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Abstract 

This study investigated different modalities of videos in a flipped classroom for English writing classes in 
an intensive English program at a state university in Turkey. This quasi-experimental study was conducted 
with six experimental groups (n= 109) and one control group (n = 18). The dataset included the 
participants’ scores of an essay pretest and two posttests, namely, recall and essay posttests. The data 
analysis showed that the experimental group viewing the video lecture which includes simultaneous 
presentation of animation and on-screen text followed by a narration in a user-paced environment 
outperformed the control group on the recall posttest. The groups studying the video lecture including 
animation with simultaneous narration and sequential on-screen text in a whole presentation and in a 
part-by-part presentation outperformed the control group on the essay writing posttest. In the whole 
presentation, participants studied all the parts of a video in a system-paced design and answered the 
related questions whereas participants studied each part of a video and answered the related questions 
in a part-by-part presentation. The paper provides a discussion and a set of recommendations on how to 
design flipped classrooms. 

Keywords: flipped learning, flipped classroom, multimedia learning, video modalities, English as a foreign 
language, academic essay writing 

 

INTRODUCTION 

Blended learning, which entails combining face-to-face lectures with online and computer-based instruction, 
has gained popularity as flipped classroom and flipped learning in recent years. Neill and Etheridge (2008) 
state that the learning environment should be a flexible one such as a classroom without walls, and students 
can/should go beyond the traditional lecturing in these classrooms through individualized learning activities. 
More recently, this going beyond the traditional lecturing has been adjusted, and with advances in 
technology, new types of flexible learning environments have emerged: the flipped classroom. It has different 
names such as inverted classroom (Lage, Platt & Treglia, 2000), flipped classroom (Bergmann & Sams, 2007), 
and Learn Before Lecture (LBL) (Moravec, Williams, Aguilar-Roca, & O’Dowd, 2010). 

In flipped learning, students are expected to watch (online) lecture videos and tutorials on their own flexible 
schedule at home, and come to the classroom with already-gained background information, which they 
utilize for in-class hands-on or experimental activities and problem-solving tasks (Akçayır & Akçayır, 2018; 
Szafir & Mutlu, 2013). In this study, the flipped design was implemented in English writing classes. The 
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purpose of this study was two-fold: One was to measure the effect of flipped classroom in English writing 
classes, and the second was to investigate the effect of different modalities of multimedia representations 
used in those learning materials. 

Flipped Classroom 

In a flipped design, short lecture videos are assigned to the students so that they can study them before 
coming to the class and become ready to do some related activities in class. By means of the video lectures, 
classroom time is devoted more to answering questions that come from students, practicing, focusing on 
problem sets, and getting support from the teacher in flipped learning. As a result, the traditional homework 
becomes schoolwork in a flipped learning environment. 

Some researchers (e.g., Bergmann & Sams, 2012; McGivney-Burelle & Xue, 2013; Sarawagi, 2014; Talbert, 
2014) claim that flipped learning can be based on Bloom’s taxonomy of cognitive domains (1956). In flipped 
learning, while the first two phases such as remembering and understanding occur at home, the last four 
high-level skills such as applying, analyzing, evaluating, and creating can be utilized during in-class activity 
time. 

In order to benefit from the flipped design most, it should be used in higher education with adolescents and 
adults, but not in the introductory level courses (Strayer, 2012; Tomas, Evans, Doyle, & Skamp, 2019). The 
videos assigned as homework should not be too long. The optimal duration for videos is less than 15 minutes 
(Wan, 2014). By taking the context and the learner needs into account, when it is designed properly, flipped 
classes become useful, which results in more learning gain than traditional classes (Bergmann & Sams, 2007; 
Moravec, Williams, Aguilar-Roca & O’Dowd, 2010; Turan & Akdag-Cimen, 2019). 

In the studies comparing post-secondary flipped classes with traditional classes (e.g., Day & Foley, 2006; Love, 
Hodge, Grandgenett & Swift, 2012; Talbert, 2014), learning in flipped classes was found to be equal to or 
greater than learning in traditional classes. However, the flipped classroom has been applied mostly in 
computer science, economy, science and math courses up to now (e.g., Baepler, Walker, & Driessen, 2014; 
Foertsch, Moses, Strikwerda, & Litzkow, 2002; Lage, Platt & Treglia, 2000; Sezer, 2017; Strayer, 2012). Few 
studies can be found in social sciences, humanity, and language classes. There is a particular scarcity of 
studies on the effects of flipped classroom in foreign language learning contexts (Engin, 2014). 

