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Flipped learning requires learners to enhance their self-regulated learning (SRL) practices
which offer a lens for conceptualising how learners regulate themselves (Zimmerman &
Moylan, 2009). To date, studies on flipped learning are yet to explore whether SRL is
developed to the same extent in learners at undergraduate and postgraduate levels. To
address this gap, this study explored differences in SRL practice by learners in an applied
linguistics course offered at undergraduate and postgraduate levels at an Australian
university. The data collected from two focus group interviews (six undergraduate; six
postgraduate) were analysed to investigate the expetiences developing/ SLR in these two
cohorts. The findings show that while flipped learning provided learners with flexible
learning opportunities to enhance their SLR, lack of teacher instruction associated with
the flipped learning led the learners to believe that it was more time consuming and an
increased workload; these perceptions, in turn, appeared to cancel the benefit associated
with SLR practice. Nevertheless, postgraduate students tended to see the benefits of
flipped learning more than their undergraduate counterparts. The limitations they
perceived tended to relate more to the underdevelopment of their own self-regulated
learning processes than to the flipped classtoom method itself. These findings may
inform practitioners’ implementation of a flexible instructional approach in terms of
learners’ perceptions of the flipped learning model.

Introduction

Self-regulated learning (SLR) helps develop students to understand and control their
learning processes (Al-Abdullatif, 2020). SLR examines how one regulates one’s own
learning without interference from external factors. Students who can self-regulate tend to
see the fruits of their labour in cognition, motivation and/or behaviour (Williamson,
2015); and this study outlines these benefits (and limitations) in a flipped learning
environment. Despite, the positive outcomes of flipped learning in terms of supporting
SRL practice in learners, little is known about how students’ prior learning experiences
contribute to the development of self-regulated learning in a flipped classroom in
undergraduate and postgraduate students studying the same course. To address this gap,
this study explored the perceptions in self-regulated learning practice in a flipped
classroom in an undergraduate and a postgraduate cohort of learners. This article is
organised into four sections. First, the theoretical framework guiding the study helped
provide a lens for the literature to be both contextualised and conceptualised in practice.
In particular, the flipped learning literature was funnelled into categories relating to
academic performance, differing approaches, student experiences and self-regulation. The
method and results sections that follow outline how the focus group interviews were
undertaken and the themes that emerged in student cohorts regarding their self-regulated
learning practices in a flipped classroom.



474 Comparing undergraduate and postgraduate perceptions of self-regulated learning

Theoretical framework

The literature on the theoretical underpinnings of flipped learning approaches is
somewhat difficult to find. In their scoping review on the use of flipped classroom models
in higher education, O'Flaherty & Phillips (2015) reported a lack of agreement concerning
the theoretical basis supporting flipped instruction in higher education. As a result, the
authors argued, the existing literature points to misunderstandings about what an effective
flipped model might look like. To go beyond a single, one-size-fits-all approach
supporting flipped learning, Eppard & Rochdi (2017) proposed a model to provide a
theoretical basis in understanding flipped learning (Figure 1).
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Figure 1: Bloom’s taxonomy juxtaposed with learning theories and flipped learning,
adapted from Eppard and Rochdi (2017). (Use "zoom in" function on web or PDF reader
to view)

Figure 1 offers a theoretical basis for flipped instruction considering the intersection of
Bloom’s mastery learning model and his revised taxonomy of cognitive processes (cf.
Anderson et al., 2001). The flipped model aligns well with constructivist learning theory
principles, for example, learning being an active and social process (cf. Hein, 1991; Narayan
et. al, 2013). Thus, pre-class flipped activities (i.e., viewing, listening, or re-reading lectures
and content-specific information) request learners to actively engage in the construction
of knowledge (Dagar & Yadav, 2016). The in-class activities, assisted by the instructor,
allowed for a deeper level of knowledge comprehension (Case & Marshall 2004); as
students apply the knowledge they have constructed at home in the classroom, linked to
cognitive constructivism. The flipped classroom model is praised by some for promoting
greater class engagement, as students are more actively involved in class material which in
turn fosters an ‘active learning’ experience in the classroom (Jamaludin & Osman, 2014).
Indeed, Jensen et al., (2015) argued that the flipped classroom may be seen as the
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reincarnation of active learning under a different name and guise. In their defence, well
before flipped classrooms were introduced, increased learner autonomy (Meyers & Jones,
1993) and higher-order thinking skills (Bonwell & Eison, 1991) were promoted when
students were actively engaged in a task. Accordingly, activities in the flipped model (e.g.,
watching a narrated PowerPoint slide, participation within an in-class group debate,
preparation of a report) can be prepared to align with cognitive tasks of increasing
complexity, as categorised in the pyramid in Figure 1. Because this theoretical framework
proposes the “dynamic interaction of [thoroughly] researched learning approaches and
theories” (Eppard & Rochdi 2017, p. 38); the present study deems it a dependable
theoretical framework to situate the investigation.

