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Part I: Write a few sentences to define the following terms. Give examples when
necessary. (20%)
1. discourse analysis

contrastive analysis hypothesis

3. the lexical approach

4. focus on form

English as a Lingua Franca

Part I1: Write two or three paragraphs to answer the following questions. (40%)

How can research on L2 learners’ interlanguage and developmental sequences

help to improve the teaching of L2 grammar?

Explain the benefits and limitations of explicit oral corrective feedback.

Comment on the statement “most of the mistakes that second language learners

(9'%)

make are due to interference from their first language”.

In your opinion, what should be the relative roles and importance of input and

4.
output, inside and outside a foreign language classroom?

In your opinion, how can teenage L2 learners’ intrinsic motivation for learning

5.
English be enhanced in a high-pressure and exam-oriented learning context?
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Part IIL. Read the article by Hung (2017) attached to the end of the exam to
answer the following questions. (40%)

Citation:
Hung, H. - T. (2017). Design-Based Research: Redesign of an English Language
Course Using a Flipped Classroom Approach. TESOL Quarterly, 51(1), 180-192.

Questions:

1. Summarize the article in 350 words. Include the following information in the
summary: (1) the gaps left by the literature to be fulfilled by the study, (2) the
research aim of the study, (3) the participants of the study and how they were
grouped, (4) the instruments used in the study, and (5) the findings.

2. The author of the study discussed several second language acquisition (SLA)
theories and principles of L2 learning and teaching to argue that the flipped
learning model can be applied in language classrooms (see pages 181-182). Do
you agree with the author? Comment on one of the SLA theories or principles
discussed in the article to support your answer.

3. The author cited Milman (2012) on page 180 (see the end of the first paragraph).
“Milman (2012) questioned the adequacy of flipping the classroom for second
language (L2) learners, and argued that this approach is best reserved for teaching

and learning procedural knowledge”.

Do you agree with Milman? Why? Use your knowledge of procedural and

declarative knowledge to explain your reason(s).

4. After reading this article, what is your opinion on adopting the flipped learning
model in L2 teaching?
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esz-ase Research: Redesign of an Englis
Language Course Using a Flipped Classroom
Approach

HSIU-TING HUNG
National Kaohsiung First University of Science and Technology
Kaohsiung, Taiwan

doi: 10.1002/tesq.328

Interest in flipped classrooms has proliferated at all levels in the
educational domain in the past few years. Although such practices
are frequently implemented with slight variations, in a typical flipped
classroom students are directed to prepare for class by watching
videos as a lecture substitute, and can thus use the freed-up class
time more effectively by engaging in active learning activities, facili-
tated by the instructor and peers (Bergmann & Sams, 2012). Numer-
ous educators have noted various advantages for flipping the
classroom, such as enhanced student engagement, increased student
performance, and strengthened course designs (see O’Flaherty &
Phillips, 2015, for a review of 28 studies on the use of flipped class-
rooms in higher education). Despite the acknowledged benefits, cer-
tain concerns and doubts regarding the flipped classroom approach
remain. For example, Milman (2012) questioned the adequacy of
flipping the classroom for second language (L2) learners, and
argued that this approach is best reserved for teaching and learning
procedural knowledge.

Of particular interest to the present study is the feasibility of using
the flipped classroom approach to redesign and transform a univer-
sity-level English as a foreign language course. Accordingly, this arti-

cle reports on a design-based research (DBR) project that

investigated the pedagogical potential of flipped classrooms and
involved developing a set of design principles for guiding the future
practice of such classrooms in the context of English language teach-
ing (ELT). The following questions were addressed in this DBR pro-
ject: (1) Did the flipped classroom lead to greater student academic
achievement? (2) Did the flipped classroom have a positive effect on
students’ attitudes toward learning?
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UNDERSTANDING THE FLIPPED LEARNING MODEL
FOR ENGLISH LANGUAGE TEACHING

It is relatively difficult to theorize the construct of flipped class-
rooms and to standardize the practice because this approach is still in
its infancy. As one early attempt to address this gap, the Flipped
Learning Network™ (http://flippedlearning.org) presented a model
to characterize an effective flipped classroom. The flipped learning
model identifies four major components, or the so-called four pillars
- of F-L-I-P™, namely, flexible environment, learning culture, intentional con-
tent, and professional educator (Hamdan, McKnight, McKnight, & Aurf-
strom, 2013). The four pillars, which comprise a set of four design
principles, act as a generic guide for educators seeking to flip their
classes for improved student learning. Although the flipped learning
model appears comprehensive and plausible, its relevance to the speci-
fic ELT context has not been established. It is thus necessary to eluci-
date how this model can be applied to language education settings
through the theoretical lens of second language acquisition (SLA)
before language educators can embrace flipped classrooms. In what
follows, certain SLA perspectives relevant to the four principles delin-
eated in the flipped learning model are briefly discussed in order to
provide a theoretical basis for flipping the language classroom.

