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Abstract—Blended learning based on MOOCs (b-MOOC) has become a 

new and wide-spread approach to combining internet technologies with face-to-

face instruction in higher education. In the implementation of b-MOOCs, learn-

ing support or scaffolding proves to be essential and determines to some extent 

the success of blended learning, while available literature shows lack of re-

search on it. Aiming at exploring a feasible learning support approach for b-

MOOCs in practice, this study constructed a support framework with four key 

elements of resources (R), interaction (I), strategy (S) and evaluation (E) sup-

port, briefed as RISE, and implemented it in the Business English course in a 

Chinese university. A survey and semi-structured interview were conducted to 

make clear its effects, the perceptions and expectations of students. It shows 

that the RISE support initiative got wide recognition and resulted in various im-

provements, promoting learning autonomy, improving learning strategy, in-

creasing interaction and time devoted. As to suggestions, more targeted and 

higher degree of support is expected by learners and they show preference for 

face-to-face instruction and suggestion is raised that the proportion of face-to-

face section should be no less than the online part. The results of this study may 

offer practical reference in b-MOOC design about how to support learning pro-

cess of students and what components and methods are effective. 

Keywords—B-MOOC, learning support, perception, RISE framework 

1 Introduction 

The explosive development of internet information and communication technolo-

gies is transforming the world. In the higher education context, blended learning (BL), 

as an approach integrating online learning and face-to-face interaction, proves to be 

an effective and low-risk strategy for meeting the challenge of the transformational 

changes that technological developments bring to higher education [1-2]. It is de-

scribed as the “new normal”, the “future” of education and in practice it got widely 

used and explored in recent decades. The explorations to pursue appropriate design 

and satisfactory outcome never stop and even appear to proliferate over time, espe-

cially when new forms of BL emerge. 
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1.1 B-MOOC, a new and wide-spread BL approach 

2008 saw the offering of the first MOOC (massive open online courses), which is 

defined as online course predominantly produced by elite university with the promise 

of providing free high-quality education to an unlimited number of learners [3]. Char-

acterized as an approach of anytime, anywhere learning, MOOCs offered students the 

opportunity to complete their studies at their own pace [4]. In the initial stage, 

MOOCs were classified into x-MOOCs and c-MOOCs, with the former focusing on 

knowledge duplication [5], and the latter on knowledge creation. x-MOOCs and c-

MOOCs got limited research attention and the situation became totally different with 

the emergence of another type, the b-MOOCs.  

In 2014, Harvard university initiated the practice of combining MOOCs with cam-

pus face-to-face learning activities, which started a brand new and popular approach 

[6]. The BL approach based on the digital media consisting of MOOCs is known as 

blended MOOCs (b-MOOCs), also referred to as “blended MOOC 3.0” or “distribut-

ed flip” model [7]. b-MOOCs can bring together the respective benefits of online 

learning and face-to-face interaction, lead to student-centered learning, and resolve 

existing problems of lack of effective communication and high dropping-out rate of 

MOOCs [8]. In order to adapt to the new approach, especially the classroom compo-

nent, the scope of MOOC also changed slightly, from massive audience to limited or 

small recipients, or targeting both a group of enrolled students on campus and global 

participants [9]. 

1.2 Learning support, an essential element of b-MOOCs  

For instructors and researchers, in the process of implementing the new learning 

paradigm of b-MOOCs, some common and recognized principles should be followed. 

A key principle is that they need to shift their emphasis from delivering knowledge to 

unpacking the content for deeper levels of learning [10]. The evolved design of BL 

appears to be the essential issue, which streams instruction to be learner-centered 

instead of being teacher-centered, with teachers’ role transforming from lecturers to 

learning promoters or facilitators, urging students to get engaged in their learning, and 

at the same time offering support and encouragement to them [11]. Graham et al sug-

gested a BL framework with three crucial elements, strategy, structure and support 

[12]. As stated in [13], successful BL requires a well-devised plan that must include a 

theoretically sound instructional model, high-quality faculty development, course 

development assistance, learner support systems, and on-going formative and summa-

tive assessment plans. Informed by these research findings, support proves to be an 

essential element in BL design [14].  

