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Abstract
The professional development of early career teaching staff (academics and research-
ers) in learning and teaching practices has attracted significant attention interna-
tionally over the past two decades. Institutional agendas, national accreditation and 
international recognition schemes have been established to provide frameworks 
for the promotion of effective teaching practices through professional development 
programmes. Recently, though, the Covid-19 pandemic has challenged the flexibility 
of staff development frameworks based on how they are administered and the 
impact that they have on the professional needs of early career teaching staff. This 
study takes a critical stance on a face-to-face teaching programme that is pivoted to a 
fully online flipped modality to accommodate the rapid transition to remote learning 
and teaching due to the Covid-19 pandemic. The study is written as a case study 
from a medical school that became fully immersed in a global crisis and took steps to 
maintain provision in the development of teaching staff at a time when both clinical 
and teaching roles took precedence and plans for professional development became 
secondary. Utilising a combination of asynchronous and synchronous online engage-
ment models, the paper presents a conceptual framework to foster reflective practice 
and reviews the workflow of promoting flexible engagement and accommodating 
participant-led development priorities. Analysis of assessment results by comparing 
pre- and post-pivot participant performances indicate a statistically significant 
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improvement in the flipped learning version of the pro-
gramme. Drawing from the theory of situated learning as a 
tool of investigating professional learning in the context of a 
developing global crisis, the paper reviews the role of social 
systems in facilitating flexible learning at a distance through 
a series of authentic collaborative activities that are designed 
to support the sharing of practice, promotion of reflection 
and to inform future approaches to learning and teaching 
methods.

1. Introduction 

The development of early career academic staff, postdoc-
toral researchers and postgraduate research students who 
teach in Higher Education (HE) has attracted significant 
attention in the HE sector in the UK, as well as in other 
countries, as a result of investment made to professionalise 
learning and teaching (L&T) practices (Shaw, 2018). 
Moreover, professional bodies, including the Staff and 
Educational Development Association (SEDA), Advance-HE 
and Vitae in the UK, as well as elsewhere, for example 
the Higher Education Research and Development Society 
of Australasia (HERDSA) or the Educational Developers 
Caucus (EDC) in Canada, have promoted the notion of 
presenting academic development as a career choice, that 
is scholarly and evidence-based (Simpson et al., 2007) 
and can contribute to educational change (Clegg, 2009). 
In response, most higher education institutions in the UK 
have established accredited professional development 
programmes for those who are new to L&T practices. The 
focus of these programmes is to offer a space where partici-
pants are able to explore teaching practices, reflect on their 
role, and demonstrate their learning from the programme 
through engagement with assessment tasks that aim to 
verify successful fulfilment of programme learning outcomes 
and accreditation expectations. Further, relevant research in 
the evaluation of the impact of these programmes has shown 
that the development of participants and attendance to this 
type of programmes is a collaborative and social process, 
which leads to changes in teaching practices and may also 
influence individuals’ professional identities (Kahn et al., 
2006; Sutherland & Taylor, 2011).

In the current paper, which has been presented as a case 
study of an accredited L&T staff development programme 
at a medical school in the North of England, the objective 
is to review how the Covid-19 pandemic has led the pro-
gramme team to take swift action to maintain the provision 
of developing early career teaching staff in L&T practices. 
The pre-Covid-19 provision, which was longstanding and 
considered as highly successful across the institution was 

based on a straightforward face-to-face suite of workshops 
with the delivery of eight stand-alone sessions, followed 
by assessment tasks to assess the programme learning 
outcomes. However, due to the pandemic and the necessary 
suspension of all face-to-face teachings, the decision was 
made to pivot this established programme into a fully online 
flipped provision. In response, the programme team took 
time to consider how the revised programme would be able 
to maintain its effectiveness in promoting reflective practice 
and social learning experiences whilst occurring fully online 
due to necessity.

