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Introduction. 
 

Our work aims to give a panoramic view of the current situation of the teaching of Italian in the 

educational system of Australia, specifically in the State of Victoria. Australia is a Federation of 6 States and 

2 territories1 and even though the Federal Government sets the rules and the policies at a National stage, 

each State is completely autonomous in its administration.  The Italian language, as we will see in Chapter 1, 

has been considered for many years the most important and helpful foreign language, particularly in Victoria 

(because of the high presence of Italian emigrants), but also in the rest of the country and it has always 

covered an important role in the Educational system.  Despite the prestige the Italian language has always 

had, reports and research on language learning have shown that in Australia, student’s motivation towards 

foreign language learning is rapidly dropping in the last few years. Particularly, it seems that Italian is being 

overclassed by Eastern languages such as Chinese and Japanese which, for reasons as trades and commerce, 

in the last years have gained prestige and consideration.  

 The Italian community for its size and its activities has always been considered in the State of 

Victoria and today, the sons and grandson of those first emigrants represent our standard teacher of Italian. 

We strongly believe that the language teacher in Victoria represents an integrant part of the high drop of 

language motivation in the State.  Fig. 1 here below represents the so-called modello tripolare created by 

Balboni (cfr. Balboni 2008:28). The model represents the three components of the teaching act, as teacher, 

student and subject. With our study we have decided to focus on one of these components: the teacher. 

 

Figure 1: Tripolare model (Balboni, 2008). 

 

 

 
                                                             
1 New South Wales (NSW), Victoria (VIC), Queensland (QLD), South Australia (SA), Western Australia (WA), Tasmania (TAS), 
Northern Territory (NT) and Australia Capital Territory (ACT), with the Government Capital Canberra 
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For this reason we have decided to firstly analyze who the teacher of Australia in Victoria is and 

secondly, what he does in the class of Italian. In order to accomplish our task we created the main 

instrument of this research, a self-evaluation questionnaire which in the period between July and October 

2012 was submitted to a selected group of teachers of Italian in Victoria. The questionnaire was initially 

created by Balboni and Santipolo in 2003 for their research on teaching of Italian around the world (cfr. 

Balboni and Santipolo, 2003).  Given the fact that the qualitative goals of the researches were similar, being 

both focused on the quality of Italian teaching in relation to the role of teachers, we kept the layout of 

Balboni and Santipolo work, modifying it on the basis of our study needs. The words of Sacchetto, already 

quoted in Balboni and Santipolo 2003 explains our work:  

““Ci interessa piuttosto fotografare gli insegnanti nel loro agire quotidiano: Il loro programma, il loro 

rapporto con gli studenti, il loro modo di adattarsi alle motivazioni degli studenti, il modo in cui reagiscono 

a un errore, la logica per cui scelgono un manuale e poi lo integrano (….) la ragione per cui usano una 

tecnologia didattica piuttosto che un’altra, la loro interpretazione di “sapere l’italiano” e “insegnare 

l’italiano” (Balboni and Santipolo 2003:16). 

 

The first chapter of our work will delineate how from a social and educational point of view the Italian 

language had gained its role within the Victorian society; looking at the various language policies and the 

Government decisions, we will point out the role of Italian as a foreign language in Victoria, nowadays. In 

relation to this, from a quantitative point of view we will report the data on our research conducted on the 

numbers of Italian programs in Primary and Secondary Government and Catholic school of the State, to 

show that Italian nowadays still represent an important slice of the educational curriculum of Victoria. In 

conclusion of the chapter we report some reflections on how, in our opinion, CLIL methodology (that in 

Australia is called immersion, even though there is still some confusion about the terms, as we will see in 

Chapter 1), can be considered important in the re-affirmation of Italian as foreign language in Australia.  

Chapter 2 will move to the figure of the teacher in Victoria On the one hand we will see the training and the 

qualifications a person needs today in order to teach and on the other hand, in relation to this we will 

describe the Language assistantship program run by Co.As.it in Victoria. The figure and the role of the 

Language assistant is an important element to consider in the Italian class. The third chapter will finally 

move to our research on the teacher of Victoria analyzing the research questions that drove our research and 

explaining the instruments, the participants and the research-methodology. Finally in Chapter 4 we will 

report the data extrapolated by our questionnaire and we will delineate some conclusions and further inputs 

of research.  
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Chapter 1. The Italian language in Victoria  
 

The history of Australia, like many other countries, can be in traced following the history of the 

languages spoken in its vast territory: firstly, the Aboriginal languages and secondly, all the migratory 

languages brought by the many communities starting a new life in Australia. 

1.1 Migratory processes in Australia  
 

As we said in the Introduction of our work, Australia represents a multicultural and multilingual 

nation. Data from the Department of Immigration and Citizenship2 affirms that since October 1945, right 

after the Second World War, 7.2 millions of people immigrated to Australia. Thanks to agreements between 

Australia and many European countries, the population of Australia, that was an under populated land, has 

increased by 15 million people in about 65 years. Today, one in four of Australia's 22 million people are 

born outside Australia. The main part of settlers came from neighborhood countries such as New Zealand 

but also from China, The United Kingdom and India. Table 1 here below shows in details the principal 

arrival countries between July 2010 and June 2011:  

 
Table 1: Settler arrivals by region of birth between July 2010 and June 20113(Department of Immigration, Victoria). 

 

Region of Birth Arrivals 

Oceania and Antarctica 29.614 

Europe 16.936 

North Africa and the 

Middle East 

9.508 

South East Asia 17.938 

North East Asia 18.813 

Southern Asia 18.348 

Central Asia 1.909 

 

The settlers who arrived from Europe during July 2010 and June 2011, represent the 17, 1 % on the total 

arrivals. Italians in particular were 106.670. 4 

We should not forget that the Aboriginal communities were the very first inhabitants of Australia with 

their multitude of local languages. Nowadays many Aboriginal languages are still alive and used in each 

                                                             
2 See http://www.immi.gov.au/media/fact-sheets/02key.htm 
3  Adapted from http://www.immi.gov.au/media/fact-sheets/02key.htm 
4 http://www.immi.gov.au/media/statistics/statistical-info/oad/totalmovs/totmova.htm 
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aboriginal community and some schools include them in their LOTE5 curricula. Because of political and 

social reasons, from 1848 onwards, Italians, Polish Jews, Russians and refugees from Nazi Germany of the 

first half of 1900 left their homes to seek a new life in Australia; sometimes as refuges or asylum seekers, 

mostly as people trying to save their and their family’s lives. In the mid-nineteenth century, the discovery of 

gold attracted people from Scandinavia, the Lebanon but mostly China.  As Kipp tell us “for the first 

decades of the twentieth century, immigration intake from non – English-speaking countries was low, and 

the “White Australian Policy” formulated with the Australian Federation in 1901, placed considerable 

restriction on “non-white” immigration” adopting the White Australian Policy. “(1995:23). 

The second strong migratory wave to Australia was registered after the Second World War. Thanks 

to the Whitlam government, the White Australian Policy ended in 1973 with the introduction of the 

Structured Selection Assessment system6.At this point the ethnic profile of Australia was going towards a 

dramatic change. Many and many people arrived from the eastern part of the world; 89% of the Asian 

immigration occurred after the ‘70s and 52% after the ‘80s. (cfr. Kipp, 1995). Specifically, the highest 

number of East and Middle East citizens was from the North of Asia (cfr. Kipp, 1995:45). In the years 

between 1988 and 1995 most of the immigration reaching Australia was due to the eligibly category of 

family. 

  Regarding the languages brought over by these communities during their migrations, Cresciani tells 

us that in 1991 the top ten LOTE were Italian, Greek, Chinese varieties (particularly Mandarin and 

Cantonese), and Arabic languages, German, Croatian, Vietnamese, Spanish, Polish and Macedonian (cfr. 

Cresciani, 2000) Table 2 below reports the number of speakers of each language in the years between 1993-

1999. 
Table 2: “ Languages other than English. Number of speakers between 1993-99” (Cresciani, 2000:77).  

Language Number of speakers 

Italian 418.804 

Greek 285.700 

Chinese varieties 261.64 

Arabic (including Lebanese) 162.857 

German 113.336 

Croatian 130.739 

Vietnamese 110.187 

Spanish 90.479 

Polish 66.932 

Macedonian 64.429 
 

                                                             
5 LOTE is the acronym for Languages other than English; it refers to any reality considering the use of foreign or second 
languages.   
6 The Structured Selection Assessment system was based on the eligibility at the Australian Citizenship by categories: family, skill 
and Humanitarian.  
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We can see that between 1986 and 1991 the use of Italian in Victoria steadily increased between the two 

years.  

Rubino tells us that in the ‘80s Italian as language of culture was introduced into Universities and 

schools. In the 1990s the use of Italian steadily declined among the second generation speakers7  as we will 

better see in the next paragraph. The Italians were the first community to establish their own Saturday 

schools to promote the study of Italian language and culture for their children. As we will see in the 

paragraph dedicated to the Australian Language Policy, the importance and the consideration the community 

languages gained in the Australian society are in most of the cases, due the efforts and the battles conducted 

by each singular community. The Community Languages Schools (CLS) broadly present all over the 

Australian Territory represent one of the results of that effort. These schools were previously known as 

after-hour ethnic schools and they were run by nonprofit organizations (2009:78-82). 8 Fig. 2 shows the 

number of speakers of LOTE in 2006 in Victoria.  
 

Figure 2: LOTE present in VIC in 2006 (Rubino, 2009:32). 

 

  

 

 

As we can see in 2006 Italian was still the most spoken LOTE language but Chinese Mandarin and Cantonese 

have almost reached its number of speakers. In the same period Universities see the highest participation 

rate from China and the nearby countries. 9  

Data from the 2012 census tells us that 76.8% of Australia’s population speaks only English at home; 

The most spoken LOTE languages reported are Chinese Mandarin (1.6%), Italian (1.4%), Arabic (1.3%), 

Cantonese (1,2%) and Greek (1,2%).  As we can see, Chinese languages have overclassed Italian which still 

holds a leading position in Victoria. As Table 3 here below shows, in Victoria (VIC) Italian is still the most 

                                                             
7 With “second generation speakers” we mean that people who are the daughters and the sons of the migrants arrived in the ’50s. 
So, usually Australian-born kids with an Italian emigrated family.  
8 Nowadays, classes are still offered after school or at the week end; Victoria counts up to 50 different languages involved with an 
annual enrolment of 35.000 students .  
9 See www.education.vic.org 
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spoken language but it is interesting to see its position among the other states; Italian is mostly at the first or 

the second place in all the States, even in Tasmania (TAS). The only State in which Italian is spoken after 

Arabic, Cantonese and Mandarin is New South Wales (NSW).  

 
Table 3: Position of LOTE SPOKEN in each State, 2012. 10 (Department of Education of Victoria).  

NSW VIC  QLD SA WA ACT NT TAS 
Arabic Italian Mandarin Italian Italian Mandarin Australian 

Indigenous 
German 

Cantonese Greek Italian Greek Mandarin Italian Greek Italian 

Mandarin Vietnamese Cantonese Vietnames
e 

Cantonese Vietnamese Indonesian Greek 

Italian Cantonese Vietnamese Mandarin Vietnames
e 

Cantonese Vietnamese Mandarin 

Greek Mandarin German German Australian 
Indigenous 

Greek Tagalog  Dutch 

Vietnamese Arabic Australian 
Indigenous 

Cantonese Arabic Croatian Italian Polish 

Spanish Macedonian Spanish Polish German Spanish Cantonese Cantonese 

 

Focusing on language, particularly, as we’ll see in the next paragraph, the introduction of LOTE in 

education (schools and universities) had in many cases been dictated by economic rather than cultural 

factors. Even today, Universities represent one of the biggest and most powerful incomes for the Australian 

Government.  

1.2 The Australian Language Policy and the role of LOTE 
 

In 1982 Malcolm Fraser, at that time Prime Minister of Australia, commissioned an enquiry with the 

purpose to investigate the need of a national, coherent and vast language policy. The result of this 

investigation in 1984 gave birth to a document called “Towards a National Language Policy“. In 1987 

Joseph Lo Bianco at the specific request of Senator Susa Ryan, at that time Minister For Education of 

Australia, wrote the ”National Language Policy (NPL). The document broadly focuses on the linguistic 

panorama of Australia and sheds a new light on some principles that, according to Lo Bianco, should be 

followed in order to achieve a modern language policy that will help Australian to abandon cultural and 

linguistic monolingual (cfr. Lo Bianco, 1987). According to Lo Bianco, on the basis of the old language 

policies and the monolingual character of Australia and considering issues as the maintenance of the English 

                                                             
10  www.education.vic.org 
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language, the NPL represents the main document of the Australian linguistic education. An important issue 

considered in the paper was the social equity such as providing opportunities to learn second languages 

together with the strategies and the techniques to use in order to teach English as a second language (ESL), 

aboriginal and community languages. (cfr. Lo Bianco, 1987). According to Lo Bianco “democratic societies 

have a major obligation to ensure their citizens attain the highest levels of skills in a language to promote the 

rights and enhance the opportunities of individuals and groups” (1987:19). According to this, the Australia 

Language Policy is constituted by the measures which have been adopted by Australian public authorities in 

response to pressing issues of language. Lo Bianco again explains that what the NPL wants to is “to make the 

nation’s choices about language issues  as rational, comprehensive, just and balanced a way as possible” 

(1987:24). The fact that Australia is geographically close to Asian/Pacific/Indian Ocean together with the 

presence of Aboriginal languages, made the National Language Policy a much needed document in 

Australia.  An important distinction present in the National Language Policy was the one between 

community languages and priority languages in relation to the 14 languages considered to be “of a wider and 

international interest for Australia because of economic reasons” (1987:16),  such as trades and commerce. 

The considered languages are Aboriginal languages, Arabic, Chinese (Mandarin), French, Italian, German, 

Indonesian, Japanese, Korean, Greek (modern), Russian, Spanish, Thai and Vietnamese. The Victorian 

Department of Education’s “Vision for Languages Education“ of 2011 stated that ”languages are 

compulsory for all students in Government schools from Prep11 to Y10 even though this reform will enter 

into act with the New National Curriculum12. A 300$ bonus was given to each School for each student who 

successfully completed the VCE (Victoria Certificate of Education) in Year 12 in one of the previously listed 

languages Victoria in particularly listed 3 groups of foreign languages: 

 Key-languages: German, Italian, Modern Greek, Indonesian, Japanese, Mandarin and 

Vietnamese; 

 Priority-development languages: Arabic, Korean, Russian, Spanish and Thai; 

 Languages with a particular meaning: Auslan (Australian Sign Language), Croatian, 

Hebraic, Khmer, Koorie languages, Macedonian, Maltese, Serbian and Turkish.  

 Other languages usually studied at the Victorian School of Languages. ” (DEEC, 2011:12). 
13  

Nowadays the differentiations listed above no longer exist; they were abolished by the 

Commonwealth LOTE Element of 2001. The Commonwealth LOTE element together with the Melbourne 

Declaration of Educational Goals for young Australians14 15now represents the main documents on 

                                                             
11 Respectively the first year of schooling in Australia; Y10 represent the third-last year of education. 
12 Cfr. Chapter 2 
13 The Victoria School of Language was established in 1935 as a consequence of the introduction of Italian and Japanese as 
foreign languages at the Mac. Robertson Girls ‘High School in Melbourne. 
14 05/12/2008. 
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language education in Victoria. In particular the Melbourne Declaration articulates the importance of 

equipping young Australians with the skills to communicate, not only within and across Australia’s 

linguistically and culturally diverse society, but also in an increasingly interconnected global world and it is 

now guiding the development of the new Australian Curriculum that is responsible for Education from Prep 

till Y12 (cfr. Victorian Vision For Languages,  2011). In September 2012, as the current status of things, the 

curriculum is available for subjects as Science. The linguistic part in September 2012 has not been finished 

yet. As reported in the  National Newspaper, The Age16 “ The government so far has funded 14 language 

clusters involving 102 primary and secondary schools across the state to trial the system over 18 months 

until the end of this year. The languages chosen are Italian, Indonesian, German, Japanese, French, Chinese 

and Auslan, with schools offering one to three of these. Each cluster has a lead school that works to ensure 

standards are met and to co-ordinate the distribution of resources. The Government has also funded 25 

scholarships a year for teachers or language instructors who want to upgrade their skills, along with 45 

scholarships for undergraduate students to become language teachers.” (cfr. Dunn, 2012:32)17.  

