Taiwan have similar spatial arrangement.

D. Confucianism and Hierarchical Relationships
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The hierarchical relationships between teachers and students are derived from
Confucianism that is embedded deeply in the culture. Students are taught to zun shi
zhong dao (respect teachers and value knowledge). ‘Respect’ is usually expected to
be shown in the obedience to one's elders, superiors and teachers. Critically
challenging teachers and the knowledge they deliver is not encouraged, especially in
primary school. Education is more a one-way implanting than a two-way interaction.
The education in Taiwan has become a ‘total institution’ (Goffman, 1961) without
much free space and choices for students. It is therefore an ideal site to investigate
the degree that children accept or resist the national narratives from the education

system and how children actively participate in narrating the nation.

The highly standardized and centralized education system in Taiwan raised the
question of what and whose knowledge has been transmitted to students, and to what
extent the pedagogical materials serve as a national and political tool. Most
importantly, how students accept, challenge, or reject the pedagogical narratives, and
the relationship between the pedagogical narrative and children’s construction of

identities need to be explored.

In the analysis of education in Taiwan, there are also some scholars focusing on
documentary analysis of nationalism in the textbooks (Liu and Hung, 2002; Corcuff,
2005; Su, 2007). These studies draw attention to the impact of the top-down
education system and take the socialisation process in education as granted, but they
neglect the agency of individuals. Chun (2005) discussed the role that agency plays
in education system but his discussion limits to the agency of teachers and parents

that get involved in reproducing of national narration. This study concerns the
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national discourses between children and pedagogy to understand the interactions

and gaps between them.

2.5 National Identity

Identities are socially constructed and negotiated through everyday experiences and
social interaction (Brown, 2004; Goffman, 1963). Castles and Miller (2003) highlight
the importance of shared experience on national identity. They claim that shared
experience is more influential than ethnicity, religion, language and territory to build
nations or induce nationalism. They take Japan and America for example. Both of the
countries have strong national identities. Yet, Japan is one of the most ethnically
homogeneous countries and the United States is one the most ethnically
heterogeneous countries. Therefore, national identity does not really fluctuate by
ethnic diversity within a nation. Instead, ‘forgetting’ is crucial in the creation of a
nation (Renan, 1990), people of different ethnicities are taught to forget their

difference, and remember they all belong to one nation (Gellner, 1983).

The national identity among people in Taiwan has been changed dramatically in the
last one hundred years. Looking back the history of Taiwan, the sentiments and
struggles among people in Taiwan are more complex then the ambivalence between
Chinese and Taiwanese. In the last one hundred years, different national identities
(Japanese, Chinese, and now Taiwanese) have been propagated under different ruling
regimes and parties. The historical and political forces have constructed and
reconstructed hybrid and multiple identities in post-colonial Taiwan, especially in the

older generations. The reconstructing process is manifested in the ex-president Lee
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Teng-hui who acknowledges in an interview that being born in Taiwan during
Japanese colonialism, he was Japanese before 1945 (Ching, 2001), and his identity
continues to change from communist, Chinese to Taiwanese (Lee, 1999). With the
accumulation of many layers of history in Taiwan, Lee Teng-hui publically
articulated the idea of “the new Taiwanese” to create a new and inclusive
understanding of people in Taiwan to embrace both the ‘“mainlanders” and
“Taiwanese” and to terminate the long-lasting conflicts between them (Brown,

2004).

The “new Tawianese” who will create a new Taiwan include the original
aboriginal people, those whose ancestors came here four hundred years
ago, and those who arrived only recently. Anyone who lives in and loves

Taiwan is a “new Taiwanese” (Lee, 1999: 200)

In the studies of national identity in Taiwan, two issues are usually researched
together. One is the Chinese/Taiwanese identity, and the other is the attitude toward
independence/unification. It seems that these two issues are intertwined and
consistent with each other, but this notion is problematic (Wang and Liu, 2004;
Riggers, 2006). Riggers (2006) challenged the myth that the steadily increasing
‘Taiwanese Nationalism’ would mean higher tendency for independence, particularly
common among the younger generation. She uses generational analysis in the
attitude toward national identity and cross-strait relations among Taiwanese of four
different generations. She finds that holding a Taiwanese identity does not equate to
supporting independence or opposing better cross-strait relations. In addition, the
attitude toward Taiwanese identity and cross-strait relations vary among generations.

The most destructive attitudes to cross-strait relations are held by older generations
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while youngest generation tend to hold a more pragmatic and flexible attitude to
cross-strait relations. For the younger generation, ‘loving Taiwan does not mean

hating China’ (2006: iix).

One longitudinal survey (Election Study Centre, 2011) provided the long-term trend
of Taiwan people’s Taiwanese/Chinese identity, and their attitude toward

independence or unification (Figure 2-1).

Figure 2-1. Changes in the Taiwanese/Chinese Identity of Taiwanese

Changes in the Taiwanese/Chinese Identity of Taiwanese as Tracked in Surveys
o by the Election Study Center, NCCU ( 1992~2011.06 )
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Nearly half of the respondents have been holding Chinese/Taiwanese dual identities
in the 1990s, but the percentage has been dropping. In addition, the percentage of
people who claimed themselves as Chinese only dropped from 25% to less then 4%
only. On the other hand, people opted for a single Taiwanese identity has kept
increased from 17% in 1992 to 54% in 2011, and they have outnumbered people who

hold dual identities. Wu (2004) provides several explanations for the rise of this
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exclusive Taiwanese identity. The engineering from the top leadership through

educational policies is one of them.

Despite the growing Taiwanese identity during the period, the percentage of people
who favour maintaining status quo has been the highest one since 1994 in the attitude

toward independence or unification (Figure 2-2).

Figure 2-2. The trend of the change in Taiwanese’s attitude toward unification and independence
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This survey shows the rising Taiwanese identity is becoming the dominant opinion in
Taiwan. Yet, it asks participants about their attitude toward cross-strait relationship
with a presumption that Taiwan is not yet independent so that the status of Taiwan
will be independent, unified or any other options. For the ex-president Lee Teng-hui,

Taiwan does not need to claim independence because it is already independent.
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Hsu (2004) illustrates a different and interesting picture about Taiwanese/Chinese
identity when he analyses three “political generations”, which are based on three
historical events (Taiwan’s retrocession in 1945, Compulsory Education since 1968,
and Meilidao" Incident and the United States changing its diplomatic recognition of
China from the ROC to the PRC in 1979). Among these generations, the youngest
generation demonstrated highest proportion to claim themselves as “Both Taiwanese
and Chinese” and lowest proportion to claim either “Taiwanese only” or “Chinese

only.”

Hsu’s study looks contradictory to previous longitudinal survey which demonstrates
a rising Taiwanese identity, but Wang and Liu’s study (2004) offers an explanation.
They further examine the Taiwanese identity and Chinese identity from a cultural and
political perspective. They find that about half of the respondents subscribe to an
identity of Chinese culturally and Taiwanese politically. In addition, the youngest
generation (20-29 years old) shows the highest percentage (61.2%) that claims this
kind of identity. Also, the Mainlanders are traditionally thought to hold a Chinese
identity, claiming Chinese both culturally and politically. Yet, in this study, less than
one-fifth of Mainlanders hold a Chinese identity. Instead, nearly half of the
Mainlanders have an identity of culturally Chinese and politically Taiwanese. Some

Mainlanders (12%) even hold the identification of both culturally and politically

' Mailidao Incident is also known as the Formosa Incident, which triggered the democratic
movement in Taiwan. The magazine called Meilidao (Formosa) was published privately by the
initiators of the DPP to demand and promote democracy in 1979, before the DPP was officially
established. On the Human Rights Day in 1979, these people led a march but it became a clash with
the troops of the KMT government. These people were put into jail and sentenced for 12 years to life

imprisonment but with pressure from various parties, the sentences were reduced.
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Taiwanese.

Therefore, in previous studies, the researchers did not differentiate national identity
from cultural identity underlying these terms. When participants chose both Chinese
and Taiwanese, they do not necessarily mean that they hold a dual national identity
of both Taiwanese and Chinese. They might hold a national identity of Taiwanese
and a cultural identity of Chinese. It is necessary for researchers to explore what
participants mean about Taiwanese and Chinese to distinguish if they are talking

about national identity, cultural identity or any other identities.

National identity is related to ethnicity in Taiwan. Examining Taiwanese/Chinese
national identity from an ethnic perspective, Hsu (2004) shows that intra-ethnic and
inter-ethnic marriage is related to national identity. Among different marital groups,
participants from Hoklo families show highest proportion of Taiwanese identity;
those from the Mainlander families show highest Chinese identity; those from
families of blending Hoklo and Mainlander show highest proportion of choosing
“Both Chinese and Taiwanese” during 1992-2001. More discussions about ethnicity

are presented in next section.

Hughes (2000) argues that the domestic crisis in Taiwan lies in lacking a consensus
of what constitute the Taiwanese identity among people in Taiwan. Therefore, I
explore how children from different backgrounds (children of native Taiwanese and
children of immigrants) describe ‘Taiwanese’. The role of cross-national marriages
plays in the construction of the national identity among children of immigrants is

explored in this study. As mentioned at the beginning of this section, identities are
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socially constructed and negotiated through everyday experiences and social
interaction (Brown, 2004; Goffman, 1963). Children’s construction of their national
identities in relation to social interaction and national discourses in education is

examined.

2.6 Ethnicity and nationalism

Ethnicity and nationalism are closely related. Walker Connor (1994a) uses
‘ethnonationalism’ as the synonym of nationalism because nationalism without
talking about ethnicity is empty. In many new states, ethnicity is the most salient
factor of internal conflicts (Young, 2001), and Taiwan is no exception. A better
understanding of how people imagine their identity in racial, ethnic and national
groups has been an urgent response to conflicts over belonging and nationality
(Gilroy, 1997). Some scholars think ethnicity is “a connection to a particular group
through hereditary ties” (Keats, 1997: 6). In this sense, ethnicity is what a person is.
Ethnic identity is, therefore, objectified as fixed and closed. People can not exercise
their agency to act, communicate and make choices about their ethnicity. Bloody
conflicts have been caused by absolute ethnicity. For example, the ethnic conflicts
within Rwanda had led to genocide, a massacre of millions of people. Today, ethnic

conflicts persist and people are still suffering from ethnic differences.

Current scholars tend to agree that ethnicity is fluid depending on the context. It may
be negotiable and flexible from one situation to another. In some cases, ethnicity is
‘the label a person prefers’ (Thomas, 1986: 372). Baumann (1999: 21) speaks of

“shifting identity” or “contextual identity.” He argues that ethnic identification can be
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frozen as the social climate gets colder; it can unfreeze and melt into new forms
when the social climate gets warmer. Since ethnicity is context dependent, the degree
of flexibility depends on the cultural context and social situation, which means that
in some situations, ethnicity is flexible, but in some situations, ethnicity may still not
be negotiable. People may not have a choice (Jenkins 2002). Ethnic identity is the

result of political force, social experience and people’s choice.

Ballard and Banks (1994) gives an example of choosing ethnic identity of a
British-Bengali boy to show that ethnic identity is context-dependent. It may change
according to needs and adversity. The British-Bengali boy who grew up in London
was expecting a trip back to his parents’ country of origin, Bangladesh. When he
arrived in his father’s village in Bangladesh, the cultural shock and the poverty there

made him rather call himself British.

Brown (2004) proposes that identity is formed on the basis of common social
experience, including economic and political experience, rather than culture and
ancestry. She investigates how the ethnic identity of residents in Taiwan changes
from non-Han to Han. The descendents of intermarriage between plain Aborigines
and Han people thought they were Han people. They were not aware of their
aboriginal heritage until they heard their grandmother talking it. Brown argues that
although intermarriage is a primary means for ethnic and culture change; however, a
social intervention, population registering for tax purpose, is required for ethnic
identity change to occur. The influence of social power and demographic conditions

is greater than hereditary ties and cultural force.
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From an anthropological perspective, Eriksen (1993) rejects the commonsense view
that cultural difference is the decisive feature of ethnicity. He highlights that ethnicity
is about social relationship. He suggests that ‘ethnicity is essentially an aspect of a
relationship, not a property of a group’ (Eriksen, 1993:11). Ethnicity is created and
recreated through social institutions and through people’s coping with demands and
challenges of life (Eriksen, 1993). Identity is concerned with ‘belonging’, as well as
‘differentiation’ (Cohen, 1982), and when people have a sense of belonging, this also
entails that they differentiate their self from other people and things, so identity has
‘something to do with the classification of people and group relationships’ (Eriksen,

1993:4).

The identity among mixed people and migrants is more complex. Humanity has a
long history of migration and intermarriage, which in sequence brings bi-ethnic or
multiple-ethnic offspring. In the case of ethnic identity, these people are more likely

to be marked as different and hard to find belongingness.

From an interactionist perspective, labelling theory (Becker, 1963) provides
theoretical rationales to explain how the processes of exclusion of which children of
immigrants experience relate to formation of their identities. Labelling places
individual in circumstance that makes it hard for him to continue normal routines in
the everyday life, and provoke him to behave in a way that is labelled (Becker, 1963).
When children of immigrants or other minorities are narrated and labelled as

outsiders in Taiwan, it can be hard for them to claim a Taiwanese identity.

An example of ‘otherness’ experience and its relation to idenities is illustated in
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Oikawa and Yoshida’s study (2007) in Japan. Using the idea of ‘looking-glass self” as
a theoretical framework, Oikawa and Yoshida (2007) explores how bi-racial
adolescents and young people are marked as ‘others’ in Japan and their reaction
toward this. They research young people aged 15-25 years old, having one Japanese
biological parent and having lived in Japan most of their lives. The participants recall
that they start out thinking themselves as Japanese in their early life, but they
experience stereotypical expectations of them, and they reacted in different ways to
cope with their identity. They stand out not because they act differently; rather, it is
the Japanese society considers them as different. No matter how much they look or
act like Japanese, whenever other peers find out they have a foreign parent, they
become foreign. Sometimes the discrimination is not overt, but the message is clear
that they do not belong because they are not ‘pure’ Japanese. These bi-ethnic
adolescent are viewed and labelled as different by others, so it is hard for them to
claim a Japanese identity. Consequently, they have to reconstruct their identities to

cope with it.

Another exclusion experience of immigrants is exemplified in Viruell-Fuentes’ (2006)
research on the second generation of Mexican women who were born in the United
States or migrated to there before the age of 12 shows that they found identity on
their trip back to Mexico. Nearly all of the second-generation women were aware of
belonging to a marginalized group in the United States. This was gained through
exposure to messages that marked them as different early in their lives. These
marginalizing messages came from multiple sources. In their schools and
neighborhood, Mexican American women learned that their peers considered them

outsiders. Bearing witness to the oppressive treatment of other Mexicans also made
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the women aware of their stigmatized status. They found further experience about
their status as ‘minorities’ came from everywhere in the society where the message
was loud and clear. However, the transnational contact, particularly in the form of
in-person visits, was a valuable resource for the construction of their ethnic identities.
Some women felt that their trips to Mexico nurtured their ethnic pride and helped

them hold on to a positive sense of themselves as Mexicans.

The above two examples show the experience that the offspring of immigrants have
as outsiders and how they cope with the situation to construct their identities. Taiwan
is a homogenous society like Japan. Under the context of current Taiwanese
nationalism, it is the interest of this study to examine the new generation’s attitude
and discourse toward children of immigrant, and how the discourses relate to the
formation of identities among children of immigrants. In addition, transnational
practices and personal visits to the country of origin are important for identity
formation and reformation. Transnational interactions may nurture a sense of
belonging and connect people to some cultural and psycho-social resources that they

can use to handle the tension and contradictions of constructing an ethnic identity.

In summary, ethnicity is fluid rather than fixed. It can be the result of personal choice,
social interaction, and broader socioeconomic context. Individuals with mixed
ethnicity encounter more exclusion experiences that challenge their identity
construction. The discourses of nationalism can be a source that excludes or includes
them. Children of immigrants in Taiwan are particularly vulnerable to this situation
because of their mixed background and stigmatised image. This study investigates

ethnicity in Taiwan through the perspectives among children of immigrants and

60



children of native, as well as the interaction between them. In addition, it examines
the presentation of ethnicity in pedagogy, and compares that to children’s

perspectives.

2.7 Conclusion

This chapter began by addressing the lingual and ideological problem of research
nationalism in Taiwan with the Western theories. The concept of the nation in
Chinese language and culture is more like an imagined extended family that Connor
(1994a) claim. Taiwanese nationalism has different aims and forms in different
historical periods; therefore, this thesis adopts a modernist approach to examine
Taiwanese nationalism. It examines the discouses about the discourses and traditions
of the nation that the current Taiwanese nationalism is creating, focusing on those

materials in primary school education.

Education is a vital channel to propagate national ideology to the new generation.
The highly standardized and centralized education system in Taiwan is an interesting
case to investigate Taiwanese nationalism manifested in pedagogical materials.
However, in the studies of nationalism in the curriculum and textbooks in Taiwan,
there is a lack of research about the Taiwanese nationalism after 2000 because these

studies focused on the pedagogical materials before 2000.

In addition, the process of education has been taken for granted, and the perspectives

from the students have been under-researched. I used ‘banal nationalism’ (Billig,

2005) to examine the mundane nationalism in children’s life. This thesis explores
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children’s interpretation, observation, and practice of nationalism by applying
‘personal nationalism’ (Cohen, 1996) and ‘self-nationalisation’ (Jean-Klein, 2001).
Moreover, it investigates children’s reaction to the pedagogical national narratives,
and identifies the gaps and tensions between the individual narratives and

pedagogical narratives with Bhabha’s framework.

Children and childhood has been absent in the nationalism literature (Stanbridge,

2011). Chapter 3 will address this issue, and bridge the gap between the literature of

childhood and nationalism studies.
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3 Research with Children

3.1 Introduction

This chapter begins by introducing the key concepts of the sociology of childhood,
which has become a new paradigm to discuss children and childhood from a different
angle that challenges the conventional perspective from developmental psychology.
It goes on to outline the problem that children have been marginalised in nationalism
studies, but in reality they usually become part of national projects. The absence of
children in research might derive from the lack of acknowledgement of their full
citizenship. Cockburn (1998) suggests an interdependent social model regarding the
problem of citizenship. In the analysis of children in relation to the nation, the
concept of ‘generation’ is discussed to understand children’s relation to society and
history. Finally, this chapter locates children’s construction of identity in the modern
society in which globalisation has changed people’s subjective feeling of time and
space. It opens new possibilities to build up interpersonal relationship and form

identities.

3.2 Sociology of Childhood

It is a misunderstanding that children are too young to talk about and act upon
nationalism. This misunderstanding, however, reflects the powerful influence of the
developmental paradigm on our conceptions of children and childhood, as well as

how children think of themselves, and the relationship between adults and children
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(Woodhead and Faulkner, 2008). Products and services for children, such as toys,
books, social work, law, and education, have been provided according to the stages
of development. This body of work made a significant contribution to the knowledge
of children; ironically, perhaps it is also related to the exclusion of children in
contemporary societies (Jenks, 1996). Developmental psychology has the
fundamental assumption that children and adults are qualitatively different, that
different ways of thinking predominate at different ages that correspond with the
progressively cognitive development (Burman, 2008). In addition, developmental
psychology also suggests a universal childhood, which has been critised for lacking
the consideration of historical, racial, and cultural differences (Turmel, 2008;
Burman, 2008). The developmental paradigm, therefore, is just one way to think of

children and childhood.

From a historical view, the idea of childhood is never a constant and universal entity,
but a product of power competition (Turmel, 2008). In the classic work of the
Centuries of Childhood, Aries (1973) argues that childhood is presented and
constructed in a variety of ways under different contexts. He contends that the
concept of childhood is a rather new concept, which did not exist in Western Europe
until the 16™ and 17" century in the upper and middle class. He argues that children
were not distinguished from adults in previous societies. They were treated as
miniature adults with the same capacity and rationality as other adults, but only in
smaller sizes. Everyone was a member and took part in the society except the infants
because they are too fragile because of the high mortality rate. Education at that
period was not differentiated by age, which is now considered as an indicator of

cognitive development in developmental psychology.
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However, Aries’s argument is claimed to be problematic that he has a presumption
that having a concept of childhood means having a modern conception of childhood
(Archard, 1993). Archard (1993) introduces a distinction between a ‘concept’ and a
‘conception’ of childhood, which allows us to see what different aspects are involved

to think about childhood.

The concept of childhood requires that children be distinguishable from
adults in respects of some unspecified set of attributes. A conception of
childhood is a specification of those attributes. In simple terms to have a
concept of ‘childhood’ is to recognize that children are differ
interestingly from adults; to have a conception of childhood is to have a

view of what those interesting differences are. (1993: 22)

Therefore, all societies at all time have a concept of childhood but they have different
conceptions of childhood. Social constructions makes the concept of childhood
varies in different time. For example, Rousseau’s Emile (1956) portrayed children as
pure and innocent in the eighteenth century. He also emphasised the importance of
education to children. Children were viewed as ‘natural’ and ‘uncivil’. In the
twentieth century, children were gradually removed from public spheres in Western
countries. They are kept in the family and school with the concern of protecting them
from the dangerous, contaminated and rotten adult society (James, Jenks and Prout,
1998). Childhood is therefore characterized as a period of dependency, learning and

free from economic responsibility.

However, Song’s (1996) and Zeiher’s (2001) studies about children’s involvement

and contribution to maintain their families questions the notions of ‘dependent’
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children and ‘providing’ parents in the parent-child relationship. Morgan (1996) also
highlights children’s active role by arguing that children are ‘doing’ family rather
than ‘being’ in the family. Hetherington’s (2003) study gives another example of
‘competent’ children. Children grow faster in single-parent family, in which they
could be protective toward their lone parent. In step-families, children show their
resilience and competence to adjust to new family relationships. These studies above
acknowledge children’s contributions in the families and portray a reciprocal and

interdependent relationship between children and adults.

In the field of Sociology, children were marginalized because of their subordinate
position in societies (Qvortrup, 1993). The conventional sociological studies of
children and childhood focused on the exclusive framework of socialisation with the
assumption that children come into the world like an empty cup to be filled with the
social ideas of the groups into which they are born. This framework, however,
overweighed the power of socialisation and obscured the agency of individuals
(Waksler, 1991). For example, identity is viewed as the socialized part of the self. If
the socialisation theory is true, the socialised children would grow up with a common
national identity through the same socialisation processes. Yet, individuals develop
and choose their own diverse identities. The socialisation framework also assumes
that children are dependent on other categories, such as families or schools. It is not
to say that families and schools are not important to children, but children themselves

should be the centre of analysis.

Scholars in Sociology of Childhood see children as the basic units and categories of

study (Corsaro, 2005). Here I would introduce two key features of this paradigm.
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First, childhood is a social construction rather than a natural and universal process. It
is rather a social artifact than a biological term (Postman, 1982). It is closely related
to the structure and culture in a society. There are childhoods under different contexts
rather than a single and universal childhood (James and Prout, 1997; Freeman, 1998).
Therefore, although UN Convention on the Rights of the Child (CRC) is viewed as a
crucial document for childen’s right, it is also criticised for using a universal standard

to think about children and childhood.

Second, sociology of childhood values children as social actors who are active
subjects in their own right rather than passive objects of societal force (James and
Prout, 1997; Freeman, 1998; Corsaro, 2005). James and Prout (1997) claim that
children are and must be seen as active in the construction of their own social lives.
Therefore, children are worthy of study in their own right, independent of the

perspectives of adults.

James and Prout (1997) suggests that ethnography is a useful method to research
with children, compared to survey and experiments. Yet, the choice of research
methods still depends on research questions. Ethnography is not the answer to all
research questions. In addition, in response to the need to listen to children, scholars
have developed innovative methods to involve children in research. Therefore, there
are more choices than ethnography. This issue of research methods will be further

discussed in Section 4.2.

Two analytical approaches are helpful to understand childhood: constructionism and

structuralism (Qvortrup, 2000). Constructionism adopts a pluralist position that no
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one discourse is better than the other. It doesn’t assume that professionals know
better than the researched (Stainton-Rogers, 2001). There is not a unique truth. It
tolerates uncertainty and allows different perspectives and voices. Therefore,
involving children into research, instead of research them from their parents or
gardians, enable us to get a new understanding of their lives. They are experts and
best informants of their own lives. In addition, listening and researching with

children allow children to (re)construct their own childhood.

Structuralism views ‘childhood’ as a structural category like gender, race and class
(Qvortrup, Corsaro and Honig, 2009; James and Prout, 1997; Wyness, 2006). It
locates ‘childhood’ in a macro-level (Qvortrup, 2000). This perspective puts
childhood and adulthood in equal status. In addition, it allows us to compare
childhood within a wide range of cultural, geographical and historical contexts. The
concept of ‘generation’ is a structural perspective to connect childhood to wider

social and historical contexts. It will be elaborated in Section 3.4.

3.3 Including Children in Nationalism Studies

The ideas and theories of nationalism can be traced back to the eighteenth and
nineteenth century (Ozkirimli, 2000). However, the classical debate of nationalism
marginalised many social groups, such as ethnic minorities, women, blacks
(Ozkirimli, 2000), and children. I argue that among these marginalised social groups,
children play a key role in the legacy of nation and nationalism because they are the
junctions that produce and reproduce nationalism and pass it on. However, children

remain under-researched in the debates of nationalism while studies about other
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marginalised social groups have started being produced in the 1990s to compensate

this decades-long neglect (Bhabha, 1990; Yuval-Davis, 1997).

Feminist scholarship and gender studies have been helpful for us to understand
children and nation. Children and women used to be portrayed as in need of
protection and were invisible in the discourse of nationalism. In Hutchinson and
Smith’s (1994) Nationalism, gender was placed in the last part of the book, and
called ‘Beyond Nationalism’. In its introduction, it says, ‘the entry of women into the
national arena, as cultural and biological reproducers of the nation and as transmitters
of its values, has also redefined the content and boundaries of ethnicity and the
nation” (1994: 287). In response to this comment, Yuval-Davis (2001) argues that
“women did not just ‘enter’ into the national arena-they were always there and
central to 1its constructions and reproductions, biologically, culturally and

symbolically!” (2001: 121).

Children were more marginalized than women in nationalism such that childhood
was not included in collections of nationalism essays until 2011 (Stanbridge, 2011). I
would like to argue that children are not outside of nationalism arena. On the
contrary, they are living and facing nationalism everyday, and they have been

neglected in nationalism studies.

In Taiwan, ‘children are future masters of the nation (5 2 E % AR EAS)
and ‘children are the future pillars of the nation (5 & g[S AR ARHIRERE)” are in
everyday discourses. These sayings show the undividable relationship between

children and nations. Yet, it also implicitly suggests that children belong to the future
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rather than acknowledging their current being.

Children need to be included into nationalism studies because they are not separated
from nationalism. First of all, children are not free from national and international
conflicts. Armed conflicts affect children in different ways: displacement, physical
and psychological trauma, death, being orphaned, starvation, sexual vulnerability,
and being child soldiers (Boyden and de Berry, 2004). According to SOS children’s
villages (2010), there have been armed conflicts involving child soldiers in at least
36 countries since 1998. During the Chinese civil war in the 1940s, the slogan of
recruiting youth soldiers to fight for the nationalists against the communists was ‘one
hundred thousand youth, one hundred thousand soldiers (Shi wan ging nidn shi wan
jun, +EEHETEH).” Youth were enlisted one after another no matter it was
voluntary or forcible. Eventually, more than one million youth were displaced from
the mainland China to Taiwan along with the KMT and became the so-called
‘mainlanders’. Because a martial law was enforced in Taiwan for thirty-eight years,
and visiting China was banned during that period, they had no choice but grew old in

Taiwan, being separated from their families.

Secondly, children are involved in activities related to nationalism in their everyday
life. Education is an important channel to propagate nation-building projects (Arnott
and Ozga, 2010; Bénéi, 2005; Gellner, 1983; Young, 2001). Curriculum and
textbooks delivers the concepts of national territory, history and identities as part of
knowledge. Children, rather than adults, are exactly the audiences of pedagogical
discourses. In addition to the pedagogical materials, rituals at school have symbolic

function to implant the national ideas into children’s heart. Billig (1995) gives an
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example of the United States. Since 1880s, American pupils stood before the national
flag to start their days. The ritual display of national unity in the ceremony everyday
reminds student pupils of their nation and national identity. Schools in Taiwan also

have flag raising ceremony as a daily routine.

Outside of the education system, the Scout movement, which was originally designed
to provide military training to children and youth of UK, has become a worldwide
movement. When Scouting for Boys was published in 1908, the author estimated that
only one quarter of boys were ‘under good influences’. The mission of scouting is to
extend school values to a wider social pool to guide the remaining boys to be good
citizens. Most importantly, the main purpose to cultivate good and peaceful
citizenship was to protect their nation, Great Britain. Therefore, scouting is a form to
deliver to children the value of self-discipline, as well as obedience and loyalty to the

nation.

The ‘Notes for instructors’ of Scouting for boys explicitly shows the nation needs

children.

The Empire wants your help. Bad citizenship, which ruined the Roman
Empire, is creeping in among us to-day. The Future of our Empire will
much depend on the character of the rising generation. For this too little
is at present being done in the way of development. Peace Scouting is
suggested as an attractive means towards developing character and good
citizenship. (Baden-Powell, 2004 (1908): 295)

Scouting and children played a crucial part in the national reform of the ROC. In the

“New Life Movement” (G475 H)) launched by Chiang Kai-shek in 1934,
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children, characterized with “new”, “hope”, and “future”, were regarded as the core
of the national reform (Liang, 2010). Therefore, intellectual comments and national
policy statements put much emphasis on reconstructing children’s body and thinking
to reform the future citizens, with the ultimate goal to reform the nation. During that
period, Children’s Day was introduced as a national holiday, and 1934 was promoted
as the ‘Year of Children’. Scouting became the organisation for the KMT to organize
children and young people, and it was introduced into school curriculum. Children
were requested not only to take the scout lesson at school, but also to gather together
to serve in the community at weekends. The militarized and disciplinary training at
school aimed to construct children with healthy body and strong mind for a powerful
nation. The military management continued in the education system until the
education reform in the 1990s in Taiwan, but some rules can still be found in schools

today.

Cheney’s ethnography, Pillar of the nation (2007), explores how nationhood and
childhood in Uganda were informing and constituting each other mutually. In the
construction of a new nation, children became a central trope in the discourse of
national development because children are treated as symbolic embodiments of the
future. Ugandan children actively entered into nation-building projects as
respondents and participant despite that in many ways the national discourse was
constructed from top down, and that children’s participation was still constrained by
the traditional adult notion of childhood as a passive role. Cheney’s work echoes
Stanbridge’s (2011) essay: “Do nationalist have navels? Where is childhood in
nationalism theory?” She reminds us that the ‘socialization’ in the education process

has been taken for granted. The dynamics between education process and the
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recipients need to be explored further. Her standpoint, however, still views children
as having a passive role in the education process. This thesis argues that children’s

narratives of the nation play a role as important as the pedagogical narratives.

Children and youth can be powerful in national movements. One extreme case was
the Red Guard (Hong Weibing, #[ 1) during the Cultural Revolution (1966-76) in
China. The majority of the Red Guard were made up of high-school-age youth. They
played a crucial role in the Cultural Revolution, as to eradicate the 'Four Olds' of
Chinese society (old customs, old culture, old habits and old ideas), and the ‘class
enemies’- the bourgeois and the intellectuals (Chan, Rosen, and Unger, 1980).
Therefore, children and youth are usually involved in or became part of national
projects. Children were neglected in nationalism studies not because they have no

relation to it, but because the adult researchers did not acknowledge them.

One main reason that children are neglected in the theories and debates of
nationalism derived from denial of full citizenship of children. Children are
considered as ‘citizens becoming’ rather than ‘citizens now’ (Invernizzi and Williams,
2008). In most definitions of citizenship, it requires maturity, independence,
competence and moral capacity for a citizen to fulfil their obligations and to assert
their rights. Following feminist understandings of ‘others’, Cockburn (1998)

described the common discourse about children regarding citizenship:

Children today can be described by their ‘otherness’. Children are
almost everything that the non-citizen is: they are irrational, incapable,
undeveloped or dependent and are defined in terms of what they are

not, that is adult, responsible, rational and autonomous. (Cockburn,
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1998: 107)

According to Cockburn (1998), children were active in the social and economic life
but they have been gradually excluded from the areas of public life over the past 150
years to prevent children from ‘moral danger’. Such exclusion derived from state
legislation of restriction on paid work, compulsory education, and proscribing the use
of tobacco and alcohol. Children are squeezed from an independent and self-support

role in the public sphere into a dependent role in the family.

The over-emphasis of protection can hinder children’s participation. With the
concern of protecting children in the ‘risk society’, children pay the price by losing
their freedom and rights (Qvortrup, 2000). Consequently, children are categorized as
unworthy of citizenship in current society. In addition, current laws and regulations
also constrain the possibility of children to use their agency in the name of protecting

them. Finally, children are regarded as ‘incapable’ juristically.

For example, in the Civil Code of the Republic of China (Taiwan), Article 13
indicates, “The minor, who has not reached their seventh year of age, has no capacity
to make juridical acts. The minor, who is over seven years of age, has a limited
capacity to make juridical acts.” The lack of legal status of citizenship also pushes
children out of the field of nationalism. Therefore, children’s actual capability and
contribution to the society are currently underestimated and devalued. To locate
children within the idea of citizenship, Cockburn (1998) suggests an ‘interdependent
social model’, which emphasizes that different kinds of people are connected to each

other rather than being viewed as individualised, autonomous and separated
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individuals. Therefore, adults need children, just like children need adults. They are
socially interdependent to each other. This discourse provides theoretical grounds for
arguing that all children carry some responsibility and duties in the society so there is
no reason to exclude children from citizenship. This thesis intends to extend children
potentials and their participations in research under the existing framework of

protection.

In recent years, there has been an increasing interest in the research of children and
nation (Scourfield et al., 2006; Cheney, 2007; Stanbridge, 2011). In Children, place
and identity, Scourfield and his colleagues (2006) examine how Welsh children relate
themselves to places in different levels: domestic, local, national, supranational, and
how children’s sense of their relation to space is intertwined with how they define
themselves and others, as well as their national identities. Children interpret and
construct their own national identity with limited resources in their daily life. These
children use place of birth, language, and sports as markers to define their national
identity. In the research of ethnicity, Van Ausdale and Feagin’s (2001) fieldwork in
the kindergarten finds that children as young as three years old already start to use
ethnicity and race in their play and conversations. They also applied their racial and
ethnic knowledge to conduct discriminatory behaviours. This thesis examines the
resources that children in Taiwan use to construct their national identity, as well as

how they differentiate ‘self’ and ‘other’ in terms of ethnicity.

3.4 Generation

Some scholars (Alanen, 1994; Mayall, 2000; Qvortrup, Corsaro and Honig, 2009)
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suggest that generation is a key concept to understanding the interdependent
relationship between childhood and adulthood, as well as between children and

social change.

Mannheim (1952) is credited as the scholar who brought ‘generation’ into sociology.
Individuals sharing the same year of birth are endowed with the ‘generational
location’ in the historical stream. Although the same birth year is essential for a
generation, individuals sharing the same birth year can only be credited as a cohort.
To share the same generation location, collective experiences and events in a specific
cultural and historical context is crucial to develop a common consciousness, or
identity. Those who share a generational location involved in shared experiences or
historical events become an ‘actual generation’. Sometimes concrete bonds are made
among some members of an actual generation, and they make ‘generational units’.
Mannheim suggested that the questioning and reflecting ability of an individual
emerges at about the age of seventeen; therefore the analysis of generation should be
examined among groups older than that age. His argument excluded children from
his analysis of generation. Childhood studies, however, provide empirical evidence
that children have their agency to act upon, as well as to challenge existing social

orders.

