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Abstract

Flipped classroom approaches have shown positive effects on writing, yet empirical evidence
regarding argumentative writing remains scarce. This study investigates their impact on Chi-
nese EFL undergraduates’ argumentative writing skills using an exploratory sequential de-
sign. The qualitative phase involved focus-group interviews with 18 students, leading to the
development of an assessment rubric for evaluating argumentative texts. In the subsequent
quantitative phase, 83 written texts were collected at four time points and analyzed statisti-
cally. Finally, qualitative and quantitative findings were integrated to address the research
question. Results reveal improvements in both genre knowledge, identified in qualitative
analysis, and writing performance, evidenced by quantitative data. The findings suggest that
combining sufficient pre-class preparation with interactive in-class activities significantly
enhances argumentative writing. This study provides theoretical insights and pedagogical
guidance for instructors seeking to improve argumentative writing instruction through the
flipped classroom model.

Keywords: argumentative writing, flipped classroom, Chinese EFL undergraduates, an assess-
ment rubric, exploratory sequential design

1. INTRODUCTION

Writing is considered a productive skill through which writers organize and express their main thoughts and
opinions. Compared to descriptive and narrative writing, argumentative writing, a significant genre in most
English proficiency tests, aims to persuade readers or audience to accept the writer’s viewpoints through
critical and well-organized arguments (Aziz, 2021; Yang, 2022). In normal writing classrooms, traditional
ways are common to instruct students’ writing, which is lecture-centered, hindering students’ engagement
and increasing their learning difficulties (Omar, 2020; Fathi & Rahimi, 2020; Sinaga & Feranie, 2017). Most
students struggle with writing, due to the insufficient instructional time in the traditional teaching methods,
which causes a weak writing foundation and insufficient writing practice.

As most Chinese EFL students and teachers regard it as a significant yet challenging task, an appropriate
teaching innovation needs to be explored to address the current issue (Yang, 2022; Peltzer et al., 2024).
Flipped classroom, one of models of the blended learning, reverses the traditional learning environment by
delivering instructional content outside of the face-to-face classroom sessions, frequently through digital or
online media. Consequently, in-class time is dedicated to interactive, student-centered learning activities
(Bergmann & Sams, 2012). It encourages students to preview before classes, and positively participate in
class activities. According to the previous research of the integration of the flipped classroom in language
teaching, it is admitted that the flipped classroom stimulates students’ academic performance and personal-
ized learning (Clark & Kaw, 2020). However, most prior studies pay attention to both teachers’ and students’
satisfaction towards the flipped classroom (Shooli et al., 2022), while little empirical research has examined
its effectiveness in enhancing English argumentative writing among EFL learners (Roohani and Rad, 2022).
Considering the research background and research gap outlined above, this study aims to identify an effective
pedagogical method to prompt students’ English argumentative writing. Therefore, the flipped classroom
was chosen to teach English argumentative writing to Chinese EFL undergraduates, and its effectiveness was
examined through an exploratory sequential design.

1.1 Research Objectives

To identify the effectiveness of the flipped classroom on English argumentative writing skills of Chinese
EFL undergraduates.

1.2 Research Questions

What are the effectiveness of the flipped classroom on English argumentative writing skills of Chinese EFL
undergraduates?
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1.3 Theoretical Framework

In terms of the research question and objective in the present study, the theoretical framework in Figure 1
involves the theory of second language acquisition (SLA theory), Bloom’s revised taxonomy, and construc-
tivism theory. As shown in the triangular framework of Figure 1, the second language acquisition theory and
Bloom’s revised taxonomy complement the constructivism theory, and the second language acquisition the-
ory is related to the Bloom’s revised taxonomy.

Constructivism is generative learning, because students can seek knowledge actively through cooperative
learning and problem-solving activities, which is applied in English teaching to motivate students’ active
construction and student-centered teaching (Zulela & Rachmadtullah, 2019). Based on the prior study of Al-
Huneidi and Schreurs (2013), the constructivism theory is closely related to blended learning, as the con-
structivism theory prompts the student-centered learning, and blended learning in turn facilitates the practical
application of constructivist principles. Admittedly, the constructivism theory is significant in directing this
study of implementing the flipped classroom in argumentative writing.

SLA theory complements constructivism theory in the current study, as Krashen (1982; 1984) thought abun-
dant input as a key foundation in language acquisition, and learning process can be achieved when learners
comprehend the input. It should align with the input hypothesis of Krashen (1982), which emphasizes the
concept of ‘i+1’, referring to language input that is just slightly beyond the learners’ current proficiency level.
Therefore, both the quality and quantity of the input are crucial in language acquisition (Yang, 2018). How-
ever, traditional teaching methods often fail to provide sufficient comprehensive input in the instruction of
argumentative writing, which is primarily an output-based skill. The implementation of the flipped classroom
in the present study is guided by the constructivism theory and SLA theory, since the preparation before
classes facilitates access to comprehensive input necessary for effective learning.

Another theory is Bloom’s revised taxonomy, which is applied to the educational training and learning pro-
cess widely. It consists of six hierarchical levels, and they are remembering, understanding, applying, ana-
lyzing, evaluating, and creating (Anderson & Krathwohl, 2001; Krathwohl, 2002). The first three levels are
classified as low-order cognitive skills, while the latter three are considered as high-order thinking skills. In
the context of the flipped classroom, this approach facilitates high-order thinking by enabling students to
acquire lower-order skills, such as remembering and understanding through preparation before classes.
Meanwhile, high order skills, including analyzing and evaluating, can be developed by interactive activities
and in-class engagement (Zou & Xie, 2018; Fisher et al., 2021) .

