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Abstract 

This article discusses the positive outcomes of changing to a flipped classroom instructional approach and how 

creating a greater sense of influence and control for students in group projects can positively impact multiple measures 

of student performance and self-reported attitudes. Two sections completed the same readings and videos covering 13 

course content modules. Rather than a traditional lecture-based course, most of the class time was used on experiential 

learning activities. Students worked with real-world clients to create advertising campaigns. One section completed 

research and pitched their ideas for a social media campaign to a franchise with over 50 restaurants. This section was 

seen as “low ownership” because students did not know if their ideas would be implemented. The second section 

created an integrated marketing campaign for an event on campus that drew over 400 attendees. This section is labelled 

as “high ownership” because the students felt more involved with their project as they imagined, created, and executed 

the advertising and organization for an event. Overall, most students in both sections preferred the flipped approach to 

traditional lecture. While the percent of videos watched and grades did not differ between the two sections, students in 

the high ownership section reported more interest in their project, were more likely to recommend keeping the flipped 

approach, were more likely to recommend the course to others, found the flipped classroom more interesting than 

lecture-only classes, and said they learned more using a flipped approach vs. a lecture-only class. These results 

demonstrate how flipped classrooms and experiential learning exercises with real-world results can improve marketing 

education. 

Keywords: flipped classroom, blended learning environment, inverted classroom, experiential learning, advertising 

course 

1. Introduction 

Recent studies have shown that undergraduate students‟ scores on standardized measures of critical thinking and 

complex reasoning improve very little while they are in college (Arum & Ruska, 2011, Pascarella et al., 2011). While 

methodological limitations can make interpretation of these findings challenging and controversial (Pascarella et al., 

2011), less debatable are the interpretations of data on student engagement and time spent studying. For instance, 

Roska & Arum (2011) found the typical undergraduate studied 12 hours a week during their sophomore year and that 

almost 40 percent of sophomores spent less than 5 hours a week studying independently. This is considerably less time 

spent studying than previous generations. On average, students in 1961 spent 40 hours per week in class or studying 

while students in 2003 spent 27 hours per week on the same activities (Babcock & Marks, 2011). Unfortunately, 

business school students have some of the worst performance on these measures: scoring low in engagement and time 

spent studying as well as having some of the weakest gains in standardized test scores (Glenn, 2011). 

Numerous solutions have been proposed for these problems. For instance, Peer Instruction, a technique that encourages 

students to discuss concepts with other students, can improve conceptual and quantitative skills as well as student 

engagement (Crouch & Mazur 2001). Active learning techniques, which encourage students to interact with course 

content through talking, listening, writing and reflecting, have been shown to improve both understanding and course 

enjoyment (Meyers & Jones, 1993; Camp 2000; Benek-Ricera & Mathews, 2004). Other active learning activities, like 

using game-show questions for exam review, can motivate students to participate in class and assume more 

responsibility for their learning (Meyers & Jones, 1993; Benek-Rivera & Mathews, 2004); clickers have been shown to 

have similar positive results (Hedgcock & Rouwenhorst, 2014). While Arum and Ruska (2011) reported a negative 

correlation between group study time and improvements in critical thinking, others have found that group learning can 
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be effective if individuals are held accountable for their achievement (Slavin, 1983). Instructors can enhance student 

learning and satisfaction in group projects by creating a sense of ownership in the minds of the students (Wood, 2003). 

“In relatively few instances in established business schools is there much clinical training or learning by doing - 

experiential learning where concrete experiences is the basis for observation and reflection” (Pfeffer & Fong, 2002, pg. 

85). Experiential learning often encourages those involved to experience, reflect, think, and act (Kolb, 1984; Kolb, 

Boyatzis, & Mainemelis, 2001). Because the pedagogy is such a drastic departure from traditional, lecture-based 

approaches, greater effort is required in curriculum development for a successful adoption of experiential learning 

(Daly, 2001). University faculty face challenges with innovation adoption, “which is characterized by unique 

applications that result in extending the classroom in ways that result in more current, active, and interactive learning 

environment” (Celsi & Wolfinbarger, 2002, pg. 64). 