Alanen (1994) introduced the concept of generation into the discourse of childhood.
She stresses that childhood is a relational concept. Childhood exists only in relation
to adulthood. Parallel to the gender agenda that connects women’s issues to men, the
generational agenda relates children’s lives to the adult world. The concept of

generation combines two components in understanding social phenomenon (Alanen,
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2001). The first one is historical. Generation not only embraces the experience of
people belonging to the same age group, but also shows their shared location in a
historical time (Pilcher, 1998; James and James, 2008). The other component is
social. It is the shared experiences that connect members of a generation together to
develop a commonality. Therefore, the historical location of a generation reflects a

construction of narratives of the imaginary of the nation in a certain period.

Generation can be viewed as a social structure that distinguishes children from other
social groups. Although the analysis of generation is not widely used in childhood
studies, it is used in comparative study for childhoods in different social conditions,
as well as for intergenerational analysis (Alanen, 2001; Qvortrup, 2000). However,
Flacks (2007) warns that to fully understand the attitudes and behaviours of
individuals, we should be careful when we are using the concept of generation,
avoiding over-generalizing children and young people, because their responses to a
shared experience may be multiple and varied. We should also be aware of the

various adaptations that different children make to their shared circumstances.

The concept of generation has been used in the analysis of national identity among
adults in Taiwan' (Rigger, 2006; Hsu, 2004). These studies contribute to the
understanding of the dynamics of national identity among different generations;
however, children and young people are excluded in their samples. This thesis

focuses on children, hoping to provide children’s perspectives in national studies.

15 See Section 2.5.
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This study centred on the generation who grow up in the period of a large scale
Taiwanese nationalism since 2000, and therefore researched primary school aged
children. This thesis explores the nationalism in the educational system and how
children of this generation narrate the nation and their identities, as well as accept or
reject the nationalism in education. Comparisons between children of immigrants and
children of native Taiwanese are made to understand how different children cope

with the common national discourses.

3.5 Children’s Construction of Identities in Modern Society

Children use various resources to form their identities. Scourfield and his colleagues
(2006) find that place of birth, language, and sport are key resources for Welsh
children’s national identity. Some children define themselves as Welsh if they were
born in Wales, even when none of their parents are Welsh. Accent and language
emerged as the most immediate marker of different groups of people in their research.
Sport, football in their case, is an important example of banal nationalism for people

to mark national boundaries.

In the era of migration, the ethnic composition at school is getting complex. Children
interact with peers from different religions, ethnicity, race, and etc. Discrimination
and racism might be more common without enough understanding of each other.
There are examples of racism among schools in relation to ethnicity and nationalism
(Devine, Kenny and Macneela, 2008; Zembylas, 2010), and these experiences have
an impact on children’s identity development. With a more complex composition of

the society, Zembylas (2010) uses ‘intersectionality theory’ to examine majority and
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minority children’s construction and experience of racism and nationalism in the
primary schools in Cyprus. ‘Intersectionality theory’ emphasises that subjectivity is
constituted by mutual reinforcing ‘categories’ such as race, gender, ethnicity, class,
and etc. This theory helps to understand that categories (race, gender, ethnicity, class

and etc.) as separate; instead, they are interconnected.

In the era of global consumerism, television, video and the Internet provide children
a wider range of cultural and material artefacts that become another source of
identity-formation (Wyness, 2006). With the rapid transportation, mass media and the
Internet, the perception of time and space are changed in modern society (Giddens,
1991). The phenomena of ‘time-space compression’ started with increased mobility
and internationalization of capital since the 1970s (Harvey, 1990). People’s
subjective feeling about distance becomes shorter and compressed. In the era of
globalization, children have the access to know what is happening on the other side
of the earth immediately through the mass media. They can connect with their
extended family members and friends abroad though different technologies. Because
of the change in space and time, the way people categorize ‘us’ and ‘others’ are

changed. Those people who used to be far away are not so far away anymore.

Children in Taiwan grow up with the Internet and other technology that make
possible a more dense and intense interaction with their family members far away.
They might give new meaning to home/away and relate themselves to those who are
present and absent in a different way (Agnew, 1989). Transnational practices and the
visits to the country of origin are important for the identity formation of the

descendants of immigrants (Viruell-Fuentes, 2006). This is particularly important for
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the identity of children of immigrants, while they are more likely to grow up in

Taiwan but have transnational practices, which allow them to choose their identities.

3.6 Conclusion

This chapter argues that children and childhood are social constructions rather than
biological terms. From a historical view, children are constructed in different images
and characteristics under different contexts. Sociology of childhood values children
as active subjects in societies, and advocates researchers to allow children to

(re)construct their own childhood by listening to children.

Children have been marginalized in nationalism studies for lacking recognition of
their citizenship and their involvement in nation-building process. However, they are
usually in the centre of national projects as they are characterized with ‘hope’ and
‘future.” In order to include children into nationalism studies, this chapter discussed
an interdependent social model (Cockburn, 1998) to acknowledge children’s
citizenship, and the concept of ‘generation’ to locate childhood into historical and

social contexts.

This chapter finally examined the resources that children use to construct their
identities in the contemporary society. The media, increased mobility and new
technology have changed people’s subjective perception of distance. People are able
to contact and see people far away through new technologies. These mediums create
the opportunity to build up interpersonal relationships that were impossible before.

Therefore, this thesis explores the mechanism of identities formation among children
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of the new generation, especially children of immigrants. Chapter 4 will continue to

introduce the methodology in this thesis.
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4 Methodology

4.1 Introduction

This chapter provides an overview of the methodological approach in this study. It
evaluates the strengths and weaknesses of employing different approaches in doing
research with children, and presents a rationale for adopting the interview method
combined with children-friendly activities as the major research method in this study.
Documentary research and observation are also used for data collection. This chapter
goes on to discuss the research sample, drawing particular attention to the issues of
research ethics and the researcher’s role to gain a better understanding and establish a
quality relationship with participants. Finally, it outlines the process of data

collection and data analysis.

4.2 Research Methods to Research with Children

Children were previously excluded from research because they were thought to be
unable of providing valid information so researchers used to investigate their parents,
guardians, and teachers, rather than researching children directly. Children’s ability
to respond, however, is no less than adults’ ability but they require different
approaches from adults’ (Waksler, 1991). Children can be the best informants of their

life when researchers use child-friendly research methods.

This study adopts a qualitative approach which focuses on how the social world is
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viewed, experienced or produced by children in regarding to the issues of the nation
and identities. Qualitative researchers endeavour to produce social explanations of
society (Mason, 2002). Qualitative research is more flexible and sensitive to the
social context in which the data is produced while quantitative approach is criticized
for the rigid instruments. A questionnaire, for example, limits children’s responses
within the framework that the researcher provides. Nevertheless, quantitative
approach has its merits if researchers provide questions that are meaningful to
children. Children can provide valuable and reliable responses in quantitative
research (Scott, 2000). Scott (2000) suggests that the standard questionnaire is
inappropriate with preschool children, but it can be useful for school-aged children.
Some important surveys have been conducted with school-aged children (Currie et
al., 2008; Yen et al., 2002). The principle is that the researcher make children’s

interest the first priority and use children-friendly research methods.

In qualitative research, Mauthner (1997) suggests that small group interviews
combined with ethnography can be conducted for children aged 5 to 6, while
individual interviews are more appropriate for children older than 7 years old. In the
process of deciding the research method, it is preferable that the researcher give
careful consideration to these factors: children’s age, gender, cognitive development,

social economic status, and ethnicity (Scott, 2000).

Interview is the primary method used in this study to gain information from children.
The interview method is contended as one of the strongest methods of exploring
children’s own interpretation of their lives (Eder and Fingerson, 2002). It values the

subjective meanings of the participants (Bryman, 2004), and allows children to voice
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themselves directly rather than rely on adults’ interpretations. In an interview,
participants can provide not only current information but also historical information
(Creswell, 2003), which is lacking in ethnography. In addition, it is useful for the
issues that are salient but do not usually occur in daily conversations (Eder and
Fingerson, 2002). Although national and ethnic identities, the main themes of this
study, are embedded in our everyday life, it is not an issue that is common in
children’s everyday conversations. Meanwhile, people might not be aware of the
national practices they perform in their daily routines (Billig, 1995). Therefore,
interview is a more appropriate approach than observation in terms of the research

questions in this study.

This study involves children’s identity and their experiences of inclusion and
exclusion, which they might not want to make known to their classmates. In
comparison with group interviews, individual interviews provide a safe and
confidential environment that ensures the conversations would not be heard by others.
It also allows both the researcher and the participant to clarify, elaborate and probe
(Connolly, 1998). The interview strategy can help the researcher to explore and
understand children through conversation and interaction with them. The traditional
interview, which relies on continuous verbal conversations between the researcher
and the researched, however, does not really fit children’s interest. Visual stimulus
and activity interaction works better than oral expression to help children to
concentrate and to express themselves (Scott, 2000). Eder and Fingerson (2002)
suggest creating a natural context to reduce the power imbalance between the adult
researchers and child participants. It is therefore vital to develop and use methods

that are suitable for children’s interests and abilities. Using the activities they are
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already familiar with would be particularly helpful.

Researchers have successfully developed child-centred research methods, using
videos (de Leeuw and Rydin, 2007), photographs (Wright et al., 2010), pictures
(Coates, 2004), puzzles (Rutherford, 1993), performance (Woodson, 2007), internet
(Richman, 2007), drawing and writing (Christensen and James, 2000). Some use the
mosaic approach to combine different methods to gather various forms of data so that
they can get a better picture of children’s opinions (Clark, 2004). The mosaic
approach is useful because each child might have different ways to express
themselves: some are good at expressing themselves through talking, some writing,
some drawing, and some through activities. To improve children’s participation in
research, researchers need to transform complicated academic concepts into simple
and interesting activities to attract children’s interests and attention. This study uses
three activities to facilitate the interviews with children. They are mind-mapping, a
card-sorting exercise, and circles of relationship. They will be discussed in detail in

Scetion 4.3.

Finally, when interviewing children, a researcher should be sensitive to the use of
language (Mauthner, 1997; Davis, Watson and Cunningham-Burley, 2000), and the
power relationship (Eder and Fingerson, 2002). Two aspects should be considered
regarding the issue of language. First, the researcher should use a language that the
child is familiar with or good at rather than the language that the researcher prefers.
By doing so, it allows the young participants to express themselves more easily.
Different languages are currently used in Taiwan. While Mandarin is the official

language in Taiwan, the vernacular languages include Minnanese/Taiwanese (&5E),
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Hakka (%5f), and tribal languages used by the Aborigines (GIO, 2010). The mother
tongues of the participants in this study are not necessarily Mandarin. Therefore,
when I talked to children, I firstly found out what language they are comfortable with.
All participants in this study were fluent in Mandarin, and it is possibly because
Mandarin is the medium at school. The interviews were therefore conducted in

Mandarin, and sometimes mingled with Minnanese.

Second, the researcher should consider the vocabulary when talking with children.
Children have their own vocabulary which is different from that used by adults. For
example, Thorne’s (1993) fieldwork in a primary school finds that children tend to
use the term ‘kids’ to describe themselves while adults usually use ‘children’. Even if
children and adults use the same word, they might convey different meanings.
Inviting children to explain the meanings of some words that they use is helpful.
Therefore, in order to understand the children’s culture, it is preferred that
researchers spend time observing and learning ‘kid’s language’ before they start the
fieldwork (Davis, Watson, and Cunningham-Burley, 2000). I used the opportunity of

pre-pilot and pilot study to familiarise myself with children’s vocabulary.

4.3 Methods Adopted in this Study

This study obtained data from three different sources: individual interviews,
documentary analysis, and participant observation. This allows comparisons to be

made between children’s narratives and pedagogical materials.
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4.3.1 Interview

One-to-one semi-structured interviews were conducted. Semi-structured interviews
provide the researcher a guide of topics and allow flexible space for both the
interviewer and interviewee to develop further conversation themes at the same time.
An interview guide (Appendix 1) was used for the interviews. In order to answer the
research questions in this thesis, the interview guide is comprised of the following
issues: (1) social relationships; (2) language; (3) nation; (4) identities; (5)
perspectives about minorities and immigrants; (6) transnational experiences; and (7)
questions for children of immigrants about their contact with their extended family

members abroad, and cross-cultural experiences.

Three child-friendly activities were used to facilitate the interviews. These tools,
which are introduced in detail in the following sections, helped the researcher to
build rapport with children, calm their nerves, and engage their interest in this study
(Chang, 2010). These activities also served as mediums to facilitate our
conversations so that the participants could share their thoughts in a comfortable

atmosphere.

A. Mind Map

The Mind Map is a diagram developed by Tony Buzan (1974), and has been widely

used to take notes or to summrise. It challenges the traditional linear thinking and
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noting that spreads from top to bottom. Rather, it introduced a radiant thinking by
putting the core concept in the centre rather than the top. Sub-concepts are radiated
from the centre concept in the form of tree-like branches. It uses words, numbers,
graphs, colours, hierarchies, and associations to make relations among concepts or

ideas easy to organize and read.

In this study, the Mind Map was used throughout an interview for the researcher to
jot down notes. The letter, wo (ME, %) was put at the centre of a paper. New
keywords were added and connections were made between concepts derived from
the conversation (Figure 4-1). It was originally used for note taking by the researcher,
but it was helpful in many other ways. It helped children to focus in the interview,

improved the validity of the study, and assisted data analysis.

Figure 4-1. The Mind Map from an interview of a girl

Language different from China = Taiwan -

Formosa "

- Dad People of Taichung
Prefer Taiwan then Vietnam,
convenient transportation Coconut water
Good hygine - Impression Ho Chi Minh City

- Vietnam Sour and spicy feod

Bell fruit

Want to live there, fun
Fach Features - -Mom - Forsignar (Vietnam)

Homeland (GuXiang/ JiaXiang)

Hehuan Mountain summer visits: 3 eewks

=G

Birthplace Bhons

Aunt
Home (jia) A

n T:
Mother tongue Younger sister Born in Taichung

Usasiroine - nendariy - 10 years old

- Earring Pierced in Y1 in Vietnam

Use at uncle’s home 2.Taiwanese -

Language - i
Use in class and with pupils 3. American English - giiag Born in Taichung

Talk to mom at night Taiwanese

Use at grandma's home

When I was making the Mind Map, the interviewee was able to see what was written
down. Mind Map uses keywords and makes links between keywords, which are
activities that children at this age do in their schoolwork. It helped the children to
concentrate on the conversations because children paid attention to the words and

linking lines that I made.
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The Mind Map can serve as a function of respondent validation. Sometimes
researchers give the report or transcription to the informants in order to check if it is
consistent with their experiences and opinions. It helps to improve the accuracy and
credibility of a study, as well as the cooperative relationship between the researcher
and the informants (Bryman, 2004). However, giving children long pages of report
and asking their opinions is inappropriate. By using Mind Map, the participants in
this study were able to quickly browse and check the information they provided.
Mind Map is not challenging for children to read. If any information was wrongly

recorded, the child was able to correct it immediately.

Mind Map was useful to recall memory. Most children in this study had more than
one interview. In the follow-up interviews, the Mind Map helped both the researcher
and the child to recall the issues discussed in previous interviews easily. Finally, the
researcher was able to jot down the main points of the interview in the Mind Map. It
helped the researcher to browse, recall, organize, and compare ideas efficiently in

data analysis.

B. Card-sorting Exercise

National identity and ethnic identity are not easy issues to talk about, no matter
whether the informants are adults or children. A card-sorting exercise was used in
this study to facilitate the discussion regarding children’s identification. This exercise

was used by Scourfield and his colleagues (2006) in their study with Welsh children
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about place, nation and identity. This exercise is helpful to know the children’s
identity and the most important identities to them. This exercise was modified to fit

into the social context of Taiwan and the themes of this study.

The card-sorting exercise uses a batch of cards with labels (Figure 4-2). These labels
represent different identities regarding each person’s own affiliation to national
identity, place, gender, life course, religion and ethnicity. The labels include ‘Yazhou
ren i N (Asian)’, ‘Zhongguo ren H[& A (Chinese)’, ‘Taiwan ren =& A
(Taiwanese)’, ‘Taichung ren 751 A\ (A person of Taichung)’, ‘Yuenan ren #iEg A\
(Vietnamese)’, ‘Nansheng S/ (boy)’, ‘Nusheng 2z (girl)’, ‘Xiao peng you 7|\
Ak (kid)’, ‘Ching shao nian & /A>4F (adolescent)’, ‘Daren K A\ (adult)’, ‘Jidu
jiao FEE# (Christian)’, ‘Dao jiao JE#{ (Taoist)’, ‘Fo jiao {#;#{ (Buddhist)’,
‘Kejia ren &% N\ (Hakka)’, ‘Minnan ren [#]5 N\ (Hoklo)’, ‘Waixing ren 95 A\

(Mainlander)’, and ‘Yuan zhu min JF{£E (Aborigines)’.

A few cards were left blank so that the researcher and the participant could add labels
that were not included in the batch, but were important to the participant. The
purpose was to prevent the interviewer and interviewee from being constrained by
the framework that the interviewer provided. The blank card provided more
flexibility for the exercise. For example, some children’s identity was attached to
their birthplace. Although this study was conducted in Taichung city, not all children
were born in this city. The researcher added labels according to the information that

the participant provided in an interview.
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Figure 4-2. The labels of the card-sorting exercise

Place & National Ethnic Identity Gender Life course Religion

Identity

| Asian | | Hoklo | Boy | |child | |Buddnist |
[ Chinese | | Hakka | Girl | | Adolescent | | Taoist |
| Vietnamese | [ Aborigine | | Christian |
| Taiwanese | | Mainlander |

A person of

Taichung

This exercise was implemented in the following steps:

1. The researcher placed the cards one by one and discussed the meaning of the
labels with the child. If the child had never seen this label or did not understand what
the label meant, the label would be removed from the batch.

2. The child was asked to keep cards that describe her/him. The researcher
discussed with the child why s/he kept these cards.

3. The child chose one card only (the most important one) from the cards s/he
kept before, and we discussed the reason.

4, The child was asked to choose cards for his or her father, mother, best friend,

and most students in her/his class. The child chose one card for each of them.

The researcher discussed the meaning of the labels with the children in step 1

because, as adults, we take the meanings of these labels for granted, but it was not

the case for children. Some labels might have never appeared in their lives before, or
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children had their own interpretation about the labels which might be different from
the adults’ interpretation. Therefore, it is necessary to clarify how children interpret

the meaning of the labels.

C. Circles of Relationship

The construction of identities depends on the interaction with other people (Jenkins,
2008). Children’s experiences base largely on family and school at their primary
school age. Family and friends are important for children’s sense of belonging (Nette
and Hayden, 2007). It is necessary to investigate the social network that children
keep to understand how it is related to their lives and their identities. A child’s social
network might involve many people in their daily life but people in this network
impact on the individual differently. Some people, like a classmate, might appear in a
child’s life everyday, but have only very minor emotional attachment to the child.
Some people, like grandparents, have a great meaning to children even if they don’t
see them often. In this study, the research considers the subjective significant others
in children’s life. They might be extended family members, neighbours, pupils, or

friends.

The Circle of Relationship (Figure 4-3) is a valuable tool to explore the quantity and
quality of social networks by placing people in the circles according to closeness. It
has been used in research about both children and adult groups (Smart et al. 2001;
Sturges et al., 2001; Spencer and Pahl, 2004). Sturges and her colleagues (2001)

researched the perceptions of family relationship among young children (aged 4-7).
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They segmented the concentric circles into four fields to explore children’s social
relationships in four domains: family, school, relatives, and friends/neighbours.
Children placed people that they really loved, loved, liked, did not like in the circles
from the centre, respectively. In the outer circle, they were told to place any negative
contacts. In another study, Smart, Neale and Wade (2001) segmented concentric
circles into two fields (family and friends) to understand varying degrees of
emotional closeness that children in post-divorce families have with their family
members. These scholars segmented concentric circles into different fields, but the
pilot study of this research found that a map of concentric circles without

segmentations is easier for children to understand and use.

The blank concentric circles were applied to explore children’s social relationships in
this study. The materials included a blank concentric circle, pen, and blank round
stickers. In the centre of the concentric circle was placed ‘me’ to represent the
informant. Children were requested to list the people whom they felt close to. Each
of these people they mentioned was written down on the stickers. Children placed
these stickers in one of the circles according to the level of closeness. Those they
loved most were placed in the inner circle, and in the outer circle where those of less

emotional closeness.

Children in this study showed great interest in this activity, which is easy and fun for
them. More importantly, it provided emotional support for the child. A girl expressed
that she liked this activity because it was about her loved ones. Another girl thought
this activity allowed her to talk about the things in her heart. Using stickers was

particularly useful to draw children’s attention, enhance their participation and
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improve the interaction between children and the researcher.

Figure 4-3. The Circles of Relationship from a girl in Year 4

a. Original Version b. English Version

Finally, the order in which to use these activities was considered. The interviews
started with the simple and interactive Mind Map activity to build rapport between
the researcher and the participant. I was able to understand the children’s character
and abilities through the interactive activities. Afterward, the Circles of Relationship
was used to understand the significant others and their relationships. Finally,
children’s identities was explored and discussed by using the Card-sorting Exercise.
This activity was placed last because it was more complex, and the knowledge that
the researcher gained from the previous two activities was helpful in the discussion

about children’s identities.

4.3.2 Documentary Research
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Documents can represent and produce different meanings to a researcher. The
researcher can use documents as lens to the constituents of the ‘real’ social world, or
as representative of the practical elements for which they were constructed (May,
2001; Mason, 2002). This thesis does not take documents as neutral products that
reflect realities; rather, documents are viewed as social artifacts that express
constructed social realities. They are the media through which social power is
expressed (May, 2001). Therefore, they can never be read alone. Researchers should
engage with the meanings embedded in the document and locate it within a wider
social and political context to understand the intention of the authors. In addition,
what is left out from the documents might be as important as what they contain. The
particular people and events being left out might reflect the intentional
marginalization (May, 2001). Nationalism in textbooks is particularly the case when

the national narratives in pedagogy are usually tailored to fit the national agenda.

Scott (1990) advises a researcher to approach a document in terms of three levels of
meaning interpretation. First, the meanings that the author intend to produce. Second,
the meanings that audience receives in different social situations. Third, the internal
meanings that semioticians exclusively concentrate upon. As Agger points out,
documents ‘tell us a great deal about the societies in which writers write and readers
read’ (Agger 1991: 7). This thesis used documents and interviews to compare the
message between the authors (education system) and audiences (children). It
examined the pedagogical documents in order to understand how the nation is being

constructed and Taiwanese nationalism is conveyed through the documents.

Sadker and Zittleman (2010) suggest us to evaluate pedagogical documents critically
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in relation to seven possible forms of bias, which are discussed as follows.

(a) Invisibility: Invisibility is the bias that some groups or events are omitted in the
textbook, which became null curriculum —what schools do not teach (Eisner, 1985;
Flinders, Noddings, and Thornton, 1986). Students are therefore not offered the
knowledge and perspectives concerning the groups and events at schools. Therefore,
this study quests that what is omitted in the textbooks in terms of Taiwanese

nationalism.

(b) Stereotyping: we should examine if documents reproduce the stereotype of some
groups. There have been stereotypes of the Aborigines that are portrayed as
alcoholics (Cheng and Jacob, 2008) and athletes (Yu and Bairner, 2011) in Taiwan.
This study investigates the textbooks about the presentation of stereotypes of any

groups, especially immigrants and their children.

(c) Imbalance and selectivity: pedagogical documents sometimes present only one
interpretation of an issue or a group of people. A complex issue would be simplified
and distorted by not presenting different perspectives. The status of the nation in
Taiwan and its name has been controversial. Two major political parties in Taiwan,
the KMT and the DPP, posit different views on it. This study investigated how the
pedagogical documents address this issue, as well as if the narratives favour the

claim from one political party.

(d) Unreality: pedagogical documents might romanticize the nation with a

harmonious image, but neglect the social problems like ethnic conflicts and
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inequality.

(e) Fragmentation: sometimes the pedagogical documents discuss some groups or
issues in a separate inset or column, which is presented as fun facts or ‘other’ cases.
It implies that these interesting people and issues do not constitute or belong to the
mainstream culture. This study concerned if there was any ethnic group in Taiwan

being separated as the ‘other’ in the textbooks?

(f) Linguistic bias: it reminds us that language use, like word order or choices, can be
a powerful way to construct how we think about the nation. Special attention was
placed on how the pedagogical documents use ‘us’ and ‘them’ to set up boundaries of

national and ethnic identities in Taiwan.

(g) Cosmetic bias: even if pedagogical documents offer equal exposure of the
majority and the minority to avoid the bias of invisibility, it can still be an illusion if
they fail to provide enough information or to acknowledge the contribution of the
minority. Therefore, what students learn about the minority from the documents still

stays at a shallow level.

In order to understand Taiwanese nationalism in the textbooks, the Mandarin and
Social Studies textbooks used by the selected primary school in the 2009 academic
year were examined, focusing on how the concepts of nation and ethnicity are
constructed and presented in the textbooks. Appendix 2 lists the publishers of these

textbooks that were analysed. These textbooks were edited according to the

i

Nine-year integrated curriculum guideline B/ NE AR —E IR A 2 (2003
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edition).

In Taiwan, primary school students study native languages since Year 1 and English
since Year 3. Native languages contain Mandarin and local languages (Minnanese,
Hakka and Aboriginal languages). The Mandarin textbooks contain people, stories,

and cultures relating to the nation.

Social Studies class starts from Year 3 onwards in the primary school. In the Social
Studies, students learn basic knowledge about culture, history, geography, law, ethics,
society, environment, politics, economic activities, personal interaction, and civil
duties. The scope ranges across self, family, school, community, hometown, the
society in Taiwan and the international society. The contents in the Social Studies
textbooks centre on various themes in each year. In Year 3, the themes focus on
family, school, gender, friendship, neighbours and hometown; in Year 4, the
textbooks talk about culture, economic activities, population, and government; in
Year 5, the themes are about geography and history of Taiwan; and finally in Year 6
are economics, law, social change, transportation, environment, and international

relationship.

The nation and ethnicity portrayed in the textbooks were investigated by considering
the following: (1) the frequency and the way of presentation of these ideas in the
textbooks; (2) the presentation of the history of the nation; and (3) the way that
national identity and ethnic identity were constructed in the textbooks. Both the texts
and pictures in the textbooks were examined. Finally, this study paid particular

attention to Renshi taiwan 355% 151 (knowing Taiwan), which has been considered
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as an important theme that was added into the textbooks to construct Taiwan-centred

cultural and national identities (Corcuff, 2002a; Kaeding, 2009).

4.3.3 Observation

Observation is a method commonly used in childhood studies (Thorne, 1993;
Corsaro, 2003; Hadley, 2007; Palaiologou, 2008). It documents children’s life in their
daily settings and allows their direct voice and participation in the data production
(James and Prout, 1997). In order to gain detailed observation to understand the
context and atmosphere in the school setting in regard to nationalism, it was

necessary to observe the daily routines of the school.

Observations were conducted at the free time during the period of interviews.
Observations were made during the flag raising ceremony, sports day, as well as the
everyday life at school. I took photographs and made field notes about the symbols

and rituals concerning the issues in this study.

4.4 Research Participants

Primary school children are the main research participants in this study because
although identity is a fluid process and could change across an individual’s whole life,
‘primary identities’ (gender, ethnicity, kinship) which are established in early life are
stronger and more resilient to the changes in later life (Jenkins, 2004). Primary

school children usually face the challenge to think about their identity when they
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learn the lessons at school and meet pupils from different backgrounds, especially
minority children and children with mixed ethnicity (Viruell-Fuentes, 2006; Oikawa

and Yoshida, 2007).

The children in this study were comprised of three groups, according to their
mother’s original nationality: Chinese, Vietnamese, and Taiwanese (Table 4-2).
China and Vietnam are the major sending countries of marital immigrant women in
Taiwan. This study researched children of female immigrants only because the
majority (93%) of the marital immigrants in Taiwan were female (National
Immigration Agency, 2011). This thesis took children of immigrant women as a
heterogeneous group rather than a homogeneous group because of the differences in
language, religion and living style of sending countries. Immigrants from different
countries face different challenges when they moved to Taiwan. Therefore, it is

worth researching these children separately.

Children in Taiwan usually enter primary schools around the age of six. This study
researched children from Year 3 to Year 6 (ages 8-11). This study chose children
from Year 3 because pupils started to learn the Social Studies in Year 3, which is the
subject about society, history, law, and geography. This subject played an important
role in the construction of children’s conception of the nation and ethnicity. In
addition, children of this age are more literate than younger children. Children at
Year 3 had at least two years in the primary schools so they are more literate and able
to participate in individual interviews and answer the questions about the nation and

relating identities (Scourfield et al., 2006).
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Table 4-1. The characteristics of the participants in this study

China Vietnam Taiwan
Group Subtotal
Male Female Male Female Male Female
Year3& 4 1 3 2 3 3 3 15
Year5& 6 3 0 1 4 1 4 13
Subtotal 4 3 3 7 4 7 28

The research participants of the interviews in this study comprised 28 children (11
males and 17 females) coming from a variety of social backgrounds (age, gender and
parent’s origin). The interview participants were four children in Year 3, eleven in
Year 4, six in Year 5, and seven in Year 6. Eleven children were children of native
Taiwanese, ten were children of Vietnamese immigrant women, and seven were
children of Chinese immigrant women. There was not any girl of Chinese
immigrants studying in Year 5 and Year 6 who participated in this study because
there are only three girls in this category at this school and none of their parents gave
a positive consent for participation (See Section 4.5). More than half (four) of the
children of Chinese immigrant women were born in China, and three out of the ten
children of Vietnamese immigrant women were born in Vietnam. Among the children
of native Taiwanese, one child claimed to have a Hakka background, and two

children had aboriginal backgrounds.

4.5 Ethics

Ethical issues arise from every stage of research with children. Generally speaking, it

is important to prioritise children’s rights and best interests when researchers make
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every decision in a study. Children’s rights are addressed in the UNCRC in three
areas (3Ps): provision, protection, and participation. Applying the 3Ps to this study,
the researcher has the obligation to provide children participants a safe place to
participate in the study. This study took place in the school, which is a familiar space
for children. To protect children, the researcher considered any possibilities that
might be harmful to children during the research process, including dissemination.
For example, identity might become a sensitive issue if the child has been bullied or
discriminated against because of his/her minority or mixed background. The
researcher was careful about the language and wording that might cause negative
feelings among children. It is very hard to identify in all circumstance what would be
harmful, but the researcher tried to think about any possibility that might harm the

participant and prevented it.

This study passed the assessment of the Research and Research Ethics Committee
Level 2 at the University of Edinburgh before fieldwork. There are three levels of
research ethics assessment in the School of Social & Political Science at the
University of Edinburgh. All research projects must carry out a Level 1
self-assessment of ethical risks. Because this study involved children, Level 2 of
scrutiny was required to ensure that participants’ right was protected and prevent
participants from adverse effects from research. This research proposal was sent to
Research & Research Ethics Committee for examination. This study provided
satisfactory consideration about ethics and got agreement from the committee to

conduct fieldwork.

Other research ethical issues include confidentiality, reward of involvement
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(Alderson and Morrow, 2004), informed consent, privacy, and whether deception is
involved (Bryman, 2004). Maintaining confidentiality is an important but complex
issue in childhood studies. The researcher should assure confidentiality by not
revealing what the participant says in an interview to the teacher and parents.
Nevertheless, if children disclose that they are exposed to any danger, the researcher
should help to seek out protection (Iwaniec and Pinkerton, 1998). Children in this
study were informed before they participated in this study that the researcher would
not disclose any conversations to their teacher and parents. If the researcher found
out that there was anyone who needed help, the researcher would explain the
situation to the children before she discussed with other adults. I did not identify any

urgent issue in the fieldwork.

In this study, the data were gained from the interviews, textbooks and observations.
No further personal data was collected. The study sought informed consent from both
the children and their parents to join this study. The details of informed consent are
discussed in Section 4.5.1. The participants were informed about the degree of the
invasion of privacy. The names of the participants and the school were anonymised.

The names used in this thesis are pseudonyms.

The researcher was obligated to be honest throughout the study, not only to the
children, but also to all gatekeepers involved in the research, such as school teachers,
and parents. The researcher explained the study to all relating people so that
everyone understood this study. Finally, the participants received a non-cash
compensation for their time. Stationery was given to the participants at the end of the

interview.
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4.5.1 Informed Consent

Before participating in this study, informed consents were sought from both children
(Appendix 4) and their guardians (Appendix 5). To recruit the participants, I gave out
information to help them make their decisions to join or to reject. The information
included the aim of the study, the rights of the participants, the procedure of data

collection, confidentiality, the use of data and contact information.

The researcher sought guardians’ consent before further seeking children’s consent. It
adopted an opt-out access in guardians’ consent and an opt-in access in children’s
consent. Opt-out access is the way that researchers contact people through phone,
knock on doors, or send out a letter, to invite them to take part in the research. Only
those who actively reject will be excluded from research sample; otherwise, they are
approached by the researcher. Opt-in access is the way that researcher sends out a
letter to invite people to the research, and only those who agree to participate will be
approached. Opt-out access usually obtains higher return rate, while opt-in access
provides better protection and respect to people’s privacy (Alderson and Morrow,

2004).

The researcher firstly gave a letter to the parents to introduce the research project and
to seek their consent. Only when parents replied that they did not want their children
to participate in this study did the researcher make no further contact with their

children. Ten parents in this study replied that they did not want their children to
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participate. After getting consent from parents, the researcher provided another letter
(Appendix 3) to children to explain the aims of the study, procedures of the interview,
and their rights. The children read the letter themselves first. The researcher
explained it again orally to make sure that they fully understood and they had the
opportunity to ask questions. In Taiwanese society, children are used to obeying
adults, especially at school. While the study took place in school, it was important to
give children the opportunity to ask questions, leave enough time and space for them

to make the decision, and also respect their decision of refusal.

Before the interview, all participants gave their ‘active consent,” which requires each
participant to sign their name on the consent form to participate in the research
(Corsaro, 2005). Alderson and Morrow (2004) suggests that all school-aged children
should be assumed as competent to consent to participate in research. The research
subjects of this study were primary school students aged 8-11, and thus able to give
signed consent. On children’s consent form, children ticked the YES or NO boxes to
ensure they were fully informed of the following issues (Appendix 4):

® You have read the letter that Big Sister Chang gave you.

® You know that this interview is about how you perceive yourself.

¢ Did you have the opportunity to ask questions?

® Were your questions answered?

® You know that this interview is voluntary. If you refuse to participate or

decide to withdraw, you will not be punished or lose any benefit.
® You know that if there are any questions that you don’t want to answer, you

can say ‘Pass’.
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4.6 Researcher’s Role

The researcher’s role decides the power dynamics between the researcher and the
participant and it represents different epistemological assumptions about adults and
children (Mandell, 1988). Fine (1979) suggests the research roles can be
differentiated by the extent of direct contact and authority between children and
adults. He proposes four possible roles for adult researchers: leader, friend,
supervisor and observer. He advocates the friend role which is based on mutual trust
so a close relationship is more achievable. The friend role is a situation where direct
contact exists and direct authority is absent. This role draws attention to the similar
features between the researcher and the participant. Fine recognizes age could be a
dimension to separate adults from children so that it requires more time and

explanation to build a friend role with a younger child than an adolescent.

The ‘friend’ research role (Fine, 1979) and the ‘least-adult’ role (Mandell, 1988)
were used in ethnography, but these roles were not feasible for interviews in this
study. Therefore, I adopted a ‘big sister’ role. When doing interviews, it is crucial to
build rapport with participants in a short time. The least-adult role is advocated and
used by researchers conducting participant observation and the researchers put
adult-like behaviours aside and make commitment to join children in their activities
(Mandell, 1988; Hadley, 2007). Hadley (2007) points out, however, that adults can
never become children while the physical size, generational difference, adult
privileges and power inequalities do set adults apart from children. It usually causes
confusion to children at the beginning when the researcher enters their life as the role

of a least-adult. This role takes a period of time for children to get used to an adult
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who does not act or react like an adult.

