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Executive Summary  

Deliverable 1.1 aims to provide background information and analysis for the further development 

of MOOCs within the ColMOOC project. As stated in the Description of Work, this deliverable 

aims gather information needed to progress through the stages of the project. This includes a 

through literature review, a production guideline and a best practice repository. 

In the first section the phenomenon of MOOCs is explored. This includes a brief introduction to 

the history of MOOCs, various styles of e-learning, which have molded the current MOOC 

landscape and the trends in MOOC research. Particular attention is paid to the gaps in the research, 

which this project aims to at least partially fill, and current evidence based-best practices. A focus 

is placed on student motivation, both the sources of motivation and methods of increasing 

motivation, in an effort to reduce drop-out and increase active student participation. Additionally, 

some of the base challenges of MOOCs are addressed. The high numbers of enrollees has the 

unintended effect of creating a largely passive teacher-centered pedagogy. The deliverable 

examines research regarding methods of increasing interaction without exponentially increasing 

instructor workload, through peer-tutoring, conversational learning, and learner analytics.  

The second section of the deliverable is devote to a set of practical guidelines for 

instructors/institutions for producing and implementing MOOCs. The guideline begins 

approximately one-year prior to the proposed roll-out date and outline the main steps in producing 

an online course. Furthermore, there are general guidelines for e-tutors to help establish protocols, 

organize and manage student interactions, and provide real-time guidance to participants. Finally, 

this section also looks at methods of evaluating the final product and completing a quality assurance 

check. 

The final section of this deliverable looks at an example of a MOOC platform, and five individual 

MOOC courses as examples of current best practices. Although not all of these courses have large 

completion numbers, they are exemplary in other ways, primarily in their pedagogical approach 

and design. In particular these courses have been collaboratively designed by experts from different 

fields and integrate modern pedagogical approaches into their methodology.  

These three sections combined form a base for future project work, in particular for a deeper look 

into Learning Analytics and Conversational Agents(deliverable 1.2) and pedagogical strategies in 

MOOCs (deliverable 1.3) as well the production of project specific MOOCs. 



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 6 

Table of Contents 

Authors and Reviewers 3 

Document Change Log 4 

Executive Summary 5 

Table of Contents 6 

List of Tables 8 

List of Figures 9 

List of Acronyms 10 

1 Introduction 11 

1.1 Purpose of this document 11 

1.2 Document structure 11 

1.3 Audience 11 

2 The Phenomenon of MOOCs 12 

2.1 Models and Variations 12 

2.2 MOOCs Numbers and Platforms 14 

2.3 Students’ Motivation to Participate in MOOCs 15 

2.4 MOOC Challenges 16 

3 MOOC Design Guidelines 22 

3.1 A Timeline for MOOC Design 22 

3.2 Filming MOOC Videos 23 

3.3 E-Tutoring a MOOC 23 

3.4 Evaluation and Quality Assurance 24 

4 Good Practice MOOC Repository 25 

4.1 Open Courses in Greek Academia (MOOC provider) 25 

4.1.1 Short description and picture 25 

4.1.2 Target groups 27 

4.1.3 Instructional design idea 27 

4.1.4 Participation numbers 28 

4.2 Financial Language Translation 29 

4.2.1 Short description and picture 29 

4.2.2 Target groups 29 

4.2.3 Instructional design idea 30 

4.2.4 Participation numbers 30 

4.3 Innovative Collaborative Learning with ICT 31 



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 7 

4.3.1 Short description and picture 31 

4.3.2 Target groups 31 

4.3.3 Instructional design idea 31 

4.3.4 Participation numbers 32 

4.4 Applied Linguistics to Foreign Language Teaching and Learning 33 

4.4.1 Short description and picture 33 

4.4.2 Target groups 34 

4.4.3 Instructional design idea 34 

4.4.4 Participation numbers 34 

4.5 Introduction to Programming with Python 35 

4.5.1 Short description and picture 35 

4.5.2 Target groups 36 

4.5.3 Instructional design idea 36 

4.5.4 Participation numbers and accreditation 36 

4.6 Introduction to Business Intelligence and Big Data 37 

4.6.1 Short description and picture 37 

4.6.2 Target groups 38 

4.6.1 Instructional design idea 38 

4.6.2 Participation numbers and accreditation 41 

4.7 Introduction to Gamification through Practical Cases 42 

4.7.1 Short description and picture 42 

4.7.2 Target groups 43 

4.7.3 Instructional design idea 43 

4.7.4 Participation numbers and accreditation 45 

5 Conclusion 46 

6 References 47 

 

  



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 8 

List of Tables 

Participation numbers .................................................................................................................... 28 

Participation numbers and accreditaition ...................................................................................... 41 

  



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 9 

List of Figures 

Homescreen of Open Courses ....................................................................................................... 25 

Distribution of Open Courses ........................................................................................................ 26 

Classification of Open Courses ..................................................................................................... 27 

Visits in opencourses auth ............................................................................................................. 28 

Visits in opencourses.uoa .............................................................................................................. 29 

Main screen of the course on financial language translation, and leaderboard of badges ............. 29 

Welcome Screen for Applied Linguistics to Foreign Language Teaching and Learning ............. 34 

Sample video-presentation screen. Both lecturing notes (slides) and Python programming 

environment ................................................................................................................................... 35 

Multiple-choice questions screens typically follow video-presentations ...................................... 36 

Presentation of the MOOC ............................................................................................................ 37 

Overview of the course’s organization and the teaching team ...................................................... 38 

A video-lecture with complementary teaching material in PDF format........................................ 39 

A self-assessment test and the result achieved after running the test ............................................ 40 

An overview of the MOOC forum with several discussion threads running ................................ 41 

Overview of the course’s organization and the teaching team ...................................................... 43 

A video-lecture with complementary teaching material ................................................................ 44 

  



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 10 

List of Acronyms 

Acronym Description 

CA Conversational Agent 

LA Learning Analytics 

LMS Learning Management System 

MOOC Massive Open Online Course 

OCW Open Course Ware 

OER Open Educational Resource 

  



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 11 

1 Introduction  

1.1 Purpose of this document 

The objective of this deliverable is to present: 

1. Information on the current status of MOOC development and research 

2. Trends in MOOCs 

3. Guidelines for designing MOOCs 

4. A repository of best practices in MOOCs 

1.2 Document structure 

The present deliverable is split into three major chapters: 

• Section 2: The phenomenon of MOOCs 

• Section 3: MOOC design Guidelines 

• Section 4: Repository of Good Practices in MOOCs 

1.3 Audience 

This document is internal to colMOOC project consortium and to EACEA but may be viewed by 

researchers or interested members of the public.  
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2 The Phenomenon of MOOCs  

In 1964 Nobel Prize awardee Richard Feynman conducted a series of seven lectures on the 

fundamental laws of physics at Cornell University. This would not be of further notice if it was not 

for the fact that BBC recorded and broadcast these lectures to a large audience. While education by 

video has earlier roots and grown large branches in the years following Feynman’s lectures, the 

current attempt to educate large numbers of people can be seen as having their roots in this video 

series. Today, MOOCs (Massive Open Online Courses), typically, but not necessarily, entail 

learning by video while simultaneously allowing for  more interactivity than television. 

2.1 Models and Variations 

MOOCs have been defined and described by various researchers and institutions. The Home 

Project defines MOOCS as “courses designed for large numbers of participants, that can be 

accessed by anyone anywhere as long as they have an internet connection, are open to everyone 

without entry qualifications, and offer a full/complete course experience online for free.” (HOME 

Project, 2015). 

MOOCs aim at large-scale interactive participation and open access via the web (Littlejohn, 2013). 

MOOCs, also, differ from Open Course Ware (OCW) and Open Educational Resources (OER) 

because MOOCs includes participation in learning activities and not only on the course’s resources. 

Gaebel (2014) highlights that MOOCs are free online courses, which are open to everybody 

wishing to attend a University course even without formal entry requirement and with limitless 

participation. 

MOOCs can be classified, with the largest fractions consisting of xMOOCs and cMOOCs, and all 

others falling into the category of quasi-MOOCs (Siemens, 2013). Following the naming trend of 

TEDx, MITx, etc. to indicate programs that are in some ways extensions of the core offering, 

Stephen Downes used the term xMOOC for programs that transfer online the traditional formal 

education model of an expert tutor and learners as knowledge consumers, with the use of saved 

video tutorials and graded assignments. While xMOOCs are an extension of classroom learning, 

cMOOCs can be seen as an alternative to traditional learning based on a Connectivist pedagogical 

model that views knowledge as a networked state and learning as the process of generating those 

networks, in this case using online and social tools. Lastly, the category of quasi-MOOCs 

encompasses a myriad of web-based tutorials as open educational resources (OER) that are 

technically not courses, but are intended to support learning-specific tasks and consist of 

asynchronous learning resources that do not offer the social interaction of cMOOCs or the grading 

mechanisms and tutorial-driven format of xMOOCs. One could say that the key difference between 

xMOOCs and cMOOCs is that in cMOOCs the knowledge is being constructed (Rodriguez, 2012) 

while in xMOOCs the knowledge is being ‘transmitted’ (Bernhard, Bittel, Van Der Vlies, Bettoni, 

& Roth, 2013). So, in xMOOCs, most of the course material is usually predefined or developed by 

the instructor.  

