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ABSTRACT The high dropout rate, lack of learners’ motivation, and MOOC users’ diversity are significant
issues in MOOCs. In this sense, gamification is used to investigate if it can help to increase MOOC
learners’ motivation and engagement, leading to a continued usage scenario. Further, this article aims to
propose a theoretical model to identify the factors affecting MOOC learners’ continuance and empirically
measure these factors. The model is based on the Expectation Confirmation Model (ECM) with additional
constructs of motivation and gamification. Data is collected from 206 university students using an online
survey. Structural Equation Modeling (SEM) is used for data analysis. The results show that motivation,
satisfaction, and perceived usefulness influence continuous intention, with satisfaction being the most
significant predictor (β = 0.373, p < 0.000). Motivation, confirmation, and perceived usefulness have
a significant positive effect on satisfaction. Among the three gamification categories, achievement has
the highest impact on motivation (β = 0.208, p < 0.001), followed by the social category (β = 0.143,
p < 0.032). The effect of the immersion category is found to be non-significant. Based on the results,
appropriate theoretical and practical implications are discussed.

INDEX TERMS Continuance intention, gamification, gaming elements, motivation, MOOC.

I. INTRODUCTION
The online learning environment is undergoing a con-
stant change with the quick expansion of the internet,
increased computer access, and convenient electronic ser-
vices. Massive Open Online Courses (MOOCs) with virtual
technology-enhanced learning environments are considered
as a recent innovation in online learning [1]. MOOCs allow
learners to take courses on a wide variety of subjects and
have been used to improve the effectiveness of teaching and
learning [1]. MOOCs provide tremendous advantages. For
instance, they are free or low-cost online classes that are
available to anyone, anytime at their own pace [2]. MOOC
platforms, such as Coursera, edX, and Udacity, are now being
used by schools, colleges, and several educational institutions
worldwide to make their class offerings available online [2].
Platforms in this context refer to the online systems that
instructors and students use to access the course materi-
als [3], [4]. Further, these platforms expand alternatives and
opportunities for higher education beyond the regular and
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traditional classroom [3]. Though MOOC platforms offer
students a cost-effective and convenient way to take classes,
researchers have cast doubt over their effectiveness [2], [3].
Several studies highlighted that one of the most criticized
aspects is the high dropout rate, and on average, less than
10 % of MOOC learners accomplish their courses [1]–[4].
Hence, further research is needed on learners’ continuance
intention to use MOOCs [4], [5]. Continuance intention to
use refers to learners’ enthusiasm to continue participating
in a particular course; therefore, if learners have a strong
continuance intention to use a given platform, they will be
motivated to use it and will more likely persevere in their
learning [4]–[6]. Also, MOOCs provide an emerging form
of education and learning. However, the success of MOOCs
depends on users’ willingness to use, and acceptance of the
system and its continued usage by learners themselves is a key
to the success of MOOCs [4], [5], [7]. The low completion
rate is because students are enrolling in MOOCs for different
reasons, and there is a considerable variation of motive in
interest also [8]. Some students are unable to retain their
interest in the learning materials, and some view learning as
a different form of experience in MOOCs [9].
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FIGURE 1. A showcase scenario of problem and solution of this study and how exploring continuous usage of (MOOCs) can be achieved.

In addition to the above points, researchers have indi-
cated various challenges for continuance intention (initi-
ating but not completing a MOOC), which is termed as
unhealthy attrition [10]. First, this may include participants
who are only interested in learning content or those who
follow the activities and just participate selectively [7].
More attention needs to be given to learners belonging
to this group of unhealthy attrition who aim to complete
the courses but fail for various reasons. Such reasons may
be due to learning style, culture, pre-knowledge, context,
or metacognitive skills [3], [9]. For learners without a
strong learning experience should be motivated and guided
to have acceptable performance in a course [7]. Second,
the MOOC environment lacks personal and face-to-face
teacher student instruction, leading to feelings of discon-
nection, and this causes low interaction with the learning
programs [11]. Consequently, these problems may dampen
learners’ motivation to continue learning online and may
eventually lead them to drop off from online courses [12].
Thus, the goal of MOOCs should be to create an environment
that involves learners in ways that will maintain their high
interest and commitment to continued learning [11], [13].
Therefore, it is imperative that investigating the continu-
ous usage of MOOCs is an important research problem to
solve.

In this regard, gamification is proposed as a complement
to existing learning approaches to provide learners with a
powerful and motivational learning experience [7], [9], [14].
Gamification is a non-game environment that incorporates
game design elements, intending to create a better user expe-
rience and increase motivation [14]. Although various studies
have indicated the positive effects of gamification on user
motivation, there is still a ‘‘black box,’’ where the underlying
relationship between gamification, motivation, and contin-
uous usage of a system is not well-established [9], [14].
There is a need to evaluate the different elements of gam-
ification and what effect they have on the learners’ contin-
uous intention [15]–[17]. Existing studies in this regard are
mainly experimental based; still, there is a lack of theoreti-
cal foundation to explain the motivational effects related to
MOOCs [8], [15], [18].

