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Abstract  

The objective of this Mixed-Method Case Study Research (MMCSR) was to investigate and 

analyze student's engagement, and the perception of the learning experience in the Remote Flipped 

Classroom (RFC), from the perspectives of the students and the instructor. The study was focused 

on an undergraduate pharmacy course taught through the RFC approach in a private UAE 

university. The study utilized Reeve’s Learning Engagement Scale (LES) Questionnaire as the 

quantitative tool to analyze the student's overall engagement across Behavioral, Emotional, 

Cognitive, and Agentic constructs. The students' and the instructor’s perceptions of learning in the 

RFC were collected through semi-structured interviews. The data was collected from 18 

participants in total. For the quantitative results, descriptive statistics were employed, while 

analysis of the qualitative data was completed through Thematic Analysis. The findings of this 

study revealed an overall positive learning engagement for the identified engagement constructs, 

and positive student perception of the RFC approach, with Flexibility, Deep Learning, Autonomy, 

and Agency as the major themes emerging from the qualitative analysis. Findings from the 

instructor also indicated a positive perception of the RFC approach, with Interaction and Feedback, 

Assessment of Learner Understanding, Class Preparedness and Experience with Educational 

Technology resources as the themes emerging from the qualitative analysis. 

  



 
 

 الملخص

 

اصةةةتران تالهدف من دراسةةةل الة لل  وا تالات اا من م هل ال ةل المخاللأ السةةة لدر  ت دراسةةةل تاةلدا ملةةة ر ل اللأل ل إن 

سةةةةة     سةةةةةاخداب اسةةةةةاراادادل الصةةةةةف المم تت االمالترعل امن الدراسةةةةةل دل  م اللأل ل تالمدرسةةةةةدن لاار ل الاملب دن  مد

دل دلل فت إةدى الا مم ن الخ صةةةل فت دتلل ارم ران المر    لتردتت اا ع اسةةةاراادادل الصةةةف المم تت لاخصةةةص الصةةةد

 :الماةدةل ادامدن الدراسل دل  اساخداب اسا   ل ردف لماد ت المل ر ل فت الاملب 

 (Reeve’s Learning Engagement Scale (LES) Questionnaire) أداة قد ت  مدل لاةلدا ملة ر ل اللأل ل 

ران المملمدن اب امع اصةةتل تالم لأفدل تالممرفدل ت تتاتد دتر ف دِا لللأل ل فت الصةةفل ال لدل فدم  داملق   لاتا ر السةةلت د

اب اساخداب تتالماملمدن للاملب فت الصف المم تت دن لأردق ما  لان ل ه م ظملل اُممن ال د   ن من ثم  دل دلر مل ر  ً، 

تضةةةةةةةتدت د ابّ اةلدلهةة  دن لأردق الاةلدةةا المارةصةةةةةةةة   التصةةةةةةةفت فدمةة  داملق  ة ل اةة نل ال مدةةل، قمة  ال دةة  ة ن ال تددةةل فاةة

 علThematic Analysisا

دن تاتد  ،  م   لةةفنلاتا ر الملةة ر ل الات اب اةددد   لةةفن  ا نل  وا الدراسةةل دن تاتد ملةة ر ل املدمدل إدا  دل د مل 

اةلدا ال تدت قن فدم  قظهر ال،   ساخداب اساراادادل الصف المم تت اصتر إدا  ت من قِ َا اللأل ل اا ا اار ل الاملب دن  مد

ا نل اةلدا  ل قظهرن تتاتد دتر فِ دا لهب فت الصةةةةفالسةةةة سةةةةدل لللأل ل  ت المرت ل تالاملب الممدق تالاملب الواات  المة تر

قظهر الاةلدا    ساخداب اساراادادل الصف المم تت، فدم   د   ن المملمدن دن تاتد اصتر إدا  ت اا ا اار ل الاملب دن  مد

الخ رة فت اساخداب تالاف دا تالاغودل الراامل تااددب فهب الماملب تالاسامداد للصف تدت قن المة تر الس سدل للمملمدن  ت ال 

 مص در ا  تلتاد  الاملدبل
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Chapter 1: Introduction 

1.1 Overview  

Following the COVID-19 pandemic and the sudden shift to online learning as an “Emergency 

Remote teaching” (ERT) measure (Bozkurt and Sharma, 2020), academics and researchers in 

higher education institutions (HEIs) have questioned the variables that enhance student’s online 

engagement (Knudson, 2020), and contribute to the efficacy of remote learning environments 

(Johnson et al., 2020; Affouneh et al., 2020). While the students' sense of isolation and lack of 

physical interaction has been identified as some of the key disengagement factors (Brown et al., 

2015), structural variables, such as the course’s instructional model in an online environment also 

plays a significant role (Farrell and Brunton, 2020). As student engagement is a prerequisite for 

online learning (Guo et al., 2014), educators are experimenting with various teaching strategies 

that incorporate active learning and encourage learning engagement in online classes, through 

technological innovations (Farrell and Brunton, 2020). One such strategy includes the “Remote 

Flipped Classroom” (RFC) approach, where the principles of the flipped classroom course design 

are embedded with remote delivery pedagogy (Baskara, 2020; Fogg and Maki, 2020). The 

approach allows instructors to embed teaching materials during the pre-class time as 

asynchronous learning, and make use of the online synchronous in-class time, to integrate 

discussion and activities (Baskara, 2020).  

Within the pharmacy curricula, the flipped learning (FL) approach has been appreciated as one 

of the various learning strategies in the debates of “pedagogical correctness” measures (Poirier, 

2017, p.1). Educators are tasked with challenges related to the most appropriate pedagogical 

approach for learning that would not only be meaningful and engaging to students with different 

learning styles (Farland et al. 2013; Romaneli et al., 2009), but would also contribute to their 
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cognitive and practical skills in the real clinical world (Poirier, 2017). Although several research 

studies have shown FL to contribute to learner satisfaction and engagement, the examination of 

learning engagement itself in blended and FL contexts is a debatable subject, as “assessing 

engagement is characterized by variability” (Veiga et al., 2014, p.40). This is due to the multi-

faceted nature of engagement which incorporates several constructs, and its analysis across a 

single dimension may not be sufficient (Reeve, 2013; Bond et al., 2020). Amongst several 

models, a comprehensive examination of the learning engagement constructs can be 

conceptualized through Reeve’s Engagement Model (2013), which delves into the students' 

behavioral, cognitive, emotional, and agentic constructs of engagement - the analysis of which 

can contribute to longitudinal changes in classroom motivation (Reeve and Lee, 2014). Although 

the RFC approach allows the transition from traditional teacher paradigm to a more meaningful 

and learner-centered, technology-integrated learning (Baskara, 2020), its feasibility in assessing 

various conceptual elements of engagement, such as behavioral, cognitive, emotional, and agentic 

constructs, in a pharmacy education curriculum in United Arab Emirates (UAE) is yet to be 

determined. Additionally, the efficacy of the RFC approach to assessing the perceptions of the 

learning experience is an unexplored domain.  

This research paper utilizes a case study research design with a mixed-method design to focus on 

an undergraduate pharmacy course taught through the RFC approach in a private UAE university. 

This study aims to investigate and analyze students’ engagement and the perception of the 

learning experience in the RFC, from the perspectives of the students and the instructor. This 

study serves a deeper understanding of the conceptual elements contributing to student 

engagement and provides a detailed analysis of the diversity of the learning perceptions, where 

the results will be triangulated. It is proposed that the results of the study will provide a 
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meaningful pathway and effective guidelines for the potential implementation of the RFC 

approach.  

1.2 Rationale of the Research Study  

While the efficacy of Flipped Classroom has been studied on many occasions to discover factors 

that can impact the learning process, the analysis of student engagement in face-to-face (F2F) 

instruction, blended and FL environments have primarily concentrated on quantitative data such 

as, “attendance, standardized test scores, and truancy or graduation rates'' (Parsons and Taylor, 

2011, p.5). Studies that have utilized qualitative measures to analyze engagement in flipped 

classrooms (FC) have revealed deeper definitions of student engagement, by highlighting the gap 

between what educators perceive engagement in learning, to what students experience when 

learning (Parsons and Taylor, 2011; Bond et al., 2020), and how educators can improve that 

experience within their instructional settings (Zepke, 2018). This signifies the need for the 

integration and measurement of student engagement at a level where engagement variables can 

be modeled (Subramaniam and Muniandy, 2019), as demonstrated in Reeve’s Learning 

Engagement Scale (LES) (Reeve, 2013).  

However, there are limited studies that show the utilization of Reeve’s LES to comprehensively 

assess learning engagement in flipped classrooms in HEIs (Subramaniam and Muniandy, 2019; 

Jamaluddin and Osama, 2014). Additionally, the asynchronous online learning in the pre-class 

time is mainly supported with face-to-face sessions during class time, within these studies (Wong 

et al, 2014). With the complete shift to online learning, the implementation of the RFC approach 

is still a relatively recent subject. Within the context of remote learning and the utilization of RFC 

in the UAE, studies that have analyzed student engagement are scarce. Moreover, the efficacy of 

the RFC approach to assessing the conceptual elements of engagement, such as behavioral, 
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emotional, cognitive, and agentic constructs of learning engagement, including perceptions of the 

remote FL experience is an unexplored domain within UAE pharmacy curriculum. Therefore a 

study of the RFC approach is important as the learning engagement can significantly influence 

students' degree of satisfaction, and consequently contribute to the achievement of educational 

objectives and overall motivation (Abeysekera & Dawson, 2015). 

1.3 Significance of the Research Study  

The pharmacy curriculum is increasingly being improved by educators to provide practical 

learning experiences that carefully combine foundational knowledge development with the 

implementation of real-world clinical scenarios (Poirer, 2017). The significance of student 

engagement in pharmacy education is highly emphasized, as it overlaps with practices aimed at 

improving critical reasoning and problem-solving skills, as well as communication proficiency 

(Flaherty, 2011).  

Given the current level of student disengagement in online synchronous learning with a lecture-

based approach (Farrell and Brunton, 2020), the research study may strengthen the factors 

contributing to the successful adoption of the remote FL pedagogy, which addresses the perceived 

difficulties of learner disengagement in pharmacy courses. Furthermore, a research study 

observing intrinsic engagement factors in the context of UAE's pharmacy curriculum has not been 

conducted before. The four constructs of evaluating engagement levels, according to Reeve and 

Lee (2014), provide a consistent and holistic understanding of the underlying factors of 

engagement in classrooms, with the findings serving the greater goal of translating students' 

motivational states, which itself can lead to initiatives to encourage students' academic skills, and 

improve the attainment of learning objectives. In addition, in this research study, the perceptions 

of students and the instructor are taken into account to provide a wholesome picture of the RFC, 
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allowing all participants to reflect on their teaching and learning, with recommendations to 

improve the experience for future FL opportunities in the pharmacy curriculum. 

1.4 Context of the Study  

The study is focused on an undergraduate pharmacy course, “Cosmetics and Para-

Pharmaceuticals”, taught through the RFC approach in a private HEI in UAE. The participants of 

this MMCSR include the pharmacy students enrolled in the course and the course instructor. The 

student participants enter their responses indicating their levels of agreement for various learning 

engagement factors in an online questionnaire, which is then followed up with a semi-structured 

focus-group interview to analyze their perceptions with the RFC approach. There is also a semi-

structured interview with the instructor of the course to gain their insights on the RFC approach 

experience.  

1.4.1 Aim of the Study  

The MMCSR aims to investigate student engagement and obtain a cohesive understanding and 

analysis of the several factors that contribute to it in the RFC, from the perspectives of the students 

and the instructor. The study utilizes Reeve’s LES (Reeve, 2013) to analyze the behavioral, 

cognitive, emotional, and agentic constructs of learning engagement. The study’s aim is also to 

gain a comprehensive understanding of the overall perception with the remote FL approach, from 

the students' and instructor's standpoints. 

1.4.2 Research Objectives  

The objectives of this research study are the following: 

1. Examine the effect of a RFC on students’ behavioral, emotional, cognitive and agentic 

engagement constructs. 
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2. Examine the students’ perceptions towards the RFC approach. 

3. Examine the instructor’s perceptions towards the RFC approach.  



7 
 

Chapter 2: Literature Review 

2.1 Flipped Learning 

The concept of inverted/reverse classroom was first described by Lage et al. (2000) as an 

approach that allows the traditional instructional approach to be reversed (or flipped) with the 

teaching time occurring before class, and the in-class time utilized to do “homework” as in-class 

activities. However, high school chemistry teachers, Bergmann and Sams, more formally 

introduced the term “flipped classrooms” (FC) when they began flipping their classrooms - by 

assigning students to view recorded videos online at home and allocating the classroom time to 

group activities and completion of projects, in the presence of the instructor who gave immediate 

feedback (2012). This is in contrast to the traditional classroom approach, where students receive 

the information passively from the instructor and rely on notetaking to retain information, and 

while the homework activities that are assigned outside of class time may be individual or include 

group work, it is usually completed without the presence of the instructor (Talbert, 2017).  

However, as argued by Bishop and Verleger (2013), the FL approach is not simply a re-

sequencing of classroom and homework tasks. Bishop and Verleger (2013) define the FL 

approach to encapsulate a technology-mediated pedagogical framework where the principle is 

comprised of two parts;  

1. To enable instructors to present the didactic course content, and the learning objectives to 

students as online asynchronous self-directed study before meeting in class, and 

2. To utilize the in-class time to support and develop students’ learning by integrating active 

and collaborative learning strategies 

Figure 1 and Figure 2 illustrate the graphical representation of the FC . 
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Figure 1: Flipped Classrooms (Bishop and Verleger, 2013) 

 

Figure 2: The Flipped Classroom (Odysseyware, 2018) 
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The FL approach has evolved to form several different versions (Bates et al., 2017), where the 

teacher can employ a variety of instructional tools and methods within the context of this learning 

approach (FLN, 2014). A variation in which online/distance learning classrooms can utilize FL 

and support the in-class sessions with remote delivery pedagogy, can be referred to as the 

“Remote Flipped Classroom” (RFC) approach (Baskara, 2020; Fogg and Maki, 2020) and also 

as the “online flipped classroom” (Hew et al., 2020). Identified as a promising strategy to integrate 

active online learning (Hew et al., 2020), the RFC approach allows instructors to assign students 

online learning materials to be viewed as asynchronous learning, outside of class time (Bergeman 

and Sam, 2012), and integrate active class discussions and group assignments during the online 

synchronous session. In addition, like conventional FC, it also allows instructors to provide 

immediate feedback to students while evaluating their learning during the online class time 

(Baskara, 2020). 

Consequently, a key requirement of this student-centered approach to become meaningful is to 

incorporate instructional design practices that foster learner engagement and provide an 

opportunity for learners to reflect on the learning materials with the enhanced instructional 

resources (Jatau et al., 2018; Dziuban et al., 2018; Bishop and Verleger, 2013). This is irrespective 

of whether the instructor conducts the in-class session via face-to-face (F2F) instruction or 

synchronous/ asynchronous online learning. As such, it is necessary to describe the theoretical 

framework for FL and key characteristics and methodologies of the FL approach. 

2.2 Flipped Learning Characteristics and Methodologies 

Within research literature, there are numerous versions and perspectives to explain the nuanced 

characteristics of the FC approach, and while there may not be a strictly structured “how-to” list 
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to successfully implement a FC (Hamdan et al., 2013), there are certain centralized themes which 

can successfully encapsulate its pedagogical nature.  

According to the educators in the Flipped Learning Network (FLN), an FL environment consists 

of four pillars which are identified as Flexible environment (F), Learning culture (L), Intentional 

content (I), and Professional educator (P) which are combined to be the F-L-I-P model (FLN, 

2014). However, within the context of higher education, Chen et al. (2014) proposed an improved 

model, which includes the four pillars of the F-L-I-P model and includes three additional pillars; 

Progressive Activities (P), Engaging Learning Experiences (E), and Diversified platforms (D). 

Together this forms the FLIPPED model, which incorporates seven pillars, as explained in Figure 

3. The comprehensiveness of the FLIPPED model targets the instructors and learners expectations 

as well as outlines the necessary guidelines that facilitate the creation of a holistic FC environment 

(Chen et al., 2014; Akçayır and Akçayır, 2018).  
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Figure 3: The 7 Pillars of the FLIPPED Learning Model (Chen et al., 2014) 
 

In addition, a key criterion of success within FC is related to the instructional design of the course. 

This can include several aspects, such as: 

 The role of instructor and students (Çakıroğlu and Öztürk, 2017),  

 The quality of the instructional materials which includes the content and duration of the 

videos used as the pre-class material (Akçayır and Akçayır, 2018; Slemmons et al., 2018), 

 The quality of other instructional and assessment materials (Karabulut‐Ilgu et al., 2018), 

and 
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 The standard implementation of active-learning strategies, which incorporate interactive 

and collaborative learning activities during the in-class session (Bishop and Verleger, 

2013).  

Çakıroğlu and Öztürk (2017) have illustrated the typical flow of actions required by instructors 

and students in the FC model as shown in Figure 4: 

 
Figure 4: The Roles of Instructor and Student in a FC Model (Çakıroğlu and Öztürk, 2017) 

 

While the characteristics of the FL model presents a detailed understanding of its core principles, 

the FL approach is also underpinned by several pedagogical frameworks, as described in the next 

section. 

2.3 Theoretical Frameworks of Flipped Learning 

Research literature has identified numerous learning theories that explain the theoretical 

underpinnings of the FC approach. Bishop and Verleger (2013) stated that FL “represents a 

unique combination of learning theories once thought to be incompatible - active, problem-based 
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learning activities founded upon a constructivist ideology and instructional lectures derived from 

direct instruction methods founded upon behaviorist principle” (p.2). To illustrate their point, 

Bishop and Verleger (2013) described the combination of multiple student-centered active-

learning theories, as shown in the Venn Diagram below in Figure 5: 

 

Figure 5: Compendium of Multiple Learning Theories in Flipped Learning (Bishop and 
Verleger, 2013) 

From a pedagogical perspective, FL is primarily underpinned by constructivism, social-

constructivism, and active learning theories. In FL, the constructivist learning process is applied 

during the pre-class learning time where the learner engages with the videos and other learning 

materials given by the instructor (MKO) to dynamically constructs knowledge by combining new 

information with prior knowledge (Vygotsky, 1978), before attending class (Steen-Utheim and 

Foldnes, 2018; Zheng et al., 2020). Moreover, a key principle for the constructivist and social-

constructivist pedagogies emphasizes the inclusion of meaningful activities within cooperative 

and collaborative learning environments, that enable learners to not only engage in the learning 

process but also construct knowledge based on the teacher's and more capable peers’ interaction 
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and feedback through scaffolding (Palincsar 1998; Jonassen and Murphy, 1999). The inclusion 

of meaningful activities within FL implies the adoption of student-centered active learning 

mechanisms (Khanova et al., 2015; Pierce and Fox, 2012), which can be defined as “a method of 

learning in which students are actively or experientially involved in the learning process” 

(Bonwell and Eison, 1991, p.1). Active Learning also postulates that activities are collaborative 

and cooperative in nature, where students are encouraged to provide reflections, and feedback 

(Gleason et al., 2011).  

