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Abstract 

Since the end of the 20th century, China has implemented a bilingual education system 
in ethnic minority areas as part of its efforts to preserve and promote the linguistic and 
cultural diversity of these areas. For ethnic minority students, bilingual education refers 
to the teaching of two languages, the ethnic minority language and the national official 
language Chinese from primary schools to secondary schools, which aims to cultivate 
bilingual and bicultural talent in ethnic minority areas of China. A n d after the third 
years in primary schools, students begin to learn a foreign language, English, which is 
a compulsory subject at the basic education stage in China. Foreign studies have shown 
that bilingual learning promotes improvements in the quality of the learner's language 
system, leading to the development of language learning skills, language management 
skills, and language maintenance skills. These improvements, in turn, contribute to the 
development of learners' meta-linguistic awareness in learning a third language. 
However, these studies had been tested in which the first, second, and third languages 
belonged to the same language family (L1/L2/L3) . For example, the learner's first 
language is Italian, the second language is German and the third language is English, 
and they all belong to the Indo-European language family. Therefore, the general 
objective of this research is to test whether bilingual learners who learn the first 
language Tibetan (Sino-Tibetan language family) and the second language Chinese 
(Sino-Tibetan language family), followed by the third language English (Indo-
European language family) still show the advantages in meta-linguistic awareness 
(LI/L2+L3). The specific objective of this research is to test the differences in meta­
linguistic awareness among Tibetan-Chinese bilingual students with different bilingual 
levels when learning English as a third language. 

In this research, the data collection and analysis are divided into following steps. First, 
the Student Language Assessment Scale ( S L A S ) is used to assess students' language 
proficiency in Tibetan and Chinese. According to the assessment results, 208 students 
are divided into two groups, the balanced Tibetan-Chinese group and the unbalanced 
Tibetan-Chinese group. Second, the Standardized English Proficiency Test (SEPT) is 
used to analyzed the correlation coefficient between students' SEPT results and M A T -
2 results to test the validity of the M A T - 2 . Third, the Meta-linguistic Awareness Test-2 
(MAT-2) is used to test two groups of students' meta-linguistic awareness, and by the 
descriptive statistics, the Shapiro-Wilk test, the Levene test, and the independent sample 
t-test to test the research hypotheses. The research results indicate that even though the 
three languages belong to different language families (Tibetan, Sino-Tibetan language 
family; Chinese, Sino-Tibetan language family; English, Indo-European language 
family), bilingual students who are proficient in two languages still show more 
cognitive advantages in meta-linguistic awareness when learning a third language than 
those who are not proficient. Firstly, the balanced Tibetan-Chinese group showed a 
higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group in terms 
of phonological awareness in third language English learning, especially in phonetics 
and phonology, syllable. However, when it comes to phonemes, there is no significant 
difference between the two groups due to the differences in consonant and vowel 
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systems between languages, especially in vowel length. Secondly, the balanced 
Tibetan-Chinese group showed a higher meta-linguistic awareness than the unbalanced 
Tibetan-Chinese group in terms of word awareness in third language English learning, 
especially in word ambiguity, word formation. However, when it comes to part of 
speech, there is no significant difference between the two groups due to the role of part 
of speech varies in different languages. Thirdly, the balanced Tibetan-Chinese group 
showed a higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group 
in terms of syntactic awareness in third language English learning, especially in 
comprehension, synonymy, acceptability, and grammar function. The results indicate 
that in tasks that require control of attention, all bilingual students are able to perform 
very well . However, when it comes to problems that require high control of attention in 
language processing, only balanced bilingual students show an advantage. 
Based on the findings of this study, the benefits for pedagogy may be demonstrated 
from the following aspects. In terms of formulating English education policies for 
Tibetan minorities. First, which foreign languages should be provided for ethnic 
minorities? Study found that linguistic similarity between languages facilitates transfer. 
Therefore, when formulating foreign language education policies for ethnic minorities, 
consideration should be given to offering languages that are similar to their native 
languages. Second, when should Tibetan minorities receive English education? Study 
found that among 208 Tibetan fifth grade students, only 98 have achieved a balanced 
bilingual level, accounting for 47% of the total numbers of students. That is to say, 53% 
of Tibetan fifth grade students learn English as a third language even without learning 
Tibetan and Chinese well . Based on the threshold hypothesis, i f students learn a third 
language without reaching a certain bilingual level, this language state may not help or 
even hinder their third language learning. Third, what support should the national 
government provide? The study found that there are four educational issues that need 
to be addressed in Tibetan areas: the shortage of qualified teachers, the outdated 
teaching materials, the inadequate infrastructure, and the insufficient financial support. 
In terms of compiling English textbook for Tibetan minorities. First, enhance Tibetan 
students' meta-linguistic awareness. Meta-linguistic awareness tasks are categorized 
into language knowledge analysis and language processing control. Incorporating these 
tasks in English textbooks can enhance their meta-linguistic ability and improve 
English learning efficiency. Second, based on the multilingual learning background of 
Tibetan students, incorporating content related to the traditional culture of Tibetan 
minority group, China's mainstream culture, and foreign classical culture can provide a 
well-rounded and culturally relevant learning experience for Tibetan students. Third, 
follow the cognitive abilities of Tibetan students. Adopting a compilation principle of 
gradual progression from simple to complex, from easy to difficult, can be effective in 
improving the English proficiency of Tibetan students. In terms of training English 
teachers for Tibetan minorities. Related measures include providing targeted training 
programs, combining online and offline training methods, optimizing the training 
evaluation system, and attaching importance to the post-training guidance. In terms of 
guiding English teaching for Tibetan minorities. Targeted instructions can focus on the 
following aspects: phonological awareness training, especially phonemic awareness 
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training; word awareness training, especially parts of speech training; and syntactic 
awareness training. 

Key words: Bilingual education, Tibetan students, third language, meta-linguistic 
awareness, English education 
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Chapter One Introduction 

1.1 Research Background 

China is a diverse country with 56 officially recognized ethnic groups, each with their 
own unique culture, language, and traditions. The Han ethnic group is the largest, 
accounting for 91.51% of the overall population, and the Chinese language (often 
referred to as Mandarin or Standard Chinese) has become the national official language 
and script. Since the end of the 20th century, China has established a bilingual education 
system in ethnic minority areas as part of its efforts to preserve and promote the 
linguistic and cultural diversity of these areas. For ethnic minority students, bilingual 
education refers to the teaching of two languages, the ethnic minority language and the 
national official language Chinese from primary schools to secondary schools, which 
aims to cultivate bilingual and bicultural talent in ethnic minority areas of China. A n d 
after the third years in primary schools, students begin to learn a foreign language, 
English, which is a compulsory subject at the basic education stage in China. Ethnic 
minority language education can inherit and carry forward the traditional culture and 
religious beliefs of ethnic minority groups and enhance their ethnic identity. Chinese 
language education for ethnic minorities can improve students' Chinese language skills, 
reduce the psychological stress and academic burden that students wi l l encounter when 
they receive a high-level education in mainland China in the future. Therefore, Chinese 
language education wi l l facilitate more opportunities for ethnic minority students to 
succeed in the future and also can help them better integrate into mainstream society in 
China. 

The Chinese government has given bilingual education an increasingly high priority 
since the establishment of the People's Republic of China in 1949, as evidenced by 
several official documents and policies. Under the care of the Communist Party of 
China (CPC) and the Chinese government, bilingual education in China's ethnic 
minority areas has made significant progress over the years. Since the reform and 
opening up policy was introduced in the 1980s, China has resumed and intensified the 
promotion of ethnic minority languages and scripts, and has carried out extensive 
experiments and reforms in bilingual education in ethnic minority areas. These efforts 
have covered various aspects of bilingual education, including goals, program models, 
contents, methods, and evaluation systems, aiming to push the development of bilingual 
education in ethnic minority areas to a new level . [ 1 ] In addition to the development of 
bilingual education policies and programs in China's ethnic minority areas, research 
related to bilingual education has also been conducted extensively. Various research 
theories and methods, such as linguistics, psychology, and pedagogy, have been 
introduced into the study of bilingual education, and corresponding academic groups 
and institutions have been established to support research in this field. Based on the 
data released by China's Ministry of Education, as of recent years, 21 ethnic minority 
languages have been adopted in bilingual education in primary and secondary schools 
in ethnic minority areas in China. Furthermore, over 6 mill ion ethnic minority students 
are currently receiving bilingual education in more than 10,000 schools across the 
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country. Every year, more than 3,000 textbooks in 29 ethnic minority languages are 
used in bilingual schools, covering all grade levels, from kindergarten to high school. It 
is evident that bilingual education for ethnic minorities in China is flourishing with 
great vigor. However, although the achievements of bilingual education in China are 
remarkable, the focus of such research is mainly on how to improve the quality of 
bilingual education, while the advantages of meta-linguistic awareness that ethnic 
minority students gain from the bilingual education haven't been fully identified and 
utilized. 
Foreign studies have shown that bilingual learning promotes improvements in the 
quality of the learner's language system, leading to the development of language 
learning skills, language management skills, and language maintenance skills; these 
improvements, in turn, contribute to the development of learners' meta-linguistic 
awareness in learning a third language. [ 2 ] However, these studies had been tested in 
which the first, second, and third languages belonged to the same language family 
(L1/L2/L3). For example, the learner's first language is Italian, the second language is 
German and the third language is English, and they all belong to the Indo-European 
language family. A t present, it is unknown that whether Tibetan students have the 
advantages of meta-linguistic awareness in learning the third language English in the 
context of Tibetan-Chinese bilingual education. Since the first language Tibetan and 
second language Chinese belong to the Sino-Tibetan language family and the third 
language English belongs to the Indo-European language family. In this regard, this 
research adopts an empirical approach to explore Tibetan students' English meta­
linguistic awareness in the context of Tibetan-Chinese bilingual education. 

1.2 Research Objective 

Foreign studies indicated that bilingual learners who are proficient in two languages 
wi l l show more cognitive advantages in meta-linguistic awareness when learning a third 
language than bilingual learners who are not proficient. However, these studies had 
been tested in which the first, second, and third languages belonged to the same 
language family (L1/L2/L3) . Therefore, the general objective of this research is to test 
whether bilingual learners who learn the first language Tibetan (Sino-Tibetan language 
family) and the second language Chinese (Sino-Tibetan language family), followed by 
the third language English (Indo-European language family) still show the advantages 
in meta-linguistic awareness (LI/L2+L3). The specific objective of this research is to 
test the differences in meta-linguistic awareness among Tibetan-Chinese bilingual 
students with different bilingual levels when learning English as a third language. 

1.3 Research Significance 

1.3.1 Theoretical Significance 

There are usually two types of language families held by bilingual learners. The first 
language and the second language (L1+L2) belong to different language families, or 
the first and second languages belong to the same language family (L1/L2). If a 
bilingual learner learns a third language, he or she holds up to five types of language 
families. The first and second languages belong to same language family but the third 
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language is different (L1/L2+L3); the first and third languages belong to the same 
language family but the second language is different (L1/L3 + L2); the second and third 
languages belong to the same language family but the first language is different (LI + 
L2/L3) ; the first, second and third languages all belong to the same language family 
(L1/L2/L3); the first, second and third languages all belong to different language 
families (L1+L2+L3) (See Table 1.1). 

Table 1.1 The types of language families held by bilingual and trilingual learners 

Bilingual Learners Trilingual Learners 

1. L1+L2 1. L1/L2+L3 
2. L1/L2 2. L1/L3+L2 

3. L1+L2/L3 
4. L 1 / L 2 / L 3 
5. L1+L2+L3 

The Threshold Hypothesis proposed by Cummins and the Control and Analysis Theory 
proposed by Bialystok both argue that the bilingual learners who are proficient in two 
languages wi l l show more cognitive advantages in meta-linguistic awareness when 
learning a third language than bilingual learners who are not proficient. [ 3 ] [ 4 ] However, 
these studies had been tested in which the first, second, and third languages belonged 
to the same language family (L1/L2/L3) . For example, the learner's first language is 
Italian, the second language is German and the third language is English, and they all 
belong to the Indo-European language family. This research wi l l test whether bilingual 
learners who learn the first language Tibetan and the second language Chinese, which 
belong to the Sino-Tibetan language family, and followed by the third language English, 
which belongs to the Indo-European language family, still show the advantages in meta­
linguistic awareness (LI/L2+L3) (See Table 1.2). Therefore, the theoretical significance 
of this research is to test the universal applicability of Threshold Hypothesis proposed 
by Cummins and the Control and Analysis Theory proposed by Bialystok. 

Table 1.2 The advantages of meta-linguistic awareness in third language learning 

Language Families The Third Language Learning Shows 
Advantages in Meta-linguistic Awareness 

L1 /L2 /L3 Tested 
L1/L2+L3 Untested 

1.3.2 Practical Significance 
Meta-linguistic awareness is an essential component in facilitating students' language 
development in speaking, listening, reading, and writing; it is also recognized as a 
critical skill in knowledge analysis and attention control, making it a fundamental 
aspect of fostering students' language abilities. [ 5 ] For ethnic minority students, 
identifying and utilizing the advantages of meta-linguistic awareness that they gain 
from bilingual education wi l l better help them learn the third language English, and 
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explore the world with more confidence. For English teachers, making full use of 
students' strengths and weaknesses in meta-linguistic awareness is of great importance 
to improve their teaching quality and promote the development of English education in 
ethnic minority areas of China. 

1.4 Research Methods 

1.4.1 Literature Review Method 
A literature review is a critical evaluation and synthesis of previously published studies 
and other works on a particular subject or research question. It includes analyzing, 
summarizing, and examining the conclusions, justifications, and research procedures of 
earlier publications that are relevant to the research issue. In this regard, the literature 
review in this research is divided into five sections, which provide the theoretical basis 
for the study. The first section discusses research on bilingual education, the second 
section focuses on research on meta-linguistic awareness, and the third section 
examines research on trilingual acquisition. The fourth section analyzes the limitations 
of previous research, and the fifth section summarizes the improvements of this 
research. 

1.4.2 Questionnaire Method 
The Student Language Assessment Scale ( S L A S ) is used to assess ethnic minority 
students' language proficiency in China, which was designed by Chinese linguists. The 
Student Language Assessment Scale ( S L A S ) is divided into three sections: the first is 
the basic information about the students, the second is the assessment of Tibetan 
language proficiency, the third is the assessment of Chinese language proficiency. 
According to the assessment results, the students are divided into two groups, the 
balanced Tibetan-Chinese group and the unbalanced Tibetan-Chinese group, to take the 
subsequent Meta-linguistic Awareness Test (MAT) . 

1.4.3 Test Method 
The Meta-linguistic Awareness Test (MAT) is used internationally to test students' 
meta-linguistic awareness during the process of third language learning, which was 
designed by Italian psychologists Maria Antonietta Rinto, Renzo Titone, and Italian 
linguist Francesca Trusoo. The Meta-linguistic Awareness Test (MAT) is divided into 
three different types, M A T - 1 , M A T - 2 and M A T - 3 . MAT-1 is suitable for testing the 
children aged 4-6; M A T - 2 is suitable for testing students aged 9-13; MAT-3 is suitable 
for testing adolescents aged >=16. The Meta-linguistic Awareness Test (MAT) consists 
of three parts: the phonological awareness test, the word awareness test, and the 
syntactic awareness test. The phonological awareness test includes phonetic and 
phonology, syllable, phonemes; the word awareness test includes word ambiguity, word 
formation and part of speech; the syntactic awareness test includes comprehension, 
synonymy, acceptability, and grammar function. 

1.4.4 Statistical Analysis Method 
In this research, the SPSS 28.0 is used to process and analyze the data. First, Pearson 
correlation analysis is used to test the validity of the M A T - 2 . Second, the descriptive 
statistics is used to analyze the data of the two groups on the M A T - 2 . Third, the Shapiro-
W i l k test is used to assess how close the data of the two groups fit to a normal 
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distribution. Fourth, the Levene test is used to assess i f the data of two groups have 
equal variances respectively. Fifth, the independent samples t-test is used to test the 
differences between the two groups on the items of M A T - 2 , so as to test the research 
hypotheses. 

1.5 Research Theoretical Framework 

1.5.1 The Control and Analysis Theory 

The Control and Analysis Theory was proposed by Canadian psychologists Bialystok 
and Ryan, suggested that the processing of language by meta-linguistic awareness is 
divided into two processes: the analysis of language knowledge and the control of 
language processing, which is used to explain bilingual learners' advantages in meta­
linguistic awareness, especially in syntactic awareness. [ 6 ] The analysis of language 
knowledge is the skill responsible for constructing, organizing and interpreting learner's 
implicit language knowledge; the control of language processing is the skill responsible 
for selecting information from mental representations and directing attention to specific 
aspects of the stimulus situation when solving a problem. Examining the ways in which 
knowledge is learned, represented, and stored in the mind is a key component of 
knowledge analysis. It investigates how people create knowledge representations in 
their minds and how they encode, arrange, and retrieve information from memory. This 
may entail examining how perception, attention, and memory affect the acquisition and 
representation of knowledge as well as examining how individuals and cultures differ 
in these areas. Understanding how people control their cognitive processes is necessary 
for efficient knowledge processing and application. This may involve looking at how 
people manage their cognitive resources, prioritize information, and distribute their 
attention. It also entails looking into the cognitive control systems that enable people to 
govern and modify their cognitive processes in response to shifting task demands or 
environmental circumstances. Bialystok and Ryan further argued that the analysis of 
language knowledge and the control of language processing play different roles in 
meta-linguistic awareness tasks. The analysis of language knowledge plays a role in 
tasks that need to analyze and understand linguistic knowledge; the control of language 
processing plays a role in situational tasks that are likely to mislead or distract learners. | V | 

Bialystok further classified the meta-linguistic awareness tasks into: explain errors, 
correct sentences, count words in strings, attributes of words, rhyme, synonymy, detect 
errors, judge correct sentences, count words in sentences, segment text, judge 
synonymous sentences, symbol substitution, phoneme segmentation, and sun-moon 
(See Figure 1.1). [ 8 ] [ 9 ] The quadrant model offers a thorough framework for 
comprehending the many aspects of meta-linguistic awareness and the kinds of tasks 
that fall into each category. It has helped us understand how people develop and employ 
meta-linguistic awareness in various linguistic contexts and how it is related to 
language development, literacy skills, and cognitive processes. 

Figure 1.1 Classification of meta-linguistic awareness tasks and the quadrant in which 
each task is located 
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Bialystok, in a previous study, concluded that bilingual student's advantage in meta­
linguistic awareness can actually be attributed to their advantage in control of language 
processing. In syntactic awareness tasks, higher levels of bilingual students showed an 
advantage in attentional control, i.e., they were better able to selectively direct their 
attention to sentence structure rather than to meaning. Bilingual learners typically 
perform better than monolingual learners on activities involving syntactic awareness, 
which involves comprehending and manipulating sentence structure. This advantage 
may be related to their experience in handling and processing different languages, 
which necessitates a greater sensitivity to the structural features of language. The 
continual switching between different languages exposes bilingual learners to various 
sentence patterns, grammatical conventions, and word ordering. Their ability to 
understand and control the syntactic structure of language may be improved by this 
exposure and practice, which could result in improved performance on tasks requiring 
syntactic awareness. However, in tasks requiring analysis, only bilingual learners who 
were proficient in both languages showed an advantage. [ 1 0 ] 

1.5.2 The Threshold Hypothesis 

The Threshold Hypothesis is a theory about language acquisition proposed by Cummins, 
and it's also known as "thresholds theory" or "critical theory". Cummins has noted that 
two thresholds exist in bilingualism: a lower threshold that suffices to prevent negative 
effects, and a higher threshold that is essential to achieve positive benefits; the learners 
are required to have a particular, age-appropriate level of competence in their first two 
languages before they may become proficient in a third language. 
According to the threshold hypothesis, bilingual learners must reach a certain level of 
proficiency in both languages, or a "threshold," in order to outperform monolingual 
people on cognitive tests. This barrier is frequently greater for cognitive-academic 
language competence since it necessitates more challenging cognitive and linguistic 
tasks as opposed to basic interpersonal communication skills (BICS), which only 
include daily conversational language. In accordance with this theory, bilingual learners 
are more likely to have cognitive advantages, such as improved executive functions, 

6 



attentional control, and cognitive flexibility, i f they attain the threshold level of 
language fluency in both languages. This is due to the fact that they are able to make 
full use of their language skills and cognitive abilities in both languages, which results 
in cognitive advantages that may be applied to other domains. The cognitive benefits 
of bilingualism, however, might not be as obvious i f bilingual learner does not achieve 
the required degree of linguistic competency in both languages. To put it another way, 
language proficiency plays an essential part in determining the cognitive advantages of 
bilingualism, with higher levels of proficiency being associated with greater advantages. 
Based on the threshold theory, two thresholds are set to represent the two levels of 
bilingual ability that learners must achieve in their bilingual learning process. When 
learners reach the first threshold, the negative effects of bilingual learning wi l l be 
avoided; when learners reach the second threshold, the positive effects of bilingual 
learning wi l l be manifested, and promoting the development of bilingual learners' 
cognitive abilities, especially in third language learning. Therefore, Cummins divided 
the language level of bilingual learners into three levels, and explained the relationship 
between each level and cognitive development (See Figurel.2). 

Figure 1.2 The basic framework of threshold theory 

The Threshold Hypothesis 

Leve l : H i g h level 

Proficiency: Balanced bil ingual learners 

Cognitive Development: A t this threshold, the balanced bil ingual learners 

are proficient in two or more languages, and this language state w i l l have a 

positive effect on their cognitive development. 

The Second Threshold ^ 

Leve l : Intermediate level 

Proficiency: Unbalanced bil ingual learners 

Cognitive Development: A t this threshold, the unbalanced bil ingual 

learners are proficient in one o f the two languages, and this language state 

w i l l have no effect on their cognitive development. 

The First Threshold ^ 

Leve l : Low- l eve l 

Proficiency: L imi ted bil ingual learners 

Cognitive Development: A t this threshold, the limited bil ingual learners are 

not proficient in both languages, and this language state w i l l have a 

negative effect on their cognitive development. 

(1) L o w Level: Bilingual learners are not proficient in both languages, and this language 
state wi l l have a negative effect on their cognitive development. In other words, i f 
Tibetan students are not proficient in Tibetan and Chinese, this language state wi l l 

7 



inevitably have a negative effect on their cognitive development, especially in third 
language learning. 
(2) Intermediate level: Bilingual learners are proficient in one of the two languages, and 
this language state wi l l have no effect on their cognitive development, i.e., it wi l l neither 
promote nor hinder the cognitive development of the bilingual learners. In other words, 
i f Tibetan students are proficient in either Tibetan or Chinese, this language state wi l l 
have no effect on their cognitive development. 

(3) High level: Bilingual learners are proficient in two or more languages, and this 
language state wi l l promote their cognitive development. In other words, i f Tibetan 
students are proficient in Tibetan, Chinese, or more languages, this language state wi l l 
have a positive effect on their cognitive development, especially in third language 
learning. 
1.5.3 The Dynamic System Theory 
Researchers Esther Thelen and Linda B . Smith established the Dynamic Systems 
Theory (DST), which serves as a framework for comprehending how complex 
systems—like language learning and human development—evolve and change over 
time through interactions among various components. Herdina and Jessner, on the other 
hand, have made contributions to the fields of multilingualism and language instruction, 
particularly within the framework of dynamic multilingualism, which draws on D S T 
principles. In order to comprehend how multilingual learners dynamically navigate and 
expand their linguistic repertoires through time, this framework builds on the ideas of 
the Dynamic Systems Theory (DST). Herdina and Jessner's research illuminate the 
dynamic nature of multilingual language use and acquisition by examining the intricate 
relationships among language, cognition, culture, and identity in multilingual 
learners.'1^ 

The theory holds that multilingual acquisition is complex, a non-linear and dynamic 
process that depends on various interacting factors. Many research on multilingualism 
have revealed important distinctions between monolingual and multilingual acquisition, 
and these distinctions may be linked to higher degrees of meta-linguistic awareness. 
Hence, the multilingual dynamic model is created to reflect the dynamic link between 
the variables present in multilingual acquisition (and loss). The multilingual dynamic 
model is learner-centered and makes an effort to explain individual variances in the 
learning process on the basis of linguistic attitudes, learning motivation, and language 
ability. From the perspective of dynamic system theory, language development presents 
three features, language attrition, language interdependence, and cognitive 
characteristics. Language attrition describes the deterioration and loss of first language 
abilities of bilingual learners who are immersed in a second language as well as the 
deterioration and loss of second language abilities brought on by extended periods of 
non-use after bilingual learners have received second language instruction. A s a result, 
learners who do not invest the time to retain their language skills may gradually lose 
their ability to communicate in that language. Language interdependence refers to the 
interconnectedness and interaction of multiple languages within a learner's language 
system. It takes many different forms when people are bilingual or multilingual because 
their knowledge of and usage of languages can affect one another. This can happen in 
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a number of areas, including phonetics, grammar, syntax, phonemics, and pragmatics. 
Cognitive characteristics refers to the benefits or enhancements to cognition that 
bilingual or multilingual leaners may get from their language learning experiences. The 
cognitive benefits of bilingualism or multilingualism have been demonstrated, 
including enhanced executive functioning, cognitive flexibility, meta-linguistic 
awareness, and problem-solving abilities. Overall, the theory acknowledges the 
dynamic and interactive nature of language development, with factors like language 
attrition, language interdependence, cognitive characteristics, and meta-linguistic 
awareness playing significant roles in determining the trajectory of language 
development over time in multilingual learning contexts. 

In 1996, Numan argued that the development of language system in monolingual 
learning is always a straight line. On the one hand, the development of language system 
in monolingual learning generally progresses in a relatively linear and systematic 
manner, following a typical pattern of phonological, lexical, morphological, syntactic, 
and pragmatic development. On the other hand, the development of language system in 
monolingual learning is often guided by innate language-learning abilities and 
environmental input, and it typically progresses in a consistent and largely predictable 
manner (See Figure 1.3). The Dynamic System Theory (DST), which was founded on 
psycholinguistics, stressed that language proficiency develops over time to respond to 
changing communicative needs; as a result, learners gradually gain transitional mastery 
of various language systems. Based on this theory, the development of language system 
in multilingual learning develops over time and multiple linguistic variables interact 
with each other. A s a consequent, the progression of language system development in 
multilingual learning is often depicted as a curve rather than a straight line. Compared 
to monolingual learning, the development of language systems in multilingual learning 
tends to be more complex and dynamic. This is due to the interplay of various factors, 
including language exposure, language use, language transfer, and individual learner 
characteristics, which can result in a nonlinear and dynamic pattern of language 
development over time. These factors can also result in variations in the rate and 
trajectory of language development among multilingual learners, often depicted as a 
curve rather than a straight line, reflecting the dynamic nature of multilingual language 
acquisition (See Figure 1.4). [ 1 3 ] Recognizing and understanding the dynamics involved 
in multilingual learning can greatly inform the design and implementation of effective 
strategies to support multilingual learners. 

Figure 1.3 The straight-line development 

L s , 

— • 
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Figure 1.4 The curve development 

L 
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Ls= Individual Language System 
T=Time 
L=Language Level 

1.6 Research Innovation 

The first innovation of this research. Its research on meta4inguistic awareness based on 
different language families. Foreign research has shown that bilingual learners who are 
proficient in two languages wi l l show more cognitive advantages in meta4inguistic 
awareness when learning a third language than bilingual learners who are not proficient. 
However, these studies had been tested in which the first, second, and third languages 
belonged to the same language family (L1/L2/L3). This research is to test whether 
bilingual learners who learn the first language Tibetan (Sino-Tibetan language family) 
and the second language Chinese (Sino-Tibetan language family), followed by the third 
language English (Indo-European language family) still show the advantages in meta­
linguistic awareness (LI/L2+L3). Therefore, its research on meta-linguistic awareness 
based on different language families. The second innovation of this research. The Meta­
linguistic Awareness Test (MAT) , designed by Italian psychologists, is introduced for 
the first time to test Tibetan primary school students' meta-linguistic awareness during 
the process of third language learning. The Meta-linguistic Awareness Test (MAT) is a 
widely recognized assessment tool used internationally to measure students' meta­
linguistic awareness, and is divided into three different types. MAT-1 is suitable for 
testing the children aged 4-6; M A T - 2 is suitable for testing students aged 9-13; and 
MAT-3 is suitable for testing adolescents or adults aged >=16. Therefore, the test results 
wi l l have a certain degree of international recognition. The third innovation of this 
research. It is the first research to study the learning process of English as a third 
language for Tibetan primary school students in China. A t present, there is no research 
on the advantages of meta-linguistic awareness in third language learning for Tibetan 
primary school students in the context of Tibetan-Chinese bilingual education. The 
previous research on Tibetan primary school students' third language learning have 
mainly focused on their emotions, attitudes and difficulties in learning English. 
Therefore, for ethnic minority students, identifying and utilizing the advantages of 
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meta-linguistic awareness that they gain from the bilingual education wi l l better help 
them learn the third language English, and explore the world with more confidence; for 
English teachers, making full use of students' strengths and weaknesses in meta­
linguistic awareness is of great importance to improve their English teaching quality 
and promote the development of English education in ethnic minority areas of China. 
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Chapter Two Literature Review 

2.1 Research on Bilingual Education 

2.1.1 The Definition of Bilingual Education 

Generally speaking, bilingual education is a teaching method that uses two languages 
for academic instruction. Unlike learning a second language as a subject, bilingual 
education utilizes both languages in different subjects, such as mathematics, art, science, 
and history. [ 1 4 ] A s different models of bilingual education determine the different times 
each language is used for teaching and learning, there is no academic consensus on the 
definition of bilingual education. Some of the viewpoints on this topic include the 
following aspects. 
Jack Richards defines bilingual education as "the use of a second or foreign language 
to teach academic subjects in school . " [ 1 5 ] This definition highlights the utilization of a 
second language, which is not the student's native language, as the primary medium of 
instruction for academic subjects. According to Torsten Husen, a Swedish educator and 
scholar, bilingual education is a teaching method where two languages are used to 
instruct non-language subjects, like science, social studies, mathematics and more. [ 1 6 ] 

In this regard, this definition also highlights the use of two languages for academic 
instruction, but specifically mentions that the languages are used for non-language 
subjects. Torsten Husen further explains that bilingual education should involve using 
a minimum of two languages in some teaching processes, without necessarily requiring 
their simultaneous use or use within the same term. Similarly, the Encyclopedia of 
Bilingualism and Bilingual Education defines bilingual education as the use of two 
languages for instruction in schools, including subjects like science, mathematics, 
social sciences, humanities, and others. In Education and Bilingualism, Miguel Siguan 
and Wil l iam F Mackey defines bilingual education as an educational system that 
employs two languages as media of instruction, where one language is often, but not 
necessarily, the student's native language.' 1 7 1 Garcia is a well-known expert on bilingual 
education, provides a more detailed understanding of bilingual education in 2011, 
where bilingual education involves the planned and systematic use of two languages in 
a student's education at school . [ 1 8 ] This includes using multilingual practices to enhance 
learning and communication, promote tolerance for linguistic differences, and foster an 
appreciation of language and bilingualism. Wang Binhua, a Chinese expert in bilingual 
education, it is defined as the practice of utilizing a second language as the medium of 
instruction for non-language subjects, such as chemistry, mathematics, chemistry, 
physics, history, and geography, either fully or partially, in schools.' 1 9 1 Zhu Pu, a 
Chinese scholar, defines bilingual education as the study of typical school subjects, such 
as literature or history, in another language, such as Eng l i sh . [ 2 0 ] According to Wang 
Benhua's definition, bilingual education is a planned and systematic use of two 
languages in a student's education at school. This approach integrates a second language 
as the primary medium of instruction for non-language subjects, such as science, math, 
physics, history, chemistry, and geography, either fully or partially. Bilingual education, 
as defined earlier, can aid in the development of students' language proficiency in 
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writing, speaking, listening, and reading in a second language, which can enhance their 
ability to communicate with others, excel in academic subjects, and increase their 
chances of success in the future. 
In China's ethnic minority areas, bilingual education system is practiced, which entails 
the instruction of academic subjects in two languages: the language of the ethnic 
minority and Chinese, the country's official language. This type of education is 
considered an essential component of China's ethnic education. On the one hand, some 
scholars believe that bilingual education in ethnic minority areas involves teaching 
academic subjects using two languages. They suggest that the instruction should begin 
with the ethnic minority language, and gradually transition to Chinese as a second 
language. This is often called "transitional bilingual education", which gradually 
transitions students from using their native language to using second language as the 
primary language of teaching. On the other hand, other scholars point out that the phrase 
"bilingual education" describes imparting academic material in two languages. The 
amount of each language used can vary based on the program model. A s a result, 
Chinese scholars generally agree that bilingual education in ethnic minority areas 
involves teaching two languages, the native language and the national official language 
Chinese, with the aim of cultivating bilingual and bicultural talent to promote exchange, 
communication, harmonious coexistence, and common prosperity among all ethnic 
minority groups in China. 
In conclusion, the following characteristics of bilingual education can be summarized 
from the existing literature. Firstly, bilingual education refers to the language teaching 
system used in language teaching activities, and only when a school stresses the use of 
two languages for non-language teaching can it be considered bilingual education. 
Secondly, bilingual education typically prioritizes the enhancement of students' 
language skills, with a special emphasis on improving second language skills. Thirdly, 
to implement bilingual education, it is necessary to have three essential elements, 
teachers who are proficient in both languages, students who are capable of learning in 
both languages, and teaching materials that are suitable for bilingual education. Without 
any of these three elements, the effectiveness of bilingual education wi l l be greatly 
reduced. 
2.1.2 The Theoretical Framework of Bilingual Education 
Before the 1970s, most academics believed that language competence was exclusively 
correlated with phonological, word, syntactic, and semantic understanding or that it 
referred to grammatical competence. Chomsky distinguished between language 
competence and language performance as a powerful refutation of this theory and the 
dominant behaviorist approach. But in response to Chomsky's view, Hymes proposed 
a different view, and argued that the content of language proficiency goes far beyond 
what can be covered by the concept of language competence, and he presented the 
concept of communicative competence, and believed that language competence is an 
aspect of communicative competence. [ 2 1 ] Hymes pointed out that adequate 
communication requires mastery of many codes, including verbal decoding and 
sentence decoding, and therefore, language proficiency is not solely about grammatical 
accuracy, but also encompasses the practical application of sentences in meaningful 
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communication. It includes learning how to use language effectively in real-world 
contexts in addition to knowing the grammatical rules. Although there is no consensus 
among applied linguists as to what constitutes "communicative competence" other than 
grammar, Hymes' view is still very influential. To be sure: everyone agrees that 
communicative competence can be defined, according to Chomsky's theory, as a system 
of rule sets that provide criteria for judging what is grammatical correctness, 
acceptability and propriety. Chomsky noted that language proficiency is a unique ability 
inherent to the human beings, which can be acquired by nearly all individuals except 
those with severe developmental delays. Thus, language is innate, and every normal 
person is born with a Language Acquisition Device ( L A D ) in the mind. This inherent 
capacity enables the individuals to acquire multiple languages, including first, second, 
and even third languages during their early development. 

