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Abstract

This study analyses the implementation of the flipped classroom 
approach in a university beginner Italian language course and its 
implications for teaching pedagogy. The flipped classroom was 
designed around the specific needs of language education and the 
benefits of an inductive, student-centred approach that promotes 
interactive learning. The approach followed a cycle of in-class 
preparatory discovery of the language contents, post-class/pre-class 
explicit delivery of contents (video lessons), in-class interaction and 
practice, and post-class reinforcement (online activities). Students 
watched instructional videos to prepare for in-class practice and 
carried out post-class activities as reinforcement and/or formative 
feedback. While adopting a highly flexible content delivery, this 
structure emphasised the students’ responsibility in completing pre-
class activities to be able to engage in in-class interaction.

The format was adopted in a 12-week semester unit at the end of 
which an anonymous survey on Qualtrics evaluated the students’ 
experience with the new approach. An important outcome was in 
the area of accountability. In language learning, it is crucial that 
students understand the importance of regular work outside the 
classroom. In the flipped model adopted, independent learning is 
naturally promoted, and students acknowledged that in our survey. 
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By having to complete pre- and post-class activities as an integral 
part of the course, students learned the benefits of regular practice 
as a key strategy of language learning, contributing therefore to their 
self-regulation skills. The flipped approach was assessed by students 
as one that offers many advantages over the traditional approach. 
However, our analysis shows that for it to be embraced it is crucial 
that students understand its underlying pedagogy.

Keywords: flipped classroom, Italian L2, independent learning, 
interactive learning

1. Introduction
When the University of Western Australia was forced to move to remote 
teaching in 2020 at the start of the COVID-19 pandemic, having a flipped 
course on offer, which was originally designed to be long-term and coherent, 
was a great bonus. The design of the unit supported continuity of teaching 
and learning, making the transition to fully online learning smooth and 
rapid for both teachers and students, and allowing for learning objectives 
to continue to be met. A fundamental pillar of the flipped approach is, in 
fact, a component of online asynchronous content delivery. Later in the 
year, when social distancing restrictions eased, most of the students chose 
to return to our original flipped modality. This shows that no matter the 
circumstances or nature of students’ needs, in-class learning continues to 
be highly valued. The flipped course for beginner Italian discussed in this 
study was designed precisely for its ability to combine the flexibility and 
adaptability of online delivery with the affordance and effectiveness of in-
class interactive learning and feedback.

The choice to move to the flipped learning approach was essentially guided 
by the following three factors: 1) the practicality of moving the lecture from 
the classroom to the online space in order to meet current students’ schedules 
and study habits; 2) the wish to offer more effective learning through 
flexibility, individualisation and interactivity; 3) the wish to promote 
independent learning. Flipped learning is now a widespread teaching 
approach, employed in a large number of disciplines and contexts, from 
kindergarten to higher education, and is supported by a growing body of 
empirical investigations, scoping reviews and meta-analyses (see e.g. Strelan 
et al., 2020a). These studies have analysed various perspectives of flipped 
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learning and identified key determinants of a successful flipped classroom. 
However, no investigations, to our knowledge, have yet considered the 
implementation of the flipped classroom in Italian beginner university 
courses, particularly in connection with the issues of accountability and 
independent learning. We have conceptualised the flipped approach as a:

set of pedagogical approaches that (1) move most information-
transmission teaching out of class; (2) use class time for learning 
activities that are active and social; and (3) require students to 
complete pre- and/or post-class activities to fully benefit from 
in‑class work. (Abeysekera & Dawson, 2015, p. 3)

In our study, we examine students’ experience of the flipped classroom—
what they valued and why—with a special focus on whether this approach 
encourages students to develop agency and autonomy in learning.

This chapter on the implementation of a flipped beginner Italian language 
university course contributes to the conceptualisation of the flipped 
approach by exploring a new context and new data and provides pedagogical 
recommendations for future successful implementations of the flipped 
language classroom in higher education. It is particularly relevant for language 
educators who, as they had never done before the 2020 crisis, are reflecting 
on effective pedagogies in order to develop student-centred environments 
that promote active learning. While we share the view that ‘foreign language 
programs still need to undergo restructuring if they are to remain players in 
higher education’ (Moreno & Malovrh, 2020, p. 260) and that technology 
plays an important role in this process, it is also important to remember 
that ‘technology can only become effective and useful in language teaching 
and learning environments in hands of competent teachers’ (Basal & Aytan, 
2014, p. 3), emphasising teachers’ agency and role.

This chapter is organised as follows: Section 2 critically reviews the literature 
on the flipped approach; in Section 3, we present the design of our flipped 
model; in Sections 4 and 5, we present the research undertaken on students’ 
experience with the flipped classroom; results are discussed in Section 6; 
and conclusions and recommendations are drawn in Section 7.
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2. Flipped learning

2.1. Definitions

While no single definitive model exists, scholars have identified the essence 
of a flipped approach in two main elements: a) the redistribution of learning 
spaces and b) the ‘conception of the teaching sequence’ (Sailer & Sailer, 
2020, p. 2). As first stated by the Flipped Learning Network (2014, p. 1):

Flipped Learning is a pedagogical approach in which direct 
instruction moves from the group learning space to the individual 
learning space, and the resulting group space is transformed into 
a dynamic, interactive learning environment where the educator 
guides students as they apply concepts and engage creatively in the 
subject matter.