The flipped classroom model

The flipped classroom method was originally used in the K-12 environment to engage
students by doing homework in-class and classwork at home (Reidsema et al., 2017). It
was popularised by two teachers in the United States who coined the term ‘flipped’
(Bergmann & Sams, 2012). In simple terms, the flipped classroom is the inversion of
instructional material, with lectures being viewed online prior to class instead of being
conducted in-class, while class time is being used for active and collaborative activities
(Davies et al., 2013; Arnold-Garza, 2014). The inversion of the instructional model frees
class time for pedagogical activities that require students to engage in the development of
higher-order cognitive skills through problem-based, experiential, or collaborative learning
(Yeung, 2014). Das et al,, (2019) found that there was an increase in students’ intellectual
and cognitive engagement when a flipped course was introduced. One of the key
characteristics of the flipped classroom is the ability for students to self-regulate and pace
their learning (McLaughlin et al., 2013; McLaughlin et al., 2014) as it allows students to
complete learning materials in their own time (Roehl, Reddy & Shannon, 2013;
Zayapragassarazan & Kumar, 2012), thus fostering greater flexibility.

Self-regulated learning (SRL)

Self-regulated learning examines how one regulates one’s learning without interference
from external factors (Pintrich et al. 1993; Zimmerman & Pons 1980). Several years after
publishing their seminal work, Zimmerman & Moylan (2009) went on to identify a cyclical
three-phase SRL. The first phase, known as forethought, is where task analysis and self-
motivating beliefs come into play. This is where students strategically plan, set goals, and
prepare themselves for the task at hand. The next phase, the performance phase, is where
students exhibit self-control and self-observation. Lastly, the self-reflection phase is where
students evaluate their self-judgment and self-reaction. For instance, under the construct
of self-judgment, individuals may evaluate themselves in comparison to others.
Zimmerman & Moylan’s (2009) cyclical framework (Figure 2) helps to clarify these stages.
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Figure 2: Phases and processes of self-regulation (adapted from Zimmerman and
Moylan, 2009; use "zoom in" function on web or PDF reader to view)