Constructivism
Theory

( SLA Theory )< ‘/ Bloom's Revised)

~\_  Taxonomy

FIGURE 1 Theoretical Framework
2.LITERATURE REVIEW

This section reviews two key topics relevant to the current study: argumentative writing in EFL contexts and
the flipped classroom in teaching argumentative writing.

2.1 Argumentative Writing in EFL Contexts

Writing is generally thought more challenging than the other three language skills, consisting of speaking,
reading, and listening. Among various genres in writing, argumentative writing needs high-order thinking
skills and critical thinking skills (Liao & Liao, 2020; Chang et al., 2024; Aziz, 2021). In order to persuade
audience or readers to agree with the writers’ viewpoints, logical opinions and solid arguments should be
organized ((Latifi, Noroozi, & Talaee, 2021; Latifi, Noroozi, Hatami, & Biemans, 2021). In other words,
well-organized arguments can direct students to make thoughtful decisions.
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Although English argumentative writing plays a vital role in English proficiency test, such as CET (College
English Test), TEM (Test for English Majors), IELTS (International English Language Testing System), as
well as TOEFL (Test of English as a Foreign Language), it still faces various challenges in the learning
process. Language barriers or difficulties is one issue in completing argumentative essays for EFL learners,
due to the inadequate vocabulary and grammar, frequent syntactic errors, and even difficulties in constructing
complicated sentences and selecting phases (Lan, 2024; Liao & Liao, 2022; Aziz & Said, 2019; Liu, 2019;
Sundari & Febriyanti, 2021). However, in Yang’s opinion (2022), the improvement and better organization
of argumentative writing for EFL learners can not be limited only in language level. According to the com-
parison of eight EFL undergraduates’ English proficiency levels in Knouzi’s study (2023), low-level profi-
ciency students focused on language-related difficulties, while students with higher English proficiency level
emphasized discourse synthesis process, such as selecting related information and organizing the structure.
Accordingly, previous studies have discussed several factors that impede students’ acquisition of argumen-
tative writing. One such factor is the traditional education system that tends to be exam-oriented, and lecturer-
centered (e.g. Aziz et al., 2023; Aziz & Said, 2020).

The education system in East Asia is acknowledged as exam-based education, in which students have less
chances to participate in problem-solving activities, so it is tough for EFL learners to construct well-orga-
nized arguments with logical thoughts (Aziz et al., 2023; Zainuddin & Rafik-Galea, 2016). In the lecture-
centered classroom, students are supposed to follow teachers’ instructions in order to pass exams, and they
are constricted in the definite answers during their learning process with few chances to solve problems and
explain reasons (Dong et al., 2019; Aziz & Said, 2019; 2020). Additionally, rote memorization and the prod-
uct approach are two common ways in the conventional class, according to the prior study by Zhang & Zhang
(2021) and Qin (2020). Both of them are against the purpose of argumentative writing, impeding students’
ability to make judgments. Therefore, deficient practice and inappropriate guidance in conventional classes
keep students from developing well-organized argumentative essays.

Furthermore, according to Toulmin’s model of argumentation, a well-organized argument includes three
basic elements: claim, data, and warrant, and three secondary elements: qualifier, backing, and rebuttal. Pre-
vious analyses of argumentative writing, suggest that the arguments’ organization is often neither adequate
nor reasonable in terms of the six elements. While claims and data are present in argumentative essays written
by Chinese EFL learners, the remaining elements are seldom observed (Zhang, 2018; Qin & Karabacak,
2010).

Although pedagogical methods are rarely employed (Yang, 2022), it is essential to apply innovative strate-
gies and models to improve argumentative writing (Aziz & Said, 2020). Previous studies have shown that
the mind-mapping approach can enhance students’ writing performance in English argumentative writing.
Additionally, genre-based pedagogy has been implemented to support the organization of arguments and
overall writing improvement, according to Zhang and Zhang (2021). In this study, the flipped classroom
approach incorporating a variety of activities focused on argumentative writing is adopted in the teaching of
argumentative writing to address the challenges faced by both teachers and students. Hence, this research
investigates the effectiveness of this approach in enhancing argumentative writing skills among Chinese EFL
undergraduates.

