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Abstract 
Flipped classroom pedagogy has become popular in several different disciplines. Key advantages 
being the increased level of lecturer and student interaction, which can have a positive impact on 
students’ motivation, engagement, satisfaction and performance. However, there is limited evidence 
regarding such impact within business and management education. In order to explore best practice 
regarding the implementation of this pedagogy; action research was adopted to evaluate students’ 
motivation, engagement, satisfaction and performance in a postgraduate research methods module, 
focusing on different cohorts (2014-15, 2015-16 and 2016-17). The flipped classroom approach was 
delivered in 2016-17 using Socrative quizzes reinforced by in-class activities and support via 
Whatsapp, Viber, PowerPoint with narrations, Youtube / TED videos and online reading materials 
(before and after the classes). This was compared to the 2015-16 cohort when a blended teaching 
approach was adopted and the 2014-15 cohort when a more traditional teaching style was used. 

Many challenges were acknowledged when the flipped approach was adopted. Compared to results in 
2014-15: students’ motivation, engagement, satisfaction and performance were improved significantly 
when a more blended teaching strategy (2015-16) was used. However, there were no significant 
differences between this blended teaching approach (2015-16) and the flipped classroom approach 
(2016-17) in terms of students’ motivation, engagement, satisfaction and performance; according to 
the feedback from questionnaires, focus groups and their performance results. Although students’ 
satisfaction of the module was improved in 2016-17. Moreover, influencing factors of an effective use 
of a flipped classroom were identified and evaluated according to the students’ perceptions and 
performance. Additionally, this research developed an evidence-based conceptual framework to help 
educators to design curriculum with rigorous evidence-based teaching strategies. 
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1 INTRODUCTION 
This is a summative research project concerning the before and after effects of a flipped classroom 
approach on MSc accountancy students within a research methods module between 2015 and 2017. 
Action research was adopted to study the changes in students’ performance and behaviour during this 
period (traditional and didactic approach in 2015, blended teaching in 2016 and flipped classroom 
teaching in 2017). This research project aims to generate a curriculum framework regarding the use of 
a flipped classroom approach from evidence collected at a UK university. 

Research methods modules are potentially considered to be “dull, difficult and distressing” for students 
(Haslam & McGarty, 2014, p.1), and it can be one of the more difficult modules to teach (Bell, 2016; 
Denham, 1996; Rancer et al., 2013). This is due to (1) diverse perceptions on what should be taught 
in a research methods module (Earley, 2014; Earley, 2016; Daniel et al., 2017; Wagner et al., 2011); 
(2) low level of learner motivation as well their negative attitudes towards research methods (Murtonen 
et al., 2008); (3) students from different backgrounds may not have the required knowledge and skills 
(Benson & Blackman, 2003; Lehti & Lehtinen, 2005; Cowley, 2016). Evidence regarding the use and 
impact of flipped classroom teaching within business and management education in UK higher 
education appears to be limited (O’Flaherty & Phillips, 2015). As such, a flipped curriculum framework 
was developed in this research to match the characteristics of flipped classroom learning approaches 
and ensure that there are value-added benefits for students within each element of the curriculum 
(Brady & Kennedy, 2013) or hidden curriculum (Kelly, 2009), according to the analysis of the feedback 
from the respondents. 
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2 LITERATURE REVIEW 
When considering the impact of flipped learning approaches on student performance there is an ever 
growing body of research emerging (O'Flaherty & Phillips, 2015). Several empirical studies have 
focused on key student-focused issues, e.g. motivation, engagement, satisfaction and performance 
(Pierce & Fox, 2012; McLaughlin et al., 2013; Reeve, 2013; Wilson, 2013). Key research has noted 
the positive impact of a flipped learning approach on student scores (Wilson, 2013) both in terms of 
improved coursework grades (Hung, 2015) and also exam scores (Albert & Beatty, 2014; Mason et al., 
2013). In contrast (Zhao & Ho, 2014) have suggested that there is no clear link between flipped 
learning and improved student assessment scores. 