I started the research with trying the least-adult role but found it was not feasible for
interviews because rapport and relationship building in interviews needed to be
established in a very short time, such as five minutes. In addition, I explained
procedures and gave instruction to the participant to do some activities during the
interview. The instructive role made it difficult to establish a friend role with equal

status with children.

When I arrived at the school, children passing by assumed me to be a teacher without
a thought because most of the adults in the school are teachers. Even some school
teachers introduced me as a teacher to the children. When I got the chance to talk to
children privately, I immediately explained to them that I was also a student, just as
they were, and they could call me “Big Sister Chang” (Chang jie jie, 7iH4H). This
role did not cause much confusion and made sense to children that an adult could still
be a student. Some of the children shared their secrets to me, such as their secret
crush on their friend. When I walked by the classroom of the children I interviewed
before, the participants were eager to say hello to me and called me ‘Big Sister
Chang.’ Yet, some children still called me ‘Teacher Chang’ and I would remind them

again that [ was ‘Big Sister Chang’.

4.7 Doing Research at School

This study was conducted in the Little Mountain primary school, a medium-size

public school located in Taichung suburb with approximately 1,600 students. This
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school was selected because of its ethnic composition and my social network so that
I was able to get access to it. In the 2008-2009 academic year, the Little Mountain
primary school had 75 children of immigrants, while the average number of children
of immigrants enrolled in the same scale primary schools was 80 (Ministry of
Education, 2009). Among these children, 60% of their mothers’ origin is China,
about one quarter come from Vietnam, and the remaining are from Malaysia,

Cambodia, the Philippines and Indonesia.

When conducting the study at schools, the children who do not go to schools are
excluded from the population. In Taiwan, however, more than 99% of school-aged
children enrolled into primary schools, and 98.5% of primary schools are publicly
run (MOE, 2011). This school can represent the typical primary schools in Taiwan.
As most of the areas in Taiwan, this school is located in the area that Mandarin and

Minnanese are the main languages.

Choosing school as the research site has some impacts on the research. School is a
location that is familiar to children. They might feel less nervous to participate in the
research in their own school. However, children might interpret the research as
schoolwork when doing research at schools (Fraser et al., 2004). Since most of the
adults in the schools are teachers, children tend to assume the researcher as another
teacher. On the one hand, they were less likely to refuse to participate. In this study,
only one child in the pilot study refused to take part, and all children agreed to
participate in the interviews. On the other hand, I needed to break down the
traditional hierarchy and unbalanced power relationship between adults and children

at school to build up the research role I took.
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In order to conduct a study in a school, negotiation with multiple gatekeepers in the
school was needed. Through social network, I contacted the Little Mountain primary
school directly with the help of my friend who is a teacher in this school. After
seeing the principal and getting her permission, I talked to the class teachers to seek

their permission to talk to potential participants in the classes.

4.8 Fieldwork

Children’s perspectives are central to this study. This section gives details of the
preparation and implementation of interviews with children. This study conducted a
pre-pilot study and a pilot study to test the interview procedures and get familiar with
talking to children. Finally, this section explains the procedures of the interviews that

were conducted for data collection.

4.8.1 Pre-pilot and Pilot Study

Before the fieldwork, a pre-pilot study and a pilot study were conducted in the same
school. The pre-pilot study was conducted in the form of group discussion in
February 2009 and the pilot study through individual interviews in March. The
purpose of the pre-pilot study and pilot study was to narrow down research questions,
test research methods, and gain experience of communicating with children. Children
in Year 2 were recruited for pre-pilot group discussion to understand children’s

comprehension level and language skills. The pre-pilot study recruited children in
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Year 2, one year younger than those for fieldwork, for the consideration that if
children in Year 2 can understand the procedures, children in Year 3 are more

competent to do so.

In the pre-pilot study, two group discussions were conducted according to the origin
of children’s mothers, Taiwan and China. Each group had three children. All the
questions and exercises were modified after the pre-pilot study to fit the ability of
children in Year 2 so that when doing fieldwork, children in Year 3 would not have
problems with the difficulty level. In the pilot study, three children of native
Taiwanese and one child of Chinese immigrants in Year 4 participated in the
individual interviews. The interview guide and the exercises were revised again

according to children’s feedback from the pilot study.

4.8.2 Data Collection

Interview data in this study was collected during a seven-month period spanning
from June 2009 through January 2010, and another month in June 2010. The
interviews were individual interviews that were audio recorded. Interviews usually
happened in a spare classroom. An interview guide and three assisting exercises
(introduced in Chapter in 4.3.1) were used. The interviews were conducted in
Mandarin because most of the children pointed out that they spoke Mandarin best.
Only two children indicated that they could speak Minnanese as well as Mandarin.
The interviews were conducted during school hours but not during the main courses

so that children would not lose their learning opportunities when they participated in
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the research. I negotiated with both the teachers and the participants about a suitable
time for an interview. Each session in the primary school is 40 minutes. However, it
usually took longer to finish all the questions and activities. If we could not finish the
discussion in one session of time, I arranged another interview with the participant.

Each child usually had two interviews.

4.9 Data Analysis

After each interview, I immediately wrote fieldnotes about the participant and the
interaction. The audio records of the interviews were all transcribed by myself as
soon as possible after the interviews to add facial expressions or body language into
the transcripts when the memory was still fresh and to identify any necessity of
follow-up interview. Doing transcription by myself enabled me to familiarise myself
with the data, which is important in the process of analysis. Laughter, pause, silence,
and body language were noted in the transcripts. Each transcript was read through

several times for me to develop emerging themes within the data.

In order to organize and manage data, this thesis used the three approaches that were
suggested by Mason (2002) to sort and organise data. They are: (1) cross-sectional
and categorical indexing; (2) non-cross-sectional data organization; (3) the use of
diagrams and charts. Cross-sectional and categorical indexing is used to set up a
systematic index for a data set to find out common principles. Non-cross-sectional
data organization is to focus on the distinctive features in the data rather than the
consistency. The third approach, diagrams and charts are useful for analytical

thinking and display.
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The data in this study includes textual documents, interview transcripts made from
audio records, field notes, mind maps, card-sorting exercise, and circles of
relationship. Data were indexed by using thematic coding which was based on
literature review and research questions. Afterward, thematic analysis and
comparative analysis were used to form the concepts derived from the data. Reading
and re-reading the data was implemented accompanied with the literature review so

that the literature could deepen and reshape interpretations and arguments.

Computer-assisted qualitative data analysis software (CAQDAS) is becoming
popular to assist data analysis (Ritchie and Lewis, 2003). NVivo (version 8) was used
to organise the rich text data, and facilitate coding process. All records were indexed

with unique id number rather than interviewee’s names to keep confidentiality.
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5 Without a Country, How Can There Be a Home?

5.1 Introduction

In the lyrics of a Taiwanese patriotic song, “guojia [#|5Z (country)”, the first line
asks, “without a country, how can there be a home?” The sovereignty of the ROC
is recognised only by a few countries in the world. Connor (1994a, 1994b) claims
that the nation is self-defined rather than other-defined. What matters for a nation
is not what it is but what people believe it is. Nevertheless, the national identity
and even the name of this nation are still debated within Taiwan. In Chapter 1, I
mentioned that the renaming campaign was a focus in Taiwanese nationalism,
especially during Chen Shui-bian’s period of office in 2000-2008. Bourdieu and
Passeron (1990) have highlighted the power structure embedded in naming and the
meaning created through the act of naming. In the case of Taiwan, evidence shows
that renaming the nation relates to the national identity significantly (Harrison,
2008). Harrison noted that a key site of identity politics is the education system,
which provided an institutional field for the legitimization of a narrative of
Taiwanese history and social life. Textbooks are the major medium through which
school students learn about the national narratives. What name of nation is used in
the textbooks and what kind of identity do the textbooks constitute? Also, what is

the nation that school students understand and present?

This chapter starts with outlining the image of the nation being constructed in the

textbooks through the names of the nation, its history and culture that manifest the
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ongoing Taiwanese nationalism. Secondly, it goes on to discuss how different
names of the nation are perceived and described by children. Thirdly, it compares
the current symbols of the nation which are presented in the textbooks, as well as
those perceived by children. Finally, it examines the status of Taiwan and its

relationship to China from children’s perspective and textbooks.

5.2 The Nation in the Textbooks

This section starts with the examination of the frequency of the names of the
nation being used in the Mandarin and Social Studies textbooks. In Mandarin
textbook, each volume contains twelve to fourteen lessons. In the Social Studies
textbooks, each volume contains six lessons. Table 5-1 shows the number of
lessons in which different names of nation appear. In the textbooks, the term
‘Taiwan’ was used much more frequently than other terms while the textbooks
were centred on Taiwan in its stories, people, history, geography, culture and so on.

Taiwan is portrayed as a place, a homeland, and a state.

Table 5-1. The number of lesson that contains the names of the nation in textbooks

Year 1-1 |12 | 2-1 |22 |31 |32 |41 |42 | 51| 52 ]| 6-1 | 6-2 | Sub-
Total

Mandarin textbook

Taiwan - - - - 3 - 2 3 - - 2 2 |12
ROC T e B e T e e B T O B )
Formosa - - - - - - 1 - - - - -

Social Studies textbook

Taiwan 2 2 3 2 6 6 6 6 22
R.O.C - 1 - 2 1 1 - 1 6
Formosa - - - - - 1 - -
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5.2.1 The Nation in the Mandarin Textbooks

The Mandarin textbooks provide students the knowledge of famous people in
Taiwan, places, cultures through stories. In Year 3, Beautiful Taiwan (3% FEH {5 1ED),
the specific theme focusing on Taiwan, provides a useful lens through which to

view the illustrated nation. It is comprised of three lessons: ‘The Home I Live in
(FAFEHIZ)’, ‘A Friend from Far Away (5 HE & /2K)’, and ‘Love from Taroko

ORI TH) .

‘The Home I live in’ praises the beauty of Taiwan, emphasising the beautiful
natural scenery, bountiful animals, and agricultural products in Taiwan. As the

excerpt below, the meaning of ‘home’ here has expanded from a family to a nation.

I, G ROTE PEEE NGtk LI5E 23/ xmy!
[My home is in Taiwan. Taiwan has beautiful scenery, rich natural resources, hospitable people,

and satisfactory life. It’s a happy home! |

I discussed in Section 2.2 that the idea of the Chinese term, guojia, is the
combination of the characters representing ‘nation’ and ‘family’. While Anderson
(1991) defines the nation as a ‘imagined community’, this concept in Chinese
language shows a more intimate meaning and relationship that the nation is an
imagined extended family. The content of ‘The home I live in’ conveys a territorial
nationalism that focuses on place. At the end of this article, it welcomes good

friends from all over the world to live here.
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‘Friend from Far Away’ is an article about the author’s friend from Britain who
visited him in Miaoli (a county of Taiwan) and their experience of travelling
together for sightseeing and the night market'®. This article focuses on the tourism,
local culture, and food in this county. Taiwanese food and scenery became the
most unforgettable memory for the British friend. In this article, food and scenery

are therefore served as symbols of Taiwan.

‘Love from Taroko’ starts with a postcard that is posted by a student to his teacher
in his trip to Taroko, an area in the east coast of Taiwan. The story goes on to
introduce the walking trails and the Aborigines. The Aborigines are portrayed with
face tattoo as a symbol of glory and adulthood. It describes that only when women
learn to weave and men learn to hunt are they qualified to make face tattoo. This
lesson portrays the Aborigines with a distinct and traditional life style, which is
very different from the Han people. I argue that this lesson can serves for two
contradicting purposes. It hightlighted the aboriginal culture as an unique
Taiwanese culture so that Taiwan could make distinction from China culturally.
However, it also gives an impression that the Aborigines are very different from
the Han, and therefore, make distinction between the Aborigines and the Han.
However, I doubted how much it is close to the current reality while the young
generations of the Aborigines have adopted the modern lifestyle. There are

aboriginal students in this school but they don’t live the lifestyle that the textbook

' A kind of market operated at night as a leisure activity for families and friends. Night markets
involve stands and shops that offers fresh-made food, leisure activities, and shopping. Some night

markets in Taiwan are well-known for tourism.
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described.

These three articles overall convey the message to portray Taiwan as the home
with attractive scenery, food, and aboriginal cultures, which became cultural
symbols to represent Taiwan. In addition, the articles are constructing a territorial

nationalism that focuses on the ideology of place.

5.2.2 The Nation in the Social Studies Textbooks

This section discusses the presentation of nation in the textbooks from three
aspects: territory, history and the concept of the nation in the textbooks. The
territory of the nation was not discussed explicitly in the textbooks. Therefore, 1
examined it by analysing the discussion of geography in the Year 5 Social Studies
textbook. The lesson describes the geographical location of Taiwan, the formation
of the Taiwan Island, and its geology, topography, climate, and resources. The map
in the lesson (Figure 5-1) not only demonstrated the geographical location of
Taiwan, but also implies that the territories of the nation. This presentation is in
accordance with the territories that Taiwanese nationalism advocates and most
Taiwanese people understand now. They are Taiwan and its offshore islands, which

constitutes Tai-Peng-Jing-Ma (Corcuff, 2005).
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Figure 5-1. The geography location of Taiwan in the Year 5 Social Studies textbook

10°E 120°E 130°E 140°E

O ESENEEIER

However, the territories presented in the textbook do not correspond to those in the
laws. The ‘Constituttion of the Republic of China’"’ stipulates the territory is
within the national boundaries, but it does not explain what the boundaries are.
Therefore, it leaves space for interpretation. The ‘Act of Governing Relations
between the People of the Taiwan Area and the Mainland Area’'® defines the

territories include Taiwan and Mainland China'®. Nevertheless, the pedagogical

"7 It was published in 1947. The Article 4 says: The territory of the Republic of China within its
existing national boundaries shall not be altered except by a resolution of the National Assembly.
'8 This Act was published in 1992, and I refer to the latest version that was updated in 2011.

1 In Article 2, it says, 1. "Taiwan Area" refers to Taiwan, Penghu, Kinmen, Matsu, and any other

area under the effective control of the Government. 2. "Mainland Area" refers to the territory of the
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narratives are presenting the territories that are closer to current situation, and
deliver this knowledge to the new generation. This shows that Taiwanese
nationalism is creating a new image of the nation through redefining the territories

through education.

In terms of the history, the textbooks describe a history of Taiwan focused on the
history on the Taiwan Island, instead of a history of the Republic of China that
usually traces back to the Imperial China. Taiwan is presented as a place going
through different periods, from the occupying of the Dutch and Spanish, having
migrants from the Mainland China, being ceded to Japan, to the period of Republic
of China. The history of Taiwan was traced back to prehistoric period as early as
fifty thousand years ago, when Taiwan had already been inhabited. In the 17"
century, Taiwan stepped into the historical times in which written records can be
found. The Dutch, Spanish, and Han people colonized Taiwan in succession since
1624. Taiwan was included as a part of the empire of the Ching Dynasty in the 19"
century, but it was ceded to Japan for fifty years between 1895 and 1945 after the
defeat of the Qing dynasty in the first Sino-Japanese war. After Japanese
colonization, Taiwan became a province of the Republic of China, stepping into

‘The period of Republic of China’ in the textbooks.

The history in the textbook presents a history of suppression and resistance. Since
the Dutch and Spanish colonialism, Han and Aborigines have been exploited, and

finally revolted. Meanwhile, with more Han immigrants from South-east China

Republic of China outside the Taiwan Area.” According to the second point, the territory includes

the Mainalnd.
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during the Qing dynasty, the Aborigines’ life and space were threatened. Conflicts
among Han people from different areas (Hakka and Hoklo) also happened. Under
Japanese colonialism, Taiwanese people tried to set up a “Democratic Republic of
Taiwan (Taiwan min zhu guo, =1 E F[H])” to resist but failed. Uprisings from
Han and Aborigines continued because of the unfair treatments during Japanese
colonialism. Finally, Taiwan was returned to the Republic of China but the 2/28

Incident caused the political and ethnic conflicts in Taiwan afterward.

The formation of the nation and national identity usually accompany with the
construction of ‘self” and ‘other’ (Alonso, 1994; Triandafyllidou, 1998). The
discourses in the Social Studies textbooks strengthened the national identity by
describing several ‘others’, including the Dutch, Spanish, Japanese, as well as the
‘significant other’ (Triandafyllidou, 1998), China. The history in the textbooks
describes the unfair treatments from the colonialism of these nations but the
textbooks do give credit to the economic development brought by these nations,

except China.

In the textbooks, the concept of ‘guojia (nation)’ was not discussed until Year 6 in
the lessons about international relationships. The lesson introduced the yearly
survey conducted by Freedom House to rank nations in the world according to
their democracy and political freedom. Taiwan was categorised as a country with
full freedom. In addition, it discussed the political challenge of the nation: “Taiwan
is one member of the international society but Taiwan usually cannot participate in
international organizations and activities because of the obstruction from China.”

From these narratives, Taiwan is regarded as the nation in the textbooks.
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In other cases, the textbook use the term ‘our country’, to avoid using any name of
the nation. For example, it describes that ‘our country’ cannot participate in
international activities because China often blocks ‘us’ from getting involved since
‘we’ are forced to withdraw from the United Nations in 1971. This pushes ‘our
country’ into a tough situation internationally and infringed peoples’ rights. It uses
the example that Taiwan could not get information and help from the WHO to
manage severe acute respiratory syndrome (SARS) in 2003 because Taiwan was
not a member of WHO. This is contradictory to the UN Universal Declaration of
Human Rights, as well as the charters of the United Nations. In the textbook, it
leaves questions for students to think if they know any other events where China
suppresses the international relationship of ‘our country’ and how it would affect
‘our country’. But what is ‘our country’? The textbook does not explain ‘we’ and
‘our country’, but usually it does not need explanations. These small words like
‘we’, ‘our’, ‘us’ are usually crucial words of banal nationalism as reminders of the
homeland and national identity (Billig, 1995). Billig (1995) argues that the context
(‘deixis’ in his word) is important for making the meaning of these words in
national discourses which we take for granted. From the contents of the textbook,

it is clear that ‘we’ are not China (PRC) but a country called ‘Taiwan’.

In addition, the economical interdependent relation between China and Taiwan
was omitted in the textbooks. On the one hand, Taiwan is one of the major foreign
investments in China (Duara, 2009). On the other hand, China is one of the most
important trade partners of Taiwan. It is estimated that about one million

Taiwanese businessmen are working in China to raise their family back in Taiwan.

123



Yet, the partnership was not mentioned in the textbooks. Finally instead of viewing
Taiwan as the nation that inherits the Chinese culture, the longest continuous
history in the world, the textbook links the origin of the nation to the Aboriginal
culture. These narratives indicate that the textbooks construct China as the ‘other’

not only in nationality, but also in culture.

5.3 The Nation from Children’s perspectives

Naming is powerful because it brings something into existence (Bourdieu and
Thompson, 1991). The name of the nation connects it to its history, territory, myths,
and symbols associated with its name (Triandafyllidou, 1998). In this section, I

present children’s perspectives on the different names of the nation.

Most children listed one or two names of the nation. The participants described the
nation in several nameszo, including “Taiwan”, “Formosa”, “Baodao”, “the
Republic of China (ROC)”, “Meilidao”, and some names they created by
themselves, such as the country of good people (haorenguo, if \[&]) and the
Republic (gongheguo, ILA[1[E]). The details of names that these children listed are

shown in Appendix 6.

Among these names, “Taiwan” was the most popular name mentioned by the
participants and it was usually the first one that came to their mind. The second

popular name for them was “Formosa”. In Appendix 6, we can see that several

0 The meanings and the origins of these names will be discussed later.
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children provided the names of cities or other states. This might be because they
mixed different scales of place, but also might just be because they misunderstood
my question. The cities they provide are usually where their home is so they might
think that I was asking about their home. As mentioned earlier the idea of guojia in
Chinese language is like an imagined extended family. It is why the lyrics
mentioned at the beginning of this chapter asked this question, ‘without a country,
how can there be a home?” Guojia conveys the ideology of the home of the

individual’s home.

Each of these names represents different meanings. The ROC can be regarded as
the representative of Chinese nationalism, while the others (Taiwan, Formosa,
Meilidao and Baodao) are symbols of Taiwanese nationalism. The ROC is the only
name that does not directly relate to the idea of the Taiwan Island while the other
four names all describe and relate to the Taiwan Island. Taiwan can refer to the
geographical Taiwan Island. Using the major island, it also represents the nation as
an island country. Formosa is the “beautiful island” in Portuguese. Formosa is
related to the history that Portuguese discovered the Taiwan Island in the 16™
century. Formosa is the name promoted by the DPP because it is the Western or
pre-Chinese name for the Taiwan Island before it was ruled by the ROC regime
(Cabestan, 2005). Originated from “Formosa”, “Meilidao” is literally “Beautiful
Island” in Mandarin. Meilidao has also become a political term because it is

closely related to the DPP and its political movement.

“Baodao”, meaning “Treasure Island” in Mandarin, also centres on the Taiwan

Island itself. This name shows the abundant natural resources in the Taiwan Island.
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Taiwan had a period of gold rush, and provided metal, timber of cypress, cane
sugar, fruits to Japan during its colonisation. It is hard to trace when this name
became popular but one of the oldest watch companies established in 1956 used
“Baodao” as its Chinese name and the shape of the Taiwan Island as its trademark.
“Baodao” has long been a popular informal name being used widely in different
ethnic groups although it is not particularly promoted by any political parties. It
survived without contradicting the discourses in both the Chinese nationalism led

by the KMT and the Taiwanese nationalism since 2000.

After explaining the historical meanings of different names of the nation, next
sections present the children’s understanding and description of the contesting
names of the nation, Taiwan, Formosa, and the Republic of China, in the order of

popularity among the participants.

5.3.1 Taiwan

Taiwan, formerly the name of the island, is becoming the name of the country,
especially after the promotion of Taiwanese nationalism. Most children described
“Taiwan’ as the name of the country. Peggy (Taiwan, Y4)*' used “island country”
to describe it. Her description reveals her perception of the status of the nation and

its territory.

2! Each participant in this thesis is presented with their pseudonym, mother’s original nationality,

and the year of study.
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Jessica: (1PN T B EIFKNE?
Peggy: EENT, A& ET
[Jessica: Do you think Taiwan a country?

Peggy: Of course. It is an island country. ]

However, not every child thought Taiwan referred to the country. Nemo (Taiwan,
Y4) had a different opinion. Like the following excerpt, he thought Taiwan is the
name of a place rather than the name of a country. Nevertheless, later in our
conversation, I asked him about the name of the nation again, and he answered

“Taiwan.”

Jessica: IS EIE ?

Nemo: &G
Jessica: HEIZ » FE1TEHE 5 B E— A THY 5 T2 G 57 2
Nemo: o ° 77

Jessica: Z—gH

Nemo: 5B E—lq)\i

[Jessica: Have you ever heard of Taiwan?

Nemo: Yes.

Jessica: Uh-huh. You think Taiwan is the name of a place or the name of a country?
Nemo: ...place.

Jessica: a place.

Nemo: Taiwan is a small island.]

How do children learn that Taiwan is a country? Like most other children, Lily
(Taiwan, Y4) could tell that Taiwan is the name of the country but she could not
provide the source she knew it. I argue that the discourse of Taiwanese nationalism
is overwhelmed in constructing Taiwan as the nation in all kind of media,
including textbooks, so that Taiwan is taken for granted as the country name by the

new generation. Only one girl, Tina (Taiwan, Y4), indicated that she came to know
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that Taiwan was a country through the class when her English teacher was making

comparison among Taiwan and other countries.

Jessica: (B EE] 557
Tina: FLEZERZRIIHFIE ERTEZE N, RGN TS G215
[Jessica: Where do you learn about Taiwan?

Tina: It was in English class. The teacher said something foreign and what we have in Taiwan. ]

Children use ‘Taiwan’ to describe the nation. When they portrayed it as an island
country and an island, the territory of the nation is constructed as well. Growing up
in Taiwanese nationalism, most children took it for granted that Taiwan was the
nation. Therefore, the construction of Taiwan as the nation in Taiwanese

nationalism is powerful for the new generation.

5.3.2 Formosa

Formosa is the second popular name that children use to describe the country and
they know about Formosa basically from school and textbooks. They cited the
story that this name was given by Portuguese to admire the beauty of Taiwan when
they sailed by the island. Shelley (Taiwan, Y6) pointed out this story was
presented in the textbook of Social Studies for Year 5, the volume introducing the
history of Taiwan. In this textbook, a paragraph said, “At the beginning of the
sixteenth century, the Portuguese sailed around the sea by the southeast of
mainland and saw an island with green hills and clear waters. They called it

‘Formosa’, meaning ‘beautiful island’.” This lesson was provided for Year 5
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students, but Emma (China, Y3) in Year 3 also mentioned this story. She noted that
there is a section of ‘Beautiful Taiwan’ in the Mandarin textbook. Her teacher
talked about this story in the class although there was not any direct description

about Formosa in this section.

Jessica: {fiEE RIS MU 11851

Shelley: [BFK? [ Y1/55F?

Jessica: &

Shelley: & /&y

Jessica: fIBIRE NI FF?

Shelley: #FRIEY, LIBTHISF

Jessica: B 1EYIHEARE L BT f BT DI
Shelley: 71 GE#RIIiF ik A

[Jessica: What is the name of our country?

Shelley: Country? The name of the country?
Jessica: En.

Shelley: Taiwan.

Jessica: Does it have any other names?

Shelley: Formosa, the previous name.

Jessica: En. Where do you know that it is called Formosa before?

Shelley: The Social Studies textbook in Year 5.]

In addition to the story about the Portuguese, Harry (Taiwan, Y4) connected
Formosa to a story about Dr. George Leslie Mackay in the Mandarin textbook for
Year 4. Examining the textbook Harry mentioned, there was a lesson to
commemorate Dr. MacKay who came to Taiwan for his mission and finally
devoted his life to the medicine, public health and education in Taiwan. This
lesson started with this sentence, “Dr. George Leslie Mackay is a priest, a doctor,

and an educator who dedicated his life to Formosa-Taiwan.”

129



Jessica: FITE AW FEEEE] 5 B E L Formosa?
Harry: ZfK

Jessica: FEANNE » Eiif EERAKIE ?

Harry: ZEG5

Jessica: [HHRANE * (1T/EHFIR LEHIPT 2
Harry: FLEBETELNT

Jessica: WE~ JEGHM @ HE #1157
Harry: FLi#EMF] Formosa 5[5t

[Jessica: How did you learn that Taiwan is called Formosa?
Harry: From textbook.

Jessica: Textbook, from Social Studies textbook?
Harry: Mandarin.

Jessica: Mandarin textbook. How did you learn it?
Harry: It talked about Dr. Mackay.

Jessica: En, what did the lesson talk about?

Harry: It said that he devoted himself to Formosa.]

Apart from these two stories in Social Studies textbook and in the Mandarin
textbook, there is no other content in textbooks that mentioned Formosa. Despite
its relatively low exposure in the textbooks, ‘Formosa’ is formally introduced and
promoted with explanation of its origin and meaning through the pedagogical
materials and teachers. Therefore, children remember vividly that Formosa is the

synonym of Taiwan, even if it is a translation name from Portuguese.

There has been a rise and fall in the use of the name Formosa. The island of
Taiwan used to be better known as Formosa internationally in the 1940s (Chen and
Reisman, 1972). In addition, Formosa was used by early independence activists
and they referred to the island’s people as Formosans to retain its distinctiveness
and a historical legitimacy to resist the KMT’s legitimacy of ruling this island, but

the name Formosa fell into disuse since the late 1950s (Harrison, 2006).
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Nevertheless, Formosa is now being promoted in the textbooks again although the
identity being promoted is no longer Formosan, but Taiwanese. In contrast, the
Republic of China (ROC), which is discussed in next section, appeared more in
frequency in the textbooks (see Table 5-1), but children’s understanding of the

ROC is vague and unclear.

5.3.3 Republic of China (ROC)

Republic of China is the current official name of Taiwan. This year (2011) the
ROC is celebrating its 100™ anniversary. This fieldwork was conducted in 2009
before the country celebrated its 99" and 100™ anniversary vigorously in 2010 and
2011. Nevertheless, to what extent do children understand the ROC when they

have learned that the nation is Taiwan in Taiwanese nationalism?

Less than half of the participants could connect the ROC to the country. Only two
girls, Peggy (Taiwan, Y4) and Yumi (Taiwan, Y5), spontaneously described the
ROC as one of the names of the country. Another six children said that ROC was
equal to Taiwan when I mentioned the ROC, but it was not the name that came to
their mind in the first place. Shelley (Taiwan, Y6) listed most names of the nation,

including Taiwan, Formosa, Meilidao and Baodao, but the ROC was left out.
Mia (Taiwan, Y6) pointed out that ‘“Taiwan’ was more common and she was not

familiar with the name ‘Republic of China’. Her excerpt shows the ROC is

disappearing in the pedagogical materials.
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Jessica: {fiffIBIrERC PN g N 52 73 R 5 ?

Mia: {77t B iR A . 2

Jessica: (FEEBEEIHG, 13 R E S 1777 F e85!

Mia: 13 ). B, PRl 7

Jessica: WIAIL#ES S /17?

Mia: il E23)

[Jessica: What is the name of our country that you are taught? The Republic of China or Taiwan?
Mia: You mean in the textbook of social studies or...?

Jessica: In your understanding. Have you ever heard of the name, Republic of China?
Mia: Republic of China. Yes (hehe)...I have sent it back (to the teachers)22.

Jessica: which one is more common?

Mia: Probably this one (Taiwan). ]

One girl described the ROC as the previous name of the nation and said it was no
longer used. This shows that the idea of the ROC begins to disappear in the new
generation. As Renan's famous comment “for the essence of a nation is that all
individuals have many things in common, but also that they have forgotten many
other things” (1990: 11), Taiwanese nationalism in the educational system has
removed the ROC as the nation so that the new generation forget about it, in

accompany with creating a new nation, Taiwan.

Jessica: (AIRETT/ESE T HEREE 2

Shelley: &l - < o JLLUFT &S EHI5F

Jessica: WE » BT 5 R ILEE 65 F0E 2
Shelley: /25T

[Jessica: Do you know what the Republic of China is?
Shelley: Hmm...it is the former name of Taiwan.
Jessica: Oh...Is Taiwan still called this name now?

Shelley: Not any more.]

*2 Tt means that she forget what the ROC means although she learned about it before.
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Six children® said that they had heard of the ‘Republic of China’, but they did not
know what it meant or where it is. Another five children** referred the ‘Republic
of China’ to China (People’s Republic of China). For example, Steve (China, Y4)

described the ‘Republic of China’ as a place different from Taiwan.

Steve: FGHTF T HELCAELE B TIIATESS 517 IHEE 1T e e 111 e =
B TR

Jessica: ST HEREIR G HE1— 161

Steve: I » #f

[Steve: I think the Republic of China belongs to China, but I think Taiwan is independent, that is,
Taiwan is Taiwan. It is not a part of the Republic of China.

Jessica: So the Republic of China is different from Taiwan?

Steve: En, Yes.]

Analysing the usage of the ROC in the textbooks, it is not hard to understand why
children are not familiar with this term. In the textbooks, the ROC is usually not
presented in its full name, but in its abbreviation form, minguo [X[&]. Minguo is
used to represent the civil calendar, ROC year, rather than connecting to the
concept of the nation. The ‘ROC year’ is calculated from 1912, which is the
founding year of the Republic of China. Therefore, the year 2011 is the 100" year
in the civil calendar. In Taiwan, this civil calendar ‘ROC year’ is used in official
documents and for ordinary usage, including in the education system. In the

Mandarin textbooks, only the ‘ROC year’ was used, and the full name of the ROC

2 Cinday (Y3, China), Ray (Y4, Taiwan), Gina (Y4, Vietnam), Bruce (Y5, Vietnam), Mike (Y5,
Taiwan) and Mia (Y6, Taiwan)
2 Steve (Y4, China), Nemo (Y4, Taiwan), Joanna (Y4, China), Oliver (Y5, China), and Cathy (Y6,

Taiwan)
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never presented.

The usage of the ROC spread in a wide range of volumes in the Social Studies
textbooks but most of them are still used for the ‘ROC year’, except in Year 5. It is
the only explanation of the ROC. The contents were limited to two paragraphs.
The first paragraph mentioned that the ROC was established by Dr. Sun, Yet-sen in
1912, and the other paragraph described ROC as the current regime ruling Taiwan.
Therefore, it was not until Year 5 that there is an explanation about the ROC in the
textbooks. Compared with ‘Taiwan’ that is portrayed as the home in Year 3
textbook and ‘Formosa’ as the synonym of Taiwan in Year 4 textbook, the ‘ROC’
is presented later and not linked to the idea of home or country. It is difficult for

children to connect themselves emotionally with the ROC.

While the ROC is barely discussed formally in the pedagogical materials, the
participants still learn or hear about the ROC from various channels, which are the
(1) civil calendar, (2) songs, (3) class, (4) stamps and coins, (5) everyday

discourses. They are discussed respectively below.

Firstly, the civil calendar is the most common channel that the participants came to
know about the ROC. The participants indicated that the ‘ROC year’ is used and
seen to show the date on the banner of the sports day, contact book (J#%5#)™,

blackboard26, and forms. For some of them, the ROC is a form of time only. Some

of them did not know what these words meant and why the ROC year was used.

» The contact book is a booklet to facilitate teacher and parent’s communication on a daily basis.

%6 On the blackboard in the classroom, there is always the date of the civil calendar.
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Jessica: (i iF S HEHER] i H L7

Cindy: FTEBEHIIFIE

Jessica: FEBJEHINFIZ EBIEH IS 3R E?
Cindy: Ig...7%5 I

Jessica: EHINE L /EEE?

Cindy: IE... 1HELE.. T/ FEB)

Jessica: Where do you hear about the ROC?

Cindy: On sports day.

[Jessica: On sports day. Why there is the ROC on sports day?
Cinday: Hmm...on the speech platform.

Jessica: Really? What does it write?

Cindy: Hmm..The 98th ROC Year Sports Day.]

Jessica: H1IE 1 /5F?
Harold: CFEEHH
[Jessica: What does the ROC mean?

Harold: It means year, month and day.]

Secondly, four boys27 expressed that they learned about the ROC from the national
anthem, the national flag songs in the flag-raising ceremony, and a patriotic song
-wo ai chunghua FX%J3E (I love (Republic of) China). Thus, I examined the
lyrics of these songs. In Mandarin, the Republic of China is composed of four
Chinese characters, chung hua min guo. These three songs all show the ideas of
the nation and patriotism but only the patriotic song has the full name of the
Republic of China in the lyrics. The lyrics of the national anthem only used its
abbreviated form in the last two characters, minguo (meaning “the Republic”). In

the national flag song, there is not any Chinese word relating to the ROC.

27 Ray (Y4, Taiwan), Harry (Y4, Taiwan), Kevin (Y5, China) and Oliver (Y5, China)
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The lyrics of the national anthem came from a speech delivered by the national
father, Dr. Sun, Yet-sen as an exhortation to the Whampoa Military Academy (%
HiE#%) in 1924. The exhortation was firstly designated as the party song of the
KMT in 1928, and then used as the national anthem of the ROC since 1937 (GIO,
2010). It starts with talking about the Three Principles of the People (=1 5%),
the fundamental doctrines that Dr. Sun Yet-sen held when he established the ROC,
and then he encouraged people to unite and to strive hard to follow the principles.
In the end, the lyrics mention blue sky, white sun and red land, the three features of
the national flag (Appendix 7). They are also the symbols of the blood shed for
freedom and equality, and for revolutions that overthrew Imperial China and

established the ROC.

