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Introduction

Learning Chinese characters is one of the major challenges Chinese as a foreign language
(CFL) learners face when learning Mandarin. It has often been remarked and is indeed
generally accepted that the Chinese orthography, i.e. the Chinese character script, is
challenging to learn for students with a first language (L1) which has an alphabetic
writing system (e.g. Everson, 1998: 194; Cao et al. 2013: 441; Chang et al., 2015: 79;
Knell & West, 2017: 519). In fact, learning (to read and write) Chinese characters is at
the very least time-consuming and labour-intensive for L1 Mandarin children as well:
Chinese children traditionally learn Chinese characters by repeatedly copying each new
character, leading up to an inventory of about 2500 characters after six years of primary
school (Wang & Wang, 2016: 44).

In contrast with languages with an alphabetic orthography, in which the
orthography generally consists of a set of letters which is relatively limited in scope, the
Chinese character script has many thousands of characters. Many of these characters are
not fully phonologically and/or semantically transparent: i.e. their exact pronunciation
and meaning are not immediately apparent from their form. As a result, for each
character these different aspects have to be learned and linked to the other aspects. This
can be quite challenging when all aspects (form, pronunciation, meaning) are learned at
the same time, which is often the case with CFL learning (e.g. Xu et al,, 2013: 425).

For daily use, however, not all of the many thousands of existing characters are
needed. To put things into perspective, according to Wang & Wang (2016: 44), “[a]t the
end of their six-year primary education, students [i.e. Chinese primary school students]
are expected to recognise approximately 3500 commonly used Chinese characters, of
which about 2500 must also be written accurately” The People’s Republic of China’s
Ministry of Education (MOE) has published a list of 3500 characters (divided into two
lists of 2500 and 1000 characters, respectively) that serve as a basis for language
instruction in compulsory education (MOE, 2011: 46-80).

These approximately 2500 to 3500 characters which may thus be considered a
standard of basic literacy, of course still form a sizeable inventory for learners to master.
Learning Chinese characters is clearly one of the major challenges CFL learners face, and

it may in some cases become overwhelming and cause learners to lose their motivation



for learning the language. However, the character script is also one of the aspects that
draws learners to learning Mandarin in the first place, and the character script is one of
Mandarin Chinese’s most salient features. This brings us to an important question: How
should Chinese characters be taught to CFL learners?

In The Netherlands, as of the schoolyear 2017-2018, Mandarin is officially
recognised as one of the modern foreign languages high school students in the
pre-university education level (literally ‘university preparatory education’, called
“voorbereidend wetenschappelijk onderwijs,” ‘vwo’ for short, in Dutch) can choose as
one of the courses they will take end-of-study exams in. Although it is not mandatory for
high schools to offer Mandarin, Mandarin is now being taught at more and more high
schools, and is being expanded to include students in other levels of high school as well
(NUFFIC, 2019). As this is a relatively recent development, not that many Dutch
textbooks are available for Dutch high school student CFL learners.

The present study has sought to examine the following research questions:

1. How should characters be taught to CFL learners according to research? (‘“Theory’)
2. How are characters taught in practice? (‘Practice’)
3. To what extent does practice, especially practice in Dutch high schools, appear to
correspond with theory? (‘Practice versus Theory’)
Of these questions, the second is divided into two parts: textbooks; and teacher views
and approaches. Some of the existing beginner-level textbooks that are currently used in
Dutch high schools were analysed to find out how they go about teaching Chinese
characters. This study has also looked at CFL instructors’ views and approaches, to
which end several interviews were conducted. To allow for a comparison between
Chinese and Dutch approaches, several Chinese CFL teachers as well as several Dutch
CFL teachers were interviewed.

The first chapter discusses what research has had to say about how Chinese
characters should be taught to CFL learners. The literature chapter is followed by a
chapter on the analyses of the textbooks, which is in turn followed by a chapter on the
interviews with Chinese and Dutch CFL teachers. These chapters are then followed by a
comparison between theory and practice, and finally, the conclusion.

Insofar as research has provided clear results or suggestions, and insofar as the
present study has touched upon the corresponding topics, practice in fact appears to

closely correspond to theory. It is also clear, however, that more research is needed.



1. Literature

How should Chinese characters be taught to CFL learners? As mastering Chinese
characters is one of the major challenges CFL learners face when learning Mandarin, it
should come as no surprise that much research has been done with the aim of finding
ways to facilitate character learning for this group. This chapter discusses what research
has had to say on how characters should be taught to CFL learners, by looking at each of
the following aspects in turn: timing of character introduction; handwriting; typing;

stroke order; radicals and components; and, finally, strategies.

Timing

Disregarding for the moment the issue of exactly how Chinese characters should be
taught to CFL learners, let us first look at when CFL instruction of Chinese characters
should commence. Although the question of when to introduce characters into the CFL
curriculum has been around for quite some time, there have only been very few
longitudinal experimental studies examining the relative effects of early and delayed
introduction of characters on learners’ language abilities.

Packard noted in 1990 that research substantiating - or disproving - the benefits of
delayed character instruction was at the time non-existent (Packard, 1990: 167-168).
Over twenty years later, Ye stated that “[b]ecause there has been little research on when
to introduce characters to beginning learners of Chinese as a foreign language (CFL), the
debate remains an overall focus in the field” (Ye, 2013: 610). Furthermore, the
longitudinal studies that have been done, have come to different conclusions.

Specifically, Packard (1990) found that delayed instruction did not negatively affect
learners’ reading and writing abilities, but in fact came with some advantages regarding
aural-oral abilities. Knell & West (2017), conversely, found that early instruction resulted
in better reading comprehension and better writing skills, without negatively affecting
other language abilities.

These two studies came to very different conclusions, but as they also differ greatly

where participants and experimental procedure are concerned - e.g.: postsecondary



versus secondary school students; delay of three weeks versus delay of three-an-a-half
months - it is unclear to what extent (direct) comparisons can be made. In all,
experimental studies conducted so far seem inconclusive as to when character
instruction should ideally commence. Of course, it is quite possible that different groups
of learners - e.g. primary, secondary, or postsecondary school students - would benefit
from different timing of character instruction.

Regarding when character instruction usually starts, and teacher and student views
on delayed and early instruction, a large-scale study by Ye (2013) may provide some
insight. It:

“explored when characters were introduced as part of first-year Chinese as a foreign

language courses as well as students’ and instructors’ beliefs and rationales within the

context of postsecondary programs in the United States.” (Ye, 2013: 610)

Note that this study focused on postsecondary programs, not secondary ones, which
form the main focus of the present study, and that it examined only the United States.

Ye’s study found that “the majority of Chinese programs did not delay teaching
characters” (ibid.). Interestingly, this study also found that:

“[m]ost instructors and students believed that the best time point to introduce characters

was near the beginning of the first semester. However, after they were presented with

reasons for and against delaying the introduction of characters, both instructors and
students showed a significant increase in support for delaying character introduction”

(ibid.).

In Knell & West’s study, at the end of the schoolyear, their secondary school student
participants were asked to fill out an ‘attitudes questionnaire.’ They found that:

“Each group [i.e. the early instruction and delayed instruction groups] generally agreed that

the particular time at which reading and writing characters was introduced to their group

(September or January) ‘was a good idea’” (Knell & West, 2017: 526).

It is unclear whether, if presented with reasons for and against delayed instruction,
secondary school students might present a shift towards support for delayed character
instruction like the one recorded in Ye (2013).

Knell & West have noted that “[m]ost CFL instructors continue to teach characters
from the start of the semester,” and that “the most widely used CFL texts begin character
instruction early” (Knell & West, 2017: 521). It certainly does not seem unreasonable to

suppose that, like the postsecondary students in Ye’s study, most of Knell & West’s



secondary students may not ever have even thought about delayed instruction. Ye
pointed out that:

“at the pilot stage of the surveys, most participants indicated that they actually did not

know, were not aware of, or had not thought about the possibility of the DCI [i.e. delayed

character instruction] approach” (Ye, 2013: 614).

From the above we can conclude that there is no strong body of empirical evidence
either for, or against, delayed character instruction, but that general practice appears to
be early rather than delayed introduction of characters into the CFL curriculum - at least
insofar as is recorded in research, which has mostly examined CFL students and
instruction at postsecondary schools in the United States.

Furthermore, at this time it is unclear whether different CFL settings require
different timing of character instruction, and if so, what would be the ideal time to start
character instruction in a given CFL setting. As Knell & West rightly note, most research
concerning CFL learners has been done with postsecondary school students, and it is
unclear to what extent such research can justifiably be generalised to younger learner

populations (students in primary and secondary schools) (Knell & West, 2017: 522).

Handwriting

Handwriting has long been thought to have several beneficial effects, such as a positive
effect on (long-term) retention (Guan et al.. 2011: 514; Hsiung et al., 2017: 309) and
improved character recognition or reading abilities (Guan et al., 2011: 514; Xu et al,,
2013: 433-434). Writing is thought to lead to high-quality orthographic representations
(Guan et al. 2011: 514; Cao et al.,, 2013: 442; Xu et al., 2013: 434), and to help form
strong form-meaning links (Guan et al., 2011: 514; Cao et al,, 2013: 441; Hsiung et al.
2017: 304, 309).

The two most frequently given reasons for such benefits are the following.
Handwriting is thought to help create long-lasting motor representations, which in turn
can serve later recognition of characters (Guan et al., 2011: 510; Hsiung et al,, 2017: 304).
Also often mentioned is that handwriting entails a greater visual attention or attention
to form than for instance passive reading, and may therefore lead to high(er)-quality
orthographic representations (Guan et al.,, 2011: 514; Cao et al., 2013: 442; Xu et al,,
2013: 434).



However, Guan et al. have cautioned that “whatever supportive role writing might
play in Chinese reading, it is not a necessary condition for learning to read” (Guan et al.
2011: 510), and opponents of emphasis on handwriting also exist. Often-heard
arguments against handwriting generally centre around the following: demanding
students learn to write characters while they’re also developing other skills (such as
listening, speaking, and reading) entails a heavy cognitive load, as a result of which
students may lose motivation (e.g. Ye, 2013: 618-619; Everson, 1998: 194); and in
today’s digital era, according to some, hand-writing skills are simply not as relevant as
they used to be (e.g. Allen, 2008: 238; He & Jiao, 2010: 218).

It may be that learning to write Chinese characters is valued enough by students to
overcome concerns about a possible loss in motivation. For instance, in Ye’s study, one of
the reasons teachers stated for advocating early character instruction was that “students
are interested in learning characters” (Ye, 2013: 619), and one of the reasons students
gave for preferring early character instruction was that “characters are an essential
aspect of the Chinese language” (ibid.: 617). In this regard then, not teaching students
how to write Chinese characters may in fact prove disappointing to students, and might
consequently lead to a decrease in their motivation for learning the language.

Furthermore, most research has pointed to the benefits of handwriting rather than
to its downsides. Perhaps most importantly, even those sceptical about an emphasis on
handwriting (e.g. Allen, 2008) tend to advocate a decrease of the emphasis on
handwriting, or a later introduction of handwriting practice (Allen, 2008: 244-245): they

do not favour discarding handwriting practice altogether.

Typing

Related to this, some have argued that typing as a way of writing should complement
handwriting, and should be integrated into the curriculum from the start. They argue it
is better if handwriting is introduced gradually and generally only later, preferably after
students have consolidated other skills (electronic writing, listening, speaking, reading)
(Allen, 2008: 245, 247; He & Jiao, 2010: 227).

They point out that with phonetic input methods (e.g. using Pinyin), “[i]f you can
say it, spell it, and read it, you can write it” (Allen, 2008: 239). Students could thus
initially use the time otherwise spent on practicing handwriting to increase their

vocabulary and develop other skills, including those needed to type “whatever they can



produce orally” (He & Jiao, 2010: 221-222). He & Jiao found that, using a ‘Computer
Chinese’ approach which focuses on typing rather than handwriting, students “can learn
30-50% more words per lesson than students using traditional methods [i.e.
handwriting] and can therefore progress much more quickly” (He & Jiao, 2010: 232).

Both of the above-mentioned studies advocate emphasising handwriting only after
students have reached some level of proficiency in other skills - though exactly what
level remains unspecified — and even then only if/where necessary (Allen, 2008:
246-247; He & Jiao, 2010: 227). Allen, for instance, notes that if one strictly follows the
textbook in introducing characters to be handwritten, students will likely be required to
write terms “that a student would have very little need to write (as opposed to recognize)
in any real-world circumstance” (Allen, 2008: 246-247). It would be better to make a
selection, for instance based on frequency of use (Allen, 2008: 247; He & Jiao, 2010:
230).

Stroke order

Most researchers appear to agree that it is useful to teach CFL learners the correct stroke
order for characters they are learning, because, like handwriting - and as opposed to
passive reading - it may involve more attention to form. It may therefore result in
high-quality orthographic representations, perhaps all the more so when presented
through animated stroke order displays. It could therefore lead to better form
recognition, and may aid long-term recognition. (e.g. Chang et al., 2015; 89: Xu et al,,
2013; 433-434).

Stroke order can be taught not just by means of static stroke order images, but by
the use of stroke order animation as well. Stroke order animation might provide some
middle ground for proponents and opponents of emphasis on handwriting. While
handwriting practice is time- and labour-intensive, stroke order animation is less so, and
may provide some of the benefits associated with handwriting. For instance, Xu et al.
found that “[w]riting and [stroke order] animation both led to better form recognition”
(Xu etal, 2013: 423).

This does not necessarily mean that stroke order animation can outright replace
handwriting, however. Several studies have mentioned a trade-off effect, with different

conditions (reading, animation, [hand]writing) facilitating “different aspects of



orthographic knowledge development” (Xu et al., 2013: 435; Chang et al., 2015: 91; see
also Guan et al,, 2011: writing strengthened orthography, typing Pinyin strengthened
phonology). As different conditions (reading, animation, handwriting, typing) have
different benefits and drawbacks, perhaps all such aspects should to some extent be

included in CFL instruction.

Radicals and Components

First of all, it is important to define the concepts of ‘radical’ and ‘component’ (or ‘chunk;
these terms are here used interchangeably) as used here. Radicals, ¥ bushdu in
Mandarin, “are the smallest meaningful orthographic units that play semantic or
phonetic roles in compound characters” (Shen & Ke, 2007: 99). A component (or chunk),
4+ bujian in Mandarin, is what Shen & Ke call a perceptual unit: “a unit in a compound
character that plays a visual role because it is a visually integral unit and separated by a
diminutive space from other units” (ibid.). “Unlike radicals, chunks are not consistently
associated with a particular function” (Xu, Chang & Perfetti, 2014: 774).

To illustrate, see this reproduction of the example given by Xu, Chang & Perfetti:

“4& (hun, ‘wedding’) consists of % (nil, female’) as aradicaland & (hun, ‘dusk’) as a

phonetic component [what this study calls a phonetic radical]; but it is also composed of

three chunks: 7z, coincidentally a radical; and [X and H, which do not serve semantic or

phonetic functions in this compound character” (Xu, Chang & Perfetti, 2014: 774).
Radicals may consist of one or more component(s), and components can overlap with
radicals when a radical is not further divisible into smaller components (i.e. it consists of
a single component, as with % in the example above).