In addition to the current MOOC drawbacks as mentioned
above, the current pandemic (COVID-19) scenario has even
complicated the situation where the learners cannot go to
their schools, colleges, and universities [19]–[22]. There-
fore, teaching and learning are entirely online. This sudden
outbreak of the pandemic left educational institutions with
little time to plan and equip themselves with technology,
solutions, and policies that would allow them to go com-
pletely virtual without affecting students’ learning [20], [23].
For this reason, we must devise solutions and try to find
out factors that lead to the drawbacks of MOOCs and give
further clarifications on howwe can improve them.Moreover,
since the classes are fully online, whatever mechanisms we
have for teaching and learning must be improved, and the
shortcomings have to beminimized [19], [23]. Unless we find
out solution/s for eliminating those drawbacks, the teaching
and learning quality will be poor, and we cannot create an
engaging online learning environment.

Therefore, keeping in mind the research gaps, the follow-
ing are the objectives of this study: (1) What are the mostly
used gamification elements that are used in the MOOC con-
text, and for solving what purpose? (2) How do the gamifi-
cation elements affect the learners’ motivation that leads to
a continuance usage scenario? In order to answer the above
research questions, first, we identify the mostly used gaming
elements and try to classify them into three groups: achieve-
ment, social, and immersion, based on their objectives. Sec-
ond, based on the Expectation Confirmation Model (ECM),
we propose a theoretical model that examines the impact of
the different game elements belonging to the three categories
and how it leads to a continuance usage scenario. A showcase
scenario of the problem and solution of this research study
and how exploring continuous usage of (MOOCs) can be
achieved is shown in Figure 1.

II. RELATED WORK
A. THE CONTINUANCE USAGE OF MOOC
MOOC platforms are an advancement in open and dis-
tance education that have gained prominence in recent
years [17]. However, due to the growing popularity of
MOOCs with the emergence of numerous MOOC providers
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and the increasing number of their users, the problem of
the MOOC’s continuance intention has gained considerable
attention also [24]–[29]. Like any other technology, MOOCs
cannot be exploited or deemed successful unless their tar-
get users accept and continue using them [2], [4]. In rela-
tion to continuous usage, two issues are prominent in the
current literature. First, MOOCs’ unusually high dropout
rate of greater than 90% of learners is alarming [6], [30].
Therefore, educators have long struggled with high MOOC
attrition rates. Learners who fail to accomplish a course are
generally regarded as failure students, prompting plenty of
studies into the factors that influence dropout or completion
rates [10], [30]. In this regard, many researchers investigated
students’ profiles like demographic variables, personaliza-
tion, commitment, attitudes, motivation, competence, self-
efficacy, emotion, or prior experience. According to these
studies, MOOC participants who are prone to drop out share
similar demographic and personal traits with those who are
likely to fail in traditional education. The goal of looking at
these issues was to provide early interventions for learners
who share a similar profile.

Recently, some studies tried to use Artificial Neural Net-
work (ANN) for predicting theMOOC dropout. For example,
authors in [6] tried to use a learning analytics approach using
dropouts’ heterogeneous learning behaviors for modeling an
open-flow network of collective attention. Another study [30]
made an effort to predict MOOC dropout using a hybrid algo-
rithm based on Extreme LearningMachine and Decision tree.
ANNs are efficient and successful in achieving pattern recog-
nition in many problems [31], [32]. These articles asserted
that recognizing the different roles played by introductory
learning resources could prevent dropouts and improve the
accuracy of prediction models. Since 2014, dropout research
has expanded and remained an active research subject for
the past 7 years. However, neither the completion rates
have increased, nor has the issue of learners’ continued
intention been solved, highlighting the complexity of this
well-researched but challenging problem [4], [30].

Second, there is a variety of interest and attempts among
learners to sign up for MOOCs, and the various motiva-
tions result in learners having different handling of the
courses [9], [18]. In this sense, researchers are highly con-
cerned that this diversity among the MOOC users poses seri-
ous challenges and barriers forMOOC providers in designing
effective courses that would fit all MOOC participants and
lead to their continued usage [9], [15]. However, many efforts
have been made to investigate the continuous intention of
MOOC participants [4], [11], [24]–[28]. For instance, authors
in [25] explore the factors affecting students’ continuance
intention to use MOOCs. They used (ECM) as a baseline
model and integrated it with the Task Technology Fit (TTF)
construct to analyze the factors influencing students’ con-
tinuance usage of MOOCs. Authors in [26] investigate what
factors influence learners’ continuance intention in (MOOCs)
in an online collaborative learning environment. They added
social influence construct with ECM and used learning

outcomes to replace perceived usefulness in the context of
MOOC learning. Similarly, the research study in [27] aims
to identify factors that enhance an individual’s intention to
continue using MOOCs and, therefore, included perceived
enjoyment, perceived openness, and perceived reputation.
Recently, authors in [4] investigated the relationships among
factors that affect learners’ continuance intention to use
(MOOCs). They used TAM as a baseline model and posited
teaching presence and task technology fit as exogenous vari-
ables to check how they affect continuance intention to use
MOOCs. Details of the studies related toMOOC continuance
intention are shown in Table 1. As evident from Table 1,
there are several research gaps. While on the one hand few
studies have paid attention to the learners’ continuance usage
of MOOCs using a variety of theoretical models depending
on their research setting, the concept of gamification has
been largely ignored. However, the effects of gamification
to enhance motivation and engagement is well-known in
multiple contexts, including education (discussed in the next
section). However, extant research has focused not much
on how gamification can lead to continuance usage from a
theoretical perspective.