The patriotic song, wo ai chung hua (3% H13fE), is literally ‘I love China’. The
lyrics praises that the nation has a long Chinese history and how great it is that
different ethnic groups can be in the same family. It also encourages people to
fight against the communists and to restore the Republic of China in the Mainland.
Hence, even the lyrics of these three songs do not necessarily link to the ROC
directly or explicitly, they are generally related to the ideology of Chinese

nationalism focusing on the ROC.

Children are performing nationalism through the national songs and patriotic songs
because national flag raising ceremony is a ritual display of national unity (Billig,
1995). Taiwanese students used to gather and stand in front of the national flag
every morning, but this everyday ritual has been cut down now. In this primary

school, according to Mia (Taiwan, Y6), they gathered together on the playground
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for flag raising ceremony on Monday only. The students sang the national song
and saluted to the national flag when it was raised. On Wednesday and Friday,
instead of gathering on the playground, they stood outside of their own classroom

to participate in the ceremony.

The decrease of the frequency of national flag raising ceremony and its flexible
form is also an act of Taiwanese nationalism to resist Chinese nationalism in the
ceremony. The Democratic Progressive Party (DPP) views the national flag and
the national song as the symbols of the KMT. The national flag contains the party
symbol of the KMT, and the lyrics of the national song tell to obey ‘my’ party,
which refers to the KMT. In addition, the nation that the national flag and national
song are designated to is the Republic of China, which is thought by the DPP as a
foreign regime or colonial regime that ruled Taiwan and imposed Chinese

nationalism before.

Thirdly, two participants expressed that they learned about the ROC from class,
teacher and textbook. Tim (Taiwan, Y3) indicated that he learned about it from the
Social Studies textbook. Yumi (Taiwan, Y5) knew it because her teacher talked
about the story about Chiang, Kei-shek in the class but she also expressed that she
has never learned about it from the textbooks. Another nine children directly
expressed that they have never learned about the ROC from the textbooks. This

indicates that the ROC was marginalised in the current pedagogical narratives.

Fourthly, some participants know about the ROC from national objects, such as

stamps and coins. The stamps in Taiwan used to have “REPUBLIC OF CHINA” in
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both Chinese and English. During Chen Shui-bian’s office, in the name of the 60"
anniversary of the 2/28 Incident, the words on the stamps had been changed to
“TAIWAN” in both Chinese and English in February 2007. The sign on the stamps
was changed to “REPUBLIC OF CHINA (TAIWAN)” shortly after Ma
Ying-jeou’s presidency in a low key in 2008 (Now News, 2008) This renaming
movement was one of the campaigns that the independence-leaning government

initiated to segregate from the PRC and to declare sovereignty.

As children noted, coins and banknotes usually bear national emblems (Billig,
1995; Corcuff, 2002a). The current coins in Taiwan are shown in Appendix 8. On
the front side of each coin, there is the issue year of the coin and a symbol, usually
a portrait. The issue year is based on the civil calendar, the ROC year. A symbolic
change of Taiwanese nationalism can be found on the portrait on the coins. The
coins used to use the portrait of Chiang Kai-shek, and the Central Bank published
the coins with the aboriginal hero, Mona Rudao, in 2001. Afterward, the coins start
to use other portraits. Reducing references of former leader, Chiang Kai-shek, who
led the ROC regime to Taiwan, and use other figures serves a symbolic
transformation in accompany with replacing the ROC with Taiwan in Taiwanese

nationalism.
In addition to the sources mentioned above, the participants mentioned that they
knew the ROC from the everyday discourses, such as their parents, and baseball

games on the TV.

To sum up, even when children have these resources to know the ROC in their
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daily life, they do not have clear ideas about what the ROC represents. Instead of
recognising that the ROC is the name of the nation, many children thought the
ROC is a way to represent the year. Comparing children’s response to the name
“the Republic of China” with “Taiwan”, children are more familiar with “Taiwan”.
When I discussed “the Republic of China” with the participants, most children
showed uncertainty, unfamiliarity, or even confusion about the meaning of this
term, which indicates that this name is being forgotten among the new generation.
Nationalism is not just about remembering, but also about forgetting (Gellner,
1983; Renan, 1990). In the case of Taiwanese nationalism, it is successful in letting

the new generation forget the ROC.

5.4 The Symbols of Taiwan

This section discusses and compares the symbols used in the textbooks and those
used by children to represent Taiwan. In the textbooks, the national symbols, such
as national flag, national song, national emblem, were not formally discussed or
presented. Rather, the textbooks use the national flag to discuss the challenge that
Taiwan faced in the international society. For instance, the flag of the Chinese
Taipei Olympic Committee was presented to demonstrate that Taiwan cannot
receive equal rights in all international sports events because of the oppression
from China (Figure 5-2). Another picture (Figure 5-3) shows that a Taiwanese
athlete held the national flag when he won an international competition. This
picture demonstrates the effort and desire to show Taiwan to the international

society.
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Figure 5-2. The flag of the Chinese Taipei Olympic Committee

Text: My country can only use the flag of the Chinese Taipei Olympic Committee to represent

the country when attending Olympics so we cannot receive equal rights.

Figure 5-3. National flag held by a Taiwanese athlete

Text: Kevin Lin took the national flag
when he won the champion in the 2006
RTP Four Desert Marathon, raising the

visibility of Taiwan.

The Social Studies textbooks used a number of cultural symbols to outline Taiwan.
They include local cultures, tourism, food, literature, music, Taiwanese opera, and
festivals. Festivals, especially Aboriginal festivals, are offered not only to
represent aboriginal cultural, but also a symbol of traditional culture. For example,
the cover page of the lesson of the ‘population of our hometown,” uses a photo of
an aboriginal ‘life bean festival’ to bless the newlyweds (Figure 5-4). The text

explained that ‘life bean’ grows seeds even in tough environments so it is usually

140



given as a gift in the weddings of this tribe. The symbol originally used only in an

aboriginal tribe was extended to represent the whole population in Taiwan.

Figure 5-4. ‘Life bean festival’ was introduced in the lesson on population.

To explore children’s opinions about the symbols of the nation, the participants
were asked what they would like to talk about if they were going to make a short
film to introduce Taiwan. Their responses can be categorised into national and
cultural symbols. For national symbols, children used the national flag, the
president, and ‘the shape of Taiwan’ as symbols of Taiwan. In terms of cultural
symbols, children usually talk about tourist attractions, famous buildings (Taipei
101, Fort Zeelandia), food, and language. Harold expressed that Taiwan used
Chinese as subtitle on the TV. Mike used ‘guo zi [B5~’ (Chinese character) as a
symbol for Taiwan. Some popular attractions include Jade Mountain, Ali Mountain,

Sun Moon Lake, Yehliu®, Kentingzg.The participants revealed that they learned

% Tt is a cape on the north coast of Taiwan. It is a geological attraction famous for the stones,
especially a stone’s shape looks like the Queen’s head.

¥ Kenting is a national park located in southeast part of Taiwan. Its beach is a popular attraction.
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some of the attractions from the textbooks, rather than visiting there in person.

They also mention some local parks or hills of Taichung, the city where they lived.

Food was a salient symbol of the nation that was used by the children. The
participants provided a long list of local cuisine that are available in night markets,
such as beef noodles (4}-[Aj%ii), ginger duck soup (B R}HE), oyster omelette ({1
H), bawen (JA[H]), and the suncake (K [58f), which is a popular dessert originally
from the city where this study was conducted, Taichung. The ginger duck soup,
oyster omelette, and bawen can be viewed as food that is originally from Hoklo
culture because they were Minnanese words being translated into Chinese
Mandarin characters. Therefore, Hoklo culture is dominant in the Taiwanese

culture.

Jessica: 1B EBI A G 1R A 5 I ME 2

[Jessica: How would you introduce Tarwan to people never been to Taiwan?]

Anne: /N BILHTI01 » IRIIGEZERIAH#E - R E1EE

[Anne: local cuisine, Taipei 101, Taiwan High Speed Rail, Taiwan Railways and Mass Rapid Transit]

Mia: AJEEFEIRALZ 5780 NE » BIZITS T RT (575 ) @ B ER EE. IS IRAE - 1~
RELEFN TS BN T NYT » B L e R &S
[Mia: Maybe tell them the Taiwanese local cuisine, such as oyster omelette and stinky tofu, which is very

tasty, or show them around]

Cathy: 5B NETITFIE » B APPSR AL o - ZEAAL L B L
AR5
[Cathy: Taiwanese local cuisine is very delicious and some local places are nice. They can go mountain

hiking...and the Dadu Plateau, with very beautifill night scenes.]

These symbols outlined by the participants can particularly reflect the
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‘performative narrations’ from children and the gap between then and ‘pedagogical
narrations’ (Bhabha, 1990). While the textbooks use many aboriginal symbols to
represent Taiwan, none of the participants mentioned aboriginal symbols. The
participants used the symbols in their own lives and the things they do to sketch
the nation in their eyes. It is the ‘personal nationalism’ (Cohen, 1996) the

participants do in remembrance of the nation and their national idenity.

Food is not just for daily nutrition; rather, food is an important medium for social
relations, and, therefore, shaping identity in Taiwan (Stafford, 1995). Food culture
has been an important national symbol of Taiwan but it was neglected in the
literature of Taiwan studies. In Taiwan, the most common greeting would be ‘have
you eaten yet?’, rather than ‘how are you?’ (Stafford, 1995). Food is the starting
point of a conversation and relation building. Stafford (1995) highlighted the food
symbolism embedded in the Taiwanese culture in his ethnography in a fishing
community. For a Taiwanese family, food serves as a reflection of the family to the
outside world. The wealth and well-being of this family is reflected in their ability
to serve food to someone from the outside. Also, sharing food is a way to build and
to highlight relationships. As I discussed earlier that the nation is like an imagined
extended family in Taiwan, food symbolism can also be used to show the the

nation to the outside world.

Food is an essential part of the shared memory and the national culture so it is
where nationalism manifests in everday life (Holtzman, 2006; Caldwell, 2002;
Wilk, 1993). In the case of Taiwan, food is a representation of the nation to the

outside international society. One example of food symbolism can also be seen in
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the 21th Summer Deaflympic Games in Taipei in 2011. Cuisine of Taipei was
transformed into a dance show in the opening ceremony and typical ceremonial
rites in the closing ceremony were replaced by a big Taiwanese-style banquet

which allowed all athletes to taste local cuisines.

When I discussed about the difference of countries, children in this study usually
refers to the food difference. I present three examples here that how children use
food to described the difference between Taiwan and other countries, like China,
Korea, and Vietnam. Firstly, when I asked Oliver (China, Y5) about the difference
between Taiwan and the city he visited in China. He spontaneously enquired if he
could talk about food. Secondly, Peggy (Taiwan, Y4) also used food, such as
Kimchi, to differentiate Korea and Taiwan when she recalled her visit to Korea.
Thirdly, Tim (Vietnam, Y3) indicated food as one of the features of Vietnam.
These examples show that food is a salient symbol that children use to identify and

differentiate Taiwan from other countries.

Jessica: FHETIE( 118 ?

Oliver: .. JIZHTHILUEG 2

Jessica: AL

Oliver: F## SN

[Jessica: What else do you think of (about the difference)?
Oliver: Hmm...Can [ talk about food?

Jessica: Sure.

Oliver: Mung bean cake.]

Jessica: B E R R IFHBIR G B 1R G 1121 F7

0 It was the world games for the deaf. Unlike the athletes in Olympics, the Deaflympians cannot

be guided by sounds.
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Peggy: W, IEHIRIG—FE T4, HETMTEF, A1
[Jessica: Is there any difference between Koras and Taiwan?

Pegoy: Yes, what they eat 1s different, such as Kimchi and the bean thread is thick.]

Jessica: 1T ESETHTER @ T 1FERT B 1BFF I 77 2
Tim. BeFEHIEE » HE G TR » RN

Jessica: N TEWFLES ENT ?

Tim: BHME - - KEH, ZHTR, B L2

[Jessica: How would you introduce Vietnam? What is special in Vietnam?
Tim. The local products, fun places, buildings and parks.

Jessica: What local products do they have?

Time: They have...short rice noodles, hofan, and the raw spring rolls.]

Sports is never merely sports, rather, it has a political and social significance. It is
a way to wave flags to ‘our victories’ and ‘our heroes’ that signifies nations (Billig,
1995). Sport is the site where national identity is shown in the adult world (Young,
2001; An and Loh, 2010), as well as for children in Wales (Scourfield et al., 2006).
In Taiwan, baseball and tackwondon usually become the time to arouse strong
emotion in relation to ‘our’ nation. Nevertheless, sports played a minor role among
Taiwanese children in this study. None of the participants talked about sports to
represent Taiwan. Only one girl mentioned that she learned the name the Republic

of China from baseball games.

5.5 Is Taiwan Independent?

Independence of Taiwan is a controversial issue, and even a taboo under China’s
threat of force. I discussed with children whether Taiwan is independent or a part
of China. Most children are not sure about the relation between Taiwan and China.

Nevertheless, eighteen children claimed that Taiwan is independent or not a part of
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China, and three children thought Taiwan is a part of China. There is no salient
difference in their school year, gender and mother’s origins with regard to their

opinions on this issue.

Peggy (Taiwan, Y4) was an extreme case who held a strong position on the

independence issue. She disagreed that Taiwan belongs to China strongly.

Jessica: 1B G HE IR — 577
Pegay: INE, BRI
Jessica: {FIRES
Pegey: i

[Jessica: Do you think Taiwan 1s a part of China?
Peggy: No, oppose firmly.
Jessica: You oppose (o it.

Peggy: Objection.]

Children have various reasons to support their standpoints. For those who believed
Taiwan was independent, the reasons were oriented from history, language
difference and geographical separation. Tina (Taiwan, Y4) and Kat (Vietnam, Y6)
believed Taiwan was independent from a historical perspective. Both of them
indicated that Taiwan used to belong to China but Taiwan is independent now. Tina
used the Chinese Civil War in the 1940s to explain that Taiwan became a new
country after the war. In Kat’s interview, she mentioned Taiwan is her country
when she chose ‘Taiwanese’ as one of her identities so I continued to use the word
‘country’ in the conversation. In the excerpt below, she said Taiwan used to be a
part of China but Taiwan has separated from China so Taiwan should be

independent now.
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Jessica: FHEEN BAZFFEBE TIN5t » HLENFEE BE R 11 » HARETRIE ?

Tina: &% 0} !

Jessica: TEEFEEL ENIRFBEN F 1B —1F ?

Tina: FLEEER » FEIAMNT - K5 B E TR » e st - & B 2TE %
IR T A o e C Y

[Jessica: Some people think Taiwan is a part of China and some people think Taiwan 1s independent.
How do you think?

Tina: Taiwan is independent!

Jessica: What's the difference of Taiwanese and Chinese?

Tina: My dad said... Those Chinese...because those people fled to Taiwan so he said that we set up a

country afterward. Hence, Taiwan should be, Taiwan is independent itself.]

Jessica: FIEE—NTEIRK » 52 12— MBI - 18521 5 B B E ?
Kat: a5 B e B - (HE 5 B 1 T HT

Jessica: PITLAGFFE L HTB I FIELRE - -

Kat: LU

[Jessica: China 1s a country and Taiwan is a country. Yel, you think Taiwan belong to China, right?
Kat: The thing is... Taiwan belongs to China but Taiwan is independent now.

Jessica: Do you mean that it used to belong to Chinaor ....7

Kat: It used to be. ]

The linguistic differences, accent and the written words, were referred to by
Lindsey (Vietnam, Y4) and Mike (Taiwan, Y5) to claim that Taiwan was

independent.

Lindsey: &7 EH 1717

Jessica: K FI1/2E ?

Lindsey: AIF5HIEGHS... Il = » HARINTT &
Jessica: B » I TH iai e E/EEfRAY ?

Lindsey: ZFRE#ET

[Lindsey: Taiwan is independent.

Jessica: En, Why?

Lindsey: Because China’s....the speaking language 1s slightly différent from ours.
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Jessica: Uh-Huh, how do they speak?
Lindsey: It seems that they roll the tongue.]

Jessica: IR HHEEN EETE S B E BTN AL 5 R L e I
X o (HTRIE ?

Mike: i EEH#

[--]

Jessica: FE0 B G BN TE BTN THI ? HEFNTE CHE—MEE  fTE g1 ?
Mike.... Ze /M eI Ee T

[Jessica: Taiwan and China...some people think Taiwan belong to China and the others think Taiwan and
China are two independent countries. How do you think?

Mike: They use simplitied Chinese.

[--]

Jessica: Traditional. En, Do you think we belong fo them? Or we are a country itsell, and they are the
other country.

Mike: ... We belong to ourselves.]

Both Oliver (China, Y5) and Sean (China, Y6) visited China because their mothers
are from China. They thought Taiwan was independent from a geographical
perspective, which reflected a territorial nationalism. Oliver thought Taiwan is
independent because it is an island. Sean thought Taiwan was independent and he
visited China every summer. I discussed with Sean that when he visited China, he
might have faced the situation that Chinese people told him that Taiwan is a part of
China and asked how he dealt with it. He said he would refute them with
geographical separation, that is, people need to take an airplane to transfer from

one country to the other.

Jessica: B PEERTTHT » AR 5T ?

Oliver: & E#THIE

Jessica: JGILHG » HEIZ » B3I TR BB 1 Ee T B E T 11 2
Oliver: J1ZHT < o o BHT o ° ° KL5ENTEAE— a0
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[Jessica: Taiwan 1s independent or belong to China?
Oliver: Taiwan 1s independent.
Jessica: Independent. Uh-huh. Why do you think Taiwan is independent?

Oliver: Independent...Independent... because Taiwan 1s an 1sland.]

Jessica: fUIFTEERITZH oG I —H517 * FN EE R A 7
Sean: HF

Jessica: HE1TESEHE ?

Sean: Pt o o ARG EEFEHT—H517 » IR TR ZALTERE
Jessica: THUNTE /157

Sean: fUIFIEER BT/

[Jessica: They (Chinese) might have told you that Taiwan is a part of China. Has anyone ever told you
that?

Sean. Sure.

Jessica: How do you respond?

Sean: I just said, 1f Taiwan 1s a part of China, why we need to take an aurplane.
Jessica: Then what did they say?

Sean. They did not say anything.]

Three children, Elizabeth (China, Y3), Ray (Taiwan, Y3), and Anne (Vietnam, Y6),
agree that Taiwan is a part of China or Taiwan is the same as China. The main
reason was that they don’t think Chinese people and Taiwanese people are
different. Elizabeth visited her mother’s hometown, Fukien, China. She thought
Taiwan belongs to China because Chinese people and Taiwanese people are very
similar. Yet, she felt Chinese speak more loudly when she visited there. Ray
thought Taiwan is separated from China but Chinese people and Taiwanese people
are the same. Anne thought Taiwan was a part of China because, in her words, “if

there is no China, there is no Taiwan.”

Yumi (Taiwan, Y5) and Gina (Vietnam, Y4) changed their opinion about
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independence during the interview. Yumi thought Taiwan is geographically
separated from the Mainland China because of an earthquake but she cannot see
any difference between China and Taiwan so her opinion is that Taiwan is the same
as China. She agreed Taiwan and China are two individual countries but she

thought Taiwan is inside of China.

However, she cannot agree if people call her Chinese because she thought Chinese
is dirty. Her teacher once told her a story about a Chinese child peeing on the tram.
I asked her again why she thought Taiwan belonged to China, she changed her
opinion and said she didn’t think Taiwan belonged to China anymore. The shift
might be because originally she didn’t think there was any difference between
Taiwanese and Chinese but she found out there was cultural differences between

Taiwanese and Chinese during the interview, and, therefore, she changed her mind.

Children have their own opinions even if they are different from their parents’.
Steve’s (Y4, China) mom came from China and his parents had contradictory
opinions about whether Taiwan is independent or not. His father thought Taiwan is
independent and his mom thought Taiwan is a part of China. He believed Taiwan is
independent but he would show his agreement to his mom’s opinion in case she

got annoyed.

Steve: PCAGUGIR e 5 Pt EAWE » FLE T

Jessica: FBOIETRIE 7

Steve: FehBHE o o BB HIRBH G EH 1L TEHE - BT 5 rLiE
VR

Jessica: FHE CETFIE 7
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Steve: FoH CEFHE - BTN EFE]

Jessica:  (5€) W » FUILRGHGHE RT3 EATE - B & Eezn

Steve: FLELIRIMFLR R

[Steve: My mom told me that Taiwan is the Mainland, namely China.

Jessica: How do you think about 1t?

Steve: I think...my dad used to tell me that Taiwan 1s independent, not China, but mom said that Taiwan
1s China, so...

Steve: How do you think about it yourself?

Steve: Myself... Taiwan is not China.

Jessica: (Laugh) Oh. When your mom tells you that Taiwan is Mainland China, what would you say?
Steve: I would say, ‘uh-huh uh-hub.’ ]

5.6 Conclusion

Naming is a competition of symbolic power (Bourdieu and Thompson, 1991).
Renaming is an important campaign in Taiwanese nationalism; therefore, this
chapter started with the investigation of the competing names of the nation being
presented in the textbooks, as well as children’s usage and interpretation of the
names. The official name of the nation is the Republic of China (ROC), but this
name is barely used in the current textbooks. The ROC is used only for the civic
calendar and the full name of laws in the textbooks. The textbooks illustrate

Taiwan as the nation instead, and portray Taiwan as the home.

In the debate of the name of the nation, the pro-independent nationalists view the
ROC as a foreign regime lead by the KMT to colonise Taiwan. The nationalists
endeavoured to promote the renaming campaign to replace any name relating to
China. There is also a fear that using the ROC would be misunderstood as the PRC,
while both can be abbreviated to ‘China’. From interviews with children, Taiwan is

the name that children usually use for the nation, followed by Formosa. According
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to children’s perspective, they learned Formosa from the textbooks. Children had
unclear ideas about the name -the Republic of China- because it is barely used as
the country name in the textbooks, but they still saw it in their daily life, such as
the civic calendar and stamps. I conclude that the there is a strong relation between
pedagogical national narratives and children’s understanding the nation, especially

the name.

I also discussed the pedagogical narratives of the territories, history and the
concept of the nation. The territories in the textbooks were Taiwan and its offshore
islands, which constitutes Tai-Peng-Jing-Ma (Corcuff, 2005). However, there is a
gap between pedagogical narratives and the legal territories, which still cover the
mainland China. Nevetheless, the territories from the children’s perspectives
corresponds to the pedagogical narratives, which means that Taiwanese
natioanlsim does succefully disseminate a new image of the nation to the new

generation through education.

In addition, the history in the Social Studies textbooks is a history of Taiwan that
can be traced back to the aboriginal cultures in the pre-historical period on the
island of Taiwan, rather than a history of the Republic of China that links back to
the ancient Chinese history. The case of Taiwan nationalism is an example of
construction of the common myth in the creation of the nation. It not only
embodies the renaming campaign, but also focuses on the construction of a

common myth of the history and tradition (Smith, 2009).

Finally, the concept of the nation was explained in Year 6 Social Studies textbook
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[3

by referring to Taiwan. In other cases, textbooks usually use ‘we’, ‘us’, and ‘our
country.” These words are crucial words of banal nationalism as reminders of the
homeland and national identity (Billig, 1995). It is clear that ‘we’ are not ‘China’
but a country called Taiwan. On the other hand, the nation can also be illustrated
through talking about the ‘other’ (Triandafyllidou, 1998). In regard to the

relationship between Taiwan and China (PRC), China (PRC) is constructed as the

‘other’ that suppressed Taiwan’s international status in the textbooks.

In terms of the current status of Taiwan, the majority of children thought that
Taiwan was independent. Rather than using politics to support their opinions,
children referred to cultural resources available to them to differentiate Taiwan
from China. They use language (accent and the usage of traditional Chinese) and

separated territory (Taiwan is an island) to claim that Taiwan is independent.

Interestingly, in contrast to the textbooks that promote the aboriginal culture as the
symbols of Taiwan, none of the children used it as a symbol of Taiwan. They
usually use cultural symbols (food, tourism, and Chinese character) for Taiwan, in
addition to the national symbols, such as the national flag, president, and the shape
of the Taiwan Island. I emphasised that food has been an important but neglected
symbol in the studies of Taiwanese nationalism. Food is an essential part of the
shared memory and the national culture so it is where nationalism manifests in
everday life (Holtzman, 2006; Caldwell, 2002; Wilk, 1993). In addition, food is an
important medium for social relations, and, therefore, shaping identity in Taiwan
(Stafford, 1995). Food is used by children in this study to differentiate Taiwan and

other countries, including China (PRC).
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6 Equal Education, Unequal Identities

6.1 Introduction

In this chapter I explore how children in Taiwan perceive and choose their national
identity. Richard Jenkins (2008) argues that all human identities are social
identities because identities involve interactions between us and others to create
meanings. In addition, Jenkins (2008) and Brubaker (2004) do not agree that
identity should be treated as something that simply is. Brubaker (2004) argues that
identity should not be understood as something that someone can have or can be;
rather, identity is what someone does. In this sense, identity can only be
understood as a dynamic process of being or becoming (Jenkins, 2008). Identity is
not fixed, but it is not a matter of choice only. Identity formation is a process of

social negotiations in a particular social and cultural context (Barth, 1969).

Melissa Brown disagreed that ethnic and national identities are based on common
ancestry and/or common culture. Instead, identity is formed with the foundation of
common social experiences, including economic and political experience. For her,
“the specific identities that form for individuals are the negotiated product of the
interaction between what people claim for themselves and what others allow them

to claim” (2004:14) .

Brown (2004) uses the idea of “variability” to indicate the changes in the content

of identity. She suggests that the social, cultural and physical features for a
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particular identity can change over time and across space. Therefore, the
boundaries of an identity may shift and change. Political change is one of the
conditions that the boundaries are redefined. When the content of an identity is
redefined, individuals may therefore change their identity accordingly. This
concept is useful for investigation of the current content of Taiwanese identity. The
government has been promoting Taiwanese nationalism since 2000. On the one
hand, the government is redefining and shaping new boundaries of a Taiwanese
identity by propagating top-down narratives. On the other hand, individuals are
building a new understanding of their identities from their own life experience and
accessible information. This brings contestation over what it means to be a
“Taiwanese.” The content of the Taiwanese identity raises the question of who
would be included or excluded from being a ‘Taiwanese’. I will discuss this issue
in detail in Chapter 7. In this chapter, I focus on what kind of Taiwanese identity is
promoted through the educational system. Also, how do children define a
‘Taiwanese’? Do children from different backgrounds interpret ‘Taiwanese’
differently? By examining these questions, I will compare the Taiwanese identity
promoted by the government and the Taiwanese identity perceived and constructed

among children.

Homi Bhabha (1990) distinguishes and highlights the importance of investigating
the tension between the pedagogical narrations of nationalist traditions and the
performative narrations in everyday life. Echoing his argument, this chapter
explores the Taiwanese identity through investigating the narratives from children,
as well as the narratives in the textbooks. I start with the national identities that are

portrayed in the Social Studies textbooks. Secondly, I investigate the national
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identity children choose, as well as the key markers they use for a national identity.
Identity markers are “social characteristics presented to others to support a national
identity claim and looked to in others, either to attribute national identity, or
receive and assess any claims or attributions made” (Kiely et al., 2001: 33).
Furthermore, this chapter goes on to explore how children use different extent of
‘Taiwanese’ to describe different people in Taiwan, especially children of
immigrants while immigrants and their children are a new and emerging group in
Taiwan. By doing so, we can have a further understanding of how children build
up the boundaries of ‘Taiwanese’. Finally, as explained in the previous chapter,
China is presented as a ‘significant other’ in the textbook. I am concerned about
how children perceive the Chinese, and the Chinese identity, which has been a

contested national identity opposite to Taiwanese identity.

Although I intended to discuss children’s national identities in this chapter and
ethnic identities in the next chapter, I hold the assumption that children’s collective
identity operates in different levels (Scourfield et al., 2006), rather than with clear
boundary of national and ethnic identity. The boundaries between national and
ethnic identity are sometimes blurred, and even overlap with each other. For
example, Taiwanese can be viewed as a national identity, but it can also be
interpreted as an ethnic identity if we define Taiwanese as a distinctive ethnic
group. In the real world, it is hard to distinguish whether people refer to
‘Taiwanese’ as a national identity, ethnic identity, or any other identity. Therefore,
even though I discuss the Taiwanese identity as a national identity in this chapter, I

would keep an open mind not to constrain ‘Taiwanese’ to national identity only.
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The discussion of children’s identities was facilitated by a card-sorting exercise
that I introduced in Chapter 4. By using the exercise, we discussed the meaning of
the identity labels, and through their selection of the labels, 1 explored the

identities that children think they belong to or relate to.

6.2 Taiwanese/Chinese identity in the Social Studies textbooks

Naming is not merely about descriptors, it serves as symbols that show strong
political power to bring something into existence (Bourdieu and Thompson, 1991).
Therefore, naming constructs national identity (Chang and Holt, 2007). In chapter
5, the contested names of the nation were discussed. In terms of national identity,
Taiwanese and Chinese are two contested identities within Taiwan. This section

examines how these two identities are presented in the Social Studies textbooks.

The usage of ‘Taiwanese’ (taiwan ren) in the textbook is rare. The textbook usually
uses ‘the people of Taiwan’ (Taiwan ren min) to refer to the people living in
Taiwan. ‘Taiwanese’ (taiwan ren) appears in only two paragraphs in all Social
Studies textbooks. In the first paragraph, it describes that the Han did not fear
difficulties and continuously adventured from southeast China to Taiwan in the
17" century, striving hard to create a new world in Taiwan. It described that the
spirit of adventurous, hard-working and painstaking has become one of the
features of the ‘Taiwanese’. This narrative of using earlier settlers from China to
represent Taiwanese constructs an image that Taiwanese are Han-based. The
description also marginalised the Aborigines from the category of Taiwanese for

two reasons. First, they did not migrate from China. Second, they are not ethnic
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Han. It is paradoxical that the textbooks use Aboriginal culture to represent Taiwan
on the one hand (Discussed in Chapter 5), but do not include Aborigines as

Taiwanese on the other hand.

The term of ‘Taiwanese’ appeared in the content about Japanese colonisation. Here,
Taiwanese identity was constructed against the Japanese, instead of the Chinese, as
the ‘other’ (Triandafyllidou, 1998). The content described that Taiwanese were
discriminated against and treated differently from those Japanese in Taiwan in
politics, education and employment. Furthermore, the colonial policy of
Japanisation was implemented since 1937 to establish a Japanese identity among
Taiwanese people through Japanese education, and policies of speaking Japanese,
having a Japanese name, wearing the kimono, and adopting Japanese customs.
Japanisation aimed to transform the colonised Taiwanese into Japanese so that they
could be loyal to Japan, fighting for Japan during World War II. The textbook also
listed some heroic events of the Taiwanese fight against Japanese colonialisation.
It also presented a heroic event where the Aborigines fought against the ruling
Japanese, as well as political and cultural movements led by Taiwan’s elites. The
narrative highlights that the Taiwanese consciousness was aroused during Japanese
colonisation. This narrative designated the first wave of Taiwanese nationalism
(Wong, 2001). It highlights the collective identity of ‘Taiwanese’ from resisting

Japanese as the ‘other’.

In the entangled triangular relationship among Taiwanese, Japanese, and Chinese

identity, the textbook makes clear that the Japanese is foreign. The textbook

emphasises the deprivation and discrimination under Japanese rule but it
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acknowledges the development in economy, health, and social order. Yet, it
minimizes the history that people in Taiwan later accepted Japanese rule (Brown,
2004), as well as the identity transformation of ‘becoming Japanese’ (Ching,

2001).

The textbooks never use the term ‘the Chinese’ (Zhong guo ren) to refer to
Taiwan’s inhabitants. The avoidance of using the term ‘the Chinese’ to refer to
either people in Taiwan or those earlier settlers from China in the pedagogical
manuals started in the 1990s (Liu and Hung, 2002). The absence of ‘the Chinese’
can be seen as avoiding to construct a Chinese identity, which is the ‘invisibility’
bias (Sadker and Zittleman, 2010) in the textbooks. The textbooks use “the Han”
(han ren) to describe those settlers from China to Taiwan hundreds of years ago

instead.

In the volume about history, the textbook uses different terms to name the
inhabitants in Taiwan in various periods. The textbook describes that it has been
proved that there were humans living in Taiwan around fifty thousand years ago.
The textbook states that there were aborigines and the Han, who migrated from
Mainland China, living in Taiwan. Since Japanese colonialism, the textbook

started to use “the people of Taiwan”.

In summary, the current textbooks avoided the contents that might link to a

Chinese identity. Meanwhile, a Taiwanese identity is constructed though linking to

the Han, and opposing Japan colonialism.
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6.3 The Choices of Children’s National Identities

In order to discuss national identity with children, I used card-sorting exercise for
children to select the labels that can describe themselves. They could keep as many
cards as they want. Table 6-1 shows the national identities that were chosen by
children in three groups, children of Chinese immigrants, children of Vietnamese
immigrants, and children of native Taiwanese, which are categorised by their

mothers’ origin.

The majority chose ‘Taiwanese’ only. Compared with the surveys conducted
among Taiwan’s adult sample, the results here show different patterns. In the
survey of adult sample (Figure 2-1), people choosing ‘both Taiwanese and
Chinese’ usually account for the highest proportion. My sample is very small and
with a very high proportion of children of immigrants, who usually have dual
identities, but, still, most children chose ‘Taiwanese’ as their single national

identity.

Table 6-1. National identity selection among the participants

Identity\  Taiwanese Chinese Vietnamese Taiwanese+ Taiwanese+ Asian

Group only only only Chinese Vietnamese
China 5 1 1
Vietham 5 1 4

Taiwan 9

Subtotal 19 1 1 2 4 1

Most of the children with Taiwanese parents chose ‘Taiwanese’ as their national

identity, and two of them felt ‘both Taiwanese and Chinese’. Ray (Taiwan, Y4)
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perceives Taiwanese the same as Chinese, and the Chinese he refers to are those
people in Taiwan. Lily (Taiwan, Y4) kept Taiwanese and Chinese because she
thought they are similar in language. She kept many other cards including
Aborigines, Hakka, and adults because she connected these labels to herself with
the similarity in physical appearance and language. Later I asked her to choose one

label that can represent her most, and she chose ‘“Taiwanese.’

The choices of national identity among children of Chinese immigrants are
interesting. It is the only group that do not choose multiple national identities.
None of the Chinese immigrant children chose ‘both Taiwanese and Chinese’,
although some of them were born in China, and contacted their extended family
members living in China regularly, even in personal visits. There is a salient
contrast between their choices and the choices made by children of Vietnamese
immigrants who are more likely to choose both Taiwanese and Vietnamese. |
suspect that the choices that children of Chinese immigrants made derived from
the fact that they are more sensitive to the political tension between Taiwan and

China.

In the previous chapter I mentioned that China in the textbook is constructed as the
most significant other that suppresses Taiwan. In the public discourse of Taiwanese
nationalism, it is also obvious that things relating to China are thought to betray
Taiwan and neglect the welfare of Taiwanese people. For example, the Economic
Cooperation Framework Agreement (ECFA), a preferential trade agreement
between the governments of China and Taiwan that aims to reduce tariffs and

commercial barriers, is criticised by pro-independent nationalists as selling Taiwan
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to China because of the tendency of depending on China economically.

Under the prevalent Anti-Chinese atmosphere in Taiwanese nationalism, some
children in this study also showed negative attitudes toward Chinese (see section
6.7). I do not have direct evidence to show that children of Chinese immigrants
intentionally hide their Chinese identity because of the anti-Chinese atmosphere in
Taiwanese nationalism. Nevertheless, the contrasting choices of children of
Chinese and Vietnamese mothers reminds us that children of new immigrants in
Taiwan should not be taken as a homogenous group. They face different situations
and challenges in their construction of national identity. In addition, more attention
should be put unto how the narrative of Taiwanese nationalism influences the

national identity of children of Chinese immigrants.