Online flipped learning, a variant of a conventional 
flipped classroom model with a face-to face component 
(Lage et al., 2000), is a method of learning where partic-
ipants independently access largely pre-arranged types of 
content associated with a learning theme, prior to a synchro-
nous online scheduled session with their tutor (Stöhr et al., 
2020). The online scheduled session is structured around 
synchronous and asynchronous activities aiming to promote 
peer engagement, active participation, problem-solving and 
to apply learning (Abeysekera & Dawson, 2015; Hew et al., 
2020).

Recent literature, driven by the impact of the Covid-19 
pandemic, has documented issues associated with pivoted 
online learning experiences, including challenges associated 
with maintaining interaction, building communities when 
teaching online (Smith, 2020), digital equity and accessibil-
ity to content (Pittman et al., 2021), as well as maintaining 
assessment standards through valid and reliable interven-
tions (Correia, 2020; Ray et al., 2018).

The impact of Covid-19 on the professional development 
of teaching staff remains an area in need for further inves-
tigation, in order to ascertain how staff can maintain and 
expand their continuous professional development, through 
reflection on their practice, in relation to changing priorities 
in learning and teaching. This study offers insights on how 
reflective practice for early career teaching staff was main-
tained through a set of planned changes that were made 
to an established face-to-face programme, because of the 
Covid-19 pandemic. The study’s focus is on how to address 
concerns in relation to developing learning communities 
and maintaining engagement with accessible content whilst 
sustaining staff’s reflection in developing academic practice 
in learning and teaching.

The analysis presented in the current paper is based 
on four cohorts of participants; the demographics of these 
cohorts comprised PhD students, postdoctoral researchers, 
and early career academic staff all of whom had limited 
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prior teaching experiences in HE and were seeking to 
further develop their teaching practices by engaging with 
the programme. In order to capture the impact of the 
intervention made, assessment results from the unchanged 
end assessment task (essay) were utilised by making a direct 
comparison of the pre-Covid-19 assessment performance 
from two cohorts, with the performance of two cohorts who 
have experienced the fully online revised programme in 
response to the government-imposed restrictions due to the 
Covid-19 pandemic (see Table 1).

Table 1. Cohorts involved in this study

Cohort Programme 
version 

Number of 
participants 

Cohort 1 Pre-Covid-19  8 

Cohort 2 Pre-Covid-19  12 

Cohort 3 Covid-19 revised 12 

Cohort 4 Covid-19 revised 13 

The four cohorts occurred from March to December 2019 
(pre-Covid-19 version) and October to June 2020 (Covid-19 
revised version). The March 2020 cohort was suspended as 
it coincided with the start of the first UK Covid-pandemic 
lockdown. It was at that time (March 2020 to September 
2020) when the programme was redesigned and re-ap-
proved by the accrediting body and institutional quality 
assurance committees, and then pivoted to the fully online 
flipped learning modality.

This study reviews the pivot to a flipped learning modal-
ity through the application of Brookfield’s critical reflection 
lenses framework which is deployed in a structured manner 
to maintain ongoing reflection for programme participants. 
A statistically significant outcome is then presented through 
direct comparison of participants’ performance to the 
assessment component that remained unchanged in the 
programme.

2. Pivot Design 

The current study was conducted at a medical institute 
in the North of England, where an established L&T staff 
development programme was pivoted from a conventional 
face-to-face, workshop-based delivery, to a fully online 
flipped learning modality. The decision was made to main-
tain the core syllabus, learning outcomes and assessment 
strategy of the initial programme, as it was an established 
and well-received staff development activity that attracted 

positive responses from past participants. The documented 
benefits of the initial programme, through past participants’ 
evaluation forms, was that it enabled learners to reflect on 
their learning over the eight-week period of their attend-
ance. Additionally, past participants had reported that they 
were able to take a pedagogically informed and planned 
approach to their future professional practice in learning 
and teaching, based on the material they engaged with 
during the programme and feedback they received from 
tutors and fellow participants. As a result of the success 
of this approach, the decision was made to maintain these 
core principles and to concentrate changes on the way the 
programme material was presented by carefully considering 
the personal contact restrictions imposed by government and 
health bodies due to the pandemic.

