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Introduction 
Christine Garbe 

 

The BleTeach project was funded from November 2015 to April 2018 as an Erasmus+ Project 

under KA 2: /ƻƻǇŜǊŀǘƛƻƴ ŦƻǊ ƛƴƴƻǾŀǘƛƻƴ ŀƴŘ ǘƘŜ ŜȄŎƘŀƴƎŜ ƻŦ ƎƻƻŘ ǇǊŀŎǘƛŎŜǎΥ ά{ǘǊŀǘŜƎƛŎ 

ǇŀǊǘƴŜǊǎƘƛǇǎ ƛƴ ǘƘŜ ŦƛŜƭŘ ƻŦ ŜŘǳŎŀǘƛƻƴΣ ǘǊŀƛƴƛƴƎ ŀƴŘ ȅƻǳǘƘάΦ  

The following partner institutions and experts worked in BleTeach: 

Partner 1 - Germany: University of Cologne, Cologne (Coordinator)  

Partner 2 - Romania: Asociatia LSDGC Romania, Cluj-Napoca (Reading and Writing for Critical 

Thinking, Romanian Association)  

Partner 3 - Hungary: Kecskemét College (KeCo) changed to Neumann János Egyetem, 

Kecskemét  

Partner 4 - Germany: Pedagogical State Institute Rhineland-Palatinate, Speyer  

Partner 5 - Belgium: Université de Liège, Liège  

Partner 6 - Belgium: Haute Ecole  de la Ville de Liège 

Partner 7 ς Portugal: University of Minho, Braga  

Partner 8 (on a self-financing basis): Russia: Herzen Pedagogical State University, Sankt 

Petersburg, and Russian Reading Association, Moskow 

External Experts: Dr. Liz Chamberlain (United Kingdom); Dorothee Gaile, Dr. Yvonne 

Hörmann, Angelika Schmitt-Rößer (Germany);  Prof. Dr. William G. Brozo (United States); Dr. 

Sari Sulkunen (Finland). 

The project addressed two crucial needs in teachers´ continuous professional development 

(CPD) in most European countries: (1) A general structural problem: The unsatisfying 

structures of teachers' CPD in the EU, and (2) a specific, content related problem: the lack of 

expertise of secondary school teachers, i.e. content area teachers required to address the 

problem of low literacy skills of children and adolescents in many European countries. The 

subsequent handbook is part of the project outcomes related to the first aspect, so we will 

focus on this one here. Please find more information about the BleTeach project and its 

outcomes on the project website: www.blend-ed.eu. 

In many European countries the time for face-to-face learning in teachers´ CPD is limited to a 

ŦŜǿ Řŀȅǎ ǇŜǊ ȅŜŀǊ ŀƴŘ ǘƘǳǎ ǇǊƛǾƛƭŜƎŜǎ άƻƴŜ-shot-ŀǇǇǊƻŀŎƘŜǎέ ǿƘƛŎƘ ŀǊŜ ƴƻǘ ŜŦŦŜŎǘƛǾŜ ŀƴŘ 

sustainable in making a difference, which means in changing the daily classroom practice of 

teachers who participated in those CPD formats and ultimately in improving learning results 

of their students. This is what evidence in research has proven. In order to implement more 

promising middle- or longterm CPD formats the potential of blended learning should be taken 

into consideration. Therefore, the BleTeach project intended to explore and analyse the most 

promising formats in blended learning offers in CPD for teachers in order to develop and 

http://www.blend-ed.eu/
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implement a blended learning (BL) course for secondary teachers (and teacher trainers) in a 

specific field (content area literacy = CAL).  

The BleTeach project thus pursued two main objectives: (1) Modernizing structures of teacher 

education by integrating digital learning opportunities into teachers´ professional 

development, and (2) Developing a model blended learning course (BL-course) in CAL to be 

included into the regular course programme of numerous European Teacher Training Centres 

in the 5 partner countries: Belgium, Germany, Hungary, Portugal, and Romania.  

Regarding the first objective, the BleTeach project produced two major outcomes: (1) 

bŀǘƛƻƴŀƭ wŜǇƻǊǘǎ ŀōƻǳǘ άDƻƻŘ tǊŀŎǘƛŎŜ 9ȄŀƳǇƭŜǎ ŀƴŘ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ /ƻƴŎŜǇǘǎ ƛƴ 

¢ŜŀŎƘŜǊǎȰ /t5έ ƛƴ .ŜƭƎƛǳƳΣ DŜǊƳŀƴȅΣ IǳƴƎŀǊȅΣ tƻǊǘǳƎŀƭ ŀƴŘ wƻƳŀƴƛŀΣ ŀƴŘ όнύ ŀ άIŀƴŘōƻƻƪ 

of Success Factors in Blended Learning Offers for Teachers´ In-Service-¢ǊŀƛƴƛƴƎέΦ The 

subsequent handbook is thus the second outcome related to this strand of the BleTeach 

project.  

This handbook will start with an overview of international research regarding the development 

and implementation of blended learning in adult education and professional development in 

general. This chapter will also summarize the main findings of our own investigation in five 

countries, which led to the above mentioned National Reports (Chapter 2).  The main part of 

our handbook will deal with didactical guidelines on how to develop blended learning offers in 

teacher education / adult education and professional development of teachers. We could build 

here on the extensive conceptual work and practical experience of our Belgian colleagues from 

the IFRES (Institut de Formation et de Recherche en  Enseignement Supérieur, Université de 

Liège) and our partners from University of Liège who hosted the BleTeach Summerschool in 

2017 and guided us through those principles. In working through the NEDOMASPPA 

framework (see Chapter 3) which was developed by those colleagues we discussed and revised 

the drafts of our IDEAL course modules and carried out some practical exercises (e.g. in the 

video lab of the IFRES). Our Belgian colleagues contributed this main part ς the didactical 

guidelines for developing blended learning courses - to our handbook. In Chapter 4, we will 

give a short overview of the technical tools which our course requires from E-learning 

platforms. Finally, in the Appendix, we will publish the templates and guidelines which we 

used for producing our own Blended Learning Course (IDEAL ς Improving Disciplinary Learning 

through Literacy). You find more information about the content and methodology of this 

course on our project website www.blend-ed.eu.  

This handbook provided foundational elements for our own course development, but it will be 

applicable for all kinds of blended learning courses in teachers´ professional development in 

different subjects and surroundings. We strongly hope that it will become a helpful tool for 

developers of teachers´ PD courses all over Europe and help to improve the structure and 

quality of teachers´ in-service training. 

Christine Garbe, BleTeach coordinator, University of Cologne, June 2018 

http://www.blend-ed.eu/
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Chapter 2: Research Background 

2.1. International Research on Blended Learning: An Overview 

Eleni Louloudi 

1. Introduction 

Since the first appearance of technology-based education in the 1960s, the landscape of teaching and 

training has been steadily changing. Even though today this development is far from over, it is safe to 

say that its current form, blended learning, is gaining recognition and is being introduced to many forms 

of education such as schools, universities and teacher training centers (Cheung and Hew 2011: 1319).  

But, what exactly does Blended Learning stand for? 

Long before Blended Learning was an idea, and after the first technology-based teaching was 

established, there were two types of learning environments, the traditional face-to-face and the 

distance computer-mediated. These two learning environments remained discrete for a long period of 

time, because they were using dissimilar educational techniques and media and were usually applied 

into different situations and learning audiences (Graham 2006: 5-6). 

In the late 1990s, Blended Learning was firstly introduced to the research community by a computer 

skill certification and software training business based in Atlanta and was rapidly popularized (The Free 

Library 2017). This first reference described Blended Learning as a combination of e-learning and 

classroom practices, which aimed at overcoming the weaknesses of both these teaching techniques 

when used separately (cf. Masie 2006: 22). Ever since then, the concept of Blended Learning has been 

growing, following the demands of the newest trends in education as well as in technology (cf. 

Alammary et al. 2014: 440; cf. Graham 2006: 3). 

 More specifically, in the last decade, Blended Learning is not only seen as a new trend, but as a 

necessity for the world of education, mainly because it gives teachers and trainers the possibility to 

improve traditional teaching and overcome many obstacles that this may cause (Cheung and Hew 2011: 

1319). Blended learning, when applied correctly, can combine the fast-growing technological 

innovations with traditional instruction in order to best cover the demanding educational needs of the 

learners (cf. Cheung and Hew 2011: 1319; cf. Graham 2006: 3-7).  

 Because of its great importance and its wide establishment, Blended Learning has become a popular 

research topic in many academic disciplines, which have been trying to define it, discuss it and create 

specific designs and approaches. This extensive research has inevitably led to different opinions and 

interpretations of the current idea behind Blended Learning, as well as its use, benefits and challenges. 

The following chapter will give an overview of these research outcomes and existing concepts regarding 

Blended Learning.  