One defining feature that highlights the flipped classroom
approach is its affordance for flexible learning environments, which is
denoted as the first pillar of the flipped learning model. This is partic-
ularly evident when students are directed to watch instructional videos
before class. Under this condition, students can decide where, when,
and how they view the material. In language learning, the flexibility of
accessing the focal material or linguistic input anywhere, anytime, and
at one’s own pace is a practical approach to lowering the affective fil-
ters of L2 learners. Affective filters are barriers (e.g., anxiety and frus-
tration) that can impede or prevent the acquisition of linguistic input.
If SLA is to occur, input must be made comprehensible to L2 learners,
and this is achieved with lowered affective filters (Krashen, 1982).
Therefore, instruction in a flipped language classroom must ensure a
flexible and acquisition-rich environment by addressing the various
factors that may affect SLA.

The second pillar states that flipped classrooms shift the responsibil-
ity (and power) from teachers to learners, resulting in a student-
centered learning culture. In an ideal flipped classroom, students are
empowered to exert control and are thus responsible for their own
learning. This involves teachers abandoning the role of content experts
for knowledge transmission as in traditional classrooms, and instead
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they have to better understand the needs of students and facilitate their
participation in in-depth learning activities for knowledge construction
to occur in flipped classrooms. Language learning, whether in a tradi-
tional or flipped classroom, requires extensive exposure to interactions
and the authentic use of the target language (cf. Gass, 1997). Therefore,
language teachers adopting the flipped classroom approach must
ensure that instruction is directed to providing learners with interactive
opportunities for maximum use of the L2 during class time. This is even
more imperative in foreign language teaching contexts, where the tar-
get language is not used outside the classroom.

Another important consideration in flipped classrooms is the use of
intentional content to foster student learning in preclass and in-class
activities, as represented by the third pillar of the flipped learning
model. With the predominance of the communicative language teach-
ing approach (cf. Littlewood, 1981) in contemporary language class-
rooms, it is widely accepted that instruction should provide
opportunities for language learners to focus predominantly on mean-
ing, while also directing their attention to form. From an interactionist
SLA perspective, language learners should be supported by a careful
instructional design, in which the key linguistic characteristics of the
input are made salient (Chapelle, 1998). These insights should be
integrated into the development of content and associated delivery
methods when flipping a language classroom. Overall, the design and
use of content material should explicitly cater to the students’ develop-
ment of fluency through L2 communicative practices.

The final pillar concerns the importance of the teacher’s role.
Although a considerable amount of direct instruction is often replaced
with out-of-class instructional videos, teachers in flipped classrooms still
assume a crucial role because they constantly make instructional deci-
sions regarding when and how to flip or respond to situation-
specific conditions to better meet learner needs. The emergence of the
flipped classroom approach fits well with what Kumaravadivelu (1994)
termed the “postmethod condition” in L2 teaching, which “empowers
teachers with knowledge, skills, and autonomy” (p. 27). In practical
terms, teachers are required to develop classroom techniques in situ to
maximize the effectiveness of L2 teaching in this emerging postmethod
era. The utilization of the flipped classroom approach can thus be used
to enhance courses that have been taught in a traditional fashion. By
doing so, teachers can reconstruct their ways of thinking and teaching
in response to the changing demands of the teaching profession.
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The flipped learning model described above, as signified by the
FLIP acronym, provides a concise but inclusive framework for the cur-
rent study in its endeavor to contextualize the instructional design of
flipped classrooms in ELT settings. As flipped classrooms continue to
rise in popularity, various conceptual frameworks featuring different
components of effective learning are being proposed for teachers to
frame their instructional design. Two relevant instances are the
FLIPPED model (Wang, Chen, & Chen, 2014) and the seamless
flipped learning model (Hwang, Lai, & Wang, 2015), which integrate
the use of diversified platforms or mobile technologies to enrich the
flipped learning environment. Since current practices of the flipped
classroom approach are rather broadly defined, it is necessary for
teachers and researchers to devise specific conceptual or design frame-
works to address their local needs.