Canale and Swain established a framework for communicative language proficiency 
based on Hymes' theory of communicative competence. They argued that 
communicative competence includes grammatical competence, discourse competence, 
sociolinguistic competence and strategic competence. Grammatical competence is the 
capacity to use vocabulary and grammatical rules to form grammatically correct 
sentences, and grammatical competence relates to the language itself and includes the 
ability to deal with the relationship between its phonology and semantics, as well as the 
ability to enable speakers to produce language that conforms to grammatical rules. 
Schachter noted that it is most reasonable to define communicative competence as 
consisting of grammatical competence and pragmatic competence. But Bachman put 
forward another point of view, and believed that language competence is more than just 
grammatical competence. Bachman studied the phenomenon of language use in 
different types of communication and proposed that communicative competence 
consists of two aspects: organizational competence and pragmatic competence. 
Organizational competence encompasses the understanding of linguistic units and the 
rules governing their arrangement to create coherent and cohesive texts; and pragmatic 
competence is the ability to use language effectively in appropriate language contexts. 
Among the many theories of language, Canale and Swain's model of communicative 
competence has influenced second language acquisition for a long time and since then 
there has been a consensus in second language research that communicative 
competence is identified as the goal of language teaching. However, regarding bilingual 
education, the Balance Theory, the Interdependence Hypothesis, and the Iceberg 
Theory are some of the more influential theories. 
2.1.2.1 The Balanced Theory 

The Balanced Theory was created by Jim Cummins, a distinguished researcher in the 
fields of bilingualism and second language learning. In the 1980s, Cummins developed 
the Balanced Theory to explain the relationship between a student's first language (LI ) 
and second language (L2) proficiency, and to guide language instruction for bilingual 
students. [ 2 2 ] According to the Balanced Theory, bilingual students who want to succeed 
academically in a second language must become proficient in both their L I and L 2 . 
Cummins argued that an excellent basis in the student's L I can facilitate the acquisition 
of the L 2 , as skills and knowledge can be transferred from one language to another. 
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Additionally, students need to develop proficiency in their L 2 to succeed in academic 
and social contexts where that language is dominant. 
The Balanced Theory highlights the significance of creating opportunities for bilingual 
students to enhance their language skills in meaningful contexts, like academic subjects 
or social interactions, instead of concentrating solely on isolated language instruction. 
The Balanced Theory has led to the development of "content-based language 
instruction" or "language across the curriculum" approach, which is commonly utilized 
in bilingual immersion programs. In the "content-based language instruction" approach, 
language instruction is integrated with content learning. Teachers utilize content from 
different academic subjects like math, science, or social studies, to teach linguistic 
abilities including reading, speaking, writing, and listening. This approach enables 
students to acquire language skills in a context that has relevance and significance for 
them and enhances their understanding of how language is utilized in academic and 
social situations. In addition, the Balanced Theory has significantly influenced 
language education policies and practices around the world, particularly in countries 
with large bilingual or multilingual populations. In Canada, the theory has influenced 
the development of bilingual education programs that aim to promote the maintenance 
and development of both official languages (English and French). Similarly, in the 
United States, the theory has informed the development of dual-language immersion 
programs, which strive to develop bilingualism and biliteracy among students. In this 
regard, the Balanced Theory has been essential in promoting a more inclusive and 
equitable approach to supporting bilingual students. This theory recognizes the 
linguistic and cultural diversity of students as an asset rather than a deficit, and stresses 
the importance of maintaining and developing both languages. A s a result, the Balanced 
Theory has had significant implications for a deeper comprehension of the relationship 
between a student's first language and second language proficiency, and has helped 
shape language education policies and practices worldwide. 
2.1.2.2 The Interdependence Hypothesis 

Cummins' Interdependence Hypothesis suggests that a student's proficiency in their 
first language can have a positive effect on their ability to learn a second language. [ 2 3 ] 

But Cummins further explains that this transfer of abilities or skills occurs only there is 
an interdependence between languages, with cognitive, academic, and social skills 
learned in one language being applied to the other language. [ 2 4 ] The Interdependence 
Hypothesis proposes that bilingualism can offer cognitive, academic, and social 
advantages to individuals. Research has found that bilinguals possess greater cognitive 
flexibility, better problem-solving skills, and increased meta-linguistic awareness 
compared to monolinguals. Moreover, studies have shown that bilinguals tend to 
perform better on measures of academic achievement and have a higher likelihood of 
completing higher levels of education. Furthermore, bilingualism can provide social 
advantages including heightened cultural awareness and the capacity to interact with a 
wider spectrum of individuals. Overall, these findings suggest that bilingualism is an 
asset that should be valued and promoted, and that language instruction should 
prioritize the development of students' proficiency in both languages. 
This theoretical framework also states that language proficiency involves two 

15 



interdependent components: Basic Interpersonal Communication Skills (BICS) and 
Cognitive/Academic Language Proficiency ( C A L P ) . " B I C S , which are essential for 
daily social interactions like conversing with peers, comprehending humor, and 
carrying out basic tasks, are typically acquired through regular exposure to the language, 
taking approximately two years to develop in students who are in a new language 
environment. C A L P , in contrast, pertains to the advanced language abilities needed for 
academic or cognitive purposes, such as comprehending academic texts, producing 
essays, and engaging in classroom discourse. Acquiring these skills necessitates a 
greater language proficiency and usually takes five to seven years for students learning 
a new language. This theoretical framework has the benefit of enabling a dynamic 
description of language level (See Figure 2.1). [ 2 5 ] 

Figure 2.1 The degree of contextual support and cognitive involvement in 
communicative activities 

Communication with low cognitive demands 
i 

First quadrant Third quadrant 

^ 

Language in Context- Language in Context-

embedded Situation reduced Situation 

Second quadrant Fourth quadrant 

Communication with high cognitive demands 

It reflects the extent to which students need contextual support to express a meaning or 
to understand a meaning. Cummins argued that there is a difference between language 
in context-embedded situation and language in context-reduced situation. [ 2 6 ] The 
language in context-embedded situation refers to the communication that is face-to-
face, students can actively negotiate their meaning, and language can be supported by 
nonverbal communication and contextual cues (e.g., nodding, gestures, intonation, eye 
contact, etc.). In this regard, students can receive the feedbacks in time when it is not 
understood. For example, two students who do not understand each other's language 
can communicate well because they can use gestures, facial expressions, body language, 
etc. while the language in context-reduced situation refers to the fact that the cues for 
communication come from the language itself and that participants can only identify 
the meaning of words by their own linguistic knowledge and common sense. Some 
language skills develop gradually as students' language skills improve. That is, the 
cognitive involvement in communication is reduced only when the language has 
reached a significant level of proficiency. For example, learning the phonemic and 
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syntactic aspects of the first language requires a great deal of cognitive involvement for 
children as young as 2 or 3 years old. These language tasks should belong to the second 
quadrant (context-embedded situation, communication with high cognitive demand). 
But after children's proficiency has reached a certain level, these language tasks 
transition from the second quadrant to the first quadrant (context-embedded situation, 
communication with low cognitive demand). In these four quadrants, the first quadrant 
is a relatively easy and this low level of communication that can be handled by "basic 
fluency" or "basic interpersonal communication skills". The fourth quadrant (context-
reduced situation, communication with high cognitive demands) is a relatively difficult 
and high level of communication, which requires more cognitive involvement. 
Although this dynamic model from Cummins has great practical relevance for teaching 
and learning languages, it is not perfect and is not rigorous enough in certain aspects 
and needs further improved. For example, Baker argued that Cummins' division 
between the "context-embedded support" / "context-reduced support" and "low 
cognitive demand" / " high cognitive demand" is unclear. [ 2 7 ] Although many scholars 
have taken a scientific approach to study bilingual theory and developed the best 
theoretical frameworks, language is complex and no theory is perfect. Therefore, every 
theoretical framework has shortcomings and is subject to criticism. 
2.1.2.3 The Iceberg Theory 

Visually, this concept is often illustrated using two icebergs that represent two 
languages, and share a common underlying proficiency or operating system beneath the 
waterline where they overlap. [ 2 8 ] The Iceberg Theory proposed by Cummins is also 
known as Common Underlying Proficiency (CUP) model, suggests there are shared 
underlying abilities or competencies between a bilingual learner's L I and L 2 , which 
contribute to proficiency in both languages. This model emphasizes the 
interdependence of language proficiency across both languages. The C U P model is 
often represented by two icebergs, where the visible parts represent the surface-level 
language proficiency in each language, and the submerged parts represent the shared 
underlying proficiency that overlaps between both languages (See Figure 2.2). [ 2 9 ] The 
iceberg theory consists of five main arguments: 

(1) . Irrespective of the language used by a bilingual learner, the process of language 
analysis, control, and utilization in various language skills, like speaking, writing, 
reading, listening, is governed by a single central operating system. Therefore, even i f 
a bilingual individual has attained mastery in two or more languages, they rely on a 
common underlying proficiency in their language skills. 

(2) . The human brain can accommodate and process several different languages 
simultaneously, which justifies the phenomenon of bilingualism or multilingualism. 
Handling two or more languages is not a difficult task for the human beings. 
(3) . Bilingual and multilingual learners can develop improved information processing 
skills, cognitive abilities, and academic success. Exposure to multiple languages can 
enhance their central processing system for language, resulting in better academic 
performance and overall success. 
(4) . The various cognitive challenges that students face in the classroom that make it 
essential for them to use a language in which they are highly proficient. 
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(5). The development of a learner's cognitive system can be aided by using a language 
to support linguistic functions including reading, listening, speaking, and writing. 
However, i f a student is not proficient or lacks skills in a second language, forcing them 
to use it can have a negative impact on their cognitive system. 

Figure 2.2 The iceberg analogy 

The Iceberg Analogy 

Cummins' Iceberg Theory provides insights into how the process of language 
acquisition and proficiency development works for bilingual individuals. It suggests 
that developing proficiency in one language can facilitate the development of 
proficiency in another language due to the presence of a common underlying 
proficiency or operating system for the language. This means that learners who have 
developed an excellent basis in L I can apply the cognitive processes and linguistic 
knowledge they have gained to the learning of L 2 . It emphasizes how crucial it is to 
invest in helping learners become proficient in a language as a basis for success when 
studying another language. Additionally, the theory also attaches the importance of 
promoting and maintaining bilingualism and multilingualism in individuals, as it can 
have positive impacts on their cognitive and academic abilities. B y being exposed to 
and learning multiple languages, bilingual and multilingual learners can better develop 
their information processing ability, executive function, and problem-solving skills. 
Furthermore, bilingualism and multilingualism have been associated with improved 
academic performance, higher levels of cognitive flexibility, and better job prospects in 
multilingual environments. Thus, it is crucial for language teachers and educational 
institutions to recognize and support the value of bilingualism and multilingualism in 
individuals. 

2.1.3 Research on Bilingual Education Abroad 
Foreign research on bilingual education has mainly concentrated on the model of 
bilingual education, with different scholars having different views. Bilingual education 
models include instructional methods, strategies, and practices that promote 
bilingualism and biliteracy by providing education in two languages, usually the 
students' native language and a second language. Generally, bilingual education models 
can be categorized into the following types: 

Firstly, the immersion bilingual education model. Immersion is a type of bilingual 
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education where academic subjects are taught in a language that is not the student's 
native language, typically referred to as their second language. [ 3 0 ] In other words, 
students spend all or most of their schooldays "immersed" in a second language. The 
second language is not only used as academic content, but also as the language of 
instruction for other subjects at school. In the 1960s, immersion bilingual education 
was introduced in Canada through the St. Lambert's Bilingual Education Experiment. 
This pioneering program utilized French as the language of instruction for primary 
school students whose first language was English, enabling them to learn various 
subjects in French while developing their language skills. In Canada, the types of 
immersion bilingual education can be classified based on the age at which students 
begin, including early immersion (infancy or kindergarten), delayed or mid-immersion 
(ages 9 to 10), or late immersion (secondary school level). According to the amount of 
time immersed in it, it gradually subdivided into two types, the total immersion and 
partial immersion. The total immersion is a type of bilingual education in which the 
entire class is instructed solely in the second language, without any use of the native 
language. For example, the English immersion program required in California, Arizona 
and Massachusetts in the United States is a total immersion program because the class 
is taught using only the students' second language, Engl i sh . [ 3 1 ] The partial immersion is 
a type of bilingual education in which both languages are used in the classroom. 
Typically, about half of the class time is devoted to learning the second language, while 
the other half is dedicated to instruction in the native language. Research suggests that 
students who participate in total immersion programs tend to achieve higher levels of 
proficiency in speaking, writing, reading, and listening the second language compared 
to those in partial immersion programs. Those who learn a second language through 
partial immersion, on the other hand, typically have a higher level of proficiency than 
those who just take standard language programs. 

Secondly, the maintenance bilingual education model. It the model of teaching in 
students' native language at the beginning of bilingual education, then gradually, some 
subjects are taught in the second language, while others still remain in native 
language. [ 3 2 ] In model of maintenance bilingual education, the goal can be to develop 
fluent and balanced bilingual proficiency - or even more, to offer the school curriculum 
in both languages. It is an effective model of language education, which teaching 
students' native language and second language at the same time. It differs from other 
models, like the "early exit" or "late exit" models, in that it emphasizes the continued 
instruction and development of students' native language even after they have gained 
literacy skills in a second language. A n d then, the maintenance bilingual education be 
further subdivided into two types, the static maintenance and the developmental 
maintenance. The former plans to maintain bilingual students' native language 
proficiency in order to prevent the weakening or loss of it with the learning of the 
second language, rather than to further improve their native language proficiency. On 
the contrary, the latter refers to aims to improve bilingual students' second language 
proficiency while improving their native language proficiency so that they can become 
truly bilingual and bicultural and achieve the ideal of multicultural coexistence and 
integration. 
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Thirdly, the transitional bilingual education model. It refers to the model of teaching 
partly or entirely in the students' native language at the beginning of bilingual education, 
and gradually transitioning to the second language. [ 3 3 ] The goal is language assimilation, 
which entails increasing the use of the majority language while proportionally reducing 
the use of the native language in the classrooms. The transitional bilingual education 
model states that students must first become fluent in their native language before 
becoming proficient in their second language, in which fluency is defined both as 
linguistic fluency (speaking) and literacy (reading and writing). It has been shown in 
several research that linguistic abilities picked up in the first language may be easily 
transferred to the second. In order to help students transition into a second language as 
quickly as possible, teachers need to instruct students in subjects like math and natural 
science in their native languages. This gives students the knowledge they need to 
succeed in these subject areas once they are placed in a second language classroom. 
Therefore, the transitional bilingual education model differs from the immersion 
bilingual education model, because the former temporarily allows students from 
language minorities to use their native language in the classroom. These students are 
taught in their native language for a period of time until they are considered competent 
to cope with mainstream language education. Transitional bilingual education model is 
subdivided into the two types, early-exit and late-exit. [ 3 4 ] Early exit is defined as a 
maximum of two years in native language teaching, and then followed by a transition 
to second language teaching. Late-exit is defined as about 40% of classroom teaching 
in native language until the 6th grade. The early-exit program aims to accelerate second 
language acquisition for integration into classrooms with native speakers as quickly as 
possible. In contrast, the late-exit program focuses on ensuring understanding of all 
content while maintaining the use of the student's native language, with a longer 
transition period for slower-paced acquisition of the second language. 
2.1.4 Research on Bilingual Education in China 

China has established bilingual education system in its ethnic minority areas, especially 
in places like Tibet, Xinjiang, Inner Mongolia, and Guangxi, where large ethnic 
minority populations reside. Bilingual education for ethnic minority students involves 
the instruction of two languages - the native language and the national official language 
of China, i.e., Chinese - from primary to secondary school levels. In accordance with 
this study, this section is specifically devoted to providing an extensive literature review 
on bilingual education in Tibetan areas. 
2.1.4.1 The Model of Bilingual Education in Tibetan Areas 

According to Chinese scholar Tie Shenglan's research in 2014, there are four models 
of bilingual education in China's Tibetan areas, which are: (1) teaching mainly in 
Tibetan, supplemented by Chinese; (2) teaching mainly in Chinese, supplemented by 
Tibetan; (3) teaching mainly in Tibetan and gradually transitioning to Chinese; (4) 
teaching in Chinese. [ 3 5 ]The bilingual education models of teaching mainly in Tibetan 
supplemented by Chinese, as well as teaching mainly in Tibetan and gradually 
transitioning to Chinese, are suitable for the Tibetan areas with a high concentration of 
Tibetan populations; while, the bilingual education models of teaching mainly in 
Chinese, supplemented by Tibetan, as well as teaching in Chinese are suitable for the 

20 



Tibetan areas with a high concentration of Han Chinese populations. 
According to Chinese scholars Wang Rong and Shang Ma ' s research in 2014, the 
implementation of bilingual education in China's Tibetans areas is divided into four 
stages. [ 3 6 ] (1) A t the preschool education stage, the language for teaching mainly in 
Tibetan, supplemented by Chinese; (2) A t the primary education stage, the maintenance 
bilingual education model is widely used. Tibetan students enter primary schools and 
are taught in Tibetan, and gradually some subjects are taught in Chinese, while other 
subjects are still maintained in Tibetan, which is to balance the use of two languages; 
(3) A t the secondary education stage, the transitional bilingual education model is 
widely used. Tibetan students enter secondary schools are taught in Tibetan, and then 
gradually transition to teach in Chinese. (4) A t the higher education stage, the 
immersion bilingual education model is widely used in Tibetan universities or colleges, 
the language for teaching in Chinese only, which is not the Tibetan students' native 
language. 
2.1.4.2 The Goals of Bilingual Education in Tibetan Areas. 
Colin Baker, a prominent scholar specializing in bilingual education, has proposed that 
the goals of bilingual education can vary and may not necessarily involve an equal 
emphasis on both languages in the classroom. [ 3 7 ] He highlights that the underlying 
philosophies and politics of education can result in various types of monolingual or 
bilingual education systems. Thus, the ten typical goals of bilingual education have 
been proposed by Baker in 2001 (See Table 2.1). [ 3 8 ] 

Table 2.1 Ten typical goals of bilingual education 

Varying Goals of Bilingual Education 

1. To assimilate individuals or groups into the mainstream of society. 
2. To unify a multilingual society. 
3. To enable people to communicate internationally. 
4. To provide language skills which are marketable, aiding employment and 

social status. 
5. To preserve ethnic and religious identity. 
6. To reconcile and mediate between different linguistic and political 

communities. 
7. To spread the use of a colonial language. 
8. To strengthen elite groups and preserve their position in society. 
9. To give legal equality to languages that have unequal status in society. 
10. To deepen understanding of language and culture. 

According to this, the ultimate goal of bilingual education should be fluency and 
literacy in both languages through different strategies. Bilingual education in China's 
ethnic minority areas aims to achieve various goals, such as improving the quality of 
ethnic education, promoting equal educational opportunities for ethnic minority 
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students, fostering students' bilingual and bicultural competencies, developing cross-
cultural communication skills, and contributing to national unity and social harmony. 
Additionally, it seeks to equip ethnic minority students with the essential knowledge 
and abilities to adapt to social and economic changes while retaining their unique 
cultural heritage, allowing them to fully participate in wider society. In this regard, 
Chinese scholars believe that bilingual education in Tibetan areas should aim to 
enhance the comprehensive language skills and cross-cultural communication abilities 
of Tibetan students, foster ethnic unity, reinforce national solidarity, and promote the 
overall development and common prosperity among all ethnic minority groups. 
In 2011, Chinese scholars Wang Jian proposed in his research that the goal of bilingual 
education in Tibetan areas should cultivate bilingual and bicultural talents who are 
proficient in Tibetan and Chinese. [ 3 9 ] Chinese bilingual educator Wang Binhua stated 
that the goal of bilingual education in Tibetan areas should enhance the native language 
proficiency of Tibetan students while also developing their comprehensive abilities in 
speaking, reading, writing and listening in the Chinese language. [ 4 0 ] Chinese famous 
educator Zhong Qiquan also believed that the goal of bilingual education in Tibetan 
groups should promote multilingual talent and support national, ethnic, and individual 
development in China, not to address the demands of ethnic assimilation. [ 4 1 ] In addition, 
other Chinese scholars suggest that the goal of bilingual education in China's Tibetan 
areas should facilitate the development of Tibetan students' cognitive and linguistic 
flexibility in order to effectively navigate the demands of a bilingual context. This 
entails equipping them with the skills and ability to switch between the both languages 
in accordance with the audience and the situation, and eventually cultivating their 
bilingual and bicultural competence to enable them to thrive in two languages. 
Therefore, bilingual education for China's ethnic minority groups should endeavor to 
instill a sense of patriotism and national self-confidence, as well as foster attitudes of 
respect, equality, and openness towards other cultures. In this regard, the goals of 
bilingual education in Tibetan areas are to improve the quality of ethnic education in 
China, to ensure equity in access to education for Tibetan students, to develop the ability 
of Tibetan students to adapt to social changes and to train bilingual and bicultural talents 
for the country. 

2.1.4.3 The Evaluation System of Bilingual Education in Tibetan Areas. 
The bilingual education evaluation system is specifically crafted to assess the efficacy 
and overall impact of bilingual education programs, with a view to promoting 
bilingualism and cultural awareness among students. B y using various methods and 
tools, such as language proficiency assessments, academic achievement assessments, 
program evaluations, student and parent surveys, and teacher evaluations, educators 
and policymakers can make informed decisions about the effectiveness of bilingual 
education programs and identify areas for further improvement. Therefore, the 
evaluation of bilingual education activities also involves many aspects. 
John A . Buggs, an expert in bilingual education, identified five key aspects that should 
be considered when evaluating bilingual education programs. [ 4 2 ] (1) Evaluating 
students' bilingual skills and academic performance in various subjects. The evaluation 
should include a comprehensive assessment of students' reading, speaking, writing and 
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listening skills in two languages, both before and after participating in the bilingual 
education program. (2) Evaluating students' interest, motivation, and attitudes towards 
bilingual activities is an essential part of assessing the effectiveness of bilingual 
education programs. Understanding students' perceptions and engagement with the 
program is vital, as these factors can significantly impact their learning outcomes. (3) 
Evaluating bilingual teachers' professional knowledge, teaching ability, language 
proficiency, and cultural competence is crucial to ensure effective implementation of 
bilingual education programs. (4) Evaluate various factors affecting bilingual education, 
such as various social, political, cultural factors and language environments, and 
bilingual educational resources as well as the support from students' parents. (5) When 
evaluating bilingual education programs, it is important to assess the program itself. 
Such as evaluating the program design, implementation, and outcomes is crucial for 
determining feasibility and effectiveness of the bilingual education programs. This 
helps identify areas for improvement and ensures that the program supports student 
success in bilingual education. 

According to research conducted by Chinese scholar L ian Wenbin in 2012, the 
evaluation of bilingual education in Tibetan areas mainly focuses on three aspects: 
evaluation of students' academic achievement, evaluation of the bilingual education 
program, and evaluation of students' intelligence and cognitive l eve l . [ 4 3 ] (1) Evaluation 
of students' academic achievement. It is divided into the evaluation of students' 
bilingual ability and academic achievements. The former concentrates on the evaluation 
of students' comprehensive ability of using both languages; the latter focuses on the 
evaluation of students' academic performance, for instance, the comparison of students' 
academic performance before and after participation in the bilingual education program 
and to verify whether the participation in bilingual education program improves 
students' academic level. (2) The evaluation of a bilingual education program aims to 
assess the program's design, implementation, and outcomes. This includes an 
evaluation of the program's goals, curriculum, instructional strategies, and assessment 
methods. It also includes an assessment of how the program is being implemented, 
including the quality of instruction, the support provided to bilingual teachers, and the 
availability of resources to support bilingual education. (3) Evaluation of students' 
intelligence and cognitive level aims to assess whether the program has a positive effect 
on their academic and cognitive abilities through intelligence and social psychological 
tests. The evaluation seeks to determine the effectiveness of bilingual education in 
improving students' intellectual and cognitive development. 

This study believes that the evaluation system of bilingual education in Tibetan areas 
of China should focus on the following aspects: (1) Language proficiency assessments 
are used in bilingual education programs to measure students' proficiency in their native 
language and the target language of instruction. These assessments help determine the 
progress students are making in developing language skills and can be used to evaluate 
the effectiveness of the program. (2) Academic achievement assessments evaluate 
students' progress in different academic areas, like math, natural sciences, and social 
humanities, and are used to assess the effectiveness of bilingual education programs in 
improving academic achievement. (3) Program evaluations aim to determine the 
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effectiveness of the overall bilingual education program by assessing factors such as 
curriculum, instructional strategies, and support services. (4) Student and parent 
surveys are a valuable source of feedback on bilingual education programs. These 
surveys can provide insight into the experiences of students and their families, and 
assist in locating potential improvement areas. (5) Teacher evaluations in bilingual 
education programs assess the effectiveness of teachers in delivering instruction and 
supporting student learning. These evaluations may include classroom observations, 
analysis of instructional materials and lesson plans, and feedback from students and 
other teachers. The goal is to determine the quality of instruction and identify areas 
where teachers may need additional support or potential improvement to better meet 
their students' needs. 

In conclusion, an all-encompassing assessment system can furnish vital insights into 
the efficiency of bilingual education initiatives, facilitating educators and policymakers 
in arriving at informed decisions and pinpointing areas for enhancement. B y 
scrutinizing factors such as program structure, execution, and results, as well as 
language proficiency, academic accomplishments, and teacher efficacy, educators and 
policymakers can identify the strengths and limitations of a program and take relevant 
measures to enhance it. This, in turn, can result in improved student outcomes and 
optimal utilization of resources for supporting bilingual education. 
2.1.4.4 The Professional Development of Bilingual Teachers in Tibetan Areas. 
The promotion of bilingual programs in Tibetan areas has brought to the critical issue 
of professional development for bilingual teachers, emerging as a prominent research 
topic in the field of bilingual education. Currently, the research on professional 
development of bilingual teachers in Tibetan areas has been divided into two aspects, 
the professional quality of bilingual teachers and the in-service training of bilingual 
teachers. 

Regarding the professional quality of bilingual teachers in Tibetan areas, Wang Jian, a 
Chinese scholar, identified in 2015 that it is primarily demonstrated through the 
following aspects. [ 4 4 ] (1) Bilingual teachers' ethnic view, which includes an awareness 
of both Han Chinese and Tibetan history, culture, and customs, is essential to their 
professional effectiveness. It influences the way they choose to teach, how they use 
pedagogy, and how they connect with students and parents. (2) Bilingual teachers' 
professional ethics, which includes upholding moral principles and values, like fairness, 
equity, and confidentiality, in the classroom. It impacts their relationships with students, 
parents, colleagues, and the community, and is crucial to their professional competence. 
(3) Bilingual teachers' professional knowledge and competence, which includes the 
mastery of bilingual knowledge and culture, pedagogical skills, and bilingual teaching 
strategies. They utilize these skills to facilitate student learning, create an inclusive 
learning environment, and use technology effectively. (4) Bilingual teachers' scientific 
research ability pertains to their capacity to conduct research, analyze data, and apply 
research-based instructional practices. It is important for their professional growth, 
development, and advancing the field of bilingual education. Other Chinese scholars 
have also pointed out that the professional quality of bilingual teachers in Tibetan areas 
must meet three requirements: (1) Necessary professional knowledge, such as ethnic 
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linguistics, modern linguistics, modern Chinese, pedagogy, psychology, and socio-
cultural knowledge; (2) Necessary teaching ability, such as the ability to organize 
bilingual teaching activity, the ability to accurately choose teaching contents and 
methods according to Tibetan students' needs, the ability to express and communicate, 
and the ability to scientific research; (3) Necessary teaching skills, such as the skills to 
reduce Tibetan students' psychological pressure, the skills to regulate classroom 
atmosphere, the skills to eliminate classroom distractions, etc. Zhou Jing, an expert in 
bilingual education in China, has identified the professional qualities of bilingual 
teachers in Tibetan areas as follows. The noble professional ideal of bilingual teachers 
mainly includes loyalty and love for the bilingual education, as well as strong 
motivation and confidence in the bilingual education. In addition, bilingual teachers 
should have a unique knowledge structure of bilingual education, which includes 
bilingual and bicultural basics, bilingual expertise, and knowledge of bilingual 
education science. High academic level of bilingual education mainly includes the 
teacher qualification certificate and related academic degree requirements. A n d the 
correct values and positive attitude toward bilingual education are the guidelines for 
bilingual teachers to act. 

With regard to the in-service training of bilingual teachers in Tibetan areas, in 2017, 
research conducted by Chinese bilingual educator Yang Wei revealed that in-service 
training for bilingual teachers in Tibetan areas can be divided into the following 
categories. [ 4 5 ] (1) The university-centered bilingual teacher training organized by the 
state. For example, during the winter or summer holidays, bilingual teachers from 
primary and secondary schools in Tibetan areas wi l l be sent to ethnic universities or 
colleges in mainland China for in-service bilingual training. The content of in-service 
bilingual training is mainly based on theoretical knowledge of bilingual education. (2) 
The bilingual teacher training organized by the local education department in Tibetan 
areas. For example, this kind of bilingual teacher training usually conducted on 
weekends or during holidays, and the training centers are usually set up around schools 
in Tibetan areas. (3) The school-based bilingual teacher training organized by the local 
schools. For example, this kind of bilingual teacher training is organized by local 
schools in Tibetan areas. The school employs bilingual education experts to come to 
the school to conduct bilingual training for bilingual teachers, and the training is usually 
conducted on weekends. 

2.1.4.5 The Types of Bilingual Teaching Materials in Tibetan Areas. 
Bilingual teaching materials primarily include bilingual textbooks, which play a vital 
role in the bilingual teaching process. In addition, bilingual reading materials are also 
considered an important part of bilingual teaching materials. So far, there are four types 
of bilingual teaching materials in Tibetan areas with three value orientations: 
knowledge-centered, activity-centered, and learning experience centered. 
Bilingual teaching materials in Tibetan areas can be subdivided into four types: uniform 
bilingual teaching materials, translated bilingual teaching materials, school-based 
bilingual teaching materials and bilingual reading materials. (1) Uniform bilingual 
teaching materials refer to bilingual textbooks that are compiled by the national 
bilingual education department in accordance with the uniform bilingual curriculum 
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standards.1 ' (2) Translated bilingual teaching materials are bilingual textbooks that are 
translated by school districts from the national mainstream textbook written in Chinese 
into Tibetan and Chinese. These materials are translated in order to better serve students 
with Tibetan language backgrounds where no suitable bilingual textbook is available. 
(3) School-based bilingual teaching materials refer to the development and compilation 
of bilingual teaching materials by each school, with the approval of the local school 
district. This process involves hiring experts in bilingual teaching materials, and 
organizing bilingual teachers, parents and students to participate in the compilation, 
implementation, and evaluation of the materials. [ 4 7 ] The development of such bilingual 
teaching materials typically involves the collection of extensive data from multiple 
sources, particularly those related to ethnic minority languages. (4) Bilingual reading 
materials refer to course supplementary reading materials designed for Tibetan students, 
which are written in both Tibetan and Chinese languages. They are mainly used by 
bilingual teachers to organize classroom readings and discussions, and by Tibetan 
students to read independently inside and outside the classroom. [ 4 8 ] 

The development of bilingual teaching materials in Tibetan areas has gone through 
three value orientations, which have influenced the overall approach to designing and 
implementing these materials. Firstly, the knowledge-centered bilingual teaching 
material. Before the end of the 19th century, it was influenced by the traditionalist 
educational views such as Comenius' pansophic education theory of "teaching all 
knowledge to all people". The pansophic education theory is one of the important 
theories of Comenius: that everything must be taught to everyone, as a guiding basis 
for education, something like universal education. This kind of value orientation was 
also influenced by Herbart's intellectualism education theory and Bacon's "Knowledge 
is power". In the early days, the bilingual teaching materials in Tibetan areas were based 
on the knowledge-centered, and bilingual teaching materials were considered to be the 
carriers of bilingual and bicultural knowledge. This knowledge-centered places special 
emphasis on the logical and systematic nature of language knowledge. Thus, under the 
influence of this value orientation, the main task of bilingual teachers is to teach 
bilingual and bicultural knowledge in a systematic and planned manner, while the main 
task of Tibetan students is to learn bilingual and bicultural knowledge. Secondly, the 
activity-centered bilingual teaching materials. During the close of the 19th and the start 
of the 20th centuries, the great educator John Dewey's modernist education ideas 
gradually came to dominate the educational world. Dewey believed that teaching in 
schools should be student-centered, and students should be organized to participate in 
a variety of activities. Students can only acquire knowledge by participating in various 
activities related to social life at school, and knowledge permeates these activities. A s 
a result, the value orientation of bilingual teaching material in Tibetan areas has 
changed fundamentally under this educational philosophy. Bilingual teaching materials 
became the carrier of various bilingual activities in schools, which was conducive to 
bilingual teachers organizing bilingual activities and motivating Tibetan students' 
interest and enthusiasm in learning activities. Thirdly, the learning experience centered 
bilingual teaching materials. Since the middle and late 20th century, constructivist 
learning theory has gained popularity with its unique view. Constructivist theory holds 
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that students actively participate in their learning and their experiences help them build 
their knowledge. This approach emphasizes the importance of students' existing 
knowledge and encourages their active engagement in the learning process. Based on 
the constructivist learning theory, the development of bilingual teaching materials in 
Tibetan areas considers the existing experiences of Tibetan students as a foundation. 
The focus is to cater for Tibetan students' actual needs and, to the greatest extent feasible, 
supporting their developmental demands. 

2.2 Research on Meta-linguistic Awareness 

2.2.1 The Definition of Meta-linguistic Awareness 
Meta-linguistic awareness, or meta-linguistic ability, is the conscious reflection on the 
nature of language, including the ability to focus attention on language itself and 
evaluate it as a form of meta-cognition. The concept of meta-linguistic awareness is 
valuable in elucidating how linguistic knowledge is applied and transferred across 
different languages; it sheds light on phenomena such as code-switching and translation 
among bilingual individuals. ' 4 9 1 Hence, meta-linguistic awareness differs from simply 
engaging in regular language operations, as it involves a conscious process of language 
use and the exercise of relevant control. Meta-linguistics expresses and manifests itself 
in following ways. [ 5 0 ] 

(1) Code-switching, the conscious switching between different languages in a 
conversation, showcases bilingual individuals' meta-linguistic awareness of distinct 
linguistic systems and their ability to navigate between them. 
(2) Translation, facilitated by meta-linguistic awareness, allows bilinguals to 
consciously and strategically translate one language into one another, utilizing their 
comprehension of the structures and meanings of both languages. 
(3) Meta-linguistic comments, offered by those with meta-linguistic awareness, involve 
providing feedback or comments on language use, grammar, or vocabulary, 
demonstrating their capacity to reflect on and evaluate language. 
(4) Language analysis, which is motivated by meta-linguistic awareness, is the capacity 
to consider and evaluate the rules, structures, and patterns of language beyond its simply 
communicative usage. 
(5) Language play, a manifestation of meta-linguistic awareness, can be seen in creative 
expressions like wordplay, jokes, or puns, demonstrating an individual's understanding 
of language at a meta-level. 
Cazden was one of the first researchers to define meta-linguistic awareness. She pointed 
out that meta-linguistic awareness is a special form of linguistic expression that exists 
in language, a special cognitive demand that is more difficult to acquire than listening 
and speaking. [ 5 1 ] Although the concept defined by Cazden illustrated that meta­
linguistic awareness is distinct from speaking and listening, she did not point out the 
special cognitive needs associated with this language function. Cummins defined meta­
linguistic awareness as an ability to analyze language output, and he thought meta­
linguistic awareness makes language structure as the center of one's attention rather 
than its literal meaning. [ 5 2 ] Thomas defined meta-linguistic awareness as the ability to 
reflect and evaluate language based on language itself. [ 5 3 ] This concept explains, to 

27 



some extent, how language is organized and applied. Another possible claim made by 
Tunmer is that meta-linguistic awareness and meta-linguistic competence are different 
from other kinds of language development, and that these meta-linguistic abilities are 
entirely distinct from the acquisition and development of fundamental speaking and 
listening abilities. [ 5 4 ] According to Tunmer's argument, meta-linguistic competence is 
necessarily different from linguistic competence. 

Figure 2.3 The structure of meta-linguistic awareness 
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Numerous studies have demonstrated that meta-linguistic awareness is related to 
student's language-related activities such as spelling, reading, speaking, and writing, 
and therefore meta-linguistic awareness has always been an important element in the 
study of student's cognitive development. Meta-linguistic awareness is often 
understood as involving cognitive control, which includes selecting and coordinating 
relevant information for comprehending language manipulation, as well as analyzed 
knowledge, which entails recognizing the meaning and structure of manipulated 
language (See Figure 2.3). [ 5 5 ] A s opposed to intuitive knowledge, analyzed knowledge 
in the context of meta-linguistic awareness refers to knowing that is explicit and 
objective, while cognitive control involves the selection and coordination of 
information, typically within a certain timeframe. [ 5 6 ] For instance, in a given 
proposition, a sentence with wordplay, meta-linguistic awareness comes into play in 
several steps. One must control the selection and coordination of relevant information 
in that proposition and then analyze the information in order to decipher it. According 
to Bialystok and Ryan, mastering meta-linguistic awareness requires a 'high degree' of 
manipulation of two dimensions (analytical knowledge and cognitive control). [ 5 7 ] In 
this regard, meta-linguistic awareness is a cognitive skill that transcends specific 
languages and can be developed and applied across different languages an individual is 
exposed to or proficient in. It involves reflecting on various aspects of language, such 
as phonology (i.e., sound system), word structure, syntax (i.e., grammar rules), and 
pragmatics (i.e., language use in context). For instance, individuals with meta-linguistic 
awareness can critically analyze and manipulate these linguistic components in multiple 
languages they are familiar with. 
2.2.2 Research on Meta-linguistic Awareness Abroad 

In the past two decades, the research on meta-linguistic awareness in foreign countries 
has been more in-depth, and achieved many valuable results. From the current research 
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status, researchers have mainly focused on the categories of meta-linguistic awareness. 
It includes phonological awareness, word awareness, syntactic awareness and 
pragmatic awareness 
2.2.2.1 Phonological Awareness 
Phonological awareness, the awareness of the sound structure of words, is a reliable 
indicator of students' vocabulary spelling abilities, and it is also a prominent area of 
focus in language studies and literacy instruction. [ 5 8 ] Phonological awareness is a meta­
linguistic ability that involves conscious attention to and contemplation of language 
structure, particularly as it relates to speaking and listening. [ 5 9 ] It is a component of the 
broader phonological processing system, which encompasses various abilities related 
to language processing. Phonological awareness differs from other phonological 
abilities in that it specifically involves meta-cognition and requires individuals to 
consciously reflect on and manipulate the sounds and structure of language. Thus, 
phonological awareness, the ability to recognize and process sounds in spoken language, 
forms the basis for decoding, blending, and ultimately, word spelling. 
Phonological awareness includes the detection and manipulation o f sounds at three 
levels: (1) syllables, (2) onsets and rimes, (3) phonemes (See Figure 2.4). Syllables are 
organizational units of speech sounds, typically consisting of a syllable nucleus (often 
a vowel) with optional initial and final margins (usually consonants). Syllables are 
regarded as the phonological "building blocks" of words. For instance, the word 
"banana" has three syllables: ba-na-na. The onset is the initial consonant or consonant 
cluster of a syllable, while the rime consists of the vowel and any consonants that follow. 
For instance, in the word "cat," the onset is the consonant fkl and the rime is "at," which 
includes the vowel /be/ and the final consonant /t/. The onset and rime are significant 
components of phonological awareness, aiding individuals in breaking down and 
manipulating the sounds within words. The phoneme is a unit of sound that 
distinguishes words from one another in a language. Phonemes are fundamental in the 
sound system of a language, and changes in phonemes can alter word meanings. For 
instance, the word "cat" consists of three phonemes: /k/, /ae/, and It!. Hence, 
phonological awareness includes four main levels, word level, syllable level, onset-
rime level, and phoneme level. At the word level, the main task is to identify the words 
in a sentence, such as identify the single words in a given sentence, combine single 
words into a compound word, break up a compound word into two single words, and 
remove a single word from a compound word. A t the syllable level, the main task is to 
combine syllables into a single word, break up a single word into syllables, and remove 
a syllable from a single word. A t the onset-rime level, the main task is to identify the 
rhymes in a single word, combine the onset with the rime to form a single word, and 
break up a single word into onset and rime. A t the phoneme level, the main task is to 
identify the sounds in a single word, combine sounds into a single word, and break up 
a single word into sounds. Fluency in word and text reading depends on these basic 
skills: like phonological awareness, phonics and decoding, and word recognition. 
Therefore, phonological awareness encompasses a range of abilities, such as 
recognizing rhyming words, counting syllables in names, identifying alliterations, 
segmenting sentences into words, and determining syllable count in words. It can be 

assessed using a phonemic segmentation task, although using a non-graphic, non-word 
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syllable test may yield more accurate results.1 ' Some linguistic scholars have noted 
that phonological awareness develops in different levels. The low level involves 
awareness of syllables and onset-rime segments, where students learn to recognize and 
manipulate these units. Subsequently, students develop the ability to blend and segment 
individual phonemes, which is a higher level of phonemic awareness. The capacity to 
substitute, reverse, and delete phonemes from a word is a sign of high-level phonemic 
awareness. This higher level of phonemic awareness continues to develop even beyond 
fifth or six grade. 