 

2. Definition 

 

 For the past twenty years, Blended Learning has been developing and its definition has been evolving 

from a vague idea to a concrete concept with specific characteristics and goals to be achieved. In the 

late 90s, it was an intellectual concept which aimed at combining face-to-face teaching with computer-

based technology, whilst today this definition includes a variety of key-concepts such as the 

combination of media and tools, the mixture of pedagogical approaches and the integration of 

traditional training into e-learning approaches (qtd. in Alammary 2014: 442). 
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 One of the most discussed and widely used definitions, proposed by Charles Graham in 2006, 

ǳƴŘŜǊǎǘŀƴŘǎ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ŀǎ ŀ ƳƛȄǘǳǊŜ ƻŦ άǎȅƴŎƘǊƻƴƻǳǎ ŦŀŎŜ-to-ŦŀŎŜ ǎŜǘǘƛƴƎǎέΣ ƛƴ ǿƘƛŎƘ ǇŜƻǇƭŜ 

ƛƴǘŜǊŀŎǘ ǿƛǘƘ ŜŀŎƘ ƻǘƘŜǊ ŀƴŘ άŀǎȅƴŎƘǊƻƴƻǳǎ ǘŜȄǘ-ōŀǎŜŘ ǎŜǘǘƛƴƎǎέΣ ƛƴ ǿƘƛŎƘ ǘƘŜȅ ǿƻǊƪ ƛƴŘƛǾƛŘǳŀƭƭȅΦ 

Additionally, he also discussed the idea of three basic blends: a) the online and face-to-face blend; b) 

the instructional methods blend and c) the delivery media blend (qtd. in Graham 2012: 333-4), which 

ǿŀǎ ŀƭǎƻ ǇǊƻǇƻǎŜŘ ōȅ 5ǊƛǎŎƻƭƭ ŀǎ άōŀǎƛŎ ŎƻƴŎŜǇǘǎ ƻŦ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎέ ƛƴ нллнΦ DǊŀƘŀƳ ƘƛƎƘƭights the 

fact that (b) and (c) cannot be used to describe Blended Learning without (a), because this would make 

the definition very vague and broad, since most learning instructions use a variety of media or 

instructional methods for their purposes, without necessarily being Blended Learning (2006: 3) This 

gives an underlined importance to the online and face-to-face blend, making it a decisive characteristic 

of a Blended Learning definition (cf. Graham 2006: 3).  

 In the years that followed, definitions concentrated on explicitly describing the kind of blend that was 

needed for a successful Blended Learning course and became sharper, showing that it is not enough to 

άƧǳǎǘ ōƭŜƴŘέ ƛƴǎǘǊǳŎǘƛƻƴŀƭ ƳŜǘƘƻŘǎ ŀƴŘ ƳŜŘƛŀΤ ǿƘŀǘ ƛǎ ƴŜŜŘŜŘ ƛǎ ŀ άǘƘƻǳƎƘǘŦǳƭ Ŧǳǎƛƻƴ ƻŦ ŜȄǇŜǊƛŜƴŎŜǎέ 

όDŀǊƛǎǎƻƴ ŀƴŘ ±ŀǳƎƘŀƴ нлммΥ рύ ŀƴŘ ŀ άǘƘƻǳƎƘǘŦǳƭ ƛƴǘŜƎǊŀǘƛƻƴ ƻŦ ǘƘŜƳέ ό!ƭŀƳƳŀǊȅ Ŝǘ ŀƭΦ нлмпΥ ппоύΦ 

For this reason, Blended Learning needs, in addition to a clear definition, specific basic characteristics, 

which will make it easily recognizable and widely understandable in its application.  

 

 

3. Basic characteristics 

 

!ǎ 9ƭƭƛƻǘǘ aŀǎƛŜ ǊŜŎƻƎƴƛȊŜǎ ƛƴ Ƙƛǎ нллс ǇŀǇŜǊ ά¢ƘŜ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ LƳǇŜǊŀǘƛǾŜέΣ άŀƭƭ ƭŜŀǊƴƛƴƎ ƛǎ ōƭŜƴŘŜŘ 

ƭŜŀǊƴƛƴƎέ όннύΣ ŜȄǇƭŀƛƴƛƴƎ ǘƘŀǘ ŜǾŜǊȅ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎ Ŏŀƴ ƛƴŎƭǳŘŜ ƳƻǊŜ ǘƘŀƴ ƻƴŜ ǎǘȅƭŜόǎύ ƛƴ ǘƘŜ ΨŎƻƴǘŜƴǘΣ 

ŎƻƴǘŜȄǘ ŘŜƭƛǾŜǊȅ ƻǊ ŘƛǎŎƻǾŜǊȅΩ όннύΦ /ƻƴǎŜǉǳŜƴǘƭȅΣ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ƛƴ ǘƘƛǎ ŦƻǊƳ ƘŀŘ ŘŜǾŜƭƻǇŜŘ 

characteristics, before it was given a standard definition. But which characteristics distinguish Blended 

Learning from any other kiƴŘ ƻŦ ƭŜŀǊƴƛƴƎΚ CƻƭƭƻǿƛƴƎ ǘƘŜ ƛŘŜŀ ƻŦ aŀǎǎƛŜΣ άǘƘŜ ƳŀƎƛŎ ƛǎ ƛƴ ǘƘŜ ƳƛȄέ όнрύΤ 

hence, it is not any kind of mixture that describes Blended Learning, but a mixture that aims at 

recreating and reoutlining the entire learning and teaching procedure (cf. Alammary et al. 2014: 443). 

 Accordingly, the basic Blended Learning characteristic, the convergence of face-to-face with online 

instruction, aims at reconstructing the traditional teaching in order to overcome problems that this 

may have created, such as the inflexible time management and the unsuccessful communication 

between teachers and students. Face-to-face is synonymous to physical and co-present instruction 

(Stacey and Gerbic 2008: 964), whereas online refers to virtual and technologically mediated settings 

(qtd in Alammary et al. 2014: 442; cf. Friesen 2012: 5). The former is usually used to convey experience-

based knowledge, in oral or non-verbal form (Heller 2010: 9), whilst the latter includes written 

communication which is based on technology-mediated media found outside the classroom 

environment (cf. Friesen 2012: 6-8). 

 The second characteristic is the use of a blend of pedagogical approaches such as constructivism, 

cognitivism and behaviorism.  This aims to optimize the final learning outcome and cover multiple 

educational needs that students usually have (cf. Driscoll 2002: 1). Since every learner is an individual 

being, a learning environment consists of individuals who have their own learning styles and ways of 

processing new information and knowledge (cf. Massie 2006: 25). Blended Learning aims at including 

various styles in order to make the final product more appealing and beneficial to the majority of 

learners.  
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 Additionally, a combination of learning and practice is also to be found. Blended learning makes it 

possible to combine learning with practice instead of considering that learning has to take place before 

practice. In order to facilitate practice, aids can also be provided (Verpoorten et al. 2017: 3). 

 Furthermore, Blended Learning fosters the use of various media of web-based instructional 

technology. A convergence of tools, such as audios, texts and videos, will help the participants (both 

trainers and learners) achieve their personal goals and, at the same time, will promote their motivation. 

Additionally, modern technology provides many options, such as internet-based instruction, interactive 

video disks (IVDs) and teleconferencing which can be easily combined with face-to-face training. This 

combination builds a social environment for the learners and helps them become more active and self-

confident (cf. Driscoll 2002: 1; cf. Massie 2006: 23-4; cf. Alammary et al. 2014: 442-3). 

 Lastly, Blended Learning allows the successful combination of self-paced and collaborative learning. 

Self-paced learning means that learners can learn at their own pace, at the place and at the moment 

they choose. However, self-paced learning alone can demotivate and discourage persistence in 

learning. In order to avoid demotivation and discouragement, self-paced learning can be combined 

with collaborative learning. Giving learners opportunities to work together enables them to check and 

to share what they know. Collaboration can also help them to overcome individual difficulties 

(Verpoorten et al. 2017: 2) 

 Although a list of basic characteristics can help to identify and describe Blended Learning as a term 

and concept, its use should always stay individual. Blended Learning courses should fit to the main idea 

of combining face-to-face with online instruction, but they should always respond to the respective 

needs of individuals and learning communities (cf. Stacey and Gerbic 2008: 966). In brief, as Star and 

DǊƛŜǎŜƳŜǊ Ǉǳǘ ƛǘΣ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ǎƘƻǳƭŘ άƳŀƛƴǘŀƛƴ ŀ ŎƻƳƳƻƴ ƛŘŜƴǘƛǘȅ ŀŎǊƻǎǎ ǎƛŘŜǎΧέ όофоύΣ ōǳǘ ŀǘ 

the saƳŜ ǘƛƳŜΣ ƛǘ ǎƘƻǳƭŘ ŀƭǎƻ ōŜ άǇƭŀǎǘƛŎ ŜƴƻǳƎƘ ǘƻ ŀŘŀǇǘ ǘƻ ƭƻŎŀƭ ƴŜŜŘǎ ŀƴŘ ŎƻƴǎǘǊŀƛƴǘǎ ƻŦ ǘƘŜ ǎŜǾŜǊŀƭ 

ǇŀǊǘƛŜǎΧέόмфуфΥ офо-4). 

 

 

4. Use 

 

 Taking a look at the use of Blended Learning, it is unquestionable that it has shown a significant growth 

over the past twenty years. However, this does not imply that all countries or institutions have adopted 

Blended Learning practices uncritically. On the contrary, there are noticeable discrepancies on the way 

Blended Learning is being introduced in the USA, for instance, in relation to European practices. In the 

¦{!Σ ƛǘ ǎǘƻǇǇŜŘ ōŜƛƴƎ ŀ ΨƴŜǿ ǘǊŜƴŘΩ ŀƴŘ ƛǎ ǎƭƻǿƭȅ ōŜŎƻƳƛƴƎ ŀ ŎƻƳƳƻƴ ǇǊŀŎǘƛŎŜ ŀƴŘ ƳŜǘƘƻŘ ǿƘƛŎƘ ƛǎ 

expanding in the world of education, the corporate world and political and governmental institutions 

and organizations (Bonk et al. 2006: 1). Although in Europe, Blended Learning is turning into a favorable 

practice as well, the traditional lecture is still a predominant choice of practice (cf. Monk and Hitchen 

2005:219) 

 More specifically, in the US American educational system, steps have been taken to introduce 

Blended Learning in most educational levels ς from primary education to Continuous Professional 

Development (hereafter: CPD). Young primary school students might start their first lessons with basic 

Blended Learning steps, which could help them become more confident with the technology and 

improve the home-school communication. This way parents could also become more involved in their 

children´s school reality, which usually proves to be efficient for the child´s education ("Blended 

Learning in K-12/Blended Learning in Grades 3-6." 1).  

