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Flipping, Off We Go! 

                           Abstract 

Under educational reform, teachers worldwide have wrestled with curricula and 

instruction for years, trying to move English teaching and learning out of mediocrity 

and to maintain high expectations from students and parents. Many approaches and 

studies have been conducted and tested and have a positive effect. The flipped 

classroom is one of the buzzwords sweeping both domestic and international 

education. However, academic research into the effectiveness of the flipped classroom 

in Taiwan’s high schools is relatively limited at present. This paper reports two 

empirical studies, aiming to evaluate the feasibility and acceptability of implementing 

the flipping approach in Taiwan’s high school under 12-year Basic Education. The 

first group of students enrolled in this education system over the exam-free admission 

policy, participating in the flipped classroom for three semesters which reverses 

instruction. Some major results are found: (1) the flipped classroom wins out over 

students’ preference: (2) it progresses students’ language learning outcomes; (3) it 

creates a pleasant and supportive atmosphere of learning; (4) flipping gradually 

cultivates students’ positive attitude; (5) action-orientated tasks particularly better 

students’ productive language skills (i.e. speaking and writing); (6) online videos as 

homework makes more time in class for students’ communicating with their peers and 

teacher; (7) the videos are advantageous especially for “autonomous” students to learn 

at their own time, pace, and place, but teachers can use strategies or software to make 

it right; (8) task design and video recording tire teachers, but the problem can be 

solved when teachers cooperate together. Academic implications and suggestions for 

future research are provided in this paper. 

 

Keywords: the flipped classroom, task-based language learning/teaching, 12-year 

Basic Education 
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Introduction 

Under educational reform, teachers worldwide have wrestled with curricula and 

instruction for years, trying to move English teaching and learning out of mediocrity 

and to maintain high expectations from students and parents. Subsequently, a 

rhetorical question often pops up into teachers’ mind is what specific approach 

teachers should use in class. Many approaches and studies have been conducted and 

tested and have a positive effect. The flipped classroom, for example, is one of the 

buzzwords sweeping both domestic and international education. However, the 

numbers of academic research papers into the effectiveness of the flipped classroom 

in Taiwan’s high schools is relatively limited at present. In addition, it is hoped that 

the flipping approach can ease the plight of the exam-free admission policy in 

Taiwan’s 12-year Basic Education and English course hours reduced in 2018 

Curriculum Guidelines for Taiwan’s Vocational High School. This paper reports two 

empirical studies, aiming to evaluate the feasibility and acceptability of implementing 

the flipping approach in Taiwan’s high school. Meanwhile, it is hoped that apart from 

students’ achievements of learning outcomes, the flipped the classroom approach can 

help Taiwan’s students to become autonomous and positive leaners and to make our 

learning environment come alive. For sure, all approaches should be rooted in theories 

so that relative theories, approaches, and feedback are addressed respectively. 

 

Study 1  

Background 

In 2014, 12-year Basic Education was carried out, targeting to eliminate the 

pressure that entrance exams create and to improve the quality of education. However, 

the program’s exam-free admission policy eschews students’ goal to go to a privilege 

high school and creates a social myth: no test, no study. In the light of this situation, 

teachers are expected to develop new, creative teaching approaches and skills for 

motivating students in language learning. The flipped classroom, for example, is a 

trendy pedagogical method (Goodwin & Miller, 2013). It is independent of time and 

geographical constraints and offers students more opportunities for communicating 

with peers and teachers. However, it is railed against and beaten down for excessive 

workload—students need to spend extra time watching videos while teachers have to 

record numerous videos and design varied in-class activities. Whether the flipped 

classroom can engage students in active learning or generate overwhelming impact 

needs more quantitative and qualitative evidence. Two research questions are 

addressed. 

1. What is the effect, if any, of the flipped classroom approach on students’ 

achievements of learning outcomes? 
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2. What is students’ perceptions of the flipped classroom approach?  

 

Definition and Framework of the Flipped Classroom 

The flipped classroom has been promoted for years, but educators and 

researchers still have not reached consensus on its definitions. Lage et al. (2000) 

presented the simplest definition, saying that “events that have traditionally taken 

place inside the classroom now take place outside the classroom and vice versa” 

(p.32). Although Lage and his colleagues highlighted the negative effects of the likely 

gap between teachers’ and students’ expectation, they noticed that technologies can 

easily cause all types of students’ enthusiasm, creating a favorable environment. 

Hoffman (2014), on the other hand, claimed that the flipped classroom is a 

student-centered pedagogical model where the typical lecture and homework elements 

of a course are reversed. Compared to traditional approaches, students prefer this 

model because they can manage and achieve their own learning goals and have more 

opportunities for discussions, coaching and interaction with teachers and between 

peers in the classroom. Bishop and Verleger (2013, p. 6) focused on the learning 

environment and the role of teachers, forming a prototype of the flipped 

classroom--human interaction and computer technology. The flipped classroom 

departs radically from the traditional instruction; in addition, it is a combination and 

an evolution of education of the lecture-based and interactive teaching methods. 