2.2 Flipped Classroom in Teaching Argumentative Writing

As presented in Figure 2, flipped classroom model, belonging to the classification of blended learning, hap-
pens between face-to-face practice that is teacher-centered in campus and online delivery of learning instruc-
tions outside classes (Staker & Horn, 2012). In general, the previous studies achieved the implementation of
the flipped classroom by delivering instructional content outside of the face-to-face classroom sessions, and
promoting interactive, student-centered learning activities during in-class time (e.g. Roohani & Rad, 2022;
Fathi & Rahimi, 2020; Shafiee Rad et al., 2021). Based on the definition of the flipped classroom, it is more
possible to achieve asynchronous and synchronous learning.
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FIGURE 2 Flipped Classroom Model (Staker & Horn, 2012)
Admittedly, flipped classroom is one innovative product in linguistic pedagogy (Luo, 2021), and it combines
the benefits of online and face-to-face learning. First of all, the flipped classroom emphasized the mastery of
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basic learning contents before classes, which is a foundation of the in-class success. Before classes, the
flipped classroom makes use of social media tools, so students can access learning sources without the limi-
tation of time and space. Besides, the flipped classroom is also committed to enriching and designing in-
class interactive activities between the teacher and students (Shooli et al., 2022). This kind of novel peda-
gogical method contributes to active learning in the student-centered environment (Shooli et al., 2022; Roo-
hani & Rad, 2022), which is more effective than teacher-centered classroom. Moreover, the full preparation
before classes improved the ability to solve problems, contributing to the development of critical and creative
thinking (Zou & Xie, 2018; Asep et al., 2023). The application of the flipped classroom is related to the
theoretical framework, as students can construct knowledge about argumentative writing actively, and
prompt high-order thinking skills based on the preparation before classes and the active learning in classes.
The prior studies have emphasized the features and advantages of the implementation of the flipped class-
room, and most of them used a quasi-experiment design by comparing the results between the control and
experimental groups. The flipped classroom was admitted as an effective approach to improve students’
writing quality (Soltanpour & Valizadeh, 2018). Furthermore, in terms of the overall writing performance
and fluency, EFL students in the flipped classroom are better than those in the non-flipped classroom (Fathi
& Rahimi, 2022). However, they have few differences on complexity and accuracy in their writing. Addi-
tionally, a genre-based pedagogy is implemented to support the development of argumentation and writing
skills, with changes in students’ initial argumentation knowledge through questionnaires and interviews
(Zhang & Zhang, 2021). The data analysis is guided by Tardy’s genre knowledge model (Tardy, 2009),
which comprises four dimensions: formal knowledge, process knowledge, rhetorical knowledge, and subject-
matter knowledge. The findings indicate that the conventional writing approach is not effective in improving
students’ ability in argumentative writing, while students in the experimental group show notable progress
under the genre-based pedagogy, particularly in their understanding of discourse structure and the language
features of the argumentative genre. Consequently, it contributes to a more systematic classification and
evaluation of students’ argumentative writing skills in the current study.

2.METHODOLOGY

This part begins with an overview of the research design, followed by a description of research instruments
and participants. Then, the data collection and analysis is elaborated.

3.1 Research Design

The exploratory sequential design, one of major mixed methods designs, was used in the current study, and
it is a three-phase design (Creswell & Plano Clark, 2011; 2018). As shown in Figure 3, this research design
starts with the qualitative data collection and analysis, and then an instrument or tool of the following quan-
titative phase is developed. The last phase involves the quantitative data collection and analysis, with the
purpose to test or generalize the qualitative findings in the initial phase (Creswell, 2024).

QUAL —»  quan

QUAL QUAL quan quan :
Data Data Data Data "Etne";f;el:::r :i:f
Collection Analysis Collection Analysis y

FIGURE 3 Exploratory Sequential Design (Creswell, 2009)

In terms of the implementation of the flipped classroom for argumentative writing of Chinese EFL under-
graduates, this study employs an exploratory sequential design, which starts with a qualitative phase includ-
ing focus-group interviews with 18 students. Then, a quantitative instrument, a targeted evaluation method
is developed, grounded in the qualitative findings. In the following quantitative phase, 83 students’ written
texts were analyzed through four different time points. There are 83 written texts collected each time, result-
ing 332 texts in total. At last, both qualitative and quantitative data are interpreted to comprehensively
achieve the research objective: To identify the effectiveness of the flipped classroom on English argumenta-
tive writing skills of Chinese EFL undergraduates.

3.2 Research Instruments
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In the current study, the instruments include focus-group interviews, written texts from all participants, and
assessment rubrics.

3.2.1 Focus-group Interviews

The purpose of interviews is to collect detailed and in-depth information and perspectives with interviewees
through interactions (Patton, 2015; Brinkmann & Kvale, 2015). Being different from individual interviews,
focus groups aim to create interaction data through participants’ discussions. Guest et al. (2017) regard focus
groups as interpersonal and interactive instruments, which may generate more viewpoints, which is also
admitted as the essence of focus groups (Greenbaum, 2003; Krueger & Casey, 2015). During the interactions
of focus groups, participants can get support when sharing sensitive themes and information (Kruger et al.,
2019; Guest et al., 2017). Concerning the size of focus groups, it ranges from six to twelve, and discussions
generally last for ninety minutes (Guest et al., 2017; Creswell & Poth, 2016). Four focus groups were initially
planned, with students participating in groups of six to ensure fairness in the findings. However, based on
data saturation, the final number of focus groups was reduced to three, as the fourth group did not yield any
new or additional insights from its transcript.

In the present study, a checklist in Appendix A by Creswell (2015) was used to monitor the interview process,
and two experienced lectures were invited to validate the focus-group interview protocol according to a list
of criteria in Appendix B (Adam et al., 2018). The focus-group interview includes three questions, presented
in Appendix C. The first and the second question are to collect students’ viewpoints on the flipped classroom,
involving pre-class and in-class periods. The last question focuses on the overall description of their writing
experience in this study.

3.2.2 Written Texts

Previous studies about writing collect written texts as their research data (e.g. Qin, 2020; Aziz & Said, 2019).
As the present study aims to examine the effectiveness of the flipped classroom on argumentative writing of
Chinese EFL undergraduates, their written texts during the research serve as documents. Each student par-
ticipant is required to finish four written texts according to four topics, and these written texts are collected
across four different time points with 83 pieces at each time point. The four time points were arranged in the
first week (before the implementation of the flipped classroom), the seventh and tenth weeks (during the
implementation of the flipped classroom), and the twelfth week (after the implementation of the flipped
classroom). The findings from written texts were integrated with the qualitative data, due to the phases of
the exploratory sequential design.

