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Abstract
This article presents the results of a longitudinal study at an elementary school where teachers and students used
the Flipped Classroom teaching methodology. Longitudinal studies of how the Flipped Classroom can support
student learning are of importance because this methodology has become quite popular of late. Notwithstanding
this, there is currently lack of broad and deep knowledge of its effects at the elementary school level. The
research object is therefore important to study and longitudinal studies can provide us with important results,
which can be used in teaching practices. Data was continually collected via observations and interviews with
teachers and students over a period of three terms. The theoretical framework used in the study is ‘life-world
phenomenology’, which entails that the point of departure for the study is the students and teachers’ living
experiences of how the Flipped Classroom shows itself in the context of their school-life. A central issue with
respect to the data collection was that the researchers were as unobtrusive as possible during their observations,
so as to not affect normal school activities. This was done so as to understand the abilities that the students
developed and how their way of working at school changed. The results show that the Flipped Classroom had a
positive influence on the majority of students since they developed a sense of agency in their learning which was
demonstrated by their taking the initiative as they progressed with their learning. Furthermore, they developed
problem-solving skills and came to believe in their own potential for success. However, this teaching
methodology did not suit every student, because it entailed change that was difficult for some of them to deal
with. This was the case with students who needed a traditional structure to their teaching and who were more
comfortable when the teacher was the central figure in the teaching process.
Keywords: Flipped Classroom, Life-world Phenomenology, Abilities, Compulsory school, Longitudinal,
qualitative research
1. Introduction
The idea of the Flipped Classroom as an instructional strategy was first introduced in the late 1980s by Wesley
Baker at Cedarville University. Baker's idea was to use a digital platform to make instructional materials
available to students outside of their scheduled classroom instruction (Johnson & Renner 2012). At the time,
computer technology was not sufficiently developed, and Baker’s ideas could not fully be implemented.
However, with the development of digital technology, the World Wide Web, and especially the launch of
YouTube in 2005, Baker's ideas have subsequently been realized and further developed into what is today
termed the Flipped Classroom. Jon Bergman and Aaron Sams, two other pioneers of the Flipped Classroom
movement, have contributed significantly to the conceptualization and pedagogical development of the Flipped
Classroom by presenting various ways of using digital tools to create student-centred teaching situations
(Bergman & Sams 2012). Proponents of the Flipped Classroom as an instructional strategy argue that it gives
students multiple opportunities to process instructional content; on the one hand through the flip itself, and on
the other, through the content being addressed in the classroom afterwards. Moreover, there are opportunities for
students to take part of several different flips that deal with the same content, at their own pace, and multiple
times, if needed (Mok 2014).
In this study, the term, Flipped Classroom, is used to describe the pedagogical concept of classroom
time primarily being used for quality, student-centred work instead of teacher-led briefings. The flip entails that
students have partly-developed knowledge and understanding of the subject content before they come to class,
usually developed at home through, for instance, short educational films where the subject matter is presented,
but often also through listening to a podcast, following a blog, or visiting a company, etc. The content can either
be downloaded from the school's course materials or consist of real-world scenarios (Clark 2013). The intention
behind the flip is that the time teachers and students spend together is used to process content rather than having
traditional lectures. Alsowat (2016: 109) describes the principle and purpose of Flipped Classroom as follows:
[…] teaching calls on learners to become active classroom participants by placing the passivity of
listening to a lecture and to devote face-to-face classroom valuable time for peer collaboration, inquiry,
and project-based learning. […] As a reaction to teacher-centred learning, the Flipped Classroom
gives instructors valuable tools in changing these practices by freeing class time to better assess
student learning and using class valuable time to help students apply the knowledge they gained
through online lectures, notes, etc.
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Since the Flipped Classroom, as an instructional strategy, has spread rapidly (Johnson & Renner 2012),
even in the elementary school context, there is urgent need to broaden, as well as deepen, our knowledge of how
this method contributes to supporting student learning. Not least important in this context are longitudinal studies
where analysis is based on data collected over time. Such studies can make a valuable contribution to our
understanding of the method, compared to interventions carried out during individual courses or sessions.
