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Abstract
The present study aimed at investigating the effect of the flipped classroom model on Egyptian EFL students’
listening comprehension. A one-group pre-posttest design was adopted. Thirty-four 3rd-year EFL students at the
Faculty of Education, Suez University, were pretested on listening comprehension before the experiment and
then posttested after it. Using the flipped classroom model went through three successive stages: planning
(where content was prepared and participants were oriented to the flipped classroom process), implementation
(that included the pre, during, and after class parts of the flipped classroom model), and evaluation (where group
projects were presented and evaluated). Paired-samples t-test revealed a statistically significant improvement in
participants’ listening comprehension (t=11.341, p<0.05) between the pretest and the posttest in favor of the
posttest. Therefore, it was concluded that the flipped classroom had a significant effect on the listening
comprehension of Egyptian EFL students. Some recommendations and suggestions for further research were
introduced.
Keywords: Egyptian EFL students, flipped classroom model, listening comprehension
1. Introduction
1.1 Background to the Study
Listening is an important life skill. It is also important for obtaining comprehensible input that is necessary for
language development. According to Lin (2002), learners with good listening comprehension abilities are more
capable of participating efficiently in class. Therefore, language teachers should make more effort to improve
their students’ listening comprehension.
Despite the importance of understanding spoken English, many EFL students have much difficulty to cope with
academic listening material (Otte, 2006). This might be due to the difficult nature of listening (Gonen, 2009) or
due to the fact that listening was the most neglected and the least well taught of the four language skills
(Brownell, 2013). In the Egyptian context, many studies found weaknesses in Egyptian EFL students’ listening
comprehension at the primary (e.g., Ahmed, 2014; Hassan, 2015), preparatory (e.g., Abo El-kassem, 2009;
Al-Ammary, 2015), and secondary stages (e.g., Amin, 2012; Genaidy, 2011) in addition to the college level (e.g.,
Al-Tonsi, 2013; Salem, 2014). As an assistant professor of TEFL at the Faculty of Education, Suez University,
the researcher noticed that most of her students did not have the listening comprehension skills necessary for
academic achievement. Therefore, she tested a group of EFL students and found that many of them have
problems in listening comprehension.
1.2 Problem Statement
The problem of this study was that there were some weaknesses in Egyptian EFL students’ listening
comprehension. In order to find a solution for this problem, the present study attempted to use the flipped
classroom model.
1.3 Review of Related Literature
The traditional lecture is becoming an outmoded style of teaching (Datig & Ruswick, 2013) requiring students to
retain bits of information that may later be forgotten (Giannakos & Chrisochoides, 2014). For Boyer (2013), it
seems ironic that so much time is spent in class lecturing, and then students are sent home to struggle through the
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real work without any support. Taylor and Parsons (2011) add that over the last twenty years, learners’ needs,
goals, and learning preferences have changed. According to Vaughan (2014), these learners often have easy and
quick access to information and prefer to learn in active and collaborative environments. Therefore, as Pierce
(2013) points out, advances in technology, growth of available online content, and developments in cognitive
science challenge traditional notions of teaching and learning. An innovative model which has restructured the
traditional lesson (Giannakos & Chrisochoides, 2014) utilizing internet technology and online educational
resources (Strayer, 2012) to support education is the flipped classroom (Horn, 2013).
The flipped classroom—sometimes called reverse (Halili & Zainuddin, 2015), backwards (McLaughlin et al.,
2014), inverted (Bates & Galloway, 2012), and upside down (Zhang, Ma, & Liu, 2014) classroom—is an
instructional model that inverts the traditional lecture-plus-homework format (Arnold-Garza, 2014). That is, the
tasks traditionally assigned as homework are now accomplished inside the classroom and the tasks traditionally