In addition, themain objective of online learning, including
MOOCs, according to existing literature, is to increase the
accessibility of education to the general public, enhance the
quality of learning, and lower the cost of education deliv-
ery [5], [19], [33]–[35]. Generally, learners benefit from
MOOCs because they may learn from anywhere, at any
time, at their own pace, and most of the MOOC courses
are free. One thing has to be mentioned that before the
emergence of COVID-19, the usage of MOOC platforms
and their resources was mostly supplementary in addition
to the regular classroom instruction delivered in schools and
universities [19]–[21]. As a result of the COVID-19 scenario,
it impacted all types of learning institutions worldwide, rang-
ing from schools to colleges and universities, and an unprece-
dented situation has arisen, with a drastic shift in the mode of
education delivery to be completely online-only [20], [36].
Therefore, lecturers have been forced to use some type of
online delivery platform to deliver their courses. It is obvious
now that there is a necessity for students to use MOOCs
more than at any other time. As a result, in this chaotic cir-
cumstance of educational institutes being shut down, where
blended learning or traditional classroom learning is not an
option anymore, one of the most significant requirements is
to investigate the factors affecting MOOC learners’ continu-
ous intention and how to create an engaging online learning
environment by using the concept of gamification.

B. GAMIFICATION IN MOOC
Gamification is a rapidly growing field of research and
has enjoyed widespread prominence since 2011 [37]. It has
recently been applied to a variety of contexts such as mar-
keting [38], healthcare [39], banking [40], education [41],
and online learning [42]. Researchers have investigated var-
ious aspects of gamification in online learning like the
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TABLE 1. Details of the studies related to MOOC continuance intention.

gaming elements used [43], designing gamified frameworks
for education [44], and investigated the effects of gamifi-
cation on various student characteristics [45], [46]. There
are significant shortcomings in the current MOOC design
that gamification could improve, like the high dropout, low
completion rates, and a lack of learner motivation that create
challenges for MOOC continuance usage [30], [47]. As a
result, gamification could be adopted as a solution to enhance
MOOC learners’ engagement/ motivation and further allow
them to achieve their own goals within the MOOC sce-
nario [42]. Once MOOCs created such an environment that
motivates and engages learners to maintain their high inter-
est and commitment, they will use MOOCs continuously.
Moreover, MOOC learners could further develop their own
plans and achieve their personal goals by implementing gam-
ification in MOOCs [47]. Also, the deployment of gam-
ing elements within MOOC environments could increase
students’ engagement levels. Many efforts have been made
to empirically check the positive impact of gamification
in MOOCs [42]–[45]. For example, a study [48] recently
checked if the gamification inMOOCs can promote students’

learning and focused on the challenge gaming element to
prove whether the use of challenge-based gamification as an
innovative pedagogical strategy can be affected by MOOC
participants. The article reported that gamification is a strat-
egy that can motivate learners to stay active during a large
portion of the course. Even though existing research illus-
trates the positive effects of gamification related to various
learning activities in a MOOC, yet it is not clear as to
which are the most effective gaming elements that should
be used [15], [37], [49]. Further, the question remains which
categories of gamification aremore closely related to increase
the motivational level of MOOC users. Also, current research
studies have mainly been experimental studies focusing on
single or few gaming elements, and this has prevented
them from giving a more holistic view of how gamification
has a broader impact on the motivation of MOOC partici-
pants [15], [37], [49]. Therefore, based on existing literature,
we classify gamification into three categories: Achievement,
Social, and Immersion (ASI) and try to investigate the effi-
cacy of the relevant gaming elements in a MOOC context.
It should be noted that no prior studies have taken a more
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holistic approach and investigated the impact of all the gami-
fication categories in aMOOC setting. Additionally, very few
works have focused on the theoretical aspects of gamification
and what factors are important in this scenario. Authors in [9]
proposed a theoretical model based on IS success theory
and gamification in the context of MOOC. They integrated
gamification as a single factor to investigate the decisive role
of gamification in explaining the success of MOOCs. Their
findings showed that gamification plays a crucial role in the
success of MOOCs. In contrast, we investigate the role and
effect of the three gamification categories based on ECM,
aiming to increase the motivation and engagement levels of
learners, leading to the MOOC’s continuous usage.

C. GAMIFICATION CATEGORIES
In literature related to playing games, gamification, players’
motivation, and game design categories, a distinction is often
made between the following three categories: Achievement,
Social, and Immersion (ASI), which reflect key elements of
game design [37], [49]–[53]. First, the achievement category
refers to motivating users by giving them a challenging sit-
uation and enjoyment towards achieving a particular objec-
tive [37], [49]. For example, points are typically rewarded for
the successful completion of a specific activity and engage
learners by supporting their personal achievement [15].
Researchers implemented the application of gamification in
the achievement category in the context of learning and
education [7], [42], [54]. For instance, authors in [7] exam-
ined the influence of badges, leaderboards, and awards to
increase the learners’ engagement in a MOOC setting. They
used a questions and answers system, which allows offer-
ing different badges as electronic rewards for learners, and
a leaderboard highlighting the most participative learners.
Similarly, a gamification board with challenges, badges, and
leaderboards was used to enhance the engagement and moti-
vation level of MOOC participants in [42], [47]. The board
was linked to a question related to the central topic of each
teaching unit. The questions were multiple choice with four
options, and the badge was linked to the number of times
it took the user to correctly answer the question. Moreover,
authors in [54] proposed the use of in-course redeemable
rewards such as points, cards, and tickets that were issued
to learners when completing pre-defined learning-oriented
tasks. Utilizing rewards in such a way can improve players’
motivation and engagement due to the possibility of achieving
such new content and objects and using them in the game
itself to progress or perform better.

