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In-service language teacher training:
the importance of needs evaluation for successful training

Abstract
In-service language teacher training is crucial for improving teaching quality and learners’ 
outcomes. This paper describes a professional development initiative for the Italian teach-
er globally, promoted in 2024-2025. Originating from discussions among Italian teachers 
based in the People’s Republic of China, the project addressed a clear need for supplemen-
tary training. A questionnaire was distributed to assess specific needs, followed by a focus 
group to discuss responses. Subsequently, a three-webinar training program was delivered. A 
satisfaction questionnaire administered during the final webinar gathered participants’ feed-
back. This study details the implementation of this tailored program for Italian language 
teachers, starting from those in China but later expanding to those working in different 
countries all over the world, and proposes a model for future in-service language teacher 
training initiatives. 
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1. Introduction
In-service teacher training is widely recognized as essential for enhancing both 
teaching quality and student learning outcomes (Darling-Hammond, Hyler, 
Gardner 2017; Kalinowsky, Gronostaj, Vock 2019). This paper outlines a profes-
sional development initiative for in-service Italian teachers globally, with the po-
tential to serve as a foundational model. Building upon this understanding, the 
project originated in early 2024, at which point one of the authors held a position 
as a ‘lettore di italiano all’estero’ (from now on ‘lecturer’2), appointed by the Italian 
Ministry of Foreign Affairs and International Cooperation (MAECI, Ministero de-

1 Although the entirety of this contribution represents the collaborative work of all authors, specific 
sections are attributed as follows: paragraphs 1 and 2 to Graziano Serragiotto, paragraphs 3 and 6 to 
Monica Bezzegato, and paragraph 4 and 5 to Silvia Scolaro.
2 The authors recognise the absence of a direct English equivalent for ‘lettore di italiano all’estero’; 
however, ‘lecturer’ was selected for reasons of readability and convenience.
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gli Affari Esteri e della Cooperazione Internazionale) (Fratarcangeli, Guidi 2025), 
at a prominent university in the capital of the People’s Republic of China. Initial 
discussions with colleagues underscored a significant demand for supplementary 
training. To ascertain these needs more precisely, a questionnaire was subsequently 
developed and distributed. Following the collection of data, a focus group was con-
vened to deliberate upon the responses with the participants. A few months there-
after, a structured training program, comprising three webinars, was delivered. The 
webinars were open to all Italian teachers worldwide, including Italian language 
tutors abroad and Italian teachers in multilingual and multicultural Italian schools. 
The reason why the webinars were open to Italian teachers not only in China and 
Italy but worldwide can be traced back to the fact that it thus made possible to 
maximise the impact of the work carried out, as well as to create a community of 
practice that could potentially overcome boundaries allowing for the comparison 
of different points of view and the exchange of a greater wealth of experiences. In 
addition, efforts were made to promote greater equity in access to training, sup-
ported by the use of digital technologies. During the concluding webinar, a satisfac-
tion questionnaire was administered to the participants. Consequently, this study 
endeavors to describe the implementation process of this customized in-service 
training program, which was designed to benefit Italian language teachers globally. 
Furthermore, the authors propose a model for the future implementation of in-ser-
vice language teacher training.

2. Theoretical underpinnings
Continuing Professional Development (CPD) in language education encompasses 
the systematic, ongoing learning activities that language teachers undertake after 
initial qualification. These activities aim to improve their professional knowledge, 
pedagogical skills, and reflective capacities. The extant literature offers diverse 
perspectives on the forms, outcomes, and contextual factors influencing CPD in 
language education. While most studies concentrate on English language teaching 
contexts, they often investigate principles and models broadly applicable across vari-
ous language teaching domains. Within this body of work, CPD theory in language 
education is robustly discussed, frequently delving into theoretical models such as 
reflective practice (Freeman 1982; Schön 1987; inter alia), situated learning (Lave, 
Wenger 1991; Pitsoe, Maila 2013), Communities of Practice (CoP), and teacher 
professional identity (Mehdizadeh, Pourhaji, Derakhshan 2023). This literature 
also provides several general theoretical discussions concerning the importance of 
in-service training for language teachers. Nonetheless, studies consistently highlight 
a shift from isolated, top-down training events toward more sustained and collabo-
rative CPD models (Fullan 2001). Key approaches discussed include hybrid CPD 
(combining online and face-to-face components) (Sutrisno, Martina, Kurniati, 
Agus, Herianah, Hardaniwati, Riana, Damayanti, Juliastuty, Paee 2025), lesson 
study (Al-Wadi 2022), CoP and coaching circles (Alessandrini 2012; Bai, Hong, 
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Qin 2018; Celentin 2011), and participatory action research (Al Balushi 2022). 
These formats emphasize continuous engagement, teacher agency, and alignment 
with real classroom challenges, rather than mere knowledge transmission. Empirical 
studies report positive outcomes of CPD primarily in two aspects: firstly, regard-
ing teachers’ beliefs, self-efficacy, and agency (Borg 2006; Ahmad, Shah 2022; Li, 
Mohammed 2024; Wang, Fang, Elyas 2023; Wu 2023), and secondly, in the adop-
tion of new teaching practices and integration of innovative methodologies (Bai, 
Hong, Qin 2018; Wagner, Ossa Parra, Proctor 2019). 