For learners, the complicated learning experience of pursuing knowledge and com-

petency acquisition back and forth between the two worlds of online learning and 

campus learning does constitute challenge and calls for particular strategy and skills 

[15]. It requires them to be responsible for their learning and adapt to the new para-

digm. Therefore, learning support becomes essential in meeting the needs and solving 

the problems of learners. It is found that graduate students preferred BL to face-to-
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face instruction due to extra support from instructors [16]. On the other hand, BL does 

not naturally translate into necessary and appropriate support. Some reports showed 

that one of the major reasons for many students’ dislike of or even dropping out of BL 

course lies in insufficient support or scaffolding available [17-18]. Low degree of 

support might lead to low engagement and experience of frustration [19].  

Despite the significant role of learning support in BL design and for learners, it is 

insufficiently investigated, let alone in the b-MOOC setting. As stated in [20], the 

literature review listed top ten research topics on BL, including instructional design, 

attitude, exploration, learning achievement, comparison, technology, interaction, de-

mography and career development. Learning support was not among them and was 

hardly mentioned in the reviewed articles [21]. The available limited research on 

support are mainly about institutional support for course redesign and planning, on 

technical support and on support for teachers [1] [12] [22]. Therefore, there needs to 

be adequate and in-depth research on learning support to facilitate learning achieve-

ment and success, and to offer reference and guideline for instructional practice, par-

ticularly in the MOOC-based BL setting [22]. 

1.3 RISE learning support framework  

In order to explore the learning support in b-MOOC, this study tries to construct a 

learning support framework and test its effects. Previous researches explored the  

principle, content, method and media of learning support [23-24], which offered 

foundation for the establishment of support framework of this study. As stated in [25], 

learning support refers to all those measures taken by facilitators to encourage and 

enhance learning. To be specific, it may include meeting all the needs learners may 

have, covering preparatory tests, study skills, access to seminars and tutorials, and so 

on. These support measures are adopted online and offline, among students, teachers 

and content, connecting and bridging those pairs or elements [26]. As stated in [24], 

in the BL context learning support plays an essential role and it should be cognitive, 

emotional and systematic. As to the elements of learning support, there are three  

aspects, including support for digital competency of students, support for interaction, 

both online and in classroom, and offering feedback to support learning [27]. As  

stated in [28], support encompasses several aspects, including offering challenge, 

feedback and encouragement, providing instruction and help in task performance, 

presenting clear expectations and guidelines. Support can be offered through a variety 

of media or methods, for instance, instant messaging, email, telephone, or web-based 

tutorials and materials [29].  

Informed by the previous studies and to explore an approach to learning support, 

this study constructs a framework of learning support in the MOOC-based BL  

context. It consists of 4 elements: resources support (R), interaction support (I),  

strategy support (S) and evaluation support (E), briefed as RISE hereinafter.  

Resources support. Resources act as the major source of support for learning. In the 

b-MOOC course, learners’ learning activity depends mainly on the series of online 

videos, on various platforms or social media outlets [30]. In this sense the quality of 

MOOCs and the degree to which the MOOC resource matches the learning objectives 
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of this particular course turn to be important elements for teachers to consider when 

choosing the appropriate MOOC resource. When designing the online courses, 

thoughtful decisions should be made on what contents can be best delivered on the 

Internet and what can be best delivered through face-to-face section [13]. According 

to the ‘best of both worlds’ view [31], teachers need to bear in mind these resources 

will be the material the student should be responsible for and be able to control.  

Interaction support. Social interaction proves to be important for learning, because 

in the process of communication and interaction, high level mental functions such as 

induction, comprehension and critical thinking are practiced [32]. As of peer interac-

tion, when learners join social community, communicate with other members and 

develop relations, social presence occurs. In this sense meaningful and subject-related 

interaction will benefit acquisition and enhance learning in BL [33]. From another 

perspective, frequent student-faculty interaction will promote motivation, engagement 

and satisfaction of learners, and ultimately lead to satisfactory learning result. 