SRL in the flipped classroom

The research on flipped learning is vast and contested (Betihavas et al., 2016), and
although studies have tended to focus more on the “advantages, challenges and
effectiveness of flipped instruction” (Rasheed et al,, 2020), there is evidence in the
literature to suggest that flipped classrooms can support SRL practice in learners (e.g.,
Alamry, 2017; Oztiirk & Cakiroglu, 2021; Sletten, 2017). In addition to this, the research
has shown that students who co-regulate with other students when engaged in self-
regulation themselves may see a positive effect on their academic performance (Park &
Kim, 2021). Students’ experiences with self-regulated flipped learning have also shown
positive results in terms of time management for the strategies they employ to go about
their work and motivation (Alamry, 2017). While flipped learning may lead to increase
levels of understanding; Cagande & Jugar (2018) stress that similar findings were not
found regarding increased levels of student motivation. However, motivation has been
shown to increase when the task at hand involves greater problem-solving and is shown to
be authentic, practical, and relevant (Joo et al., 2019). The benefits of flipped instruction
regarding SLR strategies extend to the levels of class/course engagement evidenced when
they can self-regulate(Doo et al., 2020). The practice of SRL in a flipped environment may
support readiness for future flipped learning experiences as well (Shyr & Chen, 2018) and,
what is more, students who show signs of positively seeking and obtaining help when in a
self-regulated flipped classroom environment tended to enjoy the flipped learning
experience (Sun et al., 2017).
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Hall and DuFrene (2016) suggested that self-regulated learning as a benefit of the flipped
method is not always evident for learners (cf. Zheng et al, 2020). Indeed, student
perceptions may be moderated by the perceived increased workload it creates, which may
affect their ability to self-regulate. Moreover, if they could not ask for help, this further
inhibited their SRL (Findlay-Thompson & Mombourquette, 2014). These authors further
elaborated those learners with limited development of self-regulated learning strategies to
be better at the planning and reflection stages than at the monitoring stage. However, this
may be due to learners’ unfamiliarity with SRL (Doo & Bonk, 2020). This aspect has been
explored in terms of the effect that explicit training and instructional videos may exercise
on learner understanding of benefits associated with flipped instruction and the
development of SRL (Bhagat et al., 2016). Thus, according to Shih et al, (2019) and
Kornell & Bjork (2007), explicit teaching of SRL, such as goal setting, time management
and support services in pre-class material has shown to be beneficial in students’
perceptions of how they study, how long they study, and their learning experience.
Indeed, pre-class activities that promote goal setting and task strategies seem to be related
to better experiences with flipped instruction and higher development of SRL (Cakiroglu
& Orztiirk 2017).

In a similar line of debate, Sletten (2017) revealed that SRL can be promoted through in-
class constructivist teaching methods. More importantly, the research has shown that
learners who have developed good SRL strategies express a preference for this form of
pedagogy, i.e., flipped instruction (Kim et al., 2021). Although each learner’s experiences
and perceptions are unique, some overarching themes relating to their flipped learning
experiences have been reported in the literature. Kettle (2013) found that learners perceive
the flipped learning method to be an effective method to prepare and adjust to university
study because it allowed them to regulate and schedule their own learning time. However,
this belief may need time to develop, as Grypp & Luebeck (2015) reported in their study
which found that learners needed explicit instruction on how to actively work in and
outside class time to be prepared for the practice of SRL. DeSantis et al. (2015) also
observed that some students did not like the flipped model of instruction as it was a
sudden change from traditional ways of teaching,

Notwithstanding these experiences reported in the literature, learners’ described
perceptions about flipped learning tend to correlate with whether or not they were
informed about why it was being introduced in the first place, and not necessarily with the
characteristics of flipped instruction. Thus, Butt (2014) observed that 75% of students had
a positive attitude to the flipped method, but instruction as to why it was being
implemented was crucial to its success. Favourable student experiences with flipped
learning have also been noted to increase their positive attitudes towards learning,
especially in individualised learning and flexibility (Hung, 2015; Schultz et al., 2014).
Similarly, Zuber (2016) found in their literature review that students’ perceptions of
flipped classrooms were mostly positive, while Clark (2015) noted an increase in learners’
self-efficacy beliefs, although no significant differences in grades were found. Contrary to
these favourable flipped learning experiences, Whillier and Lystad (2015) found no
differences in satisfaction and grade performance between flipped and non-flipped
groups, consistent with the Harrington et al. (2015) findings and a decrease in satisfaction
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found by Missildine et al. (2013). Thus, although empirical research has not been able to
consistently establish links between the flipped model and improved academic
performance, learners have reported the flipped classroom to be a better delivery method
than traditional lectures (Turan & Akdag-Cimen, 2020). More importantly, learners have
described becoming better at managing, monitoring, and regulating their own learning,
which has positive implications outside the classroom (cf. Shih et al, 2019).