Figure 2.4 The structure of phonological awareness 

Due to phonological awareness involves a range of skills that develop over time and 
are essential for vocabulary spelling and learning, and is also central to sentence 
decoding and text comprehension. Therefore, the research related to phonological 
awareness is divided into two aspects. The first is the research on correlation between 
the development of phonological awareness and student's vocabulary spelling ability. 
The second is the research on correlation between the development of phonological 
awareness and student's vocabulary learning ability. 
The research results indicated that phonological awareness is positively correlated with 
students' vocabulary spelling ability, and the phonological awareness training is crucial 
for the improvement of students' vocabulary learning ability. Firstly, Cisero studied 
bilingual students with Spanish as the first language and English as the second language 
and found that Spanish-speaking students can transfer their phonological awareness 
skills from the first language to the learning of new vocabularies in the second language, 
English. Study has also shown a significant correlation between Spanish-speaking 
students' phonological awareness skills and their vocabulary spelling ability in English, 
suggesting that phonological awareness in the first language can influence abilities in 
the second language learning as w e l l . [ 6 1 ] In 2009, Jason et al. studied 130 bilingual 
students whose native language was Spanish and the second language was English, and 
confirmed the phonological awareness of students' native language have cross-
linguistic impact on the learning of new vocabularies in a second language; it also have 
been found that students' phonological awareness in native language can be effectively 
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transferred to the second language learning and have a beneficial effect on their 
vocabulary spelling abil i ty. [ 6 2 ] In 2017, K i m ' s study examined the correlation between 
phonological awareness and vocabulary knowledge in second language learners. The 
results revealed a positive correlation between phonological awareness and vocabulary 
knowledge, indicating that higher levels of phonological awareness were correlated 
with higher vocabulary abilities in second language learners. In 2019, according to a 
study by Chinese linguistic scholar Wang Benhua, Chinese primary school students 
whose native language is Chinese and learn English as a second language showed that 
their phonological awareness in their native language can effectively influence their 
vocabulary spelling in second language learning, Engl i sh . [ 6 3 ] In 2020, Chinese scholar 
Yao Yuanyuan found that phonological awareness in meta-linguistic awareness 
influence rapid naming and vocabulary recognition in second language English. She 
noted that in the early stage, students use phonological awareness to spell words, in the 
middle stage, students use orthographic awareness to decode words, and in the later 
stage student use morpheme awareness to recognize words. Moreover, a comparative 
study conducted by Chinese scholar Zhang investigated the role of phonological 
awareness in the reading development of Chinese and English students. The study 
revealed that phonological awareness played an essential part in both languages, with 
similar patterns observed in Chinese and English. Specifically, higher levels of 
phonological awareness were correlated with increased vocabulary spelling abilities in 
two groups of students. 

In conclusion, from the above studies we can see that the phonological awareness 
abilities in an individual's native language can significantly impact their proficiency in 
learning new words in a second language. Strong phonological awareness skills in the 
native language can serve as a foundation for acquiring similar skills in a second 
language, leading to improved accuracy in pronunciation and sound recognition. 
However, it's crucial to note that language acquisition is influenced by various factors, 
including exposure, motivation, and learning style, in addition to phonological 
awareness. These elements play pivotal roles in the overall process of language 
acquisition and should be considered holistically when examining language learning 
outcomes. 

2.2.2.2 Word Awareness 
Word awareness involves understanding that phrases or sentences are made of 
individual words and the ability to manipulate words within phrases or sentences, 
including tasks such as playing with compound words. According to Bialystok, word 
awareness refers to the degree to which students can comprehend that words are the 
fundamental units of meaning in language and have an understanding of the nature of 
words. [ 6 4 ] In 1984, Bowey and Tunmer identified three components of word awareness, 
which include: understanding words as language units, recognizing words as arbitrary 
language symbols, and being aware of the term "word awareness" itself. [ 6 5 ] The first 
aspect of word awareness entails recognizing that phrases or sentences are made up of 
individual words, each with its own specific meaning; the second aspect of word 
awareness involves recognizing that words are arbitrary symbols used in language, 
meaning that their meanings are conventionally associated with them and not inherently 
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linked; the third aspect of word awareness involves being aware of the concept of "word 
awareness" itself, which entails recognizing and understanding the term "word 
awareness" as a linguistic construct used to describe the understanding of words as units 
of language and arbitrary symbols. These three components work together to increase 
an individual's word awareness, which is a necessary component of language 
development and is crucial for the development of literacy abilities. 
According to the concept of meta-linguistic awareness, word awareness consists of 
three parts, first, awareness of word ambiguity; second, awareness of words formation, 
and third, awareness of part of speech (See Figure 2.5). Word ambiguity refers to a word 
having multiple meanings within the language to which it belongs. For example, 
consider the sentence "after taking a shot with his bow, the archer took a bow." In this 
sentence, both instances of "bow" are nouns, but they have different meanings. The first 
"bow" refers to a type of weapon used for hunting, while the second "bow" refers to a 
gesture of ending a performance. This illustrates how word ambiguity can arise when a 
single word has multiple meanings depending on its context. Word formation refers to 
the process of creating or changing words in a language. It includes forming new words 
through processes such as affixation, compounding, blending, conversion, and more. 
For instance, "official," "officer," and "unofficial" are all derived from the base word 
"office" using different word formation processes. Understanding word formation is 
crucial for developing vocabulary and language skills, as it involves comprehending 
how words can be formed and transformed in a language. Regarding the part of speech, 
it refers to a category of words that share similar grammatical characteristics. For 
instance, in English, common parts of speech include nouns, verbs, pronouns, 
adjectives, conjunctions, adverbs, prepositions, interjections, numbers, articles, and 
determiners. Understanding the different parts of speech is necessary for grasping the 
nuances of language, as it involves comprehending the grammatical properties 
associated with each word category. 

Figure 2.5 The structure of word awareness 

W o r d 
a m b i g u i t y 

» * 

W o r d ^^^M^ P a r t 
f o r m a t i o n 

• ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ 

In language learning, proficient reading ability is vital for academic, economic, and 
social success. Reading involves constructing mental representations of written 
language by deciphering the meaning of words at different levels, including individual 
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words, sentences, and texts. The process of learning how to read depends to a large 
extent on the analysis of language knowledge and the control of language processing, 
that is, control over the knowledge required and control in language form to extract its 
meaning. A s a result, phonological awareness and word awareness work in tandem to 
facilitate language learners in processing, comprehending, and utilizing the components 
of the language they are using. B y reviewing the relevant literature, studies on students' 
meta-linguistic skills have focused on word awareness and its contribution to reading 
ability. 

Many studies have found that word awareness in meta-linguistic awareness is positively 
correlated with students' reading ability and word awareness also can predict students' 
reading levels. In a study conducted by Lonigan et al. in 2000, it was found that word 
awareness was a significant predictor of reading level in 5-6-year-old children. 
Specifically, higher levels of word awareness were associated with greater proficiency 
in reading texts that contained more challenging vocabulary. It indicates that word 
awareness plays a crucial role in early reading development and can impact a child's 
ability to effectively navigate texts with varying levels of vocabulary complexity. [ 6 6 ] In 
2015, a study conducted by Sun Bing et al., the correlation between meta-linguistic 
awareness and English reading ability in junior high school students was examined. The 
results showed a positive correlation between word awareness and English reading 
ability in this population. Furthermore, both word awareness and syntactic awareness 
were found to significantly predict the English reading level of junior high school 
students. [ 6 7 ] Above findings indicate that fostering word awareness and syntactic 
awareness may play a crucial role in enhancing English reading ability among junior 
high school students. In a study conducted by Zhang et al. in 2017, the correlation 
between word awareness and reading comprehension was examined in junior high 
school students, both with and without dyslexia. The findings revealed that word 
awareness, specifically the abilities to segment and blend sounds in words, significantly 
predicted reading comprehension level in both groups of students. This suggests that 
word awareness, particularly the skills related to segmenting and blending sounds, 
plays a significant part in reading comprehension for junior high school students, 
regardless of whether they have dyslexia or not. Moreover, in a study conducted by 
Chen et al.in 2019, the correlation between word awareness, syntactic awareness, and 
reading comprehension in Chinese junior high school students. The study's findings 
indicate that word awareness and syntactic awareness are crucial language skills that 
positively impact reading comprehension in the context of the English language. In a 
recent study conducted by Jiayuan Zheng in 2021, the correlation between meta­
linguistic awareness and English reading ability in junior high school students was 
examined. The findings revealed that phonological awareness in meta-linguistic 
awareness was not significantly correlated with students' English reading ability. 
However, word awareness in meta-linguistic awareness was found to be a significant 
predictor of students' English reading levels. This suggests that word awareness may 
play a more influential role in English reading ability among junior high school students 
compared to phonological awareness. [ 6 8 ] 

In conclusion, word awareness, including phonological and morphological awareness, 
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along with syntactic awareness, are crucial factors that influence reading ability among 
junior high school students. These factors have been shown to significantly predict 
reading comprehension in junior high school students, regardless of their dyslexia status 
and language of instruction (e.g., English or Chinese). Therefore, it is important to 
prioritize the improvement of word awareness and syntactic awareness abilities in 
language learning and literacy instruction for junior high school students in order to 
enhance their reading ability and overall language proficiency. Further research in this 
area can provide valuable insights into effective strategies and interventions to improve 
reading comprehension and language skills in junior high school students. 
2.2.2.3 Syntactic Awareness 

Syntactic awareness is the ability to reflect on the grammar structure of language, in 
which the learner directs their attention from the meaning of the sentence to the 
structure of the sentence. It includes the capacity to understand and apply knowledge 
of grammar rules, sentence structure, and word order in both language production and 
comprehension. Syntactic awareness allows individuals to consciously manipulate and 
use syntactic structures in their speech and writing, as well as interpret and comprehend 
the syntactic features of language input. It is a fundamental element of language 
proficiency and essential for effective communication in a given language. Syntactic 
processing also includes the utilization of inferential and pragmatic rules that go beyond 
the surface-level structure of language. This involves understanding the intended 
meaning and context of a sentence, which may require learners to draw on their 
knowledge of word order and syntactic rules, as well as their understanding of 
contextual cues. For instance, when encountering sentences with ambiguous or 
complex syntax, learners may need to rely on their syntactic knowledge and contextual 
understanding to accurately interpret them. Syntactic processing thus involves the 
integration of syntactic rules with inferential and pragmatic cues for effective language 
comprehension. In this regard, syntactic awareness is the ability of students to monitor 
the relationships between words in a sentence for comprehension when speaking or 
reading or writing. Students can develop their syntactic awareness at an early age 
through exposure to spoken language, particularly through reading aloud or 
independently. Thus, as a meta-linguistic skill , syntactic awareness is distinct from the 
comprehension or construction of a sentence, because it focuses on the sentence 
structure rather than the sentence meaning (See Figure 2.6). [ 6 9 ] 

In 2016, Foorman, et al., noted that syntactic awareness facilitates the comprehension 
of how sentences work, and the meanings behind word order, structure, and punctuation; 
syntactic awareness allows individuals to analyze and comprehend the underlying 
syntactic structures or patterns in language, aiding their understanding of how sentences 
are constructed and convey meaning. [ 7 0 ] A s noted by Tunmer, syntactic structure 
typically consists of three components or parts: the phrase structure grammar, the 
transformation grammar, and the morphophonology. [ 7 1 ] The phrase structure grammar 
includes the rules for organizing words and phrases into hierarchical structures, such as 
noun phrases and verb phrases; the transformation grammar involves the rules for 
converting one type of syntactic structure into another, such as transforming declarative 
sentences into interrogative sentences or changing active voice to passive voice; the 
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morphophonology encompasses the changes in pronunciation or sound forms of words 
that occur based on their syntactic context, such as morphological changes in word 
endings, stress patterns, or other phonological adjustments. 

Figure 2.6 The structure of syntactic awareness 

Syntactic knowledge and syntactic awareness are relevant and helpful in improving the 
student's writing abil i ty. [ 7 2 ] Both are correlated but distinct constructs. Syntactic 
awareness involves assessing students' meta-linguistic awareness, or their ability to 
manipulate language as an object, while syntactic knowledge involves their ability to 
understand or produce various grammatical structures in a sentence. In 1988, Bowey 
and Patel explained that syntactic awareness as a meta-linguistic skill does not develop 
in isolation from syntactic knowledge, and that advanced syntactic knowledge may also 
emerge in students with more advanced syntactic awareness. [ 7 3 ] For instance, students 
may participate in tasks such as listening to sentences and identifying corresponding 
pictures, or generating sentences in oral or written language samples. These tasks assess 
their syntactic awareness by necessitating the use of meta-linguistic skills to 
comprehend or produce grammatically accurate sentences. 

Since the 21st century, research on syntactic awareness has primarily concentrated on 
examining the correlation between students' syntactic awareness and their writing 
abil i ty. [ 7 4 ] Plaza and Cohen's 2003 model provides insights into the correlation between 
word awareness, syntactic awareness, and writing ability. Their research findings 
highlight the close connection and mutual influence of these factors in the improvement 
of writing sk i l l s . [ 7 5 ] Plaza and Cohen's model proposes that word awareness and 
syntactic awareness serve as foundational elements that contribute to the development 
of writing ability. Writing ability encompasses various skills, such as vocabulary use, 
sentence construction, coherence, and organization. These two factors, word awareness 
and syntactic awareness, act as building blocks that enable writers to effectively 
organize their thoughts and ideas in writing. Plaza and Cohen's model posits that word 
awareness and syntactic awareness are crucial precursors to the development of 
proficient writing skills. Word awareness enables writers to select and use words 
effectively, while syntactic awareness allows them to construct sentences and 
paragraphs with proper grammar and syntax. These skills are integral to overall writing 
ability, enabling writers to express themselves clearly and effectively in written form. 
In a longitudinal study conducted in 2004, Muter et al. investigated the correlation 
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between phonological awareness, word awareness, syntactic awareness, and writing 
ability; it aimed to understand how these factors develop and interact over time in the 
context of writing skills, providing insights into their developmental trajectory and 
interplay. [ 7 6 ] The study found that phonological awareness and word awareness were 
more important in less difficult writing tasks, while syntactic awareness played a more 
prominent role in more challenging writing tasks. This suggests that the significance of 
different meta-linguistic awareness skills may vary depending on the complexity of the 
writing task. In 2008, Baoguo Chen and Yal i Chen conducted a study that examined the 
correlation between syntactic awareness, word awareness, and writing ability in 
primary school students in grades 2 and 4. The study sought to understand how these 
cognitive processes interact and influence writing skills in young students at different 
grade levels. [ 7 7 ] The results showed that for second graders, word awareness and 
syntactic awareness were found to be predictors of their ability to analyze language and 
interpret rules during writing tasks. However, for fourth graders, only syntactic 
awareness was found to significantly predict their ability to make grammatical 
judgments during writing tasks. This suggests that the role of word awareness and 
syntactic awareness may change as students develop academically, with syntactic 
awareness becoming a more prominent factor in grammatical judgments in writing 
tasks for students in the upper grades. In a 2021 study, L i and Ping examined the 
correlation between writing proficiency in English as a Second Language (ESL) among 
adult learners and syntactic awareness. The results of the study showed a strong 
relationship between syntactic awareness and writing abilities in English as a Second 
Language (ESL) among adult learners, proving that greater syntactic awareness was 
associated with superior writing abilities in the setting of adult E S L learning. 
In conclusion, research has consistently demonstrated the importance of syntactic 
awareness in the improvement of writing ability, along with other factors such as word 
awareness and phonological awareness in meta4inguistic awareness. These findings 
have been observed across various age groups, from primary school students to adult 
E S L learners. Syntactic awareness has been shown to predict writing quality, fluency, 
coherence, and grammatical judgments in different writing tasks. Therefore, 
recognizing the importance of syntactic awareness is crucial in writing instruction and 
language development programs. Further research in this field can provide insights into 
the specific mechanisms underlying the correlation between syntactic awareness and 
writing ability, and inform effective writing instruction practices. 
2.2.2.4 Pragmatic Awareness 

Pragmatic awareness is a relatively ambiguous field in the study of meta4inguistic 
awareness, which focuses on learners' awareness of language use in certain contexts. 
Pragmatic awareness is the ability to use and understand language in an appropriate 
manner, taking into account various social, cultural and contextual factors. It involves 
understanding the implicit meaning, intentions, and presuppositions behind language 
use, and adapting one's own language to achieve effective communication. Obtaining 
pragmatic awareness is a gradual and ongoing process that develops through various 
means. [ 7 8 ] (1) Language input: Exposure to diverse language input, including observing 
and listening to how others use language in different social and cultural backgrounds, 
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can contribute to the development of pragmatic awareness in learner. (2) Interaction: 
Engaging in meaningful communication allows learners to practice and refine their 
pragmatic skills by observing and adapting to different language uses and contexts. (3) 
Reflection and analysis: Reflecting on past language interactions and critically 
examining social and cultural norms helps learners develop a deeper understanding of 
pragmatic awareness. (4) Instruction: Explicit instruction and guidance on pragmatic 
principles, strategies, and cultural norms provide learners with a framework for 
understanding and using language in context. (5) Feedback: Receiving feedback from 
native speakers, language instructors, or peers helps learners refine their pragmatic 
skills. (6). Cultural exposure: Exposure to the target culture's customs, traditions, and 
social norms increases learners' awareness of the cultural context in which the language 
is used. (7). Contextualized practice: Engaging in role-plays, simulations, and real-life 
scenarios provides learners with opportunities to apply their pragmatic skills in context 
and develop their awareness of how language use varies in different situations. 
Some scholars believe that pragmatics includes pragmatic awareness and pragmatic 
output. [ 7 9 ] Pragmatic awareness includes two levels of meaning. Firstly, it includes an 
individual's awareness of the relationship between sentences and the quality of their 
context/relationship. This may encompass cognitive context, situational knowledge, or 
other details surrounding the discourse. Secondly, it involves knowledge of the rules 
and conventions that govern the appropriate use of language in a given communicative 
situation and among members of a linguistic community. With regard to pragmatic 
output, it refers to the appropriate use of the target language in a specific social and 
cultural context, demonstrating knowledge of the pragmatic rules and conventions that 
govern language use (See Figure 2.7). 

Figure 2.7 The structure of pragmatic awareness 

P r a g m a t i c s 

output 

In linguistics and allied fields, the study of pragmatics examines how context affects 
the meaning of language. It investigates the use of human language in social interaction 
and the dynamic relationship between interpreters and interpretations. Pragmatics 
encompasses a broad spectrum of phenomena, including implication, speech acts, 
relevance, dialogue, and non-verbal communication. [ 8 0 ] Theories in pragmatics are 
closely intertwined with semantic theories and syntactic theories, which examine 
sentence structure, principles, and relations. Understanding the intentional meaning of 
another speaker is known as pragmatic competence in pragmatics. [ 8 1 ] Pragmatic 

37 



competence, considered as a crucial aspect of pragmatic awareness, involves 
understanding the connection between discourse and the actions conveyed through 
language, as well as recognizing the contextual features that facilitate appropriate 
language use. The relationship between discourse and action is linked to the influential 
role of discourse, while context pertains to the sociolinguistic conventions that are 
pertinent to language use. Consequently, in addition to language users' conscious, 
reflective, and explicit knowledge of pragmatics, pragmatic awareness also refers to the 
understanding of social and cultural context-related aspects. 

Scholars have studied the pragmatic awareness and pragmatic competence mostly from 
the perspective of speech acts. In the study of pragma-linguistic competence in requests, 
conducted by Olshtain and Blum-Kulka , it was observed that advanced learners 
demonstrated the ability to vary the syntactic form of their requests; however, 
intermediate learners primarily relied on the use of the polite word "please". [ 8 2 ] The 
findings suggest that pragmatic awareness and language use in requests may vary 
among different proficiency levels of non-native speakers of English. Advanced 
learners are more likely to exhibit a greater range of pragmatic competence, while 
intermediate learners may rely on more formulaic strategies to convey politeness. In 
2005, Jorda conducted a study to investigate the pragmatic awareness and pragmatic 
competence of language learners. [ 8 3 ] Jorda's research indicated that pragmatic 
awareness and pragmatic competence were significantly associated with multilingual 
learning and played a significant role in improving learners' language proficiency. This 
suggests that understanding pragmatics and using pragmatic language appropriately in 
various contexts can contribute to overall language proficiency in multilingual learning 
situations. In 2008, L i u , et al., noted that pragmatic awareness and pragmatic 
competence can play an important function in assisting language learners in identifying 
and understanding social and cultural factors within a given context, and in using the 
target language appropriately in accordance with the specific social and cultural 
background. [ 8 4 ] In 2020, He Yang and Wei Ren's study found that pragmatic awareness, 
was significantly correlated with students' attitudes towards the second language 
learning and their expected learning effort. The findings suggest that higher levels of 
pragmatic awareness may be linked to positive attitudes towards the second language 
and increased motivation to invest effort into the learning process. This demonstrates 
how pragmatic awareness may influence students' motivation and attitudes toward 
learning a second language. 

In conclusion, pragmatic awareness and competence are essential factors in language 
acquisition and usage, particularly in cultural and social settings. Advanced learners 
tend to exhibit higher pragmatic competence, while intermediate learners may rely on 
more formulaic strategies. Pragmatic awareness and competence are effective in 
helping learners recognize social and cultural factors and use the target language 
appropriately. Moreover, attitudes towards the second language acquisition, and 
expected learning effort are significantly correlated with pragmatic awareness. In this 
regard, developing pragmatic awareness and competence can contribute to improved 
language proficiency and effective communication in multilingual contexts. 
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2.2.3 Research on Meta-linguistic Awareness in China 
The research on meta-linguistic awareness in China started towards the end of the 
twentieth century, and due to its relatively late involvement, the results of research have 
been fewer and less in-depth compared to other fields. Currently, research on meta­
linguistic awareness in China primarily focuses on two fields: the meta-linguistic 
awareness of English majors in colleges or universities, and the correlation between 
meta-linguistic awareness and reading ability among junior high school students. 
Firstly, within the context of English majors, meta-linguistic awareness refers to their 
understanding of the English language and their ability to analyze and manipulate its 
linguistic features. It involves the ability to reflect on the structure, form and function 
of language, and to use this ability to analyze and deal with language in different 
contexts. Studies on meta-linguistic awareness among English majors in China has been 
conducted in diverse contexts, including different universities or colleges, ethnic groups 
and educational settings. These studies aim to investigate the level of meta-linguistic 
awareness among English majors, identify influential factors in its development, and 
explore implications for language teaching and learning. The results of these studies 
may vary depending on the context and research design, but some general findings 
related to the meta-linguistic awareness of English majors in China's universities or 
colleges may include the following aspects. (1) Higher language proficiency: English 
majors with advanced English language skills tend to show higher levels of meta­
linguistic awareness, as their proficiency and exposure to English may facilitate their 
understanding of the language's linguistic features. (2) Language exposure and usage: 
English majors who experience English in diverse contexts and actively use it for 
communication and academic purposes may develop high levels of meta-linguistic 
awareness, as they have increased chances to analyze and manipulate language features 
in real-world settings. (3) Formal education and instruction: English majors who 
receive explicit instruction on language structure, form, and meaning through formal 
education and pedagogical approaches that emphasize meta-linguistic awareness may 
show higher levels of meta-linguistic awareness compared to those who do not receive 
such formal education. (4) Language background: English majors with a native 
English-speaking background or prior exposure to English as a first language may show 
higher levels of meta-linguistic awareness compared to those who have learned English 
as a second or foreign language. (5) Contextual factors: Cultural, social, and educational 
contexts may also impact the improvement of meta-linguistic awareness among English 
majors, as language learning is influenced by the specific context in which it occurs. 
It's important to note that findings on the meta-linguistic awareness of English majors 
may vary depending on the specific context and research design. Further research is 
needed to comprehensively understand the meta-linguistic awareness of English majors 
and its implications for language teaching and learning in diverse contexts. 
Several studies have been conducted on the meta-linguistic awareness of English 
majors in China's universities or colleges. In 2010, L i Jiang conducted a study on the 
correlation between meta-linguistic awareness and second language proficiency among 
English majors in colleges. [ 8 5 ] The study sought to examine the correlation between 
meta-linguistic awareness and second language proficiency among English majors in 
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colleges. The results may provide insight into the potential impact of meta-linguistic 
awareness on second language learning and proficiency development in college settings. 
In 2014, L i u conducted a study on meta4inguistic awareness ( M L A ) and language 
learning strategies ( L L S ) of English majors in Chinese universities. [ 8 6 ] The study 
reveals that English majors demonstrate moderate M L A levels and utilize diverse L L S , 
with cognitive strategies being prominent. Higher M L A levels are positively associated 
with increased use of L L S . The study recommends incorporating explicit M L A 
instruction in language courses to enhance language learning strategies. In 2015, Yang 
Lijuan and Gao Peijun conducted a comparative study to investigate the differences in 
meta4inguistic awareness between Mongolian and Han Chinese English majors in 
terms of phonological awareness and word awareness. [ 8 7 ] The findings indicated that 
Mongolian English majors exhibited higher levels of meta4inguistic awareness in both 
phonological and word awareness compared to Han Chinese English majors. It 
indicates that cultural and linguistic influences may play an important part in shaping 
meta4inguistic awareness among English majors from different ethnic backgrounds in 
China. 

Secondly, the correlation between junior high school students' meta4inguistic 
awareness and reading ability has been a hot topic in the study of language education. 
In China, many studies have investigated the correlation between meta4inguistic 
awareness and reading ability, which involves the comprehension and interpretation of 
written texts. Studies have examined the correlation between meta4inguistic awareness 
and reading ability, and findings indicate a positive correlation between these two 
variables. Junior high school students who exhibit higher levels of meta4inguistic 
awareness tend to demonstrate improved reading skills, including higher reading 
comprehension, vocabulary acquisition, and reading fluency. Meta4inguistic awareness 
enables these students to consciously reflect on the structure, form, and meaning of 
language, which can enhance their understanding and interpretation of written texts. B y 
actively analyzing and manipulating language as an object of analysis, these students 
are able to improve their comprehension of the nuances and complexities of written 
texts, leading to more proficient reading abilities. Furthermore, interventions and 
instructional approaches that explicitly target the development of meta4inguistic 
awareness have shown positive impacts on students' reading ability. These interventions 
may involve activities that promote meta-cognitive strategies, such as monitoring, 
analyzing, and evaluating one's own language use and understanding. Strengthening 
meta4inguistic awareness among junior high school students has been found to be 
beneficial for their overall language proficiency and reading performance, indicating 
the importance of incorporating meta4inguistic awareness instruction in language 
education to improve students' reading abilities. 

In a study conducted in 2015 by M i n L u and Hui Zhang titled "The relationship between 
meta4inguistic awareness, word awareness, and reading ability in junior high school 
students", 106 junior high school students were tested for phonological awareness, 
word awareness, syntactic awareness and pragmatic awareness to investigate the 
correlation between meta4inguistic awareness and reading abil i ty. [ 8 8 ] The study found 
that word awareness had the greatest impact on junior high school students' reading 
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ability, while syntactic and pragmatic awareness followed. However, phonological 
awareness was not a strong predictor of reading ability in junior high school students. 
A s a result, scholars suggest that foreign language education should focus on 
developing students' word awareness in order to improve their reading comprehension 
skills. Zhang Ying conducted a study in 2018 to examine the correlation between meta­
linguistic awareness and reading motivation among junior high school students. [ 8 9 ] The 
findings indicated that higher levels of meta-linguistic awareness, including 
phonological awareness, word awareness, and pragmatic awareness, were positively 
correlated with reading motivation. This suggests that developing meta-linguistic 
awareness skills may also have an impact on students' motivation to engage in reading 
activities, which in turn can contribute to improved reading ability. In 2019, the study 
by Yang, L i u , and L i u provides evidence for a positive correlation between meta­
linguistic awareness and reading comprehension among junior high school students in 
China . [ 9 0 ] Stronger meta-linguistic awareness, including vocabulary knowledge, 
morphological awareness (knowledge of word structure), and syntactic awareness, is 
correlated with higher levels of reading comprehension skills, like text comprehension 
and inferential reading. It suggests that students with a good understanding of 
vocabulary, word structure, and sentence structure are more likely to comprehend texts 
deeply and make inferences while reading. In 2021, Zheng Jiayuan conducted a study 
investigating the correlation between meta-linguistic awareness and English reading 
ability among junior high school students. [ 9 1 ] The study found a substantial link between 
junior high school students' meta-linguistic awareness and English reading proficiency. 
The findings revealed that word awareness and syntactic awareness were identified as 
significant predictors of English reading level. Hence, this study recommends that 
English teachers should enhance students' word awareness during the language 
instruction process to facilitate their better understanding of textual content. 
In conclusion, the above studies highlight the crucial role of meta-linguistic awareness 
in junior high school students' reading ability and motivation. Factors such as word 
awareness, pragmatic awareness, syntactic awareness, and phonological awareness 
have been shown to be significant in enhancing English reading comprehension and 
reading ability in this age group. Developing meta-linguistic awareness skills, 
particularly in areas such as vocabulary, word structure, and sentence structure, may 
contribute to improved reading ability and motivation to read. Therefore, incorporating 
strategies that foster meta-linguistic awareness skills into foreign language education 
could potentially promote better reading skills and motivation among junior high school 
students in China. 

2.3 Research on Trilingual Acquisition 

2.3.1 The Definition of Trilingual Acquisition 

The term "trilingual acquisition" is most frequently used to refer to someone who can 
speak or comprehend three languages, especially fluently. It differs from bilingual 
acquisition, which is the acquisition of additional language by monolingual speakers. 
A s a result, trilingual acquisition is the learning of a non-native language by a language 
learner who has already acquired two other languages or is doing so; the acquisition of 
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the first two languages might be simultaneous or continuous. The degree of trilingual 
acquisition can be influenced by factors such as the learner's age and acquired languages. 
Research suggests that early exposure to multiple languages during childhood or the 
critical period for language development can lead to more proficient trilingual 
acquisition. However, individuals who start learning additional languages later in life 
can still achieve high levels of proficiency with consistent exposure and practice. In 
bilingual and multilingual settings where two or more languages are spoken, trilingual 
learning is frequent; it is particularly frequently seen among immigrant communities 
and ethnic minority language speakers. [ 9 2 ] Some scholars have pointed out that 
trilingual acquisition can involve more than two languages being taught in schools, as 
long as the goal is multilingualism and multiculturalism. While this definition is based 
on languages being taught as school subjects rather than as instructional languages, in 
many cases, some of these languages may still be used for instruction. Therefore, at the 
curriculum level, all languages must be taught as school subjects, but not necessarily 
all languages need to be used as instructional languages. 

From the first international seminar on trilingual and multilingual acquisition held in 
Innsbruck, Austria in 1999, to the sixth international conference in Bozen-Bolzano, 
Italy in September 2009, the study of trilingual acquisition has rapidly developed. Over 
time, the research objectives of trilingual acquisition have become clearer, and its scope 
has expanded beyond linguistic theories to encompass the explanation of the language 
acquisition process among trilingual learners. It is no longer solely focused on 
describing the linguistic characteristics of trilingual learners, but also aims to explain 
how they acquire languages. [ 9 3 ] Research on trilingual acquisition is interdisciplinary 
and draws from various fields, including second language acquisition, modern 
linguistics, sociology, sociolinguistics, pedagogy, intercultural communication, and 
statistics. It is not solely based on linguistic theories, but incorporates insights from 
these diverse disciplines to gain a comprehensive understanding of trilingual language 
acquisition. Based on the current development of trilingual acquisition both 
internationally and domestically, it has emerged as an interdisciplinary and independent 
field of study. It incorporates insights from various disciplines and has gained 
recognition as a distinct area of research. 

2.3.2 The Difference between Second and Third Language Acquisition 
Research on second language acquisition started in the late 1960s and has since 
experienced significant growth. Over the past few decades, the scope of research has 
expanded and the questions investigated have become more in-depth, covering all 
aspects of second language acquisition. Two different definitions of a second language 
exist. Firstly, in a narrow sense, a second language refers to a language that is learned 
and used as a non-native language, while also being recognized legally and socially in 
the country where it is spoken. For example, French for English-speaking Canadians, 
Chinese for Tibetan-speaking minorities, etc. Secondly, in a broad sense, any language 
other than one's native language or first language is referred to as a second language. 
El l i s suggests that a neutral or superordinate term is needed to encompass a wide range 
of languages other than an individual's native language. [ 9 4 ] El l i s notes that the 
acquisition of languages besides the native language shares similarities and common 
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features. These include being acquired after the native language, being less proficient 
than the native language, and typically being acquired through schooling or self-
learning rather than natural acquisition. The process of learning a second language after 
mastering a first language is examined in this field, along with how the first language 
affects second language acquisition and how these two aspects interact. Moreover, it 
also investigates the psychological states, cognitive levels, and individual differences 
among second language learners as they engage in the process of language learning. In 
1994, Rod El l is summarized the research on second language acquisition into four main 
aspects, which include: 

(1) . H o w do language learners acquire a second language? 
(2) . What do language learners learn from a second language? 
(3) . H o w do language learners differ in the acquisition of a second language? 
(4) . What is the impact of classroom teaching on the second language learning? ' 9 5 ' 
These four aspects provide a comprehensive framework for understanding the complex 
and multidimensional nature of second language acquisition. Trilingual acquisition is 
the acquisition of one or more languages (Ln) in addition to the learner's native 
language (LI ) and the second language (L2) that the learner has already acquired. It 
does not necessarily indicate mastery of all three languages, but rather the active 
learning of one or more additional languages in addition to the native language and a 
second language. Austrian scholars Philip Herdina and Ulrike Jessner have proposed 
the Dynamic System Theory (DST) as a psycholinguistic theoretical model for 
understanding trilingual and multilingual acquisition. The Dynamic System Theory 
(DST) integrates cognitive and social perspectives on language development and 
emphasizes the dynamic nature of language acquisition in a social context. In this 
theoretical model, the language learner is seen as a sub-dynamic system within a larger 
social system, and various cognitive and socio-psychological factors, such as 
intentionality, cognitive ability, motivation, native language, second language, etc., are 
considered as part of the learner's cognitive balance system. The Dynamic System 
Theory (DST) acknowledges that learning a new language is a complicated and 
dynamic process that is impacted by a number of factors, and it considers how these 
factors in shaping the language development trajectory of trilingual or multilingual 
learners. The cognitive balance system of the learner is influenced by various factors 
including the learner's exposure to the language, physiological maturity, level of 
education, as well as the social-ecological system in which the learner is situated. The 
learner's environment, which includes social, cultural, and ecological factors, plays an 
important part in shaping the cognitive balance system and subsequently impacting the 
language acquisition process. The Dynamic System Theory (DST) recognizes that 
language learning is not just an individual cognitive process, but it is also influenced 
by the social and ecological context in which the learner is embedded. Based on this 
theory, the interaction between cognitive, social, and ecological elements is highlighted, 
underscoring the dynamic and multidimensional aspect of language learning. 
Language development in trilingual acquisition is characterized by three distinct 
features: language attrition, language interdependence, and cognitive characteristics. 
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These features result from the complex influence of multiple languages on the learner's 
cognitive balance system, distinguishing trilingual acquisition from bilingual 
acquisition. Most scholars use the term "second language acquisition" as a general term 
that encompasses both second language acquisition in a narrow sense (acquiring a 
second language after the native language) and trilingual or multilingual acquisition. 
This is because both types of acquisition involve the process of language learning, 
individual differences in language learning, and aspects of language teaching. However, 
some scholars do acknowledge that there may be significant differences between 
second and third language acquisition in certain aspects. 
2.3.2.1 Language Interdependence 

In the process of acquiring a third language (L3), language interdependence plays a 
significant role, as the previously acquired languages (LI and L2) can have an influence, 
either positive or negative, on the acquisition of the third language (L3)J 9 6 ^ This 
phenomenon is evident in cross-linguistic transfer, where knowledge of one language 
can impact the acquisition of another language, either facilitating or hindering the 
process. Positive cross-linguistic transfer refers to the phenomenon where knowledge 
of one language facilitates the acquisition of another language. For instance, i f a learner 
has a solid foundation in their first language (LI) and second language (L2), they may 
be able to transfer their linguistic skills, such as grammar rules or vocabulary, to the 
acquisition of a third language (L3), thus expediting the language learning process. 
Negative cross-linguistic transfer, on the other hand, refers to the phenomenon where 
the structures or rules of previously acquired languages conflict with those of the target 
language (L3), leading to errors or interference. For instance, i f the first language (LI) 
and second language (L2) of a learner have different word order patterns than the third 
language (L3), the learner may unintentionally apply the word order rules of L I or L 2 
to L 3 , resulting in errors or interference in their language production or comprehension. 
In conclusion, third language acquisition ( T L A ) is characterized by the phenomenon of 
language interdependence, where previously acquired languages (LI and L2) can 
influence the acquisition of a third language (L3). 

2.3.2.2 Language Attrition 
Language attrition is the phenomenon where bilingual learners living in a second 
language environment experience a degradation and loss of their native language 
knowledge and skills. It can also refer to the degradation and loss of second language 
knowledge and skills due to prolonged non-use after receiving second language 
instruction.P71 Firstly, the learner has a strong capacity for language acquisition, 
therefore, maybe he or she also has a great potential for language attrition. Secondly, in 
the process of trilingual acquisition, the first and second languages acquired by the 
learner w i l l interfere with the learning of the third language. Due to this, trilingual 
learners are more likely to experience language attrition and require more energy and 
effort to maintain the new language than bilingual learners. If we treat third language 
acquisition as equivalent to second language acquisition, we may overlook the potential 
for language attrition and the effort required by trilingual learners to maintain their new 
language during the acquisition process. Furthermore, there is a correlation between the 
level of individual effort required during language acquisition and the extent of 
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language attrition experienced. When the individual effort is reduced to a certain level, 
the degree of language attrition tends to intensify. In the second language acquisition 
(SLA) , learners may experience attrition in their L I i f they are immersed in a new 
linguistic and cultural environment where the L 2 is dominant. In the third language 
acquisition ( T L A ) , learners may face attrition not only in the L I and L 2 , but also in 
previously acquired languages i f they do not have opportunities to maintain and use 
them regularly. The risk of language attrition may increase with each additional 
language learned, as learners may have limited time and opportunities to maintain 
proficiency in multiple languages. 