Strategy support. In the context of BL, pursuing knowledge back and forth in the 

online and face-to-face learning environment constitutes challenges for learners, espe-

cially those with no previous experience. These challenges, if not properly addressed, 

will result in sense of frustration and loss of confidence in learning. Therefore, teach-

ers should offer ongoing and differential strategy support to learners at different stag-

es of learning, providing strategy suggestions on learning of online videos and prepa-

ration of classroom activities, as well as tactics to coordinate online and face-to-face 

knowledge acquisition. And particular strategy and skills of self-regulation should 

also be instructed and trained. Furthermore, learners need to manage all the available 

resources such as learning time, environment, assistance from instructors and peers in 

BL context, therefore training of self-regulation strategy is necessary and will enable 

learners to manage effectively their learning activities [34].  

Evaluation support. Of all the active learning methods, testing is the simplest to be 

identified as an effective strategy [35]. The assessment of attendance and involvement 

proves to be the salient factor in promoting engagement and knowledge acquisition. 

In b-MOOC context, where students watch the videos in advance, teachers will have 

more time to monitor the learning performance of students and provide adaptive and 

timely feedback. Evaluation of pre-class videos watching, classroom and forum dis-

cussion participation, as well as after-class task completion, may effectively urge 

learners to finish their learning tasks, to join actively the discussion. From another 

perspective, it’s encouraging to design differentiated assessment and offer the learners 

the option to choose among a variety of methods of assessment one which can best 

demonstrate their learning [27]. During this process of evaluation, learners gain ac-

cess to see their own progress and achievement. Therefore, it does make sense for 

instructors to design sustainable, formative and verified evaluation systems in the b-

MOOC context. 

1.4 Research questions 

This research, based on findings of extant study, addresses the lack of exploration 

on learning support in the setting of BL based on MOOCs. The RISE framework 

emphasizing 4-element learning support for b-MOOCs was designed and  
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implemented in a higher education institution in China and data were collected to 

verify its effects. It is hoped the findings of this study will present first-hand  

information and experience for other practitioners and provide some reference in their 

BL design. This study addresses the following research questions:  

RQ1. What are the perceptions from students of the b-MOOC approach with RISE 

learning support? 

RQ2. What are the students’ perceptions of the four elements of RISE learning 

support framework? 

RQ3. What are the expectations and suggestions of the b-MOOC learning support 

system from students? 

2 Research Methodology 

2.1 Participants and context 

This study, in an effort to explore an appropriate support initiative, implemented 

the RISE support framework with detailed measures in the Business English course 

for a cohort of 87 undergraduates. The approach was surveyed and measured in order 

to test its effectiveness and find out recommendations for future research and applica-

tion. 

Totally 87 undergraduate students aged from 19 to 22 participated in this research. 

They are in their third-year study of Business English major in a higher education 

institution in China, with no previous experience of BL. 

Business English is a core course for Business English majors, registering 2 cred-

its, the content of which is delivered through the illustration and discussion of some 

business topics with one topic for each chapter. The MOOCs of Business English in 

this study were put in Zhihuishu, one of the officially certified and widely-used 

MOOC learning management system (LMS) in China. It tracks and records the whole 

learning process of students. Discussion forum and various assessment tools are  

offered. All these offered extra data which supplemented survey and interview and 

facilitated the verification of RISE framework. 

The BL approach with RISE learning support measures has undergone implemen-

tation of 3 cycles, while the students in each cycle are different. During this iterative 

implementation process, feedback and reflection were collected and used for revision 

of course design. As stated in [36], effective designs will evolve only through cycles 

of practice, evaluation and reflection. The teachers in this study command the course 

content as they designed and recorded the MOOCs themselves rather than use others’ 

MOOC resources and have obtained experience of b-MOOC instruction. The  

description of instruction process is based on the latest round of approach, lasting a 

whole term, from September to January of the next year. 
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2.2 Implementation of RISE support framework  

Taking into consideration the nature and characteristics of the particular teaching 

context, the guideline and principles of RISE framework were specified, supplement-

ing detailed measures, and implemented throughout the whole term, as what is shown 

in figure 1.  

 

Fig. 1. Implementation of RISE framework in Business English course 

Resources support: The BL in this study was carried out based on the online 

MOOCs of Business English designed and made by the teaching team themselves. 