While investigation into the flipped classroom model has been abundant, the focus of
research has tended to examine the challenges and effectiveness associated with flipped
instruction in terms of learning outcomes, usually in comparison with more traditional
instructional modes (either face to face and/or online). However, less is known about
how different students’ experiences/petrceptions with flipped instruction may be mediated
by SRL practice. To address this gap, this study explores SRL practice in a flipped
classroom for students at undergraduate and postgraduate levels studying the same course.
Two research questions were formulated to guide the study:

1. What are postgraduate and undergraduate experiences in a flipped classroom in
relation to SRL?

2. Are there differences between undergraduate and postgraduate perceptions in flipped
learning and SRL?

Method
Context

The context for the study was an introductory course to second language learning which
features flipped learning taught at undergraduate and postgraduate levels. The course was
delivered face to face with pre-class activities being delivered online. The course was not
affected by campus closures or class restrictions as the research occurred before the
COVID outbreak. The learning activities and assessment tasks are identical for both
cohorts, and staff in the course regularly shared curricula notes with one another,
informed by good practice (Griffiths et al., 2021). While the undergraduate course attracts
a majority of domestic students, the postgraduate course caters predominately to
international students. For many postgraduate students, the literacies of learning at a
tertiary level, alongside learning the flipped approach, may perhaps be new; and their
experiences compared to their mostly domestic undergraduate cohort is the subject of this
inquiry. A complete overview of the specific flipped approach applied in this context is
tabulated in Appendix 1.

Participants

The study recruited 12 students from the two cohorts (six undergraduate and six
postgraduate students). Undergraduate students came from three major disciplines (Arts,
Education and Communications), while the postgraduate students were predominately
from the Master of Applied Linguistics program. The undergraduate students were mostly
local students who completed their secondary school education in Australia and are native
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speakers of English. Their ages range from 18 to 25 years. In contrast, most of the
postgraduate students were international students from China who were aged between 25
and 35. There were 4 females and two males in both groups with a total of 8 females and
4 males respectively. Ethical clearance was obtained for the study prior to research
commencement.

Data collection and analysis

Data for the study was collected through focus group interviews conducted after the
semester finished in December 2018. Participants in each group were invited to participate
in a one-hour interview by one of the researchers (unknown to the participants). The
focus group sessions took the form of a semi-structured dialogue where general themes
were directed but did not dictate the conversation (see Appendix 2). The sessions were
audio-recorded and transcribed verbatim. The focus groups were conducted face to face
and were not affected by COVID lockdowns or social distancing restrictions. All
participants were given a number between 1 and 6 to identify themselves while remaining
anonymous and their data were coded as UG (undergraduate) or PG (postgraduate),
respectively. The numbers 1-6 refer to which student commented. For instance, PG3
refers to postgraduate student number 3. The interview and text data were analysed using
thematic analysis and grounded theory approaches (Dornyei, 2007), which focus on
identifying recurrent patterns in the data. First, the transcribed data was read to locate
segments in each participant’s responses that were related to the research questions. Then,
the relevant segments for each cohort were coded and key terms identified are highlighted
in /talics in the paragraphs below (in terms of flexibility, time, workload, etc). Finally, these
initial codes/terms were grouped into themes once the terms were consistently referred
to. The transcript was analysed by one of the authors and was triangulated by the other
two authors to ensure inter-reviewer agreement.

Findings and discussion
Undergraduate participants

The analysis of undergraduate participants’ perceptions within a flipped learning
environment identified two emerging themes, namely flexibility and time management. The
discussion of results will frame these emerging themes within Zimmerman & Moylan’s
(2009) self-regulation model.

Theme 1: Flexibility

In the undergraduate students’ experiences within the flipped environment, flexibility was
identified as one of the themes emerging in the data. Accordingly, participants’ positive
perception of the flipped model is outlined below:

I like having the lectures online, which is very good. I think students can watch it anytime.
Sometimes, I don’t think the student has to go to the class. (UG 4).
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Because you can watch the lecture in your own time, doing the quiz, in your own way: you come
to the class two hours a week so it’s like you always go to the class and uh like two hours
you really pay attention (UG 3).