A substantial body of scholarly literature addresses the professional develop-
ment of teachers of Italian as a foreign or second language. Notably, Balboni (2011, 
2013, 2014a, 2014b, 2015, 2017, 2018, 2020a, 2020b, 2022) has extensively con-
tributed to the teaching and learning of Italian as a foreign and second language 
across various facets, with a specific focus on teacher training in some of his works 
(2021a, 2021b, 2023, 2025). Specific literature on the training of Italian as a foreign 
language teachers can also be found in the works of Serragiotto (2010, 2017, 2018, 
2022, inter alia), while Dolci and Celentin (2003) specifically address the Italian 
lecturer abroad. 

Other relevant studies and publications on this topic can be categorized into the 
following areas:
– empirical practices demonstrating the integration of academic knowledge into 

school settings (Abbaticchio 2020; Bosc, Marello, Mosca 2006);
– continuous online training (Archambault, Leary, Rice 2022; Celentin 2012; 

Celentin, Da Rold 2014; Celentin, Luise 2014; Margiotta, Balboni 2008, Shin, 
Kang 2017);

– the utilization of both traditional and digital tools (Corino 2014);
– the specificity of training teachers’ trainers (Diadori 2010, 2012; Tomassetti, 

2013);
– the significant role of teacher associations (Galimberti, Luise, Tardi 2023; 

Lavinio 2017; Luise 2022);
– reflection practices (Gallina 2021);
– self-training (Serragiotto 2022; Torresan, Triani 2011).
Additionally, it is also relevant to the topic of this paper to mention Cinganotto 
and Turchetta’s study (2020) which present the results of a questionnaire adminis-
tered to Italian teachers worldwide, with the aim that these findings could inform 
the implementation of future online training focusing on digital tools for language 
teaching and learning. In conclusion, CPD is crucial for enhancing language teach-
ing and student outcomes, with literature underscoring its shift from isolated events 
to sustained, collaborative models. Empirical evidence consistently shows CPD’s 
positive impact on teachers’ beliefs, self-efficacy, and adoption of innovative prac-
tices. This global imperative extends to teachers of Italian as a foreign or second 
language, supported by a dedicated body of research that explores foundational 
theories, online training, digital tools, and the vital role of teacher associations. 
This ongoing scholarly work is essential for continually improving the profession-
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al landscape of Italian language educators, particularly those residing and working 
abroad. Consequently, the project, aimed at providing training for in-service Italian 
teachers globally, directly stems from these considerations, seeking to address the 
perceived gap in professional development opportunities for these educators.

3. Context 
As mentioned in the introduction, the idea for the in-service training program 
for Italian language teachers originated in the People’s Republic of China, among 
a small group of educators based in Beijing. The initial questionnaire was there-
fore directed at teachers of Italian within the P.R.C., based on the assumption that 
colleagues across the country might share similar professional development needs. 
The questionnaire distribution was aided by the Association of Italian Teachers of 
the Italian Language in China (AIILIC, Associazione di insegnanti italiani di lin-
gua italiana in Cina), leveraging their extensive contacts. Concurrently, the Italian 
Institute of Culture (IIC, Istituto Italiano di Cultura) in Beijing proved instrumen-
tal in providing the venue for the first focus group. However, during the planning 
phase, when the initiative came to the attention of the MAECI, its scope was broad-
ened to include all government-appointed lecturers of Italian worldwide. 

The following two paragraphs provide a brief description of the participants in-
volved in the training.

3.1 Italian language teachers in the People’s Republic of China

Italian language teachers in China can be categorized into three main groups: 
Chinese nationals who teach at the university level and in the four high schools 
where Italian is part of the curriculum; Italian nationals teaching in universities; and 
Italian nationals working in private language schools (Scibetta 2021; Serragiotto, 
Scolaro 2023). Currently, 24 universities in China offer Italian as a major, 18 as a 
minor, and several high schools also include Italian in their curriculum (data cour-
tesy of the Italian Institute of Culture in Beijing). According to Feng (2018) 144 
of them are Chinese and 56 are Italian3. Moreover, with the launch of the Marco 
Polo and Turandot Programs4, in 2006 and 2009 respectively, many private schools 
across China began offering Italian courses, thereby increasing the demand for na-
tive-speaking teachers (Serragiotto, Scolaro 2023:173), although it is difficult to 

