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Abstract. The passive learning phenomenon, common in teacher-centred 
classrooms, persists in classrooms globally despite continuous calls for 
learner-centred pedagogies. The educational landscape is in dire need of 
a shift to not only promote learner-centredness but also to move towards 
autonomy-supportive pedagogical approaches. This paper aims to 
elucidate and explore the potential of the ‘Altered Flipped Classroom 
Pedagogy’, a context-specific active learning intervention, to enhance 
learner engagement and participation in an everyday traditional high 
school classroom. It originates from Bergman and Sams’ seminal work on 
the topic. It was, however, ‘altered’ to meet the needs of the South African 
context, where only an estimated 20,35% of the public high schools in the 
country have access to technology for teaching and learning purposes. 
The research is situated within Self-Determination Theory, as the design 
of the intervention addresses learners’ needs for autonomy, relatedness 

and competence. Using volunteer sampling, high school teachers self-
selected to attend an online training session and received a training 
manual before implementing the intervention. The primary method of 
data collection was semi-structured interviews. Method triangulation 
was achieved through merging three alternative qualitative methods 
following the thematic analysis process. The primary findings 
demonstrate the potential of the AFCP to promote learner engagement, 
participation, and motivation. Further findings suggest that learners 
experienced greater autonomy and displayed more self-determined 
behaviors.  When learners become more autonomous, they grow their 
ability to think independently, solve problems and take greater 
ownership of their learning.   
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1. Introduction  
“Memorize the Latin and common names of the fishes of Alberta and their 
distinguishing characteristics, attend the exam on two cups of coffee and 
no sleep, regurgitate the mental meal of the previous night like the winner 
of a pie eating contest, then set about forgetting the whole experience. 
Learning was not dynamic, it was not interactive, it was not intuitive and 
it was certainly not in any way self-directed.” (Taylor, 2014, p.79) 

Education continues to face a conundrum to which young and old can relate all 

too well (albeit with slight variations in the finer details). Although the dawn of 
AI has (re)defined a new era in the landscape of education, for most learners and 
teachers, Taylor’s (2014) anecdote remains an all-too-familiar reality - the focus on 
learning as a product of the cyclical nature, brought about by traditional 
pedagogy and subsequently passive learning. Some scholars have even gone as 
far as referring to whole class teaching and teachers’ daily routine as ‘playing 
school’, where teachers demonstrate ‘limited pedagogical understanding’ and 
have a ‘shallow grasp of the pedagogic enterprise’ (Potterton, 2025, para.8). Being 
a former teacher of ten years, I will err on the side of caution to criticise teachers. 
Yet, the persistence of this pedagogical inertia compels a critical question: How can 
the longstanding equilibrium of the passive-teaching, passive-learning cycle be disrupted?  

Although there is a growing emphasis on learner-centred pedagogy (Goodwin, 
2024), many scholars continue to highlight the problematic nature of the passive 
learning phenomenon (see Bristol, 2014; Pretorius, 2025; Shur & Guberman, 2024). 
Relatively few studies have, however, investigated how participants experienced 
learner-centred pedagogies that can be meaningfully adapted and implemented 
in the high school context. Li et al. (2023) concur by stating that although active 
learning is widely recognised as effective, it is not consistently reflected in 
everyday teaching practices.  

Realising a genuine shift from passive learning requires renewed attention to 
learner-centred pedagogy. This calls for re-examining established practices and 
redefining the ways in which learning and teaching are organised (Pretorius, 
2025). Active learning pedagogies are increasingly recognised as more effective 
than passive content delivery (Aricò & Lancaster, 2018; Dubinsky & Hamid, 2024). 
The flipped classroom pedagogy was therefore selected as it is rooted in both 
socio-constructivist and cognitivist theories of learning (Abeysekera & Dawson, 
2015; Kenwright et al., 2017).  

Li et al. (2023) emphasise that, despite variations in design, these approaches 
“flip” the learning structure by moving passive learning outside the classroom 
and incorporating active learning into class time since more classroom time is 
allowed for learner-centred activities (Becker & Birdi, 2018). While the flipped 
classroom has been extensively studied in higher education and training contexts, 
studies exploring its application at the school level are emerging slowly (see 
Bessas et al., 2024; Mokhele-Ramulumo et al., 2024; Paragoo & Sevnarayan, 2024). 

The present paper forms part of a broader study titled An altered flipped class 
pedagogy (AFCP) as an intervention strategy to address passive learning in a teacher-
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centred classroom. In this paper, I specifically explore (i) the perceived advantages 
for teaching and learning when teachers introduce a context-specific, learner-
centred pedagogy, and (ii) how this intervention influences learners’ motivation 
to learn. 

2. A review of the literature 
2.1 Active Learning: A Call to Action   
In 2015, the South African Department of Education outlined 27 goals for the 
Schooling 2030 initiative. The first 13 focused on educational outcomes and the 
remainder on strategies to achieve them (Department of Basic Education, 2015). 
These goals aim to improve learner performance in literacy and numeracy at key 
grade levels (3, 6, 9) and increase the number of Grade 12 learners who pass 
Mathematics and Physical Science. However, the initiative had one critical gap: it 
lacked a focus on pedagogy. There is no emphasis on how teachers should teach 
or how to support learners in developing critical and creative thinking skills.  
 