This approach, which has become a wide-spread choice for many teachers in higher 

education institutions, solves the problem of taking time to get to know the unfamiliar 

course content offered by teachers from totally different education environment.  

Additionally, it results in higher possibility of seamless integration of online and  

offline learning activities. The MOOCs for Business English in this study consist of a 

series of structured short videos with embedded questions, followed by matching tests 

at the end of each chapter. In order to integrate online and face-to-face learning  

activities and offer assistance for the learning of MOOCs, 12 pre-learning task lists, 

matching all the 12 chapters of the course, were distributed to students before their 

learning of each chapter. These lists cover the background knowledge, learning  

objectives, structure and emphasis of each chapter, and present various tasks such as 

blank-filling or short answer questions for students to complete while watching the 

videos online. The resources suite includes also the matching teaching materials for 

each chapter, for students’ reference, and for teachers’ use when organizing  

discussion during face-to-face instruction. 

Interaction support: The interaction facilitation of this study, a two-fold  

approach, covers both online and face-to-face communication. For online dimension, 

the videos were interactive with embedded questions for students to answer,  

appearing about every 5 minutes, which can’t be skipped. In order to guarantee timely 

response to students’ questions and prompt help, one member of the teaching team 
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took up the responsibility of maintaining online discussion, answering questions and 

offering help. She posted a topic relative to the content learned every day on the  

forum and acted to encourage discussion and debate there. For the face-to-face  

component, the instructors assisted in the initial class the configuring of the individual 

and group learning activities and learning community construction. And a “works 

doctor” program was launched in a one-on-one form every other week. In that  

program instructors met students one by one to analyze and discuss their comprehen-

sive works, for example the company profiles students drafted after finishing the 

learning of chapter 1 titled company profile, offering individualized instruction.  

Strategy support: At the beginning of the term, there was an orientation section. 

The nature and characteristics of BL were introduced, followed by relative learning 

strategy suggestions on how to adapt to BL and make full use of online and offline 

resources. Added to that, the objectives of learning and schedule of the whole term 

were presented, in order to make them fully prepared for this new form of learning 

and urge them to draft their own schedule and develop their respective strategy. In the 

process of learning follow up, the strategy was discussed and reinforced until the 

improved one took form and stabilized. Also, the pre-learning task lists offered indi-

cation of efficient and effective tactics to conduct the online and face-to-face learning. 

Evaluation support: A formative evaluation system was designed, also falling  

into online and offline sections. For the online part, it combines 4 parts: interaction 

marks, study habit marks, scores of tests for each chapter and video-watching marks, 

with their respective weights in the final marks. To get the interaction marks, students 

should participate actively in the forum discussion. And if they finish the online learn-

ing in a very short time, for example only at the end of the term, they can’t get the 

study habit marks. In this way, students are guided to gradually form their appropriate 

and beneficial pace of study and use the forum actively. For the offline section, there 

was an entrance test at the beginning of each face-to-face class, designed to check the 

fundamental concepts or terms students have just learned in the online videos, so as to 

bridge the online and offline learning. Furthermore, participation in the group discus-

sion and performance in the comprehensive task weighed respectively in the final 

marks. The guideline this evaluation system follows is that, in designing evaluation 

system, the major aim is to facilitate learning, instead of measuring the result. 

2.3 Data collection and analysis  

In order to answer the research questions, a survey of questionnaire and a semi-

structured interview were carried out. The data of learners’ learning process and per-

formance on the Zhihuishu platform were collected as supplementary evidence.  

The questionnaire consisted of 41 items, which fall into 3 sections: 

a) Students’ perceptions and effects of BL approach with RISE support 

b) Students’ perceptions of resources, interaction, strategy and evaluation support 

c) Suggestions and expectations 

The items are statements for the respondent to indicate a level of agreement or dis-

agreement using a 5-point Likert scale (1 – strongly disagree, 2 – disagree, 3 – not 
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sure, 4 – agree and 5 – strongly agree). After a pilot survey and deletion of items with 

low reliability, the Cronbach’s Alpha of the final questionnaire was 0.918, which 

indicates a high degree of internal-consistency reliability. Totally 87 students partici-

pated the survey and 83 effective questionnaires were collected.  