Interestingly, the situation of LOTE in education has rapidly changed and a critical point noticed for 

several years now has been the decrease of the use of Italian from Year 7 to Year 12 (in secondary school). 

This, according to Mattew Absalom18, is not surprising at all being the drop of languages within secondary 

schools common and alarming phenomena through to the whole country. In his article “Where have all the 

flowers gone?” appeared on the language magazine Babel19, Absalom publishes the results of his research 

on language motivation among Australian Secondary students. “The title of his article itself evokes by-gone 

days when the situation of  LOTE in education was happier. 1968 is considered the key-year because it was 

the date in which universities removed the requirement for school language study as a criterion for entry into 

certain tertiary programs. In 1986 the number of matriculates taking a second language was 44 %; in 1964 

75% of the secondary students were studying French”. (2011:15).   

Concerning tertiary education, Absalom states that between 90 and 95 % of first year University 

students in Australia do not study a language. It is clear that students studying a language in secondary 

schools do not continue it at University and those who study language at university start as beginners or get 

enrolled in a different language courses than the one studied at school. In 2007, 39 Australian Universities 

provided no languages programs. The top six languages in Australian universities in 2007 were respectively: 

(cfr. Absalom, 2011).  

 

1. Japanese, taught in 34 universities 

                                                                                                                                                                                                                            
15 Cfr. ://deewr.gov.au/school-language-program 
16 The Age, February, 5th 2012 
17 http://www.theage.com.au/victoria/schools-join-forces-to-rescue-languages-20120204-1qyzl.html#ixzz2753ZSY66 
18 Mattew Absalom is a university teacher and researcher, professional linguist, Italian language coach, translator author. He is 
currently employed in the Italian Study program of the School of Language & Linguistics at the University of Melbourne.  
19 LOTE teachers magazine 



  

13 
 

2. Chinese, taught in 27 universities 

3. French, taught in 24 universities 

4. Italian, taught in 23 universities  

5. German, taught in 20 universities 

6. Indonesian, taught in 20 universities 

What appears very interesting for our research, are the reasons behind a high drop of languages 

between the beginning and the finishing of secondary school.  It is interesting to notice how in terms of 

motivation towards languages, pivotal concepts identified by pillars such as Garder and Lambert20, have 

been completely reconceptualised. As Dörney and Ushioda says: “in the context of contemporary notions of 

self and identity combined forces of globalization, mobility and technological advances are at the basis of 

this change, respectively affecting the self and the identity”. (2009:215-228). Interestingly, Abasolm 

(2011:16) researches out the top 5 motivating factors for continuing language learning: 

 

1. Travel; 

2. Culture; 

3. Career; 

4. Enjoyment; 

5. Language use.   

The top five reasons for dropping language study: 

6. Lack of interest; 

7.       Language not available or prefer other languages; 

8. Poor teaching; 

9. No enjoyment; 

10. Poor quality teachers.  

                                                             
20 For literature on language motivation see: Gardner, R. C. (1985). Social psychology and second language learning: The role of 
attitudes and motivation. London: Edward Arnold. Gardner, R. C. (2000).Correlation, causation, motivation, and second language 
acquisition. Canadian Psychology, 41, 10-24.,  Gardner, R. C., & Lambert, W.E. (1959). Motivational variables in second 
language acquisition. Canadian Journal of Psychology, 13, 266-272, Gardner, R. C., & Lambert, W. E. (1972). Attitudes and 
motivation in second  language. learning. Rowley, MA: Newbury. 
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Point’s n. 8 and n. 10 as “poor quality teachers” and “poor teaching” appear even in Curnw and Kohler 

research on language motivation of 2007 and in Ben, 2009.  Absalom comments: “The explicit mention of 

either poor learning environment or poor teaching/quality teachers accounts for a significant demotivating 

factor and provides us, as language educators, with reason to pause and reflect”. (2011:18). The Australian 

Education Union (AEU) in the “Victorian Languages Strategy Discussion Paper “ of  March 2010 explains 

that “the introduction of  the compulsory LOTE in Victorian Government schools in the 1990’s has not  being 

accompanied by a good number of qualified teachers;  as a consequence there has been  a major shortage  of 

qualified teachers particularly in the rural areas” (2010:34). In relation to this  the Australian Education 

Union adds that “ discontinued LOTE programs, teachers lacking a depth of knowledge in the language  they 

are required to teach, negative perception of the subject area and students lacking both interest and an 

appropriate knowledge base in LOTE” (2010:76).  

1.2.1 The position of the Italian language in the National Language Policy 
 

According to Bettoni, (cfr. Bettoni 1988), during the 70s Australia progressively moved from an 

assimilation policy to a multicultural policy. Ideas like linguistic and cultural diversity were finally 

promoted and respected. As we have already said in the introduction to our work, this change of policy by 

the Australian Government has been a consequence of the battles conducted by the ethnic communities of 

Australia in terms of social justice and equality of opportunity. In this period, the term community language 

was introduced in Australia and in the late ‘80s the community languages were finally introduced into 

school curricula. At that point, because of their social position and prestige, Italian together with Mandarin 

Chinese and a few other languages were considered “language of wider teaching”. After the development of 

the National Language Policy (cfr. paragraph 1.2) and the recognition of Italian as community language, an 

extension of Italian in schools and universities was registered. During the 1980s Italian became the most 

studied language other than English (cfr. Rubino, 2009).  What is very interesting is that Italian was 

considered “the most suitable second language” for Australian people, regardless of their background. 

Italian was in some cases promoted as “the community language par excellence” because of “its learnability 

for English speakers”, for the culture associated with it and for the economic and international value it had. 

In addition, the size of its community and the linguistic proximity with French and Spanish were 

characteristics to consider in case of learner’s interest towards a third European language (cfr. Rubino, 

2009).  So, at the end of the 1980s the Italian language in Australia was:   

  Community language; 

  Language of culture; 

  Second language for all Australians. 
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Regarding the educational situation, Lo Bianco’s 1987 Policy states that in 1985 almost half of all the 

Australian students never studied a language other than English at any time. The Policy explicitly declares 

that the study of at least one language “in addition to English ought to be an expected part of the educational 

experience of all Australian Students ideally continuously throughout the years of compulsory education”.  

(1987:45). Lo Bianco’s report indicates that in 1985 there was a total of 188.546 students of languages in 

Australia and of those, 108.244 were studying Italian.21 Lo Bianco adds that in the decade between 1976 and 

1986, the number or Italian speakers declined: speakers of Italian passed from 444. 672 to 415.765. 

Research by Bettoni and Gibbons (Bettoni and Gibbons, 1988) shows that among the first-generation 

migrants negative attitudes toward the main language of the community were founded. From 1991 to 1996 a 

decrease of speakers was, once again, registered: from 418.804 speakers of 1991, 5 years later data recorded 

375.752 speakers left. Even though Italian was still the most spoken community language, a steady decline 

among its speakers had started. Finally, in 2001 the Italian speakers in Australia were 353.606, in 2006, 

216.900. The 2011 census indicates that today Australia counts 316.900 speakers of Italian. In Victoria and 

in the Western Territories Italian has remained the most studied language but at a national level it has been 

overtaken by the Japanese language (cfr. De Krester, 2010).   

 Rubino (Rubino, 2009) lists some important things that have been introduced in order to re-promote 

the use of Italian in the last years, after the last drop: some universities of Australia introduced 12 mother 

tongue lecturers and a bilingual school was opened in Sydney in 2002, followed by a similar project in 

Canberra. Co.As.It in Victoria developed the Language Assistant Program sending 20/25 young Italians to a 

number of primary and secondary Victoria’s schools. Italian, together with Chinese, has been recognized as 

one of the two pioneer languages for the development of the new National Curriculum. 

 

 

 

 

 

 

 

 
 

 

                                                             
21 This data considers the hours of Italian in the  school timetable as the as the after hour classes.  
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1.3 The Victoria Educational System 
 

As we saw in the former paragraphs, the linguistic policy of the Australian government focused highly 

on the maintenance of the power of the English Language. From the 70s a sort of change occurred and it is 

in this period that many schools began to introduce community languages in their programs. Apart from 

education, the results of the “assimilatory” policy are still visible in some institutions that were specifically 

born to give access to the “foreign languages”. One of the oldest institutions is the Victoria School for 

Languages (VSL) founded in 1935 specifically to promote the studying of a foreign language to students who 

could not do so at school. The first language introduced at VSL in 1935 was Italian, followed by Japanese. 

The role of The Victoria School for Languages today is still very important in fact it offers “distance” 

programs to students who are unable to follow the in-class sessions (mostly because they live in isolated 

areas).  

Considering the different types of schools we can see that the Australian (and the Victorian) 

educational systems divide schools into four main groups:  

 State schools; 
 Catholic schools; 
 Independent schools; 
 Special schools.  

According to the Victoria Government’s Vision for Language Education22  released in 2011, the state 

of Victoria currently detains the highest participation rate in language education of any state or territory in 

Australia.  Table 4 here below, relative to 2012 basically confirms the vision of 2011. 

 
Table 4: Secondary school participation rates, 2008 and 2011 (Vision for language education, 2011:36). 

Age  Year  NSW VIC QLD SA WA NT  ACT TAS 

14 2008 97.7  99.5 97.8 100.1 99.6 88.2 113.3 98.7 
2011 98.1  99.8 97.9 100.1 97.7 89.9 114.3 100.1 

15 2008 93.9  97.0 92.0 97.9 93.5 77.2 110.9 99.7 

2011 96.6  97.3 93.9 98.4 93.2 78.7 111.0 99.4 

16 2008 79.5  88.5 80.7 87.3 80.0 86.3 103.4 66.2 

2011 86.7  90.7 85.0 95.8 81.2 69.4 107.3 88.1  
17 2008 67.1  77.3 47.1 65.5 41.4 45.1 91.3 60.7 

2011 71.8  79.7 50.9 77.4 44.5 48.6 94.5 67.7 

18 2008 15.4  25.2 5.0 11.8 3.2 10.7 23.2 26.2 

2011 16.5  27.2 5.2 16.8 4.0 10.6 25.2 29.8 

19 2008 1.5  2.5 3.0 0.8 0.6 2.6 2.5 2.9 

2011 1.3  2.5 0.8 3.8 1.0 2.1 2.4 4.7 

 

                                                             
22 http:/www.eduweb.vic.gov.au/edulibrary/public/commrel/about/languageseducation.pdf 
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1.4 Italian in Victoria schools. Some data.  
 

This paragraph gives some information about the presence of Italian in the schools of Victoria. 

According to the Department of Education, there are 21 languages taught in Victorian Government primary 

schools and 17 in secondary schools . After school programs are offered for 50.000 students in 45 languages 

and respectively there are 14 bilingual programs offered in 12 primary schools across the State.23 24 

(DEECD, 2011).   

Important to consider is the Memorandum di Intesa per la Cooperazione Nell’ Insegnamento Della 

Lingua italiana, signed on October 2006 by the Ministero degli Affari Esteri Italiano and the Educational 

department of Victoria. This agreement has come out with 4-years value and it underlines the importance of 

extend and improve the teaching of Italian in Victoria. Moreover, it defines the available funds and the 

support given by the two parts at Co.As.It.  
 

1.4.1. Presence of Italian in Government and Catholic schools: the numbers.  
 

We clearly stated at the beginning of the work that our research does not aim to be a quantitative study 

on presence of Italian at school. In spite of this we think that considering how many schools actually run 

Italian programs and to which category they belong, may represent a useful information  on the status and 

the future of Italian at school, making our framework as much clear as possible.  

The data we will expose later in this paragraph will give us an idea of the numbers of schools that are 

currently offering Italian in their  LOTE  programs.  

Our study extrapolated the following data:  

 Catholic schools  

Table 5: Catholic Schools in VIC, 2012. (Department of Education, 2012) 25 

Primary Secondary Primary-Secondary TOTAL of VIC Catholic 

schools: 

381 85 13 479 

 

 

                                                             
23 http://www.eduweb.vic.gov.au/edulibrary/public/commrel/about/languageseducation 
24 http://www.guardian.co.uk/education/modernlanguages 
25 Education and Childhood development  lists  them at a third kind of  schools between primary and secondary. We basically kept 
the original division 
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Figure 3: Primary and Secondary schools in Victoria divided per grades (Our research).  

 

According to what we just said,  18 % of VIC Catholic schools are secondary, 79% are primary and  3% 

are primary-secondary. We will focus deeper into the schools that teach Italian. Out of 479 Catholic schools, 

301 in 2012 run italian program (62,83%). Table  6 and Figure  4  report the data of the schools that are 

currently (2012) running Italian, separated per grade of school. Table n. 6 reports the numbers while Figure 

4 the relative percentages.  

Table 6: VIC Catholic schools with Italian. 

Primary Secondary Primary-Secondary TOTAL of VIC Catholic 

schools with Italian 

235 61 5 301 

 

Figure 4: VIC Catholic schools with Italian divided per grades.  

 

According to our data, 62,83% of VIC Catholic schools are running an Italian program. Specifically, 78% 

primary schools, are running Italian programs, 20% secondary schools, are running Italian program  
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Table 7: Percentage of Italian in Catholic schools divided per grade.  

School Total in VIC With Italian % 

Primary 381 235 77 

Secondary  85 61 21 

Primary-Secondary 13 5 2 

 

 Government schools:   

Table 8: Government schools in VIC 

Primary Secondary Primary-Secondary Total of VIC Gov. 

Schools 

1137 245 75 1457 

 

Figure 5. VIC Government schools divided per grade.  

 

 The data here above show that  16,81% of Government schools are secondary,  78% of Government schools 

are primary and  5,14 % of Government  schools are primary-secondary. We will report now the specific 

data concerning the presence of Italian in VIC Government schools26: 

Table 9: Government Schools with Italian. 

Primary Secondary Total 

209 73 282 

 

 

                                                             
26 Moving to this section the category: Primary-Secondary is abandoned because of the not availability of specific data about 
Primary-Secondary schools so the data will not be based on the total of the schools but just on the sum of Primary and Secondary.  
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Figure 6: Government schools with Italian. 

 

Table 10: Percentages of Italian in Government  schools divided per grade.  

School Total in VIC With Italian % 

Primary 1137 209 74,11 

Secondary  245 73 26 

  

From the data here above we see that 74,11% of Government primary VIC schools run Italian programs 

while only 26% of Government Secondary Schools run Italian.  

Confronting the data carried out by our research with data from 2005, we can see that the situation has not 

changed much: the number of  primary Catholic schools with Italian increased from 215 in 2005 to 235 in 

2012 (+8.51%). Secondary schools registered a decline: from 74 secondary Catholic schools running Italian 

in 2005, the number in 2012 decreased to 61 (-17.6%.). Moving to Government schools we see that the data 

has not changed in the period 2005-2012.  In total, in 2005, 763 Victorian schools were teaching Italian 

while in 2012 the number increased to 769. Table 11  here below resumes the data: 

 

Table 11: Presence of schools with Italian in 2005 and 2012. 

Schools Government 
 
2005                 2012   

Catholic 
 
2005               2012                       

Total  
Catholic+ 
Government 
 
2005  

Total 
Catholic+ 
Government            
 
2012 

Primary 359 359 215 235 574 594 
Primary/secondary 2 2     
Secondary  112 112 74 61 186 173 
Total 473 473 289 296 763 769 
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1.5 The top ten LOTE languages in VIC Government schools. 
 

The next section will be specific to each language present in Government schools. Table n. 13 here 

below tell us how many schools run LOTE programs for languages such as Chinese Mandarin, French, 

German, Greek, Indonesian, Italian and Japanese, 7 of the top ten LOTE languages in VIC Government 

schools. Table 12 refers to primary schools while table 13 to secondary schools. 
 

Table 12: Language presence in VIC Government PRIMARY schools (Victoria Vision’s for language education, 2011:15).  

Language N. of schools  

Chinese (mandarin)  62 

French  105 

German 68 

Greek 15 

Indonesian 195 

Italian 209 

Japanese  179 

 

 

Figure 7: Language presence in VIC Governments e PRIMARY schools. (Victoria Vision’s for language education, 2011:15). 
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Secondary:  

Table 13 shows the language presence in VIC Government  secondary schools:  

 

Table 13:Presence of each language in Victoria  Secondary schools  (Victoria Vision’s for language education, 2011:15). 

Language N. of schools  

Chinese (mandarin) 42 

French 85 

German 62 

Greek 12 

Indonesian 97 

Italian 73 

Japanese  90 

 

Figure 8: Language presence in VIC Government  SECONDARY schools (Victoria Vision’s for language education, 2011:15). 