The delivery of the Covid-19 revised programme via a 
flipped approach was based on two primary reasons. Firstly, 
participants who engaged with the programme were directly 
impacted by the pandemic, due to their roles as health 
professionals. Therefore, it was apparent to the programme 
team that enhanced flexibility would require prioritisation 
in the way the pivoted programme had to be designed. 
Accordingly, the programme served as a work-based learning 
course by fulfilling dual-health professional and academic 
roles undertaken by staff employed at the institution. Being 
able to accommodate a need for flexible learning, which can 
be conducted at any-time and any-place (Stöhr et al., 2020), 
and as part of a work-based learning approach (Brennan, 
2005), would suit the priorities of prospective programme 
participants. Secondly, another important reason was to pro-
vide programme participants with the opportunity to learn 
by utilising online tools that were increasingly becoming 
the basis of teachers’ professional undertakings and com-
munication standards. The anticipation was that even in a 
post-pandemic world, the impact of the virus spreading had 
already been profound to the way students engage with their 
learning environments and how teachers would continue to 
facilitate learning in the future.

Figure 1 outlines the two versions of the programme: 
pre-Covid-19 and Covid-19 revised modalities. In the new 
programme format, content was flipped to a fully online, 
self-directed mode, through the institutional virtual learning 
environment (VLE) (see step 1 in Covid-19 revised modali-
ty), and a synchronous facilitated online session was offered 
at the end of the reading week as a consolidation session, 
where participants led discussions and took part in online 
activities to apply their learning from the previous week’s 
online readings (see step 5 in Covid-19 revised modality). 
The use of discussion boards, hosted within the institutional 
VLE, was maintained (steps 2 & 3 in both modalities), and 
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Figure 1. Modalities of conventional and flipped delivery methods

was structured chronologically and operationally (for 
example by providing an indicative word count for individu-
al postings); this enabled the sharing of individual views and 
peer responses, which aimed to promote an asynchronous 
social space of peer-led dialogue in relation to vital con-
cepts explored in the weekly readings and provide a social 
dimension (Ajayi, 2010; Farrell et al., 2013) to the flipped 
learning experience.

Furthermore, a new online shared learning space (see 
step 4 in Covid-19 revised modality, Figure 1) was added 
to promote an additional asynchronous social learning 
interface, and the purpose of this intervention was to 
provide participants with the space to document their 
individual views by reflecting on their existing teaching 
practices. Drawing from the theory of situated learning 
(Lave & Wenger, 1991), the aim of introducing the online 
shared learning space, in the new programme structure, was 
to provide participants with a view of authentic accounts 
shared online by peers, in response to a scenario or critical 
incidents of relevance to the weekly reading material. This 
online shared learning space was designed to place each 

individual participant within the programme’s social struc-
ture of constructing knowledge individually (by reflecting on 
personal experiences) and socially (by sharing professional 
experiences) using methods, technologies and approaches 
that they have developed in their own practices (Carlile, 
2002).

Purposefully, the structure of the online shared learning 
space was kept simple, by utilising a collaborative online 
document in the form of a template, and each participant 
was asked to document their reflection and add their name 
in a single row on a table. As individual contributions were 
listed in the collaborative document, participants were able 
to read their peers’ reflections and had the opportunity to 
revise their initial entry based on new insights received 
from shared responses. Nevertheless, only a small number 
of participants revised their original entries, however, a rich 
selection of accounts, documenting personal and cultural 
contexts, was shared through this online tool. During the 
weekly planned synchronous sessions, the programme facil-
itator used a collection of participants’ entries to ascertain 
important points that related to the topic under review as 
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part of the flipped weekly reading schedule.