This article looks at the benefits of adopting a flipped classroom approach where students watched videos outside of 

class time to gain the knowledge they would have received in a traditional, lecture-based course. The vast majority of 

class time was spent on experiential learning and having the students work on real-world projects for various clients. 

Two classes used the same materials, videos, instructor, etc. Their difference was the project used in the course that 

accounted for fifty percent of students‟ overall grades. One class, labelled “low ownership,” proposed a social media 

campaign for their client without knowing if the campaign would win over other groups‟ ideas, let alone be made into 

a real campaign. The second class, labelled “high ownership,” created marketing materials that were actually used and 

distributed by the students and client. The overall views of flipped classes and differences between the low/high 

ownership groups is discussed. 

2. Literature Review  

The lecture format has been traditional model of business education delivery (Kunkel & Shafer, 1997). For effective 

learning to occur, students must be actively engaged in the learning process (DeLay, 1996). The success of experiential 

education stems from the fact it actively involves and empowers students through a “bottom-up” versus a “top-down” 

educational process (Margerison, 1988). Whitener (2001) showed that group members became more involved and 

committed to tasks within organizations when they trusted their leaders and perceived their leaders to be supportive 

and committed to those they led. Wood (2003) found that students reported learning more from experiential teaching 

methods versus traditional lecture-based methods.   

Bloom (1956) stated that the focus of class time should be on applying, analyzing, and evaluating knowledge rather 

than on basic understanding. Roach, Johnston, and Hair (1993) found three major teaching styles that are based on a 

continuum of student involvement in their educational process: the “student passive” approach, reflecting an 

environment where the instructor adopts a one-way communication process; the “student communicator” approach, 

reflecting a group experience with the instructor as the one leading; and the “student interactive” approach, reflecting 

an environment where students make decisions and apply what they have learned. An interactive teaching style has 

been shown as the most important factor influencing course effectiveness and student learning (Conang, Smart, & 

Kelly, 1988). 

Research on active learning has shown that it contributes to student learning, achievement, and engagement (Chapland, 

2009; Freeman et al., 2007; Knight & Wood, 2005; Prince, 2004). King (1993) described two contrasting instructor 

roles as “sage on the stage” and “guide on the side.” Historically, the role of the instructor has been to communicate 

knowledge to students during lecture. King (1993) viewed this as a passive approach to learning, called the transmittal 

model. In contrast, the “guide on the side” views the instructor as a facilitator by enabling students to actually do 

something with the information they have read and heard. Drea, Singh, and Engelland (1997) and McCormick (1993) 

concluded that experiential learning can enhance the relevance and value of classroom material through the application 

of said material. 

Student learning and satisfaction in group projects can be augmented by creating a sense of ownership in the minds of 

the students (Wood, 2003). Buchko (1992) found that ownership affects students attitudes primarily through providing 

a greater sense of influence and control. Duray and Milligan (1999) stated that efforts to increase ownership in the 

product design and production process with customers improve satisfaction and relationships with those customers.  

Collaborative assignments are considered a high-impact educational practice (LEAP Initiative, 2013), and their 

benefits have been well documented (see, Gaidis & Andrews, 1990; Haas & Wotruba, 1990; Scovotti, 2016). Hart 

Research Associates (2013) states that successful group projects help students become more employable. Their study 

found that 79 percent of business owners with more than 25 employees want students to complete a project that 

demonstrates their acquired knowledge and skills prior to graduation. High-impact learning practices can require 
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students to devote considerable time outside of the classroom environment (NSSE, 2014). However, students lead very 

busy lives with responsibilities far beyond pure academic pursuits. Nonis and Hudson (2006) stated that students spend 

very little time studying and have difficulty finding convenient time to meet with their peers. The National Survey of 

Student Engagement (2014) reported that study time is especially lacking in seniors. Seniors with a 15-credit load 

studied an average of 14.8 hours per week. Additionally, seniors work on average 15 hours per week (NSSE, 2014). 

