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Abstract

Background: To address some challenges that the large lecture-focused courses have faced in higher education,
the flipped classroom model was implemented in mechanical engineering. The purpose of the study was to
investigate mechanical engineering undergraduate students’ performance in the flipped classroom. A
comprehensive analysis was conducted to investigate the pedagogical benefits of active learning in the flipped
classroom from a self-determination theory perspective. To evaluate the effectiveness of the flipped classroom,
students’ academic achievements in the flipped classroom were compared with the ones in the traditional lecture
format. Moreover, to explore in-depth students’ learning experiences and their perceptions about the flipped
classroom, students’ open-ended surveys were analyzed.

Results: Results demonstrated that students in the flipped classroom performed better and favored the new model,
feeling that flipped classroom was useful and helpful in preparing for the course. The qualitative findings showed that
students felt that they benefited from the pre-week online lectures in the flipped classroom to prepare for the course.

Conclusions: The current study shows that the flipped classroom model has the potential to create an autonomy-
supportive learning environment and provide beneficial learning experiences. This study highlights the benefits of and
future direction for implementing the flipped classroom in traditional mechanical engineering courses.
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Introduction
As undergraduate students’ enrollment in institutions
has significantly increased across the USA, large classes
that heavily relied on a lecture format have become
more common throughout higher education (Cuseo,
2007; Toth & Montagna, 2002). However, the large
lecture-focused courses have faced challenges, such as
having higher withdrawal rates and impeding student
engagement in course activities, which may be related to

deficits in students’ academic achievement (Becker &
Powers, 2001; Cuseo, 2007; Lax et al., 2017). To address
these challenges, there has been an attempt to redesign
or transform large-lecture courses to make a more active
and student-centered environment (Hudson et al., 2014;
Hudson et al., 2015). College instructors reorganize in-
structional design to improve students’ interaction, en-
gagement, and academic achievement (Herrmann et al.,
2003; Hudson et al., 2014). They incorporate effective
pedagogical strategies, along with new technologies, into
their courses with large numbers of students to promote
students’ learning experiences in traditional classroom
settings (Boose, 2001; Graves & Twigg, 2006; Riffell &
Sibley, 2004). These course redesign efforts provide a
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learning environment to improve student engagement
and learning outcomes (Drab-Hudson et al., 2012;
Fedesco & Cary, 2016; Herrmann et al., 2003; Hudson
et al., 2014; McLaughlin et al., 2014).
To respond to the recent paradigm shift from the trad-

itional classroom to interactive course redesigned class-
room, the flipped classroom model was implemented in
the undergraduate curriculum in the school of mechan-
ical engineering at a large Midwest university. The
course was redesigned to improve students’ perceptions
of learning and learning outcomes as part of the
campus-wide course transformation program (Levesque-
Bristol, Flierl, et al., 2019) that empirically examines
whether the course design leads to desirable learning
benefits and outcomes.

Flipped classrooms in higher education
Engineering education should provide several essential
pieces of training for students to develop problem-
solving skills and substantial technical knowledge so that
they can handle real-world issues in the workforce
(Bishop & Verleger, 2013; Mason et al., 2013). However,
faculty in engineering fields encounter several challenges
in teaching a large-enrollment engineering class (Bongey
et al., 2005; Herrmann et al., 2003). They might need to
provide opportunities for students to actively engage
with the material and to apply it to relevant fields, as
well as to cover an extensive amount of teaching mate-
rials in class (Velegol et al., 2015). To address this chal-
lenge in a large-lecture classroom, a flipped classroom
model has been applied in diverse engineering education
fields (Davies et al., 2013; Dollar & Steif, 2009; Kaner &
Fielder, 2005). According to the definition from several
scholars, the flipped classroom is a pedagogical model
where learning content is presented by individual on-
line instructions prior to in-class meetings; and face-to-
face, in-class time can be used for interactive group
learning tasks and active learning (Albert & Beatty, 2014;
Baker, 2000; Bishop & Verleger, 2013; Bland, 2006; Kerr,
2015; Strayer, 2012; Thai et al., 2017; Thorne, 2003). Be-
cause the individual online instruction is a supplemen-
tary session to support in-class interactive time, the
flipped classroom model builds a mixture of online lec-
tures and traditional face-to-face in-class time, which
highlights learner-centered instruction (Gilboy et al.,
2015; Thai et al., 2017).
The flipped classroom model has been widely applied

in higher education, and the body of research regarding
the flipped classroom is growing in various fields (Albert
& Beatty, 2014; Bishop & Verleger, 2013; Kerr, 2015;
Mason et al., 2013; O’Flaherty & Phillips, 2015; Simpson
& Richards, 2015; Thai et al., 2017; Yough et al., 2019).
The distinct characteristics of the flipped classroom to
promote active learning were discussed in previous

research on higher education (Fulton, 2012; Gilboy et al.,
2015; Mason et al., 2013; Thai et al., 2017; Velegol et al.,
2015). First, a flipped classroom adopts web-based and
pre-recorded lectures to complement face-to-face time
in the classroom-lecture setting (Thai et al., 2017). The
pre-recorded lectures offer students more flexibility to
learn new concepts or materials and to review funda-
mental concepts at their own pace and on their own
time (Fulton, 2012; Johnston et al., 2013; McLaughlin
et al., 2014). For this reason, students view the flipped
classroom favorably (Fulton, 2012; Velegol et al., 2015).
Also, once videos are recorded, these materials and
classroom activities can be used in future classes (Mason
et al., 2013). This type of online lecture is used as a com-
plement to traditional face-to-face instruction that offers
students the opportunity to review challenging concepts
and catch up with missed classes (Johnston et al., 2013).
Moreover, because students learn fundamental con-

cepts before attending classes, they are encouraged to
engage in deeper learning through interactions during
the in-class time (Gilboy et al., 2015; Kanelopoulos et al.,
2017). In a traditional classroom where the course con-
tents are delivered mainly by the instructor, students
hardly interact with course materials or their peers dur-
ing the class (Velegol et al., 2015). In the flipped class-
room, however, because the course contents are
delivered via online prior to the in-class time, students
can have more face-to-face interactions with the in-
structor or peers and receive more individualized feed-
back during classroom activities (Zappe et al., 2009).
Thus, students are more likely to actively engage in the
course activities rather than passively listen to didactic
lectures. Moreover, the flipped classroom allows instruc-
tors to apply various interactive teaching formats (Lage
et al., 2000; Zappe et al., 2009). As a result, flipped class-
rooms offer a platform where students engage in active
learning exercises in class such as problem-based learn-
ing and group work (Fulton, 2012; Mason et al., 2013;
McLaughlin et al., 2014). Instructors in flipped class-
rooms can give immediate feedback to students while
students actively work in learning activities requiring
higher levels of Bloom’s cognitive taxonomy (Gilboy
et al., 2015). Because students receive more individual-
ized feedback while engaging in those activities in class,
they can benefit from this interactive environment (Vele-
gol et al., 2015). Previous research has shown that stu-
dents in the flipped classroom were more likely to
engage actively with the learning process and enjoyed
interacting with faculty and peers during class time
(Herried & Schiller, 2013; Velegol et al., 2015).
More importantly, the flipped classroom improves

learning. The flipped classroom model has a positive ef-
fect on self-efficacy and intrinsic motivation (Thai et al.,
2017). This format fosters students’ engagement and
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enables students to be prepared for higher-order aca-
demic activities such as problem-solving (Bishop & Ver-
leger, 2013; Gilboy et al., 2015). Furthermore, this
teaching approach has a positive impact on the accom-
plishment of student learning outcomes compared to a
traditional classroom (Albert & Beatty, 2014; Roach,
2014). Some studies have shown that students in the
flipped classroom demonstrate better academic perfor-
mances than those in the traditional classroom (Lax
et al., 2017; Mason et al., 2013). However, considering
the mixed results regarding the effectiveness of the
flipped classroom model (e.g., Yough et al., 2019), more
research is needed on actual students performance to in-
vestigate the effectiveness of flipped classroom models
(Kim et al., 2014).
Finally, the flipped classroom provides benefits to in-

