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Abstract: This paper explores a causal model, using Structural Equation Modelling (SEM), in
order to understand how the perceived effectiveness of the ‘flipped classroom’ and students’ satisfaction
with this technique can be affected by students’ engagement in the ‘flipped classroom’ activities as well
as the complexity and task orientation of such activities. The findings of the study confirm that the
perceived effectiveness of the ‘flipped classroom’ can be calculated by its contribution to the
improvement of students’ general skills, knowledge and learning motivation. Students’ engagement in
the ‘flipped classroom’ activities is the key factor influencing perceived effectiveness and students’
satisfaction, while the complexity and task orientation of the ‘flipped classroom’ also play a role in
determining perceived effectiveness and satisfaction, although indirect and always mediated by
engagement.
Keywords: Flipped classroom, learning effectiveness, engagement, complexity, task orientation
The introduction of teaching innovations promotes improvements in the classroom experience and
the academic performance of students. This idea is especially defended in university contexts, where
scholars have reported better learning outcomes and improved student satisfaction when innovative
teaching methods (e.g., technology-mediated classes) are incorporated to the learning process (Lee,
2011; Hu & Hui, 2012).
Following this line of thought, in recent years, many professors and researchers have begun
to study the ‘flipped classroom’ as a teaching innovation with clear potential to enhance the learning
experience of university students (Strayer, 2012; Toqeer, 2013; Butt, 2014; Mok, 2014; FindlayThompson & Mombourquette, 2014; Prashar, 2015). The premise of the ‘flipped classroom’
technique, also sometimes referred to as ‘inverted classroom’, is to ‘flip’ the traditional sequence of
activities developed in more conventional teaching models that are primarily instructor-centered.
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More precisely, in a traditional instructor-centered classroom, the teacher delivers lectures during
class time and gives students homework to be done after class. In a ‘flipped classroom’ things are
done the other way round: The teacher delivers lectures before class in the form of different types of
materials, and spends class time engaging students in learning activities that involve collaboration
and interaction among students (Butt, 2014; Hoffman, 2014). In recent years, scholars have reported
that the use of this technique provides greater flexibility in teaching, improves student attitudes
towards learning and reduces student stress and failure rates, thus accounting for better learning
outcomes (Mok, 2014). Therefore, the ‘flipped classroom’ has started to be applied in many
educational fields such as business, humanities or health and medicine, among others.
Along this line, most discussions of the ‘flipped classroom’ technique are focused on
theoretically defending the benefits of the technique (Toqeer, 2013; Kovach, 2014) or describing a
robust methodology to conduct such activities effectively in the classroom (Mok, 2014; Hoffman,
2014). However, there are still few studies that have explored what students think of the ‘flipped
classroom’ technique and whether they perceive it as useful, effective and satisfactory in university
teaching. More precisely, do students feel more satisfied when the ‘flipped classroom’ activities are
implemented? Do perceived learning outcomes exclusively depend on the application of this new
teaching technique? Alternatively, are there also other cognitive variables that contribute to the
perceived effectiveness and students’ satisfaction in a ‘flipped classroom’? In this regard, knowing
students’ opinions concerning the ‘flipped classroom’ technique would be especially interesting for
teachers and educational institutions because students’ satisfaction is directly related to the effort
they put in their studies and, as a consequence, their success and learning rates.
Based on engagement theory (Kearsley & Shneiderman, 1998), the Technology Acceptance
Model (TAM) (Davis, 1989) and service quality theory (Grönroos, 1984), in this paper the authors
explore students’ perceptions of the effectiveness and satisfaction with the ‘flipped classroom’ and
they relate them to student engagement in the flipped activities, the complexity of the technique and
the orientation of the tasks assigned to students. The application of these three theories to the study
of teaching innovations suggests that simply exposing the student to a particular set of new activities
may or may not work (Astin, 1984). First, engagement theory suggests that teaching must elicit
sufficient student effort and investment of energy to bring about the desired learning and
satisfaction outcomes. Additionally, the TAM proposes that the effectiveness of an innovation is
directly affected by how effectively the pedagogical innovation functioned in terms of its ease of use;
that is, the technique effectiveness is inversely correlated to the complexity of the technique (Meso
& Liegle, 2005). Thirdly, scholars have also based on marketing theories, such as the service quality
theory, to corroborate that students’ perceptions of the teacher’s way of lecturing and the assurance
about his/her competence and knowledge are the most important dimensions of educational quality
that impact perceived effectiveness and students’ satisfaction (Duque 2014). As suggested by Fraser
and Treagust (1986), these issues are represented in the extent to which class activities are clear and
well organized (i.e., task orientation).
To explore these ideas, the authors first test the perceived effectiveness of the ‘flipped
classroom’ by evaluating how the application of this technique contributes to improve students’ a)
general skills (critical thinking, synthesis, etc), b) knowledge about the course content and c) learning
motivation. Subsequently, the perceived effectiveness of the ‘flipped classroom’ is related to
students’ engagement, task complexity and task orientation and satisfaction.
The study is implemented with data collected from 150 students who were enrolled in a
business communication course taught in the third year of the Bachelor in Business Administration
at a Spanish university. Although this research context may look too narrow and interdisciplinary
concerns cannot be evaluated based on the scope and size of the surveyed sample, the authors
believe that the findings reported in this paper may still represent an interesting initial step to
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advance the academic knowledge on students’ self-reported perceptions of and satisfaction with the
‘flipped classroom’ activities.
The rest of the paper is organized as follows. In the second section, the literature review and
the hypotheses are presented. The third section summarizes the methodology used to conduct the
study, paying particular attention to the explanation of the ‘flipped classroom’ activities developed in
the course, the sample collection and the measurement scales. Afterwards, the research findings are
presented, differentiating between the study of the reliability and validity of the measurement scales
and the test of the research hypotheses. In the fifth section, the conclusions are discussed and the
authors present the limitations and future lines of research derived from the study.
Literature review and hypotheses development
Perceived effectiveness of the ‘flipped classroom’
The lecture model has traditionally dominated higher education. Despite the revolution caused by
the Internet in terms of interactivity and flexibility for teachers and students, still tradition dictates
and most universities continue reserving several hours a week for lectures (Butt, 2014). However,
scholars have recently suggested that perhaps the lecture model might not be the most effective
approach for student learning because, when compared to innovative methods, students in
traditional classes feel much less excited and engaged in learning (Butt, 2014).
The ‘flipped classroom’ technique was proposed and popularized in the early twenty-first
century by Baker (2000) and Lage et al. (2000) with the aim of improving the effectiveness of