Second, the social category refers to a social environment
in which users can make meaningful social connections with
others [9], [52]. This can happen when users desire to coop-
erate by introducing teams (creating defined groups of users)
that work together towards a shared objective [9]. Learners
expect integration into the social environment. Therefore,
when they experience a sense of unity and develop close rela-
tionships with others, they may get satisfaction in becoming
more closely related, which enhances their well-being and

motivation [55], [56]. Several researchers applied gamifica-
tion to the social category in the education domain. For e.g.,
a new MOOC platform was built to realize social relations
between participants in a learning environment by authors
in [57]. They provided teamwork and discussion forums.
With the discussion forums, students were able to interact
with other students and instructors. The rewards were given
from the activity of each learner through points obtained from
each ‘‘like’’ provided by the instructor or other students in a
discussion. It was observed that the learners liked to cooperate
by introducing teams that worked together towards a shared
objective. Another study [58] implemented gaming elements
to increase student engagement and interaction in a MOOC.
The authors used activities related to the interaction between
22 students reading and writing in the MOOC discussion
forum and watching videos.

Third, Immersion-related game elements assist in keeping
users engaged in an interested and challenging self-directed
activity [15], [49]. Researchers applied gamification to the
immersion category in the context of learning and educa-
tion [57], [59]. E.g., authors in [57] proposed a gamification
design that refers to personalization /customization to sup-
port the creation of student motivation through gamification
within the MOOC platform. The design was used as a guide
for building a new MOOC platform that pays attention to the
personalization of learners to increase their intrinsic motiva-
tion toward completing theMOOC courses. Another research
study [59] described that avatars are visual representations
that can be customized by learners and can achieve the psy-
chological need of someone’s autonomy and the freedom to
personalize and adapt a particular character along the learning
path. In addition, game elements of storytelling and narrative
assist users in experiencing the significance of their activities
and a sense of voluntary in a gamified system [60]–[62].

As evident from the above discussion, a myriad of gaming
elements have been used by extant researchers belonging to
the three categories. The basic motive behind using the gam-
ing elements is to enhance social participation, improve the
motivation level of the students by creating a more engaged
and immersive learning environment. However, most of these
studies are conducted based on experiments. Since high
dropout rates and low student motivation are some of the
major shortcomings related to MOOCs, more theoretical
research should be conducted so as to identify the relevant
factors that can lead to MOOC success [15]. As evident,
the gamification aspect has not been properly incorporated
into the current theories/models, and it is not known as to how
the various gaming elements really impact the MOOC objec-
tives. According to the current literature [15], [63], applying
various achievement-related gaming elements is generally
the most common way to gamify activities. Particularly,
badges, leaderboards, points, progress bars, and levels are
mostly applied in the current literature. The second dimen-
sion involved social elements in multiple forms, competition,
cooperation, and team-based activities. Various immersion-
related gaming elements such as stories, narratives, avatars,
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FIGURE 2. Top 10 gaming elements most frequently used related to the three gamification categories.

etc., are used, but these were not as commonly implemented
as achievement and social in the education context. There-
fore, we consider the top 10 mostly used gaming elements
related to all the three categories, which are most frequently
used in the current literature [15], [37], [49], [63]. By con-
sidering these studies, the relevant elements are depicted
in Figure 2. Detailed information regarding the gaming ele-
ments used in a MOOC context and mapping them into
the three (ASI) gamification categories are available in our
previous works [15], [49].

III. RESEARCH MODEL AND HYPOTHESES
A. EXPECTATION CONFIRMATION MODEL
AND ITS USAGE IN MOOC
The ECM investigates the information system (IS) contin-
uance intention of users, which is a better measure of IS
success than investigating the initial acceptance [26], [64].
Information system continuance being influenced by a user’s
satisfaction with the IS [27], [65]. The ECM relationships
show that perceived usefulness and confirmation influence
user satisfaction, while IS continuance intention is affected
by both user satisfaction and perceived usefulness [27],
[28], [66]. ECMhas beenwidely adopted in previous research
onMOOC continuance usage to explain and predict the learn-
ers’ intentions [25]–[27]. For example, authors in [25] used
ECM as a baseline model and integrated it with the task tech-
nology fit construct to investigate the intention of learners to
continue using MOOCs. Another study [26] extended ECM
by adding the social influence construct and using learning
outcomes to replace perceived usefulness in MOOC learning.
Similarly, another study [27] expanded the ECM to include
an intrinsic variable of motivation (perceived enjoyment) and

two prominent features of MOOC (’perceived openness’ and
’perceived reputation’) to understand learners’ continuance
intention to use MOOCs. Recently, a research study [24]
explores factors underlying the continuance intention to learn
in theMOOC context. Bymodifying and extending the ECM,
the authors suggest a research model. These studies clearly
indicate that the ECM can be extended. Although the above
studies demonstrated ECM’s ability to explain learners’ con-
tinuance intention, few researchers have taken gamification
into account in theoretical models as most of the studies are
experimental based. To the best of our knowledge, no study
has integrated both motivation and gamification into the
ECM. To fill this research gap, we extend ECM by adding
the motivation and the three gamification (ASI) constructs.
The proposed research model is shown in Figure 3.