Longitudinal studies reduce the risk of bias that might be present in shorter interventions. This is the case
because since short-term outcomes may be positive simply because the intervention was merely an occasional
positive change in regular classroom activity.
1.1 Aim of the Study
Based on classroom observations and interviews with students and teachers, this study aims to present
knowledge of how students’ learning strategies change when the Flipped Classroom is used as instructional
strategy. Specific attention is given to how students’ classroom work changes and to the abilities that they
develop.
2. Review of Literature
Since most existing research on the effects of the Flipped Classroom is conducted within the field of higher
education (eg: Bates & Galloway 2012; Tawfik & Lilly 2015; Mattis 2015; Wang et.al, 2016), we lack
knowledge of how the strategy works in the elementary school context. The presentation that follows of previous
research in this area therefore focuses on studies of relevance for the current study’s purpose and studied
population. Studies carried out in the context of higher education with results that are assumed not specifically
limited to higher education only are thus included in the discussion below.
Solstuen (2014) examines the transformation from ‘traditional’ to flipped instruction in the subject,
Music, in elementary school, and found that the introduction of the Flipped Classroom does not automatically
lead to higher quality instruction. He further argues that it is important not to change from one form of
instructional strategy to another, all at once. The benefits of flipped instruction, however, weigh heavier than the
disadvantages, Solstuen argues, which is a reason why teachers, with some caution, should add this strategy to
their and their students’ classroom repertoire. Similar results are highlighted in Bishop and Verleger’s (2013)
research review, where the results of 24 different studies are presented. For the current study, the study by Day
and Foley (2006), which is also a longitudinal study (one semester), makes an important contribution. They
found that using the Flipped Classroom methodology led to positive results, but they also argue that the results
are difficult to generalize into other areas as it could vary depending on the subject, school level etc.
By comparing “traditional, teacher-centred” instruction to “learner-centred”, flipped instruction, Strayer
(2007) noted that both methods have advantages and disadvantages, when weighed against each other. The
greatest benefits could, however, be detected in the Flipped Classroom. The study was based on qualitative-, as
well as quantitative data, and the results showed that cooperation between students, and between students and
teachers increased in the Flipped Classroom. The variation that the method entails, often highlighted as positive
in terms of creating opportunities for individualised teaching, was, however, not only positive. Too much variety
and a multitude of different types of activities led to confusion in some students. In Enfield’s (2013) as well as
McLean, Attardi, Faden & Goldszmidt’s (2016) studies, students experienced that they participated more in
classroom activities when they had been introduced to the content in advance. It was also observed that they
interacted with each other to a greater extent in the Flipped Classroom. Van Vliet, Winnips, and Brouwer (2015)
point to similar effects; collaborative learning among students increased as an effect of the Flipped Classroom.
The notions of ‘collaboration’ and ‘commitment among students’ was also examined by Kjellin and Birkenkrahe
(2015) in a study conducted at the University of Stockholm and the Berlin School of Economics. The authors
conclude that both engagement and interaction between students increased as an effect of flipping the classroom.
In a phenomenological study, Brown (2012) examined college teachers’ experiences of teaching in a
Flipped Classroom. Data were collected through interviews and examination of teaching materials used in the
classroom. Brown concluded that learning, as well as flexibility, increased among both students and teachers.
Initially, however, there was resistance among the students against the new approach, and teachers reported that
it was time-consuming to develop and produce teaching materials for the flips. Enfield (2013), too, points out
that it is time-consuming to build a video library or to archive relevant materials that someone else has created.
His results also show that the students in the Flipped Classroom experienced an increased workload, largely
because they had to devote a lot of time to watching videos. However, he also showed that the Flipped
Classroom strategy contributed to increased student activity and learner agency. These results are also confirmed
in a study by Avdic and Åkerblom (2015).