3 Different data were found in Leto and Vallini, 2024, p. 94.
4 The Marco Polo and Turandot Programs are agreements between the Chinese government, the 
Conference of Italian University Rectors (CRUI, Conferenza dei Rettori delle Università Italiane) 
and the Ministry of University and Research (MUR, Ministero dell’Università e della Ricerca, at that 
time called MIUR, Ministero dell’Istruzione, dell’Università e della Ricerca, Ministry of Education, 
University and Research) in which Italian universities, Music Conservatories and Art Academies pre-
dispose places for Chinese students. For more information on these Programs see Uni-Italia Reports 
(https://uni-italia.it/en/institutional/marco-polo-turandot-government-programs/ - Uni-Italia)(last 
assessed December 11 2025).
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determine the exact number of these educators. It is necessary also to mention the 
existence of institutions in major Chinese cities, such as Beijing, Shanghai, Nanjing 
and Suzhou, that provide Italian language instruction to children and adolescents, 
typically ranging from 3 to 18 years of age. However, such institutions are few. The 
majority are community heritage language schools organized as associations, where 
instructors are predominantly volunteers5. Currently, besides one study that mar-
ginally addresses this area (Ni, Vallini 2023: 300), there are no dedicated publica-
tions on this topic.

3.2 ALIM (Associazione dei Lettori di Italiano nel Mondo, Association of 
MAECI Italian lecturers in the World)

Established two years ago through the initiative of Office V of the Directorate 
General for Public and Cultural Diplomacy of MAECI, the ALIM unites MAECI 
appointed Italian language lecturers stationed internationally to deliver instruction 
in Italian language and culture within graduate and postgraduate curricula. The as-
sociation’s core objective is to fortify the role of the Italian lecturer by consolidating 
and valorizing the varied experiences inherent in teaching Italian within intricate 
international environments, frequently framed by bilateral diplomatic accords. 
Consequently, ALIM provides its members with a robust support network under-
pinned by a significant emphasis on international cooperation (Bezzegato 2023; 
Vannini 2023a, 2023b)6. 

4. The training program
The planning and implementation of the training program for teachers of Italian 
as a foreign language followed three main phases. Firstly, a questionnaire was draft-
ed and administered to conduct a more in-depth and objective needs analysis. 
Subsequently, training webinars were organized, at the conclusion of which a sat-
isfaction questionnaire was administered. As mentioned earlier, the webinars were 
made accessible to all Italian educators worldwide enabling the maximization of 
the initiatives’ impact and facilitating the establishment of a community of practice 
capable of transcending geographical boundaries. Such a community allowed for 
the comparison of diverse perspectives and the exchange of a broader range of pro-
fessional experiences.

5 There is an international school in Shanghai where Italian is taught as a third elective curricula lan-
guage. However, this is the sole case known to the authors.
6 https://italiana.esteri.it/italiana/sfim-sistema-della-formazione-italiana-nel-mondo/alim-associazi-
one-llettori-ditaiano-nel-mondo/#:~:text=Benvenuti%20nello%20spazio%20dell%E2%80%99Asso-
ciazione%20dei%20Lettori%20d%E2%80%99Italiano%20nel,che%20cos%E2%80%99%C3%A8%20
l%E2%80%99ALIM%20e%20quali%20obiettivi%20si%20pone. (last assessed December 11 2025)
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Image 1 – Graph showing the phases of the project.

What follows is a description of the phases and the data collected through the ques-
tionnaires.

4.1 First phase: assessment questionnaire

Drawing upon initial informal exchanges among Italian language instructors based 
in Beijing, People’s Republic of China, a discernible need for more structured pro-
fessional development in language pedagogy emerged. To more rigorously assess the 
professional development needs of Italian language instructors distributed across 
the People’s Republic of China, a survey instrument was developed. A question-
naire was designed and piloted on the Shout.com platform. The final version of the 
questionnaire was disseminated to the broadest possible audience. This involved 
engaging the AIILIC Association, publishing announcements containing the ques-
tionnaire link on the website and Instagram profile of the Italian Cultural Institute 
(IIC) in Beijing, and sharing the link via various informal WeChat groups compris-
ing academics and instructors of Italian residing in both Italy and China. 

While the precise number of Italian language instructors in China remains un-
certain, estimates suggest that across both academic and private institutions, the fig-
ure may approximate 200 individuals (Gu 2025; Yang, Cui, Feng, 2025). Despite 
this and the dissemination of the questionnaire through multiple channels, the re-
sponse rate yielded 16 participants. This limited response may be attributable to 
dropout bias within the examined sample, whereby potential respondents may have 
opted not to participate due to a lack of interest in the topic or other unknown 
factors.

The rationale for administering the questionnaire was threefold: first, to estab-
lish a profile of Italian language instructors within the People’s Republic of China; 
second, to conduct a needs analysis in order to identify participants’ professional 
development priorities and thereby design targeted, tailor-made training initiatives; 
and third, to explore the feasibility of forming a research group focused on language 
teaching and learning. Despite the limited number of respondents and the conse-
quent difficulty in reconstructing a comprehensive profile of Italian language teach-



IN-SERVICE LANGUAGE TEACHER TRAINING 11

ers in China, the participants’ responses nonetheless offered valuable preliminary 
insights that informed the development of future training initiatives.