Some researchers have argued that these different models can address different learning needs. For 

example, Grünewald, Meinel, Totschnig and Willems (2013) suggested that xMOOCs are more 

appropriate for studying topics that can be learned through repetitive practice, while cMOOCs are 

better for developing higher-order creative skills. Daniel (2012) added that these two models 

should not be treated or assessed in the same manner. However, both models emphasize the 

importance of dialogue as a primary mechanism for maintaining connections during the learning 

process and as Bayne and Ross (2014) argued that the multiple pedagogic forms and intentions of 

MOOCs makes it difficult to categorize them under broad-brush descriptions and that the 

cMOOC/xMOOC binary may no longer be accurate or useful.  
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Although many MOOC formats exist, according to Glance, Forsey & Riley (2013) who made a 

sample of them in 2012, most courses exhibit common defining characteristics that include massive 

participation, online and open access, lectures formatted as short videos combined with formative 

quizzes, automated assessment and/or peer and self–assessment, and online forums and 

applications for peer support and discussion. In an effort to provide a working definition of a 

MOOC, the HOME (http://home.eadtu.eu), ECO (https://ecolearning.eu), and OpenupEd 

(http://www.openuped.eu) projects analyzed the MOOC dimensions of existing formats in the, 

arguably, ill-defined European MOOC landscape (HOME Project, 2015): 

● Massive: Even though there is no precise number of enrolled participants to define the 

“massive” dimension, the basic notion is that enrollment far exceeds that of a typical 

classroom. Stephen Downes proposed the use of the Dunbar number (i.e., the cognitive 

limit of people with whom one can maintain stable social relationships – defined at 

approximately 150). 

● Open: Ideally, a course can always be accessed by anyone, anywhere, as long as they have 

an internet connection. While this definition is valid for the vast majority of institutions, 

limitations usually exist on the age limit of the participants, or the time frame during which 

the course content is available (e.g., start/end day of the MOOC). Openness also refers to 

freedom of space, pace, and time, even though pre-defined pace and/or a fixed starting date 

and end date are not considered an explicit criterion to distinguish between MOOCs and 

other types of courses. Finally, the course is open to everyone without entry qualifications 

and can be completed for free. Additional services (e.g., remedial courses, accreditation, 

etc.) may be offered as part of the business model. However, participants should always 

have the opportunity to get a badge or a certificate of completion for free. 

● Online: All aspects of course (e.g., content distribution, learning activities, assessment, 

etc.) are delivered online. 

● Course: The MOOC should provide a full course experience, equivalent to at least 1 ECTS 

(25-30 study hours). This includes access to a range of different learning material, 

opportunities for peer-to-peer and peer-to-teacher interaction and collaboration, 

individual/personalized feedback that could be automatic, or based on peers/teachers, 

assessment (either as a badge of completion or formal certificate), and a syllabus and study 

guide. 

Various researchers have reviewed the MOOCs’ phenomenon at various times. The study by 

Liyanagunawardena, Adams and Williams (2013) reviewed forty-five papers (between 2008 -when 

the term ‘MOOC’ was introduced- and 2012) and categorized the literature into eight different 

areas of interest, introductory, concept, case studies, educational theory, technology, participant-

focused, provider focused, and other. Ebben & Murphy (2014) reviewed 25 scholarly articles 

published mainly between the years 2011 and 2013. They identified two key phases of scholarship 

about MOOCs. Phase one includes the development of Connectivism as a learning theory while 

phase two includes critical discourses about MOOCs, the growth of learning analytics and 

assessment, as well as the emergence of xMOOCs. Veletsianos and Shepherdson (2016) reviewed 

146 empirical studies published between 2013 and 2015, elaborating mainly on the region of the 

authors, publication outlets, citation, the authors’ preferred type of data collection and analysis 

methods. They found that the majority of authors were from North America and Europe and that 

most of the papers published had never been cited, with the exception of a few widely cited articles. 

Additionally, most of the research was quantitative and relied on surveys and other automated 

forms of data collection. Finally, they identified two main gaps in the research, instructor 

perspectives, and learner subgroups. Deng & Benckendorff (2017) focused into years 2014 through 

2016 (by examining 53 articles) mainly analyzing research methods commonly adopted in the 

literature regarding students’ and instructors’ experiences of using Massive Open Online Courses. 

Similar to Veletsianos and Sheperdson (2016), they found that log files, surveys, and short 

http://home.eadtu.eu/
https://ecolearning.eu/
http://www.openuped.eu/
http://home.eadtu.eu/images/Results/Definition_Massive_Open_Online_Courses.pdf
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interviews were the most common means of data collection and most research relied on a single 

method, those that did triangulate methods tended to use log files and interviews. 

MOOCs made a splash in the media when the New York Times announced the ‘Year of the MOOC’ 

in 2012, but they were already making waves in education in 2008.  Two professors from the 

University of Manitoba, George Siemens and Stephen Downes, decided to create an online course 

on ‘Connectivism and Connective Knowledge’. They opened the course up to their own university 

students, and to anyone in the entire world who was interested in participating, and over 2,000 

people signed on. This first MOOC focused on building decentralized learning networks and joint 

knowledge construction. This form of MOOC was dubbed cMOOC or Connectivist MOOC 

(Margaryan, Bianco & Littlejohn, 2015). Within a few years a new form of MOOC arrived on the 

scene the ‘xMOOC’. By contrast to cMOOCs, xMOOCs follow a strict linear format and 

participants primarily work independently of each other to reach their learning goals. One of the 

first xMOOCs an arguably the first truly “massive” course was the 2012 course “Introduction to 

Artificial Intelligence” offered by Stanford professors Sebastian Thrun and Peter Norvig. The class 

had approximately 160,000 people enrolled from 190 countries. Almost immediately the potential 

of such courses became clear and universities and private institutions rushed to copy, adapt and 

expand on the MOOC format which has led to approximately 9,400 MOOCs offered and eighty-

one million MOOC participants by the end of 2017 (Shah, 2018). 

In the wake of x- and cMOOC, other formats of online learning have followed rendering any letter 

of the acronym “negotiable”. Most well known derivatives are SPOCs (Small Private Online 

Courses, which are often limited to an institutions own students only), mOOCs (Mini Open Online 

Courses, which are similar to OER, Open Educational Resources in not featuring an entire 

curriculum), or ROOCs (Regional Open Online Courses with a regional appeal and language). 

Different forms of MOOCs will be examined in more detail in section 1.3.1. 

MOOCs have been praised for their potential to democratize education and help ensure individuals 

access to quality education regardless of their geographic location, financial means, schedule, 

language or background. Due to their high enrolment numbers, MOOCs offer a middle ground for 

teaching and learning between the highly organized and structured classroom environment and the 

chaotic open web of fragmented information (Siemens, 2013). The first reaction to MOOCs tended 

to be one of fearful respect for the disruption that they seemed likely to cause in the higher education 

scene. However, as MOOCs evolved, educators and academics began to caution against extreme 

optimism and instead pointed to the challenges of MOOCs. In past few years MOOCs have 

gathered a substantial amount of criticism for, among other things, lacking pedagogical innovation 

(Marques, 2013), having high drop-out rates, and failing to reach exactly those people they claim 

to target. It seems that MOOCs, universities, and learners will all likely continue to adapt to new 

methods and mediums. One thing is certain, with 23 million new MOOC users in 2017 (Shah, 

2018) and major venture capital funding and investments of universities and companies alike (see 

https://www.chronicle.com/article/major-players-in-the-mooc/138817), it seems unlikely that they 

will be disappearing anytime soon. 

2.2 MOOCs Numbers and Platforms 

Data presented by Class Central (2017) reveal that 78 million users participated in MOOCs up until 

recently (2017). From those 78 million users, almost 20 million signed up in a course that took 

place in 2017, as compared to 23 million signed up in 2016. Despite the 3 million difference 

between users enrolled in 2017 and 2016, the amounts are enormous, showing the trend in MOOCs. 

Those statistics refer to students. The total number of participating Universities that published at 

least one course exceeds the amount of 800, offering more than 9400 courses. The above statistics 

concern the five biggest MOOC providers who are Coursera with more than 30 million users, edX 
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with 14 million users, XueatangX with 9.3 million users followed by FutureLearn with 7.1 million 

users and Udacity with 5 million users. 

Due to the tremendous demand for MOOCs, MOOC platforms have appeared all around the world, 

not just in USA, United Kingdom or China. MiriadaX is a vast MOOC provider from Spain having 

launched over 600 courses and with 3 million students enrolled. A new entry to the MOOC 

ecosystem is K-MOOC from Korea, providing more than 500 courses from 2015 to 2018. The big 

difference that K-MOOCs brought into MOOC ecosystem is that the Korean government 

encouraged Universities to acknowledge credits earned from K-MOOC courses to better utilize the 

service and to increase the seemingly low completion rates (Joo, So, & Kim, 2018). Also, in 2015, 

MexicoX launched its platform backed by the Mexican government. Mexico’s Ministry of 

Education funds MéxicoX, and the General Directorate of Educational Television manages it. They 

offered more than 140 MOOCs and they claim that the completion rate is 73.25% for SPOCs (Small 

Private Online Courses) and 18.13% for MOOCs with a combined average of 27.18%. Speaking 

for funding from the government, in 2016 the EduOpen MOOC platform has been launched which 

was funded by the Italian government and France Université Numérique. The latter has been 

established in 2013 with funds from the French ministry of higher education. 

Considering the type of courses, on Edx we can find three kinds of certification courses: 

a) “MicroMasters” which are a series of Masters-level courses to advance your career, created 

by top universities and recognized by companies.  

b) “Professional” which are designed by industry leaders and top universities to enhance 

professional skills.  

c) “XSeries” which are generated by world-renowned experts and top universities and include 

more than one course that someone needs to attend to gain a certificate.  

Coursera offers certificates and degrees. Certificates are traditional MOOC courses from the 

Universities and Degrees are Master degrees with the same admissions requirements as the taught 

program, with the same tuition fees, same duration but everything is online. Master degrees are 

also offered by FutureLearn. The fact that more and more Universities choose to provide their 

typical Master programs through MOOC platforms shows another trend in the MOOCs ecosystem. 

Universities want to give more eligibility to prospective students who wish to attend their 

postgraduate programs without having them to travel to the University campus to participate in the 

course. 