classroom teaching in higher education. Simply put, this methodology flips the delivery of materials
and theoretical content outside in-class hours, usually before actual teaching, to use these classes in
conducting interactive and collaborative activities that deepen on the key concepts of the course and
that support student active learning (Butt, 2014). In a ‘flipped classroom’ the teacher is moved from
the center of the process to a margin, acting as technical support for student work instead of a
transmitter of knowledge, as it normally happens in lectures (Hoffman, 2014). In this technique, the
transmitters of knowledge are the students themselves, who explain theoretical content to their
classmates within small workgroups or in activities involving the whole class (Toqeer, 2013; FindlayThompson & Mombourquette, 2014).
Two things are critical for a ‘flipped classroom’ to work: (1) students are physically in the
classroom when the ‘flipped classroom’ activities are implemented, and (2) students have read,
watched and prepared the materials provided by the teacher before the session takes place (Mok,
2014). To students, the syllabus and teaching material in a ‘flipped classroom’ may not look
particularly different to those in more traditional models, but the way of accessing these materials is
different (Butt, 2014). As such, the ‘flipped classroom’ could be seen as a stepping stone to less
structured and inquiry-based learning environments such as lectures (Hmelo-Silver, 2004).
The little academic research on the ‘flipped classroom’ that has been developed to date
indicates that the general opinion of students about this teaching innovation is usually positive (Butt,
2014; Prashar, 2015). For example, Lage et al. (2000), Gannod et al. (2008) and Schullery et al. (2011)
find favorable impressions of their students in introductory microeconomics, software engineering
and business courses. Additionally, Strayer (2012) finds that students in a ‘flipped classroom’
become more open to co-operation and innovation as the semester progress.
Nonetheless, previous findings suggest that the mere participation of students in an
innovative activity is no guarantee of success of the teaching technique (Astin, 1984; Orús et al.,
2014). Instead, teachers have to place special emphasis on ensuring that the development of the
activity is productive and attractive to students (Prashar, 2015). On the contrary, the mere
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imposition of new activities, unknown to the student and involving an additional workload without a
clear performance in terms of learning, could even prove counterproductive to the progress of
teaching and students’ perceptions. As suggested by Prashar (2015, 132), ‘there is a pressing need to
reform the traditional didactical methods to make learning both enjoyable and effective. In that
direction, Bloom’s revised taxonomy emphasizes collective creation. Further, the flipped classroom
approach shifts the lower levels of taxonomy outside the class using interactive technologies,
enabling instructors to spend more class time at the upper end of the taxonomy, with tasks that
stimulate students to apply, analyze, evaluate, and create’.
These ideas refer to the perceived effectiveness of the pedagogical technique as a key
construct to understand the success of teaching innovations (Alavi, 1994; Leidner & Fuller, 1997).
Effectiveness refers to the changes in skills, knowledge and attitude of the students after the
completion of an activity or course (Lee, 2011). As suggested by Alavi (1994), this construct is
defined in terms of self-reported learning and evaluation of classroom experience. Specifically,
learning scales developed by Alavi (1994) to measure the effectiveness of collaborative learning
include three dimensions referred to perceived skill development, self-reported understanding of
basic knowledge and learning motivation during in-class time.
Based on these ideas, the first goal of the paper is to evaluate the effectiveness of the ‘flipped
classroom’ technique as perceived by university students in a business communication course.
Specifically, the authors suggest that perceived effectiveness of the ‘flipped classroom’ is achieved
when the activities (a) allow students to work and develop their general skills; (b) contribute to the
internalization of the key concepts of the course and (c) make class attendance more engaging,
attractive and motivating for students. Thus, the first hypothesis suggests that:
H1: The perceived effectiveness of a ‘flipped classroom’ is composed of three dimensions
related to the improvement in students’ (a) general skills, (b) knowledge and (c) learning
motivation.
Perceived effectiveness and satisfaction
Once the innovative technique has proved effective, then satisfaction with the technique is
guaranteed (Duque, 2014). Satisfaction refers to the feelings and attitudes of students towards
learning activities (Lee, 2011). Feeling happy or having a positive attitude means satisfaction. Instead,
feeling unhappy or having a negative attitude means dissatisfaction (Lee, 2011). Scholars have
traditionally considered that learning satisfaction is one of the major items to measure learning
achievement and many have highlighted that this should be one of the main goals that higher
education pursued (Appleton-Knapp & Krentler, 2006). According to this suggestion, the second
goal of the paper is to propose and test a causal model that assist teachers in understanding how
they can improve their teaching effectiveness and the satisfaction of their students when using the
‘flipped classroom’ technique.
To explain the relationship between perceived learning effectiveness and student satisfaction,
scholars frequently understand education as a service context and they build their arguments on the
traditional service literature. Specifically, scholars liken perceived learning effectiveness to perceived
service quality (Appleton-Knapp & Krentler, 2006; Duque, 2014). Perceived service quality is
defined as the consumer’s overall impression of the relative inferiority/superiority of the
organization and its services (Bitner & Hubbert, 1994). Additionally, satisfaction is the consumer’s
general dis/satisfaction with the organization based on all encounters and experiences with that
particular organization (Bitner & Hubbert, 1994). In the context of higher education, this definition
represents a cumulative approach that assesses the complete student experience. Thus, overall
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student satisfaction is based on the students’ general experience of the course performance, which
positions perceived effectiveness as a direct antecedent of student satisfaction (Duque 2014). As
Appleton-Knapp and Krentler (2006) also describe that student’s perceptions of the course
performance are the clearest elements determining satisfaction. Thus, the authors propose the
following hypothesis:
H2: The perceived effectiveness of a ‘flipped classroom’ has a significant and positive effect
on students’ satisfaction with this technique.
Engagement
In order to improve learning and satisfaction outcomes, scholars have given a special relevance to
student engagement in learning activities (Astin, 1984; Pike et al., 2012; Hu & Hui, 2012; Hsieh,
2014). Student engagement refers to the amount of physical and psychological energy that the
student devotes to the academic experience (Astin, 1984). A highly involved student is one who, for
example, devotes considerable energy to studying and interacts frequently with colleagues and
teachers during in-class and out-class hours (Hsieh, 2014). Conversely, a typical uninvolved student
neglects studies, spends little time on campus, abstains form interaction with classmates and has
infrequent contact with faculty members (Hsieh, 2014).
As reported by Kearsley and Shneiderman (1998), the engagement theory provides an
adequate theoretical framework to understand the role of student engagement in the achievement of
positive learning outcomes. This theory emphasizes active participation of the student in the
learning process and suggests that learning will be greatest when the learning environment is
structured to encourage active participation by the student (Astin, 1984; Kuh et al., 2005). Two key
principles of this theory state that: ‘(1) The amount of student learning and personal development
