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Abstract. The rapid expansion of Chinese language education under the Belt and
Road Initiative (BRI) has intensified Sino-Russian educational collaboration, yet chal-
lenges such as inconsistent curricula, teacher shortages, and inadequate pedagogical align-
ment persist. This study evaluates the effectiveness of a three-stage Chinese language joint
training program implemented by Russia’s Perm State Humanitarian Pedagogical Univer-
sity (PSHPU) and China’s Jining University in 2024. Grounded in Language Environment
Theory (LET), the program employs a phased approach: Stage 1 (Russian-dominated in-
struction with limited Chinese input), Stage 2 (bilingual transition), and Stage 3 (full Chi-
nese immersion). The research examines how these stages influence Russian students’
perceptions across four dimensions—Quality of Support Received, Language Skill Im-
provement, Student Satisfaction, and Overall Learning Experience—while addressing
gaps in empirical evidence for staged immersion models.

A cross-sectional quantitative design is adopted, with data collected from 248 Rus-
sian students who completed the program. Results indicate moderate to high satisfac-
tion across all stages, with the Bilingual Transitional Stage (Stage 2) yielding the high-
est mean scores in all dimensions (p <.001). Students report greater accessibility of
target-language input, perceived support, and skill development during this phase, un-
derscoring the value of balanced L1/L2 mediation. In contrast, Stage 3 (full immersion)
shows lower ratings for support quality and skill improvement, suggesting cognitive
overload or insufficient scaffolding. These findings align with LET’s emphasis on
structured, emotionally secure environments and corroborate prior research on the risks
of abrupt immersion.

The study offers three key pedagogical implications. First, structured support sys-
tems—including qualified instructors, tutoring services, and interactive tasks like role-
playing—are critical during transitional phases to maintain engagement and confi-
dence. Second, measurable proficiency benchmarks and formative assessments help
students perceive progress, boosting satisfaction. Third, teacher training in intercultural
pedagogy and curriculum integration ensures effective scaffolding across stages. Non-
instructional factors, such as counseling and peer mentoring, further enhance the learn-
ing environment, reflecting LET’s holistic view of environmental design.

Theoretically, the study expands LET by validating its application to staged bilin-
gual contexts and identifying boundary conditions for immersion. It demonstrates that
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gradual L2 exposure with L1 support optimizes perceptions, while premature full im-
mersion may hinder satisfaction. The integration of academic and administrative sup-
port mechanisms into LET refines the theory, highlighting their role in mediating af-
fective and cognitive outcomes. Methodologically, the study provides a replicable
framework for analyzing perceptual differences across instructional stages, combining
repeated-measures with demographic controls to isolate environmental effects.

Limitations include the cross-sectional design, which precludes causal inferences,
and reliance on self-reported data. Future research should adopt longitudinal designs,
incorporate objective proficiency measures, and diversify samples to strengthen gener-
alizability. Extending this framework to other contexts, such as English immersion pro-
grams in international schools, could further validate staged models across languages
and learner demographics.

In conclusion, the study underscores the effectiveness of bilingual transitional
stages in international language programs, offering empirical support for LET’s princi-
ples. By balancing target-language input with scaffolding and support, educators can
enhance perceived learning outcomes and address the affective and cognitive needs of
diverse learners. These insights inform the design of future Sino-Russian language ini-
tiatives and contribute to broader discussions on optimizing immersive education in
global contexts.
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AnHoTauus. CTpeMHUTENIbHOE pa3BUTHE NPENOAABaHUs KUTAMCKOTO A3bIKa B paM-
Kax MHUIMATHBBI «OIMH MOSIC, OAMH IIyTh» YCUIIMIO 00pa3oBaTeNIbHOE COTPYAHHYE-
ctBo Mexay Kuraem u Poccueit. OmHako cOXpaHsIIOTCS Takue MpoOiIeMbl, KaKk Heco-
IJIACOBAHHOCTh Y4eOHBIX NPOrpaMM, HeXBaTKa IperoiapaTeneil M HeJ0CTaTOYHas Iie-
Jlaroruyeckas ajantanus. B naHHOM uccnenoBaHMM OLeHHBaeTcs 3()PEKTHBHOCTH
TPEXITAIMHOW COBMECTHOMH NPOrpaMMbl 00YYCHUs KUTaHCKOMY SI3bIKY, Peai30BaHHON
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B 2024 r. [lepMcKUM rocyIapCTBEHHBIM I'yMaHUTAPHO-TIEAArOTMYECKUM YHUBEPCHUTE-
toM (III'TTIY) u Li3ununckum yuBepcureroM (Kuraii). IIporpamma ocHoBaHa Ha Teo-
puu si3pikoBoii cpenpl (Language Environment Theory, LET) u Briiroyaer Tpu 3rama:
atan 1 (0OydeHre Ha PyCCKOM SI3bIKE C MUHUMAJIbHBIM UCIOJIb30BAHUEM KUTACKOro),
gtan 2 (OWITUHrBaIbHbIH Iepexo/) U dTar 3 (MOJHOe MOrPY)KEHUE B KUTAHCKUIT S3BIK).
HccnenoBaHue HanpaBiIeHO Ha W3Y4EHHE BIMSHUS 3THX 3TAIlOB HA BOCIIPUSTHE pOC-
CHHCKUX CTYIEHTOB II0 YETBIPEM IlapaMeTpaM: KauecTBO HOJIYy4aeMOH IOIJEPHKH,
Pa3BUTHUE S3bIKOBBIX HABBIKOB U PEYEBBIX YMEHHM, Y/IOBIETBOPEHHOCTh 00Y4EHHEM U
pa3BUTHE Y4EOHOM CaMOCTOSTEIILHOCTH.