2.3 Students’ Motivation to Participate in MOOCs 

Due to their openness and free attendance -even without domain prior knowledge-, MOOCs attract 

learners who have different motivations to enroll and complete a course. Some students may have 

already decided to participate in a higher education program, and may be drawn to MOOCs over 

traditional programs due to practical logistical reasons such as campus location, scheduling or 

finances. However, many students appear to have an interest in MOOCs even if they do not intend 

to complete a degree or certification program. These students have other motivations, mainly 

interest and often approach the courses differently than degree-seeking cohorts.  

Researchers are interested in identifying students’ motivations since motivated learners are more 

likely to complete the course, to be actively engaged and to exhibit enhanced performance, 

persistence, and creativity (Hartnett, George, & Zealand, 2011). Also, motivation is reported as a 

key factor leading to positive learning achievements which are very important and essential for 

learners (Zutshi, O’Hare & Rodafinos 2013; Magen-Nagar & Cohen, 2017). Students that complete 

a course are more likely to continue using MOOCs to fulfill their goals. Students’ satisfaction with 

the course is a predictive factor to that point. Joo et al. (2018) showed that the perceived usefulness 



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 16 

and perceived ease of use can contribute to student’s satisfaction, and therefore in their willingness 

to continue using MOOCs. 

Studies have shown that students’ motivation to attend a course may vary based on intrinsic or 

extrinsic motivation (Alraimi, Zo, & Ciganek, 2015; Hartnett et al., 2011). Typical intrinsic 

motivation factors are considered the student’s interest to attend the course, the student’s perceived 

satisfaction from the course and commitment. However, most students tend to be motivated by 

extrinsic factors. Extrinsic motivation factors include student’s self-development, the reputation of 

the University offering the course, obtaining a reward and also the student perceived usefulness of 

the MOOC. To this end, Littlejohn, Hood, Milligan, and Mustain (2016) distinguish between two 

types of MOOCs; those that lead to a certification, that is, more formal MOOCs, and those that lead 

to professional development. Zutshi et al. (2013) also found that the two primary motivations to 

participate in a course are the professional development and the academic credits. Similarly, 

Milligan & Littlejohn (2017) questioned 970 students about their primary motivation for taking this 

course. They found that different motivational factors were mentioned and highlighted by 

interviewees. Those factors included the opportunity to advance their future careers, the prestige of 

the MOOC provider, and the certification offered at the end of the course. Additionally students 

named general interest in the topic, free participation in the course, and the course delivery language 

as factors in their motivation.  

2.4 MOOC Challenges 

MOOCs have issues and challenges distinguishing them from traditional distance learning courses. 

MOOCs, despite their undeniable potential to deliver high-quality learning experience to large 

audiences, also pose additional issues and challenges for the teacher, the learning designer, and the 

underlying technology. The majority of the challenges can be traced back to the large number of 

simultaneous participants, with some courses exceeding 100,000 registrants. A summary of key 

issues and challenges is presented next (see also, Daradoumis, Bassi, Xhafa & Caballé, 2013; 

Razmerita, Kirchner, Hockerts & Tan, 2018) 

Learner-centered approach 

MOOC design should favor a Learner-Centered Approach, providing strategies that change the 

perception of learners as active participants in the establishment of individual goals and a personal 

trajectory (Guàrdia, Maina & Sangrà, 2013). Therefore, it would be desirable that MOOCs allow 

some degree of content customization based on user profiling that optimizes the learning process. 

Reviews on MOOCs across Europe have noted the need to support personalized, flexible learning 

paths that would allow for emergent pedagogies to scale up and down. However, even though 

community-based social learning has been already implemented in several MOOCs and is deemed 

as the newest model in peer-to-peer instruction, the place and visibility of the teacher remain of 

central importance. (Bayne & Ross, 2014; Dillenbourg, 2014; Kjeldstad et al., 2014). 

Social dimension 

Although MOOCs can be seen as fundamentally self-directed learning experiences, rooted in one’s 

individual motivation and persistence, their concept is also founded on bringing together large 

cohorts. As Sharples et al. (2014) discussed, implementing methods for showing the presence and 

activity of these cohorts through commentaries, discussions, and peer actions provides the 

opportunity for social learning and Massive Open Social Learning approaches. 

Tutoring a large audience 

Among the key design characteristics of MOOCs, massiveness and low teaching involvement 

during delivery stages have been identified as the biggest challenges for MOOC design (Guàrdia 

et al., 2013). MOOCs typically involve a very large number of participants, making the 
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management of courses quite a complex issue. Massive also raises concerns about isolation and 

overwhelming student-instructor ratios (Siemens, 2013). Because of sheer numbers, tutor 

involvement during delivery stages has to be limited to the most critical tasks. Ideally, the 

pedagogical model of the course should keep the teacher’s load manageable, even as the number 

of participants increases. Tutoring is usually poor quality, since minimal feedback is received by 

the participants, and peer-based evaluation is valuable, but often unprofessional and lacking the 

necessary expertise, both didactical and on the specific domain subject. 

Heterogeneity of participants 

Since it is recognized that the heterogeneity of MOOC learners is high, and their level of maturity 

and experience is also varied, courses have to be conceptualized taking into account a large number 

of simultaneous participants with different educational and cultural backgrounds. Currently, 

content is delivered to learners regardless of their differences in performance and behavior in the 

environment. But unless content could be customized and personalized according to profile 

characteristics, it could result in a frustrating learning environment for participants, because it lacks 

adaptability to their specific needs and learning styles. 

The role of the LMS or MOOC Platform 

MOOCs are intended for thousands of simultaneous participants from different origins and with 

different backgrounds, education levels and language proficiencies. Data stored at the LMS 

(Learning Management System) during course access related to individuals’ online behavior can 

provide insight into student learning processes and the relationship between online trace data and 

academic performance alerting educators to when intervention may be required or if their learning 

activities may need to be adjusted (Mirriahi & Dawson, 2013). However, managing course delivery 

for thousands of participants at the same time requires completely adapting the traditional tutor-

assisted e-learning model and calls for the use of automated tools that can complement the lack of 

human attention while maintaining acceptable quality standards. 

Assessment and grading 

A prominent feature of running a course with large numbers of learners is the impossibility of 

providing marks and feedback that is not either automated or peer assessed (Glance et al., 2013). 

Peer assessment dictates that learners are asked to evaluate the deliverables of their peers. 

Formanek, Wenger, Buxner, Impey and Sonam (2017) elaborated on the way participation in peer 

grading assignments affected students motivation and learning, concluding that students who 

participated in peer grading, worked harder on all activities and watched more videos, got better 

grades in the course. Also, 81% of the students that participated in the first peer-graded assessment 

finally completed the course meaning that participation in peer-graded activities is a good predictor 

of course completion. 

In MOOCs, it is not possible for human tutors to follow up with every student and review and grade 

assignments individually, whereas the design must facilitate large-scale feedback and interaction. 

In order to meet the challenges of large numbers of learners, testing options are limited because 

assessments have to be conducted using automated tools and allowing limited peer interaction 

(Capuano & Caballé, 2015; Siemens, 2013). But computer-based grading is many times limited, 

disappointing and insufficient, with no partial marks and detailed explanations of answers. 

In e-learning environments, learners would also be interested in knowing whether they are more 

likely to succeed or fail towards reaching their educational goals (self-regulated learning), and they 

would like to receive more feedback elements besides formal assessments. Unfortunately, the 

resources of the participatory method that are a hallmark of MOOCs, have to be limited while 

testing, and test content must be changed with every cohort in order to reduce cheating and provide 
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accurate assessment of individual performance. This in turn imposes additional workload on course 

designers and tutors.  

Certification 

At the same time, the lack of user authentication cannot ensure the real identity of the MOOC 

participant, which should be verified in order to satisfy accreditation (Siemens, 2013; Miguel, 

Caballé & Prieto, 2013; Miguel, Caballé, Xhafa, Prieto & Barolli, 2014). Current deliverers of 

MOOCs are very concerned about this issue and make great efforts to know and verify the student 

identity during the MOOC sessions. For instance, they use biometrics (e.g. typing patterns) and 

other complicated mechanisms, which sometimes prove to be unreliable and are often privacy 

intrusive. This also becomes a particular issue for satisfying accrediting institutions and hiring 

companies that rely on the emergent MOOC educational phenomenon (Hill, 2012).   

Drop-out rate 

One key concern of MOOCs is a high learner´ drop-out rate, with several sources indicating that 

about 5% to 15% of participants finish the courses, on average. In most studies, the drop-out rate 

cited as being close to 90% of the students who started the course while others support that the 

completion percentage is close to 6.5% (Jordan, 2014) and for Coursera about 7%-9% (Peng & 

Aggarwal, 2015). Hone and El Said (2016) studied the factors that affect MOOC retention. They 

concluded that 32.2% of the students completed the course of their preference, which is quite high 

in comparison to the cited average rate. Their post-questionnaire data showed that the main reason 

why students finally reached the end of the course was that the content was satisfactory for them. 

Students found that the material was exciting and they could not find this information in other 

sources. In the same study, from the non-completers perspective, many of them mentioned that they 

felt alone and isolated due to poor communication. They also said that they did not complete the 

course because it was too complicated or technical, it had too many modules and it was perceived 

as boring. Regarding the latter, Zhang (2016) tried to find how MOOCs would be attractive to 

students investigating the regulatory focus (Higgins, 1998). Zhang (2016) found that students are 

more ready to learn from a MOOC when the course matches with their regulatory foci. When a 

student is promotion-focused, the advocates who stress the gains of a positive outcome are more 

persuasive to them; when a student is prevention-focused, the prevention-oriented advocates who 

emphasize the avoidance of losses are more compelling. 

