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This paper describes how three faculty members, in Accounting and
Finance, transitioned from traditional lecture-based teaching to “flipping
the classroom,” using prerecorded lectures that their students watched
before coming to class. This allowed each instructor to increase the use
of active learning activities in the classroom. The paper is intended to
provide a roadmap for colleagues who are considering trying this ped-
agogy and contains several lessons learned by the authors that should
serve to lessen the challenges for others.
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INTRODUCTION

For most faculty members in accounting in finance, the lecture is a key part
of their classroom pedagogy. While the traditional lecture is often supplemented
with problems, cases, and discussions, a significant portion, or even the majority
of class time is devoted to the instructor lecturing while students passively take
notes. This paper is about an experiment, by three faculty members in accounting
and finance, to incorporate the active learning pedagogy known as “flipping the
classroom” in their undergraduate classes. In our flipped classrooms, lectures
were recorded and reviewed by students before coming to class, freeing up
valuable class time for a variety of interactive activities. While approaches
differed across instructors, the freed-up class time was used to reinforce prere-
corded lecture material using hands-on and interactive pedagogies.
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While a recent innovation in most business schools, flipping the classroom is
not new. Kachka [2012] notes that the term was likely coined by two Colorado
high school teachers, Jonathan Bergman and Aaron Sams, in 2007. However, she
also notes that Harvard physicist Eric Mazur began using similar techniques more
than two decades ago. In its essence, flipping the classroom is about relegating
passive learning techniques such as lectures to preclass preparation and using
class time for more active learning pedagogies. While not described as such, case
teachers in law and business have long flipped their classroom as have humanities
teachers who have their students read assigned books before class and devote
class to engaging discussions.

This paper is organized as follows. In the next section we discuss the literature
about flipping the classroom and the evidence of its effectiveness. We then
describe how we flipped our classrooms. Our goal in this section is to provide a
road map to colleagues who wish to adopt or experiment with the pedagogy. The
next section describes the results of our attempts to measure the effectiveness of
our change in pedagogy. We then incorporate lessons learned, including a dis-
cussion of the changes in the role of the instructor in a flipped classroom, the
technology used, other challenges, and advice for those interested in trying this
pedagogy. We conclude with a summary and discussion of next steps.

THE LITERATURE

There is a building volume of literature on flipping the classroom although
most of it is about the application of the technique outside of the business school
and much is related to high school education. For example, Alvarez [2012] writes
about how teacher Rob Townsend began to record his lectures in response to high
rates of absenteeism in his high school located in the working class community of
Clinton Township, Michigan. While initiated so students who missed class could
catch up, he was surprised to learn that other students were using the recorded
lectures to better prepare for exams and even parents were reviewing the material
so they could be better informed about their children’s education. As part of her
master’s thesis, Snowden [2012] interviewed teachers at a Texas high school
about their perceptions of using the flipped classroom technique. She reported that
the perceived benefits included increased student-teacher interaction, ease for
students to make up missed material, and greater opportunity for teacher guidance
of the learning process. The reported negatives were challenges in having students
consistently watch videos before class, and increased preparation time to create
the recorded lectures. While her focus was on high school education, her reported
teacher perceptions very much mirror our experiences.

The Flipped Learning Network (FLN) has recently documented the growing
interest in “Flipped Learning,” a term they defined as “a pedagogical approach in
which direct instruction moves from the group learning space to the individual
learning space, and the resulting group space is transformed into a dynamic,
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interactive learning environment where the educator guides students as they apply
concepts and engage creatively in the subject matter” [FLN, 2014]. A survey of
over 2,300 educators, mostly at the high school level, conducted jointly by the
FLN and Sophia Learning provided evidence that 96 percent of those surveyed
were familiar with the term, close to half of the teachers that are using a flipped
pedagogy are experienced teachers with greater than sixteen years of experience,
and 96 percent of the teachers that had a flipped lesson would recommend it as a
method of instruction. Additionally, teachers that don’t flip have a growing
interest in learning more about it [FLN, Sophia, 2014].