Estimates vary, but the majority of Chinese characters are semantic-phonetic
compound characters (see e.g. Shen & Ke, 2007: 98; Xu, Chang & Perfetti, 2014: 774;
Wang, Yin & McBride, 2015: 52; Nguyen et al., 2017: 2; all give estimates of 80% and
higher), with part of the character indicating the meaning category of the character -
often called semantic radical, radical, or signific - and part of the character providing a
hint as to the pronunciation of the character - often called phonetic radical, phonetic
component, or phonetic. Semantic radicals are typically more reliable than phonetic
radicals, which are thought to be reliable in only about 26% of semantic-phonetic

compound characters (even without taking tonal difference into account)- authors



generally cite this number from the article by Fan, Gao & Ao.1

As Nguyen notes, research has found that:

“Semantic radicals, which represent the semantic category information of Chinese

characters, play an important role in character decoding and reading for both native and

non-native Chinese speakers” (Nguyen et al., 2017: 1).

See for instance: Feldman & Siok, 1999; Williams & Bever, 2010; Wang, Yin and McBride,
2015 for research with native speakers, and Shen & Ke, 2007; Tong & Yip, 2015 for
research with non-native speakers. One of the benefits of semantic radical awareness is
that it “can help readers disambiguate homophones, which are abundant in the Chinese
language” (Nguyen et al., 2017: 2).

This is not to say that phonetic radicals don’t play a role of any significance,
however: Anderson et al. have found that L1 “children as young as second grade can
make use of information in the phonetic component to learn the pronunciations of novel
compound characters” (Anderson et al., 2003: 56). However, evidence of a semantic
radical bias has been found in research with L1 learners (e.g. Williams & Bever, 2010) as
well as in research with CFL learners (e.g. Tong & Yip, 2015; Zhang et al., 2016; but see
Williams, 2013): not surprising as semantic radicals are thought to be more reliable.

The results from studies with L1 Mandarin children and adults have led researchers
to surmise that explicit instruction about radicals - particularly semantic radicals - may
benefit CFL learners (e.g. Taft & Chung, 1999: 244; Shen & Ke, 2007: 98). Quite a few
studies have been conducted based on this premise, putting it to the test. Such studies
have substantiated the assumption that explicit instruction of (semantic) radicals
benefits CFL learners, finding that it can lead to better character recognition and
production, and increased orthographic awareness (e.g. Shen & Ke, 2007; Xu, Chang &
Perfetti, 2014; Nguyen et al.,, 2017).

Research has offered several suggestions based on the results found in studies such
as those mentioned above. Radical knowledge should be taught “systematically starting
at the earliest stages of learning” (Shen & Ke, 2007: 109), as CFL learners, like L1
learners (e.g. Anderson et al., 2013; Wang, Yin & McBride, 2015) quickly develop the
skills to decompose characters and to apply this knowledge to the learning of new

characters (Shen & Ke, 2007; Wang, Perfetti &, Liu, 2003). One study found that

1 Fan, K.Y Gao, J. L; and Ao, X. P. 1984. “Pronunciation principles of Chinese characters and alphabetic
script [in Chinese].” Chinese Character Reform [/ [E 30 7 I 2], 3: 23-27.
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introducing the relevant radicals at the first presentation of a character (as opposed to
before, or at repeated later presentations) is most beneficial for learning characters (Taft
& Chung, 1999: 246).

As for which radicals to introduce, research generally stresses introducing semantic
radicals is beneficial, while some reservation regarding teaching phonetic radicals and
unreliable radicals in general seems prudent (e.g. Shen & Ke, 2007:109; Williams, 2013:
311-312; Zhangetal.,, 2016: 511-512, 518; Nguyen et al. 2017: 11, but see Anderson et
al,, 2003: 57; which suggests current L1 practice might be overly conservative). There is
also something to be said for introducing especially radicals: of high overall frequency;
which appear in many different characters; and which generally occur in the same
position within a character (Shen & Ke, 2007: 97-98).

It has also been suggested that grouping characters according to shared semantic
radicals may help beginning learners form stronger form-meaning links than not
grouping them together (Xu, Chang & Perfetti, 2014: 779). Xu & Padilla go a step further,
suggesting teachers group characters sharing components as well as characters sharing
radicals (Xu & Padilla, 2013: 416).

Finally, regardless of the exact approach to introducing radical knowledge, several
authors stress the importance of repeated practice (e.g. Xu & Padila, 2013: 416; Xu,
Chang & Perfetti, 2014: 780-781, 789).

Strategies

Most studies about language learning strategies (LLS) in CFL learning have been
conducted with English-speaking university students. Although it is as yet unclear what
kind of strategies secondary school students most commonly use in their Chinese
character learning due to the scarcity of research, several studies with university
students (Shen, 2005; Wang, Spencer & Xing, 2009) and a study with secondary school
students (aged 11-15: Grenfell & Harris, 2015) at least agree on the following.

Students may not initially be aware of all available strategies and learn to appreciate
the usefulness of certain strategies as learner level increases (Shen, 2005: 60; Wang,
Spencer & Xing, 2009: 47; Grenfell & Harris, 2015: 4); and teachers should explicitly
teach strategies and help students evaluate which strategies work for them, which may
not only aid in their language learning, but may empower them and lead to improved

self-esteem and confidence as well (Shen, 2005: 62; Wang, Spencer & Xing, 2009: 47, 54;
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Grenfell & Harris, 2015: 11).

Shen has argued that even if students “have knowledge of metacognition, they may
not actively use that knowledge to develop metacognitive strategies” (Shen, 2005: 62),
and that research has suggested that “the development of metacognitive strategies will
directly contribute to the learning outcome and induce the student to become a self-
empowered learner” (ibid.). This is in line with Wang, Spencer & Xing’s stating that
metacognition:

“focuses on the role of awareness and executive management of thinking, and helps

learners become active participants in the learning process, instead of passive recipients of

instruction and imposed experiences” (Wang, Spencer & Xing, 2009: 47).

Grenfell & Harris have similarly noted that it has been argued that “it cannot be
assumed that learners will automatically develop LLS unaided or know how to deploy
them in a way that is appropriate to the task in hand. Hence, the belief that they should
be taught explicitly” (Grenfell & Harris, 2009: 2). Apart from this, however, Grenfell &
Harris note that “if inventing their own idiosyncratic story helps students remember the
meaning of a character, or the direction of the strokes, then its value should be
recognised” (Grenfell & Harris, 2009: 11).

To sum up, these studies argue that learners should be made aware of the strategies
they are using as well as of other possible strategies, and that the teacher should help
them evaluate which strategies work for them (and in what instances). The value of any
strategy which works for students should be recognised, and no particular strategy

should be imposed.
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Discussion & Conclusion

Mastering the Chinese character script is one of the major challenges CFL learners face
when learning Mandarin, and much research has been done with the aim of finding ways
to facilitate character learning for these learners. How should Chinese characters be taught
to CFL learners? This chapter has examined what research has had to say on this.

First of all, a general caveat: it is clear that for any of the discussed aspects of
character instruction and learning, the generalisability of research is very much at
question, as the majority of research has been conducted with English-speaking
postsecondary school students, most often in the United States. It is unclear to what
extent any such research results can be generalised to secondary school CFL settings in
general, and Dutch high schools in particular, which form the main focus of the present
essay.

Where the timing of character instruction is concerned, experimental studies
conducted so far seem inconclusive as to when character instruction should ideally
commence. Of course, it is quite possible that different groups of learners - for instance
primary, secondary, or postsecondary school students - would benefit from different
timing of character instruction. More research is clearly needed. General practice, as
recorded in research, seems to be to introduce characters at or near the start of
instruction.

Most research has pointed to the benefits of handwriting practice rather than to its
downsides. Perhaps most importantly, even those sceptical about an emphasis on
handwriting tend to advocate a decrease of the emphasis on writing by hand, or a later
introduction of handwriting practice: they do not favour discarding it altogether.

Some have argued that typing as a way of writing should complement handwriting,
and should be integrated into the curriculum from the start. With less focus on or even a
later introduction of handwriting into the curriculum, students would be able to use the
time otherwise spent practicing handwriting to increase their vocabulary and develop
other skills, although the questions of which characters to introduce for handwriting
practice and when exactly to introduce them need further attention.

Most researchers appear to agree that it is useful to teach CFL learners the correct
stroke order for characters they are learning. Stroke order can be taught not just by
means of static stroke order images, but by the use of stroke order animation as well.

Stroke order animation might provide some middle ground for proponents and

12



opponents of emphasis on handwriting. As different conditions (reading, animation,
writing) have different benefits and drawbacks, however, perhaps all should to some
extent be included in CFL instruction.

The majority of Chinese characters are compound characters, with part of the
character indicating the meaning category of the character, and part of the character
giving a hint as to the pronunciation of the character - though the latter is thought to be
less reliable. Both L1 Mandarin learners and CFL learners use the information provided
by these two types of radicals - semantic and phonetic radicals - in character acquisition
and reading, although a semantic radical bias has been attested for both groups of
learners in research.

Since teaching radicals and related knowledge to CFL students is thought to benefit
their character acquisition and reading skills, research has come up with several
recommendations. Radical knowledge should be taught right from the beginning stage,
and introducing relevant radicals might be most effective when they are introduced at
the first presentation of the character(s) in which they occur.

Because of their higher reliability, semantic radicals are better suited for explicit
teaching than phonetic radicals. The introduced radicals should especially be radicals: of
high overall frequency; which appear in many different characters; and which generally
occur in the same position within a character. Grouping radical-sharing characters
together is also thought to be beneficial. Regardless of the exact approach to introducing
radical knowledge, repeated practice is key.

Several studies have argued that learners should be made aware of the strategies
they are using as well as of other possible strategies, and teachers should help them
evaluate which strategies work for them (and in what instances). The value of any
strategy which works for students should be recognised, and no particular strategy

should be imposed.
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2. Textbooks

Goal

To gain an understanding of how several beginner-level Mandarin textbooks in use at

Dutch high schools teach Chinese characters.

Main research guestions

1. Is the emphasis in the textbooks on words, or on characters? Is it on most frequently
used words? Or on most frequently used characters?

2. How are characters introduced, and which kind of characters are introduced:
simplified and/or traditional ones?

3. Isalot of character-related knowledge taught?

4. Are stroke order and writing ability stressed?

For the corresponding sub-research questions, see Appendix A.

Methodology
Choice of textbooks

An informal overview of beginner-level Mandarin textbooks in use at Dutch high schools
was obtained: this was the result of some Dutch CFL teachers asking around among
fellow teachers and relaying the obtained information. By far the most-mentioned
textbook series was the Chinees? ‘n Makkie! (W1 3C? U5 ! Zhongwén? Hdoxué! ‘Chinese?
Easy-Peasy!’) series. This textbook series was thus selected for inclusion in the present
study.

Two more textbook series in use by more than one teacher were also selected for
use in this study. These textbook series are: Chinees in tien verdiepingen (F 3+ /2

Zhongwén shi céng ‘Chinese in ten floors’), and “Ik leer Chinees” 322+ L (W6 xué

o ”

Zhongwén “I'm learning Chinese””).These were favoured over other textbook series
because the latter were not (originally) designed specifically for use in Dutch secondary

education and were generally in English rather than in Dutch. Of each of the three
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textbook series, only the first volume was examined, i.e. the ‘from zero’ beginner-level
textbook, giving a total of three books. Rather than referring to the full title including
which volume, these books are hereafter referred to as Chinees? ‘n Makkie!, Chinees in

tien verdiepingen, and “Ik leer Chinees”, respectively.

Choice of lists for reference

Several lists for reference were selected to compare the included vocabulary items and
characters to. First of all, the lists in the Frequency Dictionary of Mandarin Chinese: Core
Vocabulary for Learners, hereafter: Frequency Dictionary (Xiao, Rayson, and McEnery,
2009 [eBook: 2015]). This book includes both a word frequency list of about 5000 items,
and a character frequency list of about 2000 items. The authors based these lists on a
corpus of approximately 50 million words, or 73 million characters.

The authors of the Frequency Dictionary have divided their corpus into four
categories: spoken, news, fiction, and non-fiction. Each of these comprises: 4,679,991
(spoken); 26,277,906 (news); 19,962,277 (fiction); and 22,158,904 (non-fiction)
Chinese characters, respectively: they were gathered from among sources produced from
the 1980s to 2006 (Xiao, Rayson and McEnery, 2015: 18). This corpus is thus a large and
varied one, and relatively recent, suggesting it makes a good basis for reliable,
representative frequency lists.

Secondly, the HSK vocabulary lists which form a reference point, if not a starting
point, for many CFL learners in their process of acquiring the language were included.
These, of course, are not frequency lists, but it is hypothesised that the HSK level in
which a vocabulary item (first) appears may to some extent reflect their suitability for
inclusion in beginner-level textbooks — with lower level items being more suitable.

Finally, for the included characters not just the character frequency list from the
Frequency Dictionary was used for reference, but the 300-; 2500-; and 1000-character
lists published by the People’s Republic of China’s Ministry of Education (MOE, 2011:
42-46,46-70, and 70-80) were included as well. The 300-character list is meant for the
first stage of primary education in China: it is a selection of some of the most basic and
commonly used characters. The further lists of 2500 and 1000 characters include the
characters of the first list and expand it, and are meant to serve as a standard for
mandatory education. As such, these lists can be seen as a standard of basic literacy. A

character’s inclusion in the 300-, followed by the 2500-, and the 1000-character lists, in
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that order, like the HSK vocabulary lists for levels one through six, may to some extent

reflect its suitability for inclusion in beginner-level textbooks.

Procedure

The textbooks were systematically analysed to answer each of the above-mentioned
research questions. For research question 1, it was first established whether the
textbooks offered any information on the considerations for the inclusion of the included
vocabulary items and characters.

Lists of the included vocabulary of all books were compiled, and each vocabulary
item'’s frequency rank was looked up in the Frequency Dictionary’s word frequency list
and recorded. It was also examined and recorded in which HSK level a given vocabulary
item (first) appears. If they did not appear in the reference lists, ‘——" was recorded
instead. A full list of all included vocabulary items is appended, see Appendix B. Note
that the definition for ‘word’ in Mandarin is far from straightforward (see e.g. San, 2015),
and that in this study, what is meant by the term ‘word, is a vocabulary item.

As it soon became abundantly clear that the focus in the examined textbooks is on
words rather than on characters, and as writing characters requires a more active
knowledge than does recognising characters, the analysis of the characters in the
textbooks was limited to the characters which learners need to be able to write as well as
recognise. For all books, lists of the characters learners have to learn to write were
compiled, and each character’s frequency rank was looked up in the Frequency
Dictionary’s character frequency list and recorded. It was also examined and recorded in
which MOE list a given character (first) appears. For the full list, see Appendix C.

In order to answer research question 2, first, it was noted whether characters are
introduced at or near the start of the textbooks (or later), and whether this is before;
after; or simultaneous with the introduction of Pinyin. Second, it was established
whether the textbooks introduce simplified and/or traditional characters.

The third research question encompasses various aspects, which were all examined
in turn. These aspects are: whether the textbooks introduce information on the
etymology of characters; whether they teach the various possible structural
configurations of characters (e.g. left-right, top-bottom, enclosure-enclosed); whether
radicals are explicitly taught; and whether connections are made between characters

sharing a semantic radical or a phonetic radical.
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The fourth research question was addressed by looking at: whether learners are
expected to write Mandarin in exercises - and if so, whether in Pinyin, characters, or
both; whether stroke order is explicitly taught; and whether the basic strokes that make
up character components and characters are (also) taught separately.

For the vocabulary and character data, descriptive statistics were obtained using

IBM SPSS Statistics, version 24.

Results

Research question 1 - Emphasis on (most frequently used) words or characters?