To prevent those large numbers of students’ drop out from courses Kim et al. (2017) utilized the 

reverse psychology technique and proposed to restrict access and limit repeatability of online 

courses to create scarcity and lack of control. They found that by restricting access to the course 

and make it available for a limited time and not continuously, enhanced students’ concentration to 

the course and increased their engagement to the course to finish it on time. Borras-Gene, Martiñez-

Nunez and Fidalgo-Blanco (2016) suggested a gamification cooperative MOOC model to improve 

motivation and increase commitment and completion rates. They used +1s from Google+ and a 

contest on Instagram. +1 is a Google+ functionality which someone may use to give a stamp of 

approval to a post or statement made inside Google+ platform publicly. By using gamification to 

their course, 39.9% of the students passed more than 75% of the course which was one condition 

of earning a certificate. Gamification in MOOCs also proposed by Antonaci, Klemke, Stracke, & 

Specht (2017) who claim that through gamification learners will better succeed in their target goal. 

Significant drop out rates motivated certain researchers to identify an automated unsupervised 

method of predicting the potential drop out. Chen and Zhang (2017) developed an online and 

unsupervised prediction system based on historical data and regarded a student as a dropout if they 

remained inactive for a period, such as two consecutive weeks. The system predicts drop out 

intention, but only after some weeks of the course have passed. Li et al. (2016) proposed a multi-

view semi-supervised learning model providing labels to each student based on their interaction. 
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In contrast with the study of Chen and Zhang (2017), they claim that their proposed method can 

predict the student dropout early on. Their system takes as input students’ learning behavior, and 

through classification, tries to find risk students that may drop out. 

However, some authors suggest that drop-out statistics might not be representing the only reality 

of MOOC learners, while the definition of dropout is also debatable. For example, while conducting 

a review of the field, Lee and Choi (2011) noted that 13 out the 35 examined studies did not provide 

a clear definition of the term, while the remaining ones diverged significantly on the definition. 

Definition of dropout may be based on the voluntary withdrawal of students, partial completion of 

modules, failure to achieve a passing grade, or failure to enroll on a further module (Brasher, Weller 

& McAndrew, 2016).  As such, the numbers reported should be viewed with caution, keeping in 

mind that they may represent very different patterns of behavior. For example, Kizilcec, Piech & 

Schneider (2013) identified four clusters of behavior on Coursera students (exploring course 

videos; watching most videos, skipping assignments; reducing engagement over time; completing 

most assignments), while Ferguson et al. (2015) suggested that additional clusters of behavior 

should be taken into account. Therefore, different measures should be available in order to evaluate 

whether MOOCs are effective for individual participants (Hill, 2012; Kizilcec et al., 2013). 

Virtual collaboration 

Virtual collaboration in MOOCs presents challenges, because students must work in heterogeneous 

and cross-cultural teams across separate time zones, a challenge few students will have experienced 

before. Compared to face-to-face group work, past studies suggest that students are more inclined 

to harbor more negative attitudes toward group work in online learning situations as they must 

contend with discrepancies in languages, time zones and work schedules (Ocker & Yaverbaum, 

2001; Smith et al., 2011; Razmerita et al., 2018). 

Self-regulation and Individualized learning 

MOOCs are open courses, accessible by students from around the world with different motives, 

different academic studies, and different domain prior knowledge. Therefore the pace in which an 

individual will access the course resources may be different. For students to complete the course 

successfully, they must have the ability to self-regulate their learning and decide which components 

of the courses will access, how many times, and in which order. To fulfill their target, students must 

have the ability to self-regulate the learning process. In many MOOCs, self-regulation affects the 

successful completion of a course because the instructors’ assistance and interaction is typically 

limited.   

The way learners’ current role and context influences their self-regulation skills, has been studied 

by Hood, Littlejohn and Milligan (2015). By measuring items such as forethought, performance, 

and self-reflection, they were able to examine and classify a student’s self-regulated learning 

ability. Professionals and learners that were studying for an HE qualification demonstrated better 

results in self-regulation assessment. Kizilcec, Pérez-Sanagustín, & Maldonado (2017) studied how 

self-regulated learning could serve as a predictor of goal attainment. They identified six 

metacognitive and task management strategies that may contribute to self-regulated learning. Those 

strategies are goal setting, strategic planning, self-evaluation, task strategy, elaboration, and help-

seeking. They conclude that the strategies having the most prominent attribution to goal attainment 

are goal setting and strategic planning. Students that reported better self-regulated learning were 

those who had earned a Ph.D. degree, students that followed the course with a learning partner, as 

well as learners with strong motivation regarding their future career. 

Learning Styles 

Good teachers adapt their learning material and pedagogies based on individual student’s needs, 

but due to teacher’s limited help-giving role in MOOCs, an alternative solution must be found. Li 
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& Zhou (2018) proposed a hybrid Neural Network model that tries to find learner’s preferred 

learning styles. If MOOC platforms are aware of learner’s preferred learning styles, they can adapt 

resources and pedagogies on learner’s preferences. A system can predict learners’ preferences in 

two ways: asking them through an initial questionnaire or dynamically adapting based on data 

extracted from the learner’s interaction with the MOOC platform. Adaptivity is considered as a 

mandatory aspect since students’ learning preferences may change during a MOOC learning cycle. 

Such a system has the potential of at least partially replacing the need for the teacher to adapt 

materials manually as the course progresses.  

Learning analytics 

MOOCs offer particular challenges for what is becoming accepted as mainstream practice in 

learning analytics. Because of the relative newness of MOOCs as a widespread phenomenon, there 

is not yet a substantial body of literature on the learning analytics of MOOCs (Clow, 2013). Data 

analysis is currently very limited, as existing MOOC platforms offer limited data storage and 

analysis, whereas usability to analyze this data is low. Learning analytics could play a pivotal role 

in the success of a MOOC as real-time analysis could help an agent (human or artificial) to identify 

an opportunity to intervene and provide support to a learner. Real-time discourse analysis has 

already been used successfully in computer supported collaborative learning as a mechanism for 

triggering supportive intervention (Kumar & Rosé, 2011; Adamson, Dyke, Jang, & Rosé, 2014)  

and such approaches could be potentially greatly beneficial if adapted to a MOOC context (Yang, 

Wen, Kumar, Xing, & Rose, 2014). Learning analytics within MOOCs is examined at length in 

Deliverable 1.2.  

To sum up, MOOCs offer opportunities and pose challenges never faced before, simply because 

until not long ago it was unthinkable to have several thousand individuals participate 

simultaneously in an online course. Over the last years, there has been a constant evolution in 

MOOCs, but their unique characteristics in an evolving environment still pose specific challenges 

and several issues that need improvement: better instructional design, improved training of MOOC 

teachers and tutors, improvements in the platforms to monitor student progress (e.g., more effective 

software modules for learning analytics), and improved assessment methodologies.  

On top of that, additional effort is required to develop appropriate sustainable business models for 

MOOCs. While several such models have been proposed (e.g., Burd, Smith, & Reisman, 2014; 

Dellarocas & Van Alstyne, 2013), it is difficult to create a business model that would fit all settings 

and purposes. One reason for this is the number of existing stakeholders involved in both the design 

and distribution of a MOOC and the increasing number of new stakeholders and technologies that 

alter the MOOC landscape. 

The colMOOC Project 

The colMOOC project aims to deliver a highly innovative and beyond the current state-of-the-art 

MOOC model and implementation with the integration of services based on Conversational Agents 

(CA) and Learning Analytics (LA). While the colMOOC project cannot address all, or even most 

of the problems associated with MOOCs it does aim to improve the pedagogy and user interactions 

with the help of learning analytics and conversational agents. This is turn should impact student 

experience, motivation and hopefully positively impact the dropout rate as well.  

Conversational pedagogical agents guide and support student dialogue using natural language both 

in individual and collaborative settings. Conversational agents have been produced to meet a wide 

variety of applications and studies exploring the usage of such agents have led to positive results. 

Integrating this type of conversational agents into MOOCs to trigger peer interaction in discussion 

groups is expected to considerably increase the engagement and the commitment of online students 

(and, consequently, reduce MOOCs dropout rate). Latest studies have systematically indicated that 
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agent interventions during peer interaction (i.e., online discussions) trigger task relevant cognitive 

activity that leads to improved learning outcomes at many levels (domain-specific and domain-

independent) (Tegos, Demetriadis, Papadopoulos, Weinberger, 2016; Tegos, Demetriadis & 

Karakostas, 2015; Tegos, Demetriadis & Tsiatsos, 2014; Bassi, Daradoumis, Xhafa, Caballé, & 

Sula, 2014). The agent interventions are modelled according to what is known as "Academically 

Productive Talk" (APT) framework, which essentially refers to modelling the experienced teacher’s 

“moves” (interventions) during students’ dialogue to make students elaborate in the domain 

(Kumar & Rose, 2011). The learning experience that this type of agent provides to students is 

similar to having one more partner in their group trying to respond to this partner’s prompts. To 

achieve this, the project will employ collaborative activities supported by CA (Demetriadis et al., 

2018). 

Considering the MOOC challenges above, the main priority tackled in the colMOOC project 

identifies that there is a need to make MOOCs more collaborative in order to support teachers and 

engage and motivate students. Moreover, it is critical to ensure that assessment in MOOCs will 

monitor individual achievement and demand constant engagement (Capuano & Caballé, 2015). 

Each learner performs specific individual and collaborative activities during a MOOC course, while 

his/her performance can be more easily measured and assessed as opposed to a traditional learning 

setting where individual contributions to a work project are usually unknown or difficult to assess. 

Furthermore, with the usage of learning analytics more meaningful assessment may be achieved 

since educators can evaluate the work’s progress during each step and adapt the following steps 

accordingly. This also enables learners to reflect on each specific step and ensure they have 

obtained the necessary knowledge to progress effectively. Therefore, the project’s outcome will 

allow educators and trainers to apply learning processes where learners participated actively and 

are engaged throughout the course. 