Numerous authors have written about flipping the classroom in university
education. Enfield [2013] detailed how he flipped his web design course at
California State University Northbridge. A large majority of his students (88.5
percent) reported that the use of prerecorded videos was very effective or
somewhat effective in helping them learn the material. Enfield noted that he used
regular quizzes to motivate students to watch the assigned lectures before coming
to class. He noted a number of challenges including the additional time required
to prepare professional quality videos and the need to carefully plan class time in
the absence of in-class lectures. Butt [2014] experimented with the flipped
classroom model in his senior level actuarial math course. He surveyed students
early in the semester and again at the end and found that while only 50 percent of
students expected to like the model early in the semester, by the end, 75 percent
believed that their learning had been enhanced by the learning process. It is
important to note, however, that like other studies [e.g. Bates and Galloway
[2012] and Schullery et al. [2011]], a significant portion of his students (25
percent) did not perceive that the flipped classroom improved their learning. In the
graduate school setting, Dr. Mumper at the University of North Carolina’s
Eshelman School of Pharmacy evaluated the impact of using the flipped model in
a Basic Pharmaceuticals II course over a three year period. He went from a
traditional lecture style class to having graduate students watch video-recorded
lectures outside of class in order to work on applied problems and make presen-
tations to peers in class, resulting in a 2.8 percent increase in final exam scores
[McLaughlin et al., 2014]. In contrast, Lape, Levy, and Yong found no significant
differences in student learning between their flipped classes and their traditional,
yet interactive, lecture classes in the sciences. These authors highlighted the need
for future research to focus on what conditions might make this model more
effective, specifically student, teacher, and institutional factors [Lape et al., 2014].

There are also precedents for use of the flipped model within business
classrooms. Findlay-Thompson and Mombourquette [2014] detailed their use of
the pedagogy in their Introduction to Business Administration course. They
attempted to measure whether use of the flipping model improved student per-
formance by comparing the results across three sections of the course, with
identical course requirements. Two of the sections were taught using the lecture
method and the third using the flipped classroom model. They found no grade
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differences across the sections but did report higher levels of student satisfaction
in the section using the flipped pedagogy. While Findlay-Thompson and Mom-
bourquette did not find evidence of a change in student performance, Freeman et
al. [2014] did find evidence of enhanced student performance in a much larger
study. These authors performed a meta-analysis of 225 studies of student perfor-
mance in science, technology, engineering, and math courses and found that
active learning pedagogies improve the performance of students by an average of
one half a letter grade. Furthermore, they noted that “students in traditional lecture
courses are 1.5 times more likely to fail than students in courses with active
learning.” [Freeman et al., p. 1].

Businesses and professional organizations are increasingly researching the
merits of Flipped Learning. For example, “An Extension of a Review of Flipped
Learning” was jointly researched and written by Pearson and George Mason
University, and provided many of the resources for this paper. Tagoras, a
consulting firm specializing in the global market for lifelong learning, surveyed
trade and professional organizations about learning trends. Of the 157 respon-
dents, 5.3 percent indicated they were currently providing Flipped Learning for
continuing education and professional development, and 10 percent said they
planned to offer this in the next twelve months [Yarbro et al., 2014; Taragos et al.,
2014].

While most of the incidents of flipping the classroom reported in the literature
seemed to have been with relatively small sized classes, the technique can be
applied to large enrollment sections as well. Schullery et al. examined the impact
of using a hybrid flipping model in a foundations of business course that had been
taught using the traditional lecture format in a 300 seat classroom. In the
redesigned format, students viewed lectures online outside of class and weekly
face-to-face classes were conducted using part-time faculty from the business
community. These sessions focused on real-world applications of material cov-
ered in the online lectures. The authors reported increased student engagement
and satisfaction levels.

USING A FLIPPED CLASSROOM PEDAGOGY

Our university is a midsized (about 3,000 undergraduate students) private
institution located in the northeastern United States. Our undergraduate business
major is a four year program and students typically declare their business major
in their applications to the university. As a result, some students take their first
accounting course as early as in the spring of their first year. Since the introduc-
tory courses in financial and managerial accounting are both prerequisites for the
introductory finance course, most of the finance students are at least second
semester sophomores. Students receive a laptop computer as part of their tuition
when they enroll and trade for a new model at the beginning of their junior year.
The fact that every student has access to the same up-to-date technology elimi-
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nates some of the problems others may have where access to technology is a
problem.