In Wong and Chu’s study (2014), the effect of flipped listening classes on speaking skills was analyzed. The 
study was conducted in the academic year 2013-2014 with 68 students. The students in the flipped classroom 
were asked to study short videos before in-class time and take online exercises. The students in the 
traditional classroom (control group) studied the videos in the classroom, and then did the exercises. At the 
end, both groups were given a post-test (including multiple-choice and fill-in-the-blanks questions) about the 
videos. The results show that the students in the flipped classroom performed better in speaking tasks than 
the ones in the traditional classroom. They also stated that studying videos before class had a positive effect 
on their speaking skills and they came to the class more motivated to discuss the video-related cases. 
Kvashnina and Martynko (2016) flipped an undergraduate English for engineering course at a university in 
Russia. Forty-two students participated in the study. The flipped groups had higher scores than the control 
group did in the final exam including listening, reading, writing, and speaking tasks, and also the participants 
in the flipped classes were found to have positive attitudes towards integration of technology in language 
classes via flipped classroom. Alhamami and Khan (2019) investigated whether flipped learning has any 
effects on reading achievement. 43 freshman students participated in the study at a Saudi university. No 
significant difference in the posttest results was found between the face-to-face and flipped classes. That is, 
both types of instruction are equally effective in promoting English reading skills of beginner learners 
(Alhamami & Khan, 2019). 

There is little research analyzing the effects of flipping in writing classes where English is a foreign language 
(Engin, 2014). In addition to that, up to now, only traditional classes and flipped classes have been compared, 
and almost no exploration regarding the design of videos has been made in the flipped classroom studies 
(Day & Foley, 2006; Love, Hodge, Grandgenett, & Swift, 2012; Talbert, 2014). There are few studies analyzing 



 
Umutlu & Akpinar / Contemporary Educational Technology, 2020, 12(2), ep270 

  3 / 16 

different video formats in flipped learning environments (Chen & Wu, 2015). To fill these gaps in the 
literature, this study was conducted in intensive English writing classes and compared both the traditional 
classroom with flipped classrooms and flipped classrooms using varying types of videos. In this paper, 
traditional classroom refers to a learning environment where most of the class time is devoted to face-to-
face instruction mainly given by the teacher and few practice activities take place (Schmidt, 2009). 

Multimedia Learning 

According to Mayer (2014), multimedia learning helps students to create mental representations by 
presenting visual or auditory materials to learners. Mayer (2014) puts forward two goals and three types of 
learning outcomes of multimedia learning. The first goal of multimedia instruction is to enable learners to 
remember and recognize the presented material. The second goal is to let learners use what they get from 
the presented material in new and different situations. Retention tests are used to test the former goal, 
whereas transfer tests are conducted to test the latter. Three types of learning outcomes can be observed at 
the end of a multimedia learning process (Mayer, 2014). The first one is no learning which indicates poor 
retention and poor transfer. The second type is rote learning as a result of good retention, but poor transfer. 
The final type is meaningful learning which results in integrated knowledge due to good retention and good 
transfer. Meaningful learning is the intended goal of multimedia learning and instruction. 

To achieve meaningful learning, some factors and design features of multimedia learning should be taken 
into account. There are three main assumptions or theories that can be utilized while designing multimedia 
learning environments. Dual Channel Assumption (Paivio, 1978) claims that human beings have two channels 
to process the information presented to them. One of them is visual, and the other one is auditory. Pictorial 
input is processed in the visual channel whereas verbal input is processed in the auditory channel. Cognitive 
Load Theory (Sweller, 1988) asserts that working memory has a limited capacity; thus, processing the visual 
or auditory input can be overloading for it. According to Sweller (1988), there are three types of cognitive 
load. Intrinsic load results from the nature of the material; that is, from its default complexity whereas 
extraneous load is caused by inappropriate instructional design. Germane load, on the other hand, is the 
cognitive load emerging as a result of learning effort. Therefore, the goal of multimedia learning environment 
design is to remove extraneous load while triggering germane load. 

