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| ABSTRACT 

This study seeks to investigate the effect of the flipped classroom model on university VWXGHQWV·�ZULWLQJ�proficiency. To evaluate 

the state of the art in the Moroccan context, this study utilizes a pre-test/post-test quasi-experimental design with control 

groups. The sample of this research consists of (148) first-year university students enrolled in the department of English studies. 

This sample is divided into experimental and control groups to meet the objectives of the research design. For the purpose of 

data collection, this study uses a pre-test and a post-test of writing achievement. The data collected for this research is analyzed 

using independent samples t-tests. The findings of this study disclose that the flipped classroom model has a significant positive 

LPSDFW�RQ�VWXGHQWV·�SDUDJUDSK-writing skills in general and on the writing of PRVW�RI�WKH�SDUDJUDSK·V�FRQVWUXFWV�LQ�SDUWLFXODU��

The findings of this study suggest that English language teachers need to adopt student-centered teaching/learning models 

that integrate face-to-face with online learning modalities iQ�RUGHU�WR�LPSURYH�VWXGHQWV· writing proficiency. 
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1. Introduction 

Blended learning is a new learning method that is based on combining the potential of the two learning modes (online and face-

to-face) (Osguthorpe & Graham, 2003; Graham, 2004; Stein & Graham, 2014). This learning modality offers online content and 

instructions in addition to face-to-face learning opportunities in order to provide the best features of the two learning modes 

(Vaughan, 2007). Blended learning has been acknowledged as one of the most effective modalities in teaching and learning in 

higher education (Balula et al., 2019; Stein & Graham, 2014). Its great effectiveness in education derives from being a modality that 

has SOHQW\�RI�SHGDJRJLFDO�LPSOLFDWLRQV�IRU�VWXGHQWV·�OHDUQLQJ��,W�IDFLOLWDWHV�DQG�LQFUHDVHV�DFFHVV�WR content for revision. It provides 

students agency over their learning, letting them choose the appropriate place and time for learning; it offers a variety of 

assessment opportunities and many other implications that enhance students' learning (Graham, 2004; Osguthorpe & Graham, 

2003; Stein & Graham, 2014). 

 

The present study intends to implement the flipped classroom model of blended learning in teaching a paragraph-writing course 

IRU�WZR�PDLQ�SUREOHPV��7KH�UHSHDWHG�FRPSODLQWV�RI�WRGD\·V�JHQHUDWLRQ�RI�VWXGHQWV�DERXW�WKH�WUDGLWLRQDO�WHDFKLQJ�PHWKRG��ZKLFK 

is lecture-based, as not meet their needs and also due to the complexity and difficulty of teaching and learning English as a foreign 

language in general and the writing skill in particular (Crystal, 2010; Koeller, 2012; Nunan, 1999). Many scholars in the realm of 

writing have discussed the complexity of writing skills in ELT. This language skill makes a great challenge for learners in both; L1 

and L2; as stated by Richards (1990), "learning to write in either first or second language is one of the most difficult tasks that a 

learner encounters and one that only a few people can be said to fully master" (p. 100). The difficulty of mastering the writing skill 

for native speakers and foreign language learners ranges from being a skill that requires the mastery of many writing constructs 

and mechanics in addition to a well-developed lexical background in the target language and deep knowledge of its grammatical 

structures (Nunan, 1999; Richards & Renandya, 2002). The existing literature also asserts the great importance of technology-

based WHDFKLQJ�OHDUQLQJ�PRGDOLWLHV�OLNH�WKH�EOHQGHG�RQHV�WR�HQKDQFH�VWXGHQWV·�DFKLHYHPHQW��,Q�WKLV�FRQWH[W��WKH�OHJLVODWRUV�RI�WKH� 
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No Child Left Behind $FW�LQ�WKH�86$�VWURQJO\�SURFODLP�WKDW�WR�LPSURYH�VWXGHQWV·�DFKLHYHPHQW�LQ�DQ\�VNLOO��7KHUH�LV an urgent need 

WR�LQWHJUDWH�FRPSXWHU�WHFKQRORJ\�LQWR�VWXGHQWV·�OHDUQLQJ��5LFKDUGVRQ���������7R�WKLV�HQG��WKH�FXUUHQW�VWXG\�DLPV�DW�LPSOHPHQWing 

the flipped classroom model in teaching a paragraph-writing course in higher education in order to examine the potency of 

bleQGHG�OHDUQLQJ�LQ�HQKDQFLQJ�VWXGHQWV·�ZULWLQJ�DFKLHYHPHQW�LQ�WKH�0RURFFDQ�FRQWH[W��7KH�UHVHDUFK�TXHVWLRQV�DQG�K\SRWKHVHV�

that emanate from the stated objective are the following: 

 

1/ RQ1: Do students in the experimental group score higher than those in the control group on 

the writing achievement post-test? 

 

1.1/ RH1: Students in the experimental group outperform those in the control group on the writing achievement post-test. 

 

2/ RQ2: does the experimental group score higher than the control one in all constructs of the 

writing achievement post-test?  

 

2.1/ RH1: the experimental group outperforms the control one in all constructs of the writing achievement post-test. 

 

2. Literature Review 

2.1. Defining the Flipped Classroom Model 

To define this instructional modality, Bergman and Sams (2012a) note that the flipped classroom model reverses the traditional 

FODVVURRP�XSVLGH�GRZQ�́ ZKLFK�LV�WUDGLWLRQDOO\�GRQH�LQ�FODVV�LV�QRZ made at home, and that which is traditionally done as homework 

is now completHG� LQ� FODVVµ (p.13). In simpler terms, the inverted classroom flips the function of the traditional classroom by 

providing students with online recorded lectures to study at home before coming to the classroom that turns into a workshop of 

active learning, where students practice problems/homework and ZRUN�RQ�SURMHFWV� XQGHU� LQVWUXFWRUV·� JXLGDQFH� �%HUJPDQQ�	�

Sams, 2012a; Fulton, 2012; Horn & Staker, 2015; Khan, 2012). In another definition, the flipped classroom is referred to as an 

instructional blended learning model in which students are given lectures in an electronic format that can be either as instructional 

videos, podcasts, or narrated PowerPoint presentations to study independently before coming to the classroom to engage in 

student-centered learning (Lage et al., 2000; Strayer, 2012). From the definitions provided so far, it is noticeable that the key 

ingredient in the flip is the use of recorded videos to deliver short lectures for students to study before class time. Although there 

has been a strong consensus among many researchers like Horn and Staker (2015), Strayer (2012), and Tucker (2012) on the 

importance of using videos as a key element in the flipped classroom model, others emphasized more on the importance of the 

way teachers spend class time with their VWXGHQWV��2Q�WKLV�LVVXH��%HUJPDQQ�DQG�6DPV��������VWDWH�WKDW�´IOLSSHG�OHDUQLQJ�LV�QRW�

about how WR�XVH�YLGHRV�LQ�\RXU�OHVVRQV��,W·V�DERXW�KRZ�WR�EHVW�XVH�\RXU�LQ-FODVV�WLPH�ZLWK�VWXGHQWVµ��S������ Therefore, class time 

is considered another crucial element in the instructional flipped classroom model. In like manner, Fulton (2012), Herreid and 

Schiller (2013), and Ronchetti (2010) assert that the purpose behind freeing class time in the flipped classroom model is to leave 

instructors enough time to provide each learner with personalized support and engage all learners thoroughly and deeply in more 

active and student-centered activities. To this end, it can conclude that the flipped classroom model is a new instructional method. 

This method is based on inverting the function of traditional classrooms by giving students short lectures in electronic format to 

study independently and separately from the classroom setting with the aim of freeing class time for active learning with more 

student-centered activities. 

 

2.2. Learning Theories Supporting the Flipped Classroom Model 

The flipped classroom model stems its strengths from different learning theories. The learning theories that support the model are 

cognitive constructivism pioneered by Jean Piaget, social constructivism by Lev Vygotsk, and connectivism as a modern learning 

theory launched by Siemen (Bellefeuille, 2006; Pettenatti & Cigognini; 2007; Ray & Powell, 2014). 