As Conversational Agents and Learning Analytics form critical elements of the colMOOC project, 

their use and impact on the MOOC landscape, will be extensively examined in Deliverable 1.2. In 

particular the role of Conversational Agents in promoting collaborative learning environments, an 

element often neglected in MOOCs, the role of Peer-tutoring/feedback in improving both student 

knowledge and commitment and the use of analytics for promoting self-reflection and providing 

real-time information to both students and teachers will be further explored in deliverable 1.2.  
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3 MOOC Design Guidelines 

Relatively independent of the instructional design of any respective MOOC, several design 

guidelines, from general recommendations to practical manuals have been formulated based on 

reviews of existing MOOC studies and experience of MOOC producing organizations. Regarding 

general recommendations, Pilli & Admiraal (2017) have concluded their review on MOOCs with 

the advice for creating MOOCs. The colMOOC project takes a few of these elements into particular 

consideration when designing MOOC pedagogy. These include: 

 

● Course resources and tools should encourage students to participate. These may 

include social networking tools, authentic tasks, project-based assignments, and 

collaborative projects. 

● Providing unique features (e.g., authentic e-learning activities) within the courses 

increases students’ commitment and participation. 

● Ensure that feedback is personalized and contextualized to stimulate students’ 

participation and engagement. 

● Facilitate learner-centered communities using group projects or collaborative study 

groups to encourage students’ participation and engagement. 

● Provide opportunities for students to contribute in discussion forums and blogs in 

order to sustain their motivation to participate and complete the course. 

Each of these elements is at least partially addressed by the Conversational Agent. The agent 

is not only a novel tool that catches student interest, but it is a method of increasing 

participation and in particular, collaboration amongst the students. The agent also serves the 

function of guiding student peer discussions and providing personalized feedback by actively 

participating in live conversations and providing both domain knowledge and pedagogical 

guidance for starting and maintaining a constructive academic exchange.  

Additionally, the Learning Analytics function also meets Pilli and Admiral’s (2017) advice 

to: 

● Provide opportunities for students to manage their own time in order to develop their 

intrinsic motivation and commitment to the course. 

Students can monitor their own learning progress and thus develop self-regulation skills by using 

the the analytics to compare their progress to the expected and typical progress. They can then 

adjust their time commitment accordingly. This also can contribute to student commitment as they 

are able to see their past investments and more accurately gage the effort, and resources needed to 

continue the course. 

3.1 A Timeline for MOOC Design 

Establishing a timeline for designing and developing the MOOC can follow along classic 

instructional design approaches, which entails setting the parameters, such as learning goals, and 

clarifying the target audience. With MOOCs affording a number of competencies, from expert 

knowledge on the domain, instructional design, technological support, and creating multimedia 

material, especially explanatory videos, human resources and equipment to realize a MOOC have 

to be identified well in advance in addition. MOOC design often starts out a year in advance to roll-

out depending on existing resources. For novice MOOC designers, selecting and familiarizing 

oneself with a MOOC platform and provider is a first step in addition to setting parameters, 

gathering resources, and putting together a MOOC team. Following a recommended timeline 

(Kruse & Schulze, 2016), at least half a year in advance, learning goals should be established, 
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course content should be organized - including creating slides and a video plan, and learning 

activities including assessments should be planned. At least four months prior to roll-out, 

promotional material should be created, filming should start, and the platform should be readied 

with tools for assessment and activities prepared. These activities and products (films, assessments, 

transcripts) should conclude at least two months prior to the starting date and promotion of the 

course should be intensified. One month prior, a quality assurance check should take place 

including a heavy duty technical test, any needed changes should be made, and promotion continue 

including sending out reminder emails and invites. 

3.2 Filming MOOC Videos 

Most MOOCs are heavily reliant on video recordings and there are numerous ways to style learning 

videos, including: speaking directly to the camera and superimposing images later, audio voice 

over of a slide presentation, presenting in front of a white board or tablet, animations, and screen 

capture. Other formats include interviews with experts or with clients as well as models of how to 

do a task in authentic environments. This depends on the set learning objectives - focus on skills 

versus focus on knowledge, for instance - and how appropriate a video style is for the chosen topic. 

While there is a notion of MOOC teachers having to live up to Hollywood standards, recordings 

with lower video quality may convey authenticity and have not been a cause of concern after all. 

The audio recording, however, should be of the highest possible quality - from clear and slow 

speaking to ideal recording equipment - and may be additionally supported by a full transcript, 

which - different from many face-to-face lectures - is recommendable for the actual taping anyway. 

There is large agreement on keeping video segments brief, i.e. not exceeding 10 minutes, for 

meeting learners’ interest and capacity, while the segments build up on each other. To break down 

the material into chunks that can be explained in five to ten minutes, learning objectives and course 

outline can be used for orientation. Visuals, such as slides or animation should correspond with the 

respective learning objectives. Minimalistic slides, with little text, work best as many students will 

view them in a reduced size and quality. Once the videos have been produced, they need to be made 

accessible to all students within the respective platform by including closed-captioning, alternate 

text for images, and making all materials available for download and use offline.  

The materials used in the videos or for download should be open source. Since MOOCs are open 

to anyone, many items that are available for classroom use at not available for use in a MOOC. 

This necessitates a check for the respective copyright status of all material that are to be used. 

Furthermore, functioning of links has to be checked for learners being able to download for offline 

viewing. 

3.3 E-Tutoring a MOOC 

Since students cannot ask questions in real time it is important to provide complete clarity within 

the MOOC. Beginning with, and constantly referring back to, a syllabus with a course outline can 

go a long way in keeping students informed. This document allows students to have the most 

important information gathered in one place. The syllabus should include the grading policy, 

deadlines, and course expectations. Activities should be prefaced with clear instructions as to the 

expectations for that particular activity and an explanation as to how this activity helps them meet 

learning goals. Navigation should be clear and easy to use allowing students to quickly reach the 

page or information they are looking for. Finally, students should have a set and easy way to reach 

out for help if needed, whether this is then the discussion board or help desk ticket. 

Likewise, course communication should be clear and may be planned ahead of time in spite of 

occurring mainly once the course has begun. 
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Email communication can be facilitated by an email distribution list, which can be produced from 

the registration information and used to keep in contact with students. Sending the following Emails 

is good standard in most MOOCs: 

● Course Reminder Email: sent at least one week before the course launch to build 

anticipation and excitement 

● Welcome Email: sent on the first day of course including an introduction to the course and 

the team. This is a good opportunity to gather data about participants in a short survey. 

This data can later be used to help learn about participants and measure the success of the 

course. 

● Weekly Updates: summarizing the most important information from the week and preview 

what is to come in the coming week 

● Course completion Email: summarizing the experience, thanking students for their 

participation and outlining next steps including a timeline for receiving certification if 

applicable. This is a good opportunity for a post-course survey to learn about the strengths 

and weaknesses of the course. 

Additional means of communication are the landing Page, which is the first page that students see 

when entering the course and it should be friendly, welcoming and most importantly informative, 

keeping students up to date with the latest course-related news and status reports.  

Furthermore, a discussion board is where students interact with each other and the instructor. The 

board should be clearly organized and tasks should be distributed. For example, answering 

logistical and technical questions could be separated from answering the content questions. 

Depending on the role of student interaction, rules of conduct should be presented, e.g., for how to 

constructively conduct a peer review, and an escalation plan should be made for what to do in the 

case of an offensive or inappropriate post. This plan should include how and to whom students can 

report such a post and what are the consequences for the student responsible for the posting. 

3.4 Evaluation and Quality Assurance 

MOOC evaluation is an integral part of the overall design process in building on the respective 

design models and criteria (see D1.3). In addition, MOOCs need to be reviewed along with a set of 

practical and technical aspect: 

● Review for Content: The instructor should be very familiar with the course material and 

review for any errors in content, including calculations and typos. The instructor should 

also make sure all complex terms are clearly defined and answers to questions are correctly 

coded. 

● Review of Platform functionality: A team member familiar with the platform should 

check to make sure all navigation functions work correctly, all links are live, all items are 

labeled, and assessments operate correctly. 

● Review for Grammar and Detail: Ideally completed by a native speaker of the course 

language. Identify and correct any typos, spelling/grammar errors, and check for consistent 

formatting. 

● Review for Accessibility: Ideally completed by a team member who is NOT a native 

speaker of the course language. Identify and clarify any idioms or vocabulary that is 

unlikely to be familiar to international students, and check to make sure basic 

accommodations such as closed captioning and alternate image text function properly.  

To assure quality, at least one beta tester should be established to review the course from the student 

perspective in its entirety. With MOOC platforms having different server requirements, this should 

extend to and include loading times in addition to the criteria mentioned above. 
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4 Good Practice MOOC Repository 

To illustrate good practice, some MOOCs will be presented in homogeneous form allowing for 

comparison of MOOC success factors and dependencies. This repository will grow in respect of 

the MOOCs that are to be designed within the colMOOC project or any other MOOC. In addition, 

further repositories, platforms, and major MOOC providers will be outlined within the repository. 

The repository opens by looking at a Greek MOOC provider, Open Courses, which is commonly 

used in higher educational institutions. Then five individual MOOCs are described with respect to 

their target audience, instructional design and participation numbers.  

4.1 Open Courses in Greek Academia (MOOC provider) 

4.1.1 Short description and picture 

Most of the Greek higher education institutes (HEI) - universities and technological education 

institutes - have launched projects for developing open courses, which are funded by the Greek 

Ministry of Education in the context of the operational program “Life Long Learning”, co-financed 

by Greece and the European Union. After three years of development, more than 3.500 high quality 

Open Courses with common specifications from 25 HEIs are available at the national portal 

developed for the open courses, all available to the general public.  