B wuccnenoBaHuM HCHONMB3YEeTCSl KPOCC-CEKIMOHHBIM KOJNMUYECTBEHHBIM MOIXOI,
[IPU KOTOPOM J[aHHbIE COOPAHBI C MOMOILBIO AHKETUPOBaHUS 248 POCCHICKHX CTYICH-
TOB, 3aBEPILIMBIINX 00y4deHHe M0 pa3paboTaHHoON mporpamme. [iis aHamM3a pas3nuyuii
MEXIy 3TariaMyi 00y4eHHs! IPUMEHSETCs IUCIIEPCHOHHbIH aHAIN3 C OBTOPHBIMHU U3-
MepeHUsIMU. Pe3ynbTaThl MOKa3bIBalOT YMEPEHHBIM U BBICOKUN YPOBEHb YIOBIIETBO-
PEHHOCTH Ha BCeX JTarax, IpH 3TOM OMIMHTBAJIBHBIN MEPEXOIHbIH Tan (3Tam 2) ne-
MOHCTPHUPYET HaWBBICUINE CPEHUE 3HaUeHUs Mo BeeM mapameTpam (p < 0,001). Cry-
JICHTBI OTMEYAIOT JIYYILYIO JIOCTYIHOCTb A3bIKOBOTO U PEUEBOr0 MaTepHalla, BOCIIPH-
HUMAaeMYyI0 HOJUIEPKKY M IIPOrpecc B MHOSA3bIYHBIX HABbIKAX ¥ yMEHHSX Ha 3TOM 3Talle,
YTO MOAYEPKUBACT BXKHOCTH COAIIAHCHPOBAHHOI'O UCIIONB30BAHUS POIHOIO U M3ydae-
Moro s3bikoB. Hamportus, sranm 3 (monHOe MOrpyXeHue) moiydaeT Oosee HHU3KHE
OLICHKH 10 KaueCTBY IOIJEPKKH M PA3BUTHS MHOSA3BIYHBIX HABBIKOB U YMEHHH, 4TO
YKa3bIBaeT Ha KOTHUTHUBHYIO MEPErpy3Ky WM HEJOCTATOYHOE METOIMYECKOe COIpOo-
BOXKIEHHE. DTH BBIBOABI COIJIACYIOTCS C IOJOKCHHSMH TEOPHU S3BIKOBOH CpPEIbI
(LET) o0 HeoOX0AMMOCTH CTPYKTYPHPOBAHHOW M IMOLIHOHAILHO O€30MacHON cpebl, a
TAKKe TIOJTBEPIKAAI0OT BHIBO/IBI IPOBE/ICHHBIX PAHEE MCCIIE0BAaHUN O PUCKAX PE3KOro
Hepexo/ia K NOrPY)KEHHIO B HHOSA3BIUHYIO Cpey.

HccnenoBaHue npeaaraeT Tpy KIIOYEBBIX I€1arorM4YecKuX BbIBOJA. Bo-1iepBbIX,
CTPYKTYPUPOBaHHAs MOAJEPXKKa (BKIIOYAs KBAIU(UIMPOBAHHBIX IperofiaBaTesei,
JIOTIOJIHUTEIIbHBIE 3aHATH 1 MHTEPAKTUBHBIE 3aJaHUs, HAIIPUMED POJICBBIE UIPBI) OCO-
OEHHO BayKHA HA IIEPEXO/IHOM 3Talle VIS IOAePHKAHNS BOBJICYEHHOCTH U YBEPEHHOCTH
CTyAeHTOB. BO-BTOPBIX, YeTKUE KpUTepHH oLeHKH (Hampumep, yposau HSK) u pery-
JISIPHBIC IPOMEKYTOUHBIE TECThI IOMOIalOT CTYJICHTaM OCO3HABATh NPOrPEcC B OBJIA-
JICHUU KMTaWCKUM SI3bIKOM, IOBBIILAs YJOBJIETBOPEHHOCTh U MOTHBALMIO. B-Tperbux,
[OJI'OTOBKA NperosiaBaTeseil B 00JaCTH MEKKYIbTYPHOH KOMMYHHKAIIMKM U MHTErpa-
UK yaeOHbIX mporpamm obecreurBaer 3PEKTUBHOE COMPOBOXKICHHE HA BCEX 3Ta-
nax. HemanoBaxHyto posib UTPatoT U BHEY4eOHbIe (haKTOPbI, TAKHUE KAK IICUXOJI0rH4e-
CKasl MOJIACPIKKA U THIOTOPCTBO, YTO OTPAXKAET KOMIUIEKCHBIH MOAXO0/] K IIPOSKTHPOBa-
HUIO MHOSI3BIYHON 00pa30BaTeIbHON Cpe/Ibl.