associated with any educational program is directly proportional to the quality and quantity of
student involvement in that program and (2) the effectiveness of any educational policy or practice is
directly related to the capacity of that policy or practice to increase student involvement’ (Astin,
1984, 519). This theory is closely related to the experiential learning theory proposed by Kolb et al.
(1990), who suggests that people learn by doing; that is, by engaging in learning activities, students
internalize what they learn and can absorb and reflect on the learning experience (Hu & Hui, 2012).
By deeply engaging in learning, students undertake more effort to meet the learning requirements
and accomplish the learning goal by acquiring focal knowledge or skills (Robinson & Hullinge,
2008).
These ideas have been empirically supported by the findings of Astin (1984), Pike et al.
(2012), Hu and Hui (2012) and Duque (2014). For example, Astin (1984) demonstrates that being
academically involved is strongly related to satisfaction with most aspects of college life, including
satisfaction with teaching methods. Thus, students who put more effort and energy into their
academic experience obtain better learning and better personal development. Similarly, Duque
(2014) finds that student engagement is as important as perceived service quality in explaining
students’ cognitive learning outcomes, which in turn explain a high percentage of satisfaction and
affective learning outcomes. Hu and Hui (2012, 783) state that ‘whether a particular learning
medium improves or hinders students’ learning effectiveness and satisfaction may depend on how
that medium engages students in (designed) learning activities. (…) The combined results of several
studies suggest that learning engagement is an important mediator for determining learning
outcomes’. Based on these ideas, two new research hypotheses suggest that:
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H3: Students’ engagement in the ‘flipped classroom’ activities has a significant and positive
effect on the perceived effectiveness of a ‘flipped classroom’.
H4: Students’ engagement in the ‘flipped classroom’ activities has a significant and positive
effect on students’ satisfaction with this technique.
Complexity
Additionally, the TAM (Davis, 1989) provides theory with the relevant construct of ease-of-use (vs.
complexity, in its negative form) that should never be omitted when exploring students’ acceptance
of teaching innovations (Arbaugh, 2000; Meso & Liegle, 2005; Lin & Chen, 2013; Kumar et al.,
2014). Although the TAM is a leading model used to explain adoption of Information Technology
(IT) by people in business, industry and educational contexts (Meso & Liegle, 2005), in the present
paper the authors extend the application of this theory to a broader context of teaching innovation
that does not consider IT but the ‘flipped classroom’ as the pedagogical innovation to be explored.
The TAM states that the factors that propel the diffusion of an innovation are its ease-of-use
(vs. complexity) and its usefulness. Within the context of a university course, students are expected
to feel attracted to that teaching techniques that are easy to follow and directly relevant to the course
requirement tasks that they must complete (Meso & Liegle, 2005). Specifically, beliefs that a new
teaching technique is useful and easy to use influence the students’ attitudes toward the technique
and thereby their decision to engage in the activities assigned by the teacher (Arbaugh, 2000). While
usefulness is already inherent in the perceived effectiveness of the ‘flipped classroom’ previously
discussed in the paper, ease-of-use/complexity is yet to be included in the research of the ‘flipped
classroom’.
Specifically, a teaching technique is easy to use if it provides intuitive-like features that
include cues or similar artifacts to guide the student through well-established procedures of
converting teaching materials into coherent knowledge. Such an easy-to-use technique simplifies the
learning procedure by allowing the student to focus on the content of the course, rather than on
how to operate the technique. On the contrary, the complexity of the ‘flipped classroom’ may
mitigate the students’ ability to grasp and understand the core body of knowledge being
disseminated in the course. Complexity also relates to emotional exhaustion (Duque, 2014) that
reflects feelings of fatigue, frustration, burnout, and discontent with studies (Schaufeli et al., 2002).
The complexity of a teaching innovation can generate negative thoughts and anxiety regarding
students’ capabilities, which can further lower perceptions and generate more anxiety, thus
reinforcing the probability of inadequate performance (Bresó et al., 2011).
Thus, according to pedagogical research, effective teaching tools enhance the learning
capability of students and make the mastery of difficult principles simpler (Janicki & Liegle, 2001).
Research points out that the teaching tools that prove to be more effective in most cases are those
that: (1) are easy to learn, (2) map a clear and direct path from the problem to its correct solution,
allow for hand-on-learning or learning-by-doing rather than passive learning such as demonstrations
by the teacher, and (3) minimize the technical barriers between students and the core knowledge
being disseminated in the course (Meso & Liegle, 2005).
According to these ideas, it is expected that students’ engagement in the ‘flipped classroom’
activities as well as the perceived effectiveness and satisfaction with this technique will be affected
directly and negatively by the degree of complexity that students perceive in the ‘flipped classroom’
activities. This suggestion derives into three new research hypotheses:
H5: The complexity of the ‘flipped classroom’ activities has a significant and negative effect
on students’ engagement in the ‘flipped classroom’ activities.
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H6: The complexity of the ‘flipped classroom’ activities has a significant and negative effect
on the perceived effectiveness of a ‘flipped classroom’.
H7: The complexity of the ‘flipped classroom’ activities has a significant and negative effect
on students’ satisfaction with this technique.
Task orientation
Finally, the authors also base their theoretical model on the service quality theory (Grönroos, 1984)
to propose that task orientation is a key and direct antecedent of student engagement, perceived
effectiveness and satisfaction. Task orientation refers to the extent to which teachers provide
students with class activities that are clear and well organized (Fraser & Treagust, 1986). Lin and
Chen (2013) relate task orientation to pedagogical/educational quality, in the sense that the
achievability and practicability of a good task orientation (i.e., answering the what, how and when
questions) leads to forming pedagogical/educational quality. Consequently, these scholars apply the
TAM principles to suggest that task orientation is a direct antecedent of perceived learning
usefulness when it comes to use of e-learning techniques. Along this line, the application of the
service quality theory to the context of higher education (Stodnick & Rogers, 2008; Duque, 2014)
suggests that the most important dimensions of quality that impact learning and satisfaction
outcomes are reliability on the teacher’s way of lecturing, assurance about the teacher’s competence
and knowledge, and the empathy of the teacher. The service quality theory proposes that this
educational quality affects students’ perceived learning and satisfaction directly and positively.
Along this line, previous literature suggests that teachers play a major role in students’
learning in virtually any environment. For example, Lee et al. (2007) empirically confirm that the
value of the learning perceived by students is positively influenced by the organization/clarity of
teaching assignments. Specifically, in the research of Lee et al. (2007) student satisfaction is defined
by students’ attitude towards teachers, courses, instruction method and e-learning technology.
Similarly, Duque (2014) corroborates that perceptions of educational quality also influence perceived
cognitive learning outcomes directly and positively. Subsequently, course and instruction