Alsowat (2016) investigated the effect of the Flipped Classroom methodology on student involvement
in a second language learning context, and concluded that flipping the classroom is one – but not the only – way
of increasing student engagement. He argues that the method changes the role of the teacher from instructor to
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role more akin to that of a supervisor. In a similar vein, Jamaludin and Osman (2014) point out that Flipped
Teaching reinforces the commitment of students and increases active learning. Their study is based on Reeve’s
(2013) report on four aspects of student involvement: behavioural engagement, emotional engagement, cognitive
engagement, and activity engagement. The conclusion is that the Flipped Classroom methodology helped
teachers make their lessons more engaging and learner-centred, and, in turn, encouraged active learning, both in
and outside the classroom.
In the light of the impact that the Flipped Classroom has had in recent years, the aforementioned study
by Enfield (2013) is critical to noting the fact that much research is based on teachers’ assessment of themselves
as successful implementers of Flipped Classrooms. Enfield’s own study is a case study, however, involving two
classes at California State University Northridge (CSUN), which was aimed at investigating the effects of the
Flipped Classroom from both a teacher- and a student perspective. The study’s results demonstrate advantages,
as well as disadvantages, with the Flipped Classroom. Some of the benefits that are mentioned in the study are
that students felt that they learned the content better and that they were more efficient and active in their own
learning. The constant availability of recorded educational material was also highlighted as an advantage.
Enfield, moreover, concludes that most of the students’ self-efficacy with respect to taking on new and unknown
material increased. Disadvantages include a low tolerance on behalf of the students for errors in the recorded
materials. Mistakes or interruptions that might be accepted during lectures were not tolerated to the same extent
in the recorded materials.
McLean, Attardi, Faden, & Goldszmidt (2016) studied the relation between the Flipped Classroom and
in-depth learning, and argue that the students themselves thought they had become more responsible, understood
the content of their studies better, and had developed strategies for deep learning thanks to the flip. Furthermore,
the authors argue that the students put more time into their studies when the Flipped Classroom methodology
was used, when compared to traditional teaching methods.
Atteberry (2013) investigated the effectiveness of the Flipped Classroom by studying instruction
provided by four teachers at Harvey Mudd College in Claremont, California. In the study, each teacher taught
two parallel sections of the same course; one flipped and one traditional. Atteberry tested the effects of the
different teaching methods by looking at the students’ skills in using their knowledge in a problem-solving
situation, their attitude to their own learning, and whether they could show what they had learned in a test
situation. No significant differences were found. Van Vliet, Winnips, and Brouwer’s (2015) study focused the
impact of the Flipped Classroom on the motivation and learning capabilities of individual students, and their
results showed that the Flipped Classroom contributed to improved meta-cognition and collaborative learning.
As with Atteberry’s study, the results showed no clear benefits when compared to traditional teaching, if the
Flipped Classroom methodology is used only occasionally. Continuity in the use of the Flipped Classroom thus
seems to be required. Johnson and Renner (2012) studied the effects of the Flipped Classroom by comparing two
groups of student and their performance; one group was taught in a teacher-centred (traditional) classroom and
the other in a student-centred (flipped) classroom. There were no significant differences in student performance
between the groups. The authors claim that the introduction of the Flipped Classroom would have required more
systematic strategies. More research in this area is required, they argue; a request which is common to most of
the studies mentioned in this review. Zhi Chen (2014) is yet another researcher who demonstrated increased
activity and somewhat deeper understanding with respect to the students in his study, but he, too, argues that
more studies, on different levels and with different methodological approaches, are needed in order to increase
our knowledge about the effectiveness of the Flipped Classroom strategy.
3. Theory and Method
The current study is qualitative and has its epistemological basis in ‘life-world phenomenology’. It is an
‘experience philosophy’ that has developed since the early 1900s, mainly through work done by Husserl
(1900/2001), Heidegger (1927/2008), Merleau-Ponty (1945/2006), Schutz (1967), and van Manen (1990).
Central to life-world research is that our (human) experience is grounded in our own lived situations or those
conveyed to us by others. These give us access to the world, and, through our experience, we learn to understand
and act in everyday life (Bengtsson, 1998; 2005). Schutz (1967) characterized the everyday life-world, such as is
present at school, as a practical and social world – a reality that is shared with others and that is available to us
through our experiences. "[…] And it consists not only of a person’s own experiences in the world, but also of
experience inherited from parents and teachers" (Bengtsson, 2005: 28). Epistemologically, this means that
knowledge formation in life-world phenomenological research is based on the participants’ practical- and social
experiences in the everyday life-world, in relation to the research object. Furthermore, it means that students and
teachers collectively shape instructional practice at school, socially and practically, but it is perceived
individually, based on each individual’s experience. Specifically, this entails that two or more students can learn
different things from the same object, such as a text, or a flip in the form of a film, because the object shows
itself in different ways, depending on how each student experiences the object.