. Taken as a whole, four critical theories can illustrate the best practices for 

implementation: (1) flexible environment, (2) learning culture, (3) intentional content, 

and (4) professional educators (Hamdan, McKnight, McKnight, & Artfstrom, 2013). 

First of all, the flexible environment refers to the arrangement of the physical 

classroom space for active learning, including individual work areas, whole class 

mingling, or demonstrations (Bergmann & Sams, 2012). Second, the flipped 

classroom brings teachers and students a comfortable learning culture. In class, 

students are actively learning together whereas the teacher provides immediate 

feedback and gives brief periods of one-to-one differentiated instruction (Bergmann & 

Sams, 2012; King, 1993). Third, the video content is not simply a homework 

“add-on”; it is the core that provides students with a solid foundation for in-class 

activities and encourages students to go deeper to apply, synthesize, and even create 

knowledge in class (Seaboyer, 2013). According to Bloom’s framework, revised by 

Anderson et al. (2000), the flipped classroom apparently changes the role of the 

teacher. In a world of technologies and information abundance, teachers should be 

facilitators of learning who help students acquire higher order thinking skills such as 

analyzing, evaluating and creating, whereas students can be autonomous learners to 

gain lower order thinking skills such as understanding and memorizing. Fourth, 
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though the flipped classroom is based on a student-centered, collaborative, and 

interactive model, the teacher’s expertise is also vital for providing the framework of 

the course, including content videos and tailored projects for students (Hamdan et al., 

2013).  

 

Methodology 

Subjects 

A total of 69 first-year vocational high school students participated in the 

study for one semester. The participants were the first group of students enrolled the 

English department under the school’s exam-free admission policy. Generally 

speaking, their initial language proficiency was low and various. At the beginning 

of enrolment, they were divided into two classes using z-score formula (Class A = 

34; Class B = 33) and taught by the same group of teachers. In this experiment, all 

the students were taught by the teacher/also the researcher for three hours every 

week 

 

Materials & Instruments 

Two materials and one instrument were adopted in this study, namely reading 

articles from three Studio Classroom magazines, exercise and test sheets, and a 

questionnaire. Along with the magazines, Studio Classroom Company offers 

exercise sheets and listening-reading test sheets every month. The instrument is the 

questionnaire consisting of two parts: one is the general assessment of the flipped 

classroom, including technical skill, adaption to videos and in-class activities, 

suitability, scheduling, expectation, and the effects of learning and scaffolding; the 

other is students’ perceptions about the traditional and the flipped classroom 

settings.  

 

Procedure 

Three phases were included in this study. In the first phase, the course was 

offered in a lecture format with hands-on individual exercises as assignments for a 

month and after that, the first monthly test on reading and listening was conducted. 

However, the teacher and students were suffering from the tight time schedule of 

work and inability to allot time for the teaching and learning. The teacher hence 

decided to employ the approach of the flipped classroom to reduce the pressure and 

make more time in class for active learning in the following two months. In this 

second phase, Class A and B had to do preparation and watch online videos that the 

teacher had videotaped beforehand, either at home or at the school lab. Course 

materials in the form of lectures on streaming media, lecture notes, and text-based 
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supplementary materials were stored in Moodle, a learning platform. As to the in-class 

activities, the teacher used action-oriented tasks, i.e. information-gap and 

question-answer activities in Class A, whereas she offered tutoring in Class B. Both 

classes had monthly tests on reading and listening. However, they had paragraph 

writing and on-stage speaking after the third month. In the third phase, all the students 

were administered to fill out a questionnaire about the assessment of the flipped 

classroom instruction and five out of the two classes respectively and randomly were 

interviewed.  

 

Statistical Analyses 

The t-test assessments were employed to report the comparison results of the 

monthly achievement tests between two classes and that of the questionnaire 

(Cranach’s alpha = .90). ANOVA analyses were used to examine the learning 

outcomes within classes. Last, the result of the interview was described qualitatively. 

 

Results 

Students’ Perceptions of Learning Outcomes  

As shown in Table 1, there was no significant difference between the two 

classes in three tests (p > .05), which means the flipped classroom instruction had 

the same effect on students’ learning outcome as the traditional lecture-based one. 

Moreover, Class B outperformed Class A on every exam outcome, although no 

significant difference existed between them. To our encouragement, both classes 

made steady progress overall (MClass A =45.09, 47.52, and 49.09; MClass B =46.19, 

50.62, and 53.19). Table 2 presents no significance within two classes (p > .05).  