organization/clarity would have direct influences upon satisfaction too. Based on these ideas, the
last three hypotheses of the paper are proposed:
H8: The orientation of the ‘flipped classroom’ activities has a significant and positive effect
on students’ engagement in the ‘flipped classroom’ activities.
H9: The orientation of the ‘flipped classroom’ activities has a significant and positive effect
on the perceived effectiveness of a ‘flipped classroom’.
H10: The orientation of the ‘flipped classroom’ activities has a significant and positive effect
on students’ satisfaction with this technique.
Figure 1 shows the conceptual model that is proposed and tested in this paper.
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Figure 1. Conceptual model.
Method
The hypotheses test was carried out through an empirical research based on surveys among students
enrolled in a business communication course taught in the third year of the Bachelor in Business
Administration at a Spanish university. The authors chose this course due to its mandatory character
that assured a large sample to implement Structural Equation Modeling (SEM) to test the conceptual
model. This course represented six European Credit Transfer and Accumulation System (ECTS)
credits, with an allocation of 63 hours of classroom activities and 87 hours of autonomous study and
out-of-class activities (150 total hours). The evaluation method was divided into three parts: (1) two
midterm exams; (2) a team project (delivered at the end of the semester); and (3) five in-class
activities, based on the ‘flipped classroom’ technique and distributed among the lessons 1, 4, 5, 6 and
8 of the course. The ‘flipped classroom’ sessions had a total duration of 10 hours that represented
15% of the total hours of classroom activities. According to this percentage, the ‘flipped classroom’
activities accounted for 15% of the final grade of students. Additionally, midterm exams represented
50% of the final grade while the team project accounted for 35% of the student qualification.
Traditional and innovative teaching models were combined with the aim of gradually testing
the success of the ‘flipped classroom’ technique (instead of implementing it as the only teaching
method in the course). As suggested by Prashar (2015), the ‘flipped classroom’ may not be
appropriate as a unique pedagogical technique because students need structured learning tasks to
develop interest initially. Once course foundation is built through face-to-face instruction, the
‘flipped classroom’ technique can be implemented to facilitate application of concepts, analysis of
practical cases, and synthesis of new problem-solving frameworks through active classroom
discussion (Prashar, 2015).
Along this line, an additional introductory session was also organized at the beginning of the
course, where the teacher explained the ‘flipped classroom’ technique to students, she set the goals
to be achieved and she specified the dynamics of the sessions, the materials to be used and the
instructions for the development of the ‘flipped classroom’ activities.
The dynamics of the ‘flipped’ activities were organized as follows. At the beginning of the
semester, students were organized into teams of five people that collaborated during the five
activities. For each activity, they were assigned a concept/idea to study, related to the theoretical
content that was being worked at that time on the course, and whose materials were provided
through the virtual communication tool of the course with a notice of two weeks regarding the
‘flipped classroom’ session. Finally, the day of the ‘flipped classroom’ session each team had to
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explain the work developed to colleagues, explaining the assigned concept/idea and its peculiarities
within the theme that was being worked in the course. After the exhibition, a round of consultation
and debate was opened, where the team had to solve all the questions raised by their classmates. At
the end of the session, the teacher presented a summary of the main ideas discussed that day during
the session.
As an example, one of the ‘flipped’ activities was orientated to the study of the different
types of sales promotions that companies use in the market. This activity was designed as part of the
sales promotion lesson, which took part almost at the end of the semester. Two weeks before the
‘flipped’ session, the teacher provided several materials on sales promotion in an online course
created for this purpose in the Moodle platform. Each team was assigned one type of sales
promotions chosen among the following: (1) immediate price reductions, (2) coupons, (3) demos
and sampling, (4) free products, (5) repurchase of products and (6) competitions. Using the materials
provided by the teacher (or any other useful information found through primary or secondary data),
each team had to gather information on their sales promotion technique and collect practical
examples that would help better understanding of it by the rest of classmates. The day of the
‘flipped’ session, the team spokesperson had to explain the sales promotion technique and the
examples in the classroom, in a maximum time of 10 minutes (through a PowerPoint presentation).
In addition, both the spokesperson and his team had to act as teachers, answering questions that
arose about the technique in a 5-10 minute discussion that opened upon completion of the team
presentation. Once the debate was finished and students considered that they had enough
information about the sales promotion technique, a new team would take the stage and the same
procedure would start for a new sales promotion technique.
Data was collected after the students completed the last ‘flipped classroom’ activity of the
course, in December 2014. In the 2014-2015 academic year, 223 students were enrolled in the
course. Nevertheless, only 197 students participated in the ‘flipped classroom’ activities. The rest of
students was only enrolled part-time or was studying abroad with an Erasmus grant. Out of the 197
students involved in the activities, 150 valid questionnaires were collected (response rate = 76.14%).
Since the way that the ‘flipped classroom’ was implemented in this business communication
course cannot be classified as a ‘flipped course’ in the same way that this term is typically used in
academic literature (because most of the time when this technique is employed, the entire course is
flipped), this consideration has significant implications for the measurement of all the constructs in
the research model presented in this paper. In order for students’ responses to exclusively refer to
their evaluation of the ‘flipped classroom’ instead of intermingle other aspects such as their
perceptions of regular lectures and the team project, different sections were included in the
questionnaire referring to each part of the course independently (lectures, team project and the
‘flipped classroom’ activities). Section 1 referred to regular lectures; Section 2 referred to the team
project and Section 3 referred to students’ perceptions of the ‘flipped classroom’ activities. The
surveys were completed in the classroom. Thus, the teacher had the opportunity to stress the
importance of the students clearly differentiating their perceptions of each type of teaching method
in order for all the students to complete the survey successfully.
Table 1 shows the scales used in this research to measure each of the variables in the
conceptual model. In all cases, 7-point Likert-type scales were used, where 1 means ‘strong
disagreement with the statement’ and 7 means ‘total agreement with the statement’. A 12-item scale
measured the perceived effectiveness of the ‘flipped classroom’ based on the improvement of three
dimensions: (1) general skills (Alavi, 1994); (2) knowledge (Alavi, 1994; Leidner & Fuller, 1997) and
learning motivation (Leidner & Fuller, 1997). All the items were taken from the papers by Alavi
(1994) and Leidner and Fuller (1997). Student engagement, task orientation and satisfaction were
measured with 3-item scales taken from the papers by Fraser and Treagust (1986) and Fraser et al.
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(1986). Finally, the complexity of the ‘flipped classroom’ technique was evaluated by means of a 4item scale taken from Orús et al. (2014).
Table 1. Measurement scales
Latent factors
Engagement