Online learning is already very popular with students in higher education (Snowball, 2014). In higher education, 

flipped classrooms are emerging as one of the more recent pedagogical innovations (Steed, 2012). The flipped 

classroom pedagogy fits well with the demand for online learning. A flipped course redesigns the entire educational 

process, literally “flipping” the service delivery from entirely face-to-face contact to party virtual or “blended” contact 

(Garrison & Kanuka, 2004). Flipping course content frees up time in the classroom for face-to-face contact and active 

student interaction by delivering lecture content online (Green, 2015). The learning difference in flipped courses is that 

when students arrive to class, it is not for traditional instruction but rather interactions with their class peers and 

instructors that take place embedded in a social learning environment. For this reason, flipped courses have been 

described as more social inclusive (Lage, Platt, & Treglia, 2000). 

The Association to Advance Collegiate Schools Business (AACSB), an international accreditation organization for 

business schools, has viewed technology as a context for business courses (AACSB, 2013). Alavi and Gallupe (2003) 

states that business schools are earnestly attempting to create better learning experiences by blending information 

technology with the classroom environment. 

There is no single best model for a flipped classroom (Educause, 2012). While students engage more with course 

materials and their peers in a flipped class, instructors are challenged by the time commitment required to flip a course 

(Herried & Schiller, 2013). In addition to creating videos, instructors must organize readings, quizzes, and other online 

activities on the course web site prior to the start of the semester (Scovatti, 2016). 

Engaged students are known and more likely to stay at the university and continue their studies (Russell-Bennett et al., 

2010). Research indicates that interactive student-centered activities and learning experiences enriches the learning 

process much more than can be achieved in a traditional lecture (Zappe et al., 2009). Russell-Bennett et al. (2010) 

found that when the learning environment is enriched with different types of educational experiences, students were 

more likely to engage with course content. For example, the authors found that having students develop their own 

market spaces proved useful in developing student-centered learning. Albert and Beatty (2014) found that compared to 

a lecture course, grades on exams were higher in a class using a flipped model. Put simply, when students are engaged 

with their course content, they are likely to learn more, achieve more, and subsequently do more with their educational 

studies (Green, 2015). 

3. Research Method 

All marketing majors at a small, private, Midwestern university have the option to take a three-semester-hour 

Advertising course as an elective. For several years, the instructor has used a major team project where the students 

consult with a local business and then pitch their ideas to this business similar to how real-life advertisers must pitch 

their ideas to clients. After learning about the benefits of flipped classrooms, the instructor decided to flip his 

Advertising classes beginning in the Fall 2015. 

The learning objectives remained the same as they were in prior semesters. Students completed the same two 

individual assignments and one major team project that had been used previously. The main difference between the 

flipped class and traditional, lecture-based classes of the past were the instructor recorded videos for 13 modules of 

various class topics. The videos varied in length from 11-45 minutes with an average length of 32 minutes. These 

videos were substantially shorter compared to the time historically required to deliver the content as discussion 

between the instructor and students was eliminated. Short videos also enable students to quickly review specific 

content throughout the semester (Brecht & Ogilby, 2008). All were edited on an Apple MacBook Pro using iMovie. 

The videos featured the instructor talking to the camera for the majority of the video. The instructor would talk based 

off the lecture notes which were provided to students. To allow students to follow along in the slide deck, the slide 

being discussed would be digitally superimposed onto on the screen for 4 seconds as the instructor continued to lecture. 

To help keep viewers‟ attention, other elements were edited onto the screen. For instance, if “Lay‟s potato chips” were 

mentioned, a picture of a bag of Lay‟s potato chips would zoom onto the screen to the side of the instructor‟s face. 

Additional videos would be inserted if they added value to the discussion. If a commercial was discussed in the lecture, 

that advertisement may have been shown during the video.  
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All videos were uploaded to YouTube as unlisted videos, such that only persons with the unique URL could view the 

video. Based on the instructor‟s previous experience, YouTube was a much more reliable viewing platform than the 

university‟s learning management software in terms of performance on the students‟ home computers. In addition, the 

YouTube platform provided several benefits to the students and instructor. YouTube remembers where viewers leave a 

video or pause it and will pick up from this point should a viewer not complete a video in one sitting. Using the course 

management software, the instructor could track how many students clicked to watch a particular video. Using the 

analytics provided by YouTube, the instructor assessed how long the average person watched the videos and how 

many viewed them. However, the number of unique viewers is unable to be assessed, and persons that paused a video 

and returned to it later would lead to the statistics regarding length of views and total views on YouTube to be 

inaccurate. Therefore, the measure of most concern was how many students accessed the video through links 

embedded in the university‟s learning management software. 