 

Figure 1: Homescreen of the Open Courses website 

(http://opencourses.gr/index.xhtml?ln=en) 

Presently, the open courses account for more than the 7% of all the courses taught at Greek HEI, 

covering a wide range of topics. The most covered subjects are Natural Sciences (25,99%), 

Humanities and Arts (14,88%), Engineering and Technology (14,67%), Social Sciences (13,97%), 

Medicine and Health Professions (6,16%), Agricultural Sciences (1,52%). 
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Figure 2: Distribution of the Open Courses topic categories 

In addition to the HEI’s Open Courses projects, the horizontal project “Central Repository of Greek 

Open Courses” has been launched at national level - carried out by the Greek Academic Network 

(GUnet), a non-profit organization formed by the Greek HEI, in order to coordinate and support 

the aforementioned HEI projects in developing and providing open academic courses. The main 

target of the horizontal project was to develop, and make available to the public, a National Open 

Courses Search (NOCS) portal as a means for searching centrally the open courses provided by the 

Greek HEIs. The NOCS collects metadata, by exploiting the Open Archives Initiative Protocol for 

Metadata Harvesting (OAI-PMH), about the available open courses from all digital infrastructures 

of the Greek HEIs, that is, the institutional Learning Management Systems (LMS). Any internet 

user may browse courses of their interest per institute and per subject area or search them by using 

“key-words”. The results are information and links of open courses that fulfil the search criteria. 

The NOCS does not host content only metadata, redirects the users to the institutional LMSs. 

The majority of the Greek HEIs are using the Open eClass platform as its institutional LMS 

platform. Open eClass is an open source multilingual LMS being developed and supported by 

GUnet since 2003. The Open eClass platform is characterized by its friendly user interface as well 

as its capability of serving a large number of users. Its friendliness, intuitive UI, short learning 

curve, and constant support by GUnet have strongly contributed to the formation of a strong culture 

on creating online courses by the Greek academic community during the last decade. The Open 

eClass platform plays a key role in the Greek Open Courses project. It is the core infrastructure for 

organizing and presenting the educational material into open courses, following the proposed Open 

Courses’ instructional design. Additionally, it communicates the Open Courses’ metadata to the 

NOCS portal through a standardized API, making them available for search. 

Nowadays, the video constitutes a major type of educational resources. MOOCs are based on 

multimedia collections that include the video, audio and slides of the instructor(s). The developed 

Greek Open Courses are in line with this trend, so a large number of them (1100 of 3500) include 

educational videos, such as video lectures. More than 20.000 video files have been produced in the 

context of the Open Courses. 
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The need for a platform capable of hosting, processing (online), managing and publishing this large 

number of videos is obvious. Therefore, GUnet has designed and developed the OpenDelos 

platform, a rich media and lecture platform for Education. The majority of the Greek HEI have 

installed the OpenDelos platform for hosting its video, more than 20.000 video files are hosted via 

all the installed OpenDelos platforms. 

Links: http://project.opencourses.gr , http://opencourses.gr 

4.1.2 Target groups 

Anyone can attend the Open Courses. Students and graduates, pupils, researchers, professionals, 

lifelong learners and whoever wishes to extend or renew their knowledge. The main target group 

are the students and graduates.  

4.1.3 Instructional design idea 

Based on their educational content, the open courses are classified in three different categories: 

● Α- courses: provide the learner with course description and goals, keywords and glossary 

terms, educational material organized in course units, notes or/ and presentation slides, 

bibliography 

● A courses: in addition to A- provide podcasts synced to presentation slides 

● A+ courses: in addition to A- provide exercises and quizzes, digital resources and 

multimedia educational material 

Please note that only A+ courses include video lectures as part of the educational material. 

 

Figure 3: Classification of the Open Courses 

The following table shows the minimum specifications required per open course category: 

http://project.opencourses.gr/
http://opencourses.gr/
http://opencourses.gr/
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4.1.4 Participation numbers 

Users/ Unique visits 

Since the users do not have to be registered in order to attend an open course, there are no data 

regarding the numbers of the enrolled users. In order to estimate the number of visitors, web 

analytics are used. 

The National Open Courses Search (NOCS) portal has 310.000 unique visitors from 1.1.2015 until 

15.3.2018. The number of visits in the universities’ open courses platforms is estimated to be over 

than 400.000 visits per month. For instance, the unique visits to the Open Courses platform of 

Aristotle University of Thessaloniki were between (opencourses.auth.gr: 326 Open Courses) 

80.000 and 160.000 per month for the time period Jan 2016 – Aug 2016. The same number for the 

National and Kapodistrian University of Athens were between 70.000 and 90.000 per month. 

 

Figure 4: Visits in opencourses.auth.gr 
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Figure 5: Visits in opencourses.uoa.gr 

  

Faculty and technical staff 

More than 500 technical staff have collaborated with more than 3600 faculty staff members (more 

than 15% of all members) in order to develop them.  

 

4.2 Financial Language Translation 

4.2.1 Short description and picture 

The course entitled “Por los mares de la traducción económico-financiera (EN-ES)” (Sailing the 

sea of economics and financial translation) is devoted to the translation from English to Spanish 

of texts in the business domain. It is offered in Canvas Network by the University of Valladolid 

(Spain), and the instructional language is Spanish, though students need to have a proficient level 

in common English. 

Of particular note is the instructional design which the instructor (a teacher of the Faculty of 

Translation specialized in the financial domain) and researchers in the TEL domain from the GSIC 

group in the same university, collaborated to produce. They aimed to introduce in the learning 

design collaborative learning practices and gamification (see below). 

  

 

Figure 6: Main screen of the course on financial language translation, and 

leaderboard of badges  

4.2.2 Target groups 

This MOOC is aimed mostly at native Spanish speakers that need to accurately translate (i.e. not 

just understand) texts from English into Spanish in a financial context, for example, to translate the 

contract of a lease or an acquisition. Therefore, prospective users are current employees of 

multinational enterprises or those with a relevant international presence, but also professional 
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translators that want to specialize in this particular domain. Besides them, students in Economics, 

Business and Translation faculties that want to complement the education from their institution are 

also targeted. In fact, current higher education students comprised the largest activity group during 

the first run of the course. 

4.2.3 Instructional design idea 

Before starting, one introductory module presents the platform and request students to know each 

other in forums on the platform or via external tools (Twitter and Facebook). After that, the course 

comprises seven weeks of content and activities. Each week has three videos: introductory, that 

explains the activities to carry out; main content of the module; and a concluding review video. 

Furthermore, there are some contents delivered as PDF documents. Concerning the activities, 

students have to build up a community glossary, they have to perform two key term extraction 

activities and some short text translations from English to Spanish. Forums are used often, both 

specific ones created in each module, and a general off-topic forum available all along. 

The main pedagogical innovations in this course involve: 

● Use of collaborative learning: Two-term extraction activities were performed 

collaboratively in teams of 6 students during the fourth and the sixth weeks. To do so, 

students should discuss, in a dedicated group forum, which terms in some provided 

financial texts they found more relevant, why, and what was their proposed translation. 

The team should also choose a spokesperson who was in charge to submit the team 

proposal. When they reached an agreement (and before the deadline) the spokesperson 

should submit their team glossary proposal. The artifact produced was then peer reviewed 

by students in other groups using a rubric. Both participating in the term extraction and 

performing the peer review was mandatory to achieve the certification. 

● Automatic creation of collaborative teams using criteria: The teams of students needed to 

carry out the collaborative assignments were created using a novel criteria-based grouping 

tool.  To do so, students’ activity traces were collected from the platform analytics and then 

used to estimate the students’ engagement level. The grouping approach used in this course 

required homogeneity among the members of a team in terms of their engagement in the 

course. This approach was implemented using different degrees of homogeneity for the 

two collaborative term extractions. The results indicate that the groups formed with a 

greater degree of homogeneity had higher rates of task-completion, peer interactions, and 

satisfaction with their group experiences. This result was more noticeable in the second 

activity, were the engagement indicators used to form the teams had become more stable. 

● Use of gamification: several activities (most related to learning, but also some related to 

the social presence) were rewarded with badges. Some of the badges were very easy to 

achieve, while others required a more active engagement in several types of activities. In 

some cases, variants of the badges (e.g. gold, silver, bronze) were defined to foster students 

to go a bit further. Special attention was given to reward the contributions to the group 

activities. There was a leaderboard where students would see their level of achievement. 

Claiming the badges was optional for the students, not to bother those who were not 

interested in gamification during their regular learning process. 

4.2.4 Participation numbers 

The first run took place in February-March 2017. Total number of enrolled students was 1031, of 

whom 137 completed the course and requested a certificate (a few more did all the activities but 

did not request a certificate). The second run began in March 2018 with more than 920 registered 

students.  



D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 31 

4.3 Innovative Collaborative Learning with ICT 

4.3.1 Short description and picture 

Designing and implementing collaborative learning with ICT is a challenge for in-service teachers 

in face to face and online contexts. It requires a good understanding of social learning and hands-

on experience with relevant collaborative learning practices and ICT tools. This MOOC was aimed 

at Spanish and English speakers. It is offered in Canvas Network by the University of Valladolid 

and the University Pompeu Fabra. 

The MOOC was offered in both English and Spanish languages, and it was carried out by 4 

instructors from both universities. It is worth noticing that during the preparation and the enactment 

of the course researchers from both Universities collaborated to introduce the learning design 

gamification and automatic procedures to group students and foster their collaboration in specific 

activities within the course. 

The course objectives were the following:  

● To know and apply well-known strategies for structuring Collaborative Learning 

situations. 

● To design “non-trivial” Collaborative Learning situations with the help of purpose-specific 

ICT tools. 

○ Beyond the use of a discussion forum or the collaborative writing of reports. 

○ Design support tool: INTEGRATED LEARNING DESIGN ENVIRONMENT 

(ILDE). 

●  To implement (and test) Collaborative Learning situations using existing ICT tools 

o   Virtual Learning Environments (e.g., Moodle). 

o   Web 2.0 tools (e.g., Google Drive). 

● To reflect and discuss the barriers and emerging problems that arise when trying to apply 

Collaborative Learning strategies using ICT tools. 

4.3.2 Target groups 

This course targets pre- or in-service Secondary and Higher Education Teachers, as well as teachers 

from other education levels (e.g., Primary Education, Vocational Training, Adult Education, etc.) 

who are interested in learning how to design and implement collaborative learning activities with 

the use of ICT as part of their everyday practice. 

