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Massive open online courses (MOOCs) are online educational courses that 
provide learning opportunities without geographical, temporal, or enrollment 
limitations. However, the adoption of MOOCs in Omani higher education is still 
in its early stages. Therefore, this study aims to assess how attitudes, self-efficacy, 
experience with online teaching, administrative and colleague support predict 
MOOC readiness, and determine the extent of varied instructor attitudes and 
experience regarding MOOC readiness and self-efficacy. A survey of 130 
respondents concluded that attitude and experience with online teaching predicted 
only 34.5% MOOC readiness, and other factors such as self-efficacy, 
administrative support, and colleague support were found not to influence 
readiness. Additionally, those with MOOC learning experience showed 
significantly higher readiness, and better attitude and self-efficacy. Faculty 
members with experience designing MOOCs had higher self-efficacy in their 
abilities, while their readiness and attitude were similar to those without this 
experience. Hence, these findings indicate a need for further professional 
development programmes and more exposure to MOOCs as a student to further 
spur the Omani MOOCs movement. 

 
Introduction 

Massive open online courses (MOOCs) have gained popularity and support worldwide, but they 
are still relatively new in the Middle East, where the digital learning transformation due to the 
pandemic has only made clear the need for such a platform (Al-Harthi & Ani, 2023). According 
to Magd et al. (2022), digital learning has become increasingly popular due to its widespread 
adoption, particularly after the pandemic, and one of its key benefits, which is the ability to 
continue one's education from any location without difficulty. Hence, MOOCs fulfill this 
purpose by allowing students to complete courses at their own pace, regardless of background, 
age, location, or time zone (Kumar & Al-Samarraie, 2018; Mutawa, 2016), using automated 
feedback systems, peer grading, and community forums for support. While MOOC students have 
limited access to instructors due to their large enrollment numbers, MOOCs differ from online 
learning, which can be a lecture series related to formal, smaller courses that are self-paced with 
varying accessibility and openness, often pertaining to institutional affiliation with access to 
instructors. MOOCs structured with similar online resources provide the option to earn an 
official certificate (Pozzi et al., 2021). 

Despite these benefits, Sallam (2017) noted that the adoption in the Arab region 
frequently varies depending on each country's digital infrastructure and internet penetration. 
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Nevertheless, there has been some introduction of MOOCs throughout the region, using 
platforms such as Rwaq in Saudi Arabia (Aboulmagd, 2018), Edraak by Jordan's Queen Rania 
Foundation, MenaVersity in Lebanon, SkillAcademy and EgyMOOCs in Egypt (Abdel-
Maksoud, 2019), Nadrus.com in the United Arab Emirates (UAE) and Iraqi-bMOOC in Iraq (Ali 
& Shiratuddin, 2018), which focus on offering Arabic language MOOCs (Mutawa, 2016). In 
contrast to other Arab countries, the use of MOOCs at Omani institutions does not seem to be 
widespread (Al Hosni & Al Ali, 2022). However, according to Al-Harthi and Ani (2023), several 
Omani HEIs are increasingly establishing online learning communities that encourage 
engagement while providing blended educational methods through more digital content. It has 
been theorised that this shift was due to the Covid-19 pandemic, which undoubtfully improved e-
learning adoption and brought the application of digital learning technologies, such as Microsoft 
Teams and Moodle, to the fore in Omani educational institutions (Tawfik & Elmaasrawy, 2022). 
Omani HEIs have recently started to offer some online courses, yet teaching and learning in 
these courses still requires a certain percentage of physical attendance (Al-Harthi & Ani, 2023). 
Nevertheless, while these courses are not classified as MOOCs, they are a start that could lead in 
the direction of MOOC design and development as these strategies provide faculty members 
with badly needed digital teaching experience. Concurrently, introducing MOOCs as a tool has 
the potential to digitally revolutionise Oman's educational system and align with Oman Vision 
2040 (Matriano, 2023). 