3. Learning environment framework 

A key deliverable of the revised programme was to 
provide a safe space where reflection, both individually and 
collectively, could occur. The process of reflecting on practice 
would subsequently feed into an action plan that programme 
participants could take forward to structure their future 
teaching practice in their own contexts. By examining prior 
teaching experiences, and reviewing assumptions made in 
the way current teaching manifests itself to forms of doing 
and aspiring towards the creation of an action plan for 
change to happen, the notion of critical reflection (Cornish 
& Jenkins, 2012; Ng et al., 2015) turned into a major design 
factor that the current research would apply in relation to 
the pivoted version of the programme.

In reconceptualising the delivery of content, due to the 
programme’s transition to a fully online flipped learning 
modality, it was viewed important to apply a critical reflec-
tion model in the design of the new programme structure. 
Due to the programme team’s prior working experiences 
with early career teaching staff at the institution, during 
the conventional, face-to-face delivery of the programme, 
the programme team was familiar with the limited teaching 
experiences that past participants had had, and it was evi-
dent that their exposure to educational theories was limited. 
Consequently, participants required support to appreciate 
the scholarly dimensions of their existing practices, develop 
new ways of promoting evidence-based L&T practices, and 
to be informed on how assumed future practices could be 
mapped onto appropriate pedagogic principles. Importantly, 
their prior experiences as individual practitioners, and the 
opportunity to be part of a cohort, directed the current study 
towards Brookfield’s model on becoming a critical reflective 
teacher (Brookfield, 2017).

Brookfield presents critical reflection as a continuous 
process of intended action to review teaching assumptions 
that one makes in the way one teaches. Through the identi-
fication and process of checking these assumptions, action is 
taken to develop professional practice. Moreover, Brookfield 
presents assumptions in different types and analyses on 
how they vary in their levels of difficulty to change them if 
they are part of teaching methods that are required to take 
forward in plans for further practice development. To assist 
teachers in their quest to reflect critically by uncovering 
teaching assumptions, Brookfield offers a model that consists 
of four critical lenses (lenses hereafter): (1) Students’ views; 
(2) Peers’ experiences; (3) an Autobiography; (4) Literature.

By combining the limited prior teaching experiences of 
programme participants with the flipped learning model, it 
was possible to develop and implement a framework that 
was then applied in the delivery of the Covid-19 revised 
model of the programme in discussion. It was also made ex-
plicit from the start that the new programme is based on the 
application of Brookfield’s model, as it was deemed imper-
ative that all participants recognise the purpose and value 
of critical reflection on their own professional practice. The 
quality of their reflections from completing the programme 
and creating an action plan to inform their future profession-
al practice was one of the assessment tasks (essay) that they 
had to produce at the end of the programme. Figure 2 below 
presents the framework that was developed and applied in 
designing the Covid-19 revised model, which depicts how 
each lens of Brookfield’s critical reflection framework was 
embedded in the programme.

The conceptual model consists of three levels where 
key components of the model are integrated for the revised 
programme to be realised. At Level 1 and 3 (see left hand 
side of conceptual framework), the journey of the partici-
pants is presented through each stage of the programme. 
At Level 2, there is a construct of how each lens from 
Brookfield’s critical reflection model is positioned through 
the programme; each lens is applied once, except of the lens 
of literature, which is utilised twice at key moments during 
the programme.

Directly at the beginning of the participants’ engagement 
with the programme, prior to the first lens of literature, 
each learner is identified as a randomly pointing arrow 
(Learner 1, Learner 2, …, Learner ‘n’). These arrows are 
then extended across the rest of the conceptual framework. 
This is a key point in the way the conceptual framework 
has been devised, as it is recognised that each learner joins 
the programme with varied prior experiences, priorities and 
expectations. At this point, early in the learning journey 
through the programme, the aim, as a member of the 
programme’s teaching team, is to work with each participant 
to support them in finding their way through the programme 
by managing their represented presence as an arrow in order 
to make informed decisions during their learning journey.