In this sense, flipped learning transforms pedagogical practices ‘by switching 
the knowledge dissemination phases, which are typically performed in 
class, with knowledge application phases, which are typically performed 
individually out-of-class’ (Sailer & Sailer, 2020, p. 1). More specifically, in 
a flipped classroom, explicit instruction is delivered online so that space in 
class is freed up to engage students in active learning, guide them, scaffold 
their learning processes and provide useful feedback (Jaramillo, 2019; Sailer 
& Sailer, 2020). In terms of teaching sequence, the moment of explicit 
instruction precedes the moment of in-class activities and is traditionally 
referred to as pre-class engagement. The definition given by the Academy of 
Active Learning Arts and Sciences (2021) also underscores the redistribution 
and sequence of the learning space:

the flipped approach inverts the traditional classroom model by 
introducing course concepts before class, allowing educators to use 
class time to guide each student through active, practical, innovative 
applications of the course principles. (our emphasis)

2.2. Flipped learning and performance

Since the early implementation of the flipped approach in courses from 
different disciplines, several investigations have been undertaken, including 
a number of meta-analyses (Låg & Sæle, 2019; O’Flaherty & Phillips, 2015; 
Strelan et al., 2020a). One major concern of scholars has been whether the 
flipped approach leads to improved performance (Gasparini, 2020; Hung, 
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2015; Låg & Sæle, 2019, Murillo-Zamorano et al., 2019; Tadayonifar & 
Entezari, 2020; Yang et al., 2018). While O’Flaherty and Phillips (2015) 
first called for stronger evidence in evaluating student outcomes, the 
more recent meta-analysis by Strelan et al. (2020a), based on 198 studies, 
reports a moderate positive effect on student performance, supporting the 
effectiveness of the flipped approach across all disciplines, and particularly 
in humanities, where the effect was found to be strong. Tellingly, the 
effect size of 0.5 identified by the authors is not only comparable to that 
associated with pedagogies that strongly rely on feedback and on the use of 
technologies, but ‘twice as large as the effect sizes due to class size, teacher 
personality, programmed, discovery based or individualised instruction, and 
technologies such as clickers and one-on-one laptops’ (p. 16, our emphasis). 
In relation to impact on performance, this meta-analysis also reveals that 
a measure of pre-class engagement affects student outcomes positively.

2.3. Scaffolding and cognitive load

The students’ positive assessment of the flipped approach and the improved 
performance noted by some studies have been explained in connection with 
a number of factors. In their study on Chinese L2 at university, Sit and 
Guo (2019) found that the delivery of instruction via videos with captions 
allowed for effective scaffolding of language acquisition. Applying cognitive 
load theory, Tonkin et al. (2019) found that the implementation of pre-
class instructional videos was beneficial in managing German grammar 
acquisition, as it allowed students to process information at their own 
learning pace. The use of pre-class explicit grammar instruction has also 
been found to impact positively on metacognitive awareness and deeper 
learning: ‘studying the grammatical structures prior to class might have 
promoted consciousness-raising, enabling students to notice the use of 
structures and process the knowledge deeper’ (Jaramillo, 2019, p. 44). 
Based on qualitative data, the study of Shih and Huang (2020) on EFL 
(English as a foreign language) confirms the positive impact of the flipped 
classroom on metacognitive development. The authors found that through 
the use of online videos students were encouraged to make a more active use 
of metacognitive strategies ‘to monitor and evaluate their learning process 
and product’ (p. 10), while at the same time, their ‘knowledge of themselves 
as learners and their knowledge of their strategy use were raised’ (p. 10).
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2.4. Motivation, interactive learning  
and inductive teaching

Several other benefits of the flipped approach identified in the literature are 
in the areas of student motivation (Abeysekera & Dawson, 2014; Chuang 
et al., 2018, Sergis et al., 2018), student satisfaction (Strelan et al., 2020b), 
accountability and ownership of learning (Shyr & Chen, 2018; Chivata & 
Oviedo, 2018), and engagement and attendance (Shih & Huang, 2018). 
Models of the flipped classroom are constantly reviewed and adapted, as in 
the case described by Andujar and Nadif (2022), where the EFL course was 
designed to target students with disabilities through the creation of videos 
with captions and subtitles.

In the area of motivation, Sergis et al. (2018) demonstrate that the flipped 
approach correlates with high levels of psychological need satisfaction, 
defined, following self-determination theory, in terms of needs for autonomy, 
relatedness and competence (Ryan & Deci, 2000). As the authors explain, 
when a student-centred approach is emphasised, students invest more time 
on self-directed learning (need for autonomy) and collaborative activities 
(need for relatedness) and feel more confident about engaging in the 
learning process (need for competence). As their needs are satisfied, their 
motivation increases. In their quantitative investigation of EFL, Chuang 
et al. (2016) explored students’ individual traits (beliefs, self-efficacy and 
motivation) in relation to outcomes of the flipped classroom and concluded 
that students with higher instrumental motivations benefited most from 
the flipped classroom (displaying external regulating scheme as a strategy 
to achieve their goals). They also discovered a direct effect of beliefs on 
learning outcomes.

Another study in the area of second language learning and, specifically, on the 
development of writing abilities in Italian is Gasparini (2020). The author 
found that the flipped classroom was not only perceived positively by the 
students, but also led to improved attendance and improved performance, 
thanks to the opportunity for more interactive and collaborative learning 
and greater feedback during class activities. Similarly, Moreno and Malovrh’s 
(2020) comparative study of face-to-face vs. flipped approaches in beginner 
Spanish showed that the students from the flipped classroom progressed 
either in the same way or outperformed the control group in the areas of 
speaking and listening due to the increased opportunity for in-class practice. 
Providing further insights into the relationship between flipped learning 
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and language skills, Tadayonifar and Entezari (2020) found evidence that 
flipped classrooms affected learning skills differently, with speaking skills 
showing the greatest amount of improvement.

With regard to the teaching of grammar, Cerezo et al. (2016) show that 
the flipped classroom and an inductive approach to grammar teaching can 
go hand in hand. They investigated the learning of Spanish grammatical 
structures (the verb gustar) and their findings revealed that students 
who were taught the grammatical structures via an inductive approach 
outperformed the control group students on almost all productive post-
tests and also experienced greater retention. In addition, they found that 
the guided induction group were more aware of the Spanish structures and 
more capable of retaining recently acquired knowledge. These findings are 
particularly relevant for our study, which combines the flipped approach 
with inductive teaching.

2.5. Independent learning

Another important research finding for this project is in the area of ‘self-
regulation’, which is in fact understudied and which our project aims to 
address. As effectively expressed by Jaramillo (2019, p. 54):

the nature of the flipped approach requires students to be persistent, 
committed, and able to strategically organize their time, set their 
goals, and manage the freedom to study by themselves. In other 
words, students are to develop agency and self-regulation behaviors 
to benefit from the flipped model.