Hence, given that MOOCs are a component of this transformation, we support 
Subramaniam et al.'s (2019) recommendations to examine the level of faculty readiness for 
MOOC adoption in higher education institutions. Before universities embrace MOOCs, 
empirical research on faculty preparation is essential (Ahmed et al., 2022) as this could reduce 
the risks and hurdles of MOOC implementation and increase its chances of success (Kurniasari 
et al., 2018). In such a setting, readiness comprises technology infrastructure, assistance from 
institutions, and guidelines that encourage lecturers to capitalise on MOOCs (Azevedo & 
Marques, 2017). However, we defined MOOC readiness in this study from the faculty member's 
perspective, which identified readiness as preparedness that lecturers individually believed they 
should have in developing and putting together their MOOCs so that they could be used to 
facilitate online teaching. Henceforth, various factors, such as personal and technical qualities, 
might influence instructors' preparedness to use them. Hung (2016) asserts that traits comprising 
self-efficacy, attitudes towards online learning, technical proficiency, access to resources, and 
institutional support might be used to gauge an educator's readiness to adopt online instruction. 
Therefore, by investigating such variables, we hypothesised that we could validate essential 
factors that could be used to predict MOOC readiness among faculty members in Oman.  

Furthermore, in distance learning interventions, personal factors are vital in determining 
intention (Annamalai et al., 2021), commitment (Magd et al., 2022), attitude (Bervell, Kumar et 
al., 2022; Gasaymeh, 2009; Hung, 2016) and self-efficacy (Bakogianni et al., 2020). Likewise, 
according to Stajkovic et al. (2006), this reflects their belief in and dedication to accomplishing 
their objective based on their perceived competencies and knowledge. Moreover, self-efficacy 
also has a noticeable effect on a person's behaviour, notably the degree of perseverance 
demonstrated by an individual while confronting potentially strenuous activities and the 
flexibility required to approach tasks in a way to prevent failure (Mannila et al., 2018). Naghavi 
(2023) asserts that instructors with a high level of self-efficacy towards e-learning have a 
favourable attitude towards such interventions. Moreover, this also relates to their experience. 
According to Ventayen (2018), one of the primary considerations that affect a faculty member's 
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readiness to accept MOOCs is their experience using technology for teaching and learning. 
According to Zou et al. (2021), faculty members will be more prepared to use MOOCs if they 
have adequate expertise in online teaching. Moreover, Evans and Myrick (2015) explained that 
faculty members who have never taught a MOOC usually have valid concerns about the 
MOOC’s purpose, which affects how prepared they are to adopt them.  

Hence, internal factors are vital in determining the readiness of faculty members to adopt 
MOOCs (Hilali & Moubtassime, 2021). Nevertheless, Bakogianni et al. (2020) explained that 
external variables, such as institutional factors, could also impact its adoption. However, Samaila 
et al. (2022) concur that in the context of HEI, external elements related to distance learning and 
instruction, such as organisational and technological infrastructure, might not significantly 
influence users' intentions due to prior digital experience and stable economic background that 
reduces their dependence on these factors. Nevertheless, Scherer et al. (2021) claim that 
institutional culture and society’s may influence educators' readiness for online teaching in 
addition to self-efficacy. Koukis and Jimoyiannis (2019) explain that colleagues' support is one 
such aspect. Henceforth, this study reflects social norms in the lecturers' working environment, 
which Mutambik (2018) claims significantly impacts e-learning adoption among HEI lecturers. 
Magd, et al. (2022) agreed, explaining the importance of social interaction in such a context, yet 
added that administrative support in the form of an institution's engagement, technology, social 
interaction, and development of e-learning environment are also critical aspects in e-learning 
adoption in Omani HEI. According to Alqudah et al. (2022), the most significant barriers to e-
learning at Arab institutions were academic, administrative, and technological issues. Hence, 
organisations that adjust to a changing environment by coordinating the objectives of students 
and instructors to create an accessible and motivating online learning environment will foster 
academic participation and enhance educational advancement (Fernandez et al., 2022). 