In the fall of 2013, we began to experiment with flipping the classroom in our
introductory courses. Each of us, two faculty members in accounting and one in
finance, began to experiment independently. Only later in the semester when we
became aware of each other’s activities did we begin to compare methodologies
and results (and collaborate on this article). The courses involved were Principles
of Managerial Accounting, Principles of Financial Accounting, and Financial
Management (hereafter referred to as Managerial Accounting, Financial Account-
ing, and Finance). As we will discuss, the degree to which each of us flipped our
classroom varied by instructor. The Managerial Accounting instructor recorded all
of her lectures and required students to watch them in advance but continued to
use most class time to demonstrate and discuss the solutions to problems with her
leading the discussion from the front of the class. The Financial Accounting
instructor experimented with having some lectures recorded and viewed before
class while others were delivered in the traditional lecture format. The Finance
instructor utilized the flipping pedagogy to the greatest extent and we begin our
summary of the three variations with that course.

The course that employed the flipping methodology to the greatest extent was
Finance. This is the first course in finance and is required of all business students,
not just those concentrating in finance. This course is typical of that found in most
business schools and focuses on the basic tools of finance including time value of
money, stock and bond valuation, risk and return, cost of capital, and capital
budgeting. Much of the material focuses on problem solving and students are
expected to use Excel. Our curriculum includes an introduction to business
technology course where students are taught Excel. However, by the time students
arrive in Finance, many have forgotten most of the details so the early parts of the
course include refreshers in Excel.

Figure 1 shows how the Finance course was structured before and after the
adoption of the flipped pedagogy. In the lecture-based format, the largest block of
class time was used for lectures with the instructor at the front of the class most
often using PowerPoint slides. While students were encouraged to ask questions
and were sometimes queried about class material, the process was very much one
directional, the so-called “sage on the stage.” Following the lecture on the day’s
material, students were shown how to use Excel to model typical applications. In
this portion of the class, the instructor would lead the discussion from the
computer at the front of the room and students would replicate the Excel work in
the template provided by the instructor. While this part of the class is still led by
the instructor from the front of the class, students are more engaged as they are
actively working on their computers. On a typical day, the combined lecture and
Excel applications would use most, if not all of the class time. Students would
then be given a series of problems on the material and asked to complete their
solutions before the next class. If time remained before the end of class, students
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might begin their work but on most days, this signaled the end of class. The next
class day would begin with a quick review of the solutions before beginning that
day’s lecture.

In the flipped version of the course, all lectures were prerecorded, using
Blackboard Collaborate�, and students were required to watch the lectures before
coming to class. To increase the likelihood that students would watch the lectures,
the recordings were integrated with Blackboard’s grade center and students
received 10 percent of their course grade for watching each lecture before its
assigned class. The prerecorded lectures freed up at least half the typical class for
other activities. The Excel applications continued much as with the lecture-based
class but now these activities began immediately and were complete before the
midpoint of the class. More than half the typical class could now be devoted to
in-class work on in-class exercises and problems. Problems were distributed and
students were encouraged to work in teams of two or three to solve them. The
instructor’s role was to wander the classroom, observing progress, and helping
students with their problems. In this process, the instructor’s role changes to that
of the so-called “guide on the side.”

Managerial Accounting, a course that is required of both accounting and
nonaccounting business majors, is where the second variation of a flipped meth-
odology was employed. The main course objective is to understand how account-
ing information is used by management to plan operations, control activities,
evaluate results, and make business decisions. In order for students to achieve this
overarching objective, they must first understand basic concepts such as product
costing, cost behavior, break-even and cost-volume-profit analysis, budgeting,
and performance evaluation. At its rudimentary level, this course introduces a
significant amount of business-related vocabulary, associated numerical calcula-

Figure 1. Use of Class Time in Financial Management: Traditional Lecture-
based versus the Flipped Classroom
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tions, mechanical procedures, and use of formulas. Ideally, the professor is
expected to guide the student toward “acquiring” knowledge about these funda-
mental concepts, and then toward “applying” this knowledge to the managerial
process: planning operations, controlling activities, evaluating results, and making
decisions.

The top panel in Figure 2 shows how Managerial Accounting was structured
using the traditional lecture-based approach, prior to employing the flipped
methodology. Class time was primarily dedicated to alternating between tradi-
tional lecture and instructor-led problem solving, with students taking notes and
writing down solutions to the problems. Students would sometimes be called
upon to answer questions like “What is the next step?” or “What does this
mean?,” but the flow of information was primarily one-way, from professor to
student. The lecture material and problem solving focused on conveying the
fundamental concepts, definitions, and business-related vocabulary. Ulti-
mately, this portion of the class was dedicated to “knowledge acquisition” of
vocabulary, numerical calculations, and mechanical procedures, leaving little
time for students to “apply” their newfound knowledge to the main course
objective of understanding how accounting information can be used within the
managerial process.