In addition to the videos being used as the main means of knowledge transfer, the instructor switched from using two 

exams to using a weekly quiz to help assess students‟ learning. The instructor had previously flipped a class and 

continued to use exams to judge student learning. However, this led to students viewing the videos immediately prior 

to the exams with resultant decreased knowledge retention. As such, when the Advertising class was flipped in Fall 

2015, students‟ knowledge was assessed using a weekly quiz covering the week‟s video(s). At the beginning of the first 

class each week, students would take a quiz of two essay questions related to the content of the videos students were 

supposed to have watched prior to class. There were 14 quizzes in total, worth 25% of the students‟ final course grade. 

The use of video to deliver content freed up time for group interaction and work on the team project. Fifty percent of 

the students‟ overall course grade was associated with the client‟s evaluation of the team project. Given the fact that 

real companies‟ dilemmas were used for team projects, the scope and deliverables varied each semester. With the 

nature of the projects for the two classes described below, we can look at differences between a project of low 

ownership and one of high ownership. Several studies described in the literature review (see Buchko, 1992; Duray & 

Milligan, 1999; Wood, 2003), discuss how instructors can enhance student learning and satisfaction in group projects 

by creating a sense of ownership in the minds of the students. The project used in the first flipped Advertising course 

was deemed “low ownership” whereas the second class‟ project was “high ownership.” Therefore, we can look at the 

differences in student attitudes toward flipped classes when the major project in the course varies in how students feel 

connected to their projects. 

The impact of flipping the classroom was tested using several measures, including: (1) students‟ assessments of their 

own performance and knowledge, (2) objective assessments of performance including video click-thru rates and quiz 

scores, (3) students‟ self-reported attitudes toward flipped classes, the instructor, and the class. Anonymous surveys 

were administered during the last class of each section. The surveys were collected by one of the students, sealed in an 

envelope, and delivered to the department secretary. Survey responses were not reviewed until the semester was over 

and grades were submitted. 

3.1 The First Flipped Class - Low Ownership 

There were thirty-six students enrolled in the first advertising course that used a flipped approach. The course met for 

75 minutes twice a week for 16 weeks. Outside of class, students were expected to watch videos prepared on that 

week‟s topic(s). The majority of the videos were made by the instructor, but additional videos such as two 

documentaries (Art & Copy and The Naked Brand) and various videos from TED.com were also used.  

The vast majority of class time was spent on a project for a real-world client. The students were broken up into eight 

teams of four to five students. The client for this course was the chief marketing officer of a popular pizza restaurant 

chain. This chain has over 50 franchises located mostly in the Midwest United States. The client was releasing a thin 

crust pizza and asked for two deliverables from students. The first deliverable was a research report containing 

secondary and primary data. Students were tasked with conducting research regarding the popularity of thin crust pizza 

in the United States. Then the students created, distributed, and analyzed survey data of local pizza customers to gauge 

their affinity for thin crust pizza. The second deliverable involved students pitching ideas for a social media marketing 

campaign for the new thin crust pizza.  

3.2 The Second Flipped Class - High Ownership 

The second flipped class took place the semester after the first flipped course. All videos, materials, grading, survey 

questions, etc. were the same as the first flipped course except for the client and project given to the students which 

once again accounted for 50% of their overall course grade. There were twenty-two students in this course and they 



http://ijba.sciedupress.com International Journal of Business Administration Vol. 8, No. 5; 2017 

Published by Sciedu Press                        5                           ISSN 1923-4007  E-ISSN 1923-4015 

were divided into teams of three to four students each. The project was to create the advertising, both print and digital, 

for a conference the College of Business was going to host at the end of the semester. 