accomplished in class are now accomplished at home (Bergmann & Sams, 2012). The flipped classroom can also
be viewed as providing internet resources that facilitate student preparation for classroom study, which is then
devoted to application and consolidation (The Queensland Government, 2012). In the flipped classroom,
students access the curricular content outside of class (Abeysekera & Dawson, 2015; Johnson, 2012) in the form
of video lessons, so that when they get to class they can get into a real workshop (Boyer, 2013) of hands-on
activities and application of knowledge (Ash, 2012; Demski, 2013) that engage them more directly in their
learning (Horn, 2013).
1.3.1 Theoretical Foundations of the Flipped Classroom
flipped classroom model seems to rest upon a number of theoretical foundations. The first of these foundations is
the blended learning approach (Abeysekera & Dawson, 2015). As it moves the lecture away from class into
online delivery and uses face-to-face class time for actual application (Hill, 2012), flipping accords with the idea
that blended learning lets students choose the location where they receive content as well as gives them control
over the pace at which they receive the online elements (Staker & Horn, 2012). The second foundation of the
flipped model is the student-centered approach (Clark, 2015). Moving learners away from an instructor-centered
learning environment (Johnson, 2012) to another environment where teachers become real organizers, mentors,
and facilitators (Zhang et al., 2014), the flipped classroom makes each student responsible for coming to class
with a basic understanding of the material (Bergmann & Sams, 2012), so that he/she can engage in interactive
learning in the classroom (William & Wuensch, 2016). A third theoretical underpinning for the flipped classroom
is active learning (Lemmer, 2013) which covers a number of pedagogies focusing on student activity and
engagement in the learning process (Prince, 2004). The flipped classroom can be used to include active learning
elements in class while maintaining the ability to cover critical course material (Leicht, Zappe, Messner, &
Litzinger, 2012).
1.3.2 History of the Flipped Classroom
The concept of the flipped classroom originated in the early 1990s through an effort led by Harvard University
professor Erik Mazur who let each student choose content that met his/her individual needs from text files,
interactive demonstrations, and problem solutions (Mazur, 1991). In 1998, Walvoord and Anderson proposed a
model in which students gained first-exposure learning prior to class and focused on the processing part of
learning during class. In 2000, Lage, Platt, and Treglia explained that inverting a classroom means that actions
that have traditionally happened inside the classroom now happen outside it. In 2001, Massachusetts Institute of
Technology (MIT) designed Open Educational Resources providing learning resources such as books and videos,
a step that has influenced the emergence of the flipped classroom model several years later (Bishop & Verleger,
2013).
At the end of 2004, Salman Khan, an MIT graduate, began explaining math through recorded videos and placed
them on YouTube (Bowen, 2012). In 2008, he created a library of free online tutoring videos containing a variety
of academic subjects, known as the Khan Academy, which may be viewed as a touchstone of the flipped
classroom technique (Ash, 2012). In 2007, two science teachers from Colorado, Jonathan Bergmann and Aaron
Sams, tried to record video lectures for students who had missed class (Fulton, 2012). They required the students
to take notes on the videos and come to class with one thoughtful question to share. The teachers noticed an
improvement in test scores for students using the flipping technique (Ash, 2012). It was not long before other
students and teachers throughout the world were using these lessons, and making their own (Tucker, 2012). The
model was, then, gradually accepted and popularized (Zhang et al., 2014). It has even attracted the attention of
funders such as the Bill and Melinda Gates Foundation, which has become a major backer of Khan Academy
(Tucker, 2012).
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1.3.3 Advantages of the Flipped Classroom
The flipped classroom possesses the best qualities of both the lecture model and the active learning model (Toto