Using the flipped methodology, much of the material formerly covered
during in-class lectures was now recorded in videos created by the professor.
As was the case in finance, these videos were prepared using Blackboard
Collaborate and were accessible by students from their Blackboard account.
However, rather than give students credit for simply watching the videos,
students were required to complete a fairly simple assignment after watching
the assigned video, using Connect�, the online homework management
system from McGraw-Hill. These assignments represented 5 percent of the

Figure 2. Use of Class Time in Managerial Accounting: Traditional Lecture-
based versus the Flipped Classroom
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final grade in the course. Since students had watched the videos and completed
a reinforcing assignment before coming to class, this flipped methodology
allowed the professor to shift learning of rudimentary concepts, “knowledge
acquisition,” to activities outside of class, leaving more classroom time for
“knowledge application” activities. The first part of the flipped class would be
devoted to activities reinforcing the knowledge that students had acquired by
watching the video and completing the related Connect prework. The profes-
sor would ask for students to provide a review of key concepts presented in the
video. At this point, the professor assumed that the students had acquired the
appropriate knowledge to proceed to the next level of learning. At the same
time, the professor was careful to reinforce the key concepts in the video as
the class proceeded through the “knowledge application” portion of the class.
The remaining class time was devoted to interactive problem solving, some-
times with the professor leading the discussion by posing questions to the
class and stimulating discussion, and sometimes by having the class work in
small groups, discuss and create possible answers to the questions, and
accordingly report back to the class. Using this flipped methodology, signif-
icantly more classroom time was focused on activities that promoted discus-
sion of possible answers to these “knowledge application” questions.

The third course that instituted the flipped classroom format was Financial
Accounting. The content of this course is theoretical and procedural based;
introducing students to the language of accounting and Generally Accepted
Accounting Principles. There are three components of the course; content delivery
via lecture, instructor-led problem solving, and student reinforcement. Using the
traditional lecture-based approach, the first two components are part of class time
with student reinforcement taking place outside of the classroom. As shown in
Figure 3, the traditional lecture-based approach in delivering the course mirrored
that of the Managerial Accounting course previously discussed. The instructor
would alternate between lecture and instructor-led problem solving, occasionally
ending the class period with small group problem solving. Time constraints often
eliminated the opportunity for small group problem solving even though, in the
instructor’s view, it was most effective in reinforcing the concepts delivered
during the earlier part of class.

Flipping the class in Financial Accounting enabled the instructor to allocate
much more class time to small group problem solving sessions. Shifting a
substantial part of content delivery outside the classroom ensured time was
available for small group problem solving each class period. At the start of each
class, the instructor would begin with a short review of the content delivered in
the video which enabled students to ask questions. Instructor-led problem solving
would follow the review, similar to the process followed in the traditional
classroom approach. Finally, student groups were formed, a more complex
problem was assigned, and the instructor would move from group to group,
guiding their progress. Using the flipped classroom approach, approximately 10
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percent of class time was allocated to review, 40 percent was allocated to
instructor-led problems solving, and 50 percent was allocated to small group
problem solving.

EFFECTIVENESS

Measuring the effectiveness of our changes in pedagogy is challenging since
our changes occurred over time and there is no systematic way to measure
performance differences against a control sample of students who went through
our courses in circumstances that were identical with the exception of our change
in pedagogy. However, we did attempt to measure effectiveness indirectly by
surveying students about their satisfaction with the methodology.1

We attempted to measure student satisfaction with a survey of students that
was done at the same time as the required teaching evaluations at the end of the
semester. We included the following question: “Compared to courses where the
instructor primarily lectures, how did the structure of this course affect your
learning of the course material?” On a seven point scale, students were asked to
circle the number that corresponded to their perceptions with seven indicating that
they found it “much easier” to learn the material, one indicating that they found
it “much more difficult,” and four indicating that their ability to learn the material
was “about the same.” A total of 231 students completed the surveys, 61 in

1We also attempted to measure whether grades were affected by the methodology but the results were
inconclusive. The average grade in the finance class did increase by a statistically significant amount between
the last semester using the traditional lecture method and the second semester using the flipped methodology, but
grades in the two accounting courses did not change by a statistically significant amount. This is consistent with
the literature which shows some instructors finding significant improvements in grades and others not.

Figure 3. Use of Class Time in Financial Accounting: Traditional Lecture-
based versus the Flipped Classroom
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finance (2 sections), 76 in managerial accounting (3 sections), and 94 in financial
accounting (3 sections). Figure 4 shows the results.