Taking responsibility for one’s own learning is central to the interpretation 
of learner autonomy (Macasking & Taylor, 2010), and recent evidence 
suggests that a flipped model is perceived as one that promotes autonomy 
because (among other factors) it relies on students making choices about 
their learning process, pace and materials (Tsai, 2021). However, the 
development of self-regulated behaviour can be challenging. The inability 
to engage with the flipped methodology is addressed in the study of Garcìa 
Medina (2017, as referred to in Andujar & Nadif, 2022), who found that 
some students (specifically those over the age of 40) struggled to complete 
their pre-class activities. To foster independent learning within a flipped 
classroom, goal setting and peer feedback are discussed as valuable strategies 
in Shyr and Chen’s (2018) study.
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Finally, strictly connected to the issue of self-regulation, learner training 
is the focus of Tecedor and Perez’s study (2019) on Spanish in a university 
setting. Through a large-scale survey, the authors identified the following 
predictors of satisfaction with flipped instruction: elementary course, earlier 
experience with flipped approach and understanding how the platform 
works. Difficulties encountered by students included not being able to get 
feedback while on the online platform, not understanding the feedback, 
accommodating their expectations and taking responsibilities. The authors 
emphasise the importance of training students (in an ongoing way) to 
understand the philosophy behind the flipped model, which can be achieved, 
for example, by giving them lists of best practices and studying behaviours or 
helping them connect online tasks with in-class activities. The importance 
of explaining and consistently monitoring students’ understanding of the 
structure and benefits of the approach are also identified in Zhang and Zou’s 
summary (2022) of state-of-the-art technologies used in language education 
in the last few years ‘in case some students do not understand the meaning 
of the approach or cannot regulate themselves to keep up with the learning 
pace’ (p. 21).

The connection between the flipped approach and issues of agency and 
accountability has important implications for the role of the teacher in 
the flipped approach. When students are actively engaged with their own 
learning, the teacher becomes ‘a guide’ (Andujar & Nadif, 2022, p. 1138). 
Indeed, Basal (2015) considers the teacher’s function of guiding the student 
to be ‘the most important element for securing desired outcomes’ (p. 34). 
Before teachers even begin engaging with students in the classroom, however, 
we know they play a crucial role in the restructuring and innovating of 
courses through technology. As convincingly articulated by Warschauer and 
Meskill (2000, p. 316):

the key to successful use of technology in language teaching lies not 
in hardware or software but in ‘humanware’—our human capacity as 
teachers to plan, design and implement effective educational activity.

In the next section, we discuss the design of our flipped course for beginner 
Italian.



133

5. FLIPPING THE CLASSROOM IN BEGINNER ITALIAN

3. Research questions
The aim of this research was to understand how students responded to our 
flipped course and what language educators can learn in terms of future 
implementations of the flipped model. Our two main research questions were:

1.	 How did students perceive their experience with the flipped Italian 
beginner course?

2.	 Did students feel the approach promoted independent learning?

The first question implies issues of satisfaction, enjoyment, perception 
of usefulness and effectiveness. The second question covers the area of 
accountability and self-regulation. In addressing our questions we aim to 
offer an investigation of students’ perceptions in relation to computer literacy, 
completion of the online tasks, understanding of the underlying pedagogy and 
other factors that were believed to be influential in shaping these perceptions.

4. Course design
Theoretically, our course design is framed within a cognitive model of 
language processing (cf. Ellis & Wulff, 2019). It combines an inductive 
approach to language learning with explicit grammatical instruction and 
emphasises active, independent learning.

Without changing the essence of the flipped model, and supported by 
scholarly works in the field, we designed a course that follows a cycle of four 
main learning phases (Figure 5.1).

As illustrated in Figure 5.1, our dialogic model guides learning through 
scaffolding within a sequence of coordinated activities. In their first class, the 
one-hour Tutorial 1, students are introduced to vocabulary and grammatical 
structures. Following an inductive instruction approach, in this first class, 
students are guided to become aware of the input, challenged to think and 
trained in the various levels of metacognition/cognitive processes, like noticing, 
patterning, categorising, inferring, making hypotheses, rule formulation and 
activation of prior knowledge. The next step in the cycle consists of explicit 
instruction via videos, which is then followed by the two-hour class, Tutorial 
2, devoted to active learning, problem-solving and overall language practice. 
The weekly cycle concludes with out-of-class online consolidation activities 
and revision, also referred to as ‘post-class activities’.
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Figure 5.1 Flipped model
Source: Created by author.

The main online content of the course, the so-called ‘pre-class component 
of Tutorial 2’, consists of 25 video lessons, which cover the grammar 
topics of the course. Each video is linked to a quiz aimed at verifying 
understanding of the topic. The video lessons were designed and created 
by one of the authors and are usually about five minutes in length and 
never more than 15 minutes long. The videos (two to three per week) were 
made available after the first tutorial (on Tuesday afternoon) and had to 
be watched before the second tutorial (on Thursday). Following Chuang 
et al. (2016), we integrated a quiz in each video as a strategy to ‘regulate the 
viewing of the videos and ensure necessary exposure to new course materials 
before attending face-to-face class meetings’ (p. 58). For the consolidation 
phase, after the second tutorial, there was also a total of 22 online activities 
(referred to as ‘e-tivities’, mainly quizzes with unlimited attempts), which 
covered listening, reading, writing and grammar practice.

Altogether, this online content counted towards 10 per cent of the final 
mark. Marks were given for completing the online activities but not on the 
basis of performance, and students received immediate feedback on every 
quiz. The benefit of assigning some grades for the completion of pre-class 
activities is now supported by existing studies finding that ‘whether there 
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is a measure of pre-class engagement in a flipped classroom affects student 
outcomes’ (Strelan et al., 2020b, p. 297). This, as we discuss further, did 
play a role in students’ positive experience with the course.

Finally, and very importantly, we planned our in-class interactive activities 
so we could focus on those areas that students usually find more challenging 
(O’Flaherty & Philips, 2015), such as productive tasks like speaking. This 
also favoured the provision of feedback, a key determinant of students’ 
learning (Caruso et al., 2019; Ellis, 2017; Nassaji & Kartchava, 2017).