 In Europe, there have also been some innovative projects, such as the Blended Learning Project in 

Finland, Spain and Greece and The Venice Mystery Project in Norway, which integrated synchronous 
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and asynchronous practices in language lessons for primary and middle school classes (cf. Vlachos 

2010:257; cf. Fahlvik 2013: 10-12). However, the majority of European countries have not yet adopted 

national policies aiming to foster and integrate Blended Learning in education. Some countries such as 

Germany, the Netherlands and Ireland have established measures to help e-learning practices 

(included Blended Learning) in higher education (Gaebel et al. 2013:21). 

 Specifically, in higher education, Blended Learning practices have been adopted by an increasing 

number of institutions all over the world. Blended Learning seems to have the potential to meet the 

ŜŘǳŎŀǘƛƻƴŀƭ ƴŜŜŘǎ ŀƴŘ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻŦ ǘƻŘŀȅΩǎ ǎǘǳŘŜƴǘǎΦ ¦ƴƛǾŜǊǎƛǘȅ ƭŜǎǎƻƴǎ ōŜŎƻƳŜ ƳƻǊŜ ŦƭŜȄƛble and 

students can combine other responsibilities and activities, such as work and family, with their studies. 

In the USA, it can be argued that Blended learning is a thriving practice, which has already become, as 

5Ȋƛǳōŀƴ Ŝǘ ŀƭΦ ƳŜƴǘƛƻƴΣ άƳŀƛƴǎǘǊŜŀƳέ Ŧƻr higher education (2005: 195); for example, at the University 

of Central Florida, Blended Learning courses experienced a significant enrollment-rate rise, from 

hundred twenty-five in 1997 to more that thirteen thousand in 2003 (qtd. in Cheung and Hew 2011: 

1319). In Europe, the majority of higher education institutions claim to be providing their students with 

blended learning courses or granting blended learning degrees. However, only one fourth of these 

institutions are using blended learning across their curriculum, which indicates that the use of Blended 

learning is far from mainstream and still in average levels with clear potential for improvement (Gaebel 

et al. 2013:26). 

  

¶ ¦ǎŜ ƛƴ ¢ŜŀŎƘŜǊǎΩ /ƻƴǘƛƴǳƻǳǎ tǊƻŦŜǎǎƛƻƴŀƭ 5ŜǾŜƭƻǇƳŜƴǘ ό/t5ύ 

 

This relatively quick response of higher institutions has also reached the educational courses offered 

ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5Φ aŀƴȅ ǊŜǎŜŀǊŎƘ ǎǘǳŘƛŜǎ ƘŀǾŜ ǎƘƻǿƴ ǘƘŀǘ ǘŜŀŎƘŜǊǎϥ /t5 Ƙŀǎ ōŜŜƴ ōŜƴŜŦƛǘƛƴƎ ŦǊƻƳ 

Blended Learning practices in relation to the correspondence, overall satisfaction and positive feedback 

of the participants (qtd. in Kocoglu et al. 2011: 1125). For instance, an evaluation of a Blended Learning 

course offered for in-service teachers in Greece in 2010, showed the important role of Blended Learning 

in optimizing tŜŀŎƘŜǊǎΩ /t5 όaƻǳȊŀƪƛǎ ŀƴŘ .ƻǳǊƭŜǘƛŘƛǎ нлмлΥ м-2). Particularly, it highlighted that 

ǘŜŀŎƘŜǊǎΩ ǎŀǘƛǎŦŀŎǘƛƻƴ ƛǎ ƻŦǘŜƴ ŎƻƴƴŜŎǘŜŘ ǿƛǘƘ ǘƘŜ ƭŜǾŜƭǎ ƻŦ ŦƭŜȄƛōƛƭƛǘȅ ŀƴŘ ŀŘŀǇǘŀōƛƭƛǘȅ ǳǎǳŀƭƭȅ ƻŦŦŜǊŜŘ ƛƴ 

Blended Learning courses (Mouzakis and Bourletidis 2010: 17).  

 Accordingly, another study conducted in Germany by Lutz Hellmig underlined the potential of 

.ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ǘƻ ŜƴƘŀƴŎŜ ǘŜŀŎƘŜǊǎΩ /t5Σ ǎƛƴŎŜ ǘƘŜ ƭŀǘǘŜǊ Ŏŀƴ ǎƻƳŜǘƛƳŜǎ ōŜ ŘŀǘŜŘ ŀƴŘ ƛƴŜŦŦŜŎǘƛǾŜ 

(2008: 1-2). Blended Learning can help in-service teachers become more experienced, while exchanging 

practices and knowledge with their colleagues (Hellmig 2008: 8). For these reasons, it seems that one 

third of the European higher institutions intends to specifically target CPD training when they offer a 

Blended Learning course (Gaebel et al 2013: 28) 

 Additionally, Blended courses analyses, such as the one Holmes, Polhemus and Jennings conducted 

ƛƴ нллрΣ ƘŀǾŜ ǎƘƻǿŜŘ ǘƘŀǘ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ Ŏŀƴ ƛƳǇǊƻǾŜ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘŜŎƘƴƻƭƻƎȅ ŀƴŘ 

help them creatively use it in their classrooms (391-4). Teachers become more aware of the materials 

they can use, as well as more comfortable and self-confident, fact that motivates them to reconstruct 

their classroom practices and build new ones using Blended Learning (qtd. in Kocoglu et al. 2011: 1125). 

 ²Ƙŀǘ ƛǎ ƳƻǊŜΣ .ƭŜƴŘŜŘ ƭŜŀǊƴƛƴƎ ƛƴ ǘŜŀŎƘŜǊΩǎ /t5 ƛǎ ǳǎǳŀƭƭȅ ŎƻƴƴŜŎǘŜŘ ǿƛǘƘ ǘƘŜ ŜǎǘŀōƭƛǎƘƳŜƴǘ ƻŦ ŀ 

community. Teachers use Blended Learning to build a community of practitioners, in which they have 

ǘƘŜ Ǉƻǎǎƛōƛƭƛǘȅ ǘƻ άǎƘŀǊŜ ŀ ŎƻƴŎŜǊƴΣ ŀ ǎŜǘ ƻŦ ǇǊƻōƭŜƳǎΣ ƻǊ ŀ Ǉŀǎǎƛƻƴ ŀōƻǳǘ ŀ ǘƻǇƛŎέ ŀƴŘ άŘŜŜǇŜƴ ǘƘŜƛǊ 

ƪƴƻǿƭŜŘƎŜ ŀƴŘ ŜȄǇŜǊǘƛǎŜ ƛƴ ǘƘƛǎ ŀǊŜŀ ōȅ ƛƴǘŜǊŀŎǘƛƴƎ ƻƴ ŀƴ ƻƴƎƻƛƴƎ ōŀǎƛǎέ ό²ŜƴƎŜǊ Ŝǘ ŀƭΦ пύΦ ¢ƘŜǎŜ 

communities, both informal and formal, help teachers develop professionally in a much more effective 
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way than trying individually (cf. Stacey and Gerbic 2008: 965). Being a member of school and online 

ŎƻƳƳǳƴƛǘƛŜǎΣ ƴŀƳŜƭȅ άōƻǳƴŘŀǊȅ ǎǇŀƴƴƛƴƎέ όǉǘŘΦ ƛƴ {ǘŀŎŜȅ ŀƴŘ aŀŎƪŜȅ нллфΥ нύΣ ƘŜƭǇǎ ǘŜŀŎƘŜǊǎ ǘŀƪŜ 

under consideration a variety of perspectives and supports them in creating their own new concepts 

and ideas and in reflecting on their professional learning (Stacey and Mackey 2009: 1-2). Such 

communities have been given numerous names and identifications; Garrison and Vaughan proposed 

ǘƘŜ ƛŘŜŀ ƻŦ ŀ ά/ƻƳƳǳƴƛǘȅ ƻŦ LƴǉǳƛǊȅέΣ ǿƘƛŎƘ ŎƻƴǾŜǊƎŜǎ ŦŀŎŜ-to-face workshops with online discussion 

and reflection sessions (2011: 13-6). 

 To be more specific, not all communities are communities of practice and not all learning networks 

are communities. Following the Wenger definition (2002: 23-47), in order for a community of practice 

to be created but also to make sense, there are three characteristics that have to be fulfilled: a) a certain 

domain; b) a community; and c) a practice-based environment. The first characteristic refers to the idea 

of having a common interest or idea, to which the group is dedicated. Whether this is a group of pupils 

or doctors or teachers, they should be interested in developing a community of practice. Of course, it 

is necessary for them to be a community, ergo, people who interact in many possible ways with each 

other. Working in the same field is not enough for a group to build a community of practice; they should 

be interested in participating in a learning intercommunication. Finally, prospects for actual training 

should exist; practitioners can exchange opinions, experiences, problems and tools in order to improve 

their own practice. If all these three aspects are combined, then a community of practice can be 

established (Wenger 2002: 23-47). 

Usually communities of practice play many roles in the evolution and further development of each 

member. According to Wenger, there is a variety of activities they engage in, such as problem solving, 

experience dialogues, knowledge transmission, gaps identification, local visits and collaboration (2002: 

23-47).  

 

5. Patterns of instructional design1 

 

Desk studies have brought about numerous definitions, models and patterns likely to guide the 

reflection on online courses and their instructional design. According to Allen and Seaman (2013), 

blended learning can be defined as a combination of face-to-face and online (or remote) sessions with 

a proportion of online delivery ranging from 30 to 79%. As a consequence, face-to-face meetings are 

reduced in number, online discussion boards can compensate for the reduction of face-to-face 

interaction.  