B. EFFECT OF PERCEIVED USEFULNESS
It can be defined that the Perceived Usefulness (PU) of
MOOCs is the degree to which an individual believes that
MOOCs can be a driving force for achieving learning objec-
tives [1]. Several research studies found that PU has a
significant, positive correlation with continuance usage of
MOOCs [17], [19], [67]. Similarly, other studies provide
empirical support for the positive influence of PU on use
intention [26], [27], [65]. E.g., it was reported that the inten-
tion to continue using MOOCs is significantly influenced
by PU [1], [43]. Concerning the MOOCs continuance, it is
expected that learners are likely to develop a positive inten-
tion towards MOOCs continuance if they find the platform
to be useful for learning. Moreover, PU is a prerequisite of
MOOC success and a basic requirement for MOOC plat-
forms [17], [27]. In addition, PU refers to perceived MOOC
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FIGURE 3. The proposed research model.

quality, which is related to satisfaction. The current literature
identified various research that provides empirical support for
the relationship between PU and satisfaction in the context
of MOOCs [17], [68]. Also, Bhattacharjee [64] proposed that
PU can predict users’ satisfaction. Therefore, we hypothesize:
H3. Perceived usefulness will have a significant, positive

effect on the continuance intention to use MOOCs.
H4. Perceived usefulness will have a significant, positive

effect on MOOC learners’ satisfaction.

C. EFFECT OF SATISFACTION
Satisfaction is defined as users’ emotions after using IS, and
it is an important construct to predict user post-adoption
behavior [69], [70]. Due to the popularity of MOOCs, sat-
isfaction with these courses has captured the interest of
researchers, and it is one of the most important factors that
explain continuous use of products or services [17], [70].
Perceived satisfaction tends to be used to assess the success
or failure of a system, particularly in the case of continuance
intention, as the use of the system provides user satisfac-
tion [71], [72]. Specific to MOOCs, satisfaction refers to
the learners’ perception of enjoyment and accomplishment in
the learning environment [26], [27]. If learners feel satisfied
with MOOCs, they will have a stronger intention to con-
tinue usage [26]. Therefore, a wide variety of studies provide
empirical support for the direct effect of satisfaction on use
intention [17], [27], [28], [71]. Thus, satisfaction may affect
continuance intention to use MOOCs and therefore:
H5. Learners’ satisfaction is positively associated with

MOOC’s continuance intention to use.

D. EFFECT OF CONFIRMATION
Confirmation refers to users’ evaluations of a product, ser-
vice, or technology artifact [27]. Users make evaluations
when they compare their initial expectations with the per-
formance of a product, service, or technology artifact. The

performance and initial expectation lead to disconfirmation,
which has a strong influence on satisfaction [24]. Information
system continuance intention being contingent on the user’s
satisfaction, the users’ confirmation of expectations, and per-
ceived usefulness [24], [64]. The ECM posits that IS usage
confirmation has a positive influence on satisfaction and
perceived usefulness [64]. Further, a positive confirmation
will result in higher-level satisfaction; while they feel that
their actual performance is worse than their prior expectation,
their confirmation will be negative [26], [27]. This negative
confirmation will thus result in lower satisfaction levels.
Specific toMOOCs, when learners’ actual performance over-
comes their prior expectations, they will be satisfied with
their prior learning experience. Moreover, several empirical
studies found a direct link between confirmation and satisfac-
tion [27], [64], [69] and perceived usefulness [1], [24], [69]
in a MOOC setting. Thus, it is hypothesized:
H6 : Confirmation, while using MOOCs, has a positive

effect on perceived usefulness.
H7 : Confirmation, while using MOOCs, has a positive

effect on satisfaction.

E. INCORPORATING THE MOTIVATION CONSTRUCT
Understanding motivation in online learning environments
is gaining much interest among researchers. Motivation is
perceived as a reason/goal for a person to act in a given way
and a specified situation, or it is part of the purpose and belief
of a person as to what is essential or not [45], [73]. In learning,
motivation is an important reason for initiating and continu-
ing action in the use of technology, especially in MOOCs for
self-regulated learning [24], [73], [74]. The current literature
has indicated evidence that motivations like curiosity and
interest have a significant impact on learners’ intention to
use or persist in using MOOCs [75]. It is also identified that
motivation significantly predicts learners’ performance and
achievement in MOOCs [76]. Moreover, other researchers
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revealed that interest, challenge, curiosity, or fun are motiva-
tions that drive individuals to take MOOCs [77], [78]. In the
educational setting (MOOC), learners may bring motivation,
that is, curiosity and a thirst for new experiences, on the one
hand, the need to obtain new skills or credentials that will be
a benefit to them in the future, on the other hand. According
to the results of previous studies, motivation is a significant
predictor of the learner’s commitment to the course, which,
in turn, is a major predictor of retention on the MOOC [78].
It is presumed that the learners are likely to develop a positive
intention towards MOOCs continuance if they are motivated
to useMOOCs [15]. Also, several studies have confirmed that
motivation positively affects user satisfaction in online learn-
ing [17], [79]. Thus, consistent with the previous research,
we hypothesize:
H1.Motivation will have a significant positive effect on the

learners’ continuance intention to use MOOCs.
H2.Motivation will have a significant positive effect on the

MOOC learners’ satisfaction.