 

Piaget advocating cognitive constructivism presumes that learners construct their knowledge based on interaction with the 

learning activities being exposed to and their previous experiences, and cognitive knowledge-creating a process of knowledge 

assimilation and discovery (Bruner, 1990; Schunk, 2011). To clarify, Piaget firmly believes that knowledge UHVLGHV� LQ� LQGLYLGXDOV·�

mind that interprets learning materials provided in order to construct knowledge (Prawat, 1996). Cognitive constructivism strongly 

supports the flipped classroom model that gives students agency over their learning by providing them content in videos to study 

independently for the sake of leaving a huge space for students to interpret and construct knowledge autonomously (Bergmann 

& Sams, 2012a; Cockrum, 2014). Supporting this claim, Bellefeuille (2006) and Ray and Powell (2014) point out that the 

characteristics of cognitive constructivism, including autonomous and self-directed learning, apply to the flipped classroom model 

that shares the same principles. 

 

Social constructivism is also considered a learning theory that lays the foundation of the flipped classroom model deployed in this 

study since the basic principles of this model that are collaborative learning, interactive learning, and differentiated instruction, are 
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drawn from the social constructivism theory of learning (Bellefeuille, 2006; Strayer, 2012). On this matter, WhiteClark et al. (2008) 

point out that "cooperative learning, hands-on activities, discovery learning, differentiated instruction, technology, distributed 

practice, and critical thinking are elements that embrace the constructivist HGXFDWLRQDO�SKLORVRSK\µ��S�������$OO�WKHVH�DFWLYH�OHDUQLQJ�

principles of constructivism are the same for blended learning in general and the flipped classroom model in particular. 

 

Connectivism is another learning theory that supports the flipped classroom model of blended learning. This learning theory is 

based on the premise that knowledge is constructed via connections learners establish with each other through social networks 

and with technology itself (Pettenatti & Cigognini, 2007). The same idea is reinforced by Siemen (2005), the pioneer of 

FRQQHFWLYLVP��ZKR�QRWHV�WKDW�´/HDUQLQJ��GHILQHG�DV�DFWLRQDEOH�NQRZOHGJH��FDQ�UHVLGH�RXWVLGH�RI ourselves (within an organization 

RU�GDWDEDVH�µ��S�����,Q�DGdition, connectivism instills the principles of lifelong and self-directed learning in learners who needs to 

take responsibility for their own learning by looking for online resources and knowing how to go through their learning journey 

(Siemen, 2005). In this respect, it seems apparent that the flipped classroom model integrates the principles of connectivism as it 

is based on the use of technology for learning and encourages self-directed learning and autonomy. 

 

2.3. Pedagogical Implications of the Flipped Classroom Model 

There is great consensus among educationalists and researchers in ELT that the flipped classroom model is a very rich pedagogical 

model of instruction that provides immense pedagogical implications for learners. These pedagogical implications include 

providing self-paced learning, differentiated instruction, enhancing higher-order thinking skills, providing competency-based 

learning, increasing interaction and feedback, and providing active learning opportunities in the classroom (Bergmann & Sams, 

2012a; Khan, 2012; Horn, 2013; Cockrum, 2014; Horn & Staker, 2015; Talbert, 2012; Tucker, 2012). 

 

The flipped classroom model provides learners with self-paced learning by making them the agent of their learning practices. In 

this regard, Khan (2012) emphasized that learners have different learning needs and styles and learn at different paces. Therefore, 

they need to be given control over their learning to help them go through their learning journey at the pace that fits their learning 

style since what is of paramount importance is learning itself, not the pace or process of learning. Other scholars like Bergman and 

Sams (2012a) and Cockrum (2014) also emphasize that personalized or self-paced learning is not only about giving students 

control over their learning pace but also the time and place of learning. Some students may be in a good mood for learning in the 

morning at the school library, while others may prefer to study at night in their homes. On this concern, Talbert (2012) declares 

that in flipped learning, "students listen to as much or as little of the lecture as their schedules permit, and view the lecture on a 

mobile device rather than in a IL[HG�ORFDWLRQµ��S�����7KXV��WKH�RQO\�OHDUQLQJ�PRGDOLW\�WKDW�FDQ�SURYLGH�VWXGHQWV�ZLWK�IOHxible learning 

is the flipped classroom model, which gives students total agency over the place and time of learning. 

 

Differentiated instruction is another pedagogical implication of flipped classroom model. Differentiated pedagogy, according to 

Tomlinson (1999) and Tomlinson (2005), is based on differentiating content, the process of learning, learning environment, 

assessment level, and instructional methods to meet individual needs. The flipped classroom model adopted in this study is based 

on the same principles of engaging students in different learning tasks using different learning modes and instructional approaches 

WR�PHHW�VWXGHQWV·�GLIIHUHQW�QHHGV�DQG abilities (Bergmann and Sams, 2012a; Bergmann and Sams, 2015). This kind of differentiated 

learning has been proved to have a great impact on students' learning since instructors try to do their best to personalize learning 

tasks for all students based on their own abilities and learning preferences (Horn & Staker, 2015). 

 

The flipped classroom model alVR�KDV�D�JUHDW�LPSDFW�RQ�HQKDQFLQJ�VWXGHQWV·�KLJKHU-order thinking skills. Sams and Bergmann 

(2013) affirm that most of the traditional classrooms work only on students' lower thinking skills since teachers spend most of the 

class time lecturing while students listen passively and try to remember and understand the content being delivered, leaving no 

room for higher-order thinking skills to be developed in the classroom. However, in a flipped classroom, learners work 

independently on the lower-order thinking skills through studying recorded videos at home in order to free class time for 

developing high-order thinking skills (Sams & Bergmann, 2013). Supporting this view, Conklin (2012), Hamden et al. (2013), and 

Sams and Bergmann (2013) proclaim that giving students access to materials before coming to class makes them disposed to 

develop their lower-thinking skills into deep, lasting knowledge; through excessive work on problem-based activities that involve 

higher order-thinking skills. 

 

Competency-based learning is another pedagogical implication of the flipped classroom model. The competency-based learning 

approach is based on the premise that students need to fully understand and grasp certain concepts or skills before moving to 

advanced ones to avoid developing gaps in their competencies (Horn & Staker, 2015). The flipped classroom model shares the 

principles of competency-based learning since it gives students control over their learning by giving access to recorded materials 

and online quizzes again and again till they achieve a complete mastery of the required competencies, which is not the case in 

traditional classrooms (Horn & Staker 2015; Horn, 2013; Fulton, 2012). On the same concern, Khan (2012) claims that in a flipped 

classroom, "[S]tudents could probably figure things out eventually³but WKDW·V�H[DFWO\�WKH�SUREOHP��7KH�VWDQGDUG�FODVVURRP�PRGHO�
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GRHVQ·W�UHDOO\�DOORZ�IRU�HYHQWXDO understanding. The class³of whatever size³KDV�PRYHG�RQµ��S�������7KH�SULQFLSOHV�RI competency-

based learning are also highly GHPRQVWUDWHG�LQ�WKH�¶EULFN�DQG�PRUWDU·�SDUW�RI�WKH flipped classroom model because the free class 

time allows instructors to engage students in intensive and different learning activities that deeply strengthen their competencies 

in the target skills. (Bergmann & Sams, 2012a; Horn & Staker 2015; Horn, 2013; Fulton, 2012). 

 

The increased interaction and feedback in flipped classrooms are among the pedagogical implications of the flipped classroom 

model. Through interaction and corrective feedback, learners get the chance to receive comprehensible input from instructors or 

more capable peers who try to adjust the linguistic output for learners to facilitate SLA and meet the required competence in the 

target language (Lyster & Ranta, 1997; Norris & Ortega, 2000). In this vein, Horn (2013) and Goodwin and Miller (2013) consider 

the flipped classroom model as one of the learning models that leaves a large room for interaction and corrective feedback. In 

OLJKW�RI�WKLV��%HUJPDQQ�DQG�6DPV������D��SURFODLP�WKDW�´RQH�of the greatest benefits of flipping is that overall interaction increases: 

teacher-to-student, and student-to-VWXGHQWµ��S������7KLV increase in interaction and feedback is attributed to the active learning 

environment in flipped classrooms that engage students in different learning modes, which require differentiated levels of 

interaction, and also to the free class time that enables instructors to give individualized feedback to all learners. 