3.1  Learning stage 1: Flipped learning 

Through the perception as newcomers in their teaching 
practice, programme participants seek to gain legitimacy 
within a forming community of practice with their fellow 
programme participants. Linking back to the theory of situat-
ed learning (Lave & Wenger, 1991), they become apprentices 
of this newly formed and aspiring community of practice. 
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Their aim is to gain experiences through engagement with 
programme material, their tutors, and their peers, with their 
learning effort being beneficial by moving from the periph-
ery of the community of practice and towards fuller partic-
ipation and development of their teaching. The first step 
in this transition towards fuller participation comes under 
learning stage 1 in the conceptual framework (see Figure 2), 
where each participant engages individually with the online 
content that has been linked to the weekly material of the 
programme.

Each weekly theme draws from relevant literature (lens 
of literature 1) that aims to support participants to articulate 
their limited prior teaching experiences through appropriate 
theories of learning that can support their learning through 
the programme. From a programme design perspective, 
this is where significant effort has gone into the pivot of the 
programme, as the material presented needs to be accessible 
to a diverse group of participants that have varied experi-
ences of teaching practices. The learning material consists of 
practice-based principles, which are supplemented by videos, 
policy documents and carefully selected literature that 
underpins participants’ learning with core pedagogic theo-
ries. This is when solid foundations are laid for programme 
participants to achieve a threshold of competence that will 
enable them to maintain their engagement with the rest of 
the programme, reflect on their experiences, identify areas 
for further development, and participate in forthcoming (see 
learning stage 2 below) meaningful discussions with their 
peers and the programme team.

3.2  Learning stage 2: Use of asynchronous online 
learning tools 

The second stage in the participants’ learning journey, 
through the programme and in relation to the conceptual 
framework (see Figure 2), involves their engagement with 
their peers as part of applying the practice of the weekly 
learning material that they engaged with individually. The 
lens of their peers’ experiences is applied in the conceptual 
framework and involves participants’ engagement with 
discussion boards and the shared learning space that has 
been highlighted earlier in the paper. These asynchronous 
online tools are designed to create opportunities for in-
teraction amongst participants by reflecting on what they 
learnt in the past week and connect them to their responses 
to discussions that are shared online with their peers. The 
asynchronous tools are setup with questions posed by the 
programme team that relate to the core theme of the reading 
week and require each participant to post an initial post 
and then offer follow-up text entries to peers’ comments. 
Specifically, the timing of posts is clearly communicated 

to participants to manage and pace the flow of the group 
through the programme. Existing literature considers the 
value of conventional flipped learning to learn at own pace 
(Nouri, 2016; O’Flaherty et al., 2015), however for fully 
online flipped learning, indicators of maintaining a steady 
pace through the programme can also support learners to 
optimise their engagement with course material and planned 
activities (Stöhr et al., 2020).

Meanwhile, the use of asynchronous activities is favoured 
in the literature of online learning models, as students have 
more time and space to digest learning materials that they 
have read and to carefully express and share their responses 
online (Strayer, 2012). Importantly, at the time of the pan-
demic, asynchronous engagement offers additional flexibility 
that alleviates pressures of time, on availability, and the 
prioritisation of personal and professional issues faced by 
participants (Correia, 2020; Pittman et al., 2021).

Engaging with the online tools enabled participants to be 
part of an online community. The tools also promoted online 
discussions leading to the formation of concrete examples of 
practice and to the process of sharing of collective reflec-
tions that are drawn from individuals’ lived experiences. 
Participation in the online activities was compulsory and 
formative, which served the purpose of pacing participants’ 
engagement through the programme. Through these online 
activities there were critical reflections, debates and conver-
gence of views based on the application of learning from the 
online reading material, the use of literature, and sharing of 
personal views. This is represented by the converging learner 
arrows that lead towards the next stage of the conceptual 
framework (stage 3).