The structure of the course was fully explained in an introductory video 
recorded by the course coordinator and made available on the LMS (learning 
management system) before the start of the course. In the second semester 
unit, guided by the literature (Moranksi & Kim, 2016; Jaramillo, 2019; 
Tecedor & Perez, 2019) and by our semester one feedback, we designed, in 
addition to the video, a single introductory lecture in the first week, to offer 
further orientation on the understanding of the flipped approach.

5. Methodology

5.1. Setting and participants

At the University of Western Australia, Italian language courses were 
introduced in 1929, and now Italian is one of eight modern languages taught 
there. Italian can be studied as part of a major (first or second), as a minor 
or an elective.1 Italian is also offered at the postgraduate level and within 
the Diploma of Languages. Students can start at beginner, intermediate 
or near-native level and can enrol in Italian in their first, second or third 
year of university study. Italian attracts students from a variety of linguistic 
and cultural backgrounds, including students of Italian background and 
international students. Around 300 students enrol in Italian classes every 
year, with an overall majority of beginner students enrolled in a Bachelor 
of Science. The first course in the beginner sequence (ITAL1401) is 
offered in both the first and second semesters. The implementation of the 
flipped approach was originally prompted not only by a wish to innovate 

1	  At the time of carrying out the research, students from all faculties could also study an Italian 
course as a ‘broadening unit’—that is, courses related, broadly speaking, to multicultural and global 
understanding.
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and improve our courses, but also by the decreasing attendance at lectures, 
the increasing number of non–Italian major students interested in greater 
flexibility, and by the university itself promoting new directions in teaching.

Participation in this study was voluntary and was sought in class. Our 
semester one course included 94 students, while semester two had 54 
enrolled students. They were all invited to participate in the study by 
completing an anonymous survey (cf. 5.2 below). A total of 76 students 
completed the survey (51.4%). The demographics of the study participants 
are summarised in Table 5.1.

Table 5.1 Demographics of participants (summary)

Semester one Semester two

Number of participants 55 (59% of enrolled 
students)

21 (40% of enrolled 
students)

Age 67% 18–24
10% 45–54
9% 55–64

5% 65 and older

67% 18–24
19% 25–34

14% above 45 (3 students)

Gender 73% F, 25% M,  
2% no answer

62% F, 38% M

Degree of enrolment 45% Bachelor of Arts
24% Bachelor of Science

52% Bachelor of Science
19% Bachelor of Arts

Italian as major 24% 0%

Italian as broadening unit 65% 90%

Enrolment level 75% first year
11% third year

9% second year

57% first year
24% third year

14% second year

Declared computer literacy 53% advanced 81% advanced

Source: Compiled by author.

5.2. Research instrument and procedures

To evaluate the student’s experience with the flipped approach, an 
anonymous  survey was run on Qualtrics at the end of each semester 
(Appendix). The link to the survey was made available via the course LMS 
page. The survey included 25 multiple-choice questions covering, in  the 
first  part, the students’ demographics and study background, and, in 
the second part, their learning experience. We investigated access and use 
of the online resources, engagement with the material and the course, possible 
technical difficulties, as well as the students’ perceptions of their experience 
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in terms of enjoyment, effectiveness for learning and accountability. The 
questions eliciting the students’ perceptions of the flipped approach were 
designed as a 5-point Likert scale, from Strongly Agree (5) to Strongly 
Disagree (1). The survey also included a final open question, ‘Did you get 
what you expected from a flipped classroom experience? What would you 
want more/less of? (e.g. too much/little online content; or too much/little 
face-to-face time)’, which allowed us to collect valuable qualitative data.

The quantitative data were analysed statistically through SPSS, with the 
significance level set at the standard of 0.05. Chi-square and regression 
tests were used to identify relationships between variables. The comments 
to the open question were analysed using the NVivo software package, 
with the aim of identifying emerging common themes.

Before presenting the results, it is important to consider that the participants 
from the two semesters differ with regard to some of their demographics. 
For example, in semester two, only 19 per cent of students were enrolled in 
an arts degree as opposed to 45 per cent in semester one (p = 0.017, based 
on chi-square test). Furthermore, in contrast with semester one, semester 
two did not include any students who wished to major in Italian (p = 0.024; 
p < 0.05). For these reasons, to analyse data from both semesters at once 
(and thus create a larger sample size), we used ordinal logistic regression 
or binary logistic regression where possible, with ‘semester’ as a control 
variable. This adjusts for potential differences between semesters.

6. Results and discussion
In the sections that follow we present and discuss the quantitative data 
pertaining to the students’ perception of the flipped approach with respect 
to three main areas: enjoyment/satisfaction, effectiveness and accountability. 
We then turn to the qualitative data to provide further insights.

6.1. Enjoyment and overall satisfaction

The measure of enjoyment in relation to the flipped approach can be first 
drawn from the responses to the survey questions Q19a—‘I enjoyed not 
having to come to a weekly lecture in this course and being able to access 
unit content via the Video Lessons’, and Q19b—‘I enjoyed the flexibility of 
content delivery in this course’, as presented in Table 5.2.
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Table 5.2 Enjoyment

SA (5) A (4) N (3) D (2) SD (1) Mean SD

Q19a. I enjoyed 
not having 
to come to a 
weekly lecture

Sem 1 22  
(44%)

12 
(24%)

11 
(22%)

2 
(2.4%)

3 
(6%)

3.96 1.17

Sem 2 13 
(61.9%)

6 
(28.6%)

2 
(9.5%)

– – 4.52 0.66

Q19b. I enjoyed 
the flexibility 
of content 
delivery

Sem 1 29 
(55.8%)

18 
(34%)

3 
(5.8%)

1 
(1.9%)

1 
(1.9%)

4.40 0.84

Sem 2 14 
(66.67%)

5  
(23.8)

1 
(4.8%)

1 
4.8%)

– 4.52 0.79

Source: Compiled by author.

Students clearly appreciated the flexibility of the flipped approach (SA+A = 
90%, in both semesters), and most also enjoyed the fact that the lecture had 
been replaced with online video lessons, although the extent of agreement 
with Q19a varies between semesters. The relationships shown in Table 5.3 
help us gain more insights into these results. For example, the analysis shows 
that the likelihood of agreement on question 19a decreases with age—in 
other words, the older the student is, the less likely it is that they enjoyed 
not going to a lecture. Furthermore, there is an association between enjoying 
not having to go to a lecture and computer literacy. The odds ratio (2.5, p 
= 0.003) indicates that the more advanced students are in their computer 
literacy, the more likely they are to be satisfied with the online delivery. 
These findings have important implications in terms of ensuring support 
for all students who may be lacking digital literacy.