 

To discuss active learning as one of the pedagogical implications of flipped learning, there is a need to mention that there is a 

great consensus among many scholars: Bergmann and Sams (2012a), Cockrum (2014), Khan (2012), Horn (2013), and Trucker (2012) 

that the flip classroom model is an active learning modality par excellence that offers student-centered learning opportunities to 

learners. Elaborating on this issue, Horn and Staker (2015) note that in flipped classrooms, "classroom time is no longer spent 

taking in raw content, a largely passive process. Instead, while at school, students practice problems, discuss issues, or work on 

SURMHFWV��&ODVVURRP�WLPH�EHFRPHV�D�WLPH�IRU�DFWLYH� OHDUQLQJµ��S������7KH�VWUHQJWK�RI�WKH� IOLSSHG classroom model as an active 

learning modality derives from being compatible with other promising learning modalities in the field of education like problem-

based learning and project-based learning (Bergmann & Sams, 2012a; Butt, 2014; Tucker, 2012). On this matter, Bergmann and 

Sams were asked by an educationalist about the compatibility of the project and problem-based learning with the flipped model, 

and they "cheer yes. We love the picture of a class-driven by student-identified problems or interests. Students are exploring a 

real-world problem and GHYHORSLQJ�VROXWLRQVµ��%HUJPDQQ�	�6DPV, 2012a, p. 50). Identically, Tucker (2012) emphasized that the 

face-to-face classroom part of the flipped classroom model provides enough time for active learning, pointing out that in flipped 

classrooms, students spend class time working "through problemV��DGYDQFH�FRQFHSWV��DQG�HQJDJH�LQ�FROODERUDWLYH�OHDUQLQJµ��S��

82). 

 

2.4. Assessment in Flipped Classrooms 

Blended learning is based on a very rich assessment system that provides a variety of assessment opportunities that take place 

face-to-face and online (Bakerson et al., 2015, as cited in Koç et al., 2015; Graham, 2014). Blended learning environments provide 

instructors with enough chances to engage students in the 'onsite' assessment that requires the application of learned knowledge 

inside the classroom to solve real-world activities, especially in flipped classrooms that free class time for students to engage in 

active learning and go for different formative and summative assessment activities (Stein & Graham, 2014; Sams & Bergamnn, 

2012b). Likewise, the onsite assessment in blended learning environments gives students the chance to engage in different modes 

of assessment, like group and peer assessment, that has been proved to give students authentic opportunities to learn from their 

peers with the aim of improving learning outcomes (Boud, 2007; Stein & Graham, 2014). Regarding the online part of the blended 

assessment, Stein and Graham (2014) and Bajzek et al. (2008) point out that online assessment is very crucial as it engages students 

in self-assessment tasks through the use of automated quizzes which provide immediate scoring and feedback. The great 

importance of these self-assessment quizzes in learning lies in making students evaluate their own work and take an active role in 

knowledge construction (Hattum-Janssen & Pimenta, 2006; Bajzek et al., 2008). 

 

2.5. The Flipped Classroom Model in ELT  

When the flipped classroom model was first introduced in the field of education, it was used a lot in teaching hard science subjects 

like chemistry, maths, physics, and others. With the popularity of the model, educationalists started questioning the compatibility 

and practicality of flipped instruction in other disciples, including ELT. The implementation of flipped instruction in ELT has shown 

great and promising results. Sams and Bergmann (2012a), discussing the relevance of the flipped classroom model in language 

teaching, note that the flipped classroom model is a very promising model of instruction in teaching any language. Elaborating on 

the practicality and the potential of the model in language teaching, Sams and Bergman (2012a) declare that the potential of the 

flipped classroom model in language teaching lies in providing enough class time for students to practice the target language. In 

the same context, Stannard (2015) states: 

 

We often need to teach grammar, explain different writing genres, or focus on the construction of paragraphs. 

$�ORW�RI�WKLV�¶WHDFKLQJ�VWXII·�FRXOG�EH�SXW�RQOLQH so that the teacher is able to spend more time in the class getting 

students to use what has been taught via the homework (p.3). 
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Stannard implemented the flipped classroom model to teach writing skills, which is the concern of this study and declared that the 

model is very practical in teaching writing skills and paragraphs construction. He claims that in teaching paragraphs' construction, 

teachers can design videos/screencasts to explain the structural elements of a paragraph to students and discuss aspects of unity, 

coherence, and writing mechanics while reserving class time to work on problems and engage in projects. 

 

2.6. Writing Paragraphs 

Developing academic paragraphs requires deep knowledge of all the writing mechanics, aspects, and conventions. The writing 

mechanics include awareness of the rules of punctuation and capitalization with their appropriate usage, in addition to full mastery 

of the spelling system of the target language (Harmer, 2004). Similarly, successful paragraphs writing necessitates the appropriate 

use of writing aspects that comprise features of cohesion, coherence, and unity that are considered the core element in a written 

text (Oshima & Hogue, 2006). To meet the academic standards of paragraphs writing, writers also need to demonstrate a solid 

knowledge of the paragraph's conventions that encompass the structural elements of the paragraph and its format. (Guenther, 

2001; Oshima & Hogue, 2007). The structural elements of the paragraph involve the topic sentence, supporting sentences most of 

the time with specific details, and the concluding sentence, while the format of an academic paragraph takes shape in indenting 

the first line of the paragraph by leaving a space at the beginning of the first line of the paragraph (Oshima & Hogue, 2006; 

Guenther, 2001). 

 

2.7. Empirical Evidence on the Flipped Classroom Model and Achievement in ELT 

In Japan, as an EFL environment, Leis et al. (2015) conducted a study to investigate the effect of the flipped classroom model on 

XQLYHUVLW\�VWXGHQWV·�(QJOLVK�FRPSRVLWLRQ��,Q�WKLV�VWXG\� the researchers employed a pre-test/post-test quasi-experimental research 

design with control and experimental groups. In their comparison of post-tests writing scores, the researchers found out that the 

IOLSSHG�FODVVURRP�PRGHO�KDG�D�SRVLWLYH�HIIHFW�RQ�VWXGHQWV·�ZULWLQJ�DFhievement since the experimental group of students who 

received flipped instruction scored higher than those of the control group on the post-test (p = 0.001). 

 

In a recent study, Ekmekci (2017) tried to investigate the impact of the flipped classroom model on EFL Turkish students' writing 

skills. In this study, the researchers used a pretest/post-test true experimental research design. The participants in this experiment 

were (43) EFL preparatory class students that were categorized into an experimental group of (23) students and a control group of 

(20) students. After one semester of treatment to the two groups of the study, the researcher applied different statistical tools, 

notably paired sample t-test and independent samples t-test, to analyze the scores of the writing post-tests. The statistical analysis 

showed that students in the flipped classroom outperformed those in the traditional classroom (p=0.000). 

 

Another recent study by Karimi and Hamzavi (2017) tried to investigate the effect of the flipped classroom model on Iranian EFL 

learners' reading comprehension skills. To conduct this study, the researchers used a quasi-experimental design with control and 

experimental groups. The sample of this study was composed of (50) EFL students in a private language institute. This sample was 

divided into an experimental and a control group of (25) students in each group. Students in the two groups of the study received 

a reading comprehension pre-test that was designed by the researchers themselves to measXUH�VWXGHQWV·�UHDGLQJ�FRPSUHKHQVLRQ�

skills before the experiment. After one semester of treatment, the researchers administered the reading comprehension post-test 

to investigate if there was any significant difference between the control and experimental group in the target skills. The results of 

the ANCOVA analysis showed that the IOLSSHG� FODVVURRP� PRGHO� KDG� D� SRVLWLYH� HIIHFW� RQ� ()/� ,UDQLDQ� 6WXGHQWV·� UHDGLQJ�

comprehension proficiency (p<0.05). 

 

3. Methodology 

3.1. Research Design 

The present study utilizes a pre-test/post-test quasi-experimental design with control groups. This design is based on assigning 

the participants of the study into experimental and control groups. The experimental group receives an experimental treatment, 

while the control one receives a different treatment or no treatment at all (Fraenkel et al., 2012; Creswell, 2012). The pre-test/post-

test quasi-experimental design is based on pre-testing and post-testing the participants involved in a certain study. These pre-

testing/post-testing procedures make this quasi-experimental research design one of the most powerful designs since pretesting 

assures that any difference between the scores of the pre-test and the post-test is a result of the treatment provided to the 

participants and not of the pre-existing differences between groups before starting the experimental treatment (Muijs, 2004). 