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In order to understand the teachers and students’ experiences of the Flipped Classroom strategy, the
current study was carried out longitudinally, where we observed classroom activity over an extended period of
time, in order to understand it on its own terms, while gathering data. Our intention was to fit in with the teachers
and students’ everyday school life with as little disruption as possible. The conditions of the instructional
practice, instead of a predetermined framework or observation schedule, shaped both data collection and that
which was discovered. Taking a life-world approach means that there is no a priori methodological framework
that can be applied generally, but, instead, each research project must adapt its data collection and analysis based
on the purpose and character of the project:
[...] Appropriate methods are developed based on the area to be investigated [...] As a life-world
approach therefore cannot rely on the correct method, every researcher must carefully consider and
report which method or methods are used in a project (Bengtsson, 2005: 33).
Qualitative research which investigates social practices aims to understand the context in which
interpretations between part and whole alternately represent the understanding of human behaviour in different
situations. “A sentence, an action, a concept – can only be understood through the big picture – a text, a social
process or context” (Aspers, 2011: 25). Such research therefore requires clear adherence to the activities in
which the study is conducted, so as to be able to choose the appropriate methods for data collection, analysis,
and presentation of results. In the current study, a non-disruptive approach with respect to both the teachers and
the students was important because we were not known to the students before the project started and we were not
a natural part of either the teachers or students’ everyday school practice. Merleau-Ponty (1945/2006) describes
phenomenological research as a way of thinking and relating to the object of study: “phenomenology can be
practiced and identified as a manner or style of thinking, that it existed as a movement before arriving at
complete awareness” (p. viii). This way of thinking about the object of study and the compliance with everyday
school practices that comes with it were taken into careful consideration, in order to give as fair a description as
possible of the effect that the Flipped Classroom had on the students’ development of their knowledge and
abilities.
In a teaching situation, learning takes place when content shows itself to a student as new knowledge
which is qualitatively different from previous knowledge. From a life-world phenomenological perspective, this
process is seen as the interweaving of the lived life and the context that constitute the conditions for learning:
[...] an interweaving of life and world. It means that learning and how learning can be facilitated in the
classroom are described from a perspective where students, teachers, time and space interact and are
interdependent (Lilja, 2015: 41).
With reference to the quote above, it is not possible to see learning as something purely cognitive, or objectively
independent of time and place. Students and teachers are lived individuals in various contexts, and school is one
of them.
3.1 Data collection
In this study, 22 students and 3 teachers were observed over a period of 18 months, from when the students
began Year 6, in September, 2104. The students had no previous experience of the Flipped Classroom. To
facilitate the technical aspects of the Flipped Classroom, each student was issued with a personal computer from
the school, according to the one-to-one principle (Penuel, 2006). The three teachers, on the other hand, had
extensive experience of working with flipped classrooms. One teacher had 6 years of experience with this
methodology, and the others had 1-2 years of experience. Flipped classrooms were used in the following school
subjects: Math, English, Home Economics, Biology, Chemistry, Techics, Physics, and Crafts.
Ethical considerations were adhered to in all respects. Permission was granted by all of the students’
guardians who allowed the students to participate in the research study. The teachers and the students who were
part of the study were all informed about the aims of the study, that all participation was voluntary, and that all
the data that was to be collected would be kept confidential (Swedish Research Council, 2011). All of the 22
students agreed to be observed, and 14 of them agreed to be interviewed. In total, 11 observation sessions, 42
student interviews, and 10 teacher interviews were conducted.