Taking Sweller’s cognitive load theory (1988) and Paivio’s dual channel assumption (1978) into consideration, 
Mayer (2014) suggests the cognitive theory of multimedia learning in order to make multimedia learning 
meaningful for learners. In his theory, Mayer (2014) suggests twelve multimedia design principles to decrease 
extraneous load, but to increase germane load. Three of the principles used in this study were: (1) multimedia 
principle which states people learn better from words and pictures than words alone, (2) redundancy 
principle that claims people learn better from graphs/pictures and narration rather than graphs/pictures, 
narration, and on-screen text, and (3) modality principle that asserts that people learn better when 
graphs/pictures are presented with narration rather than with on-screen text. In several previous studies 
(e.g., Jamet & Le Bohec, 2007; Mayer & Johnson, 2008; Shapiro, 2008), it was found that when multimedia 
learning environments are designed based on these principles, learning is enhanced. The fourth principle that 
was tested in this study was segmenting principle. According to this principle of Mayer (2014), people learn 
better when they are provided with user-paced pieces of a multimedia presentation rather than a whole, 
unsegmented presentation. In previous studies (e.g., Mayer & Chandler, 2001; Mayer, Dow, & Mayer, 2003), 
learners who viewed segmented or part-by-part presentations outperformed the ones who viewed whole, 
unsegmented presentations in transfer tests. Another aspect of the videos used in this study was videos being 
user-paced or system-paced. In their study, Corbalan, Kester, and Van Merriënboer (2008) found that 
learners’ task involvement increased when the presentation was user-paced and controlled by learners. 

Developing Writing Skills 

According to White and Arndt (1991), writing is not a simple process that involves just spelling the words 
correctly and putting words together. On the contrary, writing is a process that involves high-level cognitive 
thinking processes. Even in their native language, people have difficulties putting their ideas together 
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coherently although they have broad knowledge of language structures (Susser, 1994; White & Arndt, 1991). 
When it comes to writing in a foreign and second language, the task becomes much more difficult even 
though writing is mostly based on cognitive processes, not language structures. Because foreign or second 
language learners are required to write according to different schemata of a different language which is 
unfamiliar to them, they engage in more challenging cognitive processes involved in writing (Susser, 1994; 
White, 1988). Thus, the aim of foreign or second language writing courses should be to teach students how 
to compose their ideas, not the specific language structures because writing a composition or an essay does 
not only mean producing grammatically correct sentences (Nagao, 2019; Zamel, 1976). 

Language use also has a goal of conveying messages. This goal can be achieved through certain receptive 
skills such as reading and listening, and productive skills such as writing and speaking. These skills need to be 
improved in a language learning process, and multimedia design aims to enhance this process. When 
multimedia instruction is integrated to language learning, it becomes a part of Computer-Assisted Language 
Learning (CALL). Plass and Jones (2005, p. 469) define the use of multimedia to learn a language as “use of 
words and pictures to provide meaningful input, facilitate meaningful interaction with the target language, 
and elicit meaningful output.” 

Use of interactionist approaches in second language acquisition in CALL environments is supported (Chapelle, 
2009). The first stage is the comprehensible input stage (Krashen, 1987). In a multimedia language learning 
environment, learners select words or pictures so that they can perceive and comprehend the input. In this 
stage, learners cannot produce any target language but understand it. Once the input is comprehended, it 
becomes intake to be integrated into learners’ prior linguistic knowledge. This forms the second stage of the 
interactionist approach that involves interactive processing. After these two stages are completed, learners 
are expected to produce their comprehensible output (Richards & Rodgers, 1986) which is the result of 
knowledge transfer. In CALL environments, different multimedia modalities such as visual input or auditory 
input are incorporated into these stages of the interactionist approach. 

It can be argued that the first two phases of this approach occur outside the class in flipped writing classes 
through multimedia videos. Once learners comprehend the input, they come to class to produce output 
through hands-on activities in flipped designs. In this way, it is more possible for learners to focus on 
producing meaningful, coherent, and grammatical sentences while writing since more in-class time is 
allocated for activities and tasks that necessitate high-order thinking skills. Flipped learning in language 
classes can also be associated with the pedagogy “Present-Practice-Produce (PPP)” (Richards & Rodgers, 
1986). Based on the stages of this model, the present stage occurs at home while learners are studying the 
video lectures presenting information, and the practice and produce stages are completed in class when they 
are involved in tasks and activities in a flipped learning environment. Thus, implementation of the flipped 
design in writing classes is probable to result in better learning gain. 

Purpose of the Study and the Research Questions 

This study aims to examine the effect of flipped classes on students’ writing achievement in an intensive 
English program and to investigate whether modality of flipped video lectures, including animation/diagram, 
narration, and on-screen text presented either simultaneously or sequentially in a system-paced or user-
paced design, affects the writing achievement of students. 

Accordingly, the study aimed to answer the following questions:  

(i) Do flipped writing classes affect the students’ writing achievement in English classes?  

(ii) Does the modality of flipped video lectures affect the writing achievement of the students? 