 

 

In conclusion we can see from our research  that the  presence of Italian is still well considered in the 

VIC educational system, in both, Government  and Catholic schools. The presence of Italian in  Catholic 

primary schools seems to be slightly higher  (78%) than in Government primary (74, 11%) with a gap 

smaller than 5 %.  The same thing can be said for secondary schools. The presence of Italian in Secondary 

Catholic schools corresponds to 20%, while Government  secondary schools record a presence of Italian 

equal to 16, 81 % (-3, 19%). Finally, 62, 83% of VIC Catholic schools run Italian. At the Government level 

we can see that only 20, 40% of schools, are running Italian, and specifically, Italian is present at the 

secondary level after Indonesian (21%), French (18%) and Japanese (20%). Government Primary schools 
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position Italian as the most taught language (25%) followed by Indonesian (23%), Japanese (22%) and 

French (13%).  In 2009 (year of the last census) VIC Government  schools counted 78.438 students of Italian 

(59.116 primary and 19323 secondary). Beside, Catholic school counted 60.102 primary students and 26.584 

secondary for a total of 86.686 students.  

 

1.6 CLIL as new form of promotion and use of  Italian in Victoria.  
 

CLIL still represent a fairly new concept in Australia. 68 % of the  participants of the questionnaire  

declared they know something about CLIL methodology, but the slice of them who uses it is very low. The 

University of Melbourne has recently established a professional certificate of education for  CLIL (GC-

EDCLIL) that  introduces teachers to the pedagogical issues that affect the success of a CLIL project. It 

focuses   on the pedagogical principles involved in learning a foreign language. The certificate requires over  

12 months of study for a total of 25 CFU . The subjects are: content and language integrated pedagogy and 

linguistic and sociolinguistic of CLIL. In order to access this certificate the student is required to have an 

undergraduate degree and an appropriate fourth-year level education qualification, or equivalent, with at 

least one year of relevant professional experience in the areas of Mathematics, Science, or Technology at 

secondary level.27 The nature of CLIL course at Melbourne University is well explained by  Sue Worthington 

in her  “ Can a pie exist without meat?”. (Worthington, 2010). The author  reports  an example of CLIL at the 

University of Melbourne related to the GEIL ( Graduate English as an English language program). According 

to Worthington, CLIL is essential in this program as the meat is to a pie. The academic language skills 

developed by the students of GEIL represent the crust of the pie while the meat, as the essential element of 

the recipe,  is represented in our case by the study of English as an international language. Quoting Jenkins 

and Murata, 2009 we say that “Younger English speakers in expanding circle countries, particularly in East 

Asia, are beginning to realize and develop their own local identity and a sense of hybrid global identity 

through English and its interaction with their L1”.(2009:78). Finally the intercultural communication 

developed by the CLIL methodology in this context represents, according to Worthington, the sauce as 

necessary and natural element of CLIL. (cfr. Worthington, 2010). 

Considering content and language integrated learning, it is important to say that in Victoria the term 

used to define the teaching of a subject through a language, is immersion.  CLIL and Immersion are two 

different words that respectively refer to two different things;  Lasagabaster and Sierra (2010) affirm that in 

CLIL programs, the language of instruction is a foreign language which, unlike in immersion contexts, is not 

present in the students’ local communities. So, looking at the Australian situation, we can see  that Italian is 

instead well present in the society but it is a locally  used language. In order to give a clearer explanation we 

report the definitions of CLIL and immersion given by the Content and Language integrated learning 

                                                             
27 Cfr. www.unimelb.edu.au/view/2013/GC-EDCLIL 
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Glossary from Cambridge University (2009). According to the Cambridge Glossary the two terms 

respectively refer to :  

 

 CLIL:  “CLIL is an approach in which a foreign language is used as a tool in the learning of a non-

language subject in which both language and the subject have a joint role”. The Cambridge Glossary 

then lists 4 different types of CLIL:  

 

 Monolingual: Students in home country learning a subject through CLIL. Some students may 

be non-native speakers. (e.g. Slovenia); 

 

 Bilingual: students learn 50 % or more curricular subjects in a second or foreign language 

(The Netherlands); 

 

 Multilingual: students learn curriculum subjects in three or more languages (Basque Country, 

Cataluña); 

 

 Plurilingual: students learn several languages, one or more of which may be through CLIL. 

(Australia). (See Cambridge University, 2009:2) 28 

 

According to Lagabaster and Sierra, immersion refers to: 

  

 IMMERSION: programs where most or all of subject content is taught through a second language 

(originating and often associated with Canada).  Common to all models of immersion are key factors: 

intensity, time and exposure. Immersion programs are described as early (pre-school or start of 

education at 5- 6), delayed (8- 14 years old) or late (14+ and adults). (2010:88). 

According to Lasagabaster  and Sierra (2010) the situation of Australia may be well described as 

Immersion given the fact that Italian is well present in the Community but, for the Cambridge Glossary the 

situation of Australia may be described as a situation of Plurilingual CLIL. Lagabaster and Sienna again 

(2010) describe the differences between immersion ad CLIL in terms of language of instruction, teachers, 

starting age, teaching materials, language objectives, inclusion of immigrant students and research. Swain 

and Johnson add that “as for CLIL teachers, unlike most immersion teachers, they are non-native speakers of 

the language used as a medium of instruction. In immersion contexts teachers are usually bilingual or native 

                                                             
28 http://www.cambridgeesol.org/assets/pdf/exams/tkt/clil-glossary.pdf 

 



  

25 
 

speakers of the language of instruction” (1997:43) and they add: “Turning to teaching materials, in 

immersion programs these are normally the same as those used by native speakers, while in CLIL materials 

may be adapted or written specifically for a CLIL program. In most immersion contexts as well as in CLIL the 

main aim is functional competence. (1997: 60).  We add that the competence CLIL aims to is that proficiency 

that Cummins defines CALP as Cognitive and Academic Language Proficiency (Cummins, 1984).  

In conclusion we can say that this terminological confusion is in our opinion  related to the fact that 

CLIL or immersion in Victoria  does not follow a general  program but it is still at the very beginning of  its 

life in  Victorian schools.  If ,as we saw  in other States like Queensland (cfr. Smala 2009), they explicitly 

use the term CLIL for languages such as German,  in Victoria considering Italian the situation is different. On 

the one hand we could talk about Italian immersion programs  because of the high presence of Italian in 

Victoria society. On the other hand considering the languages spoken by the teacher and according to what 

said by Swain and Johnson, (1997) the  use of the term  immersion does not work anymore. According to  

the data extrapolated from our questionnaire and reported in Fig. below, only 29% of our teachers consider 

themselves bilingual English-Italian. Unfortunately we haven’t been able to cross check  the mother tongues 

of the speakers  with their use of CLIL. It would be interesting  to promote a  study on the bilingual  profile of 

the immersion teachers in order to better understand the nature of  bilingual program in Victoria. In our 

opinion the situation is very confused because  as we said, this kind of bilingual education it is still at its 

beginning and lot of teachers, as our data shows have a general knowledge of what it is and how to do it.  

What results positive is the willingness the teachers have in order to improve their knowledge of CLIL; Fig. 9 

shows what the group think about the possibility to have some training on CLIL.  
 

Figure 9: Le piacerebbe ricevere una formazione a riguardo?  

 

35% of our focus group gave  a positive answer saying that they find it interesting or that they could 

consider it. A restricted minority, 4% gave a negative response. Another slice of the group, 15%, indicated 

that yes, they could consider it if not too demanding.  So, the majority of teachers would consider CLIL 
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training or activation in their school, but the slice of  the teachers who are not interested is, in our opinion, 

high. In this sense it would be interested to organize some activities  to show practically in what this 

methodology consists of in order to provide them with a general idea of how it works. In relation to this we 

asked our teachers about the positive and negative aspects in their opinion  that CLIL has 

Positive aspects:  

 

 Stimolo neurologico;  

 Aumento delle capacità di problem solving;  

 Maggior ricchezza dell’esperienza linguistica che si propone;  

 La lingua ha uno scopo;  

 La comprensione degli studenti accelera;  

 La lingua è utile e pratica; 

 Il vocabolario è più ricco;  

 La lingua ha un senso e gli studenti lo vedono.  

Negative aspects:  

 Non ci sono abbastanza assistenti e materiali;  

 Richiede un grande sforzo;  

 E’ difficile da organizzare;  

 In questo modo si perde il lato culturale della lingua;  

 C’è maggiore concorrenza tra le classi che vi partecipano e quelle che non partecipano;  

 Servono docenti adatti  

 Richiede molto tempo 

Finally, the last part of our questionnaire on CLIL method concludes with three more questions; two open 

questions related to the positive and negative aspects the teachers found (or think) about this methodology 

and an evaluation of the CLIL teacher.  

For our teacher(s) the CLIL teacher is/are:  

 Docenti competenti in una materia ma anche in una diversa lingua; 

 Preferibilmente docenti madrelingua, o comunque docenti che hanno una conoscenza approfondita 

della L2, hanno vissuto nel paese della L2 e ne conoscono la cultura. Devono essere docenti a 360°, 

creativi e comunicativi; 

 Devono avere competenze in tutte e due le materie - le lingue e (per esempio) l'umanistica; 

 Insegnanti che siano in grado di insegnare l'italiano e un’altra materia (matematica, scienza, storia); 
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 The more obviously the more fluent the teacher is the better because that permits a greater immersion 

experience with the subsequent higher level language outcomes. However, considering the current 

reality in teacher language competency and its variability in Australia it is also important to 

recognize that making a start with CLIL is the first step. Each school can do this based on their own 

realities, human and material resources. Support follows in the form of staff retraining, language 

assistants, development of materials, community involvement etc. It is important to empower 

teachers and make them confident to take part in a CLIL program. There can be various levels of CLIL 

from basic language, bilingual or full immersion. Support for teachers in this regard is absolutely 

crucial. The language assistant can play a pivotal role in this area, collaboratively and particularly in 

the initial stages; 

 Docenti capaci di tenere alto il livello di attenzione. 

We strongly believe that CLIL is a methodology that will help Australian students find new motivations 

towards the study of Italian and moreover, will help to improve their language skills 

1.6.1 CLIL in Victoria. 29 
 

The Australian Government is currently shaping the new National Curriculum.  As we said in Chapter 

1 when we were discussing the role of Italian in the Victorian Educational system, Italian is the second 

language taught in the Australian schools. It’s not surprising though that the New National Curriculum has 

considered Italian, together with Chinese, the initial priority languages.  However, the reforms approved by 

the  New Curriculum will probably been introduced  in 2014.   Among Australia, the leading State for CLIL 

is considered to be Queensland. Simone Smala of University of Queensland (cfr. Smala, 2009) , reports the 

experience of the German immersion program at one Queensland State High school of Brisbane and he 

affirms that ten schools in the State of Queensland are currently offering immersion programs respectively 

in Japanese, French, Spanish, Italian, Indonesian and Chinese. According to Smala, the potential immersion 

programs Australia might have is represented here below in Figure 10 below:  
 

 

                                                             
29  In Melbourne there are respectively 2 primary schools that are running immersion program, Brunswick South primary and 
North Melbourne primary. Brunswick South started its immersion program only in 2011 but it has already gathered lots of 
success; Brunswick South Primary schools run a partial immersion program from Prep to Y2 (but the main goal is extending the 
program till Y6),  following a content and language integrated learning approach. They both have in common the participation to 
the Stephanie Alexander Kitchen Garden Foundation Program  a program that aims to introduce the culture of good and healthy 
food into the Australian Schools. What Brunswick South and North Melbourne Primary schools have decided to do has been join 
culture of food with the Italian language and culture, which for its nature, is a language strongly related to food culture. What is 
interesting concerning Primary schools is the increasing number of schools that have decided to give to immersion a possibility; 
Other two schools have finally decided to collaborate with the Ufficio Scolastico of Novara that is developing a project on slow 
food called “About T@ste” based as basically the former ones on the culture of good and healthy food. The leading Secondary 
school for the immersion program is Gladstone Park Secondary College in Melbourne; the college offers Mathematics, History 
and Geography in Italian from Year 7 to Year 9. In Year 10 Language Immersion students have the choice to study Year 11 LOTE 
Italian, together with an additional VCE subject. In Year 11, Immersion students, study Year 12 Italian so they basically anticipate 
one year 
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Figure 10: Potential Australian immersion program (Smala, 2009:9) . 

 

 
 

As we said in the first part of our work and according to Absalom (cfr.  Absalom, 2011),  Australian 

students drop the foreign language early, or in any case they do not continue it during tertiary education. 

Regarding the State of Victoria, the new curriculum will partly affect its educational system that, it’s one of 

the most active for teaching of foreigner languages.  The activation of the new National Curriculum will 

probably affect more the other States than Victoria but in any case, the most effective change introduced by 

the New National Curriculum, as the  compulsoriness  to study a foreign language till Y10 will impact the 

State of Victoria as well. We cannot deny that CLIL together with the immersion programs  is more and more 

considered by schools of every grade and level given the fact that it is seen as a possibility to encourage the 

learning of a second language, area that in the last years is apparently loosing importance. As we said in 

Chapter 1 English still  remains the dominant language spoken. Teachers and parents are hoping that the 

release of the Australian Curriculum will  represent one step towards a more multilingual society. Smala 

states: “Support of CLIL as a teaching method in Australia has come from local educational researchers as 

well as language teachers” (cfr. Marsh et.al, 2010: 189).  The fact the Australian Government is pushing and 

supporting economically foreign languages immersion programs, we think that in few years more and more 

schools of any order and grade will decide to give a go to a CLIL program.  

In conclusion we can say that even though language immersion programs in Victoria are still at their 

beginning as the promotion of professional development sessions (henceforth  PD)  and workshops on the 

territory, the number of schools that decided to give a try to the immersion is considerably good, but more 

importantly, increasing. The teachers are open to new learning  in order to re-invest in the language they 
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teach and this is clear from the data of our questionnaire.  We strongly believe that creating training sessions 

and workshops will really increase the number of immersion programs besides being very necessary because 

the formal knowledge Australian teachers have about this methodology is very low. We saw in this chapter 

that Italian is still considered a very important language in the linguistic panorama not only of Victoria but 

on the entire Country being also one of the two languages of reference of the new National Curriculum. In 

any case the increasing drop of  language motivation during the years and particularly at VCE level is 

alarming and together  with the National Government each school should try to see new forms of languages 

promotion and CLIL or Immersion programs could represent one of it. Another positive point is the 

institution of the CLIL course at Melbourne University that represents a professional and recognized training  

for teachers. The figure of the Language Assistant results to be very helpful also in this sense, because of the 

great support he can give to a language immersion program in terms of language, culture, planning and 

execution of the project. 

 

 

 

 

 

 

 

 
 

 

 

 

Chapter 2: Who can teach Italian in Australia. 
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Chapter n. 2 represents a connection between the first theorical chapter and the following, our study. 

The former  reports  an analysis of the social past and present choices the State of  Victoria has activated to 

maintain and promote languages other than English, specifically, Italian.  Paragraph 1.5 shows that Italian is 

highly present among the schools of Victoria even though its  position has slightly declined during the last 

years because of several reasons: little availability of qualified teachers , increasing popularity of Asiatic 

languages and their use, political choices etc. Many forms of promotion have been developed in order to 

promote Italian all over the State: institution of international schools, mother tongue speakers have been sent 

to many Australian Universities, Co.As.It. established its  assistantship program together with the 

implementation and support by the Government of new methodologies  such as CLIL and immersions and  

The current Victoria Education Minister30, perfectly frames the current situation of LOTE  in Victoria:  

“ We can’t make foreign languages  learning compulsory and mandated if we haven’t got the staff to 

implement it.” (The Age, 2012:34). Starting from Dixon’s words our second chapter researches on  the 

dynamics that lie  behind professional figures  such as the  Italian teachers. In this sense, we consider the 

training they have, the programs offered not only at university but also at a  professional level. The first part 

of our chapter will be dedicated to the figure of the language teacher in Victoria. Then, we will explain what 

is  the language assistant program run by Co.As.It  is and why it is so important for the Victorian schools. 

Later on, we will consider CLIL as the new methodology pushed by the Australian Government in behalf of 

the new Australian Curriculum as a form of  sustain for languages, particularly the motivation towards 

languages.  