Several facts contribute to the view that in all of the examined textbooks, the emphasis is
on words rather than on characters. Chinees? ‘n Makkie! and “Ik leer Chinees” present
vocabulary lists before the dialogue or monologue section in each chapter, while the
character writing section is not included until after several other sections, near or at the
end of each chapter. Chinees in tien verdiepingen presents the dialogue before the
vocabulary list, but likewise does not present the character writing section until after
these sections. Both Chinees in tien verdiepingen and “Ik leer Chinees” present the
characters to be written in the combinations in which they occur in the vocabulary lists,
and the same is true for all characters to be recognised in all of the books’ vocabulary
lists: if they are not single-character vocabulary items, they are not presented in isolation.
Perhaps most telling is that all books include vocabulary lists at the end of the book, but
none of them include character lists.

The textbooks don’t mention whether lists of frequently-used words or lists of
frequently-used characters were taken into consideration in compiling the textbooks.

Of the total number of vocabulary items per textbook, by far not all were included in the

used reference lists, presumably in part due to the inclusion of idioms and phrases.

Table 1. Numbers of vocabulary items included or not included in reference lists.

Textbook Reference list Items included Items not included | Total
Chinees? 'n Frequency list 172 184 356
Makkie! HSK vocabulary | 174 182 356
Chinees in tien | Frequency list 181 54 235
verdiepingen | HSK vocabulary | 168 67 235
“Ik leer Frequency list 110 95 205
Chinees” HSK vocabulary | 102 103 205
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Fig. 1. Graphs showing the spread across frequency ranks and HSK levels for all the vocabulary items of the three textbooks found in the lists.
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In the graphs in Fig. 1, the y-axis denotes the number of vocabulary items occurring
in a specific frequency rank range (with each bar on the x-axis having an interval width
of 500, and the first bar starting at value ‘1’ as there is no frequency rank ‘0’: 1-500;
501-1000,1001-1500, etcetera) or HSK level (1 through 6), which are given on the x-axis
of the upper, respectively the lower, row of graphs. Of the vocabulary items that are to be
found in the reference lists, at least, it is clear that the majority are among the lower
frequency ranks (i.e. they are of a high frequency) and the lower HSK levels.

For the characters, only the ones which learners are expected to learn to write as
well as recognise were examined. This gives the following total numbers of characters:
125 for Chinees? ‘n Makkie! (5 for all chapters except for chapter 4, which introduces the
characters for numbers 1 through 10), 72 for Chinees in tien verdiepingen, and 83 for “Ik
leer Chinees”. Unlike the examined vocabulary items, all of these are included in the used
reference lists, and the majority are both of a high frequency and included in the most

basic MOE list, as can be seen from the data in Tables 2 and 3.

Table 2. Frequencies and percentages of characters in the given frequency rank ranges.

Chinees in tien

Frequency Chinees? 'n Makkie! "Ik leer Chinees"
verdiepingen
rank range
Frequency |Percentage | Frequency |Percentage | Frequency | Percentage

0001 - 0500 65 52 68 94.4 67 80.7
0501-1000 56 44.8 4 5.6 11 13.3
1001 - 1500 4 3.2 0 0 2 2.4
1501 -2000 0 0 0 0 3 3.6

Total 125 100 72 100 83 100

Table 3. Frequencies and percentages of characters in the given MOE lists.

Chinees in tien

Chinees? 'n Makkie! "Ik leer Chinees"
MOE List verdiepingen
Frequency |Percentage | Frequency |Percentage | Frequency | Percentage
‘300' 99 79.2 58 80.6 66 79.5
2500’ 26 20.8 14 19.4 17 20.5
‘1000’ 0 0 0 0 0 0
Total 125 100 72 100 83 100
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The words in the books can be said to be organised by theme, as all chapters have a
certain theme and the introduced vocabulary is related to the theme of the chapter. For
Chinees? ‘n Makkie!, the 24 chapters are divided into 8 ‘themes’ which each include three
chapters. The characters can be said to be organised by theme only insofar as they are

included in the vocabulary, which is related to the theme of the chapter it is presented in.

Research question 2 — Introduction of characters

All three of the examined beginner-level textbooks introduce Pinyin and characters more
or less simultaneously at the beginning of the book. Both Chinees in tien verdiepingen and
“Ik leer Chinees” introduce the Pinyin transcription before asking students to read and
write Chinese characters. Chinees? ‘n Makkie! dives right in, presenting both characters
and the corresponding Pinyin in the first chapter’s vocabulary list, right on the first page
of chapter 1. It does not have a separate section introducing the Pinyin transcription
(although it does provide such information on the accompanying website). All three
books ask students to read and write at least some characters in the first chapter, as well
as in all subsequent chapters.

Each of the examined textbooks only requires students to recognise and write
simplified characters. In fact, with the exception of Chinees in tien verdiepingen, the
textbooks don’t bring students into contact with traditional characters at all. Chinees in
tien verdiepingen briefly introduces which areas currently use simplified characters and
which areas still use traditional characters, as well as the simplification process. It also
juxtaposes a few traditional characters and their simplified counterparts from the
vocabulary students learned just prior to that (Van Crevel [eds.] etal.,, 2011: 133). This
information is included just after the first dialogue of chapter 4, which is about

two-thirds through the textbook.

Research question 3 - Character-related knowledge

Some information about Chinese characters’ etymology is provided by all but one of the
textbooks. In Chinees? ‘n Makkie!, chapter 2 includes images that show several different
stages for three characters. It explains that the first characters were ‘drawings’ that
became more abstract over time (Tsui, 2016: 19). Chinees in tien verdiepingen presents
several different script styles that developed over time (for a single character). Unlike

Chinees? ‘n Makkie!, it presents this information about halfway through the final chapter,
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near the end of the book (Van Crevel (eds.) et al., 2011: 182). However, it also mentions
that the earliest characters were drawings near the beginning of the second chapter
(ibid.: 47), which is rather closer to the beginning of the book.

The various possible structural configurations of characters (e.g. left-right,
top-bottom, enclosure-enclosed) are not taught in any of the examined textbooks.
Chinees in tien verdiepingen does mention that most characters are composed of two
components, one of which tells you something about the meaning of the character, and
one of which tells you something about the pronunciation of a character. It calls the
former ‘radicals, but does not specify what to call the latter (Van Crevel [eds.] et al., 2011:
47). Chinees? ‘n Makkie! similarly mentions that ‘complex characters’ are often composed
of two ‘simple’ characters, which it calls ‘radicals’ and ‘sound elements’ (Tsui, 2016: 27).

Except for “Ik leer Chinees”, the examined textbooks explicitly teach radicals, however,
they only systematically introduce semantic radical knowledge. Both Chinees in tien
verdiepingen and Chinees? ‘n Makkie! do mention phonetic radicals (Chinees? ‘n Makkie!
refers to them as ‘sound elements’; in Chinees in tien verdiepingen they remain nameless),
and mention they tell you something about the pronunciation of a character (Tsui, 2016:
27; Van Crevel [eds.] et al., 2011: 47). However, any exercises involving radicals focus
exclusively on semantic radicals. Chinees in tien verdiepingen further notes that learners
are likely to become better at guessing the pronunciation of unknown characters as their
knowledge of Chinese increases (Van Crevel [eds.] etal.,, 2011: 88).

Both books mention the usefulness of recognising semantic radicals for looking up
characters in dictionaries, as characters are often ordered according to semantic radicals
and the number of strokes of the rest of the character - excluding the semantic radical
(Tsui, 2016: 42; Van Crevel [eds.] etal,, 2011: 88). Chinees in tien verdiepingen includes
information on, and exercises with, semantic radicals in chapters 2 and 3, between the
two dialogues: this same space is used to introduce information about strokes and stroke
order in chapter 1, and about historical developments of the script in chapters 4 and 5.
Chinees? 'n Makkie! first introduces stroke order rules in chapter 1, some information on
the historical development of the script in chapter 2, and some radical knowledge in
chapters 3, 4, and 5. It then introduces a ‘radical of the week’ for each chapter beginning
with chapter 6.

“Ik leer Chinees” does not include any explicit information on radicals, so, naturally, it

also does not make links between characters with the same semantic radicals. Both
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other books contain exercises which ask students to group characters according to a
shared semantic radical (Tsui, 2016: 35, 123; Van Crevel [eds.] et al., 2011: 52-53), and
also provide some related information elsewhere in the book. For instance, the example
characters provided in the ‘radical of the week’ section included in every chapter of
Chinees? ‘n Makkie! starting from chapter 6; and Chinees in tien verdiepingen mentions
that the wood-radical & mu, which is also a character in itself, appears in the names of
trees (Van Crevel [eds.] et al., 2011: 47).

None of the examined textbooks make connections between characters sharing a
phonetic radical, although, as already noted above, Chinees in tien verdiepingen does
mention that the more Chinese one knows, the better able one will be to predict the
pronunciations of unknown characters - evidently referring to developing knowledge of

phonetic radicals and the skills to apply such knowledge.

Research question 4 - Stroke order, basic strokes, and writing ability

All of the textbooks expect students to write Mandarin in exercises, sometimes in
characters, sometimes in Pinyin. However, Chinees? ‘n Makkie! stands out in that it
includes relatively few writing exercises which ask students to write in characters.
Indeed, it proclaims in the foreword that its chapters “are especially aimed at the
speaking, reading of, and listening to the Chinese language [i.e. Mandarin],” and that it
limits the amount of characters learners have to learn to write because of the challenge
characters pose to learners (Tsui, 2016: 5). Somewhat similarly, Chinees in tien
verdiepingen in chapter 1 professes a focus on Pinyin to allow learners to quickly expand
their vocabulary. (Van Crevel [eds.] et al,, 2011: 9). Like Chinees? ‘n Makkie!, it also limits
the number of characters students have to be able to write. However, it does stress the
importance of writing to memory and encourages students to practice writing
characters by hand (Van Crevel [eds.] et al., 2011: 8). None of the books ask learners to
learn to write more than ten new characters per chapter.

All books introduce the relevant stroke order for at least the characters students are
expected to be able to write. Two of the books also provide some information on general
stroke order rules. In “Ik leer Chinees”, stroke order is only introduced for the relevant
characters to be written: at the end of each chapter, practice sheets are included, which
provide static stroke order displays and space to practice writing the characters in

square boxes of the same size. There is no general introduction on stroke order rules. It
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does, however, stress that students should apply the provided stroke order when writing
characters, and that they should finish writing one character before moving on to the
next (Paardekooper, 2018: 2).

In Chinees in tien verdiepingen, general stroke order rules are explained in the first
chapter (Van Crevel [eds.] et al.,, 2011: 10-11). The book itself does not include practice
sheets with stroke order for the characters students are expected to be able to write,
however, such practice sheets are available on the accompanying website, where
students can also view stroke order animations for these characters.

Chinees? ‘n Makkie!, like Chinees in tien verdiepingen, provides general stroke order
rules in the first chapter of the book (Tsui, 2016: 12). Like “Ik leer Chinees”, it also
provides static stroke order diagrams for each of the characters students are expected to
learn how to write, and (limited) space for students to practice writing characters in.

Unlike the other two books, Chinees in tien verdiepingen includes information on
basic strokes that characters are composed of, on the same pages as the introduction of
basic stroke order rules in chapter 1 (Van Crevel [eds.] etal., 2011: 10-11).

Interestingly, Chinees? ‘n Makkie! and Chinees in tien verdiepingen also include
handwriting samples that give learners some practice in recognising handwritten
characters. Something else worth noting is that each of the examined textbooks has an

accompanying website with extra material.

Discussion

This study has several limitations. The selection of the textbooks was not random, yet
only based on an informal overview of textbooks in use at Dutch high schools. The
number of examined textbooks is also small, as is the number of employed reference lists.
This study examined vocabulary items as if they are ‘words, but some of the included
vocabulary in the textbooks are idioms and phrases which may therefore not be found in
‘word frequency lists’ which employ a different definition of ‘word.’ It might also be
worthwhile for future studies to take the difference between textbooks’ vocabulary and
textbooks’ extra vocabulary into account. The character examination only included
characters students have to learn to write as well as recognise. More comprehensive

future studies could provide further insights.

23



Conclusion

To sum up, the present study found the following. The emphasis in all of the examined
textbooks is on words rather than on characters.

Although the majority of the vocabulary items included in the reference lists are
among the higher-frequency and lower HSK level items, a lot of vocabulary items were in
fact not included in the reference lists. We can thus not conclude from the data presented
here that the textbooks use mostly most-frequent words.

The examined characters are all characters which occur in the used reference lists,
and the majority are high frequency characters and appear in the most basic MOE list.
This suggests that the characters learners are expected to learn to write as well as read
are generally high frequency characters.

Characters are introduced more or less simultaneously with Pinyin in all of the
examined textbooks, right at the beginning of the books. Learners are only expected to
learn to read and write simplified characters.

Regarding character-related knowledge, some information on the etymology of
characters is introduced in two of the books, but it is not introduced systematically. The
various structural configurations receive little attention. However, radical knowledge is
explicitly taught in two of the examined books, mostly concerning semantic radicals
rather than phonetic radicals. Connections between characters sharing semantic radicals
are made in these books.

Stroke order is stressed in all of the textbooks. One of the books also presents the
basic strokes which make up characters. Writing ability is emphasised in all three books
as well, but Chinees? ‘n Makkie! clearly focuses more on other abilities, including typing

characters using Pinyin, than on writing characters.
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3. Interviews

Goals

In this study, current teaching practice is seen as being composed of two main
constituents, one being the textbooks (i.e. the main teaching material used), and the
other being the approaches of teachers: not all teachers necessarily strictly follow any
particular textbook(s), and individual teachers may have different areas of focus,
perhaps stressing certain aspects more than others.

In order to gain an understanding of how teachers of Chinese as a Foreign Language
teach Chinese characters, several interviews were conducted. A number of Dutch
teachers - who use the textbooks analysed in the Textbook chapter for at least part of
their classes - were interviewed on their views and approaches regarding teaching
Chinese characters at Dutch high schools.

A further goal was to compare the views and teaching practice of Dutch CFL
teachers with those of Chinese CFL teachers, who have come into contact with Chinese
characters their whole lives, and may have different views and approaches - if not
quintessentially ‘Chinese’ ones. To this end, half of the conducted interviews were held in
China with Chinese CFL teachers, with the other half held in The Netherlands, with
Dutch CFL teachers.

Main research questions

Largely analogous to the analyses of the textbooks, the main research questions the

interviews sought to answer are the following:

1. Is the emphasis on words, or on characters? Is it on most frequently used words? Or
on most frequently used characters?

2. How are characters introduced, and which kind of characters are introduced:
simplified and/or traditional?
[s a lot of character-related knowledge taught?

4. Are stroke order and writing ability stressed?
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5. Are the views and teaching practice of Chinese CFL teachers teaching in China and
Dutch CFL teachers teaching in The Netherlands similar, or do they differ? If they

differ, in what way(s)?

Methodology
Participants

Two groups of participants were interviewed: a group of four CFL teachers working at
the College of International Education (CIE) of Shandong University, Jinan, China (two
male, two female), was interviewed to gain an understanding of the approaches and
views of Chinese CFL teachers, and to allow for comparison with Dutch CFL teachers.
The main reason for this choice of participants was that the author studied abroad at
Shandong University (as part of the MA Asian Studies: Chinese Studies of Leiden
University), and thus could readily get in touch with the teachers at the CIE there.

A group of four Dutch CFL teachers (three female, one male) was interviewed to
gain an understanding of their views and teaching practice, and to compare these with
those of Chinese CFL teachers. The Dutch CFL teachers were recruited from among the
teachers participating in a ‘study day’ for Dutch high school CFL teachers organized by
the NUFFIC on March 19, 2019. All of them use one of the textbooks analysed in the

textbook chapter in at least part of their classes.

Procedure

All interviews with Chinese CFL teachers were conducted in China, three of them on
campus at the teacher’s office (and CFL courses) building, one using WeChat video call
(as the teacher in question was at the time attending courses in another Chinese city).
These interviews took place in November and December of 2018, with one exception:
the video chat interview took place in January 2019.