3.2.3 Assessment Rubrics

In the exploratory sequential design, a quantitative assessment tool was developed to evaluate students’ writ-
ten texts. A rubric, defined as a document outlining evaluation criteria and clearly articulating performance
expectations, serves this purpose (Reddy & Andrade, 2010). The rubric used in the current study, called as
asTTle Writing Scoring Rubric (See Appendix D), is a primary research instrument. It is admitted that a
well-designed rubric is recognized for helping students to identify their weaknesses and strengths, which
supports more objective and consistent evaluation (Faieza, 2019). Additionally, rubrics contribute to better
understanding of learning targets, the quality standard, and promote reliable assessment ((Reddy & Andrade,
2010). As a result, rubrics can facilitate both students’ achievement, and the overall evaluation systems. In
this study, two independent raters were invited to score students’ written texts in order to ensure inter-rater
reliability.

3.2.4 Participants

There are 83 students who are voluntary to be included in the current study through advertising. They were
from the same research university, and all personal information was confidential and anonymous during the
process of data collection and analysis. They are from 18 to 22 years old, including 43 female and 40 male
students, who are involved in various programs in the research university, such as computer science, laws,
and preschool education. All of them participated in this study for 14 weeks, and submitted their written
texts. Therefore, all written texts among the four different time points were collected with students’ permis-
sion during the research. Furthermore, eighteen students were chosen to participate in focus-group interviews
due to the mix methods design in the current study.

3.2.5 Research Procedure

The researchers asked for permission of the research university, and recruited participants through advertise-
ment. The study lasted for fourteen weeks, and in the first week, the overview and purposes of this study
were introduced to all students, and they were asked to download the online application used in the flipped
classroom. From the second to the twelfth week, all participants were involved in the implementation of the
flipped classroom with various activities of argumentative writing. As seen in Figure 4, the implementation
of the flipped classroom is closed related to the theoretical framework of this study, with the learning objec-
tive to improve Chinese EFL undergraduates’ argumentative writing skills. The major part of the flipped
classroom implementation is classified into two phases, each with tasks for both teachers and students.
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FIGURE 4 The Implementation of the Flipped Classroom

In the pre-class phrase of the flipped classroom, asynchronous learning is achieved through online applica-
tion. Teachers offer learning materials and feedback, while students can preview and review the materials,
as well as provide reflections. The process of preparation aligns with the SLA theory that suggests more
comprehensive input before participating in in-class activities. The in-class phase focused on interactive ac-
tivities, which were student-centered with active engagement in argumentative writing practice. The division
of the flipped classroom follows Bloom’s revised taxonomy, starting from lower-order thinking skills to
higher-order cognitive processes. The overall implementation of the flipped classroom is supported by con-
structivism theory, emphasizing active learning through interaction and engagement. An assessment method
was also included into the implementation of the flipped classroom, which was developed for the evaluation
of the argumentative writing.

3.2.5 Data Collection and Analysis

The data in this study was collected through different instruments, and due to the exploratory sequential
design, it began with focus-group interviews in the initial qualitative phrase. Then, a targeted evaluation
method was developed in the subsequent quantitative phase for the analysis of written texts. Lastly, both the
qualitative and quantitative data were interpreted for the research question and objective. The qualitative data
from focus-group interviews was analyzed through thematic analysis. The codes and themes of the interview
transcripts were generated in NVivo software. In terms of the quantitative phase, asTTle marking rubrics
(See Appendix D) was used by two raters to score students’ written texts. All statistics in this phase was
analyzed in the SPSS. Due to the results in Shapiro-Wilk normality tests, it indicates that the statistical data
of the written texts did not follow a normal distribution. As a consequence, the Friedman Test and Wilcoxon
Signed-Rank Test were chosen in this study.

4. RESULTS

In the exploratory sequential design, a qualitative phase is followed by a quantitative one, and it aims to
integrate quantitative data and findings to qualitative findings (Creswell, 2024). In this study, data collected
from the focus group interviews was analyzed using thematic analysis. Then, an evaluation method was
designed for assessing argumentative texts for the quantitative analysis. The purpose of it is to systematize
the effects of the flipped classroom on argumentative writing of Chinese EFL undergraduates.

4.1 Qualitative Results of Focus-group Interviews

The focus-group interview transcripts were analyzed by using the thematic analysis to examine the effective-
ness of the flipped classroom on argumentative writing skills. Four themes were identified based on the study
of Zhang and Zhang (2021), based on Tardy’s genre knowledge. The four categories of the genre knowledge
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are ‘rhetorical knowledge’, ‘formal knowledge’, ‘process knowledge’, and ‘subject-matter knowledge’.
There is an overview of these themes and sub-themes, shown in Figure 5.

Rhetorical Audiences’
| Knowledge Awareness
Active
—| Learning
Strategies
_| Process
Effectiveness of " | Knowledge
the Flipped —| Coherence
Classroom on
Argumentative Feedback
Writing Obtainment
Critical
> Thinking
Subject- Ability
> matter
Knowledge
> Content
Formal Language
Knowledge "| Expression

FIGURE 5 An Overview of Effectiveness on English Argumentative Writing of Chinese EFL Undergraduates

In terms of the rhetorical knowledge, it refers to the ability to communicate and persuade based on the tar-
geted readers or audiences, purpose and context. In the current study, students in the second focus group had
great consideration of audiences’ perspectives in argumentative writing, called as audiences’ awareness. The
second crucial theme was process knowledge, referring to the understanding and steps involved in writing.
It encompasses active learning strategies, coherence, and feedback obtainment, which were extracted from
the transcripts in the three focus groups. The flipped classroom prompted students’ active learning strategies,
as it strengthened their engagement, established positive attitudes towards argumentative writing, facilitated
positive learning ways, and increased learning enjoyment. Moreover, the feedback obtainment emphasized
the importance of timely feedback from the teacher in students’ learning process. Additionally, the coherence
within the ‘process knowledge’ theme, was admitted as a fundamental part in the writing process, and it was
the ability to structure and organize ideas logically and reasonably.