The survey comprised 24 items of varying formats (§ Appendix 2). For ease of 
comprehension, the questions and their corresponding responses are presented se-
quentially below. The initial query requested that interested individuals provide 
their email contact information for potential follow-up. The third question in-
quired about the age of the respondents: 13% (2 out of 16) were between 20 and 
30 years old; 69% (11 out of 16) were between 31 and 40 years old; and 19% (3 
out of 16) were between 41 and 50 years old. The subsequent two questions aimed 
to explore prior experience in teaching Italian, both in general and specifically to 
Chinese learners. The data concerning experience in teaching Italian to non-Chi-
nese learners indicates the following: 6% (1 out of 16) with 1 to 2 years of experi-
ence; 25% (4 out of 16) with 3 to 5 years; 44% (7 out of 16) with 6 to 10 years; and 
25% (4 out of 16) with 11 to 20 years. In contrast, the data pertaining to teaching 
Italian in China reveals: 13% (2 out of 16) with less than 1 year; 13% (2 out of 
16) with 1 to 2 years; 19% (3 out of 16) with 3 to 5 years; 50% (8 out of 16) with 
6 to 10 years; and 6% (1 out of 16) with 11 to 20 years. It is notable here that the 
majority of respondents possess considerable experience in teaching Italian as a for-
eign language. An inconsistency emerges when comparing responses to these two 
items. While seven respondents indicated 6–10 years of general Italian teaching 
experience, eight respondents selected the same range for their experience teaching 
Italian specifically in China. This discrepancy may be due to differences in how 
participants interpreted the questions: some may have counted only their teaching 
experience in China for the first item, rather than including prior experience else-
where, while others may have started teaching Italian only after arriving in China. 
Such variations in interpretation are common in self-reported data.

Graph 1 – Years of experience in Italian language teaching
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The subsequent multiple-choice multiple-response question, allowing for the selec-
tion of multiple options, inquired about academic qualifications: 25% (4 out of 16) 
held a Bachelor’s degree; 63% (10 out of 16) possessed a Master’s degree or a degree 
from the pre-reform system; 50% (8 out of 16) had completed a Master’s program; 
13% (2 out of 16) had a specialization diploma; 6% (1 out of 16) held a certification 
for teaching a language other than Italian; 69% (11 out of 16) possessed a certifica-
tion for teaching Italian as a foreign language; and 19% (3 out of 16) held or were 
pursuing a doctoral degree. Item 7 inquired about the field of study: 81% (13 out 
of 16) reported a background in linguistics; 13% (2 out of 16) in humanities/social 
sciences; and 6% (1 out of 16) specifically in the didactics of Italian as a foreign 
language.

Graph 2 – Academic qualifications of the participants

Question 8, which was optional, asked for specific details, with the majority of re-
sponses indicating degrees in Oriental languages or related fields. Question 9 asked 
respondents to self-assess their language teaching training based on four indicators 
on a Likert scale, where “1” indicated “none” and “4” “complete”. The results ap-
pear quite positive, with a weighted average of 3.13 out of 4. Specifically, 6 out of 
16 respondents (38%) selected 3 or 4, indicating an advanced level of preparation. 
The subsequent two questions addressed the respondents’ experience regarding 
participation in research groups: 69% (11 out of 16) reported no such experience, 
while 31% (5 out of 16) indicated prior involvement. When asked to specify the 
research topics, they mentioned teacher-student interaction, Italy-China relations, 
Chinese-Italian translation, literature, second language acquisition, sociolinguis-
tics, intercultural pragmatics, and data collection for a colleague on task-based lan-
guage teaching (TBLT) methodology. The following two questions mirrored the 
previous ones but inquired about participation in action research groups: 81% (13 
out of 16) reported no such experience, while 19% (3 out of 16) indicated prior 
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involvement, specifying the following topics: teaching Italian to low-literacy mi-
grants; teaching Italian to speakers of Chinese; gathering information on intercul-
tural pragmatics; and helping a colleague collecting data on the implementation 
of TBLT methodology. Questions 14 and 15 investigated prior scholarly publica-
tions: 88% (14 out of 16) reported no prior publications, while 13% (2 out of 16) 
indicated having published previously. The sixteenth question (multiple-choice, 
multiple-response) sought information regarding the workplace: 56% (9 out of 
16) were employed at a university with Italian as a major subject; 25% (4 out of 
16) at a university with Italian as a minor subject; 44% (7 out of 16) at a private 
school; and 1 respondent was a freelancer. Question 17 inquired about the willing-
ness to participate in a potential training course on teaching and learning Italian for 
Chinese speakers: 94% (15 out of 16) indicated interest; 6% (1 out of 16) expressed 
a lack of interest in participating. Item 18, a multiple-choice question allowing for 
multiple selections, inquired about areas of interest for potential training: 67% (10 
respondents) expressed interest in oral production; 60% (9) in the use of artificial 
intelligence in Italian language teaching; 53% (8) in interaction; 47% (7) in TBLT 
and strategies for addressing typical errors of Chinese learners; 40% (6) in gamified 
and laboratory-based teaching, as well as feedback and error correction; 33% (5) 
in written production and CLIL (Content and Language Integrated Learning); 
27% (4) in Cooperative Learning and assessment; 20% (3) in oral comprehension, 
the Flipped Classroom approach, and interculturality; and 13% (2) selected “oth-
er”, without specifying further. The subsequent questions, from 20 to 23, focused 
on preferences regarding the location, timing, and days when respondents would 
prefer to undertake potential training and/or meetings. Generally, the expressed 
preferences indicated Saturday in the late afternoon, with multiple sessions lasting 
a few hours, ideally delivered online for those located outside of Beijing. In conclu-
sion, participants were asked if there was anything else they wished to add, and the 
following points emerged:
– a desire for self-directed learning opportunities.
– the provision of courses led by experts in the field.
– the inclusion of a wider range of universities.
– the recognition and accreditation of any such training sessions.