 

Table 1 

The Comparison of the Monthly Test Results between Two Classes 

Monthly Tests M       SD  p-value 

Test 1 

(lecture-based) 

45.09 (Class A) 

46.19 (Class B) 

17.69 

17.01 

 

 
.800 

Test 2 47.52(Class A) 16.68  
.539 

(Flipping/different in-class activities) 50.62 (Class B) 16.56  

Test 3 49.09 (Class A) 15.80  
.270 

((Flipping/different in-class activities)) 53.19 (Class B) 13.76  

 

Table 2 
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The Comparison of the Monthly Test Results within Class A/Class B 

   Df      MS F  p-value 

Class A 2      133.980 .478  .622 

Class B 2      398.500 .214  .448 

 

In the third monthly test, four skills were tested. The results show that in 

writing and speaking outcomes, Class A outperformed Class B. Two-thirds of the 

participants in Class B failed the writing test; similarly, most of them stood silently 

on the stage when they were first asked to speak. Class A enjoyed performing on the 

stage and 80% of them finished the writing tests although there was big room for 

improvement.  

 

Assessment of the Flipping Classroom: Questionnaire  

The assessment results of the flipped classroom are displayed in Figure 1. Of 

all the students, 90% agreed that this approach brought a learning effect; 87% 

claimed that they could learn from peers and the teacher; 87% had no problem 

downloading materials and watching the videos via the Moodle interface (i.e. 

technical skill). In contrast, around 60% of the students adapted to video watching 

before the class and had expectation about their learning which were the lowest 

value on the questionnaire.  

 

 

Figure 1 The Results of the Assessment of the Flipped Classroom  

 

 

Table 3 presents the overall comparison. Class A had better feedback about this 

flipped classroom than those in Class B, especially in adaptions to videos, 

suitability (p =.004**) and the effects of learning (p =.007**) and scaffolding (p 
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=.017*). Likewise, both classes had significant different responses to preference (p 

= .011*), efficiency (p = .015*), and usefulness (p = .023*).  

 

 

 

 

 

Table 3 

The Comparison of the Questionnaire Result between Two Classes 

Criteria  p-value 

 
A

ss
es

sm
en

t 
o
f 

th
e 

fl
ip

p
in

g
 
 technology  .893 

schedule  .881 

adaptability(video)  .137 

adaptability(activities)  .857 

suitability  .004** 

expectation   .477 

learning effect  .007** 

scaffolding effect  .017* 
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preference  .011* 

efficiency  .015* 

usefulness  .023* 

 * = p<.05; ** = p < .01 

 

Assessment of the Flipping Classroom: the Interview  

All the interviewees had positive feedbacks about the flipped classroom. 

However, two admitted that they always lagged behind the schedule and sometimes 

felt annoyed when the computer did not work. They preferred to watch the video in 

class. They appreciated what the teacher had done for them although they neither 

watch the videos fully nor reached their expectations for learning.  

As to in-class activities, all the interviewees from Class B accepted the way of 

teaching, but they disliked and dare not ask or answer questions. They would rather 

sit silently in class, waiting for the teacher’s guidance. They did not really count on 

their classmates; instead, they would rather go to the teacher for individual guidance 

during the break time. However, they worked hard on the exercises and 

concentrated their attention to peers or the teacher when they did tutoring. Class A, 

on the other hand, enjoyed the activities. All the interviewees from Class A felt 
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learning English interesting although one of them felt confused sometimes. 

Nevertheless, that was okay because she could deal with the problem by asking her 

classmates. They loved the joyful atmosphere—they participated in discussions, 

argued with group members, and chatted something unrelated to the content 

sometimes when they were asked to fulfill a task or do an activity. Though the 

teacher wanted them to use simple English and body language to communicate with 

one another, they still sneakily used their mother tongue when the teacher walked 

toward another group, not paying attention to them. Nonetheless, without too much 

pressure, they still did their best to use English. The greatest sense of achievement 

for them was that their classmates understood them and they could answer the 

teacher’s questions in English. They had more confidence using English.  

 

Discussions 

The flipped classroom is workable and supportive. First of all, it liberates 

students from the constraints of time and distance, driving them to take more 

responsibility for their own learning. This is how technology empowers students to 

build a solid foundation of learning (Seaboyer, 2013). Then, the classroom activities 

creates a pleasant classroom environment (Bergmann & Sams, 2012; Hamdan et al., 

2013; King, 1993). It also sheds light on the teacher’s role to help students acquire 

“higher order thinking skills” such as applying, analyzing, synthesizing, reflecting, 

creating and the like during the classroom activities (Anderson et al, 2000). With a 

wider range of flexibility and pleasure, students can learn, remember, and understand 

from different inputs. Most importantly, students perform as well as they do in 

traditional lecture-based instruction. Having action-oriented tasks or using exercises 

alongside tutoring with their classmates and does not diminish students’ learning 

outcomes. Instead, it increases opportunities of real-time interaction, collaboration, 

and communication (Hamdan et al., 2013). That is why most of the students and the 

teacher hold a positive view on it (e.g. high values of preference, efficiency, 

usefulness, and suitability), similar to the previous studies (e.g. Lage & Treglia, 

2000). 