Of the interviews with Dutch CFL teachers, two were conducted immediately on the
‘study day’ at which teachers were recruited: for the other two interviews, contact
information was exchanged and the interviews planned on a later date. The interviews
were then held in Leiden (as was agreeable to both the participating teachers and the

interviewer). These interviews took place in March and April 2019.
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In order to facilitate analyses of the interviews, and with the permission of the
teachers participating, audio recordings were made for each interview. These recordings
were used solely for the subsequent analyses of the interviews, and not shared with
others. Each interview took between approximately 20 and 40 minutes. Before including
participants’ data in the final report of the results, signed consent forms were obtained
for all participants. For the (unsigned) consent form, see Appendix E.

The interview questions were not always all asked in exactly the same order, as
sometimes the interview at some point already touched on the subject of a later question,
in which case the question was asked at that time (rather than strictly according to the
order of the list of questions). A full English list of questions is appended: see Appendix
D. The interviews with the Chinese CFL teachers were conducted in Mandarin, the
interviews with the Dutch CFL teachers were conducted in Dutch. Below, the

summarised results are presented.

Results
Chinese CFL teachers

General information

Not all of the interviewed teachers had direct experience with teaching characters, and
one of the four teachers was not teaching courses at the time of interviewing. However,
this is not deemed a significant drawback as the goal was not just to learn how Chinese
CFL teachers teach Chinese characters, but also to gain insight into their views on how
characters should be taught to CFL learners.

With regard to direct experience with teaching characters, the variation among the
interviewed teachers can be explained by the different types of courses offered at the CIE.
While ‘integrated Chinese’ courses are taught as well, other courses focus more
exclusively on certain aspects of language acquisition, such as ‘character;’ ‘reading and
writing;” and ‘listening and speaking’ courses. The teaching experience of the teachers

varied from 1 semester (half a year) to 7-8 years: just over 3 years on average.
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Emphasis on (most frequently used) words or characters?

The teachers agreed that the emphasis in instruction is on words rather than on
characters. For the introduction of characters, a fixed textbook is often not available,
although worksheets are used to let the students practice writing the characters. New
characters are often discussed based on the new words (and characters) appearing in
other (e.g. the ‘integrated Chinese’) courses’ content. One teacher specifically mentioned
introducing words that are useful to the students in their daily lives in China, and which
they could thus relate to.

When asked whether the teaching material, as far as they knew, was compiled with
lists of frequently-used words and/or characters in mind, all teachers thought it likely
that lists of frequently-used words had been taken into consideration, but they did not
know for certain which one(s). Likely candidates for such lists that several of the
teachers mentioned are the HSK vocabulary lists, and word lists for the CSC (China

Scholarship Council) tests.

Introduction of characters

All teachers mentioned that Pinyin is taught in the first week, whether or not in a specific
course for that purpose, but that at the same time students start other courses in which
they come into contact with characters. The introduction of Pinyin and of Chinese
characters, then, is more or less simultaneous, and both are generally introduced in the
first week of instruction. Essentially, students at the CIE only come into contact with
simplified characters, showing students traditional characters, even if only for
comparison, is not general practice.

It depends on the particular course, and on how many (class)hours a week it is
taught, how much content is discussed per week: for example, there is a dichotomy
between pre-Bachelor students (Ti£}54E yuke xuéshéng) and language students (i& &
224 yiliydn xuéshéng). With the students preparing to take a Bachelor’s degree in China,
the pace is higher - up to approximately 100 new words per week - than in the courses
the language students follow - approximately 20-30 new words a week. It is not clear
how many new characters are introduced per week: the emphasis is on introducing new

words, not on introducing new characters.
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Teaching of character-related knowledge

For several aspects of character-related knowledge, teachers were asked whether they
introduced and/or emphasised them. These were: etymology; structural configurations;
radicals; and connections between characters sharing semantic and/or phonetic radicals.
Stroke order, the basic strokes that make up components and characters, and writing
ability are discussed separately under the next heading.

All teachers agreed that the (explicit) teaching of the structure of characters and of
semantic radicals is useful. It was often mentioned that this helps students to remember
characters, to write them well, and/or to distinguish between them. When asked
whether the CIE, like them, considers such aspects to be important, they replied
affirmatively, though they did not note on which research the CIE might base such
notions.

Explicitly taught are the structure of characters (top-bottom, left-right,
enclosure-enclosed etc.; mostly per specific character); and semantic radicals. For
example, the teachers mentioned distinguishing characters that look similar on the basis
of different semantic radicals (e.g. ¥&, 1% and i), as well as grouping characters
sharing a semantic radical. All of this is introduced early, in the first several weeks of
instruction.

Less explicitly and/or frequently taught are the following. Occasionally etymology,
generally just ‘pictograms’, most teachers don't want to make it too difficult for students,
especially early on. One teacher mentioned using stories (whether historically accurate
or not) to help students remember characters. Phonetic radicals, because you cannot
simply 'read' a character based on the pronunciation of a phonetic radical as these are
often not very representative of a character's pronunciation, are also less present in
instruction.

Several teachers noted the importance of offering multiple types of knowledge and
ways of learning Chinese characters, as not everything works for everyone. One teacher
further argued that no one specific way of learning should be imposed: whatever works
for a particular student to learn or remember characters is fine. Also mentioned was the

importance of repetition.

29



Emphasis on (correct) stroke order and writing ability

The students are expected to learn how to write characters from the beginning of
character instruction, preferably using the correct stroke order. Stroke order is taught
during the first weeks. Students are encouraged to follow the given order, but several
teachers noted that many do not, and there’s really nothing to do about that. The basic
strokes which make up character components and characters are also taught separately,

though not emphasised as much as stroke order.

Students at an advantage/disadvantage

The interviewed teachers agreed that perhaps students from the ‘Sinosphere’ (e.g. Japan,
Korea, Vietnam) have some advantage in the area of reading and writing at the outset,
but that any such advantage is soon no longer obvious (if there was any to begin with).
All in all, in the experience of the interviewed teachers, there aren’t really any students
(with a certain nationality or L1) who learn characters and Mandarin with considerably
more or less ease than other students with a different L1 or nationality (in the long run).
Several teachers mentioned that they thought motivation and hard work are more

important.

Dutch CFL teachers

General information

Generally speaking, the interviewed teachers had at least some experience teaching at
other schools than the high schools they currently teach at, including other types of
schools, such as primary schools, colleges of higher education, and in adult education.
Their total teaching experience ranged from 2-12 years, averaging just over eight years.
Unlike the courses offered at the CIE, CFL courses at Dutch high schools are
generally a single ‘integrated Chinese’ course, often taught by the same teacher for a
number of years. Another important difference is the amount of (class)hours a week:
whereas at the CIE students typically only follow language courses, up to approximately
20 class hours (each 45 minutes) a week, at Dutch high schools the amount of class
hours (45 or 50 minutes each) a week for Mandarin courses is much lower, generally one

(sometimes two) a week in the first year or so, and 2 or 3 a week in later years.
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Emphasis on (most frequently used) words or characters?

All teachers agreed that the emphasis is on words rather than on characters. The
vocabulary, if not selected from any particular frequency list(s), is at least mostly
composed of often-used, useful vocabulary, and vocabulary which the students can relate
to. The teachers also appeared to agree that at least the characters which students are

expected to write are generally among the most commonly-used characters.

Introduction of characters

The interviewed teachers all stated that Pinyin and characters are introduced more or
less simultaneously. Several teachers noted that Pinyin is introduced first, but characters
follow soon after, typically within the first three weeks of instruction. In principle, only
simplified characters are taught, though two of the teachers also mentioned occasionally
presenting both simplified and traditional characters to allow students to see the
difference, and to clarify what type of characters they are learning.

When asked about the number of words introduced each week, most teachers (like
the Chinese teachers) had difficulty answering with certainty. For some, this was in part
because the vocabulary (and character) lists are generally included per chapter in the
book, but discussing a chapter of the book may take a certain amount of time which does
not necessarily correspond to a week.

For characters, it was even harder to state with certainty how many are taught a
week than for vocabulary, though Chinees? ‘n Makkie! is an exception in this regard at
least as far as characters to be written are concerned: always 5 characters per chapter

(except for chapter 4), and when attainable generally one chapter each week.

Teaching of character-related knowledge

As in the interviews with the Chinese CFL teachers, teachers were asked whether they
introduced and/or emphasised certain aspects of character-related knowledge. Some of
the teachers sometimes refer to characters’ etymology, but this is not something most of
the interviewed teachers do systematically. Two teachers suggested it may be even
better to let students come up with their own stories to help them learn or remember

characters.
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While all teachers teach at least some information related to the structural
configurations of characters, not all of them appear to emphasise such information as
much as others. Something that is emphasised by all teachers is semantic radical
knowledge, which can be used to infer new characters’ meaning, distinguish between
characters, or to help students remember the meaning. Characters sharing semantic
radicals are grouped, or students are encouraged to do so themselves. Most teachers also
provide information about phonetic radicals, but there is clearly more emphasis on
semantic radicals.

Like most of the interviewed Chinese CFL teachers, the Dutch CFL teachers agree
that no particular aspect is more important to teach — more helpful to students - than
other aspects, because all students learn in their own way. What works for one student
does not necessarily benefit the next. They also stressed the importance of repeated

practice and revision.

Emphasis on (correct) stroke order and writing ability

For the characters which students are expected to learn to write, they are expected to do
so from the start of character instruction. Stroke order is taught right at the start of
character instruction, generally as in a specific character, although one teacher
specifically mentioned stressing general stroke order rules as well.

Like some of the Chinese CFL teachers, several of the Dutch CFL teachers noted that
students tend to write in some other way which works for them rather than the ‘correct’
stroke order. As long as this does not show in the resulting character, most teachers don’t

really seem to mind.

Students at an advantage/disadvantage

The Dutch CFL teachers agreed that previous experience with a Chinese language (not
necessarily Mandarin) and/or the character script gives students an advantage. Other
than that, several teachers indicated that for any student motivation is important, as well

as keeping up with the taught material from the start.
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Discussion

This interview study has several obvious limitations. As it concerns a small-scale
qualitative study and the choice of participants was not random, it is unclear whether
the interviewed teachers are representative of Chinese CFL teachers, respectively Dutch
CFL teachers. The generalisability of the results found in this study thus cannot be
assumed. Perhaps future quantitative studies could provide some answers in this regard.
Furthermore, the teachers at the CIE generally teach students aged 17 or 18, or even
older students (high school graduates and above; although one teacher also had
experience teaching high school students abroad), whereas the Dutch teachers teach
high school students as young as 11 or 12 (to about age 17; although they also had
experience teaching other age groups). The CIE teachers all teach at the same
organisation, while the Dutch CFL teachers all teach at different schools. It is therefore

uncertain whether the two groups can justifiably be compared to each other.

Conclusion

To answer the first main research question, both the group of Chinese CFL teachers and
the group of Dutch CFL teachers agreed that the emphasis in instruction is on words
rather than on characters. Even when unsure as to whether textbooks were compiled
with lists of frequently used words or characters in mind, most teachers across both
groups think it likely that lists of frequently-used words had been taken into
consideration, or at least feel that the included vocabulary mostly consists of commonly
used and useful vocabulary. The Dutch teachers also appeared to agree that at least the
characters which students are expected to write are generally among the most
commonly-used characters.

Regarding the second main research question, both the Chinese CFL teachers and
the Dutch CFL teachers introduce characters and Pinyin more or less simultaneously,
during the first few weeks of instruction. The characters which are taught are typically
only simplified characters for both groups as well. Some of the Dutch teachers also
occasionally present both simplified and traditional characters to allow students to see
the difference, and to clarify what type of characters they are learning. All the teachers

had some difficulties estimating how many characters are taught per week (except for
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those to be written in Chinees? ‘n Makkie!), and estimating the amount of vocabulary
items also proved less than straightforward for most.

The third question sought to clarify which of several aspects of character-related
knowledge teachers introduce and/or emphasise. Both the teachers within each group
as well as the different groups of teachers gave very similar answers on most aspects.
Some information about characters’ etymology is taught occasionally by most teachers,
but not systematically. Information on semantic radicals and how to use them in
character learning and recognition are explicitly taught by all teachers, and grouping
according to shared semantic radical is employed. Phonetic radicals receive less
emphasis. Structural configurations appear to be emphasised more by Chinese CFL
teachers than by Dutch CFL teachers, although all Dutch CFL teachers did mention
providing at least some information on the existing structural configurations.

As for writing ability and stroke order; all teachers stated that students are expected
to learn to write characters from the beginning of character instruction, and that stroke
order is emphasised in the beginning, but that a lot of students develop their own way of
writing characters in spite of this. However, while the teachers emphasise the correct
stroke order, most teachers did not seem to mind very much, as long as the resulting
character is still recognisable as the correct character. The basic strokes are not taught
by the Dutch CFL teachers, but are generally taught by the Chinese CFL teachers.

Both groups apparently agreed that multiple types of knowledge and ways of
learning Chinese characters should be offered, as not everything works for everyone, and
that repeated practice, hard work, and students’ motivation are important for learning
success. Several teachers across groups mentioned the use of stories (historically
accurate or not, offered by the teacher or devised by students themselves) to help
students learn or remember characters.

In all, the views and approaches of the interviewed teachers appear to be quite
similar, both within groups and between groups. Some small differences exist between
the Chinese and Dutch CFL teachers: the emphasis on structural configurations and the
teaching of the basic strokes which make up character components and characters seem

to be favoured more by the Chinese CFL teachers than by the Dutch CFL teachers.
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Practice versus Theory

The chapters above have sought to provide insights into the theory and practice of
teaching Chinese characters, especially in Dutch high schools. While it is clear that a
comparison between theory and practice should be interpreted with caution, as the
generalisability of the results in the analyses above cannot be assumed, this section will
nonetheless summarise the extent to which practice appears to correspond with theory
as indicated by the results found above. It will do so by looking at each of the aspects of

character instruction discussed in the Literature chapter in turn.

Timing

The ideal time-point for the introduction of Chinese characters into the CFL curriculum
in general, and the Dutch high school CFL curriculum in particular, is unknown. General
CFL practice appears to be early rather than delayed introduction of characters. Both the
examined textbooks and the interviewed teachers (Chinese and Dutch) corroborated this
view. Further research examining the ideal time-point for character introduction in
different CFL settings in general, and in Dutch high schools in particular, would be most

welcome.

Handwriting

Research has mostly pointed to the benefits of handwriting rather than its drawbacks,
and even opponents of an emphasis on handwriting tend to advocate a decrease of the
emphasis on writing by hand, or a later introduction of handwriting practice: they do not
favour discarding it altogether. Although teaching practice generally seems to emphasise
handwriting ability from the start, it also recognises that learning to write Chinese
characters is one of the major challenges CFL learners face when learning Mandarin.
While teaching practice in Dutch high schools does not delay writing characters by
hand, it does limit the number of characters learners have to learn to write. For instance,
none of the textbooks require students to learn to write more than ten new characters
per chapter, thus potentially forestalling a loss of motivation due to heavy cognitive load,

while still allowing students to satisfy their interest in learning Chinese characters.
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Typing

Of the examined textbooks, both Chinees in tien verdiepingen and Chinees? ‘n Makkie! are
reminiscent of the suggestions offered by Allen (2008) and He & Jiao (2010) in that they
advocate a focus on Pinyin. Chinees? ‘n Makkie! specifically mentions this focus on Pinyin
will allow learners to quickly learn to type using Pinyin (Tsui, 2016: 5, cf. Allen, 2008:
239); Chinees in tien verdiepingen, like He & Jiao (2010: 232) notes that (initial) use of
Pinyin can allow learners to make a leap in vocabulary learning (Van Crevel [eds.] et al,,
2011:9). The characters that learners do have to learn to write are generally
high-frequency characters (cf. Allen, 2008: 247; He & Jiao, 2010: 230).