2.3.2.3 Cognitive Characteristics 
The quality of the learner's language system is enhanced through multilingual learning, 
which also fosters the growth of language management, learning, and maintenance 
abilities. The analysis of language knowledge and the control of language processing 
serve as examples of how these advancements help multilingual learners' cognitive 
capacities improve. Study indicates that cognitive processes, including memory, 
attention, and executive functions, are crucial in language acquisition. [ 9 8 ] Learners may 
develop cognitive strategies for processing and storing new linguistic information in 
second language acquisition (SLA) , and may also leverage cognitive skills from their 
first language (LI) . In trilingual acquisition (TLA) , learners may require improved 
cognitive flexibility and meta-linguistic awareness to effectively manage multiple 
languages in their repertoire. This includes the ability to switch between languages and 
prevent interference or confusion among them. Therefore, many studies have confirmed 
that trilingual acquisition can promote learners' cognitive development and learners 
who learn a third language after mastering the first and second languages show more 
cognitive advantages than learners who learn a second language based on the first 
language. 

2.3.2.4 The Complexity of Language Transfer 
Trilingual acquisition can be more complex as it involves learning three languages 
simultaneously, and it is influenced by variables such as the learner's age, exposure, 
competency, and linguistic similarities/differences among the languages being learned. 
This may require trilingual learners to engage in more complex psychological activities 
during the process of language transfer compared to bilingual learners, who are 
acquiring only two languages. In 2006, Jessner proposed a model for the development 
of multilingual proficiency. [ 9 9 ] This model has contributed to our understanding of how 
multilingual learners acquire and develop proficiency in multilingual context, and has 
been used as a framework for further research in the field of multilingualism. 

LS l+LS2+LS3+LSn+CLiN+M=MP 
LS=Language System 
CLIN=Cross-linguistic interaction 
M=Multilingual-factor 
MP=Multilingual Proficiency 

This model indicates that the learner's existing language system (first, second, third 
language, etc.), cross4inguistic interaction, and multilingual factors w i l l all have an 
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impact on multilingual learners' language development and ultimately determine their 
language proficiency. In this regard, trilingual acquisition can be more complex than 
second language acquisition in terms of language transfer, as trilingual learners are 
simultaneously influenced by two acquired languages. 
Firstly, the linguistic similarity of languages is one of the factors that facilitate language 
transfer. Hammarberg's 2001 study examined how the first language (English) and 
second language (German) influenced the acquisition of a third language (Swedish). 
The findings indicated that the roles of the first and second languages in trilingual 
acquisition differed from each other. [ 1 0 0 ] The first language plays the role of error 
correction, and the second language plays the role of instrumental assistance, but these 
two roles were later assumed by the third language. However, as the trilingual learner's 
proficiency in the third language (L3) improves, the roles of the first language (LI ) and 
second language (L2) may shift. The L3 may gradually assume both the roles of error 
correction and instrumental assistance, indicating that the learner may rely less on the 
L I and L 2 for language assistance and correction. In 2001, Odlin highlighted that when 
learners are proficient in two languages, both languages can impact the acquisition of a 
third language through language transfer. [ 1 0 1 ] This means that existing knowledge of 
languages learned previously can be transferred to the third language in terms of 
phonetics, grammar, vocabulary, etc. Language transfer can facilitate or hinder third 
language acquisition depending on the linguistic similarities or differences between the 
languages involved, and is influenced by various factors. Thus, understanding language 
transfer provides insights into the complex process of trilingual acquisition. 
Secondly, psychological perception also affects the transfer between languages. 
Learners' psychological perception of the distance between the two languages is a 
crucial factor that directly impacts language transfer. This means that the transfer of 
previous language knowledge to the target language depends on the learners' 
understanding of the target language. If learners perceive the two languages as similar, 
they are more likely to transfer their knowledge. However, i f they perceive the 
languages as different or distant, they may be less inclined to transfer their knowledge. 
This perception of distance between languages can either facilitate or hinder the transfer 
process in trilingual acquisition, and it is an important aspect to consider in 
comprehending the complex dynamics of language transfer in multilingual contexts. In 
2001, Cenoz conducted a study with two groups of primary school students and junior 
high school students who had Basque as L I , Spanish as L 2 , and were currently learning 
English as L 3 . [ 1 0 2 ] The study sought to examine the acquisition of content words and 
function words in English by trilingual learners. The research results revealed that 
junior high school students with prior bilingual experience in Basque and Spanish were 
more likely to transfer their linguistic knowledge from Spanish to the acquisition of 
English as a third language. This was possibly due to their developed meta-linguistic 
awareness, which allowed them to perceive Spanish and English as linguistically 
similar. This highlights the role of learners' cognitive and meta-cognitive processes in 
language transfer and its effect on the acquisition of a third language. 
2.3.2.5 The Diversity of Language Acquisition Process 

In general, there are two acquisition sequences for bilingual acquisition, the second 
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language is acquired after the first language (LI—>L2), or the first and second languages 
are acquired simultaneously (L1+L2). However, trilingual acquisition shows at least 
four acquisition sequences, from first to second to third sequentially (LI—>L2—>L3); 
acquisition of the first language followed by simultaneous acquisition of the second and 
third languages (LI—>L2/L3); simultaneous acquisition of the first and second 
languages followed by acquisition of the third language (L1/L2 —>L3); and even 
simultaneous acquisition of the first, second and third languages (L1/L2/L3) (See Table 
2.2). This different sequence of language acquisition w i l l directly lead to cognitive 
differences in the learners' language learning process, thus affecting the efficiency and 
effectiveness of language learning. 

Table 2.2 Language acquisition sequence in second and third language acquisition 

Second Language Acquisition Third Language Acquisition 

1. L1->L2 1. L W L 2 ^ L 3 
2. L1+L2 2. L 1 ^ L 2 / L 3 

3. L1/L2->L3 
4. L1/L2/L3 

2.3.3 Research on Trilingual Acquisition Abroad 
Although the research on trilingual acquisition started relatively late, this field has 
attracted increasing attention from modern linguists in recent years and has become one 
of the hot spots in linguistic research. In 1987, Rimgbom's book "The Role of the First 
Language in Foreign Language Learning" was published. In this publication, trilingual 
acquisition research got its start by examining how learning Swedish and Finnish 
affected the acquisition of English as a third language. Before Rimgbom's publication 
in 1987, trilingual acquisition had received limited attention in linguistic research. 
However, Rimgbom's study paved the way for further investigation into the unique 
challenges and processes involved in acquiring three languages, and has since spurred 
growing interest and research in the field of trilingual acquisition. The Charter of 
Fundamental Rights of the European Union, adopted in 2000, emphasizes the 
importance of language diversity and requires the E U to respect it. When the European 
Community (EC) was established, the four official languages - French, German, Italian, 
and Dutch - were granted equal political status. Up to date, there are 23 official 
languages in the E U . However, the EU's multilingual policy goes beyond the official 
languages and also recognizes and respects more than 60 minority or regional languages 
within its member states, which underscores the EU's commitment to promoting 
linguistic diversity and protecting the rights of minority and regional languages within 
its member countries. A t the 2002 annual meeting of the European Council in Barcelona, 
the leaders established the objective of European citizens being able to speak two 
foreign languages in addition to their native language. The EU's multilingual policy is 
interconnected through two dimensions. Firstly, individuals who are proficient in a 
foreign language are able to travel or relocate to another country more easily and are 
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often more accepting of its cultural customs and religious beliefs. Secondly, those who 
can speak a foreign language are generally received with greater respect and hospitality 
in that country. In its efforts to promote multilingualism, the E U places significance on 
implementing multilingual policies and encourages and supports member states in their 
pursuit of multilingualism. This includes promoting foreign language education and 
cultivating the multilingual talents. A s result, the study of trilingual acquisition plays a 
significant part in ensuring political and economic integration in Europe, as well as 
supporting the diverse language policy of the E U aimed at promoting effective 
communication and mutual understanding among European countries. 
Spain's ethnic group, language and national language policy. The majority of Spain's 
population of over 40 mil l ion inhabitants are Castilians (in 2000, Castilians or 
Spaniards made up about 3/4 of the country's total population) and they speak Spanish 
(the country's official language). Apart from the Castilians, the country has three main 
ethnic groups, the Catalan, the Basque and the Galician, whose languages are Catalan, 
Basque and Galician respectively. The new Spanish Constitution recognizes Spanish as 
the country's official language and also recognizes that the various languages spoken in 
Spain are the common heritage of the Spanish people and must be preserved and passed 
on. Article 2 of the new Constitution recognizes and guarantees the autonomy of Spain's 
ethnic minority areas, and ethnic minority languages have the same status as Spanish 
as official languages within the autonomous communities. From the first year of 
primary school, the ethnic minority language is used as the language of instruction, with 
Spanish being introduced as a subject in the third or fourth year. In the fifth or sixth 
year, the study of foreign languages begins, and Spanish ethnic minority students have 
the option to choose between English and French as their third language. A s a result, 
trilingual acquisition has gained significant popularity in the field of Spanish linguistics, 
leading to a substantial number of publications dedicated to this field. 
"Mosaic" Multicultural Education in Canada. The Canadian federal government has 
issued a series of policies, regulations and measures that have contributed to 
multilingual education in this country. In Canada, in addition to bilingual education 
between English and French, there is also language education aimed at preserving 
minority languages and cultures of immigrants from overseas, which allows children to 
be educated in their own minority language. In the Canadian provinces of Monitoba. 
British Columbia, Saskatchewan and Alberta, minor languages such as Ukrainian, 
Italian, German, Hebrew, Chinese, Arabic and Polish are used as languages of 
instruction at a rate of up to 50%, with the aim of preventing the extinction of these 
minor languages. The main driving force behind Canada's multilingual education 
programs aimed at promoting cross-cultural and cross-linguistic communication. The 
success of multilingual education in Canada has contributed to national unity, surviving 
the constitutional crisis and avoiding national division. Mosaic multicultural education 
has not only contributed to the multilingual education in English and French, but has 
also inspired all minority groups to preserve, inherit and disseminate their unique 
languages and cultures, making Canada a "Mosaic" multicultural society. 
With over 1.35 bill ion users and 350 mill ion native speakers globally, English has 
emerged as a world language. It is widely utilized for communication across many 
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different fields, including business, education, science, technology, and interpersonal 
relationships. A s a result, especially in multiethnic countries, English is frequently 
selected as a third language. Kachru's three concentric circles model serves as widely 
recognized framework for understanding the global spread and use of English as a 
foreign language (EEL). Proposed by renowned linguist Braj Kachru in the late 20th 
century, this model helps elucidate the diverse roles of English in different regions 
around the world. Kachru's three concentric circles model categorizes countries into 
three circles based on the role and significance of English in those countries. The model 
includes the Inner Circle, the Outer Circle, and the Expanding Circle (See Figure 
2.8) . [ 1 0 3 ] Each circle represents a group of countries where English has similar 
significance but is used in different ways. The Inner Circle comprises countries where 
English is the native language of the majority of people; the Outer Circle comprises 
countries where people have different native languages but use English for national and 
international communication; the Expanding Circle comprises countries where English 
is learned as a foreign language and used mainly for international 
communication.' 1 0 4^ 1 0 5^ The inner circle consists of countries that are the traditional 
base for the English language, which includes the United Kingdom, Canada, New 
Zealand, Australia, the United States, and Canada. In these countries, English is the 
official language and the most of people in these countries speak English as native 
language. The outer circle consists of countries that have their own native language, but 
English is still important in certain fields, for example in business, trade or social 
communication. It includes those countries that adopted English in the Second Diaspora 
(i.e. the former colonies of the British Empire), which are India, Pakistan, the 
Philippines, Egypt and a number of other countries. The extending circle consists of all 
the other countries of the world. The countries within the extending circle speak their 
own native language and English is not as important in the social, historical or official 
context. Examples of countries in the expanding circle include China, Brazi l , Russia, 
Japan, and many more countries. Therefore, in these countries, English is defined as a 
foreign language or 'Lingua Franca' (a common language between non-native speakers), 
which is usually studied in schools and used to communicate with countries in both the 
inner and outer circles. Within these three circles, the contact of English with other 
languages and the spread of English within the outer and extending circles has produced 
a large number of trilingual speakers. Especially in Europe, English is now the primary 
language used for communication between native speakers and people from other 
European countries. For instance, one of the most unique aspects of the Luxembourg 
education system is the trilingual education system. Luxembourg has integrated three 
languages into its national education system, Luxembourgish, German and French. In 
pre-school education, students learn in Luxembourgish. In primary education, students 
transition to learning in German until lower secondary school. In upper secondary 
school, students are educated in French, with English as an elective language subject. 
Another example is, in South Tyrol, Italy, which was part of Austria and became part 
of Italy after the First World War, the majority of people in this region speak German 
and Italian and learn English as a third language at school for future work and life. 
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Figure 2.8 The three circles and the position of English in each circle 

2.3.4 Research on Trilingual Acquisition in China 
In China's ethnic minority areas, bilingual education typically involves teaching two 
languages, the ethnic minority language and Chinese, from primary to secondary levels. 
Third-year primary school students are also required to learn English, making the term 
"trilingual" relevant in these areas, as it denotes the ability to use three languages - the 
ethnic minority language, Chinese, and English. 
2.3.4.1 Research on Challenges of English Education in Ethnic Minority Areas 
Research in this field mainly concentrates on identifying and analyzing the challenges 
that affect the development of English education in ethnic minority areas. In 1998, Liao 
Weina conducted a study titled " A Trial of English Teaching Management in Ethnic 
Colleges and Universities," which proposed a series of reform measures aimed at 
strengthening English teaching and management in ethnic colleges and universities in 
Ch ina . [ 1 0 6 ] These measures included curriculum development, teacher training, 
culturally relevant teaching materials, improved infrastructure and resources, and 
appropriate evaluation and assessment methods. In the same year, the study "On the 
Reform of English Teaching in Ethnic Universities and Colleges in Remote Provinces," 
L i Shiqiang highlighted the need for reforms in English teaching in ethnic universities 
and colleges located in remote provinces in C h i n a . [ 1 0 7 ] He pointed out that the existing 
problems in English teaching could only be addressed by breaking stereotypes and 
implementing scientific reforms in English education. In 2002, the study "The Current 
Situation and Development of English Teaching Management in Ethnic Minority Areas: 
A Survey on English Teaching Management in Ethnic Minority Areas of Yunnan," L i 
Shao-ling aimed to examine the status and development of English teaching 
management in ethnic minority areas of Yunnan province in China. ' 1 0 8 ^ L i Shao-ling 
highlighted the specific issues faced in English education in these areas, such as limited 
resources, lack of qualified teachers, and cultural and linguistic barriers. In addition, L i 
Shao-ling pointed out the importance of government support and policy initiatives to 
address the unique needs of English education in these areas. In 2003, the study 
"Accelerating the Balanced Development of Foreign Language Education in Western 
China: Raising the Level of Foreign Language Education and Paying Attention to the 
Foreign Language Education of Ethnic Minorities" was publ ished. [ 1 0 9 ] In this study, the 
authors Yang and Duan analyzed the unbalanced development of foreign language 
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education in the ethnic minority areas of western China, and advocated for policy 
support from the national government to address this issue. They proposed measures 
such as increasing investment in educational resources, improving teacher training, 
developing culturally relevant and inclusive teaching materials to enhance the quality 
of foreign language education in ethnic minority areas. In their 2006 study, Jiang Quxia 
and L i u Quanguo, among others, analyzed the current situation of English teachers in 
ethnic minority areas of northwest Ch ina . [ 1 1 0 ] Jiang Quxia's study highlighted the 
critical issue of a significant shortage of qualified English teachers in ethnic minority 
areas of China, with many of them lacking a professional educational background in 
English. This shortage of qualified English teachers is one of the factors that hinder the 
development of English education in ethnic minority areas. In 2021, a recent study 
conducted by L i u Ming , Zhang Wei, and Wang X i n titled "Exploring the Impact of 
Socio-Economic Factors on English Education in Ethnic Minority Areas of China: 
Challenges and Strategies" aimed to investigate the influence of socio-economic factors, 
including poverty, migration, and access to educational resources, on the development 
of English education in ethnic minority areas of C h i n a . T h i s study found that socio­
economic factors like poverty and migration significantly impact English education in 
ethnic minority areas of China. Structural barriers, such as inadequate infrastructure, 
limited resources, insufficient qualified teachers, and cultural differences, exacerbate 
the challenges faced by ethnic minority students in developing English language skills. 
Addressing these challenges requires targeted efforts, including improving 
infrastructure, increasing access to quality resources, enhancing teacher qualifications 
and training, as well as promoting a culturally inclusive learning environment. 
In conclusion, research on English education in ethnic minority areas of China has 
revealed various challenges and barriers, including the shortage of English teachers, 
low professional quality of teachers, limited access to educational resources, poverty, 
migration, and cultural differences. These challenges have significantly impacted ethnic 
minority students' access to high-quality English education resources. Thus, further 
research and efforts are needed to effectively tackle these issues and promote equitable 
access to quality English education for all students in ethnic minority areas of China. 
2.3.4.2 Research on Difficulties of Ethnic Minority Students in Learning English 
The research in this field mainly focuses on analyzing the factors that contribute to the 
difficulties faced by ethnic minority students in learning English. According to a study 
conducted in 1999, Hou believed that the main factors affecting the English listening 
and speaking levels of ethnic minority students were phonological factors, 
psychological factors, limited opportunities for English listening and speaking 
exercises, and a lack of cultural knowledge about English-speaking countries. [ 1 1 2 ] Hou 
suggested implementing measures such as offering elective courses on English 
phonetics and the culture of English-speaking countries, as well as providing training 
courses for English listening and speaking to students. Furthermore, he recommended 
providing in-service training for English teachers in ethnic minority areas during 
holidays, focusing on improving their skills in reading, listening, writing, and speaking 
in English language, to enhance their professional expertise. In 2004, Guo Xianzhe 
conducted an analysis of the challenges faced by ethnic minority college students in 
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Qinghai in their English learning, and proposed appropriate measures to address 
them. [ 1 1 3 ] Guo Xianzhe believed that several factors contributed to the challenges faced 
by ethnic minority college students in learning English, including geographical factors, 
economic factors, cultural factors, and ethno-psychological factors. In 2005, L i Hua 
conducted an investigation on the English learning strategies employed by ethnic 
minority students at M i n z u University of Ch ina . [ 1 1 4 ] The survey revealed that a majority 
of the students tended to rely on rote memory as a strategy for English learning, and 
preferred mechanical exercises to improve their language skills. In addition, some 
students lacked awareness of compensatory strategies, emotional strategies, and social 
strategies in English language learning. Furthermore, certain students often relied on 
Chinese translation strategies or ethnic language translation strategies when learning 
English. These factors collectively contributed to their difficulties in English learning. 
In 2017, Zhang, L i u , and L i u conducted a study that explored the challenges faced by 
ethnic minority students in rural China while learning English. The findings revealed 
that language barriers, limited exposure to English, cultural differences, and socio­
economic challenges posed significant difficulties for these students in their English 
language learning journey. 

In conclusion, studies on ethnic minority students' difficulties in learning English 
highlight challenges such as language barriers, limited exposure to English, cultural 
differences, socio-economic challenges, and ineffective learning strategies. Targeted 
interventions such as additional support, cultural and contextualized English courses, 
effective learning strategies, and addressing socio-economic disparities are crucial to 
addressing these challenges. Thus, further research and efforts are needed for inclusive 
and equitable English education for ethnic minority students. 

2.3.4.3 Research on Motivations of Ethnic Minority Students in Learning English 
Research in this field mainly focuses on investigating the motivations of ethnic minority 
students in learning English and the correlation with their English proficiency. China's 
diverse population includes 56 recognized ethnic minority groups, each with its own 
distinct cultural heritage, language, and religious beliefs. These unique cultural and 
religious factors can impact the motivation and attitude of ethnic minority students 
towards learning English in different ways. In 2004, Zhang Yanyan conducted a study 
with Xinjiang Uyghur college students as the research subjects. The study utilized a 
questionnaire survey to investigate the English learning situation among these students, 
with a focus on their emotions and motivation towards learning English as a third 
language. [ 1 1 5 ] The survey revealed that many students showed negative emotions and 
motivation towards English learning, which have a significant impact on their active 
engagement and learning progress. Moreover, challenges such as limited access to 
resources and opportunities for practice were also identified. These findings shed light 
on the unique English learning situation among Xinjiang Uyghur college students and 
have implications for English language teaching in ethnic minority areas of China. In 
2006, Jiang Qiuxia and L i u Quanguo et al. conducted a study to investigate the English 
learning situation of ethnic minority students in northwest Ch ina . [ 1 1 6 ] The findings 
revealed that English learning motivation was lower among ethnic minority students in 
northwest China as compared to Han Chinese students in mainland China. These 
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students also displayed differing attitudes towards learning English culture, which may 
be influenced by their cultural background. Furthermore, ethnic minority students faced 
unique challenges in the process of learning English, which could be attributed to 
factors such as linguistic differences, ethno-psychology, and socioeconomic context. 
Yuan Yichuan's "Empirical Research on the Attitude and Motivation of Ethnic Minority 
Students in Learning English" is a notable study conducted in 2007 that explored the 
attitudes and motivations of ethnic minority students in China towards learning 
Eng l i sh . [ 1 1 7 ] The results indicated that positive learning attitudes, characterized by high 
motivation, active engagement, and effective learning approaches, were associated with 
higher levels of English proficiency. Conversely, negative learning attitudes, including 
low motivation, lack of engagement, and ineffective learning approaches, were linked 
to lower levels of English proficiency. These findings underscored the importance of 
cultivating positive learning attitudes in ethnic minority students to enhance their 
English language proficiency. In 2008, Tan Qing conducted a study analyzing the 
English learning motivation and emotions of Daur secondary school students, who 
belong to an ethnic minority group residing in northern Ch ina . [ 1 1 8 ] This study indicated 
that in comparison to Han Chinese students, ethnic minority students, specifically Daur 
secondary school students, displayed lower levels of motivation and emotions towards 
learning English as a third language. This study analyzed that these lower levels of 
motivation and emotions may be influenced by various factors, including limited 
exposure to English language and culture, language barriers, cultural differences, 
socioeconomic factors, and lack of role models and support. In a study conducted in 
2015, Huang and Wang examined the motivation of Mongolian students in China 
towards learning Eng l i sh . [ 1 1 9 ] The findings revealed that factors such as interest in 
English, parental support, and English language proficiency significantly influenced the 
motivation levels of Mongolian students. The study suggested that enhancing English 
language proficiency and creating a supportive learning environment could improve the 
motivation of Mongolian students in learning English. In 2018, a study conducted by 
Xiong and L i u on Kazakh students in China found that factors such as parental support, 
teacher effectiveness, and perceived English proficiency significantly influenced the 
motivation and attitudes of Kazakh students towards learning English. These results 
highlight the significance of taking cultural and contextual elements into account when 
analyzing ethnic minority students' motivations and attitudes toward learning English. 
Chinese scholars conducted a study on the motivations of Tibetan students in learning 
English from a cross-cultural perspective in 2020. These findings suggest that Tibetan 
students' motivations for learning English are multifaceted, encompassing both 
instrumental and integrative motivations, and are influenced by their cultural context. 
Instrumental motivation, centered around utilitarian reasons like improving job 
prospects and academic performance, emerges as a key motivation. Integrative 
motivation, which reflects the desire to integrate into the global community and 
communicate across cultures, is also significant for Tibetan students. Additionally, 
cultural factors, such as Tibetan cultural values, societal expectations, and family 
support, play a vital role in shaping their motivation to learn English. 
In conclusion, studies on ethnic minority students' English language learning in China 
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have shown that positive learning attitudes are associated with higher English 
proficiency, while negative attitudes are linked to lower proficiency. Ethnic minority 
students, such as Uyghur, Daur, and Kazakh students, may exhibit lower motivation 
and emotions towards English learning compared to Han Chinese students. Cultural 
and contextual factors, such as limited exposure to English language and culture, 
language barriers, cultural differences, socioeconomic factors, and lack of support, can 
influence their motivation and difficulties in English learning. Other factors like 
parental support, teacher effectiveness, and perceived English proficiency also impact 
ethnic minority students' motivation and attitudes towards learning English. These 
findings emphasize the need to consider cultural and contextual factors and design 
effective English language teaching strategies for ethnic minority students in China. 
2.3.4.4 Research on English Learning of a Particular Ethnic Minority Group 
Research in this field mainly focuses on English learning among a specific ethnic 
minority group. China is a cohesive multi-ethnic nation with a diversified population 
that comprises Han Chinese as well as 55 ethnic minorities. In China, there are 
approximately 80 different ethnic minority languages spoken, and 53 of the 55 ethnic 
minority groups have their own distinct language and writing system. Based on the 
international classification of language families, the ethnic minority languages in China 
mainly belong to two language families: Sino-Tibetan languages and Altaic languages. 
The Sino-Tibetan language family includes Chinese, Tibetan-Burmese, Miao-Yao, 
Zhuang-Dong, and several other languages spoken in China and neighboring countries. 
The Altaic language family includes Turkic, Mongolian, and Manchu-Tungus 
languages spoken in China and other parts of Central Asia . Differences in language 
background, cultural practices, religious beliefs, and economic status of ethnic minority 
groups can significantly impact individual differences in learning a third language, 
English. For instance, the phonetic characteristics of the Altaic languages, including 
their vowel sounds, exhibit a greater similarity to English, which has made it 
comparatively easier for Mongolia learners to acquire English vowels in comparison to 
other students. [ 1 2 0 ] In 2006, Jin Guichun conducted a study that examined the challenges 
faced by Mongolian college students in Inner Mongolia Autonomous Region when 
learning English, and the factors that influence their English learning process. The 
results of Jin Guichun's study indicated that Mongolian college students identified 
English grammar as the most challenging aspect of English learning. However, the 
challenge of English listening appeared to decrease as the grade level of the students 
increased, suggesting a possible improvement in listening skills over time. Furthermore, 
the study highlighted factors such as teaching materials, learning and teaching methods, 
and individual effort exerted an influence on the perceived difficulty of English learning 
among Mongolian college students. In 2006, L i u Xuelian conducted a study on the 
challenges of English learning among Tibetan university students in four ethnic 
universities. [ 1 2 1 ] The study found that that the majority of Tibetan university students 
had low academic achievement in English learning, and attributed this to factors such 
as ethnic culture, ethnic psychology, and religious beliefs. In 2018, "Language Learning 
Strategies of Dai Minority College Students in China" - This study, conducted by L i 
and Huang, investigated the language learning strategies used by Dai minority college 
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students in China, and explored the correlation between their language learning 
strategies and English proficiency. Additionally, recent studies, such as "English 
Learning among Zhuang Students in Guangxi, China," have examined the English 
learning experiences of Zhuang students, an ethnic minority group in Guangxi, China. 
It concentrated on the difficulties faced by Zhuang students in developing correct 
phonological awareness in English, particularly in phonetics. 

In conclusion, studies on English learning among specific ethnic minority groups in 
China, such as Mongolian, Tibetan, and Zhuang students, have shed light on the 
challenges they face in acquiring English skills. These challenges may include 
differences in phonetic characteristics, grammar, listening skills, teaching materials, 
learning and teaching methods, individual effort, as well as cultural, psychological, and 
religious factors. These studies highlight the need for tailored language education 
approaches that consider the distinct linguistic, cultural, and social backgrounds of 
these students. Thus, further research in this area can contribute to a better 
understanding of the specific challenges faced by ethnic minority students in China in 
their English language learning journey and help inform effective strategies for 
language education and support. 

2.3.4.5 Research on the Medium for Learning Third Language English 
Research in this field mainly focuses on the medium for ethnic minority students to 
learn the third language English. In 2008, L i L i et al. conducted two experiments to 
investigate how Chinese-English bilinguals acquire vocabulary in a third language. [ 1 2 2 ] 

The study aimed to investigate the cognitive processes involved in acquiring 
vocabulary in a third language, with a particular focus on bilingual individuals who 
have already acquired proficiency in two languages. Experiment one was conducted 
with balanced Chinese-English bilinguals whose third language was Japanese, while 
experiment two was conducted with balanced Chinese-English bilinguals whose third 
language was French. The research results indicated that for balanced Chinese-English 
bilinguals, regardless of whether their third language was Japanese or French, they 
predominantly used Chinese as the medium for their third language learning. However, 
there is another situation in which bilingual individuals learn a third language by using 
their second language. 

Most Tibetan students in China learn a third language, English, by using their second 
language, Chinese. Tibetan script, also referred to as the Tibetan alphabet or Sanskrit 
script, is a phonetic writing system for the Tibetan language. It utilizes consonant 
symbols and additional marks to represent various consonant sounds, and vowel 
symbols for representing vowels. Chinese characters, commonly known as Hanzi, are 
logographic characters that represent meanings or concepts rather than single phonemes 
or phonetic symbols. Each Chinese character has its own unique meaning and concept, 
and they can be combined to form words and sentences. English is a phonetic script that 
uses the Latin alphabet to represent phonemes, which are the sounds of the language. 
In English, letters generally do not directly represent the meanings of words, but rather 
represent the sounds of speech that can be combined to form words and sentences. 
Research has revealed that Chinese and English are distinct languages with differing 
linguistic systems. However, they also share some similarities, including loanwords, 
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cognates, and grammar patterns. First, in terms of loanwords, both Chinese and English 
have borrowed words from other languages, where words from one language are 
borrowed and adopted into the other. For instance, in English, words like "kung fu" and 
"Tofu" are borrowed from Chinese, while in Chinese, words like "iSPft" (kafei, coffee) 
and "Tjž&ti" (qiáokěli, chocolate) are borrowed from English. Second, in terms of 
cognates, Chinese and English also demonstrate linguistic similarities through cognates, 
which are words that have similar forms and meanings in both languages due to their 
shared linguistic origins. For instance, words such as "i t iS" (diánhuá, telephone) and " 
H J t " (canting, restaurant) exhibit similarities in both Chinese and English, with 
equivalent written forms and meanings in both languages. Third, while Chinese and 
English have different grammar structures, they do share some common patterns in 
terms of grammar usage. For instance, subject-verb-object (SVO) is a typical word 
order in both languages and both of them use this word order to communicate meaning. 
Therefore, many Tibetan students typically use their second language Chinese as a 
medium for learning English as the third language. Moreover, for those ethnic minority 
students whose native language is similar to Chinese in terms of grammar or vocabulary, 
learning English by using Chinese can provide a linguistic bridge or scaffolding, as they 
can leverage their existing knowledge of Chinese to facilitate the acquisition of English. 
In conclusion, while Chinese and English are distinct languages with their own 
linguistic characteristics, they do share commonalities in terms of loanwords, cognates, 
and grammar usage, which enables most ethnic minority students to learn the third 
language English by using Chinese. These similarities show the interdependence of 
languages in the process of language learning and acquisition and can act as a bridge 
for students from ethnic minorities, utilizing their prior knowledge of Chinese to 
facilitate their learning of English. 

2.4 The Limitations of Previous Research 

2.4.1 The Limitations of Research Subject 
From the above literature review, we can see that most of the studies on meta-linguistic 
awareness have been conducted with junior high school students and university 
students. Studies have shown that phonological awareness is positive correlated with 
students' vocabulary spelling ability and phonological awareness training is crucial for 
enhancing students' vocabulary learning skills; word awareness is positively correlated 
with junior high school students' reading ability, and it can also predict students' reading 
levels; while syntactic awareness is positively correlated with university students or 
adults' writing ability. Therefore, there are fewer studies have been conducted with 
primary school students, especially in ethnic minority areas of China. 
2.4.2 The Limitations of Research Scope 
Foreign research has shown that bilingual learning promotes improvements in the 
quality of the learner's language system, leading to the development of language 
learning skills, language management skills, and language maintenance skills. These 
improvements, in turn, contribute to the development of learners' meta-linguistic 
awareness in learning a third language. However, these studies had been tested in which 
the first, second, and third languages belonged to the same language family (L1/L2/L3). 
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Because they have a high degree of linguistic similarity, tend to cause positive transfer 
between languages. Therefore, the general objective of this research is to test whether 
bilingual learners who learn the L I Tibetan and L 2 Chinese, which belong to the Sino-
Tibetan language family, and followed by the L3 English, which belongs to the Indo-
European language family, still show the advantages in meta-linguistic awareness 
(LI/L2+L3). 

2.4.3 The Limitations of Research Content 
A t present, there is no research on the advantages of meta-linguistic awareness in third 
language learning for Tibetan primary school students in the context of Tibetan-Chinese 
bilingual education. Research on the Tibetan primary school students' third language 
learning have mainly focused on their motivations, attitudes and difficulties in learning 
English. Therefore, the advantages of meta-linguistic awareness that Tibetan students 
gain from the Tibetan-Chinese bilingual education haven't been fully identified and 
utilized. 

2.4.4 The Limitations of Research Methods 
The previous research on Tibetan primary school students' third language learning have 
mainly used the research methods like questionnaires and interviews to investigate their 
motivations, attitudes and difficulties in learning English. A t present, there is no 
research on the advantages of meta-linguistic awareness in third language learning for 
Tibetan primary school students in the context of Tibetan-Chinese bilingual education. 
Therefore, the Meta-linguistic Awareness Test (MAT) hasn't been used for testing 
Tibetan students' meta-linguistic awareness during the process of third language 
learning. 

2.5 The Improvements of This Research 

Based on a review of previous research, it is evident that there are several limitations 
that need to be addressed in order to improve upon the existing body of research. This 
research aims to address these limitations and make significant contributions to the field. 
First, in terms of the research subject, this study focuses on primary school students, 
especially the Tibetan primary school students in ethnic minority areas of China. 
Second, in terms of the research scope, at present, it is unknown that whether Tibetan 
students have the advantages of meta-linguistic awareness in learning the third language 
English in the context of Tibetan-Chinese bilingual education. Since the three languages 
belong to different language families. Therefore, this research studies the advantages of 
meta-linguistic awareness based on different language families. Third, in terms of the 
research content, the categories of meta-linguistic awareness include phonological 
awareness, word awareness, and syntactic awareness. Among them, the phonological 
awareness includes phonetic and phonology, syllable, phonemes; the word awareness 
includes word ambiguity, word formation and part of speech; the syntactic awareness 
includes comprehension, synonymy, acceptability, and grammar function. Therefore, 
the specific objective of this research is to test the differences in meta-linguistic 
awareness among Tibetan-Chinese bilingual students with different bilingual levels 
when learning English as a third language. Fourth, in terms of the research method, the 
Meta-linguistic Awareness Test (MAT) , designed by Italian psychologists, is introduced 

57 



for the first time to test Tibetan primary school students' meta-linguistic awareness 
during the process of third language learning. The Meta-linguistic Awareness Test 
(MAT) is divided into three different types. MAT-1 is suitable for testing the children 
aged 4-6; M A T - 2 is suitable for testing students aged 9-13; MAT-3 is suitable for testing 
adolescents or adults aged >=16. Because the subjects of this research are fifth grade 
students in primary school with an age distribution between 9 and 14 years old, the 
M A T - 2 is selected as the research instrument. Therefore, the test results w i l l have a 
certain degree of international recognition. 
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Chapter Three Research Design 

3.1 Research Hypothesis 

First, according to the control and analysis theory proposed by Canadian psychologists 
Bialystok and Ryan, meta-linguistic awareness can be divided into two distinct 
processes: analyzing language knowledge, and controlling language processing. These 
two components of cognition are responsible for understanding language structure and 
accessing mental representations. In this regard, language knowledge appears to 
become more explicit and processing more fluent as analysis and control continue to 
modify the mental representations. Second, according to the threshold hypothesis 
proposed by Cummins, two thresholds are set to represent the two levels of bilingual 
ability that learners must achieve in their bilingual learning process. When learners 
reach the first threshold, the negative effects of bilingual learning wi l l be avoided; when 
learners reach the second threshold, the positive effects of bilingual learning wi l l be 
manifested, and promoting the development of bilingual learners' cognitive abilities, 
especially in third language learning. Third, according to the dynamic system theory 
proposed by Austrian scholars Herdina and Jessner, language development presents 
three features, language attrition, language interdependence, and cognitive 
characteristics. Thus, multilingual learning promotes improvements in the quality of 
the learner's language system, leading to the development of language learning skills, 
language management skills, and language maintenance skills. These improvements, in 
turn, contribute to the development of learners' cognitive abilities in learning a third 
language. The dynamic system theory further states that in the process of monolingual 
learning, the development of language system is always a straight-line; but in the 
process of multilingual learning, the development of language system is a curve rather 
than a straight line. Based on the above theories, ethnic minority students should have 
advantages of meta-linguistic awareness in learning a third language after receiving 
bilingual education. Therefore, there are three research hypotheses have been proposed: 

(1) . The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of phonological awareness in third 
language English learning, especially in phonetics and phonology, syllable, 
phonemes. 

(2) . The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of word awareness in third 
language English learning, especially in word ambiguity, word formation, and part of 
speech. 