 

 2.1 The language teacher  
 

As we explained in the first chapter of our work, Australian students start their schooling at the age of 

5 entering their PREP (preparatory) year. After 6 years of primary school and 6 years of secondary school, the 

Victorian students complete their secondary instruction career and they can either decide to choose a tertiary 

education career or access the professional world.  At this point the students who decide to follow a teaching 

career have the following possibilities:  

 A four-year undergraduate teacher education degree (Bachelor of Education, B.Ed.);  

 

 A double-degree program, that implies the study of two degrees at the same time; one of these 

courses could be a teacher education course. Usually it is offered by Universities over 4 years (Ex. 

Bachelor of Arts + Bachelor of Teaching, called Dip.Ed.); 

                                                             
30Martin Dixon 
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 An academic degree followed by a one-year or two-year postgraduate teacher education course. (ex. 

Bachelor of Science or Arts + one-year or two-year postgraduate teacher education course); 

For secondary teachers there is a 4th option:  

 Gain industry experience in a vocational area (for instance, law) and then link it with a teaching 

qualification (for instance teaching legal studies at school) through a Dip.Ed. That can be taken at 

any stage. 31 

As we saw there are many possibilities for the curricular subject teachers. Looking specifically at the LOTE  

teachers the situation is pretty much the same with few differences:  

 The ones who followed the Bachelor of education (B.Ed.) course are specialist to what concerns the 

teaching of a foreign language. As a matter of fact, the fourth year is dedicated to L2 training while 

the former three were general “theory” of teaching. The teachers who will to teach Italian, in this 

case will achieve the Bachelor of Education with (Italian) LOTE  methodology. 32 

Although higher education in Victoria  will continue to offer one-year graduate entry programs until 

2016, from 2017 they will only offer two-year graduate entry initial teacher education programs. The Dip. 

Ed represents the step that also many new teachers arriving from Europe (except UK because part of the 

Commonwealth) have to go through in order to teach a language in a Victorian Schools. According to the 

Department of Education and Early Childhood Development in Victoria, “teachers are required to complete 

a minimum of 20 hours of professional development (PD) in order to renew their teaching registration each 

year33” (for instance, Hong Kong requires 150 hours of professional development over three years). 

(2012:23), As the new direction for school leadership and teaching profession states in June 2012, the 

Department of Education and Early Childhood Development has not used its influence to make providers 

more responsive to school’s needs. “There is a clear need for pre-service34 teacher education programs to 

respond to changing circumstances and to prepare graduates motivated to become great teachers.  In addition 

there isn’t any approach for rewarding the Victoria’s teachers; across Australia teachers feel there is almost 

no link between evaluation, their performance and any financial or career advancement.” (DEECD 2012:78). 

What the direction is saying is that people in Victoria must decide to become teachers; teaching must be a 

                                                             
31 Cfr. www.education.vic.org 

32 Cfr.  www.education.vic.org; 

 
33 PDs Participation in Australia is nine days which is well below the average of 16 days. (Absalom,2011).  
34 Pre-service means “before entering the service”, so while still completing the studies.  
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career of choice for talented people, whether they are graduates or professionals from other discipline. (cfr. 

DEECD, 2012).  

According to our questionnaire, 81% of our teachers followed the second option listed above: they 

obtained a bachelor degree In Australia, later integrated with the Dip.Ed. What our questionnaire aimed to 

investigate was to what extent our group was  trained in Australia. We saw that  only one of our participants 

had  obtained a Bachelor degree in Italy later  integrated by an Australian Dip. Ed. The former question 

about teacher training was “ Ha conseguito il Diploma of Education?” This question had been inserted 

because is interesting to see how many of  our teachers are fully qualified: as explained in Chapter 1, in 

order to supply the lack of teachers, the Victoria Government has created many other forms of licences of 

teaching, as for instance the permission to teach.35 For our study it is interesting to see to what extent these 

new tools created by the Government to supply the lack of teachers were considered by the schools. The 

permission to teach was initially created to facilitate the hiring of new teachers, even though not fully 

qualified for that schools with difficulty in employ  language teachers because of many reasons as for 

instance  geographical isolation. Unfortunately none of our informants is now teaching through a permission 

to teach.  

2.2 The language assistant  

Part of our work  is dedicated to the figure of the language assistant because of the high consideration 

it has among the schools that offer Italian in their LOTE  curricula and the extreme help it gives to the 

students firstly and to the promotion of Italian Victoria. Every year  a number of assistants are sent to few 

Victorian schools in order to assist the Italian teachers. The program is run only in Victoria thanks to 

Co.As.It,  (institution that promotes the Italian language and culture in Victoria and assists the Italo-

Australians) and few partnership Italian Universities36. The assistants are selected on the basis of criteria 

established by each university. Considering the number of schools that run Italian today in Victoria and 

comparing it with the tiny number of assistant available every year, it’s easy understand how assistants can 

partially cover this need. We strongly believe that the language assistant is a fundamental figure in everyday 

teaching and that every school should have the possibility to obtain one at least once every two years. We 

are fully aware of the fact that there are limited programs and funds to consider and that organizations like 

Co.As.It should face the conditions and the limits imposed by the Italian Government and the Ministero 

della Cultura. According to this our questionnaire aims to show is how the teachers themselves consider the 

assistant a positive and helpful support. We strongly believe that a program like this should be implemented 

rather than being cut of funds as, unfortunately, has been happening in the last years.  

                                                             
35  The permission to teach is a temporary (3 years)  permission that allows people who are not registered teachers (who have 
completed a relative degree in Australia or a compatible)  to teach a  subject in Victoria schools.  
36 Cà Foscari, Venice, University of Siena, Udine, La Sapienza, Genova, University “ Cattolica” and Macerata.  
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 We will see that the figure of the language assistant is shaped around the teachers but particularly 

the students’ needs. In order to understand more about this figure and find out what  kind of person better 

suits the role of assistant we dedicated part of our study  to it. A section of our questionnaire (cfr. Annexes) 

is dedicated to the role and the uses of the assistant. The teachers have been asked to define their “ideal” 

assistant. The reason behind this question is related to the criteria each Italian University applies  to evaluate  

suitable assistants37. We think that the collaboration between schools and language assistants is particularly 

important because it affects:  

 Students motivation: the presence of the assistant represents a reliable example of Italian language 

and culture for the students; moreover, the student can collaborate for a long period with the 

assistant.  

 

 Teacher’s language: Lots of teachers affirmed  that the language assistant represents to them a good 

possibility to refresh and improve their language skills;  

 

 Materials: The assistant usually creates new and updated materials; units on new movies, songs, 

poems, worksheets are massively created by the assistant and then conserved by the school as 

resources. The materials the students use, as the data reported in Chapter 3 shows, are extremely 

obsoletes; 

 
 Special programs; Schools that are running special programs such as immersion or bilingual project 

find in the new language assistant a fundamental linguistic support an a source of diverse input to 

plan a new project.  

If on the one hand the assistant can be seen as a side-figure who does not have the power to take any 

decision within the school, the reality shows the assistant as a young, competent reliable linguistic and 

cultural model. We can also affirm that in general the assistant gains more and more autonomy during the 

year and this is very motivational for the assistant. 

We hope that this analysis could in a certain sense shed  a new light on this program and that, despite 

political and economic choices, authorities would find a way to keep this program operating and maybe find 

a way to let a higher number of assistant come in order to extend  this possibility to a higher number of  

schools. In order to show how the assistant is precious for the school where he/she works, we now report the 

data from our study regarding the experiences the teachers had with the assistants. The relative questions for 

each section are in the boxes at the beginning of each section.  
                                                             
37 Not every university apply the same rules and the same criteria while selecting the assistant but the way they select and the 
criteria applied differ from university to university (experience in teaching, level of English, experiences, etc.). We strongly 
believe that more homogeneity would absolutely help; perhaps the same steps should be followed by each Institution. We found 
instead that every University that partnerships this program detains criteria that are too inconsistent one from the other. 
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 Experience with the assistant 

 

 

 

 

 

 

Concerning the experience the teachers have with the assistant, we are happy to say that the majority of 

our teachers have the luck to work with a language assistant for a period comprises between 3 and 5 years. 

29% of our informants worked with an assistant for 5 years. Besides, 3% of the group is currently having its 

first experience with an assistant. Considering that the program has been running for 15 year till now, we 

consider teachers with a 5-year experience with a solid experience; the opinion of those teachers who got the 

assistant only for one year or two is not less important because, thanks to them, we can have a clearest 

picture. In a certain sense, the collection of so many different situations represents an added-value to our 

research.  

In relation to the level of students, our teacher-assistant pairs have worked with us see that 77% of our 

informants mainly worked with middle years: Year 7 to Year 10. 61% was working with Y12. Only 32% 

declared to work with prep or primary school students; so the majority of our answers regard basically, 

secondary schools. Fig 11 represents the data extrapolated in relation to the level of students working with 

the assistant. 
 

Figure 11: Level of the students while working with the assistant.  

 

 
 

 Ideal assistant (characteristics, training, language level) 
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Studenti con cui lavorava quando aveva 
l'assistente linguistico 
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A. Indichi quanto è  d’accordo con le seguenti affermazioni: 

 

 L'assistente linguistico deve essere un esperto nell'insegnamento 
dell'italiano 

 L'assistente linguistico deve parlare un italiano corretto 

A. Per quanti anni ha lavorato con 
un assistente linguistico?; 
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The third and last part of our study on the assistants regards the general evaluation the teachers have 

of the program. Besides understanding what the teachers do with the language assistant and how he/she gets 

involved in the everyday activities, what we are curious to comprehend the teacher’s “ideal” language 

assistant.. We are happy to see that 74% of the teachers think that the assistant is needed in every school. 

experience(s) with an assistant are in their opinion, fully satisfactory.  

In order to better understand how the teachers consider the assistant we proposed 10 statements to 

which the teachers should indicate to what extent they agree or disagree.  81% of them fully agree on the 

fact that the language assistant represents a resource. Only one of our informants completely disagrees with 

this statement while, 16 % partially agrees. 65% of the teachers agree on the fact that the assistant represents 

an additional help for the students and specifically, 71% of the informants completely agree on the fact that 

the assistant represents a big help for improving  pronunciation/conversation skills. 65% of our informants 

also see the assistant as a source of new ideas.  Looking more specifically into the relation between assistant 

and teacher we can surprisingly see that the only 35% of our teacher completely disagree with the statement: 

D. Per le seguenti espressioni indichi quanto è d'accordo o non d'accordo: 
 Avere l'assistente linguistico rappresenta una risorsa 
 Avere l'assistente linguistico è un aiuto per la pronuncia 
 Avere l'assistente linguistico rappresenta un lavoro extra per 

l'insegnante 
 Avere l'assistente linguistico facilita il lavoro dell'insegnante 
 Avere l'assistente linguistico è utile solo in particolari programmi (es. 

CLIL) 
 Avere l'assistente linguistico aiuta a gestire meglio il tempo in classe 
 L'assistente linguistico è fonte di nuove idee 
 L'assistente linguistico migliora la qualità del mio lavoro 
 L'assistente linguistico rappresenta una possibilità per lo studente 
 L'assistente linguistico è una perdita di tempo 
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“l’assistente di italiano rapprensenta un lavoro extra per l’ insegnante”. The fact that the assistant is not a 

teacher and does (or at least should not) work as teacher is a thing to keep in mind, reading through the 

opinions of our teachers. Obviously, we cannot deny that a person who has never spent one hour in a class 

could be at the beginning less secure and confident than a person with some hours of teaching on his/her 

back: surprisingly, only 10% of our teachers completely agree that the assistant must be expert in the 

teaching of Italian but nobody (0%) agree that: ”è meglio avere un’assistente che non ha studiato per 

diventare insegnante”.  Apparently, our teachers consider the assistant a figure that needs to be followed 

(and this brings probably extra work to them) but at the same time they do not think that this extra work is 

brought by the fact that the assistant has not or little teaching experience. A possible variable to consider 

could be the language: on the one hand, 74% of our teachers completely agree on the fact that the assistant 

must speak a correct Italian, on the other hand only  26% agrees on the fact that the assistant must be able to 

speak (we used the Italian word: esprimersi, as ability to clearly speak and understand) in English. 48 % 

partially agree with it and surprisingly, a tiny minority, 26% disagree or they do not completely agree with 

the fact the assistant should be able to express himself in English. What we saw from our experience is that 

the assistant should really make an effort not to use English with the students; the possibilities students have 

to speak Italian (considering the timetable etc.) are very little and particularly at the VCE level, the students 

must work hard on their Italian speaking skills. In addition, data from paragraph 4.1 revealed that the use of 

target language (Italian) is very low. (See Chapter 4.1). Apparently a person who is smart and propositive, 

even though with no teaching training is much better considered than a person with teacher training but no 

enthusiasm.  

As conclusion of this part, we report the outcomes from the statement: “non importa la sua 

formazione se ha voglia di lavorare” : what we aimed to extrapolate with this sentence was to what extent 

the efforts, the empathy, the engagement, are more (or less) important qualities  rather than teaching or 

language skills: more than 50% of the informants agree with the fact that the training is not as important as 

the efforts and the engagement  and involvement of the assistant. Teachers have later been asked: 

”L’assistente facilita il lavoro all’insegnante”.  48% of the teachers completely agree with it, while only 18% 

to some extent disagree. Moreover, 42 % of the teachers fully agree on the fact that the assistant represents a 

big help to better organize the class. Obviously, having a second person available in class makes the 

organization easier . We think that the assistant represents a big help for the teacher. In relation  to this,  61 

% of the teachers fully disagree on the fact that the assistant is helpful only for particular programs as CLIL 

programs for instance but they consider it helpful at a wider stage.   

In conclusion we can say that the teachers generally have a great consideration of the language 

assistant; this means that the assistant is involved in every activity, from planning to testing as we will better 

see in chapter 4. In addition, the teachers consider the assistant a big help even though some of them 

reported few difficult situations with assistants considered to be not very involved or motivated. We would 
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like to add that motivation of both, teachers and assistants  stay at the basis of the positive outcome of the 

experience. 

 

2.2.1 General opinion level of satisfaction of the  language assistantship program 
 

 

 

 

 

 

 

We see from Fig. 12  here below that the general opinion teachers have on the assistantship is 

positive: 

Figure 12: Level of satisfaction. 

 

 

We now report some opinions from the 2012 language assistants, who at this stage have few days to finish 

their assistantship. We want to report their opinion in order to give an appropriate conclusion using the 

voices of those who have lived this experience directly: 

 

 I worked in a Secondary College, a public school in a suburb of the city: the majority of our students 

came from lower-middle class families and often experienced difficult situations within their families. 

Therefore, most of the time, the main challenge for me and the other teachers was to manage the 

disruptive kids which used to systematically interrupt the teaching and prevent the rest of the class 

from learning. I was not able to find a complete resolution as problems still occurred with the most 

difficult kids but, observing other teachers and getting to know the students I learnt how to manage 

them, minimize the interruptions and maintain a safe class environment. The LOTE Department  is a 
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very active and committed one and the students can choose between two languages to study from Year 

7: Italian and German. The School has four Italian teachers and I worked likewise with all of them but 

my contribution in class changed according to the teacher’s teaching style and I always tried to find the 

best way to be helpful in class without interfering with the teacher. To conclude, I believe that my 

contribution as an Italian language assistant was fundamental in giving the students an outstanding 

example of the Italian culture, in supporting the students in their learning and in helping the teachers in 

lesson  planning. I hope this program will continue to run during the next years as well. It gave me a 

great opportunity to improve my personal skills and develop  my potentialities in a  highly professional 

environment. Furthermore, it was also a good opportunity to challenge myself and mature my abilities 

and my attitude within my potential professional career in teaching. 

 

 Credo cha mia esperienza da assistente sia stata abbastanza particolare. Come prima cosa, ho lavorato 

nel country, e in particolare in una zona di antica immigrazione italiana. Come conseguenze, lo stile di 

vita risente molto dell’influenza del Bel Paese e gran parte degli studenti ha un background italiano. 

Secondo, ho lavorato a contatto con insegnanti abituati ad avere un assistente, cosa che ha facilitato 

enormemente il mio ruolo e il mio inserimento all’interno delle attività. Terzo, ho avuto modo di 

lavorare contemporaneamente in due scuole molto diverse: un istituto pubblico e un college privato di 

orientamento cattolico. Questo mi ha permesso di osservare giorno per giorno le differenze e i punti in 

comune dei due sistemi. In quanto assistente, il mio ruolo è stato principalmente quello di aiutare i 

ragazzi del VCE nella preparazione dell’esame orale e di supportare gli insegnanti nelle lezioni e nella 

preparazione e correzione dei supporti didattici. L’approccio è stato diverso da classe a classe, da 

docente a docente e stare a contatto con otto diversi insegnanti mi ha aiutata a prendere in 

considerazione metodi di insegnamento molto variegati. Lavorare nella scuola australiana è stato 

contemporaneamente una sfida e un arricchimento. Un arricchimento per l’ovvio contributo che una 

cultura diversa può dare in termini di stimoli, idee, confronti, riflessioni. Sfida perché spesso, 

soprattutto nelle classi junior (12-15 anni) la motivazione è davvero bassa e coinvolgere gli studenti 

può diventare molto difficile. Eppure, grazie all’esperienza degli insegnanti ai quali sono stata 

affiancata e grazie anche alle inaspettate risorse materiali e tecnologiche delle scuole, posso dire di aver 

superato la sfida in modo più che positivo. 