While the responses between the three subjects differed, more students felt the
flipped classroom approach made it easier for them to learn the material. The
result is more pronounced in finance and managerial accounting where 65.6
percent and 65.8 percent, respectively, scored the question as a 6 or 7, compared
to a total of 41.5 percent of financial accounting students. We can only speculate
whether these differences result from differences in the subject matter or in how
the instructors implemented the pedagogy.

We also asked students directly about their preference for the flipped ap-
proach compared to the traditional lecture approach. Specifically, we asked to
“suppose that you had the opportunity to take another course and there are two
available sections, one taught using the format we used in this class and the other
a traditional lecture format. In which section would you likely choose to enroll?”
Figure 5 shows the results.

Students showed a strong preference for the flipped classroom methodology.
As with their perceptions of learning, students in finance and managerial account-
ing showed the greatest likelihood to select a future course based on its flipped
methodology with 71.7 percent and 64.5 percent, respectively, scoring the ques-
tion with either a 6 or a 7. In contrast, only 43.6 percent of student in financial
accounting scored the question with a 6 or 7 and 38.3 percent of these students
recorded a 3, 4, or 5, indicating either only a slight preference or indifference.

While we found that the majority of students believe that the flipped pedagogy
improved their learning and that they would be likely to seek out classes with this
methodology in the future, both Figures 4 and 5 show that there were students
who preferred the lecture format and felt that it was better suited for their learning
style. This is consistent with studies in other disciplines that found that, while a

Figure 4. Student Perceptions of Learning
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majority of students preferred the flipped methodology, there was a small portion
of students who prefer traditional lectures.

We also asked students to give us written feedback about the course format
and the results were very positive, but not exclusively so. For example, one
student wrote “the format of this class is far better for understanding the material.
If I need help, it is easier to seek out the professor in class than out of class.”
Another said “I think watching the lectures outside allowed us to a lot more
practice in class.” Another noted that the format “kept the class interesting and
engaging” and that they “paid better attention to a format like this than just a
lecture.” One student said that they preferred the flipped methodology “because
working on your own can be frustrating and stressful.” Some students felt that the
methodology fit their learning style with one noting that “I am someone who
needs to be guided through steps and problems to learn rather than listen to
lectures.” Finally, some students noted the advantage of being able to rewatch
lectures noting that “I can pause, take notes, and rewind if I’m confused. I can
rewatch them before the exam.”

A minority of students did not prefer the flipped approach. One wrote that
“doing problems on my own is much easier to do when I can go at my own pace
than in a classroom where everyone has to go at the same rate.” One student found
that doing problems in small groups to be “challenging and intimidating.” Another
notes that when “watching the videos, I cannot ask questions and I forget by the
next time we have class.”

We are among a very few number of colleagues who flip our classes in our
institution and, for many students, our classes have been their first experience with
the pedagogy. One student notes that “it took a while to get used to,” and another
said that “it took some adjusting but it works.” Another student confessed that “I

Figure 5. Preference for Style of Future Classes
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am not a very responsible person so it was kind of a struggle to see the lectures
before class.”

LESSONS LEARNED

After three semesters of using the flipped pedagogy, we have learned many
things about the process that can be helpful to other instructors embarking on a
change in how they teach. Our lessons learned are numbered below.

1. Communicate exactly what you want students to do before, during, and after
class

The flipped classroom methodology requires a revised structure of expecta-
tions for both faculty and students. For both faculty and students, preparation for
class is different, class time itself is conducted in a different way, and expectations
for after class might be different as well. Consequently, this methodology repre-
sents a learning process for both faculty and students. Additionally, communica-
tion about these revised roles is imperative for this process to work.

Most faculty members equate teaching with lecturing and most students do as
well. As a result, faculty members have to think about and plan how their roles in
the classroom will change and they need to communicate these revised roles to
their students along with their expectations for the students. If you, like us, are
among the first faculty members in your business school to flip the classroom,
your students may be initially confused. For example, in the first semester that the
financial management class adopted the flipping methodology, attendance rates
dropped significantly. In retrospect, this likely occurred because the new format
was not well explained and expectations about attendance were not well commu-
nicated. Since many students are conditioned to believe that going to class is about
hearing the lecture, too many concluded that the availability of recorded lectures
meant that there was little value to going to class. In the second semester,
attendance in the finance class was addressed in two ways. First, on day one, the
instructor took time to explain how the class was structured, what activities would
happen in class, and the benefits students would see from being present. This
enhanced communication was further reinforced with the addition of near daily
quizzes on prior material. With these changes, attendance levels returned to levels
typical of lecture format classes.