Complexity

Task orientation

Effectiveness

Satisfaction

Items
ENG1) I put much effort into what I did in these activities; ENG2) I paid special attention to
what my classmates explained during these activities; ENG3) There were opportunities for me
to express my opinions in these activities
The activities carried out following the “flipped classroom” technique...
COM1) required investing much time; COM2) required too many advanced knowledge;
COM3) required technological resources inaccessible to me; COM4) had little impact on the
final grade for the course
ORI1) I knew exactly what had to be done in these activities; ORI2) Class activities were clear
so everyone knew what to do; ORI3) Activities in these classes were clearly and carefully
planned
The activities carried out following the “flipped classroom” technique...
Skills: SKI1) increased my ability to think analytically; SKI2) increased my ability to synthesize;
SKI3) allowed me to learn to interrelate the most important ideas; SKI4) increased my ability to
critically analyze problems; SKI5) gave me more confidence to express my ideas; SKI6) allowed
me to learn to value other viewpoints
Knowledge: KNO1) helped me better understand the content of the course; KNO2)
improved my understanding of basic concepts; KNO3) helped me to acquire knowledge during
in-class hours
Motivation: MOT1) helped in making classes more interesting; MOT2) helped in making
classes more entertaining; MOT3) helped me to be more attentive during classes
SAT1) Roughly speaking, I’m satisfied with these activities; SAT2) I was always looking
forward to participating in these activities; SAT3) After participating in these activities, I used
to have a sense of satisfaction