C TeopeTH4ecKoi TOYKH 3PEHHMS, UCCIICIOBAHUE PACIIUPSET IPUMEHEHUE TEOPUH
si3b1koBO# cpenpl (LET), moareepxaas ee akTyaabHOCTD Ul MHOTOITAITHBIX OMIIMHT-
BAJILHBIX MCCIIEJIOBAHUH, BBISABIISAA IPaHULIbI 3 (HEKTUBHOCTH MOIPYKEHHUS B MHOSA3BIY-
HYIO cpefly. Pe3ynbTaThl HOKa3bIBaIOT, YTO OCTEIEHHOE BBEJCHHUE U3Y4aeMOr0 S3bIKa
C MOJICPIKKON Ha POJHOM SA3BIKE ONTHMM3UPYET BOCIIPHUSTHE CTYASHTOB, TOT/A KAk
MPEKIEBPEMEHHBIIT IEPeX0]1 K MOJTHOMY ITOIPY)KEHHIO MOKET CHU3UTh Y/IOBJICTBOPEH-
HOCTb M MOTHBALIMIO 00ydaromuxcs. BrinoueHue akajeMU4ecKuX U aIMUHUCTPATUB-
HBIX MEXaHM3MOB IOJUIEPIKKH B METOIMKY OOYYCHHUsI KUTAHCKOMY SI3bIKY HOJYEPKH-
BAaeT MX BIMAHUE HA aQGEKTUBHBIC U KOTHUTHBHBIC PE3yNbTaThl. MeTONO0IOrHUEeCKH
UCCIIeZIOBaHKE IIpe/uIaraeT BOCIPOM3BOAUMYIO CXEMY JUIS aHalu3a pasidyuil B BOC-
NPUATHU HA Pa3HBIX dTanax oOyd4eHMs, cOueTasi JMCIEPCHOHHBIH aHalu3 C MOBTOp-
HBIMH U3MEPEHHUSIMH U KOHTPOJIb ieMorpaduieckux (pakTopoB.

OrpaHu4eHus UCCIIeI0BaHUsI BKIIIOYAIOT KPOCC-CEKIIMOHHBINA TOAX0/, KOTOPBIi He
MO3BOJISIET YCTAHABJIMBATh IIPUYMHHO-CIICICTBCHHbIC CBSI3U U I0JIaraTbcs Ha CyObek-
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THUBHbIE IaHHbIE. B nepcrexTrBe BO3MOXKHBI JIOHI UTIO/IHbIE HCCIICIOBAHMUS, UCIIONb30-
BaHHE OOBEKTHBHBIX KpUTepHeB oueHku (Hampumep, 6ambsr HSK) u paznoobpasHsie
BBIOOPKH ISl OBBILICHUS BATMHOCTH I10J1y4aeMbIX AaHHbIX. [IpumMeHeHue pa3pado-
TAHHOTO MO/IX0/1A B IPYTHX 00Y4YaIOIMX KOHTEKCTaX, HAIPUMEp B IPOrpaMMax Iorpy-
YKEHHUS B AHTJIMHCKUH A3bIK B MEXKIYHAPOIHBIX IKOJIAX, YTO I03BOJIUT JIOMOJIHUTEIBHO
pOBEPUTH 3PPEKTUBHOCTD MPEIOKEHHBIX MOAXO0B I PA3HBIX A3BIKOB M TPYIII
00y4aroIHXCS.

B 3akitoueHue uccinegoBaHue MoATBePKIaeT 3PPEKTUBHOCTH OMITMHTBAJIbHBIX I1e-
PEXO/HBIX 3TAIIOB B MEXK/LyHAPO/HBIX SA3bIKOBBIX IIPOrpaMMax, IPEA0CTaBIsAA IMIUPHU-
YecKUe J10Ka3aTeNbCTBa MPUHLMUIOB Teopuu s3b1koBOi cpeapl (LET). bananc mexmy
UCHOJIb30BAHUEM M3Y4aeMOro S3bIKa U METOIMYECKON MOIEPHKKONH Ha POTHOM SI3bIKE
MO3BOJISIET YAYYILHUTh PE3yNbTaThl 00y4eHHs U y4ecTh a(peKTHBHbIC U KOTHUTHBHbIC
notTpeOHOCcTH CTyneHTOB. IloiydeHHbIe pe3ylbTaThl MOTYT OBITh HCIIOJIB30BaHbI IIPU
pa3paboTKe KMTaWCKO-POCCHMHCKUX 00pa30BaTENbHbIX HPOrpaMM M BHOCAT BKJIal B
TEOPHIO U METOAUKY 00y4eHHUsI MHOCTPAHHBIM SI3bIKaM B LIEJIOM M OITHUMH3ALMU HHO-
SI3BIYHOT'O TIOIPYKEHHS CTYJCHTOB.

KiroueBblie cioBa: Teopus sseikoBoit cpeapl (LET), corpyanuuectBo Kuras u
Poccun, kutalickuii KaKk HHOCTPAHHBIH SI3bIK, POCCUMCKUN YHUBEPCUTET, HHUIIMATUBA
«OpuH Mosic, OAUH IyTh», MEXKIYHAPOAHBIN KBATU(HUKAIIMOHHBIN 3K3aMEH 0 KUTai-
ckomy s3bIky (HSK)

Jna yumuposanusn: He Shuai, Bezukladnikov V.K., Gabidinova V.R. Three-stage
international Chinese language joint training program: pedagogical implications and
theoretical contributions / S3bik u kymeTypa. 2025. Ne 71. C.274-292. doi:
10.17223/19996195/71/12

Introduction

Since the announcement in 2013 of China’s Belt and Road Initiative
(BRI)—a global development strategy aimed at enhancing regional connec-
tivity and cooperation—educational collaboration between China and Russia
has entered a new phase [1]. In particular, the initiative catalyzed new strate-
gies for talent cultivation that emphasized cross-border collaboration and in-
tercultural competence building [2]. According to questionnaire data reported
by the Chinese Ministry of Education, both the Chinese and Russian govern-
ments repeatedly emphasized the need to deepen educational cooperation and
promote joint talent training, as reflected in policy frameworks such as
China’s Plan for Promoting Educational Actions in the Joint Construction of
the Belt and Road [1].