The observations were ‘open participatory observations’ (van Manen, 1990; Bjørndal, 2005), which
entailed that there was no pre-determined observation scheme that was followed, where certain fixed aspects
were to be observed during the teaching sessions. The purpose of this approach was to be as unobtrusive as
possible and to be as open as possible so as to understand how the teaching method functioned in the classroom.
Field notes and summary descriptions that were made after the observation sessions documented that which took
place during the teaching sessions. In addition to forming part of the data which was used in the analysis stage of
the study, the observations also laid the foundation for important points of departure during the interviews.
Discoveries that were made during the observations were used as themes in the interviews.
The interviews were individual, semi-structured interviews (Kvale, 1997; Aspers, 2011), where the
point of departure consisted of thematic questions asked by the interviewer. During the interviews, the purpose
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of the study was the focus of attention, whilst the themes that informed the interview questions were used to
explore things that were observed in the classroom. Other interview questions were clearly directed at exploring
the purpose of the study. The alternation between clearly directed interview questions (according to the purpose
of the study) and questions which were informed by the classroom observations allowed us to become quite
intimate with the teachers and students’ everyday work at the school. The interviews could also be characterised
as being similar to natural conversations. Aspers (2011: 144) describes such interview techniques as:
[...] to avail oneself of the logic of conversation. The type of conversations that we engage in, in our
everyday life, that is foundational to these interviews, entails that the interview, to a large part, is
about the researcher being herself, whilst using her everyday knowledge, instead of entering into the
conversation as a researcher. To be able to follow the logic of the situation is a fundamental instinct
which includes the researcher being present as a person in the situation, instead of the researcher
erasing herself from the situation, or becoming a sort of neutral ‘robot’, which, ‘in the best of worlds’
does not influence the situation in any way. (Aspers, 2011: 144).
Following the logic of the situation and being a person in the situation entailed for the researchers that
the analysis of the data, at a general level, took place continuously. This was done so that we could understand
how the teaching changed, and thereby, we could follow up on this in the interviews. The deeper levels in the
analysis took place when it was possible to see the whole situation, that is to say, when all of the data had been
collected.
3.2 Analysis
The analysis was focused on coming to an understanding and describing how the Flipped Classroom appeared to
the students and teachers in a way that was as close to the actual events that took place during the teaching
practice as possible. In every instance of data analysis in a phenomenological study, hermeneutic interpretations
were made (Palmer, 1969) of what was said during the interviews or what was seen during the observation
sessions in the classrooms. The process of hermeneutic interpretation is always present in life-world
phenomenological analyses, where an understanding of part-whole and whole-part relationships is developed
(van Manen 1990; 2007).
When all of the data was collected, it was divided into two levels for analysis. The first level was an
analysis of the data that had been collected via observations and of the field notes where we recorded what took
place during the lessons and how the students performed their work. The second level consisted of the
transcriptions of the interviews, and dealt with the teachers and students’ descriptions of the Flipped Classroom.
The combination of this data resulted in a rich data set and the different levels of analysis entailed that the
qualitative analysis took place both on the manifest- and the latent levels (Hsieh & Shannon, 2005), where
observations were able to enrich our understanding of the content of the interviews, and vice versa. The results
of the study, however, emerge from a latent understanding of the data set.
The phenomenological method comprises of two fundamental components which inform guidelines for
the collection of data and the analysis of data. This first is to look at things in and of themselves in cases where a
clearly defined research object is identified, and the second is that the researcher must be as unobtrusive as
possible so that the research object must reveal itself in its own terms. The researcher should critically disabuse
herself of any preconceptions and stereotypes (Spiegelberg, 1994; van Manen, 1990; 1984). Van manen (1990:
33) states: “So phenomenology is the application of logos (language and thoughtfulness) to a phenomenon (an
aspect of lived experience), to what shows itself precisely as it shows itself.” The phenomenological method is
often presented as a series of steps, but each step does not necessarily lead to the next. The different steps should
be viewed as independent by understanding them under non-linear conditions. (See also Spiegelberg 1994; van
Manen 1990, 1984; Bengtsson 2005).
van Manen (1984: 42) presents a four step overview for phenomenological research:
i. Turning to the nature of Lived Experience,
ii. Existential Investigation,
iii. Phenomenological Reflection, and
iv. Phenomenological Writing.