METHODOLOGY

Design-based research (DBR) is defined as a methodology that uses
a “theory-driven design to generate complex interventions that can be
improved through empirical study and that can contribute to more
basic understanding of the underlying theory” (Design-Based Research
Collective, 2003, p. 7). Many language educators have applied this
methodology to iteratively revise and refine their own course designs
(e.g., Egbert, Herman, & Lee, 2015). Given the twofold aim of DBR, it
is deemed appropriate to enhance the implementation of flipped
classrooms and advance the design framework (i.e., the flipped learn-
ing model) adopted in the current study.

Site and Participants

The research site was a skill-based English course for which I played
the dual role of teacher and researcher. The participants were a sam-
ple of 43 Taiwanese university sophomores enrolled in two sections of
the course. The female-to-male ratio was 2.3 to 1. They were interme-
diate-level English language learners, with an average of 8 to 10 years
of experience in formal English education. Before starting this course,
a number of participants had experienced blended learning, but none
of them had ever studied in flipped classrooms.

Instructional Design

The main course objective was to develop English communicative
competence through various interactive activities. A well-known sitcom,
Friends, was thus employed as the primary learning material, and a
total of 10 episodes were selected. This material was then integrated
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into the 18-week curriculum, with the first 4 weeks being devoted to
training in the use of language-learning strategies, 10 weeks serving as
the main language-learning lessons centering on the Friends episodes,
2 weeks being spent on a midterm review, and the last 2 weeks being
used for assessments.

This DBR project consisted of two action studies, with the first func-
tioning as a baseline design, and the other as a redesign of the
observed course. The course requirements, content, and instructor
were held constant to generate comparable conditions.

The 22 students in the baseline course were instructed in a rela-
tively conventional manner through the use of the mainstream
approach of communicative language teaching (CLT). The weekly rou-
tine for teaching and learning Friends episodes comprised three major
steps, which required 2 hours. First, I provided a mini-lecture that
summarized the plot and highlighted important vocabulary items, as
well as any cultural information that was needed to enhance student
comprehension. Next, the entire class watched the scheduled episode
with English subtitles. The students were also encouraged to take
notes whenever they deemed it necessary. Last, I organized the
students into small groups and designed a list of discussion questions
based on the video content to guide their interactions. I then asked
for volunteers or called on students to summarize their group discus-
sions for the whole class"to conclude the weekly lessons. No specific -
homework was assigned for the weekly lessons, but I recommended
that the students review the material in preparation for the summative
assessment at the end of the course. In brief, this instructional design
enacts major tenets of CLT by utilizing authentic videos as discussion
prompts and emphasizing L2 interactions through communication
activities. It is worth noting that although the CLT approach is essen-
tially student-centered, the teacher still plays a prominent role in orga-
nizing classroom-related activities. ‘

A flipped classroom was created for 21 students enrolled in the rede-
signed course, with a total of 10 flipped lessons. Each lesson contained a
preclass learning phase and an in-class learning phase. In the preclass
learning phase, the students were instructed to watch the weekly sched-
uled Friends episodes on their own. They also had a worksheet on which
they were asked to generate a list of questions based on the episodes.
The in-class learning phase lasted 2 hours, during which three types of
interactive tasks were conducted. First, the students worked in groups of
four or five and shared the worksheets that they had completed in
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advance. Acting as a guide, I circulated around the classroom to respond
to any queries that the students raised. As a small group, the students
were to collectively choose two questions, one content-based and the
other experience-oriented, to be posed later to the entire class. Second,
the students elected their own group representatives to lead the class dis-
cussions based on their group-generated questions. The rest of the class
competed in groups to answer the questions. I played the role of a facili-
tator by providing supplementary explanations and replaying parts of
the videos when required. Third, the students were organized into ran-
domized pairs of conversation partners, taking turns posing and answer-
ing each other’s questions through reciprocal questioning. In short, this
flipped classroom placed students at the center of the learning process,
featuring the use of student-generated questions before class, with
follow-up studentled discussions in class.

Instruments

I collected multiple data for this DBR project to triangulate the
research findings, and each data collection procedure is outlined as
follows.

An end-of-term examination based on the course content was adminis-
tered to assess the students’ English learning and achievement as part of
the course requirements, which also served as the posttest of the study.”
This assessment was comprised of three sections with 100-point intervals,
namely vocabulary (30%), listening cloze (30%), and individual speaking
tests (40%). Each student’s total score was used as a measure of academic
performance in the observed course.