In fact, typing (here: digital writing of characters using Pinyin) forms part of the
writing component students are tested on in their end-of-study Mandarin exams as well
(NUFFIC, n.d.), and as teaching practice has to prepare students for those exams, it
presumably includes practice in typing characters using Pinyin. Several of the
accompanying websites to the textbooks provide exercises offering such practice.

Typing can thus be seen as incorporated in Dutch high school CFL curricula.

Stroke order

Research has indicated that stroke order instruction can lead to better form recognition,
and may aid long-term recognition. All textbooks and teachers teach at least the relevant
stroke order for characters learners have to learn to write as well as recognise. Teachers
especially focus on stroke order in the early stages of instruction: both groups of
teachers mentioned that at some point learners are expected to be able to learn how to
write characters by themselves.

While the ‘correct’ stroke order is generally valued by teachers, and certainly
emphasised by them in the early stages of instruction, many learners end up writing
using a different stroke order. Most teachers did not seem to mind very much, as long as
the resulting character is still recognisable as the correct character. As regards the
textbooks, Chinees in tien verdiepingen, in addition to offering static stroke order display
worksheets on the accompanying website, also offers stroke order animation on the

website. The other books stick to static stroke order displays.
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Radicals and Components

Unlike Chinese CFL practice, Dutch high school CFL teaching practice does not
apparently emphasise instruction on the various possible structural configurations of
characters. It does, however pay ample attention to radicals, especially semantic radicals
(as does Chinese CFL practice).

Favouring semantic radicals over phonetic ones is in line with research, as semantic
radicals are thought to be more reliable. As suggested by research, most Dutch high
school CFL practice appears to systematically introduce (semantic) radical knowledge
from the start of instruction, something especially evident in the textbook Chinees? ‘n
Makkie!, but quite absent from the textbook “Ik leer Chinees”. However, the interviewed
teacher using this latter textbook does include radical knowledge in her teaching.

Teachers pointed out that semantic radicals can help students remember the
meaning of characters, distinguish between similar-looking characters (often
homophones, cf. Nguyen et al.,, 2017: 2), and infer the meaning of new characters.
Characters sharing a semantic radical are grouped - or students are encouraged to group
them themselves (cf. Xu, Chang & Perfetti, 2014: 779).

The present study has not clarified whether relevant radicals are always introduced
at the first presentation of the character(s) in which they occur. Chinees? 'n Makkie at
least, does not do so in its introduction of ‘radical of the week’ radicals. Neither has the
present study examined whether the introduced radicals are especially radicals: of high
overall frequency; which appear in many different characters; and which generally occur
in the same position within a character. It might be worthwhile for future studies to
examine this to ensure optimal benefits from radical instruction.

Repeated practice is incorporated in teaching practice, if not included in the

textbook, than at least as introduced by teachers.

Strategies

Several studies have argued that learners should be made aware of the strategies they
are using as well as of other possible strategies, and teachers should help them evaluate
which strategies work for them (and in what instances). The value of any strategy which

works for students should be recognised, and no particular strategy should be imposed.
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Teaching practice seemingly conforms to this. Teachers noted the importance of
offering multiple types of knowledge and ways to learn, as what works for one student
does not necessarily benefit the next. Several teachers suggested teaching students
stories about characters or letting students come up with their own stories to help them
learn or remember characters (regardless of whether such stories are historically

accurate, cf. Grenfell & Harris, 2009: 11).
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Conclusion

This study has examined: What research has had to say about how to teach Chinese
characters to CFL learners (‘Theory’); How several beginner-level textbooks in use at
Dutch high schools teach Chinese characters (‘Practice’); The views and approaches of a
group of Chinese CFL teachers and a group of Dutch CFL teachers regarding teaching
Chinese characters (‘Practice’); and finally: To what extent practice, especially practice in
Dutch high schools, appears to correspond with theory.

Research has offered suggestions for many aspects of character instruction. However,
it is clear that more research is needed about some aspects in particular, as well as all
aspects in general: most research has focused on English-speaking postsecondary
students, instructors, and instruction, and it is unclear to what extent results found in
such research can be generalised to other CFL settings, such as the Dutch high school
CFL setting.

The generalisability of the research conducted in this study is also at question, as
noted in the discussion sections of the Textbooks and Interviews chapters. Although this
study has nonetheless summarised the extent to which these results indicate that
practice, especially practice in Dutch high schools, corresponds with theory, this
comparison should thus be interpreted with caution.

Insofar as research has provided clear results or suggestions, and insofar as the
present study has touched upon the corresponding topics, practice in fact appears to
closely correspond to theory.

Research is unclear as to what the ideal timing of character instruction might be,
but general practice would seem to be early instruction, as is indeed also the case in
Dutch high school CFL practice (and Chinese CFL practice).

Most research points to the benefits of handwriting rather than to its drawbacks,
and suggests that while learning to write Chinese characters is challenging for CFL
learners, it is also something that they are interested in. Again, this is echoed in practice:
Dutch high school practice does not delay writing characters, but does limit the number
of characters per chapter students are expected to learn to write, thus potentially
forestalling a loss of motivation due to heavy cognitive load, while still allowing students

to satisfy their interest in learning Chinese characters.
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As some research has suggested, Dutch high school CFL practice incorporates typing
(digital writing using Pinyin) from the start, and the characters students really need to
learn to write are generally high-frequency characters.

Teaching (correct) stroke order is valued both by research and by Dutch (and
Chinese) CFL practice, although teachers did note that many students develop their own
stroke order, which they did not seem to mind very much as long as students’ characters
are still recognisable as the correct character.

In line with research, Dutch (as well as Chinese) CFL practice teaches semantic
radical knowledge, and groups characters sharing a semantic radical. Phonetic radicals
receive far less attention. It is unclear, however, whether relevant radicals are always
introduced at the first presentation of the character(s) in which they occur, and exactly
what radicals are introduced (and how they compare to suggestions in research).

Teachers as well as researchers apparently advocate making students aware of
possible strategies and strategies which work for them, and teachers advocate offering
multiple types of knowledge and ways of learning. Teachers and researchers seem to
agree that the value of any strategy which works for students should be recognised, and
that no particular strategy should be imposed.

As far as the present study has been able to determine, therefore, Dutch high school
CFL practice closely corresponds to the results and suggestions provided by research (as,

it appears, does Chinese CFL practice).
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1.

Appendix A

Textbooks: research and sub-research questions

[s the emphasis in the textbooks on words, or on characters? Is it on most frequently

used words? Or on most frequently used characters?

la (Ifinformation about this is available:) Has the textbook or textbook series
been developed with one or more list(s) of frequently used words in mind?

Or one or more list(s) of frequently used characters? Which list(s)?

1b What words are introduced? Are they (mostly) included in lists of frequently

used words? Are they selected on the basis of, or organized by, theme?

1c  Which characters are introduced? Are they (mostly) included in lists of
frequently used characters? Are they selected on the basis of, or organized by,

theme?

How are characters introduced, and which kind of characters is introduced:

simplified and/or traditional?

2a Are characters introduced right at the start of instruction? Are they only
introduced after first introducing (and using) Pinyin? Are characters

introduced before Pinyin instruction? Or simultaneously with Pinyin?

2b Are the students introduced to traditional characters (as well as simplified

ones)? If so, where? Or only to simplified characters?

Is a lot of character-related knowledge taught?

3a Isthe etymology of characters introduced? Where?

3b Are the various possible structural configurations of characters taught? (e.g.

left-right, top-bottom, enclosure-enclosed) Where?

3c Are radicals (explicitly) taught? Where?
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3d Are connections made between characters with the same semantic radicals?

Where?

3e Are connections made between characters with the same phonetic radicals?

Where?

Are stroke order and writing ability stressed?

4a Are the users of the textbook expected to write Mandarin in exercises? If so, are

they expected to write in Pinyin? In characters? A mix?
4b Is stroke order explicitly taught? Where?

4c Are the basic strokes that make up character components and characters (also)

taught separately? Where?
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Appendix B

Textbooks: overview of examined vocabulary items

In the table on the following pages, a list of all vocabulary items in any of the three

examined textbooks is presented, ordered according to Pinyin and tone.

Vocabulary items that all three of the examined textbooks have in common have been
shaded grey; items which appear in a book’s extra vocabulary rather than its main
vocabulary are presented in bold red text. When a vocabulary item did not appear in a

textbook, ‘——"’is recorded.

The two right-most columns provide the frequency rank in the Frequency Dictionary’s
word frequency list and the HSK Level of the listed vocabulary items. When vocabulary

items did not appear in these lists, ‘——"is recorded instead.

When two frequency ranks appear, these refer to different meanings or syntactic
functions of the vocabulary item; or to mono- and disyllabic equivalents, which also
appear as they occur in the textbook(s). For instance, for 25 géi two frequency ranks
appear: 0060 and 0379. The first is for 25 géi as a preposition, the second for 25 géi as a

verb. For # xié and i4fif xiéxie, separate frequency ranks are recorded.

For each of the textbooks, it is noted which chapter(s) a vocabulary item appears in, and

between brackets which chapter out of the total number of chapters that is.
For Chinees in tien verdiepingen, each chapter has been divided in two as each of the five
chapters includes two separate dialogues with their own vocabulary lists (and lists of

characters to be written). For instance, Lesson 1 Dialogue 1 is represented by ‘1.1

For “Ik leer Chinees”, ‘> 10’ is used to indicate that a vocabulary item appears in the

separate extra vocabulary section at the end of the book.
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
A | a(/ya) /) — 2.2 (4/10) — 0222 3
Amiisitédan BaT G 17 3 (3/24) — — — —
ayf iy 458 — 3.1 (5/10) —_ 3668 3
Aiji B — — >10 — —
aihao KU 16 (16/24) — — —_ 3
anzuo bt o 22 (22/24) — — — —
Aodaliya BORFIE, — — >10 — —
B | ba e 19 (19/24) 41 (7/10) —_ 0119 2
ba il 4 (4/24) —_ —_ — —
ba J\ 4 (4/24) 2.2 (4/10) 0 (1/11) 0286 1
Baxi e — — > 10 —_ —_
bayue J\H 12 (12/24) —_ —_ —_— -
baba BE 6 (6/24) —_ 10 (11/11) 0739 1
Bai-bai FEFE — 1.1 (1/10) — — —
bai H — — > 10 0375 2
ban HE 8 (8/24) —_ —_ 0922 3
ban I 10 (10/24) 5.2 (10/10) — 0238
banye P — —_ >10 — —
bang s — 5.2 (10/10) —_ 0671 2
Biojialiya PRI E — — >10 —_ —_
Béijing b 3 (3/24) 1.2 (2/10) — —_ 1

48




Appendix B

Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
bén o — — >10 4417 4
Bilishi EEA IS 1 (1/24) — >10 — —
biansugin AT 22 (22/24) — — — —
Bié shud hua T —_ — >10 S _
binggilin UKL 14 (14/24) — _ _ -
binggunr VKA )L 14 (14/24) S _ _ __
bolud WL 15 (15/24) — — — —
bu A 7 (7/24) 1.2 (2/10) (2/11) 0006 1
bu dui ANKY — — 6 (7/11) 3778 —
bu keéqi AES — 3.2 (6/10) >10 — 1
bt shi AN — — 4 (5/11) 4918 —
C| cai P 14 (14/24) 2.1 (3/10) — 0815
caochang B 7 (7/24) — — —
cioméi LA 15 (15/24) — — — _
chaye X 22 (22/24) — — — —
cha S 13 (13/24) — — 1812 1
changgé G #K 16 (16/24) — __ _ 5
ché bishou T 22 (22/24) — — — —
chéjia shanggudn YR EE 22 (22/24) — S . __
chéling LRy 22 (22/24) — — S _
chéeku P 5 (5/24) —_ — — 5
chétido T2k 22 (22/24) — — — _
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
chéngzhi pEvt 13 (13/24) — — — —
chéngzi [ 15 (15/24) — — — —
chi 172 13 (13/24) 2.1 (3/10) >10 0137 1
chi fan Nz — 3.2 (6/10) —_ — S—
Chi le ma? Wz 1 g — 41 (7/10) — —_ —
Chii qu la? 2ok — 41 (7/10) —_ — —
chiiqu wanr 250l 18 (18/24) — — — —
chiile bR T — 5.2 (10/10) — 0844 3
chi le... yiwai BT, . . LA — 52 (10/10) — — —
chuan i 21 (21/24) —_ —_ 0879 3
chuanghu W 5 (5/24) e e 3836 4
chinjié H 12 (12/24) —_ —_ 2458 —
congming HE B — —_ >10 1794
cud e — 1.2 (2/10) — 0903
D| da T 17 (17/24) 4.2 (8/10) — 0120 —
da dianhua FT LT — 4.2 (8/10) _ 1427 1
dakai shi 14 — _ >10 — —
da langit FTHEDR 17 (17/24) _ —_ — 2
dazi ez 16 (16/24) — — — —
da PN 7 (7/24) 3.1 (5/10) 2 (3/11) 0025 1
dagé NG — 3.2 (6/10) —_ 2489 —
Dajia hio KRFEUF — — >10 — —

50




Appendix B

Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
daxué N 9 (9/24) —_ —_ 0260 —
dai xidogdu sanbu N ECE 18 (18/24) —_ —_ _— S
dingniban RPN 22 (22/24) — — — —
dao | — 4.2 (8/10) — 0021
de 1) 7 (7/24) 2.1 (3/10) 6 (7/11) 0001
...de hua Co. B9 — 5.2 (10/10) — 0871 —
Dégué i 5 1 (1/24) — >10 — —
Dé le ba! 73 7 g — 2.2 (4/10) —_ — —
Déwén 3L 9 (9/24) — 7 (8/11) —_ —_
didi #5 6 (6/24) 3.1 (5/10) 9 (10/11), 2395 2
>10
Di ji ye? FILI? — — > 10 — —
dilf Hh 3 11 (11/24) —_ 7 (8/11) 3469 5
di sanshiliu ye =N — — >10 — —
ditié Hhgk 21 (21/24) — —_ —_— 3
ditiézhan HAZK 21 (21/24) —_ —_ —_— -
di...ye 5. T — _ >10 — —
didn =) 10 (10/24) 5.2 (10/10) —_ 0167 1
dianhua LT —_ 42 (8/10) —_ 0338 —
diannio HA i 16 (16/24) —_ —_ 1118 1
dianndo yéuxi FE i i K 16 (16/24) — — —_ —
dianshi LA 18 (18/24) 2.2 (4/10) — 0696 1
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level

dianying HL 52 18 (18/24) 2.2 (4/10) — 0658 1
doufu IS8 — 3.2 (6/10) — — 5
dui X} 5 (5/24) 3.1 (5/10) 6 (7/11) 0438 2
duibugqi XA — 1.2 (2/10) >10 2358 1
duimian pagiiil 20 (20/24) — — —_ 4
duo E2 — 2.1 (3/10) 2 (/1) 0055 1

>10

duoda Z K — — 2 (3/11) —_ —
duodshao / dudoshio Z /b 8 (8/24) 3.2 (6/10) —_ 0413 1
dudyun EPN 23 (23/24) — — — —

E| ¢ ik — —_ >10 2475 3
ér E 4 (4/24) — — — —

er - 4 (4/24) 2.2 (4/10) 0 (1/11) 0080 1
éryue Y= 12 (12/24) —_ —_ — —
erlinglingliu nian “OONRHF 12 (12/24) —_— —_— _ —