4.2 Second phase: training implementation

Although the initial questionnaire was designed to assess the needs of a specific 
group of teachers, the subsequent training course was organized on topics not ex-
plicitly mentioned in the survey but still highly relevant for Italian language teach-
ers. These topics are of fundamental importance in the context where the question-
naire was administered, as many teachers are required to act as examiners for Italian 
language assessments and therefore need the relevant skills and competencies. 
Additionally, in order to be eligible for a work visa as a language teacher in China, 
it is necessary to hold a recognized language teaching certification. The decision 
regarding the webinar topics was therefore motivated by several factors: firstly, of-
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fering training on additional topics allowed for the optimization of resources and 
increased the overall impact of the initiative; secondly, the selected topics addressed 
essential professional requirements, including the competencies needed for both 
examination duties and work visa eligibility; and finally, the course provided partic-
ipants with the opportunity to explore new content, which can inform the design 
of future tailored training programs.

The three webinars were organized in collaboration with ALIM, MAECI, and 
INDIRE (Istituto Nazionale di Documentazione Innovazione e Ricerca Educativa 
– National Institution for Documentation, Innovation and Educational Research). 
Despite the initial conception of the webinars being for the professional devel-
opment of Italian language teachers in China, thanks to the support of ALIM, 
MAECI, and INDIRE, they were opened to all lecturers of Italian worldwide and 
teachers in Italian educational institutions. Consequently, the number of partici-
pants exceeded 150 in each of the three webinars.

The first of the three webinars began with an overview of the Common 
European Framework of Reference for Languages (CEFR) (CoE 2001, 2020). 
Subsequently, the topic of Action Research, its theoretical underpinnings and its 
practical implementation in the language classroom were explored in depth. The 
second webinar focused on certifications for teachers of Italian as a foreign lan-
guage, specifically the CEDILS from Ca’ Foscari University of Venice, the DITALS 
from the University for Foreigners of Siena, and the DILS-PG from the University 
for Foreigners of Perugia. Each certifying body illustrated its specific characteris-
tics and the preparation methods for the exams. The third webinar addressed cer-
tifications for verifying the level of linguistic competence in Italian. In Italy, the 
certifications of Italian for foreigners recognized by the MIUR (Ministero dell’Is-
truzione, dell’Università e della Ricerca – Ministry of Education, University and 
Research, now MIM, Ministry of Education and Merit – Ministero dell’Istruzione 
e del Merito, and MUR, Ministry of University and Research – Ministero dell’Uni-
versità e della Ricerca) are: CELI from the University for Foreigners of Perugia, 
CERTIT from Roma Tre University, CILS from the University for Foreigners of 
Siena, and PLIDA from the Dante Alighieri Society. In this context as well, the 
certifying bodies presented their respective certifications. All three webinars were 
followed by a question-and-answer session for the participants who had free access 
to the video recordings of the webinars on the INDIRE platform. At the end of the 
webinars, participants were asked to complete a questionnaire to assess their satis-
faction and evaluate potential future developments.

4.3 Third phase: satisfaction questionnaire

Fifty people responded to the webinar satisfaction questionnaire (§ Appendix 3), 
which is about one-third of the participants. The questionnaire, which followed 
GDPR guidelines, was divided into eight questions and, in the final section, offered 
participants the option to leave their contact information if they wished to be con-
tacted for the potential formation of action research groups.
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The first question asked which webinars the respondents had participated in, 
and it resulted that 92% (46 out of 50) of them had followed the first and second 
webinars respectively, while the third webinar was followed by 96% (47 out of 50) 
of the respondents.

The second question inquired about which aspects of the webinars were most 
appreciated, and the results were as follows: content 86% (43 out of 50), speakers 
66% (33 out of 50), webinar structure 52% (26 out of 50), knowledge development 
42% (21 out of 50), applicability in teaching practice 34% (17 out of 50), other 4% 
(2), who specified in one case the time dedicated to questions for the speakers and 
in the other the fact that the webinar content is not directly applicable in teaching 
practice. The relatively low percentage regarding knowledge development and ap-
plicability in teaching practice can be attributed to the topics proposed: the CEFR 
is likely already familiar to the participants, and its presentation may not significant-
ly contribute to the development of their language teaching knowledge; likewise, 
presentations on language or pedagogical certifications may be perceived as having 
limited practical applicability in classroom teaching.