I devised an attitudinal questionnaire to elicit affective responses
from participating students (see the Appendix). It was administered
after the end-of-term course examination. The 5-point Likert question-
naire contained 15 items allocated to three scales. The first scale
included five researcher-developed items to understand the students’
satisfaction with the course. The second scale was composed of three
items adapted from Biggs, Kember, and Leung (2001) to assess the
students’ in-depth or active learning attitudes. The last scale was
adapted from MacIntyre, Dornyei, Clément, and Noels (1998) to mea-
sure how participating in the observed classroom influenced the stu-
dents’ willingness to communicate (WTC).

As the teacher—researcher in this DBR project, I was able to conduct
direct observations and reflect on the course. Three questions were
used to guide my self-reflection on teaching: (1) Did the designed
learning activities in this lesson work well? (2) Were any events or
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issues notable in relation to student participation? (3) What could be
modified to strengthen the course design? I used these data to supple-
ment my interpretations of the student learning outcomes measured
by the other two instruments described above.

RESULTS
Effect of the Flipped Classroom Approach on Students’
Academic Achievement

To investigate the differences in academic performance between
the two groups, the descriptive statistics of the posttest for each group
were computed, and further analyzed using an independent-samples
t-test. The results revealed that the students in the flipped classroom
(M= 77.67, SD= 6.00) outperformed those in the non-flipped class-
room (M = 71.36, SD = 6.71) with a significant difference (1= —3.241,
p =002, Gohen’s d = .990). While the test was developed to assess the
students’ English learning with regard to vocabulary, listening, and
speaking skills, no meaningful difference was found among these
specific aspects of performance. By and large, the results suggest that
learning in flipped classrooms is more likely to lead to greater student
performance in coursework than otherwise.

Effect of the Flipped Classroom Approach on Students’
Attitudes Toward Learning

The participating students’ attitudes toward learning were measured
using the post-intervention attitudinal questionnaire. Table 1 lists the
descriptive statistics of the two groups’ responses in the questionnaire
based on the three scales, along with the group comparison results of
independentsamples ttests. Regarding the course satisfaction scale,
the results revealed that both groups were highly satisfied with their
respective course designs. Although no meaningful difference
emerged (¢t = —1.009, p = .319), the students in the flipped classroom
were found to have higher means. One reasonable explanation for the
lack of significance in course satisfaction is that both classrooms were
constructed using student-centered pedagogical approaches. In terms
of the active learning scale, the difference between the two groups was
significant (¢ = —8.985, p < .001, Cohen’s d = 2.741). The two groups
also differed significantly in the WTC scale (1= —6.511, p<.001,
Cohen’s d = 1.986). Overall, the results suggest that the flipped class-
room approach has a positive effect on students’ learning attitudes.

DISCUSSION

The current study examined the effects of flipping the classroom
for English language learners on students’ academic achievement and
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learning attitudes. The overall results confirmed the feasibility and
potential of this approach with regard to both outcomes. Whereas the
flipped classroom approach appears to have received more attention
from researchers in science, technology, engineering, and mathematics
(STEM subjects), its effects in enhancing students’ subjectmatter
learning (in this case, English as a foreign language) and learning
engagement were consistently observed in the present study, as well as
in other studies conducted with humanities subjects (e.g., Kong,
2014). These findings thus confirm the view that the flipped classroom
approach may be applicable to a wide array of disciplines (Khan,
2012). Although some educators, like Milman (2012), have reserva-
tions about using this approach for language teaching, given the
encouraging results reported in an increasing number of studies on
flipped language classrooms (e.g., Chen Hsieh, Wu, & Marek, 2016),
this approach is now receiving wider support from language educators
(e.g., Brink Lockwood, 2014). The findings of this study lend further
support for the growing need to apply this approach to ELT contexts.
Furthermore, the trend in favor of flipped classrooms can be seen in a
considerable number of presentations that were made at the 2015
TESOL convention in Toronto (Kostka & Brink Lockwood, 2015). It is
thus reasonable to assume that many more articles will be published
in the near future to expand our knowledge about what works for
English language learners, under what conditions of flipped learning
environments.

Methodologically, the flipped learning model developed by
Hamdan et al. (2013) provides a helpful design framework for this
DBR project. Drawing on the present research findings, a set of design
principles are further appropriated for language education on the
basis of the adopted framework. Accordingly, the design principles
derived from this work are offered specifically for language educators
interested in flipping the classroom, and these are presented below.