This is problematic as teachers play a key role in introducing strategies to enhance 
the quality of teaching and learning (Bertram et al., 2021). This shortcoming has 
been addressed in a recent publication by the World Bank (2025) in its report titled 
South Africa Economic Update: Learning - Overdue Reforms and Emerging Priorities in 
Basic Education. Within this report, attention is drawn to pedagogy as it clearly 
states “…evidence shows that it is pedagogy that makes the most difference to 
learning” (p. 38). Elsewhere in Africa, a call has been made to shift from a 
predominant teacher-centred to a learner-centred pedagogy (Kerkhoff et al., 
2025). 

In this paper, I intend to respond to this call for action by demonstrating the 

potential of the flipped classroom pedagogy to enhance learner engagement and 
motivation when it is implemented within a traditional high school setting. 
Taking into account the unique challenges of the South African context, a tailored 
intervention was developed, given that only an estimated 20,35% of public high 
schools in the country have access to technology for teaching and learning 
purposes (Department of Basic Education, 2023). The Altered Flipped Classroom 
Pedagogy thus adapts the traditional flipped classroom approach by excluding its 
technology-based component. 

2.2 Why does ‘The Call’ still exist?  
The aim of this paper is not to make a case for active learning, as its successful 
implementation dates back many years (Reinders, 2010) and its effectiveness over 
the passive delivery of content has been proven (Aricò & Lancaster, 2018; 
Dubinsky & Hamid, 2024). What persists as an issue is that what is known is not 
always reflected in teachers’ contemporary educational practices (Li et al., 2023; 
Chi, 2021). Also, the teacher-centred classroom seems to remain the most 
prevalent teaching approach in developing countries (Samaila & Al-Samarraie, 
2024). One reason for the prior may be the effectiveness of the traditional 
classroom to convey foundational knowledge (Bhardwaj et al., 2024).  
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2.3 Active Learning: The Teacher’s Position 
Having a better understanding of what is required of teachers in the move 
towards a more active learning pedagogy may shed light on the slow move to 
fully or partially integrate this into their teaching repertoire. Active learning 
necessitates a shift toward a more learner-centred approach, which by implication 
will require greater flexibility concerning teachers’ curriculum design and the 
structure and/or organisation of classroom activities. Teachers need to come to 
an understanding that a move is required from standing central to the production 
of knowledge, having high levels of control and prediction of learners’ experience, 
to teacher actions such as guidance and creating a nurturing environment which 
promotes a deeper understanding of what learners know and have experienced 
(Geduld & Sathorar, 2016).  
 
Strategies such as cooperative learning, experiential learning and problem-
solving are a few that they can draw on (Aldridge et al., 2004). Additionally, the 
activation of prior knowledge (Pretorius, 2023), the provision of authentic 
learning activities (Dennick, 2012) and higher levels of differentiation to 
accommodate diverse learner needs (Spreen & Vally, 2010) are also important 
considerations. Teachers need to cultivate an awareness of learners’ roles in the 
educational process while supporting their adaptation to this new and unfamiliar 
learning environment (Taylor, 2014). This includes exercising patience as learners 
navigate through the initial struggle and progress at their own pace to develop 
autonomous learning.  
 
2.4 What is potentially being overlooked? 
The benefits of active learning in research are not scant. Already in 2011, Brüssow 
and Wilkinson’s meta-analysis identified active learning as one of the three most 
effective educational strategies for enhancing learning outcomes and fostering 
greater learner effectiveness. However, this encompassing account by Peterson 
(2018) provides a deeper insight: 

“The more students understand themselves and others, the more they can 
engage in complex learning activities; incorporate multiple perspectives; 
and reflect on and develop their own knowledge, beliefs and abilities… 
without a sense of identity as a learner and supportive peer relations, 
students may not be receptive to teaching and learning opportunities.” 
(p. 36-37) 
 

This perhaps highlights a key construct within the discourse, which may be 
overlooked by teachers, namely promoting the development of learners’ identity. 
In a traditional classroom, learners are taught collectively, and by implication, 
their identity is largely situated within a group. Whereas with learner-centred 
pedagogy, there is a shift in focus to individuality. For learners, this provides 
opportunities to enable higher levels of autonomy, competence and efficacy. As 
noted by Peterson (2018), this can be moulded and refined via peer interactions.  
 
2.5 The Altered Flipped Classroom Pedagogy 
Systemic interventions significantly contribute across various levels, as they 
highlight the inherent complexity of education systems while offering in-depth 
insights into both their sub-systems and overall structure (Khoza, 2013). The 
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‘Altered Flipped Classroom Pedagogy’, a context-specific active learning 
intervention to enhance learner engagement and participation in an everyday 
high school classroom, is one such example. It draws on the seminal work by 
Bergman and Sams (2012). To use it within the South African context, it had to be 
‘altered’ as an estimated 80,65% of the public high schools in the country do have 
access to technology for teaching and learning purposes (Department of Basic 
Education, 2023).  Work by fellow South Africans Chakawodza et al. (2024) further 
demonstrates the importance of considering technological resources when 
introducing a flipped pedagogy.  
 
Their study found that teachers were eager to adopt the pedagogy during the 
COVID-19 pandemic; however, interest seemed to fade afterwards due to 
prevailing challenges related to technological resources. The Flipped classroom 
was selected as an instructional pedagogy because it is founded on socio-
constructivist theories of learning that increase the potential for active 
engagement and motivation (Mugadza et al., 2024). This is important because 
disengagement of learners remains unaddressed, mainly due to the continued use 
of traditional teaching methods, which are still widely employed by teachers 
(Samaila & Al-Samarraie, 2024).  
 