3.3  Learning stage 3: Synchronous and situated learn-
ing

The third stage in the Covid-19 revised structure of the 
programme involved the delivery of a synchronous session 
via the MS Teams’ environment. The weekly synchronous 
sessions were mandatory, however, they were recorded 
and linked to the VLE, enabling participants who were not 
available to attend and to maintain engagement. Further, 
the recognition that programme participants, due to the 
pandemic, might be involved in caring responsibilities or 
engage whilst in clinical settings, they were not required to 
turn their cameras on during the live online sessions.

A consistent approach to delivery was taken during 
the synchronous sessions. This included a brief overview 
of the material that participants had read offline over the 
past week and a summary of key points appraised from the 
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asynchronous activities, which included the discussion board 
and the shared learning activity. Clear links to appropriate 
and relevant literature were added as part of the conceptual 
framework (see Figure 2), and the second literature lens 
helped to maintain a strong link with pertinent pedagogic 
theories and to inform participants’ thinking through an 
evidence-based approach (Matthews et al., 2014). Addi-
tionally, time for questions was included for participants 
to present their personal views, queries, and comments 
during the sessions. To facilitate a peer dialogue during 
the synchronous sessions, questions posed by participants 
were responded to firstly by peers and if necessary, by the 
session facilitator. Accordingly, the facilitator’s interventions 
during the synchronous sessions were organised, in order to 
promote clear links with educational literature and to drive 
social interaction amongst peers (Tuffnell, 2021).

During the last iteration of the programme, the use of 
the newly developed MS Teams’ breakout rooms was made 
available and was utilised to break the class into small 
groups in order to discuss specific topics linked to the read-
ing material. Each group fed back to the rest of the class’s 
key outcomes from their discussion in response to explored 
topics. Moreover, to increase interaction and promote active 
participation through the application of acquired knowledge, 
reflection and synthesis (Nouri, 2016), a selection of online 
tools available during synchronous sessions, for example 
polling tools, virtual whiteboards (Microsoft & Jamboard) 
and Padlets, was embedded in the synchronous learning 
environment. Furthermore, due to the nature of the pro-
gramme to promote effective teaching principles to inform 
participants’ future practice, the use of online tools became 
a point for discussion in the way that they promote student 
engagement and learning. This was a planned discussion in 
terms of introducing Brookfield’s lens for the consideration 
of students’ views in the way the programme was developed.

The lens of students’ views was further explored through 
the inclusion of carefully selected videos in the flipped 
reading materials, where filmed students documented their 
experiences of learning in HE. Additionally, participants who 
were able to draw from their own prior teaching practice of 
engaging their own students in learning environments were 
actively encouraged to share their experiences, as this would 
promote authentic discussions amongst programme partici-
pants. Research has shown that the use of authentic exam-
ples from participants’ practices advocates a learner-centred 
experience (Chiou, 2020), promoting the introduction of 
prior experiences and knowledge that would complement 
the syllabus and allow for misunderstandings, attitudes, and 
assumptions to be explored and discussed amongst peers 
(Simkins & Maier, 2010).

Discussions held during the synchronous online sessions 
were designed to consolidate learning from the flipped 
learning that occurred during the previous week of inde-
pendent study. The purpose of the synchronous sessions 
was to promote an informed divergence of views based on 
individual priorities of participants, by carefully considering 
their professional contexts and planning their own future 
professional practice. The learner arrows in the conceptual 
framework, at learning stage 3, aim to represent the indi-
vidual routes taken by each participant, which have been 
informed by the discussions held during the synchronous 
sessions with the programme team and their peers.