TABLE 1

Comparison of Group Differences in Students’ Responses to the Attitudinal Questionnaire

Non-flipped Flipped
classroom classroom
(N=22) (N=21)
Questionnaire Scales Mean SD Mean SD t P
Course satisfaction 4.22 31 4.32 .38 -1.009 319
Active learning 3.48 .32 4.43 .37 —8.985 .000%
Willingness to communicate 3.73 46 4.48 .27 —6.511 .000*

Note. Significance *p < .05.
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* The F principle of a flexible language learning environment:
Provide comprehensible input with flexibility, accommodating
individual preferences and proficiency levels, as a means for cre-
ating acquisition-rich flipped classrooms for L2 learners.

e The L principle of a language learning culture: Offer interac-
tion opportunities by using active learning strategies to increase
learners’ L2 exposure and use in the flipped classroom.

* The I principle of intentional linguistic content: Design a mech-
anism with intentional content focusing on target meanings and
forms of L2 to connect the preclass and in-class activities of the
flipped classroom.

* The Pprinciple of a professional language educator: Maintain up-
to-date professional knowledge and skills to build a transformative
learning community in the flipped classroom that empowers L2
learners to be active and responsible for their own learning.

The proposed principles can.act as a referential guide or a design
framework for constructing flipped language classrooms in future stud-
ies. Additionally, prospective research can further validate the applica-
bility of the four design principles developed in this DBR project.

As shown in this study and previous research (e.g., Hung, 2015),
teaching by using the flipped classroom approach is satisfying because
it creates a flexible learning environment that enables language learn-
ers to preview and review the intentional content of linguistic input
according to their proficiency levels, which in turn boosts their partici-
pation levels in output-based activities and enhances their interactions
with peers and teachers. In this study, the engaging learning culture
in the flipped classroom was evidenced by the students’ willingness to
communicate in L2 and active participation in student-centered discus-
sion activities. Although learning challenges are occasionally identified
in the literature (e.g., Howitt & Pegrum, 2015), on the whole they do
not seem to adversely affect student engagement in flipped classrooms.
This is evident in the present study and others (e.g., Lai & Hwang,
2016), in which, through participation in carefully designed flipped
classrooms, students gradually become active learners and are con-
stantly motivated to assume control over their own learning. It is worth
noting that the transformation of learning and teaching that is envi-
sioned in the use of flipped classrooms requires not only active learn-
ers, but also professional educators who seek to improve their
expertise. This study has demonstrated that, in the flipped classroom
where valuable class time is freed up to be used for active learning
activities, a professional language educator should seize the opportu-
nity to provide justin-time teaching that is more responsive to
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students’ needs (e.g., offering formative feedback and playing video
highlights with supplementary explanations). Furthermore, Ellis
(1997) suggested that conducting classroom-based research and devel-
oping relevant theoretical understandings are practical approaches
available to SLA researchers and educators for the development of
more effective language pedagogies. The DBR methodology adopted
in the current study echoes this claim, with its twofold aim to refine
both the theory and practice of the implemented pedagogy (i.e., the
flipped classroom approach). Language educators wishing to flip their
classrooms are thus recommended to conduct DBR as a way to
improve their courses in a systematic manner, in order to grow profes-
sionally as both teachers and researchers.

CONCLUSION

This work adds to the growing literature on flipped classrooms and
encourages language educators to envision how the flipped classroom
approach can enhance traditional courses, using the F-L-I-P principles
to guide the design of the learning environment. The present research
findings as a whole show the great promise of flipping the classroom for
university-level English language learners. Nonetheless, generalization
of these results is limited due to the relatively low number of partici-
pants. It should also be recognized that the favorable learning outcomes
observed in this particular research site may not be applied to the
broader context of ELT, due to the composite nature of a flipped class-
room and some ambiguities in its definition. Put differently, in establish-
ing a flipped classroom many contextual factors (such as content
delivery, learning activities, learner characteristics, and teacher knowl-
edge) may come into play, making it difficult if not impossible to rule
out all confounding variables with regard to any positive outcomes that
are found. This has been the case for almost all classroom-based
research or DBR that has set out to examine the efficacy of a certain ped-
agogy or the influence of any other complex variables. Despite these lim-
itations, this work does take a crucial step toward conceptualizing the
flipped classroom approach as a valuable effort to transform traditional
courses through a DBR process, and still offers vital insights into the
pedagogical potential of flipped classrooms in ELT contexts.

(Acknowledgments and references deleted for space considerations)