As shown in Figure 6, the social-constructivist and active learning pedagogies are applied during 

the in-class session in the FC, where the instructor (the MKO) facilitates the teaching session by 

incorporating interactive classroom activities, such as group discussions, debates, case studies, 

and other team-based and/or problem-based learning opportunities. These activities are supported 

with peer-assisted learning, including the provision of immediate feedback (Gilboy et al., 2015; 

Chen et al., 2014; Bishop and Verleger, 2013). These efforts not only scaffold learners but also 

foster critical thinking skills, aligning with the ZPD (Mok, 2014), which is defined as “the 

distance between the actual developmental level as determined by independent problem solving 

and the level of potential development as determined through problem solving under adult 

guidance or in collaboration with more capable peers” (Vygotsky, 1978, p.86). 

 

Figure 6: Constructivism and Social Constructivism Learning Theory in Flipped Classrooms 
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The FL pedagogy can also be associated with Adult Learning theory (also referred to as 

Andragogy) which was outlined by Knowles (1984). According to Knowles, there are “four 

principles that are applied to adult learning:  

1. Adults need to be involved in the planning and evaluation of their instruction. 

2. Experience (including mistakes) provides the basis for the learning activities. 

3. Adults are most interested in learning subjects that have immediate relevance and 

impact to their job or personal life. 

4. Adult learning is problem-centered rather than content-oriented. (Kearsley, 2010)” 

(Pappas, 2013, para 9) 

Within the FL environment, the student’s independent learning time is spent by engaging with 

the instructional videos and other learning materials before the class session, allowing them to 

plan and pace their learning time, and adapt according to their knowledge gain (Palis and Quiros, 

2014). Additionally, adult learning has also highlighted the significance of learner engagement, 

motivation, and participation in problem-solving exercises, by offering students the possibility 

and flexibility to choose how they present their learning, and empowering them to be more self-

directed, autonomous, and accountable towards their learning (Leslie, 2020).  

Furthermore, the FL pedagogy can also apply to the Mastery Mode (Bloom, 1968), which 

indicates the significance of achieving higher-order cognitive skills, as enumerated in the revised 

Bloom’s Taxonomy (Krathwohl, 2002) shown in Figure 7. According to Bransford et al. (2000), 

deep learning can occur when a student undergoes the following phases: 

1. First, students build a solid foundation of fact-based knowledge. 

2. Then, students comprehend how their knowledge relates to the overall concept; and 
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3. And then, students can recall and apply their gained knowledge and skills in a variety of 

contexts 

Stemming from the social-constructivist pedagogical perspective discussed earlier, these phases 

are supported in the FL approach as learners transition from the surface-level (low-level) 

cognitive learning (remember and understand) during their knowledge construction phase in the 

pre-class time, to general comprehension and analysis (apply and analyze) (Krathwohl, 2002) 

during the in-class session, to deep learning (evaluate and create) post-class. Feedback during the 

in-class session and post-class discussion are where the learning is scaffolded through social 

interactions, which in turn impacts the learners’ self-regulation (Steen-Utheim and Foldnes, 2018; 

Zheng et al., 2020) and also affect their behavioral and psychological aspects of engagement 

(Kahu, 2013).  

 

Figure 7: Bloom’s Taxonomy (Armstrong, 2010) 
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As illustrated in Figure 8, within the traditional classroom model learners are introduced to the 

instructional material in the classroom time and are responsible to achieve higher-order thinking 

skills outside of class time and often individually through homework activities (Ahmed, 2016). 

In contrast, the FL approach empowers students to understand the topic before they attend the 

class session, where the learned concepts are then reinforced through collaborative and 

cooperative active-learning strategies together with the encouragement and feedback from peers 

and the instructor. Furthermore, formative feedback offered throughout flipped class time 

facilitates instructors in further describing any complex concepts and also clarifying any 

inconsistency, so that learners “organize their new knowledge in a way that is more accessible 

for future use” (Brame, 2013, p. 3). This navigates the pathway for attaining higher order thinking 

skills and allows learners to achieve the Mastery Mode. 

 

Figure 8: Bloom’s Taxonomy in Traditional and Flipped Learning (Ahmed, 2016) 
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2.4 Flipped Learning Benefits, Misunderstandings and 

Challenges 

2.4.1 Benefits of the Flipped Learning approach 

Research studies conducted on the effectiveness of the conventional FC and the RFC approach, 

have commonly described flexibility as the biggest advantage for students and instructors (Ho et 

al., 2020; Hew et al., 2020; Bond and Bedenlier, 2019; Karabulut‐Ilgu et al., 2018; Dziuban et 

al., 2018; Mok, 2014). The advantage of flexibility in a FL environment also allows this student-

centered pedagogical approach to empower students with control and accountability over their 

learning (Tang et.al., 2020; van Alten et al., 2020; Maheshwari and Seth, 2019; Bergmann and 

Sams, 2012) and autonomy (Muir, 2020; Zainuddin and Perera, 2019). 

Furthermore, the FL approach is also successful in targeting students with different learning styles 

(Kim, 2018), as the provision for a variety of instructional resources allows the FL approach to 

provide learner personalization (Farland et al., 2013; Bergmann and Sams, 2012). Studies have 

shown that the use of videos as a pedagogical tool has particularly shown a positive influence 

(Bond and Bedenlier, 2019; Akçayır and Akçayır, 2018; Khanova et al., 2015) on learners' verbal 

memory and visual-spatial intelligence (Gardner, 2000). Moreover, students can review the 

course materials in the video lectures by pausing and replaying certain parts of the video for better 

understanding (Hew et al., 2020; Kim et al., 2018), with continuous access to the material which 

can be reviewed at any time.  

In addition, improvements in academic achievement are also associated with FC, as illustrated in 

several research studies (Kennedy, 2019; Karabulut‐Ilgu et al., 2018; Chen et al., 2017). Goh and 

Ong (2019) demonstrated the performance of Malaysian students in the final examination where 

the FC experimental group demonstrated significantly greater achievement than the students who 



19 
 

experienced teaching through the traditional lecture-based classroom. The FC students also 

commented that they felt more comfortable, engaged, and confident in their tests and exams (Goh 

and Ong, 2019). In terms of RFC, Hew et al. (2020) observed the difference between the RFC 

and conventional FC (that is supported with F2F in-class sessions) for two courses in the College 

of Education and discovered that there was a significant difference in the student academic 

achievement, compared to the conventional FC for the same two courses. 

Additionally, the FL approach enables educators to reconsider and transform their teacher-centric 

roles to that of a guide or facilitator (Gilboy et al., 2015), with the provision of immediate 

feedback during the in-class sessions (Means et al., 2014). The reversal in teaching time, with the 

advantage of meaningful enhanced learning (Herreid and Schiller, 2013), is indeed one of the key 

rationales of implementing a FL environment.  As highlighted in several research studies, students 

have appreciated the opportunity to collaborate with their peers (Bond and Bedenlier, 2019; Goh 

and Ong, 2019; McLaughlin, 2013), with the presence of the instructor who guided their thinking 

and their conversations, and aided in problem solving (Radder-Renter, 2020; Karabulut‐Ilgu et 

al., 2018; Chen et al., 2014). 

With these advantages, several authors have advocated that FL aids in the development of the 

learners’ interpersonal and professional skills, such as life-long learning (Karabulut‐Ilgu et al., 

2018; Dziuban et al., 2018), learner autonomy (Khanova et.al., 2015; Mok, 2014; Zainuddin and 

Perrera, 2018) and critical thinking as well as achievement of higher-order thinking skills (Lee 

and Lai, 2017).  

2.4.2 Misunderstandings in the Flipped Learning Approach 

While the FL approach brings a unique perspective of merging the best practices of active 

learning strategies with technological practices, there are also a few common misconceptions 
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within this pedagogical approach. Within the FL environment, it is often perceived that the role 

of instructors would be substituted only with online videos (Filiz and Kurt, 2015) and that it is 

mandatory for instructors to record videos of themselves, lecturing and explaining the course’s 

concepts in the FL approach.  

However, from a wider view, the literature on FC approach outlines several different perspectives 

that can adequately address the misunderstandings. Although, a recorded lecture that is 

customized with the instructor explaining the concept allows students to resonate with a certain 

degree of familiarity (Talbert, 2017; Filiz and Kurt, 2015), popular video-based platforms such 

as Youtube, TED-Ed, Khan Academy can also be utilized by instructors, to use videos created by 

other instructors as the pre-class teaching material (Bergmann and Sams, 2012). Additionally, the 

role of instructors cannot replaced with the online-recorded video. Rather the approach allows 

allow the instructor to take the role of a facilitator and allow the class time to be re-conceptualized 

in to an active learning environment where learning can be enhanced. 

2.4.3 Challenges of the Flipped Learning Approach 

While the FL approach allows the class time to be re-purposed, it has been found to inadvertently 

contribute to significant instructor workload, before and after the in-class session (Ghadiri et al., 

2014). This is especially relevant during the transition phase of transforming the typical lecture-

based instructional pedagogy to the FL approach (Karabulut‐Ilgu et al., 2018). Additionally, 

while technological resources and innovations are widespread in today’s era, it can also be a 

challenge for both instructors and students in FL situations where there is a lack of adequate 

technical support (Tague and Baker, 2014; Davies et al., 2013). Additionally, the FL approach 

caters to multiple learning styles (Bergeman and Sam, 2012) and allows efficient class 

differentiation, it also puts more pressure on instructors to ensure that the content in the FC is 
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effectively designed to meet the needs of multiple learners, who may need additional assistance 

(Fauzi and Hussain, 2016; Marlowe, 2012). 

Although the primary essence of the FC is to empower students with control and accountability 

for their own learning, it can be a disadvantage for students who are comfortable with the 

traditional didactic lecture-based approach. Studies have revealed that students who struggled 

with organizational skills, time management, and metacognition have feet overwhelmed with the 

autonomous responsibility of online learning in FC (Farrell and Brunton, 2020; Lo and Hew, 

2017; Khanova et al.,2015). Consequently, some students opined that the self-preparation in FC 

is demanding (Akçayır and Akçayır, 2018; Lai and Hwang, 2016; Rotellar and Cain, 2016; 

Khanova et al., 2015; Rahman et al., 2015), causing them to resist this unconventional approach. 

2.5 Student Engagement 

2.5.1 Overview 

The vast literature on student learning engagement has identified it as a complex and inherent 

aspect of the learning process (Boekaerts, 2016), where student engagement refers to the 

"student's willingness, need, desire and compulsion to participate in, and be successful in the 

learning process promoting higher level thinking for enduring understanding” (Bomia et al., 1997, 

p.294). Engagement can also be defined as the students or instructor’s active involvement in the 

learning (Christenson et al., 2012) and “the time and energy students devote to educationally 

sound activities inside and outside the classroom” (Kuh, 2003, p.5).  

Within the research literature, student engagement has portrayed strong correlations to the 

students' satisfaction with the instructional approach and the course-learning environment, as well 

as the overall motivation of students to participate in the course (Abeysekera & Dawson, 2015). 

In the higher educational domain, student engagement is largely positioned as a powerful 
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predictor of students’ learning progress, academic performance, and achievement of educational 

objectives (Trowler, 2010). Consequently, it is the direct outcome of integrating superior and 

efficient pedagogical practices (Ashwin and Mcvitty, 2015). However, in the research literature, 

the assessment and even definition of learning engagement are subjected to variability (Veiga et 

al., 2014), “as several instruments fall under a variety of perspectives and serve a diversity of 

purposes'' (p.40). A primary reason for this difference is due to the multifaceted nature of student 

engagement, where it incorporates a diverse set of perspectives or constructs (Ben-Eliyahu et al., 

2018), thereby allowing educational researchers to describe and define engagement through a 

number of nuanced approaches (Gasiewski et al., 2011). Therefore, the analysis of engagement 

requires a cohesive understanding of its conceptualization and the various elements that 

contribute to the overall engagement in learning (Bond et al., 2020). 

2.5.2 Conceptualization of Student Engagement Constructs 

Halverson (2016) demonstrated the multi-dimensional conceptualization of student engagement 

by comparing severe engagement models and their indicators of engagement to provide a 

comprehensive understanding. This can be seen in Figure 9: 
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Figure 9: Comparison of Engagement Models on Key Dimensions (Halverson, 2016) 

 

In her review article, Boekaerts highlighted that “engagement research is characterized presently 

by specialization, fragmentation, and proliferation” (2016, p.7) of engagement constructs, where 

there is more emphasis required for the synthesis of the key constructs that can allow conceptual 

frameworks to accurately reflect the dynamics between the constructs and the overall impact on 

student engagement. Although there may still not be a single interpretation of student engagement 

that meets the requirements of all stakeholders (Solomonides, 2013; Bond et al., 2020), it is 

widely recognized that the study of learning engagement does require assessment of different 

variables to analyze the overall contribution to engagement (Bond et al., 2020).  

Therefore, while the examination of each dimension of student engagement would be beyond the 

scope of this research study, the four-aspect learning engagement model described by Reeve 

(2012) is seen as a feasible and optimal indicator to assess and measure student engagement in 

this research. The following section describes the details of Reeve's Engagement Model (2012). 

 



25 
 

2.6 Reeve’s Engagement Model 

According to Reeve (2012) the assessment of engagement can be modeled around four distinct 

yet interrelated factors namely, Behavioral engagement, Emotional engagement, Cognitive 

engagement, and Agentic engagement.  

Subramaniam and Muniandy’s (2019) stated that the student’s active participation in class may 

range “from attempt, consistency, and pro-social classroom conduct (Behavioral engagement) to 

utmost interest and eagerness with low nervousness and fatigue (Emotional engagement) to 

convergence, critical thinking, refined learning strategies and self-regulation (Cognitive 

engagement) to deliberate steps of agency to develop one’s understanding with the learning 

activity or subject matter (Agentic engagement)”. Figure 10 explains these interrelated features 

of Reeve’s (2012) learning engagement model.  
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Figure 10: Four Interrelated Aspects of Students engagement during a Learning Activity (Reeve 2012) 
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2.6.1 Behavioral Engagement  

Behavioral engagement can be defined as the degree to which a student displays attention and 

sustains a commitment to the task, making a strong and persistent effort towards the learning 

activity (Reeve, 2013). It is enhanced by good communication, a positive disposition toward 

students' learning, active participation in-class activities, and the use of cooperative learning 

methods (Jamaludin and Osman, 2014; Kahu, 2013). 

2.6.2 Emotional Engagement  

Emotional engagement can be defined as the degree to which a student expresses their emotions 

when performing the task. Taylor and Statler (2013) have stated that student emotions and their 

learning are directly proportional to each other, and it encompasses the student feelings towards 

the learning environment, attitude of peers, and the instructor. Therefore, a positive emotional 

engagement allows students to become more passionate and responsible towards their learning 

(Kahu, 2013), motivating them to complete their tasks, unlike a disengaged student who will 

express emotions such as irritation and frustration towards learning or completing any tasks 

(O'Donnell et al., 2011). 

2.6.3 Cognitive Engagement 

Cognitive engagement can be defined as the degree to which an individual seeks to apply 

sophisticated, deep-learning strategies to gain conceptual understanding, rather than surface 

knowledge, “such as the use of elaboration rather than memorization” (Reeve, 2013, p.579). A 

cognitively engaged student will employ self-regulatory strategies as they will be more invested 

and motivated to go farther in their education (O'Donnell et al., 2011), whereas a student 

cognitively disengaged would accept knowledge passively, concentrating mainly on the 

assessment requirements of the course. 
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2.6.4 Agentic Engagement 

The term "agentic" refers to a person's ability to direct and transform their objectives, actions, and 

future (Bjerede and Gielniak, 2017). While behavioral, emotional, and cognitive engagement are 

“empirically validated pathways to engagement” (Reeve, 2013, p.581), the three pathway 

conceptualizations of student engagement are based on a lateral process initiated by the instructor, 

and therefore falls well short of representing the degree to which students assert agency and 

contribute constructively to the flow of teaching (Reeve, 2012). Hence, as the fourth dimension of 

student engagement, “Agentic engagement” is defined as “the process in which students 

proactively try to create, enhance, and personalize the conditions and circumstances under which 

they learn'' (Reeve, 2012, p. 161).  

The activities where engaged learners would contribute their agency (for example raise questions, 

give suggestions, and requests for clarity) will allow learners to exercise their initiative, which can 

modify and even enhance the instructional process. This will allow learners to build a more 

motivating and inclusive learning environment for themselves, with the encouragement of 

educators who endorse students' attempts to engage (Reeve, 2013).  

According to Reeve and Lee (2014), the four constructs of evaluating engagement levels, result in 

a consistent and holistic understanding of the underlying factors of engagement in classrooms, 

with the findings serving the greater goal of translating students' motivational states, which can 

lead to initiatives to encourage and improve students' academic skills, and attainment of learning 

objectives. 