Theme 2: [Self-Jregulation of time

The second theme identified in participants’ data was that of time demands and
management. Out of the six study participants in this cohort, four commented on the
time requirement associated from various standpoints. Thus, in terms of increased time-
related demands of the flipped model, participants commented:

I need more time to finish all the task before I really go to the lecture...it’s ke time-
consuming when you’re doing it but ##’s worth it (UG3)

I think it’s @ /ot to cover information every week...yeah, I guess it’s very demanding in terms
of time (UG1)

It takes a /ot of time uh just to do the reading and then complete the quiz when I’'m done
that it’s not a big deal, but it zakes time to like understand the materials (UG5)

I like a course that I have to understand the content ...7# fakes time. . .it takes a lot of time
the reading and the quizzes it even takes longer than going to the lecture (UG4)

On the whole, participants’ experiences illustrated above align with results reported earlier
in the flipped learning literature. Accordingly, Smith’s (2015) study noted that learners’
perceptions of the flipped classroom model considered it to be more time-consuming,
which was consistent with others in the literature (e.g., Fisher et al. 2017; Karabulut-Ilgu et
al., 2018). The flipped classrooms do not necessarily involve more work for learners, but it
can certainly be perceived as such, with time efficiency influencing students’ perceptions
of satisfaction (Fisher et al., 2018).

Notwithstanding the time-consuming perception associated with flipped learning,
participants in the study reported an alternative perspective on time demands. Namely, the
flipped classroom was a tool supporting the forethought phase, the performance phase,
and the self-reflection phase of SRL; in particular, time management and organisation.
Even though flipped learning has been shown to increase engagement, McCarthy (2016)
tempered these findings by stating that the majority of students preferred having both
traditional and flipped experiences and would prefer a combination of both formats,
signalling the importance of blended pedagogical approaches. In participants’ experience,
this support translated as improvement in the learning experience as a whole and was
conducive to opportunities for independent learning. Thus, participants commented that:

The flipped classtoom belps me manage my time better by ensuring that 1 cover the content to
complete the quiz and participate in class. Definitely makes sure ' prepared for class

(UG2)

The readings, lecture and following quiz makes me do the work before class, so 1 never fall
bebind even if 1 have to miss a physical class” (UG4)
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It helps me to solidify what I have learnt already in lectures in the classroom which is very
helpful.

I find that [the] larning excperience was more organised with the flipped classtoom. (UG3)

[...] as I am forced to watch online lecture and do readings on my own, # #s all about self-
learning |...] I have never done a flipped classroom before. It helped e do the readings and
watch the lectures |...] the flipped classroom motivated me |[...]| I like taking learning into my
own hands |...] (UG3)

In terms of self-regulated learning, these participants’ perceptions, shaped by the flipped
experience, may be considered an example of “self-generated thoughts” (Zimmerman &
Moylan, 2009, p. 299) corresponding to the self-reflection stage in the SRL model. In this
stage, learners are believed to utilise their self-judgment, casual attribution, and self-
explanation to justify their possible learning failure and/or success. Indeed, the data
analysis showed that for participants in the undergraduate cohort the need to self-regulate
their learning and the flipped format of the course meant they were inclined to prefer
traditional methods. Accordingly, participants’ SRL actions appear to be shaped/mediated
by their experience in the flipped model.

Postgraduate participants

The analysis of postgraduate participants’ experiences with and perceptions of the flipped
classroom environment identified three main emerging themes, i.e., flexibility, antonomy, and
support. As with the undergraduate participant interviews, the discussion of results will
frame these emerging themes within Zimmerman & Moylan’s (2009) SRL model.

Theme 1: Flexibility

As in the case of undergraduate participants, flexibility was one of the themes emerging in
the postgraduate focus group interview data, a feature perceived as supportive of a
positive learning experience. Accordingly, the results of the analysis identify this theme as
a common perception across the undergraduate and postgraduate learners. In cohorts in
this respect, participants commented that:

I think if this class is in a traditional classroom, it [content] would be too long, so 7 you
watched it [the video] at home, you absolutely could do so (PG3)

When you ate watching the lecture, for example, you can stop, and you can watch it again and
maybe you can do more things at the same time which is helpful to your learning (PG1).

As shown in the extracts above, participants at the postgraduate level positively valued
their experiences in the flipped classroom in terms of the degree of flexibility offered by
this instructional model. This finding is consistent with previous results reported in
Nguyen et al. (2016) outlining that flexibility was a considerable advantage to flipped
learning perceived by students. Consistent with Sahin et al., (2015), the interview data
identified that participants’ experience of flexibility in the model was perceived as directly
supporting their academic literacies, particularly their reading comprehension ability:
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I agree with [PG1], and #his kind of learning is better compared with the traditional
classroom. 1 think we can get more information from learning than in the traditional lecture.