Table 5.3 Factors related to students enjoying not having to go to weekly 
face-to-face lectures

Dependent variable: Q19a. I enjoyed not having to go to a weekly lecture  
(5-point Likert scale) 

Q2 - Age
(ten-year brackets)

odds ratio 0.554, p-value <0.001

Q9 - Computer literacy
(5-point scale, ‘poor’ to ‘expert’)

odds ratio 2.5, p-value = 0.003

Notes: The independent variables were each tested separately using ordinal logistic 
regression. ‘Semester’ was used as a control variable in each case.
Source: Compiled by author.
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The analysis identified two further significant relationships in the area of 
enjoyment. As shown in Table 5.4, enjoyment of flexible content delivery 
is associated with both the completion of the video lessons, and the 
completion of the post-class online activities (odds ratio = 2.659, p-value = 
0.024). Completion of the online content of the course clearly goes hand in 
hand with an appreciation of the flexibility allowed by the flipped approach, 
suggesting that students may be prompted into action by engaging with 
materials that are delivered online.

Table 5.4 Relationship between enjoyment of flexibility of content and 
completion of online content

Dependent variable: Q19b. I enjoyed the flexibility of content delivery  
(5-point Likert scale)

Q14—Completion of video lessons
(4-point scale, ‘never’ to ‘always’)

odds ratio = 3.344, p-value = 0.05

Q16—Completion of online activities
(3-point scale, ‘always’, ‘more than half’, 
‘less than half’)

odds ratio = 2.659, p-value = 0.024

Note: The independent variables were each tested separately using ordinal logistic 
regression. ‘Semester’ was used as a control variable in each case.
Source: Compiled by author.

The results of the survey show that the great majority of students appreciated 
the flexibility of the course as well as not having to attend the weekly lecture, 
although age and computer literacy influenced the level of satisfaction. 
Moreover, the appreciation of the flipped structure of the course is closely 
related to student engagement in the course, as demonstrated by the higher 
level of completion of online video lessons and post-class consolidation 
activities among students who enjoyed the flexibility of content delivery. 
This is an important finding, as student satisfaction has a positive effect on 
student performance, motivation and retention and, more broadly, on the 
success of the course (Strelen et al., 2020b).

6.2. Effectiveness

The perceptions of the effectiveness of the approach and the usefulness 
of the online materials emerge from the responses to the questions from 
Table 5.5, which are all very positive.
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Table 5.5 Students’ perceptions of the effectiveness of the flipped 
approach

SA (5) A (4) N (3) D (2) SD (1) Mean SD

Q19c. The 
video lessons 
were useful in 
my learning 
experience in 
ITAL1401

Sem 1 38 
(73.1%)

11 
(21.2%)

2 
(3.9%)

1 
(1.9%)

– 4.65 0.65

Sem 2 14 
(66.7%)

6 
(28.6%)

1 
(4.8%)

– – 4.62 0.58

Q19d. Being able 
to watch the 
video lessons 
at my own pace 
was useful for 
my learning

Sem 1 39 
(75%)

10 
(19.2%)

2 
(3.9%)

– 1 
(1.9%)

4.65 0.73

Sem 2 16 
(76.2%)

5 
(23.8%)

– – – 4.76 0.43

Q19e. 
Completing the 
video lessons 
allowed me 
to be well-
prepared for 
Tutorial 2

Sem 1 26 
(50%)

18 
(34.6)

6 
(11.5%)

1 
(1.9%)

1 
(1.9%)

4.29 0.88

Sem 2 13 
(61.9%)

6 
(28.6%)

1 
(4.8%)

1 
(4.8%)

– 4.48 0.79

Q19f. The 
weekly online 
activities helped 
me keep up with 
the work

Sem 1 27 
(51.9%)

18 
(34.7%)

2 
(3.9%)

4 
(7.7%)

1 
(1.9%)

4.27 0.98

Sem 2 14 
(66.7%)

5 
(23.8%)

1 
(4.8%)

1 
(4.8%)

– 4.52 0.79

Q19g. The 
weekly online 
activities 
taught me the 
importance of 
regular practice

Sem 1 31 
(59.6%)

12 
(23.1%)

6 
(11.6%)

2 
(3.9%)

1 (1.9) 4.35 0.96

Sem 2 13 
(61.9%)

5 
(23.8%)

1 
(4.8%)

2 
(9.5%)

– 4.38 0.95

Q19i. The 
weekly e-tivities 
were useful in 
my learning 
experience

Sem 1 30 
(57.7%)

15 
(28.9%)

4 
(7.7%)

2 
(3.9%)

1 
(1.9%)

4.37 0.92

Sem 2 13 
(61.9%)

8 
(38.1%)

– – – 4.62 0.49

Q19k. Overall 
the flipped 
approach was 
effective for 
my learning of 
Italian

Sem 1 24 
(46.2%)

18 
(34.6%)

7 
(13.5%)

2 
(3.9%)

1 
(1.9%)

4.19 0.94

Sem 2 15 
(71.4%)

3 
(14.3%)

3 
(14.3%)

– – 4.57 0.73

Source: Compiled by author.
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As Table 5.5 illustrates, agreement on all these statements was very high. 
Combining the responses for SA with those for A, we obtain an agreement 
rate of 81–100 per cent, with an overall higher agreement for semester two. 
Students from both semesters particularly appreciated the video lessons 
(Sem. 1—SA 73.1%, A 21.15%; Sem. 2%—SA 66.7%, A 28.6) and 
being able to watch them at their own pace (Sem. 1—SA 75%, A 19.2%; 
Sem. 2—SA 76.2%, A 23.8), confirming the findings of earlier research on 
the benefits of flexible learning modes of delivery (cf. Strelan et al., 2020a, 
2020b; Drennan et al., 2005).