Therefore, this study explores the factors influencing faculty members' readiness to adopt 
MOOCs such as teaching attitude (ATT), self-efficacy (SE), experience with online teaching and 
learning (EOT), administrative support (AS) and colleagues’ support (CS). Before the pandemic, 
Abdel-Maksoud (2019) and Sallam (2017) claimed that the MOOC movement at Arab HEIs was 
limited and deserved further investigation. Nevertheless, post-pandemic, Al Hosni and Al Ali 
(2022) emphasised the need for a more in-depth investigation into MOOC awareness among 
educators in Oman. Moreover, the experience with online teaching and learning due to this shift 
may have altered e-learning perception and behaviour (Kumar, Osman et al., 2022). Thus, 
MOOC experience is considered a vital consideration in this study, where we explore the effect 
and association between lecturer experience as a MOOC learner and as a MOOC developer. 
Additionally, Magd and Jonathan (2023) also explained that the use of online teaching and 
learning in Arab HEIs, as in Oman, is growing significantly slower than in Western countries, 
and, therefore, there is a prevailing information gap due to a lack of adequate research in online 
learning effectiveness post-pandemic. 

Objectives 
While MOOCs are novel in Omani HEIs, this study focuses on faculty perspectives by exploring 
the following objectives:   

i. To investigate how attitude towards MOOCs (ATT), self-efficacy (SE), experience with 
online teaching and learning (EOT), administrative support (AS), and colleagues’ support 
(CS) predict MOOC Readiness (MR). 

ii. To determine how much variance in MR is explained by these factors.  
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iii. To investigate the difference between learner vs developer experience with MOOCs as it 
relates to MR, ATT and SE.  

Methods 
The study was conducted using a quantitative correlational approach, which involved measuring 
the degree of association between two or more variables in a given population. This 
methodology is particularly useful when researchers aim to determine the strength and direction 
of a relationship between variables without manipulating them, and is typically used to illustrate 
how several variables relate to one another to create a modelling connection (Bornstein, 2011). 
Furthermore, using inferential statistics, our research aimed to delve deeper into the effects of 
prior MOOC experience based on three key factors — MR, ATT, and SE. Through this analysis, 
we aimed to identify and quantify the relationship between prior MOOC participation and its 
impact on the aforementioned factors, ultimately contributing to a better understanding of the 
role experience could play in MOOCs’ future adoption in the teaching process. 

Respondents  
This study was executed at Sultan Qaboos University and was based on the demographic profile 
of 130 respondents. Male respondents made up 50.8% of the sample (N = 66), while female 
respondents made up 49.2% (N = 64) (Table 1). Most respondents were between the ages of 26-
55 years, and the highest number of respondents 36-45-year-olds (N = 46, 35.4%). Interestingly, 
most of the faculty members were non-Omani (N = 94, 72.3%), and a majority had teaching 
experience of between 16-20 years (N = 53, 40.8%) and 11-15 years (N = 41, 31.5%). The 
percentage of respondents that had taken a MOOC was 54.6% (N = 71), while a high percentage 
of respondents had no experience in developing a MOOC (N = 92, 70.8%). 
Table 1: Demographic Details of the Respondents 

Demographic details Selection N Percentage 

1. Gender Male  
 

66 50.8% 

Female 64 49.2% 

2. Age 18-25 years 
 

13 10.0% 

26-35 years 
 

37 28.5% 

36-45 years 
 

46 35.4% 

46-55 years 
 

34 26.2% 

More than 55 years 13 10.0% 

4. Nationality Omani 
 

36 27.7% 

Non-Omani 
 

94 72.3% 

5. Teaching experience Less than a year 
 

3 2.3% 

1-5 years 
 

11 8.5% 
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Demographic details Selection N Percentage 