2.7 Flipped Classrooms and Engagement 

Within blended learning environments, the examination of student engagement and its 

multifaceted constructs takes on an interesting dimension. While numerous studies across different 

educational domains have researched on the efficacy of the blended and FL environments, the 
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focus has been primarily on the achievement of learning outcomes (Isti'anah, 2017) and learner 

satisfaction with the blended and FL experience (Venkatesh et al., 2020; Ateş Çobanoğlu, 2018; 

Sajid et al., 2016). Additionally, there have been debates on the instructional model of the FL 

environment which allows the interaction between the educators and learners to be enhanced 

(Szeto and Cheng, 2016; Kim, 2018; Means et al., 2014). Studies have primarily used quantitative 

measures such as outcome achievement and final test scores to imply greater satisfaction and 

higher levels of learning engagement in flipped classrooms (Parsons and Taylor, 2011; Ho et 

al.,2020). However, studies that have used qualitative measures have highlighted more depth in to 

learning engagement (DeLozier and Rhodes, 2017; McLaughlin et al., 2013), by indicating 

differences between what instructors deemed as learning engagement to what students experienced 

(Parsons and Taylor, 2011; Bond et al., 2020). This raised key insights on even further definitions 

of engagement in learning and its assessment (DeLozier and Rhodes, 2017). 

Moreover, research studies conducted on the effectiveness of FL have popularly shown that the 

approach contributes to learning engagement and motivation (Bond and Bedenlier, 2019; DeLozier 

and Rhodes, 2017; McLaughlin et al., 2013), and positive learning perceptions and satisfactions. 

In their research study, McLaughlin et al. (2013) analyzed the student perception, academic 

performance and engagement of a satellite flipped classroom for pharmacy students, and it 

discovered that the FL pedagogical approach allowed learners active engagement, as well as 

achievement of the course outcomes. An interesting result of the comparative study carried out by 

Findlay-Thompson and Mombourquette (2013) to measure learning perception and engagement 

between F2F lecture-based class and FC for undergraduate business students, showed that students 

who participated in the FC specifically requested to be enrolled in another FC as they had enjoyed 

the FL experience and found it very engaging. Concerning RFC, a recent study by Ho et al. (2020) 

examined the impact of RFC on the learning perception and satisfaction of Taiwanese Pharmacy 

students. Results reported highly positive leraner perceptions as well as enhanced understanding 
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of each topic by the FL approach compared to the traditional face-to-face (F2F) classrooms, with 

the reason that the courses’ instructional design was adapted according to best practices in previous 

research studies which compared FC with the F2F sessions (Gillette et al., 2018).   
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Chapter Three: Methodology  

3.1 Overview  

This chapter describes the research design and methodology of this study. The research utilizes a 

mixed-method case study research design (MMCSR) to focus on an undergraduate pharmacy 

course, “Cosmetics and Para-Pharmaceuticals”, taught at a private UAE university, where it is 

taught using the RFC approach. This chapter describes details about the research design, sampling 

process, the research methodology and paradigm as well as details related to the data collection 

tools and data analysis. This chapter also discusses the ethical consideration and the validity and 

reliability of the study, including key assumptions and challenges related to the data collection and 

analysis. 

3.2 Research Design and Methodology 

Cohen et al. (2018) stated that for educational research, “fitness for purpose must be the guiding 

principle” (p.1) where many research paradigms can be defined for a variety of research purposes.  

Simons (2009, p.21) has defined a case study as “an in-depth exploration from multiple 

perspectives of the complexity and uniqueness of a particular project, policy, institution, program, 

or system in a ‘real-life’ context”. For this reason, a case study research is popularly identified as 

a naturalistic form of research where it provides a rich multi-faceted, contextual description about 

a specific subject in its natural environment (Hashimov, 2015), unlike an "experimental" design 

(such as a randomised controlled trial) in which the researcher seeks to influence and control the 

dependent variables of interest (Crowe et al., 2011). The philosophical underpinning in case-study 

research can be identified through both, realism/positivism and constructivism/interpretivism 

(Yazan, 2015; Bhatta, 2018). From a positivistic approach, the researcher assumes that there is a 

single truth that exists independently of the person and that can be understood, examined, and 

assessed (Harrison et al., 2017), however from the constructivist/interpretivist epistemology, there 
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are different perspectives and interpretations that are contingent on the researcher (Yin, 2014), and 

the case study approach is “underpinned by a strong motivation for discovering meaning and 

understanding of experiences in context” (Harrison et al., 2017, para. 25), and consequently, the 

selection of the methodological framework in a case-study research can be customized exclusively 

to the nature of the research study objective (Harrison et al., 2017; Yin, 2014; Yazan, 2015). 

Cresswell (2014) has defined the mixed-method approach as, “a methodology for conducting 

research that involves collecting, analyzing, and integrating quantitative and qualitative research 

in a single study or a longitudinal program of inquiry” (p.9). The philosophical underpinning in a 

mixed method design is pragmatism. Unlike the two opposing and mutually exclusive extremes of 

positivism and interpretivism, pragmatists conclude that the mechanism of acquiring knowledge 

is a continuum instead of diametrically opposed and mutually exclusive poles of rationalism and 

empiricism (Goles and Hirschheim, 2000), which leads to a paradigm convergence thereby 

allowing mixed-method research to harmonize with quantitative and qualitative research 

philosophies (Johnson et al., 2007).  

The methodology of this study uses a case study design with a mixed-method approach (MMCSR), 

since the essence of the research questions is exemplified by this design. A MMCSR can be defined 

as “as a type of mixed-methods study in which the quantitative and qualitative data collection, 

results, and integration are used to provide in-depth evidence for a case(s) or develop cases for 

comparative analysis” (Creswell and Clark, 2017, p.116). The assessment of the behavioral, 

emotional, cognitive and agentic constructs of engagement necessitates a quantitative analysis 

through the LES Questionnaire as prepared by Reeve (2013), while the evaluation of participants' 

perceptions with the RFC approach calls for a qualitative analysis through interviews. 

Consequently, the rationale to use a mixed-methods approach is that evaluating the quantitative 

data can provide a unified understanding for the assessment of the various engagement constructs, 

while qualitative data can provide a finer insight into participants' perceptions with the remote 
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RFC approach. Moreover, as the quantitative data needs to be positioned in the context of learning 

perception of the students, as well as the perception of the instructors to provide their viewpoints 

regarding the use of the RFC and its effectiveness, the MMCSR method therefore takes the route 

of an explanatory sequential design, where the quantitative data collection and analysis in Phase 1 

would be explained by the qualitative data collection and analysis in Phase 2, to draw inferences 

(Ivankova et al., 2006), as shown in the figure below:  

 
Figure 11: Explanatory Sequential Design in MMCSR (Cook and Kamalodeen, 2019) 

Furthermore, Yin (2009) has emphasized the importance of obtaining evidence from multiple data 

sources in a case study design especially, “when the boundaries between phenomenon and context 

are not clearly evident” (p. 18). This is where triangulation helps, as findings of the multiple 

qualitative data sources can be explored from different viewpoints (Schoch, 2016) and converged 

together to construct a common reference link in the collection of evidence (Yazan, 2015). In this 

case study, due to the need to gather information from a diversity of perspectives which includes 

quantitative and qualitative data collection, method and data source triangulation was used.  

3.3 Research Questions  

In case study research, the research questions play a critical role to represent the parameters and 

concepts of the case (Schoch, 2016), narrowing the focus of the research. With the pragmatic 

philosophy underpinning mixed-method studies, the research questions also lead to the 

configuration of the research design, allocation of the sampling method, and even decision of the 

data collection tools, as well as data analysis and interpretation (Tashakkori and Creswell, 2007).  
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In this MMCSR study, the primary research questions are the following: 

1. What is the impact of the implementation of RFC on students’ behavioral, cognitive, emotional 

and agentic factors of engagement? 

2. What is the students’ perception of the RFC approach, in terms of learning and engagement? 

3. What is the instructors’ perception of the RFC approach, in terms of learning and engagement? 

3.4 Sampling  

According to Patton (2002), “Sample size depends on what you want to know, the purpose of the 

inquiry, what’s at stake, what will be useful, what will have credibility, and what can be done with 

available time and resources” (pp. 242-243). However, depending on the research context, the 

sample size in a case-oriented study can also be small (Vasileiou et al., 2018), as the research 

design exclusively focuses on the uniqueness of a specific project or phenomenon in a ‘real-life’ 

context (Simmons, 2009). In this research study, the MMCSR is carried out in a private university 

in Sharjah, UAE, and due to the uniqueness of the RFC being adopted only in one undergraduate 

pharmacy course, the population size is limited only to the number of students enrolled in this 

course, who are 17 students in total, and the instructor teaching the course.  

According to Sandelowski (1995), qualitative sample sizes should be broad enough to allow for 

the development of a "new and richly textured understanding" of the phenomenon under 

investigation, but small enough to allow for detailed analysis of the qualitative data in a case study 

(p. 183). For this reason, non-probability sampling is ideal as it does not entail random selection 

of participants, unlike probability sampling (Vasileiou et al., 2018), and allows the researcher to 

select participants based on their expertise or perspective into the research problem. For the LES 

questionnaire, convenience sampling fits the quantitative data collection purpose in this MMCSR 

design. While convenience sampling comes under the domain of non-probability sampling, it can 

also be utilized under quantitative data research, to be a reflection of the population of the study 
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(Etikan et al., 2016), where the participants are readily accessible and also agree to participate. In 

this MMCSR, all the seventeen participants submitted their responses for the LES questionnaire. 

For the focus group interview, purposive sampling is used. This is an appropriate non-probability 

sampling method for qualitative data in mixed-method studies, as the prime objective of a 

purposive sample is to establish a sample that can be presumed to be representative of the majority 

while emphasizing on the characteristics of the population that are essential to the researcher's field 

of interest, thereby facilitating the pursuit of understanding and justifying the research questions 

(Lavrakas, 2008). Based on the research questions and case study design of this research study, 

participants were selected for the focus group interview based on their willingness to participate 

and express their thoughts. In this MMCSR study, seven students have participated in the focus 

group interview. 

3.5 Data Collection Instruments  

Although the research purpose, and more specifically the research question(s), are linked to both 

research design and method, it is critical to differentiate between the research design elements and 

the tools used to generate data. This section describes the research instruments used to provide 

answers to the research questions of the research study. 

3.5.1 Questionnaire  

The MMCSR design in this study used Reeve's (2013) LES questionnaire to measure students' 

engagement in the pharmacy course using the RFC approach. The LES questionnaire was made 

on Google Forms, and the web-link of the questionnaire was distributed by the course instructor 

in the chat box area on Blackboard, (the HEI’s online Learning Management System (LMS)), 

during the in-class online synchronous sessions. Additionally, a description of the research study 

including the web-link of the questionnaire was also sent by the course instructor to the entire class 

by email.  
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The LES questionnaire begins with the participants' consent form, which they can agree to by 

clicking on the “OK” button, and then proceed to answer the questionnaire. The questionnaire 

consists of 35 five-level Likert Scale criteria, which is divided according to four categories, to 

understand the depth and distinction of the four engagement constructs in Reeve’s (2013) model.. 

The questionnaire begins with the measurement of the levels of Behavioral engagement, which 

includes nine questions. It then follows with the measurement of the students’ level of Agentic 

engagement, which includes seven questions, and proceeds with the measurement of the levels of 

Cognitive engagement, which includes nine questions. The questionnaire ends with the 

measurement of students’ Emotional engagement, which includes 10 questions. The Appendix 

section contains details of the participants Consent form (Appendix 1) and details for the Reeve’s 

LES Questionnaire (Appendix 2).  

3.5.2 Interviews 

While the LES questionnaire allows participants to assess their engagement with the RFC learning, 

the likert scale questions are close ended in nature. Hence, this limits the extraction of qualitative 

data, which may include the participants' perceptions and experiences with the RFC. To address 

these concerns, and allow participants to engage directly with the researcher, Interviews were 

utilized. One of the most widely used qualitative research tool (Ryan et al., 2009), interviews allow 

the collection and generation of “deeply contextual accounts of participants' experiences and their 

interpretation of them” (Doody and Noonan, 2009, p. 28). Additionally, interviews also allow the 

researcher to moderate and facilitate the dynamics of the discussion and ask for clarity when 

needed (Nyumba et al., 2018), thereby providing detailed insight concerning the research 

questions. 

In this MMCSR study, the qualitative data regarding the perceptions of the learning experience 

with the RFC approach was collected through a focus group semi-structured interview to gather 

student responses. Focus groups have some advantages over formal individual narratives through 
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interviews and even surveys, since they use social interactions to discuss topics and share opinions 

in context, complexity, and depth without establishing a conceptual framework, which may result 

in more insights (Nyumba et al., 2018). Moreover, utilizing a semi-structured interview plan, in 

contrast to a structured interview, allows the interview to be focused on the desired research 

objective, while also giving the freedom to participants to skew the discussion into unexplored 

conversations where a new insight can be generated (DiCicco-Bloom and Crabtree, 2006).  

Prior to setting the date for the focus group interview, a Consent Form was sent to collect the 

student emails and their approval to be interviewed. The purpose of collecting the student email 

was to send an exclusive invitation to the online meeting. The focus group semi-structured 

interview incorporated five core interview questions, which sought to acquire the broad reflections 

of the students’ perceptions with the RFC approach and their learning engagement. Some verbal 

probing techniques were also adopted, whereby the researcher reiterated the participants' answer 

and also asked each participant their agreement/disagreement with their peers' answers. This 

increased the group rapport and also gave the chance to some other participants to express their 

opinions, so that more authentic data can be generated. This prompted the researcher to include 

follow-up questioning based on the feedback of the students, and therefore three supplementary 

questions that were additionally asked. The Appendix section contains details of the participants 

Consent form (Appendix 3) and details of the Interview Questions (Appendix 5).  

The semi-structured interview with the instructor of the pharmacy course consisted of seven core 

questions which aimed to generate insight into the RFC teaching strategies and instructional flow, 

as well as the instructor’s perceptions and viewpoints on learning engagement within the RFC 

experience. A Consent Form to participate in the interview was sent to the instructor, prior to the 

interview. The Appendix section contains details of the Instructor’s Consent form (Appendix 4) 

and details of the Interview Questions (Appendix 6). 
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The Interviews for both, the focus group with students and semi-structured interview with 

instructor were held online on Microsoft Teams, audio recorded and transcribed verbatim. The 

Appendix section contains verbatim transcripts of the semi-structured interview with the Instructor 

(Appendix 8) as well as the focus group interview with the students (Appendix 7).  

 

3.6 Validity and Reliability  

 

The validity of a research instrument can be defined, “as the extent to which the instrument actually 

measures “what it is designed to measure” or “what it purports to measure”” (Knapp and Mueller, 

2010, p.337), and therefore the relevance of validity in research instruments is critical, as the 

research instruments are used to provide answers to the research questions of the study (Filed, 

2005). Although the term reliability is closely related to validity, it refers “to the consistency, 

stability and repeatability of results” (Twycross and Shields, 2004, p.36), which ensures reliability, 

the results should be consistent in similar research situations on separate events. Additionally, 

although a research measurement can be reliable, it does not automatically ensure validity (Knapp 

and Mueller, 2010), and therefore it is important to assess the reliability and validity of the research 

instruments and results in terms of the specific characteristics of the research context (Twycross 

and Shields, 2004). 

3.6.1 Quantitative Data Collection 

For the quantitative data aspect of this study, the LES questionnaire has content validity which is 

defined as “the degree to which items in an instrument reflect the content universe to which the 

instrument will be generalized” (Straub et al., 2004, p.24). This is reflected in the LES 

questionnaire as it contains questions, which comprehensively cover the four engagement 

constructs that are being measured. Additionally, the LES questionnaire also has concurrent 

validity, which “refers to the extent to which the results of a particular test, or measurement, 
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correspond to those of a previously established measurement for the same construct” (Taherdoost, 

2016, p.33). This is reflected as the measurement of engagement constructs in the LES 

questionnaire, which also correlates with validated surveys utilized in other studies that seek to 

understand the complex multi-faceted nature of learning engagement (Jamaluddin and Osman, 

2014; Subramaniam and Muniandy, 2019).  

The LES questionnaire also has internal consistency with several questions asked to measure a 

single engagement construct, which also contributes to the reliability of the study. Moreover with 

convenience sampling utilized and no exclusion criteria, there is no undercoverage bias in the 

responses.  

3.6.2 Qualitative Data Collection 

While interviews remain a popular tool for qualitative research, there exists “some challenges for 

researchers in terms of instrumentation rigor and bias management” (Chenail, 2011, p.256). 

According to Doody and Noonan (2009), interviews may contain “susceptible bias, which may 

include: 

● The participant’s desire to please the researcher. 

● Saying what they think/feel the researcher wishes to hear, such as giving an official point 

of view rather than their personal view. 

● The desire to create a good impression may lead to participants not answering honestly. 

● There is a tendency to say something rather than nothing if the participant cannot answer 

a question or has nothing to say on a topic. 

● The researcher’s views can influence the participant’s responses by expressing surprise or 

disapproval.” (p. 29) 
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The issues were taken into account during the interviews, to reduce issues with the validity and 

reliability in the study. Additionally, using the textual data, thematic analysis offered structure and 

incorporated intersubjectivity, which increases the validity of the study. 

Another way through which validity has been increased in this study, is that the results are 

triangulated through data source triangulation and method triangulation. According to the 

literature, integrating different qualitative data sources which are acquired through a structured 

and methodical process at different research phases, prepare a platform for making interpretations 

and arguments in the triangulation method (Mishra and Rasundram, 2017). Additionally, 

triangulation aids in corroborating the qualitative findings and reducing the potential bias implicit 

for any single data collection method (Cresswell, 1999), thereby validating the results.  

3.7 Data Analysis  

3.7.1 Quantitative Data Analysis 

To analyze the quantitative data, the results obtained from the LES Questionnaire in Google forms 

were exported to Microsoft Excel. Additionally, to provide a detailed understanding of the dataset, 

descriptive statistics were used, where the means and standard deviations of the results were 

extracted to measure the engagement across each of the constructs.  

3.7.2 Qualitative Data Analysis 

To assimilate and distinguish the qualitative data viewpoints related to the students’ and instructo’s 

perceptions of the learning experience, thematic analysis with inductive coding was adapted 

(Braun and Clarke, 2006), which refers to the practice of a researcher reviewing and interpreting 

raw textual data to generate codes/concepts and themes (Chandra and Shang, 2019). To acquire a 

broad sense of the recorded data, there were two steps adapted in the process.  
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● In Step 1, the recorded interviews were listened to and transcribed, without allocating any 

themes to the data, so that the qualitative data collected can be viewed as a complete entity. 

This step also allowed the researcher to have a holistic understanding of the qualitative 

data.  