The analysis has also identified some significant relationships. All of the 
statements relating to the effectiveness of the approach are associated with 
the completion of the online materials, as illustrated in Table 5.6, with some 
relationships significant at a 0.1 per cent level.

Table 5.6 Overall effectiveness and completion of online content

Dependent variables
(all measured by 5-point Likert scale)

Q14 Completion of 
video lessons
(4-point scale, 

‘never’ to ‘always’)

Q16 Completion of 
online activities

(3-point scale, 
‘always’, ‘more than 

half’, ‘less than half’)

Q19c. The video lessons were useful in 
my learning experience in ITAL1401

odds ratio = 7.936, 
p-value <0.001

odds ratio = N/A, 
p-value = 0.001

Q19d. Being able to watch the video 
lessons at my own pace (pausing and 
rewinding as I pleased) was useful for 
my learning

odds ratio = 4.310, 
p-value = 0.004

odds ratio = 4.169, 
p-value = 0.004

Q19e. Completing the video lessons 
allowed me to be well prepared for 
Tutorial 2

odds ratio = 3.593, 
p-value = 0.003

odds ratio = 3.264, 
p-value = 0.006

Q19f. The weekly online activities 
helped me keep up with the work

odds ratio = 4.339, 
p-value = 0.001

odds ratio = 4.891, 
p-value <0.001

Q19g. The weekly online activities 
taught me the importance of regular 
practice for language learning

odds ratio = 2.663, 
p-value = 0.023

odds ratio = 2.802, 
p-value = 0.016

Q19h. I was motivated to complete the 
weekly online activities because they 
counted towards the assessment

odds ratio = 4.701, 
p-value <0.001

odds ratio = 3.357, 
p-value = 0.005

Q19i. The weekly e-tivities were useful 
in my learning experience in ITAL1401

odds ratio = 4.196, 
p-value = 0.002

odds ratio = 4.429, 
p-value = 0.021

Q19k. Overall the flipped approach 
was effective for my learning of Italian

odds ratio = 4.843, 
p-value <0.001

odds ratio = 2.656, 
p-value = 0.021

Notes: The independent variables were each tested separately using ordinal logistic 
regression. ‘Semester’ was used as a control variable in each case.
Source: Compiled by author.
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The results above provide evidence that students perceived the flipped 
approach as effective for their learning, confirming research on the benefits 
that such an approach has on cognitive load management (Tonkin et al., 
2019). Moreover, student responses indicate that by having to complete 
pre- and post-class activities as an integral part of the course, they learned 
the benefits of regular practice as a key strategy of language learning, 
contributing therefore to their self-regulation skills (cf. Jaramillo, 2019).

In addition, the motivation to engage with online activities deriving from 
having a grade associated with their completion is strongly associated with 
actually completing the task (Q19h, p < 0.001). One student commented 
in the survey open question, ‘Having marks allocated to the quizzes helped 
me to keep on top of the content before class’, further clarifying the benefit 
of the online content for managing the course workload, and of having 
a measure of online engagement for learners’ motivation. These findings 
support the findings of previous research on the positive effect of assessing 
pre-class engagement (Strelan et al., 2020b), but also the well-established 
view on the power of assessment in prompting action—the so-called 
‘hidden curriculum’ (Snyder, 1971). Finally, the statement ‘I was motivated 
to complete the weekly online activities because they counted towards the 
assessment’ is also associated with watching the introductory video (odds 
ratio = 0.088, p-value = 0.043), which emphasises the importance of 
preparing students for the experience with the flipped classroom (Tecedor 
& Perez, 2019).

6.3. Accountability

One particular area of interest in this project was how the course pedagogy 
impacted on students’ accountability. The large majority of the students 
from our sample demonstrate positive perceptions towards being made 
accountable through the flipped teaching, with an overall agreement 
rate for ‘The flipped approach in this course made me feel I had greater 
responsibility for my learning’ of 81 per cent and 90 per cent (SA + A) in 
semester one and semester two, respectively.

In a similar fashion to previous associations, the rate of agreement about 
the effect of the flipped approach on accountability is also related to  the 
completion of the online content (Table 5.7), supporting the close 
relationship between engaging with online content and feeling responsible 
for their own learning.
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Table 5.7 Flipped approach and accountability

Dependent variable: Q19j. The flipped approach in this course made me feel I had 
greater responsibility for my learning (5-point Likert scale)

Q12. How many tutorials of ITAL1401 have you attended 
during the semester?
(3-point scale; ‘Less than half’, ‘More than half’,  
‘All or almost all’)

odds ratio = 3.702, 
p-value = 0.050

Q14. Completion of video lessons
(4-point scale, ‘never’ to ‘always’)

odds ratio = 2.857, 
p-value = 0.015

Q16. Completion of online activities
(3-point scale, ‘always’, ‘more than half’, ‘less than half’)

odds ratio = 2.517,  
p-value = 0.029

Notes: The independent variables were each tested separately using ordinal logistic 
regression. ‘Semester’ was used as a control variable in each case.
Source: Compiled by author.

Unsurprisingly, a significant association was also found between the 
students’ perceptions of their increased responsibility and their attendance 
at in-class tutorials. While the relationship may not be causative, it suggests 
that accountability encompasses the recognition that engaging in face-
to-face activity is important for the learning process. This result adds to 
previous findings on how the flipped classroom can lead to improved 
attendance (Gasparini, 2020). Moreover, we found that the agreement on 
statement Q19j is significantly higher (p = 0.026) among students from 
semester two than among students from semester one. This finding may be 
explained with reference to the demographics of the different cohorts, with 
the younger age group of semester two possibly needing a more scaffolded 
and monitored approach to learning (cf. Shyr & Chen, 2018).

6.4. Interactivity, clarity, learning at your own pace 
and balance: Insights from students’ comments

A total of 47 comments were elicited through the final survey question, 
‘Did  you get what you expected from a flipped classroom experience? 
What would you want more/less of? (e.g. too much/little online content; 
too much/little face-to-face time)’. Although they did not provide a large 
qualitative data sample, the comments were analysed and coded using 
NVivo, which identified some clear themes in connection to the areas of 
satisfaction and effectiveness. Apart from a few general responses (‘It was 
great’, ‘I enjoyed the flipped classroom’, ‘I thought it was really good’, 
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‘I really enjoyed it’), a number of comments link the students’ enjoyment of 
the flipped classroom to the increased opportunity for active learning, as in 
the examples below.2

The flipped classroom experience was great! I thought it was nice to 
get three hours of small group tutorials a week, in many of my other 
first-year units there is very little interaction outside of lectures.