These authors continue by highlighting the need to modify the traditional flipped 
classroom to address challenges that teachers experience, specifically regarding 
technological resources. The authors Ölmefors and Scheffel (2023) echo a similar 
sentiment. From a more holistic perspective, Chi (2021) argues that teachers 
should be given autonomy, flexibility and ownership regarding active learning 
interventions as this may help bridge the gap between theory and practice. 
 
2.6 Theoretical Framework: Basic Psychological Needs Theory  
Self-Determination Theory (SDT) (Deci & Ryan, 1985) is broadly regarded a 
macro-theory of motivation. Basic Psychological Needs Theory (BPNT), a sub-
theory of SDT, forms the framework of this study. BPNT focuses on three 
psychological needs, which are viewed as essential ‘nutriments’ for optimal 
functioning, psychological growth, and overall well-being. These three are: 
competence, autonomy, and relatedness (Deci & Ryan, 2000; Ryan & Deci, 2020). 

Empirical research has demonstrated the relevance of the theory in exploring 
learner motivation, classroom engagement, and academic performance (Yu & 
Levesque-Bristol, 2020). Two lines of reasoning are evident throughout the body 
of SDT literature. The first suggests that higher levels of autonomous motivation 
are associated with greater learner engagement, improved learning outcomes, 
and enhanced well-being. The second indicates that supporting individuals’ basic 
psychological needs facilitates autonomous motivation, whereas the absence of 
such support has an opposite outcome. These hypotheses have been validated 
across different developmental stages, subject areas, and educational contexts 
(Ryan & Deci, 2020).  
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From a global perspective, they highlight the problem with persisting traditional 
modes of teaching (high-stakes testing, grading, and external rewards) that 
undermine learners’ basic psychological needs. Consequently, education becomes 
less pluralistic (Ryan & Weinstein, 2009), which negatively impacts the support of 
developing learner identity.  

BPNT was employed as a lens to explore whether a pedagogical intervention 
intended to promote learner engagement and participation can enhance learner 
motivation and foster active engagement in the learning process by activating 
learners’ self-determined behaviours. Given that the intervention takes place in a 
high school setting, the developmental significance of adolescence must be 
acknowledged, as this period is crucial for the formation of identity (Field et al., 
1997).  Existing research suggests that the Flipped Classroom Pedagogy has the 
potential to support learners’ psychological needs for competence, autonomy, and 
relatedness within the high school classroom (Muir, 2021). When learners’ basic 
psychological needs are considered, teachers adjust their practice to account for 
learners’ needs, preferences and interests (Adi Badiozaman et al., 2020).  

Autonomy refers to the capacity of individuals to self-regulate (Deci & Ryan, 2012), 
and to experience choice regarding how behaviour is initiated and regulated 
(Luyckx et al., 2009). Learners’ need for autonomy is cultivated when teachers 
create opportunities for reflection (Kutluer & Mentiş Köksoy, 2020), controlling 
behaviour is minimised (Deci et al., 1991), attempts are made to acknowledge 
learners’ perspectives (Ryan & Deci, 2020) or when room is made for curious 
exploration (Stroet et al., 2015).  

Relatedness generally refers to the development of relationships, feeling connected 
and experiencing a sense of belonging (Kutluer & Mentiş Köksoy, 2020). Stroet et 
al. (2015) identified three key aspects that teachers can draw on that support 
relatedness: affection (warmth and fairness), ‘attunement’, (deepened 
understanding of learners’ interests and accessibility), and dependability 
(continued support and commitment to learning). A study by Wang et al. (2019) 
identified relatedness as having the most influential role on autonomous 
motivation.   

Competence is usually defined in terms of one’s ability to achieve various outcomes 
(Deci et al., 1991), with efficacy being a foundational characteristic. This includes 
a sense of mastery over individual actions and one’s drive to grow and attain 
success (Ryan & Deci, 2020), whilst actively seeking optimal challenge (Legault, 
2017). This, however, does happen spontaneously and requires specific actions 
from teachers, such as effective scaffolding (Ryan & Deci, 2019), to enable them to 
embark on personalised learning activities (Pretorius, 2023).  

Ryan and Deci (2020) also caution that the repeated thwarting of one’s need for 
competence may result in amotivation.  Work by La Guardia (2009) emphasises 
the universality of basic psychological needs to “…cut across developmental 
epochs and culture to explain why identities are adopted, how they are 
maintained…” (p. 91), thereby linking the potential role of basic psychological 
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needs in the formation of learner identity. Alternatively, a study by Luyckx et al. 
(2009) found that college students who developed a sense of personal identity by 
actively engaging in exploratory strategies scored the highest on all three 
psychological needs. 

The selection of Basic Psychological Needs Theory as a Theoretical Framework 
can therefore be justified as it primarily emphasises the individual potential of 
learners from a motivational point of view. When teachers provide learning 
activities that promote interesting, enjoyable, self-valued activities (autonomy), 
opportunities for existing capacities and skill levels (competence), and pursue a 
sense of meaningful connection with their peers (relatedness) (La Guardia, 2009), 
learners are provided with the opportunity to grow their individual potential 
through active, conscious participation.  

3. Methodology  
This study employed Sandelowski’s (2000) ‘qualitative description’, elsewhere 
referred to as ‘pragmatic qualitative research’ (Savin-Baden & Howell Major, 
2013). The rationale behind this approach stems from its central aim, namely, to 
bridge the gap between theory and practice (Savin-Baden & Howell Major, 2013).  