Figure (1) demonstrates the research design of the current study. 
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Figure 1. Research Design of the Study 

 

3.2. Population and Sampling Methods 

The population of the ongoing study is first-year university students who are enrolled in the English department at the Faculty of 

Letters and Human Sciences, Dhar El Mehraz, Fes, Morocco. This population is composed of (1200) students. From this population, 

I sampled (148) students using convenient sampling, which is a type of non-probability sampling (Fraenkel et al., 2012; Ruane, 

2005). The reason behind opting for non-probability sampling is the infeasibility of random assignment of participants to 

experimental and control groups since the population of the study was already divided into groups. Accordingly, the distribution 

of the participants in the groups of the study is demonstrated in the table (1). 

 

Table 1. Distribution of the Respondents in the Groups of the Study 

        Groups                              Experimental                    Control                          Total 

        Group 1                                        37                                  37                                  74 

        Group 2                                        37                                  37                                  74 

         Total                                            74                                  74                                 148 

 

3.3. Course of the Experimental Treatment 

To pave the ground for the coming methodological section that discusses the treatment of the groups involved in this study, it is 

of crucial importance to describe the course content that I intend to teach in the paragraph-writing course, which is the concern 

of this experimental study. Hence, in the treatment that lasted for one semester (14) weeks, I had to teach a set of lessons. The first 

lesson was an introductory session in which I made a general introduction to the course by introducing the basic concepts of 

paragraph-writing to set the ground for the coming lessons. The second lesson was allotted to teaching the types of sentences 

and sentence errors. For the third lesson, I taught the topic sentence as one of the structural components in paragraphs. The fourth 

lesson in the paragraph-writing course was concerned with teaching supporting sentences and details as two important structural 

elements of paragraph-writing. The last structural component of a paragraph, which is the concluding sentence, was taught during 

the fifth lesson of the paragraph-writing course. In the sixth session, I taught coherence and unity as two very important aspects 

of writing. The seventh lesson is a follow-up to the previous one as I discussed different transitional words and their use as cohesive 

markers to establish coherence in paragraphs. Regarding the eight lessons, I had to teach writing mechanics, especially punctuation 

and capitalization. In the ninth session, students were instructed on the writing processes. The last lesson in the paragraph-writing 

course was on descriptive writing. This lesson was covered in three sessions, as the students are required to be exposed to different 

features of descriptive writing and be able to describe persons, objects, and places. 

 

3.4. Treatment of the Control Groups 

The control groups of students taking part in this experiment received the conventional method of instruction, which is lecture-

based, to teach the paragraph-writing course. Consequently, the weekly two hours session classes were centered on the teacher 

as the sole disseminator of knowledge who spends most of the class time lecturing course content, while the practice of writing 

skills takes a small share in the two hours session, as can be demonstrated in the table (2). 

 

Table 2. Timing of the Traditional Classroom Activities 

Traditional Classroom 

Activity                                                                                              Timing 

     Lecture new content                                                                                                 80-85 minutes 

     Guided and independent practice of writing skills                                                   20-25 minutes                

 

The timing of traditional classroom activities is inspired by a lesson plan designed by the pioneers of the flipped classroom model, 

Bergman, and Sams, to teach their chemistry classes. 

          Experimental Groups  

     Flipped Classroom Model 

 

 

             Control Groups 

                                                             Traditional teaching method 

 

          Achievement post-test  

      Classroom engagement scale 

                  Attitudinal scale 

Achievement pre-test 

            Achievement post-test  

      Classroom engagement scale 

                  Attitudinal scale 

Achievement pre-test 
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3.5. Treatment of the Experimental Groups 

Students in the experimental groups received flipped instruction in teaching/learning the paragraph-writing course. Flipped 

instruction, as mentioned in the literature review, is based on inverting the traditional classroom by giving students online lectures 

in electronic format to study independently as homework in order to free the face-to-face class time for working on activities that 

are assigned as homework in traditional classrooms. Hence, the experimental treatment is divided into online and face-to-face 

treatment. 

 

3.5.1. Online Treatment 

Before starting the experimental treatment, I consulted different writing books and online materials in order to design instructional 

videos that are recorded in the form of narrated PowerPoint presentations using Camtasia Studio 8 software2. After recording the 

videos, I uploaded them online for students with hyperlinks to other supplementary materials, and I also tried to provide online 

LQVWUXFWLRQV� WR� JXLGH� VWXGHQWV·� RQOLQH� OHDUQLQJ�� 6WXGHQWV� LQ� WKH� H[SHULPHQWDO� JURXSV� ZHUH� HQFRXUDJHG� WR� VWXG\� WKH� QDUUDWHG�

lectures, check the online materials, and bring their queries into the classroom for discussion. Similarly, online formative quizzes 

for each lesson of the paragraph-writing course were uploaded for students to check their understanding of the elements covered 

in each lesson. 

 

3.5.2. Face-to-face Classroom Treatment 

The online treatment of the experimental group that inverts the norms of conventional classrooms by sending lectures to students' 

homes helped to free class time for the extensive practice of writing skills. To mentor the face-to-face classes, I designed detailed 

lesson plans that fit the time slot of the weekly two hours session. The timing of face-to-face activities is considered a crucial 

element in flipped classrooms, as discussed in the literature review. As a result, the face-to-face class time of the flipped classroom 

in this experiment starts with a short GLVFXVVLRQ�RI������WR������PLQXWHV�RI�WKH�YLGHRV�DQG�RQOLQH�PDWHULDOV�WU\LQJ�WR�DQVZHU�VWXGHQWV· 

questions and clarify any misconceptions, while the remaining class time was devoted for the guided and independent practice of 

writing skills as shown in table (3). 

 

Table 3. Timing of Face-to-Face Activities in the Flipped Classroom 

      Flipped Classroom             

                              Activity                                                                                        Time 

Questions and answers time on the videos and online materials                          20-25 minutes                                  

Guided and independent practice of writing skills                                                 80-85 minutes                  

 

The face-to-face class time of the flipped classroom in this study was student-centered par excellence as students were at the 

center of the learning process. In the flipped classroom, students were engaged thoroughly in the practice of the writing skill 

through solving different task-based and project-based activities under the constructive feedback of the instructor and classmates. 

In addition, students in this classroom had the chance to engage in different learning patterns that include pair and group work 

activities, which permit students to scaffold each other learning and construct knowledge. The free class time in the flipped 

classroom also allowed me to give all students individual instruction and feedback when needed and to assign different face-to-

face formative quizzes. 

 

3.6. Data Collection Instruments 

To collect data for the ongoing study that attempts to investigate the effects of the flipped FODVVURRP�PRGHO�RQ�XQLYHUVLW\�VWXGHQWV·�

writing achievement, I designed a writing achievement pre-test and a post-WHVW�LQ�RUGHU�WR�PHDVXUH�VWXGHQWV· writing proficiency 

before and after the experimental treatment.  

 

3.6.1. Writing Achievement Pre-test 

Before starting the experimental treatment, I designed an achievement writing pre-test to DVVHVV�VWXGHQWV·�ZULWLQJ�SURILFLHQF\��7KH�

pre-test consists of 10 activities that aim to test all the components of the paragraph-writing course. The first activity intends to 

WHVW�VWXGHQWV·�NQRZOHGJH of writing mechanics, namely punctuation and capitalization. The second activity assesses the appropriate 

use of cohesive markers in paragraphs writing. Activity number (3) evaluates coherence in paragraphs. Activities number (4), (5), 

and (6) are concerned with testing the structural elements of a paragraph: the topic sentence, supporting sentences and details, 

and the concluding sentence. The seventh task deals with unity in writing paragraphs. Activities (8) and (9) are designed to test 

VWXGHQWV·�NQRZOHGJH�RI�WKH�W\SHV�RI�VHQWHQFHV�DQG�VHQWHQFH�HUURUV��7KH last task is a writing prompt that asks students to write a 

descriptive paragraph as discourse knowledge is best assessed within the writing context (Scott, 1996). 
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3.6.2. Writing Achievement Post-test 

The achievement post-test is the same as the pre-test at the level of difficulty, and the number of exercises students are required 

to answer. The only difference between the pre-test and the post-test is the wording of the content, as students were given 

different paragraphs and sentences to work on. The reason behind changing the wording of the writing post-test activities is to 

avoid students' familiarity with the pre-test's content, which may decrease the reliability of the post-test results, as this is the main 

problem with pre-test/posttest experimental research designs (Creswell, 2012; Cohen et al., 2007). 