The third major theme was ‘subject-matter knowledge’, and it refers to the content and background infor-
mation for well-organized arguments. As seen in Figure 4.1, it included the aspects of critical thinking abil-
ities and content. Students in the three focus groups acknowledged their improvement in critical thinking
skills, as the flipped classroom was helpful in developing critical thinking ability through sufficient prepara-
tion before classes and interactive activities in classes. Furthermore, the flipped classroom had positive ef-
fects on the content of argumentative writing, due to students’ improvement in understanding topics and key
points, as well as supporting and organizing arguments, according to students in the first and second focus
groups. Finally, the last theme was ‘formal knowledge’, referring to the technical and structural aspects of
writing, such as grammar and syntax. Students in the first and the second focus groups pointed out that
students were not influenced by the flipped classroom on the language expression significantly, as they
demonstrated a weak grasp of advanced vocabulary and expression, hindering their language quality in ar-
gumentative writing.

4.2 Quantitative Results of Written Texts
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According to the exploratory sequential design in the current study, an assessment method for argumentative
written texts was developed based on qualitative findings. Consequently, this study adopted asTTle Writing
Scoring Rubrics (argue and persuade) (See Appendix D), which had been used in the previous study in ar-
gumentation and writing improvement (Zhang & Zhang, 2021). Compared with previous study that focused
on the overall scores of students’ written texts, this study aims to integrate both the qualitative and quantita-
tive results. It analyzed the overall scores and six categories based on the asTTle Writing Scoring Rubrics,
including content inclusion, coherence, audience awareness and purpose, language resources for achieving
the purpose, vocabulary and grammar, and mechanics. In the quantitative phase, 332 written texts were col-
lected in total, with 83 written texts at each time point. The four time points were named as T1, T2, T3, and
T4 in the process of data analysis. The Friedman tests were applied to determine significant differences based
on students’ scores across the four time points. Additionally, pairwise comparisons were conducted using
Wilcoxon signed-rank tests, adjusted by the Bonferroni correction for multiple comparisons. This quantita-
tive analysis phase of written texts was integrated with the qualitative data comprehensively, aiming to ex-
amine the effectiveness of the flipped classroom on argumentative writing of Chinese EFL undergraduates.
4.2.1 Overall Grades

As shown in Table 4.1, the results of overall grades in the Friedman Test are presented. N stands for the
number of written texts, which is 83, and the degree of freedom (df) is three, as four time points are being
compared (df= the number of group-1=3). The Chi-Square is large, indicating that at least one of the four
time points differ from others significantly. The p-value suggests a statistically significant difference among
T1, T2, T3, and T4.

TABLE 4.1 Statistics in Friedman Test of Overall Grades

Test Statistics®

N 83
Chi-Square 178.358
df 3
Asymp. Sig. .000

Considering the significant difference among the four time points found in the Friedman Test in Table 4.1,
a Wilcoxon Signed-Rank Test was conducted to identify where differences occurred. As shown in Table 4.2,
the results confirm statistically significant differences among T1-T3, T1-T4, T2-T3, T2-T4, T3-T4. Never-
theless, the difference between T1-T2 is not significant after applying the Bonferroni correction with an
adjusted significance (Adj. Sig.) value of 0.105. The increases observed at later time points are stronger than
that between T1 and T2, and a general increasing trend is confirmed from T1 to T4, indicating stronger
transitions in later stages.

TABLE 4.2 Grades of Six Categories

Pairwise Comparisons
Sample  1- | Test Sta- Std. Test Statis- Adj. Sig.a
Sample 2 tistic Std. Error tic Sig.
T1-T2 -476 .200 -2.375 .018 .105
T1-T3 -1.482 .200 -7.395 .000 .000
T1-T4 -2.428 .200 -12.114 .000 .000
T2-T3 -1.006 .200 -5.020 .000 .000
T2-T4 -1.952 .200 -9.739 .000 .000
T3-T4 -.946 .200 -4.719 .000 .000
Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are
the same.
Asymptotic significances (2-sided tests) are displayed. The significance level is .050.
a. Significance values have been adjusted by the Bonferroni correction for multiple
tests.

As shown in Table 4.3, it presents the results in Friedman tests of the six categories in the asTTle
Writing Scoring Rubrics, including content inclusion, coherence, audience awareness and purpose, language
resources for achieving the purpose, vocabulary and grammar, and mechanics. The Chi-Square values of the
six categories indicate large differences among the four time points, but Chi-Square value of vocabulary and
grammar is less than the other five categories. It means even though there are progressive improvements
among the six categories, students make less progress in vocabulary and grammar. To further identify group
differences, post-hoc pairwise comparison were conducted to determine which specific groups differ from
one another.
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TABLE 4.3 Statistics in Friedman Tests of the Six Categories

Test Statistics®
Language | Vocabulary | Mechanics
Audience Resources | and Gram-
Content Coherence Awareness | for mar
Inclusion and  Pur- | Achieving
pose the  Pur-
pose
N 83
Chi- 149.391 111.860 155.262 182.827 89.130 101.230
Square
df 3
Asymp. .000
Sig.
a. Friedman Test

Table 4.4 presents the results of six pairwise comparisons through conducting Wilcoxon Signed-Rank Test
for content inclusion. The findings indicate that the comparison between T1 and T2 does not show a signif-
icant difference, because an adjusted p value is 0.554, indicating relative stability between these two time
points. However, the remaining comparisons shown in Table 4.4 present highly significant differences, as p-
value is less than 0.001, even after Bonferroni correction, which suggests substantial changes in scores of
the content inclusion. Therefore, there is a consistent and statistically significant increasing trend in content
inclusion over time, except for the non-significant change between T1 and T2.