Research into flipped learning approaches has suggested that improved scores are accompanied by 
enhanced student satisfaction (Mason et al., 2013; Kim, 2017), engagement and motivation 
(McLaughlin et al., 2013). In their study of undergraduate pharmacy students (Ferreri & O'Connor, 
2013) noted that students suggested that their level of satisfaction had been increased as a result of 
the group work and communication-based elements of the flipped learning approach. Responses from 
a study of graduate nurse practitioners (Critz & Wright, 2013) indicated that the students in a flipped 
learning class felt satisfaction from the sense of empowerment they took from their experiences. 
(Forsey et al., 2013) researched a cohort of undergraduate sociology students; the feedback of the 
students suggested that the students were satisfied by what they perceived to be the flexibility and 
richness of their learning experiences. In contrast, it has been suggested that a flipped learning 
strategy as a method of improving student satisfaction can actually be counterproductive in the 
respect it can potentially reduce interaction normally found in a traditional class setting (Missildine et 
al., 2013). This was supported by (Strayer, 2012) who found in a study of mathematics students, that 
the students in the traditional learning context reported stronger feelings of satisfaction than the 
students in the flipped learning context. 

In addition to the suggestion of higher student satisfaction, (Hung, 2015) further concluded that a 
flipped learning approach had the ability to enhance student engagement through its potential for 
deeper analysis of learning materials. The issue of engagement was investigated by (Jamaludin & 
Osman, 2014) during their study of Teachers of English to Speakers of Other Languages (TESOL) 
students; their research concluded that a flipped learning approach could be effective in improving the 
emotional engagement of the students. Emotional engagement is encouraged through the intentional 
selection of materials by the tutor in order to stimulate deeper and further thinking on the part of the 
students (Taylor & Statler, 2014).  The suggestion of stimulating materials as a key element of 
engagement on flipped learning was touched upon by (McLaughlin et al., 2013) in their study of 
pharmaceutics students; they suggested that students were engaged through ‘real world’ case studies 
and materials. (McLaughlin et al., 2013) further supported the role of an ‘active-learning’ atmosphere 
in creating high levels of student engagement. 

A key thread of discussion in the research of flipped learning methods and impact is student 
motivation (Strayer, 2012). There have been several empirical studies which have indicated the 
positive impact of flipped learning approaches on students' motivation (Lieber, 2003; Bentley et al., 
2009; Braun & Sellers, 2012; Brown et al., 2016). In a study of accounting students (Lieber, 2003) 
concluded that the well-publicised scheduling of a daily quiz in every session would motivate students 
to prepare in readiness for the class. A later study by (Braun & Sellers, 2012) also monitored the use 
of daily quizzes on student motivation; they concluded that the scheduled presence of a quiz on the 
module could have a positive impact on the students' levels of motivation not only in terms of 
preparation but also their attendance and in-class participation. In their study of English as a Foreign 
Language (EFL) students (Chen et al., 2017) concluded that students are motivated by flipped 
learning approaches because of the sense of collaboration and convenience it gives them. Building on 
this suggestion of convenience as a motivator; research (Murdock & Williams, 2011; Norbrook & Scott, 
2003) has pointed to the importance of digital learning as a key method for providing accessibility and 
convenience to students in a flipped classroom environment. 

Further research has warned that students will not be motivated if they deem the flipped task to be 
unimportant or inappropriate. The responsibility in such situations is that of the tutor to ensure that the 
learning materials are sufficiently interesting and relevant; ensuring that the students feel a strong 
desire to complete the task (Chen et al., 2017). (Sansone & Thoman, 2005) described such feelings 
as ‘goal defined' motivation (the value placed on the learning experience by the student) and 
‘experience defined' motivation (the extent to which the student is interested in the learning materials 
and/or experience). A final broader warning comes from (Forsey et al., 2013, p.482) who stated that it 
is important for researchers in this area to be mindful of the potential for “Hawthorne effects” which 
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could potentially cause students to become more positive as result of a change in their working 
environment. 