structors, giving them a new role in the active classroom.
Because students learn technical knowledge through on-
line videos prior to the class, instructors can spend less
time presenting technical content, allowing more class
time dedicated to exercises and problem solving (Velegol
et al., 2015). During in-class activities, the instructor acts
as a facilitator or a guide while students complete the
in-class interactive activities and provides additional as-
sistance if students ask for help (Herried & Schiller,
2013; Velegol et al., 2015).
However, the existing literature reveals that it is lim-

ited in its discussion of methodological and theoretical
perspectives on the flipped classroom (Karabulut-Ilgu
et al., 2018). Previous literature has primarily focused on
students’ satisfaction and perception of the class. More
research is needed to assess students’ actual performance
in the flipped classroom (Kim et al., 2014). Also, re-
search needs to include more students’ voices and opin-
ions to reflect their perceptions of the flipped classroom.
Moreover, there is a need for instructors to implement
the flipped approach in engineering courses. Research
should aim to provide some specific guidelines to other
instructors who are interested in implementing the
flipped classroom approach. More importantly, the re-
search on flipped classrooms needs a theoretical frame-
work to explain why implementing the flipped approach
works in large-lecture engineering courses. Our study
bridges the gaps in current research.

Self-determination theory
Self-determination theory (SDT) provides a theoretical
framework to guide the course transformation in mech-
anical engineering courses (Deci & Ryan, 2002; Ryan &
Deci, 2017). The course redesign was aimed to create a
student-centered and autonomy-supportive learning en-
vironment where students take the initiative and actively
engage in their own learning (Levesque-Bristol, Flierl,
et al., 2019; Levesque-Bristol, Maybee, et al., 2019). SDT

supports the idea of an autonomy-supportive learning
environment where students’ basic needs are met and
their autonomous motivation increases (Deci & Ryan,
2002; Ryan & Deci, 2017). According to SDT tenets, to
empower individuals’ optimal psychological develop-
ment, growth, and well-being, three different types of
basic human psychological needs should be fulfilled: au-
tonomy, competence, and relatedness (Deci & Ryan,
2002; Ryan & Deci, 2017). SDT (Ryan & Deci, 2017) sug-
gests that when students are given choices or options in
the learning process, they become autonomous (auton-
omy). Also, students can feel competent when they be-
lieve that they are able to deal with challenges in tasks
and develop skills that they are expected to achieve
(competence). Finally, when students get involved in car-
ing relationships in the learning process, they feel con-
nected to one another (relatedness). Students’
experiences in a learning environment that support stu-
dents’ autonomy, competence, and relatedness are more
likely to produce desirable learning outcomes such as in-
trinsic motivation, subjective well-being, higher achieve-
ments, and adaptive learning approaches (e.g., Levesque
et al., 2004; Ryan & Deci, 2000, 2017).
Reeve (2006) introduced what an autonomy-

supportive learning environment looks like in a class-
room. In this type of learning environment, instructors
promote students’ inner motivational aspects so that
they are more likely to feel autonomous and competent
in dealing with challenging tasks and connected with
their peers and instructors, which, in turn, foster their
autonomous motivation (Reeve & Jang, 2006; Ryan &
Deci, 2000). Autonomy-supportive environments pro-
vide the instructional tasks around students’ inner mo-
tivational resources and informational feedback to
achieve learning objectives (Reeve, 2006, 2009). More
importantly, instructors with autonomy support attempt
to structure a learning environment wherein students
clearly understand what they are expected to do (Reeve,
2006). They have freedom in their choice in learning
tasks and work in their own approach with self-pacing
and receiving adequate assistance when they get stuck in
the learning process (Reeve, 2006, 2009; Reeve & Jang,
2006). Numerous studies showed that the autonomy-
supportive environments were significantly associated
with students’ positive learning experiences such as au-
tonomous motivation, greater involvement, more per-
sistence, and learning outcomes (Haerens et al., 2015;
Jang et al., 2010; Vansteenkiste et al., 2012).
In this study, the flipped classroom model is as-

sumed to contribute to creating an autonomy-
supportive learning environment. First, the flipped
classroom allows students to learn with self-paced on-
line videos so that they can work on their own
(McLaughlin et al., 2014). As the online materials can
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be used at their pace and at their preferred time, the
flipped classroom meets students’ autonomy and com-
petence needs. Moreover, because the flipped class-
room enables students to spend more interactive in-
class time, it creates scaffolding where students can
receive more personalized feedback during in-class
tasks, nurturing students’ competence and relatedness
needs (Yough et al., 2019). Besides, instructors can ar-
range the in-class interactive activities around stu-
dents’ interests and preferences to support their
autonomy (Reeve, 2009) as students learn the tech-
nical or fundamental knowledge before the in-class
time. This in-class time enables students to actively
engage in learning tasks and become active learners.
As a result, it is expected that students’ academic
achievement would improve in this autonomy-
supportive and active learning classroom environment,
as opposed to a passive one.

Implementation of flipped classrooms in a
mechanical engineering course
Study context
The flipped classroom was piloted in a mechanical en-
gineering class at a large Midwest university. This
course studies the statics of deformable materials upon
applying external mechanical forces and/or thermal load.
The key elements of the class include stress and strain
in machine elements; mechanical properties of materials;
extension, torsion, and bending of members; thermal
stress; failure analysis; and design of a variety of
structures.

Pre-lecture video
In the pilot session lectured by the co-author Zhao, pre-
lecture videos were recorded and edited in Camtasia and
uploaded to Blackboard. Each video was 10 to 15 mi-
nutes long and covered the concepts of the topics that
would be discussed in the coming week. The face-to-
face instruction was taught on Mondays, Wednesdays,
and Fridays, with each session lasting 50 minutes. Stu-
dents were asked to watch the recorded videos before
the Monday class each week. Watching the pre-lecture
video does not automatically equate to students’ learn-
ing. For this reason, the instructor provided a pre-quiz
prior to the in-person class so that students would watch
the video and check their knowledge through the pre-
quiz. In this way, students engaged with the online
learning materials as a preview and gained points for
their final grades, an incentive to those who complete
watching the videos. Furthermore, the topic and funda-
mental concepts in the course could be consistent over
the years, so students can make use of these previous
videos solely focusing on learning core concepts. The
strength of a flipped classroom is that once students

review the contents and concepts, they can come to the
classroom with questions about the content or struggles
in understanding the content and can interact with peer
groups and instructors during the face-to-face in-class
time. This teaching approach provides students an op-
portunity for students to make sense of the material for
themselves, which can lead to improvement in student
learning. Focusing on students’ understanding, these in-
teractions would affect students’ quality of learning.
Also, if necessary, the instructors can freely edit or revise
the pre-lectures or add more new materials.

In-class activities
In the flipped, face-to-face classroom, the instructor re-
capped the concepts from the videos, focusing on exam-
ples and practicing problem-solving as individual
students or as groups of two to three students. Students
were encouraged to work together on the course mate-
rials. The instructor facilitated the discussions through-
out the problem-solving process. Half of the Friday class
was dedicated to a group quiz when students could work
together on a problem, but each student submitted indi-
vidual work. The difficulty level of the group quiz was
comparable to homework and exam problems to bridge
the gap between the in-class practice and assessment for
students. The instructor facilitated interactions between
peers to solve problems and provided help when stu-
dents had questions solving the quiz problem. During
in-class activities, students had more opportunities to
interact with content materials and receive more timely
feedback.