METHODOLOGY 

This study employed a quasi-experimental pretest-posttest design (Cook & Wong, 2008; Creswell, 2012). The 
intact pre-intermediate classes, which are equivalent of B1 in Common European Framework, in the intensive 
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English program were involved in the study through convenience sampling. That is, instructors of all pre-
intermediate classes were interviewed, and seven of them volunteered to participate in the study. Before 
the intervention, a pretest including an essay question was given to all groups, and after the intervention a 
recall posttest and an essay posttest were conducted in all groups. While the flipped design with different 
modalities was the independent variable, writing achievement was the dependent variable in this study. 

Participants and Setting 

The participants were 127 pre-intermediate students in the intensive English program at a state university 
where the medium of instruction is English in Istanbul, Turkey. The participants were 18-19 years old. They 
were in their first year at the university. There were six experimental groups, each of which studied videos 
including different modalities and one control group receiving lectures in a traditional classroom. The 
participants in the flipped classes (experimental groups) were assigned video lectures about classification 
essay and asked to watch them before they came to the class. The number of participants in each 
experimental group ranged from 15 to 20. The participants in the traditional classroom (n=19) were provided 
with the same lecture content about classification essay via face-to-face instruction. The traditional class 
instructor presented the same content through printed materials and worksheets. 

Data Collection Procedures and Materials 

The intervention was conducted during the classification essay unit in which students learned to write five-
paragraph essays categorizing people, concepts, or objects based on a principle or criterion. Before 
conducting the study, an approval was taken from the Institutional Review Board and Ethics Committee of 
the university where the study was conducted. Accordingly, informed consents from all participants were 
taken. 

Before the intervention, an essay pretest was given to all groups. The pretest essay topic was types of TV 
programs because the intervention was conducted for the classification essay type, and the participants were 
asked to write the classification essay in fifty minutes. The prompt given for the pretest essay was “Write a 
classification essay about types of TV Programs. You have 50 minutes. You may use the categories given as 
follows or you can write about you own points: (a) Entertainment programs, (b) TV series, (c) News programs, 
(d) Sports programs, and (d) Documentaries.” 

Following the pretest, a slide-based video lecture was assigned for home viewing to the experimental groups, 
with each group receiving the lecture in a different format. Six versions of the video lecture were prepared 
by the first researcher (see Table 1 and Umutlu (2016) for details). 

Table 1. Videos with Different Modalities for the Experimental Groups 
Video Type Video Code Video Description 

Animated slides with simultaneous Narration followed by 
Text in a user-paced/learner-controlled linear 
presentation 

AN+T Participants could watch the AN+T linear video 
presentation by clicking on the buttons to pace 
it themselves (see Figure 1). 

Animated slides with simultaneous Text followed by 
Narration in a user-paced/learner-controlled linear 
presentation  

AT+N Participants could watch the AT+N linear video 
presentation by clicking on the buttons to pace 
it themselves (see Figure 2). 

Animated slides with simultaneous Narration followed by 
Text in a system-pacing linear presentation 

AN+T_W Participants watched the whole AN+T video, 
and then answered related multiple-choice 
questions (see Figure 3). 

Animated slides with simultaneous Narration followed by 
Text in a system-pacing part-by-part presentation 

AN+T_P Participants answered a few of the multiple-
choice questions after watching each related 
part of the AN+T video (see Figure 4). 

Animated slides with simultaneous Narration followed by 
Text in a completely learner-controlled presentation 

AN+T_LC Participants could access the AN+T video slides 
in any preferred order (see Figure 5). 

Animated slides with simultaneous Text followed by 
Narration in a completely learner-controlled presentation  

AT+N_LC Participants could access the AT+N video slides 
in any preferred order (see Figure 6). 

Note. A set of sample video lectures can be found at https://bit.ly/2ZkCggK , only for review purposes, not for use. 

https://bit.ly/2ZkCggK
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All of the video lectures in this study were approximately 18-20 minutes. All video lectures were prepared by 
the first researcher on Articulate Storyline, an authoring environment to create instructional materials. Each 
lecture included the same content, and the content was presented to the students in three parts: What is 
Classification? Organization of Classification Essay, and Useful Classification Language Structures. While the 
participants in the flipped classes viewed the lecture videos at home, the traditional class students received 
the same instruction given by their instructor in a traditional classroom setting. In the six experimental 
groups, the structure of writing classes was changed. That is, students in those classes were asked to allocate 
their out-of-class time to study the instruction in the video lectures. Therefore, the structure of classes was 
different for both the students and the teachers in those groups. The students were required to watch the 
video lectures so that they became ready for the class. The instructors changed the design of their writing 
lessons since they were able to spend more time on practice essay writing in the class. Although the amount 
of instruction given to the students was same with its amount in the traditional class, the time spent studying 
and understanding the instruction was distributed for the experimental groups, which is the core pillar of 
flipped designs (see Table 2). 