Driven by such policy alignment, Chinese language education at Rus-
sian universities developed rapidly. However, challenges persisted. As Li and
Wu [3] noted, while enrollment in Chinese language courses surged in Russia,
many institutions still struggled with inconsistent curricula, teacher shortages,
and weak pedagogical alignment with Russian learners’ profiles. As Peng et
al. [4] observed, many instructional materials failed to align with learners’
cultural and cognitive profiles, reducing engagement and comprehension in
cross-cultural classroom settings. For example, several studies noted that
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many Chinese textbooks used in Russian universities were literal translations
lacking adaptation to learners’ needs.

The absence of cultural contextualization and pedagogical scaffolding in-
structional support that helps learners accomplish tasks they cannot complete
alone made it difficult for students to engage meaningfully with the content. Ed-
mondson [5] emphasizes that scaffolding is critical in reducing cognitive load and
promoting effective language development. In this context, identifying a Chinese
language teaching model better aligned with Russian students’ native language
transfer patterns and cultural cognition became necessary.

Russia’s Perm State Humanitarian Pedagogical University (PSHPU)
and China’s Jining University jointly launched a three-stage Chinese language
joint training program in 2024 to address the instructional gap. This program
adopted Language environment theory (LET) [6] as its guiding framework,
placing emphasis on the learning environment across several program stages.

The program was arranged as follows: Stage 1 employed Russian in-
struction to reduce entry-level comprehension pressure, with limited Chinese
input (about 20%) for basic vocabulary and pinyin drills, which Su and Shin
[7] describe as structured pronunciation exercises using the Hanyu Pinyin sys-
tem to teach initials, finals, and tones in early Chinese instruction. Stage 2
incorporated bilingual instruction to raise Chinese input gradually, and
Stage 3 used immersive all-Chinese instruction to facilitate advanced commu-
nication. Compared with monolingual instructional models, the staged ap-
proach more effectively supported the progression of linguistic and cultural
adaptation. Early classroom observations suggested that the model reduced
anxiety among beginners and improved Chinese use at intermediate levels [8].
However, a lack of large-scale empirical evidence evaluating the program’s
effectiveness existed, which was a gap this study intended to address.

Many Russian universities encountered challenges implementing full-
scale immersion language instruction due to a shortage of qualified Chinese
language instructors and the limited availability of contextually appropriate
teaching materials [9]. Prior research on international Chinese language edu-
cation emphasized integrating linguistic input with cultural orientation in
staged instructional models to support learners’ cross-cultural development
[10]. Russian learners frequently faced challenges: a large volume of unfamil-
iar vocabulary, complex Chinese pronunciation, and limited exposure to Chi-
nese socio-cultural contexts. In the absence of structured native-language sup-
port or cultural mediation, these difficulties often contributed to anxiety and
reduced long-term academic engagement [11].

This study aimed to evaluate whether students’ perceptions differed
across three instructional stages, focusing on four dimensions—quality of sup-
port received, language skill improvement, student satisfaction, and overall
learning experience—defined as key constructs within the study’s analytical
framework and informed by LET. By identifying stage-specific patterns in

278



Teopusa u memoouka npenooasanusn / Theory and methodology of teaching foreign languages

these perception variables, the study intended to provide empirical evidence
to inform the design of future Sino-Russian joint language programs, includ-
ing curriculum structuring, instructional staffing, and student support services.

As discussed, Chinese language instruction expanded rapidly under
most Chinese-Russian cooperation programs. However, the absence of a clear
phased progression model and the insufficient integration of Russian learners’
native-language-based learning patterns have resulted in less favorable stu-
dent perceptions [12—14]. Several prior studies have noted that many joint
programs failed to provide sustained Chinese language exposure and adequate
student-centered instructional design [15—17].

The purpose of this study was to examine Russian university students’
perceptions within a three-stage instructional model jointly implemented by
Perm State Humanitarian Pedagogical University (PSHPU) and Jining Uni-
versity. Drawing upon LET, the study focused on how students evaluated their
learning experiences by examining four perception dimensions across three
instructional stages.

The independent variable was the instructional stage, defined as varia-
tion in the language learning environment. The dependent variables were
Quality of Support Received, Language Skill Improvement, Student Satisfac-
tion, and Overall Learning Experience. In this study, program perception re-
fers to these four dimensions of students’ self- reported experience. Demo-
graphic variables such as gender, age group, and language background were
included as controls. This design aimed to identify stage-wise differences in
students’ self-reported perceptions within the context of an international joint
Chinese language training program.

Methodology of Research

Language Environment Theory (LET)

This study adopted LET as the primary theoretical framework to exam-
ine how the design of instructional environments across three stages influ-
enced learners’ perceptions, including Quality of Support Received, Language
Skill Improvement, Student Satisfaction, and Overall Learning Experience.

LET emerged from the environmentalist tradition in second language
acquisition (SLA), contrasting with nativist models focused on innate capaci-
ties. Building on Krashen’s [12] Input Hypothesis, LET emphasized that ac-
quisition thrives on comprehensible input beyond learners' current levels, sup-
ported by emotionally secure, context-rich environments. It expanded this by
incorporating structured support, balanced language use, and cultural contex-
tualization.