This approach is adopted when a researcher seeks a distinctive means of 
understanding a phenomenon or when a more practice-oriented inquiry is 
required to generate practical solutions and/or approaches. It is particularly 
suited to studies where established qualitative traditions (e.g., case study, 
ethnography, phenomenology) prove insufficient for the research context 
(Sandelowski, 2000). Conducting a pragmatic qualitative study, therefore, 
involves striving for a nuanced understanding of the phenomenon, its underlying 
processes, and the lived perspectives of those participating in the research 
(Merriam, 2002).  

As this study is qualitative in nature, it does not seek to generalise the findings to 
other South African contexts. Rather, its purpose is to provide a rich, in-depth 
description and contextualised understanding of the phenomena under 
investigation within South Africa, a developing country. 

3.1 Sampling 
An invitation to participate was distributed to all public and private schools that 

offered Grades 8–12 across the Western Cape Province of South Africa. Schools 

were excluded if they could not be reached telephonically or electronically. The 
study employed volunteer sampling, a non-probability technique where 
individuals choose to participate in the research on their own initiative (Mukherji 
& Albon, 2018). An advertisement was circulated to schools to inform teachers, 
who then registered for online training via the link on the advertisement if they 
were interested in participating (Alvi, 2016).  

Thirty-one teachers attended their scheduled session. Out of these full-time in-
service teachers, nine agreed to take part in the study. The final group consisted 
of two male and seven female teachers, including two from private schools. 
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Teachers had between 0 and over 30 years of teaching experience, distributed as 
follows: one with 0–3 years, two with 4–7 years, three with 8–12 years, two with 
21–30 years, and one with more than 30 years of service. The participants taught 
a range of subjects: Afrikaans, English, French, Social Science, Geography, 
Mathematical Literacy, Natural Science, and Engineering Graphics Design. 
Participation was voluntary, and no incentives or rewards were offered. 

3.2 Data Collection  
The data collection phase lasted approximately a month. Teachers were asked to 
implement the intervention for three consecutive lessons and keep a diary of their 
experiences. Four different data collection methods were used: semi-structured 
online interviews, qualitative feedback questionnaires (which mirrored the 
interview questions), research diaries, and an unplanned spontaneous response. 
The online semi-structured interviews were used as the primary dataset, with the 
remaining data sources serving as secondary datasets. 

An interview protocol comprised of nine open-ended questions. Six interviews 
were initially conducted; however, one participant withdrew the following day 
for personal reasons. The five interviews lasted between 50 and 78 minutes. 
Interviews were conducted in the preferred language of the participants, namely 
Afrikaans (one), English (two), and a combination of Afrikaans and English (two). 
Microsoft TEAMS was used to generate automatic transcripts, though verbatim 
transcription was required for the Afrikaans interviews due to limitations in the 
automated system. 

The spontaneous response arose due to the adaptable and evolving nature of 
qualitative research (Merriam, 1998). Specifically, the ‘response’ consisted of two 
voluntary emails from a Grade 7 teacher who participated in the online teacher 
training but was excluded initially due to the scope of the study. The emails 
provided the researcher with detailed and valuable narrative data, leading to their 
inclusion in the dataset and final analysis. The qualitative feedback questionnaires 
were also introduced at a later stage in the research process. Two participants 
were unable to introduce the intervention in their classes due to time limitations, 
while a third was unable to proceed as the school principal withheld permission.  

Consequently, the teachers were asked to provide feedback on the potential of the 
intervention, drawing on information from the online training and the 
comprehensive Altered Flipped Classroom Pedagogy teacher manual, which was 
designed to support them in implementing the intervention. The flexible nature 
of qualitative research enables researchers to adjust their approach and use 
various types of data to answer the research question (Flick, 2018). 

3.3 Data Analysis and Verification 
A strong alignment between analytical methods, research questions, and the 
study’s theoretical framework is essential (Braun & Clarke, 2006). Thematic 
analysis, conducted via the six-step process outlined by Braun and Clarke (2006), 
was employed in this study, with the use of Atlas.ti (CAQDAS) to streamline the 
coding and organisation of data. Thematic analysis is well-suited for individual 
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and cross-sectional datasets, as it allows researchers to explore participants’ 
behaviours, experiences, and perspectives in ways directly relevant to the study’s 
research aims (Clarke & Braun, 2017). This approach has similarly been used by 
authors such as Xu and Zammit (2020), who applied thematic analysis to 
classroom-based data. 
 
In the original study, four overarching themes emerged: self-determined 
behaviours (2 sub-themes); systemic/external factors (3 sub-themes); teacher (8 
sub-themes), and learner (5 sub-themes). Four of the five sub-themes under 
‘Learner’ were used to answer the research questions that pertain to this specific 
paper. These sub-themes with their corresponding categories were: (i) Learner 
positive (increased levels of interaction/participation, learning, thinking, 
perspective, emotions and other benefits); (ii) Learner negative (passivity, non-
participation, negative emotions); (iii) Autonomy (prior exposure, benefits of 
autonomous learning/behaviour, learner action); (iv) Skills (socio-emotional, 
other, skill development) and (v) Other (Introducing the intervention, GenZ). 
  
To enhance the study’s validity, several measures were implemented: (i) 
presenting a holistic and in-depth account of the phenomenon under study; (ii) 
method-triangulation through semi-structured online interviews, feedback 
questionnaires, research diaries, and a spontaneous response; (iii) member checks 
were conducted, with two of the five participants verifying interview transcripts 
(three of the participants did not respond to the request); (iv) the data 
demonstrated connections between key concepts, the theoretical framework, and 
the research questions.  