& Nguyen, 2009). This might be the reason that it is gaining support at all levels of education (Hoffman, 2014).
One of the advantages of the flipped model is that classroom time can be used more efficiently and creatively
(Fulton, 2012). As it utilizes online resources to move lectures outside the classroom, class time is freed up for
active learning endeavors such as discussion and problem solving, rather than passive listening (Arnold-Garza,
2014; Milman, 2012). Another advantage of the flipped classroom is the increasing opportunity for interaction
between the teacher and students (Bergmann, Overmayer, & Willie, 2013). Since it maximizes face-to-face time
(Pape, Sheehan, & Worrell, 2012) and focuses on classroom interactive discussion (Millard, 2012), the flipped
classroom helps learners to be capable of clearing up any confusion immediately as well as helps the teacher to
be able to monitor learners’ performance (Lage et al., 2000).
The flipped classroom offers many other advantages for learners. It increases their academic performance
(Davies, Dean, & Ball, 2013), creates an environment that responds to their preferences (Lemmer, 2013), and
provides a content that is designed according to their needs (Bergmann et al., 2013). Moreover, the use of video
puts lectures under the learners’ control, allowing them to watch, rewind, and fast-forward as they need
(Educause Learning Initiative, 2012). This makes content more accessible (Acedo, 2013) for students who
cannot attend class (Halili & Zainuddin, 2015) as well as for students with accessibility concerns (Educause
Learning Initiative, 2012). Moreover, the flipped classroom increases students’ engagement (Millard, 2012),
freedom (Fulton, 2012), control (Acedo, 2013), responsibility for learning (Pape et al., 2012), autonomy
(Driscoll & Petty, 2014), collaboration (Acedo, 2013), motivation, and confidence (Lemmer, 2013). It also
changes students’ attitudes toward learning (Zhang et al., 2014), allows them to learn at their own pace (Fulton,
2012), shifts them from passive to active learners (Sankey & Hunt, 2013), offers them flexibility (Johnson, 2012),
and gives greater ownership over their learning (Horn, 2013).
1.3.4 Components of the Flipped Classroom
Although there is no one way to flip a course (Dewey, 2013), a flipped classroom teaching model has two
components: (1) direct instruction using video lectures while outside the class and (2) active face-to-face
learning while inside the class (Sharples et al., 2014). The video lecture is often seen as the essential ingredient
in the flipped approach (Educause Learning Initiative, 2012). However, it is not the videos on their own that
makes the difference, but how the teacher integrates them into an overall approach (Tucker, 2012). Such lecture
can either be recorded by the teacher and uploaded to the Internet or selected from websites (e.g., YouTube EDU,
the Khan Academy, & PBS) (Halili & Zainuddin, 2015). Some teachers let students watch videos in class, while
others assign these videos for homework (Ash, 2012). In general, when teachers think about the videos they use
to provide content before class, they must ensure that these videos are enhancing their lessons (Dewey, 2013).
Some guidelines can be introduced regarding the use of video lectures in flipped classrooms. The first guideline
is that the videos should be short (Bergman & Sams, 2012) because lengthy videos can double the students’
workload without necessarily providing added value (Slomanson, 2014). In this respect, Raths (2014) suggests
that the long video should be broken up into sections with interactive elements. Another guideline is that the
video lecture should be interactive (Bergman & Sams, 2012). Ash (2012) advises teachers to find a way to
engage students in the videos such as requiring students to take notes on the videos, ask questions about the
videos, or engage in discussion about them.
The flipped classroom is more than publishing a video lecture on the Internet. Therefore, teachers ought to pay
attention to the other component of the flipped classroom: class time (Slomanson, 2014). The success of flipping
depends on how the classroom element is structured (Sharples, et al., 2014). In this respect, Bergmann and Sams
(2014) point out that the flipped classroom model has established less lecturing and more activity in the
classroom. For example, Rapoport (2013) recommends using classroom time to answer questions students have