Grading
Grading consisted of pre-week quizzes, in-class quizzes,
homework, and three exams (exams 1, 2, and 3). To
make the classroom an active learning environment, stu-
dents were supposed to watch pre-recorded weekly vid-
eos about the theory and concepts of materials to be
covered in the following week. After watching the vid-
eos, students were required to take a low-stakes pre-
week quiz at any time before the class. They had 30 mi-
nutes to take the quiz in one sitting, and two attempts
were allowed. The pre-week quiz was a conceptual quiz
designed to evaluate how well students understood the
concepts. In addition to the pre-week quiz, there was an
in-class quiz every week based on materials covered that
week. Typically, one homework set was due every week,
except for weeks during which exams were given. Each
exam had a maximum score of 100 that was worth 25%
of the total course grade, while final grade values were
between 0.0 and 4.0. Final grades included all three
exam scores, homework, pre-week quizzes, and in-class
quizzes.
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Current study
The current study examines whether the flipped class-
room model is associated with students’ learning out-
comes and how students perceive this new classroom
model. The purpose of the study is to investigate the im-
pact of using a flipped classroom approach in a mechan-
ical engineering course, with the hypothesis being that
the flipped classroom improves students’ learning. When
testing these relationships between classroom formats
and students’ learning outcomes, we considered stu-
dents’ gender and ethnicity (i.e., international vs. domes-
tic) that may affect students’ learning outcomes. The
following research questions were investigated:

1. Do mechanical engineering students’ learning
outcomes differ between students in flipped classes
and students in traditional lecture classes?

2. Do students’ watching time for pre-week online lec-
tures relate to students’ learning outcomes in the
flipped classes?

3. How do students perceive the flipped classroom in
the mechanical engineering course?

Method
Participants
Participants were recruited from students in a mechan-
ical engineering course. There are different subsets of
sampling for each analysis. First, for the comparison be-
tween the control group and intervention group, in total
there were 99 students in the traditional classroom (Fall
2014, n=46; Spring 2015, n=53), while there were 313
students in the flipped classroom (Fall 2015, n=69;
Spring 2016, n=39; Fall 2016, n=81; Spring 2017, n=50;
Fall 2017, n=74) in total. These samples were used for
hierarchical multiple regression analyses to examine
whether there was a significant difference in students’
learning outcomes when comparing the traditional class-
room and the flipped classroom. The majority of stu-
dents were white (51.5%), followed by international
students (35.4%), Asian American (5.8%), Hispanic/La-
tino (2.4%), mixed-race (2.2%), unknown ethnicity
(1.9%), and Black or African American (0.7%). For the
international student population, the survey did not ask
for specific ethnicity but only asked for an indication as
to whether the student was domestic or international.
The institution is a large research-intensive university
where the largest number of international students
major in science, technology, engineering, and mathem-
atics (STEM) disciplines. According to the Office of
International Students and Scholars (2015), Chinese stu-
dents ranked first in total enrollment while Indian stu-
dents ranked second. In addition, students from South
Korea, Taiwan, Malaysia, Indonesia, Colombia, Iran,
Bangladesh, Pakistan, and Turkey enrolled in this

institution. Most students were male (86.7%), while
13.3% were female.
Secondly, the analytic data from Spring 2016 (n = 39)

and Fall 2016 (n = 81) was used to examine the relation-
ship between students’ online video viewing time and
performance. Domestic students (white = 60%, Asian
American=7.5, mixed-race = 4.2%, Hispanic/Latino =
2.5%, unknown ethnicity = 0.8%, and Black or African
American = 0.8%) made up 75.8% of participants, and
international students made up 24.2%.
Finally, for the qualitative analysis, 78 students’ open-

ended responses were used from Fall 2019 to explore
students’ vivid voices and learning experiences in the
flipped classroom.

Data collection
To assess students’ academic performance after experi-
encing the flipped classroom, their three exams and final
grades—calculated from pre-week and in-class quizzes,
homework, and three exams—were used. In the qualita-
tive phase, the open-ended survey was used to collect
students’ perceptions of learning and instructional
method concerning the pre-week online lectures in the
flipped classroom in Fall 2019. The protocol was devised
by the research team. Students were asked about their
opinions regarding the format, aspects of the method
that they thought were useful and effective, and the chal-
lenges they experienced. The current study was ap-
proved by the Institutional Review Board (IRB).

Data analysis
A series of hierarchical multiple regression analyses were
performed to test (1) whether there was a difference in
students’ learning outcomes between the flipped classes
and traditional lecture classes, and (2) whether students’
watching time for pre-week online lecture related to stu-
dents’ learning outcomes in the flipped classes. We
adopted a hierarchical multiple regression model where
we added the demographic variables and class format at
each step. We started by adding gender identification in
Step 1, ethnicity in Step 2, and finally the course formats
in Step 3. Gender was coded “0” for males and “1” for fe-
males. Ethnicity was coded as “0” for domestic students
and “1” for international students. The class format was
coded as “0” for the traditional lecture classes and “1”
for the flipped classes. We added the gender and ethni-
city variable to explore whether students’ gender or their
nationality predicts learning outcomes. Finally, (3) to
analyze students’ written comments, the qualitative con-
tent analysis was used to find common themes among
the perceptions of the flipped approach (Vaismoradi
et al., 2013).
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Results
Learning outcomes between the flipped classes and
traditional lecture classes
In total, there were 99 students in the traditional class-
room in Fall 2014 and Spring 2015, while there were 313
students in the flipped classroom from Fall 2015 to Fall
2017. The majority of students were domestic students
(64.6%), while 35.4% of students were international
students.
To test whether there was a difference in students’

learning outcomes between the flipped classes and trad-
itional lecture classes, a series of hierarchical multiple
regression analyses were performed on exam 1, exam 2,
exam 3, and the final grade. Table 1 shows the results of
the analyses.

In Step 1, the demographic predictor variable gender
was analyzed. The results of the analysis revealed a
model not to be statistically significant (p > .05). In Step
2, the predictor variable ethnicity was added to the ana-
lysis. The results of the analysis revealed a model not to
be statistically significant (p > .05). Finally, in Step 3, the
predictor variable classroom format was added to the
analysis. The results of the analysis revealed a model to
be statistically significant for exam 1 (p < .001) and exam
2 (p < .001). Students in the flipped classroom were
more likely to report higher scores on exam 1 (Mtrad =
58.69 vs. Mflipped = 77.35, β = .48, p < .001) and on exam
2 (Mtrad = 58.05 vs. Mflipped = 72.54, β = .39, p < .001)
than those in traditional lecture classrooms.
For exam 1, adding classroom format to the regression

model explained an additional 22.3% of the variation ,
and this change in R2 was significant: ΔF (1, 408) =
117.32, p < .001. For exam 2, adding classroom format to
the regression model explained an additional 14.8% of
the variation, and this change in R2 was significant: ΔF
(1, 408) = 71.25, p < .001. The demographic variables
gender and ethnicity were not significant predictors of
any learning outcomes.