● The second step was where the thematic analysis process began, with the researcher now 

allocating themes according to the commonality in phrases used by participants when 

responding to the interview questions, thereby allowing the data to generate meaning.  

Moreover, to ensure reliability, method triangulation and data source triangulation were used to 

review the responses and justifications of the responses. 

3.8 Ethical approval and Consent to Participate  

The study was conducted after receiving the ethical approval from the private UAE university, and 

the research is conducted in compliance with the requirements provided in the Research Ethics 

Framework Economic and Social Research Council (2015) 

Presentation of Intended Research and Consent Forms for all Participants 

All participants were provided with an informed consent form to partake in the study prior to 

undertaking the survey or focus group, as described in section 3.6.2 

Participant Withdrawal 

In the case of participant withdrawal, the research had adopted the ethical standard of only using 

the data that had been retained and analyzed already, with no attempts for further interaction. 

However, in this research all students participated completely during the qualitative and 

quantitative data collection process. 

Privacy and Confidentiality 

The LES Questionnaire was distributed to the students in the classroom through a Google Form 

Link. There is no question within the Questionnaire that asks for the participants personal details. 
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With the Google Form being shared as a link, participants were encouraged only through the course 

instructor to enter their responses.  

During the focus group interview, participants were asked to respect the privacy of other focus 

group members in the consent form and prior to the interview by not disclosing any content 

discussed. The researcher has used pseudonyms to ensure confidentiality, privacy and anonymity 

of data when the responses were discussed and analyzed for themes.  
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Chapter 4: Findings 

4.1 Overview 

This chapter provides the findings of the quantitative and qualitative data collection tools (LES 

questionnaire and interviews) utilized to answer the research objectives of the study. To adhere to 

the explanatory sequential design of this MMCSR, the first phase involved the collection of the 

quantitative data, which relates to the student responses in the LES questionnaire. Google forms 

were used to distribute the LES questionnaire, and the resulting dataset was exported to Microsoft 

Excel for detailed statistical analysis. The second phase involved the qualitative data collection 

related to the collection and transcription of the students’ and instructor’s responses in the semi-

structured interviews. The responses were analyzed to extract the relevant themes, as per the 

principle of thematic analysis.  

4.2 Quantitative Findings 

Findings for RQ1. What is the impact of the implementation of RFC approach on students’ 

behavioral, cognitive, emotional and agentic levels of engagement? 

In this MMCSR, descriptive statistics were computed to examine the impact of the RFC approach 

on students' behavioral, emotional, agentic, and cognitive levels of engagement. Since all of the 

17 students in the RFC course responded to the LES Questionnaire, the response rate was 100%. 

In the following sections, Tables 4.1(a), 4.1(b), 4.1(c), and 4.1(d), will describe the descriptive 

statistics for each engagement construct in the LES Questionnaire.  

The sections also include stacked bar charts, to allow visual representation of the student responses 

for each criterion of the engagement constructs. 
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4.2.1 Behavioral Factors of Learning Engagement 

As indicated in Table 1, a set of nine items (B1 to B9) measure the Behavioral factors of 

engagement, by allowing students to choose their level of agreement. The descriptive statistics for 

the behavioral factors of learning engagement show the highest scored means (𝑥 = 4.41), for three 

items.  

● B1: “When I am in this class, I listen very carefully to all the instructions” (SD 0.62),  

● B2: “I pay attention in this class” (SD 0.51), and  

● B7: “I am able to complete all the activities and exercises given in this class” (SD 0.80).  

The lowest scoring mean (𝑥 = 1.35) is computed for Item B6: “I become disruptive during this 

class (make noise or disturb friends”) with SD 0.79. 

Item B5: “If I do not understand what I read or hear, I go back and read or hear it all over again” 

shares the next highest mean score (𝑥 = 4.35) and SD 0.49, where 10 out of 17 students (58.8%) 

agreed and 7 out of 17 students (41.2%) strongly agreed, as shown in Figure 12. The majority of 

the students also responded positively to Item B3: “I try hard to do well in this class” (𝑥 = 4.29 

and SD 0.69), where only 2 students chose neutral, and the remaining students either agreed 

(47.1%) or strongly agreed (41.2%). For Item B8: “I tried answering the difficult questions in this 

lesson without asking for much help” (𝑥 = 3.76 and SD 0.83) there was slightly more variety in 

responses, where only 1 student (5.9%) disagreed, 5 students (29.4%) chose neutral, 8 students 

agreed (47.1%) and 3 students strongly agreed (17.6%). There were also two items that scored the 

same means (𝑥 = 4.24), which include B4: “When I am in this class, I participate in class 

discussion” (SD 0.66) and B9: “I feel I am more confident in handling difficult topics after 

attending this class” (SD 0.56). 

The cumulative mean score for Behavioral Engagement equivalent to 3.94. 
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Table 1: Descriptive Statistics for Behavioral Factors of Learning Engagement 

Criteria n 
Mean 

(𝑥) 

Standard 
Deviation 

(SD) 

B1 When I am in this class, I listen very carefully to all the instructions 17 4.41 0.62 

B2 I pay attention in this class 17 4.41 0.51 

B3 I try hard to do well in this class 17 4.29 0.69 

B4 When I am in this class, I participate in class discussion 17 4.24 0.66 

B5 
If I do not understand what I read or hear, I go back and read or hear it 
all over again 

17 4.35 0.49 

B6 I become disruptive during this class (make noise or disturb friends) 17 1.35 0.79 

B7 I am able to complete all the activities and exercises given in this class 17 4.41 0.80 

B8 
I tried answering the difficult questions in this lesson without asking for 
much help 

17 3.76 0.83 

B9 
I feel I am more confident in handling difficult topics after attending 
this class 

17 4.24 0.56 
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Figure 12: Student Responses for Behavioral Factors of Learning Engagement 
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4.2.2 Emotional Factors of Learning Engagement 

As shown in Table 2, there were ten items (E1 to E10) that measure the students’ agreement with 

the Emotional factors of engagement. The descriptive statistics show the highest scored mean (𝑥 = 

4.65), for two items, with identical responses: 

● E3: “I enjoy learning new things in this class” (SD 0.49), and  

● E7: “I feel excited about the things that I learn in this class” (SD 0.47) 

The lowest scoring mean (𝑥 = 1.18) was found for Item E10: “This lesson did not raise any 

interesting new ideas or insights” with SD 0.39, where all students either disagreed (17.6%) or 

strongly disagreed (82.4%). Item E2: “This class is fun” and E6: “I am happy to be in this class”, 

share the next highest mean score (𝑥= 4.59) and share identical responses with SD 0.62, as shown 

in Figure 4.1 (b). There were two more items with comparable means (𝑥= 4.47) and identical 

responses; E8: “I find this class a fun place to be” (SD 0.62) and E9: “I enjoy the work that I do 

in this class” (SD 0.62). The majority of the students also responded positively to Item E1: “When 

we work on something in this class, I feel interested” (𝑥 = 4.53 and SD 0.62), E4: “When I’m in 

this class, I feel good about myself” (𝑥 = 4.47 and SD 0.72), and E5: “When we work on something 

in this class, I get involved” (𝑥 = 4.35 and SD 0.70).  

The cumulative mean score for Emotional Engagement was equivalent to 4.19. 

Table 2: Descriptive Statistics for Emotional Factors of Learning Engagement 

Criteria n Mean (𝑥) 
Standard 
Deviation 

(SD) 

E1 When we work on something in this class, I feel interested 17 4.53 0.62 

E2 This class is fun 17 4.59 0.62 

E3 I enjoy learning new things in this class 17 4.65 0.49 

E4 When I’m in this class, I feel good about myself 17 4.47 0.72 
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Criteria n Mean (𝑥) 
Standard 
Deviation 

(SD) 

E5 When we work on something in this class, I get involved 17 4.35 0.70 

E6 I am happy to be in this class 17 4.59 0.62 

E7 I feel excited about the things that I learn in this class 17 4.65 0.49 

E8 I find this class a fun place to be 17 4.47 0.62 

E9 I enjoy the work that I do in this class. 17 4.47 0.62 

E10 This lesson did not raise any interesting new ideas or insights 17 1.18 0.39 
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Figure 13: Student Responses for Emotional Factors of Learning Engagement 

 



50 
 

4.2.3 Agentic Factors of Learning Engagement 

For the Agentic factors of learning engagement, a set of seven items (A1 to A7) allow the students 

to indicate their level of agreement, as shown in Table 3. The descriptive statistics show the highest 

scored mean (𝑥 = 4.47) for A7: “I try to make whatever we are learning as interesting as possible” 

(SD 0.51). 

The lowest scoring mean (𝑥 = 3.24) was found for Item A3: “During this class, I express my likes 

and dislikes” (SD 1.25), where students gave a variety of responses, as indicated in Figure 4.1 (c). 

Items A5: “When I need something in this class, I'll ask the instructor” and A6: “I adjust with 

whatever we are learning so I can learn as much as possible”, share the next highest mean score 

(𝑥 = 4.24) and share identical responses with SD 0.75, as shown in Figure 14. For item A1: “I let 

my instructor know what I need “(𝑥 =4.00 SD 0.79), most students responded positively. However, 

for items A2: “I let my instructor know what I am interested” in (𝑥 =3.41 SD 1.12) and A4: 

“During this class, I ask questions to help me learn” (𝑥 = 3.71 SD 1.26), there is greater variety 

in the student responses 

The cumulative mean score for Agentic Engagement was equivalent to 3.90. 

Table 3: Descriptive Statistics for Agentic Factors of Learning Engagement 

Criteria n 
Mean 

(𝑥) 

Standard 
Deviation 

(SD) 

A1 I let my instructor know what I need 17 4.00 0.79 

A2 I let my instructor know what I am interested in 17 3.41 1.12 

A3 During this class, I express my likes and dislikes 17 3.24 1.25 

A4 During this class, I ask questions to help me learn 17 3.71 1.16 

A5 
When I need something in this class, I'll ask the 
instructor for it 

17 4.24 0.75 

A6 
I adjust with whatever we are learning so I can learn as 
much as possible 

17 4.24 0.75 
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Criteria n 
Mean 

(𝑥) 

Standard 
Deviation 

(SD) 

A7 
I try to make whatever we are learning as interesting as 
possible 

17 4.47 0.51 
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Figure 14: Student Responses for Agentic Factors of Learning Engagement 
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4.2.4 Cognitive Factors of Learning Engagement 

For the Cognitive factors of learning engagement, a set of nine items (C1 to C9) allowed the 

students to indicate their level of agreement, as shown in Table 4. The descriptive statistics show 

highest scored mean (𝑥 = 4.94) for item C3: “When doing work for this class, I try to relate what I 

am learning to what I already know” (SD 0.24), which is also the highest mean compared to all 

the other items categorized within the four engagement constructs  

The lowest scoring mean (𝑥 = 3.00) was found for Item C7: “I am very concerned about the quality 

of my achievement in the exercise and activity session” (SD 1.50), where students also gave a wide 

variety of responses as indicated in Figure 15. There were two other items where the SD was found 

to be greater than one, and the students’ responses showed more variability. This included item 

C8: “I took more responsibility of my own learning in this class”(𝑥 = 3.65 SD 1.32) and C9: “I 

realized that ICT is an option to enhance the understanding when solving problems or completing 

tasks in this class” (𝑥 = 4.18 SD 1.07). 

The next highest scored mean (𝑥 = 4.82) is shown for two items. This includes C2: “I try to make 

all the different ideas fit together and make sense when I study for this class” (SD 0.53) where a 

majority of students responded positively, and C5:” I learnt new concepts and how to apply them 

in this class” (SD 0.39), where all students either agreed (17.7%) or strongly agreed (82.4%). A 

majority of students also responded positively for C1: “When I study for this class, I try to connect 

what I am learning with my own experiences” (𝑥 = 4.65 and SD 0.79), where only one student 

either disagreed, while others agreed (17.7%) or strongly agreed (76.5%). 

The cumulative mean score for Cognitive Engagement was equivalent to 4.21 
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Table 4: Descriptive Statistics for Cognitive Factors of Learning Engagement 

Criteria n 
Mean 

(𝑥) 

Standard 
Deviation 

(SD) 

C1 
When I study for this class, I try to connect what I am learning with my 
own experiences 

17 4.65 0.79 

C2 
I try to make all the different ideas fit together and make sense when I 
study for this class 

17 4.82 0.53 

C3 
When doing work for this class, I try to relate what I am learning to what 
I already know 

17 4.94 0.24 

C4 
I make up my own examples to help me understand the important 
concepts I study in class 

17 4.35 0.93 

C5 I learnt new concepts and how to apply them in this class 17 4.82 0.39 

C6 I worked independently in understanding the contents in this class 17 3.47 0.94 

C7 
I am very concerned about the quality of my achievement in the exercise 
and activity session in this class 

17 3.00 1.50 

C8 I took more responsibility of my own learning in this class 17 3.65 1.32 

C9 
I realized that ICT is an option to enhance the understanding when 
solving problems or completing tasks in this class 

17 4.18 1.07 
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Figure 15: Student Responses for Cognitive Factors of Learning Engagement 
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4.3 Qualitative Findings 

The next phase in the explanatory sequential design of this MMCSR involved the collection and 

analysis of the qualitative findings, where the verbatim transcription of the students’ and 

instructor’s responses in the semi-structured interviews was analyzed as per the principle of 

thematic analysis.  

The following sections presents the findings of the students’ and the instructor responses, and 

describes the extracted codes and themes resulting from the thematic analysis. 

4.3.1 Student Responses 

Findings for RQ2. What is the students’ perception of the RFC approach, in terms of learning and 

engagement? 

The interview began with a few warm-up questions to make the participants feel comfortable and 

to increase the rapport between the participants and researcher. The Interview Questions (IQ) and 

the students’ responses describing their overall perception of the RFC approach, in terms of 

learning and engagement are shown below: 

IQ.1: What is your opinion on the content, quality and usefulness of the videos and other 

instructional materials in this course, given to you in the pre-class time? 
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IQ.2: How did you find the discussions held during the online class time?  
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IQ.3 What is your opinion on the responsibility to learn on your own during the pre-class 

time?  

 

IQ.4: What is your opinion on your own learning improvement in this RFC course? 
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IQ.6: Based on your experience, what are your recommendations for improving the RFC 

learning approach? 
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4.3.2 Instructor Responses 

Findings for RQ3. What is the instructor’s perception of the RFC approach, in terms of learning 

and engagement? 

IQ.1: What was your key interest and rationale towards using the Flipped Classroom 

Approach for your course? 

 

IQ.2: How would you describe your own learning journey regarding the use of videos as 

the pre-class material? 
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IQ.3: In addition to the videos and PowerPoint presentations, were you using any other 

instructional material, for example: videos that are posted by other instructors as 

supplementary information? 

 

IQ.4: What are the different kinds of learning activities and strategies that you use within 

the classroom to increase learning engagement? 

“The most important problem in online learning is typically the lack of student engagement. I 

wanted to make sure that at least most of my students engage in the course. So, what I try to do 

is use a few strategies: 

Number One: I use polls during the lecture and use discussion, meaning that I open a question 

or give them an open question, maybe something that is debatable for them. Basically, they 

thought that I was going to grade them for that but the whole thing was not for grading. It was 

for me just to keep them engaged. Everyone tried participating to some extent. 

Number Two: At the end of each class, I use Socrative, which is a website to put some quizzes 

for them just to make sure that they grasp the idea either from the videos that they saw before 

the lecture or the discussion during the lecture. I could not make them as a group during the 

online session...but my class was already a small group because I only had 17 students in the 
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class.. I think it was successful even as an individual because I was able to keep them engaged 

and participate. 

In addition to that, I use what you call online discussion. That’s a Blackboard forum just to put 

some questions for us to discuss online during one week. I give them one week to give me an 

answer and also comment on each other’s answers. And I give them regular assignments to help 

them to apply what they learn in the classroom.” 

?  

IQ.5: What do you think has been your biggest success in this approach, from this 

change? 

“From my side, I definitely got more interaction with the students. If the lecture was done during 

the in-class session, I would be spending most of the lecture just giving them the lecture and 

maybe at the end of the lecture I tick two or three lesson objectives. I barely noticed who is 

interested or who is enjoying the material or not. However, keeping the time for the discussion 

gave me a lot of perspective from the student’s side. 

From the side of the student, the feedback that I get is that “Doctor, we are more prepared for 

any exam or any assessment than the normal method of teaching. So they have a very good 

explanation and overview of the material, even before starting to study it. And the discussion 

will enforce it into their minds maybe. So, they found that things that weren’t clear are better. I 

think it just created more time for us to interact and grasp material better. That helped them in 

passing the assessment better. I can see that in their grades. I am having a hard time giving 

someone a C.” 

 

?  

IQ.6: What have been some of the challenges you faced in the Flipped Learning 

approach?  

“Well, there were frequent incidents where students did not watch the video before coming to 

the classroom. This is the most annoying part of the whole thing. I also understand that the 
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student might have a quiz, might have an exam or something that makes them not watch the 

videos on time. Although I posted the videos way before, I tell them you can watch them any 

time. You do not have to watch them right before the lecture time.  

Once they tell me I did not see the lecture, I ask them to promise me to see the next one. Of 

course, it takes time. I know that everyone is stressed. Maybe if it was an in-class lecture, I would 

have acted differently but again …at least I am an approachable person for them. So they know 

… I try to make it… I do not want to force it but I want to make them want to do it. That’s what 

I am trying to do here.” 

 

IQ.7: In terms of the improvement that you are seeing, what are your next steps if you 

would like to consider this approach for the next term?  

“Well, first I will try to include a couple of courses to make them flip… I will try to improve the 

quality of the videos and the…most importantly I will try to find out depending on the situation 

next semester if it is in-class or online, but I will try to find more methods to engage students 

during the class, to make them engage more, to make them participate more in the discussion 

and I was thinking of doing an early assessment every lecture… just a quick assessment. It 

doesn’t have to be graded but it makes me measure where the students again are in terms of the 

material. 

So, I think I will try to find a way to improve what we call the basics, where we stand at the 

beginning of each lecture in order to be able to build up and try to narrow the gaps between the 

students in the whole learning experience.” 
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4.3.3. Extracted Codes and Themes 

The Tables below describe the codes and themes extracted from the verbatim transcription of 

student focus group interview, and instructor interview. 