The semi-structured interview was conducted with 12 participants chosen from all 

those 87 students, 4 randomly chosen from students with high learning achievement, 4 

from the medium and 4 from those with low achievement. To ensure anonymity of the 

data, a number was assigned to each participant. For instance, the first participant was 

designated as S1. The interview encompassed 3 questions: 

a) What do you think of the BL initiative with emphasis on support this term? Can 

you list any benefits or limitations? 

b) What are your perceptions of the learning support measures (videos, pre-learning 

task lists, forum, one-to-one works doctor, teachers’ guidance, etc.)? 

c) Please offer suggestions for improvement of the BL support approach 

After getting consent of the participants, the whole process was recorded and coded 

by two researchers in the team, who coded the interview independently and later on 

reached consensus after discussion. 

3 Findings and Discussion  

3.1 Students’ perceptions of the b-MOOC approach based on RISE support 

framework  

As what the data from the questionnaire shows in Table 1, the participants reported 

remarkable improvement in learners’ autonomy, with mean scores of 4.25. In the 

interview, 4 out of 12 participants referred to higher degree of autonomous learning. It 

coincides with the findings of previous studies [37-39], which found their students 

developed independent learning strategies and spent more time on tasks. Students also 

reported increase of interest (mean score of 3.79), acquisition of background 

knowledge (mean score of 3.92) and improvement of listening and speaking skills 

(mean score of 3.83). But they reported no remarkable improvement in the marks or 

academic achievement, with 48% of them choosing “not sure” item. It may be due to 

the short time of implementation, which can hardly bring immediate change in  

academic achievement. Additionally, students reported longer time devoted to the 

learning (mean score of 4.19). In the interview, 5 students mentioned that they need to 

watch the videos repeatedly to answer the questions on pre-learning task list. They 

would pause now and then to take notes and to fully comprehend the content  

delivered.  

As to the perceptions on the BL approach with RISE support measures, 3 students 

in the interview said they like this approach, and 7 students referred to their various 

acquisition and improvement. S7 said that since it was her first BL experience, she 

felt at sea at the beginning. But following the thread of pre-learning task list and  
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guided by the suggestion of learning strategy, she gradually got used to the new mode 

and learned to make good use of its strengths.  

Table 1.  Effects of the BL approach 

Title N Mean Std. Deviation 

1. It helps in promoting interest in learning. 83 3.795 0.838 

2. It helps in mastery of background knowledge. 83 3.928 0.908 

3. It helps to improve reading and writing skills. 83 3.482 0.929 

4. It helps to improve listening and speaking skills. 83 3.831 1.034 

5. It helps to improve learning strategy. 83 3.940 0.860 

6. It helps to enhance autonomous learning. 83 4.253 0.839 

7. It helps to increase the marks. 83 3.506 0.846 

8. It helps to develop critical thinking. 83 3.542 0.941 

9. It helps to enhance ability in communication. 83 3.699 0.972 

10. I can finish all the online learning tasks. 83 3.964 0.956 

11. I devoted more time to the study of this subject. 83 4.193 0.862 

3.2 Feedback on elements of the support framework 

Feedback on resources support. As shown in Table 2, the pre-learning task list got 

high acceptance from students, with the 3 relating items getting mean scores of 4.25, 

4.27 and 4.27 respectively. The interview confirmed the perception with 10 out of 12 

interviewees referring to the list as important support tool of learning. As what student 

S6 said, watching the videos with questions offered by the task list made her learning 

more targeted, and she got to know better the emphasis of the course. Previous study 

found that previewing upcoming assignments and learning activities can be useful 

indicators of a successful learning experience [40], and it is beneficial to construct the 

task-oriented environment supported by a well-designed structure that clearly guides 

students to solve given problems [19]. It can be concluded that pre-learning task list 

or other similar preparatory material facilitate greatly learning in BL context. As to 

the MOOC resources, there are also a large number of students from other higher 

education institutions choosing this course in Zhihuishu platform. Survey for feed-

back from the platform, with a much larger subject, showed that 78.7% students agree 

or strongly agree with the statement that the videos are of high quality and helped 

them a lot in their learning. For our own students, the items of “the online videos 

allowed me to learn the difficult content repeatedly” and “I will use the online videos 

when preparing for the final examination” got high mean scores of 4.08 and 4.02. 