Relationship between online pre-lecture videos and
students’ academic performance
Online video viewing time refers to how many minutes
students spent watching pre-lecture videos in total over
the semester. To examine the relationship between total
viewing time and students’ academic performance, data
from 120 students in Spring 2016 and Fall 2016 was
used.
First, the relationships between online lecture viewing

time and each exam score were examined. Correlation
analysis revealed that the online video viewing time be-
fore exam 1 and 2 was significantly correlated with exam
scores. Exam 1 scores were correlated with online
video viewing time before exam 1 (r = . 19, p < .05),
exam 2 scores were correlated with online video viewing

Table 1 Hierarchical regression models for learning outcomes
(N = 412)

B SE B β R2 ΔR2

Exam 1

Step 1 .001 .001

Gender 1.19 2.45 .02

Step 2 .001 .001

Gender 1.12 2.45 .02

Ethnicity − 1.06 1.74 − .03

Step 3 .224 .223

Gender .37 2.16 .01

Ethnicity .69 1.55 .02

Classroom format 18.73 1.73 .48**

Exam 2

Step 1 .005 .005

Gender 3.19 2.33 .07

Step 2 .005 .000

Gender 3.20 2.34 .07

Ethnicity .14 1.66 .00

Step 3 .153 .148

Gender 2.62 2.16 .06

Ethnicity 1.50 1.55 .04

Classroom format 14.59 1.73 .39**

Exam 3

Step 1 .000 .000

Gender − 1.12 2.78 − .02

Step 2 .001 .000

Gender − 1.08 2.79 − .02

Ethnicity .50 1.99 .01

Step 3 .001 .000

Gender − 1.07 2.80 − .02

Ethnicity .47 2.00 .01

Classroom format − .36 2.24 − .01

Final course grade

Step 1 .001 .001

Gender .12 .15 .04

Step 2 .002 .001

Gender .12 .15 .04

Ethnicity .06 .11 .03

Step 3 .007 .005

Gender .12 .15 .04

Ethnicity .08 .11 .03

Classroom format .17 .12 .07

Two-tailed test of significance: **p < .001
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time before exam 2 (r = . 20, p < .05), and final grades
were correlated with online video viewing time before
exam 2 (r = . 22, p < .05) and exam 3 (r = . 24, p = .01).
However, exam 3 scores were not correlated with online
viewing time before exam 3 (r = .04, p = .68). One of the
reasons could be that exams 1 and 2 have covered the
contents of a certain number of pre-lecture videos before
each exam. However, unlike exams 1 and 2, exam 3 has
covered not only the contents after exam 2 but also all cu-
mulative contents over the semester that students covered
before exam 3.
To test whether students’ watching time for pre-week

online lectures relates to their learning outcomes in the
flipped classes, another hierarchical multiple regression
analysis was conducted with samples from Spring 2016
and Fall 2017 (n = 120) that were available for this ana-
lysis (see Table 2). In Step 1, the predictor variable gen-
der was analyzed, and the predictor variable ethnicity
was added to the analysis in Step 2. The results revealed
these two models not statistically significant (p > .05).
The R2 value of .006 associated with the Step 1 model
suggested that gender accounts for 0.6% of the variation
in the final grade, while the addition of ethnicity ac-
counts for 2.9% of the variation in the final grade. Fi-
nally, when the predictor variable total viewing time was
added, the result of hierarchical regression analysis re-
vealed a model to be statistically significant. Adding
viewing time to the regression model explained an add-
itional 3.9% of the variation in the final grade, and this
change in R2 was significant, ΔF (1, 114) = 4.75, p =
.031. When all three independent variables were in-
cluded in stage three of the regression model, neither
gender nor ethnicity was significant predictors of the
final grade. Together, the three independent variables
accounted for approximately 7% of the variance in the
final grade.

Students’ qualitative responses
The open-ended survey was administered to explore stu-
dents’ perceptions of learning and instructional method
regarding the pre-week online lectures in the flipped class-
room. The survey items asked students to write down
their general learning experiences, benefits, challenges,
and suggestions for the online lectures in flipped class-
room format. To explore students’ learning experiences, a
qualitative content analysis was employed to analyze stu-
dents’ open-ended responses (n = 78) in Fall 2019. To
identify common themes, the co-authors read the written
comments a couple of times to become familiar with the
open-ended answers and generated initial open codes
based on the first 15 responses by utilizing an inductive
approach. The researchers then included additional codes
when new themes emerged by discussing and reaching an
agreement on coding. Finally, they utilized two coder-
generated initial codes and searched for general themes,
eliminating and combining categories. After continued re-
vision and refinement, the process yielded the most im-
portant themes captured from students’ responses. Based
on this distilled information, the results are described as
follows.

Learning experiences
Students shared their general learning experiences in the
flipped classroom. For the first question about whether
students favor continuing to have the lecture video, in
total 73 students favored the flipped format while five
students did not. Table 3 shows the summary of these
themes. The following major themes emerged from stu-
dents’ written comments to explain their preferences:
Good introduction to the course (n = 40); helpful to pre-
pare for the class (n = 25); helpful as a review and over-
view (n = 18); and provides active learning opportunities
in class (n = 12). Students found that the flipped class-
room provided a preview and overview, which could
help them prepare for the in-class group activities in the
upcoming classes. In addition, students highlighted the
flexible aspect that flipped classrooms offered in both
time and learning approach.

Usefulness
Students shared their thoughts about how and in what specific
ways the flipped classroom format was useful (see Table 4).
The main theme illustrated that students perceived the pre-
week online lectures as useful in covering the theory and con-
cepts before coming to classes. Covering the theory that might
be new or challenging to students was the most significant
benefit of the online pre-lecture for students (n = 56). Students
also mentioned that the instructional method in the flipped
classroom provided a preview of content before class (n = 22).
Students commented that a quiz associated with the online
pre-lecture video was helpful (n = 16). Miscellaneous opinions

Table 2 Hierarchical regression models for final grades (N =
120)

B SE B β R2 ΔR2

Step 1 .006 .006

Gender .25 .29 .08

Step 2 .029 .023

Gender .24 .28 .08

Ethnicity .37 .23 .15

Step 3 .068 .039

Gender .23 .28 .08

Ethnicity .19 .24 .08

Viewing time 3.03E-5 1.39E-5 .21*

Two-tailed test of significance: *p < .05
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held that the pre-lecture video was always accessible online to
rewatch (n = 9) and that it was an appropriate format for
learning (n = 8) and good to review a concept (n = 8).

Challenges
The authors asked students what was challenging in
the flipped classroom. The major themes emerging
from students’ written comments can be seen in
Table 5. Comments were related to time-related

issues for flipped classroom pre-lecture videos in that
the videos were too long/time-consuming (n = 27).
Students also mentioned quiz-related issues (n = 22).
For example, it was hard for them to remember the
content for quizzes. When a quiz was not easily di-
gestible, they could not solve the problem within two
attempts. Moreover, they sometimes felt that the quiz
was not relevant to the lecture video or confusing
when it went in-depth.

Table 3 Students’ learning experiences in the flipped classroom

Initial codes Number of references Main themes

- Helpful as a preview 40 Good introduction to the course

- Helpful to prepare for the exam
- Helpful to prepare for the class

25 Helpful to prepare for the class

- Good to retain information
- Good way to review
- Overview
- Helpful to go over the main concepts

18 Helpful as a review and overview

- To provide more time to solve problems 12 To provide active learning opportunities in class

- Working on their pace
- Watching multiple times
- Always available

3 Being flexible in time and ways

Table 4 Students’ perceptions on usefulness of pre-week online lectures

Initial codes Number of
references

Main themes

- Covering the theory
- Derivation
- Application example questions
- Conceptual explanation and derivation: contents/step-by-step
explanation

- Formula list at the end of the video
- Focus on the broad concept
- Explanation of theory
- Cover relevant material
- Explanation of term for each section

56 Covering the theory

- Preview of content/content provided before class
- Background of the topic
- Topic introduction
- Quick introduction of equation and concept

22 Introduction of the course

- Quiz helps understand materials better
- Quiz associated with video
- Length: (e.g., around 20 min)/good length
- Example problem: number of questions

16 Helpful quizzes associated with pre-lecture
videos

- Always accessible to lecture
- Able to rewatch the lecture video if missed
- Good pace to learn

9 Flexible ways of learning

- Format (one set of videos per week)
- Going through each chapter separately
- Visual aspect
- Able to earn points
- Frequency
- The amount of material

8 Appropriate format (format-related)

- Good to review a concept
- Overview
- To force to look over notes

8 Good ways to review

- Allowing more class time
- Prepare for exams

4 To prepare for the class
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Suggestion
What students mentioned most frequently was the
content-related issue (n = 31) in the pre-lecture video.
They asked instructors to cut down on derivation. They
stated that it would be great to have more example ques-
tions and examples connected to content, more real-life
examples, more conceptual questions, shorter concep-
tual questions, more summaries, and simpler overviews.
Also, other comments were related to the quiz length
(n=27). Some even suggested eliminating the quiz. Mis-
cellaneous comments were about the structure-related
issues (n=6): the students suggested adding a closed cap-
tion, including more illustrations and page numbers, and
separating the derivation and concepts in the pre-lecture
videos.