Ethical clearance for this study was granted by UNISA’s Research Ethics 
Committee and the Western Cape Department of Education. Additionally, 
informed consent was obtained from all participating teachers and the principals 
of schools involved in the post-training intervention. 

4. Discussion of the Findings (SRQ 1) 
From the teachers’ perspective, what advantages do students gain through the use of an 
AFCP? 

SRQ1 sheds light on educational and developmental benefits that learners 
experience through the implementation of the AFCP. Teachers reported that 
AFCP enhances overall learning by fostering increased engagement, autonomy, 
and the growth of essential skills. Notably, learners developed stronger thinking 
and socio-emotional skills, which better equip them for life after school. In certain 
instances, noticeable positive changes in learners’ physical demeanour were 
observed, indicating improved emotional well-being.  

Additionally, the pre-class activities extended to learners’ families, encouraging 
communication and cooperation within their communities. It was, however, 
noted that learners’ fear of failure can sometimes hinder the full potential of the 
intervention, suggesting that their attitude plays a key role in how the AFCP is 
received or opposed. The findings are organised into three sub-sections: Overall 
learning experience, Skills, and Positive emotions. 
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4.1 Enrichment of the learning experience 
Although the FC is recognised for its contribution to enhancing learners’ academic 
performance (Akçayır & Akçayır, 2018; Cheng et al., 2022), this study instead 
focuses on the potential of the intervention to impact aspects of learning, such as 
learner autonomy, fostering deep learning, developing skills and increasing 
engagement. This is ascribed to the brief duration of the implementation and the 
qualitative nature of the research question.  

“I find that they can now highlight key concepts without me telling them 
what those actually are, as they have a basic idea of what they are learning 
about, so they are reading their work with more understanding.” 

“They embraced the idea, have found lessons more stimulating and have 
learnt so much more than was in the textbooks.” 

“It takes them out of their comfort zone, especially if they used to the 
teacher talk uhm, mode of teaching.”  

“Some people came back, and they were like ‘Mam, I read this. And do 
you think this is similar?’ And I was like, “What do you think? Why are 
you asking me? What do you think? Tell me.” 

“But the ones that did watch it and did come up with the questions, they 
enjoyed it. They actually said how they watched it with their families and 
stuff like that which was actually pretty cool.” 

The findings indicated that participants experience that when learners are given 

the opportunity, they take on more responsibility for their own learning, which 
fosters a sense of ownership. This transformation is a crucial element of the FC 
model, acknowledged by researchers (see Dennick, 2012; Yusuf & Taiye, 2021). It 
reflected in learners’ behaviours, such as showing more initiative, expanding their 
learning beyond the classroom (micro-systems), and demonstrating greater 
independence. It can be argued that these improvements activate learners’ self-
determined behaviours (need for autonomy, competence and relatedness), which 
are vital for developing intrinsic motivation.  

This is a significant benefit because learners not only become more engaged but 
also begin to take charge of their learning process. Teachers’ descriptions using 
terms like “embraced” suggest positive emotional responses. Research on the FC 
has similarly shown that learners report increased enjoyment and satisfaction 
when exposed to the flipped classroom pedagogy (see Cilliers & Pylman, 2022; 
Yusuf & Taiye, 2021).   

4.2 The development of skills   
Another advantage, as perceived by teachers, was the development of various 
skills. Teachers anticipated the cognitive and educational benefits of these skills, 
acknowledging their potential lasting impact. A study by Patterson et al. (2018) 
similarly found that while the FC did not impact grades, students reported self-
perceived improvements in their understanding, skills, attitudes, and behaviours, 
both in general and specifically toward the subject matter. Fisher et al. (2020) 
further emphasise the lasting impact of developing learning skills, noting that the 
actual value of the FC lies in preparing students for the unpredictable and 
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complex demands of the future workforce. Additionally, the FC encourages 
learners to engage with their learning in a more authentic way, enriching the 
learning experience and better meeting individual needs (Yusuf & Taiye, 2021). 
Learning skills were grouped into three categories: thinking-, twenty-first 
century, and socio-emotional skills. 
 
4.2.1 Developing thinking skills 
When teachers successfully transition to their facilitative role, it directly impacts 
their pedagogic actions upon which learners will respond in classroom contexts. 
Several teachers remarked on improvements in learners’ thinking, albeit in broad 
and varied ways, following the introduction of the AFCP.    

“Cognitively, I think it’s very good because it’s, uhm…. especially if they 
used to the teacher talk uhm, mode of teaching, that’s they they’re 
challenged to think on their own.” 

“I’m thinking specifically in South Africa... I think there’s a... there’s a 
deficit in… in… uhm, lateral thinking. And I think… altered flipped 
would give students more opportunity to develop that.” 

“So yes, I think...it will advance independent thinking.” (*translated)  
“…it allows the learners almost take the instructions and interpret it in 
their own ways and to think How will I think of a question? How do I 
understand this video? in their own way.” 

“It’s going to develop higher order thinking a lot more.”  
“They really broadened their minds.” 

“And I must be I must be honest; I was actually very surprised on how 
intelligent their questions were.” 