 

 

 

 

 

 

 

 

 

                                                           
1 As taken from Verpoorten, D., Parlascino, E., André, M., Schillings, P., Devyver, J., Borsu, O., Van de Poël, 

J.F., Jerome, F. (2017). Blended learning - Pedagogical success factors and development methodology. 

University of Liège, Belgium: IFRES (orbi: http://hdl.handle.net/2268/209645), pp. 3-4 

 

http://hdl.handle.net/2268/209645
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Educnet (2008) proposes four patterns of instructional design combining online training and face-to-

face meetings. Both patterns at the centre of the figure below correspond to patterns of blended 

learning. One of them is called "Lightened face-to-ŦŀŎŜέΦ Lǘ ƛƳǇƭƛŜǎ ǘƘŀǘ ǘƘŜ ōǳƭƪ ƻŦ ǘǊŀƛƴƛƴƎ ǘŀƪŜǎ ǇƭŀŎŜ 

in the presence of all attendants (teacher and learners) whereas a few hours are dedicated to self-study 

or to activities to be carried out online (with or without tutoring). The other pattern of blended learning 

ƛǎ ŎŀƭƭŜŘ άwŜŘǳŎŜŘ ŦŀŎŜ-to-ŦŀŎŜέ ŀƴŘ ƛƳǇƭƛŜǎ ǘƘŀǘ ŀǇǇǊƻȄƛƳŀǘŜƭȅ ƘŀƭŦ ƻŦ ǘƘŜ ǘǊŀƛƴƛƴƎ ǘŀƪŜǎ ǇƭŀŎŜ ƻƴƭƛƴŜΦ 

Blending online and face-to-face elements for the purpose of instruction does not only mean 

organizational flexibility, it also influences the quality of learning (Means and collaborators, 2009): 

άLƴǎǘǊǳŎǘƛƻƴ ŎƻƳōƛƴƛƴƎ ƻƴƭƛƴŜ ŀƴŘ ŦŀŎŜ-to-face elements had a larger advantage relative to purely face-

to-face instruction than did purely online instruction. The mean effect size in studies comparing 

blended with face-to-face instruction was +0.35, p < .001. This effect size is larger than that for studies 

comparing purely online and purely face-to-face conditions, which had an average effect size of +0.14, 

p < .05. An important issue to keep in mind in reviewing these findings is that many studies did not 

attempt to equate (a) all the curriculum materials, (b) aspects of pedagogy and (c) learning time in the 

treatment and control conditions. Indeed, some authors asserted that it would be impossible to have 

done so. Hence, the observed advantage for online learning in general, and blended learning conditions 

in particular, is not necessarily rooted in the media used per se and may reflect differences in content, 

ǇŜŘŀƎƻƎȅ ŀƴŘ ƭŜŀǊƴƛƴƎ ǘƛƳŜΦέ 

 

 

 

 

 

 

 

 

 

 

 

 

Fig. 1. Type of courses according to proportion of content delivered online (Allen & Seaman, 2013) 

Fig. 2. Instructional design patterns blending face-to-face and distance training (Educnet, 2008) 
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6. Five Dimensions of Blended Learning 2 

 

Peraya and his colleagues (2012) designed a conceptual framework making it possible to identify 

various types of blended learning. The framework is based on five dimensions that have to be combined 

together to characterize learning activities. 

 

1. Combination of learning sessions dedicated to face-to-face and to distance learning 

 

Three aspects have to be taken into consideration: 1) the time allowed for each learning session, 2) the 

succession of face-to-face and distance learning sessions and 3) the kind of activity or assignment 

attributed to each session (e.g. information-gathering for learning purposes or to carry out some 

specific task). The status given to learning contents and the kind of engagement required of learners 

determine the alternation of face-to-face and distance learning. 

 

2. Features of the learning environment regarding the use of media (techno-pedagogical 

environment) 

 

To facilitate online and/or distance learning, the course designer has to provide for a techno-

pedagogical environment which makes it possible for learners to perform the assigned tasks under 

good conditions. The designer has to select the most suitable tools with regard to the learning 

objectives to be attained and with regard to the tasks to be performed. 

 

3. Expected and observed effects in terms of reflexive and relational mediations  

 

Techno-pedagogical environments modify the relation of learners to subject matter, to learning 

activities and to other learners. The ways to appropriate and to use knowledge are also influenced by 

the characteristics of the learning environment.  

 

4. Human support available in order to develop methodological and metacognitive skills 

 

Distance learning can cause a feeling of isolation, especially if it is only used for transmitting knowledge. 

In an environment of blended learning the teacher is more than an expert who transmits information. 

Blended learning implies that the teacher should help the learner to understand and to integrate new 

information into the knowledge he/she already possesses. 

 

4. Openness of the learning environment 

 

The openness of the learning environment depends on the liberty learners are allowed to take in order 

to attain the learning goals or even to decide on them. It also depends on the opportunities learners 

have to resort to external resources (human and material). The more the course is open, the more 

learners will engage in the learning process. 

 

                                                           
2 As taken from Verpoorten, D., Parlascino, E., André, M., Schillings, P., Devyver, J., Borsu, O., Van de Poël, J.F., 
Jerome, F. (2017). Blended learning - Pedagogical success factors and development methodology. University of 
Liège, Belgium: IFRES (orbi: http://hdl.handle.net/2268/209645), pp. 4-5 

http://hdl.handle.net/2268/209645
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!ǎ YƻǇŜǊ όнллрύ ǊƛƎƘǘƭȅ Ǉƻƛƴǘǎ ƻǳǘΥ ά!ƭǘƘƻǳƎƘ ƛǘ ƛǎ ƴƻǘ ƘŀǊŘ ǘƻ ƛƴŎƻǊǇƻǊŀǘŜ ǘŜŎƘƴƻƭƻƎȅ ƛƴ ǘŜŀŎƘƛƴƎ ŀƴŘ 

ƭŜŀǊƴƛƴƎΣ ǘƘƛǎ ŘƻŜǎ ƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ƭŜŀŘ ǘƻ ƳƻǊŜ ŜŦŦƛŎƛŜƴǘ ǇǊŀŎǘƛŎŜǎΦέ /ƭŀǊƪ όнллоύ ŀƭǎƻ ƛǎ Ŏŀǳǘƛƻǳǎ ŀōƻǳǘ 

the possible benefits of bƭŜƴŘŜŘ ƛƴǎǘǊǳŎǘƛƻƴΥ άǘƘŜ ǎƛƳǇƭŜ ΨǇƛŎƪ-and-ƳƛȄΩ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǘƘŜ ŎƻƴŎŜǇǘ ƛǎ 

ƛƴǎǳŦŦƛŎƛŜƴǘέΦ 

 

 

 

7. Benefits 

 

Blended Learning practices have been beneficial for learners all over the world. As Charles Graham 

ƳŜƴǘƛƻƴŜŘ ƛƴ Ƙƛǎ ά.ŜƴŜŦƛǘǎ ŀƴŘ /ƘŀƭƭŜƴƎŜǎ ƻŦ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ 9ƴǾƛǊƻƴƳŜƴǘǎέΣ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ Ƙŀǎ 

proven itself to be more effective than both e-learning and traditional face-to-face practices, because 

ƛǘ άƛƳǇǊƻǾŜǎ ǳǇƻƴ ǇǊŜǾŀƭŜƴǘ ǇŜŘŀƎƻƎƛŎŀƭ ǇǊŀŎǘƛŎŜǎέ όнллрΥ нрпύΦ ¢ƘŜǊŜ ŀǊŜ Ƴŀƴȅ ōŜƴŜŦƛǘǎ ŀ .ƭŜƴŘŜŘ 

Learning course can offer; their categorization could consist of three sub-groups, one referring to its 

efficient pedagogy, second to its suitability for the trainer and the learner, and third to its low-cost 

nature.  

 With regard to the applied pedagogy, Blended Learning courses have adopted practices that are 

student-oriented and go beyond the traditional teacher-centered lessons. Firstly, these practices 

understand the mode of instruction as a way to take under consideration and acknowledge the 

ǎǘǳŘŜƴǘǎΩ ƛƴŘƛǾƛŘǳal needs, interests, inquiries and previous knowledge. Students easily become active 

and equally treated members of the course.  

Secondly, Blended Learning focuses on complementing independent learning with the needed human 

interaction. While students may be overwhelmed with the amount of information the Internet provides 

and unable to use them without further instruction, Blended Learning mixes and balances their 

individual work with teamwork and intercommunication. To support this interaction, peer-learning and 

-mentoring are often organized, which help students socialize and interact with fellow colleagues. They 

create online discussion groups and exchange feedback on their practices and solutions to their 

problems in the practice. This type of collaborative learning is usually satisfactory and motivating for 

the learner, specifically in a distance-learning environment (cf. Jasinska and Podgorska 2009: 2) 

Thirdly, Blended Learning practices have oriented themselves to the skills one needs to acquire in the 

twenty-first century. While traditional learning seems to have failed to equip learners with the 

contemporary skills3 they require to become competitive, Blended Learning is twenty-first century-

driven, following both the new technological trends and the new knowledge expectations of the 

students. (Graham 2005: 255; cf. Stacey and Gerbic 2008: 966). 