Student Responses 

 

Table 5: Extracted Codes and Themes from Student Interview Responses  

Codes Themes 

Self-paced learning Flexibility in Class Preparedness 

Timely Availability of Instructional Resources 

24/7 Access 

Time-Management 

Clear and Detailed Content Enhanced Quality of Learning 

Resources 

Speed-watching of Long Videos 

Debates on the Length and Quality of Videos 

Usefulness 

Quality of Discussions  

Discussions and Interactions  

Learning through Peer Interaction 

Instructor Interaction and Feedback 

A greater need for enhanced collaborative 

learning strategies 

Enhanced Comprehension of Knowledge Meaningful and Deep Learning 

Deep Learning 
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Relate new concepts with previous knowledge 

Self-Motivation Autonomy and Agency 

Self-setting of Learning Goals  

Self-evaluate Learning Progress 

Self-reliance on Learning (Autonomy) 

 

Instructor Responses 

 

Table 6: Extracted Codes and Themes from Instructor Interview Responses  

Codes Themes 

Learning Curve with adoption of several 

tools to enhance videos.  

Experience with technology and 

EdTech resources 

Knowledge gained about software and 

audio/visual settings for the pre-recorded 

videos 

Familiarity with preparing scripts for better 

videos and enhanced learner 

understanding. 

Instructor Interaction Interaction & Feedback 

Peer Interaction 

Use of Discussion Boards  

A need for enhanced collaborative learning 

strategies 

Use of Polls  Assessment of Learner Understanding 

Use of Socrative website 

A need for more in-class assessment 

strategies before the session starts 

Time-Management Issue for Students Class Preparedness 
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Chapter Five: Discussion 

Overview 

This chapter reviews and analyzes the findings to answer the research questions. The MMCSR has 

three primary research questions, and this chapter discusses and explains the findings according to 

the research literature. The chapter concludes with the limitations of this research and provides 

implications and recommendations for future research work. 

5.1 Quantitative Analysis Discussion of Student Responses 

5.1.1 Discussion for Research Question 1 

RQ1: What is the impact of the implementation of RFC approach on students’ behavioral, 

cognitive, emotional and agentic levels of engagement? 

Behavioral Factors of Learning Engagement 

The descriptive statistics from section 4.1.1 revealed a positive student perception of Behavioral 

engagement, as the mean values of item B1 to B9 were generally higher, with lower values of 

standard deviation. Only item B6: “I become disruptive during this class (make noise or disturb 

friends)”, sustained the lowest mean, which itself indicates that students were thoroughly involved 

in learning, and refrained from exhibiting any behavior that would be deemed negative, or linked 

with disengagement. 

The rationale for the positive learning perception of Behavioral engagement in this research study 

can be linked to three domains within the Behavioral engagement construct;  

1. the students’ conduct during the in-class session (Azvedo, 2015),  
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2. the students’ on-task attention, interest, and their willingness to understand challenging 

topics (Reeve and Tseng, 2011), and  

3. the students’ active participation and contribution to the classroom activities (Baker et al., 

2017).  

The results revealed an overall positive perception to behavioral engagement. The results are 

consistent with other research studies that utilized Reeves LES to measure and analyze students’ 

engagement in FC. In a he research study by Subramaniam and Muniandy (2019) a 4-point Likert 

scale LES questionnaire was used for Computer Science students and results revealed the 

Behavioral engagement level to be 3.04. In another study carried out on TESOL students enrolled 

in an Instructional Design course, Jamaludin and Osman (2014) used a 7-point Likert scale for the 

Reeves LES questionnaire where the mean for behavioral engagement was above 5.00. Results for 

both studies revealed students actively participating in the courses compared to the traditional 

didactic lecture-based course and students in the FCs particularly had a high behavioral 

engagement. 

Emotional Factors of Learning Engagement 

The descriptive statistics from section 4.1.2 revealed a positive student perception of emotional 

engagement, as the mean values of item E1 to E10 were significantly higher, with low values of 

standard deviation. Additionally, the lowest mean was observed for item E10: “This lesson did not 

raise any interesting new ideas or insights”, where a majority of students expressed their 

disagreement with the statement, thereby implying that they actually found the lesson interesting 

and therefore engaging.  

Based on the aforementioned results, a rationale for the positive perception of emotional 

engagement can be explained by the variety of emotions students experience in academic settings, 
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which encapsulates the student feelings towards the learning environment, and the attitude and 

interaction with peers the instructor (Taylor and Sattler, 2013), as indicated in the E1 to E10 item 

list. Additionally, while a student can learn well without actually engaging emotionally, the self-

determination to learn further may not occur unless a student is emotionally engaged, and vested 

in their learning. The results are also consistent with the research carried out by Jamaludin and 

Osman (2014), Subramaniam, and Muniandy (2019), where the findings revealed that FL 

improved student’s emotional engagement and classroom participation, which therefore 

emphasizes the importance of emotional involvement in fostering successful learning. 

Agentic Factors of Learning Engagement 

The descriptive statistics from section 4.1.3 revealed a positive student perception of agentic 

engagement. Although students expressed a greater variety in their levels of agreement for A2, 

A3, and A4, generally students responded positively to the other items outlined for agentic 

engagement. 

The rationale for the results in agentic engagement can be linked to the instructional approach and 

peer collaboration during the pre-class, in-class, and post-class session. Although the synchronous 

and asynchronous learning activities were designed with active-learning strategies initiated by the 

instructor to allow students to engage, results show that approximately 35% of students had been 

reluctant to open up to the instructor and express their preferences. This could be linked to certain 

psychological factors such as general reluctance/shyness of a student to interact with the instructor, 

and can be accounted for the settings in virtual learning environments, where the absence of 

physical interaction with other students and instructors frequently affects online interaction (Liu 

et al., 2007).  
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Although student responses for expressing their learning preferences to the instructor showed a 

greater degree of variability, the results showed that students learned to adjust and personalize 

their learning (on their own) to make it interesting, so that they can learn as much as possible. The 

results are similar to both, Jamaluddin and Osman’s (2014) study and Subramaniam nd 

Muniandy’s (2019) study, where even though agentic engagement had the lowest score compared 

to other engagement constructs in Reeve’s LES questionnaire, students demonstrated higher self-

determination to engage meaningfully in their learning as FC contributed to successfully creating 

a motivationally supportive and engaging learning environment. 

Cognitive Factors of Learning Engagement 

The descriptive statistics from section 4.1.4 revealed a highly positive student perception of 

cognitive engagement, as the mean values of items C1 to C9 were generally higher, typically with 

low values of standard deviation.  

For the RFC in this study, students indicated that they were able to relate to the gained knowledge 

with their previous learning and experiences, as well as apply their learning in new situations which 

allowed them to engage cognitively. Consequently, the results for cognitive engagement situate 

well with the socio-constructivist learning theory (Vygotsky 1978), Master Mode in Bloom’s 

Taxonomy (Krathwohl, 2002) as well adult learning principles (Knowles, 1984; Kearsley 2010) 

as explained in section 2.2. The results are also similar to several other research studies that have 

investigated the efficacy of FL environments and discovered cognitive engagement to be 

frequently high for students (Subramaniam and Muniandy, 2019; Jamaluddin and Osman, 2014; 

Kahu, 2013; Reeve 2013).  
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5.2 Qualitative Analysis Discussion of Student and Instructor 

Responses 

The findings from the semi-structured interviews revealed the extracted codes through which 

certain unifying themes were conceptualized. For the student focus group interview, the themes 

include: 

A. Class Preparedness and Flexibility in Learning,  

B. Enhanced Quality of Learning Resources,  

C. Discussions, interactions and Group Work,  

D. Meaningful and Deep Learning, and  

E. Autonomy and Agency.  

For the instructor interview, the themes include: 

A. Experience with technology and EdTech Resources 

B. Interaction & Feedback 

C. Assessment of Learner Understanding 

D. Class Preparedness 

This section discusses the extracted themes as per the Research Questions. 

5.2.1 Discussion for Research Question 2 

RQ2. What is the students’ perception of the RFC approach, in terms of learning and 

engagement? 

Class Preparedness and Flexibility in Learning 

A majority of student responses highlighted that the timely availability of instructional resources 

allowed learners to be flexible in their learning time and structure their learning according to their 
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schedule. As indicated in the FLIPPED model proposed by Chen et al. (2014) (discussed in section 

2.2), the flexible environment in the FL approach empowers students with the choice to learn from 

a variety of instructional materials, and that too at their own pace, contributing to a “fluid timeline 

of student work and concept comprehension” (Radder-Renter, 2020, p.1). Moreover, results 

revealed that the 24/7 ease and accessibility to video lectures and other learning resources 

facilitated participants pre-class, in-class, and even post-class engagement, as students were able 

to review materials if they had not understood the concept and revise the information accordingly. 

However, despite its advantages, some students revealed that time management was a significant 

challenge for them during the pre-class online preparation, which affected their in-class 

participation. The comments are similar to other studies, where it was discovered that students 

who struggled with organizational skills and time management were overwhelmed with the 

autonomous responsibility of online learning in FC (Farrell and Brunton, 2020; Lo and Hew, 2017; 

Khanova et al.,2015) resulting in little, or no class preparation, that affected the overall learning 

perception of FL (Ahmed Uzir et al., 2020; Heinerichs et al., 2016).  

Enhanced Quality of Instructional Resources 

Responses from students revealed their general satisfaction and happiness with the content, 

quality, and usefulness of the pre-class learning materials. The pre-recorded video lectures allowed 

students to watch, pause and revise their gained knowledge according to their own learning 

preferences, and also allowed them to engage better during the class discussions. The results 

corroborate a prior study by Gustilo et al. (2015), who found that the utilization of videos in active 

learning environments supported higher student engagement and even led to better academic 

performance. 
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However, students also mentioned that the video lectures were typically an hour long and were 

split in case the video duration was even longer. With the lengthy video duration where several 

topics were discussed, students frequently speed-watched or read through the slides instead of 

watching the video, just so that they can prepare for the class in time. This phenomenon has been 

reported in other studies as well, where students were found to be disengaged if the video was too 

long (Slemmons et al., 2018), or bored if the online videos did not employ interesting visuals 

(Pierce and Fox, 2012). As a result, students stated that they read the slides in the MS PowerPoint 

presentation instead of watching the videos (Ossman and Warren, 2014), or even skipped to read 

or watch the pre-class teaching materials (Karabulut‐Ilgu et al., 2018). While the student 

discussion on the length of pre-recorded videos brought several viewpoints in this study, where 

some students favored micro-lectures while others resisted, all students asserted that improper 

time-management was the main reason to skim through the video, although they found the content 

and quality engaging and rewarding, especially during the revision time in the post-class or pre-

exam period. 

Discussions, Interactions and Group Work 

Students perceived that the pre-class preparation allowed them to actively engage and learn more 

from their peers and instructor during the in-class interaction. While small individual groups were 

not formed, all students in-class did interact online with each other and with their instructor as a 

huge group in both - synchronous interaction during the in-class discussion time, and also 

asynchronously on the Discussion forum in Blackboard Collaborate, where the instructor or 

students posted open-ended questions. This reflects well on the constructivist and the social 

constructivist learning theory, where the MKO individuals scaffold students learning and move 

them along the ZPD (Mok, 2014), as discussed in section 2.2. Students also reported that these 
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efforts culminated in actions where they were able to reflect more on the gained knowledge, during 

the post-class time.  

Some students who had experienced group learning in other flipped classrooms with F2F sessions 

before COVID-19, also advocated a similar need for smaller groups online in which collaborative 

learning activities can be conducted, with the reasoning that this would lead to even higher 

engagement. This is also supported in recent research studies which have evaluated the 

effectiveness of smaller groups in RFC environments (Heiss and Oxley; 2021; Bond et al., 2020; 

Ho et al., 2020), citing that this allowed better interaction and rapport between students, and 

allowed even shy students to be more confident in their interactions, leading to higher engagement. 

Meaningful and Deep Learning  

Students' responses revealed that the pre-class learning allowed them to have an enhanced 

comprehension of knowledge and prepare for further questions, before attending the in-class 

sessions. Students also mentioned that the process of attaining new information pre-class, would 

not have occurred in the traditional lecture-based classroom, where they would be receiving the 

information for the first time during the in-class session. 

Additionally, students were also able to relate their gained knowledge with their current and prior 

experience, as well as reinforce the concepts learnt during the discussion in the in-class session, 

allowing deeper learning and higher-order thinking skills to develop (Krathwohl, 2002). While 

this meaningful learning approach aligns with the Mastery Mode of learning, as discussed in 

section 2.2, it also aligns well with both, the social-constructivist learning theory as well as adult 

learning theory with relevance and emphasis on applying solution to a problem-centered learning 

content (Kearsley, 2010). This empowers students to exhibit more confidence in their learning and 

therefore, stay motivated and engaged throughout their learning. 
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Autonomy and Agency 

The results showed that students felt more responsible towards their learning and demonstrated 

increased autonomy to understand the learning contents. According to Reeve (2013), the instructor 

primarily initiates the students’ agentic contribution by developing positive instructor-student 

relations and peer-relations that facilitate autonomy in students and increase their confidence. 

Although these variables are mutually reciprocal, agentic engagement can culminate in actions 

where “learners enrich (e.g., challenging the activity), modify (e.g., working with a peer), and 

personalize (e.g., expressing a preference) learning” (Montenegro, 2017, p.122). 

Concerning the RFC in this study, the majority of students revealed that they did not find the 

responsibility overwhelming as the other benefits far surpassed their concerns to attain knowledge 

on their own. Students highlighted they were able to self-regulate their learning goals and monitor 

their academic progress, as they felt motivated and engaged to do so. Other research studies have 

also highlighted the importance of self-regulation, agency, and autonomy in FL environments 

(Jamaluddin and Osman, 2014; Subramaniam and Munaidy, 2019). The benefit is not only limited 

to the students’ higher achievement of learning outcomes but it is also linked with the development 

of other life-long skills, such as enhanced confidence and the capacity to create learning 

opportunities for themselves (Bjerede and Gielniak, 2017). 

5.2.2 Discussion for Research Question 3 

RQ3. What is the instructor’s perception of the RFC approach, in terms of learning and 

engagement? 

Experience with Technology and EdTech resources 

The responses from the instructor revealed a keen interest and motivation to transform the teaching 

and learning experience for students within the online learning model, especially after the remote 
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learning implementation during the COVID-19 crisis. A major reason cited for this change was 

the typical lack of student engagement, which is prevalent in online learning models, especially 

those that adopt the lecture-based model of teaching (Affouneh et al., 2020).  

Research studies, which have evaluated the instructors’ perceptions with the shift towards the 

implementation of a FL environment, have commonly, reported the transition process to be 

overwhelming, and “that four distinct cyclic phases occur when transitioning to FL. These phases 

include motivation to change; preparations to flip (including cognitive, curricular, and student 

notification); adoption of pedagogy and practice strategies in learning environments; and 

reflections on the benefits and challenges of adopting the model” (Brewer and 

Movahedazarhouligh, 2018, p.3). The instructor responses indicated that the transition from the 

typical lecture-oriented online learning model to RFC was accompanied with a challenging 

learning curve, as he tested several technological and audio/visual resources to refine the video 

lectures, which acted as the key instructional material. In addition, the instructor did not just read 

information from the Microsoft PowerPoint slides, but actually learned the skill of script writing 

to describe scenarios through which he captured the students’ attention and enhanced their 

conceptual understanding. The end-purpose of these efforts was to enhance the students’ learning 

experience within a FL environment. 

 Interaction & Feedback 

The responses from the instructor indicated a high satisfaction with the increased levels of 

interaction with the students, during both phases of the RFC; asynchronous interaction through the 

Discussion Boards on Blackboard Collaborate, and synchronous interaction with the provision of 

immediate feedback during the in-class sessions (Means et al., 2014).  
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The reversal in teaching time, with the advantage of meaningful enhanced learning (Herreid and 

Schiller, 2013), is indeed one of the key rationales of implementing a FL environment. As 

highlighted in several research studies, students appreciated the opportunity to collaborate with 

their peers (Bond and Bedenlier, 2019; Goh and Ong, 2019; McLaughlin, 2013), with the presence 

of the instructor who guided their thinking and their conversations.  

Assessment of Learner Understanding 

Responses from the instructor revealed the utilization of few formative assessment strategies, such 

as the use of online polls during the in-class session and a quiz at the end of the in-class session. 

While these assessment methods were not graded, students were repeatedly encouraged to 

participate and state their questions so that any concept misconception can be resolved. 

A key rationale for implementing these strategies was to assess the learner's understanding and 

make sure that they are involved in their learning. Additionally, the pre-class learning is done 

individually as the preparation for the upcoming class, and it is necessary for the instructor to 

ensure that learners have the correct conceptual understanding of the basic information, before the 

in-class discussion proceeds with advanced concepts (Talbert, 2017). While the in-class 

assessments were not graded to reduce the pressure, the instructor recommended the need for more 

in-class assessment strategies at the beginning of the class to have a reliable comprehension, of the 

students’ level of understanding, so that the discussion can proceed efficiently and result in the 

achievement of the learning objectives of the course.    

Class Preparedness 

Responses from the instructor revealed a general annoyance with the lack of pre-class preparation, 

which was often a frequent repetition amongst students.  
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Within research literature, a critical challenge for instructors stems from ensuring that students are 

prepared when they attend the in-class session (Lai and Hwang, 2016; Rahman et al., 2015) to 

ensure the success and productivity of the FL approach in FC (Rotellar and Cain, 2016). Yet the 

accountability of whether the student has gone through the learning materials before coming to 

class, is still cited as a major challenge (Jovanovic et al., 2019; Slemmons et al., 2018; Filiz and 

Kurt, 2015), with the students lack interest and boredom cited as the primary reason (Slemmons 

et al., 2018; Pierce and Fox, 2012). However, in this study, students indicated that while they 

enjoyed the pre-class recorded lectures, the students' poor time-management and balance of study 

load from other courses was a major reason for the lack of class preparation, as explained in section 

5.2.1. To positively motivate students, the instructor gave frequent reminders to students during 

the-class sessions, to watch the videos whenever students have the time, and the instructor made 

sure to post the videos at an appropriate time, so that students get ample number of days to allocate 

their time and watch the videos before the attend the online in-class session. 