4.3.3 Instructional design idea 

Before starting, one introductory module presents the platform and request students to know each 

other in forums in the platform or via external tools (Twitter). Likewise, the course comprises five 

weeks of content modules and activities that are grouped in the following topics: 

● Introduction to collaborative learning 

● Benefits and problems of collaborative learning 

● Planning for “good” collaborative interactions 

● Designing collaborative learning 

● Structuring collaborative learning flow with patterns 

● Collaborative Learning and ICT for students 

● Collaboration and ICT for teachers 
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● Designing and implementing collaborative learning with ICT using ILDE 

The MOOC has 8 videos: some of them are introductory and explain the activities to carry out 

meanwhile others emphasize the theoretical aspects of each module. 13 mandatory assignments 

and 5 optative activities are distributed across modules. During the course, students were able to 

collect up to ten badges associated with optional tasks (e.g. earn a medal introducing themselves in 

the General Module of week 0).  Besides, students were able to achieve more badges if they 

correctly answered the optional quizzes placed at the end of each learning module. According to 

the activities, students were able to collaborate through different digital channels, improve their 

skills designing collaborative educational activities with the support of ICT as well as identifying 

the affordances of digital technologies according to a particular learning context. 

The main pedagogical innovations of this course involved:  

● Use of collaborative learning: In the activity “collaborative learning and ICT for students” 

the instructors asked students to investigate and test individually and in groups different 

web 2.0 tools that could fit better to enrich a proposed learning scenario. Besides, students 

in groups of five people should explicit their position on how a particular ICT tool can be 

employed to enriched the aforementioned scenario, then reach a consensus, and finally 

present it as a group proposal by means of a spokesperson chosen by the group. The 

requirements selected by the teachers to create the groups for the activity included three 

levels of priorities and used both static (i.e., collected from a survey) and dynamic (i.e., 

gathered from the platform analytics) data as grouping criteria. These criteria were meant 

to be applied to require homogeneity in some levels and heterogeneity in others. First, two 

sets of static student features from the welcome survey were used: the language and the 

preferred days to work in the course. They were applied to obtain homogeneous cohorts. 

Then, dynamic data about students’ engagement levels (i.e., number of page views, number 

of posted messages in forums, number of submitted assignments) were applied as criteria 

to obtain heterogeneous groups in this regard (i.e., engagement level).  Finally, as a third 

priority level of criteria, five static student features gathered from the welcome survey (i.e., 

ICT experience, ICT attitude, CL experience, CL attitude and knowledge domain) were 

used looking for heterogeneity among teammates. This explorative study contributed to 

minimizing the potential risks that exist when collaborative learning is promoted at a 

massive scale. 

● Use of gamification: apart from the social forum (that was gamified when students 

introduce themselves at the beginning of the course), 7 quizzes were gamified with badges 

along the different weeks of the course. Badges were issued when students achieved 100% 

in such quizzes (5 questions related to the module content). Different difficulty levels were 

assigned to the quizzes (i.e., some quizzes had a timer, a surprise factor as well as a 

different number of attempts). Also, two quizzes were configured to be answered in groups. 

In this way, teachers tried to motivate students to participate in social discussions with 

peers (i.e., a student earned a medal just if he/she got involved in the discussion with their 

group members and correctly answered the collaborative quiz questions). Claiming the 

badges was an option for the students, not to bother those who were not interested in 

gamification during their regular learning process. 

4.3.4 Participation numbers 

The first run took place in June-July, 2017 (5 weeks). The total number of enrolled students was 

759, of whom 29 completed the course and requested a certificate. The workload for the students 

was 3 hours/week. 
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4.4 Applied Linguistics to Foreign Language Teaching and Learning 

4.4.1 Short description and picture 

The overall purpose of this course is to provide course participants with awareness, knowledge and 

skills related to the teaching and learning of languages, particularly to English as a foreign language 

in Greece as a member state of the European Union. Therefore, European language education 

policies and recommendations are taken into serious account (See Figure 7). The course can be 

accessed at: http://opencourses.uoa.gr/courses/ENL5/ 

 

The course objectives are the following. 

● To demonstrate the relationships between theory and practice so that course participants 

may understand the underlying rationale of mainstream and alternative foreign language 

pedagogy. 

● To introduce course participants to theories of language and theories of language learning 

which have influenced the development of current thought regarding foreign language 

teaching and learning practices and approaches to curriculum/syllabus design, to materials 

development and to the development of tools for the assessment of linguistic and 

communicative competence. 

● To familiarize them with curriculum/syllabus documents for the teaching of English in 

Greek schools, with the national curricula for languages in other member states and with 

European language curricula guidelines. 

● To enable them to evaluate teaching/learning approaches and methodology in relation to 

the pedagogic, the political and the social goals that these fulfill. 

● To enable them to assess pedagogic aims and suggested classroom practices in connection 

with educational and language policy aims. 

● To build a framework for conceptualizing approaches to language teaching and learning 

that serve the needs of their prospective students operating in particular sociocultural 

contexts. 

● To introduce them to recent methodological approaches to the teaching of English as a 

foreign language including experiential learning, differentiated instruction, etc. 

http://opencourses.uoa.gr/courses/ENL5/
http://opencourses.uoa.gr/courses/ENL5/
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Figure 7: Welcome Screen for Applied Linguistics to Foreign Language Teaching and 

Learning 

4.4.2 Target groups 

Anyone can attend this course. Students and graduates, pupils, researchers, professionals, lifelong 

learners and whoever wishes to extend or renew their knowledge. Naturally the main target group 

is students and graduates of Foreign Language Departments, in particular of the Faculties of English 

Language and Literature. 

4.4.3 Instructional design idea 

The open course is not part of any distance learning program. The open course provides the learner 

with course description and goals, keywords and glossary terms, educational material organized in 

course units, notes or/ and presentation slides, bibliography. Additionally, the course provides 

exercises and quizzes, digital resources and multimedia educational material, which is video of the 

lectures synchronized with the slides. No further tutorial support is offered, and no training 

certificate is provided. 

4.4.4 Participation numbers 

Since the users do not have to be registered in order to attend an open course, there are no data 

regarding the numbers of the enrolled users. However, there are statistics regarding the number of 

unique visits and hits, which for the specific courses are: Num. of Visits:  6853, Num. of Hits:  

31430. 

http://opencourses.uoa.gr/courses/ENL5/
http://opencourses.uoa.gr/courses/ENL5/


D1.1: MOOCs Analysis 

colMOOC – Project Number: 588438-EPP-1-2017-1-EL-EPPKA2-KA 35 

4.5 Introduction to Programming with Python  

4.5.1 Short description and picture 

The objective of this MOOC is to introduce learners in the key constructs and techniques of 

programming using the popular Python programming language. After attending the course learners 

should develop both conceptual understanding and programming skills regarding the basic 

techniques and algorithms of Python-based programming. More analytically the course learning 

objectives are as follows:  

● Introduce learners to fundamental Python programming techniques, such as: language 

execution model, variables and flow control commands, Python fundamental data 

structures (that is, lists and dictionaries), functions, file management.   

● Help learners develop introductory Python programming skills by writing code to solve 

programming exercises and mini-projects.  

The MOOC is offered by the “Life-Long Learning Center” of the Aristotle University of 

Thessaloniki, Greece (AUTH) as a course aiming to enhance the programming competence of the 

enrolled participants. It lasts 6 weeks and the learners’ working load is 2 ECTS. The course is 

available through the Open edX platform maintained by Coursity (http://www.coursity.gr/) which 

is a Greek SME (Small Medium Enterprise) specializing at MOOCs support and deployment.   

The course has been designed and developed as a typical xMOOC including a series of video-

presentations of programming techniques (presented mainly as on-screen captures of the instructor 

writing and explaining the programming techniques, see figure 8.1 below). These video-

presentations are interspersed with closed type questions guiding learners to review key aspects of 

the video presented material (see figure 8.2 below). Moreover, at the end of each week the learners 

are requested to: a) answer a short ‘Code Quiz’ where they write code as answers to questions 

(instead of selecting the answer as in a typical closed type question), and b) develop and submit the 

code for two exercises constituting their weekly ‘mini-project’.  

  

Figure 8.1: Sample video-presentation screen. Both lecturing notes (slides) and Python 

programming environment (IDLE) are most of the time visible to learners during 

presentations.  

 

http://www.coursity.gr/
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Figure 8.2: Multiple-choice questions screens typically follow video-presentations.   

4.5.2 Target groups 

This MOOC is freely available for anyone to attend. The main target group are students and 

graduates of Science and Engineering Schools who are interested in learning and using the Python 

language in their study projects. 

4.5.3 Instructional design idea 

As explained, the MOOC has been designed following the xMOOC format, that is, as a series of 

video-based tutorials accompanied by appropriate educational material, such as presentation slides, 

bibliography, quizzes, and programming exercises.  

To support learners’ interaction forums has been used. Each week one new forum is available for 

learners to discuss issues of this specific week material and exercises. Forums has been used by 

learners to ask help and certain of them (those most competent) have consistently been offering 

help by answering the questions of their classmates. The instructor also, attended the discussions 

in forums and intervened whenever appropriate to support learners by providing constructive 

support (through reflection, further analysis and thought re-directions). Although the learners were 

encouraged to use the forum and ask for support at the same time they were instructed not to reveal 

answers to their co-learners asking for help but only try to provide the same kind of constructive 

support as the instructor.  