 

3.7. Internal Reliability Measures in the Current Study 

To ensure the internal reliability of the instruments designed to collect data for the present VWXG\��&URQEDFK·V�DOSKD�WHFKQLTXH�ZDV�

XVHG� WR� FKHFN� WKH� FRQVLVWHQF\� RI� WKH� UHVSRQGHQWV·� VFRUHV on the items of each instrument. Therefore, after constructing the 

instruments and modifying their items repeatedly to meet the internal reliability requirements, I ended up with quite a reliability 

result, as Cronbach's alpha coefficient was equal to (0.75). 

 

3.8. External Reliability Measures in the Current Study 

To check the external reliability of the instruments deployed in this study, I went for the test-retest technique during the piloting 

stage. The statistical test used to compare the results from the first to the second administration of the research instruments is the 

Pearson correlation test. The results of the Pearson correlation indicate that there is a strong positive correlation between the 

scores of the first and second administration of the writing achievement test to the respondents as the (r) value is equal to (0.91), 

which assures that the writing achievement test is externally reliable. 

 

3.9. Data Collection and Scoring 

The process of data collection started during the 1st week of the treatment. This week, the writing pre-test was administered to the 

control and experimental groups of students to check if there were any significant differences in the level of writing proficiency 

before starting the treatment. After the treatment to the control and experimental groups that lasted for (14) weeks, I administered 

the writing achievement post-test for the control and experimental groups to compare the writing scores between the groups of 

the study. 

  

After collecting the writing achievement tests, I started grading the tests. The grading process went through two stages. First, I 

graded short answer questions that include fill-in-the-blanks, ordering, and multiple-choice questions that are objective to grade. 

However, the last question on the test that asks students to write a descriptive paragraph on a chosen topic was given to my 

colleagues as grading paragraphs and essays are considered by many educators as subjective and arbitrary in nature; thus, multiple 

scoring is recommended as it gives scores that are reliable (Kroll, 1990; Scott, 1996). 

 

2QFH�VWXGHQWV·�SDUDJUDSKV�ZHUH�JUDGHG�E\�WKUHH�FROOHDJXHV�DQG�WXUQHG�EDFN��,�FKHFNHG�WKH�LQWHU-raters reliability. Accordingly, I 

ran the intra-class correlation coefficient test. This statistical test shows that there is consistency in grading for each rater involved 

in the study, as all the correlation coefficients in the inter-item matrix are above (0,70). 

 

3.10. Data Analysis Procedures 

To answer the two research questions of this study, I used parametrical dependent and independent t-tests to compare the means 

of the experimental and the control groups. The independent samples t-test was applied to compare the writing scores of the 

post-tests between the experimental and the control groups, while the dependent sample t-test ZDV�XVHG�WR�FRPSDUH�VFRUHV·�

improvement before and after the treatment of the two groups of the study (experimental and control). 

 

4. Results of the Study 

4.1. Results of the First Research Hypothesis 

One of the main objectives of the present study is to investigate the effect of the flipped classroom model on students' writing 

proficiency. Based on this objective, I formulated a research hypothesis that claims that the flipped classroom model has a positive 

effect on students' writing proficiency. In this vein, after collecting data, I had to run the independent samples t-test in order to 

confirm or reject this research hypothesis. The results of such examination are displayed in the table (4). 
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Table 4. Independent Samples T-7HVW�RI�6WXGHQWV·�:ULWLQJ�3URILFLHQF\�RQ�WKH�3RVW-test of Paragraph-Writing 

                                                                  Group Statistics                                               T-Test for Equality of Means 

                                                 Groups              N        Mean                Std.                                    t            Sig. (2-tailed)          

                                                                                                             Deviation                                         

Paragraph-Writing         Experimental          74       41,56                4,86                                    12,48               0,000             

        Post-test                       Control                74       32,18                4,25                      

 

The results of the first research hypothesis show that the mean of the experimental group on the writing achievement post-test is 

(41,56), whilst the mean of the control group is equal to (32,18). This indicates that the mean difference between the two groups 

is (9,54). This difference is highly significant as the p-value gets down to (0,000), which is lower than the theoretical value of (0.05). 

This important disparity between the means of the groups denotes that students in the experimental group, who receive flipped 

instruction, outperform those in the control group, who receive traditional instruction in the paragraph-writing course. On this 

ground, the first research hypothesis is confirmed, claiming that the flipped classroom model is effective in enhancing students' 

writing proficiency.  

 

4.2. Results of the Second Research Hypothesis  

The second research hypothesis is closely related to the first one as it seeks to provide meticulous details on the effect of the 

IOLSSHG� FODVVURRP�PRGHO� RQ� VWXGHQWV·� SHUIRUPDQFH� LQ� DOO� WKH� SDUDJUDSK-writing constructs. On this matter, the independent 

samples t-test is applied to inspect all the paragraph-writing constructs included in the current experiment. The results of this 

inspection are presented in table (5). 

 

Table 5. Independent Samples T-d����}(�^�µ��v��[�t�]�]vP�W�}(]�]�v�Ç�}v��Z��W���P���Z-Writing Constructs of the post-test 

                                                                                Group Statistics                                       T-Test for Equality of Means 

                                                         Groups                  N       Mean          Std.                                  t          Sig. (2-tailed)       

                                                                                                                   Deviation   

Writing Mechanics Post-test 
Experimental        74       5,63           2,12                               1,43              0,155             

Control                  74        5,21           1,35                      

Cohesion Post-test 
Experimental        74       6,98           1,89                               7,04              0,000             

Control                  74        5,05           1,40                       

Coherence Post-test 
Experimental        74       7,40           1,90                                8,66              0,000             

Control                  74        4,85           1,66                        

Structural Elements Post-test 
Experimental        74       6,90           1,87                                7,05              0,000             

Control                  74        4,94           1,48                     

Unity Post-test 
Experimental        74       1,41            0,72                               3,09              0,002            

Control                  74        1,04           0,76                        

Sentence structure Post-test 
Experimental       74        7,48           1,82                                5,96              0,000            

Control                 74         5,67           1,87                        

Descriptive Knowledge Post-

test 

Experimental       74        5,72           1,74                                1,19              0,233            

Control                  74        5,40           1,54                       

 

The results of writing mechanics reveal that the mean of the experimental and the control group on the construct of writing 

mechanics are (5.63) and (5.21), respectively. The difference between these two means is equal to (0.42), and it is statistically 

insignificant as the p-value (0.155) is higher than the theoretical value of (0.05). These results denote that the flipped classroom 

model has not made any significant difference between the groups of the study writing mechanics. In regard to cohesion, table 

(40) indicates that the mean of the experimental group is (6.98) and that of the control one is (5.05). The discrepancy between the 

two means is (1.93), which is a highly significant discrepancy as the p-value is equal to (0.000), proving the efficacy of the flipped 

classroom model in teaching/learning cohesion. With respect to coherence, the results inform that the mean of the experimental 

group is (7.40), while that of the control one is (4.85). The difference between these two means, which is equal to (2.55), is 

statistically significant as the p-value falls off to (0.000). These results connote the potency of flipped instruction in 

teaching/learning coherence again. The mean difference between the experimental and the control group of the study on the 

structural elements is (2.05) as the mean of the experimental group is (6.90), whereas that of the control group is (4.94). The 
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difference between the means of the groups is significant as the p-value (0.000) is lower than the theoretical value of (0.05). This 

indicates that the experimental group of students who received the flipped treatment scored higher than students in the control 

group. In reference to unity, we remark that the mean of the experimental group is (1.41) and that of the control group is (1.04). 

The difference between these two means is equal to (0.37). This difference is significant as the p-value is equal to (0.000), which 

confirms that students in the experimental group are of greater proficiency in unity. The results of sentence structure disclose that 

the means of the experimental and the control group are (7.48) and (5.67), respectively. The difference between these two means 

is equal to (1.81), and it is statistically significant as the p-value (0.000) is lower than the theoretical value of (0.05). These results 

denote that the flipped classroom model has a positive impact on students' knowledge of sentence structure. Pertaining to 

descriptive knowledge, it could be observed that the mean of the experimental group is (5.72) and that of the control one is (5.40). 

The difference between the means of the two groups is (0.32), which is not statistically significant as the p-value (0.23) exceeds the 

theoretical value of (0.05), indicating that none of the groups outperforms the other in descriptive knowledge. To this end, the 

second research hypothesis is rejected as the flipped classroom model does not show a positive effect on all constructs of 

paragraph-writing. 