A day after the lecture viewing or hearing, students in all groups took a 12-question multiple-choice recall 
test (see Figure 7). Aligning with the content presented in the videos and in the traditional lecture, this recall 
test has content validity. A sample essay analysis activity and two categorization exercises were completed 
in all classes. In the sample essay analysis activity, students in all groups analyzed the structure of a 
classification essay and discussed the structures used in it. In the categorization exercises, students in all 
groups were asked to categorize two topics: cars and sports. As a final posttest for the unit, all participants 
wrote a classification essay which was about movie types. The prompt given for this essay was: “Write 
classification essay about types of movies. You have 50 minutes. You may use the prompts given below or you 
can write about you own points: (a) Action movies, (b) Romantic movies, (c) Horror films, (d) Science-fiction 
movies, and (e) Animated movies.” 

Table 2. Data Collection Procedures 
 Traditional Classroom/ Control Group Flipped Classroom/ Experimental Groups 

Day 1 (The lesson plan was given to the instructor) 
Informed consent forms were collected from 
the participants. 

(The lesson plans were given to the instructors.) 
Informed consent forms were collected from the participants. 

Day 2 The essay pretest was administered. The essay pretest was administered. 

Days 3-8  Video lectures related to structures used in the classification 
essay and the organization of the essay were assigned to the 
participants to study at home (outside class time). 

Day 9  Video lecture content through hard-copy 
materials was covered by the class instructor. 

 

Day 10 Recall posttest was administered. Recall posttest was administered. 

Day 11-16 Activities related to classification essay were 
covered in the class. 

Activities related to classification essay were covered in the class. 
Participants wrote one practice essay in class. 

Day 17 Posttest (Essay Writing) Posttest (Essay Writing) 
 

 
Figure 1. Sample screenshots of AN+T 
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Figure 2. Sample screenshots of AT+N 

 

 
Figure 3. Sample screenshots of AN+T_W 

 

 
Figure 4. Sample screenshots of AN+T_P 
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Data Analysis 

The questions in the recall posttest (Cronbach’s α = .78) had only one correct answer, and the total score was 
25 points. Under blind review, the pretest and posttest essays were checked by two markers based on a 
holistic standardized rubric which includes five bands: very good = 20, good = 16, satisfactory = 12. doubtful 
= 10, unsatisfactory = 8, and poor = 4 (see Appendix A). Cohen’s kappa coefficient for the pretest was .64, 
and it was .88 for the essay posttest. 

 
Figure 5. Sample screenshots of AN+T_LC 

 

 
Figure 6. Sample screenshots of AT+N_LC 

 

 
Figure 7. Sample questions from the recall test 
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After the normality and homogeneity of the pretest data were checked, a parametric statistical test to 
compare more than two means (Field, 2013) on the pretest was selected: Analysis of Variance (ANOVA). The 
normality and homogeneity of the posttest data were also checked. To examine the effects of different 
modalities of flipped videos on the recall and essay writing posttests separately in the six groups, one ANOVA 
test for each posttest was conducted as its assumptions were met in the dataset. 

Results 

The pretest and posttest data were homogenous and normally distributed, and the descriptive statistics of 
the dataset are provided (Table 3). Based on ANOVA test results, all groups were equal in terms of the pretest 
scores since there was no significant difference among the groups (F (6, 120) = 1.27, p = 0.27). For the 
research question 1, the test results showed that all flipped groups got higher scores than the traditional 
class both on the recall and essay posttests although the difference was not statistically significant for all the 
experimental groups. 

As for the research question 2, ANOVA tests revealed a significant difference among the recall posttest scores 
of the groups (F (6, 120) = 2.33, p = 0.04). TukeyHSD post hoc test indicated that there was a significant 
difference between the AT+N group and the control group on the recall posttest (p = 0.02, d= 1.43). That is, 
when the animated slides containing on-screen text were followed by narration, learners scored higher on 
the recall test, indicating this type of video may be better for recall and rote learning (Mayer, 2014). ANOVA 
tests also indicated that there is a significant difference in the essay posttest scores of the groups (F (6, 120) 
= 3.63, p = .002). TukeyHSD post hoc test indicated that both groups viewing the system-paced videos 
AN+T_W and AN+T_P outperformed the traditional class on the essay posttest (both p< .05, d= 1.12 and d= 
0.97 respectively), indicating that this type of video may promote deep learning and transfer. This result also 
suggests that whether the video was presented as a whole or part-by-part did not affect the essay writing 
performance of the participants in those two groups. It can be concluded that modality played a bigger role 
than the presentation style did. In addition, no significant difference was found when flipped designs 
(experimental groups) were compared with each other. 