 

 I have been a language assistant since April in a state-mixed school which comprehends 3 campuses 

(Y7-Y12) that gave me the opportunity to experience classroom-teaching, with the pros and cons 

related to that.  The Italian teachers at the school are all Italo-Australian, born in Australia. As soon as I 

arrived at the beginning of the year I was considered by them as an asset to teaching both the language 

and the culture, and I have been involved in preparing teaching materials and assisting throughout the 

lessons. Coming from a degree in Linguistics and Teaching Italian as a foreign language, my 
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background was useful during the year, even in trying to propose different teaching methodologies, and 

all my explanation and suggestions had been always welcomed.  Overall, it was a positive work 

experience. If I may add something for the future development of the role of assistant, I would argue 

that trained language teacher, as I am, should be given the opportunity along the year to be teaching 

more than I had done, in order to foster a deep exchange in terms of teaching methodologies, class 

management and views about education . The education system I experienced developed an 

independent learning process and a deep analysis of the concepts, which is not the case in Australia. 

Even though teachers acknowledge the weaknesses of their students, they do not acknowledge the 

weakness of an education system where students are spoon-fed till Year 12.  

Luckily, despite the different teaching background, despite the different views on effective language 

teaching methodologies, despite the lack of stimulus for  knowledge and the improvement of the 

skills of the students, I found myself working in a nice environment where teachers are committed to 

the education and well-being of all young people and needless to say, they are committed to 

achieving the best possible outcomes for  their students. 

 

 The first thing I can say about the assistant program is that it’s a stroke of luck! The program itself is a 

wonderful opportunity for young graduate Italians who want to live an experience of teaching in a 

different country, with different methods and ways of thinking. The reality is that if you don’t find 

teachers that really want to work with you, rather than telling you what to do, your possibilities to learn 

and improve your teaching skills are very poor. I am an assistant in a country school and I can say that 

I have been lucky. The impact was actually quite challenging, because of the teachers use different 

methods from what we are used to in Italy  and in particular my boss is quite an old Australian man 

who does not know Italian well. But  he has always been more than willing to listen my ideas and to let 

me do what I proposed. I also felt quite honored when, only after a month of our cooperation he asked 

me how he could improve his knowledge of the language, if according to me we should have worked in 

a different way and from that moment we started to plan all lessons together.  
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Chapter 3. The study 
 

Non v'è causa d'errore più frequente che la ricerca della verità assoluta. 

Samuel Butler, Taccuini, 1912 (postumo) 

 

The Balboni “modello tripolare” reported in the introduction of our work, includes three parts: 

teacher, student and language.  On the basis of the perspectives from which we look at the teaching act each 

of its components  can be  articulated in other hundreds of research topics. Our study focuses on one of its 

variables: the teacher. Focusing on the teacher in a certain sense implied to focus on the interconnection 

existing among the three variables as well.   

This chapter presents the research we conducted between June and October 2012. The core of our 

study  represents a teacher self-evaluation questionnaire initially shaped and used by Balboni and Santipolo 

in 2003 for a research on the use of the Italian language around the world (See Balboni and Santipolo, 

2003). We decided to use the 2003 questionnaire because both our and their works are researches on the 

quality of the teacher of Italian  outside Italy. It’ s undoubtedly  true that the research questions Balboni and 

Santipolo posed in 2003 were different from ours for two  reasons: firstly, their research was wider than our: 

they considered 40 countries around the world, while we are considering a specific area: the State of 

Victoria;   

 

Particularly, we decided to focus on the State of Victoria for 3 main reasons:  

1. Victoria is the Australian State that has experienced the strongest  migratory  Italian wave and where 

the Italian presence (second generation and new migrants) is highest ( cfr.  data in Chapter 1); 

 

2. Victoria is the only Australian State where the Italian Language Assistant program run by Co.As.It , 

is active for 15 years; 

 
3. The author of this work is currently a language assistant in one of the school that is participating in 

the survey. 

 

Secondly, our study wanted to investigate on two areas not present in the 2003 research: the use of CLIL  

methodology in Australia and the role and use of the Italian language  assistant in the schools of Victoria.  
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Before moving on in the explanation of the methodology used in this work we quote some words 

from Sacchetto, 2002  already quoted by Balboni 2003, because we think they well describe the aim of our 

research:  

“ gli insegnanti rimangono, almeno in parte una delle poche categorie di lavoratori cui non è richiesta una 

produzione diretta di quote di profitto e le cui capacità lavorative, costituite prevalentemente dal sapere, 

rimane scarsamente misurabili”. (Sacchetto, 2002:24 ).  

Asking teachers what they do is absolutely pointless for our study, but rather, asking them how they 

do it will help us to understand the quality of our language in Victorian schools. As Balboni writes, 

“estrapolare un’immagine meno offuscata possibile di ciò che sanno e quindi della distanza qualitativa tra 

l’insegnante di qualità e l’insegnante reale” (Balboni, 2003:17). Obviously, this implies that beside a 

methodological study there is an ethno-linguistic research on the background of our informants. The results 

of our study will be published in chapter 4, while the original questionnaire and the modified one, will be 

annexes at the end of the work.  

3.1 Research questions 
 

On the basis of the goals and aims of our study previously listed in our work the research questions we 

pose are:  

 

1. Who is the teacher of Italian in Victoria?  

What background do the teachers of Italian have ? Firstly, in terms of origin and social background 

and secondly in terms of education and formation, who is the teacher of Italian in Victoria?  

 

2. How is the Italian class?  

 
We particularly focused on the following issues:  

 

 Language:  

 Use of L2 in class; 

 Presence/absence of a detailed program; 

 Evaluation/ testing; 

 Most-used activities; 

 Use of technology; 
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 Role of grammar in everyday teaching; 

 Specific work on the 4 abilities (speaking, writing, reading, listening). 

 Use/ role of the language assistant in class;  

 

 Culture:  

 Role of culture in everyday teaching; 

 

3.2 Participants 
Being our research a work on the Italian teacher in Victoria we decided to directly listen to  the voice 

of the leaders of the class activity: the teachers. Our group of informants was created using  as criteria the 

collaboration within the last 3 years with a language assistant. The choice of considering the last three years 

has not been randomly made: being the language assistant a program run for 15 years, we could not think to 

contact every single school that has had an assistant. This, for two main reasons: in  quantitative terms our 

focus group would have been too big, and secondly and more importantly, the quality of the data received 

would be too old and not so useful to use  for a  2012 research. We decided to reduce our group to a 

significative group of 110 teachers.  We did not consider the school itself as unit but the professor: a school 

has usually more than one teacher of Italian  but teachers who work in the same school work differently. 

Table 14 here below shows the numbers of schools and teachers who answered to our questionnaire, and the 

grade of school they belong to:  

 
Table 14: Number and nature of  respondent schools and teachers. (Our research). 

 Primary Secondary  Total  

School 5 22 27 

Teachers   5 26 31 

 

As we can see from Table 14  Both  primary and secondary schools have been considered because of the 

high presence of Italian even at a lower level as reported in Chapter 1. Our group is mainly made up by 

secondary teachers (even though data in chapter one have told us  that Italian is mainly present in primary 

schools). 

On the base of 110 teachers contacted we got a feedback of 31 questionnaires.  34.1 % of teachers 

participated at our survey. We already clarified that our research is not a quantitative research but we 

strongly believe that not-answering is already an answer itself, so we tried to assume possible reasons why 

68% of teacher did not participate at our survey:  
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 Difficulties with the language: the questionnaire was completely in Italian. Even though we tried to keep 

the language  as easy as possible and we did several proof-readings with two non-mother tongue 

speakers before sending it, we think some teachers could have had problems understanding the small 

amount of micro- language present;  

 Little knowledge of teaching theory: some questions were pretty specific and they involved some 

technical terms;  

 Lack of interest in participating; 

 Lack of time; we sent the questionnaires at the end of August and we left a gap of time of 40 days to 

answer; many teachers were probably busy with the preparation of the VCE exams; 

 Difficulties with the format: the questionnaire was created and sent using the relative application created 

by Google; it is possible that some teachers, not really familiar with technology found the format 

difficult. We strongly appreciated the interest of those who got some problems in opening the file but 

they directly contacted us to solve the problem and eventually attended the survey;  

 Time-consuming: the questionnaire considered many aspects of teaching for a total of 74.   

Our investigation considers a much smaller group of respondent than the research conducted in 2003, 

our group finds common characteristics: they all are teachers of Italian who once at least have worked with 

an assistant but:  

 For not all of them Italian is a second language; 

 For not all of them Italian is the first language; 

 Not all of them have the same teacher training; 

 Not all of them work in secondary schools; 

 Not all of them work in City’s schools. (Some of our informants work in schools in 

the countryside of Victoria). 

3.3 The instrument. 
 

The main  tool we used to conduct our research  was the questionnaire. We decided to design our 

questionnaire on the basis of the one developed and created in 2003 by Balboni and Santipolo eventually  

used for their research on the presence of  the Italian language around the world published in the volume 

“Italiano nel mondo; mete e metodi di insegnamento, un’ indagine qualitativa”. (cfr. Balboni and Santipolo, 

2003).  Given the fact that as we said, both the researches (the 2003 and our) aim to investigate on the figure 

of the Italian teacher outside Italy, we found that the 2003 tool could really have suit our needs too.  An 

important difference to notice among the 2003 research and our, is that the investigation conducted by the 

two Italian professors was wider and more articulated than ours. Our  group was made up of teachers who 

work in a limited area: the state of Victoria, Australia. The group of the 2003 research comprised around 40 
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countries all around the world: the first difference between the two works is the limited area considered by 

the second in respect to the worldwide perspective of the first. Moreover, two sections of the questionnaire 

have been dedicated to the language assistant program and the CLIL methodology. The questionnaire was 

introduced by an invitation letter sent to the teachers by  Co.As.It  and reported in the annexes section at the 

end of this work. The questionnaire was sent in the period between August the 21st and October the 6th. This 

period comprises days of schools holiday (mid-term holidays) and the days right after. 

3.3.1 Designing  the questionnaire.  
 

We decided to give our questionnaire an electronic format in order to collect all our answerers and 

comments in a specific online  “box”. To do this we used the Google Doc application with which you can 

easily create your on-line form and send it to the participants. As soon that they fill it in, pressing submit the 

answers are  automatically send to an Excel file that collects them all and extrapolates the data from it. We 

found  this application very handy even though we were fully aware of the risks:  some teachers could find it 

too complicated because of their limited competences with technology. We decided use this application 

because  of : 

 The need to send the questionnaire to many people we could; 

 The need to give an easy-accessible form to the participants;  

 The need to collect all the data in an electronic format.  

Either sending the form in hard copies and collect them personally, or creating a Word form, would have 

been too time-consuming, because of the consistency of our focus group and because of the geographical 

distances between the schools we contacted.  

We gave our form a mixed form: both closed and open questions have been included together with grid 

based on personal opinion and degree of use of a certain activity or material.  The grids were based on the 

degree of agreement vs. disagreement with a statement, for instance:  
 
 

 

 

 

 

 

 

 

 

 

Figure 13: Example of a grid  based on the level of agreement.  
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In other cases as for instance the degree of use of technology the teachers were asked to indicate to what 

extent they use vs. they do not use a particular resource; for instance:  

 
Figure14: Example of a grid based on  the regularity of use of the assistant. 

 

 
In table 15 we report the nature of our questions. 

 

Table 15: Nature of the questions. 

Type of question Closed questions Open questions 

V/F 

Y/N 

Multiple 

choices 

Grid/scale 

Quantity 11 22 6 35 

Total:   74 
We tried to keep the language simple but as Balboni and Santipolo did in 2003, we decide to conduct 

the questionnaire completely in Italian. In any case we left the option to answer in English if the teachers felt 
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more comfortable with it. Trying to use very basic language, we included lots of nouns and basic forms of 

verbs without using tenses such as subjunctive that would have been considered tricky.  Before being sent, 

the questionnaire was validated by two teachers who eventually participated to our research and by a 

language assistant.  

 

 

 

 

 

 

 

 

 

 

 

 

  
 

Chapter 4. Results  
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In this chapter we are going to report the results  we obtained with our research. We grouped the 

results in order to follow the research questions delineated in the last chapter (cfr. Paragraph 3.1).  Each 

research question is made up by several sub-questions. For this reason we are going to list all the questions 

referring to the main one  in order to report the data corresponding to each micro-question. Finally, at the 

end of the chapter we will try to give an appropriate conclusion on the basis of the results we obtained.  

 

4.1 Research question n. 1: “Who is the teacher of Italian in Victoria?” 
 

 

 

 

 

 

 

 

 

 

 

What background do the teachers have? Firstly, in terms of origin and social background and secondly 

in terms of education and training, who is the teacher of Italian in Victoria? Defining one or more possible 

profiles required our study to focus on two distinct aspects: the personal and the professional sphere.  

Obviously, it was not our goal to jump into the privacy of each teacher of Italian, rather  we wanted to 

understand their social and linguistic background in order to see if and to what extent it affects the teachers 

they are today.   

Our profile of the Italian teacher has been based on questions related to their origin, their mother-

tongue, their identity ( Section 4.1.1). The professional part has been built up questioning them  on their 

career and their training (Section 4.1.2). 

 
 

 

 

A. Lei è… 

B. La sua lingua madre è… 

C. Quante volte è stato in Italia? 

D. Ha conseguito il Diplome of Education? 

E. Che tipo di studi ha seguito? 

F. Ha avuto una formazione specifica sull’insegnamento dell’ 

Italiano come L2 (Lingua seconda) o LF (Foreign language)? 

G. Quali punti di forza vede nella sua competenza? Come li ha 

acquisiti? 

H. Quali lacune individua nella sua competenza didattica? 
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4.1.1 Personal part:  

4.1.1.1.Citizenships: 
 

Regarding their citizenship, the main part of our informants considered themselves Italo-Australian 

(73%). They were not asked their place of birth because what interested us was mainly how they feel 

themselves rather than if they were born in Italy or not. As we explained in the first chapter of our work, 

many sons or grandsons of emigrant s(also called second and third generations) live this “double-identity” 

feeling; their origin is not Australian but the context in which they have been raised is a mix, as their identity 

is. It is very interesting how, talking to young Italo-Australian, this experience is lived as an advantage 

rather than a drawback (in terms of double-citizenship advantages and bilingualism, for instance). The older 

generations, emigrated to Australia  when they still  were children, have instead a different feeling: on the 

one hand they feel themselves Italian and they are very proud of it, but also they have been living in 

Australia  all their life, and, obviously, they feel a part of them belongs to this land. Fig. 15 here below 

summarizes the answers of our group to the nationality question. 
 
Figure 15: Nationality/Citizenships of our group. 

 

 

 

 

 

 

 

 

 
 

6%

71%

23%

Lei e' 

Italiano

Italo Australiano

Australiano
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4.1.1.2 Mother-tongue. 
 

A question related to the  mother-tongue of the teachers was required straight after the question on their 

nationality. Fig.16  here below reports the data extrapolated from this question.  

 

Figure 16: Mother tongues of the group. 

 

 

As we can see from the graph here above, 13% of our informants consider their mother tongue 

Italian, while  42%, considers  as mother tongue English. We can clearly see that 29% of the informants 

consider themselves bilingual Italian-English while, considering dialects, 3% consider an Italian dialect as 

mother tongue but 10% reports a situation of bilingualism dialect-English. This is interesting because the 

teachers recognize  that the variety they speak is not standard Italian. In relation to the previous question: 

“Lei è” (See Figure 16 above ) we can see that only  6% of the informants defined him/herself as Italian, 

while the majority answered: Italo-Australian (72%).  

We can conclude saying that the majority of our informants consider themselves as Italo-Australian 

and a good slice of them does not consider Italian their mother tongue, but English. In terms of attachment 

to the Italian culture this has a good and a bad side: on the one hand the fact that teachers and relatively 

young people start to feel themselves Australian with Italian roots is purely good for their identity, on the 

other hand we see that the language of origin is losing its leading position among 1st and 2nd generation 

migrants. Here below Fig. 17 shows how many times our group of teachers have been to Italy.  
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Figure 17: Quante volte è stato in Italia? 