Findings
Multidimensionality of the perceived effectiveness of the ‘flipped classroom’
The first research goal of the study was to corroborate the multidimensional structure of the
perceived effectiveness of the ‘flipped classroom’ (H1). For this purpose, the authors implemented
first-and second-order Confirmatory Factor Analyses (CFA) of the scale with the statistical software
EQS v.6.1. The findings showed adequate values in terms of reliability, convergent validity,
discriminant validity and goodness of fit (Hair et al., 2010). Thus, the multidimensionality of the
scale was confirmed and the hypothesis H1 was supported (Tables 2 and 3).
Along this line, the findings of the second-order CFA showed that the three dimensions of
the effectiveness scale loaded quite similarly to this construct (0.91<βi<0.95). Thus, the
improvement in general skills, knowledge and learning motivations is a very reliable indicator to
guarantee the perceived effectiveness of the ‘flipped classroom’. The findings of this study also
showed that the implementation of the ‘flipped classroom’ activities was especially successful in the
context of the present research. As it is shown in Table 2, out of the three dimensions composing
perceived effectiveness, the ‘flipped classroom’ was especially effective in terms of improving
students’ learning motivation (Mean=5.66, s.d=1.27), although effects were also very positive in
terms of knowledge generation (Mean=5.52, s.d=1.11) and acquisition of general skills (Mean=5.34,
s.d=0.88).
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Table 2. First-order confirmatory factor analysis of the “effectiveness” scale

Latent factors

Mean

s.d

Items
β*
R2
Cronbach α
AVE
SKI1
0.83
0.69
SKI2
0.76
0.58
SKI3
0.81
0.66
Skills
5.34
0.88
0.90
0.60
SKI4
0.80
0.65
SKI5
0.71
0.51
SKI6
0.72
0.51
KNO1
0.79
0.63
Knowledge
5.52
1.11 KNO2
0.81
0.66
0.86
0.66
KNO3
0.84
0.71
MOT1
0.92
0.84
Motivation
5.66
1.27 MOT2
0.97
0.93
0.92
0.79
MOT3
0.77
0.59
Discriminant validity**
Skills
Knowledge
Motivation
Skills
0.87 (0.04)
0.78 (0.04)
Knowledge
[0.79-0.95]
0.80 (0.05)
Motivation
[0.69-0.86]
[0.69-0.90]
* p<0.05; Goodness of fit: S-Bχ2(df)=62.83(51), p=0.12; NFI=0.91; NNFI=0.97; CFI=0.98; IFI=0.98; RMSEA=0.04
** The figures over the diagonal indicate the correlation (and error) between pairs of latent factors. The figures below
the diagonal represent confidence intervals.

Table 3. Second-order confirmatory factor analysis of the “effectiveness” scale
Latent factors

Dimensions
β
t-test
Skills
0.92
8.92*
Effectiveness
Knowledge
0.95
8.15*
Motivation
0.91
7.24*
* p<0.05; Goodness of fit: S-Bχ2(df)=51.77(49), p=0.37; NFI=0.92; NNFI=0.99; CFI=0.99; IFI=0.99; RMSEA=0.02

Causal relationships
The second research goal of the study was to explore the role of student engagement, complexity of
the ‘flipped classroom’ technique and task orientation as direct antecedents of the perceived
effectiveness and students’ satisfaction (H2 to H10). For this purpose, the authors first tested the
reliability, convergent validity, discriminant validity and goodness of fit of all the scales in the
analysis by means of a new first-order CFA. In all the cases, the findings showed satisfactory values
(Table 4). The descriptive statistics show that students’ perceptions of the task orientation
(Mean=5.35, s.d=1.19) and effectiveness (Mean=5.46, s.d=0.95) of the ‘flipped classroom’ activities
as well as their own engagement (Mean=5.33, s.d=0.92) and satisfaction (Mean=5.15, s.d=1.24) with
the ‘flipped classroom’ were very positive, while the technique was not perceived as especially
complex in terms of its usability (Mean=3.93, s.d=1.30).
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Table 4. First-order confirmatory factor analysis of the causal model

Latent factors

Mean

s.d

Items
β*
R2
Cronbach α
AVE
ENG2
0.66
0.44
Engagement
5.33
0.92
0.70
0.55
ENG3
0.81
0.65
COM1
0.52
0.27
COM2
0.92
0.85
Complexity
3.93
1.30
0.80
0.51
COM3
0.77
0.60
COM4
0.58
0.34
ORI1
0.80
0.65
Task orientation
5.35
1.19
ORI2
0.96
0.92
0.89
0.72
ORI3
0.78
0.61
Skills
0.88
0.78
Effectiveness
5.46
0.95
Knowledge
0.86
0.74
0.90
0.75
Motivation
0.86
0.75
SAT1
0.84
0.71
Satisfaction
5.15
1.24
SAT2
0.66
0.44
0.82
0.61
SAT3
0.83
0.68
Discriminant validity**
Engagement
Complexity
Orientation
Effectiveness
Satisfaction
Engagement
0.10 (0.10)
0.68 (0.07)
0.78 (0.06)
0.83 (0.06)
Complexity
[(-0.10)-0.30]
(-0.13) (0.09)
0.03 (0.09)
0.01 (0.10)
Orientation
[0.54-0.81]
[(-0.31)-(-0.05)]
0.62 (0.06)
0.65 (0.06)
Effectiveness
[0.67-0.90]
[(-0.16)-0.21]
[0.51-0.74]
0.92 (0.02)
Satisfaction
[0.72-0.95]
[(-0.18)-0.20]
[0.53-0.77]
[0.86-0.98]
2
* p<0.05; Goodness of fit: S-Bχ (df)=104.31(80), p=0.04; NFI=0.88; NNFI=0.96; CFI=0.97; IFI=0.97; RMSEA=0.05
** The figures over the diagonal indicate the correlation (and error) between pairs of latent factors. The figures below
the diagonal represent confidence intervals.