I enjoyed that we focused a lot on speaking, my other languages 
don’t do that.

Enabled more face-to-face in tutorial time.

Other comments specifically point to the quality of the online content:

Federica’s online videos (and all the other online content) themselves 
were well presented, clear and, I’m sure, useful to my learning 
experience.

The recorded lectures were very clear and made it easy to understand 
the concepts.

I enjoyed how there were informative slides behind the teacher, that 
the teacher taught slowly so I could keep up and how she translated 
everything into English.

As well, I found the tutorial videos really entertaining and easy to 
follow. Thanks!

Some students emphasised the opportunity for learning at their own pace 
and for revising:

I had no expectations coming into the unit, as I had never done 
a course with flipped learning. I quickly grew to love the content 
delivery. You can learn at your own pace, and always go back to the 
videos if more help is needed later down the line/for revision.

I really enjoyed the flipped experience, particularly because I could 
access the post-tutorial activities very easily for revision.

2	  All comments are quoted in their original form.
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Another theme that emerges strongly in the data, partly prompted by the 
survey question, is the balance between online and face-to-face activities, as 
exemplified by the comments below. Although the majority of comments 
suggest that students were satisfied with the amount of online content, not 
every student agreed:

There was always enough online activities, but never so many that 
I had difficulty finding time to complete them.

I thought the online/classroom balance was basically perfect, so I don’t 
think much should change (if at all!).

At times too much online content.

The only negative comment in the data showing clear resistance to the 
flipped approach was:

I disliked how much the course relied on students watching videos 
online. Why should I study Italian at university when I could just 
watch youtube videos on grammar, or do duolingo for free?

This comment addresses the very question of why to adopt the flipped 
classroom at university. We discuss this aspect in the next and final section.

6.5. Understanding and embracing the pedagogy

Although the students’ evaluation of the flipped classroom is largely 
positive, some comments emphasise the importance of ensuring a clear 
understanding of its pedagogy. For example, the first two comments below 
reveal dissatisfaction with the sequencing of the content:

Yes, although would have enjoyed watched (sic) videos before 
Tutorial 1 to get some prior learning of the new content in advance.

I liked the online videos, but maybe instead of two video lessons a 
week, maybe one video lesson post tutorial 1, and then a face-to-face 
lecture.

As discussed earlier (Section 2), the sequence of the content is a pillar of 
the flipped pedagogy and it is crucial that students understand the place 
of the pre-class engagement in the teaching cycle and that ‘flipped learning 
is not simply adding lecture videos outside the classroom’ (Basal, 2015, 
p. 34). The next comment is also useful in identifying possible elements 
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of dissatisfaction, as it reveals the implications that information gaps (in this 
case not knowing about the quizzes integrated in the videos) can have for 
engagement with a flipped course:

Since I didn’t start the class in week 1, I did not know about the 
integrated quizzes before a few weeks later, thought it was just the 
videos. Make it more clear that it is a test there, not just ‘click to 
launch’, to me that just sounds like I’m launching the video:)

Finally, it is important to consider that many studies on computer-assisted 
language learning have identified a correlation between computer literacy 
and satisfaction (Zhang & Zou, 2022). Since our data show that computer 
literacy is associated with age (p = 0.017; p < 0.05), it is reasonable to 
infer that age may be a variable of satisfaction, with older learners less 
inclined to embrace the flipped pedagogy. Although the negative comments 
above cannot be linked in any way to age or computer literacy (but cf. 
Section 6.1 on the association between enjoyment and age), it is possible 
that for mature students, as indicated by Murillo-Zamorano et al. (2019, 
p. 2), the digital and audiovisual component of the flipped course does not 
generate the same ‘emotional connection’ as for generation Z, to whom 
the flipped approach appeals the most. Our findings, however, suggest that 
this lack of engagement among older students could certainly be due to 
lack of prior experience with digital educational designs rather than age 
in itself. Traditionally, higher education attracts many mature students 
to Italian courses, due to the appeal of Italian cultural heritage (Palmieri, 
2018; Caruso & Fraschini, 2021). These students need support to engage 
successfully with their course.

7. Conclusion
Our data reveal that the students’ experience with flipping was 
overwhelmingly positive. The students’ perceptions of the teaching 
approach employed in the beginner Italian course not only support future 
implementation of the flipped pedagogy, but also yield important evidence 
on the benefits of flipping the language classroom. The analysis discovered 
positive associations between flexible content delivery on the one hand, and 
student satisfaction, their ability to develop knowledge at their own pace, 
and their recognition of regular practice as an effective strategy in language 
learning on the other.
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The evaluation of our flipped approach was slightly more positive in 
semester two, possibly due to some extra steps taken in promoting students’ 
understanding of the flipped pedagogy, like the addition of a face-to-
face lecture in Week 1. Following from the findings of the first survey, in 
particular the qualitative data, an orientation lecture was introduced at the 
start of semester two. This may have facilitated a better understanding of the 
underlying principles of the approach, particularly the place of the online 
content and the teaching sequence. Compared to semester one, a smaller 
cohort of students, more advanced computer literacy and a higher rate of 
digital natives may also explain the difference in evaluation.

A key outcome for us was in the area of accountability. In language learning, 
it is crucial that students understand the importance of regular work outside 
the classroom. In a flipped model, where practice in class is so intertwined 
with pre-class explicit instruction (delivered online), independent learning 
is not only naturally promoted but also becomes structural, or, in other 
words, a fundamental element of the approach.