(PG3)

The first time I read the materials I spent two hours but the last time I just spent thirty
minutes |[...] zy reading speed is improved, and after actual reading and watching the video, I
know what part I shounld read and what part is useful. 1 can connect the important part of the reading
and the video content. (PG5)

For PG5, the meta-cognitive construct of self-control during the performance phase
strengthened PG5’s SRL behaviour regarding environmental factors (Zimmerman &
Moylan, 2009).

Theme 2: Autonomy

The second theme identified in postgraduate participants’ data was that of learning antonomy
(or lack thereof). Indeed, participants at the postgraduate level felt they lacked the skills to
guide their learning and noted that more guidance from instructors was needed.
Interestingly, they considered this limitation to be their own short-coming (rather than
that of the instructor or the flipped learning model) and they still perceived that the
flipped instruction model promoted their autonomy/independence as learners:

I think flipped classrooms make me have more independent time to control. I have more
time to choose what time I need to do now and next. But this doesn’t suit me, I think
because I am not a good self-teacher person, I more prefer a teacher to guide me to do
everything...maybe I will lose my direction. (PG5)

I become more of an independent learner, but 1 have to read before going to the classes. (PG2)

Here, the students may be reflecting on their forethought phase of self-regulation,
deliberating on task-analysis (Zimmerman & Moylan, 2009). The participant needs to be
conscious of the strategic planning needed and the goals that need to be set (reading
before class) to be an effective self-regulated flipped classroom student (Zimmerman &
Moylan, 2009). As this student moves onto the next stage of what Zimmerman & Moylan
(2009) refer to as the performance phase of self-control, they implement their own time
management and task strategies. This is consistent with Nachatar Singh et al., (2019),
which showed that international students preferred this method as it facilitated better time
management, self-regulation, and more flexibility to study at their own pace.

Theme 3: Support

The third theme identified in postgraduate participants’ data was that the flipped model
provided fewer opportunities to ask for content clarification outside of class. Accordingly,
some participants in the postgraduate cohort perceived that the flipped model offered
fewer possibilities to ask questions and discuss doubts about course content with the
course instructor. In this regard, participants commented:

I think it's really helpful if the teacher can before the class answer what questions we've
got from videos and reading materials. (PG2)
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Sometimes we didn't get to the last activities because I mean time is limited, maybe we
can reduce some unnecessary activities, so we could ask questions. (PG4)

For these students, their meta-cognitive SRL attitude was inhibited by their lack of help-
secking behaviour, especially their ability to self-control (Zimmerman & Moylan, 2009).
Similarly, another student commented on their experiences during class time. Likewise, in
the performance phase, the student perceived that their environmental structuring (i.e.,
creating an environment that facilitates learning) was interrupted with respect to their self-
control (Zimmerman & Moylan, 2009). This is in line with Al-Zahrani’s (2015) findings
that students need to be prepared for this type of learning.

This was also true for PG3 in the performance phase but different in their type of self-
control. As their self-interest and self-consequences tended to regulate their performance
(Zimmerman & Moylan, 2009). However, it also may involve a level of self-observation by
the student as they show signs of metacognitively monitoring their behaviour, even if it is
not self-recorded monitoring. To emphasise, PG3 explains:

It's a very good way of learning you know because it helped me i prompts me to even look for
other resources and to learn more. The flipped classroom has helped deconstruct the
material into understandable pieces and when I get answers wrong on the quizzes and class
activities I can reflect and ask for clarification right then and there. This allows me to
take an active role in my learning instead of passively taking in a lot at once and forgetting to
ask questions I had on the material (PG3).

Hence, while students may be transitioning between the various cycles, it is important to
note that they may be exhibiting parts of the cycle, simultaneously. For instance, in the
performance stage, the student above has shown signs of both self-control and self-
observation at the same time, consistent with findings outlined by Okmen & Kilic (2020).
The postgraduate students generally found the course to be very motivating and engaging,
and effective in promoting SRL (as inferred from the focus group responses). It seems
that, for this participant, during the reflection phase, their ability to mitigate and monitor
their self-reactions to self-judgments made their perceptions of the journey different from
those of their undergraduate counterparts.