(3) . The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of syntactic awareness in third 
language English learning, especially in comprehension, synonymy, acceptability and 
grammar function. 
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3.2 Research Subject 

3.2.1 Selection of Sample Area 
The Tibetan Autonomous Prefecture Garze, located in western Sichuan Province, China, 
is an autonomous prefecture with Kangding as its capital. Kangding, a significant 
plateau city is renowned for its rich and diverse Tibetan cultural heritage. It serves as 
the central hub for political, economic, and cultural activities within the Tibetan 
Autonomous Prefecture Garze. Moreover, Kangding is the main center of Tibetan 
settlement in this region, as the Tibetan population accounts for a significant 78.4% of 
the total population. The author chose Kangding as the study's sample area due to its 
role as the capital of Prefecture Garze and its status as the largest Tibetan population 
center in Sichuan Province. 
3.2.2 Selection of Sample School 
Kangding Tibetan Primary school is selected as the sample school by the convenient 
sampling. Two reasons for this selection: first, the author had a one-year internship 
experience as an English teacher in Kangding Tibetan Primary school, and is familiar 
with the school situation and have good interpersonal relationships with school leaders 
and teachers, so this study is also strongly supported by them. Second, the proportion 
of Tibetan students in Kangding Tibetan Primary School is also the highest among all 
primary schools in Prefecture Garze. Tibetan students account for 97.8% of the total 
number of students in this school, and most of the students were born into Tibetan-
speaking families and have a good foundation in Tibetan language, which can 
effectively ensure the representativeness of research subjects. 
3.2.3 Language Proficiency Test and Grouping 
According to the distinction between balanced bilinguals and unbalanced bilinguals by 
Tunmer and Pratt, balanced bilinguals refer to language learners who are proficient in 
two languages, and the level of the two languages is equivalent; unbalanced bilinguals 
refer to language learners who are proficient in one of the two languages, and generally 
have higher native language proficiency than second language proficiency. The fifth-
grade students of Kangding Tibetan primary school were selected as the research 
subjects, and the Student Language Assessment Scale ( S L A S ) was used to assess 
students' language proficiency in Tibetan and Chinese. According to the assessment 
results, 208 students were divided into two groups, the balanced Tibetan-Chinese group 
and the unbalanced Tibetan-Chinese group, to take the subsequent Meta-linguistic 
Awareness Test-2 (MAT-2) (See Table 3.1). 

Table 3.1 Basic information of the two groups of samples 

Items N Gender Age Ethnicity 
M F 9-10 11-12 13-14 Tibetan Han 

Balance Group 98 41 57 28 43 27 96 2 

Unbalance Group 110 67 43 29 49 32 105 5 
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3.3 Research Instrument 

3.3.1 The Student Language Assessment Scale (SLAS) 
The Student Language Assessment Scale ( S L A S ) is used to assess ethnic minority 
students' language proficiency in China, which was designed by Chinese linguists. The 
Student Language Assessment Scale ( S L A S ) is divided into three parts: the first part is 
the basic information about the students, such as name, age, gender, place of birth, and 
ethnicity. The second and third parts are the assessment of Tibetan language proficiency 
and Chinese language proficiency, which consist of 10 questions. The questions in these 
two parts are closed-ended and each question is provided with five options to choose 
from. The total score of the scale is 50 points, and the score of Tibetan language 
assessment and Chinese language assessment are 25 points respectively. If a student's 
language assessment score is between 20 and 25 points is defined as proficiency. If a 
student's language assessment score is less than 15 points is defined as unproficiency. 
A s the students are almost born into Tibetan language families, their Tibetan language 
proficiency is relatively good. Therefore, the division is mainly based on the assessment 
scores in their second language, Chinese. 

3.3.2 The Standardized English Proficiency Test (SEPT) 
The Standardized English Proficiency Test (SEPT) is used as a criterion to measure 
students' English academic level in China, which is designed by the Ministry of 
Education. The Standardized English Proficiency Test (SEPT) is a test that is 
administered and scored in a consistent, or criterion manner. It is designed in such a 
way that questions and explanations are consistent, which are administered and scored 
in a pre-determined criterion manner. Therefore, in this research, the Standardized 
English Proficiency Test (SEPT) is used to test the criterion validity of M A T - 2 . 

3.3.3 The Meta-linguistic Awareness Test-2 (MAT-2) 
The Meta-linguistic Awareness Test (MAT) is used internationally to test students' 
meta-linguistic awareness during the language learning, which was designed by Italian 
psychologists Maria Antonietta Rinto, Renzo Titone, and Italian linguist Francesca 
Trusoo. It is the most reliable and comprehensive measure of meta-linguistic awareness. 
The Meta-linguistic Awareness Test (MAT) is divided into three different types. M A T -
1 is suitable for testing the children aged 4-6; M A T - 2 is suitable for testing students 
aged 9-13; and MAT-3 is suitable for testing adolescents aged >=16. Because the 
subjects of this research are fifth grade students in primary school with an age 
distribution between 9 and 14 years old, therefore, the author chose the M A T - 2 as the 
research instrument. The Meta-linguistic Awareness Test-2 (MAT-2) consists of the 
three parts, the phonological awareness test, the word awareness test and the syntactic 
awareness test. The phonological awareness test includes phonetic and phonology, 
syllable, phonemes. The word awareness test includes word ambiguity, word formation 
and part of speech. The syntactic awareness test includes comprehension, synonymy, 
acceptability, and grammar function (See Figure 3.1). To ensure students' 
comprehension of each task, illustrative examples are provided. 

Figure 3.1 The Items of M A T - 2 
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M e t a l i n g u i s t i c A w a r e n e s s T e s t ( M A T - 2 ) 

P h o n o l o g i c a l A w a r e n e s s T e s t 

W o r d A w a r e n e s s T e s t 

S y n t a c t i c A w a r e n e s s T e s t 

Phonetic and Phonological Identification 

Syllable Scansion 

. Identification of Repeated Phonemes 

A m b i g u i t y 

Word Formation 

. Part o f Speech 

Comprehension 

Synonymy 

Acceptabi l i ty 

. Grammatical Funct ion 

3.3.3.1 The Phonological Awareness Test 
Phonological awareness refers to the students' ability to recognize and manipulate the 
sound structure of words. To measure phonological awareness, a test is administered 
that includes three parts: the phonetic and phonological identification test, the syllable 
scansion test, and the identification of repeated phonemes test. 
3.3.3.1.1 Phonetic and Phonological Identification Test 
The phonetic and phonological identification test is designed to assess students' ability 
to recognize and distinguish the differences in sounds that make up spoken language. 
It consists of three groups of words that look similar but have different meanings, and 
the students are required to identify the differences in the sounds that make up each 
word. For example: 

1. Sound/ Round 

A . What makes them similar? 

B . What makes them different? 

2. Ship/ Sheep 

A . What makes them similar? 

B . What makes them different? 

3.3.3.1.2 Syllable Scansion Test 
The syllable scansion test is designed to assess students' ability to identify and 
differentiate the number of syllables in a given word. It consists of three distinct words, 
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each containing a different number of syllables, and students are required to 
differentiate the number of syllables in each word. For example: 
l . D o g 

H o w many syllables are in the word "dog"? 

2. Police 

H o w many syllables are in the word "Police"? 

3.3.3.1.3 Identification of Repeated Phonemes Test 
The identification of repeated phonemes test is designed to assess students' ability to 
recognize and differentiate the number of repeated phonemes in a given word. It 
consists of three distinct words, each containing repeated phonemes, and students are 
required to recognize and count the number of repeated phonemes in each word. For 
example: 
1. Usual 

A . What phoneme is repeated? 

B . H o w many times does it repeat? 

2. Pessimistic 

A . What phoneme is repeated? 

B . H o w many times does it repeat? 

3.3.3.2 The Word Awareness Test 
Word awareness is the recognition that a sentence is composed of individual words and 
the capacity to differentiate the individual words in a spoken or written sentence. To 
measure word awareness, a test is administered that includes three parts: the word 
ambiguity test, the word formation test, and the part of speech test. 
3.3.3.2.1 Word Ambiguity Test 
The word ambiguity test is designed to assess students' ability to identify the ambiguous 
word in each sentence. It consists of two sentences, each containing a word with more 
than one meaning, and students are required to identify the ambiguous word in each 
sentence, as well as the different possible meanings of the word in the given context. 
For example: 
1. The bank did a good job. 
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A . What is the meaning of the word "bank" in this sentence? 

B . What are the other different meanings of the word "bank"? 

3.3.3.2.2 Word formation Test 
The word formation test is designed to assess students' ability to form new words by 
combining individual letters with the rest of the word. It consists of two groups of words, 
each containing five words, and students are required to compose the words they know. 
For example: 

la. 

3.3.3.2.3 Part of speech Test 
The part of speech test is designed to assess students' ability to identify the parts of 
speech of words. It consists of two groups of words, each containing five words, and 
students are required to identify the parts of speech (verb, adjective, adverb, noun or 
pronoun) of the words they formed above. For example: 

lb . Are they verbs, adverbs, adjectives, nouns or pronouns? 
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3.3.3.3 Syntactic Awareness Test 
Syntactic awareness refers to the ability to reflect on the grammar structure of language, 
in which the students direct their attention from the meaning of the sentence to the 
structure of the sentence. To measure syntactic awareness, a test is administered that 
includes four parts: the comprehension test, the synonymy test, the acceptability test 
and the grammar function test. 
3.3.3.3.1 Comprehension Test 
The comprehension test is designed to assess students' ability to comprehend and 
interpret different sentence structures. It consists of seven groups of sentences, each 
containing two similar sentences with different grammar structures, and students are 
required to read and comprehend both sentences in each group, and then identify the 
differences in their meaning. For example: 

1. The queen kissed the frog. 

Who was kissed ? 

2. The queen was kissed by the frog. 

Who was kissed ? 

3. The queen kissed the frog. 

The queen was kissed by the frog. 

Do they have the same meaning or not ? 

3.3.3.3.2 Synonymy Test 
The synonymy test is designed to assess students' ability to recognize and understand 
synonyms. It consists of three groups of sentences, each containing sentences with 
different grammar structures that express the same meaning. Students are required to 
read and comprehend each sentence in the group, and then identify whether the 
sentences express the same meaning or not. For example: 
1. The nurse was called by the doctor. 

2. It's the nurse that the doctor called. 

A . Do they have the same meaning or not ? 
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B . What makes you sure of that? 

3.3.3.3.3 Acceptability Test 
The acceptability test is designed to assess students' ability to judge the logic and 
acceptability of sentences. It consists of four different sentences, each containing a 
statement or piece of information that may not be logically acceptable, and students are 
required to judge the acceptability of each sentence by determining whether the 
information in the sentence contradicts logic. For example. 
1. The teacher was reading a story. 

Can you say like this? 

2. The teacher was reading a hen. 

Can you say like this? 

3.3.3.3.4 Grammar Function Test 
The grammar function test is designed to assess students' ability to recognize and 
identify different grammatical components in a sentence. It consists of five different 
sentences, each containing different grammar components, such as subject, predicate, 
object, attributive, adverbial, etc., and students are required to distinguish the grammar 
components in each sentence respectively. For example: 

1. Mary is combing her hair. 

Who is doing the action? 

2. James broke the glass. 

What was broken? 

3. Peter is a good boy. 

What's being said about peter? 
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3.4 Reliability and Validity Testing 

3.4.1 Reliability 

Reliability is the overall consistency of a measure in statistics and psychometrics; i f a 
measurement consistently generates consistent findings, it is considered to have a high 
level of rel iabil i ty. [ 1 2 3 ] Cronbach's alpha, a reliability statistic, offers a way to assess the 
test's internal consistency. It quantifies the level of agreement on a standardized 0 to 1 
scale. Generally speaking, the Cronbach's Alpha reliability coefficient of the test is 
preferably above 0.8, and is acceptable between 0.7 and 0.8. According to the published 
data, the Cronbach's Alpha reliability coefficient of the M A T - 2 is 0.807, which indicates 
that the M A T - 2 has high reliability (See Table 3.2). [ 1 2 4 ] 

Table 3.2 M A T - 2 Cronbach's alpha reliability coefficient 

Cronbach's Alpha Items 

0.807 10 

3.4.2 Validity 
Criterion validity evaluates how well a measure or test predicts an external criterion or 
outcome, and is an important aspect of the validity of research measures. To evaluate 
criterion validity, calculate the correlation coefficient between the measurement results 
and the criterion measurement results. A high correlation indicates that your test is 
measuring its intended construct. The criterion measurement in this research is the 
Standardized English Proficiency Test (SEPT) for fifth grade students in China. The 
Pearson correlation analysis between the measurement results of M A T - 2 and the 
criterion measurement results of SEPT is to test the criterion validity of M A T - 2 . 
Therefore, the correlation coefficient is r=.478**, p<0.01, which indicates that the 
M A T - 2 has validity (See Table 3.3). 

Table 3.3 M A T - 2 validity coefficients 

MAT-2 Results SEPT Results 
MAT-2 Pearson Correlation 1 .478** 
Results Sig. (2-tailed) .000 

N 208 208 
SEPT Pearson Correlation .478** 1 
Results Sig. (2-tailed) .000 

N 208 208 

*. Correlation is significant at the 0.01 level (2-tailed) 
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3.5 Procedures for Data Collection 

Data collection in this research is divided into three stages: 
The first stage, on June 13, 2022, 9:00 am - 10:00 am. The Student Language 
Assessment Scale ( S L A S ) was used to assess students' language proficiency in Tibetan 
and Chinese. According to the assessment results, 208 students were divided into two 
groups, the balanced Tibetan-Chinese group and the unbalanced Tibetan-Chinese group, 
to take the subsequent Meta-linguistic Awareness Test-2 (MAT-2). 

The second stage, on June 20, 2022, 9:00 a.m. - 10:30 am. The Standardized English 
Proficiency Test (SEPT) for fifth grade students in Kangding Tibetan primary school 
was held. The Pearson correlation analysis was used to analyzed the correlation 
coefficient between students' SEPT results and subsequent M A T - 2 results to test the 
validity of the M A T - 2 . 

The third stage, on June 27, 2022, 9:00 am - 10:30 am. The Meta-linguistic Awareness 
Test-2 (MAT-2) was used to test two groups of students' English meta-linguistic 
awareness, and by the descriptive statistics, the Shapiro-Wilk test, the Levene test, and 
the independent sample t-test to test the research hypotheses. 

3.6 Procedures for Data Analysis 

In this research, the author uses SPSS 28.0 to process and analyze the data. 
First, the Pearson Correlation Analysis is used to test the criterion validity of the M A T -
2. The Pearson correlation coefficient between the measurement and criterion 
measurement is sometimes called the validity coefficient, which has a value between -
1 and 1. For instance, a value of -1 denotes a totally negative linear correlation between 
two variables, a value of 0 denotes a complete lack of a linear correlation between two 
variables, and a value of 1 denotes a complete positive linear correlation between two 
variables. Thus, the Pearson correlation analysis between the measurement results of 
M A T - 2 and the criterion measurement results of SEPT is to test the criterion validity of 
M A T - 2 . 

Second, the Descriptive Statistics is used to analyze the data of the two groups on the 
items of M A T - 2 . The Descriptive Statistics are divided into measures of central 
tendency and measures of variability. Measures of central tendency include the mean, 
median, and mode, while measures of variability include, the minimum and maximum 
values of the variables, kurtosis and skewness. So, the descriptive statistics in this 
research can be useful for two purposes: 1) to provide basic information about variables 
in a dataset and 2) to highlight potential relationships between variables. 

Third, the Shapiro-Wilk test is used to assess how close the data of the two groups on 
the items of M A T - 2 fit to a normal distribution. The Shapiro-Wilk test is a normality 
test designed to detect all departures from normality. The test rejects the hypothesis of 
normality when the p-value is less than or equal to 0.05. A n d the normality test is used 

68 



to determine whether the sample data has been drawn from a normally distributed 
population within some tolerance. A number of statistical tests, such as the independent 
samples t-test and the one-way and two-way A N O V A , require a normally distributed 
sample population. 

Fourth, the Levene test is used to assess i f the data of two groups on the items of M A T -
2 have equal variances respectively. In statistics, the Levene test is an inferential 
statistic used to assess the equality of variances for two or more groups. If the p-value 
for the Levene test is greater than 0.05, then the variances are not significantly different 
from each other. If the p-value for the Levene test is less than or equal to 0.05, then 
there is a significant difference between the variances. A number of statistical tests, such 
as the independent samples t-test and the one-way and two-way A N O V A , require equal 
variance in the sample population. 

Fifth, the independent samples t-test is used to test the differences between the two 
groups on the items of M A T - 2 , in order to validate the research hypotheses. The 
independent samples t-test in this research is used to compare the means of two 
independent groups on the items of M A T - 2 in order to determine whether there is 
statistical evidence that the means of two independent groups on the items of M A T - 2 
are significantly different. 
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Chapter Four Result and Discussion 

4.1 Phonological Awareness Test 

Research on phonological awareness dates back to the 1960s and has centered on the 
correlation between learners' phonological awareness and vocabulary spelling ability. 
Phonological awareness refers to a learner's ability to recognize and manipulate the 
sound structure of words . [ 1 2 5 ] Many studies have shown that phonological awareness is 
a reliable predictor of later vocabulary spelling ability. Therefore, phonological 
awareness training is important for the improvement of vocabulary learning ability. 
However, scholars have different views on the development of phonological awareness. 
The developmental progression hypothesis states that phonological awareness 
acquisition is a natural development process similar to early language acquisition, and 
it relies on general language abilities. Conversely, the developmental independence 
hypothesis notes that phonological awareness development is influenced by previous 
language instruction and that different components of phonological awareness may 
develop independently of each other. English as a typical phonetic script, phonological 
awareness is essential for mastering its spelling principles. Thus, students can use their 
phonological knowledge to spell and identify words by understanding that words can 
be divided into single phonemes and combined to form new words. The Meta-linguistic 
Awareness Test-2 (MAT-2) is a measurement tool designed by the Italian psychologist 
Pinto, as described in his book "Metalinguistic Awareness: Theory, Development, and 
Measurement Tools." The phonological awareness test consists of the following aspects, 
the phonetic and phonological identification test, the syllable scansion test, and the 
identification of repeated phonemes test. Therefore, based on the Dynamic System 
Theory (DST) as well as the Control and Analysis Theory, there are three research 
hypotheses have been proposed: 

A l : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of phonological awareness in third 
language English learning, especially in phonetics and phonology. 
A 2 : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of phonological awareness in third 
language English learning, especially in syllable. 

A 3 : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of phonological awareness in third 
language English learning, especially in phonemes. 
4.1.1 Research Result 
4.1.1.1 Phonetic and Phonological Identification Test 
Different languages differ in the characteristics and patterns of pronunciation, as well 
as in the number and nature of phonetics. Correctly identifying phonetic and 
phonological differences between languages can facilitate positive transfer between 
languages. The phonetic and phonological identification test is to assess students' ability 
to identify the phonetic and phonological differences from each group of words, which 
is a very important component of the phonological awareness measure. The following 
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tables show the results of the phonetic and phonological identification test for two 
groups of students. 

Table 4.1 The descriptive statistics results of phonetic and phonological identification 
test 

Group N MIN MAX M SD 

The Balanced 98 2.00 9.00 5.65 1.53 

Tibetan-Chinese Group 

The Unbalanced 110 1.00 8.00 5.08 1.56 

Tibetan-Chinese Group 

Table 4.2 The Shapiro-Wilk test results of phonetic and phonological identification 
test 

Hii»or«m Histojiam 

The Balanced Group The Ur naUnc id Grc up 

Table 4.3 The Levene's test results of phonetic and phonological identification test 

Group F Sig_ 
The Balanced 
Tibetan-Chinese Group 0.40 0.84 
The Unbalanced 
Tibetan-Chinses Group  

Table 4.4 The independent sample t-test results of phonetic and phonological 
identification test 

Group t Sig Cohen d 
The Balanced 
Tibetan-Chinese Group 2.66 0.00 0.37 
The Unbalanced 
Tibetan-Chinses Group 
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The Table 4.1 shows the minimum, maximum, mean and standard deviation of the two 
groups in the phonetic and phonological identification test. The descriptive statistics 
results are, for the balanced Tibetan-Chinese group, the minimum is 2.00, the maximum 
is 9.00, the mean is 5.65 and the standard deviation is 1.53; for the unbalanced Tibetan-
Chinese group, the minimum is 1.00, the maximum is 8.00, the mean is 5.08 and the 
standard deviation is 1.56. B y comparison, it is clear that the difference between the 
means of the two groups is 0.57. The Table 4.2 shows the results of Shapiro-Wilk test, 
which indicate that the results of two groups in the phonetic and phonological 
identification test are almost normally distributed. The Table 4.3 shows the equality of 
variances of the two groups in the phonetic and phonological identification test. The 
Levene's test results are F=0.40, P>0.05 (P=0.84), which indicate that the variance of 
the two groups is equal. The Table 4.4 shows the t-test analysis results are t=2.66, 
P<0.01 (P=0.00), Cohen d=0.37, which indicate that there is a significant difference 
between the two groups in the phonetic and phonological identification test. 
4.1.1.2 Syllable Scansion Test 
A syllable is a unit of speech sound organization that typically includes a vowel or a 
vowel with one or more consonants in terms of phonological structure. The syllable 
scansion test is to assess students' ability to correctly identify the number of syllables 
in a word, which is a very important component of the phonological awareness measure. 
The following tables show the results of the syllable scansion test for two groups of 
students. 

Table 4.5 The descriptive statistics results of syllable scansion test 

Group N MIN MAX M SD 

The Balanced 98 0.00 3.00 1.82 0.80 

Tibetan-Chinese Group 

The Unbalanced 110 0.00 3.00 1.62 0.80 

Tibetan-Chinese Group 

Table 4.6 The Shapiro-Wilk test results of syllable scansion test 

Hirtoflram 

The Unbalanced Group 

Table 4.7 The Levene's test results of syllable scansion test 
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Group F Sig 
The Balanced 
Tibetan-Chinese Group 1.13 0.29 
The Unbalanced 
Tibetan-Chinses Group  

Table 4.8 The independent sample t-test results of syllable scansion test 

Group t Sig Cohen d 
The Balanced 
Tibetan-Chinese Group 1.78 0.04 0.25 
The Unbalanced 
Tibetan-Chinses Group  

The Table 4.5 shows the minimum, maximum, mean and standard deviation of the two 
groups in the syllable scansion test. The descriptive statistics results are, for the 
balanced Tibetan-Chinese group, the minimum is 0.00, the maximum is 3.00, the mean 
is 1.82 and the standard deviation is 0.80; for the unbalanced Tibetan-Chinese group, 
the minimum is 0.00, the maximum is 3.00, the mean is 1.62 and the standard deviation 
is 0.80. B y comparison, it is clear that the difference between the means of the two 
groups is 0.20. The Table 4.6 shows the results of Shapiro-Wilk test, which indicate that 
the results of two groups in the syllable scansion test are almost normally distributed. 
The Table 4.7 shows the equality of variances of the two groups in the syllable scansion 
test. The Levene's test results are F = l . 13, P>0.05 (P=0.29), which indicate that the 
variance of the two groups is equal. The Table 4.8 shows the t-test analysis results are 
t=1.78, P<0.05 (P=0.04), Cohen d=0.25, which indicate that there is a significant 
difference between the two groups in the syllable scansion test. 
4.1.1.3 Identification of Repeated Phonemes Test 

Different languages differ greatly in the number of phonemes in the linguistic systems. 
The identification of repeated phonemes test is to assess students' ability to correctly 
identify the phonemes that are repeated in a word and explain how many times they are 
repeated, which is a very important component of the phonological awareness measure. 
The following tables show the results of the identification of repeated phonemes test 
for two groups of students. 

Table 4.9 The descriptive statistics results of identification of repeated phonemes test 

Group N MIN MAX M SD 

The Balanced 98 0.00 6.00 3.53 1.28 

Tibetan-Chinese Group 

The Unbalanced 110 0.00 6.00 3.25 1.29 

Tibetan-Chinese Group 
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Table 4.10 The Shapiro-Wilk test results of identification of repeated phonemes test 

Histogram 
Histogram 

JJ uoo ita $M +.« ttt itA 

The Balanced Group The Unbalanced Group 

Table 4.11 The Levene's test results of identification of repeated phonemes test 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 0.09 0.77 
The Unbalanced 
Tibetan-Chinses Group 

Table 4.12 The independent sample t-test results of identification of repeated 
phonemes test 

Group / Sig Cohen d 
The Balanced 
Tibetan-Chinese Group 1.55 0.06 0.22 
The Unbalanced 
Tibetan-Chinses Group 

The Table 4.9 shows the minimum, maximum, mean and standard deviation of the two 
groups in the identification of repeated phonemes test. The descriptive statistics results 
are, for the balanced Tibetan-Chinese group, the minimum is 0.00, the maximum is 6.00, 
the mean is 3.53 and the standard deviation is 1.28; for the unbalanced Tibetan-Chinese 
group, the minimum is 0.00, the maximum is 6.00, the mean is 3.25 and the standard 
deviation is 1.29. B y comparison, it is clear that the difference between the means of 
the two groups is 0.28. The Table 4.10 shows the results of Shapiro-Wilk test, which 
indicate that the results of two groups in the identification of repeated phonemes test 
are almost normally distributed. The Table 4.11 shows the equality of variances of the 
two groups in the identification of repeated phonemes test. The Levene's test results are 
F=0.09, P>0.05 (P=0.77), which indicate that the variance of the two groups is equal. 
The Table 4.12 shows the t-test analysis results are t=1.55, P>0.05 (P=0.06), Cohen 
d=0.22, which indicate that there is no significant difference between the two groups in 
the identification of repeated phonemes test. 

74 



4.1.2 Discussion and Analysis 
The above results show that the balanced Tibetan-Chinese group showed a higher meta­
linguistic awareness than the unbalanced Tibetan-Chinese group in terms of 
phonological awareness in third language English learning, especially in phonetics and 
phonology, syllable. However, when it comes to phonemes, there is no significant 
difference between the two groups. Therefore, the results are not completely consistent 
with the research hypotheses. The analysis and discussion of the above results can be 
approached from the following aspects. 
Firstly, in terms of phonetic and phonological identification test, the results confirmed 
the research hypothesis A l . Being aware of phonetic and phonological variations across 
different languages is crucial for effective communication, as each language has distinct 
pronunciation patterns and unique sets of phonemes. B y accurately recognizing these 
differences, language learners can improve their overall proficiency and facilitate 
transfer between languages. Herdina and Jessner's dynamic systems theory proposes 
that multilingual development is a dynamic process involving a combination of learning 
and unlearning mechanisms. The learning mechanisms involve the acquisition of new 
languages or language features, while the unlearning mechanisms involve modifying 
or suppressing previously acquired language features to accommodate the new 
languages or features. This theory suggests that the richness and complexity of the 
multilingual system, like the human mind, can be best explained by a combination of 
fixed innate principles and variable interactive aspects. The term "fixed innate 
principles" describes the inherent linguistic abilities that are present in all humans, 
while the term "variable interactive aspects" refers to the manner in which these abilities 
are molded and refined through exposure to linguistic encounters and interactions. 
Therefore, the dynamic systems theory highlights the advantages of multilingualism, 
including increased cognitive flexibility, meta-linguistic awareness, meta-pragmatic 
awareness, and sociocultural awareness. Based on this theory, the meta-linguistic 
abilities of a bilingual learner w i l l generate a catalytic (extremely facilitating) effect 
upon learning a third or subsequent languages, which wi l l indicate that a qualitative 
change in the L3 acquisition process, compared to the acquisition of an L 2 . This is 
because the meta-linguistic abilities developed through bilingualism, such as the ability 
to analyze and reflect on language structures, can facilitate the transfer of linguistic 
knowledge and skills from one language to another. In addition, according to this theory, 
multilingual learning promotes improvements in the quality of the learner's language 
system, leading to the development of language learning skills, language management 
skills, and language maintenance skills. These improvements, in turn, contribute to the 
development of the learners' meta-linguistic awareness when learning a third language. 
It is worth noting that learners' meta-linguistic awareness is influenced by their 
language proficiency in each language. A s learners become more proficient in 
previously acquired languages, their meta-linguistic awareness enabling them to engage 
in higher-order thinking about language and apply their meta-linguistic knowledge to 
support their language learning and language use in a third language. The results of this 
test confirmed this theory. 
Secondly, in terms of syllable scansion test, the results confirmed the research 
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hypothesis A 2 . Different syllables make different words, students need to correctly 
identify the number of syllables in a word. The phonological definition of a vowel is 
that it is a syllabic sound, serving as the peak of a syllable. The number of vowel sounds 
in a word, as determined by its phonetic form, typically determines the number of 
syllables it contains. In most cases, a syllable is comprised of either a single vowel or a 
combination of a vowel and one or more consonants. Therefore, syllable scansion is to 
assess students' ability to analyze syllables in a word, which relates to the analysis of 
language knowledge. According to the control and analysis theory proposed by 
Bialystok, the processing of language by meta-linguistic awareness is divided into two 
processes: the analysis of language knowledge and the control of language processing. 
The analysis of language knowledge is the skil l responsible for constructing, organizing 
and interpreting learner's implicit language knowledge, and it plays a role in tasks that 
need to analyze and understand language knowledge. Bialystok believes that bilingual 
students have experience in dealing with two different linguistic systems that this 
experience, in her words, accelerates the extraction of abstract linguistic structures, 
rules or concepts. In addition, this advantage is only for bilingual students whose 
knowledge of both languages has been analyzed, which means that bilingual students 
with limited knowledge of one language w i l l lack this advantage. Therefore, Bialystok 
notes that in tasks requiring analysis, only bilingual students who are proficient in both 
languages showed an advantage, and the results of this test confirmed this theory. 

Thirdly, in terms of identification of repeated phonemes test, the results didn't confirm 
the research hypothesis A 3 . Perhaps the reasons can be analyzed from the following 
aspects. First, Chinese and English have notable linguistic differences. Chinese is a 
tonal language with 23 consonant sounds and 36 vowel sounds, whereas English is an 
intonation language with 24 consonant sounds and 20 vowel sounds. For example, in 
Chinese, there are four main tones, which can change the meaning of a word even i f the 
consonants and vowels is the same. For example, the word "ma" pronounced with a 
first tone (high) means "mother", a second tone (rising) means "hemp", a third tone 
(falling-rising) means "horse", and a fourth tone (falling) means "curse". In contrast, 
English is not a tonal language, so changes in tone are not used to differentiate the 
meaning of words. Second, Chinese has no difference in vowel length, while English 
has a distinction between long and short vowels. Therefore, many Chinese speakers 
usually have great difficulty distinguishing between the word lbeat' and LbitT as well as 
'fool ' and ' fu l l ' . Because most Chinese speakers cannot hear the difference between 
long and short vowels, and they have difficulty pronouncing these vowel sounds as well . 
Third, the English linguistic system has several consonant sounds that do not exist in 
Chinese. Many Chinese speakers struggle with M and /w/, because these sounds do not 
exist in Chinese linguistic system. Therefore, many Chinese speakers have difficulty 
learning how to make these new sounds with their mouths and tongue placement. 
Fourth, there are almost no consonants at the end of Chinese syllables. But in English, 
it is common to have consonant clusters at the end of a word, such as "fast" and "and". 
Therefore, many Chinese speakers place too much emphasis on the final consonants of 
a word that "fast" becomes "faster" and "and" becomes " anda"; as a result, they add an 
extra syllable. Other Chinese speakers want to sound more fluent, so they accidentally 
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leave out the last consonant or syllable, with "fast" becomes "fas" and "government" 
becomes "govment." A s a result, Chinese speakers may find it more difficult to produce 
and comprehend English words that end with consonant clusters, as the absence of such 
clusters in Chinese makes it challenging for them to distinguish between the individual 
consonant sounds. After analysis, the above factors are the reasons why there is no 
significant difference between the two groups in the identification of repeated 
phonemes test. The results of this test didn't confirm the research hypothesis A 3 . 
4.1.3 Summary 
The above results confirm that even though the three languages belong to different 
language families (Tibetan, Sino-Tibetan language family; Chinese, Sino-Tibetan 
language family; English, Indo-European language family), bilingual learners who are 
proficient in two languages still show more cognitive advantages in meta-linguistic 
awareness, especially in terms of phonological awareness when learning a third 
language, as compared to those who are not proficient. These advantages are primarily 
evident in measures of phonetics and phonology, syllable. However, when it comes to 
phonemes, there is no significant difference between the two groups. 

4.2 Word Awareness Test 

Research on word awareness dates back to the 1980s and has centered on the correlation 
between learners' word awareness and reading ability. Word awareness refers to both 
the recognition that a sentence or phrase is comprised of individual words, as well as 
the capacity to manipulate words within a phrase or sentence. This manipulation can 
involve playing with compound words, identifying rhyming words, counting syllables, 
recognizing alliteration, segmenting sentences into individual words, and identifying 
syllables within a given word. B y increasing word awareness, individuals can 
experience an immediate improvement in phonological awareness. This is due to the 
fact that both word awareness and phonological awareness involve the analysis and 
processing of language units, such as words, syllables, and phonemes. In fact, some 
studies suggest that "words" may be the most significant component of phonological 
awareness. Thus, phonological awareness and word awareness work together to assist 
language learners in processing, comprehending, and utilizing the individual 
components of the language. This is particularly essential when it comes to developing 
reading skills. Learning to read requires both establishing control over the essential 
information and formal components of language to extract meaning, as well as 
recognizing the characteristics and functions of reading. [ 1 2 6 ] Many studies have 
demonstrated that deficiencies in any of these areas are correlated with lower literacy 
rates, highlighting the connection between reading ability and word awareness. The 
Meta-linguistic Awareness Test-2 (MAT-2) is a measurement tool designed by the 
Italian psychologist Pinto, as described in his book "Metalinguistic Awareness: Theory, 
Development, and Measurement Tools." The word awareness test consists of the 
following aspects, the word ambiguity test, the word formation test, and the part of 
speech test. Therefore, based on the Threshold Hypothesis as well as the Control and 
Analysis Theory, there are three research hypotheses have been proposed: 
B l : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
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than the unbalanced Tibetan-Chinese group in terms of word awareness in third 
language English learning, especially in word ambiguity. 
B2 : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of word awareness in third 
language English learning, especially in word formation. 
B 3 : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than unbalanced Tibetan-Chinese group in terms of word awareness in third language 
English learning, especially in part of speech. 
4.2.1 Research Result 
4.2.1.1 Word Ambiguity Test 
Word ambiguity means it has more than one interpretation, explanation or meaning in 
the language to which the word belongs, especially i f that meaning cannot be 
determined from its context. The word ambiguity test is to assess students' ability to 
distinguish the ambiguous word in each sentence respectively, which is a very important 
component of the word awareness measure. The following tables show the results of 
the word ambiguity test for two groups of students. 

Table 4.13 The descriptive statistics results of word ambiguity test 

Group N MIN MAX M SD 

The Balanced 98 0.00 6.00 3.19 1.49 

Tibetan-Chinese Group 

The Unbalanced 110 0.00 6.00 2.85 1.39 

Tibetan-Chinese Group 

Table 4.14 The Shapiro-Wilk test results of word ambiguity test 

The Balanced Group The Unbalanced Group 

Table 4.15 The Levene's test results of word ambiguity test 
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Group F Sig 
The Balanced 
Tibetan-Chinese Group 0.94 0.34 
The Unbalanced 
Tibetan-Chinses Group 

Table 4.16 The independent sampl e t-test results of word ambiguity test 

Group Sig Cohend 
The Balanced 
Tibetan-Chinese Group 1.75 0.04 0.24 
The Unbalanced 
Tibetan-Chinses Group 

The Table 4.13 shows the minimum, maximum, mean and standard deviation of the two 
groups in the word ambiguity test. The descriptive statistics results are, for the balanced 
Tibetan-Chinese group, the minimum is 0.00, the maximum is 6.00, the mean is 3.19 
and the standard deviation is 1.49; for the unbalanced Tibetan-Chinese group, the 
minimum is 0.00, the maximum is 6.00, the mean is 2.85 and the standard deviation is 
1.39. B y comparison, it is clear that the difference between the means of the two groups 
is 0.34. The Table 4.14 shows the results of Shapiro-Wilk test, which indicate that the 
results of two groups in the word ambiguity test are almost normally distributed. The 
Table 4.15 shows the equality of variances of the two groups in the word ambiguity test. 
The Levene's test results are F=0.94, P>0.05 (P=0.34), which indicate that the variance 
of the two groups is equal. The Table 4.16 shows the t-test analysis results are t=1.75, 
P<0.05 (P=0.04), Cohen d=0.24, which indicate that there is a significant difference 
between the two groups in the word ambiguity test. 
4.2.1.2 W o r d Format ion Test 

Word formation means the process by which words can be changed, or new words 
created in a particular language. The word formation test is to assess students' ability 
to form a word by connecting the individual letters with the rest of the word, which is 
a very important component of the word awareness measure. The following tables show 
the results of the word formation test for two groups of students. 

Table 4.17 The descriptive statistics results of word formation test 

Group N MIN MAX M SD 

The Balanced 98 2.00 10.00 6.05 1.65 

Tibetan-Chinese Group 

The Unbalanced 110 2.00 10.00 5.07 1.57 

Tibetan-Chinese Group 
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Table 4.18 The Shapiro-Wilk test results of word formation test 

51« -isn 

TH* BdllKfd Group The Unbalanced Group 

Table 4.19 The Levene's test results of word formation test 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 
The Unbalanced 
Tibetan-Chinses Group 

0.50 0.48 

Table 4.20 The independent sample t-test results of word formation test 

Group t Sig Cohen d 
The Balanced 
Tibetan-Chinese Group 4.38 0.00 0.61 
The Unbalanced 
Tibetan-Chinses Group 

The Table 4.17 shows the minimum, maximum, mean and standard deviation of the two 
groups in the word formation test. The descriptive statistics results are, for the balanced 
Tibetan-Chinese group, the minimum is 2.00, the maximum is 10.00, the mean is 6.05 
and the standard deviation is 1.65; for the unbalanced Tibetan-Chinese group, the 
minimum is 2.00, the maximum is 10.00, the mean is 5.07 and the standard deviation 
is 1.57. B y comparison, it is clear that the difference between the means of the two 
groups is 0.98. The Table 4.18 shows the results of Shapiro-Wilk test, which indicate 
that the results of two groups in the word formation test are almost normally distributed. 
The Table 4.19 shows the equality of variances of the two groups in the word formation 
test. The Levene's test results are F=0.50, P>0.05 (P=0.48), which indicate that the 
variance of the two groups is equal. The Table 4.20 shows the t-test analysis results are 
t=4.38, P<0.01 (P=0.00), Cohen d=0.61, which indicate that there is a significant 
difference between the two groups in the word formation test. 
4.2.1.3 Par t of Speech Test 
Part of speech refers to a class of words with similar grammar properties. The part of 
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speech test is to assess students' ability to identify the parts of speech (verb, adjective, 
adverb, noun or pronoun) of the words they formed above, which is a very important 
component of the word awareness measure. The following tables show the results of 
the part of speech test for two groups of students. 