2. Students need to be told that they are responsible for their learning

This is one of the most important pieces of information to be communicated
as part of lessons-learned #1, but due to its importance, the authors decided to
assign it a separate number. The flipped methodology transforms students from
passive learners to active learners, acquiring knowledge by watching video
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lectures and applying that knowledge by actively participating in classroom
activities. As Freeman et al. [2014] notes, active learning has been found to be
more effective than passive learning. However, students cannot be forced to
actively learn; they must make a conscious decision to do so. They must under-
stand that the flipped classroom format is a learner-centered strategy for empow-
ering students to become active, responsible, and successful learners; conse-
quently, students must make the conscious decision to be responsible for their
learning.

3. Faculty need to become more comfortable with being “the guide on the
side”

Faculty members need to reconsider their role in the classroom and become
more comfortable with the less structured classroom environment. As we noted
before, the switch to flipping the classroom is often characterized as moving from
being the “sage on the stage” to being the “guide on the side.” For faculty
members who are accustomed to being the focal point of an orderly and quiet
classroom, flipping the classroom may be a shock. In our classrooms, we are more
often found sitting beside one or more students tutoring on an individual or small
group basis while the rest of the class works on the same material, often with
numerous simultaneous discussions underway. As our students became accus-
tomed to this style of learning, they increasingly sought out the instructor during
class and, as a result, we became increasingly busy. We discovered that flipping
the classroom even blurred the beginning and ending times of classes. Toward the
end of the semester as students were more comfortable with the flipped class,
some began coming early to begin work. Similarly, groups of students often
remained after class continuing to seek instructor guidance.

4. Think about the length, content, and possible learning tools to be provided
with video lectures

One of the most important lessons-learned is the importance of keeping video
lectures short. In one early case, one of us recorded a one-hour lecture for students
to watch. Students universally hated it and there is probably a high probability that
students did not watch more than 15 minutes of it. Most of our lectures now run
no more than 15 minutes with the occasional video approaching 20 minutes, still
longer than the typical YouTube� video our students are used to. This short time
frame required us to carefully think about how to communicate the most impor-
tant material as succinctly as possible.

We found it is very helpful to determine the learning objective(s) of each
video lecture prior to recording. Learning objectives can then be further broken
down into key concepts. By focusing video content on these key concepts for that
learning objective, we were able to easily shorten the length and prevent the
student from being inundated with too much detail. In addition, one instructor
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provided students with the PowerPoint slides used within the video. Students
could print out the slides ahead of time in order to take notes on the slides as they
watched the video lecture and related annotation of solutions and concepts. One
instructor noted that approximately 60 percent of students indicated they took
notes while watching the video lectures. In fact, some students noted that the
process was easier and they appreciated the ability to pause the video while
finishing their thought or idea. Students could then easily refer to these notes
while completing subsequent in-class activities. This was found to be an effective
learning tool for students; future PowerPoints provided will also include the
learning objective(s) for the video session as well.

5. There was (and continues to be) a learning curve with the technology
involved

We began this process with little knowledge about the technology required
to prerecord lectures. We were fortunate to have good technical support from
a dedicated educational support specialist who works in our Center for
Teaching and Learning. Without this level of support, the technical challenges
would have been a major hurdle, especially early in the learning process. From
our perspective, there is a trade-off that faculty must consider. While we
wanted to create lectures that were as professional looking as possible, we
wanted to do so with as little time commitment as possible. We recorded our
lectures using Blackboard Collaborate, a recording module within the Black-
board learning management system. We found that the system has its strengths
and weaknesses. Its strengths include being integrated with the overall Black-
board system and thus familiar to students. It is also quite easy to use once one
learns the less-than-intuitive set up process. Collaborate allows the use of
PowerPoint slides and annotation, although as we will discuss, this is depen-
dent on the hardware employed. Collaborate’s main weakness is in its com-
plete lack of editing capability. Faculty members cannot edit mistakes (or
coughing bouts) from the recording. On a couple of occasions, this meant that
entire lectures had to be rerecorded. In general, though, it took only a few
minutes more to record a lecture than it does to deliver it live. We initially
recorded our lectures using our note-book computers, a process that made
annotations on the slides difficult and often only marginally legible. In the
second semester, two of us participated in a pilot program and were given
Lenovo tablet computers (windows based). These tablets use a pen for writing
and annotations and did improve our ability to annotate slides somewhat.