Horwitz et al. [18] highlighted anxiety as a key factor in input pro-
cessing, showing highly anxious learners recalled vocabulary 20% slower and
had 15% lower grammatical accuracy, stressing the need to address affective
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barriers. LET research operationalized this through a three-part framework:
emotional support reduced anxiety by 25%, scaffolded feedback improved
grammar by 18% [5] and culturally relevant tasks boosted pragmatic skills by
30% [12].

Further studies confirmed the link between affective states and learning
outcomes. Dewaele et al. [17] found learners in high-enjoyment classrooms
retained 30% more vocabulary over six months. Taguchi et al. [19] showed
gradual input escalation sustained motivation, while it was observed 25%
greater neural plasticity in immersive learners, offering biological evidence
for LET’s environmental emphasis.

Building on LET’s theoretical foundations, empirical studies have af-
firmed the value of immersive environments for language acquisition. Freed
[20] found that study-abroad learners achieved 40% higher oral fluency than
domestic classroom peers, supporting LET’s focus on contextually rich input
and naturalistic interaction. Similarly, it was reported 25% speaking profi-
ciency gains from six-week intensive immersion programs, reinforcing the
role of input volume and authenticity.

It was observed a 35% increase in HSK Level 3 pass rates among learn-
ers in overseas immersion, linking cultural embeddedness and daily target-
language use to enhanced pragmatic competence and reduced anxiety.
Taguchi et al. [19] operationalized LET through a staged immersion model,
progressively shifting from native-language scaffolding to full immersion.
Learners following this progression reported 30% higher confidence and 22%
greater satisfaction.

Extending LET to virtual contexts, Lan [21] used VR-based simulations
of Chinese settings, where participants showed 28% better vocabulary reten-
tion and 15% improved writing coherence over textbook learners, affirming
LET’s adaptability across physical and digital domains.

LET emphasized that high-quality, comprehensible, and contextually
embedded input, paired with structured interaction, was essential for effective
language acquisition, expanding Krashen’s [12] early input theories. Environ-
mental design emerged as a key mediator of language development.

Peng et al. [4] integrated Chinese cultural practices into instruction,
with learners achieving 28% higher communicative competence than those in
decontextualized classrooms, confirming LET s claim that culturally resonant
input fosters functional application. Similarly, [11] found that biweekly ex-
changes with native speakers improved vocabulary retention by 20% and re-
duced anxiety by 35%, supporting LET’s emphasis on affective safety [22].

Teacher behavior and institutional transparency also shaped LET envi-
ronments. Dewaele et al. [23] reported that immediate, task-specific feedback
raised learner satisfaction by 25%, while clear guidelines reduced uncertainty
by 15%. Finally, Saito et al. [24] found that while auditory aptitude predicted

280



Teopusa u memoouka npenooasanusn / Theory and methodology of teaching foreign languages

early pronunciation, long-term tonal accuracy improved 18% through sus-
tained, interactive practice, affirming LET’s capacity to support diverse learn-
ers via optimized environments.

Learners’ perceptions of support services were central in LET, directly
mediating the relationship between environmental design and language learn-
ing outcomes. Andrade [25] showed that accessible academic and life ser-
vices, like tutoring and housing assistance, reduced classroom anxiety by 22%
and improved oral fluency by 18%. Extending this, Botes et al. [26] found that
multilingual learners with strong support systems, including peer mentoring
and cultural workshops, reported 30% less anxiety and 25% greater confi-
dence in spontaneous language use. These effects reflected LET’s emphasis
on institutional scaffolding to lower affective barriers and sustain engagement.

The interplay between emotional support and instructional clarity fur-
ther demonstrated LET’s holistic approach. It was found that learners receiv-
ing consistent emotional validation rated their Quality of Support 20% higher
than peers in less supportive settings. Similarly, Maclntyre et al. [22] showed
that positive social contexts, like language exchange groups, fostered belong-
ing and boosted overall learning satisfaction by 15%, underscoring the need
to address both individual and collective learner needs.

While immersion offers benefits, LET recognized risks when demands
outpaced readiness. It was warned that early full-target language immersion
could overload beginners, suppressing input processing. Supporting this,
Taguchi et al. [19] reported 25% lower retention in abrupt immersion groups.
Their staged model, gradually shifting from 80% L1 to full L2 over six
months, reduced anxiety by 35% and improved vocabulary retention by 28%,
exemplifying LET’s emphasis on adaptive, learner-sensitive environments.

International Chinese Education in the Belt and Road Initiative

The Belt and Road Initiative (BRI) has significantly deepened Sino-
Russian higher education collaboration in international Chinese language ed-
ucation. Since 2013, bilateral agreements grew by 60%, leading to over
120 joint programs and increased student exchanges, surpassing 70,000 by
2016 with a goal of 100,000 by 2023 [16, 27]. Language education became
central to this effort. By 2021, Russia integrated Chinese into its national cur-
riculum, with 300 schools offering mandatory courses [28]. Simultaneously,
China established 15 Russian language centers and increased Russian majors
by 40% [29]. Confucius Institutes further supported this growth, with 20 in-
stitutes enrolling 50,000 students annually by 2023 [30].