Table 4.21 The descriptive statistics results of part of speech test 

Group N MIN MAX M SD 

The Balanced 

Tibetan-Chinese Group 

98 2.00 10.00 5.22 1.93 

The Unbalanced 110 2.00 9.00 4.85 1.60 

Tibetan-Chinese Group 

Table 4.22 The Shapiro-Wilk test results of part of speech test 
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Table 4.23 The Levene's test results of part of speech test 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 
The Unbalanced 
Tibetan-Chinses Group 

2.75 0.10 

Table 4.24 The independent sample t-test results of part of speech test 

Group Sig Cohend 
The Balanced 
Tibetan-Chinese Group 
The Unbalanced 
Tibetan-Chinses Group 

1.54 0.06 0.21 
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The Table 4.21 shows the minimum, maximum, mean and standard deviation of the two 
groups in the part of speech test. The descriptive statistics results are, for the balanced 
Tibetan-Chinese group, the minimum is 2.00, the maximum is 10.00, the mean is 5.22 
and the standard deviation is 1.93; for the unbalanced Tibetan-Chinese group, the 
minimum is 2.00, the maximum is 9.00, the mean is 4.85 and the standard deviation is 
1.60. B y comparison, it is clear that the difference between the means of the two groups 
is 0.37. The Table 4.22 shows the results of Shapiro-Wilk test, which indicate that the 
results of two groups in the part of speech test are almost normally distributed. The 
Table 4.23 shows the equality of variances of the two groups in the part of speech test. 
The Levene's test results are F=2.75, P>0.05 (P=0.10), which indicate that the variance 
of the two groups is equal. The Table 4.24 shows the t-test analysis results are t=l .54, 
P>0.05 (P=0.06), Cohen d=0.21, which indicate that there is no significant difference 
between the two groups in the part of speech test. 
4.2.2 Discussion and Analysis 

The above results show that the balanced Tibetan-Chinese group showed a higher meta­
linguistic awareness than the unbalanced Tibetan-Chinese group in terms of word 
awareness in third language English learning, especially in word ambiguity, word 
formation. However, when it comes to part of speech, there is no significant difference 
between the two groups. Therefore, the results are not completely consistent with the 
research hypotheses. The analysis and discussion of the above results can be 
approached from the following aspects. 

Firstly, in terms of word ambiguity test, the results confirmed the research hypothesis 
B l . The word ambiguity test requires students to engage their cognitive abilities to 
identify ambiguous words in sentences with multiple meanings, analyzing the context, 
and choosing the correct meaning to improve comprehension and communication skills. 
According to the threshold hypothesis, there may be a minimum degree of bilingualism 
that students must reach in order to benefit from and prevent negative effects on their 
cognitive development (See Figure 4 .1) . [ 1 2 7 ] Cummins divided the language level of 
bilingual learners into three levels, and explained the relationship between each level 
and their cognitive development. The low level means that bilingual learners who are 
not proficient in both languages, and this language state wi l l have a negative effect on 
their cognitive development; in other words, i f Tibetan students are not proficient in 
Tibetan and Chinese, this language state wi l l inevitably have a negative effect on their 
cognitive development. The intermediate level means that the bilingual learners who 
are proficient in one of the two languages, and this language state wi l l have no effect 
on their cognitive development, i.e., it neither facilitates nor hinders the cognitive 
development of bilingual learners; that is to say, i f Tibetan students are proficient in 
either Tibetan or Chinese, this language state wi l l have no effect on their cognitive 
development. The high level means that bilingual learners who are proficient in two or 
more languages, and this language state wi l l promote their cognitive development; in 
other words, i f Tibetan students are proficient in Tibetan, Chinese, or more languages, 
this language state wi l l have a positive effect on their cognitive development. The 
results of this test indicated that there was a significant difference between the balanced 
bilingual group and the unbalanced group on the word ambiguity test, and the balanced 
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group performed better than the unbalanced group. Based on the threshold hypothesis, 
the bilingual level of the balanced group had reached the second threshold and therefore 
showed a higher cognitive advantage in third language learning; the bilingual level of 
the unbalanced group still remained at the first threshold and therefore this language 
state had neither a positive nor a negative effect on their cognitive development. The 
threshold hypothesis can help explain how a student's bilingual level affects their 
cognitive development. The results of this test confirmed this theory. 

Figure 4.1 The cognitive effect in the threshold hypothesis 

Positive 

cognitive 

effects 

Negative 

cognitive 

effects 

Level of bilingual ism 
attained 

Secondly, in terms of word formation test, the results confirmed the research hypothesis 
B2 . The word formation test assesses students' ability to analyze the components of a 
word, such as the initial, root, and suffix of a linguistic unit. This understanding of the 
building blocks of language can enhance their language skills by developing a deeper 
comprehension of language structure. Therefore, word formation is to assess students' 
ability to analyze components of a word, which relates to the analysis of language 
knowledge. Bialystok's control and analysis theory notes that the ability to analyze 
language knowledge improves as mental representations develop. The construction of 
mental representations is a continuous process that occurs in three recognizable stages 
or levels: conceptual, formal, and symbolic representations. Conceptual representations 
are the most fundamental level of mental representation, providing the initial 
understanding of an object or concept. [ 1 2 8 ] The relationship between "dog and bone" is 
based on conceptual representations linked through meaning, whereas the relationship 
between "dog and cat" is based on formal representations linked taxonomically 
Symbolic representations differ from the previous levels (conceptual and formal) in that 
they are organized by utilizing a system of categories and notational language to 
represent complex ideas and concepts. [ 1 2 9 ] For example, dog, cat and bone are symbolic 
because they are nouns. These representations explain how the linguistic knowledge of 
the learner is stored, presented explicit, and connected to other forms of knowledge. 
Therefore, this theory states that in tasks requiring analysis, which involves detailed 
language knowledge and highly demands for analysis of mental representation, only 
bilingual students who are proficient in both languages showed an advantage. Based on 
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this theory, students in the balanced bilingual group have an advantage in analyzing 
language knowledge and wi l l continue to demonstrate this advantage in tasks that 
requiring analysis when learning a third language. The results of this test confirmed this 
theory. 
Thirdly, in terms of part of speech test, the results didn't confirm the research hypothesis 
B3 . Perhaps the reasons can be analyzed from the following aspects. First, in Chinese, 
the function of a word in a sentence is often determined by its position within the 
sentence, rather than its part of speech. This means that in Chinese, it is possible to 
convey meaning and grammatical function without necessarily identifying the part of 
speech of each word. Second, in English, we would say "the red apple" to indicate that 
the adjective "red" modifies the noun "apple." In Chinese, however, the adjective "tf" 
(hong), meaning "red," is simply placed before the noun (pingguo), meaning 

"apple," to indicate that it is being described. Third, Chinese uses the particle (auxiliary 
word) and other grammatical structures to indicate tense and grammatical functions, 
rather than relying on verb changes as in English. For example, in Chinese, the particle 
(auxiliary word)" T" (le) can be used to indicate the completion of an action. It is often 
placed at the end of a sentence or verb phrase to indicate that the action has taken place 
or has been completed. Fourth, it is generally believed that an important difference 
between English and Chinese lies in hypotaxis and parataxis. Hypotaxis is a 
grammatical arrangement where a subordinate clause or phrase is used to modify or 
complete the meaning of a main clause; this creates a hierarchical relationship between 
the clauses or phrases, with one being functionally more important than the other; an 
example of hypotaxis is when one syntactic unit is subordinated to another in a complex 
sentence. [ 1 3 0 ] Parataxis uses coordinating conjunctions or no conjunctions at all to create 
short, simple sentences, in contrast to the complex structures of hypotaxis and syntaxis, 
which use subordinating conjunctions. [ 1 3 1 ] In fact, English focuses on hypotaxis, which 
uses syntactic devices or lexical devices to achieve internal connections or connections 
between sentences; while Chinese focuses on parataxis, which uses semantic 
connection to achieve internal connection or connection between sentences. In English, 
the connection between the components of a sentence or between sentences often uses 
appropriate connectives to indicate its complete structure; but in Chinese, the 
connection between the components of a sentence or between sentences depends on 
semantics. Thus, in Chinese language education, students are able to make correct 
words and complete sentences without analyzing the part of speech of a word or the 
grammatical components of a sentence. However, in English learning, mastering part 
of speech is crucial to determine the correct definition of words and make sentences 
conform to grammatical rules. Therefore, due to the unique linguistic structure of 
Chinese, students have not formed an awareness of part-of-speech learning. After 
analysis, the above factors are the reasons why there is no significant difference 
between the two groups in the part of speech test. The results of this test didn't confirm 
the research hypothesis B3 . 
4.2.3 Summary 

The above results confirm that even though the three languages belong to different 
language families (Tibetan, Sino-Tibetan language family; Chinese, Sino-Tibetan 
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language family; English, Indo-European language family), bilingual learners who are 
proficient in two languages still show more cognitive advantages in meta-linguistic 
awareness, especially in terms of word awareness when learning a third language, as 
compared to those who are not proficient. These advantages are primarily evident in 
measures of word ambiguity and word formation. However, when it comes to part of 
speech, there is no significant difference between the two groups. 

4.3 Syntactic Awareness Test 

Research on syntactic awareness dates back to the 1980s and has centered on the 
correlation between learners' syntactic awareness and writing ability. Syntactic 
awareness is the ability to reflect on the grammar structure of language, in which the 
learner directs their attention from the meaning of the sentence to the structure of the 
sentence. Syntactic awareness is also a student's ability to engage in mental 
representations related to the structural aspects of language. This includes applying 
inference and pragmatic rules, which can be assessed through tasks that involve 
correcting sentences with word order violat ions. [ 1 3 2 ] Linguists define syntax as the 
collection of rules that determine how words are arranged to form longer, more 
meaningful units such as phrases, clauses, and sentences; as a result, developing a 
strong understanding of syntax is crucial for building a solid foundation in structural 
language knowledge. [ 1 3 3 ] Syntactic awareness and syntactic knowledge have been 
found to be relevant and helpful in improving the student's writing ability. They are 
related but separate concepts. Syntactic awareness assesses a student's meta-linguistic 
ability to manipulate language as an object, whereas syntactic knowledge evaluates 
their proficiency in understanding and producing different grammatical structures 
within a sentence. Therefore, syntactic awareness, as a meta-linguistic ability, is not 
developed independently of syntactic knowledge. Advanced syntactic knowledge can 
correlate with more developed syntactic awareness in students. In essence, these two 
concepts are intertwined and improving one can potentially enhance the other. The 
Meta-linguistic Awareness Test-2 (MAT-2) is a measurement tool designed by the 
Italian psychologist Pinto, as described in his book "Metalinguistic Awareness: Theory, 
Development, and Measurement Tools." The word awareness test consists of the 
following aspects, the comprehension test, the synonymy test, the acceptability test and 
the grammar function test. Therefore, based on the Control and Analysis theory, there 
are four research hypotheses have been proposed: 

C I : The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of syntactic awareness in third 
language English learning, especially in comprehension. 
C2: The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than the unbalanced Tibetan-Chinese group in terms of syntactic awareness in third 
language English learning, especially in synonymy. 
C3: The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
than unbalanced Tibetan-Chinese group in terms of syntactic awareness in third 
language English learning, especially in acceptability. 
C4: The balanced Tibetan-Chinese group showed a higher meta-linguistic awareness 
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than unbalanced Tibetan-Chinese group in terms of syntactic awareness in third 
language English learning, especially in grammar function. 
4.3.1 Research Result 
4.3.1.1 Comprehension Test 
Comprehension involves the ability to comprehend and interpret the meaning or 
concepts conveyed by words. The comprehension test is to assess students' ability to 
correctly understand the meaning of sentences with different grammar structures, which 
is a very important component of the syntactic awareness measure. The following tables 
show the results of the comprehension test for two groups of students. 

Table 4.25 The descriptive statistics results of comprehension test 

Group N MIN MAX M SD 

The Balanced 98 2.00 7.00 4.71 1.39 

Tibetan-Chinese Group 

The Unbalanced 110 1.00 7.00 4.13 1.56 

Tibetan-Chinese Group 

Table 4.26 The Shapiro-Wilk test results of comprehension rest 

Tlie Balanced Grojp The Unbalanced Group 

Table 4.27 The Levene's test results of comprehension rest 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 0.50 0.48 
The Unbalanced 
Tibetan-Chinses Group 

Table 4.28 The independent sample t-test results of comprehension test 
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Group / Sig Cohend 
The Balanced 
Tibetan-Chinese Group 2.85 0.00 0.40 
The Unbalanced 
Tibetan-Chinses Group 

The Table 4.25 shows the minimum, maximum, mean and standard deviation of the two 
groups in the comprehension test. The descriptive statistics results are, for the balanced 
Tibetan-Chinese group, the minimum is 2.00, the maximum is 7.00, the mean is 4.71 
and the standard deviation is 1.39; for the unbalanced Tibetan-Chinese group, the 
minimum is 1.00, the maximum is 7.00, the mean is 4.13 and the standard deviation is 
1.56. B y comparison, it is clear that the difference between the means of the two groups 
is 0.58. The Table 4.26 shows the results of Shapiro-Wilk test, which indicate that the 
results of two groups in the comprehension test are almost normally distributed. The 
Table 4.27 shows the equality of variances of the two groups in the comprehension test. 
The Levene's test results are F=0.50, P>0.05 (P=0.48), which indicate that the variance 
of the two groups is equal. The Table 4.28 shows the t-test analysis results are t=2.85, 
P<0.01 (P=0.00), Cohen d=0.40, which indicate that there is a significant difference 
between the two groups in the comprehension test. 
4.3.1.2 Synonymy Test 
Synonymy refers to the semantic qualities or relationships that exist between words or 
sentences with closely related meanings. The synonymy test is to assess students' ability 
to correctly distinguish the meaning of sentences with different grammar structures, 
which is a very important component of the syntactic awareness measure. The 
following tables show the results of the synonymy test for two groups of students. 

Table 4.29 The descriptive statistics results of synonymy test 

Group N MIN MAX M SD 

The Balanced 98 0.00 3.00 1.79 0.83 

Tibetan-Chinese Group 

The Unbalanced 110 0.00 3.00 1.54 0.76 

Tibetan-Chinese Group 

Table 4.30 The Shapiro-Wilk test results of synonymy test 

Histogram Histogram 

The Balancad Group The Unbalanced Group 
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Table 4.31 The Levene's test results of synonymy test 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 0.09 0.77 
The Unbalanced 
Tibetan-Chinses Group 

Table 4.32 The independent sample t-test results of synonymy test 

Group t Sig Cohen d 
The Balanced 
Tibetan-Chinese Group 2.26 0.01 0.31 
The Unbalanced 
Tibetan-Chinses Group  

The Table 4.29 shows the minimum, maximum, mean and standard deviation of the two 
groups in the synonymy test. The descriptive statistics results are, for the balanced 
Tibetan-Chinese group, the minimum is 0.00, the maximum is 3.00, the mean is 1.79 
and the standard deviation is 0.83; for the unbalanced Tibetan-Chinese group, the 
minimum is 0.00, the maximum is 3.00, the mean is 1.54 and the standard deviation is 
0.76. B y comparison, it is clear that the difference between the means of the two groups 
is 0.25. The Table 4.30 shows the results of Shapiro-Wilk test, which indicate that the 
results of two groups in the synonymy test are almost normally distributed. The Table 
4.31 shows the equality of variances of the two groups in the synonymy test. The 
Levene's test results are F=0.09, P>0.05 (P=0.77), which indicate that the variance of 
the two groups is equal. The Table 4.32 shows the t-test analysis results are t=2.26, 
P<0.05 (P=0.01), Cohen d=0.31, which indicate that there is a significant difference 
between the two groups in the synonymy test. 
4.3.1.3 Acceptabil i ty Test 

Acceptability refers to a quality that meets the standards for approval or agreement. The 
acceptability test is to assess students' ability to judge whether the information 
presented in a sentence contradicts the underlying logic, which is a very important 
component of the syntactic awareness measure. The following tables show the results 
of the acceptability test for two groups of students. 

Table 4.33 The descriptive statistics results of acceptability test 

Group N MIN MAX M SD 

The Balanced 98 1.00 4.00 2.64 0.90 

Tibetan-Chinese Group 

The Unbalanced 110 1.00 4.00 2.36 0.86 

Tibetan-Chinese Group 
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Table 4.34 The Shapiro-Wilk test results of acceptability test 

Table 4.35 The Levene's test results of acceptability test 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 0.14 0.71 
The Unbalanced 
Tibetan-Chinses Group  

Table 4.36 The independent sample t-test results of acceptability test 

Group / Sig Cohend 
The Balanced 
Tibetan-Chinese Group 2.28 0.01 0.32 
The Unbalanced 
Tibetan-Chinses Group 

The Table 4.33 shows the minimum, maximum, mean and standard deviation of the two 
groups in the acceptability test. The descriptive statistics results are, for the balanced 
Tibetan-Chinese group, the minimum is 1.00, the maximum is 4.00, the mean is 2.64 
and the standard deviation is 0.90; for the unbalanced Tibetan-Chinese group, the 
minimum is 1.00, the maximum is 4.00, the mean is 2.36 and the standard deviation is 
0.86. B y comparison, it is clear that the difference between the means of the two groups 
is 0.28. The Table 4.34 shows the results of Shapiro-Wilk test, which indicate that the 
results of two groups in the acceptability test are almost normally distributed. The Table 
4.35 shows the equality of variances of the two groups in the acceptability test. The 
Levene's test results are F=0.14, P>0.05 (P=0.71), which indicate that the variance of 
the two groups is equal. The Table 4.36 shows the t-test analysis results are t=2.28, 
P<0.05 (P=0.01), Cohen d=0.32, which indicate that there is a significant difference 
between the two groups in the acceptability test. 
4.3.1.4 G r a m m a r Funct ion Test 
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Grammar function refers to the specific syntactic function of a word or phrase in a 
clause or sentence structure. The grammar function test is to assess students' ability to 
correctly distinguish the grammar components in each sentence, such as, subject, 
predicate, object, attributive, adverbial, etc., which is a very important component of 
the syntactic awareness measure. The following tables show the results of the grammar 
function test for two groups of students. 

Table 4.37 The descriptive statistics results of grammar function test 

Group N MIN MAX M SD 

The Balanced 98 0.00 5.00 2.93 1.26 

Tibetan-Chinese Group 

The Unbalanced 110 0.00 5.00 2.57 1.24 

Tibetan-Chinese Group 

Table 4.38 The Shapiro-Wilk test results of grammar function test 

The Balanced Group The Unbalanced Group 

Table 4.39 The Levene's test results of grammar function test 

Group F Sig 
The Balanced 
Tibetan-Chinese Group 0.14 0.71 
The Unbalanced 
Tibetan-Chinses Group 

Table 4.40 The independent sample t-test results of grammar function test 

Group / Sig Cohen d 
The Balanced 
Tibetan-Chinese Group 2.05 0.02 0.28 
The Unbalanced 
Tibetan-Chinses Group 
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The Table 4.37 shows the minimum, maximum, mean and standard deviation of the two 
groups in the grammar function test. The descriptive statistics results are, for the 
balanced Tibetan-Chinese group, the minimum is 0.00, the maximum is 5.00, the mean 
is 2.93 and the standard deviation is 1.26; for the unbalanced Tibetan-Chinese group, 
the minimum is 0.00, the maximum is 5.00, the mean is 2.57 and the standard deviation 
is 1.24. B y comparison, it is clear that the difference between the means of the two 
groups is 0.36. The Table 4.38 shows the results of Shapiro-Wilk test, which indicate 
that the results of two groups in the grammar function test are almost normally 
distributed. The Table 4.39 shows the equality of variances of the two groups in the 
grammar function test. The Levene's test results are F=0.14, P>0.05 (P=0.71), which 
indicate that the variance of the two groups is equal. The Table 4.40 shows the t-test 
analysis results are t=2.05, P<0.05 (P=0.02), Cohen d=0.28, which indicate that there 
is a significant difference between the two groups in the grammar function test. 
4.3.2 Discussion and Analysis 

The above results show that the balanced Tibetan-Chinese group showed a higher meta­
linguistic awareness than the unbalanced Tibetan-Chinese group in terms of syntactic 
awareness in third language English learning, especially in comprehension, synonymy, 
acceptability, and grammar function. Therefore, the results are completely consistent 
with the research hypotheses. The analysis and discussion of the above results can be 
approached from the following aspects. 

In terms of comprehension test, synonymy test, acceptability test and grammar function 
test, the results confirmed the research hypotheses C I , C2, C3, C4. Based on the 
components of the M A T - 2 , the phonological awareness test and the word awareness test 
are related to the analysis of language knowledge, while the syntactic awareness test is 
related to the control of language processing. Bialystok and Ryan have proposed two 
potential methods for improving the control of language processing. The first method 
involves school education, where students can benefit from structured teaching to 
restructure their language knowledge. The second method involves bilingual education, 
where mastering two languages simultaneously enhances students' ability to handle 
complex language systems. Bialystok suggests that bilingual students have a more 
advanced control of language processing, and their experience with using two 
languages enables them to easily perceive the relationship between language structure 
and meaning. 

According to Bialystok's control and analysis theory, language acquisition can be 
explained through two cognitive processing components: the analysis of language 
knowledge and the control of language processing. These two components work 
together to improve students' language proficiency. Despite the fact that the control and 
analysis theory proposed by Bialystok suggests that the analysis of language knowledge 
and the control of language processing work together to improve language proficiency, 
there is no direct relationship between a student's performance on meta-linguistic tasks 
that rely on high levels of knowledge analysis and their performance on meta-linguistic 
tasks that rely on high levels of attentional control. This is because these two cognitive 
components are independent and are responsible for different aspects of language 
processing. In other words, these are the processes that are responsible for changing the 
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mental representations, and changes in mental representations are the basis of language 
learning. The analysis of language knowledge involves the representation of 
increasingly explicit and abstract structures. It enables the reorganization of mental 
representations based on implicit knowledge into explicit knowledge. The control of 
language processing involves selecting information from mental representations and 
directing attention to specific aspects of the stimulus situation to solve a problem. It is 
particularly important in situational tasks that may mislead or distract learners. 
Bialystok believes that bilingual students' advantage in meta-linguistic awareness can 
actually be attributed to their advantage in control of language processing. That is to 
say, in syntactic awareness tasks, higher levels of bilingual students show an advantage 
in attentional control, i.e., they are better able to selectively direct their attention to 
sentence structure rather than to sentence meaning; in tasks requiring analysis, only 
bilingual students who are proficient in both languages show an advantage. 
In addition, the control and analysis theory further states that cognition originates from 
mental representations, and it is essential to have a mechanism for directing attention 
towards a specific representation or relevant aspects of it that serve a particular purpose. 
In this regard, the syntactic awareness test was designed to assess student's ability to 
selectively focus on specific aspects of mental representations, particularly in 
misleading or distracting situations. Assessment in this context consists three aspects: 
selecting specific items of knowledge or information; coordinating the selected 
information; automating the selection and coordination process. Thus, in the syntactic 
awareness test, the ability to comprehend syntax becomes more pronounced when the 
sentence contains ambiguity or conflict. Moreover, the degree of attentional control 
manifested in the syntactic awareness test is reliant on the student's language 
proficiency. That is, only the balanced bilingual students showed an advantage in 
attentional control, as they are better able to direct their attention to the sentence 
structure rather than to sentence meaning. The results of this test confirmed this theory. 
4.3.3 Summary 

The above results confirm that even though the three languages belong to different 
language families (Tibetan, Sino-Tibetan language family; Chinese, Sino-Tibetan 
language family; English, Indo-European language family), bilingual learners who are 
proficient in two languages still show more cognitive advantages in meta-linguistic 
awareness, especially in terms of syntactic awareness when learning a third language, 
as compared to those who are not proficient. These advantages are primarily evident in 
in measures of comprehension, synonymy, acceptability, and grammar function. 

92 



Chapter Five Conclusion 

Foreign studies noted that bilingual learners who are proficient in two languages wi l l 
show more cognitive advantages in meta-linguistic awareness when learning a third 
language than bilingual learners who are not proficient. However, these studies had 
been tested in which the first, second, and third languages belonged to the same 
language family (L1/L2/L3) . For example, the learner's first language is Italy, second 
language is German, and third language is English, which all belong to the Indo-
European language family. Therefore, the general objective of this research is to test 
whether bilingual learners who learn the first language Tibetan (Sino-Tibetan language 
family) and the second language Chinese (Sino-Tibetan language family), followed by 
the third language English (Indo-European language family) still show the advantages 
in meta-linguistic awareness (LI/L2+L3). The specific objective of this research is to 
test the differences in meta-linguistic awareness among Tibetan-Chinese bilingual 
students with different bilingual levels when learning English as a third language. 
Research results show that even though the three languages belong to different language 
families (Tibetan, Sino-Tibetan language family; Chinese, Sino-Tibetan language 
family; English, Indo-European language family), bilingual learners who are proficient 
in two languages still show more cognitive advantages in meta-linguistic awareness 
when learning a third language than those who are not proficient. However, the Meta­
linguistic Awareness Test-2 (MAT-2) consists of different components, including 
phonological awareness test, word awareness test, and syntactic awareness test, each of 
which focuses on a specific aspect of language. Therefore, Tibetan-Chinese bilingual 
students with different bilingual levels performed differently on the M A T - 2 , which is 
evident in the following aspects. 

Firstly, in terms of phonological awareness test. The balanced Tibetan-Chinese group 
showed a higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group 
in terms of phonological awareness in third language English learning, especially in 
phonetics and phonology, syllable. However, when it comes to phonemes, there is no 
significant difference between the two groups. Based on the dynamic system theory 
(DST), the results of this test explain that the meta-linguistic abilities of a bilingual 
learner w i l l generate a catalytic (extremely facilitating) effect upon learning a third or 
subsequent languages, which wi l l indicate that a qualitative change in the L3 acquisition 
process, compared to that of the L 2 , and the level of this ability is determined by the 
learner's bilingual level. A s a result, there is a significant difference between the two 
groups in the phonetic and phonological identification test and syllable scansion test. 
In the identification of repeated phonemes test, due to the differences in consonant and 
vowel systems between languages, especially in vowel length. Chinese language has 
no difference in vowel length, while English language has a distinction between long 
and short vowels, which leads to many students usually have great difficulty 
distinguishing repeated phonemes in an English word. A s a result, there is no significant 
difference between the two groups in the identification of repeated phonemes test. 
Secondly, in terms of word awareness. The balanced Tibetan-Chinese group showed a 
higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group in terms 
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of word awareness in third language English learning, especially in word ambiguity, 
word formation. However, when it comes to part of speech, there is no significant 
difference between the two groups. Based on the threshold hypothesis, the results of 
this test explain that the bilingual level of the balanced Tibetan-Chinese group had 
reached the second threshold and showed a higher cognitive advantage in third 
language English learning; the bilingual level of the unbalanced Tibetan-Chinese group 
still remained at the first threshold and this language state had neither a positive nor a 
negative effect on their cognitive development. Thus, in the word ambiguity and word 
formation test, the balanced Tibetan-Chinese group were privileged in their advanced 
awareness of the arbitrary relationship between words and their meanings, as well as 
structures and meanings. A s a result, there is a significant difference between the two 
groups in the word ambiguity and word formation test. In terms of part of speech test, 
due to the unique linguistic system of Chinese language, there is no significant 
difference between the two groups. First, in Chinese, part of speech is not as important 
as in English, because the function of a word in a sentence is often determined by its 
position, rather than its part of speech. Therefore, the grammar of Chinese language 
relies more on word order, particles (auxiliary word) and other grammar structures. 
Second, English language places more emphasis on hypotaxis that utilizes 
subordinating conjunctions to join dependent and independent clauses to form complex 
sentences. Chinese language places more emphasis on parataxis that conveys meaning 
through particles (auxiliary word) and context. It creates simple sentences using 
coordinating conjunctions to connect independent clauses. Therefore, Chinese students 
have not formed an awareness of part of speech learning, which is crucial to determine 
the correct definition of words and make sentences conform to grammatical rules in 
English. A s a result, there is no significant difference between the two groups in the 
part of speech test. 

Thirdly, in terms of syntactic awareness test. The balanced Tibetan-Chinese group 
showed a higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group 
in terms of syntactic awareness in third language English learning, especially in 
comprehension, synonymy, acceptability, and grammar function. Based on the control 
and analysis theory, the results of this test explain that the analysis of language 
knowledge and control of language processing are the two processing components of 
cognition, which are responsible for the structure and access to mental representations. 
These two processes develop with language proficiency and lead to increased 
competence in cognition. Language knowledge appears to become more explicit and 
processing more fluent as analysis and control continue to modify the mental 
representations. Therefore, in tasks that require control of attention, all bilingual 
students are able to perform well . However, when it comes to problems that require 
high control of attention in language processing, only balanced bilingual students show 
an advantage. A s a result, there is a significant difference between the two groups in the 
comprehension test, synonymy test, acceptability test and grammar function test. 
In conclusion, this study sheds light on the development of English meta-linguistic 
awareness among Tibetan students in the context of Tibetan-Chinese bilingual 
education. It is found that meta-linguistic awareness develops concurrently with 
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language acquisition, particularly in terms of knowledge analysis and attention control. 
This developmental process allows Tibetan students to identify errors in listening, 
speaking, reading, and writing, demonstrating their meta-linguistic abilities. Therefore, 
the main conclusions of this study are as follows. Firstly, even though the three 
languages belong to different language families (Tibetan, Sino-Tibetan language family; 
Chinese, Sino-Tibetan language family; English, Indo-European language family), 
bilingual students who are proficient in two languages still show more cognitive 
advantages in meta-linguistic awareness when learning a third language than those who 
are not proficient. Secondly, Tibetan-Chinese bilingual students have experience in 
dealing with two different language systems that this experience accelerates the 
extraction of abstract linguistic structures, rules and concepts in a third language. This 
advantage is only for Tibetan-Chinese bilingual students whose knowledge of both 
languages has been analyzed, which means that Tibetan-Chinese bilingual students with 
limited knowledge of one language wi l l lack this advantage. Thirdly, when Tibetan-
Chinese bilingual students learn English as a third language, the disadvantages of meta­
linguistic awareness are mainly reflected in phonemes and part of speech. This is 
mainly due to the differences in consonant and vowel systems between languages, 
especially in vowel length and the role of parts of speech in different languages. 
Fourthly, based on the threshold hypothesis, it is generally confirmed that there are two 
thresholds for Tibetan students to learn a third language English based on the Tibetan-
Chinese bilingual education. The bilingual level of the balanced Tibetan-Chinese group 
had reached the second threshold and showed a higher cognitive advantage in third 
language English learning; the bilingual level of the unbalanced Tibetan-Chinese group 
still remained at the first threshold and this language state had neither a positive nor a 
negative effect on their cognitive development. 

A s Jorda says, it makes more sense to consider the multilingual learner's language 
system as a whole, because multilingual learning does not simply cause a change in the 
quantity of language, but also an improvement in the quality of the learner's language 
system. [ 1 3 4 ] The acquisition of a new language leads to the development of new 
language skills, which in turn improves the quality of the multilingual learner's 
language system and leads to a faster and better development of meta-linguistic 
awareness. 
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Chapter Six Benefits for Pedagogy 

Meta-linguistic awareness, as one of the most crucial elements in developing students' 
language abilities in listening, speaking, reading and writing, and is also considered a 
key skill in the process of knowledge analysis and attention control. ' 1 3 5 1 For ethnic 
minority students, identifying and utilizing the advantages of meta-linguistic awareness 
that they gain from bilingual education wi l l better help them learn the third language 
English, and explore the world with more confidence. For English teachers, making full 
use of students' strengths and weaknesses in meta-linguistic awareness is of great 
importance to improve their teaching quality and promote the development of English 
education in ethnic minority areas of China. Therefore, this study wi l l illustrate its 
benefits for pedagogy from the following aspects: formulating English education 
policies for Tibetan minorities; compiling English textbooks for Tibetan minorities; 
training English teachers for Tibetan minorities; guiding the English teaching for 
Tibetan minorities. 

6.1 Formulating English Education Policies for Tibetan Minorities 

The results of this study can serve as a basis for national government to formulate 
English education policies specifically tailored for Tibetan minorities. The Han Chinese 
is the largest ethnic group in mainland China. In 2010, the Han Chinese population 
accounted for 91.51% (1.2 billion) of the country's total population. In addition to the 
Han majority, there are currently 55 other ethnic minorities in China, numbering around 
105 mill ion (8%). These ethnic minority groups are spread across different regions of 
China, contributing to the country's rich cultural diversity. In China, the multilingual 
education policy is usually described in three ways: (1) The improvement of bilingual 
proficiency for ethnic minority groups (native languages and Chinese); (2) The 
improvement of bilingual proficiency for non-ethnic minority groups (Chinese and a 
foreign language, English); (3) The development of trilingual proficiency for ethnic 
minority groups (native languages, written and spoken Chinese and English). English 
is compulsory subject at all levels of schooling in China's curriculum system and is also 
used as a means for schools to evaluate and choose talented individuals. But compared 
with mainland China, the development of English education in ethnic minority areas 
has always been lagging behind due to various reasons. Therefore, according to the 
findings of this study, the national government can take the following aspects into 
account when formulating English education policies for Tibetan minorities. 
6.1.1 Which Foreign Languages Should Be Provided for Ethnic Minorities? 
Studies have found that linguistic similarity is one of the factors that facilitate transfer 
between languages. That is to say, the more similar the language family to which the 
two languages belong, the easier it is to facilitate the transfer between them. Currently, 
the foreign language education in China is dominated by English, an Indo-European 
language family, while the languages of our neighboring countries such as Vietnamese, 
Lao, Thai, Mongolian and Korean have no corresponding policies and regulations for 
the learning and using. Foreign languages that are similar to Chinese ethnic minority 
languages, such as Lao and Thai, belong to the Miao-Yao language group and the 
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Zhuang-Dong language group in Sino-Tibetan language family, along with the Zhuang, 
Miao, Sui, Maonan, Mulao, Dai , Bouyei and Dong Chinese ethnic minority languages. 
Foreign languages that are similar to Chinese ethnic minority languages, such as 
Burmese, belong to the Tibetan-Burmese group in Sino-Tibetan language family, along 
with the Bai , Nakhi, Nu , and Y i Chinese ethnic minority languages. Foreign languages 
that are similar to Chinese ethnic minority languages, such as Cambodian, belong to 
the Mon-Khmer group in Austroasiatic language family, along with the Wa, De'ang, and 
Blang Chinese ethnic minority languages. A n d the foreign language, such as 
Vietnamese, is the same as our ethnic minority language, Gin. Therefore, this study 
suggests that when the national government formulates policies on foreign language 
education for ethnic minorities, should consider offering languages that are similar to 
our ethnic minority languages, the reasons are as follows. On the one hand, it is 
relatively easy for ethnic minority students to learn such languages, which can easily 
facilitate transfer between languages; on the other hand, learning such languages can 
promote international trade and exchange with these neighboring countries and 
contribute to the economic development in ethnic minority areas. 
6.1.2 When Should Tibetan Minorities Receive English Education? 
English was made a compulsory subject in the national primary school curriculum in 
2001, with schools that have qualified English teachers required to teach the subject 
starting from third grade. Therefore, both Han Chinese and Tibetan students are 
expected to begin learning English in the third year of primary school. However, the 
study found that numerous primary schools in Tibetan areas provide English courses in 
the first or second grade, assuming that earlier exposure to English translates to better 
language acquisition. Consequently, students from Tibetan areas often commence 
English studies at a much younger age. In fact, according to the results of this study, 
among 208 Tibetan fifth grade students, only 98 have achieved a balanced bilingual 
level, accounting for 47% of the total numbers of students. That is to say, 53% of 
Tibetan fifth grades students learn English as a third language even without learning 
Tibetan and Chinese well . It can be assumed that i f Tibetan students learn a third 
language without reaching a certain bilingual level, this language state may not help or 
even hinder their third language learning. Based on the threshold hypothesis proposed 
by Cummins, the cognitive advantages of bilingual learning only exist in balanced 
bilinguals, because their bilingual level reaches the second threshold. For the limited 
bilinguals, their bilingual level still remains at the first threshold, and this language state 
wi l l have a negative effect on third language learning. When the national government 
formulate policies, the age for Tibetan students to receive English education should not 
completely follow that of Han Chinese students after the third year of primary school. 
This is because i f Tibetan students' bilingual proficiency does not reach a certain level, 
this language state wi l l not help or even hinder their third language learning. Therefore, 
this study suggests that the age for Tibetan students to receive English education should 
be extended to junior high school. 
6.1.3 What Support Should the National Government Provide? 
Without the support of the national government, the advancement of English education 
in Tibetan areas is unattainable. Currently, the study has identified four educational 
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issues that must be addressed in Tibetan areas. In terms of the teaching staff, as most 
Tibetan areas are economically backward, wages are relatively low, coupled with the 
remote geographical location and special climatic condition, many university graduates 
and experienced teachers are discouraged from working there, which has a significant 
impact on the professional quality of English teachers in these areas. In addition, most 
primary schools in mainland China are staffed with foreign teachers and expert teams; 
conversely, due to the shortage of English teachers in Tibetan areas, most of them are 
teachers of other subjects in school and do not have a professional background in 
English education. In terms of teaching materials, both Han Chinese and Tibetan 
students use the same English textbooks in schools, which seriously ignores the ethnic 
identity of Tibetan students. The English textbooks used by Tibetan students are 
compiled for Han Chinese students in mainland China. These English textbooks involve 
more Han culture, and it is difficult to arouse Tibetan students' interest in learning 
English. Meanwhile, in addition to English textbooks, the English syllabus and 
curriculum standards for Tibetan students are also the same as those used for Han 
Chinese students in mainland China. In terms of infrastructure, most school buildings 
in Tibetan areas are dilapidated, and classrooms are very small, usually 50 to 60 
students crowded into a classroom. Moreover, due to the lack of sufficient classrooms, 
students of different grades even crammed into one classroom to take turns in class. 
Additionally, in Tibetan areas, most schools do not have canteens, let alone language 
laboratories and sports venues. In terms of financial support, it is evident that the 
primary reason for the above issues is the inadequate financial support provided by the 
national government. The national government provides an annual special grant of 100 
mill ion C N Y for primary education infrastructure construction, aimed at supporting 
basic education in revolutionary base areas, ethnic minority areas, border areas, 
mountainous areas, and poor areas. [ 1 3 6 ] However, on average, the funds allocated to the 
Tibetan areas are very small. This lack of funding makes it difficult to address the 
challenges faced by these areas adequately. Therefore, this study suggests that the 
national government should increase its support for Tibetan areas, especially in teaching 
staff, teaching materials, infrastructure, and financial support to promote greater equity 
and inclusion in education for all people. 