 

5. Discussion 

The findings of the first research hypothesis are consistent with a large number of studies examining the effectiveness of the 

flipped classroom model in teaching/learning writing skills. For instance, the results of a study targeting university students in 

Saudi Arabia informed that flipped instructions have a posiWLYH�LPSDFW�RQ�VWXGHQWV·�ZULWLQJ�SURILFLHQF\��0HUYHW���������In Turkey, 

as another context of an investigation, an experimental study disclosed that students who were taught in a flipped manner had 

better results in the post-test than those who were taught traditionally (Ekmekci, 2017). Another study by Pavanelli (2018) in the 

American context reconfirmed the efficacy of the flipped classroom model in teaching/learning writing skills among university 

students. 

 

It is obvious that all the studies dealing with the effectiveness of the flipped classroom model in teaching/learning the writing skill 

yielded positive results confirming the potency of flipped instructions. This efficacy is not only in the ELT context but also in many 

different disciplines. It seems that the findings of all studies are surprising as none of them report negative results. On this concern, 

it can be noted, with certainty, that the flipped classroom model would lead to positive results if tested with the teaching/learning 

of any skill, as this model has enormous pedagogical benefits for the learner. By way of illustration, this model offers a student-

centered learning environment in which the student is learning by doing different tasks and project-based activities that were 

proved to reinforce the subject matter (Aghayani & Hajmohammadi, 2019; Ahmed & Bidin, 2016). Similarly, the increased 

interaction and feedback in flipped classrooms would certainly enhance students' learning as interaction and feedback are 

considered the key elements for successful language learning (Gass, 1997; Long, 1996; Pica, 1994). The flipped classroom also 

enables students to take different online and face-to-face formative quizzes that help them, and their teachers check if learning is 

taking place or if there is a need for remedial work to assure complete mastery of content knowledge. In the same vein, flipped 

instructions give students agency over their learning by delivering an online lecture for students to study at their own pace till they 

achieve an absolute proficiency in the target skill.    

 

The second research hypothesis goes in line with the first one as it aims to give an in-depth analysis of the impact of the flipped 

FODVVURRP�PRGHO�RQ�VWXGHQWV·�DFKLHYHPHQW�LQ�WKH�SDUDJUDSK-writing constructs, namely writing mechanics, cohesion, coherence, 

structural elements, unity, sentence structure, and descriptive knowledge. The results of the second research hypothesis are 

corroborated by some studies that examined the efficiency of the flipped classroom model in the ELT context. A study by Mervat 

(2016) revealed that students' writing skills, including appropriate ideas and content, sentence structure, organization of the written 

text, and style, were improved for students in the flipped classroom. On the same concern, Yoon and Lee (2010) reported that a 

blended learning environment enhanced Korean university students' writing skills in general and some paragraph constructs in 

particular. These constructs include structural elements, writing mechanics, sentence structure, and content. The flipped classroom 

model also showed a significant impact on the accurate use of cohesive devices among first-year university students in Chennai 

(Florence & Sherine, 2017).     

 

These findings confirm again the effectiveness of the flipped classroom model in teaching/learning different aspects of paragraph-

writing, specifically the structural elements of the paragraph, coherence, cohesion, unity, and sentence structure. The efficacy of 

the model would be imputed to the rich pedagogical implications of the flipped classroom model. By way of illustration, the free 

class time in flipped classrooms provides students enough time to engage in intense practice of the writing skill that requires much 

practice for successful mastery (Harmer, 2004; Klimova, 2014; Tai, 2017). Besides, differentiation is another characteristic of flipped 

instructions. This characteristic allows instructors to meet the needs of learners by differentiating classroom activities, the mode 

and pace of working on those activities, and many other teaching/learning processes. This differentiation in the teaching/learning 

process was proved to enhance students' achievement in different language skills, including the writing skill, which is the concern 

of this study (Adami, 2004; Endal et al., 2013). The flipped classroom model also integrates the principles of competency-based 
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learning since it gives students open access to online lectures and quizzes to study repeatedly until they achieve complete mastery 

of the required competencies before moving to advance ones. The principles of competency-based learning are also apparent in 

the face-to-face part of the flipped classroom model that engages students thoroughly in the practice of the required skill in order 

to achieve great competency in the subject matter. Despite the great potency of the flipped classroom model in enhancing students 

writing skills, it is worth mentioning that the model has not made a significant impact on writing mechanics and descriptive 

knowledge in the current study. This could be ascribed to a number of reasons. For writing mechanics, namely punctuation and 

capitalization, it can be noted that there are interlingual and intralingual factors that hinder the mastery of these writing constructs 

(Brown, 2000; Kaweera, 2013). The interlingual factor refers to L1 interference as the rules of punctuation and capitalization are not 

universal (Awad, 2012; Carroll & Wilson, 1993; Byrne, 1988). The intralingual factor is developmental since it stands for the 

difficulties students face while learning a certain skill (Brown, 2000). This factor would certainly have a greater impact on the results 

of the present study for the reason that the participants involved in this study are first-year university students in the developmental 

process. This is, indeed, the case considering the fact that writing is not taught as a separate subject in high school, and therefore 

its constructs are not studied thoroughly and meticulously (Salamin et al., 2016; Awad, 2012). Hence, the results of writing 

mechanics would have been different if the study had involved advanced learners. The negative results of descriptive knowledge 

would probably be attributed to the fact that in writing descriptive paragraphs, students find themselves doubly challenged; first, 

in producing a paragraph that meets the academic standards of organization, coherence, unity, development, and writing 

mechanics, and second in including the linguistic and discourse features of descriptive writing properly in their writing. Therefore, 

students would find it hard to produce a descriptive paragraph that meets all those requirements.  

 

6. Conclusion 

7KH�FXUUHQW�VWXG\�WKDW�DLPHG�DW�LQYHVWLJDWLQJ�WKH�LPSDFW�RI�WKH�IOLSSHG�FODVVURRP�PRGHO�RQ�XQLYHUVLW\�VWXGHQWV·�writing proficiency 

UHYHDOHG�WKDW�WKH�PRGHO�LV�RI�JUHDW�HIILFDF\�LQ�LPSURYLQJ�VWXGHQWV·�ZULWLQJ�SHUIRUPDQFH�LQ�JHQHUDO�DQG�WKH�ZULWLQJ�RI�PRVW�RI the 

paragraph's constructs in particular. Based on the positive results of this study, some of the pedagogical recommendations are 

directed to educators and decision-makers in the Moroccan context.  

 

First, there is an urgent need to shift from teacher-centered learning pedagogies into student-centered ones by making the learner 

at the center of the learning process. This shift into student-centered pedagogies offers students many pedagogical benefits. For 

instance, the flipped classroom model as one of these student-centered pedagogies proved to offer numerous pedagogical 

benefits to learners. It enables them to engage in an active learning environment where they learn by doing different problem and 

project-based activities under the guidance and feedback of the instructor and classmates. This learning pedagogy also enables 

the instructor to differentiate learning patterns by involving students in individual, peer, and group work activities and different 

assessment tasks. 

 

Second, teachers are required to create blended learning environments in which the student benefits from online and face-to-face 

learning modalities. The online learning modality is essential in fostering learners' autonomy and meeting their learning pace and 

style. On the other side, the face-to-face learning environment is of great help in discussing and applying online knowledge. This 

active learning environment, face-to-face, gives a chance for the intense practice of the target skill under constructive and 

collaborative feedback and guidance of the instructor and classmates. Moreover, teachers are highly encouraged to implement 

blended learning models in general and the flipped classroom model, in particular, to enhance students' performance in language 

skills, as revealed by the findings of this experimental study. 

 

Finally, it is extremely important to note that English language teachers and learners directed complaints about the difficulty of 

teaching and learning English as a foreign language (Crystal, 2010). This difficulty and complexity aggravate the teaching and 

learning of the writing skill that requires intense practice and feedback (Nunan, 1999; Richards & Renandya, 2002). Therefore, 

English language teachers need to find ways to use online technologies to ease the endeavor of English language teaching and 

learning. In the same way, teachers are urged to deploy technology-based learning modalities like the flipped one in order to free 

up class time for the intense practice of language skills, especially writing, which demands much practice. 

 

Funding: This research received no external funding. 

Acknowledgment: I am sure that without the collaboration of students and the other author, this work could not have been 

accomplished. Therefore, well-deserved thanks to all people who helped in the fulfillment of this study.  

Conflicts of Interest: The authors declare no conflict of interest. 