Graph 3 – Appreciated aspects of the webinars

To the following question, which asked what had not met expectations, 56% (20) 
answered “other”, of which 13 added that they had not found any critical issues, 4 
reported problems accessing the webinar delivery platform, 2 stated that they were 
already familiar with the topics covered, and 1 believed that more time was needed 
to address these topics. The remaining respondents, however, indicated non-com-
pliance with their expectations for 28% (10 out of 50) regarding the scheduling; 
17% (6 out of 50) equally for content and timing; 6% (2 out of 50) equally for 
approach and speakers; and 3% (1 out of 50) regarding the platform7.

7 As can be seen from the data description, 7 respondents could have entered their answers by choosing 
from the given possibilities.
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The fourth item inquired about the impact of the webinar content on their 
work, and 88% (44 out of 50) responded positively. This question was followed by 
an open-ended question that asked for the reasons behind the previous answer.The 
responses highlight several benefits perceived by webinar participants:
– increased knowledge of language certifications and Italian teachers’ certifica-

tion: many gained greater awareness of the various certifications available for 
students (CELI, CERTIT, CILS, PLIDA) and teachers (CEDILS, DILS-PG, 
DITALS).

– usefulness for personal and professional development: some intend to obtain 
language teaching certifications or support their students in the certification 
process.

– reflection on teaching practices: the webinars stimulated reflection on teach-
ing methods, particularly the Common European Framework of Reference for 
Languages and action research methodology.

– sharing and comparison: the opportunity to interact with speakers and other 
colleagues was appreciated.

– potential didactic applicability: some plan to apply the presented methodolo-
gies and guidelines with their students, although for some teachers of core sub-
jects, immediate application is less direct.

– request for specific in-depth analysis: some suggest organizing webinars on more 
innovative topics or with direct experiences from teachers abroad.

– clarity and insights: the content was defined as clear and comprehensive, provid-
ing ideas for improving teaching quality.

– usefulness for specific contexts: some participants working with foreign stu-
dents or in migration contexts (i.e., Italian as a heritage language; or Italian as a 
second language for students with a migratory background) found the informa-
tion useful for their work.

However, some participants expressed:
– lack of ‘new’ content: some did not find previously unknown content but still 

appreciated the re-elaboration of familiar concepts.
– doubts about immediate practical applicability: some, while finding the content 

interesting, do not see an immediate application in their daily teaching practice.
– suggestions for a more didactic approach: some would have preferred a more 

focused approach on didactics with practical suggestions.
– problems accessing the platform: some experienced technical difficulties.
– need for more time: one participant suggested dedicating more time to the top-

ics covered.
The ot her areas of training regarding the teaching/learning of Italian as a non-moth-
er tongue that respondents would like to explore further, item 6, are the following: 
innovative teaching methodologies 62% (31 out of 50); technologies and Artificial 
Intelligence (AI) 54% (27 out of 50); integration of Italian culture in the language 
course 50% (25 out of 50); CLIL in Italian L2/FL 40% (20 out of 50); grammar 
teaching 38% (19 out of 50); assessment, development of communicative skills, 
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teaching Italian for specific purposes, and Action Research each representing 32% 
(16 out of 50); Italian for children and/or adolescents 26% (13 out of 50); support 
for students with learning difficulties 24% (12 out of 50); Italian for senior learners 
10% (5 out of 50); and other 4% (2 out of 50), who specified wanting interven-
tions on the textbook in primary school and translanguaging between Germanic 
languages and Italian (a Romance language).

Graph 4 – Desired field for further training’s topics

The re sponses to question 7 demonstrate that 66% (33 out of 50) would be interest-
ed in carrying out action research projects in the contexts where they work, and the 
areas of interest, investigated with a multiple-choice question with the possibility of 
selecting multiple options (item 8), are configured as follows: innovative teaching 
methodologies and student motivation and engagement for 59% (20 out of 50); 
development of intercultural skills 50% (17 out of 50); management of cultural 
diversity in the classroom 47% (16 out of 50); collaborative and cooperative learn-
ing 35% (12 out of 50); assessment and feedback 32% (11 out of 50); support for 
students with special educational needs and development of communicative skills 
26% (9 out of 50); other 3% (1 out of 50) who specifies “textbooks elaboration”.

Graph 5 – Area of interest for Action Research

The la st item asked those interested in participating in future action research groups to 
leave their address. The distribution of the countries where the interested respondents 
operate is as follows: Italy 20; Germany, People’s Republic of China and Switzerland 
3; France 2; Algeria, Belgium, Czech Republic, Ethiopia, Slovakia and Vietnam 1.
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5. A model
Based on the reviewed literature and the findings detailed in the preceding para-
graphs, the following model for the implementation of language teachers training 
is introduced.