Additionally, the authors implemented a Structural Equation Model (SEM) with the
statistical software EQS v.6.1 to test the value and significance of the nine relationships proposed in
the causal model. As it is shown in Table 5, the findings indicated that the causal model fitted the
sample well (Hair et al., 2010).
As to the results found (Table 5; Figure 2), the perception that students had of the ‘flipped
classroom’ effectiveness had a positive and significant effect on the improvement of students’
satisfaction with this technique (β=0.68, p<0.05). Thus, the findings of this research support the
hypothesis H2. Students’ engagement in the ‘flipped classroom’ activities also had direct and positive
influences on perceived effectiveness (β=0.68, p<0.05) and students’ satisfaction (β=0.35, p<0.10).
Thus, the hypotheses H3 and H4 are also supported. On the contrary, complexity was shown to
only have a direct and positive impact on students’ engagement (β=0.18, p<0.05), while its direct
effect on perceived effectiveness (β=(-0.03), p>0.05) and satisfaction (β=(-0.03), p>0.05) was not
statistically significant. These findings contradict the expectations of the authors. Thus, the
hypotheses H5, H6 and H7 are not supported by the findings of this research. Task orientation also
had a direct and positive effect on students’ engagement (β=0.69, p<0.05). This finding supports the
hypothesis H8. Finally, the findings show that the direct effects of task orientation on perceived
effectiveness (β=0.03, p>0.05) and students’ satisfaction (β=0.16, p>0.05) were statistically
insignificant. Based on these findings, the hypotheses H9 and H10 are not supported.
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Table 5. Test of the relationships of the causal model

Hypotheses
β
t-test
Contrast
H2 Effectiveness  Satisfaction
0.68
3.93*
Supported
H3 Engagement  Effectiveness
Supported
0.68
4.81*
H4 Engagement  Satisfaction
Supported
0.35
1.91**
H5 Complexity  Engagement
Not supported
0.18
2.23*
H6 Complexity  Effectiveness
Not supported
(-0.03)
(-0.36)
H7 Complexity  Satisfaction
Not supported
(-0.03)
(-0.46)
H8 Task orientation  Engagement
0.69
6.18*
Supported
H9 Task orientation  Effectiveness
Not supported
0.16
1.22
H10 Task orientation  Satisfaction
Not supported
0.03
0.36
* p<0.05, ** p<0.10
Goodness of fit: S-Bχ2(df)=98.33(84), p=0.14; NFI=0.89; NNFI=0.97; CFI=0.98; IFI=0.98; RMSEA=0.04