Kevin’s choice is a salient case that shows the struggle and relunctance that
children of immigrants have to take side. He chose “Asian” to avoid choosing
Taiwanese, Chinese, or both of them. He expressed that he did not ‘dare’ to choose
any of them because it is hard to decide so he finally selected “Asian” as an
umbrella identity to cover both Taiwanese and Chinese. His reaction of denial to
choose one identity over another and its association with a feeling of guilt to
choose identities is not uncommon for multiethnic individuals (Poston, 1990). It is
regarded as one of the stages of identity development for multiethnic people. More
directly, Kevin’s sentiment reflects the inner conflicts of people living between the
political tension of China (PRC) and Taiwan (ROC). These people range across
generations, from the first and second generation of the Mainlanders to the

children of Chinese immigrants now. A previous study (Schubert, 2006) shows that
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the Mainlanders felt that they were different from both Taiwanese and Chinese.
Moreover, Corcuff (2002b) argues that the Mainlanders had ethnic or cultural
identification with Chinese, but national identification with Taiwanese, which were
not yet reconciled with one another. Like many children of Chinese immigrants,
Kevin was born in China, growing up in Taiwan, and had some opportunities to
visit China. As mentioned earlier, children of Chinese immigrants might feel
pressured not to reveal their Chinese identification under the current

de-Sinicisation in Taiwanese nationalism.

Among all participants, three children did not choose ‘Taiwanese’ as one of their
identities. These three children are: Sean (China, Y6) who chose ‘Chinese’ only,
Joyce (Vietnam, Y4) who chose ‘Vietnamese’ only, and Kevin (China, Y5) who
chose ‘Asian’ instead. What they have in common is that they have mixed origin
and they were not born in Taiwan’'. Sean (China, Y6) is the only child in this
study who did not feel attached a Taiwanese identity. He felt himself lacking the
Taiwanese accent as the marker to claim himself as a Taiwanese. He was born in
China. His father (a Taiwanese) is now working and living in China and they own
a house in China where he usually spends his school holidays. For him, the home
in China where his father lives is the real home in his heart. He spent most of his

time residing in Taiwan but he felt closer to his family and friends in China.

6.4 What Make a Person a Taiwanese?

I have discussed in the previous section that Taiwanese was the main national

3l Joyce (Vietnam, Y4) was not sure if she was born in Taiwan.
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identity that most participants in this study claimed. This section examines the

markers that children used to define a Taiwanese.

Studies conducted in Scotland have identified identity markers such as place of
birth, ancestry, place of residence, length of residence, upbringing/education, name,
accent, physical appearance, dress, behaviour and commitment/contribution to
place (McCrone, 2002). A study with Welsh children specified three key markers:
place of birth, language, and sport (Scourfield et al. 2006). In addition, Kiely et al.
(2001) further suggest that identity rules need to be examined to get a better

understanding of how identity markers are used to construct national identity.

There are two dimensions to analyse identity markers (Kiely et al., 2001): the first
dimension is to examine that the individual treats the markers as fixed or fluid and
changeable over time. The other is whether the identity marker is accessible to
others, especially significant others, who would claim or judge an individual’s
identity. In this study, Joanna (China, Y4) claimed herself as a Taiwanese with the
marker of place of residence. Yet, because place of residence is a changeable
marker so it is not the most important identity for her. The most important identity
is being a girl. She thought gender is the only marker that is fixed and constant,
which makes it important. Other identities, such as being a child, a person of

Taichung, or a Taiwanese, might change over time.

In this study, birth place and place of residence are two key markers for children to

claim themselves as Taiwanese.
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Jessica: 1fEsf1/EEEES A ?
Emma: KEFA 757
[Jessica: Why would you choose ‘“Taiwanese’?

Emma: I live in Taiwan. |

Jessica: 15 11T/EE SN ?
Ray: AR 58
[Jessica: Why do you choose Taiwanese?

Ray: I was born in Taiwan.]

Place of birth has been shown as a crucial marker to claim national identity in
Scotland (McCrone and Bechhofer, 2008), and among Welsh children (Scourfield
et al. 2006). The fact that many children in this study use birth place or place of
residence as the markers suggests that they tend to use a civic perspective to claim
their national identity, rather than an ethnic perspective. This might be related to
the current narrative in the textbook which constructs a territorial and civic
nationalism. It is shown in the structure of the contents of the Social Science
textbooks that base on place, from home, neighbourhood, community, hometown,

Taiwan, and to the international society.

With regard to the linguistic markers, children stated that speaking Mandarin and
Taiwanese/Minnanese are markers of being a Taiwanese. Mandarin is the language
promoted by the Chinese nationalism of the KMT, and Taiwanese/Minnanese is
the language promoted in Taiwanese nationalism. In the Chinese nationalism that
was promoted by the KMT in the past few decades, Mandarin is created as the
lingual orthodox in Taiwan and Taiwanese/Minnanese was suppressed. Taiwanese

nationalism questions Mandarin as the hegemonic national and official language of
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the government. It promotes to have co-equal national languages: Mandarin,
Taiwanese/Minnanese, Hakka, and Austronesian languages used by the Aborigines

(Huang, 2000).

Some participants use the language marker along with other markers to define a
Taiwanese. Kathy (Taiwan, Y6) used speaking Mandarin, as well as place of birth,

as the markers of being a Taiwanese.

Jessica: (R TEERAIA AJLAELE N ?
Kathy: g7 A

Jessica: H— & BHE B I NG?

Kathy: — #2204

Jessica: Y& Zrris FERANEG?

Kathy: —F

[Jessica: How do you regard people as Taiwanese?
Kathy: People who can speak Mandarin.
Jessica: Do they have to be born in Taiwan?
Kathy: I think it must be.

Jessica: Do they have to grow up here?

Kathy: Not necessary.]

Harry (Taiwan, Y4) started with a language marker (Taiwanese/Minnanese) to

define a Taiwanese, but he added that place of residence is essential later.

Jessica: (R TEERAIA AJLAELE N ?
Harry: @[
[Jessica: How do you regard people as Taiwanese?

Harry: People who speak Minnanese.]

Children’s responses show that Taiwanese/Minnanese is gradually gaining a
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competitive status in Taiwan, from a suppressed dialect to a status of one national
language. However, other languages, such as Hakka and Austronesian languages,
remain in a marginal status. Although the current Taiwanese nationalism uses the
slogan of promoting equal status of multiple languages in Taiwan, but it is another
concern that it would eventually promote Taiwanese/Minnanese only as another

monolingual orthodox in Taiwan.

The markers that children indicated for a Taiwanese are listed in Table 6-2. Among
the civic markers, as mentioned earlier, birth place and place of residence are
essential markers for a Taiwanese in this study. Parents’ origins are usually used by
the children of immigrants only as a marker of Taiwanese. When children use
ethnic or cultural markers, they always accompanied with civic markers.
Nevertheless, civic/territorial markers are used to define a Taiwanese without the
presence of ethnic markers. Therefore, civic/territorial markers are more crucial

than ethnic/cultural markers to define a Taiwanese for children in this study.

Table 6-2. The markers that children use to define a Taiwanese

Civic/territorial markers Ethnic/cultural markers
Born in Taiwan (birth place) Speak Mandarin (language)
Live in Taiwan (residence) Speak Taiwanese/Minnanese (language)

Recognise Taiwan and love Taiwan  Parents are Taiwanese (parents’ origins)

Physical appearance
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6.5 More or Less Taiwanese

In the discussion of defining a Taiwanese, children located a Taiwanese in different
levels like a spectrum: someone is more like a Taiwanese, and someone is less like
a Taiwanese. Through children’s perceptions of who are more or less Taiwanese,

we can further our understanding of how children make sense of a Taiwanese.

6.5.1 More like Taiwanese

Some children thought that there were people who were more Taiwanese than
themselves. Cathy (Taiwan, Y6) explained those who were more Taiwanese from a
political perspective. She associated people who are more Taiwanese with those

showing strong enthusiasm to support Taiwan.

Jessica: (R TFERANLEGTEREHAHT

Cathy: 1% » 1Y

Jessica: [EfFEF 14

Cathy: BRI ZIFEH — KHEHT  BLAE 5 AT

Jessica: FEHIR ANE o BLETRE 5

Cathy: {REAE 8 > H » 7o HRIER G BT 5 T i &
[Jessica: Do you think there are people who are more Taiwanese than you are?
Cathy: More Taiwanese...perhaps.

Jessica: Who are more Taiwanese?

Cathy: Those who support Taiwan very much. The fans of Taiwan.
Jessica: Taiwan’s fans, which means love Taiwanese a lot.

Cathy: Love Taiwan fervently. Yes. I don’t think I love Taiwan very very much right now.]

‘Love Taiwan’ (% {57#) has been a discourse initiated by the DPP in Taiwanese
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nationalism. Individual’s personal opinions on various issues, from the choice of
a national identity to the issue of nuclear plants, are linked to be an expression of
‘loving Taiwan.” If people claim themselves as ‘Taiwanese’, it is thought as an
expression of loving Taiwan. If people claim themselves as ‘Chinese’, it is said
that they betray Taiwan and do not love Taiwan. This discourse can be a
chauvinism that causes a pressure when individuals choose their national identity.
In Cathy’s case, she thought she was less like a Taiwanese because she was not so
enthusiastic about patriotism. In Section 6.3, I discussed that children of Chinese

immigrants did not claim themselves as Chinese. It might relate to this discourse.

The Aborigines were thought to be more Taiwanese by Sophie (Vietnam, Y6). She
learned from the Social Studies textbooks that the Aborigines were the earliest
inhabitants of Taiwan so she thought Aborigines in Taiwan are more Taiwanese
then herself. Although she is the only one who thought the Aborigines were more
like Taiwanese, her statement is direct evidence that the textbooks have an impact

on children’s construction of Taiwanese.

Jessica: 1B ERE L EREGEN?

Sophie: 7, iz —F (Mia)

Jessica: F311/%?

Sophie: KIE3/R1FR

Jessica: T IEWSFEAE R (1 FEE. ..

Sophie: it BiRAK

[Jessica: Do you think there is any classmate more Taiwanese than you are?
Sophie: Yes, this one (Mia).

Jessica: Why?

Sophie: Because aboriginal peoples

Jessica: How would you know that aboriginal peoples are...

Sophie: Social Studies textbook.]
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Quite a few children of immigrants reflected that they thought their friends were
more like Taiwanese than themselves. The excerpt below shows that Kevin (China,
Y5), as a child of immigrants who was born in China, thought that people who
could speak better Taiwanese/Minnanese and who were born in Taiwan were more
Taiwanese than himself. The identity of members of minority groups is usually
problematic because of the externally imposed and self-imposed limitations that
are placed on them (Bond, 2006). Here, Children of immigrants are imposing

limitation to themselves for claiming being Taiwanese.

Jessica: BLEFNTETHFHL T REEAW] ?

Kevin: {REFH 57N

Jessica: (REFHGAINME » B > HE ?

Kevin: G218 1EHT

[Jessica: Who is more Taiwanese than you?

Kevin: people who can speak Taiwanese very well.
Jessica: speak Taiwanese very well. Uh-huh, anyone else?

Kevin: And those who were born here.]

An extreme case of limiting self from claiming a Taiwanese identity was Sean
(China, Y6) who excluded himself from being a Taiwanese at all. He disqualified
himself from being a Taiwanese by lacking the markers, a Taiwanese accent and
being born in Taiwan. He perceived himself as Chinese because he was born there,
despite the fact that he spent most of his life living in Taiwan. His father was
working and living in China. They had a house in China. During holidays, he
always visits China to get together with his father. Therefore, he thought his home

is there.
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Jessica: O AEFEFE AL EREGEANE ?

Sean: (F19H)

Jessica: WA 1 B PR LIE (7 R 7N

Sean: [LAIFHBGHT

Jessica: F o F(1/EE?

Sean: JEGFINT

Jessica: (Rt e MR e NG 7

Sean: (FEFH)

Jessica: 1T/ ? BN 2 T FHA RS Bodta EaiE « A0 B TIEAE 7R S
BEEA

Sean: AIFS TG 58RI

[Jessica: Would you think there is someone who is more like Taiwanese than you?]
Sean: (Nodding.)

Jessica: Who are those you think are more Taiwanese than you?

Sean: Such as you.

Jessica: Me. Why?

Sean: Probably the accent.

Jessica: Do you think your accent is not like a Taiwanese?

Sean: (Shaking his head.)

Jessica: Why? Does it have to do with a Minnan accent? You thought it’s because my accent. Why
would you think you are less Taiwanese?

Sean: Because I was not born in Taiwan. |

Emma (Vietnam, Y3) directly indicated that she thought native Taiwanese children

are more like Taiwanese because both of their parents are Taiwanese.

Jessica: WEEA [EGTREBREGHN ?

Emma: {1 (Emma )

Jessica: 1 F(1/EF ?

Emma: K F5H009 8 1515 A a1 27 AR
[Jessica: Who is more Taiwanese than you are?
Emma: She. (Emma’s friend)

Jessica: She. Why?

Emma: Because her dad and mom were both born in Taiwan. |
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To sum up, people who are politically enthusiastic, Aborigines, people who speak
Taiwanese well or have Taiwanese accent are thought to be more Taiwanese. For
those children of immigrants, they perceived people whose parents were born in
Taiwan were more like Taiwanese. They therefore limit themselves from claiming

a Taiwanese identity.

6.5.2 Less like Taiwanese

Children in this study perceived four types of people were less like Taiwanese.
They are foreigners, immigrants, immigrant children and Aborigines. The
Foreigners in children’s eyes are those who come from other countries, and are
different in skin colour. Being Taiwanese equated with being Chinese ethnically.
Their perceptions of foreigners usually refer to white people, and only one boy

indicated foreigners could be darker.

In the foreigner issue, children also use American to describe foreigner. For
example, Lily (Taiwan, Y4) added American as an example after she described
what foreigner is like. Some children indicated that foreigners were not just less
like Taiwanese, but not Taiwanese. Although in the previous section children
perceived place of residence as a marker of national identity, foreigners living in
Taiwan are still alien for children. This suggests that these children differentiate
foreigner and Taiwanese from physical appearance. In addition, the image of

foreigner for these children is mainly based on being White. Children’s perception
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of foreigners as ‘others’ can help us to understand their boundaries of defining

Taiwanese.

Jessica: FEETIIN » B RFFELLOTEREG AT ?

Lily: B o o H—LfE kiG55 » FIFEEE R E ]

Jessica: g » HUNITRICITRIFHRECN 1208 7 81~ —1F

Lily: %7 - MffTiRE » A& RGELIN X

[Jessica: Do you think anyone in Taiwan is less Taiwanese than you?

Lily: En, I have seen some people from other country when sometimes I buy things in the shops.
Jessica: Oh. Do they look similar to us? Or different?

Lily: No, they are very tall, and look like American.]

Jessica: (fifRE LT ENGIELN - GEHFFITE G EAHT ?

Oliver: 7rfHEE#

Jessica: FTEEERRHIA

Oliver: fHff Tl » FHESASEIRAE » ZEEETIRC - BTN — e B (o
[Jessica: Have you ever seen anyone in Taiwan that you don't think he or she is Taiwanese?
Oliver: I have seen them in the airport.

Jessica: How do they look like?

Oliver: They have blond hair, sharp nose, and some of them have blue eyes. |

Two children of immigrants pointed out that their mothers are less like Taiwanese.
Cindy (China, Y3) thought her mother was less like Taiwanese because she cannot
speak Taiwanese/Minnanese well. Tim (Vietnam, Y3) indicated that his mother is

Vietnamese; therefore, she is less like Taiwanese.

In addition, when choosing identity for their mother, native children tend to choose
adult or female for their mothers, but children of immigrants tend to choose
Vietnamese or Chinese for their mothers instead. These contrasting choices show

that children of native Taiwanese usually take their national identity for granted.
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Yet, children of immigrants perceive their own mothers as foreigners, despite that
these immigrant women have resided in Taiwan for a long time. Defining parents
as a non-Taiwanese can therefore put these children’s national identities into

question.

While children of immigrants thought their mother were less like Taiwanese,
children of immigrants were viewed as less like Taiwanese by native children.
Mike (Taiwan, Y5) is a classmate of Bruce (Vietnam, Y5). He thought Bruce was
less like Taiwanese because he looked slightly different and Mike thought Bruce
could not speak Taiwanese/Minnanese well. From Mike’s viewpoint, to be a
‘proper’ Taiwanese is to be able to speak ‘proper’ Taiwanese/Minnanese. This case
shows the importance of Taiwanese/Minnanese, rather than Mandarin, in the

discourse of Taiwanese identity.

Mike is an interesting case here. I did not particularly feel Bruce looked different
from other children; instead, I found Mike looked different. The first time I saw
Mike, the first thought came to my mind was ‘mixed child’ because he looked like
a child with one white parent. During his interview, he expressed that many people
told him that he looked like a mixed child although he was not. He said that both
of his parents were Taiwanese and his Taiwanese identity did not waver when
other people question about his origin. Because of his physical appearance, he
encountered many occasions when people questioned his origin, but he reacted

differently from children of immigrants.

Some children see children of immigrants as less like Taiwanese for other reasons.
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Nemo (Taiwan, Y4) described one of his friends, who is a child of an immigrant,
was less like Taiwanese because of his parent’s origin only. He indicated that it’s
not because of the language problem. The child’s language ability was fine. It was

the parents’ origin only that made him think his friend less like Taiwanese.

Shelley (Taiwan, Y6) thought children of immigrants are mixed children and they
are half Taiwanese, who are less like Taiwanese then she is. She suggested that

parents’ origin affected the extent of how much an individual can be a Taiwanese.

These three cases above show the ‘externally imposed limitation’ (Bond, 2006)
that were put on children of immigrants, which might constrain them from
claiming a Taiwanese identity. The double effect of externally imposed limitations
and self-imposed limitations (see Section 6.5.1) have revealed the exclusion of

children of immigrants from being a Taiwanese and claiming a Taiwanese identity.

Finally, the Aborigines are thought to be less Taiwanese for some children. Harry
(Taiwan, Y4) thought they are less like Taiwanese because they are different in
language, clothing and residential places. The Han standard was used by Harry to
define a Taiwanese and exclude the Aborigines as less like Taiwanese. Different
from Mike, who used Taiwanese/Minnanese as the marker for being a Taiwanese,

Harry used Mandarin as the linguistic marker for being a Taiwanese.

Jessica: FRELLITNREHEIAAT?
Harry: &

Jessica: FlH - -

Harry: JA1ER
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Jessica: JRIERIEITNEREHA ?

Harry: #ffq

Jessica: B o o FUNTEGHINME 2

Harry: JEZEI

Jessica: B FTLAGITBHIE BN - EEEELEBANT - BT EE IR ERILET RS
AN ?

Harry: gHEh] > i@ TR AEMITHE TR EHKE BT EE] - Bk
[Jessica: Is there anyone who is less Taiwanese than you?

Harry: Yes

Jessica: For example?

Harry: Aborigines

Jessica: The Aborigines are less Taiwanese than you?

Harry: Yes.

Jessica: hmm...Are they still Taiwanese?

Harry: Perhaps.

Jessica: hmm...so what kind of people do you think are Taiwanese? Why would you think
Aborigines are less Taiwanese ?

Harry: Language. But they learn to speak Mandarin now. And clothing. And the places they live

are around the mountains, like Shui-li.]

Lily (Taiwan, Y4) thought Aborigines are not Taiwanese but she failed to give a
reason. [ presume she might base on the same reason that Harry held. More
discussions about children’s narratives of the Aborigines are presented in Chapter

7 that focuses on ethnic groups in Taiwan and children’s ethnic identities.

Nemo (Taiwan, Y4), as an Aborigine himself, also expressed that he did not think
Aborigines are Taiwanese. He defined Taiwanese as people residing in Taiwan but
not including Aborigines because Aborigines had different lifestyle from
Taiwanese. He described Aborigines as living in the mountains and using wood to
build houses. He originally thought he was a Taiwanese because he is living a

Taiwanese lifestyle. Yet, since he was informed by his mother that he had an
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aboriginal origin, he accepted it and changed his Taiwanese identity to an

aboriginal identity despite the contradiction.

From children’s perceptions of who is more Taiwanese and who is less Taiwanese,
we can have a further understanding about how children differentiate people in
Taiwan and their understanding about a ‘true’ Taiwanese. Children’s perceptions of
Aborigines are worth mentioning. Aborigines are perceived as both more
Taiwanese and less Taiwanese. This reflects Aborigines’ ambivalent position in the
discourse of Taiwanization. I discussed in Section 5.2.1 and Section 5.4 that the
textbooks portrayed the Aborigines as the earliest inhabitants in Taiwan, but they
have their own language, religion, family system, culture, which are different from

the Han, the major group in Taiwan. Aborigines are both insiders and outsiders.

6.6 Are Children of Immigrants Taiwanese?

In the age of globalisation, transnational marriages are becoming a common
phenomenon in many countries. Yet, children from the families of transnational
marriage are more likely to encounter the challenges of belongingness and identity
construction (Viruell-Fuentes, 2006; Li, 2008; Scourfield et al., 2006; Louie, 2006).
Subjectively, their parents’ different origins, their transnational travelling
experience and interacting with people in different countries could cause their
inner conflicts in regards of their identities. Objectively, other people’s judgement
and labelling them as outsiders could be another reason (Viruell-Fuentes, 2006;

Adler, 2001; Devine, Kenny and Macneela, 2008).
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In this section, I will examine how children of new immigrants, as well as native
children, perceive children of new immigrants. I used a scenario to ask children
whether a child is Taiwanese if this child was born in Taiwan and had a Taiwanese

father and a Vietnamese or Chinese mother.

I mentioned in a previous section that children tend to use civic markers to claim
their own national identity. Place of birth is often thought to be the marker upon
which people claim and accept other’s claiming (McCrone and Bechhofer 2008),
and the results in this study also support this argument when children make their
own claim and when they think about Taiwanese in general. Nevertheless, when |
asked them about how they think about children of immigrants who were born in
Taiwan, some children thought children of immigrants were half Taiwanese
because they have only one Taiwanese parent even though they were born in
Taiwan. For example, Peggy (Taiwan, Y4) claimed herself as a Taiwanese because
she lived in Taiwan. She described Taiwanese are those who are either born in
Taiwan or live in Taiwan. Place of birth and place of residence are equally
important for her as the identity markers. Yet, when we were discussing children of
immigrants who were born in Taiwan, she described children of immigrants as
neither Taiwanese nor Vietnamese. In this case, ancestry became the salient marker

when she thought about children of immigrants.

Jessica: fU7EBHIE, EERAN, LEMEGTTHL MEBIGEEHA, MEEETEA,
O TF B A5 BT A AT

Peggy: 72775

Jessica: B RFFILE 5 EAMG?

Peggy: FCETF... (/e BT 57

[Jessica: He was born and grows up in Taiwan. He is in your class. His mom is a Vietnamese and
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his father is a Taiwanese. Do you think that he would be bullied?
Peggy: I don'’t know.
Jessica: Do you think he is a Taiwanese?

Peggy: I think...he is neither Vietnamese nor Taiwanese. ]

Shelley (Taiwan, Y6) claimed herself as a Taiwanese because she was born in
Taiwan but she thought children of immigrants were half Taiwanese. For her,
children of immigrants were less like Taiwanese than she was because they had
only one Taiwanese parent. She referred to different markers when she made her

own claim and judged other people.

These two examples suggest that they apply different markers to different people.
Kiely and his colleagues (2001) proposed the concept of ‘identity rules’ that are
‘probabilistic rules of thumb, guidelines to how these identity markers are
interpreted, combined or given precedence over others within these three
processes” (p.33). There are ‘rules of claim’ and ‘rules of attribution.” They claim
that when respondents have sufficient knowledge of their peer’s identity markers,
they prioritise these markers in an identical manner. In the case of this study,
parent’s nationality is prioritised as an important marker in national identity claims.
Meanwhile, the exclusion of children of immigrants as a Taiwanese reflects an

ethnic nationalism behind their opinions.

Nevertheless, some children are consistent when they use identity markers. They
agreed that the child in the scenario was a Taiwanese with the justification of
birthplace and residence. Some children particularly indicated that the child in the

scenario could be a Taiwanese because the father is a Taiwanese. For example,
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Tina (Taiwan, Y4) thought identity is what you inherit from your father.

Jessica: 1B AR B A NG ?

Tina: &

Jessica: Bl F3(1/8WE ?

[Jessica: Do you think she is a Taiwanese?
Tina: En.

Jessica: En. Why?

Tina: She inherits from her father.]

Tina’s excerpt is an example of the Han patriarchal practices. The blood tie has
played an essential role in the Taiwanese society. Temples and organisations of the
same clan are prevalent in Taiwan so that the earlier Han settlers can trace their
ancestors according to their family name. Yet, the blood tie therefore could put
children of immigrants’ claiming of Taiwanese identities into question because

they are thought to be ‘half-blood’ Taiwanese.

Children’s perspectives about children of immigrants reflect whether they adopt a
civic or ethnic perspective. The perspective of civic nationalism, the law of the soil,
claims that all residents in Taiwan could be citizens of Taiwan. The perspective of
ethnic nationalism, the law of blood, bases on ancestors. Ethnic perspective put
children of immigrants’ status into question because they do not fully meet the
criteria (Brubaker, 1992). In this study, some children hold the perspective of

ethnic nationalism, and some hold the perspective of civic nationalism.
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6.7 Chinese in Children’s Eye

The KMT previously propagated Chinese identity in Taiwan, but since the DPP
came to power in 2000, the DPP has endeavoured to create a Taiwanese identity
through a Taiwanese nationalism by de-Sinicising and replacing the Chinese
identity. Children in my study is a generation growing up in the period of
Taiwanese nationalism in which Taiwanese identity has been promoted. I
examined how the new generation perceive and describe “the Chinese” under this

context.

First of all, it is necessary to examine the meaning of the ‘Chinese.” Chinese is a
vague concept that can refer to different contents, such as the Chinese as a citizen
from the PRC, the Chinese as a race or ethnic group that is descended from the
Yellow emperor in the ancient Chinese empire, and the Chinese as a cultural
identity. What are the content and boundaries of the Chinese identity that children

construct and perceive?

I started with the question of who the Chinese are. The majority of children
described Chinese as different from Taiwanese. Cindy (China, Y3) described
Chinese as those who can speak Mandarin but are different from Taiwanese who
also speak Mandarin. Peggy (Taiwan, Y4) specifically indicates that Chinese are
those who live in China. For these children, Chinese is an exclusive other with a
clear boundary with Taiwanese. In this sense, Chinese and Taiwanese have become

labels occupying different and mutually exclusive spaces (Chang and Holt, 2007).
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Jessica: HURFEEFRAINELE TGN 7

Cindy: A o 0] L7

Jessica: Y REFFTIEINLT - BLE N EEA  HE N R BN FHY

Cindy: A RAEINET—Fl

[Jessica: What makes a Chinese?

Cindy: Chinese...who can speak Chinese.

Jessica: Do you think Chinese is a concept that is larger than Taiwanese, or Taiwanese are different
from Chinese?

Cindy: Taiwanese and Chinese are different. |

Jessica: FEHIEINA 1 ALEG?
Peggy: A B EEFEHIA
[Jessica: Do you know ‘Chinese’?

Peggy: Chinese are those who live in China.]

Ray (Taiwan, Y4) was the only one boy who thought Chinese are people in Taiwan.
He didn’t know about China. For him, Chinese are people in Taiwan. Chinese and
Taiwanese are interchangeable. For him, Taiwanese and Chinese share the same

identity boundaries and content.

Jessica: (fiEIHE A EE N, FIEA?
Ray: F1EIA, 725

Jessica: HEENFITEIA — 05?2
Ray: —f%

[Jessica: Where have you seen any Chinese?
Ray: Chinese, in Taiwan.

Jessica: Are Taiwanese the same as Chinese?

Ray: The same]

No matter whether the children support independence or unification, they resist

being labelled as Chinese when I used the label “Zhong-guo ren” (Chinese 1[5
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A to ask them if they would choose it as one of their identities. Peggy (Taiwan,
Y4) was a girl supporting independence and she showed her objection to being
labelled as a Chinese. She said: “I don’t agree that I am a Chinese.” Kat (Vietnam,
Y6) thought Taiwan is a part of China but she still would not use Chinese to

describe herself.

Jessica: AT B EHEN, T8 T T — F oA
Kat: B..{HZ.. o[y

Jessica: F311/%?

Kat: 53 5 AR A T (R EE R [ . K 18 AR TR T B, T L it 5 v
A

[Jessica: Since you think Taiwan belong to China, would you like to choose the label “Chinese”?
Kat: hmm...but...probably not.

Jessica: Why?

Kat: There seems to be a distance between Taiwan and China and I have few opportunities to be in

touch with them, so I choose Taiwanese.]

In Li’s (2002) study about Mainlander’s dilemma of Taiwanese or Chinese identity,
he indicates that although Mainlanders claim themselves as ‘Chinese,’ they do not
deny they are also Taiwanese. In this study, however, some children resisted to be

labelled as ‘Chinese.’

Finally, some children lacked the knowledge and ideas of who Chinese refers to.
The great scale of de-Sinicisation in Taiwanese nationalism and the omission of
using the term ‘Chinese’ in the textbooks have already had an impact on children
in this generation. Lacking the information and knowledge of the concept of
Chinese, a Chinese identity is barely an option in terms of identity for the new

generation.
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6.7.1 The Image of the Chinese

Children’s descriptions about the Chinese are basically negative. Sophie (Y6,
Vietnam) had a negative attitude toward Chinese. She defined Taiwanese as those
who speak Mandarin so I went on to ask her whether Chinese people can be
Taiwanese if they come to Taiwan. Her response showed her hatred of Chinese,

but she could not give a reason.

Jessica : QRPN KEN 55 » 7] ABE S BANE ?
Sophie * 7T ZCIRAT
[Jessica: If Chinese come to Taiwan, can they be Taiwanese?

Sophie: No, I hate them. ]

Her reaction is an extreme case but several children have shown their negative
impression toward the Chinese. For example, Harry (Taiwan, Y4) visited China
before and he felt the streets and the toilets were dirty. Emma (China, Y3), as a
child of Chinese immigrant, also complained that she felt the Chinese speak too

loudly when she visited China.

The negative emotions and feelings toward the Chinese are not uncommon in
Taiwan. Where does the hatred come from? At school, the textbook says nothing
about Chinese people, but it does mention that Taiwan is isolated in the

international community because of China’s suppression. The teacher could be a
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source. Yumi’s (Taiwan, Y5) teacher shared her personal experience when
traveling in China of witnessing a mother allowing her child to urinate on the tram
so she thought the Chinese was dirty. Therefore, she thought Taiwanese and

Chinese are different.

Mass media is another source for children to learn about the Chinese. Shelley (Y6,
Taiwan) indicated that what she knew about China was about piracy products, and

she knew it from the news on TV and her teacher.

Shelley: FeH2 73 GFeH IR FEAE 251 IR B rn A52EH

Jessica: FE1E 1EHEARE RIS EIA BTG » BUEMTTEERRAIA - (EWSHEARERT » PIALT
ANTH G 1 5 a2

Shelley: Frl&1#r/E]

Jessica: T ZEERTIEME * FLAE B

Shelley: #f + SZHEA_LZRATIFIE B H4E]

Jessica: EHNHE#NE » ERNF#T/E ?

Shelley: FLEA R # —LERI e L » B 5 B — LR Y

[Shelley: I think my impression of China is about piracy stuff.

Jessica: How do you know things about the Chinese? Where do you know what they are like, such
as they have piracy stuff?

Shelley: The news.

Jessica: Mainly the news, from TV?

Shelley: Yes, and my teacher would talk about it in the class as well.

Jessica: The teacher talked about it as well. What does the teacher say?

Shelley: The teacher probably said something about Taiwan’s history, and added something

extracurricular.

Nationalism is not simply creating love to fellow nationals; it is also sometimes
about hating the other (Alonso, 1994). The Chinese have been a “‘significant other”

(Triandafyllidou, 1998) in the creation of a Taiwanese identity. During the KMT
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regime, which promoted a Chinese nationalism in Taiwan, the hatred was made
toward the communists and sympathy was shown to the Chinese. In current
Taiwanese nationalism, the differentiation of the Taiwanese and the Chinese
detached Taiwanese people’s identity from the Chinese, and reinforced a negative

emotion toward the Chinese.

Section 5.2 discussed the construction of China as the ‘significant other’ in Year 6.
Nevertheless, children’s negative emotion toward the Chinese developed before
they reached Year 6. Hence, their negative opinions are based on other sources,
rather than the textbooks. This section indicated that such sources might be

personal experiences, other people’s experiences, and the mass media.

6.8 Conclusion

In this chapter, I have examined children’s national identity. Taiwanese is the
dominant national identity for native children and children of immigrants in this
study. Children mostly perceive the Chinese as ‘the others’ who are different from
Taiwanese. Their explaining of Chinese shows that they perceive Taiwanese and
Chinese are two different identities, which have exclusive boundaries. Children’s
descriptions about Chinese are mainly negative. This might relate to the prevalent
anti-Sinicisaition atmosphere in Taiwan. However, I would argue the construction
of a strong Taiwanese national identity does not entail hating the Chinese. It is also
not necessary to marginalise Chinese culture to create Taiwanese culture and

ethnic groups.
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The pattern of national identity choices varies between children of Chinese
immigrants and children of Vietnamese immigrants. None of children of Chinese
immigrants chose dual identities, while nearly half of the children of Vietnamese
immigrants acknowledged and chose both Vietnamese and Taiwanese to represent
themselves. This might reflect the ‘anti-Sinicisation’ atmosphere produced by
Taiwanese nationalism. We have seen the negative attitudes that children hold
toward the Chinese in the results. The contrasting choices that children of Chinese
and Vietnamese immigrants made reminds us that children of new immigrants in

Taiwan should not be taken as a homogenous group.

Most importantly, this finding supports Carrington and Short’s (1996) argument
that children of the marginalised groups are more conscious of their collective
identity as a result of political influence. The choices that children of Chinese
immigrants made might indicate that the discourse of current Taiwanese
nationalism is a kind violence especially toward Chinese immigrants and their
children. Derrida (1976; 2001) demonstrates that discourse itself can be violent.
The notion ‘Chinese’ is receiving persistent exclusion in the narratives of

Taiwanese nationalism, and consistently being constructed as the ‘other’.

The aim of Taiwanese nationalism is to centralise Taiwan in the discourses and to
create a Taiwanese identity in accompany with a process of de-Sinicisation, even
sometimes a radical anti-Sinicisation. How the narrative of Taiwanese nationalism
affects Chinese immigrants and their children’s belongingness and national

identity needs further exploration.
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In general, birth place and place of residence are the key markers of Taiwanese
identity in this study. Yet, the markers are not always consistent when children
claim their own national identities and other people’s national identities. I used
three different questions. The first is why the child claims himself or herself as a
Taiwanese to examine the marker the respondent used for self. The second is what
makes a Taiwanese to understand the markers which are used in general. The third
question is if the respondent thinks a child having a Taiwanese father and an
immigrant mother and was born in Taiwan is a Taiwanese. By using this question,
I examine what markers children use for children of immigrants who are more
likely to be excluded. Some children use the same marker for different people, but
some children use different markers to judge children of immigrants’ national
identity. Therefore, identity markers alone cannot explain how children define a

Taiwanese because the markers are used for different purposes and situations.

Immigrants and their children, as a minority in Taiwan, face more challenge in this
social negotiation process to build up their national identity. Identity formation is a
process of social negotiation in a particular cultural and social context (Barth,
1969). Bond (2006) used the externally imposed limitations and self-imposed
limitations to investigate national identity. This study found that that children of
immigrants not only received external limitations that other people impose on
them, but also imposed limitations on themselves in regards of claiming a
Taiwanese identity. In children’s discourses, children of immigrants are still

excluded from being ‘full’ Taiwanese.