TABLE 4.4, Wilcoxon Signed-Rank Test of Content Inclusion

Pairwise Comparisons
T1-T2 -.337 .200 -1.683 .092 .554
T1-T3 -1.199 .200 -5.982 .000 .000
T1-T4 -2.054 .200 -10.251 .000 .000
T2-T3 -.861 .200 -4.299 .000 .000
T2-T4 -1.717 .200 -8.567 .000 .000
T3-T4 -.855 .200 -4.269 .000 .000

Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are
the same.

Asymptotic significances (2-sided tests) are displayed. The significance level is .050.

a. Significance values have been adjusted by the Bonferroni correction for multiple
tests.

In terms of coherence, the results of multiple comparisons determine the differences between the four
time points. For the comparison between T1 and T2, the test statistic is 0.006, with a standard error of 0.200,
and the standardized test statistic is 0.030. The p-value is 0.976, and the adjusted significance value (Ad;.
Sig.) is 1.000, indicating no significant difference between T1 and T2. By contrast, the other five compari-
sons show great differences, and the largest differences are observed between T1-T4 and T2-T4, as indicated
by the large negative test statistics and very low p-values. Consequently, there is a clearly increasing trend
in the coherence of students’ written texts, with significant differences observed between the first time point
and both the third and the fourth time points, although no meaningful change is detected between the first
and the second time points.

TABLE 4.5 Wilcoxon Signed-Rank Test of Coherence

Pairwise Comparisons
T1-T2 .006 .200 .030 976 1.000
T1-T3 -.952 .200 -4.750 .000 .000
T1-T4 -1.620 .200 -8.086 .000 .000
T2-T3 -.946 .200 -4.719 .000 .000
T2-T4 -1.614 .200 -8.056 .000 .000
T3-T4 -.669 .200 -3.337 .001 .005
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Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are
the same.

Asymptotic significances (2-sided tests) are displayed. The significance level is .050.

a. Significance values have been adjusted by the Bonferroni correction for multiple

tests.

Considering the results of audience awareness and purpose from the Wilcoxon Signed-Rank Test,
Table 4.6 presents that there is no significant difference between the first and the second time points, sug-
gesting that the scores in the earlier time points of audience awareness and purpose are similar. In comparison,
there are the largest differences observed between T1 and T4, as well as T2 and T4, indicating a dramatic
increasing trend across the four time points. As a result, these results in Table 4.6 confirms a clear and
significant progression over time considering students’ performance in audience awareness and purpose.

TABLE 4.6 Wilcoxon Signed-Rank Test of Audience Awareness and Purpose

Pairwise Comparisons
T1-T2 -.367 .200 -1.834 .067 400
T1-T3 -1.488 .200 -7.425 .000 .000
T1-T4 -2.048 .200 -10.220 .000 .000
T2-T3 -1.120 .200 -5.591 .000 .000
T2-T4 -1.681 .200 -8.387 .000 .000
T3-T4 -.560 .200 -2.796 .005 .031
Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are
the same.
Asymptotic significances (2-sided tests) are displayed. The significance level is .050.
a. Significance values have been adjusted by the Bonferroni correction for multiple
tests.

Regarding language resources for achieving the purpose in students’ written texts, as seen in Table 4.7, there
are significant differences between T1 and T3, as well as between T1 and T4, which indicates considerable
improvements in students’ performance of language resources for achieving the purpose over time. Never-
theless, the difference between T3 and T4 is insignificant, suggesting a slower rate of improvement in the
final stage.

TABLE 4.7 Wilcoxon Signed-Rank Test of Language Resources for Achieving the Purpose

Pairwise Comparisons
T1-T2 -428 .200 -2.134 .033 197
T1-T3 -1.729 .200 -8.627 .000 .000
T1-T4 -2.181 .200 -10.882 .000 .000
T2-T3 -1.301 .200 -6.493 .000 .000
T2-T4 -1.753 .200 -8.748 .000 .000
T3-T4 -452 .200 -2.255 .024 .145
Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are
the same.
Asymptotic significances (2-sided tests) are displayed. The significance level is .050.
a. Significance values have been adjusted by the Bonferroni correction for multiple
tests.

Table 4.8 presents students’ performance in terms of vocabulary and grammar, and the findings reveal
a progressive increase across the time, especially between T1 and T4. By contrast, the differences between
T2 and T3, as well as between T3 and T4, are not statistically significant, with adjusted p-values of 0.326
and 0.105, respectively. It suggest a relatively stable performance between these intermediate time points.
Hence, while Table 4.8 confirms the overall increasing trend in vocabulary and grammar, it also highlights
a period of relative stability between T2 and T3, as well as between T3 and T4.
TABLE 4.8 Wilcoxon Signed-Rank Test of Vocabulary and Grammar

Pairwise Comparisons
T1-T2 -.741 .200 -3.697 .000 .001
T1-T3 -1.127 .200 -5.621 .000 .000
T1-T4 -1.602 .200 -7.996 .000 .000
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T2-T3 -.386 .200 -1.924 .054 326
T2-T4 -.861 200 -4.299 .000 .000
T3-T4 -476 200 -2.375 018 105

Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are the same.
Asymptotic significances (2-sided tests) are displayed. The significance level is .050.
a. Significance values have been adjusted by the Bonferroni correction for multiple

tests.