To help create the tangibles such as the conference name, tagline, logo, and more, the teams each pitched their ideas to 

various faculty judges throughout the semester. Once a winning idea/logo/etc. was selected, all teams would adopt this 

piece and use it in the next pitch. At the end of the semester, the class was in charge of hanging over 200 copies of a 

poster they had created, 500 door hangers in the dorms, two ads placed in the local newspaper, as well as all the 

messaging on various social media platforms including Facebook, Snapchat, Twitter, and Instagram. 

Every project and client is going to vary, so they can be difficult to compare. However, the author can safely state that 

the second flipped course had more to do, more tangibles associated with their work, and a greater feeling of ownership 

than those in the first class. 

4. Results  

Self-reported measures were collected using anonymous surveys distributed during the last class. Students answered 

the questions on six-point Likert scales (1 = “strongly disagree,” 6 = “strongly agree”). The number of videos each 

student watched was tracked through the course management system. Overall course grades were also kept and 

included in the analysis. 

Students in the low ownership class watched on average 85.13% of the videos throughout the course. Those in the high 

ownership class watched 79.59% of the videos. The differences between the two classes was not significant, p = 0.38. 

The overall grades between the two classes was not statistically significant either,  ̅ =83.33% vs.  ̅ =89.19%, t(56) = 

-1.66, p = 0.10. However, there was a significant correlation between the number of videos watched and a student’s 

overall grade in the course, r = 0.47, p < 0.01.  

 

 

 

As can be seen in Table 1, students in the low ownership had overwhelmingly positive attitudes toward the class, 

instructor, project, and the flipped classroom approach. Similarly, students in the high ownership class (see Table 2) 

also had positive views toward class, instructor, project, and the flipped classroom approach. However, it is worth 

pointing out that views toward the flipped classroom are not universally positive. Students that have thrived in a 

traditional, lecture-based course may be resistant to change. As more time is focused on the group projects and more 

weight on students’ grades is placed on the team projects, instructors need to be even more cognizant of problems 

occurring between team members and have system in place to address non-contributory students, uncommunicative 

partners, etc. 
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The attitudes of students in the high ownership condition are reported in Table 2. Again, students had very positive 

attitudes toward the class, project, instructor, and flipped classrooms versus traditional, lecture-based methods of 

delivery. Students in the high ownership condition had significantly more interest in their project as indicated by their 

responses to, “I have been interested in the consulting project,” 5.91 vs. 5.53 in the low ownership condition, t = 2.57, 

p < 0.01. Although intense effort was required from students, those in the high-ownership condition could see the 

tangible results of their efforts. The conference they helped advertise had over 400 attendees. There were 2,087 website 

visitors, 969 Facebook impressions, and ads that ran in the local newspaper, whose daily distribution varies from 

51,000-68,000 readers. All of these promotions were created by the students themselves. 

 

 

Table 3 compares the students‟ responses to their overall perceptions of the class between the two classes. Students 

who were in the high ownership class were significantly more likely to: (1) have more interest in the consulting project; 

(2) recommend keeping the “flipped” format for the class; (3) recommend a course taught by the instructor to other 

students; (4) believe a flipped classroom to be more interesting than a lecture-only class; and (5) believe they learned 

more using a flipped classroom approach versus a lecture-only class. The only other significant difference between the 

two sections was those in the low ownership course reporting finding the videos more interesting that those in the high 

ownership group. As the high ownership group reported their interest in the consulting project as 5.91 on a 6.00 scale, 

there may have been a slight tradeoff in having students so interested in the group project that they were less interested 

in watching pre-recorded lecture content. 

5. Discussion and Recommendations 

Two Advertising courses used a flipped classroom approach where course content was communicated to students 

using videos which they were to watch outside of class. Each week, a quiz was given in class to assess student learning 

from the videos to be viewed that week. Additionally, the course learning management system tracked which students 

watched the videos and which did not. All individual assignments, instructor, and points distributions were identical 

between the two courses. What varied between the two courses were the clients and deliverables of the group projects. 