Data from the platform shows that the average times of watching the different video 

clips range from 1.87 to 2.58, indicating highly repeated watching.  
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Table 2.  Perception on resources 

Title N Mean 
Std.  

Deviation 

12. The online videos allowed me to learn the difficult content repeatedly. 83 4.084 0.900 

13. I will use the online videos when preparing for the final examination. 83 4.024 0.910 

14. The pre-learning task list helped me make clear the method of online 

learning.  

83 4.253 0.713 

15. The pre-learning task list get me fully prepared for the BL. 83 4.277 0.668 

16. The pre-learning task list helped me in BL. 83 4.277 0.650 

 

Feedback on interaction support: As shown in Table 3, of all the online and 

face-to-face interaction, students reported preference over and high appraisal on the 

Q&A (question and answer) online discussion, group work and one-on-one compre-

hensive works doctor of face-to-face class, with mean scores of 4.03, 3.83 and 4.08 

respectively. For online and group discussion, it’s of vital importance to help set up 

learning communities and encourage them to collaborate in task completion [1]. The 

one-on-one comprehensive works doctor program got wide acceptance as highly  

individualized learning scaffolding.  

Table 3.  Perceptions on interaction 

Title N Mean Std. Deviation 

17. It helps to promote teacher-student interaction. 83 3.542 1.051 

18. It helps to promote peer interaction. 83 3.795 0.985 

19. It helps to enhance ability in communication. 83 3.699 0.972 

20. The comprehensive works doctor helped me in my study. 83 4.087 1.011 

21. I’m willing to participate in Q&A of the forum. 83 3.590 1.082 

22. I acquired business knowledge in Q&A. 83 4.036 0.981 

23. I practiced language in the Q&A of the forum. 83 3.795 1.009 

24. Group discussion in f2f class facilitates review and mastery of 

knowledge.  
83 3.831 1.034 

 

Feedback on strategy support: Pre-learning task list acts also as a strategy guid-

ance, for it shows clearly the structure of content delivered, the emphasis of learning 

and the detailed way to prepare for the online and face-to-face learning. Its effects 

were already discussed above. Item 5 of the questionnaire with statement of “it helps 

to improve learning strategy” got mean score of 3.94, indicating improved learning 

strategy. In the interview, 3 out of 12 participants referred to the continuous instruc-

tion of learning strategy as significant assistance to their adapting to the new BL ap-

proach.  

Feedback on evaluation support: The participants’ perception of the evaluation 

support is shown in Table 4. They agreed that the there’re diversified methods of 

evaluation, with a high mean score of 4.205. Additionally, they value the function of 

various ways of evaluation in urging them to learn attentively, and 2 items relating to 

this got mean score of 3.84 and 4.09. The item of “the entrance test urged me to grasp 

the terms” got a very high mean score of 4.50. It shows that the entrance test at the 

beginning of each face-to-face class strengthened effectively the terms they have 
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learned online, which is beneficial as the mastery of specialized terms is the funda-

mental objective of the Business English course. In this way, it shows how the design 

of BL can influence the learning behavior of students. It is also found that frequent 

tests led to larger amount of reading and addressed the behavior of cheating in online 

learning [41].  

Table 4.  Perceptions of evaluation 

Title N Mean Std. Deviation 

25. There are varied methods of evaluation. 83 4.205 0.745 

26. The varied evaluation online and offline urged me to learn this course 

attentively. 
83 4.096 0.835 

27. The entrance test urged me to grasp the terms. 83 4.506 0.592 

28. I joined discussion in forum to get the marks. 83 3.602 0.869 

29. The study habit and interaction evaluation urged me to learn attentively. 83 3.843 1.215 

3.3 Expectations and suggestions  

There’re 7 items and 1 open-end question in the questionnaire about expectations 

and suggestions. Data of the 7 items is shown in Table 5. Items 30, 31 and 32 show 

that the students agree or strongly agree with the statements that they need more 

teacher instruction, technical help and peer support. The reason may be that in the  

b-MOOC context the students face various challenges and sometimes feel confused, 

therefore they expect higher degree of support in various dimensions.  