F | Figud £ 1 (1/24) —_ 8 (8/11), — —

>10

Faguérén EIPN — — (8/11) —_ —
Fawén 12X 9 (9/24) —_ (8/11) —_ —
Fayu R — 5.2 (10/10) 8 (8/11) —_ —
finshéjing g 22 (22/24) — — — —
fan R —_ 3.2 (6/10) —_ 0899 —
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
fangzi IZRE 20 (20/24) —_ —_ 1060 —
fang pi TR — 2.2 (4/10) — — —
faiji KL 21 (21/24) —_ —_ 0917 1
24 (24/24)
faijichang KL 21 (21/24) — — — 2
Féillibin FEHE — — >10 —_ —_
fen o 10 (10/24) — — 0672 3
fén (/fénr) fr O — 2.1 (3/10) — 0437 4
Fodéjizo EESE! — — >10 — —
Futhujié J=RNE) 12 (12/24) — — — —
fumu Bt — 3.2 (6/10) 10 (11/11) 0685 —
Fuqinjié R — — >10 — S
G | ganbeéi FAF — 2.1 (3/10) — — 4
gan ma g — 41 (7/10) — 3509 —
gangkdéu | 21 (21/24) —_ — — 6
gaosu HF — 4.2 (7/10) —_ 0280 2
ge / gé A 8 (8/24) 3.1 (5/10) 10 (11/11) 0008 1
gége, gé aFaf, A& (6/24) 3.1 (5/10) 9 (10/11), 1862, 2
>10 1961
geju A 19 (19/24) — S _ __
géwiijil IE S 19 (19/24) —_ —_ — —
géi o —_ 42 (8/10) —_ 0060, 2
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
0379

gén PR — 2.2 (4/10) —_ 2268 3
Gén wd shud ERFE UL — — >10 —_ —_
Gén wo xié RS — — >10 — —
gongzuo TAE — 41 (7/10) — 0098 1
gou ) — — 10 (11/11) 1138 1
giididn yinyué EES=EN — 4.2 (8/10) — — —
gligin e — 41 (7/10) —_ — —
guang shangdian HE B ) 16 (16/24) —_ —_ — —
guixing piy¢a — 3.1 (5/10) —_ —_— —
guoé — — 3 (4/11) 0105 —
H | haha IEHE — — (5/11) 4338 5
hai ya —_ 3.2 (6/10) —_ — 2
haishi e — 3.2 (6/10) —_ — 3
haizi Z¥ — 3.1 (5/10) — 0149 2
Haiya g 3 (3/24) — — — —
hanbiobao IR 14 (14/24) — — — —
hio uf 1 (1/24) 1.1 (1/10) 1 (2/11) 0028 1
Ho jiti bt jian! I AA I — 41 (7/10) >10 — —
hdochi bfnz — 2.1 (3/10) — 4414 2
hdokan & 19 (19/24) 2.2 (4/10) — 3410 —_
hioting SR — 4.2 (8/10) —_ —_— —
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
hao 5 5 (5/24) 4.1 (7/10) 5 (6/11) 1522 1
hé '3 13 (13/24) — >10 0519 1
hé Gl 6 (6/24) 2.2 (4/10) 7 (8/11) 0016 1
Hélan faf == 1 (1/24) 1.2 (2/10) 3 (4/11), — —_—
>10
Hélanrén far =N 1 (1/24) — 3 (4/11) — —
Hélanwén fif =3 — — 7 (8/11) — —
Hélanyt fof 2 — — 8 (9/11) — —
Hénan EIN] — 1.2 (2/10) —_ — —
hén 1R 2 (2/24) 1.1 (4/10) 1 (2/11), 0038 1
(4/11)
houbian Jai 21 (21/24) — — — —
houtian Ja R 10 (10/24) — — — —
hua 1 — 5.1 (9/10) — 0125 -
huaju T il 19 (19/24) —_ —_ 4427 —
huaxué e 11 (11/24) — — —
hui & 24 (24/24) —_ —_ 0218
huijia EE 19 (19/24) _ _ 1070 —
hui & 17 (17/24) 5.1 (9/10) 8 (9/11) 0035 1
hudché K7 21 (21/24) —_ —_ 2129 —
hudchézhan KAk 21 (21/24) — — 4188 2
huozhé % — 3.1 (5/10) — 0367 3
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
J | jidan LY 13 (13/24) 3.2 (6/10) —_ 3415 2
ji JL 4 (4/24) 4.1 (7/10) (5/11) 0062 1
ji hao JL5 — — (5/11) — —
ji yué JLH — — (5/11) —_ —
jia K 5 (5/24) 52 (10/10) 10 (11/11) 0215 1
Jianada JIE-YN — — >10 — —
jiarén FAN — — 10 (11/11) 3424 —
jiari yukuai (EASKITEIN 24 (24/24) —_ —_ — —
Jia yéu pa[RB: — 5.1 (9/10) >10 —_ —_
jian I, — 4.2 (8/10) e 0201 e
jlangxué e 23 (23/24) —_ —_ —_— —
jiangyti 5 23 (23/24) — — — —
jidodéng il 22 (22/24) —_ —_ — —
jidozi (S — 2.1 (3/10) —_ 4640 4
jiao ny 1 (1/24) 1.1 (1/10) 1 (1/11) 0134 1
jiaoshi A= 7 (7/24) —_ —_ 3902 2
jiswii 5% 17 (17/24) — — — —
jiému W H 18 (18/24) — — 0839
jié zhang gk — 2.1 (3/10) — —
jigjie, jie GHAH, 4 6 (6/24) 3.1 (5/10) 9 (10/11), 2053,
>10 2383
jinnian LA 24 (24/24) — — 0518 —_
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level

jinshii & J& — 4.2 (8/10) — 4528 5
jintian AR 10 (10/24) 41 (7/10) 5 (6/11) 0144 1
jingju | 19 (19/24) — — 3633 4
jiu 78 4 (4/24) — — —_ —
jiti L 4 (4/24) 2.2 (4/10) 0 (1/11) 0560 1
jitiyue JLH 12 (12/24) — — — —
jit it — 5.2 (10/10) —_ 0013 2
juzi T 15 (15/24) — — — —
juéde AT — 2.2 (4/10) — 0166 2
K | kafei I 13 (13/24) —_ —_ 3500 2
kaiché AR 24 (24/24) — — 3270 —
kan E 18 (18/24) 2.2 (4/10) — 0039 1
kan shi E1 16 (16/24) 2.2 (4/10) — — —
ké'ai Al % —_ 3.1 (5/10) 10 (11/11), 2808 3

>10

kéle AR 13 (13/24) — (3/11) —_— -
késhi Al 2 — 2.2 (4/10) 9 (10/11) 0404 4
kéjian xiixi URIAJR B, 11 (11/24) — — — —
kou m 6 (6/24) —_ —_ 0791 —
kouyt Mig — 52 (10/10) — — —_—
Kulasud JLEE A — — >10 — —
kuai (/kuair) /8L —_ 3.2 (6/10) —_ 0307 1
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
kuaile PR 12 (12/24) 51 (9/10) 6 (7/11) 1488 2
L | Ladingwén VDS 9 (9/24) — — — —
1ai K — 2.2 (4/10) >10 0063 1
langia EEKk 17 (17/24) — — 3359 —_—
130 % — 1.1 (1/10) 4 (5/11) 0147
130shi 2 8 (8/24) 5.1 (9/10) 4 (5/11) 0386
Lioshi hio 2 — — >10 — —
1éibao HE 23 (23/24) — — — —
léng ? 23 (23/24) — — 1697
lizi A7 15 (15/24) — — —
liting AL 7 (7/24) —_ —_ —_— —
lishi s 11 (11/24) —_ 7 (8/11) 0214 3
liantido S 22 (22/24) — — — —
liang ] 6 (6/24) —_ —_ 0033
lidotian 1PN 16 (16/24) —_ —_ 3143
ling %£/0 12 (12/24 — — 2713
livji R X 8 (8/24) — — — —
litilian pL 15 (15/24) — — — —
liixing yinyue WMATE IR — 42 (8/10) —_ — —
liv 125 4 (4/24) — — — —
li 7N 4 (4/24) 2.2 (4/10) 0 (1/11) 0332 1
lityue 7N H 12 (12/24) — — —_ —
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
Lutedan T 3 (3/24) — — — —
lingti L2 22 (22/24) — — — —
lantai ®ha 22 (22/24) —_ — — 6
linwang Lot 22 (22/24) — — —
M| ma n (2/24) 1.2 (2/10) 1 (2/11) 0116 1
mama, ma o, 4 (6/24) 3.1 (5/10) 10 (11/11) 0573, 1
0674
Milaixiya P kA 1 (1/24) — — —_ —
matou 5=k 21 (21/24) —_ —_ —
mai St 15 (15/24) 4.2 (8/10) >10 0266
Man zdu & — 1.1 (1/10) — — —
Man-man(r) chi 218 (L) — 2.1 (3/10) > 10 _ —
mang - — 41 (7/10) — 0860 2
mangguo TR 15 (15/24) —_ —_ —_— -
mao M — — 10 (11/11) 2000 1
méi * — 3.1 (5/10) —_ 0191 —
Méi guanxi BRHR — 1.2 (2/10) >10 4123 1
Méi shir L _ 1.2 (2/10) _ 3325 —
méiydu wH 11 (11/24) 3.1 (5/10) 9 (10/11), 0107 1
>10
méi % — —_ 3 (4/11 1461 —
Méigud % — 1.2 (2/10) 3 (4/11) — —
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
Méiguérén EHEAN — — 3 (4/11) — —
meimei ORI 6 (6/24) 3.1 (5/10) 9 (10/11), 2166 2
>10
men i1 — 5.1 (9/10) 4 (5/11) 0111 —
mén ] 5 (5/24) —_ —_ 0473 2
mihéutao BRAERk 15 (15/24) —_ —_ — —
mifan KR 14 (14/24) —_ — — 1
migua EJIN 15 (15/24) —_ —_ — —
mianbao [iiKEA 13 (13/24) — — 4639
miantido [ES 14 (14/24) — — —
mingtian R 10 (10/24), 4.1 (7/10) 5 (6/11) 1019 1
23 (23/24)
mingtian jian R, 2 (2/24) —_ —_ —_— -
mingzi 4T — —_ 9 (10/11) 0921 1
Moéluogé JEE &5 — — >10 — —
Moxigé =yl — — >10 —_ —
Miiginjié BE2ET — —_ > 10 _ —
N | na(/néi) il e 3.2 (6/10) —_ 0464 1
na (nei/ne) Bill 7 (7/24) 3.1 (5/10) —_ 0037 1
na Bill —_ 1.2 (2/10) —_ 1373 —
nali il 20 (20/24) —_ —_ 0561 —
ndinai LEEN 6 (6/24) — >10 2105 3
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
nan 5 8 (8/20) — — 0468 2
nan X — 51 (9/10) — 0272 3
nar WL 3 (3/24) 41 (7/10) — 1100 1
nar MBI — 4.2 (8/10) —_ 0987 —_—
ne e 2 (2/20) 1.2 (2/10) 1 (2/11) 0089
ng s —_ 2.1 (3/10) —_ 0820
ni R (1/24) 1.1 (1/10) 1 (2/11) 0018
ni de PRE 7 (7/24) — 6 (6/11) — —
(NY) hui 14i le! (IR [alk 1! — 41 (7/10) — — —
Ni jido shénme mingzi? | R4 %52 — 1.1 (1/10) — —_ —
nimen PRAT 8 (8/24) 2.1 (3/10) 4 (5/11) 0179 —
nimen de PRATTERY — — 6 (7/11) — —
Nimen hio! PRATTGF ! —_ —_ > 10 —_— -
Ni mingbai ma? PREH 2 — —_ >10 — S
Ni zénmeyang? PREAFE? — — >10 — S
nian i 12 (12/24) 41 (7/10) — 1049
nianji 2 8 (8/24) — — 2486
nin & — 1.1 (1/10) 4 (5/11) 0209
(Nin) gui xing? () FHik? — 3.1 (5/10) —_ — —
Nin né&i wei? T mRAr 2 — 1.2 (2/10) —_ — —
nitnai A= 45 13 (13/24) —_ —_ 4983 2
nili %71 — 5.1 (9/10) —_ 0472 3
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level

ni E'8 8 (8/24) — — 0184 2

0 | Ouzhéu R — 1.2 (2/10) — — 5
P | péngke il — 42 (8/10) — — —
péngyou ilipa — 4.2 (8/10) — 0303 1
pido = — 4.2 (8/10) — 1375 2
pidoliang e — 2.2 (4/10) >10 1227 1
pinggud SR 15 (15/24) 3.2 (6/10) — 3251 1
putao il %) 15 (15/24) — — 4858 4
Putioya %) F — — >10 —_ —
plitonghua A E 1 —_ 5.2 (10/10) — — 4

Q| q S 4 (4/24) — — — —
qi -+ 4 (4/24) 2.2 (4/10) 0 (1/11) 0388 1
qiyue +tH 12 (12/24) —_ —_ —_— -

qf B 22 (22/24) —_ —_ 2109 3
qima Cos 16 (16/24) — — —_ —

qi zixingché AT 22 (22/24) — — — —
giché RE 21 (21/24) _ _ 0718 —
gichézhan IRZE 21 (21/24) — — — —
qimén ol 22 (22/24) — — — —
qishuf RIK 13 (13/24) —_ —_ — —
qiténg A 22 (22/24) — — — —
gian T — —_ >10 0666 2
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level

gian 57 3.2 (6/10) — — 0158 1
qian il 21 (21/24) — — 0121 S
gianbian Ak 21 (21/24) — — — —
giandéng AT 22 (22/24) —_ —_ — S—
giantian (PN 10 (10/24) —_ —_ — —

giang 5 5 (5/24) — — 1189 5

qiaokeli v 14 (14/24) 2.2 (4/10) — 4

qing I 23 (23/24) — — —_ 2
Qingrénjié BN 12 (12/24) —_ >10 — —
gingtian PN 23 (23/24) —_ —_ —_ —_—
Qing nin zai shuo yi ci T — IR — 52 (10/10) —_ —_— —
Qing wen Al — 3.2 (6/10) — 3215 -

qu * 9 (9/24) 4.1 (8/10) >10 0040 1

R| re A 22 (22/24) — — 0868 1

rénao ] — 3.1 (5/10) —_ 2247 4

rén A 1 (1/24) 1.2 (2/10) 3 (4/11) 0014 1

ri H — — 6 (7/11) 1382 2
Ribé&n EEN 1 (1/24) — 8 (9/11) _ —_—
Riwén H — — 8 (9/11) —_ —
Riytl H — — 8 (9/11) — —

rongyi oy — 5.2 (10/10) — 0569 3
réudao FiE 17 (17/24) — — —_ —
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
rou & 14 (14/24) — — 1187 —
ragud PUES — 5.2 (10/10) — 0122 3
ragud ... de hua W, .. KIE — 5.2 (10/10) —_ —_ —
S | san = 4 (4/24) — — —_ —
san = 4 (4/24) 2.1 (3/10) 0 (1/11) 0052 1
sanmingzhi =G 13 (13/24) —_ —_ —_ —_
sanyue = 12 (12/24) e e —_ —_
sanbu b 18 (18/24) — — — 4
Shanghai i (3/24) — — —_ —
shang... ke DU (9/24) _ _ —_ —
shang ke iR 9 (9/24) — >10 3316 —_—
shangmian i) 20 (20/24) — — 1068 -
shangwing e 16 (16/24) — — 2916 3
shangwi A — — >10 1474 1
shdo b — 3.2 (6/10) — 0258 1
shéi /i — 1.1 (1/10) — 0168 1
shénme 4 3 (3/24) 2.1 (3/10) 2 (3/11) 045 1
shéngji VAR 8 (8/24) — — — —
shéng s L 51 (9/10), L 0360 L
52 (10/10 2295
shéngri 4 H 12 (12/24) 51 (9/10) 6 (7/11) 2444 2
shengri kuaile A PR — — 6 (7/11) —_— —_