about the basic material while Maher, Lipford, and Singh (2013) suggest that students spend time in the
classroom working on activities that create a learning environment of collaboration with peers. Sharples, et al.
(2014) add that the classroom environment in the flipped model should be set up to reflect and encourage a shift
towards collaboration and group work.
1.3.5 Teachers’ and Students’ Perceptions about the Flipped Classroom
Some studies investigated the perceptions of teachers and students about the flipped classroom. Concerning
teachers, Maloy, Edwards, and Evans (2014) found that higher education faculty members who conducted
flipped classes reported remarkable teaching and learning impacts. Another experience is that of Van Veen (2013)
who discovered that flipping has been the most transformative experience of his career. He even doubted that he
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would be able to go back to teaching in the traditional paradigm. Also, Linga and Wang (2014) described their
experiment using flipped class learning as a learning curve for them. Moreover, Corrias (2014) found out that
with the flipped approach, classroom sessions turned out to be livelier than he expected.
Concerning students’ perceptions about the flipped classroom, many studies found strong indications of students
being appreciative of such teaching model. For example, in the study conducted by Butt (2014), 75% of students
had a positive view of flipped instruction. Moreover, results of a survey conducted by McLaughlin et al. (2013)
at the beginning and end of a flipped course revealed that significantly more learners preferred the flipped format
after the completion of the course than before it. Another survey administered by Pierce and Fox (2012) revealed
that 96% of the respondents agreed that viewing video lectures before class was important, 79% agreed that
increased teacher-student interaction was desirable, and 62% expressed a desire for more teachers to use the
flipped model. In the study of Maher et al. (2013), students generally found flipping to be a more enjoyable
learning experience while in the study of Baker (2000), they had a positive perception toward the model,
indicating that online resources provided them more control over their learning. Moreover, comments on a
survey administered by Ruddick (2012) suggested that students found the online video and PowerPoint materials
useful. Furthermore, the feedback Johnson (2012) received about the flipped classroom from students and
parents was overwhelmingly positive.
1.3.6 Teachers’ and Students’ Roles in the Flipped Classroom
The flipped classroom represents a role change for the teacher (Educause Learning Initiative, 2012) from
transmitting information during class time to guiding learners through a variety of active learning exercises
(Morrison, 2014). By using a flipped classroom, the teacher does not have to lecture for hours while students
listen and take notes (Bergmann & Sams, 2012). Therefore, in the flipped model, teachers work more intensively
with students (Carpenter & Pease, 2012), guide them to the content (Bergmann & Sams, 2012), provide practical
assistance (Boyer, 2013), assist them in applying what they have learned online (Horn, 2013), encourage them in
individual or collaborative efforts, and challenge them to think creatively (Bergmann & Sams, 2012).
As for students, the flipped paradigm treats them as active learners who reconstruct knowledge from information
(Van Veen, 2013). They receive the same instructional content the professor would give in person, but the focus
is on doing things with the information rather than sitting passively and watching someone else demonstrate
(Connor, 2012). Students gather the information largely outside of class and when in class, they apply what they
have learned to new contexts (Berrett, 2012). Flipping provides additional time for them to work out problems,
while having the instructor there as a guide (Leicht et al., 2012). Therefore, Bergmann and Sams (2012) remind
educators that the true essence of the flip is really to focus on the student.
1.4 Hypothesis of the Study
There would be a statistically significant difference (α ≤ 0.05) in third-year EFL majors’ listening comprehension
between the pretest and the posttest in favor of the posttest.
1.5 Objectives of the Study
The present study aimed at finding answers to the following questions:


How can the flipped classroom model help to develop Egyptian EFL student’s listening comprehension?


Is there any significant difference (α ≤ 0.05) in third-year EFL majors’ listening comprehension between the
pretest and the posttest?
2. Method
2.1 Research Design
A one-group pre-posttest quasi-experimental design was employed. Students were pretested on listening
comprehension before the treatment and then posttested after it. Differences between the pretest and the posttest
were evaluated.
2.2 Variables
The study included an independent variable (the flipped classroom model) as well as a dependent variable
(listening comprehension). Operational definitions of both variables are listed below.
2.2.1 The Flipped Classroom Model
The flipped classroom model is operationally defined as an instructional model in which students receive basic
knowledge through online videos and then answer a quiz on them before class. During class, students ask and
answer questions about the content and engage in active learning activities where they practice what they learned
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from the online videos they viewed. After class, students reflect on their experience before and during class in an
online discussion forum and work on a group project that provides additional practice opportunities.
2.2.2 Listening Comprehension
Listening comprehension is operationally defined as the process of understanding, interpreting, and evaluating
the spoken language as manifested in EFL students’ ability to: 1) recognize the main idea, 2) guess the meaning
of unfamiliar words from context, 3) identify the type of speech, 4) listen for details, 5) understand supporting
ideas, 6) recognize degree of certainty, 7) recognize purpose, 8) understand sequencing of ideas, 9) understand
cause and effect, and 10) differentiate fact from opinion.
2.3 Participants
Participants were 34 third-year EFL majors at the Faculty of Education, Suez University. All participants spent at
least 10 years learning EFL. They all ranged between 19-21 years of age.
2.4 Measure
A listening comprehension test was devised by the researcher and it consisted of two parts. In part A, students
listened to 20 short conversations and answered a question after each conversation. In part B, they heard two
long conversations and answered 10 questions on them. All questions were multiple-choice with four options and
they covered the skills mentioned in the adopted definition of listening comprehension. All questions were
equally weighed. The total score of the test was 30 points, one point for each question. Five experts in the field
of TEFL were relied on for their opinions on the appropriateness of the test items. The researcher achieved
criterion validity through calculating Pearson’s Coefficient of correlation between the scores of a group of
third-year EFL students on both the listening comprehension test and the listening part of the Cambridge Key
English Test (KET). The coefficient of correlation was 0.91. Test-retest reliability was achieved through
administering the test twice, with a 14-day time span. Pearson’s Coefficient of correlation between the two
administrations was 0.79. Both correlation coefficients were significant at the 0.05 level.
2.5 Procedures
The experimental procedures of the present study were carried out at the Faculty of Education, Suez University,
during the second term of the 2015/2016 academic year within the "Using Computers in Teaching EFL" course.
These procedures were executed in three successive stages: 1) pretesting, 2) using the flipped classroom and 3)
posttesting. As for pretesting and posttesting, the listening comprehension test was administered to all
participants before and after implementing the flipped classroom, respectively. As for using the flipped
classroom, it lasted for 12 weeks and went through three phases: planning, implementation, and evaluation, as
illustrated in Figure 1.
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Figure 1. Flipped classroom process
2.5.1. Planning for the Flipped Classroom
This phase consisted of two parts: content preparation and student orientation. In order to prepare the content,
course objectives were identified, learning outcomes for each lecture were developed, and content coverage was
determined. All the knowledge or skill points in each lecture were introduced in mini videos (for faster viewing
and download times). Each video lasted 10-15 minutes, with a total of 50-60 minutes for each lecture and a total
viewing time for all 12 lectures of 11.6 hours. As Lawrence (cited in Sankey & Hunt, 2013) puts it, there are
experts all over the world and there is little point in reinventing the wheel by creating more resources. Therefore,
the researcher utilized video resources from many websites such as TED (www.ted.com) and YouTube.
Because almost all participants were not accustomed to the flipped classroom experience, a comprehensive
syllabus which included a detailed description of the course was placed on a wiki. This provided students a quick
and easy access to all the materials of the course and allowed them to interact, share viewpoints, and organize
content. It also enabled the researcher to revise content to reflect new topics and student interests throughout the
semester.
During a class orientation session that lasted 65 minutes, the researcher introduced the notion of the flipped
classroom, explained the basic ideas, and demonstrated how to operate online. This included the structure and