As mentioned above, the flipped classroom is incontestably beneficial to students’ 

learning, but several problems remain critical and unsolved. In terms of students, it is 

impossible to guarantee that all students watch the online videos before the class (e.g. 

low values of scheduling, adaptability, expectation). Again, students’ attendance in 

class and their learning scheduling are unable to master. Founded on the revised 

Bloom’s hierarchical taxonomy of cognitive levels, students have to remember and 

understand the learned knowledge before the class. In other words, without finishing 

the online video homework, it is impossible for students to learn lower-order thinking 
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skills. Likewise, without attending the class or scheduling learning, students definitely 

cannot acquire higher-order thinking skills. In lack of either higher- or lower-level 

cognitive skills, learning in the flipped classroom is destined to fail. As to teachers’ 

plight, apart from creating numerous videos, teachers have to ensure the quality of 

videos. NG (no good) was common because any distracting sounds would ruin the 

recording. Video recording is exhausting and it is easily to push teachers away from 

the flipped classroom if there is no assistance. In addition to videos, designing class 

activities is challenging—activities should be meaningful, cognitive, fun, and varied; 

most importantly, they should achieve learning objectives.  

In spite of the impediment, the flipped classroom also provides insight into the 

design of in-class activities that can motivate students’ learning. For example, students 

undertaking action-orientated tasks have more confidence using English and perform 

better in writing and speaking. In contrast, students undertaking doing exercises and 

tutoring do not. Citing from the interview result, “We do not really trust our 

classmates… if we need individual guidance, we can just go to teachers during the 

break time.” Inconsistent with previous researchers (Bergmann & Sams, 2012; King, 

1993; Seaboyer, 2013), this result signifies that static activities like tutoring and doing 

exercises may have a learning effect for students but hardly enhance their speaking 

and writing. Perhaps it is because of Asian students’ unchangeable passive attitude or 

because of the inadequate scaffolding in productive language skills. Activity/task 

design is the challenging issue that needs to be examined and discussed.  

 

Study 2 

Background 

The 2018 new Curriculum Guidelines for Taiwan’s vocational high school states 

that English course hours will be reduced to 2 hours per week only. This article does 

to some extent deprive teachers and students of valuable class time on English 

learning and teaching. Opportunely, surveys and studies of classroom practices show 

that the flipped classroom approach frees up class time on tasks such as group 

discussions, peer-reciprocal teaching, and problem-solving in class (Reidsema, 

Kavanagh, & Hadgraft, R. (2017). However, students’ learning experiences can be 

optimized only when tasks are authentic and challenging and demand students’ skill 

and autonomy (Yair, 2000). Also, the current generation prefers sounds, visuals, and 

animations rather than books as learning syllabi, so any motivating activity or task 

absolutely becomes urgent (Meece & McColskey, 1997; Tollefson, 2000). Therefore, 

Study 2 was conducted on the theories of the combination of task-based language 

learning and the flipping classroom. 

Communicative Language Teaching (CLT), enacted as high school English 
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Curriculum Guidelines in Taiwan, has been a mainstream in English as a 

second/foreign language instruction since the 20
th
 century (Brown, 2007; Richards 

&Rodgers, 2001). Task-based language learning or teaching (TBLL, also known as 

TBLT), derived from CLT, has also become a core part since then (Brown, 2007). 

However, rapid advances in technology significantly shape the CLT environment and 

bring great impact on learners’ study habits in many developing countries. According 

to Tarnopolsky (2012), technological advancement facilitates and accelerates 

“students’ self-constructing skills of professional target language communication” (p. 

130).  With the help of network-based technology, activity-designed TBLL must be 

able to help capture students’ attention and channel their energy towards learning. On 

the other hand, it also is challenging for teachers because scant attention has been paid 

to in-class activities and tasks in the flipped classroom. Three research questions are 

addressed as follows: 

• Compared with exercises and tutoring, do TBLL activities integrated with 

technology better support students’ learning outcomes?  

• How do TBLL activities integrated with technology have different effects on 

different levels of students?   

• How do students respond to TBLL activities integrated with technology in the 

flipped classroom?  

 

TBLL, TBLL’s Framework and The Flipped Classroom 

Task-based language learning (TBLL) is a “motivating, communicative and 

interactive approach” (p. 249) to language learning (Hall, 2016). It is a 

meaning-focused approach (Ellis, 2006; Skehan, 1998). In TBLL, tasks are viewed as 

“the core units” (p.223) that reflect real world language use situations (Ellis, 2006; 

Richards & Rodgers, 2001), and students have to employ the target language in a real 

context, to accomplish tasks (Leaver & Willis, 2004; Van Eck, 2010). In TBLL, the 

tasks should be a piece of work in everyday life such as filling out a form, making a 

hotel reservation, and finding a street destination (Long, 1985). Meanwhile, each of 

the tasks should be a piece of “classroom work” used to train students’ comprehension, 

interaction and production of the target language (Nunan, 2005; Richards & Rogers, 

2001).  