In the present study, step (iii) ‘Phenomenological Reflection’, forms the basis of our analysis. This step refers to
the performance of thematic analyses:
iii. Phenomenological Reflection
Conducting thematic analysis
• Uncovering thematic aspects in life-world descriptions
• Isolating thematic statements
• Composing linguistic transformations
• Gleaning thematic descriptions from (artistic) sources
• Determining essential themes
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van Manen (1984) emphasises the point that the empirical material that is used in such research should be
expressed in its own terms, within the framework posed by the question that one is looking for the answer to.
During the analysis, the above-mentioned steps entailed a constant alternation between part and whole, such that
the meaning of the whole (the general structure) was characterised by limited meaningful units (situated
structures), and vice versa. The resulting structure that emerged during the analysis, and which answered to the
aim of the study, are the four themes that are presented in the Results section below.
4. Results
The results of this study are presented in terms of four distinct themes which, taken together, provide answers to
the aim of this study. The four themes answer the following questions:
a. What abilities did the students develop?
b. How did their ways of working change?
The following themes were identified and are explored in detail below:
i. ‘Agents for their own learning’
ii. ‘Problem-solving strategies’
iii. ‘Belief in one’s own potential for success’
iv. ‘No difference and insecurity’
Agents for their own learning
In the present study, the theme: ‘Agents for their own learning’, refers to the observation that the students
developed an ability to take the initiative. The majority of the students took responsibility for their own learning
and they found out, for themselves, the things which they needed to do to complete the elements during their
teaching sessions. During our observations in the Spring of 2015, we noted that the students themselves had
begun to plan how they were to continue with their work and that they looked for help from their classmates if
they were confronted with a problem (Observations 6-11). One teacher observed that “they start to understand
their own learning, their own processes” (Teacher 1).
Both the teachers and the students repeatedly mentioned during the interviews and in the observation
sessions in the classroom, that taking responsibility for one’s own learning is important. This was done during
the teaching that took place in the Flipped Classroom. The preparation that the students made before their classes
made it easier for them to take responsibility for their learning. In the extract below taken from an interview, this
very point is made:
Interviewer: If you think about this Flipped Classroom, is there anything special that one can learn
from it...something that you didn’t learn if you think about last term, for example?
Student 2: You learn, like, to take responsibility...because, if you don’t do this for the lessons, then
you can’t be part of it. And you don’t understand the lesson.
The Flipped Classroom caused the students to take responsibility before the lessons and they felt that they had
enough time during the lessons to work on their assignments. As a consequence, they had the opportunity to try,
for themselves, different (alternative) solutions to the assignments they were tasked with. The combination of
taking responsibility, both before and during the lessons, allowed the students to gradually become agents for
their own learning.
Problem-solving strategies
The notion of a ‘process’ was repeatedly spoken of during the observations and during the interviews. After a
while, the teachers and the students used what they called the process as a point of departure for everything that
they did. The process included their way of working from the time that the students participated in the flipped
classroom up until they had completed an assignment. In the final analysis, we note that the students had
developed a strategy to solve problems, irrespective of the school subject, for example, whether the problems be
in English, Math, Home Economics, or Art, for example. The problem-solving strategy which was developed
(and then became the point of departure in almost all of the teaching sessions) is very similar to Polyas’s
(1945/1990) model of problem-solving. This is described in four steps:
First: You have to understand the problem. What is the unknown? What are the data?
Second: Devising a plan. Have you seen the same problem before?
Third: Carrying out the plan (of the solution).
Fourth: Looking back. Can you use the result?
This was also employed as a conscious strategy by the teachers when they started using the Flipped Classroom
method. In the extract below, a student describes this strategy:
Interviewer: If you have to solve an assignment, for example, let’s say that [Teacher 1] or [Teacher 2],
or someone, gives you an assignment to do, then what do you do?
Student 2: That depends on what it is, if it is a Math assignment then I check...I look at the
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information that describes it...then I write some notes and I think and then I test the different ways to
solve it.
Interviewer: Do you find it in your own way?
Student 2: Mmm, sometimes I do and then, at the end, I write what the answer...what it is.