Despite progress, challenges persisted. Zhang [30] found 35% of joint
programs faced curriculum mismatches and credit transfer issues. Language
barriers also remained, with 63% of Russian learners struggling in immersive
classrooms and 78% of Chinese instructors lacking Russian proficiency [28].
Additionally, only 30% of programs used standardized assessments [27].
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To resolve these issues, scholars proposed a centralized resource plat-
form and bidirectional teacher training, improving instructional efficacy by
25% [16, 30]. Third-party audits like HSK-CEFR alignment were recom-
mended to standardize learning outcomes across 85% of programs within five
years. These reforms reflect BRI’s adaptive strategy, combining ambition with
institutional pragmatism.

Hanyu Shuiping Kaoshi (HSK)

The Hanyu Shuiping Kaoshi (HSK) is a standardized Chinese profi-
ciency test for non-native speakers, developed in 1984 and implemented in
1992 to assess everyday, academic, and professional language use [7]. With
the rise of the Belt and Road Initiative (BRI), HSK’s global reach expanded,
establishing over 1,100 test centers in 130 countries by 2017, particularly
along BRI routes. It became a requirement for Chinese university admissions
and a credential for employment and enterprise certification.

The HSK’s six-level structure provided progressive learning goals:
basic communication (HSK 1-2), fluency and accuracy (HSK 3-4), and aca-
demic/professional competence (HSK 5-6). This framework informed the
phased instructional model in this study, from Russian-dominated instruction
to full Chinese immersion. Standardized exam formats helped structure teach-
ing content and track learner progress. Though central to course design, HSK
scores were not primary assessment tools here, serving instead as pedagogical
resources.

Cross-cultural adaptation research identified three key areas: support
staff roles, programming, and operational challenges. Non-teaching staff
played a vital part in reducing stress and improving adaptation. Smith and
Khawaja [31] showed peer-mentoring lowered stress by 34% and boosted par-
ticipation. Andrade [25] and Dewaele et al. [23] linked life-support services
to reduced anxiety and increased satisfaction.

Cross-cultural activities, like cultural salons, enhanced pragmatic skills.
Peng et al. [4] found students involved in these activities improved pragmatic
competence by 28%. Yet, challenges persisted: Russian-speaking students
struggled with integration due to language gaps [11], and administrative am-
biguity undermined trust [23].

Recommended solutions included dedicated counselor teams, clearer
policies via bilingual handbooks, and cross-cultural affairs units [23, 31].
Cross-cultural adaptation directly influenced language learning by shaping
students’ adjustment to academic, social, and linguistic challenges [32].

Research and Results
Conceptual Framework
This study developed an integrated conceptual framework based on
LET to analyze how the three-stage instructional design of the Chinese—Rus-
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sian joint program influenced Russian students’ perceptions. In this frame-
work, the instructional stage (Stage 1: Russian-dominated; Stage 2: bilingual;
Stage 3: Chinese immersion) was treated as the independent variable, while
four self-reported variables—quality of support received, language skill im-
provement, student satisfaction, and overall learning experience—were the
dependent variables.

A supplemental variable, cross-cultural adaptation, was included as a
descriptive factor to assist in interpreting differences in overall experience.
According to LET, variations in the language environment—including the
volume of target language input, the ratio between L1 and L2 used in instruc-
tion, and the provision of support resources—jointly influenced learners’ cog-
nitive and emotional responses [6, 19]. Increased exposure to the target lan-
guage, accompanied by structured instructional support, was associated with
changes in learners’ perceptions.

Previous studies in second language acquisition reported that classrooms
with higher levels of target-language use were associated with increased engage-
ment, while elevated anxiety levels negatively affected perceived learning pro-
gress [7, 33]. These patterns aligned with the central premise of LET, which pro-
posed that environmental factors such as language input and instructional support
influenced learners’ evaluation of the learning experience. More recent studies
further demonstrate that positive language learning environments foster enjoy-
ment and reduce anxiety, two affective variables that predict perceived progress
and satisfaction [34]. In addition, evidence from large-scale immersion program
evaluations suggests that instructional design, particularly language ratio and sup-
port configuration, can have measurable effects on learners' perceived academic
gains and emotional experiences [35].

Research Design

Figure 1 illustrates the research design framework, presenting the study's
structure and logic. This study was grounded in the LET, with the instructional
stage used as the independent variable to examine its effects on four student-per-
ceived variables: quality of support received, language skill improvement, student
satisfaction, and overall learning experience. gender, age, and language back-
ground were included as control variables for data analysis.

First, this study adopts a cross-sectional quantitative research design.
Data were collected through a structured questionnaire administered once the
three-stage instructional sequence was completed by the students. The cross-
sectional approach enabled the simultaneous collection of multiple variables
across distinct instructional conditions without requiring longitudinal track-
ing. Such designs have been employed in educational research to examine
multiple factors at a single point in time [36].

Second, the research design was observational and non-experimental.
Participants were not randomly assigned to different instructional stages; in-
stead, they progressed sequentially according to the predetermined structure
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of the joint training program. This quasi-experimental design permitted
within-subject comparisons across three instructional environments: the Rus-
sian-Dominated Stage (Stage 1), the Bilingual Transitional Stage (Stage 2),
and the Chinese Immersion Stage (Stage 3). Each participant served as their
own control, thereby supporting statistical power by reducing between-subject
variability [33].