functions of the wiki, how to deal with the assigned videos (e. g., replay, stop, or jump to certain points), and
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how to search for more videos. The session also included the requirements for online interaction, the explanation
of some examples, and answers to students’ questions.
2.5.2. Implementation of the Flipped Classroom
This phase consisted of three parts: before, during, and after class according to the adopted definition of the
flipped classroom model.
2.5.2.1 Before Class
This preparation part was divided into two main components: watching videos and answering online quizzes.
Each week, students watched the short videos assigned for the next lecture in order to obtain the basic
knowledge before class. They had the opportunity to comment on each video and discuss problematic parts. For
the three students with no Internet access at their homes, media was made available on flash drives and CDs.
One student was still unable to view the content at home; therefore, she came to class early to watch the videos
on the researcher’s laptop.
In order to increase the likelihood that students would come prepared for class, each of the short videos was
followed by an online quiz, designed to record each student’s participation, give him/her more opportunities to
review what he/she has learned, and offer him/her immediate feedback on whether he/she missed any essential
points. Moreover, the researcher used the results of the quizzes as a launching point for class discussion as well
as for adjusting the class plan to address student needs.
2.5.2.2 During Class
In this part, the researcher used the time saved as an opportunity to engage the participants more deeply in the
process of learning the main concepts of the lesson and to maximize their learning opportunities in the classroom.
It was divided into two main components: the first one focused on receiving audience response through recalling
the basic knowledge while the second focused on engaging participants with active learning and critical thinking
processes. First, the researcher began class time by asking questions, both to assess participants’ understanding
of the basic concepts presented in the assigned videos and to determine the best use of class time. She also
invited questions from participants that addressed content provided in the videos. Sometimes, the instructor
asked the participants to address each other’s questions. In addition, the instructor reviewed her participants’
performance in the online quiz and addressed any points of perceived confusion.
Receiving students’ responses lasted 15-20 minutes then the researcher used the time remaining in the lecture
period to apply concepts from the videos. She engaged the participants with the course material through
student-centered active learning activities where they created, collaborated, and put into practice what they
learned from the lectures they viewed outside class. A variety of active learning activities were used (e.g., 3-2-1,
write-pair-share, debates, concept mapping, note comparison/sharing, minute papers, jigsaw, learning by
teaching, fishbowl, three-step interview). See Appendix for a brief description of each of these activities.
2.5.2.3 After Class
This part focused on reflection and project work. At home, participants logged into an online discussion forum
where they reflected on their experience with the videos they watched as well as the active learning sessions. The
researcher directed the reflection process by recommending responding to questions such as: "Did you like the
flipped class?", "What questions do you still have about the topic or exercise?", and "What suggestions do you
have for improving the activity?" Moreover, participants had the opportunity to post questions for the researcher
to answer.
Concerning project work, participants were divided into groups of three to four and the researcher assigned a
project at the beginning of the term. This project provided additional practice opportunities, encouraged
higher-order thinking, and assessed participants’ ability to analyze, synthesize, and evaluate the material they
acquired from the course. The project required them to design a technological tool that could be used in teaching
as well as plan a lesson using this tool. At the beginning of the course, the instructor posted examples of the
project to the course wiki. She also offered support through the discussion forum.
2.5.3. Evaluation of the Flipped Classroom
Participants submitted their projects two weeks before the final submission for additional critique so that
improvements could be made before final presentation. During a class session, participants presented their
projects. The researcher evaluated the projects as well as encouraged participants to self and peer assess these
projects.
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3. Result
Paired-samples t-test was used to test the difference between the means of scores of the participants on the
pretest and the posttest of listening comprehension. This difference was statistically significant (t=11.341,
p<0.05); see Table 1. Using Cohen’s (1988) formula, effect size for this difference was 1.30. This effect size is
considered "large" according to Feldt (as cited in Hinkle, Wiersma, & Jurs, 1994, p. 316).
Table 1. Paired-samples t-test of the difference between the means of scores of the participants on the pretest and
the posttest of listening comprehension
Paired Differences
Posttest-Pretest