Lasting, students’ performance in mechanics is shown in Table 4.9, presenting a clear statistically
significant progression from the first time point to others. It confirms an overall increasing trend from T1
and T4, while the differences between T2 and T3 as well as T3 and T4 are insignificant, indicating a stable
trend. These findings align with Friedman results, reinforcing the conclusion that students exhibit marked
improvement from the early to the later stages, with performance becoming more gradual at higher levels.

TABLE 4.9 Wilcoxon Signed-Rank Test of Mechanics
Pairwise Comparisons

T1-T2 -.892 .200 -4.449 .000 .000
T1-T3 -1.392 .200 -6.944 .000 .000
T1-T4 -1.500 .200 -7.485 .000 .000
T2-T3 -.500 .200 -2.495 .013 .076
T2-T4 -.608 .200 -3.036 .002 .014
T3-T4 -.108 .200 -.541 .588 1.000

Each row tests the null hypothesis that the Sample 1 and Sample 2 distributions are the same.
Asymptotic significances (2-sided tests) are displayed. The significance level is .050.
a. Significance values have been adjusted by the Bonferroni correction for multiple

tests.

5.DISCUSSION

This study aims to identify the effectiveness of the flipped classroom on argumentative writing of
Chinese EFL undergraduates through conducting an exploratory sequential design by incorporating both
qualitative and quantitative phases. This study began to collect qualitative data by focus-group interviews,
which promoted the development of the subsequent quantitative phase, involving the design of an evaluation
rubric for argumentative texts, and the quantitative assessment of students’ written texts across the four time
points. This study design ensures the data triangulation by using multiple instruments and methods to inves-
tigate the effectiveness of the flipped classroom on argumentative writing from different perspectives.

The flipped classroom enriches pre-class preparation and in-class interaction between the instructor and stu-
dents to increase students’ learning motivation and learning skills (Shooli et al., 2022; Chuang et al., 2018).
The effectiveness of the flipped classroom has been acknowledged in previous studies, particularly in pro-
moting active learning and feedback obtainment, which were included in the process knowledge in this study.
The flipped classroom fostered student-centered learning with sufficient preparation before classes and in-
teractive activities in classes, contributing to active learning and immediate feedback (Luo, 2021; Khoda-
bandeh & Hemmati, 2022; Su Ping et al., 2019).

Furthermore, in this study, active learning strategies and feedback-rich flipped classroom can improve stu-
dents’ performance in content quality, critical thinking and coherence, which were confirmed by both qual-
itative and quantitative data. Critical and logical thinking has been promoted through problem-solving activ-
ities in the flipped classroom, according to Zou and Xie (2018). Students mastered the knowledge of genre
and arguments’ organization, so their scores in overall performance, content inclusion, and coherence have
been improved across the four time points, which aligns with the qualitative findings from focus-group in-
terviews. Regarding the language expression, categorized to formal knowledge in the qualitative findings,
there was clear and consistent progress in this aspect. The results from the Friedman test and Wilcoxon
Signed-Rank test indicated that students improve their ability in grammar and vocabulary, contributing to
greater consistency in language use of their writing performance. Lastly, audiences’ awareness in students’
written texts was improved, which was acknowledged in both qualitative and quantitative data. This category
was ignored in most previous studies, except for Zhang and Zhang’s Study (2021). However, the findings in
this study indicate obvious and significant differences between the first and the fourth time point, as well as
the second and the fourth time point.

This study provides empirical evidence for the effectiveness of the flipped classroom in enhancing the argu-
mentative writing skills of Chinese EFL undergraduates. In the qualitative phrase, data from focus-group
interviews were categorized according to genre knowledge, including process knowledge, formal knowledge,
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rhetorical knowledge, and subject-matter knowledge. Student participants admitted the positive impacts of
the flipped classroom approach on promoting active learning strategies and enhancing feedback acquisition.
Furthermore, key components of argumentative writing, such as content, coherence, audience awareness,
language expression, as well as critical thinking ability, were found to be positively influenced by the flipped
classroom, and these components were integrated into the genre knowledge framework adopted in this study.
Subsequently, the effectiveness of the flipped classroom was examined through the further quantitative phase
by using the evaluation rubric as a quantitative instrument. The results from the Friedman tests and Wilcoxon
Signed-Rank tests revealed significant improvements in students’ overall writing performance and in specific
areas, including content inclusion, coherence, audience awareness and purpose, language resources for
achieving the purpose, vocabulary and grammar, and mechanics, based on analysis of student writing across
four time points.

6. CONCLUSION

The findings from the exploratory sequential design indicate that Chinese EFL undergraduates made sub-

stantial progress in argumentative wring with instructions in the flipped classroom. The positive effects of
the flipped classroom are supported by prior study conducted by Roohani & Rad (2022) and Shooli et al.