In conclusion, relevant policies in law are crucial for the sustainable development of 
English education in Tibetan areas. However, it's important to consider the unique 
situation of English education in Tibetan areas and not simply adopt policies tailored 
for Han Chinese students in mainland China. Meanwhile, in order to narrow the 
education gap between Tibetan areas and mainland China, the national government 
should increase its support in these areas, especially in teaching staff, teaching materials, 
infrastructure, and financial support. Therefore, according to the conclusions of this 
study, the national government can take the above aspects into account when 
formulating English education policies for Tibetan minorities. 

6.2 Compiling English Textbooks for Tibetan Minorities 

The results of this study can serve as a basis for the national government to compile 
English textbooks specifically tailored for Tibetan minorities. In China, both Tibetan 
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and Han Chinese students use the same English textbooks in schools, that is to say, the 
English textbooks used by Tibetan students are compiled for Han Chinese students in 
mainland China. These English textbooks involve more Han culture, and it is difficult 
to arouse Tibetan students' interest in learning English. Meanwhile, apart from English 
textbooks, the English syllabus and curriculum standards for Tibetan students are also 
the same as those used for Han Chinese students in mainland China. In general, the 
content of current English textbooks does not incorporate the unique culture and 
customs of ethnic minority groups in China, and the compilation of such language 
textbooks does not take into account the multilingual learning background, meta­
linguistic awareness, and cognitive abilities of students from ethnic minority 
backgrounds as well . Such English textbooks may not be well-suited for them. 
Therefore, according to the findings of this study, the national government can take the 
following aspects into account when compiling English textbooks for Tibetan 
minorities. 

6.2.1 Enhance Tibetan students' Meta-linguistic Awareness 
Meta-linguistic awareness tasks evaluate an individual's comprehension of language 
rules and its components, including syntax, semantics, phonology, and orthography. 
These tasks help develop an individual's ability to reflect on language as a system, 
leading to heightened consciousness about language usage, error identification, and 
better understanding of language meaning. Bialystok classified the meta-linguistic 
awareness tasks into: explain errors, correct sentences, count words in strings, attributes 
of words, rhyme, synonymy, detect errors, judge correct sentences, count words in 
sentences, segment text, judge synonymous sentences, symbol substitution, phoneme 
segmentation, and sun-moon. [ 1 3 7 ] These tasks assess different aspects of language, 
including identifying and correcting errors, counting words in text or sentences, 
segmenting text into smaller parts, identifying attributes of words, producing words that 
rhyme or synonyms, evaluating sentence correctness or similarity in meaning, 
substituting symbols or letters in text, and breaking down words into their individual 
sounds or phonemes. The meta-linguistic awareness tasks can help individuals develop 
their meta-linguistic awareness and improve their language learning and usage skills by 
enabling them to reflect on and manipulate different aspects of language as a system. 
Developing meta-linguistic awareness through these tasks can lead to better language 
learning and usage skills. With an increased awareness of language as a system, 
individuals can learn new languages more effectively and accurately. In addition, meta­
linguistic awareness also can help correct common language errors, such as spelling or 
grammatical mistakes, and improve the clarity and effectiveness of communication. 
Therefore, incorporating meta-linguistic awareness tasks into English textbooks can 
benefit Tibetan students by enhancing their meta-linguistic abilities and improving their 
English learning efficiency. 

6.2.2 Based on the Multilingual Learning Background of Tibetan Students 
Considering the multilingual learning background of Tibetan students, it is 
recommended that the content of English textbooks should incorporate the following 
aspects. Firstly, the content of English textbooks should be designed to reflect the 
traditional culture and customs of the Tibetan minority group and also to be relevant to 
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the daily lives of Tibetan students. This wi l l help to stimulate their interest in learning 
English and make the content more engaging for them. Providing a well-rounded and 
inclusive content in this regard can foster ethnic confidence and ethnic identity among 
Tibetan students and inspire them to learn with greater motivation. Meanwhile, by 
recognizing and incorporating the uniqueness of their culture, Tibetan students wi l l feel 
acknowledged and seen in the educational space, ultimately leading to better academic 
outcomes. Second, the content of English textbooks should also reflect China's 
mainstream culture, in order to help Tibetan students adapt to modern life and better 
integrate into mainstream society in the future. This can provide them with a broader 
understanding of Chinese culture and society, which wi l l be beneficial for their social 
and cultural integration in the long run. Providing a well-rounded and inclusive content 
in this regard can assist Tibetan students in adapting to new sociocultural surroundings 
and foster a deeper understanding of diversity and inclusion. In this way, Tibetan 
students can feel empowered and connected to the broader community, fully embracing 
the opportunities available to them. Third, the content of English textbooks should also 
include foreign classical culture, in order to help Tibetan students develop an 
understanding of Western civilization. This can broaden their horizons and expose them 
to diverse cultural perspectives, which is important for their global awareness and 
intercultural competence. Providing a well-rounded and inclusive content in this regard 
can broaden Tibetan students' perspectives and enable them to appreciate the historical 
and cultural heritage of Western society. Including this type of content would also help 
to foster a sense of cross-cultural understanding and facilitate better communication 
between different groups. Therefore, the English textbooks designed for Tibetan 
students should incorporate a well-rounded and inclusive content that reflects the 
traditional culture and customs of the Tibetan minority group, China's mainstream 
culture, and foreign classical culture. 
6.2.3 Follow the Cognitive Abilities of Tibetan Students 

The compilation of English textbooks should take into consideration the cognitive 
development of Tibetan students, and follow the principle of gradual progression from 
simple to complex, from easy to difficult. To achieve this, the content of the English 
textbook should be carefully designed to gradually increase in complexity as the 
Tibetan students progress through the material. Concepts and vocabulary should be 
introduced in a logical sequence, building on previous knowledge and skills learned. In 
addition, the materials should be presented in a clear and concise manner, with 
examples and illustrations that are relevant and meaningful to Tibetan students. This 
approach wi l l effectively improve their English proficiency by ensuring that the content 
is appropriate for their cognitive abilities and language learning stage, and that it 
provides a systematic and structured progression of difficulty levels. Thus, it is crucial 
to make sure that teaching materials are appropriately organized to reflect this principle 
and that they are presented in a way that facilitates the better understanding and active 
participation of Tibetan students. This principle guarantees that Tibetan students obtain 
a better understanding of the English language knowledge, enabling them to advance 
to complicated language components with ease. Meanwhile, by following this principle, 
English teachers can enhance the overall learning experience of Tibetan students and 
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help them to achieve their English language learning goals. In short, this would not only 
benefit the Tibetan students themselves but would also contribute to the broader goals 
of improving English education in Tibetan areas and promoting cultural exchange and 
understanding between Tibetans and other English speakers. Therefore, the English 
textbooks should be designed to reflect the cognitive development of the Tibetan 
students and follow the principle of gradual progression from simple to complex, from 
easy to difficult. 
In conclusion, to ensure the long-term development of English education in Tibetan 
areas, it is necessary to compile English textbooks suitable for Tibetan students. The 
compilation process should take into account the actual situation of Tibetan students, 
such as meta-linguistic awareness, multilingual learning background, and cognitive 
abilities. Therefore, according to the conclusions of this study, the national government 
can take the above aspects into account when compiling English textbooks for Tibetan 
minorities. 

6.3 Training English Teachers for Tibetan Minorities 

The results of this study can serve as a basis for the national government to train high-
quality English teachers specifically tailored for Tibetan minorities. The education level 
in ethnic minority areas have always lagged behind, largely due to the remote location 
and economic backwardness. Improving the theoretical knowledge and teaching 
competence of English teachers in these areas has emerged as a crucial strategy to 
address this range of issues. Therefore, according to the findings of this study, the 
national government can take the following aspects into account when training English 
teachers for Tibetan minorities. 
6.3.1 Provide Targeted Training Programs 

The foreign studies universities in China should provide professional training programs 
for English teachers in Tibetan areas. Firstly, the training programs should cover 
professional teaching theory and practice, such as pedagogical approaches, classroom 
management, assessment strategies, and curriculum development. Special attention is 
given to the unique cultural, linguistic, and educational characteristics of Tibetan 
minority to ensure that the training is contextually relevant and effective. In addition to 
theoretical knowledge, practical training is crucial. Through opportunities for teaching 
practice, observation, and feedback in real classroom settings, English teachers can 
apply the knowledge and skills they acquire. This hands-on experience helps them 
develop their teaching skills, adapt to the challenges of teaching English in Tibetan 
areas, and enhance their overall teaching effectiveness. Secondly, incorporating courses 
on meta-linguistic awareness in professional training programs can be highly beneficial. 
Meta-linguistic awareness refers to the ability to reflect on and understand the structure 
and rules of language, which can help teachers better analyze and teach English to their 
students. B y equipping English teachers with a deeper understanding of language 
structures and rules, training programs can empower them to provide more accurate and 
effective language instruction to their students, ultimately contributing to the overall 
quality of English language education in Tibetan areas. In this sense, it is important to 
consider including meta-linguistic awareness as a component of the training programs 
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to ensure that English teachers are well-prepared to meet the language learning needs 
of their students in Tibetan areas. Therefore, such targeted training programs can 
provide English teachers with the necessary skills and expertise to improve the teaching 
quality, and contribute significantly to the overall academic achievement of Tibetan 
students. 

6.3.2 Combine Online and Offline Training Methods 
Incorporate a hybrid approach that combines online and offline training methods to 
enhance the effectiveness of teacher training in Tibetan areas. Such a hybrid approach 
can optimize the learning process of teachers and achieve favorable training outcomes. 
When considering training methods for English teachers in Tibetan areas, it is important 
to recognize the remoteness and rugged terrain of these areas, which can make regular 
travel a burden for them. Given these circumstances, a hybrid approach should be 
considered, which utilizes both online and offline training methods for English teacher 
in Tibetan areas. Such an integrated and flexible approach could provide an effective 
and accessible solution for these teachers, ensuring that their professional development 
is not hindered by geographical challenges. English teachers in Tibetan areas can 
broaden their teaching knowledge and improve their teaching skills by personally 
participating in targeted training programs provided by foreign studies universities in 
mainland China during the summer and winter holidays. In addition, during weekends 
or holidays, they can use online learning platforms provided by these universities to 
further study and stay up-to-date with the latest teaching techniques and trends. 
Therefore, by leveraging these online and offline training platforms, English teachers 
in Tibetan areas can enrich their teaching theory, improve their teaching skills, and 
enable them to better cater to the diverse needs of Tibetan students. Adopting such an 
approach not only enhances the learning effectiveness of English teachers in Tibetan 
areas, but also creates a supportive learning environment, ultimately facilitating 
academic achievement for Tibetan students. 

6.3.3 Optimize the Training Evaluation System 
High-qualitied training program stems from a strict management system and a sound 
evaluation system. These components are crucial for ensuring the effectiveness and 
sustainability of the training program. First, establish specific, measurable, achievable, 
relevant, and time-bound ( S M A R T ) evaluation criteria to accurately assess the 
effectiveness of the training program. B y establishing S M A R T evaluation criteria, the 
evaluation of the training program can be well-defined, measurable, and aligned with 
the goals and objectives of the training program. Second, utilize multiple evaluation 
methods, such as pre- and post-assessments, observations, surveys, interviews, and 
feedback from trainers and trainees. Multiple evaluation methods offer diverse 
perspectives and insights into different facets of the training program, culminating in a 
comprehensive and holistic assessment. Third, collect and analyze both quantitative and 
qualitative data to identify strengths, weaknesses, areas for improvement, and trends 
that can inform decision-making. Integrating the findings from both types of data can 
lead to more informed and data-driven decision-making. Fourth, provide timely and 
constructive feedback that is specific and actionable to guide improvements in the 
training program. It helps trainees understand their strengths and areas for further 
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development, and provides them with practical suggestions for improving their 
teaching quality. Fifth, continuously improve the training program by making necessary 
adjustments to the training content, delivery methods, and resources to ensure its 
effectiveness and relevance. It involves evaluating teachers' performance and feedback, 
analyzing the curriculum and learning resources, and making necessary adjustments to 
the training content, delivery methods, and resources. Finally, monitor and review the 
evaluation system to ensure consistent adherence to established criteria and guidelines. 
B y regularly reviewing the evaluation system, the training program can identify areas 
for improvement and make necessary adjustments to ensure that the program remains 
effective and relevant. In this way, teachers can become more skilled and effective in 
their teaching practices, ultimately leading to better outcomes for their students. 
Therefore, through the optimization of training evaluation system, teacher training can 
become more effective. 

6.3.4 Attach Importance to the Post-training Guidance 
Post-training guidance involves providing English teachers with assistance and 
resources once they have completed a training program, which can aid them in applying 
their newly acquired knowledge and skills to their teaching practice. After a training 
program, post-training guidance may consist of various resources such as follow-up 
assessments, mentoring, coaching, job aids, online resources and communities, or 
access to subject matter experts. Therefore, taking advantage of modern distance 
education, the post-training guidance team should be established with educational 
experts and experienced teachers to assist English teachers in resolving issues that arise 
after training and challenges they face during their teaching process. Proper post-
training guidance is indispensable in order to ensure efficient and effective 
implementation of the training. It not only consolidates the knowledge and skills 
acquired during the training, but also enables teachers to apply this knowledge 
effectively in subsequent teaching activities. Overlooking the necessity of post-training 
guidance can result in missed opportunities for enhancing skills and diminish the 
effectiveness of the training program. A s such, it is recommended that post-training 
guidance team allocate adequate resources and efforts towards providing guidance and 
support to fully capitalize on the benefits of the training program. Therefore, post-
training guidance for English teachers in Tibetan areas is crucial to ensure that they 
continue to develop their teaching skills and stay up-to-date with the latest language 
teaching trends and techniques. Additionally, it wi l l also help to enhance the 
effectiveness of the overall training program, which can ultimately lead to better 
learning outcomes for their students. 

In conclusion, to ensure the long-term development of English education in Tibetan 
areas, it is essential to train English teachers for Tibetan minorities. Related measures 
include providing targeted training programs, combine online and offline training 
methods, optimizing the training evaluation system, and attaching importance to post-
training guidance. Therefore, according to the conclusions of this study, the national 
government can take the above aspects into account when training English teachers for 
Tibetan minorities. 
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6.4 Guiding the English Teaching for Tibetan Minorities 

The results of this study can serve as a basis for the national government to guide 
English teaching specifically tailored for Tibetan minorities. Meta-linguistic awareness 
offers a range of benefits, such as improved language skills, enhanced communication 
abilities, increased critical thinking capabilities, improved language acquisition, 
heightened meta-cognitive skills, and cultivated cultural sensitivity. Developing meta­
linguistic awareness can significantly contribute to more effective language use and 
communication in diverse personal, academic, and professional contexts. According to 
the findings of this study, English teachers can take the following aspects into account 
when teaching English for Tibetan students. 
6.4.1 Phonological Awareness 

According to the results of this study, the balanced Tibetan-Chinese group showed a 
higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group in 
phonetics and phonology, syllable. However, when it comes to phonemes, there is no 
significant difference between the two groups. Therefore, in addition to the daily 
teaching, it is crucial for English teachers to strengthen students' phonemic awareness 
training in their teaching activities. 

First, the most complex - and the last to develop - is known as phonemic awareness. 
Foreign studies have shown that phonemic awareness can be defined as the cognitive 
capacity to perceive, analyze, and manipulate the distinct phonemes present within 
spoken words. Such manipulation of phonemes entails a range of activities, such as 
blending, extending, or modifying words. Therefore, phonemic awareness is a crucial 
skill for later reading and writing learning as it enables students to recognize and utilize 
sounds in words, which is vital for accurate word decoding and spelling. Based on the 
findings of this study, i f Tibetan students find it difficult to hear and deal with the sounds 
that make up spoken words, it w i l l be challenging for them to learn how to connect 
phonemes to letters when they encounter them in written language. Therefore, 
according to the Dr. Snider, an English linguist and education specialist, multiple 
strategies exist to enhance the phonemic awareness, teachers may consider the 
following strategies (See Figure 6.1 ) . [ 1 3 8 ] 

Second, this study found that due to the differences in the consonant and vowel systems 
between the languages, the blending or segmenting the onset and rime within a word is 
also a challenge for Tibetan students. The blending or segmenting the onset and rime 
within a word is a more complex activity and requires a great deal of cognitive 
engagement from the Tibetan students. Blending the onset and rime within a word is a 
phonemic awareness skill that involves combining the initial consonant sound (onset) 
with the remaining vowel and consonant sounds (rime) to form a complete word. 
Segmenting involves dividing a word into their onset and rime. According to linguistic 
theory, the onset is either a consonant or a cluster of consonants that occurs at the 
beginning of a syllable, while the rime encompasses the remaining sounds that follow. 
Thus, learning how to blend or segment the onset and rime within a word is crucial for 
Tibetan students to identify and differentiate between various sounds in words. B y 
identifying patterns in onsets and rimes, Tibetan students can establish connections 
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between words that have similar sounds, which wi l l help them decode unfamiliar words 
when reading. Additionally, the ability to recognize onsets and rimes wi l l also help 
Tibetan students with spelling, as they can apply this knowledge to accurately spell 
words that follow certain patterns. Here are some examples of onset and rime along 
with associated English word families (See Figure 6.2). 

Figure 6.1 The classification of phonemic awareness training 

Classification of Phonemic Awareness Training 

Isolation 
What is the first sound in/on? (Mi) 
What is the last sound in/an? (/n/) 
What is the middle sound in/on? (/a/) 

Identification 
Which word has the same first sound as car: fan, corn, 
or map? (corn) 

Categorization 
Which word does not belong? bus, ball, house? (house) 

Substitution 
The word is mug. 
Change /ml to hi. 
What is the new word? (rug) 

Segmentation 
How many sounds in big? (three) 
Say the sounds in big. 
[Ibinilg!) 

Deletion 
Say spark. 
Now say spark without the /s/. (park) 

Addition 
Say park. 

Now add A/ to the beginning of park, (spark) 

Blending 

What word am I saying 
/b/tt/gP. (big) 

Figure 6.2 The examples of onset and rime along with associated English word 
families 

'ake1 

Bake - B/ake 
Cake - C/ake 
Take - T/ake 

'ash' 

Mash - M/ash 
Sash - S/ash 
Dash - D/ash 

'eat' 

Heat - H/eat 
Beat - B/eat 
Treat - Tr/eat 

'ock' 

L o ck - L / o ck 
Dock - D/ock 
Shock -Sh /o ck 

'ight' 

Light - L/ight 
Sight - S/ight 
Flight - Fl/ight 

'ump' 

Dump - D/ump 
Pump - P/ump 
Clump - Cl/ump 

Consequently, providing Tibetan students with various activities and approaches to 
practice blending and segmenting onsets and rimes is essential for the development of 
this skill . With consistent practice and repetition, Tibetan students wi l l gradually build 
their proficiency in recognizing patterns of sounds within words and utilize this 
knowledge to improve their reading and spelling abilities. According to some linguists, 
here are some strategies for teaching blending and segmenting onset and rime within a 
word, teachers may consider the following strategies. 
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> Elkonin Boxes: Elkonin boxes are visual tools that teachers can use to teach their 
students how to segment and blend sounds in words. Different boxes in Elkonin 
boxes represent different sounds in the word, and students are required to place 
manipulatives into each box for each sound they heard in the word. 

> Word Ladders: Word ladders are a word game that can enhance students' phonemic 
awareness skills, specifically in blending and segmenting sounds. Teachers may 
display a word on the board and subsequently ask students to gradually substitute 
one sound with another to form a new word. 

> Picture Sorts: Picture sorts require categorizing pictures according to their onset 
and rime. For instance, pictures starting with the "b-" sound can be sorted into a 
labeled box with the letter "b. Picture sorts can help develop phonemic awareness 
skills, such as the ability to discriminate between sounds in words. 

> Rhyme Time: Rhyming games and activities can help students identify and 
segment onsets and rimes in words. For example, teachers can ask students to 
produce multiple rhyming words for a given word. Rhyme Time is an activity that 
can develop phonemic awareness, and enhance reading and writing skills. 

> Sound Boxes: Sound Boxes are a phonemic awareness activity that uses 
manipulatives to represent each sound in a word, which students blend to read the 
word. This improves their phonemic awareness skills and ability to segment and 
blend sounds in words. 

In conclusion, in terms of phonological awareness, the balanced Tibetan-Chinese 
group's advantages of meta-linguistic awareness are mainly manifested in phonetics 
and phonology, syllable. However, when it comes to phonemes, there is no significant 
difference between the two groups. To address this issue, English teachers need to 
enhance students' phonemic awareness training in their teaching activities. Moreover, 
due to differences in consonant and vowel systems between languages, Tibetan students 
often struggle with blending or segmenting the onset and rime within a word. This skill 
is also essential for identifying and distinguishing between various sounds in English 
words, and teachers should help them improve this skill as well . Therefore, according 
to the conclusions of this study, English teachers can take the above instructions into 
account when teaching English for Tibetan students. 
6.4.2 W o r d Awareness 

According to the results of this study, the balanced Tibetan-Chinese group showed a 
higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group in word 
ambiguity, word formation. However, when it comes to part of speech, there is no 
significant difference between the two groups. Therefore, in addition to the daily 
teaching, it is crucial for English teachers to strengthen students' part of speech training 
in their teaching activities. For Tibetan students' English learning, word awareness is 
the ability to consciously reflect on and manipulate various aspects of words, including 
meaning, form, and structure. This involves identifying and understanding word parts 
like roots, prefixes, and suffixes, as well as recognizing and using vocabulary in context. 
It is also a key element of meta-linguistic awareness, which is the capacity to view 
language as a system and make use of that knowledge to develop language proficiency. 
Therefore, the improvement of word awareness is related to the following aspects. 
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> Word ambiguity: It involves recognizing words that have multiple meanings 
depending on the context, such as "bank" referring to a financial institution or the 
side of a river. For instance, the word "bank" is an example of a word with multiple 
meanings, including a financial institution, a riverbank, or a place for storage. 

> Word formation: It involves recognizing how words are created using prefixes, 
suffixes, and roots to form new words. Example of affixation, "unhappy" being 
formed by adding "un-" to "happy." Example of compounding, "bookshelf 
(combining "book" and "shelf) or "sunglasses" (combining "sun" and "glasses"). 

> Part of speech: It involves recognizing the grammar function of a word in a 
sentence and grammatical category that a word belongs to, such as whether it is a 
noun, verb, adjective, or adverb, as seen in the sentence "She runs quickly" where 
"runs" is a verb and "quickly" is an adverb. 

The concept of parts of speech has been present in the study of grammar and linguistics 
for centuries, with the identification of the traditional eight parts of speech (nouns, 
pronouns, verbs, adjectives, adverbs, prepositions, conjunctions, and interjections) 
dating back to ancient Greece. In modern linguistics, part of speech refers to the 
grammatical category of a word in a sentence, indicating its function and relationship 
to other words. The part of speech of a word is determined by its syntactic and 
morphological properties, such as its form, position, and context within a sentence. A 
proper understanding of the part of speech of a word is essential for constructing 
coherent sentences and effective communication. However, due to the unique linguistic 
structure of Chinese language, students have not developed an awareness of part of 
speech learning. First, parts of speech are less important in Chinese, as the function of 
a word in a sentence is often determined by its position, word order, particles (auxiliary 
word), and other grammar structures, rather than its part of speech. Second, English 
grammar emphasizes hypotaxis, using subordinating conjunctions to form complex 
sentences. In contrast, Chinese grammar emphasizes parataxis, using coordinating 
conjunctions to create simple sentences. Therefore, in English language learning, 
mastering part of speech is crucial to determine the correct definition of words and 
make sentences conform to grammatical rules, and the reasons are as follows. 

> Have a better understanding of parts of speech is essential for improving effective 
communication skills. This knowledge enables Tibetan students to use English 
language accurately and effectively. B y comprehending how words operate within 
a sentence, Tibetan students can articulate their thoughts more clearly and interact 
with others in English more effectively. 

> Mastery of the parts of speech is crucial for developing writing skills. These skills 
enable Tibetan students to construct sentences, paragraphs, and essays that are 
more complex and sophisticated. B y becoming proficient in the parts of speech, 
Tibetan students can significantly improve their English writing ability. 

> Comprehension of the parts of speech is crucial for achieving proficiency in 
grammar and syntax. Tibetan students who understand the functions of each part 
of speech within a sentence can enhance their sentence structure and avoid 
common grammatical errors. This knowledge is essential for improving overall 
English language proficiency. 
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> Familiarity with the parts of speech can enhance reading comprehension by 
assisting Tibetan students in deciphering the meaning of a text. B y recognizing the 
parts of speech in a sentence, Tibetan students can discern the function of each 
word and grasp the author's intended message. This knowledge is valuable for 
improving English reading proficiency. 

However, the variances in grammatical structures and categories of parts of speech 
across languages pose a significant challenge for Tibetan students in comprehending 
and employing English parts of speech effectively. To overcome this challenge, English 
teachers need to be aware of these differences and provide targeted instruction and 
practice to help Tibetan students improve their understanding and use of parts of speech. 
Therefore, here are some strategies to parts of speech training for Tibetan students, 
teachers may consider the following strategies. 
> Use authentic language: It is recommend using authentic language and a variety of 

examples from different sources to teach the parts of speech. This approach 
prioritizes usage over terminology, emphasizing how the parts of speech are used 
to convey meaning. Students can apply their understanding of the parts of speech 
through writing and speaking to reinforce their learning and use the parts of speech 
confidently in their communication. 

> Contextualize grammar: It is recommend contextualizing grammar when teaching 
the parts of speech instead of solely listing and defining them. This involves 
showing how each part of speech functions in a sentence and how they work 
together to create meaning. This approach helps students understand the practical 
application of the parts of speech in real-life situations, rather than just memorizing 
definitions. 

> Focus on usage over terminology: It is recommend prioritizing the practical usage 
of the parts of speech in language over just memorizing their definitions. This 
involves emphasizing how each part of speech is used to convey meaning and how 
different parts of speech work together in creating meaning, rather than just 
focusing on their terminology. 

> Teach through exploration and discovery: It is recommend adopting an inductive 
approach to teaching the parts of speech, where students have the chance to explore 
and discover the different parts of speech on their own instead of just being told 
what they are. This approach allows for a deeper understanding of the parts of 
speech and how they function in language. It is a more effective way of teaching 
than simply presenting the parts of speech as a set of rules or definitions. 

> Use varied examples: It is recommend incorporating a variety of examples from 
different sources, such as literature, newspapers, and spoken language, to illustrate 
to students the diverse ways in which the parts of speech are used in real-life 
situations. This approach allows students to better understand the practical 
application of the parts of speech, and how they are used to convey meaning in 
different contexts. 

> Provide opportunities for application: It is recommend providing opportunities for 
students to apply their understanding of the parts of speech in their own writing 
and speaking is essential. B y doing so, they can reinforce their learning and 
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develop confidence in using the parts of speech correctly in their own 
communication. 

In addition to the strategies mentioned above, Dr. Snider, an English linguist and 
education specialist, proposes other successful methods for instructing parts of speech, 
with the aim of fostering students' comprehension of the parts of speech and promoting 
their ability to utilize them appropriately in the speaking and writing context. [ 1 3 9 ] 

> Start with simple sentence structure: To begin with, it is recommend introducing 
students to the simple sentence structure, including subjects, verbs, and objects, 
and how these elements work together to convey meaning. This foundation wi l l 
serve as a basis for teaching different parts of speech in context. 

> Introduce one part of speech at a time: To help students grasp the various parts of 
speech, concentrating on teaching one part at a time, like nouns or verbs. 
Additionally, offering numerous examples and practice exercises can further 
reinforce their learning and comprehension. 

> Use real-life examples: To better connect with students and help them understand 
the practical applications of parts of speech, incorporating real-life examples, like 
newspaper articles or popular songs, can be beneficial. This enables students to see 
how parts of speech are utilized in daily language, which can help reinforce their 
learning and increase their engagement. 

> Practice through games and activities: To make learning about parts of speech more 
enjoyable and interactive, incorporating games and activities, like M a d Libs or 
sentence-building exercises, can be effective. These activities allow students to 
practice using different parts of speech in a playful and engaging way, which can 
enhance their understanding and retention of the material. 

> Encourage students to analyze language: Encouraging students to analyze 
language in context can help them understand how parts of speech function in real-
life situations. To accomplish this, asking them to identify different parts of speech 
in texts they are reading or listening to can be beneficial. This provides them with 
an opportunity to practice their understanding of parts of speech in a practical 
setting. 

> Provide feedback and correction: Providing constructive feedback and correction 
can be helpful to students as they practice using different parts of speech. It can 
help them identify and correct errors in their writing and speaking, improving their 
understanding and use of language. 

In conclusion, in terms of word awareness, the balanced Tibetan-Chinese group's 
advantages of meta-linguistic awareness are mainly manifested in word ambiguity, 
word formation. However, when it comes to part of speech, there is no significant 
difference between the two groups. The differences in grammatical structures and 
categories of parts of speech between languages can be a significant challenge for 
Tibetan students when it comes to comprehending and effectively employing parts of 
speech in English language. To address this, teachers need to strengthen students' part 
of speech training in their teaching activities. Therefore, according to the conclusions 
of this study, English teachers can take the above instructions into account when 
teaching English for Tibetan students. 
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6.4.3 Syntactic Awareness 
According to the results of this study, the balanced Tibetan-Chinese group showed a 
higher meta-linguistic awareness than the unbalanced Tibetan-Chinese group in 
comprehension, synonymy, acceptability, and grammar function. However, due to the 
syntactic differences between languages, it also poses some challenges for Tibetan 
students to learn English. Therefore, in addition to the daily teaching, it is crucial for 
English teachers to strengthen Tibetan students' syntactic awareness training in their 
teaching activities. For Tibetan students' English learning, understanding and using the 
grammatical structure of the English language requires having syntactic awareness, 
which entails being able to manipulate the rules that determine how sentences and 
phrases are formed, such as word order, verb tense, subject-verb agreement, and 
sentence structure. Having syntactic awareness is crucial to the development of English 
as it enables Tibetan students to communicate effectively and comprehend the meaning 
of written and spoken language. Therefore, the improvement of syntactic awareness is 
related to the following aspects. 

> Understanding sentence structure: Identifying sentence components such as 
subject, verb, object, adjectives, adverbs, prepositions, conjunctions, and 
interjections and their interactions are essential in forming grammatically correct 
sentences for clear and effective communication. Proper arrangement of these 
elements is crucial in conveying meaning and ensuring clarity. 

> Word order: The conventional word order in English language is subject-verb-
object (SVO), which means that the subject precedes the verb, and the object 
follows the verb. Constructing grammatically correct sentences involves 
understanding and employing the correct word order, as well as incorporating 
auxiliary verbs and prepositions where necessary. 

> Verb tense: Verb tense is the form of a verb that signifies the time frame in which 
an action occurs, such as past, present, or future. Choosing the correct verb tense 
is essential for a sentence to accurately reflect the timing and duration of actions 
and events. This involves recognizing the different verb tenses and comprehending 
their role in conveying actions in the past, present, or future. 

> Subject-verb agreement: Subject-verb agreement in English requires the subject 
and verb in a sentence to match in number, either singular or plural. This involves 
understanding the agreement between the subject and verb in a sentence with 
regards to number and person. If the subject is singular, so must be the verb, and i f 
the subject is plural, so must be the verb. 

> Use of grammatical markers: Grammatical markers modify or indicate the role of 
a word in a sentence, such as articles, prepositions, conjunctions, suffixes, prefixes, 
and inflections. They clarify relationships between words and indicate grammatical 
features like subject, object, tense, and aspect, enhancing overall meaning and 
comprehension. 

> Complex sentence structures: A complex sentence has an independent clause and 
one or more dependent clauses connected by subordinating conjunctions, allowing 
for multiple ideas in a sentence. Knowledge of intricate structures like subordinate 
and relative clauses, and passive voice is essential for sophisticated writing. 
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Chinese and English differ in their syntactic structures. First, in terms of word order. 
Chinese and English have different word order patterns. Chinese generally follows a 
subject-verb-object (SVO) word order, while English typically follows a subject-verb-
object (SVO) or subject-object-verb (SOV) word order. Second, in terms of verb tenses 
and grammar. Chinese verbs generally do not have inflections for tense, aspect, or 
agreement, while English verbs often do. In Chinese, verb tense and aspect are usually 
indicated through the use of adverbs, particles (auxiliary word), or context, whereas in 
English, verb tenses are marked by inflections such as -ed (past tense) or -ing (present 
participle). Third, in terms of noun modifiers. The placement of modifiers and other 
sentence elements can vary between the two languages. For instance, adjectives usually 
come before nouns in Chinese, while they come after in English. Fourth, in terms of 
pronouns. Chinese has fewer pronouns compared to English, and pronouns are often 
omitted in Chinese sentences when the context is clear. Fifth, another difference is that 
Chinese is a tonal language, with the meaning of a word determined by the different 
tone used, while English is non-tonal. These differences in syntax can make it 
challenging for students to learn English language. Therefore, strengthen students' 
syntactic awareness training is essential for English language education. 

> Facilitates effective communication: Syntactic awareness is critical for effective 
communication, whether it is written or spoken. A lack of understanding of 
sentence structure and grammar can make it challenging for students to express 
themselves clearly and accurately. 

> Improves writing proficiency: B y enabling students to use grammatically correct 
sentence structures, syntactic awareness plays a crucial role in facilitating effective 
written expression of ideas. Effective written is particularly crucial for academic 
achievement, making syntactic awareness a vital skill for students to possess. 

> Enhances reading comprehension: Comprehending written texts and enhancing 
reading comprehension relies on understanding sentence structure and syntax. This 
knowledge enables students to recognize main ideas, supporting details, 
relationships between concepts and ideas, and the intended meaning and tone of 
the author in a written text. 

> Promotes critical thinking: Analyzing and manipulating sentence structures 
promotes critical thinking by enabling students to evaluate arguments, identify 
inconsistencies, and make informed judgments. This skill is crucial for academic 
success, where critical thinking is essential for effective problem-solving, decision­
making, and innovation in language learning. 

Renandya, Hillocks, Andrews, and Fisher are well-known linguists who have 
contributed significantly to the field of language education. Based on their expertise, 
they have suggested several strategies that teachers can incorporate into their teaching 
activities to help students develop a strong understanding of syntactic structures. 
> Explici t instruction: Explicit instruction involves providing direct and clear 

information on grammar and syntax rules to help students understand how 
language works . [ 1 4 0 ] For example, teachers can provide explicit instruction on 
subject-verb agreement by explaining the basic rule and providing examples of 
correct and incorrect usage. This strategy is effective because it provides students 
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with clear and concise information to improve their language skills and develop 
meta-cognitive skills. 

> Model writing: Model writing is an effective teaching strategy where teachers 
provide students with well-written sentences and texts to help them understand 
how to use syntax and grammar effectively. [ 1 4 1 ] For example, teachers can highlight 
specific syntactic structures and patterns used by the author and encourage students 
to incorporate similar structures into their own writing. This strategy improves 
students' syntactic awareness and writing skills. 

> Sentence imitation: Sentence imitation is a teaching strategy where students imitate 
sentence structures found in mentor texts or modeled by the teacher. [ 1 4 2 ] This helps 
them develop an intuitive understanding of syntax and recognize various sentence 
structures, improving their writing skills and style. 

> Scaffolded practice: Scaffolded practice is a teaching strategy that provides 
structured support to help students improve their sentence structure sk i l l s . ' 1 4 3 1 It 
starts with simple structures and gradually introduces more complex ones, 
allowing them to build on their prior knowledge and gain confidence in their 
writing abilities. This approach is effective for developing students' syntactic 
awareness. 

> Error correction: Error correction is a teaching strategy where teachers correct 
syntax and grammar errors in student writing, provide explanations, and offer 
practice opportunities. It helps students improve their writing skills and syntactic 
awareness by identifying errors and understanding rules. 

> Collaborative learning: Collaborative learning is a teaching strategy where 
students analyze sentence structures and patterns, and give feedback on each 
other's writing. Working in groups promotes idea sharing and deepens students' 
understanding of syntactic structures. It improves writing skills and enhances 
syntactic awareness. 

> Application to writing: Encouraging students to apply their knowledge of syntax 
to their own writing can help them develop a personal writing style, become more 
confident and effective writers, and improve their writing skills. B y experimenting 
with different structures and patterns, students can create more effective and 
engaging writing and enhance their syntactic awareness. 

In conclusion, the differences in syntactic structures between languages can make it 
challenging for Tibetan students to learn English. Variations in word order, sentence 
structure, and grammar rules can be different from what Tibetan students are used to in 
Tibetan or Chinese language. Targeted instruction and practice may be necessary to 
help Tibetan students overcome these challenges and become proficient in English 
language. Therefore, according to the conclusions of this study, English teachers can 
take the above instructions into account when teaching English for Tibetan students. 