3 RESEARCH METHOD  
Action research was employed to systematically monitor the practice and its impact (McNiff, 2016), 
this allows researchers to participate in the process and evaluate the impact with validity from the 
evidence-driven approach (Elliot, 1991; Feldman, 2007; Newton & Burgess, 2016). In 2015, when the 
traditional teaching methods were used; questionnaires (Nq1=6) and focus group (NF1=6) data were 
generated to evaluate MSc students’ experiences of research methods modules. This feedback was 
utilised to develop a curriculum in 2016 with a blended teaching strategy and a mixture of Socrative, 
online discussion forums, self-evaluations, peer evaluations, social media communication and 
exemplar-based feed-forward activities before assessments. Then questionnaires (NQ2=9) and focus 
group (NF2=9) data were collected from the 2015-2016 cohort students to develop the flipped 
classroom curriculum with the same mixture of strategies in 2017. This research focused on the 
analysis of questionnaires (NQ3=4) and the focus group data (NF3=4) from 2017 with the results from 
2015 and 2016 to evaluate the impact and generate a praxeological curriculum theory on flipped 
classroom teaching. 

A total of 24 variables were identified according to the first and second focus group results and 
characteristics of the flipped classroom approach.  Questionnaires with seven point-Likert scale were 
collected anonymously through SurveyMonkey on a voluntary basis. Focus groups were also 
conducted on a voluntary basis and lasted between 1.30 hours and 2 hours (these were facilitated by 
lecturers who are not teaching these students in order to avoid any possible conflict of interests). A t-
test was used to examine the before and after effects on students’ attainments and principle 
component analysis was applied to evaluate the most important factors according to students’ 
perceptions. Focus group results were analysed in NVivo 10 with thematic analysis.  

4 RESULTS 
The flipped curriculum teaching plan used in this research was adapted from both implementation and 
reflection models (Hoffman, 2014; Earley, 2016). Hoffman used the ADDIE model (Analyse, Design, 
Develop, Implement, Evaluate) and problem-centred approach for her curriculum design, while Earley 
developed a more detailed teaching plan to try to engage students through “learning by doing” and the 
provision of a more flexible learning environment. Although active learning or a problem-centred 
approach in research methods learning can be associated with students obtaining a higher level of 
knowledge and confidence (Allen & Baughman, 2016; Bell, 2016) there are also potential risks. Asking 
students to do active learning in the class when they are not prepared due to their prior level of 
knowledge and skills may impact on their confidence, engagement and motivation (Dineen et al., 
2005; Westwood, 2004). Moreover, according to the two focus groups results from  2014-15 and 
2015-16, the majority of accountancy students at the MSc level are international students who may not 
have the required academic knowledge and skills relevant for research. As such, unlike (Estes et al., 
2014) who provided modelling and pre-tests in the pre-session, this research provided narrated 
PowerPoint slides along with key reading materials and TED/YouTube videos in the pre-session to 
help students to grasp the key fundamental knowledge and issues before the class.  

As illustrated in Fig. 1; after the pre-session work, an in-class activity was used to reflect, apply, 
design and develop through self-reflection, sharing, scaffolding, peer-evaluation, problem-centred 
tasks/formative assessments with Socrative quizzes. This was supported by a series of after-class 
activities in order to prepare for the summative assessments. Questions for questionnaires and focus 
groups were developed according to this framework and 24 variables (Fig. 2) were identified in relation 
to the relevant learning activities and assessments; which were considered in addition to the students’ 
levels of motivation, engagement, satisfaction and performance. All these variables can be used to 
summarise their learning experience in consideration of what happened during their module studies.  