(2022), both of which highlighted its effectiveness in addressing the challenges of argumentative writing,

and emphasized the advantages of the flipped classroom approach. However, given the limited empirical
research on the effectiveness of the flipped classroom for developing argumentative writing skills among

EFL learners, and instructors rarely adopted applicable pedagogical methods (Roohani & Rad, 2022; Liao &

Liao, 2022), this study contributes to filling the research gap by investigating the effectiveness of the flipped
classroom on Chinese EFL undergraduates’ argumentative writing performance.

The existing findings of the current study have some theoretical and pedagogical implications. The theoreti-

cal implications emphasized the connection between this study’s findings and the existing theories, with the
theoretical framework underpinning the flipped classroom implementation in teaching argumentative writing.
This study was grounded in three main theories, which were the Second Language Acquisition Theory (SLA
Theory) (Krashen, 1982), Bloom’s Revised Taxonomy Theory (Anderson & Krathwohl, 2001; Bloom, 1956),
and constructivism theory. Among these theories, constructivism theory was recognized for its support of
the learning process by building on prior knowledge, promoting active knowledge construction, and encour-

aging student-centered instruction. When integrated with blended learning and the flipped classroom model,

constructivist principles confirm that engaging students in the process of constructing their own knowledge

can enhance both their motivation and level of interaction (Subramaniam & Muniandy, 2019; Zulela & Rach-
madtullah, 2019). The implementation of the flipped classroom approach facilitates an interactive environ-

ment through pre-class preparation and in-class interactive activities focusing on developing argumentative
writing skills. According to the findings of this study, the flipped classroom approach fostered students’

learning strategies and enhanced feedback obtainment, which aligned with the key principles of the construc-

tivism theory. Regarding the SLA theory, which emphasizes the importance of comprehensive input
(Krashen, 1982; 1984), this study was guided to provide ample and meaningful exposure to English argu-
mentative writing through pre-class preparation and various interactive in-class activities. Finally, as high-
order thinking abilities can be effectively stimulated in a flipped classroom (Zou & Xie, 2019), the overall
design of the flipped classroom implementation was informed by Bloom’s revised taxonomy. It enables Chi-
nese EFL undergraduates to engage in deeper cognitive processes after establishing a solid foundation at the
lower levels of learning.

Furthermore, the pedagogical implications in the study relate to the practical application of its findings in
teaching argumentative writing to Chinese EFL undergraduates. First of all, this study aligns with the devel-
opment of technology and pedagogical innovation, as it implemented the flipped classroom in teaching ar-
gumentative writing to facilitate both asynchronous and synchronous learning effectively. Secondly, in-class
time in this study was dedicated to the development of high-order thinking skills due to the thorough pre-
class preparation. These pedagogical strategies, integrated with the flipped classroom approach, offer valua-
ble guidance for future instructional practices and research in similar educational contexts.

Similar to many studies, this study is not exempt from limitation. One limitation is that all student participants
were from the same research university, despite their voluntary participation through study advertisements.

While the effectiveness of the flipped classroom on argumentative writing was examined, it is suggested that
participants can be invited from a broader range of universities across China to enhance the generalizability
of the findings. Another limitation concerns the duration of the flipped classroom intervention. In this study,
the implementation of the flipped classroom lasted eleven weeks, with one ninety-minute lesson per week.
Although positive changes in students’ written performance were observed across four time points, a longer
intervention may yield more substantial and diverse outcomes. Consequently, a longitudinal research design
can be adopted in future studies to more thoroughly examine impacts of the flipped classroom on writing
performance among a wider population of Chinese EFL undergraduates.
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APPENDIX A
A Checklist for Interviewing
(Creswell, 2015 P221)

A Checklist for Interviewing

Who will participate in your interviews? Alice
Zhang

What types of interviews are best to conduct? Face-to-
face indi-
vidual in-
terview

Is the setting for your interview comfortable and quiet? Yes

If you are audiotaping, have you prepared and tested the equipment? Yes

Did you obtain consent from the participants to participate in the interviews? Yes

Did you listen more and take less during the interview? Yes

Did you probe during the interview? (ask to clarify and elaborate) Yes
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Did you avoid leading questions and ask open-ended questions? Yes

Did you keep participants focused and ask for concrete details? Yes

Did you withhold judgments and refrain from debating with participants about their views? | Yes

Were you courteous and did you thank the participants after concluding the interview? Yes

A Checklist for Interviewing

Who will participate in your interviews? Clytie
Wang

What types of interviews are best to conduct? Face-to-
face indi-
vidual in-
terview

Is the setting for your interview comfortable and quiet? Yes

If you are audiotaping, have you prepared and tested the equipment? Yes

Did you obtain consent from the participants to participate in the interviews? Yes

Did you listen more and take less during the interview? Yes

Did you probe during the interview? (ask to clarify and elaborate) Yes

Did you avoid leading questions and ask open-ended questions? Yes

Did you keep participants focused and ask for concrete details? Yes

Did you withhold judgments and refrain from debating with participants about their views? | Yes

Were you courteous and did you thank the participants after concluding the interview? Yes

APPENDIX B Validation Form for Interview Protocols
(Adams, et al., 2018)

No. Criteria

1 The question reflects the research objectives.

2 The question satisfies the research objectives.

3 The question effectively gathers necessary data.
4 The question is clear and concise.

APPENDIX C Focus-group Interview Questions

What preparation do you do before classes learning argumentative writing? What do you think of it?

you think of them?

What are interactive and engagement activities during classes learning argumentative writing? What do

How would you describe your experiences in the argumentative writing course?

APPENDIX D asTTle Writing Scoring Rubric
(argue or persuade)
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