F. EFFECT OF ACHIEVEMENT -RELATED GAMING
ELEMENTS ON MOTIVATION
Psychologically, every individual has a natural tendency to
exploit various environments, resolve multiple challenges,
and develop their skills [49]. Gaming elements relevant to
achievement allow users to learn new skills, set clear goals,
and receive feedback as these features clearly demonstrate
their achievements [80]. E.g., in a gamified system, the level
represents learners’ progress by gathering points or perform-
ing a specific activity. The most employed aspect of gam-
ification is the use of an achievement system, often in the
form of badges or rewards [37], [49]. The goal of these
rewards is based on motivating people to undertake partic-
ular tasks and as tokens of recognition for specific achieve-
ments [15]. Unlocking or collecting badges can influence
learners’ behavior, leading them to select specific routes and
challenges to earn the badges that are associated with them.
Similarly, utilizing rewards can improve players’ motivation
and engagement due to the possibility of achieving new
content and objects and using them in the game itself to
progress or perform better [54], [62]. Consequently, learners
will be more engaged & motivated with the MOOC in order
to earn a greater achievement, which can lead them to the
MOOC’s continuous usage. This statement is supported by
the findings of authors in [61], who reported on a large-scale
experiment measuring the impact of virtual achievement in e-
learning applications and found that virtual achievement has
a positive motivational effect on learner engagement. There-
fore, we assume that interacting with achievement-related
gaming elements in a MOOC will increase MOOC users’
motivational level, which leads to the MOOC’s continuous
usage. Thus, we hypothesize:
H8 : Achievement-related gaming elements have a signifi-

cant positive effect on learners’ motivation toward using the
MOOCs.

G. EFFECT OF SOCIAL-RELATED GAMING ELEMENTS
ON MOTIVATION
Gamification strategies have shown potential benefits, not
only in student motivation and engagement but also in pro-
moting participation and improving learning in different edu-
cational environments. People expect integration into the
social environment, and, therefore, when people experience
a sense of unity and develop close relationships with oth-
ers, they may get satisfaction in becoming more closely
related [63], which enhances wellbeing andmotivation. Gam-
ing elements like (forums, messages, blogs, connections to
social networks, and chat) will give users a stronger sense of
connection and belonging to high-frequency contact, sharing
of ideas, and reciprocity [37], [49]. Additionally, building
strong relationships with other classmates and teammates can
drive users’ desire to performwell [11], [37].Moreover, when
a learner competes with others, the learner with the highest
score wins a prize or other benefit, and therefore, learn-
ers enjoy their wellbeing and continue competing with oth-
ers [37]. All these results are consistent with other research,
which indicates that MOOC participants involved in substan-
tial interactions with peers were less likely to drop out [56].
Research on MOOCs looked at social engagement through
large online and small face-to-face groups showing a positive
impact on MOOC completion [81]. Therefore, we propose
that social-related gaming elements can increase motivation
by helping MOOC learners to build social relationships with
others. Accordingly:
H9 : Social-related gaming elements have significant pos-

itive effect on learners’ motivation toward using the MOOC

H. EFFECT OF IMMERSION-RELATED GAMING
ELEMENTS ON MOTIVATION
These gaming elements help keep users engaged in an inter-
ested and challenging self-directed activity and can typically
encourage and increase freedom/autonomy [37], [63]. E.g.,
the avatar refers to any user’s representation in a virtual
environment that can offer a free choice for users and gen-
erate stronger feelings of autonomy [63]. When one has
the freedom to pursue an optimal outcome or engage in an
activity, the sense of autonomy is high, and thus it increases
motivation [55]. Interacting in a virtual environment has
been shown to satisfy the need for autonomy and increase
motivation. This statement is highly supported by a popular
theory called Self-determination theory (SDT) that the events
that satisfy autonomy needs result in higher motivation [24].
A study [81] investigated whether the game element (narra-
tive) and other elements affected students’ motivation and
engagement on a peer assessment platform and gave a pos-
itive result. Other studies reported that game elements (story-
telling/narrative) assist users in experiencing the significance
of their activities and a sense of voluntary in a gamified
system [60], [61]. Bormann and Greitemeyer [62] conducted
an empirical study focused on the effects of a narrative
game element and predicted that storytelling would foster
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immersion and the player’s experience of need satisfaction,
which leads to motivation. Besides, by giving learners control
over a MOOC environment, they should experience more
autonomy and have more motivation to continue with the
activity, which should lead to a more enjoyable and engaging
experience [82]. Thus, we assume that when learners inter-
act with immersion-related gaming elements in a MOOC,
they are more likely to perceive increased feelings of free-
dom and engagement, which leads to motivation. Therefore,
we hypothesize:
H10 : Immersion-related gaming elements have a signifi-

cant positive effect on learners’ motivation toward using the
MOOCs.

IV. RESEARCH METHODOLOGY
A. PARTICIPANTS AND PROCEDURE
An online survey was conducted to collect the data for
hypothesis testing. Our study sample includes students from
Thailand only and those who have prior experience with
MOOCs and are well conversant with the concept of gam-
ification. A total of 219 responses were obtained, which
after the process of data cleansing, were reduced to 206.
170 of the participants (83%) were male, and the remaining
36 of the participants (17%) were female. Moreover, 53 of
the participants were bachelor’s students, 102 Master’s, and
the remaining 51 were Doctoral. The majority of the respon-
dents were under 36 years of age (58%). About 28% of the
respondents were using the MOOCs very often, 16% often,
31% sometimes, and the remaining 25% were rare. Table 2
shows the details of the participants’ demographics. As this
study’s research focused on users’ continuance intention to
study in a MOOC, MOOCs’ prior experience was necessary
before the participants could fill in the questionnaire. Addi-
tionally, the participants must have some experience playing
video games either on their smartphones, laptops, tablets,
Facebook Games, LINE Games, etc. Both these conditions
will ensure that the selected study sample has sufficient
experience in using MOOCs and also experience with the
gamification concept. We had to resort to such a strategy
because it is difficult to find a sufficient number of students