4107



 
Figure 1: Flipped classroom: three stages, assessments and involvement indicators 

Key to the principle component analysis of these variables (Miciak et al., 2016), are: (1) the extent to 
which the actual class helped the students to understand the relevant issues; (2) pre-session was 
useful for the actual class; (3) students reviewed the slides after the class; (4) pre-session instruction 
was clear. These four variables may not be entirely significant, however, this does not mean they are 
unimportant according to the focus group results. Firstly, the extent to which the actual class aided 
students understanding is not significantly correlated with the other variables; all the results from the 
questionnaires are positive regarding this question. Secondly, whether the pre-session was helpful 
and if the instruction was clear; these two variables might be difficult to be evaluated by students due 
to (i) most students felt they did not have sufficient time to complete tasks for the pre-session, finding it 
difficult to balance their study, work and family time; (ii) students felt it was difficult to adapt their 
learning strategies and styles. For example, student 3 suggested: “for the other class, before the 
class, I review what I have done the week before”; (iii) misunderstanding of the purpose of research 
methods module exists and the students showed more interest and motivation for exam related ACCA 
modules, student 2 commented: “I thought it is just a class, and then later, I realise it is for the 
dissertation. I thought I can just make it up, and then, oh, it is going live”. Therefore, the only variable 
which might be insignificant is potentially (3) Students indicated that they felt they do not need to 
review the slides if they already studied them in the pre-session. Some students read the slides after 
the class if they did not do so before the class.     

 
Figure 2: Principle component analysis results 
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With regards to the focus group results from 2016-17, students indicated that the actual class was 
both beneficial and helpful. Student 4 commented: “I have my Master’s degree from ten years ago. 
When I was reading my transcript, I saw research methods, I could not even remember anything. I 
believe ten years from now, whatever I am learning now, I will remember”. Moreover, students felt that 
there is a close association between the effort they put in for the pre-session and their enjoyment in 
the class itself. Student 3 stated: “a few weeks ago, when all of us were ready, and you could tell the 
difference, the way the class  moves, we know what she was saying, and it was easier to click what 
she was saying because… it was not exactly new to us…we could ask intelligent questions”. Student 
1 added: “I feel I can remember it better after I actually said it or explained it to the others…and I enjoy 
the one to one interaction between lecturer and students”.  Questionnaire results and attainments also 
showed the positive impact of the flipped classroom approach. The results collected from both 2015-
16 and 2016-17 on students’ engagement, motivation, perceived performance and satisfaction of the 
module are positive. Moreover, t-test results showed that significant improvement can be found in the 
students’ perceived engagement, motivation, performance and overall satisfaction when comparing 
the cohort of 2014-15 (traditional) and 2015-16 (blended). When comparing 2015-16 (blended) to 
2016-17 (flipped), the improvement is significant in engagement and motivation, but not as significant 
in perceived performance and module satisfaction. Additionally, students’ attainments were also 
improved (see table 2). The lowest mark, highest mark and average mark of the overall module results 
from 2015-16 are much higher than 2014-15; whilst the cohort of 2016-17 in their assessment 1 (have 
not completed assessment 2 yet) achieved even better results than 2015-16.  

Table 1.   T-test results on students’ engagement, motivation and satisfaction 

Improvements 2014-15 and 2015-16 2015-16 and 2016-17 
Engagement t=2.402, ρ=0.032 t=2.406, ρ=0.035 
Motivation t=2.783, ρ=0.016 t=2.597, ρ=0.025 
Perceived 
performance 

t=2.935, ρ=0.012 t=1.434, ρ=0.180 

Overall satisfaction t=2.935, ρ=0.012 t=0.472, ρ=0.646 
Attainments  Overall module results 

 

Assessment 1 results 

 