 

 
 

21% of the informants declared that they were born in Italy, while 18% affirmed they had been to Italy 

about 10 times. The teachers can find hard to organize a trip once per year in Italy and even the trips 

organized by different association, hardly run every year.  This point let us come out with a need the 

teachers have: training courses in Australia. (cfr. chapter 2 for the actual training courses and resources for 

teachers). 

4.1.2 Professional Profile. 
 

4.1.2.1General studies. 
 

In chapter  2 we  described the procedure to become a teacher in Australia. In relation to this we asked 

our group what kind of training  or studies they had undertaken in the past. We were able to see that the 

majority of them got a Bachelor degree in Australia before obtaining always in  Australia the  Diploma of 

Education. Other answers include a first Bachelor degree in Italy or in 1 case in London, both followed by 

the Australian Diploma of Education. 97% of the informants declared they had obtained the teaching 

qualification in Australia. At the light of this we can insert the respondents on the basis of their teaching 

qualification in the following macro-groups:   

 People who obtained the Diploma of Education in Australia; 

 People who are currently studying for it ; 

 People who has an equivalent Italian certification.  

21%

18%

25%

29%

3% 4%

Quante volte è stato in Italia? 

Sono  nato in Italia

Dieci volte

Cinque volte

Meno di 5

Una volta

Non sono mai stato in Italia
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4.1.2.2. Specific training in teaching of Italian.  
 

In order to understand what specific training our teachers have we decided  not to  give them pre-made 

questions but rather to let them express freely their studies about. The main reason why we did this was that 

we were aware of the fact that many different areas, courses, classes would come out. So in order not to miss 

any of this we decided to ask them their specific training through a simple open question: “Ha avuto una 

formazione specifica sull’insegnamento dell’italiano come L2”? Using the  acronyms “L2” we probably 

created a few problems to a few teachers who did not understand  what we meant and they therefore 

commented as “ I don’t understand”. This is, in any case, a good suggestion to us firstly in order to focus 

more on the lexicon used. Considering specific training we found  the situation quite stimulating: many of 

the informants listed professional development courses and continuing education courses in their 

curriculum. What we found very positive was the high number of Masters in applied linguistic (taught in 

Australia) and the professional development courses at Siena University, in Italy. 4  respondents indicated  

they did not have any specific training in teaching  of Italian and 1 signaled he had a general formation of 

teaching of languages but not specific to Italian. From an educational point of view, the group of informants 

had a variety of  experiences and  is well prepared. We would highlight the fact that  this is not a thing to 

take for granted in Australia: even though the Diploma of Education is compulsory in order to teach in any 

school, in the outback of Australia, as we said before, the situation is a bit more complicated. For the schools 

considered “country schools”  it is not that easy to find fully qualified teachers as they usually prefer to work  

closer to the big centers rather than in some isolated areas. In our questionnaire we considered both types of 

schools and we are pretty happy to say that a few country schools answered. We can consider this a positive 

point for the wider perspective it gives to our view.  

 

4.1.3 Self-evaluation. 
  

4.1.3.1 Qualities. 38 
 

The next part considering  the background of our informants is a  self-evaluation part. We asked our 

informants to consider the qualities and the lacks they think they have. We found this part very interesting. 

Among the qualities our teachers “declare to have” we find:  

 Bilingualism; 

 Experience gained around the world; 

 Passion; 

                                                             
38 Quali punti di forza vede nella sua competenza? Come li ha acquisiti?  
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 Enthusiasm; 

 Possibility to speak Italian with the family, the high use of the language; 

 The several trips they did to Italy as exchanges programs etc.;  

 Ability to work in a team; 

4.1.3.2 Lacks/ gaps  
 

As Balboni and Santipolo did in 2003, we decided to ask our informants as part of their self-evaluation 

part, if they can consider they have any gap or lack in their teaching. More than a list of “lacks” we were 

interested to understand the “limits” of their teaching preparation, in terms of language, methodologies, 

skills etc. This is why we decided to keep the open-form question as the original questionnaire.  Here below 

we list a number of lacks our informants recognized having:  

 Limited competences in oral conversation; 

 Too little time;  

 Lack of experience with Senior students (VCE); 

 Lack of time to create games or ludic activities; 

 Cultural competence; 

 The fact that I don’t consider myself fully mother tongue speaker; 

 “The fact that I have never been to Italy”; 

 Lack in using high language (Italiano alto); 

We found this question particularly interesting because from the feedback we got, we had the 

possibility to see how some teachers do not see any lack in their competence. On the one hand we could just 

be happy of this but, on the other we would be sure that, teachers do not feel further training as a 

fundamental part of their job. In the part dedicated to the training of the teacher in terms of ongoing 

education we will probably be able to make a cross check of the questions according to what extent teachers 

consider updating their training  and continuous training useful and important in their job.  
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4.2   Research question n. 2. : What happens in the Italian language class?  
 

Research question N. 2 represents the wider area our questionnaire. Because of the number of areas 

covered, we are going to report every single section, and at its beginning the questions each area refers to. 

Firstly, we are going to frame the particular target group we are working with asking the teachers these two 

questions:  

 

 

 

Fig. 18 here below refers to question A: “tipo di scuola in cui lavora”, meaning  the category, Catholic or 

Government and the grade, primary or secondary (see Fig. 18 below):   

Figure 18: Category of school. 

 

Figure 19: Grade of school. 

 

25%

75%

Tipo di scuola in cui lavora 
(Grade) 

Primary

Secondary

A. Tipo di scuola in cui lavora; 
 

B. Studenti con cui lavora 
quest’anno. 
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We saw from Fig. 19 that the majority of our teachers works with secondary students; in details the level of 

schooling of the students:39   

 18%  PREP students 

 82% Y7-Y10 students 

 57% Y11-Y12 (VCE students) 

 18% Y1-Y6 

Looking at the percentages here above, we can notice  that the number of teachers  working with PREP 

is exactly the same as the one working with primary schools (Y1 to Y6 students). The higher percentage 

belongs to middle years students: Y7 to Y10.  Moreover, in terms of type of school, 58% of informants 

refers to work in Catholic schools, while 42% in  Governments schools. Considering the grade of instruction 

we have  25 % of teachers belonging to primary schools, while 75 % belonging to secondary. We can affirm 

that the majority of informants works  in secondary Catholic schools particularly with the middle years 

students (Y7 to Y10). 

4.2.1 Teacher training. 
 

This section is mainly made of  statements  to which the teachers should express to what extent they 

agree or disagree.  

 

 

 

 

 

 

The part dedicated to teacher training has been built-up according to the previous questions on 

teacher’s background.  If at the beginning of our analysis we reported the  background our informants have, 

we are now interested on how important they consider training and in which terms they would like to have 

more or different teaching training in any area. We developed this section using a grid question with 

sentences to which the teacher must say to what extent they agreed or not. 45% of our informants think 

teachers should follow training courses in Italy but 52% consider better to get trained in Australia. 

                                                             
39 Given the fact that for instance secondary teachers can work with Y7 to Y10 but also Y11 or Y12, our data won’t refer to 100 
because each informant can select more than one box.  

A. Il docente di Italiano dovrebbe seguire corsi di formazione in 
Italia ; 

B. Il docente di Italiano dovrebbe seguire corsi di formazione in 
Australia; 

C. Il docente di Italiano dovrebbe interessarsi a nuove metodologie e 
tecniche per tenere il suo lavoro sempre aggiornato; 

D. E’ importante che il docente abbia una buona conoscenza dell’ 
attualità italiana ; 
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Regarding new methodologies and technologies 55% of teachers affirm that they fully agree with the fact 

that a teacher should keep his methods, knowledge of technologies updated.  

Regarding culture in relation to travelling to Italy, we asked our teacher their opinion about the 

knowledge teachers should have of Italian culture:  61% of the informants fully agree on the fact that the 

teachers should have a good preparation in this area;  besides, interesting to see, a very small number (3%) 

completely disagree with this statement. In order to better understand what teachers consider culture, they 

were  asked  how important is being informed on Italian actuality facts. In fact only  32 % of the informants 

consider it very important. 
 
Figure 20: Il docente di Italiano dovrebbe andare in Italia almeno una volta l’anno.  

 

 

 

 

4.2.2 Methods and methodologies 
 

 

 

 

 

 

 

 

The part about methods and methodologies comprises various aspects of everyday teaching: our 

informants were asked about methodologies and materials rather than abilities, skills or activities. In 

particular, we decided to include the questions about the approach 40 the informants use, or think to use. We 

                                                             
40 Che tipo di approccio segue? 

0 2 4 6 8 10 12 14

Completamente d'accordo
Abbastanza d'accordo

Abbastanza in disaccordo
Poco d'accordo

Completamente in disaccordo

Il docente di Italiano dovrebbe andare in 
Italia almeno una volta all'anno

A. Che tipo di approccio segue? 
B. Che tipo di relazione stabilisce tra lei e i suoi studenti? 
C. Il suo programma segue una linea definita o si adatta ai bisogni degli 

studenti? 
D. L’errore: che cos’è? Lo corregge?, lo recupera? 
E. Qual è il ruolo della grammatica nelle sue lezioni? 
F. Fa lezioni di cultura italiana? 
G. Quanto usa la lingua target in classe? 
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say “think” because there may be a discrepancy between the methods the teachers think they use and the 

activities they  actually use. This discrepancy could be the result of a wrong knowledge or misunderstanding 

of terms as “approccio comunicativo” etc. that could maybe be confused by the teachers.  What we expected 

from this question was a definition of what our informants were later going to explain us in detail  through 

the other questions of this section. The question “quale tipo di approccio segue?” was structured as a 

multiple choice question; basically we did not modify it from the questionnaire of 200341 because if on the 

one hand we wanted the teachers to give a label to their approach, on the other we did not want to make it 

too difficult to understand. As Balboni says “ the main problem with this question regards the precision of 

the words used”  (Our translation, 2003:45)42.  We assumed, and the data from the former paragraph confirm 

it, that the majority of teachers has a good/high/specific knowledge of teaching theory and applied linguistic. 

58 % of our informants declared to follow a communicative approach, 16% a grammatical approach and 

only 6% said they followed an audio-oral approach. The questions following  well fit in our part called 

“teaching approach”  that includes aspects of the everyday teaching as use of grammar, use of L2, 

consideration of the errors and evaluation of it but also relation with the students and planning.  

According to our responses, 48% of our informants declares they  establish an authoritative  but based 

on reciprocal respect relationship with their students. Only 3% define his/her approach authoritative and 

13% of our teachers declared to establish  “friendly” relationship with their students. An interesting data is 

represented by 26 % of the teachers who declared they have a relationship “mentore-studente” as  the 

teacher represents a sort of guide for the student. In fact, even at the question “Il suo programma segue una 

linea definita o si modifica in base agli interessi degli studenti”?  42% of the teachers declared to coordinate 

their   planning with the other teachers of Italian . Only 23 %  affirm they shape the program around 

student’s needs. 19% declares to follow the book. Obviously, as we reported in the previous chapters, there 

are educative  goals teacher must reach by the end of the course and moreover, there is a national program to 

stay in line with.  

Considering errors and mistakes, the outcomes we had were very differentiated. Generally, the teachers 

declared to do not correct errors particularly in the oral. The students, in their opinion, stopped and 

corrected, would lose confidence in what they are doing.  Many of our teachers consider the error a good 

possibility to learn something new.  Some informants told us they do not consider the error, or they wait the 

students to correct the error by him/herself. 

The next part of our questionnaire focuses on three important aspects of a language: grammar, culture 

and use of L2. What we have observed in our 8 months of our assistantship  has been that grammar is much 

less considered  than in Italy. Moreover, as our teacher declared, only 16% of them  follow a grammar-based  

approach. It is  interesting to see how data about the use of grammar in the class reveal that 74% of teachers 

dedicate a specific moment to grammar. We don’t find high incongruent the fact that a small majority 

                                                             
41See Balboni and Santipolo, 2003 
42 “Original:  il principale problema della domanda 1 riguarda il livello di precisione terminologica” (Balboni and Santipolo 2003).  



  

57 
 

declares they follow a grammar-based  approach but then, a much bigger number affirm to dedicate specific 

time to grammar, we find this aspect interesting to investigate on.  Fig.  21  below shows the answers to the 

question: “ Che ruolo ha la grammatica nelle sue lezioni?”  
 

Figure 21: Che ruolo ha la grammatica nelle sue lezioni?  

 

 

Regarding the consideration of the culture, the question we posed  was similar  to the question about 

grammar.  We saw that only 55% of informants often take classes of Italian culture  while 39% answered 

they “sometimes” do it . Then, more specifically, we asked them what culture they bring in class: answers 

have been very variegated and they included:  

 Songs; 
 Movies; 
 Classes on food; 
 Art classes on carnival, Christmas, Easter; 
 Italian cities; 
 Made in Italy (products); 
 Eco-tourism; 
 Italian typical games as bocce or scopa; 
 How to make coffee; 
 Poetry43; 
 Specific cultural topic; 
 Songs but only to work on grammatical aspects.  

 Another important aspect we thought it was important to focus on was the use of the target language, 

Italian, in class. We read that some of our teachers do not feel very comfortable with their Italian; to what 

extent this “lack” affect in some way their use of L2 in class?  

 

 

 

                                                             
43We also signal that every year the Cultural association “Dante Alighieri” organizes a poetry competition trough the schools of 
Victoria, based on Italian Poetry of any age 

74%
0%

10%
16%

Che ruolo ha la grammatica nelle sue 
lezioni? 

Dedico un momento
specifico alla grammatica

Non dedico un momento
specifico alla grammatica
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Figure 22.  Use of the target language in class in VIC. 

 

As comment at Fig. 22 we report other  answers from the teachers:  

 Our school has a number of students with learning issues and these students are still encouraged to 

learn a language. I try to use spoken Italian as often as I can, but many students need instructions in 

English. I feel, though, that Italian isn't spoken enough!; 

 

 Uso la L2 per cultura e civiltà, uso la L2 per ordinare (siediti, alzati, prendi il libro etc.), Quanto più 

possibile, l'importante è accertarmi che tutti gli studenti seguano e capiscano; 

 
 Uso la L2 per spiegare la grammatica, Uso la L2 per cultura e civiltà, Uso la L2 per dare ordini 

(siediti, alzati, prendi il libro etc.), Lo uso in base al livello della classe; 

 
 Cerco di usare la lingua per quasi tutto soprattutto con gli studenti più grandi. 

4.2.3 Materials 
 

 

 

 

 

 

This section is going to report the data collected on  the preparation and the evaluation of the materials 

teachers  daily used. We have already talked about material in the last chapter saying that a great number of 

materials are created by  native-speakers as the assistants for instance. What we were interested to know 

from our informants was which materials they are using and to what extent they use  “real” material, such as 

11%

43%24%

22%

Quanto usa la lingua target in classe? 

Per tutto

Per dare ordini, indicazioni

Per cultura e civiltà

Per spiegare la grammatica

A. Quali materiali usa?  
B. Usa materiale non nato a fine didattico?  
C. Quanto materiale crea?  
D. Elenchi tre caratteristiche del libro di testo ideale.  
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newspapers, etc. in class. Figure 23  below shows how much material Victorian teachers create by 

themselves 

 
Figure 23: Self-created material in VIC. 

 

As we can see from Fig. 23,  37% of our teachers create more than half of all the material, so a big slice of 

it. Only 3% declared to create all the materials while, 30% about the half. 

Among the materials used, the most popular seem to be:  

 Formula Italiano; 

 Ciao Amici 1 and 2; 

 Progetto Italiano; 

 Esplora and Esplora Senior; 

 Ecco1; 

 Ecco2; 

 Arcobaleno; 

 Orizzonti; 

 VCE listening comprehension; 

 Volare .  

  The list here below tells instead the non-teaching materials that the teachers mostly use in class:  

  Original Newspaper articles; 

 Adapted newspaper articles; 

 Magazines; 

 Story books; 

 Advertisements; 

 Bingo; 

 YouTube Rai ; 

30%

37%

30%

3%

Quanto materiale crea lei? 