 With regard to the suitability , one of the major benefits of Blended Learning courses is the 

convenience they provide to the participants, both trainers and learners. There is a high degree of time- 

and place-flexibility, which is achieved without easing human contact nor reducing the quality of 

                                                           
3 In 2010, UNESCO published a paper on ICT Transforming Education, in which it was thoroughly explained 
that the need for 21-century-driven education is higher than ever. The same paper made a clear reference 
on which skills are needed by modern students, quoting a study by Partnership for 21st Century (P21). 
These skills are classified in four different categories:  1) Core subjects (global awareness, financial, 
economic, business and entrepreneurial literacy, civil literacy and health literacy); 2) Learning and 
innovation skills (creativity, critical thinking and problem solving, communication and collaboration); 
3)Digital Literacies (Information, Media and ICT); and 4) Life and career skills (flexibility, adaptability, 
iniative and self-direction, social and cross-cultural skills, productivity, accountability, leadership and 
responsibility) (Anderson 2010: 32) 
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pedagogy. In addition, because of the flexible time management and the efficient pedagogical practices 

used, students become more confident and improve their performance. This confidence leads to an 

ŜƴƘŀƴŎŜŘ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ōŜǘǿŜŜƴ ǘƘŜ ƛƴǎǘǊǳŎǘƻǊ ŀƴŘ ǘƘŜ ƭŜŀǊƴŜǊ ŀƴŘ ǘƻ ŀ ƳƻǊŜ άŦǳƴ ŀƴŘ Ŝŀǎȅ ǘƻ ƭŜŀǊƴέ 

environment (Kocoglu et al. 2011: 1130; Graham 2005: 255; cf. Stacey and Gerbic 2008: 966) 

 Finally, the third sub-category refers to one of the most important issues of the modern world: the 

cost effectiveness of education. Higher education institutions, schools and businesses look for low-cost 

solutions, which will reach a big audience in a limited period of time. Blended Learning courses offer a 

wide range of training opportunities, which save time and travel costs from the participants (qtd. in 

Graham 2005: 256). However, while a noticeable number of conducted studies have pointed out that 

by using Blended Learning courses, institutions, organizations etc. can reduce the learning costs, this is 

highly connected to the type of general education provided by each country.  

Whereas in the USA, higher education can be high-priced, most European higher institutions are for 

free. Consequently, European students see Blended Learning courses as costly, because of all the costs 

correlated with materials, printing and fees for the course (Benfield et al. 2006: 56). Additionally, 

Blended Learning courses require a high level of preparation which is associated with extra costs for 

ǘƘŜ ƛƴǎǘƛǘǳǘƛƻƴǎΣ ǎǳŎƘ ŀǎ ǘƘŜ ǘǊŀƛƴŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ŀƴŘ ǘƘŜ ŘƛǎǎŜƳƛƴŀǘƛƻƴ ƻŦ ǘƘŜ ŎƻǳǊǎŜ όŎŦΦ aƻǳȊŀƪƛǎ 

and Bourletis 2010: 17). Even though these seem to be disadvantages, nearly one in two European 

institutions believe that a Blended Learning course is worth the expenditure (Gaebel 2013: 44). 

 

 

8. Challenges 

 

 As any other approach, in addition to its benefits, Blended Learning has its challenges. More 

specifically, there are particular elements connected with Blended Learning which are demanding and 

often problematic. One of the most challenging issues is the increased time required for its preparation 

and production. Even though the course itself is flexible on how the participants use their time, the 

actual time needed for teachers and students to prepare themselves is more than in regular face-to-

face or e-learning courses. Moreover, many European teachers face difficulties in developing their 

digital materials or platforms, spending time on learning specific tools, whilst in the USA help is 

provided by graphic professionals (Norberg and Jahnke 2014: 262). This demanding workload of 

teachers and students may lead them to feel unsatisfied or even drop the course (cf. Graham 2005: 

256-7).  

 ¢ƘŜ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ƛǎ ŀƭǎƻ ǇŀǊǘ ƻŦ ǿƘŀǘ ƳŀƪŜǎ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ŎƘŀƭƭŜƴƎƛƴƎΦ 5ŜǇŜƴŘƛƴƎ ƻƴ Ƙƻǿ 

well the course is developed, there can be very demanding parts, usually in the online phase, when the 

learner is expected to be very productive, and other parts, usually in the face-to-face phase, when the 

learner is not being enough included in the learning process, which causes demotivation (cf. Scholl et 

al. 2008: 3). This can also be caused by too long distance learning phases or failed collaboration 

between the participants (cf. Hellmig 2008: 9; cf. Jasinska and Podgorska 2009: 2). Consequently, even 

though students get easily motivated to attend a Blended Learning course, they lose their interest while 

the course is progressing, which leads to a high rate of dropouts.   

 In addition, one of the highest challenges pertains to the technology used for the completion of the 

course. Firstly, both teachers and students need a certain degree of previous technological knowledge 

in order to be able to participate in the course. If this knowledge is missing, then those participants are 

unable to follow and complete the Blended Learning. Sometimes, even if all participants are highly 

media- (and ICT-) literate, technical issues, such as connection failures or skype problems, come about 
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and interrupt the flow of the lesson causing disturbance and inconvenience (cf. Alammary 2014: 444-

7; cf. Kocoglu et al. 2011: 1129-30) 

 Lastly, the greatest challenge in both building and instructing a Blended LeaǊƴƛƴƎ ŎƻǳǊǎŜ ƛǎ άŦƛƴŘƛƴƎ 

ǘƘŜ ǊƛƎƘǘ ōƭŜƴŘέ όDǊŀƘŀƳ нллрΥ нрсύΦ aƛȄƛƴƎ ŦŀŎŜ-to-face with online practices can often be very 

ambiguous and flawed if the mixture of these two is not the correct and most effective one. As 

mentioned before, the blend should meet the educational need of individuals and, at the same time, 

stay cost-effective for institutions (cf. Graham 2005: 256-7). 

 The following chapters will address the challenge of finding the right blend in your Blended Learning 

course and will also give specific guidelines on how to achieve the greatest results from it. 
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2.2. National Research: Common Results of the  

BleTeach National Reports 
 

Eleni Louloudi and Andreas Seidler 

 

This chapter offers an overview of collective results taken from our national research on the 

ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ōƭŜƴŘŜŘ ƭŜŀǊƴƛƴƎ ƛƴ ǘŜŀŎƘŜǊǎΩ /t5Φ ! ŘŜǘŀƛƭŜŘ ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ ƴŀǘƛƻƴŀƭ ǎǘŀǘŜ ƻŦ 

blended learning research can be found in the national reports ŀōƻǳǘ άDƻƻŘ tǊŀŎǘƛŎŜ 9ȄŀƳǇƭŜǎ 

ŀƴŘ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ /ƻƴŎŜǇǘǎ ƛƴ ¢ŜŀŎƘŜǊǎȰ /t5έ, conducted by the participating countries 

(Belgium, Germany, Hungary, Portugal and Romania) which are published on the BleTeach 

website: www.blend-ed.eu. 

The aim of our research was to identify the perceptions of CPD providers about what counts 

as good practice in blended learning and to make recommendations about the essential 

features of effective blended learning in CPD that will be transferred to the results of the 

BleTeach project. Our research was guided by the following key questions: 

1. What are some highly effective combinations of face-to-face and e-learning 

components within a CPD for learners ȳ (i.e. teachers ȳ) motivation, interaction and learning 

outcomes?  

2. What are the instructional design patterns (learning/teaching scenarios) are used in 

blended learning courses? 

3. What are the major success factors in implementing blended learning within CPD?  

4. What are the major obstacles/ threats and ways of overcoming them in implementing 

blended learning within CPD? 

5. In courses that are considered good practice (in terms of blended learning CPD) what 

kind of evaluation was used? 

Following these key questions, each of the participating countries did desktop research and 

conducted interviews with blended learning experts, which helped determine the perceptions 

of teachers using blended learning, compare and contrast elements of good practice as well as 

make recommendations about best practices in blended learning designs.   

 By examining the final results of this research, some common conclusions can be drawn, 

which show specific tendencies both in the challenges and the success factors in blended 

learning designs.    

 

http://www.blend-ed.eu/
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2.2.мΦ /ƘŀƭƭŜƴƎŜǎ ƛƴ ƛƳǇƭŜƳŜƴǘƛƴƎ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ƛƴ ǘŜŀŎƘŜǊǎΩ /t5 

Expenditure of time 

First of all, challenges in implementing blended learning usually address the question of time. 

The development of adequate course materials is elaborate and time-consuming. In the 

ǇǊƻŎŜǎǎ ƻŦ ŘŜǾŜƭƻǇƛƴƎ ŀ ōƭŜƴŘŜŘ ƭŜŀǊƴƛƴƎ ŎƻǳǊǎŜ ŀǎ ŀƴ ŜŦŦŜŎǘƛǾŜ ǘƻƻƭ ƛƴ ǘŜŀŎƘŜǊǎΩ /t5Σ ǘƘŜǊŜ ƛǎ 

a variety of materials (worksheets, videos, tutorials etc.) that must be prepared. Therefore, 

this process can be long and very time-consuming for the developing team. At the same time, 

the participants might also find it laborious, since it may coincide with their own duties as 

teachers in school - if there is no release from these duties for taking part in the course. Largely 

due to the physical barriers, trainees have to meticulously manage their working time and keep 

themselves always motivated and engaged.  

Insufficient technical equipment  

Additionally, a great challenge can be the functionality of technical equipment. It is common 

that computer systems have technical problems or internet connections work slowly or fail to 

load.  

Insufficient functionality of many e-learning platforms  

A major challenge for the tutors is the level of functionality the e-learning platforms appear to 

have. There are, for instance, e-learning platforms which are not user-friendly or practical (e.g. 

old versions of Moodle). Those are sometimes confusing and not easy to understand in their 

functionalities. That is why many obstacles are related to the platform and its accessability.  