6. Ensuring that students watch the videos before coming to class is critically
important

As Snowden [2012] noted, some instructors have had issues with student
accountability for watching lectures before class. Clearly, students need to come
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to class having watched the lectures if flipping the classroom is to work. We each
used different approaches to ensuring student preparation. In the fall 2013
Managerial Accounting sections, each lecture included a required Connect pre-
work assignment that had to be completed before class, with the grades for these
assignments representing 5 percent of the course grade. In the spring 2014
Managerial Accounting section, the instructor experimented with excluding the
Connect prework as a requirement. She found that students’ level of preparedness
for in-class activities had significantly declined. They were not knowledgeable
about basic concepts presented in the required video, could not answer review
questions that were posed to them, and came to class with the attitude that the
professor was going to lecture on these topics. It became apparent to the instructor
that the requirement for Connect prework needed to be reinstated in order to
ensure proper student preparation for class. Once this requirement was reinstated,
students were more prepared for class activities.

The instructor in the finance and the financial accounting instructor class took
another approach and awarded ten percent of the overall course grade for watch-
ing the lectures before coming to class. This was monitored by integrating the
prerecorded lectures to Blackboard’s grade center. Lectures were set up on
Blackboard so that they could be viewed for credit up to class time. While the
lectures remained available in another section of Blackboard after the due date,
students could not receive credit for late viewings. Clearly, students responded
better in preparing for class when incentives were offered.

7. Flipping the classroom can mean different things to different instructors

The three instructors writing this paper took different approaches to flipping
the classroom, each with varying types of activities in class. The common thread
was that the video lecture was used as the primary vehicle for the student to
acquire some basic knowledge about the course content. Although each of us
approached flipping the classroom in a different way, we each are convinced that
this pedagogy has improved both our teaching and student learning of our
subjects.

SUMMARY AND NEXT STEPS

In this paper we have described a three-semester experiment in which three
experienced college instructors changed their long-practiced approach of using
lecturing as their main teaching method. Using prerecorded videos of their
lectures, each instructor changed how they used class time to focus on activities
that promote active learning. While the in-class activities of these three instructors
varied, each instructor saw an increase in student satisfaction.

While we have learned a great deal over the past year, our transition to
flipping the classroom continues to be a “work in progress.” Along with col-
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leagues who are joining us in this transition, we continue to think about and
experiment with the following:

1. Technology

While our ability to create good quality lectures in a limited amount of time
has increased with experience, work remains to be done. We are experimenting
with different hardware including the iPad, Surface, and Yoga tablets and digi-
tizing pads with the goal of finding the best method of creating legible drawing
and annotations in our lectures. We are also experimenting with different software
including packages such as Camtasia for tablet computers and apps such as
Explain Everything for the iPad. There are many options to explore and the ideal
combination will depend both on individual preference and what is supported at
your institution.

2. Classrooms

This new (to us) pedagogy creates the need for a different style of classroom.
The traditional classroom designed for lectures with students in rows is not
conducive to facilitating iterations between students. The ideal classroom is one
where students can work together in small groups with sufficient room for the
instructor to move freely around the room.

3. Definition of Teaching

Perhaps most fundamentally, our experiment has caused us to consider the
very definition of teaching. Two years ago we might have quickly asserted that
teaching is what we do in our classrooms during class. Today, the answer would
be quite different. Our roles have expanded to consider the activities of both
ourselves and our students both in and out of class. The definition of a teacher is
now one who manages this process in a way to maximize student learning.

REFERENCES

Alvarez, B. (2012). “Flipping the Classroom: Homework in Class, Lessons at
Home,” Retrieved from www.eddigest.com, (April), 18–21.

Bates, S. and Galloway, R. (2012). “The Inverted Classroom in a Large Enroll-
ment Introductory Physics Course: A Case Study,” Proceedings of the HEA
STEM Learning and Teaching Conference (2012), Edinburgh, UK: The
Higher Education Academy, University of Edinburgh.

Enfield, J. (2013). “Looking at the Impact of the Flipped Classroom Model of
Instruction on Undergraduate Multimedia Students at CSUN,” TechTrends,
57(6), (November/December), 14–27.

Findlay-Thompson, S. and Mombourquette, P. (2014). “Evaluation of a Flipped

50 Journal of the Academy of Business Education

www.eddigest.com


www.manaraa.com

Classroom in an Undergraduate Business Course,” Business Accreditation &
Accreditation, 6(1), 63–71.