Apart from children of immigrants, the Aborigines were another minority group
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that were viewed as less like Taiwanese. In this sense, the discourse of ‘Taiwanese’
is mainly based on the Han people. Children’s discourses here reflect a standpoint
of ethnic nationalism. Does it indicate that current Taiwanese nationalism is an
ethnic one that contains Han chauvinism? The presentation of different ethnic
groups in Taiwan is discussed in Chapter 8, which can offer different angles to this

question.
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7 Imagined Ethnicity

7.1 Introduction

As noted in Chapter 2, ethnicity and nationalism are closely related. Walker Connor
(1994a) uses ‘ethnonationalism’ as the synonym of nationalism. He argues that
nationalism without talking about ethnicity is empty. Jenkins also argues that “all
nationalisms are, in some sense, ‘ethnic’ ” (1997: 145-6). He argues that the
boundary between ethnicity and nationalism is indeterminate. Hobswbawn holds a
different opinion about this. He argues that nationalism and ethnicity are ‘different,
and indeed non-comparable, concepts’ (1992: 4). In this view nationalism is taken as
a recent and programmatic political philosophy, while ethnicity expresses authentic
or primordial group identity (Jenkins, 1997: 143). I agree that ethnicity and
nationalism are different concepts, but it is undeniable that they share common
characteristics. In addition, the changing ethnic labels in Taiwan (see Section 1.5)
show that the case of Taiwan is rather more constructed than primordial. Both
national identity and ethnic identity are closely bounded to history and politics in

Taiwan.

Although Smith’s definition of an ethnic group is that it is a unit of population with
common history and culture, Barth suggests that it is “the ethnic boundary that
defines the group, not the cultural stuff that it encloses” (1969: 15). From the social
constructive perspective, the boundaries and identities are also shifting with history

and events (Jenkins, 1997). The authors of Ethnicity in Taiwan (Chen, Chuang, and
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Huang, 1994) argue that ethnicity in Taiwan is perpetually bound up with historical
events. The category and meanings of ethnicity have been changing and fluid
throughout Taiwan’s history. The power relationship of ethnic groups in Taiwan has
been changing in the last four decades. I have discussed in Section 1.5 that the ethnic
groups were actually the products of group conflicts in different times (Wang, 2003).
Political power is one of the main factors that influence ethnicity in Taiwan. These
groups in Taiwan became the so called “four ethnic groups” with a proposal from
some legislators in the 1990s, and it is now common to categorise Taiwanese ethnic

groups without critical examination.

Taiwanese nationalism is shaping new ethnicities and ethnic relations, in accompany
with the construction of a new national identity. New symbols have surfaced to serve
the purpose of ethnic mobilization. Individuals, however, can reject ethnic labels that
are imposed on them. Ethnicity is therefore a matter of contestation (Baumann, 1999:
57), which echoes Bhabha’s (1990) pedagogical narrations and performative
narrations. Drawing attention to children in Taiwan, it’s the concern of this chapter to
investigate how children make sense of ethnicity and to what extent do they accept or

challenge the ethnicity that Taiwanese nationalism constructs.

This chapter firstly analyses ethnicity in the textbooks, which are viewed as the
products of the current Taiwanese nationalism. Through examining ethnicity in the
textbooks, I will identify the ethnic groups and ethnic relations that are propagated. It
goes on to explore children’s understandings of the four ethnic groups, as well as the

way they classify people in Taiwan.
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7.2 Ethnicity in the Textbooks

The term zugun (ethnicity) was explained in the first volume of Social Studies
textbooks in Year 3. It states, “Ethnicity is a group of people who have a common
language, custom and lifestyle. For example: Amis tribe, Atayal tribe, Hakka and
Hoklo” (Kang Hsuan, Vol.1, p.71) These examples in the textbook covered three
(Aborigines, Hakka and Hoklo) of the four ethnic groups in Taiwan, but the
Mainlander was omitted. New immigrant women were also shown in the pictures of
traditional clothes of the Aborigines, Hakka and Vietnamese women (Figure 7.1). Yet,
new immigrant women are regarded as ‘foreign’ in the narrative that “not only the
traditional clothes of the Aborigines and the Han, but also foreign traditional clothes

could be seen in Taiwan” (p.71).

Figure 7-1. Traditional clothes of ethnic groups in the Year 3 Social Studies textbook
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A. Traditional clothes of
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B. Traditional clothes of the

man in Tsou tribe

C. Traditional clothes of

Vietnamese women

Table 7-1 illustrates the number of pages of the four ethnic groups shown in the
Social Studies textbooks. The presentations of the Aborigines outnumber the other

ethnic groups greatly, and the second most common is the Han. There were gaps
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between the presentation in the Social Studies textbooks and the reality of Taiwanese
society in terms of ethnic groups. According to a survey in Taiwan (Council of
Hakka Affair, 2008), Hoklo composes about 69% of the population in Taiwan, Hakka
14%, Mainalnder 10%, and Aborigines around 2%. The Aborigines, which were a
minority group in Taiwan, are emphasised in the textbooks. The majority group, the
Hoklo, was barely mentioned, and the Mainlander is totally absent in the textbooks.

The following sections discuss the presentation of each ethnic group in textbooks.

Table 7-1. The number of pages that contains ethnic groups in the Social Studies textbooks

Concept\ Volume 1 2 3 4 5 6 7 8 Subtotal

The four ethnic groups

Aborigine 2 3 8 2 3 8 11 - 57
Hakka 1 1 1 - 2 - 3 - 8
Hoklo 1 - - - - - 1 -
Mainlander - - - - - - - - 0
Other ethnic groups

Han people 3 3 5 - 1 24 1 - 37
New immigrants 1 - 1 1 - - - 4

7.2.1 Aborigines (Yuanchumin)

One interesting presentation in the Social Studies textbooks is the concept of the Han.
The Social Studies textbooks go to great lengths to describe the differences between
the Han and the Aborigines. For example, the textbooks introduced that the Han
society was a patrilineal society, while the Aborigine societies include matrilineal,
patrilineal and aristocratic societies in different tribes. The Han and the Aborigine

were also illustrated as different in festivals (Figure 7-2), clothing (Figure 7-3),
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language, name, life styles, etc. In Figure 7-2, the festivals of the Aborigine were
related to hunting, harvest and worshiping their ancestral spirits. The textbooks
showed festivals of the Han with the couplets that are used for decoration of the
Spring Festival, abundant food offered to worship ancestors and ghosts in the Ghost

Festival, and releasing water lanterns in the /-min Festival.

Figure 7-2. The festivals of the Han and the Aborigines in the Y4 Social Studies textbook
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Figure 7-3. The traditional clothes of the Aborigines and the Han in the Y4 Social Studies textbook
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The Aborigines in the textbooks are presented in relation to the face tattoo, weaving
cloth, fishing, hunting, festivals and ancestor’s spirit (Figure 7-4). The image of the
Aborigine is traditional and different from the ordinary people in their dress, lifestyle
and language. The massive attention on the Aborigine was found not only in the
Social Studies textbooks, but also in the Mandarin textbooks. Two lessons were
specifically about the Aborigines and their cultures. No other ethnic groups were

mentioned explicitly like the Aborigines in the Mandarin textbooks.

Figure 7-4. The aboriginal tribes in the Y5 Social Studies textbooks

A. The distribution of the
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The construction of Aborigines in the textbooks is paradoxical. Chapter 5 discussed
that the textbooks use aboriginal symbols as the representation of the nation.
Taiwanese nationalism is creating an attachment to the land and to the native culture.
Aboriginal cultures, as the native cultures of the land, are becoming the new symbols
of Taiwan. The aboriginal cultures are distinctive, and can be distinguished from the

Chinese culture, which was promoted in Chinese nationalism before. Here we see the
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narratives in the textbooks are detaching the Aboriginal culture by introducing the
difference between the Han and the Aborigines. When the textbooks convey the
message that Han are different from Aborigines, how could the majority Han

children develop an emotional bond to what they are not?

The reason that the textbooks spent a large amount of space differentiating the
Aborigine and the Han might be to establish a Han ethnic identity that can be
detached from Chinese ethnic identity, as well as an aboriginal cultural identity as a
Taiwanese identity. The usage of the Han was to replace the Chinese (Liu and Hung,
2002) or Chinese settlers (Su, 2007) that were used in old textbooks. It could serve as
establishing a Han ethnic identity to substitute a Chinese ethnic identity. Although
Corcuff (2005) questioned that the usage of the Han to replace the Chinese in the
curriculum reformation raised the problem of what it meant to be a Han, the purpose

to detach from the Chinese ethnic identity in the textbooks was apparent.

7.2.2 Mainlander (Waishengren)

The Mainlander is absent in the textbooks. Li (2002) suggests that the ethnicity of the
Mainlander is a product of a unique historical circumstance. He argues that the
Mainlanderness is rather a mentality embedded in historical contexts than a cultural
unity. Therefore, the idea of Mainlanderness might not necessarily be transmitted
from generation to generation. Even intermarriages between the Mainlanders and
other ethnic groups might lead to varying degrees of assimilation, but there are still

intra-marriages among the Mainlanders. ‘Mainlanders’ is still commonly used in the
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ethnic label in the current Taiwanese society. Therefore, one explanation for the
absence of the Mainlander in the textbooks might be to marginalize the Mainlander
in the ethnicity of Taiwan by not recognising them as one of the ethnic groups in

Taiwan, as part of the de-Sinicisation movement in Taiwanese nationalism.

7.2.3 Hoklo (Minnanren)

The Hoklo was mentioned only twice among all Social Studies textbooks. The first
description was presented in the example when the textbook explains the concept of
ethnicity in Year 3. The other one was presented in the discussion of funeral customs
of different ethnic groups in Year 6. It described the Hoklo and Hakka have similar
funeral customs to collect bones a few years after burial, and the Aborigines have
under-home burial to bless the offspring. In other parts of the textbooks, Han is used

to represent both the Hoklo and the Hakka.

The Hoklo, the majority group which is rarely shown in the textbooks can be seen as
the ‘minus-one’ ethnicity that ‘the dominant group insists upon its power to define;
members of that group perceive themselves not as ethnic but as setting the standard
by which others are to judged’ (Banton 1983:65). Banton’s argument suggests that
the dominant group view other groups as ethnic, but themselves as non-ethnic. I
argue that the textbooks are written basically from the viewpoints of Hoklo people
that the Hoklo culture and tradition are taken for granted as ‘our’ Taiwanese culture.

The aboriginal and Hakka cultures are introduced because they are ‘other’ cultures.

198



7.2.4 Hakka (Kejiaren)

The Hakka still live in groups in certain areas in Taiwan, such as Hsinchu and Miaoli
(Council of Hakka Affairs, 2008). The Hakka culture was introduced along with
places in the textbooks. For example, Meinong, a southern area in Taiwan, is
introduced with its Hakka museum and the famous Hakka handmade oil paper
umbrellas that are made in this area. In addition, Hakka traditional clothes are also

portrayed as a symbol of Hakka culture in the textbooks.

7.2.5 Immigrants

In the lesson of multiculturalism in Taiwan in the Y3 Social Studies textbook,
Immigrant women are introduced with the description that more and more people
immigrate to Taiwan for education, work or marriage. The multiple cultures in
Taiwan in the textbook are illustrated as comprising of the culture of Han, Aborigines,
and new immigrants through photos. The textbook uses photos and pictures to
illustrate Southeast Asian people and their cultures in Taiwan, which reflects that
immigrants from this area are the major immigrant group, in comparing with
immigrants from other areas. For example, Figure 7-5 shows that new immigrants is

shown as the representative of multiple cultures in Taiwan.
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Figure 7-5 The illustration of multiculturalism in theY3 Social Studies textbook

ym— ——

Note: The boy says, “My mom is an Indonesian so I can speak Mandarin and Indonesian.”

The textbooks introduced new immigrants as new-comers who have different
languages, cultures, and lifestyles. The textbooks described that the society should
accept the difference and help them to adjust to this country’s culture and language.
It also implies that the society does not intend to accept their cultures as part of

Taiwanese culture yet.

7.2.6 New Ethnic Structure in the Textbooks

According to the materials in the Social Studies textbooks, I constructed the ethnic
categories in Taiwan (Figure 7-6). Compared with the existing ethnic groups in
Figure 1-1, new ethnic boundaries and groups were constructed in the textbooks. The
division of banshengren/waishengren was removed wihle the concept of
waishengren was absent in the textbooks. New immigrants and their children are
included in the social context as a new group in Taiwan. This demonstrates the

‘selective tradition’ (William, 1989) in the curriculum, which is a “selective version
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of a shaping past and a pre-shaped present which is then powerfully operative in the

process of social and cultural definition and identification” (1989: 58)

Figure 7-6. The constructed ethnic groups in Taiwan in the Social Studies textbooks

Han people Aborigines New immigrants

Hoklo Hakka

7.3 Children Talking About the Ethnic Groups in Taiwan

The previous section discussed the constructed ethnicity in the textbooks, which
presents a new picture of ethnicity in Taiwan. Children, as active agents in their lives,
might not simply accept these ethnicity ideologies from pedagogical narratives. The
extent that the new generation who grow up in the context of Taiwanese nationalism
relate themselves to the four ethnic groups remains unexplored. This section
discusses children’s interpretation of the four ethnic groups, and the extent that they

grasp, challenge, or resist the ideology of the four ethnic groups.

7.3.1  Aborigines

The participants were familiar with this label ‘Yuanzhumin (Aborigines).” This is
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probably because the Aborigines and their cultures received extensive coverage in
the textbooks. It is the only label that none of the participants required explanation of
its meaning. Most children indicated that the Aborigines were different from them,
and different from the Han. They were able to make a long list of features to show
the differences of the Aborigines from them, including clothing, bare feet, dark skin,
language, life style (hunting, living in the mountains), good at dancing and singing,
face tattoo, harvest festivals, and weaving. These cultural symbols correspond with
the image constructed in the textbooks, and some children also expressed that they

learned it from the Social Studies textbooks.

Jessica: 1FARETT/ERRAI B LR (T NG?

Peggy: BEAFKGLFAE L H, 1B TEENS N

[Jessica: What kind of people are the Aborigine ?

Peggy: Those people who have been living in Tarwan, not the Han. ]

The Aborigines are viewed as particularly different from other ethnic groups in
Taiwan. Joanna’s (China, Y4) class had a diverse ethnic composition, comprised of
all ethnic groups discussed in this thesis, such as Hoklo, Hakka, Aborigines, children
of Chinese immigrants and children of Vietnamese immigrants. She did not feel
different from the peers from other ethnic groups, except the Aborigines. However,
when I probed what the distinction was, she replied that she did not really think that
they act or talk differently. She felt they were different simply because the textbooks
say so. Her response echoes the division of the Han and the Aborigines in the

narratives of textbooks.

Jessica: G W 1FLOE KT —F% » FEEAMIIE ?
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Joanna: W - - RE

Jessica: IRE + HAUHIBLAZFFEE—F-?

Joanna: (B DasE12%

Jessica: FLEIRIERET —# » AL S 1T 1L BRI ERIFITIT 505 ?
Joanna: JRH

Jessica: &1 » HEAIEZI] LiRA LFEG ?

Joanna: !

[Jessica: You think these two (Aborigines) are different. What about the others?
Joanna: Humm...no.

Jessica: No. You think you are the same with the others?

Joanna: (We are) similar.

Jessica: Only the Aborigines are different. Do they really talk or act differently from you?
Joanna: No.

Jessica: The same. Is 1t because you learn it from the school lessons?

Joanna: Hum!]

As Joanna had indicated, most of the new generation of the Aborigines, especially
those who live in cities, live a Han lifestyle. She indicated that she thought the
Aborigines should have tattoo on their faces but her aboriginal classmate did not look

like what she imagined.

Joanna: ALETELXE, LA

Jessica: V... W TR IERIEZ R TIERE

Joanna: HJGERE... 7 [ EFIHE

[Joanna: But he does not look like an aborigine.

Jessica: Oh, what do you think aborigines should be like?

Joanna: Maybe... tattoo on the face.]

A stereotype of the Aborigines being violent was shown from Mia’s interview. She is
an Aborigine herself. She said that if she had a chance to introduce Aboriginal culture
to her classmates, she would like to tell them that Aborigines are neither violent nor

labour workers. The stereotype of being violent was raised by Ray (Taiwan, Y4) ) as
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well. He felt angry when he thought of the Aborigines in his class because ‘the

Aborigines tend to hit people (JF{F BB EEFTN) .

Jessica: ZIR1T BRI I ETHIRIERAIRAL) » B ESET 777

Mia: [RIEREE BRGNS » NG » KN BEIEH » IEH R 55 R ERA A
HIATEIAGHIEE + BB THY » FEETRAT » BRI A

Jessica: 31T/ B FHER (ERAERINT ?

Mia: KIS HLNSHFHIRIFRIEE GEMT » AREMFGAIFER » LA IREMRIREL IR
Jessica: How would you introduce (the aboriginal cultural) to your classmates?

Mia: Aborigines are funny. And singing...most of them can sing well. Most Aborigines are not bad. They
are nice. They are not as violent as people think.

Jessica: Why would you think Aborigines are violent?

Mia: Some people think Aborigines are very muscular and they can carry very heavy stutf as work.

7.3.2 Mainlander

Traditionally, waishengren (Mainlanders) refers to those people who retreated from
China to Taiwan with the troops around 1949 and their offspring. Although the
definition of waishengren has been questioned (Corcuff, 2002b), the usage of
waishengren in the adult population in Taiwan is still common. I have noted in the
previous section that the concept of waishengren is totally absent in the textbooks.
When talking about waishengren with the participants, the majority had a difficult
time to identify what waishengren referred to. Around half of the children expressed
that they did not know what waishengren was or they have never heard of it before.
The others interpreted waishengren with various meanings. Some children explained
that waishengren were people from outside; some related waishengren to new
immigrant women and their children; some understood waishengren as waiguoren

(foreigner).
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Emma (China, Y3) described waishengren as ‘people from outside’. Those people
who did not live in Taiwan originally. It designates the otherness of this group that
they are not native. Kevin (China, Y5) explained waishengren as people from another
country, such as from China. He categorised waishengren as late arriver and
Taiwanese as earlier settlers. He added that he and his friends whose mothers were

from Vietnam and China were waishengren, while other classmates were Taiwanese.

Kevin’s remarks revealed that the boundaries and content of what waishengren
means has changed, which is what Brown (2004) called ‘variability’. For the older
generations, waishengren means people from mainland China especially those
retreated to Taiwan after the Chinese civil war. For this new generation, waishengren
is used for new immigrant women and their children. In this study, four out of seven
children of Chinese immigrants use waishengren to describe their own mothers.
Oliver (China, Y5) explained that waishengren meant “people from other country,”
adding his Chinese mother as an example of waishengren. Waishengren used to refer
to people who migrated from China only, but for these children, the sending country
is not limited to China anymore. Harold (Vietnam, Y3) also used waishengren to

describe Vietnamese.

Jessica: RGN BRI 7

Oliver: W » FAGELENEGN

Jessica: JEES(TIB1T EIRITHEHGEN BN » (RPN N G F ?
Oliver: SfEN > HEGNBAE = » 1EFIHIEEK K

[Jessica: Have you ever heard of Waishengren?

Oliver: Yes, My mom is a waishengren.

Jessica: Why would you call your mom waishengren? Where do you learn it?
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Oliver: Waishengren, waishengren are....people from other country.]

Jessica: EFREHNEN?
Harold: #67 A H5LEHY
[Jessica: Who is the Waishengren?

Harold: like those Vietnamese.]

Although children use waishengren to label new immigrant women and their
children, the new definition is not necessarily created by children. More often than
not, it is the label that other people impose on this group. Emma (China, Y3)
indicated that waishengren was not the title that her mother used for herself; instead,
it is the title that people gave her mother when she went to some activities for new
immigrants. Therefore, she chose the label of ‘waishengren’ for her mother, rather

than ‘Chinese’.

Jessica: JHGHGNE 2 © o - BN o - UEFME CENENG ? R FIN AR MENENG ?
Emma.: FIA B

[--]

Jessica: PIAIGERHMESEN

Emma: FELEGIFIERZHHTIERPGH] » BCEZNI1TIER » BLEH L R

[Jessica: What about your mom? (she was asked lo choose an identity label fo describe her
mother)... Weishrengren. Did she describe herself as waishengren, or it was other people call her
waishengren?

Emma: Other people said that.

[--]

Jessica: Do you have any example that people called her waishengren?

Emma: When she went to handle something or attend some activities, for foreign spouses.]

Some children equated waishengren to waiguoren or laowei (foreigner), which are

only one character different in Mandarin. They also have some similarity in their
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meanings. Waishengren literally means people from outer provinces or people from
other provinces; waiguoren literally means people from other country. Both
waishengren and waiguoren contain the Chinese word ‘wai,” which means ‘outside’,
‘external’ or ‘foreign.” Oliver (China, Y5) believed waishengren and waiguoren were

the same.

Jessica: {EFIHIEIZ FKHT » B NRIBIN —FR4E 2
Oliver: JEZF—FMY
Jessica: From other country. Is waishengren the same as waiguoren?

Oliver: Probably the same.]

Kat thought waishengren were not native. She gave an example of Anglo-Saxon

American.

Jessica: IGPTEHINEGN, MFTRIAGIRIEN AN ZHE? HE 1?7

Kat: BHLET %

Jessica: (BHEERFTTT—1F

Kat: XHfEEG, EEINIE, EEAFLGICEEE, \SFILE ], BRI FIREEIE IR,
B BT

[Jessica: Do the waishengren you learned look similar to us? Or they look different?

Kat: They have some différences.

Jessica: What kind of differences?

Kat: They are probably like... American. American have darker skin, oh, whiter skin. And they maybe eat
much oily food and look a little bit fat.]

To sum up, people are giving new meaning and new boundaries to the category of
waishengren by including new immigrant women in this group. In some cases,

children mix or equal the concept of waishengren to foreigners.
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7.3.3 Hoklo

While Minnanren (Hoklo) is thought to be the biggest ethnic group in Taiwan, it is
rarely discussed in the textbooks. How do children understand and describe Hoklo
then? Almost half of the participants didn’t know what ‘Hoklo’ means or had never
heard of it. Some of them ‘guessed’ that Hoklo were those who speak Minnanese,
which showed their uncertainty about this label. Two participants referred Hoklo to

‘Taiwanese’, and others described Hoklo as people who speak Minnanese.

Peggy (Taiwan, Y4) explained that the Hoklo were those who spoke Minnanese.
Since she expressed that she needed to communicate with her grandparents in
Minnanese, I believed she came from a Hoklo family. I continued to ask her if she
thought she could be a Hoklo. Yet, she did not think she was a Hoklo because she did
not like to speak Minnanese. Her example revealed two things. Firstly, the traditional
way to define ethnic groups, such as Hoklo and Hakka, used to be related to not only
the ability to speak its language, but also the place that their ancestors came from.
For children of the new generation, however, they related the Hoklo to its language
only. Secondly, ethnic identity is a choice rather than a fixed identity for these
children. Peggy did not claim herself as a Hoklo because she did not like to speak

this language.

Jessica: (THHFIRTE ZH FINEFH FHAHING 2
Pegay: 2/

Jessica: T ET EETEH CH AEEEHFA 7
Pegey: TG » IRSHTE# (I 7)

[Jessica: Did you say that the Hoklo spoke Minnanese?
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Pegoy: Yes.
Jessica: Would you think you might be a Hoklo?
Pegoy: I don’t think so because I don’t like to speak (Minnanese).]

Her unwillingness to label herself as a Hoklo is not exceptional. For those
participants who can speak Minnanese and define Hoklo as people who speak
Minnanese, only one participant claimed herself as a Hoklo because she is proficient
in Minnanese. Other participants would rather not make this claim and don’t want to
put this label on themselves although they agree that their parents are Hoklo. Most of

them thought that they can speak some Minnanese only.

Kevin (China, Y5) referred to the Hoklo as the ‘Taiwanese’ (taiwanren). His
comment brought up the question of who the ‘Taiwanese’ are. In a narrow definition,
the Taiwanese also refers to the Hoklo, partly because the Hoklo is the majority
group, and partly because the Minnanese in Taiwan is also called Taiwanese (taiyu),
the language of Taiwan. It is not uncommon to be expected to speak Minnanese to be
recognized as a Taiwanese in Taiwanese nationalism. Nevertheless, a Hakka
legislator criticised this narrow definition and proposed that Taiwanese (taiyu or
taiwanhua) should include the Hakka dialect, Minnanese, Aboriginal languages, and
the languages that new immigrants bring to Taiwan (Public Television Service

Foundation, 2003).

Sometimes, the Taiwanese (taiwanren) are thought to be the banshengren, in contrast
to the waishengren. This was reflected in the later interview with Kevin. When we
were discussing the classification of people in Taiwan, one way of classification that

he mentioned depended on the time people arrived in Taiwan. He described those
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earlier settlers as the Taiwanese, and the later arrivers as waishengren. In addition, he
added that Hakka were also included in the earlier settlers. Most children, however,
use the term the ‘Taiwanese’ in an inclusive way that people who were born in

Taiwan are Taiwanese. This was discussed in chapter 6.

Jessica: [HFIN B EE G 2
Kevin: BLETE 5 BN
[Jessica: Have you ever heard of the Hoklo?

Kevin: They are those Taiwanese.]

Kevin: FAIEEAKEH > LA 5809
Jessica: &+ FELCAEFAKE U1 ?

Kevin: &AM

Jessica: HEILHEAKIIE 7

Kevin: S A

Jessica: WE~AF » TEEZAME ?

Kevin: XA+ BLELLEEFARAG

[Kevin: Those people arrived Taiwan earlier, and those arrived Taiwan later.
Jessica: En, what do you call those who arrived earlier?
Kevin: Taiwanese.

Jessica: What about those arrived later?

Kevin: Waishengren.

Jessica: Oh, OK, what about the Hakka?

Kevin: Hakka are also those arrived earlier.]

7.3.4 Hakka

In this study, about one third of children did not know who the Kejiaren (Hakka)
refer to. For example, Sean (Chinese, Y6) had never heard of ‘Hakka’ before. His
had no relatives living outside of Taichung. Taichung is not a place where Hakka

people and Hakka language are prevalent. Meanwhile, most Hakka people can speak
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Minnanese so their ethnicity is not easily to be distinguished if they don’t claim their

Hakka identity or speak Hakka publicly.

Several children characterised Hakka with its food, such as Hakka-style stir fry,
Hakka mochi, and Hakka flat noodles. Food is a cultural symbol for the Hakka.

For those who knew Hakka, language was mainly how these children define the
Hakka. Sophie (Vietnam, Y6) was excited when she saw the label ‘Hakka’. She
expressed that her mom could speak Hakka because her maternal grandfather was a
Hakka. She, therefore, could understand some Hakka but she was unable to speak it.
Consequently, she chose Hoklo as one of her identities, instead of Hakka, because
she spoke some Minnanese. For her, language is more important than blood lineage

to claim an identity.

Another example was that Tina (Taiwan, Y4) identified herself as a Hakka because
her father was a Hakka. She regarded patrilineal blood lineage as important for
individual’s ethnic identity; however, she identified her sister as a Hoklo because she
spoke Minnanese well. Her comment on her sister’s ethnicity showed that although
she used both blood lineage and languages as markers of identity, language is more

crucial than blood lineage for her.

Jessica: HHEHGEHIAN » ALE TG TE I BT
Tina: EIES TS E o8 F5CH

Jessica: W, KIRZEEEERTA » FILAGEIFEERA
Tina: 1B, 1HEZETGHIIEZEHFAN

Jessica: F311/%?

Tina: KKIES 575300 R FHT

[Jessica: Your mother is a Hoklo but you don’t think you are a Hoklo?
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Tina: Because it is inherited from father

Jessica: Oh, because your father 1s a Hakka, you feel yourself a Hakka?
Tina: En. But [ think that my sister 1s probably a Hoklo.

Jessica: Why?

Tina: She speaks Minnanese very well ]

In summary, children in this study are familiar with the ethnic label, Aborigines,
which was regarded as different from them. In terms of other ethnic groups, some
children have never heard of the Hoklo, the Hakka, or the Mainlander. Their
responses correspond with the narratives in the textbooks to some extent.
Nevertheless, although the Mainlander is absent in the textbooks, the participants are
still able to give us the new meanings that are added to the categories of the
Mainlander. The Mainlander used to refer to people from China, and now they also

refer to immigrants from other countries.

In addition, language is a crucial marker for these children to define the Hoklo and
the Hakka. They use language to choose if they would like connect themselves to an
ethnic identification. This is more important than blood lineage for them. Their
responses support the argument that ethnic identity is the label a person prefers,

instead of what they are (Thomas, 1986).

7.4 Children’s resistance to ethnic labels

The usage of ethnicity varies among children in different groups: children of native

Taiwanese, children of Chinese immigrants, and children of Vietnamese immigrants.

There was not a significant trend for children of different ages and genders.
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For children of native Taiwanese, the concept of ethnicity has a significant meaning
for children of Hakka and aboriginal backgrounds. All Hakka and aboriginal children
choose ethnic labels as their most important identity, but none of the other children of
native Taiwanese (presumably Hoklo) chose any ethnic labels for either themselves,
their parents or their classmates. Children of Chinese immigrants do not use ethnic
labels for themselves, but some of them chose the Hoklo for their fathers, and one
girl chose the Mainalnder for her mother. Children of Vietnamese immigrants are the
only group of the three that would use Hoklo for themselves. Three out of ten chose
Hoklo as one of the labels that can describe them, although Hoklo is not the most

important identity for them.

The above findings indicate that children of different ethnic background have
different levels of awareness of ethnicity, and ethnicity has different meanings for
them. Scetion 7.1 discussed that the textbooks are written from a Hoklo perspective.
The Hoklo, is the ‘minus-one’ ethnicity (Banton, 1983) who perceive themselves as
non-ethnic and other groups as ethnic. From the interviews, Hakka and aboriginal
children are most aware that they are different in ethnicity. They feel ‘ethnic’ because
they are minority groups. Children’s awareness of ethnicity shows the subjective
ethnic relation. Hoklo is the dominant group in contemporary Taiwanese society, and

the other groups are minorities.

In general, children resisted labelling themselves with any of these four ethnic groups,

except the Hakka and the Aborigines. For example, Judy (Vietnam, Y5) had friends

from the four ethnic groups. Therefore, I asked if she thought they are different. She
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shook her head to indicate disagreement. In addition, she did not apply these ethnic

labels to herself either.

Jessica: FTH CBEEIEZIL » HEFERA * A BIFEERAIIIL » BT T E 15
ARG 7

Judy:  (FEEH)

Jessica: FTLABSEHEE CILERE = 1E A —1F 7

Judy:  (FEEH)

[Jessica: You have many friends, friends of Hakka, Hoklo and Aborigine. Do you think they are different?
Judy: (shake head).

Jessica: So would you put yourself into these three categories?

Judy: (shake head).]

Ray (Taiwan, Y4), on the other hand, thought that the four ethnic groups are groups
of people who are different from him, and he has nothing to do with these groups, let

alone feeling belonged to any of the ethnic groups.

Jessica: FFXRA ~ JRIERE ~ SFENBIHFN » BRIFEEITRIFNE 7

Ray: RE

Jessica: FEPAREFFHUNTERIT—FEG 7

Ray: 1~ 1%

[Jessica: Hakka, Aborigine, Mainlander and Hoklo, what’s their connection with you?
Ray: None.

Jessica: Do you think they are the same with you?

Ray: Different.]

In another case, Harry (Taiwan, Y4) described Hoklo as peope who spoke both
Minnanese and Mandarin. Although he could speak both Minnanese and Mandarin,
he preferred not to use Hoklo to describe himself. These examples that children

refused to label themselves into the four ethnic groups showed children’s resistance
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to the existing ethnic categories that were given to them.

Harry: [N » B B R4

Jessica: & » 5 ] AR AN 2

Harry: FeEa# 4t

Jessica: B 4L » FTLGE R ] LA AN ?

Harry: ZE1ZHF T

[Harry: Hoklo, they can speak Minnanese and Mandarin.

Jessica: En, do you think you are a Hoklo?

Harry: I can speak some [Minnanese].

Jessica: You can speak some [Minnanese]. Do you count yourself ito Hoklo then?

Harry: [ would rather not.]

Two participants used ‘Hoklo’ to label their classmates: Tina with a Hakka
background, and Sean as a child of a Chinese immigrant. Language was the reason
that they chose this label for their classmates. Tina and Sean labeled their classmates
as Hoklo because they subjectively perceived that their classmates spoke better
Minnanese. Ironically, all the other children also thought they did not speak
Minnanese well and did not perceive themselves as Hoklo either, except Gina
(Vietnam, Y4) who perceived herself as a Hoklo because she was good at

Minnanese .

7.5 Children’s Classification of People in Taiwan

This section discusses children’s classification of people by using the card-sorting

exercise to ask which labels the participant would choose to describe themselves, as

well as his or her parents and classmates.
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While children resisted the imposed ethnicity from the society, what classification
systems do they use to classify people? And, what are the most important identities
for children? This study found that gender and place are the major identity markers
that children use to classify themselves and other people. Being boys or girls, and

bring a person of Taichung or Taiwanese were most important for them.

Place is the identity marker that children use to classify people within Taiwan. Kathy
(Taiwan, Y6) could speak Minnanese as well as Mandarin. While she revealed that
her grandmother and her parents spoke Minnanese, I asked if she thought her family
could be Hoklo. She replied that her family simply connected themselves to cities

and places rather than ethnic groups.

Jessica: I EAZFHITNIRAEHANNG 7 [...] [ ARSI g AT IRAIA > B
NI LAGEZNARIZEPRAK TG

Kathy: #107 » BN TALEZE ARIZFAA

[Jessica: Do you think that your family are the Hoklo? [...] Maybe I should say that if you ever use this (the
Hoklo) to describe your tamily or you always use people of Chiayi and people of Yuniin for yourselves.

Kathy: Yes, we always use people of Chiayi and people of yuniin.]

Children usually connected people to the places where they were from. Almost all
children of Vietnamese immigrants chose ‘Vietnamese’ for their mothers. In addition,
children usually used ‘Taiwanese’ to describe their classmates. One girl precisely
used the small town where her father was born as the identity for him. Despite the
limited mobility these children had, they were able to use their geographical
knowledge to understand where their classmates came from and therefore classify
them. Most of them said that although the school was in Taichung, they knew that

not all of their classmates came from or lived in Taichung. Therefore, they usually

216



used ‘Taiwanese’ to label their classmates.

Jessica: (I THEA AL HIEZ20E ?

Nemo: 578N

Jessica: PN 1 B 0 B TIEGESEA 7

Nemo: FNTIERE o © REAFESEIN » BLE B BT ERT
Jessica: FI > BTESITIER G5 PN ?

Nemo: KB THIAEN (EAEE L

[Jessica: What about most classmales in your class?

Nemo:. Taiwanese.

Jessica: Taiwanese. En, why would you choose ‘Taiwanese’?
Nemo. There 1s no foreigner, like those who was born oulside, in my class.
Jessica: En, why don’t you choose ‘people of Taichung’?

Nemo: Some of my classmates live in Changwha.]

Gender is another important identity for children. More than half of the participants
chose being a boy or a girl as the identity they would like to have if they can only
have one. Joanna (China, Y4) thought all these labels can describe her: ‘Taiwanese’,
‘Person of Taichung’, ‘Child’, and ‘Girl’. Afterward, she kept ‘Girl’ as the most
important identity because she thought other identity labels might not fit her in the
future. Gender was important for children because it is less likely to change, while

other identities might change with time.

Jessica: B3 {118z i FHZERE 247

Joanna: I35, FeLlEAJEEERA

Jessica: W, FLEmifeN G BARIEG A AME?

Joanna: 5l (BFHEN), ZeFIREEEEHIE, ZEMERTE S T, AEIREAHE ST
[Jessica: Why did you finally choose ‘Girl’?