Negative bias towards Blended Learning 

Because of the problems of e-learning and blended learning mentioned above, many teachers 

show a clear preference towards face-to-face courses. They estimate their own ICT skills as too 

low to deal with modern e-learning tools. Therefore, a major challenge in implementing 

blended learning is undoubtedly to overcome ƭŜŀǊƴŜǊǎΩ ǊŜǎƛǎǘŀƴŎŜ ǘƻ ǿƻǊƪ ǿƛǘƘ ƻƴƭƛƴŜ ǘƻƻƭǎΦ  

 

2.2.2. Success factors ƛƴ ƛƳǇƭŜƳŜƴǘƛƴƎ .ƭŜƴŘŜŘ [ŜŀǊƴƛƴƎ ƛƴ ǘŜŀŎƘŜǊǎΩ /t5 

Organization and chronological arrangement 

Our surveys showed that a group of learners supervised by one tutor should not consist of 

more than 20 participants.  
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The chronological arrangement of the course is one of the main organizational concerns. 

Distant learning phases should not be longer than 4 to 6 weeks. There has to be a precise time 

schedule which will be announced at the beginning of a course.  

On the one hand, there should be firm deadlines for the fulfilment of tasks. On the other hand, 

there has to be enough flexibility for the trainees to accommodate the course work to their 

working times. 

Most experts and participants of blended learning courses stress that a course should 

necessarily start with a face-to-face session. It is important to build familiarity with online tools 

and technologies and to make sure that the participants can use it during online phases. 

Furthermore, the trainees can meet their trainers in person and concepts and content of the 

course can be explained. 

The percentage of face-to-face phases in blended learning courses is in some cases up to 50%. 

Based on our survey, we recommend at least one fourth of a course. Face-to-face sessions can 

be used to introduce new and hard-to-grasp concepts which need further explications. 

 

Technology 

Experts in blended learning training for teachers highlight the importance of functional 

technics and the functionality of e.g. the learning platform and its applications, internet 

connection, passwords on hand etc. The e-learning platform must have a user-friendly 

interface which allows easy orientation; and support for using the platform should be offered. 

The participants need an internet access which allows them to load video files etc. which are 

part of the course materials (see Chapter 4 for more information). 

 

Communication 

First of all, it is important to communicate the expectations of assumed previous knowledge 

to potential participants before the beginning of the course to avoid excessive demands and 

frustration.  

During the course, constant support and feedback on working results have to be ensured. The 

feedback should be individualized and constructive to maintaiƴ ƭŜŀǊƴŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ǎƘƻǿ 

them their standard of performance. 

Forums and chatrooms should be used to encourage communication between trainers and 

trainees as well as between peers. In the beginning, trainers should explain to trainees how to 

comment on one another's questions and working results, if they are not used to do so. 
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Of particular importance is a prompt technical support and feedback to questions concerning 

the functionality of the e-learning platform (see Chapter 4). 

 

Content 

The training program must meet the expectations and needs of the teachers who are taking 

part because otherwise they may end up with a high level of demotivation. The important 

thing is to start with these needs to lead learners to other questions and interest to the subject 

of training. To maintain motivation, it is advisable to work on concrete and authentic cases 

from the target group´s professional life practice. 

An important factor of success, with regard to the content, is that tasks and assignments are 

in harmony with the actual practice of teachers. Teachers are often obliged to take part in in-

service training, therefore they seek to learn innovative information that is applicable to their 

practice. 

The assignment of tasks should be comprehensible and correspondiƴƎ ǘƻ ǇŀǊǘƛŎƛǇŀƴǘǎΩ 

previous knowledge as well as to their authentic work context. Several learning styles should 

be considered. Varied media resources can be used which are appealing and motivating. 

 

Participants 

Participants should express their interest in the course and the particular issue. They should 

have basic ICT skills and be open to the use of new media. In the case of CPD, teacher 

participants should be flexible with regard to their school duties, so that they can sufficiently 

participate in the course. Additionally, it is advised that they also be equipped with working 

devices in order to be able to successfully participate in a blended learning course. 

Trainers 

¢ǊŀƛƴŜǊǎ ƛƴ ōƭŜƴŘŜŘ ƭŜŀǊƴƛƴƎ ŎƻǳǊǎŜǎ ƛƴ ǘŜŀŎƘŜǊǎΩ /t5 Ƴǳǎǘ ƘŀǾŜ ǘƘŜ ǘŜŎƘƴƛŎŀƭ ǎƪƛƭƭǎ to use and 

explain the functionality of an e-learning platform. They need to be familiar with working 

conditions in schools and to have content area expertise. 

During the course, they have to be continuously responsive. Generally, they need the ability 

to give constructive and motivating feedback to their trainees and feel responsible for them. 

Evaluation 

For the evaluation of a course an anonymized questionnaire should be used. A final face-to-

face session can be used for observation of learning outcomes ŀƴŘ ǘǊŀƛƴŜŜǎΩ ŀǎǎŜǎǎƳŜƴǘΦ 
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Chapter 3: Development Methodology  

 

Blended Learning - Pedagogical Success Factors and Development 

Methodology  

[Dominique Verpoorten, Emmanuelle Parlascino, Marine André, Patricia Schillings, Julie 

Devyver, Olivier Borsu, Jean-Francois Van de Poël, Francoise Jerome] (University of Liège, 

Belgium: IFRES; orbi: http://hdl.handle.net/2268/209645) 

 

Pedagogical factors leading to successful blended learning are numerous. The most 

determining factor certainly is, for designers of blended courses, the possibility to rely 

on a safe development methodology. This handbook aims at guiding teachers through 

the steps to be taken in order to achieve blended courses of high quality. 

 

 

Designing blended learning 

Any teacher who intends to design a blended course has to reflect on various aspects of teaching and 

learning in order to come up with something meaningful and coherent. However, the aspects to be 

considered are manifold. This is why it is highly recommended to plan carefully the design of the course 

ŀƴŘ ǘƻ ǇǊƻŎŜŜŘ ƳŜǘƘƻŘƛŎŀƭƭȅΣ ŜǎǇŜŎƛŀƭƭȅ ƛƴ ǘƘŜ ŎŀǎŜ ƻŦ ŘƛǎǘŀƴŎŜ ƭŜŀǊƴƛƴƎΥ ά¦ǎƛƴƎ ƳŜŘƛŀ ǊŜǉǳƛǊŜǎ ǘƘŜ 

teacher to reconsider his/her teaching practice. He or she must plan and prepare in advance the course 

scenario, teaching aids, assignments and communication tools, instructions to guide learning, 

counselling and follow-up, assessment methods, etc. [...] 

 In short, the instructor has to make decisions and to take steps in order to develop resources and to 

offer an environment suitable for effective and meaningful learning. This whole process is called 

ǇŜŘŀƎƻƎƛŎŀƭ ŜƴƎƛƴŜŜǊƛƴƎΦέ όIŜƴǊƛΣ нллнΤ ƻǳǊ ǘǊŀƴǎƭŀǘƛƻƴύΦ 

The conceptual frameworks we have chosen to guide pedagogical engineering are the BECOMERIR 

framework (Leclercq, 2007) and the Diamond framework (Leclercq, 2000). 

 

 

"Fail to plan is plan to fail" (favourite mantra  

of efficient project managers) 
 

 

http://hdl.handle.net/2268/209645
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Pedagogical frameworks 

The initial name of the BECOMERIR framework corresponds to the anagram made up of the French 

initials of 9 components of pedagogical design. The translation of the French anagram into English (with 

minor adjustments and one major addition) has become NEDOMASPPA. Here are the components in 

French with their corresponding designation in English4: 

 

Besoins Needs 

Existant Existing resources 

Conception Design 

Objectifs Objectives 

Méthodes Methods 

Évaluation Assessment 

 Support 
Réalisation Production  

Implémentation Pilot scheme 

Course attendance 
Régulation Adjustment 

 

The components or categories listed above can be used as a reminder of the types of questions to be 

asked in relation to the design of a blended learning environment. The framework is not necessarily 

linear: the answers to questions belonging to one category may lead to reconsider any of the other 

categories. It is of course not possible to answer all the questions related to each category at the same 

time. However, information belonging to one category is often enough linked with that of other 