For the statement of “the pre-learning task list needs further improvement”, the 

mean score is 3.723. In the interview, student S1 suggested more in-depth questions in 

the task list, saying the available ones are too simple, while student S9 complained 

that there were too many questions to answer. On one hand it shows the essential role 

the pre-learning task list plays in BL. Students use them frequently in every step of 

their learning and therefore they have higher expectation on it. On the other hand, the 

pre-learning task list can be improved by covering tasks of different levels of  

difficulty which are marked clearly so as to meet the individualized needs of students. 

Table 5.  Expectations and suggestions 

Title N Mean Std. Deviation 

30. In BL I need more instruction from teacher. 83 4.349 0.633 

31. In BL I need more technical assistance. 83 3.928 0.762 

32. In BL I expect more peer support. 83 3.807 0.981 

33. In BL I sometimes feel helpless and at sea. 83 3.578 0.912 

34. The pre-learning task list needs improvement. 83 3.723 0.754 

35. I expect more f2f class. 83 3.855 0.939 

 

About the preference in the online and face-to-face section, item 35 of “I expect 

more face-to-face class” got mean score of 3.855. Also, in the interview, 4 students 

held the idea that they liked the BL approach while they expect more face-to-face 

class hours. To combine these findings with those on the online resources referred to 
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above, conclusion can be reached that the participants recognize positively the role of 

online learning in BL, while at the same time they expect more face-to-face interac-

tion. A number of studies found similar results of students’ preference of face-to-face 

instruction [42-43]. The reason may be that it brings students clearer instruction and 

immediate feedback. Therefore, it can be suggested that the proportion of face-to-face 

section should be no less than the online part in BL design. Additionally, the online 

section calls for more targeted support.  

4 Conclusion 

Learning support proves to be essential in b-MOOCs practice but gets little re-

search attention before. This study, aiming at achieving higher degree of active learn-

ing, constructed a RISE learning support framework which consists of four compo-

nents including resources, interaction, strategy and evaluation support. It was put into 

teaching practice of Business English course. Questionnaires, semi-structured inter-

view were conducted, supplemented by process and result data from the MOOC plat-

form, to examine students’ perceptions of and the effects of the framework and its 

four components, and to collect feedback and suggestions. Conclusions are reached in 

the following 3 aspects. (a) The RISE framework for b-MOOC got recognition from 

students and performed various functions, including promoting learning autonomy, 

improving learning strategy and increasing interaction and time devoted. But no obvi-

ous effect of improving academic achievement of students was observed. (b) In terms 

of the resources support, the MOOCs constructed by the teaching team of this course 

supported effectively the learning of students. The pre-learning task list got wide 

acceptance of the students, supporting them to conduct structured, targeted learning as 

well as connecting online and face-to-face sections seamlessly. For the component of 

interaction, various forms of online and offline interaction including forum discus-

sion, one-on-one comprehensive works doctor and group discussion facilitated the 

engagement and active learning of learners. In terms of strategy support, the pre-

learning task list, the orientation section and the continuous guidance during the 

whole term helped a lot in learning strategy formation and improvement. The diversi-

fied evaluation methods urged effectively students to learn attentively in set pace, 

among which the entrance test got high recognition and the study habit marks and 

interaction marks also functioned effectively. (c) There’s high need from students for 

different forms of support, especially those from the instructors and the frequently 

used guidance materials are expected to be more individualized. Additionally, stu-

dents’ preference over face-to-face instruction indicates that the proportion of face-to-

face section should be no less than the online part in BL design and the online section 

calls for more targeted support. It’s hoped that these findings will offer practical ref-

erence for the design of support system and benefit the practice of b-MOOC.  

There also existed limitation in this study. Because of limited timeframe, we did 

not organize standardized pre-test and post-test and so failed to measure the difference 

in students’ academic achievement before and after the initiative. 
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To conclude, the BL based on MOOCs calls for instructors to offer ongoing learn-

ing support to the students. Additionally, informed by the exploration of best practices 

of blended learning, a step further can be taken to find out common principles for 

learning support, and to explore what are the best practices of learning support under 

different circumstances. 
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