TABLE 2. Participants demographic profile.

who have experience in using a gamified MOOC platform.
The participants were allowed to take the survey only if
they passed both of these initial screening criteria. Further,
the lockdown measures imposed by the pandemic posed
some problems to the data collection procedure. Therefore,
a convenience sampling strategy was used, which is a type of
non-probability sampling for the purpose of data collection.
In this sampling, method samples are drawn from that part of
the population that is close to hand. Moreover, the contacted
participants were further requested to contact and distribute
the survey link among their friends. Thus, a certain degree of
snowballing effect also took place. Further, while answering
the survey questionnaire, we informed the participants that
their participation was entirely voluntary, and they have the
right to cease participating in the survey at any time during
the process. In addition, the promise of data confidentiality
and anonymity was also stated clearly in the survey. The
whole survey (questionnaire), along with the proposal, was
approved by the Institutional Review Board (IRB) of the first
author’s university to check for possible ethical issues.

B. MEASUREMENT ITEMS
To ensure validity, well-established scales from the lit-
erature were adopted to measure the study’s constructs.
The questions for perceived usefulness (3 items) were
adapted from [64], [73], and satisfaction (4 items) was
developed from [64]. Five items for motivation were
adapted from [17], [24], [45], and continuance’s inten-
tion (2 items) was measured according to [26], [27].
Three items for confirmation were adopted from the pre-
vious studies in [27], [64]. The question items for the
three gamification categories (4 items for achievement,
3 items for social, and 3 items for immersion) were devel-
oped by referring to the studies [37], [50]. The most
frequently used gaming elements from the current litera-
ture have been selected in this study from the three cate-
gories. Achievement related gaming elements are (badges/
trophies/ medals, leaderboards/rankings, points/score, and
progress/status bars). Social-related game elements are
(competition, team/cooperation, and chat/message groups).
Immersion-related gaming elements are (avatars/virtual iden-
tity/profile, narrative/storytelling, and personalization fea-
tures). The questionnaire measured used in the current study
is presented in Table 3. About the gamification categories,
participants were asked to estimate the importance of inter-
action with three constructs of gamification (ASI), ranging
from 1 (not at all important) to 7 (extremely important).
All the other variables (motivation, satisfaction, perceived
usefulness, confirmation, and MOOC continuous intention)
were measured on a 7-point scale, ranging from 1 (strongly
disagree) to 7 (strongly agree).

V. EMPIRICAL ANALYSIS AND RESULTS
A. THE MEASUREMENT MODEL
AConfirmatory Factor Analysis (CFA) was conducted to test
the Convergent validity of each construct. In this stage of
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TABLE 3. Measurement of the current research study.

evaluating themodel, the aimwas to test whether the 27 scales
used were valid and reliable [83]. The convergent valid-
ity was assessed by examining the following. First, factor
loadings for each of the items in the measurement model
were checked (should be at least 0.7). Second, the Average
Variance Extracted (AVE) for each of the constructs was
measured. The Fornell Larcker criteria [84] of convergent
validity states that the composite reliability (CR) and the
AVE values should be greater than the benchmark values
of 0.60 and 0.50, respectively. Table 4 shows the results
indicating all the criteria are satisfied in both cases. Addi-
tionally, internal consistency was also measured for all the
items by evaluating the Cronbach’s Alpha values. A generally
accepted rule is that the values of Cronbach’s Alpha (0.6 to
0.7) indicate an acceptable level of reliability [85]. In our
case, all the values are greater than 0.7. Next, the discriminant
validity refers to the extent to which a construct is truly
distinct from other constructs by empirical standards [83].
The discriminant validity is checked based on the following
two criteria: the Fornell Larcker criterion, which states that
the square root of AVE for each of the latent constructs
must be greater than its correlation with any other constructs

in the model, and the Heterotrait-Monotrait (HTMT) ratio
of correlations test, wherein the HTMT statistics cannot
exceed 0.85 [84]. The inter-item correlation matrix is given
in Table 5 with the diagonal elements representing the square
root of AVE, the below-diagonal elements representing the
inter construct correlations, and the above-diagonal elements
representing the HTMT statistics, showing sufficient discrim-
inant validity. To check for the common method bias (CMB),
the variance inflation factors (VIFs) were measured, which
generated automatically by the software SmartPLS 3, for all
the latent variables in a model.

The recommended criteria state, if all VIFs resulting from
a full collinearity test are equal to or lower than 3.3, the model
can be considered free of common method bias [86]. Table 4
shows the VIFs obtained less than 3.3 for all the latent vari-
ables in themodel. Alternatively, Harman’s Single Factor Test
was also done.We checked the following conditions: There is
one factor that accounts for the majority of the co-variances
among the measures, and the factor analysis results in a single
factor [87]. Therefore, unrotated principal component factor
analysis was done, and the total variance accounted for by the
first factor was found at 35.90%. Thus, this research study is
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TABLE 4. Various statistics of the measurement model.

TABLE 5. Inter-item correlation matrix, HTMT statistic, and discriminant validity.

free of CMB because neither a single factor is extracted nor
any single factor accounts for more than 50%of the variances.