The framework of TBLL contains three principal phases: pre-task, task cycle, 

and language focus (Nunan, 2005; Ellis, 2006; Salaberry, 2001; Willis, 1996). In the 

first pre-task phase, teachers have to introduce students the topic of the task and offer 

students enough linguistic skill input. At this point, online videos as homework in the 

flipped classroom take the lead in completing this assignment, so that students can 

have more time to work on their learning goal. As to the second task-cycle phase, 
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students were required to do the tasks that allow them to solve challenging problems 

and try to reach a target performance or learn a new skill. Students present their work 

in class either in speaking or writing, whereas teachers, as a facilitator or a 

chairperson, encourage students and give them advice if they need. Mistakes do not 

really matter in this phase, but activities best suitable for students’ level and the topic 

are necessary. The post-task is “language focus.” Students examine their performance 

from the feedback, diagnose their strengths and weaknesses, and improve their 

effectiveness in language learning, whereas teachers conduct some follow-up practice 

that the task has provoked.  

TBLL refers to an approach based on “the use of tasks as the core units” (p.223) 

in language learning (Richards & Rodgers, 2001), so Nunan (2005) declared that in 

TBLL, only the second phase is obligatory, and the other phases are optional. 

However, we believe Nunan’s argument only works in the flipped classroom where 

students have to acquire prerequisite knowledge from the online videos at home and 

then involve in class tasks/activities. In addition, as mentioned in Study 1, teachers 

are now facing the wired generation of students who have grown up with easy access 

to digital information and communication technologies. As a result, the implement of 

technology in task/activity design is the must (Meece & McColskey, 1997; Tollefson, 

2000), so in Study 2, TBLL integrated with technology will be called e-TBLL. What 

is more, Long (1985) argued that the tasks in TBLL should be the events in everyday 

life, but owning to the limited target lessons and time, it is almost impossible to cover 

all the everyday events. In Study 2, the teacher focused on a meaningful, 

communicative task in a certain situation. One thing that cannot be missed is that all 

the tasks must cater for students’ interest, enjoyment, engagement and performance 

(Willis & Willis, 2007). After all, teens love to play.  

 

Methodology 

Subjects 

A total of 54 second-year vocational high school students participated in 

Study 2. In fact, they were the same group of students in Study 1, but after one year, 

unintentionally, only 27 students each class went up to the second year according to 

the school’s Student Academic Performance Evaluation Rules (Class A = 27; Class 

B = 27). According to the criteria of “Collaboration Plan After-school Alternative 

Program launched by the Ministry of Education in Taiwan in 2006, these students in 

both classes were separately divided into three small groups: high, intermediate, and 

low levels (the bottom 25% as low achievers, the top 25% as high achievers, and 

the rest as intermediates). Furthermore, regarding class culture (based on the 

teacher’s observation), Class A, energetic and less concentrated, undertook 
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action-orientated tasks, i.e. TBLL, whereas Class B, quiet and inactive, was 

arranged exercises and tutoring as they did in Study 1. 

 

Materials and Instrument 

The study contained two teaching materials and one instrument: (1) three 

Studio Classroom magazines, (2) exercise and test sheets, and (3) a questionnaire 

about students’ views on e-TBLL. On the basis of the 5 point Likert scale, the 

questionnaire adapted from the UTAUT (the Unified Theory of Acceptance and Use 

of Technology) had 8 constructs: interesting, grouping, acceptance compared with 

the traditional method, performance expectance, effort expectance, social influence, 

behavior intention, and facilitating condition (Venkatesh et al., 2003). Each has four 

questions and the Cranach’s alpha value for internal consistency was .975.  

 

Procedure  

The study was conducted for two semesters. Every month treatment was divided 

into pre-task, task cycle, and post-task phases, according to TBLL’s framework. In the 

pre-task phase, students were requested to watch online videos as homework. In the 

second phase, students completed e-TBLL activities in groups (Appendix 1). The 

activities of e-TBLL were designed by the content of the magazine articles. For 

example, in the finding missing word game—adjectives, the teacher wanted students 

to work in a group of 4 or 5 and to locate as many adjectives as they could from the 

target articles within 10 minutes and write down on the blackboard. In the following 

activity, these students had to choose five of the adjectives on the blackboard to make 

a story or a dialogue to compliment others in another 15 minutes. Completing the 

tasks can urge students to use productive language skills (i.e. speaking and writing). 

However, different from the flipped classroom approach, before conducting in-class 

activities, the teacher spent a short period of time (around 10 minutes) using different 

strategies (e.g. question-and-answer) and software (e.g. Kahoot and Zuvio) to wrap up 

the lessons in case of students’ oblivion or neglect of the target lesson. Another 

aforementioned difference is that in-class activities mostly focuses on communicate 

tasks. Lastly, in the final phase, the unit tests and the weekly test were administered.  