[ Language Environment Theory J

Y

s A\ (a 2 < p
Stage 1 Stage 2 Stage 3
Russian-Dominated Bilingual Transition Chinese Immersion
Environment Environment Environment
Language Skill Language Skill Language Skill
Improvement Improvement Improvement
Support Quality Support Quality Support Quality
Received Received Received
Student Satisfaction Student Satisfaction Student Satisfaction
Overall Leaming Overall Learning Overall Learning
Experience Experience Experience
* e
Gender [l E O Independent Variables
Age [] Dependent Variables

Current Chinese

proficiency [ Control Variables

Figure 1. The Research Design Framework

Moreover, the design was grounded in the theoretical framework of
LET, which emphasized the role of environmental variables in shaping lan-
guage acquisition and language learning processes. The independent variable
was the instructional stage, and the dependent variables included quality of
support received, language skill improvement, student satisfaction, and over-
all learning experience. The data analysis identified stage-related differences
in learners’ perceptions through repeated measures collected at a single retro-
spective point, consistent with the study’s purpose of examining variations
across staged instructional environments.

Results Summary

Data collection targeted 300 Russian students who participated in the
three-stage Chinese language joint training program from March to December
2024. After applying data cleaning procedures, including the removal of in-
complete responses and the exclusion of students who did not complete all
three instructional stages, a total of 248 valid questionnaires were retained for
empirical analysis. Across all four measured constructs—quality of support
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received, language skill improvement, student satisfaction, and overall learn-
ing experience—students reported evaluations that exceeded the midpoint of
the scale. This distribution indicated moderate to high levels of perceived sat-
isfaction among participants.

One-way repeated-measures revealed significant differences among the
three stages for all four constructs (all p < .001), with the highest mean scores
observed during the Bilingual Transitional Stage. Specifically, students reported
higher levels of perceived support, language skill development, satisfaction with
curriculum and teaching quality, and overall learning experience during this stage
compared to the Russian-Dominated and Chinese Immersion stages.

The internal consistency of the measurement instruments was con-
firmed, as Cronbach’s alpha values exceeded .80 across all scales. In addi-
tion to the stage-specific evaluations of overall learning experience, the
study also collected a single-instance rating of satisfaction with cross-cul-
tural adaptation training.

Comparative Discussion with Existing Literature

The findings of this study remained consistent with prior theoretical
models and empirical observations. The results corresponded with the propo-
sitions of LET, Krashen’s Input Hypothesis, and staged immersion models,
thereby reflecting the conceptual orientation described in earlier chapters. The
comparative analysis indicated that the Bilingual Transitional Stage corre-
sponded with higher reported language input accessibility and perceived sup-
port. This pattern of enhanced perceptions in Stage 2 suggests that conditions
involving both target language exposure and language mediation were associ-
ated with more favorable learner perceptions in terms of quality of support
received, language skill improvement, student satisfaction, and overall learn-
ing experience.

Pedagogical Implications

The findings of this study provided several pedagogical implications for
designing and implementing staged Chinese language joint training programs
involving Russian university students. By comparing learners’ self-quality of
support received, language skill improvement, satisfaction, and overall expe-
rience across three instructional stages, the results offered stage-specific in-
sights that could inform future program design under the LET framework.

First, given the central role of quality of support received, educators
needed to promote structured support systems during the transitional phase,
which required greater instructional support. During the Bilingual Transi-
tional Stage, students reported the highest satisfaction levels. This approach
included staffing qualified instructors and mentors, establishing clear and
responsive communication channels, and providing accessible learning re-
sources such as language laboratories, tutoring services, and structured study
materials. Within the classroom, instructors could adopt interactive, student-
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centered strategies that maintained learner engagement and reinforced lan-
guage acquisition.

For example, integrating group dialogues, role-playing exercises, and
task-based activities simulating real-world conversations could encourage ac-
tive Chinese language use. Providing timely corrective feedback and appro-
priate scaffolding also helped learners address difficulties and maintain confi-
dence, as structured support systems have been associated with improved
learner experience [37].

Second, because observed language skill improvement demonstrated an
association with student satisfaction, curriculum design needed to emphasize
measurable perceived learning progress at each instructional stage. Educators
might set explicit proficiency benchmarks, such as HSK certification targets,
and embed frequent practice sessions and formative assessments to make
learning progress visible. Incorporating practical speaking and listening exer-
cises, such as multimedia comprehension tasks and conversational drills, al-
lowed students to perceive improvements in their linguistic competencies.
When students observed progress, such as understanding native speech or ex-
pressing themselves with greater fluency, their academic confidence and pro-
gram satisfaction tended to increase [34].

Third, targeted teacher preparation remained necessary across all stages
during the transitional phase. Research on immersion-based Chinese language
programs emphasized the importance of specialized training in curriculum in-
tegration and intercultural pedagogy. Institutions needed to prioritize profes-
sional development initiatives that equipped educators with expertise in de-
signing multi- subject immersion curricula and addressing cultural diversity.
Teachers trained in second language acquisition strategies and intercultural
competence were better positioned to mitigate language barriers and support
students’ adjustment processes [17].

Finally, program administrators were encouraged to consider the broader
learning environment as a determinant of the overall learning experience. Well-
equipped classrooms, language laboratories, and digital learning platforms con-
tributed to student engagement. Providing ancillary services—such as visa coun-
seling, mental health support, and structured peer mentoring—helped alleviate
non-academic stressors and supported student retention [25].

The integration of educational technologies, including virtual language la-
boratories and multimedia learning resources, strengthened traditional instruction
by offering personalized learning pathways. A responsive, student-centered ap-
proach to program management, informed by ongoing student feedback and sen-
sitive to differences observed across instructional stages, was likely to promote
continued learner satisfaction and enhance program effectiveness.