In relation to the first research question, as to what postgraduate and undergraduate
learning experiences in a flipped classroom model are, our findings are broadly consistent
with those of previous studies in that a sizable minority of students, especially
undergraduate students, did not favour this new model of instruction. For instance,
Schullery et al. (2011) noted that one-third of students were not engaged by the flipped
method. Similarly, Bates & Galloway (2012) indicated that one-fifth of students did not
favour the flipped model. Critz & Knight (2013) also observed that 25% of their class
thought the amount of time required at home was too onerous. These findings are all
consistent with the results from our focus groups. Porcaro et al. (2016) also found that
some students just did not like this method, which is also consistent with our results.
Long et al. (2017) stressed that understanding student demographics should always be a
priority in a flipped setting, to ensure the appropriateness of its deployment. In this
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context, international postgraduate students tended to view the flipped method more
favourably than domestic-based undergraduate students, which is contrary to assumptions
made about international student preferences for traditional instruction.

The postgraduate students found the flipped classroom model more beneficial in terms of
autonomy and flexibility than undergraduate students. Most of the postgraduate students
in the focus group felt that this was an efficient model of SRL. However, it is important to
acknowledge the limitation that most students may have an inadequate understanding of
SRL. Therefore, it would be more prudent to suggest that it was effective in promoting
SRL, as inferred from focus group responses. Given such limitations, the use of
instruments or scales to measure students' SRL skills could be given more prominence as
a future research topic. These could include the Iearning and Strategies Study Inventory
(LASSI) (Weinstein et al., 1987); The Motivated Strategies for Learning Questionnaire (MSLQ)
(Pintrich et al., 1993); Academic V' olitional Strategy Inventory (AVSI) (McCann & Turner,
2004); or Self-Regulation of Academic Motivation (SRAM) (Gonzalez et al., 2000). Torres &
Torrano (2008) also offered a range of other self-regulated learning instruments and this
research could have benefited from a mixed-methods approach that involved a
standardised quantitative survey measurement to triangulate findings made within.

This is consistent with the findings of Nguyen et al. (2016) regarding flexibility and Huang
& Hong (2016) regarding autonomy. Our findings are also consistent with the broader
SRL literature regarding positive learning outcomes with SRL (van Alten et al., 2020). We
found that the main limitations of the flipped method related to the theme of support for
postgraduate students and that of workload for undergraduate students. Specific
comments referenced the lack of guidance, a loss of direction, intense workload, and
content being covered superficially. Even though Mason et al. (2013) believed students
adapt quickly to change from the flip, the results here are more consistent with other
studies regarding workload increase (Khanova et al.,, 2015; Wilson, 2013) and a lack of
guidance (Wanner & Palmer, 2015).

Regarding the second research question, on what the differences are between
undergraduate and postgraduate perceptions of SRL and their overall experience of the
course, we found that while both cohorts commented on similar aspects of the course, the
specific problems they raised tended to differ. The results indicate that a tailored approach
to individual cohorts is needed, regardless of the content being provided, and explicit
information on the benefits of the flipped method is needed prior to course
commencement.

Conclusion

The current study aimed to offer a richer, in-depth understanding of flipped classroom
practice by investigating how different cohorts of students undertaking the same course
may have different experiences in their path to self-regulation. The main differences
between the two groups are that the postgraduate students were slightly better than their
undergraduate counterparts at adapting to the flipped learning activities (e.g., pre-class
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quizzes, tutorial activities and online activities). They also encountered different issues, as
the undergraduate students reported a lack of time and self-organisation. Specifically, the
undergraduate students noted that workload and time were the main barriers with too
many expectations, freedom, and independence. The postgraduate students did not find
time to be such a pressing issue but nominated the lack of guidance as to their main area
of concern. The focus group interviews with students provided valuable data that focused
largely on their issues in a flipped classroom. Nevertheless, the undergraduate and
postgraduate students had a positive perception of the effectiveness and helpfulness of
flipped classroom activities. This research adds to the body of literature concerning self-
regulated flipped classrooms. It does so by outlining that explicit teaching, support,
guidance, and time-management strategies are needed to ensure that both undergraduate
and postgraduate students can enjoy the benefits of flexibility and autonomy using their
self-regulated learning strategies.