64




Appendix B

Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
shéngwu G 11 (11/24) — — 2412 6
shéngzi A — 5.2 (10/10) — — —
Shéngdanjié SEWETT 12 (12/24) — >10 —_ —
shifu JifE — 1.1 (1/10) — 3208 4
shi i) 4 (4/24) — — — —
shi + 4 (4/24) —_ 0 (1/11) 0152 1
shi'éryue +=H 12 (12/24) — — —_ —
shijian I (] — 5.1 (9/10) — 0142 2
shilit i 15 (15/24) —_ —_ — —
shitang B 7 (7/24) —_ —_ 4174 —
shiylyué +—H 12 (12/24) — — —_ —
shiyué +H 12 (12/24) — — —_ —
shi = 1 (1/24) — 4 (5/11) 0002
shouj FHL —_ 3.1 (5/10) — 1705
shouzha ¥ 14 22 (22/24) — — — —
shousi 73 ] 14 (14/24) —_ —_ — —
shii + — 2.2 (4/10) _ 0241 1
shiijia =1 24 (24/24) _ —_ — 4
shiitido E% S 14 (14/24) — — — —
shlixué ey 11 (11/24) —_ —_ 2790 3
shuai I — 2.2 (4/10) >10 — 4
shuigud IR 15 (15/24) — — 2918 1
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level

shuijido i 18 (18/24) — — 2110 1
shuo Ut 17 (17/24) 5.1 (9/10) —_ 0012 1
shuo hua AL — 5.1 (9/10) — 0637 2
si Ef 4 (4/24) —_ —_ — S—
si LY 4 (4/24) 2.2 (4/10) 0 (1/11) 0128 1
siyue ILIPE! 12 (12/24) —_ —_ — —
Salinan 77 B — —_ >10 —_— —_—
sumi pian P Vi 13 (13/24) — — — —
sui % 4 (4/24) 3.1 (5/10) 2 (3/11) 0203 1
sud i 20 (20/24) —_ —_ 1751 —
T | ta il 11 (11/24) 1.1 (1/10) 1 (2/11) 0010 1
ta de i — — 6 (7/11) — —
tamen A1 —_ 2.1 (3/10) 4 (5/11) 0041 —
ta Ith — 1.1 (1/10) 1 (2/11) 0032 1
ta de It 1) — — 6 (7/11) — —
tamen i ] — — 4 (5/11) 0567 —
tai YN — 2.1 (3/10) _ 0151 1
Taigué RHE — _ >10 — —
tan 5 — 4.2 (8/10) — 5003 4
tangguo PR 14 (14/24) —_ —_ e
taozi ¥ 15 (15/24) — — — —
tebié Sl — 5.1 (9/10) — 1240 3
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
ti ziqid ) /e Bk 17 (17/24) — — — 2
tiyu (GN=] 11 11(24) — — 1147 3
tiytigudn EELE 7 (7/24) — _ — __
tian xR — 4.1 (7/10) —_ 0411 S—
tiangi KA 23 (23/24) — — 1883 1
tian il — 3.2  (6/10) — 3774 3
tidowli Bk IE 16 (16/24) — 9 (10/11) 4439 2
ting W — 42 (8/10) — 0146 1
ting yinyue W& 5% 16 (16/24) — — —_ —
téngxué [F] - 8 (8/24) 5.1 (9/10) —_ 0588 1
TinisT R Je — — >10 — —_
tishiguin Kl 7 (7/24) —_ —_ 2156
tiidou +5 14 (14/24) —_ —_ —
T érqi +HH — —_ > 10 _ —
W| waigong VAN 6 (6/24) —_ > 10 —_— 5
waipé AR 6 (6/24) — >10 _ —_—
wanr L _ 3.1 (5/10) _ 0753 2
win’an M 22 2 (2/24) — >10 — —
wanshang i 18  (18/24) — >10 0559 2
wanshang hio M b b 2 (2/24) —_ —_ — —
wingqiu WX BR 17 (17/24) — — — 4
wang... zou ZR 21 (21/24) — — — _—

67




Appendix B

Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
wéi (/wei) U — 1.2 (2/10) —_ 2996 1
wéidéng BAT 22 (22/24) — — — —
wén 3z — 5.1 (9/10) 7 (8/11) 0741 S
wen... hio M. .. F 24 (24/24) — — — —
went{ 7] 2t — 4.2 (8/10) — 0072 2
wo ® 1 (1/24) 1.2 (2/10) 1 (2/11) 0007 1
W bio le ik 1 — 2.1 (3/10) — — —
W6 bt mingbai FAHH — — — — —
wo de 3] 7 (7/24) — 6 (7/11) — —
Wé guale a! A 7 — 1.2 (3/10) — — —
W¢ jia you X ge rén TEXA XA — 3.1 (5/10) —_ —_— —
women AT 8 (8/24) 2.1 (3/10) 4 (5/11) 0026 1
woOmen de FATHY — — 6 (7/11) —_ —_—
W6 mingbai le AT — —_ >10 — —
W6 zdu le wET — 41 (7/10) — — —
widing =R 5 (5/24) —_ —_ — —
wilido p. | — 2.2 (4/10) _ — 4
Wiisudwei T HriE — 2.1 (3/10) _ 4172 5
wil i 4 (4/24) — — — —
wil fi 4 (4/24) 2.2 (4/10) 0 (1/11) 0172 1
wiishu [IEW/N 17 (17/24) —_ —_ 3537 5
wiiyué TiH 12 (12/24) — — _ S—
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level

wli B 11 (11/24) — — 3152 5
wil % 23 (23/24) — — 4914 5
X | Xibanya iiFZR 24 (24/24) — 3 (4/11), — —

>10

Xibanyarén (B VN — — 3 (4/11) — —
Xibanyawén PHHEF S — — 7 (8/11) — —
Xibanyayt VUi — — 8 (9/11) — —
Xigua i\ — 3.2 (6/10) — 4644 2
xiha LAV — 4.2 (8/10) — — —
Xilawén v i 3L 9 (9/24) — — — —
xthuan B 14 (14/24) 2.2 (4/10) 2 (3/11) 0353 1
xiake TR 10 (10/24) —_ > 10 _ —
xiamian T 20 (20/24) —_ —_ 1340 —
xiawii T — —_ >10 0764 1
xiawil hdo T 2 (2/24) — — — —
xiayt I 23 (23/24) — —_ —_— 1
xiansheng e — 1.1 (1/10) — 0234 1
xianzai LE 10 (10/24) 51 (9/10) —_ 0094 1
Xianggang i 3 (3/24) —_ —_ _ —_—
xiangjiao B 15 (15/25) 3.2 (6/10) — — 3
xiing 1 18 (18/24) —_ —_ 0056 1
Xido 2 7 (7/24) 2.1 (3/10) 10 (11/11), 0066 1

69




Appendix B

Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
>10
xidojie /N — 1.1 (1/10) — 1163 1
xidoxué N 9 (9/24) e e 1477 —_
xiéduimian RO 20 (20/24) — — — —
xié 5 — 5.1 (9/10) >10 0177 1
xie, xiéxie i, 2 (2/24) 3.3 (6/10) 6 (7/11), 4064, 1
>10 1646
Xinjiapo Bk 1 (1/24) —_ >10 — —
Xinnian i 12 (12/24) — >10 — —
xingqi A 11 (11/24) 42 (8/10) — 2258 1
xingqi'er PE8 11 (11/24) —_ >10 _ —
xingqilit BN 11 (11/24) —_ > 10 _ —
xingqisan E= 11 (11/24) —_ > 10 _ —
xingqisi £ 11 (11/24) —_ > 10 _ —
xingqitian ER 11 (11/24) 42 (8/10) > 10 _ —
xingqiwl T 11 (11/24) —_ > 10 _ —
XIngqiyl EM— 11 (11/24) —_ >10 — —
xing /e — 1.2 (2/10) —_ 1846
xitxi RS — —_ >10 1742
Xué 2 11 (11/24) 41 (7/10) 7 (8/11) 0277 —
xuésheng =245 8 (8/24) 5.1 (9/10) (5/11) 0294 1
xuéxi =2 — 52 (10/10) — 0351 1
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
Xuéxiao R 7 (7/24) —_ —_ 0278 1
xuéyuan i — 41 (7/10) — 1072 —
Y | ya(/a) F /WD — 2.2 (4/10) — 0293 4
Yazhou AEH — 1.2 (2/10) — —_ 4
yancong HH 4 5 (5/24) — — — —
yanchanghui ISP 19 (19/24) — — — —
yanzou yueqi 2R R AR 16 (16/24) —_— —_— —_ —
yao 03 15 (15/24) 3.2 (6/10) >10 0020 2
yao.. le 2. T 19 (19/24) — — —_ —
yaoshi S S —_ 4.2 (8/10) —_ 2673 4
yaoshi... de hua B, (1)1 — 4.2 (8/10) — — —
yéye T 6 (6/24) — — —
yé il 2 (2/24) 3.1 (5/10) 7 (8/11) 0017
y1 g 4 (4/24) —_ —_ —_— -
y1 — 4 (4/24) 2.2 (4/10) 0 (1/11) 0003 1
yilu shinféng — BRI 24 (24/24) —_ —_ — —
yiyue —H 12 (12/24) — — — —
yigong —3k — 3.2 (6/10) —_ 4845 3
.. yiwai Y — 5.2 (10/10) — 1924 —
Yidali KA 24 (24/24) —_ >10 — —
yigi —jiZ 19 (19/24) — — 0252 2
yinyué ERN 16 (16/24) 4.1 (7/10) —_ 1051
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Textbooks: overview of examined vocabulary items

A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
yinyuéhui ERAES 19 (19/24) —_ —_ _— S
yin zhudn ging FH % G 23 (23/24) — — —_ —_—
Yindu B[V — — >10 — —
Yinni ElJe — —_— >10 —_ —
Yinggué o [ 1 (1/24) — 8 (9/11) —_ —_
Yingguérén EAEPN — — (9/11) —_ —
yingtio Pk 15 (15/24) —_ —_ — —
Yingwén E3' o (9/24); _ 8 (9/11) —— _—
10 (10/24)
Yingyu HEAE — 5.2 (10/10) 8 (9/11) —_ —_
youyong RV 17 (17/24) —_ —_ 2908 2
you H 6 (6/24) 3.1 (5/10) 9 (10/11), 0009 1
>10
you (yi) dian H (—) & —_ 5.1 (9/10) —_ 1269 —
you H 20 (20/24) — e 1337 e
youbian i 20 (20/24) —_ —_ —_—
ya i 14 (14/24) e e 0885
yu i) — 5.2 (10/10) — 1212 —
ylyin HE — 52 (10/10) (9/11) 0994 4
yueé H 12 (12/24) 41 (7/10) 5 (6/11) 0138 1
yundong iz %) 17 (17/24) —_ —_ 0883, 2
1901
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
Z | zazhi Ik — 2.2 (4/10) — 2035 4
zai 7t 3 (3/24) 1.1 (7/10) —_ 0004 1
1829
Zaijian =i 2 (2/24) 1.1 (1/10) 2 (3/11), — 1
>10
zanmen MEAT] — 2.1 (3/10) 0540 4
Z30 H — —_ >10 0320 —
zioshang HE 13 (13/24) — >10 2356 2
Zaoshang hdo H B 2 (2/24), — >10 —_ —
13 (13/24)
zénme B4 22 (22/24) — — 0129 1
zénmeyang B4R — 1.2 (2/10) — 1156 1
zha JFF] 22 (22/24) — — — —
zhe (/zhei) X 5 (5/24) 1.1 (1/10) — 0011 1
zheéli XH 20 (20/24) — — 0178 -
zhér X)L — 4.2 (8/10) — 0703 -
zhén H 19 (19/24) 2.2 (4/10) — 0221
zhényi Fi 23 (23/24) — — —
zhi H — — 10 (11/11) 0479
zhidao HIiE — 2.2 (4/10) >10 0090
zhidong lasud LI EIE DA 22 (22/24) —_ —_ — —
zhong B — 5.2 (10/10) —_ 1209 —

73




Appendix B Textbooks: overview of examined vocabulary items
A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
zhong H — — 3 (4/11) — —
Zhongguo Hh [ 1 (1/24), 1.2 (2/10) 3 (4/11) — 1
3 (3/24)
Zhonggudrén HE A — — 3 (4/11) —_ —_
zhongjian Hh ] 20 (20/24) — — 1087 3
Zhongqiujié HRKCT — — >10 — —
Zhongwén Hi3L — — 3 (4/11) —_ 3
zhongwil H — — >10 1915 1
zhéngxué H 9 (9/24) —_ —_ 1398 —
zhong P — 3.2 (6/10) — 0029 3
zhoumo yikuai EE N TN 24 (24/24) — — — —
zhou h 22 (22/24) — — — —
zhu il 12 (12/24) 5.1 (9/10) 6 (7/11) 3722 5
zhil £ 3 (3/24) — — 0200 1
7A o —_ 5.1 (9/10) —_ 0329 1
Ziji HO — 5.1 (9/10) — 0043 3
zixingché HAT % 22 (22/24) —_ —_ 2298 3
zéu 19 (19/24) _ _ 0085 2
zéull 7 22 (22/24) — — 4154 —
zUqit JEBR 17 (17/24) —_ —_ 1737 —
zubtian HER 10 (10/24) 41 (7/10) 5 (6/11) 1302 1
Zud Vos 20 (20/24) — — 1224 —
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A-Z | Pinyin Characters Chinees? Chinees in tien | "Ik leer Chinees" Frequency HSK
'n MakKie! verdiepingen Rank FDM Level
zudbian fid 20 (20/24) — —_ _— 2
Zuo i 18 (18/24) —_ —_ 0076 1
Zuo A 23 (23/24) — — 0279 1
Zud Zuodye A E M 18 (18/24) — — — —
zud yundong iz 3) 18 (18/24) —_ —_ — —
zud qiché AL VR 2R 23 (23/24) — — — —
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Textbooks: overview of examined characters

In the table on the following pages, a list of all characters learners are expected to learn
to write in any of the three examined textbooks is presented, ordered according to Pinyin

and tone.

As with the vocabulary items in common in the list above, the characters in common
have been shaded grey. When a character did not appear in a textbook, ‘——"is recorded.

The two right-most columns provide the frequency rank in the Frequency Dictionary's
character frequency list and the MOE List of the listed characters. All of the examined

characters are to be found in both these reference lists.

For each of the textbooks, it is noted which chapter a character appears in, and between

brackets which chapter out of the total number of chapters that is.