Theoretical Contributions

This section presents the theoretical implications of the findings by re-
fining the application of LET through a structured comparison of instructional
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stages. It further delineates boundary conditions and incorporates support
mechanisms and methodological refinements into the theoretical model.

1. Expansion of LET: The study has extended the scope of LET by ap-
plying it to a three-stage international Chinese language instructional model
involving Russian university students. While earlier research based on LET
focused on uniform immersion or monolingual acquisition contexts [6, 12],
this study has analyzed learner perceptions under instructional conditions in-
volving varying L.1/L2 language ratios. The analysis has shown that students
reported the highest levels of quality of support received, language skill im-
provement, and student satisfaction during the bilingual instructional stage.
These results support LET’s position that structured L2 input, when delivered
with accessible scaffolding, could influence learner perceptions across cogni-
tive and affective domains [19].

The findings offer empirical evidence consistent with LET’s assertion
that staged increases in target-language exposure, when accompanied by ap-
propriate instructional design, influence self-reported learning experiences.
The observed differences across stages reinforce previous LET-based argu-
ments regarding the importance of L1 mediation in early stages of acquisition
and its gradual reduction in later phases.

2. Boundary Conditions and Limitations of Immersion: The study has
also identified limitations in applying full immersion models without transi-
tion mechanisms. During Stage 3, students reported lower ratings of support
quality and skill development, suggesting that the removal of L1-mediated
scaffolding may have affected their perception of instructional quality [23,
33]. This outcome indicates that high levels of target-language exposure alone
did not yield uniformly favorable results.

The comparative data suggest that abrupt transitions into full L2 envi-
ronments are associated with reduced learner satisfaction and perceived effec-
tiveness. These patterns correspond with previous findings [5], which indi-
cated that cognitive overload and limited support could interfere with learner
adaptation. Accordingly, the study has specified that gradual transitions with
sustained support are necessary to maintain learner engagement. These find-
ings add detail to existing theoretical models by clarifying conditions under
which immersion contributes to or limits perceived learning outcomes.

3. Integration of Comprehensive Support Mechanisms: The results fur-
ther highlight the role of non-instructional elements within LET. Previous ap-
plications of LET placed primary emphasis on linguistic input and teacher be-
havior, whereas this study has incorporated both academic and administrative
support mechanisms. Student responses indicated that support systems such
as counseling, coordination services, and cultural orientation activities influ-
ence their perceptions of the instructional environment [25, 26].

These observations expand the theoretical construct of LET by recognizing
support resources as components of the learning environment. The inclusion of
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institutional services in learner experience models suggests a broader interpreta-
tion of environmental design in second-language acquisition [31]. The findings
encourage further theoretical refinement by integrating support systems into lan-
guage learning models within cross-institutional programs.

4. Methodological Refinements and Replicable Framework: This study
also contributes a replicable methodological framework for future applica-
tions of LET. The integration of repeated-measures and structured demo-
graphic controls enabled systematic comparisons of instructional stage effects
on students’ self-reported perceptions. This analytic approach supports precise
assessments of perceptual variation under differing language input and sup-
port conditions, following measurement principles recommended in applied
linguistics research [36].

The framework developed in this study could be applied to future re-
search involving similar international or bilingual learning contexts. By iden-
tifying instructional configurations and learner responses across staged envi-
ronments, the research provides a basis for empirical testing of LET assump-
tions in multilingual and culturally diverse programs [33, 35].

Conclusion

This study conducted a comparative analysis of Russian university stu-
dents’ perceptions within a three-stage international Chinese language joint
training program. The research examined how students evaluated quality of
support received, language skill improvement, student satisfaction, and over-
all learning experience across the three instructional stages.

The analysis demonstrated that enhancing support mechanisms and de-
fining clear instructional objectives were associated with higher student satis-
faction and overall learning experience. Improvements in instructional guid-
ance, academic and intercultural services access, and language development
scaffolding corresponded with increased learner engagement and more favor-
able perceptions. Addressing instruction's cognitive and affective dimensions
emerged as a necessary consideration in optimizing the design and delivery of
international language education programs.

At the theoretical level, the study extended the application of LET to
staged joint training contexts. The findings highlighted the importance of in-
structional input, L1/L2 language ratio, and support structures in shaping stu-
dent perceptions, reinforcing the view that variations in the instructional envi-
ronment influence both affective and cognitive aspects of language learning.

Future studies should adopt longitudinal research designs, incorporate
objective proficiency assessments, and expande sampling to include partici-
pants from varied cultural and institutional backgrounds. Such methodological
improvements will support more comprehensive evaluations of staged instruc-
tional models and contribute to refining theoretical frameworks such as LET.
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An extension of this research could involve applying the same staged
immersion framework to international English education in high-school con-
texts, such as China’s international schools, IB (International Baccalaureate)
programs, or AP (Advanced Placement) tracks. Such comparative studies may
help determine whether bilingual or staged-input models are equally effective
in developing academic English proficiency across culturally diverse adoles-
cent learners.

In conclusion, this study provided empirical evidence that learners’ per-
ceptions of support services and language development differed across in-
structional stages. The Bilingual Transitional Stage demonstrated the highest
ratings across all four measured dimensions, supporting the structured use of
L1/L2 input and targeted support mechanisms. Strengthening these program
features may improve student satisfaction and perceived effectiveness in com-
parable international language education initiatives.
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