Future research could benefit from quantitative analysis to examine the degree and extent
of differences between these two cohorts and their experiences adjusting to self-regulation
in a flipped learning environment, using standardised SRL research instruments. The
findings on instructors’ experiences of flipped classrooms in Long et al. (2017) are in line
with the suggestions from instructors in the current study. These include ensuring that
staff are organised, warranting that students are prepared and well guided and supported
(Hao, 20106), and understanding that not all learners enjoy alternatives to traditional
teaching and that proper instructional design support is necessary for an effective flipped
learning model to be implemented (Long et al.,, 2017). A shortcoming of the current
research is that group work questions, which Mazur et al., (2015) observed are critical to
the success of any flipped project, were not considered robustly enough against a
standardised benchmark. Furthermore, the study only involved twelve students, so further
quantitative research would complement these findings. Hence, caution should be
exercised as the voices represented in this study may not be indicative of both cohorts of
students more generally. Furthermore, the fact that some participants in the focus group
sessions were more dominant than others may have made it difficult to gain maximum
input from each participant.
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Appendix 1

The flipped model that was applied to the current study

| PRE-CLASS | IN-CLASS POST-CLASS

I (1) Critical engagement with (2) Active participation (3) Independent and peer learning |
course materials skills
¢ Read materials +  Active learning activities: case study, mini Varied assessment tasks:

*  Listen to lecture recordings debates, theorist role-play, learning and
* Do online quiz hi lysis, micro-

O Indlvlduwal, pair, group work
*  Apply knowledge and extend understanding

Interview and analyse learner speech
Reflective essay on L2 teaching method
Website on SLA theories using Cirrus

e

PPT recording * Kahoot (Online polling tool used as * Youtube videos

Kaltura media knowledge checks at the start of each class) * Auslit Cirrus website and annotation tool by
Blackboard quiz * YouTube videos and Padlet the University of Queensland

Padlet Learning Pathway

Lecture plan and script *  Student activity sheet * Assessment guidelines

Design quiz +  Cirrus information session

(1) Weekly reflection (2) Mid-term survey (3) End-of-term focus group interviews (4) SECaTs

3 hours contact (2hour workshop and lhour lecture (flipped)) with éhrs iated work; Total (n=102, female = 73, male 29); (in-class
workshops max 25 per class); postgraduate and undergraduates have same lecture but different tutorials. Assessment consistent in both cohorts.

Use "zoom in" function on web or PDF reader to view

Appendix 2: Focus group questions (verbatim)

Q1: I would like to ask you to comment on any aspects of the course what would you
want to say about in generally any aspect of the course that you would like to
comment on regarding flipped learning?

Q2:  What do you think about the readings and the lecture video and what are the
difference between the two learning styles?

Q3: Do you think that the pre-class activities change the way you learn compared to the
traditional lecture-based course or are they the same?

Q4:  So, if you were the teacher of the course what would you change about this course?
Like let’s say pre-class activities ... we have three activities so if you were the
teacher of the course, would you change or keep them?

Q5:  How about the pre-class activities...what do you think about them?

QO6:  So, about the technologies that are used in the class what do you think about them?

Q7: How about the other activities in the class like we have Kahoot?

Q8:  How about the other like group activities in class?

Q9: Do you find it different from the tutorial that you studied or attended in other

courses?

Q10: If you were the teacher of the course what would you change about the in-class
activities?

Q11: Anything that needs to be reconsidered or changed to make the flipped class
better?

Q12: In general, do you think the use of technologies in class was good how would you
compatre it to traditional teaching?
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Q13:

Q14:
Q15:
Q16:

Q17:

Let’s talk about the assignments we have uh the quizzes you already talked about
that, we have learner language report and the website and the essay, so what do you
think about these assessments?

Did the flipped style help with your time management?

Did the flipped style help with flexibility?

What are your overall perceptions of the flipped course compared to traditional in-
class teaching?

How about the group work for that assignment? Working with different people in
that project?
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