                                                           
4 Up to now, the sources documenting the NEDOMASSPA eLearning development methodology have been 
released mainly in French-ǎǇŜŀƪƛƴƎ άƎǊŜȅέ ƭƛǘŜǊŀǘǳǊŜΦ ¢ƘŜ ƻƭŘŜǎǘ ǾŜǊǎƛƻƴ ǎŜŜƳǎ ǘƻ Ǝƻ ōŀŎƪ ǘƻ ά[ŜŎƭŜǊŎǉ όмффуύέΣ 
mentioned in a report (Balancier et al., 2006, p. 39). The acronym was then BECOMECRIR (Besoins-Existant-
Contraintes-Objectifs-Méthodes-Évaluation-Conception-Réalisation-Impact-Régulation). In 2003, it evolves into 
BECOMERER (Besoins-Existant-Conception-Objectifs-Méthodes-Evaluation-Réalisation-Expérimentation-
wŞǘǊƻŀŎǘƛƻƴύΦ IŜǊŜΣ 9ȄǇŜǊƛƳŜƴǘŀǘƛƻƴ ǊŜǇƭŀŎŜǎ άLƳǇŀŎǘέΦ ά/ƻƴǘǊŀƛƴǘŜǎέ ƛǎ ŘŜƭŜǘŜŘ ŀƴŘ ǊŜǇƭŀŎŜŘ ǿƛǘƘ 
ά/ƻƴŎŜǇǘƛƻƴέΣ ǿƘƛŎƘ ƛǎ ǳǎŜŘ ƛƴ ǘƘŜ ǎǘǳŘȅ ƳŀǘŜǊƛŀƭ ƻŦ ǘƘŜ ǎǇŜŎƛŀƭƛȊŜŘ ƳŀǎǘŜǊ ƛƴ higher education pedagogy 
Formasup and in a lexicon for the European project iClass. In 2005, in a slideshow, the acronym transforms into 
.9/ha9wLw όάLƴǘŜǊǾŜƴǘƛƻƴέ ƛƴǎǘŜŀŘ ƻŦ ά9ȄǇŜǊƛƳŜƴǘŀǘƛƻƴέύ ǿƘƛŎƘ ƛǎ ŀƭǎƻ ǳǎŜŘ ƛƴ tƻǳƳŀȅ όнллсύΣ ǿƛǘƘ ŀ ǎƭƛƎƘǘ 
difference όǘƘŜ / ŀōōǊŜǾƛŀǘŜǎ ά/ƻƴŎŜǇǘƛƻƴέ ƛƴǎǘŜŀŘ ƻŦ ά/ƻƴǎƛǎǘŜƴŎȅέύ ŀƴŘ ōȅ ±ŜǊǇƻƻǊǘŜƴ Ŝǘ ŀƭΦ όнллрύ ƛƴ ŀ ǿŜō-
ōŀǎŜŘ ƎŜƴŜǊŀƭ ƛƴǘǊƻŘǳŎǘƛƻƴ ǘƻ ǘƘŜ CƻǊƳŀǎǳǇ ŘŜƎǊŜŜ όŀƭǎƻ ǿƛǘƘ ά/έ ŦƻǊ ά/ƻƴŎŜǇǘƛƻƴέύΦ !ƴ ǳƭǘƛƳŀǘŜ ǾŜǊǎƛƻƴΣ 
BECOMERIOR, appears, later on, in two course manuals (Leclercq, 2007 ; Denis, 2014). This time, the acronym 
ǘŀƪŜǎ ƻƴ tƻǳƳŀȅ όнллсύ ŀƴŘ ŀŘŘǎ ǘƘŜ άhέ ƻŦ άhōǎŜǊǾŀǘƛƻƴέΦ {ƛƴŎŜ tƻǳƳŀȅ όнллсύ ǊŜƳŀƛƴǎ ǘƘŜ ƻƴƭȅ ƻŎŎǳǊǊŜƴŎŜ 
of the development methodology in a published article and since the acronym BECOMERIR takes over the 
ŜƭŜƳŜƴǘǎ ƻŦ ǘƘŜ ǇǊŜǾƛƻǳǎ ǾŜǊǎƛƻƴǎΣ ǘƘƛǎ ƘŀƴŘōƻƻƪ ƻǇǘǎ ŦƻǊ ǘƘƛǎ ŀŎǊƻƴȅƳ όŎƻƳǇƭŜƳŜƴǘŜŘ ǿƛǘƘ ǘƘŜ ά{έ ƻŦ 
ά{ǳǇǇƻǊǘέ ƛƴ b95ha!{tt!ύΦ ¢ƘŜ .ƭŜ¢ŜŀŎƘ ǇǊƻƧŜŎǘ ǇǊƻǾƛŘŜŘ ǘƘǳǎ ŀ ŦƛǊǎǘ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ Ŧǳƭƭȅ ǿƻǊƪ ƻǳǘ ǘƘƛǎ 
conceptual tool in English. 
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categories. The categories thus influence each other. Adjustment and regulation can be practised at 

any time on the basis of feedback related to one or the other category. 

The framework can be used to design any kind of teaching and learning environment, it is not restricted 

to the design of virtual environments resorting to technology. Regarding the design of blended learning 

environments, a tenth category has been added to the framework, we call that additional category 

ΨǎǳǇǇƻǊǘΩc5 .  

 

Consequently, the English anagram is NEDOMASPPA. 

 

The NEDOMASPPA framework can be segmented into three subgroups of categories. The three 

segments correspond to the three major phases of the process of course design and implementation: 

NED ς analysis: It consists in reflecting on the type of course to be designed by taking into 

consideration the needs of the target public and the existing resources. 

OMAS ς design and development: Once the outlines of the course have been decided on, all 

its features have to be specified, tools and resources have to be produced or adapted. 

PPA ς implementation, experimentation and regulation: This is the phase in which the course 

comes into existence, is being experimented a first time by teacher(s) and learners and 

adapted on the basis of that first experience. 

In order to assure solid methodological guidelines, the NEDOMASPPA framework will be completed by 

the Diamond framework. In 2000, Leclercq proposed a framework for pedagogical design which puts 

16 questions relevant to teaching and learning in relation to one another. The visual representation of 

the framework has got the shape of a diamond. The questions to be addressed in relation to 

pedagogical design make the Diamond framework easy to appropriate. Each category of the 

NEDOMASPPA methodology will systematically be related to questions raised by the Diamond model. 

 

 

                                                           
5  ¢ƘŜ άǎǳǇǇƻǊǘέ category is borrowed from the guidelines issued by a team of the Pädagogisches Landesinstitut  
Rheinland-Pfalz (see appendix 1). 
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Fig. 3. Diamond framework (Leclercq, 2000) 

 

3.1. Lay the Foundation 

Key components of pedagogical engineering according to the NEDOMASPPA 

framework 
 

Such questions are especially important when it comes to blended learning: Why is it appropriate to 

consider hybrid pedagogy? Why should some learning activities take place online? 

Needs 

The first step to take in order to start designing a teaching and learning environment consists in 

examining the needs to be supplied by means of such an environment. The questions to be asked in 

relation to needs are for instance: What is the problem to be solved? What is the purpose of the 

teaching and learning environment? 
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Another question to be asked in relation to needs is directed at the target group: Whom is the course 

supposed to address? Concerning targeting learners, the Diamond framework proposes the following 

questions: 

¶ Who are the learners whom the hybrid environment will address? (1)6 

o How old are they? The answer to this question may give clues as to their autonomy and experience 

as learners. 

o What is their educational background? The motivation to engage in learning may be positively or 

negatively influenced by past schooling or training. 

o How many learners will be involved? The number of participants influences teaching and learning. 

Individualized qualitative feedback can for instance only be practiced with a relatively small group of 

learners. Debates have to be organized differently depending on the number of contributors. Etc.  

¶ What do they already know about the topic or the subject matter to be dealt with? (11) 

The level of instruction to be aimed at can be either defined in terms of curricular requirements or it 

can be determined by personal ambitions or interests. In case of institutional teaching and learning it 

is best to refer to programmes or to consult colleagues. However, it can also be interesting to assess 

the knowledge learners already have about the subject to be taught. That kind of information can then 

be taken into account in order to adjust the right level of instruction. 

¶ What are learners' characteristics and special interests? (1) 

Teaching methods and learning activities will vary ŀŎŎƻǊŘƛƴƎ ǘƻ ƭŜŀǊƴŜǊǎΩ profiles and interests. Arts and 

science students for instance will have to be taught differently. Learning styles can also be taken into 

account. In case of cross-curricular or multidisciplinary teaching it is recommended to vary illustrations 

and examples so as to involve all learners. Collaboration or group work may also be considered if it fits 

ǿƛǘƘ ƭŜŀǊƴŜǊǎΩ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎΦ 

¶ What ŀǊŜ ƭŜŀǊƴŜǊǎΩ ŜȄǇŜŎǘŀǘƛƻƴǎ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜ ŎƻǳǊǎŜΚ ²Ƙŀǘ Řƻ ǘƘŜȅ ǘƘƛƴƪ ƛǎ ŜȄǇŜŎǘŜŘ ŦǊƻƳ ǘƘŜƳΚ 

(13) 

This kind of information is worth taking into consideration because it is inevitable that learners should 

have expectations regarding the course and those expectations could be inadequate. Learners are also 

usually interested to know what is expected from them so that they can decide on the best strategy to 

adopt in order to come up to the expectations.  

¶  Who is responsible for the request to learn? (16) 

¢ƘŜ ŎƻǳǊǎŜ ŘŜǎƛƎƴŜǊ ǎƘƻǳƭŘ ƪƴƻǿ ŀōƻǳǘ ƭŜŀǊƴŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ŀǘǘŜƴŘƛƴƎ ǘƘŜ ŎƻǳǊǎŜΦ aƻǘƛǾŀǘƛƻƴ ǘƻ 

learn can be influenced by the status of the course (obligatory or optional), by topic or subject matter 

or by performance-ǊŜƭŀǘŜŘ ǊŜǉǳƛǊŜƳŜƴǘǎΦ ¢ƘŜ ƭŀǘǘŜǊ Ƴŀȅ ŘŜǘŜǊƳƛƴŜ ƭŜŀǊƴŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǘƘŜ 

learning activities.  

Raising questions about needs will help to determine the outlines and the main characteristics of the 

teaching and learning environment to be designed and implemented. However, in case of blended 

ƭŜŀǊƴƛƴƎΣ ŀŘŘƛǘƛƻƴŀƭ ƛƴŦƻǊƳŀǘƛƻƴ ǎƘƻǳƭŘ ōŜ ǘŀƪŜƴ ƛƴǘƻ ŀŎŎƻǳƴǘΦ Lǘ ǘƻǳŎƘŜǎ ƻƴ ƭŜŀǊƴŜǊǎΩ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴǎ 

in relation to digital learning. 