Figure 2. Findings.
Conclusions, limitations and future lines of research
In this paper, the authors have explored the ‘flipped classroom’ effectiveness, as it is perceived by
university students enrolled in a business communication course. For this purpose, the authors have
applied three educational and marketing theories that have been traditionally explored to understand
the adoption of teaching innovations in higher education. The findings presented in the paper
highlight that one of these theoretical approaches, engagement theory (Kearsley & Shneiderman,
1998), is the key framework to understand the perceived effectiveness as well as students’
satisfaction with the ‘flipped classroom’. This theory defends the essential role of students’
engagement in the development of the innovative activities in order for them to be successful. As it
will be discussed in this section, most of the findings of this paper can be better understood under
the light of this theory.
As a first interesting finding, the empirical exploration of students’ perceptions suggest that a
‘flipped classroom’ is highly appreciated among university students, with scores above 5 (out of 7) in
terms of skill development, knowledge generation and the improvement of learning motivation.
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Thus, the ‘flipped classroom’ is an effective teaching innovation in terms of learning outcomes in
higher education. The ‘flipped classroom’ is especially useful for boosting students’ motivation to
learn and participate in classroom activities. As suggested by Çetin (2015), learning motivation is
essential for the success of teaching in higher education contexts. Thus, university teachers could
benefit significantly from the application of the ‘flipped classroom’ in order to achieve the necessary
motivation of their students. It is also significant that the three dimensions of perceived
effectiveness tested in this paper load significantly and very similarly to the second-order construct
of perceived effectiveness. Thus, in addition to learning motivation, skill development and
knowledge generation are also key features to assure the perceived effectiveness of the ‘flipped
classroom’.
The findings of the paper also confirm the role of students’ engagement, task complexity and
task orientation as significant antecedents of perceived effectiveness and students’ satisfaction. Out
of the three variables, engagement is presented as the key feature to understand both perceived
effectiveness and satisfaction. This idea is supported by its direct effects on perceived effectiveness
and satisfaction as well as the mediating role that engagement plays in the effects of complexity and
task orientation on perceived effectiveness and satisfaction. These findings are explained by the
engagement theory previously explored in this paper. Engagement theory suggests that students
learn more by doing and highly engaging in activities because this way they can absorb more
information and they internalize what they learn more strongly. By deeply engaging in class
assignments, students undertake more effort to meet the teacher’s requirements and accomplish the
learning goal largely (Robinson & Hullinger, 2008). Along this line, the empirical findings of the
present paper align with the experimental data reported by Hu and Hui (2012), who demonstrate
that the effects of technology-mediated learning on learning effectiveness and satisfaction are mostly
mediated by learning engagement. These scholars confirm that the use of passive teaching
techniques (i.e., preprogrammed video contents to deliver learning materials) negatively affects
learning engagement, which in turn reduces perceived learning effectiveness and satisfaction.
The service quality theory (Grönroos, 1984) also assist the authors to understand the
findings of this research, although only partially. Specifically, this theory suggests that task
orientation is a crucial component of perceived service quality in educational contexts and,
consequently, it plays a significant role in the perception of teaching effectiveness and students’
satisfaction. In the present paper, the findings confirm the relevance of task orientation to engage
students in the ‘flipped classroom’ activities. The correct organization of the activities derives into
better perceptions of effectiveness and satisfaction too. However, these effects are only indirect and
mediated by students’ engagement.
On the contrary, the findings suggest that TAM is not an adequate theoretical framework to
understand the ‘flipped classroom’. In this regard, while the theory suggests that the complexity of a
teaching innovation is negatively correlated with students’ engagement, perceived effectiveness and
learning satisfaction, this research demonstrates the opposite effects, in the sense that complexity
increases students’ engagement in the ‘flipped classroom’ activities and, consequently, it also has
indirect and positive effects on perceived effectiveness and students’ satisfaction. TAM considers
that the complexity of the teaching innovation may mitigate the students’ ability to grasp and
understand the core body of knowledge being disseminated in the course (Meso & Liegle, 2005).
While this idea seems unquestionable, the authors of the present paper consider that a complex
activity also involves investing more time in its development, while the student should also pay more
attention and effort to solve the problem correctly. Thus, certain degree of complexity is desirable in
order for students to devote more time and attention to the ‘flipped classroom’ activities. Otherwise,
if the class assignment is too easy, the resolution of the problem may become routine for the
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students, demotivating them and leading to the loss of interest in solving the assigned problems in
the best way possible.
The findings presented in this research have several implications for higher education
teachers. First, teachers can improve the classroom environment by implementing the ‘flipped
classroom’ activities because such activities are highly effective in terms of skill development,
knowledge generation and the improvement of learning motivation. As previously suggested in
literature, it may not be advisable that teachers change completely from traditional lectures to the
‘flipped classroom’ (Prashar, 2015). However, the gradual implementation of flipped activities in
combination with traditional methods highly benefits learning outcomes and students’ satisfaction.
In the case of the business communication course explored in this research, only 15% of the
activities were flipped during the semester. In future academic years, a gradual increase in this
percentage will be assumed to take the course closer to traditional approaches to the ‘flipped
classroom’ (i.e., 100% flipped activities).
Nonetheless, it should also be noted that the previous findings of some scholars who have
also explored teaching innovations (Orús et al., 2014) suggest that the implementation of an
innovative teaching method such as the ‘flipped classroom’ may not be enough to guarantee its
success. On the contrary, teachers have to place special emphasis on ensuring the effective
development of these class activities. For this purpose, teachers should create and implement
continuous methods of assessment of the acquisition of skills, knowledge and students’ motivation,
which are the three pillars of the perceived effectiveness of the ‘flipped classroom’ in higher
education. By doing this, teachers should not only focus on knowledge acquisition, which used to be
one of the main goals of higher education in the past. On the contrary, the new framework of the
European Higher Education Area (EHEA) has turned the student into the main protagonist of the
new educational scenario and point to a course design based primarily on general and specific skills
and competencies, which are critical in the process of student self-learning.
Additionally, teachers also have to create inspiring activities based on features that are closely
related to the students’ interests and concerns. An interesting way to achieve this goal could be the
proposal of brief surveys at the beginning of the semester to identify the factors that promote
engagement. For instance, to improve engagement over the next academic years, a new survey will
be applied at the beginning of each semester to students enrolled in the business communication
course explored in this research. The goal of the survey will be to identify the main communication
topics and teaching techniques that students appreciate better for their learning purposes, so that the
content and teaching methods applied in the course can accommodate students’ expectations better.
Along this line, the present research suggest that one key factor to improve engagement is
task complexity. Accordingly, teachers should create activities with a certain degree of complexity
because they improve the students’ engagement in the ‘flipped classroom’ activities. Too simple
activities become routine and do not require the students to make an extra effort, reducing their
engagement and jeoparding the perceived effectiveness of the technique and students’ satisfaction.
Therefore, and because the ‘flipped classroom’ activities implemented in the business
communication course explored in this research were not perceived as significantly complex by
students in the sample (Mean=3.93, s.d=1.30), in future academic years the complexity of the
flipped activities will be gradually increased to make them challenging enough to motivate students’
engagement, improve perceive effectiveness and boost satisfaction significantly.
As for the limitations of this paper, the sample chosen stands out because it is relatively
small and it does not look across multiple institutions, degrees or educational levels. In this regard,
the business communication course in which the data was collected for this study was only taught in
the third year of the Bachelor in Business Administration of the Spanish university chose for the
study. Therefore, the authors were unable to expand the study to other research contexts as to
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compare the outcomes in different classroom environments (e.g., engineering, education, math, etc.).
Nonetheless, students in diverse research contexts may show different learning approaches and, as a
consequence, they may react differently to diverse learning styles. Therefore, future research should
replicate the study with different samples of students, courses and degrees, to validate the perceived
effectiveness of the ‘flipped classroom’ technique in areas other than university teaching of
marketing courses. The sample size is also a limitation that can be overcome if the study is applied in
a wider field of research. Additionally, the partially-flipped learning approach that was adopted in the
business communication course explored in this research (i.e., only 15% of the activities in the
course were actually flipped) may represent another limitation in terms of the generalization of the
findings of the present study. In this regard, the fewer flipped activities a course have, the less there
is that can be extrapolated by those who employ the flipped model more extensively. Finally, the
study did not include moderating variables that could also have significant impacts on the perceived
effectiveness of the ‘flipped classroom’ technique. For example, future scholars should control for
the effects of multiple instructors or different student characteristics in the causal model.
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