5.3 Mixed-Method Analysis of Student and Instructor Responses 

As explained in section 3.3, this MMCSR adopts a sequential research design to collect data, where 

the quantitative and qualitative data both hold equal priority/research weight (Kroll et al., 2005). 

The sequential integration of the quantitative data collection and analysis in Phase 1, followed by 

the qualitative data collection and analysis in Phase 2, allows inferences to be conceptualized. 

Therefore, this section analyzes the combined results from both qualitative and quantitative 

findings so that the final interpretation of these multitudes of perspectives allows a deeper 

understanding of the research topic (McCrudden and McTigue, 2018).  

The findings of the LES Questionnaire in the RFC revealed a positive students’ perception for the 

Behavioral, Emotional, Agentic, and Cognitive constructs of learning engagement, as the means 
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for each engagement constructs was above 3.9 in the 5-point Likert scale, for the entire class who 

had completed the LES questionnaire. From the Qualitative Findings, the responses from students 

and instructors revealed commonality in themes where it was determined that the content, quality, 

and availability of the pre-class materials and instructional videos were kept interesting to 

meaningfully engage students, resulting in effective learning. The rationale for the positive 

perception of cognitive engagement, which scored the highest mean in the LES questionnaire, can 

be linked with the instructor’s efforts to explain the concepts through a scenario-based teaching 

approach - rather than just reading from the slides in the pre-recorded lecture. Additionally, the 

instructor also incorporated technological and audio/visual resources to refine the video lectures. 

Additionally, as indicated in the qualitative findings, the flexibility in the learning pace and 

availability of resources online, allowed students to revise the information by pausing and 

replaying the video several times, allowing them to self-regulate their learning progress and have 

a better grasp on their understanding. 

Moreover, the purpose of an FC or RFC environment is primarily to optimize learning that occurs 

in the virtual and F2F sessions. While the responsibility of learning is transferred from the 

instructor to the learner in the pre-class learning time, the in-class sessions are specially reserved 

to maximize the interactions between learners and the instructors (Bond et al., 2020; Wong et al., 

2019; Karabulut‐Ilgu et al., 2018; Dziuban et al., 2018; Mok, 2014), allowing better understanding 

of concepts and to clear any misunderstandings in the learning process. In this study, the students 

received immediate feedback during the online in-class sessions and engaged with the instructor 

and their peers asynchronously on the Discussion boards in Blackboard. These strategies aided in 

the understanding and mastering of knowledge and skills, and ensured that deep learning, 

consequently leading to achievement of higher-order thinking skills. Furthermore, the high number 

of interactions allowed students to feel that their perspectives are valued, which positively reflected 
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on their passion and excitement to learn more on their own and from their peers, leading them to 

be more responsible for their learning. However, from the qualitative findings, responses from 

students and the instructor indicated that poor time management in the pre-class preparation did 

result in some amount of stress. This is particularly important, as the flipped approach requires a 

level where an instructor wants to explain more information based on the videos and other 

instructional material, yet if students have not gone through the materials before attending class, it 

can significantly deteriorate the quality of flipped teaching and learning.  

Consequently, the variety of quantitative and qualitative findings offer diversity in perspectives, 

and their integration provides detailed inferences, which answer the research questions, aiding the 

understanding related to the instructor and students’ perception of learning and engagement for the 

RFC approach in the course. 

5.4 Implications  

From the findings of the study, few recommendations can be made to enhance the RFC approach 

for other courses: 

1. Assign students in to smaller group for more effective collaborative learning 

In this study, the RFC setting allowed the instructor and the students to interact through 

synchronous and asynchronous online discussion, however small individual groups were not 

formed. While creation of student groups can easily be managed in F2F instruction, it can also 

be managed within RFC instruction through Blackboard Breakout Rooms or Zoom Breakout 

Rooms. Results from several studies conducted on the effectiveness of FL environments in 

both F2F and remote learning in-class sessions, have supported the creation of small student 

groups to increase the students' interaction with each other and to engage in the learning 

process, which ultimately would result in deeper-levels of concept comprehension, 
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application and evaluation. Collaborative Learning activities through small individual groups 

can also allow the instructor to interact and provide feedback on an individual, as well as on 

a group level.  

2. Use Pre-Formative Assessment Strategies 

While formative and summative assessments are the typical assessment strategies to evaluate 

student learning, in FC the assessment of the student’s pre-class knowledge can also be 

implemented through “pre-formative” (Talbert, 2015, para 5) assessment strategies. This type 

of assessment can provide a reliable comprehension of the students’ level of understanding so 

that the instructor can lead the discussion to address any misconceptions and deal with 

situations in case a student has not come prepared in class. This can also make the in-class 

discussion and collaborative learning activities more productive and engaging for the 

students, as the instructor will specifically target those areas during the in-class session, where 

there were more discrepancies in the student answers in the pre-formative assessment.   

3. Provide Pre-Class Activity and Feedback  

In addition to pre-formative assessment strategies, the instructor can also consider embedding 

a pre-class activity. While students would be required to watch the pre-class videos, students 

can also be notified to prepare for a related activity in the class, for which immediate feedback 

can be given by the instructor. As an incentive, these activities could also be given bonus 

marks which may be added to the students overall grade. As there are no negative marks 

associated here, students would be encouraged to earn that extra credit by actually making 

efforts to go through the pre-class materials, which would also help them during the in-class 

discussion and activities. 

4. Use of “Micro-Lectures” and/or Mark Points in the Video Lecture 



82 
 

The RFC in this study utilized a 60 minutes video as the pre-recorded lecture where all 

students appreciated the content, yet the length of the video was a debate with multiple 

opinions. Within research literature, findings from several studies in the FC environment have 

advocated the use of micro-lectures to successfully engage students (Ho et al., 2020; Hew et 

al., 2020; Bond and Bedenlier, 2019; Karabulut‐Ilgu et al., 2018) and retain their attention 

span. It is therefore recommended to break down the lecture topics in a timeframe of 15 to 20 

minutes per video to create the micro-lecture. Alternatively, the instructor may also use “mark 

points” within the single 60 minutes YouTube video, which would indicate discussion around 

a certain topic of the lecture itself, so that students can navigate easily to that particular section 

to prepare for the class or revise the information to clear any concept confusion. 

5.5 Conclusion 

While the sudden unprecedented shift from face-to-face instruction to online learning was 

primarily implemented to ensure learning continuity amid the COVID-19 crisis (Dhawan, 2020), 

the analysis of the psychological factors through which a student's internal investment or 

motivation to engage in learning is crucial. Grebennikov and Shah (2013) emphasized that the 

student’s perception of learning has continuously evolved over the years, and the focus is not only 

on the students’ gauging the pedagogical approaches and assessment of teaching practices, but 

also on creating a holistic learning environment, that embeds active learning strategies to enrich 

student engagement and motivation. This is especially critical, as the student's learning 

engagement is an efficient prognosticator to students’ learning progress, academic performance, 

and success (Reeve et al., 2020; Eccles, 2016).   

In this research study, the effectiveness of the RFC approach in terms of engagement and 

perceptions of learning revealed a positive perception, where the students were satisfied with the 
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RFC learning approach. The RFC provided the opportunity for a student-centered learning 

environment to be fostered, where the students were able to engage effectively across the 

Behavioral, Emotional, Cognitive, and Agentic constructs of engagement, and demonstrated 

increased levels of interaction with the instructor and their peers. The research study provides 

pedagogical and technological implications, which can be considered as an initiative of 

improvement for future implementation. 

5.6 Limitations of the Study 

The research study has a few key limitations. It was initially intended to have a larger sample size, 

however the RFC approach was implemented by only one instructor in a single course and 

therefore, the total number of participants were limited only to that particular course and to the 

single instructor. Although the MMCSR design allowed a smaller sample size, a key disadvantage 

is that the results can not adhere to generalizability.  

Another limitation in this MMCSR is that the data could be collected only once due to participants' 

busy schedules. Since engagement is a complex construct, its detailed analysis may require data 

to be collected multiple times across different situations and that too by employing other data 

collection tools such as observation, to analyze its comprehensive effect. Additionally, despite its 

thorough examination and systemization in literature, the “variation in both the operationalization 

and measurement of the engagement construct has made it difficult to make comparisons between 

the studies’ findings” (Maroco et al., 2016, p.2) as several different factors could be involved in 

the process. Debates on the lack of consensus of the number of dimensions involved in student 

engagement, and its impact on research, including emphasis on how each of the constructs should 

be empirically validated have also been mentioned in other studies (Zepke, 2018; Ben-Eliyahu et 
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al., 2018; Sinatra et al., 2015), which precludes the need for further evaluation and synthesis of 

engagement constructs and the overlap between each construct (Azevedo, 2015; Boekaerts, 2016).  
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Appendix 2: LES Questionnaire 
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Appendix 3: Consent Form (Focus Group Interview) 
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Appendix 4: Consent Form (Instructor Interview) 
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Appendix 5: Student Focus Group Interview Questions 

 

Warm-up Question: Have you experienced Flipped classrooms before, OR is this your first 

student experience?  

IQ.1: What is your opinion on the content, quality and usefulness of the videos and other 

instructional materials given to you in the pre-class time? 

IQ.2: How did you find the discussions held during the online class time? 

IQ.3: What is your opinion on the responsibility to learn on your own during the pre-class time?  

(For example Did you find it exciting or difficult to handle?) 

IQ.4: What is your opinion on your own learning improvement in this RFC course? (For example, 

were you able to apply the gained knowledge further, and improve your critical thinking 

skills or did you feel no difference?) 

IQ.5: Based on your experience, do you think the RFC Approach can be improved? Please give 

a few suggestions. 
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Appendix 6: Instructor Interview Questions 

 

IQ.1: What was your key interest and rationale towards using the Flipped Classroom Approach 

for your course? 

IQ.2: How would you describe your own learning journey regarding the use of videos as the pre-

class material? Were you comfortable with making the videos and more importantly did 

you learn new tools while making these videos? 

IQ.3: In addition to the videos and PowerPoint presentations, were you using any other 

instructional material, for example: videos that are posted by other instructors as 

supplementary information? 

IQ.4: What are the different kinds of learning activities and strategies that you use within the 

classroom to increase learning engagement? 

IQ.5: What do you think has been your biggest success in this approach, from this change?  

IQ.6: What have been some of the challenges you faced in the Flipped Learning approach?  

IQ.7: In terms of the improvement that you are seeing, What are your next steps if you would like 

to consider this approach for the next term?  
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Appendix 7: Verbatim Transcription (Student Focus Group 

Interview) 

Moderator: Thank you very much for your time. As you have read in the Consent form prior to 

joining this interview, I will be asking a series of questions related to your perspective and 

experience with the RFC approach for your course, Cosmetics and Para-Pharmaceuticals. I will 

encourage everyone to feel comfortable and answer accordingly. You may raise your hand to 

answer at any time. I will also be mentioning the participants username to get their responses, so 

feel free to answer. Lets begin! 

Warm-up Question : Have you experienced Flipped classrooms before, or is this your 

first student experience?  

Student 1 

 

“I haven't had personally an entire course built on this sort of 

approach, where you would have to study material before coming to 
the lecture.  

I have only had, in some instances, asked by the instructor in other 
courses to study before coming to class, where it wouldn’t be the 
norm for the entire course throughout the semester” 

Student 2 “I’ve experienced it previously in another course.” 

Student 3 “This is my first experience.” 

Student 4 No Response 

Student 5 No Response 

Student 6 No Response 

Student 7 
 

“I've experienced this in several other courses, previously and in this 
semester as well.”  

IQ.1 What is your opinion on the content, quality and usefulness of the videos and other 

instructional materials given to you in the pre-class time? 

Student 1 
 

“The videos are very very clear because it would be a very detailed 
explanation of the whole topic, and it was not that lengthy as well.  

The length of the video was almost an hour. So, If I could spare an 
hour before the upcoming lecture it was good enough. Also since it 

was a video format, I could speed through the video before the 
discussion in the in-class session, to speed up and remember what I 
have studied. Overall the material itself was helpful, and the purpose 

was very good indeed.” 

Student 2 “I agree with Student 1. The teaching materials were clear and 
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 amazing, especially the videos. I was able to catch the information 
and keep it in my mind.  
When I listened to the first pre-class videos, I got a lot of information, 

and then I heard it again in the last class, the information stuck to 
my mind, so it was very helpful.” 

Student 3 

 

“I feel it's a great experience, since we had a full image of the lecture, 

and we just discussed the materials so I feel it was stuck in my mind. 
So when I remember it easily when I study. The video had all the 
necessary details and was easy to understand. 

Also, I feel it's great and soo useful to watch the videos before the 
quiz and exam, and you can even remember the instructors voice 

during the exam itself.” 

Student 4 
 

“The content was clear and it was actually very useful. Instead of 
listening to the materials for the first time in class, we would already 

be having a background about the information, which was soo 
helpful. 
Also, I can watch the video before the quiz, but in case I have other 

quizzes/midterms going on, I don't have the time to watch it. In fact 
most of the time I’m unable to catch up, so I end up watching the 

video just before the class, not beforehand.  
For example, I can watch the video comfortably, only if I don’t have 
a quiz or exam on that day, because it does take time to watch the 

whole video.” 

Student 5 
 

“I thought it was very clear and very helpful, because normally I don’t 
like to write notes. So with videos it was easier so you could repeat 

it over and over, and proceed with whatever is needed, and I didn’t 
have to stress about writing it down during the lecture, or if I missed 
out something. 

To be honest, it was easier for us in exams, because like we had a 
very strong background of the concepts as shown in the videos. So 

when we had to study for another exam, it would take us one or 
maximum two days to finish the material, and that is why it was 
easier.” 

Student 6 “I found it very informative and helpful, like everyone else said. The 
only downfall about it, was for example during the midterm season 

when I had to listen to the pre-recorded lecture and attend the 
lecture during the in-class session, and that was kind of like time-

consuming for me.  
But other than that I enjoyed the video lectures a lot.” 

Student 7 
 

“I really like it. I think he explains everything in detail And he clarifies 
everything. So when we come for the in-Class session, he repeats 
some of the important points during the discussion And I feel that the 

information is stuck in my brain Because I already heard it in the pre 

recorded lecture and then I am having it again during the live 
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discussion.”  

 

 

IQ.2 How did you find the discussions held during the online class time? 

Student 1 

 

“I found that the discussion itself was not just a brief discussion 

about the video lecture. The discussion was enriched with other 
details in a way that I would be getting the entire lesson explained 
in a way over like.. two lectures. So it was actually difficult for me 

to forget anything. After all of that, if I do forget, it would be all 
my fault.  

Also, it's not just good that the information sticks in my head. 
Basically you have two sources of acquiring the information, so it's 
a lot more difficult to drop something out.” 

Student 2 
 

“Unlike this course, in other classes, during any discussion, the 
instructor is speaking 90% of the time, and only some students will 
be participating because they have a background about the 

information. 
But in this approach, studying beforehand or watching the material 

before the lecture, we- the students- will be having our discussions 
with each other and the instructor, and everyone will have 
something to add. None will just sit there without knowing what 

happened. Everyone will be participating.” 

Student 3 “I agree with student 1 and Student 2. The class discussions were 
very helpful.” 

Student 4 “The discussions are helpful, but it got stressful to watch the 

videos sometimes when we were very busy with other tasks. In 
case we could not watch the video before coming to class, and in 

case the instructor asked us a direct question, it got slightly 
awkward to explain.” (*laughs*) 

Student 5 
 

“Yes, the discussion is good, but the only thing about this is that 
sometimes it is stressful. Sometimes we didn't watch the video due 

to us being busy with some other work. In that scenario, when we 
were prompted to attend a sudden quiz in class with no class 

preparation, it got stressful. It was also embarrassing to explain to 
the instructor that we hadn’t watched the video and that was the 
reason a quiz in class was stressful.”  
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Student 6 “In my opinion it was a very beneficial and informative way of 
giving us information. However during the midterm period, I was 
unable to watch the videos, and I became very confused in the in-

class session where the discussion was happening, especially when 
I directly received a question from the instructor to answer. Other 

than this I found it very helpful.” 

Student 7 
 

“The discussions were very nice.  
I feel that normally in the lecture course where we are receiving 
the information for the first time, it's hard to think or ponder about 

such questions when we are at a beginning stage. But over here in 
the discussions, students were coming prepared with the questions 

and it was to a point where the students were opening up the 
space for more questions and understanding the information more 

and they were now seeking to apply it in different contexts.” 

Supplementary Question:  

I believe you said the videos were typically for 1 Hour.  

Was it one single video or was the topic split into two parts so that you could watch the 

videos as a sequence?  

Student 1 

 

“For the lecture, where the video was split into parts, I felt like it 

made preparing ourselves to watch the videos before the lecture a 
lot easier. Because if you see a video that is for example 150 

minutes long, chances are that you’ll not find that time or you’ll 
feel like that you need to find a lot more time than you actually 
need. 

So for our Monday and Wednesday in-class sessions, if the 
instructor uploaded the video on a Wednesday/Thursday, we had 

typically 4-5 days, where we needed to only find the time to watch 
the video before the next in-class session, and we needed like 
maximum 60 minutes to sit and watch the videos, and you can 

even like fast-track through them to get all the important points. 
So that was a lot easier than if I were to have to watch a 150 

minute video, even if I had to watch it in 4 days.” 

Student 2 
 

“So when the instructor is making the pre-recorded video, he 
doesn’t make it for more than an hour, which is approximately the 

time allocated for a typical university course lecture. As students 
our brain can not tolerate more than an hour of continuous 
information given through a lecture.  

So, when a lesson requires more than an hour of explanation, the 
instructor either divided the content into two videos, each for 40 

minutes or made it as two videos each one hour long. He was very 
considerate when it came to this point, and this how this way of 
learning should go ahead” 



113 
 

Student 3  
 

“Actually it depends on the content itself. Like if the slides are a bit 
long, the video can be 1 hour or sometimes 30 minutes. 
Only for one lecture, the instructor had splitted the content in to 

two videos” 

Student 4 
 

“As student 3 said, the length of the video depends on the content. 
So during the discussion time, if the video for example was 30 

minutes, we were able to finish the entire discussion around the 
topic within the class time. But if the video was for example for 50 
minutes, then the discussion was divided into two class sessions to 

accommodate all aspects of the content explained in the lecture 
video.” 