112 



Reference 

[I] Zeng, L i . (2012). Exploring foreign language education in China's ethnic minority 
regions from the perspective of "trilingual acquisition." Ethnic Education Research, 
23(01), 31-35. 
[2] L i u , Guanguo. (2013). Trilingual education and trilingual teaching. Beijing: China 
Social Science Press, 164. 
[3] Bialystok, E . (1986). Factors in the growth of linguistic awareness. Chi ld 
Development, 57, 498-510. 
[4] Cummins, J. (1984). Bilingualism and Special Education: Issues in Assessment and 
Pedagogy. Clevedon: Multilingual Matters, 24-28 
[5] Jessner, U . (1999). Metalinguistic awareness in multilinguals: Cognitive aspects of 
third language learning. Language Awareness, 8(2), 201-209. 
[6] Bialystok, E . , Majumder, S., & Martin, M . (2008). Developing phonological 
awareness: Is there a bilingual advantage? Applied Psycholinguistics, 29(1), 27-44. 
[7] Lv, X . B . , & Shi, Y. Z . (2016). A review of the application of control analysis theory 
in the study of metalinguistic awareness. Journal of Linguistics (Teaching Foreign 
Language Education), 5, 31-33. 

[8] Bialystok, E . (2001). Metalinguistic aspects of bilingual processing. Annual Review 
of Applied Linguistics, 21, 169-171 
[9] Bialystok, E . (2001). Metalinguistic aspects of bilingual processing. Annual Review 
of Applied Linguistics, 21, 171-176 
[10] Bialystok, E . (2001). Metalinguistic aspects of bilingual processing. Annual 
Review of Applied Linguistics, 21, 176-181 
[II] Cummins J. (1976). The influence of bilingualism on cognitive growth: a synthesis 
of research findings and explanatory hypotheses. Work. Pap. Bi l ing . 9, 1-43 
[12] Herdina, P., & Jessner, U . (2002). A Dynamics Model of Multilingualism: 
Perspectives of Change in Psycholinguistics. Clevedon: Multilingual Matters, 84-98. 
[13] Herdina, P., & Jessner, U . (2000). The dynamics of third language acquisition. In 
J. Cenoz & U . Jessner (Eds.), English in Europe: The Acquisition of a Third Language. 
Clevedon: Multilingual Matters. 85-88 

[14] The Benefits of Bilingual Education. (2022). Nord Angl ia Education. Retrieved 
from https://www.nordangliaeducation. com 
[15] Richard, J., et al. (Eds.). (1997). The Longman Dictionary of Linguistics. Shanxi 
Education Press,10, 33-34. 
[16] Husen, T. (1994). Bilingual education in the International Encyclopedia of 
Education. 
[17] Siguan, M . , & Mackey, W. F. (1987). Education and bilingualism. In R. Harris & 
B . Rampton (Eds.), The language, ethnicity and race reader. Routledge, 315-328. 
[18] Garcia, O. (2011). Bilingual education in the 21st century: A global perspective. 
John Wiley & Sons. 
[19] Wang Binhua.(2003). Bilingual Education and Bilingual Teaching. Shanghai 
Education Publishing Du, first edition, 10, 24-32. 
[20] Zhu, P. (2011). A n investigation into college English bilingual teaching. US-China 

113 

https://www.nordangliaeducation


Education Review, 8(6), 732-739. 
[21] Hymes, D . (1972). On communicative competence. In J. B . Pride & J. Holmes 
(Eds.), Socio-linguistics: Selected Readings. Harmondsworth: Penguin Books, 269-293. 
[22] Cummins, J. (1984). Bilingualism and special education: Issues in assessment and 
pedagogy. Clevedon: Multilingual Matters. 
[23] Cummins, J. (1979). Linguistic interdependence and the educational development 
of bilingual children. Review of Educational Research, 49(2), 222-251. 
[24] Cummins, J. (1984). Bilingualism and Special Education: Issues in Assessment 
and Pedagogy. Clevedon: Multilingual Matters, 12-18 
[25] Baker, C , & Homberger, N . H . (2001). A n Introductory Reader to the Writings of 
Jim Cummins. Clevedon: Multilingual Matters Ltd, 144 
[26] Cummins, J. (1987). Bilingualism, language proficiency, and metalinguistic 
development. In D . Aaronson, P. Homel, & M . Palij (Eds.), Childhood Bilingualism: 
Aspects of Linguistic, Cognitive and Social Development. Hillsdale, N J : Lawrence 
Erlbaum Associates, 57-73. 
[27] Baker, C. (1993). Foundations of Bilingual Education and Bilingualism. Clevedon: 
Multilingual Matters, 125-238 
[28] Franson, C. (2011). Bilingualism and Second Language Acquisition. Retrieved 
from 
https://www.naldic.org.uk/eal-teaching-and-learning/outline-guidance/bilingualism/ 
[29] Baker, C. (1993). Foundations of Bilingual Education and Bilingualism. Clevedon: 
Multilingual Matters, 78-88 
[30] Kester, E . (2020). Bilingual Education Models. Bilinguistics. Retrieved from 
https://profilbaru.com/article/Bilingual_education 
[31] Kester, E . (2020). Bilingual Education Models. Bilinguistics. Retrieved from 
https://profilbaru.com/article/Bilingual_education 
[32] Baker, C , & Wright, W. E . (2017). Foundations of bilingual education and 
bilingualism (6th ed.). Bristol, U K : Multilingual Matters, 23-27 
[33] Baker, C , & Wright, W. E . (2017). Foundations of bilingual education and 
bilingualism (6th ed.). Bristol, U K : Multilingual Matters, 28-32 
[34] Baker, C , & Wright, W. E . (2017). Foundations of bilingual education and 
bilingualism (6th ed.). Bristol, U K : Multilingual Matters, 35-40 
[35] Tieshenglan. (2014). A comparative analysis of Tibetan students' psychological 
learning of Chinese and Tibetan. Journal of Qinghai Normal University (Philosophy 
and Social Science Edition), 02, 119-123. 
[36] Wang, R., & Shangma. (2014). Current situation and prospect of Tibetan-Chinese 
bilingual education development in Tibetan areas of Qinghai. Journal of Qinghai 
Normal University (Philosophy and Social Science Edition), 04, 118-120. 
[37] Baker, C. (2001). Foundations of bilingual education and bilingualism (3rd ed.). 
Clevedon, U K : Multilingual Matters, 193-194. 
[38] Baker, C. (2001). Foundations of bilingual education and bilingualism (3rd ed.). 
Clevedon, U K : Multilingual Matters, 194-202 
[39] Wang, J. (2011). Study on the education policy system of ethnic minorities in China. 
Beijing, China: Nationalities Press, 68-72 

114 

https://www.naldic.org.uk/eal-teaching-and-learning/outline-guidance/bilingualism/
https://profilbaru.com/article/Bilingual_education
https://profilbaru.com/article/Bilingual_education


[40] Wang, B . H . (2003). Bilingual education and bilingual teaching. Shanghai, China: 
Shanghai Education Press, 32-34 
[41] Zhong, Q. (2003). Bilingual education and bilingual teaching. Global Education 
Outlook, 12-16. 
[42] Buggs, J. A . (1975). A Better Chance to Learn: Bilingual Bicultural Education. 
United States Commission on C i v i l Rights Clearinghouse Publication, 51, 103. 
[43] Lian, W. (2012). Study on the focus of Tibetan-Chinese bilingual teaching. Journal 
of Shanxi University of Finance and Economics, 05, 133-134. 
[44] Wang, J. (2015). N e w directions of China's ethnic education research under the 
new situation. China Ethnic Education, 03, 77-82. 
[45] Yang, W. (2017). Survey and research on the current situation of basic Tibetan-
Chinese bilingual education. Northwest University for Nationalities, 15-16 
[46] Jin, J., & Lan, Y. (2009). On Tibetan-Chinese bilingual education in the context of 
"the unity of the Chinese nation." Ethnic Education Research, 03, 129. 
[47] L i , M . (2011). The development and status of bilingual education for ethnic 
minorities in China in the past 30 years. Journal of Guizhou Institute of Nationalities 
(Philosophy and Social Science Edition), 01, 12-16. 
[48] L i , R. (2009). A n overview of the historical process of bilingual education for 
ethnic minorities in China. Journal of Xinjiang College of Education, 03, 42-46. 
[49] Bialystok, E . , & Ryan, E . B . (1985). Toward a Definition of Metalinguistic Skil l . 
Merrill-Palmer Quarterly, 31(3), 229-231. 
[50] Garcia, O., & Wei, L . (2014). Translanguaging: Language, Bilingualism and 
Education. Palgrave Macmillan. 
[51] Cazden, C. B . (1974). Play and metalinguistic awareness: One dimension of 
language. The Urban Review, 6(1), 29. 
[52] Cummins, J. (1987). Bilingualism, language proficiency, and metalinguistic 
development. In D . Aaronson, P. Homel, & M . Palij (Eds.), Childhood Bilingualism: 
Aspects of Linguistic, Cognitive and Social Development. Hillsdale, N J : Lawrence 
Erlbaum Associates, 57-73 
[53] Thomas, J. (1988). The Role Played by Metalinguistic Awareness in Second and 
Third Language Learning. Journal of Multilingual and Multicultural Development, 3, 
235-246. 
[54] Tunmer, W. E . , Herriman, M . L . , & Nesdale, A . R. (1988). Metalinguistic abilities 
and beginning reading. Reading Research Quarterly, 2, 134-158. 
[55] Bialystok, E . , & Ryan, E . B . (1985). Toward a definition of metalinguistic skill. 
Merrill-Palmer Quarterly, 31(3), 232-241. 
[56] Bialystok, E . , & Ryan, E . B . (1985). Toward a definition of metalinguistic skill. 
Merrill-Palmer Quarterly, 31(3), 242-250. 
[57] Bialystok, E . , & Ryan, E . B . (1985). Toward a definition of metalinguistic skill. 
Merrill-Palmer Quarterly, 31(3), 251-252. 
[58] Gil lon, G. (2004). Phonological awareness: From research to practice. New York: 
Guilford Press, 29-32 
[59] Mattingly, I. (1972). Reading, the linguistic process, and linguistic awareness. In 
J. Kavanagh & I. Mattingly (Eds.), Language by ear and by eye: The relationships 

115 



between speech and reading, (pp. 133-147). Cambridge, M A : M I T Press, 133-147 
[60] Tunmer, W. E . , Herriman, M . L . , & Nesdale, A . R. (1988). Metalinguistic abilities 
and beginning reading. Reading Research Quarterly, 23(2), 134-158. 
[61] Cisero, C. A . , & Royer, J. M . (1995). The development and cross-language transfer 
of phonological awareness. Contemporary Educational Psychology, 20(3), 275-276. 
[62] Anthony, J. L . , Solari, E . J., Wil l iams, J. M . , Schoger, K . D. , Zhou Zhang, Lee 
Branum-Martin, Francis, D . J. (2009). Development of Bilingual Phonological 
Awareness in Spanish-Speaking English Language Learners: The Roles of Vocabulary, 
Letter Knowledge, and Prior Phonological Awareness. Scientific Studies of Reading, 
13(6), 535-564. 
[63] Wang, B . (2019). The Development of Children's Vocabulary. People's Education 
Press, 201-202. 
[64] Bialystok, E . (1993). Metalinguistic Awareness: The Development of Children's 
Representation of Language. In C. Pratt & A . Garton (Eds.), Systems of Representation 
in Children: Developmental and Use. Wil ley & Sons, 211-233. 
[65] Tunmer, W., Pratt, C , & Herriman, M . (Eds.). (1984). Metalinguistic Awareness 
in Children: Theory, Research and Implications. Springer-Verlag,169-187. 
[66] Lonigan, C. J., Burgess, S. R., & Anthony, J. L . (2000). Development of emergent 
literacy and early reading skills in preschool children: Evidence from a latent variable 
longitudinal study. Developmental Psychology, 36(5), 596-613. 
[67] Sun, B . , Zhu, B . X . , Chen, J. F , & Zhou, H . (2015). A study on the effect of 
phonological awareness training on Chinese junior high school students' English 
reading. Chinese Journal of Applied Linguistics, 38(3), 339-354. 
[68] Zheng, J. (2021). A study on the correlation between middle school students' 
metalinguistic awareness and English reading ability (Master's thesis). Shandong 
Normal University, 06, 23-28. 
[69] Cain, K . (2007). Syntactic awareness and reading ability: Is there any evidence for 
a special relationship? Applied Psycholinguistics, 28(4), 679-694. 
[70] Foorman, B . , et al. (2016). Foundational skills to support reading for understanding 
in kindergarten through 3rd grade ( N C E E 2016-4008). Washington, D C : National 
Center for Education Evaluation and Regional Assistance (NCEE) , Institute of 
Education Sciences, U.S . Department of Education. Retrieved from the N C E E website: 
What Works Clearinghouse, 22-28. 
[71] Tunmer, W. E . , Herriman, M . L . , & Nesdale, A . R. (1998). Metalinguistic Abilities 
and Beginning Reading. Reading Research Quarterly, 32(2), 134-158. 
[72]. Foorman, B . R., Koon, S., Petscher, Y , Mitchell , A . , & Truckenmiller, A . (2015). 
Examining general and specific factors in the dimensionality of oral language and 
reading in 4th-10th grades. Journal of Educational Psychology, 107(3), 884-899. 
[73]. Bowey, J. A . , & Patel, S. (1988). Metalinguistic awareness and beginning reading. 
Reading Research Quarterly, 23(2), 134-158. 
[74]. Smith, J., & Johnson, L . (2010). The role of syntactic awareness in improving 
writing skills. Journal of Educational Linguistics, 42(3), 345-367. 
[75] Plaza, M . , & Cohen, H . (2003). The interaction between phonological processing, 
syntactic awareness, and naming speed in the reading and spelling performance of first-

116 



grade children. Brain and Cognition, 53, 287-292. 
[76] Muter, V , Hulme, C , Snowling, M . J., Stevenson, J., & Taylor, A . (2004). 
Phonemes, rimes, vocabulary, and grammatical skills as foundations of early reading 
development: evidence from a longitudinal study. Developmental Psychology, 40(5), 
665-681. 
[77] Chen, B . , & B i , H . (2008). Children's Vocabulary Development. In Chen, B . , & 
Peng, D . (Eds.), Language Development and Promotion in Chinese Children. 
Background: People's Education Press, 12-16. 
[78] Bardovi-Harlig, K . , & Dornyei, Z . (1998). Do language learners recognize 
pragmatic violations? Pragmatic versus grammatical awareness in instructed L 2 
learning. T E S O L Quarterly, 32(2), 233-259. 
[79] Kasper, G. , & Rose, K . R. (2002). Pragmatic Development in a Second Language. 
Maiden, M A : Blackwell Publishing. 
[80] Mey, J. L . (1993). Pragmatics: A n Introduction. Oxford: Blackwell , 18-19. 
[81] K i m , D . , & Hal l , J. K . (2002). The Role of an Interactive Book Reading Program 
in the Development of Second Language Pragmatic Competence. The Modern 
Language Journal, 86(3), 332-348. 
[82] Olshtain, E . , & Blum-Kulka , S. (1985). Degree of approximation: Non-native 
reactions to native speech act behavior. In S. M . Gass & C. G. Madden (Eds.), Input in 
Second Language Acquisition. Rowley, M A : Newbury House, 25-33. 
[83] Jorda, M . P. S. (2005). Third Language Learners: Pragmatic Production and 
Awareness. Clevedon: Multilingual Matters Ltd, 82. 
[84] L i u , C. (2008). A n empirical study of language learners' pragmatic awareness and 
pragmatic output. In Studies in Pragmatics (1st series, edited by Chinese Pragmatics 
Society). Beijing: Higher Education Press, 12-14. 
[85] Jiang, L . (2010). A study on the correlation between meta-linguistic awareness and 
second language proficiency among English majors in colleges. Foreign Language 
Education. 
[86] L i u , Y. (2014). Meta-linguistic awareness and language learning strategies of 
English majors in Chinese universities. English Language Teaching, 7(9), 1-8. 
[87] Yang, L . J . , & Gao, P.J. (2015). A comparative study of Mongolian and Chinese 
English learners' meta-linguistic awareness. Journal of Inner Mongolia Normal 
University (Education Science Edition), 28(9), 79. 
[88] L u , M . , & Zhang, H . (2015). The relationship between meta-linguistic awareness, 
word awareness, and reading ability in junior high school students. Journal of the P L A 
Foreign Language Institute, 38(4), 74-80. 
[89] Zhang, Y. (2018). The relationship between meta-linguistic awareness and reading 
motivation in junior high school students. Journal of Educational Psychology, 45(3), 
123-145. 
[90]. Yang, L . , L i u , Z . , & L i u , Y. (2019). The relationship between meta-linguistic 
awareness and reading comprehension in Chinese junior high school students. Foreign 
Language Education. 
[91] Zheng, Jiayuan. (2021). A study on the correlation between middle school students' 
meta-linguistic awareness and English reading ability. (Master's thesis), Shandong 

117 



Normal University, 06, 23-28. 
[92] Fouser, R. (1995). Problems and prospects in third language acquisition research. 
Language Research, 31. 
[93] Ringbom, H . (2001). Lexical transfer in L3 production. In J. Cenoz, B . Hufeisen, 
& U . Jessner (Eds.), Cross-Linguistic Influence in Third Language Acquisition: 
Psycholinguistic Perspectives. Clevedon: Multilingual Matters, 59-68 
[94] El l is , R. (1994) The Study of Second Language Acquisition. Oxford: Oxford 
University Press, 03-06 

[95] El l is , R. (1994) The Study of Second Language Acquisition. Oxford: Oxford 
University Press, 09-12 
[96] Odlin, T. (1989). Language transfer: Cross-linguistic influence in language 
learning. Cambridge University Press. 
[97] Schmid, M . S . (2017). Language Attrition. Cambridge University Press. 
[98] Bialystok, E . (2001). Bilingualism in development: language, literacy, and 
cognition. Cambridge University Press. 
[99] Jessner, U . (2006). Linguistic Awareness in Multilinguals: English as a Third 
Language. Edinburgh: Edinburgh University Press, 33-36. 
[100] Hammarberg, B . (2001). Roles of L I and L 2 in L3 production and acquisition. In 
J. Cenoz, B . Hufeisen, & U . Jessner (Eds.), Cross-Linguistic Influence in Third 
Language Acquisition: Psycholinguistic Perspectives. Clevedon: Multilingual Matters, 
21-41. 

[101] Odlin, T. (2001). Language Transfer: Cross-linguistic Influence in Language 
Learning. Shanghai: Shanghai Foreign Language Education Press. 
[102] Cenoz, J., Hufeisen, B . , & Jessner, U . (Eds.). (2001). Cross-linguistic Influence 
in Third Language Acquisition: Psychological Perspectives. Clevedon: Multilingual 
Matters Ltd, 18-20. 
[103] Kachru, B . B . (1992). Models for non-native English. In B . B . Kachru (Ed.), The 
Other Tongue. Urbana: University of Illinois Press, 6-12. 
[104] Hoffmann, C. (2000). The spread of English and the growth of multilingualism 
with English in Europe. In J. Cenoz & U . Jessner (Eds.), English in Europe: The 
Acquisition of a Third Language. Clevedon: Multilingual Matters, 1-21. 
[105] Kachru, B . (1985). Standards, codification and sociolinguistic realism: English 
language in the outer circle. (Doctoral dissertation). Cambridge University Press, 11-
36. 
[106] Liao, W. (1998). A Trial of English Teaching Management in Ethnic Colleges and 
Universities. Journal of Southwest College of Nationalities, 12-21. 
[107] L i , S. (1998). On the Reform of English Teaching in Ethnic Universities and 
Colleges in Remote Provinces. Journal of Yunnan Ethnic College, 04, 22-26. 
[108] L i , S.-L. (2002). The Current Situation and Development of English Teaching 
Management in Ethnic Minority Areas: A Survey on English Teaching Management in 
Ethnic Minority Areas of Yunnan. Research on Foreign Language Teaching in Basic 
Education, 11, 08-12. 
[109] Yang, M . , & Duan, J. (2003). Accelerating the Balanced Development of Foreign 
Language Education in Western China: Raising the Level of Foreign Language 

118 



Education and Paying Attention to the Foreign Language Education of Ethnic 
Minorities. Research on Foreign Language Teaching in Basic Education, Vol , 3-12. 
[110] Jiang, Q., L i u , Q., & L i , Z . (2006). A survey on the current situation of foreign 
language basic education in northwest ethnic areas: a case of Gansu Province. Foreign 
Language Teaching and Research, 02, 29-36. 
[ I l l ] L i u M i n g , Zhang Wei, and Wang X i n (2021) Exploring the Impact of Socio-
Economic Factors on English Education in Ethnic Minority Areas of China: Challenges 
and Strategies. Foreign Language Teaching and Research. 
[112] Hou, Y. (1999). A study on the factors affecting ethnic minority students' English 
listening and speaking level. Educational Research, 20(4), 49-53. 
[113] Guo, X . (2004). Barriers to English learning and countermeasures for college 
students of Qinghai minority. Qinghai Ethnic Studies, 07, 12-16. 
[114] L i , H . (2005). Investigation and analysis of English learning strategies of minority 
college students. Ethnic Education Research, 02, 20-24. 
[115] Zhang, Y. (2004). A survey of English learning attitudes and motivation of college 
students from ethnic minorities in Xinjiang. Journal of Beijing Education College, 03, 
33-35. 
[116] Jiang, Q., L i u , Q., & L i , Z . (2006). A survey on the current situation of foreign 
language basic education in northwest ethnic areas: a case study in Gansu Province. 
Foreign Language Teaching and Research, 02, 67-70. 
[117] Yuan, Y. (2007). Empirical Research on the Attitude and Motivation of Ethnic 
Minority Students in Learning English. Shanghai: Shanghai Foreign Language 
Education Press, 126-130. 
[118] Tan, Q. (2008). Investigation and analysis of bilingual students' motivation to 
learn English: taking the Daur ethnic group as an example. Ethnic Education Research, 
01, 12-16. 
[119] Huang, J., & Wang, L . (2015). Motivation of Mongolian students in China 
towards learning English. 
[120] Ashan. (2008). Study on the cross-linguistic influence in Mongolian students' 
English unit sound acquisition (Master's thesis). Southwest University, 65-66. 
[121] L i u , X . (2006). Research and theoretical discussion on the English learning of 
Tibetan college students in ethnic colleges and universities (Doctoral dissertation). 
Central University for Nationalities, 55-58. 
[122] L i , L . , Le i , M . , & Wang, R. (2008). Semantic access to trilingual vocabulary of 
skilled Chinese-English bilinguals. Journal of Psychology, 05, 62-64. 
[123] Cho, E . (2016). Making reliability reliable. Organizational Research Methods. 
S A G E Publications, 4, 651-682. 
[124] Titone, R. (2000). Experiences of multilingual and intercultural education in 
various countries of the world (Monograph). Perugia: Guerra, 132-133 
[125] Rvachew, S., Ohberg, A . , Grawberg, M . , & Heyding, J. (2003). Phonological 
awareness and phonemic perception in 4-year-old children with delayed expressive 
phonology skills. American Journal of Speech-Language Pathology, 12, 463-471. 
[126] Brown, A . L . (1980). Metacognitive development and reading. In Spiro, R. J., 
Bruce, B . C , & Brewer, W. F. (Eds.), Theoretical issues in reading comprehension: 

119 



perspectives from cognitive psychology, linguistics, artificial intelligence, and 
education. Erlbaum Associates, 453-482. 
[127] Cummins, J. (1976). The influence of bilingualism on cognitive growth: A 
synthesis of research findings and explanatory hypotheses. Working Papers on 
Bilingualism, 9, 31-43. 
[128] Bialystok, E . (1996). Analysis and Control in the Development of Second 
Language Proficiency. Studies in Second Language Acquisition, 16(2), 157-159. 
[129] Bialystok, E . (1996). Analysis and Control in the Development of Second 
Language Proficiency. Studies in Second Language Acquisition, 16(2), 159-162. 
[130] Fish, S. (2012). How to Write a Sentence. Harper Paperbacks. 51. 
[131] Fish, S. (2012). How to Write a Sentence. Harper Paperbacks, 56. 
[132] Tunmer, W. E . , Herriman, M . L . , & Nesdale, A . R. (1988). Metalinguistic abilities 
and beginning reading. Reading Research Quarterly, 23(2), 134-158. 
[133] Catts, H . W , & Kamhi , A . G. (1999). Causes of reading disabilities. In Language 
and Reading Disabilities, 95-127. 
[134] Jorda, M . (2005). Third Language Learners: Pragmatics Production and 
Awareness. Clevedon: Multilingual Matters. 
[135] Jessner, U . (1999). Metalinguistic awareness in multilinguals: Cognitive aspects 
of third language learning. Language Awareness, 8, 201-209. 
[136] A n Analysis of the Content of Preferential Policies in Basic Education for Ethnic 
Minorities in China. 
Retrieved from https://www.haowenwang.com/show/lfl07d6308a0995e.html_ 
[137] Bialystok, E . (2001). Metalinguistic aspects of bilingual processing. Annual 
Review of Applied Linguistics, 21, 169-171. 
[138] Snider, V. A . (1995). A primer on phonemic awareness: What it is, why it's 
important, and how to teach it. School Psychology Review, 24(3), 443-456. 
[139] Snider, V. A . (1995). A primer on phonemic awareness: What it is, why it's 
important, and how to teach it. School Psychology Review, 24(3), 443-456. 
[140] Renandya, W. A . , & Jacobs, G. M . (2018). Teaching grammar in context: Why 
and how. Routledge. 
[141] Hillocks, G. (2011). Teaching argument writing, grades 6-12: Supporting claims 
with relevant evidence and clear reasoning. Heinemann. 
[142] Andrews, R., Torgerson, C , & Beverton, S. (2006). The effect of grammar 
teaching on writing development. British Educational Research Journal, 32(1), 39-55. 
[143] Fisher, D . , Frey, N . , & Rothenberg, C. (2008). Content area conversations: H o w 
to plan discussion-based lessons for diverse language learners. A S C D . 

120 

https://www.haowenwang.com/show/lfl07d6308a0995e.html_


Appendix I 

Student Language Assessment Scale (SLAS) 
Hello, fellow student. We are doing a survey on language assessment and the following 

questions need to be answered by you. Please read these questions carefully and do not 

miss them. Please answer truthfully and do not worry about privacy disclosure. The 

questionnaire wi l l only be used for research. 

Part I. Basic information about the participants 

1. Name: Age: Gender: 

2. Place of birth: 

3. What is your ethnicity? 

(1) . Tibetan 

(2) . Han 

(3) . Others 

4. What is your father's ethnicity? 

(1) . Tibetan 

(2) . Han 

(3) . Others 

5. What is your mother's ethnicity? 

(1) . Tibetan 

(2) . Han 

(3) . Others 

Part II. Tibetan Language Proficiency Assessment 

6. How much can you understand when someone speaks to you in Tibetan? 

(1) A l l can understand. 

(2) Mostly understand. 

(3) Ha l f understand. 

(4) Few can understand. 

(5) Can't understand at all. 

7. When you talk to your father, 
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(1) all in Tibetan. 

(2) mostly in Tibetan. 

(3) half in Tibetan. 

(4) rarely in Tibetan. 

(5) the Tibetan language is not used. 

8. When you talk to your mother, 

(1) all in Tibetan. 

(2) mostly in Tibetan. 

(3) half in Tibetan. 

(4) rarely in Tibetan. 

(5) the Tibetan language is not used. 

9. When you talk to your friends, 

(1) all in Tibetan. 

(2) mostly in Tibetan. 

(3) half in Tibetan. 

(4) rarely in Tibetan. 

(5) the Tibetan language is not used. 

10. When you talk to your classmates, 

(1) all in Tibetan. 

(2) mostly in Tibetan. 

(3) half in Tibetan. 

(4) rarely in Tibetan. 

(5) the Tibetan language is not used. 

Part III. Chinese Language Proficiency Assessment 

11. H o w much can you understand when someone speaks to you in Chinese? 

(1) A l l can understand. 

(2) Mostly understand. 

(3) Ha l f understand. 

(4) Few can understand. 
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5) Can't understand at all. 

12. When you talk to your father, 

1) all in Chinese. 

2) mostly in Chinese. 

3) half in Chinese. 

4) rarely in Chinese. 

5) the Chinese language is not used. 

13. When you talk to your mother, 

1) all in Chinese. 

[2) mostly in Chinese. 

[3) half in Chinese. 

[A) rarely in Chinese. 

[5) the Chinese language is not used. 

14. When you talk to your friends, 

(1) all in Chinese. 

(2) mostly in Chinese. 

(3) half in Chinese. 

(4) rarely in Chinese. 

(5) the Chinese language is not used. 

15. When you talk to your classmates, 

(1) all in Chinese. 

(2) mostly in Chinese. 

(3) half in Chinese. 

(4) rarely in Chinese. 

(5) the Chinese language is not used. 

123 



Appendix II 

Standardized English Proficiency Test (SEPT) 

o (10 # ) 

i . A.teacher B . certainly C. sister D . brother 

2. A . earth B . near C. hear D . ear 

3. A . bowl B . snow C. now D . yellow 

4. A . page B . dog C . p i g D . b i g 

5. A . think B . third C. those D . thank 

6. A . game B . table C g e t D . rain 

7. A . on B . office C. orange D.open 

8. A . ruler B . mum C. shut D . colour 

9. A . feet B . meat C. seven D . peach 

10. A . right B . ghost C. light D . night 

|WJ3*tiff]° (5 

1. morning, evening, 

2. beer, coffee, 

3. post, office, shop, 

4. thin, fat, 

5. cool, cold, 

( ) l . B o b ffi^Tom MTMM&W 

A . Can I go to the park? B . Shall we go to the park? 

( ) 2. L i l y , i i ^ a M ^ o 
A . L i ly , this is my friend. B . L i ly , this friend is my. 

( ) 3 . mixmim-^mmt, m&-. 
A . Thank you! B . Great! 

( )4 . Bg^±^a^*^f f l = 
A . I'll go shopping tomorrow morning. 
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B. I'll do shopping tomorrow morning. 

( )5. ^ M i l Fred ^ g ^ J ^ £ » # : 

A . Don't play football in the street, Fred! 

B. Not to play football in the street, Fred! 

0 . (15 

( ) l . L i Hong T V for two hours every evening, 

A . watch B. watches C. watched 

( ) 2. — is he? — He is ten. 

A . What B. Who C. How old 

( ) 3. Kate and Jane my good friends. 

A . is B. am C. are 

( ) 4. — Where he from? 

— He from China. 

A . is; come B . is; conies C . does; is 

( ) 5. — Where is my pencil? 

— I can't it 

A . look at B . find C. look for 

( ) 6, We're going to stay here tomorrow, What 

A . about B . besides C . with 

( ) 7. —That bluejacket is beautiful. -— . 

A . fine B . very nice C . well 

( ) 8. — are these? — They are red pencils. 

A . What B . Where C, What colour 

( ) 9. M y mother three shelves. 

A . have B . has C. is 

( ) 10. The man over there is . 

A . Miss White B . Mrs White C . M r White 

( ) 11. — kitchen is clean? — Mary's. 

A . Who's B .Wl iose C. Who 

( ) 12. — grade are you in? — Grade Five. 
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A. Whose E. Which C. Where 

( ) 13. — on the river? — There're some ducks. 

A. What B. Which C. What's 

( ) 14. That girl is my friend. name is May. 

A. His B.Her Ci t s 

( ) 15. Helen is behind me. I am Helen, 

A. behind B. in front of C. beside 

1. Peter's father often (take) a bus to go to work. 

2. Look! They (play) happily in the playground. 

3. Tom likes (swim} in summer. 

4. Who can (speak) English well in your family? 

5. Tim and Tom (read) in the library. Let's ( j ° m ) them. 

6. We will (go) for a picnic tomorrow. We (get) ready for it now. 

7. Mary, (not talk) with each other. (be) quite, please. 

8. (be) There any water in the bottle? 

9. Do vou like (watch) TV? 

10. Don't (wash) your shirts now. 

1. Her sister doing her homework now. 

2. Tom have a happy family. 

3. Sometimes my parents and me go for an outing on Sundays 

4. I usually have lunch in home. 

5. We sing and dance at the party last night. 
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-fc, iMsft$<= c io #o 

Jane and Mary are good friends. Their families are in Shanghai now. Jane is from 

Britain and Mary is from America. They are in the same school. But they aren't 

classmates. Jane is in Class One. Miss May is her teacher. Mary is in Miss White's class. 

They study Chinese. They like it. They like Shanghai, too. 

) 1. Jane and Mary are good friends and classmates. 

) 2. Their families aren't in Shanghai now. 

) 3. Miss May is the teacher of Class One. 

) 4. Mary is in Class One. 

) 5. Jane and Mary study Chinese and they like it. 

Tom is a little boy, and he is only seven years old. One day he went to the cinema. It is 

the first time for him to do that. He bought a ticket and then went in. But after two or 

three minutes he came out, bought a second ticket and went in again. After a few 

minutes he came out again and bought a third ticket. Two or three minutes late he came 

out and asked for another ticket. Then the girl in the ticket office asked him, "Why do 

you buy so many tickets? How many friends do you meet?" Tom answered "No, I have 

no friends here. But a big boy always stops me and tears my ticket to pieces." 

( ) 1. Tom is years old. 

A . seven B . six C. nine D. eleven 

( ) 2. It was for Tom to go to the cinema alone. 

A . the second time B. the third time 

C. the first time D. the last time 

( ) 3. Tom bought before the girl asked him. 

A . one ticket B . two tickets C. three tickets D. four tickets 

( ) 4, Tom met that day, 

A. three friends B . his parents C. many classmates D. no friend of his 

( ) 5, The big boy was in the cinema. 

A. a doctor E . a teacher C, a worker D. a policeman 
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Appendix III 

Meta-linguistic Awareness Test-2 (MAT-2) 

Phonological Awareness Test 

Part 1. Phonetic and Phonological Identification Test 

1. Bound/Sound 

A . What makes them similar? 

B. What makes them different? 

C. What do these words mean? 

2. Casket/ Basket 

A . What makes them similar? 

B. What makes them different? 

C. What do these words mean? 

3. Ship/Sheep 

A . What makes them similar? 

B. What makes them different? 

C. What do these words mean? 

Part II. Syllable Scansion Test 

1. Dog 

How many syllables are they in the word "dog"? 
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2. Police 

H o w many syllables are they in the word "Police"? 

3. Fertilizer 

H o w many syllables are they in the word "Fertilizer"? 

Part III. Identification of Repeated Phonemes Test. 

1. Usual 

A. What sound is repeated? 

B . H o w many time s ? 

2. Pessimistic 

A. What sound is repeated? 

B . H o w many time s ? 

3. Necessary 

A. What sound is repeated? 

B . H o w many times? 

Word Awareness Test 

Part I. Ambiguity Test. 

1. The bank did a good job. 

A . how many meanings do you see in the word "Plant"? 

B . What is the meaning of the word "bank" in this sentence? 

129 



C. What are the other different meanings of the word "bank"? 

2. The Plant was thriving. 

A . how many meanings do you see in the word "Plant"? 

B . What is the meaning of the word "Plant" in this sentence? 

C. What are the other different meanings of the word "plant"? 

Part II. Word Formation Test 

la . Compose all the words you know by connecting the individual letters with the rest 

of the word. 

e.g., deal  

Part III. Part of Speech Test 

lb . Are they verbs, adverbs, adjectives, nouns or pronouns? 
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w 

2a. Compose all the words you know by connecting the individual letters with the rest 

of the word. 

e.g., bell  

2b. Are they verbs, adverbs, adjectives, nouns or pronouns? 

Syntactic Awareness 

Part I. Comprehension Test 

e.g., The boy ate the fish. 

Who or What was eaten? 

The fish.  

What makes you sure about who was eaten? 

The boy does the action and the fish is acted upon. 
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1. The queen kissed the frog. 

A . Who was kissed? 

B. What makes you sure of that? 

2, The queen was kissed by the frog. 

A . Who was kissed? 

B. What makes you sure of that? 

3. a. The queen kissed the frog. 

b. The queen was kissed by the frog. 

A . Do they mean the same thing? 

B. What makes you sure of that? 

4. a. After the girl had finished eating, she began to read a comic, 

b. The girl began to read after she had finished eating. 

A . Do they mean the same thing? 

B. What makes you sure of that? 

5. The house was destroyed by the earthquake. 

A . What destroyed the house? 

B. What makes you sure of that? 

6. The earthquake didn't destroy the house. 

A . What happened to the house? 

B . What makes you sure of that? 
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7. a. The house was destroyed by the earthquake. 

b. The earthquake didn't destroy the house. 

A . Do they mean the same thing? 

B . What makes you sure of that? 

Par t II: Synonymy Test 

e.g., a. The jacket was cut by the tailor, 

b. It's the tailor that cut the jacket. 

A . Do they mean the same thing? 

Yes.  

B . What makes you sure that they mean the same? 

1. a. The nurse was called by the doctor. 

b. It's the nurse that the doctor called. 

A . Do they mean the same thing? 

B . What makes you sure of that? 

2. a. There is an apple in the basket. 

b. The basket contains an apple. 

A . Do they mean the same thing? 

B . What makes you sure of that? 

3. a. There is more cake than ice cream. 

b. There is less ice cream than cake. 

A . Do they mean the same thing? 
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B . What makes you sure of that? 

Part III: Acceptability Test 

1. The girl was patting the dog. 

A. Can you say like this? 

B. Why did you give this answer? 

2. The girl was patting. 

A. Can you say like this? 

B. Why did you give this answer? 

3. The teacher was reading a stoiy. 

A. Can you say like this? 

B. Why did you give this answer? 

4. The teacher was reading a hen. 

A . Can you say like this? 

B . Why did you give this answer? 

Part IV: Grammatical Function Test 

1. Mary is combing her hair. 

A . Who is doing the action? 

B . What makes you sure of that? 
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2. James broke the glass. 

A . What was broken? 

B . What makes you sure of that? 

3. Peter is a good boy. 

A . What's being said about peter? 

B . What makes you sure o f that? 

4. Dad is going to leave tomorrow. 

What makes you understand when the departure w i l l occur? 

5. Traffic is moving slowly. 

What tells you how the traffic is moving? 
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