As in the list above, for Chinees in tien verdiepingen, each chapter has been divided in two
as each of the five chapters includes two separate dialogues with their own (vocabulary
lists and) lists of characters to be written (with e.g. Lesson 1 Dialogue 1 represented by

‘1.1).
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A-Z | Pinyin Character Chinees? 'n Makkie! Chinees in tien "Ik leer Chinees" Frequency MOE
verdiepingen Rank FDM List

A ai % 16 (16/24) _— _— 293 2500
B ba J\ 4 (4/24) — 0 (1/11) 482 300
ba = (6/24) — 10 (11/11) 667 300

ban ¥ 10 (10/24) —_ —_ 382 300

bu A 7 (7/24) 1.2 (2/10) 1 (2/11) 5 300

C cai P 14 (14/24) —_ —_ 701 2500
cha B3 13 (13/24) —_ —_ 1003 2500

ché LS 21 (21/24) —_ —_ 213 300

chi 172 13 (13/24) 2.1 (3/10) —_ 304 300

D da il 17 (17/24) —_ —_ 152 300
da N 7 (7/24) 3.1 (5/10) 2 (3/11) 13 300

dao B2l D 42 (8/10) — 19 300

de i} 7 (7/24) 2.1 (3/10) 6 (7/11) 1 300

di =% — — 9 (10/11) 840 2500

di Hh — — 7 (8/11) 23 300
didn J=1 10 (10/24) 5.2 (10/10) — 82 300
dian L 16 (16/24) — — 156 300
dong 3] 17 (17/24) —_ —_ 84 300

dui Xf 5 (5/24) D 6 (7/11) 27 300

duo EZ —_ 2.1 (3/10) 2 (3/11) 35 300

E ér (-r) JL 3 (3/24) 4.2 (8/10) S 107 300
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Chinees in tien Frequency MOE
A-Z | Pinyin Character Chinees? 'n Makkie! "Ik leer Chinees"

verdiepingen Rank FDM List
er - 4 (4/24) _— 0 (1/11) 193 300
fa % e 8 (9/11) 115 2500
fan R 14 (14/24) 3.2 (6/10) _— 601 300
fang Iz 20 (20/24) _— _— 424 2500
fei & 24 (24/24) — — 523 300
fén oo 10 (10/24) _ _ 93 300
ge/ge 2 8 (8/24) 3.1 (5/10) 10 (11/11) 11 300
gé |t 11 (11/24) —_ 9 (10/11) 875 300
géi % _ 4.2 (8/10) _ 130 300
gong T —_ 41 (7/10) —_ 98 300
géu ¥ — — 10 (11/11) 1208 300
gub — 1.2 (2/10) 3 (4/11) 63 300
gud 3 15 (15/24) — — 162 300
hai % _ 3.1 (5/10) —_ 300 300
h3o If 1 (1/24) 1.1 (1/10) 1 (2/11) 41 300
hao 151 5 (5/24) 4.1 (7/10) 5 (6/11) 484 2500
hé 3 13 (13/24) — — 818 2500
hé H 6 (6/24) —_ 7 (8/11) 24 300
hé (Hé) fi — —_ 3 (4/11) 1948 2500
hén 1R 2 (2/24) 2.1 (3/10) 3 (4/11) 94 300
hou Ja 21 (21/24) —_ —_ 37 300
hua 1 —_— 5.1 (9/10) _ 116 300
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Chinees in tien Frequency MOE
A-Z | Pinyin Character Chinees? 'n Makkie! "Ik leer Chinees"

verdiepingen Rank FDM List
huan (huan) b — 2.2 (4/10) 2 (3/11) 445 2500
hui [ 19 (19/24) — — 144 300
hui = 17 (17/24) 5.1 (9/10) 8 (9/11) 21 300
hud X 21 (21/24) — — 399 300
j1 Ml 24 (24/24) N— — 154 300
ji Ik 5 (5/24) 4.1 (7/10) 5 (6/11) 163 300
jia K 5 (5/24) 52 (10/10) 10 (11/11) 29 300
jian Ii] 20 (20/24) 52 (10/10) —_ 111 2500
jian . 2 (2/24) —_ 2 (3/11) 159 300
jiao ny 1 (1/24) —_ 1 (2/11) 306 300
jié hil 18 (18/24) —_ — 416 2500
jié 4H — — 9 (10/11) 737 300
jin = 10 (10/24) 4.1 (7/10) 5 (6/11) 202 300
jit L 4 (4/24) — 0 (1/11) 864 300
jiu it — 5.2 (10/10) — 20 300
jué i, — 2.2 (4/10) —_ 249 2500
kai Vi 24 (24/24) —_ — 65 300
kan E 18 (18/24) 2.2 (4/10) — 64 300
ke Gl —_ 2.2 (4/10) 9 (10/11) 44 300
ke PR 9 (9/24) —_ _ 790 300
kou M (6/24) —_ — 185 300
kuai T e —_ 6 (7/11) 260 300
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A-Z | Pinyin Character Chinees? 'n Makkie! Chinees in tien "Ik leer Chinees" Frequency MOE
verdiepingen Rank FDM List

kuai B2 —_— 3.2 (6/10) _— 587 2500

L 14i P/ — 4.2 (8/10) — 15 300
lan = — — (4/11) 1901 2500

130 e e _ 4 (5/11) 122 300

le T 19 (19/24) _ _ 4 300

le 'R 16 (16/24) —_ 6 (7/11) 397 300
1éng » 23 (23/24) _ _ 810 2500

i H —_ —_ 7 (8/11) 95 2500

li i e —_ 7 (8/11) 362 2500

lin 7N 4 (4/24) —_ 0 (1/11) 623 300

1u % 22 (22/24) S — 239 2500

M ma i) 2 (2/24) 1.2 (2/10) 1 (2/11) 332 2500
ma 1 6 (6/24) — 10 (11/11) 477 300

mai S 15 (15/24) — — 512 2500
mang 1T — 41 (7/10) — 851 2500
mao Ui — — 10 (11/11) 1503 300

me 73 3 (3/24) 2.1 (3/10) 2 (3/11) 43 2500

méi & 11 (11/24) 3.1 (5/10) 9 (10/11) 61 300

méi (Mé&i) eSS e —_ 3 (4/11) 288 300

mei 7R e —_ 9 (10/11) 1049 300
men (-men) i 8 (8/24) 2.1 (3/10) 4 (5/11) 17 300

mi /N 14 (14/24) —_ —_ 560 300
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Chinees in tien Frequency MOE

A-Z | Pinyin Character Chinees? 'n Makkie! "Ik leer Chinees"
verdiepingen Rank FDM List
ming % e _ 9 (10/11) 161 2500
ming i e _ 5 (6/11) 113 300
N na Uil 3 (3/24) 3.2 (6/10) — 437 2500
na il 7 (7/24) 3.1 (5/10) — 38 300
nan A — 5.2 (10/10) — 225 2500
nan 5 8 (8/24) _— _— 371 2500
ne W — — 1 (2/11) 262 2500
ni R 1 (1/24) 1.1 (1/10) (2/11) 31 300
nin & — —_ 4 (5/11) 558 2500
nian o 12 (12/24) S — 46 300
niu 4 13 (13/24) _— _— 922 300
nii 7 8 (8/24) — — 119 300
P péng ili — 4.2 (8/10) —_ 626 300
Q qi + 4 (4/24) — 0 (1/11) 700 300
ql i 11 (11/24) —_ — 254 2500
qi B 22 (22/24) — — 1410 2500
qi it 19 (19/24) — — 87 300
qi = 23 (23/24) —_ — 199 300
qi K 24 (24/24) —_ — 1008 2500
gian il 21 (21/24) —_ —_ 78 300
gian B —_ 3.2 (6/10) —_ 348 2500
qu % 9 (9/24) 4.2 (8/10) — 52 300
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Chinees in tien Frequency MOE
A-Z | Pinyin Character Chinees? 'n Makkie! "Ik leer Chinees"

verdiepingen Rank FDM List
R re # 22 (22/24) — — 409 2500
rén N — 1.2 (2/10) 3 (4/11) 7 300
ri H 12 (12/24) — 6 (7/11), 230 300

8 (9/11)
rou Al 14 (14/24) —_ —_ 838 2500
S san = 4 (4/24) — 0 (1/11) 137 300
shang - (9/24) _ —_ 14 300
shio b _ 3.2 (6/10) _ 169 300
shéi e _ 1.1 (1/10) _ 465 300
shén tt 3 (3/24) 2.1 (3/10) 2 (3/11) 110 300
shéng 4 12 (12/24) 51 (9/10) 4 (5/11), 32 300

6 (7/11)
shi Jif — —_ 4 (5/11) 287 300
shi + 4 (4/24) — 0 (1/11) 268 300
shi i) — 5.2 (10/10) —_ 28 300
shi L4 — — 7 (8/11) 427 2500
shi i 1 (1/24) 1.1 (1/10) 4 (5/11), 3 300

9 (10/11)
shu + — 2.2 (4/10) —_ 191 300
shuo W 17 (17/24) 51 (9/10) 8 (9/11) 18 300
shui K 15 (15/24) —_ —_ 149 300
si 1LY 4 (4/24) —_ 0 (1/11) 253 300
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A-Z | Pinyin Character Chinees? 'n Makkie! Chinees in tien "Ik leer Chinees" Frequency MOE
verdiepingen Rank FDM List

sui % — — 2 (3/11) 506 300

sud i 20 (20/24) _— _— 81 2500

T ta i 11 (11/24) 1.1 (1/10) 1 (2/11) 12 300
ta i — 1.1 (1/10) 1 (2/11) 92 300

tai N — 2.1 (3/10) —_ 261 300

tian R 10 (10/24) 4.1 (7/10) 5 (6/11) 54 300

W | wan ] 18 (18/24) —_ —_ 468 300
wang 5! 16 (16/24) —_ —_ 673 300
wén P 9 (9/24) 51 (9/10) 7 (8/11) 128 300

wo & (1/24) 1.2 (2/10) 1 (2/11) 9 300

wi En 4 (4/24) —_ 0 (1/11) 351 300

X xi =3 — 2.2 (4/10) 2 (3/11) 491 2500
Xia T 23 (23/24) — — 45 300
xidng G5} 18 (18/24) —_ — 85 2500
xido /N 7 (7/24) 3.2 (6/10) 10 (11/11) 67 300
xido ® 23 (23/24) — — 413 300

Xié 5 — 51 (9/10) — 368 2500
xing £ 11 (11/24) —_ — 566 300
xing 17 22 (22/24) S S 66 300

xué 2 8 (8/24) 51 (9/10) 4 (5/11), 48 300

7 (8/11)
Y yan El e —_ 8 (9/11) 376 2500
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Appendix C

Textbooks: overview of examined characters

Chinees in tien Frequency MOE
A-Z | Pinyin Character Chinees? 'n Makkie! "Ik leer Chinees"

verdiepingen Rank FDM List
yao % 15 (15/24) 3.2 (6/10) — 16 300
yé i 2 (2/24) 3.1 (5/10) 7 (8/11) 30 300
yi — 4 (4/24) — 0 (1/11) 2 300
yin H 16 (16/24) _ _ 511 300
ying P — _ 8 (9/11) 950 2500
you (you) K — 4.2 (8/10) — 308 2500
you H 6 (6/24) 3.1 (5/10) 9 (10/11) 8 300
you V&l 20 (20/24) —_ —_ 752 2500
ya 1 14 (14/24) —_ — 849 300
yu i — — 8 (9/11) 547 300
yu Y 23 (23/24) —_ —_ 831 300
yue H 12 (12/24) 4.1 (7/10) 5 (6/11) 267 300
yun iz 17 (17/24) — — 364 2500
zai 1 3 (3/24) 41 (7/10) — 6 300
zai i 2 (2/24) — 2 (3/11) 182 300
730 H 13 (13/24) —_ — 391 300
zhan it 21 (21/24) — — 500 300
zhe X 5 (5/24) 1.1 (1/10) — 10 300
zhén H 19 (19/24) S S 172 300
zhi H —_ D 10 (11/11) 135 300
zhong Hh 9 (9/24) 1.2 (2/10) 3 (4/11) 33 300
zhu il 12 (12/24) S S 1344 2500

84




Appendix C Textbooks: overview of examined characters

A-Z | Pinyin Character Chinees? 'n Makkie! Chinees in tien "Ik leer Chinees" Frequency MOE
verdiepingen Rank FDM List

zi (-zi) ¥ 15 (15/24) 3.1 (5/10) —_ 36 300

zZ1 5 —_ 52 (10/10) 9 (10/11) 327 300

zi H 22 (22/24) — — 40 300

zOu & 19 (19/24) — — 201 300
Zud i 20 (20/24) —_ e 789 2500

Zuo i 18 (18/24) —_ —_ 148 300

Zuod fE S 41 (7/10) — 59 300

Zuo A 24 (24/24) _ —_ 589 300
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Appendix D

Interviews: list of interview questions

The following is an English list of the interview questions: the questions were discussed
in Mandarin with the native speaking teachers, respectively in Dutch with the Dutch

teachers.

General information:
- Could you please describe your current position?
- So far, how long have you had experience with teaching Mandarin (as a foreign

language)? How long with teaching Chinese characters in particular?

Introduction of Chinese characters:

- At the beginning of instruction, do you first start by introducing Pinyin? Or
characters? Or both (more or less) simultaneously?

- If the introduction of characters is delayed (until after introducing Pinyin), at which
point are characters introduced into the curriculum?

- Are the characters you teach exclusively simplified characters? Traditional ones?

Emphasis on words, or on characters?

- Do you use fixed textbooks (or a fixed textbook series)? If so, which? Do you
supplement this by any self-made materials?

- In how much time do you discuss a chapter of the teaching material?

- How many class periods of Chinese (i.e. Mandarin) are there in a week? How does
this translate into clock hours?

- Could you tell me approximately how many new words are introduced each week?

How many characters?

Which characters? Which words?
Not all words and/or characters discussed in class may be included in the main teaching

material teachers use:
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As far as you know, are the words you discuss (and students have to learn) selected
from any list(s) of most frequently used words? If so, which list(s)? Any idea why?
As far as you know, are the characters you discuss (and students have to learn)
selected from any list(s) of most frequently used characters? If so, which list(s)? Any
idea why?

As far as you know, are the textbooks/teaching materials you use based on lists of

most frequently used words? On lists of most frequently used characters?

Teaching of character-related knowledge

Do you teach about characters’ etymology? When?

Do you point out radicals or components in characters? When?

Do you pay specific attention to semantic and/or phonetic radicals? How? When?
Do you pay specific attention to the overall structure of characters (for instance
left-right, top-bottom, enclosure-enclosed etc.)? When?

In your opinion, does teaching about the above help students learn characters? Any

type of instruction in particular? Do you think your colleagues share this opinion?

Emphasis on (correct) stroke order and writing ability

Do you teach stroke order? When?

Do you teach the basic strokes which make up components and characters
separately?

Are students expected to learn to write characters from the start of character

instruction? If not, at which point are they expected to do so?

Students at an advantage/disadvantage:

Do you think any students master the language and/or the script more easily, or with
more difficulty, than others? Which students have less trouble making progress?
Which students may have more difficulties? Any ideas on why?

Do you (also) teach students with a related language background (e.g. with
experience with a Chinese language at home), or students who have already come
into contact with the script? (Chinese characters, or for instance Japanese kanji, or
Korean hanjia) In your eyes, do such students have an advantage over other

students?
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Appendix E

Interviews: consent form

Consent form

Herewith I declare that I agreed to be interviewed in the context of the research project
on how Chinese characters are - and should be - taught to CFL learners, and that my

answers can be used in the report of the research project.

[ understand that the audio recording of the interview will not be shared with others but
serves the sole purpose of aiding in the analysis of the content of the interview after it

has taken place.

Although great care will be taken to exclude personal details such as names from the
final report, I understand that some of the included content may possibly be traced back

to me (e.g. by colleagues). I do not mind if answers I give can be traced back to me.

With the exception of the thesis supervisor and, if required, the second reader (i.e. the
people who will grade the thesis), this signed form will not be shared with others: an
unsigned version will be included in the thesis and it will be noted that participants
signed this consent form, thus providing a maximum possible degree of privacy

protection.

Place Date

Signed
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