Student 5 

 

“The instructor made a video which was maximum 1 hour long, 

which was relatively easy.  
But for me, maybe it was like a placebo effect where if you had 

two videos which were each 30 minutes long, I felt it would be 
easier to watch, and I would actually watch it. However if it was 
one video for an hour, I felt less motivated to watch it, and 

frequently contemplated delaying. Although in the end I would be 
watching the entire 60 minutes video, splitting it as two videos, 

gave me more motivation to watch it.” 

Student 6 
 

“The instructor gave us a maximum of 50 minute video, so the 
length was very suitable for me. In the case when he divided the 
video to two parts either 20 minutes each, or 30 minutes each, for 

me that was better, as I felt it took me less time to watch the 
video” 

Student 7 

 

“To be honest, I forced myself to watch the videos and I made it a 

responsibility that I need to do this before I attend the class. A 
nice thing about recorded lectures is that you can speed it up. I 

used to speed it up by two times so that I would have the time to 
listen to the whole video in a short duration, And I would be able to 
understand and go through the materials quickly for the class 

discussion so that I know what we are talking about. Honestly I 
don't think it took enough time but It depends on every students 

schedule and the study load they have for that semester.” 

 

Supplementary Question:  

If this course was redesigned in a way where you could have the same content split into 

micro-lectures which would last for approximately 15-20 minutes explaining a certain 

concept, and the next concept is explained in the next video, would that be much more 

beneficial? 

Student 5 “If there are too many videos, even if they are short videos, it 
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 would get a bit complicated and overwhelming, so I don’t think I 
would really like that, especially if I see like 6 videos on Blackboard 
for an upcoming class, even though it would be for an exact hour, 

similar to a 1 hour video, but the effect would be slightly 
demotivating.  

So ideally if it is one /two videos that could be kept shorthand 
concise, that would be much better. Otherwise it would just give 
me bad vibes” *laughs*. 

Student 1 

 

“I think that if the same content is split into a number of videos, 

the effect that Student 5 mentioned may happen but it would 
mainly be related to the number of videos, not to the number of 

minutes. Because the overall feeling would be overwhelming if you 
have to watch for example 20 videos to make up to the 1 hour 
which is divided. A balance however with the number of videos 

would be perfect! 
Also, the only benefit of dividing the videos would be that it would 

allow quick navigation to a certain point. But I think that can also 
be done, if the instructor marks down the video points from X to Y 
and mentions it as a video note in the description box. The videos 

are hosted on the instructor’s Youtube channel so this would help.” 

Student 3  
 

“I agree with Student 1 and Student 5. 6 short videos would be 
overwhelming.  

However if the videos can be split into 30 minutes length and 
given, it would be perfect.” 

Supplementary Question:  

Besides discussion, have you been exposed to some other format of learning within the 

classroom? For example: Have you worked collaboratively as groups in the in-class 

sessions?  

Student 2 
 

“We didn’t work in groups at all.  
For the discussions, the instructor incorporated mini-quizzes within 

the in-class sessions which covered the topics in the previous 
lecture, just to make sure that we have the information in our 

brains.” 

Student 4  
 

“The instructor also used the Discussion Board in Blackboard where 
he puts any specific information for example on the Cosmetics 

components, and then asks the questions about the topic. We give 
our opinions and answers as comments to this post, and he provides 
us with his feedback on it as well. We are also used to commenting 

on our colleagues' posts.”  

Student 1 
 

“I wanted to provide a comment on the group work. 
I believe that if the course in-class sessions were supported as face-

to-face classes on the campus, it would be more motivational for 
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students to have group sessions. For example, if a student is in 
Flipped classrooms, he/she would be more motivated to go through 
the videos or any of the pre-class materials, in order to be an active 

member of the group. So on-campus I think this would be a lot more 
beneficial in this type of course, but I feel online the group work is 

much more difficult. Maybe I haven’t experienced good group work 
online yet, so perhaps I feel that this approach is not suitable for 
any group activity in the in-class sessions to be held online.” 

Student 7 

 

“In this class we didn't do group work. However in the other flipped 

courses that I have attended, I did do group work and I actually 
enjoyed it. I think it may have been beneficial if it was done for this 

course as well. Blackboard does have the system to manage 
breakout rooms so i think if this would have been implemented it 
would have been good to have an interactive and different form of 

learning.” 

IQ.3: What is your opinion on the responsibility to learn on your own during the pre-class 

time?  

(For example Did you find it exciting or difficult to handle? ) 

Student 1 “I felt more responsible of course, and it also increased my 
independence in learning on my own.” 

Student 2 
 

“It was a responsibility to watch all the videos so that you have a 
good background before coming to class. But it helped us a lot 

especially because hearing the information twice or thrice is better 
than hearing it once.” 

Student 3 “I kind of enjoy the independent learning I did in this course because 

it wasn’t the usual way where I would be doing it after the class. In 
this case that deeper understanding happened in class so I just had 

to be attentive and that wasn't soo difficult because I was already 
understanding what was being discussed.” 

Student 4 “Actually I did not find it difficult. Our instructor encouraged us to 
watch the videos before coming to class but did not force it on us. 

When watching the videos, I made attempts to get at least a 
general idea, and that itself helped me during the class because 

the instructor explained the concept further and I could then 
understand it better during the class time.” 

Student 5 “Well.. it is slightly overwhelming but I believe that I am able to 

learn material in a much better way than the usual lecture based 
courses.”  

Student 6 “Yes it's a responsibility, but I felt good participating in the class 
discussions if I had gone through the pre-class materials on time.” 
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Student 7 
 

“It was a responsibility, but it wasn't overwhelming. 
Because when I come to the class, I am familiar with everything I 
am about to hear. Also in the typical one-way lecture based courses, 

we are supposed to study after the lecture anyway To understand 
and lock the information in our brain. but now it's the opposite now 

I have to Learn it on my own and then revise everything together 
with everyone in the classroom. I feel I don't have to review the 
whole information again until there is a quiz or a mid-term” 

IQ. 4: What is your opinion on your own learning improvement in this RFC course?  

(For example, were you able to apply the gained knowledge further, and improve your 

critical thinking skills or did you feel no difference?) 

Student 1 
 

“I feel that during the discussion session itself in the class 
sessions, I feel like my mind is far more engaged than when I’m 

only receiving information. I feel like I’m already thinking about 
the next point the instructor would be about to say. It’s more like a 

rehearsal than just being there to learn about the concept from the 
beginning. It's good for revising the information which I already 

watched before.” 

Student 2 
 

“I completely agree with Student 1. I don’t have anything further 
to add here.” 

Student 3  
 

“Absolutely. I feel that I can prepare some questions to ask during 
the discussion so I can get extra information, or I can think beyond 

this, so this is like good for me.” 

Student 4 “I feel that in this course I was able to practice critical thinking in a 
better way.”  

Student 5 “In addition to engagement, I feel my own academic performance 

became better because I was able to think beyond the basic 
concepts.” 

Student 6  “I felt I was able to increase my own critical thinking in this course 

and kind of engage in a much better way with the learning in this 
course.”  

Student 7 

 

“Yes, I think so.It gives me more time to review the material and 

think about it. And in the classroom when the instructor is 
discussing this, I can ask about other things and details because I 
am not hearing it for the first time. So processing that information 

is way more enhanced because I have already gone through the 
material once. 

Also I was very interested in the whole course, so I was very 
motivated to research on my own. Maybe in other courses, I 
wouldn’t be as motivated, because I wouldn't be as interested.”  
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IQ. 5: Based on your experience, do you think the RFC Approach can be improved? 

Please give a few suggestions. 

Student 5 
 

“Well.. Currently I have 6 courses. If for example the FL approach 
is implemented for all courses, and all the instructors expect me to 

know the answers because they expect me to watch the pre-class 
videos then it will be really stressful, especially if I'm busy in some 
days and it could not be possible for me to watch the video.  

So although this approach is very beneficial and it has a lot of 
advantages, it can also cause a reasonable amount of stress if the 

instructors are expecting me to know the answers before I come to 
the classroom. If  I am taking four courses that implement this 
approach, and if I have four quizzes back to back in the classroom 

where I am expected to know the pre-class materials it will be 
extremely overwhelming for me.  

So I would recommend that the in-class quiz - which is made to 
test our knowledge before we come to the classroom and just 
make sure that we have watched the videos or went through the 

pre-class materials- I would suggest that to make this optional so 
that students who are comfortable with it go forward, but students 

who are not comfortable to answer quiz will not be penalised for 
it.”  

Student 1 
 

“I think the way this course was conducted was perfect, mainly 
because we were not penalised for not watching the videos, before 

we came to the in-class session. If there was some kind of penalty- 
for example we lose marks for not watching the video or we get 

our attendance taken away, then that would be a lot more 
stressful, and that even would not be good to have for all the other 

five courses that I am taking. 
But, if it is optional for the class that I am taking, and the 
instructor can understand that we might have more difficult times 

where we can't catch up with everything, then I think this system 
is perfect. It can be implemented for all the other courses as well.”  

Student 2 

 

“Yes, I agree with my colleagues. But I disagree with the 

comments that were made by Student 1, that it can be 
implemented for all courses. I don't think that all courses can be 
taught this way. In some courses, you need the instructor to 

explain the concept to you- either face to face or on the online live 
lecture to understand the whole concept. 

In my opinion some courses like medicine require further 
understanding with interaction with the instructor, and are not 
limited only to reading, so it can't really be implemented for all 

courses. Other than that, if it is implemented, if I have five 
lectures per day, this would be 5 hours, and then I would have 

another 5 hours to engaged with the pre-class material before the 
class and I would be very overwhelmed.” 
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Student 4  
 

“I agree with these points. Each semester we take approximately 5 
to 6 courses so attending a 1 hour 15 minutes in-class session and 
then watching a 1 hour video would be just too much. 

While I understand that we will understand better, but with soo 
many videos to watch it will be way too overwhelming. But maybe 

implementing it in some courses, and in others we just stick to the 
regular one way learning.” 

Student 3  
 

“I agree with them. If I have too many videos to watch I may not 
have enough time to study the material so with 6 courses, and 6 

hours per day, when would I study? I feel it would be a little bit 
hard.” 

Student 6 

 

“My recommendation is to always take notes. Personally, for me, it 

would always stick in my mind better, when I take notes while 
watching a video. So my recommendation would be to always 

watch the videos and take notes because when we go to the class 
we would be learning the material twice so this would help to keep 
the information stuck in our minds.” 

Student 7 

 

“I don't really have any criticism because I enjoyed the material, 

and I enjoyed how the information was presented.  
Maybe there could be some chances for team projects or some 

teamwork that would be nice, and it would also allow us to interact 
with our colleagues. But other than that the teaching styles\ was 
nice. I enjoyed that.  

The videos were very helpful. I felt that I was familiar with 
everything so I could go over it very quickly. To be honest we are 

all hoping that even when we come back to the campus, this kind of 
approach can be considered with students where they can have 
access to pre recorded lectures because it would really help us out 

to review the information when needed and in a way where we can 

view the information and understand it immediately instead of going 
through thousands of notes.”  
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Appendix 8: Verbatim Transcription of Instructor Interview 
Moderator: Thank you very much for your time. As you have read in the Consent form prior to 

joining this interview, I will be asking a series of questions related to your perspective on learning 

and engagement and experience with the RFC approach for your course, Cosmetics and Para-

Pharmaceuticals. So.. Lets begin! 

 

IQ.1: What was your key interest and rationale towards using the Flipped Classroom 

Approach for your course? 

Instructor:  

“Well I have attempted a course in the summer … that was an online course for teaching and I 

have been inspired by that course about the use of Flipped Learning. I talked in that course about 

this method of teaching and the objectives that can be achieved and also how it can be done and 

what are the benefits for the students and for the professor and for the teaching experience in 

general. I have started... I decided to try it. I tried it in 4th semester and also for the spring semester. 

That was kind of inspiration for that. I wanted to make a change especially with the COVID-19 

situation and distant learning. I wanted to try to improve my method of teaching and expose 

students to a different learning experience.” 

IQ.2: How would you describe your own learning journey regarding the use of videos as the 

pre-class material? Were you comfortable with making the videos and more importantly did 

you learn new tools while making these videos? 

Instructor:  

“Yes, of course! I used two types of tools. First, the power point presentation where I record 

lectures audio and videos so… I record the presentation and I also record my image… myself 

speaking. I put this small window where I talk at the corner of the page so that the students can see 

me talking. Also, I also used YouTube. I created a YouTube channel.  

Let me first talk about the presentation. Yes, it took me a while. The first few ones were really 

exhausting. Then I figured out that I should write a scenario. I normally don’t state only what is 

mentioned in the slide. So I don’t read the slides. I try to keep whatever is in the slide for the 

students to study. I try to speak more about the details. So I wrote a script for each slide. I started 
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to write down what I want to say about each slide. That helped me a lot to decrease the amount of 

time required to record each slide because when you have the script you can… I can read it like 

we are talking right now. Imagine what I am saying is a script. I am reading it. It saves time. It 

makes me more confident. My voice tone can increase or decrease when I want. So I know  exactly 

when to make stops, comments whatever… so it is kind of exactly like movie scripts. Then I came 

up with after three or four lectures or three or four recordings when I found that I have to repeat 

the recording because I didn’t like what I said. So it was time consuming. I found that if I spend 

the time preparing a script that will save me the time of recording over and over again. 

For the YouTube channel, I saw a seminar a long time ago. I remember it was a faculty member 

in the School of  Medicine. He gave us a lecture about creating a YouTube channel. I never thought 

to do it. It was in this situation, I also wanted to learn Flipped Learning. So I went back to my 

notes. Saw how he created the channel, what is required and I saw some videos on YouTube… 

how to create a YouTube channel. And then I did it. I used the videos I recorded in presentations. 

I improved the quality a little bit like the audio quality, resolution and stuff. I posted on the 

YouTube channel trying to use the option that only students can use it. It is not open to the public. 

It is only released on my confirmation… whoever I allow to watch. Not everyone can watch it.” 

IQ.3: In addition to the videos and PowerPoint presentations, were you using any other 

instructional material, for example: videos that are posted by other instructors as 

supplementary information? 

Instructor:  

“Well, yes. Actually, for that particular course I was lucky. One of my older students has shared 

with me videos. This course is about cosmetics about how to prepare them, not how to use them. 

We are concerned with preparation of medicines and cosmetics in my department. He shared with 

me episodes from the series that was concerned about cosmetics formulation. It was a video from 

a TV series not like a documentary. It talked about what is included in our cosmetics generally 

speaking and how it is formulated and what can be toxic out of this. So I used to show them to the 

students and it contains a lot of information about cosmetics. The female students found it very 

interesting. They cleared out a lot of misconceptions and myths about cosmetics. I used to use 

those videos in addition to some videos that we prepared in the department about the preparation 

itself of a cream or a gel, whatever the kinds of foams of the cosmetics…that are present in the 
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market just to show them how you can prepare a cream or… these things they have studied in 

previous courses so now they have videos for it and they are using their previous knowledge and 

now learning new knowledge according to that.” 

IQ. 4: What are the different kinds of learning activities and strategies that you use within 

the classroom to increase learning engagement? 

Instructor: 

“Okay, so I use the Flipped classroom during online distance learning. The model that I have 

learned during that course I was talking about last summer was more for in-class learning. So I try 

to adapt what I learn from the current situation until we resolve the situation and go back to class.  

The most important problem in online learning is typically the lack of student engagement. You 

are sitting behind the screen. Most of the students do not open their cameras. They don’t even want 

to speak on audio. They only want to send text. I wanted to make sure that at least most of my 

students engage in the course. So what I try to do is use a few strategies: 

Number One: I use polls during the lecture and use discussion, meaning that I open a question or 

give them an open question, maybe something that is debatable for them. To tell you the truth I 

told them “I am not going to read the text. I want to hear your voice. So if you have something to 

say, raise your hand, hear your voice, I want to know who is participating.” Basically, they thought 

that I am going to grade them for that but the whole thing was not for grading. It was for me just 

to keep them engaged. So I can actually say that it served well. Everyone tried participating to 

some extent. 

Number Two: At the end of each class, I use Socrative™, which is a website to put some quizzes 

for them just to make sure that they grasp the idea either from the videos that they saw before the 

lecture or the discussion during the lecture. I try to make the lecture on purpose, not for explanation 

again, basically.. I won't give the lectures again. I just want to make sure that I only discuss the 

major important points so that to make sure that the student doesn’t have the tendency …if you 

start to explain during the lecture again they will have the tendency not to watch the videos in the 

future. Doctor will say the same things during the lecture. Why should I spend time watching the 

video? So I make it more of a discussion and ask them specific questions about the videos or the 

lecture that they already saw. I try to keep them engaged.  
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To answer the question you asked about the group. No, I couldn’t make them as a group during 

the online session. It was more of an individual but my class was already a small group because I 

only had 17 students in the class. I couldn’t make it as a group because that was not possible using 

the Blackboard Collaborate™ but I think it was successful even as an individual because I was 

able to keep them engaged and participate. 

In addition to that, I use what you call online discussion. That’s a Blackboard™ forum just to put 

some questions for us to discuss online during one week. I give them one week to give me an 

answer and also comment on each other’s answers. And I give them regular assignments to help 

them to apply what they learn in the classroom. I think all this is in addition to flipped learning.” 

Moderator Comment: Actually, from the responses I received from the students, they were 

very very impressed with it. In fact, considering the point you said about not grading them, 

this was one of the points that was raised that if it was graded we may not have liked it but 

the fact that you created the environment so engaging we actually enjoyed.  

Instructor: 

“Well, what helped me in that course was that it is a very special topic meaning that the student 

who enrolled in this course already chose it. It was not imposed on them through the curriculum. 

So they have two or three alternatives in the school. They pick up whatever they want.  

So, in the first lecture I told them that if you are in this course for anything other than the fact that 

you like it, you have other alternatives ...but I want you to get engaged. I want you to benefit from 

the course. I want you to have a nice experience. Even for me this course is different from other 

courses that I teach. I teach two undergraduate courses and two post graduate courses each 

semester. So this is a special course as it is a special topic, and I always try to make it more 

enjoyable to the students. I always say this to them that if you are not interested in the course, I 

don’t think you will like it. I would like you to engage, to talk. I want them to learn the skill of 

debating, presenting, and never be afraid of expressing their ideas, and also that nothing is wrong 

when you talk in the class. That is why I found that it was a good approach to selectively start a 

flipped approach in this particular course for me.”  