4.5.4 Participation numbers and accreditation 

This MOOC is not part of any distance learning program. It is offered twice a year (spring and 

autumn version) and is freely available to attend apart for those asking for accreditation who have 

to pay a small fee. To earn an accreditation interested learners have to successfully answer all tests 

in the course (closed type questions, code quizzes and mini-projects for each week) with a success 

rate of at least 60%. So far (March 2018), the MOOC has been offered twice with student enrolment 

numbers as follows: a) Spring-2017: enrolled 743, accredited: 110, b) Autumn-2017: enrolled 3590, 

accredited: 564. 

http://opencourses.uoa.gr/courses/ENL5/
http://opencourses.uoa.gr/courses/ENL5/
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4.6 Introduction to Business Intelligence and Big Data  

4.6.1 Short description and picture 

The MOOC “Introducción al Business Intelligence y al Big Data” (Introduction to Business 

Intelligence and Big Data)1 is offered by the Universitat Oberta de Catalunya (UOC) through 

MiriadaX owned by Teléfonica Educación Digital (TED). It is delivered in Spanish annually and 

currently is in its 4th edition. The objective of the course is to present the main architectures and 

methodologies of Business Intelligence as well as the main trends of Big Data in the area of 

Business Intelligence. The MOOC issues certificates and badges for participating and passing the 

course (Figure 9). 

 
Figure 9: Presentation of the MOOC “Introduction to Business Intelligence and Big 

Data”. 

 

The course of 5 weeks (20 hours of study) is designed as a regular xMOOC. It is formed by 5 

teaching modules to be completed one per week with no compulsory previous knowledge and it is 

coordinated and instructed by a team of several instructors from UOC (Figure 10). 

 

                                                      

1  Web page of the MOOC “Introducción al Business Intelligence y al Big Data”: 

https://miriadax.net/web/introduccion-al-business-intelligence-y-al-big-data-4-edicion-

_201711241034 
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Figure 10: Overview of the course’s organization and the teaching team. 

 

4.6.2 Target groups 

The MOOC is open and available to everyone interested in the topics of Business Intelligence and 

Big Data. Specific target groups include professionals, companies and institutions that need to 

incorporate intelligence into their organizational and decisional processes, which implies to use 

business analytics (clustering and classification) and smart big data tools. 

4.6.1 Instructional design idea 

As a regular xMOOC, this MOOC is designed to include teaching modules made up of video-

lectures accompanied with PDF materials and self-assessment tests as well as a general discussion 

forum to share questions and comments among the participants and the instructors. 

The 5 teaching modules of the course are structured into sections, each supported by a video-lecture 

and complementary PDF material devoted to a specific topic (Figure 11). Even though a new 

module starts at the beginning of a new week, previous modules are still available so that students 

can personalize their study plan. The only mandatory deadline is the last day of the course when 

all the modules and the corresponding tests have to be completed in order for the student to receive 

a free certificate of completion of the course. 
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Figure 11: A video-lecture with complementary teaching material in PDF format. 

 

The self-assessment tests with closed type questions are mandatory and come after each section of 

the module. The rule to pass each test and move to the next part of the material is to correctly 

answer at least half of the 10 questions of the test (50 points out of 100). If failing, there are 5 

opportunities to pass the test, otherwise the student is blocked and cannot complete the course.  

Each test question of the test is formed by 4 possible answers where only one is correct. After a test 

is completed, the correct and wrong answers as well as the overall test results pop up. Overall, the 

test results serve for students as cognitive feedback and to review their knowledge on key aspects 

of the material (Figure 12). 
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Figure 12: A self-assessment test and the result achieved after running the test. 

 

A main instructional support is a discussion forum integrated into the MOOC (Figure 13). The 

forum can be participated by all the students and instructors to share questions and comments on 

the course. For effective organization, the forum is at first level structured into five threads 

corresponding with the five teaching modules. At second level, each thread can be also structured 

into several sub-threads about the specific sections and topics of the corresponding teaching 

module. These sub-threads can be open by anyone interested in starting a new discussion, thus 

focusing on specific questions and issues of the module. Finally, there is an extra thread for the 

instructors to make important announces about the course (e.g. start of a new module, questions of 

general interest, additional material to study, etc.).   
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Figure 13: An overview of the MOOC forum with several discussion threads running. 

4.6.2 Participation numbers and accreditation 

The MOOC “Introduction to Business Intelligence and Big Data” is delivered once a year during 

spring and currently it is in the 4th edition. Next table shows the participation numbers of all the 

editions delivered so far: 

Edition 

(Year) Registered Started Ended 

% 

Started 

% Ended from 

Registered 

% Ended 

from Started 

1st (2015) 18268 15810 2570 86,54% 14,07% 16,26% 

2nd (2016) 31283 20746 5256 66,32% 16,80% 25,34% 

3rd (2017) 9799 6367 1487 64,98% 15,18% 23,35% 

4th (2017) 10897 6086 1376 55,85% 12,63% 22,61% 

Those students ending the course and passing a minimum of 75% of the evaluation activities receive 

a free certificate issued by MiriadaX. Optionally, a paid certificate can be earned by MiriadaX by 
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those students who pass 100% of the evaluation activities of the course (see the certificates at the 

bottom part of Figure 9 above)2. 

 

4.7 Introduction to Gamification through Practical Cases  

4.7.1 Short description and picture 

The MOOC “Introducción a la gamificación a través de casos prácticos” (Introduction to 

Gamification through practical cases)3 is offered in Spanish by the Universitat Oberta de Catalunya 

(UOC) through MiriadaX owned by Teléfonica Educación Digital (TED). Currently, 2 editions of 

the MOOC have been delivered (starting in September 2017 and February 2018). The objective of 

the course is to provide theoretical and practical approaches and tools to get introduced to the 

gamification field (Figure 14).  

 

 
Figure 14: Presentation of the MOOC “Introduction to Gamification through practical cases”. 

                                                      

2 These certificates do not constitute a diploma or official title, neither guarantee the realization of the courses 

by the physical person who can correspond with the names and surnames of the user registered in Miriadax 

platform that make the courses. 
3  Web page of the MOOC “Introducción a la gamificación a través de casos prácticos”: 

https://miriadax.net/web/introduccion-a-la-gamificacion-a-traves-de-casos-practicos-2-edicion- 
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The course of 5 weeks (20 hours of study) is designed as a regular xMOOC. It is formed by 4 

teaching modules (plus an initial welcome module) to be completed one per week with no 

compulsory previous knowledge. It is coordinated and instructed by a team of 3 instructors from 

UOC (Figure 15). 

 

 
Figure 15: Overview of the course’s organization and the teaching team. 

4.7.2 Target groups 

The MOOC is open and freely available to everyone interested in gamification applied to many 

fields. Specific target groups include professionals, companies and institutions from education and 

health that need to incorporate gamification strategies in their internal processes. 

4.7.3 Instructional design idea 

As a regular xMOOC, this MOOC is designed to include teaching modules, each made up of video-

lectures accompanied with a final self-assessment test as well as a general discussion forum to share 

questions and comments among the participants and the instructors. 

The 4 teaching modules of the course are structured into several sections, each supported by a 

video-lecture and complementary teaching material devoted to both summarize the lecture into key 

points and go deeper to specific aspects (Figure 16). Even though a new module starts at the 

beginning of a new week, previous modules are still available so that students can personalize their 

study plan. The only mandatory deadline is the last day of the course when all the modules and the 

corresponding tests have to be completed in order for the student to receive a certificate of 

completion of the course. 
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Figure 16: A video-lecture with complementary teaching material. 

 

The self-assessment tests with closed type questions are mandatory and come at the end of the 

module. The rule to pass each test and move to the next part of the material is to correctly answer 

at least half of the 10 questions of the test (50 points out of 100). If failing, there are 5 opportunities 

to pass the test, otherwise, the student is blocked and cannot complete the course.  

Each question of the test is formed by 4 answers where only one is correct. After a test is completed, 

the correct and wrong answers, as well as the overall test results, pop up. Overall, the test results 

serve for students as cognitive feedback and to review their knowledge on key aspects of the 

material (similar to Figure 12 above). Evaluation of each of the 4 tests weights 25% of the overall 

mandatory evaluation of the course. Optionally, practical activities involving developments with a 

real tool called Habitica are evaluated by peers (peer to peer assessment) at the end of each module. 

This same tool also serves as a gamified strategy for the students to get motivate and engaged in 

the MOOC. These optional activities must be submitted by a certain deadline in order to be 

evaluated by peers. 

A main instructional support is a discussion forum integrated into the MOOC (similar to Figure 13 

above). The forum can be participated by all the students and instructors to share questions and 

comments on the course. For effective organization, the forum is at the first level structured into 

five threads corresponding with the five teaching modules. At the second level, each thread can be 

also structured into several sub-threads about the specific sections and topics of the corresponding 

teaching module. These sub-threads can be open by anyone interested in starting a new discussion, 

thus focusing on specific questions and issues of the module. Finally, there is an extra thread for 

the instructors to make important announces about the course (e.g. start of a new module, questions 

of general interest, additional material to study, etc.).   

https://habitica.com/static/home
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4.7.4 Participation numbers and accreditation 

This MOOC does not belong to any academic program and is freely available. The second edition 

just finished at the time of this writing (March 2018) with 5,060 students enrolled and 488 ending 

the course (9.6% completion rate) while the first edition finished in October 2017 with 6,442 

students enrolled and only 54 ending the course (0,8% completion rate). Those students completing 

the course (passing at least 75% of the mandatory evaluation activities) received a free certificate 

issued by MiriadaX. 
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5 Conclusion 

The deliverable sets out to provide a comprehensive overview of the current research and practices 

in MOOCs and to serve as a foundation for future project work. The document provides a insight 

into current MOOC research, and practices, a brief overview of the process of producing and 

implementing a MOOC, and provides examples of MOOC courses that use innovative instructional 

design. The guidelines provided within this deliverable provide a starting point for the production 

of project-based MOOCs. Additionally, the MOOC repository is a continuously growing resource 

that can be supplemented with new examples and updated information about the existing courses 

as information becomes available. It also serves the basis of future work that will include a 

repository of MOOC designs and learning activities that will be developed for use within the 

project.  Finally, deliverable 1.1 is complemented by deliverable 1.2, which provides a detailed 

examination of the literature and project practices regarding Learning Analytics and Conversational 

Agents. 
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