The research conducted by Sun and colleagues (2008) points out three aspects of digital learning likely 

ǘƻ ƛƴŦƭǳŜƴŎŜ ƭŜŀǊƴŜǊǎΩ ǎŀǘƛǎŦŀŎǘƛƻƴΦ ¢ƘŜǎŜ ŀǎǇŜŎǘǎ ƻŦ ŘƛƎƛǘŀƭ ƭŜŀǊƴƛƴƎ ŀǊŜΥ 

 

¶ [ŜŀǊƴŜǊǎΩ ŀƴȄƛƻǳǎ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ŎƻƳǇǳǘŜǊǎΥ ά¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ŀǎŎŜǊtains that learner anxiety toward 

computers is one of the vital factors in perceived e-[ŜŀǊƴŜǊ ǎŀǘƛǎŦŀŎǘƛƻƴέ ό{ǳƴΣ нллуΣ ǇΦ ммфпύΦ ¢ƘŜ 

                                                           
6 The numbers in brackets refer to the 16 questions which compose the Diamond framework. 
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ŀƴȄƛŜǘȅ ǘƻǿŀǊŘ ŎƻƳǇǳǘŜǊǎ ƭƻǿŜǊǎ ǘƘŜ ŜŦŦŜŎǘƛǾŜƴŜǎǎ ƻŦ ŘƛƎƛǘŀƭ ƭŜŀǊƴƛƴƎ ŀǎ ǿŜƭƭ ŀǎ ƭŜŀǊƴŜǊǎΩ ǎŀǘƛǎŦŀŎǘƛƻƴ 

with it. ThereforŜ ƛǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ǎŜƭŜŎǘ ǘƻƻƭǎ ǿƘƛŎƘ ŀǊŜ ŀŘŀǇǘŜŘ ǘƻ ǘƘŜ ƭŜŀǊƴŜǊǎΩ ƭŜǾŜƭ ƻŦ ŦŀƳƛƭƛŀǊƛǘȅ 

with digital environments. 

¶ [ŜŀǊƴŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘƘŜ ǳǎŜŦǳƭƴŜǎǎ ƻŦ Ŝ-Learning environments: Perception of usefulness 

depends on the learning progress the environment has made possible. 

¶ [ŜŀǊƴŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘƘŜ ŜŀǎŜ ǘƻ ŀŘŀǇǘ ǘƻ ŀƴŘ ǘƻ ǳǎŜ ŘƛƎƛǘŀƭ ŜƴǾƛǊƻƴƳŜƴǘǎΥ ¢ƘŜ ŜŀǎƛŜǊΣ ǘƘŜ ōŜǘǘŜǊΗ 

It follows that perceptions of usefulness and easiness of use are important success factors as they have 

a positive influence on satisfaction toward digital environments whereas anxiety has a negative 

influence on it. Such relationships between perceptions and satisfaction should not be ignored. Digital 

tools should be selected and implemented accordingly. 

Anxiety toward computers can be assessed by means of the following statements (Barbeite & Weiss, 

2004). Each statement has to be rated with a Likert scale: 

- Working with a computer would make me very nervous 

- I get a sinking feeling when I think of trying to use a computer 

- Computers make me feel uncomfortable 

- Computers make me feel uneasy and confused 

According to the assessed level of anxiety, aids can be proposed to learners to help them overcome it. 

 

Before starting to create learning resources, course designers should look 

for existing material (contents, references, illustrations, assignments, 

ƭŜŀǊƴƛƴƎ ǘƻƻƭǎΧύ ŀƴŘ ǎŜŜ ƛŦ ƛǘ ƳŀƪŜǎ ǎŜƴǎŜ ǘƻ ǳǎŜ ƛǘΦ άLŦ ȅƻǳ ŀǊŜ ǘŀƪƛƴƎ ƻƴ 

someone else's course or redesigning your own course, you need to think 

carefully about the current course practices. Take time to review the course and undertake a content 

inventory ς what resources are you using? And in what format do they exist (print, online, audio, video, 

etc.)? Have students had any issues accessing a resource? Could this access bŜ ƛƳǇǊƻǾŜŘΚέ ό.ŀǘƘΣ нлмлΣ 

p.10). Such advice is also helpful if you have to create a brand-new course. Do not forget that you are 

living in the age of moocs and open educational resources. It means that there are out there scores of 

courses, resources, material already developed and available. See whether you can incorporate some 

of it in your course and, in doing so, concentrate your time and energy on what does not exist yet 

and/or on what you alone can provide (sometimes your contribution can consist in being the smart 

glue that fixes up existing resources!). There is no point reinventing the wheel! 

 

Be alert and look around you for existing resources that could be used in an 

ŜƴǾƛǊƻƴƳŜƴǘ ƻŦ ōƭŜƴŘŜŘ ƭŜŀǊƴƛƴƎΦ ΨtƻƪŞƳƻƴ DƻΩ Ƴƻǘǘƻ όŀŘŀǇǘŜŘ ǘƻ b95ha!{tt!ύ 

In other words, it is often not necessary to create the entire course material from scratch. As explained 

above (see the various forms of blended learning according to Singh, 2003) a combination of off-the-

shelf and customized course contents can serve the purpose of instruction and save time and energy 

dedicated to course design. If you borrow material though, be careful to mention clearly where it comes 

ŦǊƻƳΦ [ƻƻƪƛƴƎ ŦƻǊ ŀǾŀƛƭŀōƭŜ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎ ƳŀǘŜǊƛŀƭ ǿƛƭƭ ŜƴŀōƭŜ ȅƻǳ ǘƻ ǘŀŎƪƭŜ ǘƘŜ άǊŜǎƻǳǊŎŜǎέ (7) 

aƴŘ άŎƻƴǎǘǊŀƛƴǘǎέ όмпύ ŘƛƳŜƴǎƛƻƴǎ ƻŦ ǘƘŜ 5ƛŀƳƻƴŘ ŦǊŀƳŜǿƻǊƪΦ Lǘ ƛǎ ƛƴŘŜŜŘ ƛƳǇƻǊǘŀƴǘ ǘƻ ŎƻƴǎƛŘŜǊ ƭƛƳƛǘǎ 

or restrictions regarding the resources you would like to use or the context in which your course will 

Existing resources 
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take place. Reflecting in anticipation on such constraints will prevent you from having later to solve 

intricate problems. For instance, if you plan learning activities to be carried out online, check the 

availability of computers and Internet connections. 

 

 

 

 

 

 

Accessibility of a computer room facilitates digital learning. Another facilitating factor consists in 

organizing a helpdesk that learners can appeal to if they encounter some technical trouble. Learners 

are not always skilled in the use of technology. Therefore, it  could be advisable to give them some help 

and time to adapt to the digital environment. Familiarity with digital tools and environments also varies 

ŀƳƻƴƎ ǘŜŀŎƘŜǊǎΦ ¢ƘŜ ŦƛƎǳǊŜ ōŜƭƻǿ ǊŜƭŀǘŜǎ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ǘŜŎƘƴƻƭƻƎȅ ǘƻ ǉǳŀƭƛǘȅ ƭŜǾŜƭǎ ƻŦ 

blended learning. 

 

 

 

If you intend to use a platform or other digital tools, take some time to investigate what is available. 

Knowing the possibilities of tools and their features you can make sure that your course can be updated 

easily. By investigating technological resources you may also discover possibilities you had not thought 

of. Select the functionalities that suit best your teaching and learning goals. Here is the URL of a website 

ŎŀƭƭŜŘ ά9ŘǳŎŀǘƛƻƴŀƭ ¢ŜŎƘƴƻƭƻƎȅ ŀƴŘ aƻōƛƭŜ [ŜŀǊƴƛƴƎΦ ! ǊŜǎƻǳǊŎŜ ƻŦ ŜŘǳŎŀǘƛƻƴŀƭ ǿŜō ǘƻƻƭǎ ŀƴŘ Ƴƻōƛle 

ŀǇǇǎ ŦƻǊ ǘŜŀŎƘŜǊǎ ŀƴŘ ŜŘǳŎŀǘƻǊǎέ ǿƘŜǊŜ ȅƻǳ ǿƛƭƭ ŦƛƴŘ ŀ ƭƻǘ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ŀƴŘ ǘƛǇǎ ŀōƻǳǘ ǳǎƛƴƎ 

technologies for teaching and learning purposes: http://www.educatorstechnology.com/ 

Fig. 4. Factors that influence the selection of blended learning approaches (Alammary & Carbone, 2014, p. 448) 

http://www.educatorstechnology.com/
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The technological profile of teachers also influences the design of blended  environments as shown 

below: 

 

 

 

 

 

 

 

Teaching is not a ǎŎƛŜƴŎŜΣ ƛǘΩǎ ŀ 59{LDb ǎŎƛŜƴŎŜ  (Laurillard, 2012) 

Design consists in determining how the environment of blended learning will be used by learners. Being 

informed on their needs and on the availability of teaching and learning aids, it is now time to decide 

ƻƴ ǘƘŜ ǘŀǎƪǎ ŀƴŘ ŀǎǎƛƎƴƳŜƴǘǎ ǘƘŀǘ ǿƛƭƭ ŎƻƳǇƻǎŜ ǘƘŜ ŎƻǳǊǎŜΦ άLt is important to ask yourself Ψ²Ƙŀǘ Řƻ L 

want my students to learn by uƴŘŜǊǘŀƪƛƴƎ ǘƘƛǎ ŎƻǳǊǎŜΚΩέ  (Bath & Bourke, 2010, p. 9). To this question 

ǘƘŜ ŦƻƭƭƻǿƛƴƎ Ŏŀƴ ōŜ ŀŘŘŜŘΥ άIƻǿ Řƻ L ǿŀƴǘ ǘƻ ǳǎŜ ǘƘŜ ƻƴƭƛƴŜ ƭŜŀǊƴƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘΚέ  όBath & Bourke, 

2010, p. 10) 

Many scripts can be considered when it comes to designing a course and its learning activities: 

¶ Activities can follow one another in a harmonious way:  

 

 

 

Design  

Fig. 5. Applying the three different approaches to a traditional face-to-face course (Alammary & Carbone, 2014, p. 448) 