Discussion
The current study explores the flipped classroom setting
in a mechanical engineering course. A flipped classroom
was implemented to create an autonomy-supportive
learning environment and increase active learning in
mechanical engineering. Students were expected to
watch the pre-lecture videos prior to class while being
required to engage in interactive problem-solving or
inquiry-based activities during face-to-face in-class in-
struction. A comprehensive analysis was conducted to
investigate the pedagogical benefits of the flipped class-
room. Our findings demonstrated that students in the
flipped classroom performed better on exams. Moreover,
the qualitative findings showed that students felt that
they benefited from the pre-week online lectures in the
flipped classroom to prepare for the course. The current
study supports our hypothesis that the flipped model
may have a significant association with students’ learning
outcomes and that students may benefit from the learn-
ing environment created by the flipped classroom: to
provide a preview to prepare for the in-class activities,

accessibility, and flexibility for students to learn on their
own, and more group activities opportunities. The learn-
ing environment where the flipped classroom is applied
in an autonomy-supportive way seems to contribute to
the satisfaction of students’ autonomy, competence, and
relatedness needs; thus, these experiences may result in
increased academic achievement.
As students mentioned in the open-ended responses,

the pre-week online lectures seem to enhance students’
learning. Hierarchical multiple regression analysis results
show that the more time students spent watching the
online videos, the more likely they were to score higher.
Also, there was a significant correlation between the
viewing time of the pre-week online lectures and learn-
ing outcomes. This finding is aligned with the recent
work that watching recorded lectures has a significant
link to students’ academic achievement (Hoult et al.,
2020; Jensen et al., 2018). More importantly, the pre-
week online lectures would provide language and aca-
demic assistance to those students who need additional
academic support and resources. It is possible that stu-
dents who might struggle with course content and need
language or academic assistance can benefit more (Jen-
sen et al., 2018). Further investigation is needed regard-
ing the potential of flipped classrooms to help
underprepared students or international students
achieve academic success.
Another way to explain students’ enhanced learning

outcomes in the flipped classroom is that this new
model provides an opportunity for students to become
active learners. Because students learn the basic content
knowledge before they come to class, there are more op-
portunities to work on problem sets during the class,
and they are more likely to engage in classroom activ-
ities. Flipped classrooms may provide opportunities for
students to have more interactions with the instructor
and among peers during in-class activities (Herried &

Table 5 Students’ challenges

Initial codes Number of
references

Main themes

- Too long/time-consuming
- Finding time to watch

27 The time-related issue in pre-week
videos

- Short attempts in quiz
- Hard to remember for the quiz: remembering to do a quiz on time
- Not relevant to quiz: video and quiz does not match
- Cannot solve the problem right away/not being able to ask questions until
lecture

22 Quiz-related

- Hard to identify the topic: fixing the title
- No title
- Audio recording needs improving
- Due date
- Thorough layout of information

6 Structure-related

- Difficult to understand/confusing when it goes in depth, not easily digestible
- Focused on too much information
- Too much theory

4 Content-related
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Schiller, 2013; Zappe et al., 2009). Therefore, while stu-
dents actively engage in interactive in-class tasks during
face-to-face instruction, they can build up higher-order
cognitive skills and engage in meaningful learning
(Bishop & Verleger, 2013; McLaughlin et al., 2014). For
these reasons, the flipped approach is useful when teach-
ing students in large enrollment introductory sections
(McLaughlin et al., 2014).
In addition to becoming active learners in the flipped

classroom, students are more likely to manage their
time, learning strategies and approaches, and pace,
which may be associated with self-regulation (Mason
et al., 2013). Students gain basic knowledge and learn at
their own pace. Moreover, the low-stakes formative as-
sessments allow students to keep track of their learning
process. These opportunities in the flipped classroom
may encourage students to equip themselves with self-
regulation skills that may be useful for their future ca-
reers (Kerr, 2015; Mason et al., 2013).
There are some considerations to take into account

when implementing flipped classrooms in engineering
courses. A thorough design is needed, considering the
course objectives and characteristics of course content
(Yough et al., 2019). Instructors need to consider how to
present the pre-week online lectures and what type of in-
class activities would best suit their instructional design
and course objectives (Jensen et al., 2018: Twigg, 2009;
Velegol et al., 2015). Because the flipped classroom is not
the only factor that guarantees students’ improvement, the
way in which it is implemented, along with how the class
is constructed to improve engagement and interaction,
should be considered first. For example, for the pre-week
online lectures, it would be beneficial to have check-in
quizzes or to have students accomplish a short concept
test based on the lecture contents so that students may
prepare for the theory and technical content on a regular
basis before engaging in tasks that apply the concept
(Kerr, 2015). Although some students may be resistant to
taking quizzes, it would be vital to check their comprehen-
sion before they come to the class. More importantly, be-
fore instructors implement the new model in the class, it
is essential to provide explanatory rationales of the flipped
classroom model through sufficient and clear communica-
tion with students so that students can understand what
they need to and what benefits they can expect (Gilboy
et al., 2015; Reeve, 2009; Reeve & Jang, 2006). When in-
structors explain the rationale of the new model and sug-
gest clear goals that students are expected to achieve, they
can use this new teaching method in an autonomy-
supportive way.

Implications
There are several educational implications found in the
current study. First, flipped classrooms can be a solution

model to apply to large lectures (Hudson et al., 2014;
McLaughlin et al., 2014; Patterson et al., 2010; Velegol
et al., 2015). Implementing the flipped classroom re-
quires a significant amount of time to prepare (Mason
et al., 2013). However, this approach can provide active
and interactive components in the traditional lecture en-
vironment to foster students’ engagement even in large
enrollment classes. Thus, it can be applied to large-
enrollment engineering introductory courses to create
a student-centered and autonomy-supportive learning
environment for undergraduate students.
More importantly, the flipped classroom can be a po-

tential teaching and learning model during and after the
COVID-19 pandemic (Talbert, 2021). During the pan-
demic, face-to-face instruction has significantly de-
creased due to diverse safety issues, but instructors still
need to interact with students to make sure that they are
learning in a timely manner. The flipped format can
serve as an excellent solution to enhance students’ aca-
demic learning outcomes and decrease anxiety during
the emergency remote learning environment (Smith,
2020). For example, in a virtual-only setting, the pre-
recorded lecture format will remain the same, but the
interactive activities among students and instructors can
be done in a synchronous online session. Instructors can
still give immediate feedback to students in synchronous
online meetings or face-to-face class time. As per stu-
dents’ comments from this study, the frequent inter-
action between students and instructors through a
synchronous session is likely to contribute to an increase
in the relatedness of students in a stressful environment.
Another important implication is that this study pro-

vides the theoretical framework to explain why the
flipped classroom can benefit students’ learning, which
is based on SDT. The theory explains that the learning
environment that the flipped approach generates can en-
hance students’ basic psychological needs through inter-
action and engagement in class, leading to increased
academic achievement (Yough et al., 2019). Using the
SDT, this study provides a theoretical foundation to ex-
plain the educational benefits of the flipped classroom.
This study also employs a mixed method using quali-

tative data to capture students’ perspectives on the
flipped classroom and to show the beneficial aspects of
the flipped classroom from diverse perspectives. More
importantly, this study contains students’ voices and
opinions to reflect their perspectives and gives directions
on how to improve the flipped classroom. Because many
studies rely only on self-reporting surveys, the use of
more robust research methods such as the mixed
method and quasi-experimental designs is recommended
(Velegol et al., 2015). Our study fills this research gap.
Using a mixed method sheds light on more diverse as-
pects of the flipped classroom in engineering education.
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Furthermore, the present study provides an overview
of flipped classroom guidelines by addressing explicit de-
sign elements. Our study can act as a guide on how to
implement the flipped classroom in a large introductory
course. It specifically describes how to make the pre-
week lecture videos and how to implement the flipped
classroom in a large lecture course and what educational
benefits to expect. Thus, our study provides guidelines
for instructors who are interested in piloting the flipped
classroom.