6-10 years 
 

22 16.9% 

11-15 years 
 

41 31.5% 

16-20 years 
 

53 40.8% 

Over 21 years 3 2.3% 

6. Have you taken a MOOC course 
before?    

Yes  71 54.6% 

No 59 45.4% 

7. Have you developed a MOOC course 
before?   

Yes  38 29.2% 

No 92 70.8% 

Variables and Instruments   
The instrument for this study was an online questionnaire created through Google Forms. The 
items for MR were adapted from Mutambik (2018) and Subramaniam et al. (2019) to measure 
lecturers' preparedness and suitability to engage in designing and developing MOOCs for 
teaching and learning. ATT items were adapted from Bakogianni et al. (2020), measuring 
lecturers' positive or negative perceptions towards MOOC adoption. Next, self-efficacy was 
adapted from Mutambik (2018) and Ventayen (2018), to measure lecturers' perceptions of their 
abilities, knowledge, and skills to adopt MOOCs. SE relates to an individual's persistence when 
faced with complex tasks relating to personal abilities, knowledge, and skills (Mannila et al., 
2018) when developing and designing their MOOCs. AS was adapted from Al-araibi, et al. 
(2019), while CS was from Bakogianni et al. (2020) and Mutambik (2018). These items were 
measured using a five-point Likert scale where respondents had to rate their perceptions from 
"strongly disagree = 1" to "strongly agree = 5". The instrument's validity was assessed by two 
subject matter experts in the area of education technology, and the reliability scores for all 
factors were found to be reliable based on Cronbach's Alpha coefficient being above 0.7 (Pallant, 
2016).  

Data Collection and Analysis 
The questionnaire for this study was sent using Google Forms, and the data was gathered 
utilising an online survey approach. The questionnaire was distributed to respondents by the 
administrative representative of each college, and the response was consensual. Additionally, the 
instrument remained open for participation for two months, and two reminders were sent out at 
intervals of two weeks to increase the percentage of respondents who responded. The 
questionnaire was designed to require responses to all items before submission to minimise 
missing item replies. After that, a CSV data file was downloaded from Google Forms and 
formatted in Microsoft Excel. Next, the information was sent to IBM’s SPSS, Version 27 to 
ascertain the data distribution's normality and perform the analysis. The sample size per group 
was over 30, hence, a normal distribution was assumed based on the central limit theorem 
(Ghasemi & Zahediasl, 2012). 

Results 
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The results of this study indicated that, as a whole, the lecturers had a positive perception 
towards their ability to design and develop MOOCs for teaching and learning (M = 3.990, SD = 
.668). They positively perceived their EOT (M = 4.067, SD = .808), ATT (M = 3.777, SD = 
.788), SE (M = 3.485, SD = .955) and CS (M = 3.462, SD = .785). Among all the factors, AS 
had the lowest mean value at M = 3.323, SD = .995 (Table 2).    
Table 2: Mean and SD Values of the Factors 

Factors N Mean SD 
Attitude (ATT) 130 3.777 .788 
Self-efficacy (SE) 130 3.485 .955 
Experience with Online Teaching and 

Learning (EOT) 
130 4.067 .808 

Colleagues’ Support (CS) 130 3.462 .785 
Administrative Support (AS) 130 3.329 .995 
MOOC Readiness (MR) 130 3.990 .668 

Next, a multiple regression analysis was conducted to determine if ATT, SE, EOT, CS, 
and AS could be used to predict MR. It was found that these variables statistically significantly 
predicted MR at F (5,124) = 14.566, p < .000, R2 = .345. While this indicates that the regression 
model is a good fit for the data, only ATT and EOT were statistically significant to the prediction 
at p < .05 (Table 3). Likewise, based on the Pearson correlation analysis performed, it was 
observed that all factors were positively correlated with MR. However, internal factors, namely 
ATT (r = .490, p < 0.01), SE (r = .458, p < 0.01), AS (r = .391, p < 0.01) and CS (r = .305, p < 
0.01) indicated moderate correlation (Table 4). Whereas, EOT (r = .500, p < 0.01) indicated a 
strong relationship, as explained by Pallant (2016). 

Conversely, to determine how experience with MOOCs as a learner (ML) and as a 
developer (MD) influence MR, ATT and SE, a series of independent t-tests were performed. 
According to the findings, lecturers who had partaken in MOOCs as a learner had a higher MR 
(N = 71, M = 4.190, SD = .572) and were statistically different from their counterparts (N = 59, 
M = 3.750, SD = .699) at t (128) = 3.946, p < 0.05, d = .633). The ATT of ML (M = 4.132, SD = 
.627) were also statistically higher than their counterparts (M = 3.349, SD = .752) at t (128) = 
6.479, p < 0.05, d = .686). Next, SE also reflected similar outcomes for ML (M = 3.835, SD = 
.771) compared to those without MOOC experience (M = 3.064, SD = .991) at t (128) = 4.987, p 
< 0.05, d = .877).        