 

Statistical Analyses 

Independent Sample t-test analyses were employed to compare the results of 

five achievement tests between the overall performance of two classes and between 

high, intermediate, and low levels of students in two classes. Next, the average score 

of each construct in the questionnaire was calculated and displayed in descriptive 

statistics.   
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Results 

Achievement Tests of Learning Outcomes under e-TBLL 

The five achievement test results of the overall students, low achievers, high 

achievers, and intermediates in two classes were respectively compared and reported 

below. First of all, Table 4 describes the comparison results of the overall students in 

Class A and Class B. As shown in the table, there was no significant difference 

between two classes in general. In other words, two classes of students achieved 

similar learning outcomes. However, it is worth noting that Class A’s learning 

outcomes is slightly inferior at the beginning, fluctuated in the middle, and better at 

the end (p > .05). It illustrates that Class A under e-TBLL is indeed progressing 

themselves with time.  

Table 4 

The Comparison of the Achievement Performance (Overall) 

 Class Mean Std. Deviation Std. Error Mean t-value Sig 

Test1 Class A 81.9259 10.14482 1.95237 -.716 .331 

Class B 84.2222 13.22682 2.54550 -.716  

Test2 Class A 57.1852 20.93403 4.02876 -.343 .131 

Class B 58.9630 16.97392 3.26663 -.343  

Test3 Class A 59.5556 19.87912 3.82574 .030 .324 

Class B 59.4074 16.60227 3.19511 .030  

Test4 Class A 63.5556 16.63484 3.20138 -.324 .612 

Class B 65.1111 18.64101 3.58746 -.324  

Test5 Class A 68.5185 17.48487 3.36497 .606 .513 

Class B 65.2593 21.82552 4.20032 .606  

 

Table 5 results indicate that low achievers in Class B outperformed those in 

Class A at the beginning (p > .05 ), but in the last two monthly achievement tests, they 

significantly performed better than those in Class B ((p < .05). The result was turned 

over at the end. Such a result is very encouraging—it suggests the success of e-TBLL 

for low achievers. Figure 2 displays the comparison of the achievement tests in low 

and high achievers between Class A and B. Likewise, the high achievers in Class A 

has a similar consequence.  

 

Table 5  
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The Comparison of the Achievement Performance (Low Achievers) 

 Class Mean Std. Deviation Std. Error Mean t-value Sig 

Test1 Class A 63.5714 15.21904 5.75225 -1.131 .784 

Class B 72.0000 12.52996 4.73588 -1.131  

Test2 Class A 40.2857 7.78276 2.94161 -.047 .042* 

Class B 40.5714 13.93864 5.26831 -.047  

Test3 Class A 40.2857 15.46732 5.84610 -.193 .431 

Class B 41.7143 12.07910 4.56547 -.193  

Test4 

 

Class A 50.2857 5.08967 1.92372 1.275 .040* 

Class B 42.8571 14.55368 5.50077 1.275 

Test5 
Class A 48.8571 2.79455 1.05624 1.586 .034* 

Class B 37.7143 18.38219 6.94781 1.586 

  * =  p < .05 

 

 

Figure 2 High/Low Achievers’ Achievement Test Comparison between Classes A 

and B 

 

As shown in Table 6, high achievers in Class B outdid those in Class A in the 

first four achievement tests (p >.05). However, in the final monthly test, Class A’s 

high achievers surpassed Class B’s significantly. Different from low achievers, high 

achievers seem to grow gently under e-TBLL. As to the intermediate group, there was 

no significant difference between two classes from beginning to end (Table 7).  

 

Table 6  

The Comparison of the Achievement Performance (High Achievers) 
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 Class Mean Std. Deviation Std. Error Mean t-value Sig 

Test1 Class A 91.5714 5.15937 1.95006 .000 .505 

Class B 91.5714 6.07885 2.29759 .000  

Test2 Class A 85.7143 9.34013 3.53024 2.501 .228 

Class B 70.8571 12.64158 4.77807 2.501  

Test3 Class A 82.8571 9.22729 3.48759 1.462 .952 

Class B 75.7143 9.05012 3.42063 1.462  

Test4 Class A 84.5714 8.69592 3.28675 1.013 .397 

Class B 77.1429 17.35347 6.55899 1.013  

Test5 Class A 89.7143 9.55186 3.61027 .804 .043* 

Class B 86.5714 3.95209 1.49375 .804  

  * =  p < .05 

 

 

Table 7  

The Comparison of the Achievement Performance (Intermediate Achievers) 

 Class Mean Std. Deviation Std. Error Mean t-value Sig 

Test1 Class A 79.0769 7.26248 2.01425 -1.726 .486 

Class B 85.7692 11.94539 3.31305 -1.726  

Test2 Class A 50.9231 13.84715 3.84051 -1.860 .413 

Class B 60.0000 10.86278 3.01279 -1.860  

Test3 Class A 57.3846 12.47356 3.45954 -.654 .967 

Class B 60.6154 12.71180 3.52562 -.654  

Test4 Class A 59.3846 13.02266 3.61184 -1.575 .668 

Class B 66.9231 11.33182 3.14288 -1.575  

Test5 Class A 67.6923 11.16083 3.09546 .038 .287 

Class B 67.5385 9.31500 2.58352 .038  

 

Students’ Response to e-TBLL Activities 

The students’ response to e-TBLL in the flipped classroom was investigated, 

using the questionnaire of UTAUT, and the data collected from it was analyzed by 

descriptive statistics. In Figure 3, the value of each construct went far beyond the 

average on a 5-point Likert on the whole (>3.75). Of all the constructs, the values of 

grouping, social influence, acceptance, performance expectance, and facilitating 

condition were particularly high (>4). As such, the results specify that students had 

enlightened attitude towards TBLL integrated with technology. Moreover, they had 

high expectation and positive feedback about their learning via TBLL. Nevertheless, 



 

42 
 

the value of effort expectance was relatively low, which implies that TBLL had a 

certain doubt for the students.  