Discussion 

This study showed that the flipped classes viewing the AT+N video type outperformed the traditional 
classroom in the recall posttest. Contrary to our original hypothesis, these results suggested that viewing 
animated slides with simultaneous text highlighting key words, followed by a more elaborate narration 
enhances recall although this video format was expected to cause cognitive load on the visual channel 
(Sweller, 1988). This finding does not comply with the dual channel theory (Paivio, 1986) or the cognitive 
load theory (Sweller, 1988), which assert that human beings have two channels —visual and auditory— to 
process input and that animation/diagram and on-screen text should not be presented together in order to 
avoid the cognitive load in the visual channel respectively. This finding does not align with the modality 
principle (Mayer, 2014) in multimedia learning which states that pictures/ graphs/ diagrams should be 
presented with narration rather than on-screen text to offload the cognitive load in the visual channel, either. 
Additionally, it seems to be violating the redundancy principle which states that diagram, on-screen text, and 
narration should not be presented to learners at the same time; however, Moreno and Mayer (2002) argue 

Table 3. Descriptive Statistics of Each Group 
Intervention Types  Essay Pretest Recall Posttest Essay Posttest 

 n Mean SD  Mean SD Mean SD 

AN+T 15 5.0 1.79  21.6 3.37 11.0 2.36 

AT+N 18 4.8 1.67  22.7 1.87 11.1 1.29 

AN+T_W 20 5.3 1.30  21.7 2.65 12.3 2.43 

AN+T_P 17 4.6 1.36  20.4 2.42 11.7 1.92 

AN+T_LC 21 4.9 1.49  21.0 2.98 11.0 1.04 

AT+N_LC 18 4.1 0.47  20.9 3.28 11.0 1.58 

Traditional Lecture 18 5.1 2.05  19.7 2.29 9.3 2.89 
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that when a third modality, which can be either visual or auditory, is presented sequentially, it does not result 
in any redundancy effect. By contrast, Kalyuga, Chandler, and Sweller (1999) point out that presenting too 
many visual elements such as diagrams and on-screen text overburdens the visual channel of learners; thus, 
it results in split attention because learners need to pay attention to all visual elements at the same time and 
the working memory does not allow this since it has a limited capacity. It is also accepted that one of the 
ways to eliminate the split attention effect is to design the visual elements spatially close to each other so 
that learners are not required to search for the related visual items, which also complies with the principle 
of spatial contiguity in multimedia learning (Kalyuga, Chandler, & Sweller, 1999; Mayer, 2014). In this study, 
as all related visual elements were placed close to each other in all intervention types, the participants 
studying the AT+N intervention type might not have had any problems in terms of the split attention. 

The fact that the group viewing the AT+N type, which presents animation (diagram) and text simultaneously, 
and the narration follows them, got higher scores than the control group receiving the traditional lecture, 
which was most probably a synchronous combination of the text on the board and the instructor’s 
explanation, in the recall posttest can be explained with the nature of the question types in the recall 
posttest. The recall posttest included matching, odd-one-out, and fill-in-the blank (by choosing the correct 
given words from a box) questions. That is, while answering the questions in the recall posttest, the 
participants were required only to recognize and recall the words or the structures presented to them in the 
video lectures. Therefore, it is plausible to infer that when a diagram is presented together with on-screen 
text, it awakes the learner’s attention as the on-screen text in this study is regarded as the key words for the 
following narration. To clarify, the onscreen text in the videos might have the role of signaling (Mayer, 2014) 
and giving clues about the input content in the narration. Later, when a more comprehensive narration 
followed the key words on the screen, the participants could revise the on-screen keywords, consolidate the 
input, and expand it as the narration included more details than the keywords on the screen. And, all of this 
process might enhance rote learning, and therefore, recall and recognition. On the other hand, the other 
group viewing the same video format in a completely-learner-controlled environment did not get as high 
scores as the outperforming group on the recall test probably because participants got lost in the 
presentation, reported by a few of the participants informally. 