 

 

 

 

 



7KH�(IIHFWV�RI�WKH�)OLSSHG�&ODVVURRP�0RGHO�RQ�8QLYHUVLW\�6WXGHQWV·�:ULWLQJ�3URILFLHQF\ 

Page | 64  

References 

[1] Adami, A. F. (2004). Enhancing students' learning through differentiated approaches to teaching and  learning: A Maltese perspective. 

Journal of Research in Special Educational Needs, 4(2), 91-97. https://doi.org/10.1111/j.1471-3802.2004.00023.x  

[2] Aghayani, B., & Hajmohammadi, E. (2019). Project-%DVHG�/HDUQLQJ��3URPRWLQJ�()/�/HDUQHUV·�:ULWLQJ�6NLOOV����LLT Journal: A Journal on 

Language and Language Teaching, 22(1).  https://doi.org/10.24071/llt.2019.220108   

[3] Ahmed, R. Z., & Bidin, S. J. (2016). The effect of task-based language teaching on writing skills of EFL learners in Malaysia. Open Journal of 

Modern Linguistics, 06(03), 207-218. https://doi.org/10.4236/ojml.2016.63022  

[4] Awad, A. (2012). The Most Common Punctuation Errors Made by the English and the TEFL Majors at            An-Najah National University. 

An-Najah University Journal for Research, 26(1). URI:  http://hdl.handle.net/20.500.11888/2247 

[5] Bajzek, D., Brooks, J., Jerome, W., Lovett, M., Rinderle, J., Rule, G., & Thille, C. (2008). Assessment and instruction: Two sides of the same coin. 

In C. Bonk, M. Lee & T. Reynolds (Eds.), Proceedings of World Conference on E-Learning in Corporate, Government, Healthcare, and Higher 

Education 2008 (pp. 560²565). Chesapeake, VA: AACE. Retrieved from https://www.learntechlib.org/p/29661/  

[6] Bakerson, M., Trottier, T., & Mansfield, M. (2015). The Value of Embedded Formative Assessment: An Integral Process in Online Learning 

Environments Implemented Through Advances in Technology. In Koo, S., Liu, X., & Wachira, P. (2015) (Eds.), Assessment in online and 

blended learning environments (pp. 3-19). Charlotte, North Carolina: Information Age Publishing, Inc. 

[7] Balula, A., Vasconcelos, S., & Moreira, A. (2019). Developing academic skills in blended environments.  Journal of Teaching English for Specific 

and Academic Purposes, 303.   https://doi.org/10.22190/jtesap1903303b 

[8] Bellefeuille, G. (2006). Rethinking reflective practice education in social work education: A blended   constructivist and objectivist 

instructional design strategy for a web-based child welfare practice course. Journal of Social Work Education, 42(1), 85-103. 

http://www.jstor.org/stable/23044080  

[9] Bergmann, J. & Sams, A. (2015). Flipped Learning for Elementary Instruction. Washington DC: International Society for Technology in 

Education. 

[10] %HUJPDQQ��-���	�6DPV��$����������)OLS�\RXU�VWXGHQWV·�OHDUQLQJ��Educational Leadership, 70(6), 16-20.   https://www.ascd.org/el/articles/flip-

your-students-learning  

[11] Bergmann, J.,& Sams, A. (2012a). Flip your classroom: Reach every student in every class every day.  International Society for Technology in 

Education. Washington, D.C. 

[12] Boud, D. J. (2007). Rethinking Assessment for Higher Education: Learning for the Longer Term. London, UK: Routledge. 

[13] Brown, H. (2000). Principles of Language Learning and Teaching. New Jersey: Prentice-Hall Inc. 

[14] Bruner, J. E. (1990). Acts of meaning. Cambridge, MA: Harvard University Press. 

[15] %XWW��$����������6WXGHQWV·�9LHZV�RQ�WKH�8VH�RI�D�)OLSSHG�&ODVVURRP�$SSURDFK��(YLGHQFH�IURP�$XVWUDOLD���Business Education & Accreditation, 

6(1), 33-43.  http://ezproxy.csusm.edu/login?url=http://search.proquest.com/docview/1446438932?accountid=1  

[16] Byrne, D. (1988). Teaching writing skills. London: Longman Press. 

[17] Carroll, J. A., & Wilson, E. E. (1993). Acts of teaching: How to teach writing: a text, a reader, a narrative. Greenwood: Teacher Idea Press. 

[18] Creswell, W. J. (2012). Educational Research: Planning, Conducting and Evaluating Quantitative and Qualitative Research (4th.ed). Library of 

Congress: Pearson Education. 

[19] Crystal, D. (2010). The Cambridge Encyclopedia of Language (3rd ed.). Cambridge: Cambridge University Press. 

[20] Cockrum, T. (2014). Flipping Your English Class to Reach All Learners: Strategies and Lesson Plans. New York: Routledge. 

[21] Conklin, W. (2012). Higher-Order Thinking Skills to Develop 21st Century Learners. Huntington Beach: Shell Education. 

[22] Ekmekci, E. (2017). The Flipped Writing Classroom in Turkish EFL Context: A Comparative Study on a  New Model. Turkish Online Journal of 

Distance Education, 18 (2), 151-167.     https://doi.org/10.17718/tojde.3065666  

[23] Endal, G., Padmadew, N., & Ratminingsih, M. (2013). The Effect of Differentiated Instruction and  Achievement Motivation on SWXGHQWV·�

Writing Competency. EJournal Universitas Pendidikan Ganesha, 1(3). https://media.neliti.com/media/publications/118578  

[24] Florence, S. & Sherine, S. (2017). Teaching Connectives through Flipped Classes for Tertiary Students: A Study. Journal of Technology for ELT, 

7(2). ISSN (Online): 2231-4431 

[25] Fulton, K. P. (2012). 10 reasons to flip. Phi Delta Kappan International, 94 (2), 20-24.   https://doi.org/10.1177/003172171209400205 

[26] Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2012). How to Design and Evaluate Research in Education (8th.ed). New York, NY: McGraw-Hill 

Education.  

[27] Graham, C. R. (2004). Blended learning systems: Definitions, current trends, and future directions. In C. J. Bonk & C. R. Graham (Eds.), 

Handbook of blended learning: Global perspectives, local designs  (pp. 3²21). San Francisco: Pfeiffer. 

[28] Hamdan, N., McKnight, P., McKnight, K., & Arfstrom, K. M. (2013). A review of flipped learning.  

https://flippedlearning.org/wpcontent/uploads/2016/07/LitReview_FlippedLearn.  

[29] Hattum-Janssen, N.V., & Pimenta, P.C.C. (2006). Peer and Self-assessment in Portuguese Engineering Education. In T.S. Roberts (Ed.), Self, 

Peer, and Group Assessment in E-learning (pp. 64-84). Hershey PA: IGI. 

[30] Harmer, J. (2004). How to Teach Writing. Essex, England: Pearson Education Limited. 

[31] Herreid, C. F., & Schiller, N. A. (2013). Case Studies and the Flipped Classroom. Journal of College Science Teaching, 42(5), 62-66. 

https://www.researchgate.net/publication/264860  

[32] Horn, M. B. & Staker, H. (2015). Blended: Using Disruptive Innovation to Improve Schools. Jossey Bass: A Wiley Brand 

[33] Horn, M, B. (2013). The Transformational Potential of Flip Classrooms: Different Strokes for Different Folks. Education Next, 13 (3). 

https://www.educationnext.org/wpcontent/uploads/2020/03/ednext_XIII_3_whatnext.pdf  



JELTAL 4(2): 53-66 

 

Page | 65  

[34] Gass, S. M. (1997). Input, Interaction, and the Second Language Learner. Mahwah, NJ: Lawrence Erlbaum. 

[35] Guenther, B. (2001). BUILDING BLOCKS: An Introductory Book in Composition for Moroccan Students of English. Casablanca, MA: Faculty of 

Letters and Human Sciences, Dahr El Mehraz, Fes. 

[36] Karimi, M., & HaP]DYL��5����������7KH�HIIHFW�RI�WKH�IOLSSHG�PRGHO�RI�LQVWUXFWLRQ�RQ�()/�OHDUQHUV
�UHDGLQJ�FRPSUHKHQVLRQ��/HDUQHUV·�DWWLWXGHV�

in focus. Advances in Language and Literary Studies, 8(1), 95.  https://doi.org/10.7575/aiac.alls.v.8n.1p.95  

[37] Kaweera, C. (2013). Writing Error: A Review of Interlingual and Intralingual Interference in EFL Context. English Language Teaching, 6(7). 

https://doi.org/10.5539/elt.v6n7p9  

[38] Khan, S. (2012). The One World Schoolhouse: Education Reimagined. New York: Twelve. 