Moderator: Thank you for this detailed response. Now comes the next Question. 

IQ. 5: What do you think has been your biggest success in this approach, from this change?  
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Instructor: 

“Okay. I will tell you the biggest success from my side and from the student’s side.  

From my side, I definitely got more interaction with the students. In a typical lecture based course, 

I spend a lot of time in the class just explaining lectures, so it was one direction communication. 

However in this course with the flipped approach, this part is already seen by the students before 

the lecture so I can interact more even with online learning. I know the names of the students - I 

can tell you out of 17 students who are really interested in the lecture - who attends - and who pays 

attention - who watches the videos even before the lecture. I can even tell you who is going to 

answer me. That’s a lot of detail, and I think I knew them better, even if it was an online lecture. 

If the lecture was done during the in-class session, I would be spending most of the lecture just 

giving them the lecture and maybe at the end of the lecture I tick two or three lesson objectives. I 

barely noticed who is interested or who is enjoying the material or not. However, keeping the time 

for the discussion gave me a lot of perspective from the student’s side, such as what they see in 

cosmetics formulation and what they experienced using cosmetics formulation. For example, they 

are mostly teenagers who frequently use anti-acne products and they give me a lot of nice feedback 

that was not included in the lecture about the side effects and they know and what they don’t know. 

I was like  a teengaer decades ago (laughs) and the products that were available in the market in 

the 90s are not the same as now. So they gave me a nice feedback about things that I actually 

intend to include in the lectures later for the following semester. So actually … this time for 

discussion and interaction would not be available if  the traditional  lecture-based teaching method 

is used during the in-class session. 

From the side of the student, the feedback that I get is that “Doctor we are more prepared for any 

exam or any assessment than the normal method of teaching.” The reason for that is… I am talking 

about those who follow the flipped learning meaning watching the lecture and attending the 

discussion because now they got the idea twice before studying or before starting to study or 

memorizing or whatever method they want to use. So they have a very good explanation and 

overview of the material, even before starting to study it. Just watching the video… so that is one 

thing.  This is like attending the lecture. And the discussion will enforce it into their minds maybe. 

So, they found that things that weren’t clear are better. I think it just created more time for us to 

interact and grasp material better. That helped them in passing the assessment better. I can see that 
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in their grades. I am having a hard time giving someone a C. And they do get good grades. What 

can I do about that?”  

IQ.6: What have been some of the challenges you faced in the Flipped Learning approach?  

Instructor:  

“Well, there were frequent incidents where students did not watch the video before coming to the 

classroom and I am sure that not 100 percent will see the video. This is the most annoying part of 

the whole thing, as the approach requires a level where you as an instructor want to explain more 

information based on the video, yet students did not make the effort to see that video. I will tell 

you what… every week I have a couple of lectures. At least to one of them I always have to stress 

on watching the videos but I also understand that the student might have a quiz, might have an 

exam or something that makes them not watch the videos on time. Although I posted the videos 

way before, I tell them you can watch them any time. You don’t have to watch them right before 

the lecture time. So what I do I always try to stress on this point. As I said I try to make a poll or 

at least at the beginning of the lecture I try to ask general questions to know where everyone in the 

class stands. For example, today we were talking about anti-aging products. My question was what 

do you think about the anti-aging products I talked about in the lecture? So this is a very general 

question. What do you remember? Can you give me an example? This is before you start the 

lecture. This way I know who knows and who doesn’t and sometimes I ask randomly and 

sometimes I let them ask. When I find that some people are not participating, I start to ask 

randomly, choose any name and ask. Once they tell me I didn’t see the lecture, I ask them to 

promise me to see the next one. Of course, it takes time. I know that everyone is stressed. Maybe 

if it was an in class lecture I would have acted differently but again …at least I am an approachable 

person for them. So they know … I try to make it… I don’t want to force it but I want to make 

them want to do it. That’s what I am trying to do here.” 

IQ. 7: In terms of the improvement that you are seeing, What are your next steps if you 

would like to consider this approach for the next term?  

Instructor:  

“Well, first I will try to include a couple of courses to make them flip… I will try to improve the 

quality of the videos and the…most importantly I will try to find out depending on the situation 

next semester if it is in-class or online but I will try to find more methods to engage students during 
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the class, to make them engage more, to make them participate more in the discussion and I was 

thinking of doing an early assessment every lecture… just a quick assessment. It doesn’t have to 

be graded but it makes me measure where the students again are in terms of the material. 

Sometimes you need to know what the background is like where to start because some students 

are more ahead than others? Some students really know cosmetics formulation because they read 

a lot and others barely know anything. At first I thought it was male and female, for example 

females are more interested but I had a lot of male students this semester who are very 

knowledgeable about cosmetics. 

Even things that I didn’t know like eyeliner for example or makeup or I am not talking about things 

like toothpaste or things that are commonly used by everyone. Nah! I am talking about female 

cosmetics that males are actually knowledgeable about. So I think I will try to find a way to 

improve what we call the basics, where we stand at the beginning of each lecture in order to be 

able to build up and try to narrow the gaps between the students in the whole learning experience.”
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Appendix 9: Thematic Analysis for Students Responses 

Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

Student 4 I end up watching the video just before the 

class, not beforehand.  
For example, I can watch the video 

comfortably, only if I don’t have a quiz or 
exam on that day, because it does take time 
to watch the whole video. 

Self-paced learning Flexibility in Class 
Preparedness 

Student 1 So for our Monday and Wednesday in-class 
sessions, if the instructor uploaded the video 
on a Wednesday/Thursday, we had typically 

4-5 days, where we needed to only find the 
time to watch the video before the next in-

class session, and we needed like maximum 
60 minutes to sit and watch the videos, and 
you can even like fast-track through them to 

get all the important points. So that was a 
lot easier than if I were to have to watch a 

150 minute video, even if I had to watch it in 
4 days. 

Timely Availability of 
Instructional Resources 

Student 3 I feel it's a great experience, since we had a 

full image of the lecture, and we just 
discussed the materials so I feel it was stuck 
in my mind. So when I remember it easily 

when I study. The video had all the necessary 
details and was easy to understand. 

Also, I feel it's great and soo useful to watch 

24/7 Access 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

the videos before the quiz and exam, and you 

can even remember the instructors voice 
during the exam itself. 

Student 4 Also, I can watch the video before the quiz, 

but in case I have other quizzes/midterms 
going on, I don't have the time to watch it. In 

fact most of the time I’m unable to catch up, 
so I end up watching the video just before the 
class, not beforehand.  

Time-Management 

Student 1 The videos are very very clear because it 

would be a very detailed explanation of the 
whole topic, and it was not that lengthy as 

well.  

Clear and Detailed Content Enhanced Quality of 
Learning Resources 

Student 2 The teaching materials were clear and just 
amazing, especially the videos. I was able to 

catch the information and keep it in my mind.  

Student 3 The video had all the necessary details and 
was easy to understand. 

Student 4 The content was clear and it was actually very 

useful.. 

Student 5 I thought it was very clear and very helpful, 
because normally I don’t like to write notes. 

Student 6 I found it very informative and helpful, like 
everyone else said….  I enjoyed the video 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

lectures a lot 

Student 7 I really like it. I think he explains everything 

in detail And he clarifies everything. 

Student 1 So, If I could spare an hour before the 
upcoming lecture it was good enough. Also 

since it was a video format, I could speed 
through the video before the discussion in the 
in-class session, to speed up and remember 

what I have studied. Overall the material itself 
was helpful, and the purpose was very good 

indeed. 
 

Speed-watching of Long 
Videos 

Student 7 A nice thing about recorded lectures is that 

you can speed it up. I used to speed it up by 
two times so that I would have the time to 
listen to the whole video in a short duration 

Student 6 The only downfall about it, was for example 

during the midterm season when I had to 
listen to the pre-recorded lecture and attend 

the lecture during the in-class session, and 
that was kind of like time-consuming for me. 

Debates on the length and 
Quality of Videos 

Student 3 I feel it's a great experience, since we had a 

full image of the lecture, and we just 
discussed the materials so I feel it was stuck 
in my mind. So when I remember it easily 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

when I study. The video had all the necessary 

details and was easy to understand. 

Student 3 I feel it's a great experience, since we had a 
full image of the lecture, and we just 

discussed the materials so I feel it was stuck 
in my mind. So when I remember it easily 

when I study. The video had all the necessary 
details and was easy to understand. 

 

Student 1 Overall the material itself was helpful and the 
purpose and was very good indeed. 

Usefulness 

Student 2 When I listened to the first pre-class videos, I 
got a lot of information, and then I heard it 
again in the last class, the information stuck 

to my mind, so it was very helpful. 

Student 3 Also, I feel it's great and soo useful to watch 
the videos before the quiz and exam, and you 

can even remember the instructors voice 
during the exam itself. 

Student 4 It was actually very useful...instead of 

listening to the materials for the first time in 
class, we would already be having a 
background about the information, which was 

soo helpful.” 

Student 5 I thought it was very clear and very helpful, 
because normally I don’t like to write notes. 



130 
 

Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

Student 6 I found it very informative and helpful, like 

everyone else said….  I enjoyed the video 
lectures a lot 

Student 1 I found that the discussion itself was not just 

a brief discussion about the video lecture. 
The discussion was enriched with other 

details in a way that I would be getting the 
entire lesson explained in a way over like.. 
two lectures. 

Quality of Discussions Discussions, Interactions 
and Group Work 

Student 2 But in this approach, studying beforehand or 

watching the material before the lecture, we- 
the students- will be having our discussions 

with each other and the instructor, and 
everyone will have something to add. 

Student 3 I agree with student 1 and Student 2. The 

class discussions were very helpful.T 

Student 4 The discussions are helpful, but it got 
stressful to watch the videos sometimes 
when we were very busy with other tasks.  

Student 5 Yes, the discussion is good, but the only 
thing about this is that sometimes it is 
stressful. Sometimes we didn't watch the 

video due to us being busy with some other 
work. In that scenario, when we were 

prompted to attend a sudden quiz in class 
with no class preparation, it got stressful. 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

Student 6 In my opinion it was a very beneficial and 

informative way of giving us information. 

Student 7 The discussions were very nice.  

Student 2 But in this approach, studying beforehand or 
watching the material before the lecture, we- 

the students- will be having our discussions 
with each other and the instructor, and 
everyone will have something to add. None 

will just sit there without knowing what 
happened. Everyone will be participating 

Learning through Peer 
Interaction  

Student 2 But in this approach, studying beforehand or 

watching the material before the lecture, we- 
the students- will be having our discussions 

with each other and the instructor, and 
everyone will have something to add. None 
will just sit there without knowing what 

happened. Everyone will be participating 

Learning through Instructor 
Interaction and Feedback 

Student 7 Maybe there could be some chances for 
team projects or some teamwork that would 

be nice, and it would also allow us to interact 
with our colleagues.  

A greater need for enhanced 
collaborative learning 
strategies 

Student 1 I found that the discussion itself was not just 

a brief discussion about the video lecture. 
The discussion was enriched with other 
details in a way that I would be getting the 

 
Enhanced Comprehension of 
Knowledge 

Meaningful and Deep 
Learning 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

entire lesson explained in a way over like.. 

two lectures. 

Student 4 I made attempts to get at least a general 
idea, and that itself helped me during the 

class because the instructor explained the 
concept further and I could then understand 

it better during the class time 

Student 7 When I come to the class, I am familiar with 
everything I am about to hear. Also in the 
typical one-way lecture based courses, we are 

supposed to study after the lecture anyway To 
understand and lock the information in our 

brain. but now it's the opposite now I have to 
Learn it on my own and then revise 
everything together with everyone in the 

classroom. I feel I don't have to review the 
whole information again until there is a quiz 

or a mid-term 

Student 4 Our instructor encouraged us to watch the 
videos before coming to class but did not 

force it on us. When watching the videos, I 
made attempts to get at least a general 
idea, and that itself helped me during the 

class because the instructor explained the 
concept further and I could then understand 

it better during the class time. 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

Student 1 ...So it was actually difficult for me to forget 

anything. After all of that, if I do forget, it 
would be all my fault.  

Also, it's not just good that the information 
sticks in my head. Basically you have two 

sources of acquiring the information, so it's a 
lot more difficult to drop something out. 

Deep Learning 

Student 7 here in the discussions, students were 
coming prepared with the questions and it 

was to a point where the students were 
opening up the space for more questions and 

understanding the information more and 
they were now seeking to apply it in 
different contexts. 

Student 3 In this case that deeper understanding 

happened in class so I just had to be attentive 
and that wasn't soo difficult because I was 

already understanding what was being 
discussed. 

Student 2 it helped us a lot especially because hearing 

the information twice or thrice is better than 
hearing it once. 

Student 5 Well.. it is slightly overwhelming but I 
believe that I am able to learn material in a 

much better way than the usual lecture 
based courses. 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

Student 6 I felt I was able to increase my own critical 

thinking in this course and kind of engage in 
a much better way with the learning in this 

course. 

Student 5 In addition to engagement, I feel my own 
academic performance became better 

because I was able to think beyond the basic 
concepts. 

Student 4 I feel that in this course I was able to 
practice critical thinking in a better way.  

Student 3 I feel that I can prepare some questions to 
ask during the discussion so I can get extra 
information, or I can think beyond this, so 

this is like good for me. 

Stud1nt 1 I feel that during the discussion session itself 
in the class sessions, I feel like my mind is 

far more engaged than when I’m only 
receiving information. I feel like I’m already 
thinking about the next point the instructor 

would be about to say. It’s more like a 
rehearsal than just being there to learn 

about the concept from the beginning. It's 
good for revising the information which I 
already watched before. 

Relate new concepts with 
previous knowledge 

Student 7 I was very interested in the whole course, so 
I was very motivated to research on my 

Self-Motivation Autonomy and Agency 
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Student  Extracted Verbatim Text  
(Raw Data) 

Codes Themes 

own. Maybe in other courses, I wouldn’t be 

as motivated, because I wouldn't be as 
interested. 

Student 1 I felt more responsible of course, and it also 

increased my independence in learning on my 
own. 

Self-reliance on Learning 
(Autonomy) 

Student 2 It was a responsibility to watch all the videos 

so that you have a good background before 
coming to class. 

Student 3 I kind of enjoy the independent learning I did 

in this course because it wasn’t the usual way 
where I would be doing it after the class 

Student 5 Well.. it is slightly overwhelming but I 
believe that I am able to learn material in a 

much better way than the usual lecture 
based courses. 

Student 6 Yes it's a responsibility, but I felt good participating 
in the class discussions if I had gone through the 
pre-class materials on time 

Student 7 “It was a responsibility, but it wasn't overwhelming.” 
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Appendix 10: Thematic Analysis for Instructor Responses 

Extracted Verbatim Text Extracted Codes Themes 

Let me first talk about the presentation. Yes, it took me a 

while. The first few ones were really exhausting. I try to 

keep whatever is in the slide for the students to study.. 

Learning Curve with adoption of 

several tools to enhance videos.  

 

Experience with technology 

and EdTech resources 

I used the videos I recorded in presentations. I improved 

the quality a little bit like the audio quality, resolution and 

stuff. I posted on the YouTube channel trying to use the 

option that only students can use it. 

Knowledge gained about softwares 

and audio/visual settings for the 

pre-recorded videos 

So I wrote a script for each slide. I started to write down 

what I want to say about each slide. That helped me a lot to 

decrease the amount of time required to record each slide 

because when you have the script you can… I can read it 

like we are talking right now 

Familiarity with preparing scripts 

for better videos and enhanced 

learner understanding. 

, I definitely got more interaction with the students. In a 

typical lecture based course, I spend a lot of time in the 

class just explaining lectures, so it was one direction 

Instructor Interaction Interaction & Feedback 
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Extracted Verbatim Text Extracted Codes Themes 

communication. However in this course with the flipped 

approach, this part is already seen by the students before 

the lecture so I can interact more even with online learning. 

hat’s a Blackboard™ forum just to put some questions for 

us to discuss online during one week. I give them one week 

to give me an answer and also comment on each other’s 

answers. And I give them regular assignments to help them 

to apply what they learn in the classroom. I think all this is 

in addition to flipped learning. 

 

Use of Discussion Boards  

 No, I couldn’t make them as a group during the online 

session. It was more of an individual but my class was 

already a small group because I only had 17 students in the 

class. I couldn’t make it as a group because that was not 

possible using the Blackboard Collaborate™ but I think it 

was successful even as an individual because I was able to 

keep them engaged and participate. 

A need for enhanced collaborative 

learning strategies 
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Extracted Verbatim Text Extracted Codes Themes 

I use polls during the lecture and use discussion, meaning 

that I open a question or give them an open question, 

maybe something that is debatable for them. To tell you the 

truth I told them “I am not going to read the text. I want to 

hear your voice. So if you have something to say, raise your 

hand, hear your voice, I want to know who is 

participating.” 

Use of Polls  Assessment of  learner 

understanding 

At the end of each class, I use Socrative™, which is a 

website to put some quizzes for them just to make sure that 

they grasp the idea either from the videos that they saw 

before the lecture or the discussion during the lecture. 

Use of Socrative website 

I was thinking of doing an early assessment every lecture… 

just a quick assessment. It doesn’t have to be graded but it 

makes me measure where the students again are in terms of 

the material. Sometimes you need to know what the 

background is like where to start because some students are 

more ahead than others?  

A need for more in-class 

assessment strategies before the 

session starts 
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Extracted Verbatim Text Extracted Codes Themes 

This is the most annoying part of the whole thing, as the 

approach requires a level where you as an instructor wants 

to explain more information based on the video, yet 

students did not make the effort to see that video. I will tell 

you what… every week I have a couple of lectures. At least 

to one of them I always have to stress on watching the 

videos but I also understand that the student might have a 

quiz, might have an exam or something that makes them 

not watch the videos on time. Although I posted the videos 

way before, I tell them you can watch them any time. You 

don’t have to watch them right before the lecture time. So 

what I do I always try to stress on this point. 

Time-Management Issue for 

Students 

Class Preparedness 

 

 

 

 

 

 

 