Additionally, the groups receiving AN+T_W and AN+T_P intervention types got higher scores than the 
traditional class did in the essay posttest. In these outperforming groups, animation and narration were 
presented simultaneously, and then they were followed by on-screen text. This type of design is consistent 
with the dual channel assumption (Paivio, 1986), the cognitive load theory (Sweller, 1988), and the modality 
principle (Mayer, 2014). According to the results of the essay posttest, it can be concluded that when the 
animation and the narration are presented simultaneously, and then these animation and narration are 
followed by the on-screen text, it helps learners to transfer their knowledge into a production task and to be 
engaged in deep learning. These intervention types may seem to be violating the redundancy principle since 
it presented diagram, narration, and on-screen text to the learners. However, since the on-screen text was 
presented sequentially in these two video lecture types (AN+T_W and AN+T_P) in this study, the redundancy 
effect was eliminated (Moreno & Mayer, 2002). The groups which watched the video types AN+T_W and 
AN+T_P were able to transfer their conceptual knowledge into a production task more successfully than the 
control group. The essay writing posttest was accepted as the production task in this study because essay 
writing is a demanding process that requires putting many language-related components such as grammar 
and vocabulary together in order to make or produce meaningful and grammatical sentences (White & Arndt, 
1991). As a result, it can be claimed that when the multimedia learning environments are designed according 
to the theories and assumptions, they are more likely to trigger meaningful learning, which is the ultimate 
goal of multimedia learning (Mayer, 2014). 

CONCLUSION 

To our knowledge, this study was one of the first studies that investigated different video types that include 
several modalities in a flipped learning environment for English as a foreign language. Up to now, flipped 
designs have been implemented mostly in science, technology, engineering, and math (STEM) courses 
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(Foertsch, Moses, Strikwerda & Litzkow, 2002; Lage, Platt & Treglia, 2000; Baepler, Walker & Driessen, 2014; 
Strayer, 2012). Also, in the flipped classroom studies so far, the traditional classroom and flipped classroom 
have generally been compared (Love, Hodge, Grandgenett & Swift, 2012; Talbert, 2014). That is, there is little 
research on comparing flipped designs involving video lectures with different modalities in language classes. 
Addressing these gaps in the literature, this study was conducted in English language classes and compared 
both the traditional classroom with flipped classrooms and flipped classrooms with each other. 

In this study, the effects of the flipped design and of different video modalities on essay writing achievement 
in English were examined in a quasi-experimental design. The six experimental groups were assigned video 
lectures about classification essay during their out-of-class time. The same content was delivered by the 
instructor in the control group. After this lecturing, all groups took the recall posttest and completed relevant 
writing exercises and tasks in class. at the end of the study, all the participants completed the essay posttest. 
The findings from the recall posttest point out that in a multimedia instruction if animation and on-screen 
text are presented simultaneously and followed by narration, it may strengthen the memory and so enhance 
recall. As for the essay writing posttest, it was found that the groups watching the AN+T_W and AN+T_P 
videos outperformed the control group. That is, the participants in those groups were able to transfer their 
conceptual knowledge into a production task better. Therefore, it is tenable to argue that when an instruction 
in a video lecture is designed in harmony with the principles of the cognitive theory of multimedia learning 
(Mayer, 2014), it triggers knowledge transfer. 

Limitations 

This study might guide teachers, language educators, and instructional designers who plan to flip their 
courses; however, there were limitations to the study which should not be ignored. The results should be 
considered cautiously because the sample size was relatively small. The number of participants in each group 
ranged from 15 to 20. The sample was also drawn from a specific context (the intensive English program at 
a state university where the medium of instruction is English in Turkey), and the materials prepared by that 
university’s curriculum committee were used in the study. The external validity -generalizability of the results 
to the population- of the study is relatively low. All of the video lectures were prepared by the researcher. 
However, the activities in the traditional (control) and flipped (experimental) classes were conducted by 7 
different instructors, one of whom was the first researcher. As the teaching style of instructors is difficult to 
standardize, this may decrease the internal validity of the study. Detailed lesson plans for writing classes 
were given to the instructors in order to keep the variance at minimum. No eye movement tracking system 
could be used in the study, which resulted in difficulties in examining the route the groups followed and 
analyzing its effects on posttest scores. Because of time constraints, a training session on how to progress in 
the computer-based video lessons could not be offered to the participants. 

Further Research 

As for future research, the number of participants should be increased, and if duration of future studies gets 
longer, it will become more possible to give a training session to participants. A similar study can be 
conducted on a different sample having different characteristics. The materials used in this study should be 
adapted for use at other universities so that the external validity of the study may increase. Either eye-
movement tracking or screen-recording should be implemented so that the route learners follow can be 
detected easily. Lastly, if it is possible, all class activities should be done by the same instructor. 
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APPENDIX A 

Rubric for Essay Marking 

VERY GOOD (20) The language might not be without errors, yet the target language and vocabulary is used correctly 
almost without exception. The writer may exhibit a high degree of adequacy in using structures that 
are specific to the classification (are/can be classified/categorized/divided into 
types/categories/groups/classes, fall into, belong to, fit into, fall under, and a kind/type/part of). All 
of these structures are used correctly. The writing has a clear organizational structure, presenting 
each category in separate paragraphs. The paragraphs have inner coherence with clear main ideas, 
substantial support, and elaboration. In the thesis statement, the writer expresses the categories or 
types that are to be explained in main body paragraphs and principle of division. 