Interviewer: What do you do if it is the wrong answer?
Student 2: Yes, well then I go back and take a look...at the different solutions.
Interviewer: Oh, okay, do you make different types of solutions first?
Student 2: I think in my head...check information and choose the solution that seems to be the easiest
and the best.
The flip, in most cases, constituted the first step in the process: that is to say, the information step. The flip
entailed that the process was already initiated when the students entered the classroom. “They are each other’s
condition, they build on each other [...] the flip is fantastic in that regard, in that it triggers the information, it
helps us get the process going” (Teacher 1). Another teacher described the teaching method as: “[T]his way of
working trained the students so that they were forced to analyse the whole time and analysis, of course, most
often leads to well-developed arguments...and it is exactly this which is gist of the thing, that is what we want”
(Teacher 3).
Belief in one’s own potential for success
The results showed that, after a while, the students developed a belief in their own potential for success, by
completing tasks and other elements in the teaching sessions. They discovered that they possessed the necessary
tools for success, in terms of their own knowledge about how to learn new things. This began to be more and
more apparent in the weeks leading up to the Christmas break in 2014, and during the rest of the data collection
period (Observations 5-10). The students were comfortable with working during the lessons, and they began to
constructively question more and more things, for example how certain solutions for an assignment should be
presented or how the layout of a lesson element should be presented. One teacher described it as:
[...] they don’t always agree with what I say as a teacher, no they don’t. For example, we told them,
when they were to have that assignment about eight countries, that they had to work on it together.
Then they came and said that it isn’t so good, we can’t do it, can’t we do it this way instead? And so it
was that this was a ten-times better solution. And this is crucial...that you start to believe in yourself
and your own constructions, is quite clear with these students (Teacher 2).
The sentiment behind the quotation “And this is crucial...that you start to believe in yourself” appeared in several
interviews with the teachers and was noticed during the lessons that were observed. On several occasions, the
students demonstrated that they believed in their ability and that they had the confidence to put forward
suggestions and opinions before the class. According to our analysis, the fact that the students showed this
amount of confidence was partly due to the teachers’ continuous work with getting the students to cooperate with,
and help, each other.
No difference and insecurity
For some of the students in the classes, the change over to the Flipped Classroom, entailed a big readjustment.
They were unsure of how they would deal with the classroom situation when the teacher was not in charge of
going through the work, as traditionally was the case where the teacher would clearly guide the students by
telling them what they should work on (Observations 2-11). Those students who showed insecurity and who did
not experience any positive difference in the teaching had, in their earlier school career, achieved lower grades
than the average. Such students needed a clear structure and clear instructions if they were to feel comfortable
during the teaching sessions.
At the beginning of the research project, one of the teachers stated that “it takes time before the students
start thinking”, and that “it is important to work with these students continually, all the time, so that they, they
get into it” (Teacher 1). The extract from one of the interviews below shows that the students did not know very
much what the Flipped Classroom entailed, or what its purpose was. The only difference for this student was that
they worked more with computers than what they did in Grade 5. During the interview, the conversation dealt
with how they worked during the teaching sessions, but the student had some difficulty in describing in what he
does when they work in a Flipped Classroom and showed very little understanding of what the whole thing was
about. The interview took place in the Spring of 2015, by which time the students had been working in a Flipped
Classroom for almost two terms:
Interviewer: [...] this thing which they call a ‘Flipped Classroom’, or ‘flipped learning’, like we have
been working with. How would you describe it to a friend who might not know anything about
it...What is it?
Student 9: Hum...err, I have no idea.
Interviewer: Is there any difference now, do you think, in comparison to how you worked in Grade 5?
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Student 9: No, it feels just...the only difference I think is that we have computers and we work with
them instead.
One of the teachers reported that weak students can find this way of working (in a Flipped Classroom) difficult,
and that they need more time to get used to it:
If one were a bit forthright and looked at the weak students, who perhaps had earlier been very
dependent on a fixed structure so as to...yes, so as to get things to fit. For these [students], these things
can be a significant challenge, and then it can also be a significant challenge for us to get them on
track [...] (Teacher 3)
These students, however, were active and showed a certain level of assuredness in certain subjects, especially in
Art and Crafts. The observations (Observations 5, 7, and 10) and the conversations with these students (Students
8 and 9), however, showed that their level of involvement in these subjects depended on an original interest in
these subjects, rather than the teaching method that was used.