3.4  Learning stage 4: Personal online diary, assessment 
and feedback 

Engagement with the programme over a period of eight 
weeks, led participants to stage 4, which is directly linked to 
the lens of participants’ autobiographies, as each individual 
participant prepares to document their learning through the 
programme by completing the essay assessment. The essay 
requires participants to reflect on their learning through the 
programme and present an action plan that will inform their 
future professional development in HE teaching. Extracts 
from a personal online diary held by participants for the 
duration of the programme could then be referenced in the 
essay to signal to the programme team what participants 
were considering, as they made progress through the 
programme. Additionally, the participants had to structure 
their essay by applying a reflection model of their choice and 
document their learning through the programme by making 
sense of their personal priorities, prior experiences and what 
they learnt from the programme content and interactions 
with their peers. The assessment aspect of the programme is 
used in the next section as a metric of impact for the pivoted 
version of the programme.

4. Measuring impact of pivoted structure 

The pivot of an established L&T programme from a 
conventional face-to-face delivery to a fully online flipped 
learning modality took place in response to the restrictions 
that were adopted with the prevalence of the Covid-19 
pandemic. The decision to design the revised programme 
by applying Brookfield’s model on becoming a critical 
reflective teacher was made in order to promote an ongoing 
reflective approach on behalf of the participants engaging 
with the programme and to introduce them experientially 
to each lens of the framework. In attempting to analyse the 
effectiveness of the pivot programme, the participants’ per-
formance at the essay task was used as a metric of impact, 
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which occurred at the end of the programme. The grades 
achieved were then compared before the pivot and after it 
happened. The assessment strategy remained unchanged 
between the two versions of the programme, and it was felt 
that it made an appropriate metric of the comparison to 
explore whether any signs of differences between the two 
programme versions could be identified. In total, the essay 
assessment task consisted of five assessment criteria, and the 
participants’ essays were marked against these criteria with 
a pass mark from 50% to 100%; the assessment criteria are 
listed below:

1. Quality of critical reflection;

2. Knowledge, understanding and use of literature;

3. Continuous reflection on practice to develop our-
selves, others and processes;

4. Identification of learning from the programme, 
including identifying issues or questions and areas 
for change, including proposed actions and strategies 
suggested;

5. Quality of academic writing, referencing and essay 
structure.

As indicated earlier in the current study, it was necessary 
to process the grades collected from four cohorts (see Table 
1). Cohorts 1 and 2 completed the conventional face-to-face 
version of the programme, with cohorts 3 and 4 completing 
the fully online flipped programme. The participants’ perfor-
mance in the two versions of the programme were compared 
by running three independent-samples t-tests using SPSS. 
The results are summarised below.

Table 2 compares the performance of cohorts 1 and 2 
(both cohorts completing the pre-Covid-19 programme). In 
accordance, running an independent samples t-test between 
these two cohorts, which returned a p value of p=0.524, 
shows no statistically significant difference between the two 
cohorts. This comparison was useful for observation, and it 
did not present a statistically significant difference between 
the two pre-Covid-19 cohorts, which meant that it was 
possible to confirm that the two cohorts performed similarly 
based on their attendance of the conventional face-to-face 
version of the programme. The second independent samples 
t-test (see Table 3), that compared cohorts 3 and 4, returned 
a p value of p=0.369, which also showed no statistically 
significant difference between the two pivoted cohorts. This 
subsequently provided confirmation that the two cohorts 
that experienced the fully online flipped version of the pro-
gramme, performed similarly in the essay assessment task.

The last independent samples t-test conducted compared 
all the cohorts that comprised the two versions of the 
programme (see Table 4). This was conducted by combining 
cohorts 1 and 2 (conventional delivery; pre-Covid-19), and 
by comparing their essay grades with the combined cohorts 
3 and 4 (online flipped learning delivery; Covid-19 revised). 
The results from the independent samples t-test of all 
combined cohorts returned a p value of p=0.026 (p<0.05), 
which shows a statistically significant difference in assess-
ment performance between the two modes of delivery.