The flipped classroom has proven its effectiveness in enabling specific thinking 
processes which cannot be achieved via rote learning (Kloppers & Jansen van 
Vuuren, 2016). Instead of the passive transfer of knowledge, a shift occurs in the 
learning process, which enables the restructuring of pre-existing modes of 
thinking (Li et al., 2023). Previous research corroborates the findings of the current 
study, stimulating critical thinking (Wang, 2017), logical thinking (Yusuf & Taiye, 
2021) and developing novel ideas for real-world problems (Al-Zahrani, 2015).  

When teachers provide opportunities that require diverse thinking, they enable 
learners to grow independence and individual capability, which ultimately 
contributes to the activation of their self-determined behaviours (Williams, 2017). 
The findings emphasise a consensus regarding the potential of the AFCP to 
activate higher-order and/or lateral thinking, which, if practised over a prolonged 
period, may contribute to increased intellectual capacity. This, in turn, may enable 
more nuanced thinking, enhance learners’ ability to reason, solve more complex 
problems and engage more comfortably with challenging content.   

4.2.2 Developing twenty-first-century skills 
Activating prior knowledge serves as a foundation for deeper learning and the 
development or enhancement of twenty-first-century skills, as it prompts the 
shaping and adaptation of neural pathways once connections are made between 
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what the learner already knows (Pellegrino, 2017). These connections are shaped 
by existing cognitive structures and learners’ educational or real-life experiences, 
which impact the mental processing of new information (Euler, 2015). A major 
advantage of the FCP is its potential to support the facilitation and/or 
development of essential twenty-first century skills that are crucial in today’s 
rapidly evolving world (Mitsiou, 2019). Teachers identified a diverse range of 
skills, some of which align with, and others that differ from, the existing FC 
literature.   

“I think with the altered flip it’s more about teaching a skill then 
teaching… uhm knowledge and content and the CAPS. So, their 
advantage would be to have the skill to identify, to do research, to have the 
discipline to do the work themselves at home.” 

“I think the value that this would add is we are not only setting up these 
kids’ generation to do well in tests, but we’re setting them up for life skills, 
for things beyond just getting good marks and knowing what the teacher 
is going to ask in the test.” 

“To critically evaluate information.” 

“Learners will start to realise that they can make meaningful 
contributions in class, at home or in society in terms of their ability to 
become critical thinkers and problem solvers. They will become eager to 
learn because they are included in the learning process.” 

“I think it can improve their problem-solving skills, because they now 
have to think for themselves, they have to do something themselves instead 
of someone feeding them the information and giving instructions.” 
(*translated) 

References to twenty-first-century skills are commonplace within the FC 
literature. Examples include problem solving, creativity and critical thinking 
(Mitsiou, 2019), higher-order skills as a collective (Huang et al., 2022), as well as 
teamwork and/or collaboration (Kiem & Keodavan, 2024), are more likely to be 
attained once learners move past knowledge retention (Smith, 2015). Saavedra 
and Opfer (2012) refer to them as ‘deeper learning outcomes’ or ‘complex’ 
thinking skills.  

Although twenty-first-century skills are considered pedagogical outcomes 
according to the official South African public-school curriculum (CAPS), these 
may become neglected within teacher-centred classrooms where information is 
primarily transferred one-directionally from the teacher. Notably, none of the 
teachers indicated that their lesson planning was intentionally designed to 
incorporate skill development. This raises two critical questions: Are teachers 
intentionally designing opportunities to develop twenty-first-century skills, or do 
they see these skills as incidental outcomes that learners will acquire naturally 
during the learning process?   
 
4.2.3 Developing socio-emotional skills 
Active learning, often implemented through cooperative learning, plays a key role 
in developing learners’ socio-emotional skills. This can primarily be ascribed to 
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socio-constructivist theories, on which these activities are founded. Research on 
the FC has shown a similar trend (Steen-Utheim & Foldnes, 2018) with specific 
reference to the in-class activities. Through peer interaction, learners can develop 
greater contextual and social awareness as they encounter different opinions, 
perspectives, thoughts, and beliefs (Edwards, 2017). Learning from peers may 
furthermore foster skills such as teamwork (Yusuf & Taiye, 2021) and becoming 
more socially connected (Jdaitawi, 2019). 

Teachers reported an increase in displays of socio-emotional skills. Examples 

included (i) being open to peers’ opinions, (ii) working with peers outside of one’s 
group of friends, as well as (iii) active listening. In addition, teachers emphasised 
the value of working collaboratively, actively listening to diverse perspectives, 
and not only learning with, but also from peers. The implementation of 
cooperative learning strategies enhances the likelihood of achieving deeper levels 
of learning (Munir et al., 2018). 

When learners engage with their peers, they can express their ideas in social 
contexts different from their usual ones. Consequently, they may realise that their 
opinions or beliefs differ from those, leading them to question and possibly revise 
their existing frames of reference. This is key as the adapted frameworks become 
better suited to broader, more general contexts. Ultimately, these revised 
frameworks can be applied to new situations, making learners generally more 
adaptable and better prepared for future learning experiences (MacCleod, 2004). 

4.3 Positive emotions 
Within this subsection, the potential impact of the AFCP on the emotional well-
being of learners is explored. Two teachers observed a noticeable change in the 
physical demeanour of their learners:  

“It was just nice, their whole like eyes just lit up.” 

“…they just look more alive when they walk into the class.” 