Al

Joanna: Because ‘Child'...I will grow up.
Jessica: Oh, what about these two (‘ Taiwanese’ and ‘Person of Taichung’)?

Joanne: This (‘Taiwanese’)...I might leave here in the future. Although I was born in Taichung, many
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people are also from Taichung.]

Thorne (1993)’s ethnography in school about gender suggests that gender is not only
an individual identity, but also a dimension of social relations and social organization.
The organization and meaning of gender vary from one social context to another.
When children get together in situations where age and ethnicity is at the fore, gender
becomes less or differently significant. This study, however, found that gender is

more important than ethnicity for children at school age in Taiwan.

7.6 Conclusion

This chapter compared the ethnic classification presented in the textbooks and that
perceived by children. The so-called ‘four ethnic groups’ were presented imbalanced
in the textbooks. The textbooks highlighted the Aborigines and focused on describing
the difference between the Han and the Aborigines. The Hakka culture was
introduced as a local culture, while the Mainalnder are absent in the textbooks. The
Hoklo was rarely discussed in the textbooks because the textbooks were written from
the standpoints of the Hoklo. They are the ‘minus-one’ ethnicity that perceives
themselves as ‘non-ethnic’ and other groups as ‘ethnic’ (Banton 1983). The
Mainlander might be omitted with the purpose of marginalization under Taiwanese

nationalism.

The current pedagogical materials create a new ethnic category and relationship in

Taiwan. A Han/Aborigines division is emphasized. Creating the Han ethnicity might

raise some problems. First, as Corcuff (2005) questioned, that the usage of the Han to
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replace the Chinese in the curriculum reformation raises the problem of what it
means to be a Han. Second, using Han as an umbrella ethnicity for ethnic groups like
Hakka and Hoklo might cause the marginalization of the minority. In this case, the

significance of the Hakka culture and the Hakka people is blurred in category of Han.

Children’s description about the ethnic groups in Taiwan is mainly based on language
difference. Therefore, language is a crucial marker for children to identify ethnicity
in Taiwan. From the findings of the interviews, however, this study argues that the
four ethnic groups was an arbitrary invention imposed on people while children
usually distance themselves from the usage of the four ethnic groups. They learned
the ethnic groups from the textbooks. This chapter illustrated that the Aborigines
were highlighted in textbooks and children knew about this group much more than
other ethnic groups. Yet, the narratives in the textbooks were ambivalent. The
Taiwanese nationalism intended to create the Aborigines and the aboriginal culture as
the symbols of Taiwan but the narratives in the textbook also emphasised that the
Aborigines are different. It was creating an ‘other’ in Taiwan. The children also think

the Aborigines are different from them.

Instead of ethnicity, place is an important indicator that children use to classify
people. This echoes the finding of the study that Scourfield and his colleagues (2006)
did with Welsh children. They use their spatial knowledge to classify people into
different categories. Gender, however, is the most important identity for children
themselves in this study, followed by place as individual identity. I conclude that
place is a collective identity and gender is an individual identity for children. Both of

them are shown to be important for children, but if they have only one choice, they
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still tend to choose gender as the unique identity.
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8 Being Different

8.1 Introduction

New immigrants and their children are an emerging group in Taiwan during a period
of intense immigration, and they are sometimes called the ‘fifth ethnic group’ in
Taiwan. In primary school, one out of ten children came from an immigrant family in
2010 (see Table 1-2). This new group brings challenges to the existing ethnic
boundaries and relationships, and primary schools are at the forefront of these
challenges. The negotiation of boundaries and their identities happens when these

children interact with people, such as their classmates and teachers at school.

Children with mixed backgrounds face more challenges in the process of identity
formation as they are subject to being labelled ‘outsiders’. Oikawa and Yoshida
(2007) use Cooley’s (1983) ‘looking-glass self theory’ for biethnic young people in
Japan. This theory highlights the importance of the production of self from the other.
In other words, the way we see ourselves is influenced by the way others see us. In
their study the participants all started with the identity of “Japanese” but others kept
pointing out their biethnicity to them. It is the imposed limitations from outside that

force the participants to cope with the situation and to re-shape their identities.
In another study, Bond (2006) examines externally imposed limitations and

self-imposed limitations on claims to national belonging in Scotland. He finds that

both externally imposed limitations and self-imposed limitation would undermine the
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national identity of those who lack one identity marker, such as birth place or

Scottish ancestry.

Children’s experience of otherness at school is closely related to nationalism
(Zembylas, 2010; Devine, Kenny and Macneela, 2008). The otherness experience
derives from the social interactions between the majority and the minority groups, as
well as the narrative in the pedagogical material, teachers’ attitude, and everyday

practices at school.

In this chapter, I consider children’s construction and experience of ‘otherness’ at
school and at home, which could influence their identity formation. This chapter
starts with the children of native Taiwanese’s discourse on children of immigrants. It
then turns its focus to the ‘otherness’ experienced by children of immigrants at
school and at home and examining its relation to the narratives of ‘otherness’ in
Taiwanese nationalism. In addition to children’s personal discourses, their social
network is examined to understand the social boundaries and social exclusion among
children. Finally, I discuss how language curriculum at school relates to the
construction of otherness, which causes children of different ethnic backgrounds to

perceive themselves as minorities.

8.2 The Discourse on Children of Immigrants

I discussed in Section 6.6 that children of immigrants are partially acknowledged as

Taiwanese. Some children agree that children of immigrants are Taiwanese, but some

do not. Therefore, this section focuses on the discourses of exclusion about the
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children of immigrants from children of native Taiwanese

The stigmatisation that immigrant women receive is manifested in Yumi’s (Taiwan,
Y5) usage of the term ‘foreign bride’ (Y}FE#TK). Scholars in Taiwan, such as
Hsiao-Chuan Hsia (2005), have endeavoured to promote respectful titles for
immigrant women to replace this stigmatised term which is widely used in Taiwan.
The term of ‘foreign bride’ neglects the roles that immigrant women play as women
and mothers in Taiwan, but focuses on their role as a bride and a wife in the marriage
and their foreign status. Yumi expressed that she learned the title ‘foreign bride’ from
the textbooks. The textbooks, however, use the term ‘foreign spouse’ (I EERCAE),
instead of ‘foreign bride’. Therefore, she probably learned in from other source,
which shows that the usage of ‘foreign bride’ is still common in the Taiwanese

society.

Jessica: 1TSS ?

Yumi: &
Jessica: 1+ TEWBHETEEN A 7
Yumi: [

Jessica: L T1EFR 2 il Bk 7

Yumi: it 57

Jessica: HHITEL /T ?

Yumi: gig#:# » AN - MBI RIS - KIS 17 EE G HIE L 2B
BB KRR

Jessica: Have you heard of ‘foreign spouse’?
Yumi: Yes.

Jessica: Yes. Where did you heard of it?
Yumi: In the class.

Jessica: What class? Social Studies?

Yumi: Social Studies.

Jessica: What did 1t say?
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Yumi: It says that some people mairy foreign brides as their spouses because they cannot find a suitable

wife here. They go for foreign brides.

In terms of children of native Taiwanese’s discourses about children of immigrants,
Ray (Taiwan, Y4) claimed that children of immigrants would not be bullied at school,

but they might be teased.

Jessica: /| NHEIFFEANEN) B > LB — N8 B B T8 7 AR T A el
N MEEEGEN BRI GG ?

Ray: 1"&r
Jessica: BRI IS MAEHEAIES N » [TTHE N RGENE ?
Ray: &

[Jessica: John 1s a child of immigrant, which means that his father or mother is not a Taiwanese. His mother
1s Vietnamese, and his father is a Taiwanese. Do you think that he would be bullied?

Ray: No.

Jessica: Do you think that he would be teased because his mother is not a Taiwanese?

Ray: Yes.]

Cathy (Taiwan, Y6) and Mia (Taiwan, Y6) said that their classmate Sophie (Vietnam,
Y6) was often teased. Cathy disclosed that some boys nicknamed Sophie ‘doghead

(JUE),” Cathy said that Sophie (Vietnam, Y6) had a strange accent.

The exclusion of children of immigrants may be derived from two aspects. One
aspect is what Ray mentioned above that a child might be teased because one parent
was not a Taiwanese. The other aspect might be the language or the accent as Cathy
mentioned before. I gave a scenario to the participant that a child transferred to
his/her class but the child could not speak Mandarin very well. A few children of
native Taiwanese said that if a child could not speak Mandarin very well, they might

be bullied or teased.
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Peggy: ML # T IEZ G HEEE

Jessica: FEFG 11/ B 7% TAF B 7

Pegey: INESFCITHE FAFIAN B 7 & b 1A

[Peggy: He would be teased if he could not speak Mandarin well,

Jessica: Why would he be teased because he could not speak Mandarin well?

Pegoy: Almost everyone in my class has good pronunciation of Mandarin.]

Jessica: B3 1/E MG B AT E ?
Ray: KIEHEZRA X #0E
[Jessica: Why would he be bullied for not speaking Mandarin well?

Ray: He cannot communicate with people.]

According to children of native Taiwanese, a child might be teased or bullied because
of his or her ability to speak good Mandarin. Children of immigrants are vulnerable
in this situation. Children of immigrants are evaluated as poor in language
performace (Chung, 2006; Chen, 2006), but they are usually examined in Mandarin
only. However, this thesis argues that it is a myth caused by the single standard. This
study found that children of immigrants were competitive in speaking multiple
languages. One girl of an immigrant in this study could comprehend five languages,

but this talent was not appreciated in the Mandarin hegemonic education.

8.3 Children’s Experience of Exclusion

This section draws attention to children of immigrants’ subjective experiences of

exclusion. It discusses their exclusion experiences in two settings: school and home.
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8.3.1 School

School is usually the setting that children leave home and start to interact with people
from different ethnic backgrounds. Through the interaction with other classmates,
children learn the difference of social characteristics, such as gender, ethnicity, and

class. Gina (Vietnam, Y4) had felt being different from other children since Year 1.

Jessica: {IIENT/BHFIRGAGEFFE CHRIA T —FK?

Gina: JEZETE © > —4FK

[--]

Jessica: Z{EEWY ?

Gina: BT FRATIFIR » SLBE]— G5 B0 » HAGE S FE
[Jessica: When do you start to feel different from other people?

Gina: Probably since.. Year 1.

[--]

Jessica: And?

Gina: When I get into Year 1, I met another child of foreign spouse. Her mother is a foreign spouse.]

Her excerpt shows that children of immigrants easily stand out as different at the
very beginning when they enter school. In Taiwan, these children of immigrants have
no obvious difference from children of native Taiwanese in physical appearance and
skin colour. Therefore, what made them stand out was not the observable physical
appearance. They are different because of their ancestry, which is not an identity

marker that is easy to distinguish from outside.

What make them stand out as different? The Ministry of Education established a

report system specifically to monitor new immigrants and their children. This
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surveillance system structurally makes children of immigrants different. In addition,
school teachers lack sensitivity toward ethnic issues can make the situation worse.
According to one immigrant child, her teacher publicly surveyed the number of
children of immigrants by asking them to raise their hands in class. She felt that
everyone in her class knew that she was a child of immigrants because of it. Some
children of native Taiwanese also confirmed that they knew that there were children

of immigrants in their class because teacher surveyed them publicly.

Moreover, the differences that children of immigrants felt might reflect the
exclusiveness at school. Viruell-Fuentes’s (2006) study with the second generation of
Mexican women in the United States shows that it is the intangible atmosphere at
school that makes these women feel excluded. The experience of exclusion can be
latent and implicit. And, this kind of exclusion could be more prevalent than those

obvious behaviours, such as bullying (Devine, Kenny, and Macneela, 2008).

Racist statements and practices have been found among children at the age as young
as three (Van Ausdale and Feagin, 2002). When children leave their family and get
into the education system, they start to interact with children from different
backgrounds. In the process of interacting with the pupils at school, they are
constructing and negotiating their identity. In Taiwan, 94% of children (MOE, 2011)
get two-year preschool education in the kindergartens before entering primary school
(Appendix 9). Therefore, primary school is the second institute since they enter the
education system. However, children in this study expressed that the feeling of being
different started since primary school, rather than Kindergarten. None of the children

mentioned any racist experiences in the kindergartens.
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Some children of immigrants perceived themselves as Taiwanese, but their
classmates did not accept their claims and told them that they are half-Taiwanese
only or not Taiwanese. Steve (China, Y4) regarded himself as a Taiwanese but his
friend said that he was half-Taiwanese and half-Chinese so he was very unhappy
about it. Another case, Judy (Vietnam, Y5), perceived herself as a Taiwanese but her
classmates claimed that she was a Vietnamese. Their endeavours to claim a full
Taiwanese identity was obstructed by the limitations imposed by others (Bond,

2006).

Steve: FUFEEEIIA - ITABHRITE » FEFEEA » BEFFEAN
[--]

Jessica: HHUNIHE EAINFIE - (B BHE LR ?

Steve: &l o o {RAEH

Jessica: 1AL EREPENT ?

Steve: IZBEPEMNT

Jessica: BT E CHHEITE CAE - » 1 —F—F

Steve: FAFEPCE N

Steve: Sometimes when we are chatting, they would say that I am half-Taiwanese and half-Chinese.
[--]

Jessica: How do you feel when they say it?

Steve: hmm... very unhappy.

Jessica: How did you deal with it?

Steve: I did not respond to them

Jessica: You perceive yourself as....not half-half.

Steve: I perceive myself as a Taiwanese.

Jessica: 1FETRITETEY FF—1 » 1T ASHEa HEEHY ?

Judy: & 51

Jessica: BN 0 BRI EZ ?

Judy: B o o KR BCAEDNT S B ERINT » BeBHG 20T » [ 5N AR5 4
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RIGGESNAE AT - Fest B A5

Jessica: HHLELE

Judy: BETEE

[Jessica: which card would you like to keep? The most imporiant card for you.

Judy: hmm...this one [Taiwanese].

Jessica: Taiwanese. Why it 1s most imporitant?

Judy: hmm...because [ was born in Taiwan. I think that my classmales are all Taiwanese. If some
classmales say that I am a Vietnamese, I would feel a little bit “that.”

Jessica: A little bit what?

Judy: Annoyed.]

We should not take for granted that children with mixed heritage would possess
multiple identities. Judy and Steve’s examples show that some mixed children started
with a single identity but other people rejected their claims. They were frustrated
about the situation and they had to cope with it. This result supports Oikawa and
Yoshida’s (2007) finding and argument about biethnic individuals in Japan. Their
study shows that the respondents with mixed backgrounds started with a Japanese
identity, but they turn out regarding themselves as biethnic after people pointing it

out to them persistently.

It upset Judy when she was viewed as a Vietnamese while she thought herself as a
Taiwanese. Most importantly, it affected the way she viewed herself and claimed her
identity. She confided that originally she thought she was a Taiwanese, but she
doubted her Taiwanese identity because of others’ opinion. Her classmates claimed
that she was a Vietnamese so she felt she was less like a Taiwanese and believed that
those classmates whose parents are both Taiwanese are more like Taiwanese. Judy’s
case reflects the ‘looking-glass self theory’ (Cooley, 1983; Oikawa and Yoshida,

2007) that opinions from others influence the way Judy sees herself and her
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Taiwanese identity.

Jessica: FHETEIFITIEHR EHTEREZ N ?

Judy: K5 o o BHFIRITEEZFTEINTEFN - L

Jessica: JITLUEAIES A 7419 RTRME 7

Judy: [EZE

[Jessica: Why do you think you are less like a Taiwanese?

Judy: Because...sometimes my classmales would say, ‘you are a Vietnamese’. That’s why.
Jessica: Is it because what your classmales said?

Judy: I think so.]

Gina (Vietnam, Y4) is a friendly girl and a good conversationalist. She has a good
social life at school. Her friendship network is comprised of children from different
ethnic groups. I had four recorded interviews and some other informal conversations
with her. I found it is difficult for children in Taiwan to share their unhappy
experiences about their classmates. Children in this study tend to share positive
experiences and avoid gossiping negatively about their classmates. From the first
interview, Gina gave me the impression that she had no problem making friends with
her classmates. But by the end of the second interview, she disclosed that she felt
different from other children since she entered primary school. Some classmates
would say something bad to her. She complained about it to her father, but her father
told her not to care about what they said. Therefore, now she found her way to cope
with it. She felt fine with being different now, but it implied that it used to be a

problem for her.

Jessica: 1B CHREAL NPT 05 ?
Gina:  (H1#)

Jessica: EFFEN—FE?
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Gina: FLEMINTE B A A EAE 7 BB > Be TN AIE

Jessica: HE e TS 11l i IRFEG 7

Gina: BRUTEAF

[Jessica: would you think you are different from other children?

Gina: (nods)

Jessica: What kind of difference?

Gina: That 1s their dad and mom were both born in Taiwan...I don’t know.
Jessica: Does it bother you?

Gina: it’s alright recently.]

Taiwan is more collectivist than individualistic (Ali et al., 2005). Exclusion is neither
direct nor violent in this study when compared with studies in other countries, such
as Ireland (Devine, Kenny and Macneela 2008), Cyprus (Zembylas 2010) and
America (Van Ausdale and Feagin 2001). In Cyprus, for example, racism at schools
was intense and becme physical conflicts between Greek-Cypriot and
Turkish-speaking children. They also directly told the researchers that they didn’t
like each other. Nevertheless, children in this study tried to protect their classmates,

even if they were the perpetrator of bullying.

When I interviewed children of immigrants about their witnessing of bullying or
their experience of being bullied, their response was usually a silence, followed by a
‘no,” but it was not necessarily true. For example, I gave Sophie (Vietnam, Y6) a
scenario that whether a classmate would be teased if he has a Taiwanese father and
his mother comes from another country. She said the child would not be teased if
s/he did not reveal it to other pupils. I continued to ask if she heard of any bullying or
name-calling events. She shook her head without speaking. Yet, her classmates
expressed that Sophie was often teased. Nevertheless, they also tried to protect their

classmates. One explained that it was normal for children at their age, especially
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boys, to make fun of people. She added that the boys just want to play and didn’t
have bad intentions. Another one said those boys were just joking, it is not racism. In
the Taiwanese society, children might feel pressured to disclose negative things about
others, in case they put their classmate into trouble, and they would be regarded as
informers. Even when they are the victim of being unfairly treated, they would rather

endure it silently.

Teachers can also become a source of exclusion at school. In Cyprus,
Turkish-speaking children feel their teachers are not supportive of them and act as
bystanders who tolerate and allow racism in the class (Zembylas, 2010). Earlier I
discussed that teachers lacking sensitivity could cause children of immigrants be
marked as different. These cases exclude the minority in a passive way. Sometimes
teacher can exclude children of immigrants actively and directly because of what
they say. In this study, a teacher made fun of a child of an immigrant with her
immigrant background and started name calling. Judy (Vietnam, Y5) faced an
embarrassing situation when her teacher called her ‘vietnam mei g (little
Vietnamese sister)’ in front of the whole class. Being called vietnam mei, Judy was
labelled as an outsider from Vietnam by using the word “Vietnam” without
acknowledging her Taiwanese heritage and the reality that she was born and grew up

in Taiwan.

Jessica: MUNTEEEAHRETAGHGERTAN) ? Zeildr ay i 1L /B —baAa BAIRE 7 48 H BT AaHF
&7

Judy: FLEERIE T AN —EAHIFIE  ERIELH  ERIAREFAGHT RN » AR
HNGTERT - (THHGEREN > AL B | 2 BEEAAR %

[Jessica: How would they know (your mom is a Vietnamese)? I am curious how they find out in the first
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place. They found out when you introduce yoursell?
Judy: The teacher said that. When I was in Year 3, the teacher knew my mom was a Vietnamese and then
s/he said that, ‘hey student, your mom 1s a Vietnamese so you are called “ Vietnam mei”!” Ya, and then the

teacher and my classmates start to say that.]

Mei If means ‘younger sister’ in Mandarin. The name vietnam mei might originate
from dalu mei (little sister from the mainland), a slur for women from China (Xu and
Huang, 2009). Dalu mei may be an analogy of a kind of sweet lettuce in Taiwan that
is also called Dalu mei, which is a cheap and delicious. In the Chinese family
relationship, the younger sister not only refers to someone younger, but also
represents a lower hierarchy than the person making this claim. On the contrary, if a
person is called jie %/ (older sister), it might be because the woman is older, but it
can indicate that the person making this claim wants to show their respect to this
woman. In Taiwan, immigrant women from China and Vietnam are always called
vietnam mei and dalu mei, rather than vietnam jie or da lu jie, no matter how old they
are. This kind of label is not used for women from other countries, such as Japan or
the UK. The notions of vietnam mei and dalu mei contain multiple dimensions of

discrimination towards women from these countries.

Feminist studies argue that Black women suffer from ‘triple oppression’ from
ethnicity, gender and class as Blacks, women, and members of the working class
(Yuval-Davis, 2006). Those vietnam mei receive discrimination and stigma of being
Vietnamese (poor country), women, working class, and having less education (Tsay,
2004; Wang and Chang, 2003). The stigmatization to the immigrant women from
China and Southeast Asia is prevalent in Taiwan because some cross-border

marriages are facilitated by profit-pursuing brokers and most immigrant women
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marry disadvantaged men in Taiwan (Wang and Chang, 2003). As discussed in
Section, 1.6, these immigrant women are usually constructed by the Taiwanese media
as social problems that they are a threat to the economy in Taiwan, and that they
would deteriorate the ‘quality” of Taiwanese (Hsia, 2007). ‘Commodified
transnational marriages’ are not unique in Taiwan; rather, it is a wide-spreading
phenomenon that people cope with the inequality and marginalisation caused by

global capitalism (Hsia, 2000).

8.3.2 Family

Family usually is the place that children find a sense of belonging, but it sometimes
becomes another source of exclusion for children of immigrants. Harold’s (Vietnam.
Y3) family lived together with his paternal grandmother and some extended family
members. When doing the circles of relationship, he put his paternal relatives who he
lived with in the outer circles and his maternal relatives who lived in Vietnam in the
inner circles. He felt being excluded from the paternal family because he said that
they did not share food with him. Living with extended family is common in
Taiwanese society. Usually these families do not just live under the same roof and
work separately. They live together like a big family. The elder members of the
families would help to take care of the children in the family. The unfriendly attitude

that Harold’s paternal relatives showed was a sign of exclusion.

Jessica: FEESITIEINLY » BB » o)\l - iREHG - & EHHGH TS I8 7
Harold: JKIfGH12 » FeLBFHIFIE - TEZ ST BN LG He B
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Jessica: I » AR [ ERUFAH 2 B ERE 5 » 45— I B VYL E T IR B 1 -
P B3I I E i BT — 1 7

Harold: [Kf5 = = fiTERIHIGE A EhFels

Jessica: EHINE ?

Harold: EHY

Jessica: PIHEIFIANEG?

Harold: #/%F

Jessica: WE » AEHE » AIRA R VENE

Harold: & » AEFEEIEFER -+ = GG

[Jessica: Why did you put [maternal] grandpa, uncle, auntie, dad and mom in the
first inner circle?

Harold: Because grandpa, when I go to Vietnam, if I want to watch movie, grandpa
would put it for me.

Jessica: Uh-huh. The second circle is your brother and cousin in Vietnam. The third
and fourth circle is their family [auntie’s family]. Why would you put [paternal]
grandma, uncle and auntie in the outer circle?

Harold: Because...they don’t share with me the food they buy.

Jessica: Really?

Harold: Yes.

Jessica: Does your [paternal] grandma live with you?

Harold: Yes.

Jessica: Oh...they don’t share with you.

Harold: En. We need to buy it, or mom would cook.]

Another case showed that struggles that children of immigrants faced in the broken
marriage while the divorce rate of transnational marriages is three times higher than
that of native marrigages. Steve’s (China, Y4) parents divorced. After divorce, he
used to live with his father and his paternal grandparents in Tainan before his father
passed away. I asked him if he would like to visit his paternal grandparents. Although
he lived with them for a while, he said that he would rather not because he did not
like that place and the people there. His conflicted inner emotion might be related to

the inconsistent message he received in the excerpt below. There is no evidence to
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show that his paternal family treated him badly. His relationship with his paternal

family and his emotion toward them, however, is negative.

Jessica: THRE FEASEHIR N EE B 2

Steve: JRE T+ FAGHGHIFIRFCT » 1110 GG LA PIHINFIR » {0 ZE R ]
— RGN ZEFCNT  H—KEPTHG 7] s Kt 17 LT[ » B (i A B e T
BEAGFI LT ETLNT » RAEFTES BN TR B AR TG L B BT B PR ]
Jessica: FITLARTEE FIHIIFIE » HEEEN G ORAAF TG ? BB 7

Steve: BB FILETEHIE L » HHILE B

Jessica: UNFTREET T TAFRE 2

Steve: tUAFAF » (HE e AN

[Jessica: Do you keep contact with the family in Tainan?

Steve: No. Mom told me that before she picked us up. They want to send us to a place
that no one wants us. My granny called to ask if we wanted to go back once. Mom
hung up the phone directly. Mom said that those people do not like us. They would
send us to the social welfare. Then my mom told us not to respond to them anymore.
Jessica: Did they treat you badly when you were living in Tainan? Are they your
relatives?

Steve: They are my relatives. My father’s brother and my father’s mother.

Jessica: Did they treat you badly?

Steve: Not really bad but I hate them.]

Racism within the family is also evidenced in Japanese mixed families (Oikawa and
Yoshida, 2007). Racism toward the foreign parent from the native family undermines
the family relationship, and, sequentially, causes confusion and inner conflict among
the mixed children. Children of immigrants, even without being the direct victims of
racism within the family, feel insecure and wonder if they would be the one being

excluded someday.

At school, children of immigrants experience exclusion from their classmates and

teachers. At home, they experience exclusion from some family members. These
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experiences become persistent challenges for their identities and belonging.

8.4 Social Network of Children of Immigrants

Social networks reflect the structure of an individual’s social relationships. By using
circles of relationship and children’s interviews, I create two social networks among
children. Social boundaries were found in the social network between children of
immigrants and children of native Taiwanese. Sophie (Vietnam, Y6) was the only
immigrant child in her class and she had developed a good social network with
children of native Taiwanese. Sophie described her classmates, Mia (Taiwan, Y6) and
Cathy (Taiwan, Y6), as her best friends. However, Mia and Cathy have different
perceptions about their friendships. Mia and Cathy indicated each other as best
friends. Cathy said that Sophie has a strange accent so “we cannot understand when
she speaks fast.” Sophie’s claiming of a friendship did not receive equal responses

from Mia and Cathy. Their friendships are illustrated in Figure 8-1.

Figure 8-1. Social Network in Class A

*(T) and (V) represent mother’s nationalities: Taiwan and Vietnam
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Another friendship network is illustrated in Figure 8-2. This figure showed that
children of immigrants who came from different original countries were able to
establish friendship with each other. Their friendship, however, is hard to extend to
children of native Taiwanese. Lindsey (Vietnam, Y4), Joanna (China, Y4) and Gina
(Vietnam, Y4) recognised mutual friendships. Although Gina and Lindsey had
Vietnamese backgrounds and Joanna had a Chinese background, they regarded each
other as best friends. The friendship between children of immigrants and children of
native Taiwanese here showed an imbalanced relationship again between Gina and
Tina. Gina described Tina (Taiwan, Y4) as her good friend but Tina did not identify
Gina as her good friend. Nemo (Taiwan, Y4) looks like a contradictory case as he
described Joanna as his favourite friend but Joanna did not think so. Nevertheless,
Nemo did not know Joanna’s mixed origin. Both of the social networks in Figure 8-1
and Figure 8-2 demonstrated the ethnic boundary and the unequal relation in the

friendships between children of immigrants and children of native Taiwanese.

Figure 8-2. Social Network in Class B

Gina (V)

*(V), (C), and (T) represents mother’s nationalities: Vietnam, China, and Taiwan

Outside of school, children of immigrants’ social networks are partly controlled by
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their mothers in two aspects. Firstly, children of immigrants’ social networks are
extended to other children of immigrants through their mothers’ social networks.
Secondly, the social network between children of immigrants and children of native
Taiwanese sometimes are limited by the boundary that their mothers set. They are

explained in the following sections.

For immigrants, social network is important in various ways. For immigrants in the
host country, social network offers them the access to resources, exchange of
information, goods, and emotional support (Menjivar, 2000). The social gathering of
immigrant women is not just about friendship; rather, it can serve as a form of
sisterhood working co-operatively against aspects of male oppression (Jamieson,
1998). In my study, children of immigrants were able to acquaint with each other
through their mothers’ social network. Joyce (Vietnam, Y4) knew a friend studying
in another primary school through their mothers’ social gathering. Kat (Vietnam, Y6)
also extended her social network to other children of immigrants through her

mother’s social network.

Jessica: MUTEBR AL - T ESEE w17

Joyce: KIFGIEFFAHINFIE » Bl TATE ZMNTER

Jessica: W » PTLAT SR A7 ke

Joyce: &

[Jessica: She studies in Spring Primary School. How would you know her then?
Joyce: Because we go to their place on Saturdays.

Jessica: Oh, so you mom knows her mom.

Joyce: En.]

Jessica: 1R B il HAGHG BE B3 B2 TE MR A
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Jessica: IR BT 7R ety ?

Kat: FIFSELEH M, BT —105EE, MAGHSHE AN, FTLIEEE B ILERER, 7o mis
HEHLE, FIFIRE LR IR G — NEmErTE IR, Pl 4E

[Jessica: Do you know anyone whose mother or father comes from other countries?

Kat: En, I know one. Her mother 1s a Vietnamese.

Jessica: How do you know her?

Kat: Because I know one...two or three fiiends’ mothers are Vietnamese so we are closer. One of my
classmates’ mother 1s. Sometimes we go lo a Vietnamese auntie’s place nearby so we would know each

other.]

The boundary between children of immigrants and children of native Taiwanese is
imposed not only by children of native Taiwanese, but also by immigrants. For
example, Cindy (China, Y3) described that she had two close friends, Ding (Taiwan,
Y3) and Angel (China, Y3). Ding lived in the same community with Cindy and they
went to the same primary school. They played together in the community every day
and sometimes they wrote homework together in the common room of the
community. Yet, Ding had never stepped into Cindy’s flat, and she only had the
experience to stand by the front door of Cindy’s flat. Cindy pointed out that her mom

did not allow Ding to get into her flat.

On the contrary, the friendship and trust among immigrant women helped Cindy and
Angel to build up and maintain their friendship. Both of their mothers came from
China and they were good friends. Cindy and Angel used to be classmates at the
kindergarten. Their friendship had been well maintained because they kept visiting
each other’s flat. Angel was allowed to stay in Cindy’s flat and play with her either
by herself or with her mother. Cindy explained the reason why Ding was not allowed
into her flat while Angel was allowed to was because her mom did not know Ding

well, but Cindy’s mother knew Angel’s mother so she felt alright with Angel. Cindy
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and Ding could have built up a close friendship in terms of the objective conditions

but their friendship did not develop further without her mother’s support.

Cindy’s brother, Kevin (China, Y5), used to be able to visit all his friends’ flats freely
until one day he played at his friend’s flat until late and his mother could not contact
him. After that day, he was grounded and only allowed to visit Oliver’s (China, Y5)
flat because their mothers were friends from China. Children of immigrants tend to
develop better deeper friendships with other children of immigrants not only because
their mothers support it and strengthen it through mother’s social network, but also
because their mothers constrain them from developing a deeper friendship with other

children who “they don’t know well”.

8.5 Language Curriculum and the Minorities

Language is inherently linked to power and identity because it is more than a tool of
communication. Bourdieu views language as a form of cultural capital (1986), or,
more directly, as ‘linguistic capital’ (Bourdieu and Passeron, 1990: 72). Bourdieu
suggests that the ability to speak a language, its accent, and the ways of using it are
related to class. It serves as a token to gain power, as well as to exclude and
marginalise people. I argue that the concept of linguistic capital can be applied to the
inclusion and exclusion of all kinds of social categories, including ethnicity and
nationality, while language has been an important marker for claiming a national

identity (Scourfield et al., 2006).

In addition, the status of a language reflects its political power and the status of an
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ethnic group who use it. Bourdieu and Thompson (1991) argue that the promotion of
a language to the status of a national language would benefit those who already
possessed this language. A dialect and those who can only speak it are subordinate to
the national language and people who use it.Therfore, the educational system is one
of the decisive factors to normalise a national language, while the formation of a

unified labour market is the other (Borudieu and Thompson, 1991).

In this section I examine how children feel excluded subjectively in the language
class. In previous sections, ‘otherness’ was experienced by children of immigrants. In
the language class, however, it was Hakka and aboriginal children, rather than

children of immigrants, who felt excluded.

Primary schools in Taiwan used to teach Mandarin and English only. Taiwanese
nationalism challenged the monopoly of Mandarin as the national language and the
official language. It advocates changes in language curriculum at schools. The
current language curriculum at primary school bases on the “Nine-year integrated
curriculum guideline (& B H/NE L —EHFRAZ AT 2E),” which was firstly published
in 2000%. In the guideline, the language curriculum is composed of four native
languages, alongside English as the international language. The four native languages

include Mandarin, Minnanese, Hakka, and Aboriginal languages.

2 A temporary guideline was published in 2000 and implemented in 2001. The nine-year integrated

curriculum guideline” was published in 2002.
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Table 8-1. Language lessons every week in the Little Mountain primary school

Year1 | Year2 | Year3 | Year4 | Year$ Year 6
Mandarin 5 5 5 5 5 5
Vernacular 1 1 1 1 1 1
language
English 1 1 2 2

Examining the language curriculum, these languages do not receive equal status in
terms of ideology and the time children spend on them. All primary schools in
Taiwan are Mandarin-medium schools. Mandarin and English have always been the
main subjects. Mandarin is taught as the national language and other native
languages are taught as vernacular languages. Students have five Mandarin lessons™
in a week from Year 1. They have one English lesson in Year 3 and Year 4, and
increase to 2 lessons in Year 5 and Year 6. Although they learn vernacular language
lessons from Year 1, the time they spend on it is little. The time distribution in the
language curriculum maintains the dominant status of Mandarin in Taiwan. The
increased attention to English at higher levels reflects the higher status of English in

the educational contexts, as well as in the social contexts (Nic Craith, 2007).

According to the “Nine-year integrated curriculum guideline,” primary students have
the right to choose one vernacular language they want to learn. In practice, however,
it does not guarantee that they will have the opportunity to learn the vernacular
language they choose. It depends on the demographic majority of the school and

teachers available at the school.

3% Each lesson is 40 minutes.
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Minnanese was taught as the vernacular language in the Little Mountain primary
school. In addition, the school promoted Minnanaese as its only mother tongue and
set Wednesday as the “Mother Tongue’s Day”. A signboard of “Today is mother
tongue’s day” with Romanization (pinyin) of Minnanese was placed at the entrance
hall every Wednesday morning to remind everyone to speak Minnanese. According
to an aboriginal girl in this study, aboriginal students were offered another one
aboriginal class in additional to the language class. Yet, it was more about aboriginal
cultures in general rather than aboriginal languages because there are fourteen tribes

in Taiwan but each tribe has its own language.

Figure 8-3. The school timetable in the Year 3 Social Studies textbook

Language Lessons:
Green: Mandarin
Yellow: English

Red: Minnanese

In addition, Minnanese is taken for granted as the ‘national’ vernacular language in

the textbook. The Social Studies textbook for Year 3 introduced the timetable and
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lessons for primary school students (Figure 8-3). The vernacular language course
listed in the timetable was the ‘Minnanese’, instead of using the term ‘vernacular

language’ that might refer to different vernacular languages.

Nevertheless, two girls in this study could speak Minnanese as well as Mandarin, and
other children in this study expressed that Mandarin was their first language.