[39] Koeller, M. (2012). From Baby Boomers to Generation Y Millennials: Ideas on How Professors Might Structure Classes for this Media 

Conscious Generation. Journal of Higher Education Theory and Practice,  12(1), 77-82. https://www.researchgate.net/publication/291160365  

[40] Kroll, B. (1990). Second Language Writing. Cambridge University Press. 

[41] Klimova, B. F. (2014). Approaches to the teaching of writing skills. Procedia ² Social and Behavioral Sciences, 112, 147-151. 

https://doi.org/10.1016/j.sbspro.2014.01.1149  

[42] Lage, M. J., Platt, G. J., and Treglia, M. (2000). Inverting the classroom: A gateway to creating an inclusive learning environment. Journal of 

Economic Education 31 (1): 30-43.   https://doi.org/10.2307/1183338  

[43] Leis, A., Cooke, S., & Tohei, A. (2015). The Effects of Flipped Classrooms on English Composition Writing in an EFL Environment. International 

Journal of Computer-Assisted Language Learning and    Teaching, 5(4). https://doi.org/10.4018/IJCALLT.2015100103  

[44] Long, M. H. (1996). The Role of the Linguistic Environment in Second Language Acquisition. In W. C.  

[45] Ritchie, & T. K. Bhatia (Eds.), Handbook of second language acquisition (413²468). San Diego: Academic Press. 

[46] Lyster, R., L. Ranta, (1997). Corrective Feedback and Learner Uptake: Negotiation of Form in Communicative Classrooms. Studies in Second 

Language Acquisition, 19 (1), 37-66. https://doi.org/10.1017/S0272263197001034  

[47] Mervat, A, S. (2016). The Effect of a Flipping Classroom on Writing Skill in English as a Foreign /DQJXDJH�DQG�6WXGHQWV·�$WWLWXGH�WRZDUGV�

Flipping. US-China Foreign Language, 14(2), 98-114. https://doi.org/10.17265/1539-8080/2016.02.003 

[48] Muijs, D. (2004). Doing Quantitative Research in Education: With SPSS. Thousand Oaks, CA: SAGE.  

[49] Norris, J. M., Ortega, L. (2000). Effectiveness of L2 Instruction: A Research Synthesis and Quantitative Meta-analysis. Language Learning, 50: 

417-528. https://doi.org/10.1111/0023-8333.00136  

[50] Nunan, D. (1999). Second Language Teaching and Learning. Boston: Heinle & Heinle Publishers. 

[51] Oshima, A., & Hogue, A. (2007). Introduction to Academic Writing (3rd ed.). White Plains, NY: Pearson Education, Inc. 

[52] Oshima, A., & Hogue, A. (2006). Writing academic English. (4th ed.). White Plains, NY: Pearson Longman. 

[53] Osguthorpe, R.T. & Graham, C.R. (2003). Blended Learning Environments: Definitions and Directions. Quarterly Review of Distance Education, 

4(3), 227-233.   https://www.learntechlib.org/p/97576/ 

[54] Pavanelli, R. (2018). The flipped classroom: A mixed-methods study of academic performance and student perception in EAP writing 

context. International Journal of Language & Linguistics, 5(2). https://doi.org/10.30845/ijll.v5n2a3  

[55] Pettenati, M. C., & Cigognini, M. E. (2007): Social Networking Theories and Tools to Support Connectivist Learning Activities. International 

Journal of Web-Based Learning and Teaching Technologies, 2(3), 42-61. https://www.researchgate.net/publication/220295427 

[56] Pica, T. (1994). Research on negotiation: What Does it Reveal about Second-Language Learning Conditions, Processes, and Outcomes? 

Language Learning, 44, 493²527.  https://doi.org/10.1111/j.1467-1770.1994.tb01115.x  

[57] Prawat, R.S. (1996) Constructivism, Modern and Postmodern, Educational Psychologist, 31, 3/4, 215²225. 

https://doi.org/10.1080/00461520.1996.9653268  

[58] Ray, B. B., & Powell, A. (2014). Flipping the Classroom in a Teacher Education Course. In J. Keengwe, G. Onchwari & J. Oigara (Eds.), 

Promoting Active Learning through the Flipped Classroom Model (1-22). Hershey: Information Science Reference. 

[59] Richardson, W. (2010). No More One-Size-Fits-All Learning: The Federal Government Finally Gets 21st Century Learning Right. District 

Administration, 46(7), 85-85. 

[60] Richards, J.C., & Renandya, W.A. (Eds.). (2002).Methodology in language teaching: An anthology of current practice (5th.ed). Cambridge: 

Cambridge University Press. 

[61] Richards, J. (1990). The Language Teaching Matrix. England: Cambridge University Press. 

[62] Ronchetti, M. (2010). Using Video Lectures to Make Teaching More Interactive. International Journal of Emerging Technologies in Learning 

(iJET), 5 (2). https://doi.org/10.3991/ijet.v5i2.1156  

[63] Ruane, J. M. (2005). Essentials of Research Methods: A Guide to Social Science Research. Hoboken, NJ: Blackwell Publishing.  

[64] Salamin, A., Farrah, M., Zahida, R., & Zaru, N. (2016). An Investigation into Punctuation and Capitalization Errors Made by Hebron University 

EFL Students. An-Najah University Journal for Research, 18(2), 352-333. http://www.alazhar.edu.ps  

[65] Schunk, D. H. (2011). Learning theories: An educational perspective (6th ed.). Library of Congress: Pearson. ISBN-13: 978-0-13-707195-1 

[66] Scott, V. M. (1996). Rethinking foreign language writing. Heinle & Heinle Pub. 

[67] Siemens, G. (2005). Connectivism: A learning theory for the digital age. International Journal of Instructional Technology & Distance Learning, 

2(1). http://www.itdl.org/journal/jan_05/article01.htm  

[68] Stannard, R. (2015). IS THE FLIPPED CLASSROOM RELEVANT TO ELT? EFL Magazine.  https://eflmagazine.com/flipped-classroom-relevant-

elt/ 

[69] Stein, J., & Graham, C. R. (2014). Essentials for blended learning: A standards-based guide. New York: Routledge.  



7KH�(IIHFWV�RI�WKH�)OLSSHG�&ODVVURRP�0RGHO�RQ�8QLYHUVLW\�6WXGHQWV·�:ULWLQJ�3URILFLHQF\ 

Page | 66  

[70] Strayer, J. F. (2012). How learning in an inverted classroom influences cooperation, innovation, and task orientation. Learning Environments 

Research, 15(2), 171-193. https://doi.org/10.1007/s10984-012-  9108-4  

[71] Tai, P. T. (2017). An Investigation into Finding Common Mistakes of Writing Skills by Team Working on Facebook. Journal of Teaching 

English for Specific and Academic Purposes, 5(4), 639 645. https://doi.org/10.22190/JTESAP1704639T 

[72] Talbert, R. (2012). Inverted Classroom. Colleagues, 9 (1), Article 7. Retrieved June 26, 2021, from 

http://scholarworks.gvsu.edu/colleagues/vol9/iss1/7  

[73] Tomlinson, C. (2005). Grading and differentiation: Paradox or good practice? Theory into Practice, 44(3), 262-269. 

http://doi.org/10.1207/s15430421tip4403_11  

[74] Tomlinson, C. A. (2014). The differentiated classroom: Responding to the needs of all learners (2nd ed.). ASCD.  

[75] Tucker, B. (2012). The flipped classroom. Education Next, 12(1), 82-83. http://www.edcationnext.org  

[76] Vaughan, N. (2007). Perspectives on Blended Learning in Higher Education. International Journal on E-Learning, 6(1), 81-94. Waynesville, NC 

USA: Association for the Advancement of Computing in Education (AACE). https://www.learntechlib.org/primary/p/6310/. 

[77] White-Clark, R., DiCarlo, M., & S, N, Gilchriest (2008). Guide on the side: An instructional approach to meet mathematics standards. The High 

School Journal, 91(4), 40-45. URL:   http://www.jstor.org/stable/40364096 

[78] Yoon, S. Y., & Lee, C. H. (2010). The Perspectives and Effectiveness of Blended Learning in L2 Writing of Korean University Students. 

Multimedia-Assisted Language Learning, 13(2), 177-204. https://doi.org/10.15702/mall.2010.13.2.177 

 