Limitations and future directions
There are a couple of limitations to this study, some of
which have already been suggested. First, there may be
other factors affecting students’ learning achievement in
the flipped classroom that would be addressed along
with the variables tested in this study. In addition, al-
though there was a significant difference in students’
learning outcomes observed, the authors were not able
to assess the students’ learning strategies, as the previous
literature pointed out (Thai et al., 2017). Future studies
need to investigate whether the new format influences
the various learning strategies that students apply to
mechanical engineering. In particular, the way in which
the flipped classroom promotes students’ self-regulated
learning strategies should be studied to ascertain the re-
lationship between the two with large quantitative data
sets in the future. Finally, based on the findings from
quantitative and qualitative analysis, including variables
from qualitative feedback as predictors in the regression
model may provide further insights into the future
study.

Conclusion
The findings of the study are promising and encour-
aging. The current study shows that the flipped class-
room model has the potential to create an autonomy-
supportive learning environment and provide beneficial
learning experiences that may promote active learning,
self-regulation, and engagement. This study highlights
the benefits of and future direction for implementing the
flipped classroom in traditional mechanical engineering
courses.

Acknowledgements
The authors are grateful for the help of Professor Arvind Raman at Purdue
University to set up the pre-lecture videos and quizzes in 2015. We acknow-
ledge the helpful comments of Craig Zywicki at Purdue University.

Authors’ contributions
Hyun Jin Cho: Conceptualization, Data Curation, Formal Analysis,
Writing—Original Draft Preparation, Writing—Review and Editing. Kejie Zhao:
Conceptualization, Investigation, Supervision, Writing-Original Draft Prepar-
ation, Writing—Review and Editing. Cho Rong Lee: Conceptualization, Formal
Analysis, Writing-Original Draft Preparation, Writing—Review and Editing.
Debra Runshe: Conceptualization, Data Curation, Resources,

Writing—Reviewing and Editing. Chuck Krousgrill: Conceptualization,Writin-
g—Reviewing and Editing. The authors read and approved the final
manuscript.

Funding
The authors acknowledge the IMPACT program at Purdue University to
transform the design of Mechanics of Materials.

Availability of data and materials
Data will not be shared in public due to the characteristics of the data.

Declarations

Competing interests
There is no conflict of interest regarding the publication of this article.

Received: 18 September 2020 Accepted: 24 June 2021

References
Albert, M., & Beatty, B. J. (2014). Flipping the classroom applications to curriculum

redesign for an introduction to management course: Impact on grades.
Journal of Education for Business, 89(8), 419–424. https://doi.org/10.1080/
08832323.2014.929559.

Baker, J. W. (2000, April 12-15). The ‘‘classroom flip’’: Using web course management
tools to become the guide by the side [Paper presentation]. The 11th
international conference on college teaching and learning 2000, Jacksonville,
FL.

Becker, W. E., & Powers, J. R. (2001). Student performance, attrition, and class size
given missing student data. Economics of Education Review, 20(4), 377–388.
https://doi.org/10.1016/S0272-7757(00)00060-1.

Bishop, J., & Verleger, M. (2013). Testing the flipped classroom with model-
eliciting activities and video lectures in a mid-level undergraduate
engineering course. Proceedings of Frontiers in Education Conference, FIE, 161–
163. https://doi.org/10.1109/FIE.2013.6684807.

Bland, L. (2006, June 18-21). Applying flip/inverted classroom model in electrical
engineering to establish life-long learning [Paper presentation]. American
Society of Engineering Education Conference and Exposition 2006, Chicago.

Bongey, S. B., Cizadlo, G., & Kalnbach, L. (2005). Using a course management
system (CMS) to meet the challenges of large lecture classes. Campus-Wide
Information Systems, 22(5), 252–262. https://doi.org/10.1108/1065074051
0632172.

Boose, M. (2001). Web-based instruction: Successful preparation for course
transformation. Journal of Applied Business Research, 17(4), 69–81.

Cuseo, J. (2007). The empirical case against large class size: Adverse effects on
the teaching, learning, and retention of first-year students. Journal of Faculty
Development, 21(1), 5–21.

Davies, R. S., Dean, D. L., & Ball, N. (2013). Flipping the classroom and instructional
technology integration in a college-level information systems spreadsheet
course. Educational Technology Research and Development, 61(4), 563-580.

Deci, E. L., & Ryan, R. M. (Eds.) (2002). Handbook of self-determination research.
University of Rochester Press.

Dollar, A., & Steif, P. (2009). Web-based statics course used in an inverted
classroom. Proceedings of ASEE Annual Conference and Exposition. https://doi.
org/10.18260/1-2--4822.

Drab-Hudson, D. L., Whisenhunt, B. L., Shoptaugh, C. F., Newman, M. C., Rost, A., &
Fondren-Happel, R. N. (2012). Transforming introductory psychology: A
systematic approach to course redesign. Psychology Learning and Teaching,
11(2), 146–157. https://doi.org/10.2304/plat.2012.11.2.146.

Fedesco., H. N. & Cary, T. (2016, June 26-29). Why this flip wasn’t a flop: What the
numbers don’t tell you about flipped classes [Paper presentation]. ASEE Annual
Conference & Exposition 2016, New Orleans, Louisiana. https://doi.org/10.182
60/p.27203.

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

Gilboy, M. B., Heinerichs, S., & Pazzaglia, G. (2015). Enhancing student
engagement using the flipped classroom. Journal of Nutrition Education and
Behavior, 47(1), 109–114. https://doi.org/10.1016/j.jneb.2014.08.008.

Graves, W., & Twigg, C. (2006). The future of course redesign and the national
center for academic transformation: An interview with Carol A Twigg.

Cho et al. International Journal of STEM Education            (2021) 8:46 Page 11 of 13

https://doi.org/10.1080/08832323.2014.929559
https://doi.org/10.1080/08832323.2014.929559
https://doi.org/10.1016/S0272-7757(00)00060-1
https://doi.org/10.1109/FIE.2013.6684807
https://doi.org/10.1108/10650740510632172
https://doi.org/10.1108/10650740510632172
https://doi.org/10.18260/1-2--4822
https://doi.org/10.18260/1-2--4822
https://doi.org/10.2304/plat.2012.11.2.146
https://doi.org/10.18260/p.27203
https://doi.org/10.18260/p.27203
https://doi.org/10.1177/003172171209400205
https://doi.org/10.1177/003172171209400205
https://doi.org/10.1016/j.jneb.2014.08.008


Innovate, 2(3). http://www.innovateonline.info/index.php?view=article&id=21
8.

Haerens, L., Aelterman, N., Vansteenkiste, M., Soenens, B., & Van Petegem, S.
(2015). Do perceived autonomy-supportive and controlling teaching relate to
physical education students’ motivational experiences through unique
pathways? Distinguishing between the bright and dark side of motivation.
Psychology of Sport and Exercise, 16(P3), 26–36. https://doi.org/10.1016/j.
psychsport.2014.08.013.