Some children did not perceive Minnanese as their mother tongue, despite the
promotion from school. Mia, an aboriginal girl, pointed out the issue of lacking
resources to learn her mother tongue at school. She noticed that the aboriginal
languages are dying gradually. She described that her ability to speak an aboriginal
language was much worse than her parents. She had the desire to learn an aboriginal
language but what she learned at school was Minnanese, which was a language that
her parents thought had no relationship to her aboriginal origin. Her parents
complained that she should learn aboriginal languages rather than Minnanese at
school. Yet, her parents held a different attitude towards English learning. English is
not related to the aboriginal culture either, but since it is an international language,
her parents support her in learning it. Comparing the status of English and other

languages in Mia’s excerpt below, English enjoys higher prestige in Taiwan.

Jessica: IS EHGE T BRI ES B e ?
Mia: ZZZ > fiGq#  [LAZEFZ s PRI ZE R RA# S ’/Z:T“ 724

B | R AR S A S TS (58 P A s
Jessica: LAY EHE I + 78 5 et BH R (1 S
Mia: #f

[Jessica: Do your parents think that you should learn tribe languages?
Mia: Yes, Yes, Yes. He said that. Take Minnanese for example. He would say that, ‘I think you should learn

aboriginal languages. Why would you learn Minnanese 7 English is not the case because English is an
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international language. It is alright and he even wants me to learn English.
Jessica: So he thinks that your local language class should teach aboriginal languages?
Mia: Yes.]

Mia’s example raises questions about language policies in the education system.
Children in different ethnic groups had some opinions about the school policy that
promoted Minnanese as the only mother tongue. Firstly, the case of Mia in the above
excerpt shows that children from other ethnic groups do not receive the resources
they need to learn their mother tongues. Secondly, children from other groups feel
they are minorities at school because they are not familiar with the Minnanese so that
they perform poorly in the Minnanese class. They “perceive” other students speak
better Minnanese than they do. For example, Tina (Hakka, Y4) claimed herself as a
Hakka and she spoke Hakka with her father at home. Since she took the Minnanese
class in Year one, she had felt that most of her classmates spoke Minnanese better
than she did. She felt frustrated in learning Minnanese. She had been teased by other
classmates for not being able to speak Minnanese well. She wanted to learn Hakka

but it was not accessible at her school.

Some children of immigrants showed their interest in learning their mother tongues.
However, in contrast to Mia’s opinion, none of the children of immigrants expressed
that learning their mother tongues is something they expected to get from the formal

educational system.

It is a misleading myth that Benshengren speak Minnanese and Waishengren speak

Mandarin. It overlooks the fact that both Benshengren and Waishengren are

heterogeneous groups. The use of binary identity categorization as Benshengren and
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Waishengren in the literature of nationalism studies in Taiwan is common, and is
sometimes inevitable because it is part of Taiwan’s social reality (Hsiau, 2005). The
voice and need of the Hakka, however, is neglected in the category of Benshengren,
which caused them to become an ‘invisible minority’ in Taiwan (Adler, 2001).
Hakka are described as the “Jews of Asia” by many Hakka scholars and cultural
workers in Taiwan (Wilson, 2009). Tina’s example evidenced the neglect of Hakka in
primary school. The school constructed an atmosphere that Mandarin and Minnanese
were the dominant languages which caused the minorities to be bullied because of

their weakness in speaking Minnanese.

Jessica: BTN TIEHFIRALE T THHRZ AN 2
Tina: B HINTTES 727R a0 e IR AF b
[Jessica: How would you know that most of your classmates are Hoklo?

Tina: Because they speak well in the Minnanese class.]

Jessica: F B B G ITERITET —FE ?

Tina: #

Jessica: BTG 1THIENE 7

Tina: BEAREW [...] Bt E—KFHH, » IR E T AREH—MAZHINNA LS ST
AFEXER » e — LR E 77

[Jessica: Would you think you are different from your classmates?

Tina: Yes.

Jessica: Does it bother you?

Tina: Of course. [...] I made a mistake before because I don’t speak Minnanese well. A foe said to me that I

was born to be bad at Minnanese and then he said something bitter.]

Ironically, Gina (Vietnam, Y4), as a child of immigrant, was the only child who
indicated Minnanese was her mother tongue in this study. She complained that she
did not have many chances to use Minnanese at school because few of her classmates

could speak it. She perceived Minnanese as her mother tongue because she was good
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at it and she used it at home. It seems that the promotion of Minnanese at school
marginalises students who don’t speak this language, and most students do not learn

Minnanese effectively either.

Jessica: T B[ H A ?

Gina: TEZRARENE » RO Gt Bl H CanE#

[--]

Gina: iEFE = LZRHNFIRE AH RS - KEMHFELNT L5 R E C o iE R
NIEIRNE - BLERZ T 5

[Jessica: Do you speak [Minnanese] at school as well?

Gina: But no one speak that at school. Few people can speak Minnanese. It 1s always me speaking it only.
[--]

Gina: We speak a lot in the class on Wednesday. The teacher used fo ask us to stand on the platform to

introduce ourselves in Minnanese by drawing, but many people spoke quietly and left directly.]

Some children of native Taiwanese described their mother tongue was Mandarin,
instead of Minnanese. Gina’s classmate, Peggy (Taiwan, Y4), was one of the students

who was not comfortable in speaking Minnanese.

Jessica: (T IEH] = @5 A 1E o 5t Bt a3 12

Pegay: FTIHHF » Ze 1A 5

Jessica: FTREFHH HTHHE THILLTG 7

Peggy: TN+ ZeHIEL 7 E

[Jessica: Wednesday 1s the day of mother tongue, isn’t 1t? Do you speak Minnanese on this day?
Pegey: I don’t like Minnanese. I don’t speak 1t, ha.

Jessica: Do you think Min-nan is your mother tongue?

Pegey: No, my mother tongue is Mandarin.]

Another two girls from different ethnic backgrounds, Yumi (Taiwan, Y5) and Kat
(Vietnam, Y6), directly expressed that their mother tongues were Mandarin as well.

These findings suggested that Mandarin is more likely to be regarded as the common
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mother tongue by the new generation from different ethnic groups. In addition, I
have noted in Chapter 7 that language is viewed as a salient marker of an ethnic
group in this study. Even though the school assumed Minnanese is the mother tongue
of the majority (Hoklo), children do not necessarily perceive Minnanese as their
mother tongue, and they have no emotional attachment to these ethnic labels (see
Section 7.4). Rather, children in different ethnic groups perceive Mandarin as their

common mother tongue.

The fact that children perceived Mandarin as their mother tongue reflected a
language crisis in Taiwan. Mandarin was the language imposed on people under the
previous Chinese nationalism in Taiwan for decades, while other languages and
dialects were banned. Hung (1992) already reminded us of the linguistic crisis of
preserving languages in Taiwan because he found that the younger a Hoklo is, the
less his or her ability to speak Minnanese. Taiwanese nationalism aims to revive the
native languages, but children’s ability to speak their mother tongue is still limited.

Nevertheless, children have developed the awareness to speak their own language.

The ‘four ethnic groups’ in Taiwan have been mingled with each other through
marriage so it is hard to differentiate and define children as from one single ethnic
group. Mixed marriages are becoming prevalent in Taiwan. These marriages can be
cross-ethnic marriages and cross-national marriages so it is harder to define the
mother tongues of the new generation. This problem might be solved by providing
multiple mother tongues at school so that children have more choices to learn their
own mother tongues. Offering multiple languages is also one aim of the nine-year

integrated curriculum. The reality is, however, that because of insufficient resources,
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the school can only provide one native language class, apart from Mandarin.

Also, children’s opinions about their mother tongue challenge the legitimacy of the
four ethnic groups which are based on linguistic difference (Huang, 2000). This
thesis argues that this classification is arbitrary and should be critically reviewed. In
the current Taiwanese society, most families are mixed families of the ‘four ethnic
groups’ and even mixed families with immigrants. The boundaries among these

groups are blurred.

In Taiwanese nationalism, Minnanese is being promoted as an important native
language, while Mandarin is still the dominant language. Minnanese is also called
‘Taiwanese (155%)” in a narrow definition. It is not unusual in Taiwan for people to
be expected to speak Minnanese to be accepted as a ‘true’ Taiwanese under current
Taiwanese nationalism. People are rarely expected to speak Hakka language or
aboriginal languages to be a Taiwanese. Although the language curriculum promotes
multiple native languages, children in this study used Manadarin and Taiwanese for a
marker of Taiwanese (See Section 6.4). This phenomenon reflects that the unequal
status of the languages and ethnic groups remains. Legislator Yeh Chu-lan (%5%554)
has been advocating that Taiwanese, the languages of Taiwan, should not refer to
Minnanese only, but Mandarin, Minnanese, Hakka, aboriginal languages, and the
languages that immigrants brought to Taiwan (Public Television Service Foundation,
2003). Yeh’s proposal mirrors the concept of civic nationalism, but it is still a long

way for Taiwanese nationalism to reach it.
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8.6 Conclusion

In this chapter, children of immigrants’ experience of ‘otherness’ at school and at
home were discussed. Children of immigrants’ classmates rejected their claiming as
‘full’ Taiwanese and thought that they were foreign. Their Taiwanese identity is
therefore being influenced. However, the ‘otherness’ experience is not unique among
children of immigrants. Aboriginal children and Hakka children also experienced and
perceived themselves as minorities in this primary school, in which Min-nan
language is promoted as the mother tongue. The boundaries between insider and
outsider are not clearly cut between children of native Taiwanese and children of
immigrants. Under current narrative of Taiwanese nationalism, Aborigines, Hakka

and children of immigrants experience and perceive themselves as minorities.

Bond (2006) argues that the claiming of national identity from minority groups who
lack at least one identity marker is usually constrained by externally imposed
limitations and self-imposed limitations. The exclusion experienced by children of
immigrants in this study further explained that mechanism of identity formation
among people of biethnic heritage. Identity formation is a process of social
negotiations (Barth, 1969). The self-imposed limitations might be caused by
externally imposed limitations in the negotiation process. Some biethnic children
started with a Taiwanese identity, lacking one identity marker (one parent is not a
Taiwanese) does not constrain them from claiming a Taiwanese identity.
Nevertheless, their claims were rejected persistently in the social interaction with
other children. They became doubtful about their claims and, therefore, put

limitations to themselves. This result supports Oikawa and Yoshida (2007)’s finding
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about biethnic people in Japan.

Examining children’s friendship network, we can see the boundary between native
children and children of immigrants existed. Children of immigrants view native
children as their close friends, but native children do not include children of
immigrants as their close friends. Children of immigrants more easily make friends
and become close friends with other children of immigrants. The friendships among
children of immigrants are strengthened by their mother’s regulation and social

network.

The construction of nationhood usually accompanies large-scale language planning
through education (Hobsbawm, 1996; Barbour and Carmichael, 2000; Ayres, 2009).
Current Taiwanese nationalism challenged the monopoly of Mandarin language
policy for decades which suppressed vernacular languages and cultures. Therefore,
multiple native languages are promoted in the current curriculum guideline, but there
is a gap between policy and practice. In practice, a tendency of promoting a
monopoly of Minnanese as the vernacular language was found at the school in

research, which caused the exclusion of children from other ethnic backgrounds.

Most children indicated Mandarin as their first language. This implies that the
decade-long Mandarin policy is getting even powerful for the new generation.

Also, all schools in Taiwan are Mandarin-medium. It takes time to revive vernacular
languages in the Taiwanese society. Most children recognised Minnanese as their
second language, which might be credited to the Minnanese language policy at

school. However, these findings suggest that the language use among children in
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Taiwan is homoegenous, despite their different ethnic backgrounds. Language used
to be the objective criteria to differentiate ethnic groups in Taiwan, but it might not

be this case in the new generation.

Finally, promoting Minnanese reflects the problem of localization in Taiwanese
nationalism. Localization does not entail single culture or language; rather, it requires
a better understanding of local cultures and languages so that they can be vigorous.
Therefore, it needs more efforts to create a multicultural and multi-lingual school to

promote mutual respect to children from minority in the local community.
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9 Conclusion: Lessons from the Children

9.1 Introduction

In this final chapter, I revisit the aims and research questions in Chapter 1. I also
draw together the substantive findings which have been presented in Chapter 5 to 8,
situating these within the literature to give an overall discussion. This chapter goes
on to summarise the contribution this thesis makes toward understanding children’s
relation to the nation, nationalism, and ethnicity. It concludes with the significance of
the findings for research and policy, and suggests further work that could seek to

extend the existing knowledge in this area.

9.2 Revisiting the Research Questions

The primary concern of this thesis is to examine children’s interpretations and
personal practices in regards to the nation, ethnicity, and identity. Particular attention
has been placed on the comparison between children of immigrants and children of
native Taiwanese to understand how Taiwanese nationalism since 2000 is related to
their identities. Education is essential to propagate national discourses. Yet, the
process was taken for granted and student’s agency was neglected (Stanbridge, 2011).
Therefore, another focus is to assess the Taiwanese nationalism presented in the
pedagogical documents in order to understand the nation being constructed in them,
and evaluate children’s responses to the national narratives in the pedagogical
documents. This thesis has presented evidence from qualitiative interviews of

children, document analysis of textbooks, and observations on four key issues: the
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nation, national identity, ethnicity, and inclusion/exclusion.

This section reviews the research questions which were outlined in Chapter 1 and

summarises the findings.

¢ The Nation: How do primary school children perceive the nation? How is
the nation presented in the pedagogical materials, such as textbooks? What

are the symbols children use to represent the nation?

Naming is a competition of symbolic power (Bourdieu and Thompson, 1991).
Taiwanese nationalism has drawn attention to renaming campaigns to make symbolic
changes to form a new national identity. The textbooks usually use ‘Taiwan’ for the
nation. The official name of the nation, the Republic of China (ROC), was
marginalised in the textbooks. It was used only for civic calendar and the full names
of laws. Therefore, children had a vague understanding of the concept of the ROC.
Children’s descriptions of the names of the nation mainly correspond to the

pedagogical narratives.

The history in the textbooks was a history of Taiwan that could be traced back to the
aboriginal cultures in the pre-historical period on the island of Taiwan. This is in
contrast to a history of the Republic of China that linked back to the Imperial China
presented in the history curriculum before (Liu and Hung, 2002). The history
curriculum is an example of ‘invention of traditions’ (Hobsbawm and Ranger, 1983)

that attaches to a certain nation and national identity.
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Finally, there is a contrast of the symbols of nation between children and the
textbooks. The textbooks introduced aboriginal culture but none of the children use it
as a symbol of the nation. Children usually use cultural symbols to represent Taiwan.
This thesis emphasizes that food is a symbol of banal nationalism for children in
Taiwan. In anthoropology, food has been seen as an important component in
nationalism and ethnicity becasue it is an essential part of the shared memory and the
national culture (Holtzman, 2006; Caldwell, 2002; Wilk, 1993). Children in this

study used food to describe and differentiate nations, as well as ethnicity.

e National Identity: What is the national identity that children claim for
themselves? What are the markers that children use to claim their national
identity? How do children judge others? What is the national identity

presented in the textbooks?

Taiwanese and Chinese used to be the contested national identities in Taiwan (Figure
2-1). The majority of the children in this study referred to themselves as Taiwanese
only. Children’s interpretation of Chinese indicated that they perceived Taiwanese

and Chinese as two different identities with exclusive boundaries.

In the study of national identity, it is crucial how the national “we” is constructed and
what is meant by such construction (Billig, 1995), and sometimes the construction of
national identity is also about hating the other (Alonso, 1994). The construction of
the national “we” in the textbooks is vague and unclear. Yet, the textbooks used the
adventurous, hard-working and painstaking features of the Han settlers from China

as the characteristics of ‘Taiwanese.” The construction of the other, however, is clear.
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The Chinese were introduced as a “significant other” (Triandafyllidou, 1998) in the
Year 6 textbook, but children revealed a negative image of the Chinese before they
learned it from the textbook. This message shows that the de-Sinicisation in the
current Taiwanese nationalism contains the element of anti-Sinicisation in the society

so that children are exposed to it before they learn about it from the textbook.

Further evidence of anti-Sinicisation is reflected in the different pattern of the
identity choices between children of Chinese immigrants and children of Vietnamese
immigrants. While none of the children of Chinese immigrants expressed a dual
identity and most of them chose a Taiwanese identity, a substantial proportion of
children of Vietnamese immigrants described themselves with a dual identity (e.g. ‘I
am part of Taiwanese and a bit Vietnamese’) or with uncertainty about their identity
(e.g. ‘I am not sure if I am Taiwanese or Vietnamese’, ‘I would rather use Asian than
any of them’). Children of the marginalised groups are more conscious of their
collective identity as a result of political influence (Carrington and Short, 1996). The
contrasting choices between these two immigrant groups might indicate the
marginalised situation that children of Chinese immigrants face under
anti-Sinicisation. Apart from the cross-strait tension between China and Taiwan, the
current discourse of Taiwanese nationalism might have become intangible violence

toward children of Chinese immigrants.

When children in this study claim their national identity, birth place is the key
identity marker they referred to, followed by place of residence and language. This
finding supports the studies about national identity from Welsh children (Scourfield

et al., 2006), British identity from children in England (Carrington and Short, 1995),
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and Scottish identity from children in Edinburgh (Carrington and Short, 1996).
Although language is an important marker, there is not an agreement of what
language makes a Taiwanese. Some children thought Mandarin is the language for
Taiwanese, but some claimed that Taiwanese were those who spoke Minnanese.
Therefore, although most children referred to themselves as Taiwanese, what

Taiwanese means is still debatable.

This study suggests that different identity markers are used in various situations. This
study emphasises the importance of ‘identity rules’ (Kiely et al., 2001) to understand
the issue of national identity. This study addressed that some children prioritised
ancestry to birth place when they talked about the national identity of children of
immigrants, despite their more general claim that birth place is essential for national

identity.

¢ Ethnicity: What is ethnicity presented in the textbooks? How do children
describe the traditional ‘four ethnic groups’ in Taiwan? How do children

classify people within Taiwan?

Traditionally, ethnicity in Taiwan is based on the classification of the four ethnic
groups: Hoklo, Hakka, Mainlander, and the Aborigines. The new immigrants and
their children are sometimes called the fifth ethnic group in Taiwan because they

have outnumbered the Aborigines.

The concept of ‘ethnicity’ is introduced to children in the Social Studies textbook in

Year 3. However, the ethnic groups are presented in imbalance in the textbooks, and
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a new ethnic structure is created (see Figure 7-6). The textbooks highlight the
distinctions between the Aborigines and the Han, while the Hoklo are rarely
discussed and the Mainlander are totally absent in the textbooks. This thesis argues
that the textbooks were written from the perspectives of the Hoklo, which is the
‘minus-one’ ethnicity that perceives themselves as ‘non-ethnic’ and other groups as
‘ethnic’ (Banton 1983). However, the absence of Mainlander might be to marginalize

this group to serve the purpose of de-Sinicisation in Taiwanese nationalism.

The classification of the four ethnic groups is challenged in this study. When children
talked about the four ethnic groups in Taiwan, language is usually how they
differentiate ethnic groups. Nevertheless, most children distanced themselves from
the ethnic labels, although ethnic identity is still important for children of minority
ethnic groups (Hoklo and Aborigines). To classify people within Taiwan, children use
place rather than ethnicity to describe them. Finally, gender is another identity that is
more important for children. Therefore, ethnicity is rather politically constructed than
primordial in Taiwan. If we view children as not yet socialized beings, ethnicity is
what they are taught in the socialization process because it is not what they would
use themselves. It is especially salient in the Taiwanese society where there is not
any ‘visible’ ethnicity. If there is, the only one would be the Aborigines who have

minor physical difference from the rest.

¢ Being a minority: How do the native Taiwanese children talk about children
of immigrants? What are the exclusion experiences that children of
immigrants encountered? How is the exclusion related to current Taiwanese

nationalism?
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By examining children’s experiences, I investigated the discourse of exclusion in the
current Taiwanese nationalism. The findings indicated that children of immigrants’
experiences of exclusion happen not only at school, but also at home. In addition, it
demonstrated that teachers, instead of being supporters, can be a source of exclusion

and racism.

Exclusion is embodied in the boundaries that children of native Taiwanese set in their
social networksb. In this study, children of immigrants were more likely to claim
children of native Taiwanese as their good friends, but children of native Taiwanese
did not do the same. Their relationships are imbalanced. In addition, the social
network among immigrant women also reinforces the distance between children of
native Taiwanese and children of immigrants. These findings suggest the

segmentation and distrust between these two groups in Taiwan.

The language policy at school creates another kind of exclusion to non-Minnanese
speaking children. According to the curriculum guideline, schools should provide
different vernacular language class according to students’ mother tongue. There is,
however, a gap between policy and implementation. Minnanese is the only
vernacular language taught at this researched school, and the school promoted
Minnanese as the mother tongue. Therefore, the non-Minnanese speaking children

are marginalised by the school policy.

This study provides an explanation of the mechanism of identity construction among
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children of immigrants. Identity formation is a process of social negotiation (Barth,
1969). Bond (2006) suggests that the national identity among the minority is more
problematic because of the externally imposed limitations, as well as the
self-imposed limitations. The experiences from the children in this study show that
biethnic children did not start with a dual identity or a problematic identity for
lacking one or two identity markers. Instead, they started with a single national
identity like other children. They started to feel doubtful about their identity and
impose limitations on themselves which may be related to the persistent rejections of

their identity claims, as well as externally imposed limitations.

9.3 Implication for Research and Policy

One important contribution of this thesis is to foster a better understanding of
children’s construction of the nation and their identity, and its relation to education
system. Through the evidence derived from children, it anticipates to benefit areas in
sociology, education, and nationalism studies to value children’s account, which has
been neglected. In sociology, children used to be marginalised as not-yet-socialised
and they were separated from the public issues of society. This thesis contributes to
the growing literature of the Sociology of Childhood, which acknowledges that
children are an inseparable part of the society, and they are competent beings who
participate in public and national affairs. This thesis demonstrates that children’s
participation in research and policy making process is possible despite their limited

access to public affaris.

This thesis used an empirical study to bridges childhood studies and nationalism
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studies. Children and childhood have not yet been fully acknowledged in nationalism
studies, but they deserve particular attention because they are usually a part of
national projects. In the context of Taiwanese nationalism, it considers this issue with
two important factors: immigration and education. I investigated children’s actions
and reactions to Taiwanese nationalism that manifested in the narratives in education,
which can contribute to debates relating to personal nationalism and education in the
field of nationalism. In practice, this thesis urges that policy makers in Taiwan listen

to children and include their opinion into policy making process.

Methodogically, this thesis provided mixed methods and qualitative accounts of
children in middle childhood by using three child-friendly activities: mind map,
card-sorting exercise, and circles of relationship. Integrating these activities in the
interviews, I created a friendlier research environment to promote children’s
participation in research, and provided an example to give a voice for children. This
empirical study helps to build up the literature in childhood studies that allow

children to construct their own childhood in relation to nationalism.

The findings have implication for education policy at national and local school level.
At the national level, the curriculum design process needs to take practice into
consideration. Language curriculum influences children’s identity, as well as
multiculturalism at school. It is beneficial that multiple native languages are included
in the curriculum to promote the equality of ethnic groups in Taiwan. Yet, there is a
gap between national policy and local practice in terms of teacher personnel and

resources. There is a need for better vertical collaboration to bridge this gap.
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At the school level, the findings suggest the single vernacular language and single
mother tongue is related to the exclusion experience of children from minority ethnic
groups. If multiple vernacular language class at schools is not feasible, schools can
still promote multiple mother tongues and value multiculuralism to create a friendly

environment for students from various ethnic backgrounds.

Devine, Kenny, and Macneela (2008) have challenged the benign interpretations
adults may have of children’s experience of exclusion in the primary school, and
signalled the need for teacher to be sensitive to ethnic issues in their classroom
practice. The findings support this argument that adults may be one of the causes of
racism at school. In a period of increasing immigration, the number of children of
immigrants is increasing dramatically in primary schools in Taiwan so there is an

urgent need to educate the teachers to be sensitive and respect multiculturalism.

9.4 Limitations and Directions for Future Research

This study was conducted in one primary school in the suburb of Taichung. The
findings can be generalised to most public primary schools in Taiwan because most
areas are Hoklo dominated areas where Minnanese is prevalent. Nevertheless, I
acknowledge that the findings might have been different had the research been
undertaken in other areas, especially in areas where the Hakka cluster, and in the
Aboriginal areas. These areas might present a different picture of ethnic relationships
and relatively marginal status. In addition, language policy at school is salient to
children’s belongingness and their construction of identities. Primary schools in

Taiwan have some autonomy in deciding language policy according to the
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demographic distribution although Mandarin is still the medium for all primary
schools. Therefore, it is preferable to conduct research in more schools and in
different areas in the future to compare and differentiate the impacts of school policy

and central education policy.

This thesis endeavoured to give children a direct voice but this aim was constrained
by the problem of translation. Wording is essential in the presentation and
interpretation of children’s life and culture (Thorne, 1993). Yet, it is unavoidable to
be sacrificed in the process of translation. Therefore, this thesis presented both the

original excerpts and the translated version to compensate this problem.

This study started with a focus on children of immigrants and children of native
Taiwanese. The attention on ethnic groups, such as Aborigines and the Hakka, grew
in the course of research. To deepen the understanding of the complex ethnic
relationships in Taiwan, it is suggested to recruit more participants from various

ethnic groups in the future.

This study was conducted in 2009, but in 2010 and 2011, the government had grand
celebrations for the 99™ and 100™ birthday of the Republic of China. The celebration
events might influence the new generation’s understanding of the nation. This
requires further research on how national events influence the nation in the mind of

the new generation.
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Appendix 1. Interview Guide

(This interview guide is typed in English, but all interviews were conducted in Mandarin)

Introduction: Mind Map
(e.g. age/ birth place/ places lived before/ people in my family/ my habits/ best
friends)
Social Relationships
e Who do you live with?
¢ Do you have any relatives living abroad? How do you contact them?
e  Who are your best friends? What do you usually do together?
¢ Circles of Relationship
(1) Who are the important people in your life? (Write their name on the stickers)
(2) Who would you put in the inner circles (love most)? why?
(3) Who would you put in the second circle? Why? (And so on)
Language
e What languages can you speak? Please sort them by fluency.
¢  When would you use each of these languages? What language do you usually use
at home? Which language is your mother tongue?
Nation
e What are the names of the country? How did you learn each of them?
e How would you introduce the country to people from other country? What can
represent this country?
¢ Some people say that Taiwan is independent, and some people say it belongs to
China. What do you think?
Identities
e (Card-sorting exercise
(1) Ask the participant to explain his/her understanding of each identity label
(e.g. Chinese/ Hakka/ Hoklo)
(2) Choose the cards that fit you. Why would you choose these cards?
(3) Have you ever thought that you might be [the card s/he didn’t choose]?
(4) If you can only keep one card from those cards your chose, which one will
you keep? And why?
¢ What makes a person Taiwanese? (e.g. People who live in this place? Language?)
e Are there any people who are more Taiwanese than you? Anyone less Taiwanese
than you?
e Where is your home?

Perspectives about minority and immigrants
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Do you know any friends who are children of immigrants/Hakka/Aborigines? Do
you think they are Taiwanese? Why?

[Scenario] JoJo was born in Taiwan. His mother is from Vietnam and his father is
a Taiwanese. Do you think that he is a Taiwanese? Why?

[Scenario] Bobo just transfered to this school and she cannot speak Mandarin
very well so she cannot catch up with the school work. What would happen to
her at school?

Have you ever heard of anyone being bullied at school?

Transnational experiences

What countries have you visited? How would you describe the countries you

visited before?

For children of immigrants

Have you ever visited your mother’s original country? How often do you visit
there? How would you describe that country?

How do you know about China/Vietnam?

(personal visit/TV/ newspaper/ the Internet/ Radio/ book)

What would you do help your mother?

288



Appendix 2. The publishers of the textbooks that Little Mountain primary school chose for 2009

academic year.

Year 1 Year 2 Year 3 Year 4 Year 5 Year 6
Mandarin | F— P — P — R T LUIZIN
Nan E Nan E Nan E Kang Kang Han Lin
Hsuan Hsuan
Social - - FRHT 2R MR B —
Studies Kang HanLin |HanLin |NanE
Hsuan
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Appendix 3. Information leaflet for Children

_ meHw,
RRWANE  RESHRREOLE  FARRAEREN 2
%Eiﬁﬁﬁ%%ﬁ;@%&&%$%¢igmk& &
RALENTBI, ROBESREE | REEHEROEE
ETRER , FASERAHE , FREKER  ABERHER
TUT! MRAETEEENEE  FTHR 8 1
R T SRR R .
RABRAS NBEWHE  ARRNEEEOELRR— A
& EenarsEn Te —BANR BARMLET

PIENSERE , TAKSERMNHTERS TR, j@; iR & & &

ZRUENBREGEANE TRE  RETEANLHRLRNSE
HRRMHRE  AAEAARERERRER , 4 RA T
ESREMANNRE | BREEETR,
RALGREETERMGE , WBRESESHEYS | FEE
SRBBENEN  ARAFEE B EEEaREERGR
2. MERAEARERTEBNES (1)  BEEMEREE
p

SR 4A1A Pﬁ%

i 1
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Information leaflet for Children (Translated in English)

Hello ,

| am Chang jigjie (Older sister). | am writing a story about children so | would
like to how children think about the nation and ethnicity now, and the people

who are important in your life.

| hope that | can have the opportunity to talk to you. My questions are simple.
They are your perspectives of things. This is not an exam so there is not any
right or wrong answer. Please be relaxed and just tell me what you think about.
If there is any question that you don’t want to answer, you can say ‘PASS.’ You

can ask questions any time.

Chang jigjie talks to many children and write your perspectives into a book.
This is a huge essay at the university. Because | cannot remember everything
so | will audio-record our conversations. However, | promise that | will keep
your name in secret when | write it. | will not tell the teacher or your parents
about our conversations. Only when someone has problems or is in danger,
we might need to talk to other people for help, but I will let you know in

advance.

You can decide if you want to be interviewed or not. If you are willing to be
interviewed, | will appreciate your help very much. If you don’t want to, | will

respect your decision. If you have any questions, please feel free to ask me!

Best Wishes,
Chang jiejie
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Appendix 4. Consent Form for Children

SNEER
FERESRRE@EHSENESR)

1. fREETREBHBIRNERE? /B
2. RAEEEEBRIREERRECHRBR? z /8
3. IREME IR REER? =l B
4. MRNBEBWEEE? = /B
5. IRABERBREN , MRRIEBSMBRERFL ,

WA EZFREIARKENRT? /B
6. MREEWMREBBEMRTIELE, IRAIAER B 1F? =B
7. YREEEZ 52 BEE  BTEE
HA: HE: 20003 A__ H
Consent form for children (Translated in English)
Please read and fill this form (Circle the answers that apply)
1. Did you read the information leaflet that Big Sister Chang gave you? Yes/No
2. Do you know that this interview is related to how you view yourself? Yes/No
3. Did you have opportunity to ask questions? Yes/No
4. Were your questions answered? Yes/No
5. Do you know that this is voluntary and you would not be punished or lose

any benefits if you refuse to take part or decide to withdraw? Yes/No
6. Do you know that you can say PASS to the questions that you don’t want

to answer? Yes/No
7. Would you like to take part? Yes/No
Name: Date: 2009/ /
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Appendix 5. Information leaflet and consent form: Parents and Guardians

REEHE

centre for ressarch
on families and relationships

=17 |

REXREETEABHERETERLE , ARESEREN
BEATE PRESTCEAENRE  RIEELENERT—
B, EEARENHERRREMOAEMES , AUREE=
FAFMNSEREEBERASH BT RRBEBRKZ—, 5
BREEEE—2ETROBN  HETHEGHH  TeRELn
23  WREASHEENUESRIRE  EHATHRL A, B4
EARE , BORREE  BENT , HHEOHE.

sRaLER WL

E-mail: hc.chang@ed.ac.uk

EFE: 0910-018890

#8E: http://www.crfr.ac.uk/Research/phdchang.htm
BB IR Lynn Jamieson ##RX (L.Jamieson@ed.ac.uk)

Ross Bond {8+ (R.J.Bond@ed.ac.uk)

( ) REE M2

( ) RAFLE MBS0 RREE:
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Letter and consent form to parents (Translated in English)

crfr

cantre for ressarch
on families and relationships

Hello,

My name is Hung-Chieh Chang. I am a PhD student in Sociology in the
University of Edinburgh, UK. To advocate the status and equality of
children of different ethnic groups, and promote the development pf
multiculturalism in Taiwan, I am doing a study at the Little Mountain

primary school.

This is about children’s social relationships and how they look at
themselves. This study recruits students from different ethnic
backgrounds in Year 3 to Year 6. Your child is selected as one of the
representatives. This study takes for one session of time for an interview.
It will not use the time for major subjects so it will not affect his/her
learning. Personal information will be anonymous and confidential, and is
used for this study only. If you have any questions, please feel free to
contact me. My phone number is listed below. Thank you for your

support.

Best Wishes,
Hung-Chieh Chang

E-mail: hc.chang@ed.ac.uk
Mobile: 0910-018890

Website: http://www.crfr.ac.uk/Research/phdchang.htm
Supervisors: Prof. Lynn Jamieson (L.Jamieson @ed.ac.uk); Mr. Ross Bond =% (R.J.Bond@ed.ac.uk)

( ) I support him/her to participate in this study.
( ) I don’t want him/her to  participate.
Signature
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Appendix 6. The Names of the Nation from Participants

Name of the nation

Name Group
1 2 3 4

Harold Vietnam Taiwan
Cindy China Taichung Taiwan

The country of
Tim Vietnam Taiwan The Republic

good people
Emma China Kaohsiung Taiwan Formosa Beautiful island
Ray Taiwan Taiwan Formosa
Steve China Taiwan Formosa Beautiful island
Nemo Taiwan Taiwan
Lindsey Vietnam Taiwan Formosa
Gina Vietnam Taiwan [N Kaohsiung Vietnam
Joanna China Taiwan China
Lily Taiwan Taiwan
Tina Taiwan Formosa Taiwan
Peggy Taiwan Taiwan ROC
Harry Taiwan Taiwan Formosa
Joyce Vietnam Taiwan
Kevin China Taiwan Baodao
Bruce Vietnam Vietnam Taiwan Taichung Australia
Mike Taiwan Taiwan Taipei
Yumi Taiwan Taiwan ROC
Judy Vietnam Taiwan Baodao
Oliver China Taiwan
Mia Taiwan Taiwan is more common, compared to the ROC
Cathy Taiwan Usually use Taiwan
Sophie Vietnam -
Shelley Taiwan Taiwan Formosa Baodao Meilidao
Kat Vietnam Taiwan
Sean China -
Anne Vietnam -
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Appendix 7. The national flag of the Republic of China (ROC, Taiwan)
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Appendix 8. The current coins in circulation in Taiwan

shui memorial
coin

Value Front side Back side Issue Year

1/2 Yuan Plum flower 50 cents 1981

1 Yuan Chiang Kai-shek | 1 Yuan 1981

5 Yuan Chiang Kai-shek | 5 Yuan 1981

10 Yuan Chiang Kai-shek | 5 Yuan 1981

10 Yuan Dr. Sun Yat-sen 10 Yuan 2011

20 Yuan Mona Rudao 20 Yuan 2001

50 Yuan Dr. Sun Yat-sen 50 Yuan & 2002
Rice

Memorial coins

50" Earth and the map | 10 Yuan 1995

anniversary of | of the ROC

Taiwan

retrocession

50" Coins in 10 Yuan 1999

anniversary of | cirrculaiton

New Taiwan

Dollar

Millennium Dragon 10 Yuan 2000

Memorial coin

9™ Dr. Sun Yat-sen 10 Yuan 2001

anniversary of

the ROC

10" birthday of | Chiang Ching- 10 Yuan 2010

Chiang Ching- | kuo

Kuo

Chiang Wei- Chiang Wei-shui | 10 Yuan 2010
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Appendix 9. The current school system in Taiwan
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