Although there may be numerous explanations for the above, one may be an 

increase in satisfaction levels when having opportunities to interact with fellow 
learners (Fisher et al., 2020). Another may be neurological, such as the release of 
dopamine when learners experience success or receive positive feedback (Hohnen 
& Murphy, 2016). Additionally, one teacher mentioned an improved morale in 
class, a finding similar to Yusuf and Taiye (2021), who noted that the classroom 
environment was positively affected due to increased collaboration and 
dynamism.  

Another somewhat contradictory emotional gain relates to high achievers having 
to overcome their fear of failure:  

“…they don’t like failing. They’re deathly afraid of failing, but because 
they have to work on their own, they have to confront that fear, and so it 
teaches them to kind of overcome that too.” 
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This is considered a novel finding as it sheds light on factors that influence 
learners’ openness towards alternative teaching methods such as the AFCP. It also 
underscores learners’ preference for the familiarity of a traditional teacher-centred 
approach. Adding to this ‘fear’ may be the pressure to perform academically from 
parents, teachers, or the expectation of high-performing schools, as well as the 
need to meet the requirements set forth by higher education and training 
institutions for future studies. Consequently, it could be argued that this finding 
highlights the significant influence learners can exert in resisting change when 
teachers introduce alternative teaching methods. It is important that teachers are 
aware of these dynamics and offer the necessary support to help learners navigate 
these fears.   

5. Analysis and Discussion of the Findings (SRQ 2) 
According to teachers, how does the AFCP encourage learners to become more motivated 
to learn? 
 
In line with the previous SRQ, the findings suggest that the AFCP led to higher 
levels of learner engagement and participation. Learners displayed actions such 
as taking initiative in learning activities, increased proactiveness and 
demonstrating greater independence. Learners showed a stronger willingness to 
engage voluntarily with both their peers and the learning material. In some cases, 
learners even extended their learning beyond the classroom. Significant findings 
under this subsection concern learners who tended to demonstrate three types of 
behaviours: shyness, reluctance to participate or being overly passive. Teachers 
remarked on how these learners were focused, on task, and actively contributing 
to the learning activities. 
   
5.1 Interplay between learners’ motivated behaviours and teachers’  
pedagogical actions  
One of the foremost findings of this subsection was the reciprocal nature of 
teachers’ pedagogy and learner interaction. Teachers’ actions are therefore central 
in either maintaining or bringing the disequilibrium to the passive learning 
phenomenon. It can thus be argued that passive teaching reinforces passive 
learning, which can be counteracted via learning-centred pedagogies (Pretorius, 
2023; Zepke et al., 2014).   

Participating teachers made a conscious decision to experiment with learner-
centred pedagogy, and by implication, have recognised the importance of 
introducing pedagogies that foster learner agency (Hase, 2016). According to 
Lombardi et al. (2021), learners can attempt to exercise agency, which would likely 
happen only at the surface level. It can therefore be inferred that when learner-
centred activities activate learners’ agency, they are more likely to engage in 
deeper levels of learning. Also of note is that agency is closely related to 
autonomy, intentionality and intrinsic motivation (Van Lier, 2008).  

When teachers include activities that allow learners the opportunity to express 
their opinion, this may activate their agentic traits as learners’ individual voices 
are acknowledged and recognised as important. Agency is recognised as a 
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valuable resource that benefits learners from various social backgrounds (Burger 
& Walk, 2016). When teachers provide learners with authentic decision-making 
opportunities, they become more aware of how their actions, opinions and/or 
perspectives have a real impact on the world around them (Williams, 2017). 
Evidence of this emerged in the data when learners shared the videos they had 
watched with their family members, effectively extending the curriculum into the 
broader community. 

5.1.1 Cooperative and Collaborative learning opportunities 
As teachers introduced cooperative learning activities, learners were naturally 
motivated to participate actively, leading to increased levels of engagement. These 
activities included discussions, presentations, peer-to-peer instruction and 
educational games such as Bingo during a language lesson and escape the room 
during a Mathematical Literacy lesson. One teacher explicitly observed a whole-
class discussion led by learners on the topic of fracking, which was based on an 
article they had read as a pre-class activity.  
 
The same teacher recalled learners pleading with her to continue the lesson even 
as the school bell rang, signalling the start of the next class, because they were so 
engaged in the discussion. Smith (2015), in his study on the effectiveness of the 
flipped classroom, similarly found that student interactions nearly tripled during 
lesson time.  
 
5.2 Learner Autonomy 
The findings highlighted the AFCP’s potential to encourage learners’ autonomous 
actions, which ultimately affect intrinsic motivational properties. Reeve and 
Cheon (2021) emphasise the need to take ownership of one’s behaviour in their 
definition of autonomy. They continue by stating that experiences of autonomy 
translate into increased engagement, learning and well-being. Increased well-
being, in return, highlights the potential impact of the AFCP on the affective 
properties of learning. This may present insight into the data showing that 
learners who were previously passive or typically disengaged from classroom 
interactions began to demonstrate higher levels of participation and engagement 
following the implementation of the intervention. Alternatively, the increase in 
learner motivation may be attributed to the activation of their need for autonomy 
(Hase, 2014). 

One of the most illustrative examples from the data is a teacher’s feedback based 
on a pre-class activity. 