Mean

Std. Deviation

Std. Error Mean

7.559

3.886

.666

t

df

Probability

11.341

33

Significant

4. Discussion
In the present study, it was hypothesized that there would be a statistically significant difference (α ≤ 0.05) in
third-year EFL majors’ listening comprehension between the pretest and the posttest in favor of the posttest. A
paired-samples t-test revealed a statistically significant difference in favor of the posttest (t=11.341, p<0.05). A
probable reason for the result reached in this study may be that the flipped classroom required participants to
watch videos before class that explained the content of each lecture. They had to listen attentively to these videos
in order to answer the online quiz as well as to gain a basic background about the content that would enable them
to participate effectively in classroom discussion. Here, it can be argued that watching these videos could have
improved the listening comprehension of the participants for three reasons. First, listening to native speakers
could have made participants aware of the difficulties of understanding spoken authentic English. This might
have led them to try harder to enhance their listening comprehension skills. Second, the presence of non-verbal
communication features (e.g., facial expressions & gestures) could have been useful for participants in
comprehending the listening material. Third, the technical features of videos (e.g., pausing, reviewing, etc.)
might have provided participants with opportunities for analyzing and comprehending the language presented. In
this respect, many studies found that the use of videos improves listening comprehension (e.g., Kuo, 2009;
Sarani, Behtash, & Arani, 2014; Wagner, 2010).
Another characteristic of the flipped classroom that could explain its effectiveness in improving listening
comprehension is the active learning component. In the present study, class time was used in engaging
participants in active learning activities based on collaboration, interaction, and discussion in English which
might have improved participants’ listening comprehension. This explanation goes along with Jones’s (2006)
assertion that collaborative activities have long been shown to enhance learners’ comprehensible input which, in
turn, leads to greater understanding of aural texts. It also goes along with the findings of some studies that found
that active learning improves listening comprehension (e.g., Ashraf, Fatemi, & Naderi, 2013).
5. Conclusion
Based on the result of the present study, the researcher concluded that the flipped classroom model improved
the listening comprehension of EFL students. This instructional model could be used in other courses or
implemented by other teachers at Suez University or other tertiary institutions.
6. Recommendations and Suggestions
Based on the result of the present study, the researcher recommends: 1) using flipped classrooms for enhancing
EFL learners’ listening comprehension, 2) encouraging EFL learners to use available learning resources on the
internet, 3) providing them adequate opportunities to listen to authentic material, and 4) devoting class time to
active learning, rather than lecturing. Moreover, the researcher suggests conducting studies tackling: 1) the
impact of the flipped model on EFL critical listening, 2) EFL learners’ attitude towards using flipped classrooms
in education, 3) the impact of other online tools (e.g., e-mails, discussion boards, weblogs) on listening
comprehension, and 4) the impact of the flipped model on EFL learners’ self-directed learning.
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Appendix
Active Learning Activities
In general, each classroom session accommodated at least three of the following active learning activities:
1) 3-2-1
Students were asked to write about the videos they watched before class. They had to write: three things they
learned from these videos, two questions they still had, and one aspect of the videos they enjoyed.
2) Write-pair-share
The researcher presented a discussion question in class and then gave students one minute to write out their
response. Students then paired up and explained their responses to one another for 3-5 minutes. Finally, as a class,
the issue was discussed.
3) Debates
The researcher presented opposing viewpoints, assigned students to debate teams, gave them a position to defend,
and then asked them to present arguments in support of their position. Finally, the instructor asked for two or
three volunteers to make summary arguments for each side.
4) Concept Mapping
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Students were asked to represent the information they got from the videos as circles or boxes connected with
labeled arrows which indicated the relationship between each set of connected concepts.
5) Note Comparison/Sharing
Students were informed to take notes during watching the video lectures before class. Then, in class, they were
asked to read each others’ notes, filling in the gaps in their own note-taking. They were also asked to compare
their notes with their partners’ and to share where they found differences or concurrencies.
6) Minute Papers
On a blank sheet of paper, each student wrote an answer to a question about the video lecture in 2-3 minutes. The
question usually asked the students to mention the main point of the lecture or to list what was the most difficult
part in it.
7) Jigsaw
The class was divided into teams (of 3-5 students), each given a different assignment. Each member of a team
was asked to complete a single part of the assignment. When every student completed his/her assigned task, the
pieces were joined together to form a complete project.
8) Learning by Teaching
Students broke up into small groups, actively discussed a topic, and prepared the information so that they could
teach it to the class.
9) The Fish Bowl
Each student wrote down one question concerning the information in the video lecture. Students put their
questions in a bowl. The researcher then drew several questions out of the bowl and answered them for the class.
Sometimes she asked the students to answer them.
10) Three-Step Interview
The researcher posed some questions. Students were divided into pairs. In each pair group, one student
interviewed the other within specified time limits. The two then exchanged roles and conducted the interview
again. Two pairs combined and the students introduced to the rest of the group the ideas posed by their partners.
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