On the other hand, when comparing for MD, interestingly, those who had developed 
MOOCs (N = 38, M = 4.079, SD = .870) did not reflect a significant difference with their 
counterparts (N = 92, M = 3.954, SD = .566) for MR at t (128) = .971, p = 0.333, d = .686). 
Similarly, this was observed for ATT, where MD (M = 3.97, SD = 1.007) and non-developers 
(M = 3.711, SD = .672) were statistically not different at t (128) = 1.495, p = 0.137, d = .787). 
However, SE reflected significant difference at t (128) = 2.061, p = 0.041, d = .943) for MD (M 
= .3.750, SD = .995) and their counterparts (M = 3.375, SD = .922. 
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Table 3: Model Coefficient  

Model 

Unstandardised 
Coefficients 

Standardised 
Coefficients 

t Sig. 

95.0% 
Confidence 
Interval for B 

B 
Std. 
Error Beta 

Lower 
Bound 

Upper 
Bound 

1 (Constant) 1.576 .309  5.097 .000 .964 2.188 
Attitude .227 .073 .267 3.124 .002* .083 .370 
Self-efficacy .110 .069 .157 1.596 .113 -.026 .246 
Experience with 
Online Teaching 
and Learning 
(EOT) 

.194 .080 .235 2.440 .016* .037 .351 

Colleagues’ 
Support 

.073 .075 .086 .981 .328 -.075 .221 

Administrative 
Support 

.040 .067 .059 .597 .552 -.092 .172 

Table 4: Pearson Correlation  

Factors MR ATT SE EOT CS AS 
MOOC Readiness (MR) 1      
Attitude (ATT) .490** 1     
Self-efficacy (SE) .458** .371** 1    
Experience with Online Teaching 
and Learning (EOT) 

.500** .480** .613** 1   

Colleagues’ Support (CS) .305** .310** .318** .221* 1  
Administrative Support (AS) .391** .423** .521** .371** .579** 1 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed). 

Discussion 
This study aimed to determine the factors that can be used to predict the readiness of faculty members in 
Omani higher educational institutions to adopt MOOCs. The model predicted only 34.5% of MR based 
on two significant factors, attitude and experience teaching online, rather than self-efficacy, colleagues' 
support and administrative support. Accordingly, Bervell, Umar et al. (2022) explained that faculty 
members' attitudes towards using online platforms in distance learning may improve if they believe they 
will help them accomplish their professional expectations. Likewise, empirical evidence has also 
confirmed a strong positive association between attitude and MOOCs, which predicts the success of 
MOOC adoption (Koukis & Jimoyiannis, 2019). In regard to experience teaching online, the findings 
concur with Ventayen (2018), who claimed a strong relationship between faculty members' readiness to 
accept MOOCs and their experience using technology for teaching and learning. Similarly, as explained 
by Zou et al. (2021), lecturers are usually more prepared to use MOOCs if they have adequate expertise 
in online teaching.  

Nevertheless, while the other factors did not predict MR, they did have a positive 
moderate correlation with MR. Hence, our study also aligned with Naghavi's (2023) findings, 
claiming an association between self-efficacy, attitude, and e-learning adoption. Furthermore, 
in regard to academic support, SQU was one of the first universities in Oman to offer MOOCs, 
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hence, the non-significant relationship in predicting MOOCs’ readiness may be due to a lack 
of policies and technical infrastructure needed to facilitate such endowments. Likewise, our 
study investigated whether professional colleagues and peers moderated their intention to use 
technology. However, our findings did not align with the results reported by Tandon and Kiran 
(2019), who claimed that professional colleagues and peers could moderate such intention. 
Despite their claim, we did not find any significant effect of professional colleagues and peers 
on their intention to use technology. Nevertheless, the findings of our study indicated that prior 
experience with MOOCs as a learner or student was paramount. This was due to the fact that 
such experience confers upon individuals a comprehensive understanding of the distinctive 
learning environment that MOOCs offer, as well as the requisite skills to navigate the platform 
effectively. As such, familiarity with MOOCs is a critical factor that could greatly influence 
learners' success in this unique educational setting. 