GOOD (16) The language is marked with a high degree of adequacy in using the target language and low overall 
frequency of errors. When the writer attempts more sophisticated discussion, there may be some 
errors in more complex structures, but there is no interference with meaning. The target vocabulary 
is used mostly correctly. The writer uses some sentence structures and vocabulary items that are 
specific to the classification essay (are/can be classified/categorized/divided into 
types/categories/groups/classes, fall into, belong to, fit into, fall under, and a kind/type/part of). 
Most of these structures are used correctly. The task is well-developed; ideas are supported with 
more than adequate support and elaboration and are linked logically in a coherent and meaningful 
way. The writing has a clear organizational structure, presenting each category in separate 
paragraphs. In the thesis statement, the writer expresses the categories or types that are to be 
explained in main body paragraphs and principle of division. 

SATISFACTORY (12) The language is mostly simple with few attempts at complex structures (relative and adverbial 
clauses). There may be some errors in the target structures; however, most are used correctly. Errors 
in complex structures, less frequent gerund-infinitive forms, and articles which do not impede 
meaning should be treated with tolerance. Target vocabulary appears adequate and is used and 
spelled mostly correctly. Although most of the sentences may be simple, there should be some variety 
of grammatical structures and vocabulary items that are specific to the classification essay (are/can 
be classified/categorized/divided into types/categories/groups/classes, fall into, belong to, fit into, 
fall under, and a kind/type/part of). The task is developed adequately with some supporting ideas 
and elaboration of points. The writing has an adequate organizational structure with connected ideas 
by presenting each category in separate paragraphs. The reader does not experience difficulties in 
reading the text. In the thesis statement, the writer expresses the categories or types that are to be 
explained in main body paragraphs, but the principle of division may be missing. 

DOUBTFUL (10) The language is simple and marked with errors in target structures although most errors do not 
impede meaning. Target vocabulary is mostly used correctly with some errors in collocation and word 
forms. There is limited usage of some grammatical structures and vocabulary items that are specific 
to the classification essay (are/can be classified/categorized/divided into 
types/categories/groups/classes, fall into, belong to, fit into, fall under, and a kind/type/part of). The 
task is developed adequately and the text is generally coherent; however the writer may not always 
be able to sustain relevant explanation and exemplification. The writer deviates from the main goal 
of the classification essay which is “giving information related to categories or types”. The reader may 
experience difficulties in reading the text at a few points in terms of language inadequacy and 
incoherent organization of ideas. In the thesis statement, the writer expresses the categories or types 
that are to be explained in main body paragraphs, but the principle of division may be missing. 
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UNSATISFACTORY (8) The language is below satisfactory level with re-occurring or frequent errors in target structures and 
frequent omission and/or incorrect usage of prepositions; frequent word choice/form and collocation 
errors. There might be a few sentence fragments and errors in some linking devices. The writer is 
generally able to handle basic SVO structure. There is very little usage of some grammatical structures 
and vocabulary items that are specific to the classification essay (are/can be 
classified/categorized/divided into types / categories / groups / classes, fall into, belong to, fit into, 
fall under, and a kind/type/part of). Errors may seriously interfere with meaning at points. The writing 
may have some surface organization. However, the ideas may not be developed adequately and 
supported with enough related examples. Each category is not presented in separate paragraphs. The 
text may read like a list or the writer cannot establish coherence mostly due to language inability. In 
the thesis statement, the writer expresses the categories or types that are to be explained in main 
body paragraphs, but the principle of division may be missing. 

POOR (4) The language is marked with serious and very frequent errors in target structures: incorrect usage of 
discourse markers; frequent omission and/or incorrect usage of prepositions; frequent word 
choice/form and collocation errors. There is NO usage of some grammatical structures and 
vocabulary items that are specific to the classification essay (are/can be 
classified/categorized/divided into types/categories/groups/classes, fall into, belong to, fit into, fall 
under, and a kind/type/part of). Meaning is seriously disrupted. Many sentences are 
incomprehensible. The text may read like a list of sentences rather than a paragraph as coherence is 
seriously disrupted due to the inability of the writer to express him/herself. Each category is not 
presented in separate paragraphs. A text of only a few short sentences or which is off-topic can only 
receive this score. In the thesis statement, the writer does not the categories or types that are to be 
explained in main body paragraphs, and there is no principle of division expressed in the thesis 
statement. 
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