Each class was broken up into small teams of three to five students per team. One course conducted market research 

and pitched their ideas for a social media campaign for a pizza franchise with over 50 franchises. This class was 

regarded as the “low ownership” condition because the students did not know if their ideas were going to selected as 
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the winning campaign, let alone actually executed by the client. Conversely, the second class worked on creating the 

name, tagline, and all adverting for a conference the university‟s College of Business was hosting that semester. The 

students in this course helped raise over $5,000 in funding and $2,500 in free advertising. The conference had over 400 

attendees. There were 2,087 website visitors, 969 Facebook impressions, and ads that ran in the local newspaper, 

whose daily distribution varies from 51,000-68,000 readers. The students in this “high ownership” class felt more 

connected to their project as they planned and executed it. 

Students who were high ownership where they saw the outcomes of their work had significantly higher attitudes than 

students in the low ownership condition in five ways: (1) Had more interest in the consulting project; (2) 

Recommended keeping the “flipped” format for this class more; (3) Recommended a course taught by this instructor to 

other students more; (4) Believed a flipped classroom is more interesting than a lecture-only class; and (5) Believed 

they learned more using a flipped classroom approach versus a lecture-only class. While not universal, students in both 

conditions had very favorable views of the flipped classroom approach, and both classes recommended the continued 

use of the flipped class approach. 

Passion is crucial to the success of flipped courses because the more novel the experience, the more potential there is 

for people to resist change (Waddell & Sohal, 1998). Oreg (2003) found that people can resist change due to a 

reluctance to lose control, a lack of psychological resilience, cognitive rigidity, intolerance of the adjustment period 

required for change, have preference for low stimulation and novelty, and a reluctance to give up old habits. Therefore, 

passionate instructors who are keen to implement pedagogical change with flipped classrooms is a requirement for 

success (Ford, Ford, & D‟Amelio, 2008). 

When lecture content is prerecorded, there are additional issues for instructors to consider besides those normally 

encountered in face-to-face education. This includes practical issues such as the need for no background or “white” 

noise during recording, the need for special lights and a well-lit room, and to consider whether students see instructors 

and lecture slides on screen simultaneously (Green, 2015). While it certainly is not easy to alter the habit of being the 

“sage on stage” into being a “guide on the side,” it is worthwhile based on student feedback. The results reported above 

demonstrate how flipped classrooms and experiential learning exercises with real-world results can improve marketing 

education. 

6. Limitations and Future Directions 

Mediation analysis would provide a more complete picture about how the self-reported measures affected overall 

grades. However, it was not possible here as the students‟ overall grades could not be linked to their anonymous, 

self-reported measures. Benefits from anonymity (e.g., increased honesty in answering questions, decreased privacy 

concerns) likely offset the drawbacks inherent to the lack of a mediation analysis, but future studies could be designed 

to address this limitation. 

Although the flipped classroom approach has been used for years, the approach is still relatively new to many 

instructors and students. Of the 58 students in the two classes reported, only six students had experienced a flipped 

class before. While several courses at this university use a flipped approach, the courses discussed were the only ones 

using a flipped approach in the marketing department. This means there was a potential for novelty effects, which 

could inflate some of the study‟s measures and make flipped classes seem more effective than they normally would be. 

Alternatively, this newness may have hurt the measures since the instructor had little experience with producing videos 

and flipping classes, and students may have been nervous about using a different style of learning. In addition, the 

research focused on the impact of flipped classes on students but did not investigate the impact of changing to a flipped 

classroom on the instructor. Future research could address these issues by examining how past experience with flipped 

classrooms alters their effectiveness and by examining how instructors are impacted by flipping their classes. 

Future studies may also address the best practice for how to convey material outside of the classroom. Although videos 

of the instructor lecturing to the camera were used in both the courses discussed, alternative - and perhaps better - 

delivery methods are possible. For instance, auditory learners may excel with podcasts. If visual learners do better with 

videos, comparisons should be made between voiced-over slides with videos of a professor‟s in-class lecture versus a 

highly edited video of the professor lecturing (as was done in this study). Answering questions like these will further 

our understanding of how to deliver the best learning environment for a variety of students and their unique learning 

styles as instructors continue to pursue online and flipped courses. 
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