50%

Più del   50%

Meno  del  50%

Tutto
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 Il globo; 

 You-tube; 

 Songs; 

 Poems (long and short); 

 Different websites; 

 Languages on line.44 

At the end, we asked our teachers to list 3 characteristics that, in their opinion, a good textbook should have: 

Here the answers from our informants:  

 It needs to contain texts with varying levels of difficulty that address all the students’ abilities in the 

class and allow students to extend themselves. It also needs to include texts and examples that are 

engaging and relevant for the students and sufficient grammar with clear examples. It also needs to 

have a focus on macros skills and allow for practice in these (writing, reading, listening and 

speaking); 

 Interesting dialogues; 

 A logic; 

 Lots of examples; 

 Songs, poems, drawings; 

 Lots of exercises; 

 Must be interactive, it should describe situations in which the students can see themselves; 

 Friendly; 

 Deve contenere l’abilità di sviluppare le quattro skills 

4.2.4 Technologies  
 

 

 

 

 

 

 

 

 

 

                                                             
44 http://www.languagesonline.org.uk/ 

A. Usa tecnologia in classe?  
B. Quanto usa : 

a. Registratore audio; 
b. Lettore DVD/ VHS; 
c. Tv in diretta;  
d. Lavagna luminosa;  
e. Smartboard;  
f. Computer;  
g. Skype;  
h. Tablet o I-pad; 
i. Edmundo. 
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We decided to include in our work a question related to the use of technologies in class. The different 

approach the Australian school has compared with the Italian made interested us in order to understand to 

what extent the teachers use technologies to teach Italian (and how).  Even though we can’t generalize we 

found a high presence of technologies at school. Apart from the school amenities, for instance, in some 

schools at some stage (Y7 rather than Y8) the school provides the students a laptop. The teachers must 

include in their planning the fact that students have been provided with it, and developed activities that 

partly include the use of the laptop. So, if on the one hand, the use of technologies is positive (we considered 

uses of programs to create role play, possibilities to explore authentic material etc.) on the other hand we 

found that the presence of technologies in class could be source of inattention and waste of time by the 

students.  What we want to investigate with our questionnaire rather than the use of technologies by the 

students is the use of technologies by the teachers. As Balboni and Santipolo did in 2003 (See Balboni, 

2003) we decided to include the most “obsolete” technologies such as the cassette-player together with the 

use of I-Pads and softwares as Skype, to have a detailed account of the presence of technology in class. We 

have been surprised to see that even old technologies are still highly used, in particular if associated with 

textbook, as we said, pretty old as well.  

The first data result to be positive:  97% of our informants declare to involve technologies in class.  

Reading the general data we found that a high number (58%) of our informants still uses cassette and CD 

players; comparing this data with the percentage related to the use of I-Pad that could represent a good 

alternative (let’s think about the access to the I -pods cast etc. the possibility to copy the cd on the I-pads 

etc.) we found this data weird: 42%  of the informants declare to never use I-pads or tablet;  now this data 

must consider that not every school has I-pads or tablets available for the LOTE department but basically all 

the schools have computer access; regarding the use of the computer we can see that the 58% of our 

informants uses computer for research of data on line. 48% of the informants declare to often use the CD-

player of the computer. Other uses of the computer in class include software as Microsoft Office (45% of the 

teachers always use it in class). Innovative software demonstrated of being useful for the development of the 

language skills is Skype; 71% of the teachers declare to never use Skype to create catch-up sessions with the 

absent students for instance. The use of smart-boards is considered in two separate questions: 42% of the 

teacher never uses smart-boards.  

It’s important to say that the variables involved in the use of technologies are many: the age of pupils 

but also the availability of resource each school has got. It was not our purpose to detailing investigates the 

uses of technologies but from our data we can see that:  

 Most of the teachers make different use of computer facilities;  

 

 The majority of teachers declare a high use of CD and DVD player beside cassette; 
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 New technologies such as I-Pads or tablets, because of many reasons that could exclude the 

incompetence of the teachers, are not yet very common among teachers; 

 
 Instruments such as smart boards are rarely used as the Radio and TV.  

4.2.5 Abilities  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To investigate the abilities and the different materials and techniques used to implement it, we decided 

to follow the set-up created by Balboni and Santipolo in 2003. For each abilities, listening (ascolto), 

speaking (parlare as  monologo as monologue ad dialogo, dialogue), reading (leggere) and writing, we asked 

the informants if each of these abilities was separately considered; basically if a specific moment of the 

teaching act was dedicated to the improvement of this. Then, we asked them more specifically for each 

ability, what materials and activities were used to improve it. Finally, the weight of this ability in the final 

score. In this way we have been able to  understand what abilities are mostly considered and, enquiring 

about techniques and activities, if the data obtained by the question  “what approach do you follow” could 

be confirmed or not. We can say that all the abilities we listed have been indicated as specifically considered 

by the majority of our teachers; we will specifically report the outcomes we had for each skill:  

 

 

A. Ascolto:  
a. Viene curato specificatamente?  
b. Con che tipo di materiali?  
c. Con che tipo di attività o esercizi? 
d. Che valore ha nella verifica?  

B. Parlare (dialogo e monologo)  
a. Viene curata specificatamente?  
b. Con che tipo di materiali?  
c. Con che tipo di attività o esercizi?  
d. Che valore ha nella verifica?  

C. Leggere:  
a. Viene curata specificatamente?  
b. Con che tipo di materiali?  
c. Con che tipo di attività o esercizi?  
d. Che valore ha nella verifica?  

D. Scrivere:  
a. Viene curata specificatamente?  
b. Con che tipo di materiali?  
c. Con che tipo di attività o esercizi? 
d. Che valore ha nella verifica?  
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4.2.5.1 Listening:  

 The ability of listening has been declared to be specifically considered by 90% of the teachers. Fig. 24 here 

below reports the materials used by the Italian teachers of Victoria for the improvement of the listening 

skills. 

Figure 24: Listening: materials used. 

 

 

 

 

As we can see from the graph above, the majority of teachers indicate to use You-tube as the main source 

for listening activities. The voice “songs” in fact, is the second most common used source of listening 

materials, according to the graph. We now go in detail to see the activities our teachers mostly use to 

implement the listening skill of their pupils, in other terms, the activities they create in order to exercise 

what they have done on that topic.  

 A high use of questions: open and closed after having seen a movie or listened to a song etc.; 

 Clozes; 

 Summaries; 

 Paraphrases; 

 Role plays; 

 Interviews;  

 Presentations (oral).  

In conclusion we can say that the listening skill is specifically considered using mainly non-official 

materials as materials from Internet or from TV as radio programs. Moreover, few teachers reported their 

dissatisfaction with the materials available. Furthermore, the value of the listening skill in the exam, 

according to our data, is based on the value it has on the VCE exam, 25%. For some teachers instead, it 
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changes on the bases of the level. For instance some teachers reported that from Y7 to Y10 and Y12 it 

weighs 10% while in Y11 only 5 %.  

 
4.2.5.2  Speaking:  

As for the listening skill, the totality of our teachers declared they dedicate specific moments to the 

improvement of the speaking skills; particularly it seems that the dialogue is more considered than the 

monologue. 90% of the informants indicate they dedicate specific moment to implent dialogue-skills but 

only the 45% confirmed this data for the monologue-skills. Among the commonest materials to develop this 

skill most of our informants declared they use the same materials listed above for the listening skill;  

Figure 25: Speaking (dialogue) material used. 

 

As we can see, the textbook remains the most used material to work on the speaking skill. Almost 30 

teachers indicate they use self-made material, thing that lets understand the general dissatisfaction for the 

materials in use. According to the data recorded, for what concerns the ability of speaking-monologue the 

only voice that differs from Figure 25 above is the use of poems.  As indicated in Chapter 2, every year the 

Dante Alighieri society announces poetry competition opened to all the schools of Victoria. We can affirm 

that the speaking ability is highly considered mostly in the form of dialogue than monologue. 

For what concerns the activities used by our informants to develop the dialogue skill, many 

informants commented with “as above” meaning that the activities used to develop the listening are used as 

well for the oral. New activities indicated by our informants are:  

 Role-play; 

 Presentation using Power- Point; 

 Open questions; 

 Learning by heart. 
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Concerning the evaluation, the answers we got back can be considered coherent: the monologue as the 

dialogue occupies ¼ of the final evaluation, so 25%. One school still keeps the differentiation among Y7-

Y10 and Y12, 10% and for Y11, 5%. 

4.2.5.3 Reading 
 

Figure 26: Reading: Materials used. 

 

 
 

The activities that the teachers of Victoria use mostly to improve the reading skills are:  

 

 Matching exercises; 

 Open and closed questions; 

 Translations; 

 Activities from the textbook; 

 Use of sequences (paragraphs etc.); 

 Summaries. 

 

Generally, the evaluation of the reading skill is for the main part of the informants equal with the other: 25% 

of the final score.  

4.2.5.4 Writing    
 

55% of our informants reported they dedicate a specific time to the writing skill. The materials used to 

work on writing are reported in Fig. 27 here below.  
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Figure 27:  Writing: materials used. 

 

 
 

As we can see from Fig. 27 above, the textbook and the self-produced materials seem to be the 

commonest materials use for the writing skills. Concerning activities, from student self-produced texts, 

direct translation from texts and translations of short passages or sentences (mainly for grammatical 

purposes) seem to be the most common activities.  

Concluding our part on the different skills and their improvement we can certainly say that our teachers 

showed they use a different range of materials: self- produced or in-commerce ones. What we have not 

found at all regarding any skills was the use of original material such as train tickets, recipes, invitation, 

business cards etc.  Even though in the data collected by Balboni and Santipolo in 2003 there was only one 

informant from Australia, we would like to indicate that in 2003 the percentage of self-created materials for 

Australia was 65%.  We found that even 9 years later this percentage is still pretty high. There could be 

many reasons, and looking back at the part about materials we find that many teachers indicated materials 

not appropriated. The materials adopted at school have lots of grammatical/spelling mistakes together with 

cultural facts that do not really correspond to reality. A still very high number of self-produced materials 

could be the consequence of little existence/adoptions of good materials by the Victorian schools. 
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4.2.6 Activities 
 

 

 

 

 

 

 

 

 

 

 

 

 

Investigating the activities our teachers were asked not how they conduct an activity but rather how 

often. The results are represented in Fig. 28 here below:  

 
Figure 28: Top 5 activities used in class. 

 

 
 

The top 5 activities often used by the teachers are: 

 Question (domanda aperta); 

 Multiple choice (scelta multipla); 

  Summaries; 

 Guided role-play; 

 Translation (not specified whether L1to L2 or vice versa). 
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A. Quanto usa le seguenti attività in classe? 
a. Domanda aperta;  
b. Scelta multipla;  
c. Cloze;  
d. Dettato;  
e. Matching;  
f. Incastri;  
g. Role-play guidato;  
h. Role-play libero;  
i. Role-making 
j. Riassunto;  
k. Traduzione;  
l. Volgi al;  
m. Attività ludiche.  
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Balboni, in 2003 reports in his work that the open questions is considered a “falso pragmatico” because 

of its nature that sets limits in the answer of the student. Analyzing his data, moreover, he states that 

Australia reports a pretty high use of domanda aperta: 8 out of 10. So, even though the research of 2003 was 

based on a global research, in a certain sense the high use of questions is nowadays confirmed by our data. 

(cfr. Balboni, 2003).  Obviously each technique must be considered in relation to the activity it is used for. 

4.2.7 Use of the language assistant in class   
 

 

 

 

 

 

 

 

Moving to the in and out-side class section, our informants were asked the use they made of the 

assistant in relation to materials ; this question came out because of the proved high need of real or official 

materials at school. We saw that the opinions the teachers had were not always satisfied about materials; 61 

% of our respondents confirm that they often use the assistant for the creation of material later used in class. 

Only 6% never uses the assistant for this duty. Furthermore, regarding the preparation of material to 

conserve in the archive for further uses we see that 39% of the teachers commit this job to the assistant; 

probably because they already know that the assistant is not going to be there the following year (a turn-over 

of schools is required by the program, even though there are exceptions) it’s good for the Italian department 

to create and store some materials for the following year (s) to create a sort of Italian section in the library. 

The third and last question about material was more related to the organization of it, meant as photocopying, 

stapling, printing etc. We obviously know that this part of the work is time consuming for the teachers, 

particularly new teachers who are busy with the planning of new classes and activities; the assistant in this 

sense could represent a big help for them, we think this should be a marginal activity for the assistant who 

must be exploited on other competences. In any case, 39% of our teachers declared to often use the assistant 

for this purpose, only 13% never use the assistant in this sense.  

Moving to in-class and out-class activity, the aspects we were interested to investigate were:  

organization of excursions, cultural lessons, helps in conversation with the students, evaluations and testing, 

catch-up sessions and discipline matters.  Considering a behavioral aspect, according to a firm rule of the 

A. Per che cosa usa o usava principalmente l’assistente?  
a. Preparazione materiale didattico da usare in classe;  
b. Preparazione materiale didattico da archiviare;  
c. Conversazione con gli studenti;  
d. Gestione della classe;  
e. Organizzazione lezioni su cultura italiana;  
f. Attività di supporto agli studenti;  
g. Attività di test e verifica;  
h. Organizzazione gite e attività culturali;  
i. Gestione materiali. 
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program, the assistant should not stay in class without the presence of the teachers; the responsibility of 

keeping the class or dealing with behavior should not be duty of the assistant; only 32% of our teachers 

declared they never use the assistant in this way and 19% said to often use the assistant to manage the class. 

We believe that on the one hand, learning how to keep the discipline in class is undoubtedly useful for the 

assistants who in many cases are in their early-experiences. On the other hand it should not be his/her job to 

care about the educational aspects of the class. Obviously the teachers are completely aware of this “limit” 

and it’s good to know that the majority respects it. It’s clear that every school-situation is different, as we are 

repeating since the beginning of our work; generalization is never a good thing especially if you deal with 

students and teachers, so humans and not computers or mechanisms.   

In most of the cases, the best teacher-assistant relationship is reached when the willingness to learn, 

to do new and different things of the assistant and the willingness to create the conditions to let the assistant 

work well by the teachers, meet halfway. We can see that 61% of the teachers involves the assistant in the 

organizations of activities to develop the conversation skills of the students; we consider this activity very 

helpful for the students who can isolate a moment to care about pronunciation and speaking skills; the 

students themselves are the first to consider the good effects of this activity; even though at the beginning 

they are very shy because not used to talking, the better level they reach in 8 months with the help of the 

assistant is crystal clear and it’s obviously pure good in terms of motivation towards languages. As we 

expected, 92% of our informants always or often use the assistant for this activity.   

Another important activity the teacher uses the assistants for is the creation of catch-up sessions with 

students who for different reasons (absences, difficulties etc.) miss some lessons. There are always some 

students who are not at the same level of the others, in the junior where the classes are bigger years 

especially. More than half of our group (78%) uses the assistant for these activities. Specifically, 23% 

always let the assistant create catch-up or in depth analysis sessions with the students; 55% often does it. In 

any case only 9 % of our group nerve or hardly makes this use of the assistant. 

Concerning the cultural sphere, we decided to consider as “culture” brought by the assistant the 

organization of cultural activities as excursion and visits, but also, the planning and realization of in-class 

cultural activities as, kitchen lessons etc. We previously saw that many teachers declared they organize 

dance classes or kitchen classes; we think that this kind of activities are positive and motivational for 

students and that every teacher should consider these activities part of the everyday teaching. 32% of our 

informants often let the assistant organize cultural lessons while, pretty surprisingly, a low 19% leave 

organization of excursions etc. on the hands of the assistant. We are pretty sure that, the second data partly 

refers to external issues as time, money, timetable etc. An interesting data to consider here would be to what 

extent the schools organize excursions and cultural Italian-related activities.  

In conclusion, the last question we posed to our teachers was on behalf of testing and evaluation; 

generally we asked them to what extent they involved assistant in activities of testing and evaluation; 

obviously this question could be read in two different ways by the respondent: on the one hand they could 
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consider the creation of tests and exams, on the other hand the soministration and correction of it.  42% of 

our teachers sometimes use the assistant in this sense; a small minority, 16%, never involve the assistant in 

the evaluation/exam part.  