Flipped Learning Network & Sophia (2014). Growth in Flipped Learning: Tran-
sitioning the Focus From Teachers to Students for Educational Success.
Retrieved from http://www.flippedlearning.org/survey.

Freeman, S., Eddy, S. L., McDonough, M., Smith, M. K., Okoroafor, N., Jordt,
H., and Wenderoth, M.P. (2014). “Active Learning Increases Student Perfor-
mance in Science, Engineering, and Mathematics,” Proceedings of the Na-
tional Academy of Science, 111(23), 8410–8415. www.pnas.org/cgi/doi/10.
1073/pnas.1319030111.

Kachka, P. (2012). “Understanding the Flipped Classroom: Part 1,” Faculty
Focus: Higher Ed Teaching Strategies from Magna Publications, October 23,
http://www.facultyfocus.com/articles/teaching-with-technology-articles/
understanding-the-flipped-classroom-part-1/.

Lape, N., R. Levy, and D. Yong (2014, Apr 25). Can Flipped Classroom Help
Students Learn? We are Trying to Find Out. Slate. Retrieved from http://www.slate.
com/articles/technology/future_tense/2014/04/flipped_classrooms_can_they_
help_students_learn.html.

McLaughlin, J. E., M. T. Roth, D. M. Glatt, N. Gharkholonarehe, C. A. Davidson,
L. M. Griffin, D. A. Esserman, and R. J. Mumper (2014). “The Flipped
Classroom: A Course Redesign to Foster Learning and Engagement in a
Health Professions School,” Academic Medicine, 89(2), 246–243.

Schullery, N. M., R. F. Reck, and S. E. Schullery (2011). “Toward Solving the
High Enrollment, Low Engagement Dilemma: A Case Study in Introductory
Business,” International Journal of Business Humanities and Technology,
1(2), 1–9.

Snowden, K. E. (2012). “Teacher Perceptions of the Flipped Classroom: Using
Video Lectures Online to Replace Traditional In-Class Lectures,” Master of
Arts Thesis, University of North Texas, Denton, TX.

Taragos and Digital Ignite (2014). Experiencing the Fringe: Flipping, Microcre-
Dentials, and Moocs. [White Paper]. http://www.taragos.com/2014/05/13/
flipped-learning-microcredetials-moocs.

Yarbro, J., K. M. Arfstrom, K. McNight, and P. McKnight (2014). ”Extension of a
Review of Flipped Learning,” Flipped Learning Network, Pearson, George Ma-
son University, Fairfax, VA. http://flippedlearning.org/cms/lib07/VA01923112/
Centricity/Domain/41/Extension%20of%20FLipped%20Learning%20LIt%20Re
view%20June%202014.pdf.

Spring 2016 51

http://www.flippedlearning.org/survey
www.pnas.org/cgi/doi/10.1073/pnas.1319030111
www.pnas.org/cgi/doi/10.1073/pnas.1319030111
http://www.facultyfocus.com/articles/teaching-with-technology-articles/understanding-the-flipped-classroom-part-1/
http://www.facultyfocus.com/articles/teaching-with-technology-articles/understanding-the-flipped-classroom-part-1/
http://www.slate.com/articles/technology/future_tense/2014/04/flipped_classrooms_can_they_help_students_learn.html
http://www.slate.com/articles/technology/future_tense/2014/04/flipped_classrooms_can_they_help_students_learn.html
http://www.slate.com/articles/technology/future_tense/2014/04/flipped_classrooms_can_they_help_students_learn.html
http://www.taragos.com/2014/05/13/flipped-learning-microcredetials-moocs
http://www.taragos.com/2014/05/13/flipped-learning-microcredetials-moocs
http://flippedlearning.org/cms/lib07/VA01923112/Centricity/Domain/41/Extension%20of%20FLipped%20Learning%20LIt%20Review%20June%202014.pdf
http://flippedlearning.org/cms/lib07/VA01923112/Centricity/Domain/41/Extension%20of%20FLipped%20Learning%20LIt%20Review%20June%202014.pdf
http://flippedlearning.org/cms/lib07/VA01923112/Centricity/Domain/41/Extension%20of%20FLipped%20Learning%20LIt%20Review%20June%202014.pdf


www.manaraa.com

Reproduced with permission of the copyright owner. Further reproduction prohibited without
permission.