Herried, C. F., & Schiller, N. A. (2013). Case studies and the flipped classroom.
Journal of College Science Teaching, 42(5), 62–66.

Herrmann, N., Popyack, J. L., Char, B., Zoski, P., Cera, C. D., Lass, R. N., & Nanjappa,
A. (2003). Redesigning introductory computer programming using multi-level
online modules for a mixed audience. SIGCSE Bulletin (Association for
Computing Machinery, Special Interest Group on Computer Science
Education), 196–200. https://doi.org/10.1145/792548.611967.

Hoult, R., Peel, M., & Duffield, C. (2020). Lessons from flipping subjects in
engineering: effectiveness of student learning in a flipped environment at
the university level. Journal of Civil Engineering Education, 147(1), 04020012.
https://doi.org/10.1061/(ASCE)EI.2643-9115.0000028.

Hudson, D. L., Whisenhunt, B. L., Shoptaugh, C. F., Rost, A. D., & Fondren-Happel,
R. N. (2014). Redesigning a large enrollment course: The impact on academic
performance, course completion and student perceptions in introductory
psychology. Psychology Learning and Teaching, 13(2), 107–119. https://doi.
org/10.2304/plat.2014.13.2.107.

Hudson, D. L., Whisenhunt, B. L., Shoptaugh, C. F., Visio, M. E., Cathey, C., & Rost,
A. D. (2015). Change takes time: Understanding and responding to culture
change in course redesign. Scholarship of Teaching and Learning in
Psychology, 1(4), 255–268. https://doi.org/10.1037/stl0000043.

Jang, H., Reeve, J., & Deci, E. L. (2010). Engaging students in learning activities: It
is not autonomy support or structure but autonomy support and structure.
Journal of Educational Psychology, 102(3), 588–600. https://doi.org/10.1037/a
0019682.

Jensen, J. L., Holt, E. A., Sowards, J. B., Heath Ogden, T., & West, R. E. (2018).
Investigating strategies for pre-class content learning in a flipped classroom.
Journal of Science Education and Technology, 27(6), 523–535. https://doi.org/1
0.1007/s10956-018-9740-6.

Johnston, A. N. B., Massa, H., & Burne, T. H. J. (2013). Digital lecture recording: A
cautionary tale. Nurse Education in Practice, 13(1), 40–47. https://doi.org/10.1
016/j.nepr.2012.07.004.

Kanelopoulos, J., Papanikolaou, K. A., & Zalimidis, P. (2017). Flipping the classroom
to increase students’ engagement and interaction in a mechanical
engineering course on machine design. International Journal of Engineering
Pedagogy (IJEP), 7(4), 19-34. https://doi.org/10.3991/ijep.v7i4.7427.

Kaner, C., & Fielder, R. L. (2005). Inside out: A computer science course gets a
makeover. Proceedings of The National Convention of the Association for
Educational Communications and Technology, 2, 254-264.

Karabulut-Ilgu, A., Jaramillo Cherrez, N., & Jahren, C. T. (2018). A systematic review
of research on the flipped learning method in engineering education. British
Journal of Educational Technology, 49(3), 398–411. https://doi.org/10.1111/
bjet.12548.

Kerr, B. (2015). The flipped classroom in engineering education: A survey of the
research. Proceedings of the International Conference on Interactive
Collaborative Learning (ICL). 815–818. https://doi.org/10.1109/ICL.2015.731
8133.

Kim, M. K., Kim, S. M., Khera, O., & Getman, J. (2014). The experience of three
flipped classrooms in an urban university: An exploration of design
principles. Internet and Higher Education, 22, 37–50. https://doi.org/10.1016/j.
iheduc.2014.04.003.

Lage, M. J., Platt, G. J., & 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/10.1080/00220480009596759.

Lax, N., Morris, J., & Kolber, B. J. (2017). A partial flip classroom exercise in a large
introductory general biology course increases performance at multiple levels.
Journal of Biological Education, 51(4), 412–426. https://doi.org/10.1080/002192
66.2016.1257503.

Levesque, C., Stanek, L. R., Zuehlke, A. N., & Ryan, R. M. (2004). Autonomy and
competence in German and American university students: A comparative
study based on self-determination theory. Journal of Educational Psychology,
96(1), 68–84. https://doi.org/10.1037/0022-0663.96.1.68.

Levesque-Bristol, C., Flierl, M., Zywicki, C., Parker, L.C., Connor, C., Guberman, D.,
Nelson, D., Maybee, C., Bonem, E., & FitzSimmons, J. & Lott, E. (2019). Creating

student-centered learning environments and changing teaching culture:
Purdue University’s IMPACT program. National Institute for Learning Outcomes
Assessment. https://www.learningoutcomesassessment.org/wp-content/uploa
ds/2019/05/OccasionalPaper38.pdf.

Levesque-Bristol, C., Maybee, C., Parker, L. C., Zywicki, C., Connor, C., & Flierl, M.
(2019). Shifting culture: Professional development through academic course
transformation. Change: The Magazine of Higher Learning, 51(1), 35–41.
https://doi.org/10.1080/00091383.2019.1547077.

Levesque-Bristol, C., Richards, K. A. R., Zissimopoulous, A., Wang, C., & Yu, S.
(2020). An evaluation of the integrative model for learning and motivation in
the college classroom. Current Psychology. https://doi.org/10.1007/s12144-02
0-00671-x.

Mason, G. S., Shuman, T. R., & Cook, K. E. (2013). Comparing the effectiveness of
an inverted classroom to a traditional classroom in an upper-division
engineering course. IEEE Transactions on Education, 56(4), 430–435. https://
doi.org/10.1109/TE.2013.2249066.

McLaughlin, J. E., Roth, M. T., Glatt, D. M., Gharkholonarehe, N., Davidson, C. A.,
Griffin, L. M., Esserman, D. A., & Mumper, R. J. (2014). The flipped classroom: A
course redesign to foster learning and engagement in a health professions
school. Academic Medicine, 89(2), 236–243. https://doi.org/10.1097/ACM.
0000000000000086.

Office of International Students and Scholars (2015). Enrollment & Statistical Report
Fall 2015. Purdue University. https://www.purdue.edu/IPPU/ISS/_Documents/
EnrollmentReport/ISS_StatisticalReportFall15.pdf

O’Flaherty, J., & Phillips, C. (2015). The use of flipped classrooms in higher
education: A scoping review. Internet and Higher Education, 25, 85–95.
https://doi.org/10.1016/j.iheduc.2015.02.002.

Patterson, B., Kilpatrick, J., & Woebkenberg, E. (2010). Evidence for teaching
practice: The impact of clickers in a large classroom environment. Nurse
Education Today, 30(7), 603–607. https://doi.org/10.1016/j.nedt.2009.12.008.

Reeve, J. (2006). Teachers as facilitators: What autonomy‐supportive teachers do
and why their students benefit. Elementary School Journal, 106(3), 225-236.
https://doi.org/10.1086/501484.

Reeve, J. (2009). Why teachers adopt a controlling motivating style toward
students and how they can become more autonomy supportive. Educational
Psychologist, 44(3), 159–175. https://doi.org/10.1080/00461520903028990.

Reeve, J., & Jang, H. (2006). What teachers say and do to support students’
autonomy during a learning activity. Journal of Educational Psychology, 98(1),
209–218. https://doi.org/10.1037/0022-0663.98.1.209.

Riffell, S. K., & Sibley, D. F. (2004). Can hybrid course formats increase attendance
in undergraduate environmental science courses? Journal of Natural
Resources and Life Sciences Education, 33(1), 16–20. https://doi.org/10.2134/
jnrlse.2004.0016.