Going through the activities the assistant gets involved in, we saw a high participation of this figure 

in different aspects of the everyday teaching. This can be read as a positive data for the program. As 

conclusion of our part on the language assistantship, we report some opinions left by our teachers:  

 My assistant and I have been working really well together. We are have the same understanding of 

the varying levels of the students’ abilities and therefore how we can differentiate the materials and 

activities we use in the class room. My assistant is hard working and is able to take initiative in 

producing materials and preparing activities; 

 

 Abbastanza soddisfatta per quanto riguarda la conversazione con gli studenti. Forse mi aspetterei più 

partecipazione, più iniziativa e coinvolgimento nelle lezioni... E' anche vero però che il nostro 

assistente ha a che fare con 7 docenti di italiano nella stessa scuola, quindi mi rendo conto che il 

lavoro che ha è già tantissimo, e lei mette tanto impegno in quello che fa; 

 

 Ho avuto varie esperienze con assistenti linguistici. Alcuni di loro sono stati bravissimi e hanno 

mostrato molto iniziativa.  Hanno cercato tanto di lavorare insieme con gli alunni e noi 

professoresse. Hanno contribuito tanto all'insegnamento dell'italiano e alla creazione di materiale 

didattico. Pero`, alcuni altri non si sono mostrati tanto entusiastiche. Non hanno mostrato abbastanza 

iniziativa, non sono riusciti a lavorare bene con gli alunni australiani e sono stati piuttosto distratti; 

 
 L'assistente porta l'Italia in classe... Non c'è una cosa migliore... Pero l'assistente deve essere 

interessato ad aiutare e non al computer che si fa i progetti personale(mi è' capitato un paio di volte 

assistenti che facevano questo); 

 
 Non sempre riescono a capire la situazione linguistica qui in Australia e per questo non sono in grado 

di sapere la roccia di Sisifo contro cui lottiamo. Purtroppo il prestigio mondiale dell'inglese sta 

diventando un ostacolo per chi in un Paese anglosassone voglia imparare e mantenere un'altra lingua. 

Nell'aula, questo fenomeno si traduce nell'indifferenza di modo che nel curriculum lo studio delle 

lingue è consegnato a un posto via via inferiore; 

 
 Ci lavoro molto bene insieme, è una persona molto ben preparata e volenterosa. E' molto seria e 

s'impegna nel lavoro; 

 
 Sono un grande aiuto per i nostri studenti; 
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 Arricchisce il programma notevolmente e mi da anche l’opportunità di mantenere il mio italiano e 

imparare espressioni attuali e quello degli studenti; 

 
 Entrambi gli assistenti che abbiamo avuto sono molto competenti ed entusiasti; 

 
 La maggior parte degli assistenti sono stati molto bravi, socievoli e ci hanno aiutato molto. Ci sono 

stati alcuni, però che non avevano tanta voglia di lavorare con gli studenti; 

 
 Abbiamo avuto ogni anno dei bravissimi assistenti che hanno lavorato bene con il gruppo dei 

docenti. Hanno preso il loro ruolo con entusiasmo e sono riusciti a produrre dei materiali didattici 

buonissimi 

 
 Ho avuto a che fare con tre assistenti, due di cui erano molto bravi, anzi uno era fantastico. La terza 

persona era una frana totale, ma non tutti siamo portarti ad avere ottimi rapporti con studenti!!! 

 
 Language assistants now have a better understanding of how schools operate and the expectations. 

assistants have integrated well with the students and staff and assisted in after school programs; 

 
 I have had three language assistants in the past and two have been willing to be involved in team 

teaching. This meant that we were able to plan and execute some fantastic lessons. It also gave me 

the opportunity to broaden my horizon with some new ideas especially in regards to technology. I 

enjoyed the opportunity to converse with someone in Italian and to have a sounding board for my 

ideas. All my assistants have been treated with respect by all members of staff and were given 

opportunities to take part in other activities to promote the language. 
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4.3 The ideal teacher of Italian 
 

 In this last paragraph we would like to report the answers collected from the last two questions of our 
questionnaire:  

 

 

 

 

 

Regarding statement A what we wanted to obtain was an opinion about the meaning of their job for our 

teacher, a sort of self-evaluation such as “why I am doing this job”? We therefore report the answers we 

obtained:  

 Keep a class together and help them appreciate the language, not force them; 

 Parlare bene in Italiano e trasmettere il proprio amore per la lingua e cultura italiana;  

 Fare scoprire agli studenti un mondo diverso;  

 Coinvolgere tutti gli studenti e permettere loro di raggiungere il loro potenziale;  

 Produrre buoni risultati da tutti;  

 Engage students in activities;  

 Use a variety of textbooks and resources;  

 Portare entusiasmo e interesse per la lingua negli studenti; 

 Far capire agli studenti le opportunità che lo studio di una lingua offre; 

 Students need to be engaged in learning another language.  It is important that the teacher keeps the 

students engaged by providing games, fun activities and lots of opportunities for the students to use 

the language in a way that keeps them motivated.  The use of digital technology is really important to 

stimulate students to want to learn as well as an opportunity for them to use the technology to 

develop their learning; 

 Spingere gli studenti a continuare con lo studio d'italiano; 

 Fare vedere allo studente che imparare l'italiano o qualsiasi altra lingua e fattibile e anche piacevole, 

che ne vale la pena, nonostante tutto che sentono, e capace di sostenere lo studente in questo viaggio, 

con delle strategie valide ma soprattutto con un grandissimo ottimismo; 

 Dare ispirazione ai suoi studenti;  

A. Secondo me insegnare italiano 
significa...; 
 

B. Un buon docente di italiano è 
capace di… 
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 Coinvolgere. Comunicare con tutte le risorse che ha disponibili. Insegnare attraverso il gioco e 

piccoli aneddoti. Far percepire l'Italiano come cosa viva, divertente e appagante, qualcosa che apre le 

porte ad un mondo affascinante e nuovo; 

 Fare vedere allo studente che imparare l'italiano o qualsiasi altra lingua e fattibile e anche piacevole, 

che ne vale la pena, nonostante tutto che sentono, e capace di sostenere lo studente in questo viaggio, 

con delle strategie valide ma soprattutto con un grandissimo ottimismo;  

  Seriously a great teacher of anything understands that if you can engage your students then they will 

learn whatever you offer them;  

 Conoscere la lingua avere un repertorio di materiali e metodologie saper ridere;  

 Parlare bene in Italiano e trasmettere il proprio amore per la lingua e cultura italiana. 

 

According to our data, “un buon docente di italiano è capace di” 

 

 Passing on another way of communicating, another culture. Opening students' eyes to the whole 

wide world; 

 Creare un ambiente nel quale tutti gli studenti sono coinvolti nell'apprendimento; 

 Keeping the language of my forefathers alive. It means introducing to my students other possibilities 

and ways of being;  

 A chance to show students tolerance, a different view, a new way of life;  

 Aprire la mente degli studenti su una realtà diversa. Aiutarli ad avere una visione più ampia del 

mondo e permettergli di comunicare con persone diverse da loro; 

 At the primary level students do not have a lot of time dedicated to learning Italian. For me it is 

important that students learn how to speak some Italian with correct pronunciation such as in singing 

songs, etc.; that they can listen to some Italian and understand it and that they are able to read and 

write some Italian. Ultimately it is important that students develop a love of learning another 

language and develop positive attitudes so that they can continue language learning throughout their 

live; 

 Avere molto pazienza;  

 Lavorare molto;  

 Essere poco stimata nella mia scuola (sfortunatamente!!);  

 Essere una brava professoressa (perché  io non dubito le mie abilita`, anche se non sono stimata 

molto);  

 Avere una passione per la lingua e la cultura italiana;  

 Dare l’opportunità a uno studente di scoprire una lingua e una cultura al di fuori della propria 

cultura;  
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 Entusiasmare gli studenti e comunicare le possibilità di vedere tutto in modo diverso - cioè attraverso 

un'altra lingua / perspettiva / punto di vista; 

 Essere appassionata e passare questa passione ai miei studenti; 

 Far entrare gli studenti in un mondo nuovo;  

 Insegnare la lingua e la cultura;  

 Giving students the opportunity to explore and engage with another culture and language. It allows 

students to expand their knowledge and it consolidates their knowledge of language in general. It 

gives students more opportunities in their futures, particularly in relation to employability and travel; 

 Instilling in students a passion for languages and the importance of knowing another language; 

 Liberare lo studente dalle catene dell'anglo-centrismo, aprirgli gli occhi ad un'altra cultura, una 

cultura molto antica ma al tempo stesso contemporanea, di condividere con i nostri studenti 

l'esperienza di vedere e pensare in un altro modo; 

 Mantenere viva un’altra cultura la quale è  la base della cultura occidentale e dare agli studenti una 

sfida; 

 Meglio non dire troppo altrimenti diventerebbe un romanzo. Per me è sempre stata una passione e da 

li parte tutto;  

 Non so, ma mi piace perché  è  soddisfacente perché sono in una buona scuola con buone 

studentesse. 
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Conclusion 
 

With our research we tried to understand the position that Italian covers in the schools of Victoria 

nowadays. In order to do this, we analyzed the various language policies and relative events (social, political 

etc.) that have brought the Italian language and culture to a leading position in the educational system of 

Victoria.  In order to understand how Italian is taught in 2012 in Victoria, through a research tool, a 

questionnaire, we directly listened and collected the voices of the teacher of Italian. What our questionnaire 

aimed to enquire was not what teachers do in class but rather, how they do it. The snapshot we obtained 

represents Victoria as a State in which the Italian language and culture is highly considered (See Chapter 1. 

2) but at the same time its power is declining.  Because of the increasing leadership of the Asiatic languages, 

the economic interest between Australia and the Eastern Countries, the power of English considered Lingua 

Franca all over the world, the interest towards our language is rapidly decreasing bringing important 

consequences at any stage. These motivations have obviously a strong importance at a general level, but we 

believe that this loss of motivation towards Italian in Victoria must have reasons closer to the Australian 

reality. What carried out by our questionnaire shows that the second generation speakers, the sons and 

grandsons of the post Second World War migrants (cfr. Chapter 1) are our average teacher of Italian in 

Victoria. Even though this generation of teachers mainly consider English their mother–tongue, their 

“Italian” origin is strongly present and makes them feeling Italo-Australians. As a consequence their Italian 

background is considered by the same teachers as a quality of their job. We found interesting to see how the 

geographical distance between Australian and Italy (Europe in general) is a factor that for the teachers of 

Italian weights in their job because of the difficulty to obtain an updated training on those new researches 

and methodologies carried out in Europe. This issue bring as a consequence, the high need of training in 

Australia even though teachers recognizes the importance of travelling to Italy often.  

 For what concerns “the Italian class” we considered many aspects in order to have a general idea of 

how do the teachers work in their language classes. Regarding materials (crf. 4.2.3) we found out that  the 

resources teachers use are in many cases very obsolete or, according to the respondents  not suitable 

anymore for the teaching. As a consequence, the amount of self-produced material is very high (use of You-

tube, newspapers and magazines articles, poems, movies, short movies etc.). The use of these sources is high 

and spread to all the activities taught in class for every considered skill (reading, writing, speaking, and 

listening). If this on the one hand shows how teachers use their inventiveness to propose valid materials to 

their students, on the other leaves an open problem. Hopefully with the introduction of the New Australian 

Curriculum next spring (cfr. Chapter 1.2), this issue will be reconsidered. We strongly believe that some 

efforts in order to augment the availability of valid material would be very helpful for the students.  

Considering skills and the relative activities the data showed that every skill, according to our 

teacher, is specifically considered and, particularly in secondary schools, the majority of teachers seem to 
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evaluate every skill with the same system used at the at final exam. Regarding activities, it seems that, the 

open question is the preferred activity used in class together with the translation (mainly oral).This data was 

already been confirmed by the Balboni and Santipolo research. (cfr. Balboni and Santipolo, 2003).  The 

amount of use of the target language seems to be too low and strictly related to specific moments of the 

everyday teaching. Even the “conversation” considered as practice of the oral skill, seems to be problematic 

for some teachers who indicate a personal “lack” in their oral skills. As a consequence the assistant is 

considered very helpful for the oral practice of the students and in fact, as our data show, the teachers highly 

involve the assistant in this sense.  

We deeply described in Chapter 1 the problems of language motivation Australian school are 

undergoing in relation to the poor consideration and quality of the teaching. The number of students who 

pick a language up in secondary school is increasingly lower. The Government with the New Curricula is 

trying to limit this problem, introducing for instance, the compulsoriness of a foreign language from Y1 to 

Y10 together with the already in-use extra-point system that gives each students, who successfully complete 

the final exam (VCE) in a language (cfr. chapter 1), a certain amount of extra points (7 for Italian) to add to 

the final score. The CLIL methodology together with the reinforcement of the assistantship program represent 

two possibilities in order to increment the study of a foreign language as Italian by Australian students; the 

former as a new form of motivation in an educational system, like the Australian one, that has a high amount 

of practice in its subject but also a strong flexibility and autonomy, the latter as a strong support for the 

teachers who, according to the Department of Education need to be trained as specialists.  

The goal is not only making the student interested to study a foreign language in Secondary schools 

but act in a way that they will keep that language in their  tertiary education career. This could help the 

Australian students to feel citizens of the world and leave apart that strong and monolingual predominance 

of the English language. In this sense it is important that the institutions together with the Department of 

Education collaborate to show the fun, different, interesting and wide perspectives that learning of a new 

language implies, in other words show the language as something they can use.  

 Our data show that on the one hand among the teachers of Victoria there is a very little knowledge 

on CLIL METHODOLOGY but on the other hand there is the willingness to give it a chance. As we said in 

chapter 2, the collaboration between the school and the teachers is fundamental, but  unfortunately at our 

question “pensa che sarebbe possibile attuare un progetto CLIL nella sua scuola?”, not all the answers were 

positive because “ the school is not interested in languages” or “ there is no collaboration”. What is very 

important is that our teachers, even the ones who are not currently running an immersion program but only 

got some information, understand the positive aspects and the positive outcomes this methodology could 

have on their students. When our teachers have been asked, what in their opinion were the positive qualities 

of CLIL  (seeing the language with a purpose, the students forget they are learning a language, high 

practicality), the teachers demonstrated to be aware of the positive outcomes immersion could have on their  

pupils.  
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We strongly believe that in an educational system like the Australian one, the spread of this methodology 

could really help the students in finding the lost interest in a foreign language. In addition to this we think 

that a figure like the language assistant will give a very big help to the project, because of his/her linguistic 

competences. As our data in Chapter 2 shows, the language assistantship program, currently run in Victoria 

by Co.As.It is positively considered by the majority of teachers who consider the assistant a resource for the 

students, but, surprisingly for the teacher as well.  

In conclusion, we can say that even though our research covered many aspects of the teaching of 

Italian in Victoria giving us a general panoramic on the Italian in the Victoria educational system,  it would 

be interesting to  investigate on the Italian students motivation and ask them directly their opinion about the 

learning of a foreign language. Our group of teachers, even if not conspicuous, in terms of number helped us 

to take a snapshot of the current situation of our language through the analysis of many aspects.  We saw 

that measures in order to re-promote language learning, particularly Italian, were actuated but we strongly 

believe that what our teachers need in order to increase their potential is more information and more training 

about new methodologies, motivation of the students and technologies, in other words more specialization.  

It’ s important the schools together with the Department of Education will   give training  particular spot and 

will work hard on it in order to qualify even those teachers who have been taken to supply the current 

teacher’s lack or are coming from different careers.  

We believe that at the end, is the collaboration among all those aspects that can give a new 

possibility to Italian in Victoria.  
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Original questionnaire (Balboni and Santipolo, 2003).  
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2012 letter of invitation and questionnaire.  
 

Dear Colleagues 
 
I write to you because you and your school have been part of the 
COASIT Italian Language Assistant program. In that capacity I ask you 
to support a research study being undertaken by one our current 
language assistants on the role of Language Assistants and related 
aspects in the teaching of Italian. This research, which COASIT has 
approved and which is part of her Maters’ study, will provide us with 
invaluable information thereby helping us to better refine our 
programs especially the Italian Language Assistant program. 
 
I kindly ask you to dedicate some minutes of your time to complete the 
questionnaire that you can find clicking on the link below. You will 
be automatically directed to the questionnaire. You don’t need to 
download it and save it because it is an on line questionnaire. At the 
end of each page press CONTINUE and at the last page press SUBMIT. 
Clicking  CTRL while you are on the link with your mouse will direct 
you to the questionnaire page. 
 
You can decide either to write your name or leave it anonymous. The 
only specific information that will be published is the number 
schools and the number teachers that participated in the survey. 
I would kindly ask you to submit it NOT LATER than the 20th of 
September. For any further information please do not hesitate to 
contact the Assistant directly at:  
 
felmetti@hotmail.com 
 
LINK:  
 
https://docs.google.com/spreadsheet/viewform?formkey=dGl2QmttQlB5T011Q2tMZWl0ejJ0MXc6MQ 
 
Thanks in advance 
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Questionnaire:  
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