“For one lesson, I asked them to find me 5 fun facts about the sun (to 
introduce Astronomy Natural Science), and one student came up with 2 
pages because it ‘was so interesting’. This from the child who usually 
spends all lesson yawning or disturbing the others” 

In another instance, a teacher remarked on her surprise at learners’ ability to 
independently manage more complex language structures. 
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“I specifically chose Active and Passive as one of my topics because it is 
‘more difficult’ language work, and I was surprised to see that learners 
could figure it out ‘on their own’” (*translated) 

As stated by Deci (1992), humans are inclined towards being growth-oriented and 
innately inclined toward autonomous, self-determined functioning; however, 
they are simultaneously vulnerable to being controlled by others. As illustrated in 
the excerpts above, learners exhibited greater autonomy when teachers reduced 
their level of control. This aligns with findings from other studies where teachers 
implementing the FC similarly observed increased learner ownership and 
responsibility for their learning (Gündüz & Akkoyunlu, 2019). It is important, 
however, to consider the significant role of pre-class activities, which may act as 
a catalyst in activating learners’ sense of autonomy (Lee et al., 2022).   

5.3 Learner engagement 
According to Reeve and Tseng (2011, p. 257) learner engagement is characterised 
by three interrelated constructs: behaviour (e.g., attention, effort, persistence in 
learning tasks, minimal misbehaviour), emotion (e.g., interest and enthusiasm, or 
the absence of negative emotions such as anger, anxiety, or boredom), and 
cognitive (e.g., using advanced learning strategies, self-regulation). From the data, 
noticeable improvements were found across all three dimensions.  

Some examples from teachers include:  

“Learners interacted well, and I saw such an amazing side to my learners” 
“This led to learners who are often passive and too shy to give answers, 
who actually participated in the class” (*translated)  

“…the ones that were normally quiet weren’t quiet, and that was nice” 
“So, although she only said two sentences, at least she said two sentences 
in Afrikaans, this coming from learners who usually do not want to say a 
word” (*translated) 

“And even with the Grade 9’s... there are those uh, you know, they are 
lying (on their arms) even though it is girls (all-girls school) … even they 
sat up straight and participated” (*translated) 

The findings show that increased learner engagement is closely linked to 
decreased passivity. This can be attributed to the presence of cooperative learning 
experiences during in-class activities, which require learners to interact with their 
peers. As mentioned earlier, one of the key strengths of the FCP is its ability to 
promote learner engagement - an outcome common in the FC literature (Edwards, 
2017; Lee et al., 2022; Patterson et al., 2018). 

More significant was the increased level of engagement among learners who are 
typically quiet, shy, or extremely passive, often displaying minimal classroom 
interactions. Although the exact reasons for their previous disengagement are 
unclear, the FCP literature suggests two possible explanations: one relates to low-
performing learners (Lee et al., 2022), while the second points to the influence of 
different personality types on learner engagement when the FCP is implemented 
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(Fauzi & Hussain, 2016). The FCP is particularly effective at addressing individual 
learner needs and supporting learners in accessing their zone of proximal 
development. It can therefore be argued that these factors help activate self-
determined behaviours in learners, enhancing their willingness to engage and 
thereby reducing passive learning behaviour. 

Some researchers have expressed concerns about learners remaining focused 
during in-class activities (Steen-Utheim & Foldnes, 2018) or cautioned about the 
risk that in-class activities may lead to socialising, causing learners to go off task 
(Nykiel-Herbert, 2004). However, contrary to the existing literature, teachers in 
this study did not report that learners were off task when in-class activities were 
implemented. This could be attributed to the novelty of the learning experience 
or the use of creative teaching strategies, both of which may have positively 
influenced learners’ motivation and, in turn, their level of in-class engagement. 
 

6. Limitations and Recommendations for further research 
Given its qualitative nature, the study captures only the experiences of a small 
group of teachers who voluntarily implemented the AFCP in their classrooms. 
Despite efforts to contact all public and private high and combined schools in the 
Western Cape via the official WCED mailing list, the sample is not representative 
of the broader target population. Most participants were from higher-quintile 
schools, with minimal representation from low-quintile schools (one participant, 
who completed only the feedback questionnaire and did not implement the 
intervention). Additionally, the researcher cannot confirm whether the invitations 
reached the intended in-service teachers. The demographic characteristics of 
participants were not considered, which may influence the findings and limit the 
generalisability and broader applicability of the intervention. 
 
Future research could explore the introduction of the AFCP within primary school 
settings and in low-quintile schools to assess its applicability and effectiveness in 
these specific contexts. Additionally, studies could investigate the impact of 
implementing a learner-centred pedagogy on the growth and development of 
teachers’ skills and abilities, as well as their job satisfaction during the transition 
phase. Further research may also examine the effects of prolonged exposure to 
learner-centred approaches on the emotional well-being of learners. 
 

7. Conclusion  
This study demonstrates the value of the AFCP as an effective intervention for 
enhancing learner engagement, participation, and motivation. The findings 
underscore the critical role teachers play in facilitating active learning, not only as 
educators but also as agents of pedagogical change. Notably, the AFCP was found 
to promote learner autonomy, fostering greater independence in the learning 
process. One may therefore argue that the intervention has the potential to 
recognise learners’ identity via opportunities for individual contributions. 
Additionally, the cooperative learning environment encouraged through peer-to-
peer interaction contributed positively to learner well-being and supported the 
development of more flexible frames of reference. These outcomes have important 
implications for curriculum development, suggesting that integrating AFCP 



919 

 

http://ijlter.org/index.php/ijlter 

principles could enrich learning programs, inform teacher training practices, and 
guide revisions of pedagogical policy to support more learner-centred 
approaches. Such outcomes are particularly relevant in preparing learners to 
navigate and contribute meaningfully to both national and global contexts. Let us 
continue our pursuit of tipping the scales in favour of the process of learning. 
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