Based on our findings, the main recommendations for educators interested 
in implementing a flipped language classroom are as follows: 1) introduce 
a measure of online pre-class engagement, for example via online quizzes; 
2) invest in explaining to learners the pedagogy of the flipped approach, 
particularly in connection with self-regulation, and in monitoring their 
understanding; 3) develop a plan for supporting students with technology 
literacy where required. While flipping the language classroom requires 
considerable commitment and organisation from educators, our findings 
demonstrate that the approach will have an invaluable positive impact on 
students’ learning experiences.
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Appendix

Survey

Q1 Please select your gender.
a.	 Male
b.	 Female
c.	 Prefer not to answer

Q2 Please select your age range.
a.	 Under 18
b.	 18–24
c.	 25–34
d.	 35–44
e.	 45–54
f.	 55–64
g.	 65 or older

Q3 Which degree are you enrolled in?
a.	 Bachelor of Arts
b.	 Bachelor of Commerce
c.	 Bachelor of Design
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d.	 Bachelor of Science
e.	 Bachelor of Philosophy
f.	 Other. Please specify

Q4 I am a
a.	 First-year student
b.	 Second-year student
c.	 Third-year student
d.	 Other. Please specify

Q5 Which of the following best describes your situation?
a.	 I am majoring in Italian Studies
b.	 I am taking ITAL1401 as a broadening/elective unit
c.	 I am not sure yet
d.	 Other. Please specify

Q6 How many languages other than Italian and English do you speak?
a.	 0
b.	 1
c.	 2
d.	 3 or more

Q7 Did you study Italian at high school?
a.	 No
b.	 Yes, only in Year 7
c.	 Yes, till Year 8
d.	 Yes, till Year 9
e.	 Yes, till Year 10
f.	 Yes, till Year 11
g.	 Other. Please specify

Q8 Did you live in Italy for more than three months?
a.	 No
b.	 Yes. Please specify when
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Q9 I rate my computer literacy as
a.	 Expert
b.	 Advanced
c.	 Intermediate
d.	 Basic
e.	 Poor

Q10 Did you start the course in week 1?
a.	 Yes
b.	 No

Q11 Before starting the course, did you watch the introductory video 
prepared by the unit coordinator to introduce the unit?

a.	 Yes
b.	 No, I never watched it
c.	 No, but I watched it after starting the semester

Q12 How many tutorials of ITAL1401 have you attended during 
the semester?

a.	 All or almost all
b.	 More than half
c.	 Less than half

Q13 I have accessed the online materials through (you can select more 
than one choice).

a.	 my desktop computer
b.	 my laptop
c.	 my smartphone
d.	 my tablet
e.	 the computers in the library
f.	 all of the above
g.	 Other. Please specify
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Q14 I have completed the Video Lessons & integrated quizzes before 
Tutorial 2.

a.	 Always
b.	 More than half
c.	 Less than half
d.	 Never

Q15 If you have NOT completed the Video Lessons & integrated quizzes 
BEFORE Tutorial 2, please tell us why. You can select more than one option.

a.	 I forgot
b.	 I have experienced technical problems with the videos
c.	 I am not a tech-savvy
d.	 I thought I could still be prepared for Tutorial 2
e.	 I thought I could get a good final mark for the whole unit anyway
f.	 I did not have time
g.	 I already knew the topic
h.	 Other
i.	 Not applicable

Q16 I have completed the Post-Tutorial 2 activities regularly (before the 
following week).

a.	 Always
b.	 More than half
c.	 Less than half
d.	 Never

Q17 If you have NOT completed the Post-Tutorial 2 activities regularly, 
please tell us why. You can select more than one option.

a.	 I forgot
b.	 I have experienced technical problems
c.	 I am not a tech-savvy
d.	 I thought I could get a good final mark for the whole unit anyway
e.	 I did not have time
f.	 I didn’t enjoy them
g.	 I didn’t find them useful
h.	 Other
i.	 Not applicable
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Q18 Please indicate whether you agree or disagree with the following 
statements.

a.	 It was easy to access the videos lessons and integrated quizzes
b.	 It was easy to access the Post-Tutorial 2 activities

Q19 Please indicate whether you agree or disagree with the following 
statements.

a.	 I enjoyed not having to come to a weekly lecture in this course 
and being able to access unit content via the Video Lessons

b.	 I enjoyed the flexibility of content delivery in this course
c.	 The Video Lessons were useful in my learning experience in 

ITAL1401
d.	 Being able to watch the Video Lessons at my own pace (pausing 

and rewinding as I pleased) was useful for my learning
e.	 Completing the Video Lessons allowed me to be well prepared for 

my Tutorial 2
f.	 The weekly online activities helped me to keep up with the work
g.	 The weekly online activities taught me the importance of regular 

practice for learning Italian
h.	 I was motivated to complete the weekly online activities because 

they counted towards the assessment
i.	 The weekly online activities were useful in my learning experience 

of ITAL1401
j.	 The flipped approach in this course made me feel I had greater 

responsibility for my learning
k.	 Overall the flipped approach was effective for my learning of Italian

Q20 Please indicate whether you agree with the following statements. 
During the TUTORIALS …

a.	 I was able to practice my language skills through interaction with 
the teacher

b.	 I was able to practice my language skills through interaction with 
other students

c.	 I feel that enough time was dedicated to using the new weekly 
language structures

d.	 I feel that enough time was dedicated to learning new vocabulary
e.	 I feel that enough time was dedicated to pair/group interaction
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Q21 Which of the following language skills would you have liked to 
practice more during the tutorials? You can select more than one skill.

a.	 Speaking
b.	 Writing
c.	 Vocabulary
d.	 Reading
e.	 Grammar
f.	 Listening

Q22 Did you encounter any technical difficulties with watching the Video 
Lessons or submitting the integrated quizzes? You can select more than 
one option.

a.	 None
b.	 It took a long time for the videos to play
c.	 My Internet at home is not good
d.	 I could not access the Video Lessons from my tablet
e.	 I could not submit the quiz from my smartphone
f.	 Other

Q23 Did you encounter any technical difficulties with completing the 
online Post-Tutorial 2 activities? You can select more than one option.

a.	 None
b.	 Videos took a long time to play
c.	 My Internet at home is not good
d.	 I could not do the activities on my smartphone
e.	 I could not do the activities on my tablet
f.	 I didn’t have the software required for some activities
g.	 Other

Q24 Please provide further details on the technical issues you have 
experienced, if applicable.

Q25 Did you get what you expected from a flipped classroom experience? 
What would you want more/less of? (e.g. too much/little online content; 
or too much/little face-to-face time … )
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