Image 2 – A model for in-service language teachers’ training

The initial phase of this model necessitates a comprehensive needs analysis8, which 
is paramount for establishing a robust foundation. The analysis should encompass 
not only a full picture of teachers and educators’ needs, but, crucially, also those of 
learners. Furthermore, it must consider broader societal and global needs for lan-
guage education. 

Data collection should employ a combination of quantitative and qualitative 
research methods (Creswell 2021; Creswell, Creswell 2023; inter alia). Surveys can 
yield broad empirical data and identify general patterns, while focus groups can fa-
cilitate in-depth exploration, providing rich, nuanced insights into lived experiences 
and perspectives. Following data collection, rigorous analysis is essential to identify 
and prioritize the most pressing needs, which, in turn, will inform the design and 
training program. 

For optimal program efficacy, careful consideration must be given to several 
factors: participant demographics, timing, preferred instructional delivery formats 

8 We acknowledge that ideally the participants completing the initial needs questionnaire should be 
the same as those targeted by the training and the final feedback survey, to allow direct comparison 
of results. In our case, while the training was primarily informed by the needs analysis, it was also 
extended to a broader group of teachers due to logistical and contextual considerations, so the final 
respondents did not fully match the initial sample. We recognize this as a limitation.
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(e.g., online, in-person, hybrid), and the development of content aligned with the 
outcomes of the needs analysis. Upon program implementation, a thorough evalu-
ation of its outcomes is imperative. This assessment should extend beyond teachers’ 
beliefs to include, whenever possible, an examination of teaching and learning ef-
ficacy. Crucially, the evaluation should also consider the program’s broader impact 
on the educational institutions where the teachers are employed, the families of the 
students, and, at a macro-level, its influence on relevant institutions and govern-
mental policies. This multi-faceted evaluation strategy is conceptually grounded in 
an ecological perspective, akin to Bronfenbrenner’s (1979) theory, acknowledging 
that intervention effects extend beyond direct targets and interact within intercon-
nected systemic levels.

6. Final discussion 
This article underscores the crucial role of ongoing training for Italian language 
teachers, not only as a means of individual professional development but also as a 
foundation for building a supportive and resourceful network. Continuous learn-
ing ensures teachers remain current with effective methodologies, digital tools, 
and linguistic research, ultimately enhancing teaching quality and student learn-
ing. Adapting to diverse cultural and linguistic contexts is vital, and targeted train-
ing equips educators to meet the specific needs of their international students. 
Moreover, fostering a professional community through training opportunities al-
lows for the exchange of experiences, best practices, and collaborative initiatives, 
thus highlighting the crucial transition from top-down to collaborative-based train-
ing (Fullan 2001). Investing in these teachers acknowledges their significant contri-
bution to promoting Italian language and culture globally. 

This work further argues for a shift towards in-service training for MAECI 
Italian lecturers abroad, supplementing pre-departure preparation. Moreover, the 
ongoing support addresses the real-world challenges encountered in the field, focus-
ing on practical improvements and immediately applicable skills identified through 
feedback. This continuous engagement demonstrates a commitment to teachers’ 
professional growth and their ability to adapt. Sharing experiences within this 
framework creates a valuable learning cycle.

Moreover, establishing a dedicated training network can create beneficial syner-
gies between institutions, optimize resources, and diversify training offerings. This 
network would facilitate the sharing of expertise and successful teaching practices, 
contributing to the development of quality standards for the profession. Training 
programs designed around the actual needs of teachers, as determined by a needs 
analysis questionnaire, identified through various feedback mechanisms, are more 
relevant, engaging, and ultimately more effective in improving teaching skills and 
positively impacting student outcomes.

The insights gleaned from this endeavor underscore the critical need for contin-
uing professional training of teachers of Italian, especially self-training and training 
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made by teachers for teachers (Serragiotto 2020). Ergo, establishing networks for 
the exchange of experiences and best practices, grounded in scientific research, be-
comes imperative. In this regard, Action Research emerges as a pivotal methodol-
ogy, empowering teachers to become active agents of change and to continuously 
develop their expertise. This process fosters their independence, enables specializa-
tion, and ultimately positions them as trainers for other educators.

In conclusion, this paper emphasizes that continuous training is not just benefi-
cial but fundamental to ensuring high-quality Italian language instruction abroad. 
The proposed model for in-service language teacher training, with its emphasis on 
a comprehensive need analysis, diverse data collection methods, careful program 
design, and multi-faceted evaluation, offers a robust framework for achieving these 
objectives. By systematically implementing such a model, educational institutions 
and governmental bodies can better support Italian language teachers worldwide, 
leading to a more effective pedagogy and enhanced student outcome. This proac-
tive and ecologically informed approach ensures that professional development ini-
tiatives are truly responsive to the evolving landscape of global language education, 
representing a vital investment in human capital, with long-term advantages for the 
global reach of Italian language and culture.
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Appendix 1 – A practical example
Phase 1. Need analysis

– teachers and educators needs
– quantitative: distribute a survey to all Italian language teachers in a specific re-

gions with questions covering: perceived confidence in teaching specific language 
points or other aspects (i.e., communicative or intercultural skills, etc.), familiarity 
with digital tools, desire for training in specific pedagogical approaches (i.e., task-
base, CLIL, etc.), assessment, challenges in motivating students, and so on.