 

 

Figure 3 Results of the Questionnaire Survey on TBLL in the Flipped Classroom 

 

Discussions 

The purposes of Study 2 focus on the effect of e-TBLL on language learning 

outcomes, the effect of e-TBLL on different levels of students, and students’ 

preference towards e-TBLL. To begin with, different from the previous studies that 

focused mostly on the procedure of tasks (Nunan, 2005; Ellis, 2006; Salaberry, 2001; 

Willis, 1996), Study 2 attempts to verify that e-TBLL has a positive effect on students’ 

language learning in all. As expected, the results were positive. The students who 

undertook e-TBLL have made progress in language four skills, especially in speaking 

and writing. Moreover, e-TBLL had different effects on different levels of students. 

Low and high achieving students can have better performance in the long run. It must 

be the enjoyment that causes students’ full engagement and makes learning effective. 

As we all know, low and high achievers usually are the group of students who easily 

get distracted in the traditional classroom. Enjoyment plays a crucial role in helping 

students become interested in an area and stay with it. In addition, it is the online 

videos and peers that provide a combination of challenges and emotional support so 

that students feel a sense of “flow” when they are engaged in their learning. This 

finding is in line with Richards and Rodgers (2001). Indeed, this study found that the 

class was full of participation, energetic interaction, and meaningful input and output.  

All the construct values in the questionnaire of UTAUT go beyond the average, 

which demonstrated that students give high praise to tasks with the assistance of 

technology (e-TBLL). Therefore, in consistent with previous studies (Meece & 

McColskey, 1997; Tollefson, 2000), e-TBLL activities provide students with the input 

of sounds, visuals, and animation that captivate students’ attention and induce their 
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affections for learning English. e-TBLL activities indeed satisfy e-generation. The 

value of effort expectance is the lowest among the eight constructs, which points out 

that some of the students did not really expect they would make seriously effort to 

learn English. In fact, according to some students in Class A, they said “they love fun 

learning,” but they found that some of their classmates felt suffering especially when 

they did not finish watching the online videos before the class. Fortunately, with the 

help of the classmates, they were safe and not afraid to express themselves. All in all, 

they felt the flipped English classroom was great fun but challenging.  

 

Conclusions  

As the era of spoon-fed education has long gone, teachers can never resist 

making a change in teaching. Changing is difficult but does not mean that teachers 

cannot do it. This paper reports two empirical studies that have evidenced the 

feasibility and acceptance of the flipping classroom approach. The flipped classroom 

approach provides students with a positive learning environment where students can 

acquire learning autonomy skill and become independent learners (Yair, 2000). It also 

helps teachers to have time for conducting task-based language learning activities in 

class. Thanks to these activities, teachers are more open to the needs of the students; 

likewise, students have more opportunities for interacting with peers and engagement 

in learning. Because of peer support and rapport, students do not worry about the 

exact form that they use; instead, they put a great emphasis on communicating 

meanings without fear. As mentioned by many researchers (e.g. Long, 1985; Skehan, 

1998; Richard & Rogers, 2001), task-based language learning provides a structured 

framework for instruction. It makes having fun and learning exist side by side. 

Although flipping has positive advantages, scheming authentic communication 

activities is not easy. Teachers have to rack the brain to design activities to make 

language learning interesting, authentic, and meaningful and also meet the learning 

purpose at the same time. It is a tough job. In addition, even though teachers have 

designed the task, the task may not be suitable or be less systematic if it is applied to 

different areas of language or teachers. Additionally, if every school teacher flips their 

teaching, students must be overwhelmed.  

Regardless, this paper concludes that change is a must because one of the biggest 

challenges teachers have in the classroom is the battle to keep students of e-generation 

learning. Education is no longer just about imparting knowledge or getting 

information, but it is about more experiential learning and working with teams. 

Learning should be an interactive process, involving teacher-student and 

student-student interactions. For that reason, teachers must create opportunities and 

encourage students to get connected in small groups, getting peer support, in order to 
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grow and live out their obstacles or frustration. Adopting task-based language 

learning in the flipped classroom is merely an alternate approach. Teaching is a long, 

tough journey. We hope to interconnect with the world and examine what is being lost 

to the hoops in education.  