Further information relating to the analysis of the as-
sessment performance of the two modes of delivery showed 
that cohorts 1 & 2 achieved an average grade of 63 (SD ± 
8) against a higher average grade of 68 (SD ± 6) for cohorts 
3 & 4. These results, together with data shown in Tables 2, 
3 and 4, demonstrate that overall participants completing 
the pivoted, fully online flipped-classroom programme 
performed better in the essay assessment task.

Table 2. Comparison of conventional delivery for cohorts 1 
and 2 (pre-Covid-19 cohorts)

Pre-Covid-19 Cohort  
1 

Cohort  
2 

p value 

Number of participants 8 12  

Ind t-test    0.524

Table 3. Comparison of flipped delivery for cohorts 3 and 4 
(Covid-19 revised cohorts)

Covid-19 revised Cohort  
3 

Cohort  
4 

p value 

Number of participants 12 13  

Ind t-test   0.369

Table 4. Comparison of conventional and online 
flipped-learning cohorts (pre-Covid-19 vs Covid-19 revised 
cohorts)

Pre-Covid-19 vs 
Covid-19 revised 

Cohort  
1 & 2 

Cohort  
3 & 4 

p value 

Number of participants 20 25  

Ind t-test   0.026 
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5. Conclusion 

Due to the 2020/2021 Covid-19 pandemic and the 
government-imposed restrictions on close contact in the 
population, the decision was made to pivot an established 
conventional version of a L&T programme, which was 
offered as part of a face-to-face delivery, to a fully online 
flipped learning version. Early career teaching staff have 
expressed concerns of the lack of engagement with educa-
tional literature to take an evidence-based approach to their 
teaching practices. The conceptual framework used for the 
delivery of the pivoted version of the programme provided 
an ongoing underpinning of teaching practices through the 
application of the literature lens, which was depicted on 
two separate instances in the conceptual framework of this 
paper. However, the use of educational literature occurred 
throughout the duration of the programme to model an evi-
dence-based approach in order to plan teaching and promote 
effective learning as part of the participants’ development 
(Matthews et al., 2014).

This current study explored whether the pivoted online 
flipped classroom version differed, in terms of participants’ 
assessment performance, from the established pre-Covid-19 
conventional version of the programme. Findings from the 
study showed a statistically significant improvement of 
the overall essay grade, due to the delivery of the pivoted 
flipped classroom version of the programme. Moreover, par-
ticipants in the flipped classroom version of the programme 
were provided with access to fully online content and were 
supported with asynchronous learning activities to reflect on 
the reading material prior to engaging with peers through 
structured activities that applied their learning. Consoli-
dation synchronous sessions, facilitated by a member of 
the delivery team, provided space for discussion and social 
interactions, drawn from authentic participants’ views and 
prior experiences. The pivoted programme was developed by 
applying Brookfield’s model on becoming a critical reflective 
teacher, and participants were guided through the appli-
cation of the model’s four lenses of critical reflection. An 
additional intended product of the learning from the pivoted 
programme was the first-hand experience for participants 
of usage of online tools to facilitate learning. This was 
significant as it matched teaching staff development priori-
ties set by the institution and it exposed participants to the 
ways that online tools can be utilised in their own teaching 
practice and in the delivery of teaching their own modules 
and programmes.

The outcomes of this study point towards a successful 
implementation of a fully online flipped learning experience 

in the professional development of teaching staff in HE. The 
application of a conceptual framework, deploying Brook-
field’s lenses on critical reflection, offers a workflow towards 
structuring the learning journey of participants by promoting 
the use of synchronous and asynchronous methods to 
facilitate peer-led interactions and continuous reflection on 
practice. Evidence of an improved performance of partici-
pants in the pivoted, due to the Covid-19 pandemic, version 
of the programme, provides a degree of assurance that 
development activities can be maintained whilst achieving 
flexible and technology immersed learning activities.
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