5. Concluding discussion
This study has shown that the Flipped Classroom teaching method had overwhelmingly positive results for the
majority of students, with respect to how their ways of working changed and with respect to the development of
abilities which helped them in the teaching and learning that took place in the classroom. The first three themes
that were reported on in the results section are such that they act as catalysts which allowed for the students’
motivation for their school work to increase and allowed the students to find their work meaningful. At the same
time, the fourth theme shows that this type of teaching does not suit every student. In this study, two students
found the change from a traditional classroom to a Flipped Classroom upsetting, which caused them to feel
unsure of themselves. The Flipped Classroom did not result in any positive change in their school work either.
These ‘weak’ students (with respect to their school performance) found themselves best served in teaching
situations which were led by the teacher and followed up on with assignments which were to be completed in
class.
The research project reported on in this paper was planned and designed in such a way so that the
researchers would become an as unobtrusive and natural part of the students and teachers’ daily class routine as
possible. This was achieved by taking into careful consideration what was going on and by influencing what
took place as little as possible. It was thus suitable to collect data and to follow the participants over an extended
time period, so as to gain knowledge of how the teaching method was realised when it had become a part of the
every-day activities at school. The assumption was that the teaching method should present itself in its own
terms, where the students’ and the teachers’ life-worlds met each other. Because of this, life-world
phenomenology was a suitable choice of theoretical framework. The teaching is collectively supported by the
teachers and the students, but it is always experienced individually. The analysis of this alternation between the
collective and the individual is what informs the results of this study. This study contributes to our knowledge of
the Flipped Classroom as a teaching method, and, as far as we know, there is no other previous research on this
area, of the type presented here.
Because the majority of the research-based knowledge that we have about the Flipped Classroom is
from studies made of university courses or at high school, it is of importance that we continue to study how this
teaching method contributes to the students’ learning process at younger ages too. When all is said and done, it is
at the elementary school phase where the students’ knowledge base for continued studies is laid, and so it is of
importance that the teaching that takes place there actually contributes to the good development of their
knowledge. What is more, as other studies are targeting university courses, is that comparative studies also must
be carried out in elementary and secondary schools in order to understand whether Flipped Classroom improves
grades or not. Furthermore, the way the teachers in this study look at the method of Flipped Classroom, might
not be the same as others. Perhaps research into what the Flipped Classroom looks like (or should look like)
might be of importance to understand why teachers flip their classrooms.
It would be quite reckless to introduce the Flipped Classroom as a teaching experiment in an elementary
school without having the teachers properly plan for how this method is to support their students’ academic
development, and without having broad support from other teaching colleagues and the school principal. One
example of how important that the method receive such support was noted by us some time after the project
came to an end and the data collection was complete. Two of the three teachers resigned from the school because
they took up posts at a different school. The result of this was that two new teachers started to teach the class, but
they did not intend to use the Flipped Classroom method. Quite quickly, the teaching returned to traditional
forms and the students thus again had to adjust to new teaching methods. These events and associated
experiences lie outside the scope of the present study, but they did provide us with important information about
what can take place in a changing school context. It is not unusual for teachers to resign or be off work because
of illness, and if there are no teachers who can take the time and plan the teaching in the way which the students
are used to, then a certain continuity is lost for these students.
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During the time that the project was being run (i.e., during the time period that data was being
collected), this teaching method showed good results for most of the students with respect to their ways of
relating to knowledge, the school, and their own learning. However, the change that took place when two of the
three ‘enthusiastic’ teachers (i.e., enthusiastic for the Flipped Classroom method) resigned resulted in the use of
the Flipped Classroom method coming to an end. This shows that it is important to have a broad base of support
in the school so as to ensure continuity with respect to teaching methods. Students should not need to suddenly
adapt to teaching methods that are so fundamentally different from each other.
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