5 DISCUSSION 
The flipped curriculum framework in Fig. 3 is developed from the focus group results. Some students 
would like to have access to all the module materials during the Christmas period (based on a  module 
start date of February), even though access was provided in January with a welcome email. Student 1 
suggested: “This module is not part of ACCA programme, but I could start reading the Saunders’ book 
back in December…from December to January, I did  nothing…the last time I did study was 10 years 
ago, and now I am struggling with my study, at the same time I need to do my job and take care of my 
family”.Moreover, students felt they were unclear about the benefit and purpose of flipped classroom 
learning. They would prefer the lecturer to explain this in more detail at the beginning of the semester 
so that they could make better use of the flipped session. It was suggested that the rationale for the 
flipped classroom approach should be outlined in the module guide, Moodle page and reinforced in 
the class. Furthermore, students expect the lecturer to give clearer instruction regarding the priority 
and importance of each task so that they can manage their time better. 
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Figure 3: Flipped classroom curriculum framework 

As for the actual class, all the students prefer the lecturer to review the pre-session materials to help 
them to remember what they have learned by themselves and any important knowledge that they 
should be aware of. Student 2 felt: "after we confirmed the knowledge we have learned in the class, 
we will not review the slides after the class, but to start with our summative assessments straight 
away”. Students believed that the class was helpful because they can do active learning in the class. 
Student 3 commented: “I can actually do things in the class, anytime when I get stuck, the lecturer can 
get around to help me out”. They needed more support with their basic practical research skills. 
Student 2 commented: “we do not even know how to use the internet for research”. Student 4 added: 
“I feel this module is very important because it helps me a lot with the other modules”. Students’ 
problem based active learning was conducted through the learning cycle of self-reflection, discussion, 
analysis, design, develop, self-evaluation and peer-evaluation. Students felt they were not only well 
engaged in the class with confidence derived from their pre-session preparation but have also learnt 
other research skills which were not described in the curriculum (Borges et al., 2017). This could be 
one of the reasons that attendance for this module was very good even though all of the material was 
provided on Moodle (2014-15, attendance rate = 82.2% with std = 17.1%; 2015-16, attendance rate = 
87.24% with std = 13.9%; 2016-17, attendance rate = 88.9% with std = 8.5%). Moreover, student 3 
suggested: "more peer-evaluations could be added into the activities". 

Although key research has suggested that the use of social media  can have a positive impact on 
students’ motivation, engagement, satisfaction and performance, especially for international students 
(Cowley et al., 2017; Sleeman et al., 2016), it is worth noting that (Gabre & Kumar, 2012) discovered 
that there is potentially an association between Facebook usage and  perceived stress for accounting 
students. However, all the students in the focus group indicated that they prefer the lecturer to provide 
academic support before and after the class via social media or instant messaging, e.g. WhatsApp 
and Viber. Student 3 added: “if you do not understand anything at home, you might forget about it 
later, you need to learn that straightaway. Flipped learning might require this kind of support even 
more”.  
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6 CONCLUSION 
It is interesting to find out that the attendance rate was actually improved when a problem-centred and 
active learning based flipped classroom with a mixture of other teaching strategies (Socrative, online 
discussion forum, self-evaluation, peer evaluation, social media and exemplar-based feed-forward 
before assessment) were implemented. This flipped curriculum helped students to build confidence 
making them more engaged and motivated through constant interactions with lecturers and peers. 
Similar to the research regarding flipped classroom teaching in other disciplines (Earley, 2014; 
O'Flaherty & Phillips, 2015); this research also found that students’ motivation, engagement, 
satisfaction and performance were enhanced, by comparing these with the cohort 2015-16 when it 
was blended teaching with a mixture of similar teaching strategies. Additionally, 23 important factors 
were found to be significantly correlated to evaluate the employment of flipped classroom pedagogy 
and a flipped classroom curriculum framework was generated according to the focus group results. 
This framework summarised the key stages and activities between lecturers and students. Further 
research could focus on the empirical data of the evaluation of element interaction within this 
suggested flipped curriculum framework, so that the arrangements for pre-session, post-session and 
activity type can be suggested.  
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