 

 

References 

Anderson, L. W., Krathwohl, D. R., & Bloom, B. S. (2001). A taxonomy for learning, 

teaching, and assessing: A revision of Bloom’s taxonomy of educational 

objectives. Boston: Allyn and Bacon. 

Bergmann, J. & Sams, A. (2012). Flip your classroom: reach every student in every 

class every day. ISBN-10: 1564843157  

Bishop, J. L. & Verleger, M. A. (2013). The flipped classroom: a survey of the 

research. 120th ASEE Annual Conference & Exposition (Paper ID#6219). 

Brown, H.D. (2001). Principles of language learning and teaching (5
th
 Ed.) New 

York: Pearson Education. 

Ellis, R. (2003) Task-based Language Learning and Teaching. Oxford: Oxford 

University Press. 

Ellis, R. (2006). The Methodology of Task-Based Teaching. The Asian EFL Journal 

Quarterly, 8 (3), 19-45. 

Goodwin, B. & Miller, K. (2013). Research says/evidence on flipped classrooms is 

still coming in. Technology-Rich Learning (70), 6, 78-80.  

Hall, G. (ed.) (2016). The Routledge Handbook of English Language Teaching. NY: 

Routledge 

Hamdan, N., McKnight, P. E., McKnight, K., & Artfstrom, K. M. (2013). The Flipped 

Learning Model: A White Paper Based on the Literature Review. Flipped 

Learning Network. Retreived from 

http://flippedlearning.org/cms/lib07/VA01923112/Centricity/Domain/41/WhiteP

aper_FlippedLearning.pdf  

Hoffman, E. S. (2014). Beyond the flipped classroom: redesigning a research methods 

course for e-instruction. Contemporary Issues in Education Research (7), 51-62. 

King, A. (1993). From sage on the stage to guide on the side. College Teaching, 41(1), 

30-35.  

Lage, M. J., Platt, G. J. & Treglia. (2000). Inverting the classroom: A gateway to 

creating an inclusive learning environment. The Journal of Economic Education, 

31(1), 30–43. 

Leaver, B. L., & Willis, J. (2004). Task-based instruction in foreign language education: 

Practices and programs. Washington,D.C.: Georgetown University Press. 



 

45 
 

Long, M. (1985). A role for instruction in second language acquisition: Task-based 

language teaching. In K. Hylstenstam & M. Pienemann (eds.), Modelling and 

assessing second language acquisition (pp. 77-99). Clevedon: Multilingual 

Matters. 

Meece, J., & McColskey, W. (1997). Improving student motivation: A guide for 

teachers and school improvement teams. Tallahassee, FL: Southeastern Regional 

Vision for Education (SERVE). 

Nunan, D. (2005). Important tasks of English education: Asia-wide and beyond. The 

Asian EFL Journal, 7(3). Retrieved June 14, 2006 from 

http://www.asian-efl-journal.com/September_05_dn.php.  

Reidsema,  E. C.,  avanagh,  L., & Hadgraft, R. (2017). The Flipped Classroom: 

Practice and Practices in Higher. Singapore: Springer Nature. 

Richards, J. & Rodgers, T.(2001). Approaches and methods in language teaching. 

Cambridge: Cambridge University Press.  

Salaberry, R. (2001). Task-Sequencing in L2 Acquisition. Texas Papers in Foreign 

Language Education, 6(1), 101-112.  

Seaboyer, J. (2013). The Role of Technology-Assisted Assessment in Fostering 

Critical Reading in Undergraduate Literary Studies. International Computer 

Assisted Assessment Conference. UK: Computer Assisted Assessment.  

Skehan, P. (1998). A cognitive approach to language learning. Oxford: Oxford 

University Press. 

Tarnopolsky, O. (2012). Constructivist Blended Learning Approach: to Teaching 

English for Specific. London: Versita Ltd. 

Tollefson, N. (2000). Classroom applications of cognitive theories of motivation. 

Educational Psychology Review, 12 (1), 63-83. 

Van Eck, R. (2010). Gaming and Cognition: Theories and Practice from the Learning 

Sciences. NY: Hershy. 

Venkatesh, V., Morris, M. G., Davis, G. B., & Davis, F. D. (2003) User acceptance of 

information technology: Toward a unified view. MIS Quarterly, 27(3), 425-478. 

Willis, D. & Willis, J. (2007). Doing Task-based Teaching. Oxford: Oxford 

University Press. 

Willis, J. (1996). A framework for task-based learning. Harlow, UK: Longman.  

Yair, G. (2000). Reforming motivation: How the structure of instruction affects 

students' learning experiences. British Educational Journal, 26 (2), 191–210.  

 

 

Appendix 1 

Summary of the Target Lesson 

http://www.asian-efl-journal.com/September_05_dn.php
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Online Videos as Homework 

 
Vocabulary Memory Games 

 

Finding Missing Word Games 

 
Finding the Right Word Games  
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Reading-Drawing Game & Drawing-Telling Game

 
 

Doing Exercises and Tutoring 

 
 

Everyday Life Events: Asking for Directions and Ordering Food 

 