Roach, T. (2014). Student perceptions toward flipped learning: New methods to
increase interaction and active learning in economics. International Review of
Economics Education, 17, 74–84. https://doi.org/10.1016/j.iree.2014.08.003.

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and extrinsic motivations: Classic
definitions and new directions. Contemporary Educational Psychology, 25(1),
54–67. https://doi.org/10.1006/ceps.1999.1020.

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory. Guilford Press.
Simpson, V., & Richards, E. (2015). Flipping the classroom to teach population

health: Increasing the relevance. Nurse Education in Practice, 15(3), 162–167.
https://doi.org/10.1016/j.nepr.2014.12.001.

Smith, R. (2020). Flipped learning during a global pandemic: Empowering
students with choice. International Journal of Multidisciplinary Perspectives in
Higher Education, 5(1), 100–105. https://doi.org/10.32674/jimphe.v5i1.2428.

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.

Talbert. R. (2021, April 2). Flipped learning can be a key to transforming teaching
and learning post-pandemic. EdSurge. https://www.edsurge.com/news/2021-
04-02-flipped-learning-can-be-a-key-to-transforming-teaching-and-learning-
post-pandemic

Thai, N. T. T., De Wever, B., & Valcke, M. (2017). The impact of a flipped classroom
design on learning performance in higher education: Looking for the best
“blend” of lectures and guiding questions with feedback. Computers and
Education, 107, 113–126. https://doi.org/10.1016/j.compedu.2017.01.003.

Thorne, K. (2003). Blended learning: How to integrate online and traditional
learning. London: Kogan Page.

Toth, L. S., & Montagna, L. G. (2002). Class size and achievement in higher education:
A summary of current research. College Student Journal, 36(2), 253–261.

Cho et al. International Journal of STEM Education            (2021) 8:46 Page 12 of 13

http://www.innovateonline.info/index.php?view=article&id=218
http://www.innovateonline.info/index.php?view=article&id=218
https://doi.org/10.1016/j.psychsport.2014.08.013
https://doi.org/10.1016/j.psychsport.2014.08.013
https://doi.org/10.1145/792548.611967
https://doi.org/10.1061/(ASCE)EI.2643-9115.0000028
https://doi.org/10.2304/plat.2014.13.2.107
https://doi.org/10.2304/plat.2014.13.2.107
https://doi.org/10.1037/stl0000043
https://doi.org/10.1037/a0019682
https://doi.org/10.1037/a0019682
https://doi.org/10.1007/s10956-018-9740-6
https://doi.org/10.1007/s10956-018-9740-6
https://doi.org/10.1016/j.nepr.2012.07.004
https://doi.org/10.1016/j.nepr.2012.07.004
https://doi.org/10.3991/ijep.v7i4.7427
https://doi.org/10.1111/bjet.12548
https://doi.org/10.1111/bjet.12548
https://doi.org/10.1109/ICL.2015.7318133
https://doi.org/10.1109/ICL.2015.7318133
https://doi.org/10.1016/j.iheduc.2014.04.003
https://doi.org/10.1016/j.iheduc.2014.04.003
https://doi.org/10.1080/00220480009596759
https://doi.org/10.1080/00219266.2016.1257503
https://doi.org/10.1080/00219266.2016.1257503
https://doi.org/10.1037/0022-0663.96.1.68
https://www.learningoutcomesassessment.org/wp-content/uploads/2019/05/OccasionalPaper38.pdf
https://www.learningoutcomesassessment.org/wp-content/uploads/2019/05/OccasionalPaper38.pdf
https://doi.org/10.1080/00091383.2019.1547077
https://doi.org/10.1007/s12144-020-00671-x
https://doi.org/10.1007/s12144-020-00671-x
https://doi.org/10.1109/TE.2013.2249066
https://doi.org/10.1109/TE.2013.2249066
https://doi.org/10.1097/ACM.0000000000000086
https://doi.org/10.1097/ACM.0000000000000086
https://doi.org/10.1016/j.iheduc.2015.02.002
https://doi.org/10.1016/j.nedt.2009.12.008
https://doi.org/10.1086/501484
https://doi.org/10.1080/00461520903028990
https://doi.org/10.1037/0022-0663.98.1.209
https://doi.org/10.2134/jnrlse.2004.0016
https://doi.org/10.2134/jnrlse.2004.0016
https://doi.org/10.1016/j.iree.2014.08.003
https://doi.org/10.1006/ceps.1999.1020
https://doi.org/10.1016/j.nepr.2014.12.001
https://doi.org/10.32674/jimphe.v5i1.2428
https://doi.org/10.1007/s10984-012-9108-4
https://www.edsurge.com/news/2021-04-02-flipped-learning-can-be-a-key-to-transforming-teaching-and-learning-post-pandemic
https://www.edsurge.com/news/2021-04-02-flipped-learning-can-be-a-key-to-transforming-teaching-and-learning-post-pandemic
https://www.edsurge.com/news/2021-04-02-flipped-learning-can-be-a-key-to-transforming-teaching-and-learning-post-pandemic
https://doi.org/10.1016/j.compedu.2017.01.003


Twigg, C. A. (2009). Using asynchronous learning in redesign: Reaching and
retaining the at-risk student. Journal of Asynchronous Learning Networks, 13(3),
147–155.

Vansteenkiste, M., Sierens, E., Goossens, L., Soenens, B., Dochy, F., Mouratidis, A.,
Aelterman, N., Haerens, L., & Beyers, W. (2012). Identifying configurations of
perceived teacher autonomy support and structure: Associations with self-
regulated learning, motivation and problem behavior. Learning and
Instruction, 22(6), 431–439. https://doi.org/10.1016/j.learninstruc.2012.04.002.

Vaismoradi, M., Turunen, H., & Bondas, T. (2013). Content analysis and thematic
analysis: Implications for conducting a qualitative descriptive study. Nursing &
Health Sciences, 15(3), 398-405.

Velegol, S. B., Zappe, S. E., & Mahoney, E. (2015). The evolution of a flipped
classroom: Evidence-based recommendations. Advances in Engineering
Education, 4, 1–37.

Yough, M., Merzdorf, H. E., Fedesco, H. N., & Cho, H. J. (2019). Flipping the
classroom in teacher education: Implications for motivation and learning.
Journal of Teacher Education, 70(5), 410–422. https://doi.org/10.1177/00224
87117742885.

Zappe, S., Leicht, R., Messner, J., Litzinger, T., & Lee, H. (2009). “Flipping” the
classroom to explore active learning in a large undergraduate course.
Proceedings of the 2009 American Society for Engineering Education Annual
Conference and Exhibition.

Publisher’s Note
Springer Nature remains neutral with regard to jurisdictional claims in
published maps and institutional affiliations.

Cho et al. International Journal of STEM Education            (2021) 8:46 Page 13 of 13

https://doi.org/10.1016/j.learninstruc.2012.04.002
https://doi.org/10.1177/0022487117742885
https://doi.org/10.1177/0022487117742885

	Abstract
	Background
	Results
	Conclusions

	Introduction
	Flipped classrooms in higher education
	Self-determination theory
	Implementation of flipped classrooms in a mechanical engineering course
	Study context
	Pre-lecture video
	In-class activities
	Grading
	Current study

	Method
	Participants
	Data collection
	Data analysis

	Results
	Learning outcomes between the flipped classes and traditional lecture classes
	Relationship between online pre-lecture videos and students’ academic performance
	Students’ qualitative responses
	Learning experiences
	Usefulness
	Challenges
	Suggestion


	Discussion
	Implications
	Limitations and future directions
	Conclusion
	Acknowledgements
	Authors’ contributions
	Funding
	Availability of data and materials
	Declarations
	Competing interests
	References
	Publisher’s Note