– qualitative: conduct focus groups with small groups of teachers to discuss 
deeper frustrating experiences, feelings about professional development, 
classroom observations, etc.

– learners needs
– quantitative: administer short age-appropriate questionnaires to students 

about favourite activities, challenges in language learning, etc.
– qualitative: organize focus groups to further develop what emerged from the 

questionnaires or other issues that could arise.
– societal and global needs:

– review national curricula and international language policies.
– consult cultural institutions (e.g., Institute of Culture, etc.).
– examine migration patterns and job market trends.

Phase 2. Data Analysis and Program Design

After a meticulous analysis of the data:
– prioritization: find the most felt needs.
– program design: content, participants demographics, timing, delivering format 

(in-person, online or hybrid model).

Phase 3. Program Implementation and Evaluation

During the program continuing monitoring and assessment of different aspects: 
teachers’ beliefs, teaching practice efficacy, learning efficacy. Moreover the broader 
impact (ecological perspective) on:
– educational institutions (i.e., are schools reporting increased student enroll-

ment? etc.); 
– families and students (i.e., are parents more satisfied with their children’s lan-

guage classes? etc.)
– macro-level: relevant institutions and governmental policies (i.e., Is there in-

terest from educational authorities in integrating aspects of the program into 
broader policy or curriculum guidelines for language education? etc.)

By following this comprehensive model, the professional development program for 
Italian language teachers moves beyond a superficial approach, aiming for deep, sus-
tainable impact at multiple interconnected levels.
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Appendix 2 – The questionnaire for teachers of the Italian language in the 
People’s Republic of China
1) General information: gender, age (range), years of teaching experience in general 

(range), years of experience in teaching Italian as a foreign language (range), ac-
ademic qualification, field of academic qualification.

2) Language teaching training information
a) on a scale from 1 to 4 where 1 is “none” and 4 is “complete”, how would you 

rate your language teaching training?
b) Have you participated in research groups?

i) If yes, on what topics?
c) Have you participated in Action Research groups?

i) If yes, on what topics?
d) Have you published papers or other works about Second Language Teaching?

i) If yes, would you like to share the references of your work?
e) Where do you currently work? University with Italian as a major, University 

with Italian as a Minor, Italian Institute of Culture, private school, other 
(specify).

f ) Would you like to participate in specific training for Italian language teach-
ers to Chinese learners?
i) If yes, what topics would interest you? 

(1) Artificial Intelligence in language teaching/learning (AIED);
(2) Content and Language Integrated Learning (CLIL);
(3) Cooperative Learning;
(4) Feedback;
(5) Flipped classroom;
(6) Interaction;
(7) Interculturality / Intercultural competence;
(8) Listening skills;
(9) Managing common errors made by Chinese learners of Italian;
(10) Gamification;
(11) Reading skills;
(12) Speaking skills;
(13) Task-based teaching/learning (TBLT);
(14) Workshop-based teaching,
(15) Writing skills

3) Other: preferred days, time, location, and format (hybrid, in-person, online) for 
training.

At the beginning of the questionnaire, respondents were given the option to provide 
their contact details so that they could receive the compiled data and be informed 
about the organisation of future training events.
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Appendix 3 – The webinars’ satisfaction questionnaire
1. Which webinars did you attend?
2. What did you find most valuable about these webinars?

a. content
b. knowledge development
c. practical application in teaching
d. speakers
e. webinars’ structure
f. other (please specify)

3. What did not meet your expectations?
a. approach
b. content
c. duration
d. speakers’ quality
e. technology and platform used
f. time
g. webinars’ structure
h. other (specify)

4. Do you think this webinar course will have practical benefits in your job? Yes/No
5. Justify your answer to the previous question.
6. What other training areas related to the teaching/learning of Italian as a non-na-

tive language would you like to explore deeper into?
a. Action Research
b. communicative competence development
c. evaluation
d. grammar teaching
e. innovative teaching methodologies
f. integration of Italian culture in the courses
g. Italian for specific purposes teaching
h. support for students with learning disabilities
i. teaching Italian as a Second or Foreign language using CLIL
l. teaching Italian to children and adolescents
m. teaching Italian to seniors
n. technologies and AI
o. other (please specify)

7. Would you be interested in participating in Action Research groups? Yes/No
8. If you answered yes to the previous question, please specify the area.

a. collaborative and cooperative learning
b. development of active citizenship skills
c. development of communicative competence 
d. development of intercultural skills
e. evaluation and feedback
f. innovative teaching methodologies
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g. management of cultural diversity in the classroom
h. motivation and student engagement 
i. support for students with special educational needs
l. other (please specify)

9. Please leave us your contact details so we can reach out to you regarding the 
formation of Action Research groups.