Furthermore, our findings also indicated that lecturers who participated in MOOCs as a 
learner or student had significantly higher MR, ATT and SE than those who did not. The 
difference between these groups had a high impact, which also indicates the need to engage 
lecturers as users of MOOCs before encouraging them to develop their own MOOCs. It was 
also noteworthy that those who designed and developed a MOOC were not seen to differ from 
their counterparts, as we observed these lecturers reflected similar MR and ATT. Nevertheless, 
both groups significantly differed in terms of SE, where those who had developed a MOOC 
had a higher SE than their counterparts. This event may be attributable to a thoroughgoing 
familiarity with the process, a history of past successes, or the availability of resources and 
support networks needed to facilitate the process. Nevertheless, Evans and Myrick (2015) 
explained that lecturers who had never taught a MOOC usually had valid concerns about the 
MOOC's purpose, which affected how ready they were to adopt them. Hence, we stipulate that 
the main strategy in future endowments should be familiarity. Lecturers require guidance and 
examples that they can use to benchmark such endeavours, and when they are not aware of 
such requirements, they may assume MOOC design and development is an undemanding task 
to accomplish. 

According to Al-Harthi and Ani (2023), there is still a lack of national policy to push 
the scope of Omani HEI towards MOOC adoption. Similarly, Magd and Jonathan (2023) posit 
that standardising the present e-learning approach in Oman's Ministry of Higher Education is 
vital. To this end, they advocate for providing comprehensive guidelines outlining the 
procedures and processes for establishing an efficient online teaching and learning 
environment. Such guidelines would ensure consistency and reliability in the delivery of 
online courses, ultimately leading to improved educational outcomes. Hence, while the 
evolution of MOOCs has led to the provision of entire degree programmes through micro-
credentialing and badges (Kumar, Richard et al., 2022), institutions should formalise their 
programmes by establishing standardised frameworks and procedures to ensure consistency 
and effectiveness in MOOC implementation. Likewise, this will enable institutions to provide 
high-quality education to their students while maintaining their reputation for excellence in the 
field of online education. 

Conclusions 
Therefore, we conclude that the three main factors predicting MOOC adoption in Omani HEIs 
are ATT, EOT and experience with MOOCS. The findings also indicated that personal factors 
were an essential consideration. Experience with digital and online teaching, learning, and 
attitude are vital in adopting and transitioning towards MOOCs. Likewise, we suggest that one 



                                      Journal of Learning for Development 12(1), 2025, 219-203.  
 

 

227 

of the main areas that require urgency is professional development and exposure in areas 
relating to MOOCs. Courses should be designed as MOOCs to give lecturers experience and 
guidance towards developing their own MOOCs effectively. Moreover, we suggest future 
studies consider the challenges and benefits that lecturers perceived as enabling the 
implementation of strategies to improve and spur the Omani MOOCs movement. Also, 
consideration of how administrative policies could influence MOOCs' adaptation should be 
further explored.  

It is important to acknowledge that the study conducted in Oman on the role of 
Massive Open Online Courses (MOOCs) in higher education was limited to a single 
institution. This presents some challenges in generalising the study's findings to other higher 
education institutions in Oman. It is also worth noting that, while the study identified 
correlations between various factors, it failed to account for the potential moderating influence 
of MOOC experience on these relationships. Therefore, future research endeavours should 
delve further into faculty members' views regarding MOOC objectives and technical 
possibilities to gain a more comprehensive understanding of the subject. This would help to 
understand better MOOCs' relevance in higher education and how they could be optimised to 
achieve desired outcomes. Therefore, while the study's findings are valuable, it is necessary to 
conduct further research to fully grasp the significance of MOOCs in the context of higher 
education in Oman.  
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