B. THE STRUCTURAL MODEL
SEM was used to test the structural model, and it is suitable
for verifying the relationships between the constructs of a
proposed research model [83]. The analysis results for the
structural model are indicated in Table 6. Hypothesis H1
states that motivation positively impacts the learners’ con-
tinuance intention to use MOOCs (β = 0.302, p < 0.032);
thus, hypothesis H1 accepted. From the result, it is obvious
that motivation has a significant positive effect on the MOOC
learners’ satisfaction (β = 0.336, p < 0.000), explaining

70% of the variance of the dependent variable, and therefore,
hypothesis H2 is supported. On the other hand, hypothesis
H5 suggests that learners’ satisfaction is positively associated
with MOOCs’ continuance intention to use. The statistical
results showed a significant positive relationship with the
MOOC continuance intention (β = 0.373, p < 0.000),
explaining 57% of the variance, hereby supporting hypothesis
H5. Besides, perceived usefulness has a significant, positive
effect on both continuances intention to use MOOCs (β =

0.217, p< 0.000), explaining 57% of the variance as a depen-
dent variable and MOOC learners’ satisfaction (β = 0.279,
p < 0.001), explaining 70% of the variance, thus supporting
hypothesis H3 and H4. Similarly, confirmation, while using
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TABLE 6. Summary of results for the research hypotheses.

FIGURE 4. Summary of results for the research hypotheses.

MOOCs, has a positive effect on perceived usefulness (β =

0.568, p < 0.000) explaining 32% of the variance and satis-
faction (β = 0.343, p < 0.000), hereby accepting hypothesis
H6 and H7 respectively. Also, motivation was hypothesized to
be affected by achievement, social, and immersion from the
gamification categories. Both achievement and social-related
gaming elements have a direct and positive relationship with
motivation corresponding to the statistical results of achieve-
ment (β = 0.208, p < 0.001) and social (β = 0.143,
p < 0.032), explaining the 31% of the variance of the depen-
dent variable. The effect of achievement and social game
elements was found to be significant; therefore, hypotheses
H8, H9, are supported. Finally, a positive relationship between
immersion-related gaming elements and motivation was not
found (β = 0.068, p> 0.557); thus, H10 is not accepted. The
summary of the hypotheses results is given in Figure 4.

VI. DISCUSSION
The growth of the internet era has transformed educa-
tional systems, enabling an improvement in learning oppor-
tunities within and outside educational institutions. In this
regard, MOOCs have encouraged the development of open

access to education, as it provides an opportunity to increase
the transference and dissemination of knowledge. However,
in studies related to MOOC adoption and continuous use
intention, the high dropout rate is often cited to be the
major drawback in MOOC, as only 10% of the learners
accomplish their courses [1], [7], [8]. A limited number
of researchers have also investigated the factors that affect
MOOCs’ learners’ continuous intention [1], [27]. In informa-
tion system literature, the exploration of continuance usage is
more significant than the initial acceptance behavior, espe-
cially in the online learning context, where learning is a
long process, and both patience and persistence are nec-
essary [25]. Therefore, attracting more loyal users will be
critical to the MOOCs designers and researchers in gen-
eral; that is why learners’ motivation is one of the more
under-discussed topics today [83]. In order to fill in these
research gaps, the current research study concentrated on con-
tinuing intention in the MOOC environment to assist learners
in achieving their learning goals, support the growth of the
MOOC culture, and empirically test the proposed research
model with the data collected from a sample of students in
Thailand.
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A. MAJOR FINDINGS
A significant relationship was found between perceived use-
fulness and satisfaction. This finding adds to the results
obtained from many previous works [88], [89], which indi-
cated that user perception of the efficiency of learning
through MOOCs is reflected in the level of user satisfaction.
Another interesting aspect is that motivation has a direct
and positive effect on MOOC learners’ continuous intention.
This finding is in line with the previous research [83], [88].
For instance, the authors in [88] established an indirect
relationship between motivation and MOOC learners’ reten-
tion through learner commitment to the course. The results
of another research [3] showed that social motivations
mainly (competence and relatedness) had a significant impact
on behavioral intentions in MOOCs. Likewise, researchers
in [11] and [90] examined student’s motivation in the form
of interest in MOOCs; their results suggest that increasing
the students’ interest will increase their intention to learn
through MOOCs. All these results indicate that the learners
are likely to develop a positive intention towards MOOCs
continuance if they are motivated to useMOOCs. Thus, it can
be affirmed that individual motivation is a significant predic-
tor of MOOC’s continuous intention. Finally, it is worth men-
tioning that a study [10] addressed the motivations of learners
who had registered for MOOCs and whose initial desire was
to complete the course but were non-completers because
of various reasons. Difficulty in juggling work and study,
poor course design, technical inability, and high interest in
learning workload were significant obstacles that hindered
the completion.

Satisfaction had a significant positive effect on MOOC
users’ continuous intention, and the result is in accordance
with previous research [17], [27], [72], [83], highlighting
that satisfaction is the right way to increase the efficacy
of MOOCs. A similar finding reported in [16] confirmed
the importance of the construct (satisfaction) in explaining
continuous use intention inMOOCs. These finding advocates
that satisfaction is the most important predictor of continuous
use intention and the current research work has confirmed
that. This speculates that it is significant for students to
feel satisfied with their initial MOOC course to encourage
their continuance intention to use MOOCs in the future [72].
Therefore, it can be asserted that the greater the satisfac-
tion of learners, the greater their intention to use MOOC
continuously. Further, confirmation had a significant positive
relationship with both perceived usefulness and satisfaction.
Students’ extent of confirmation deriving from the perfor-
mance of MOOCs and initial expectation to the MOOCs
is essential determined of perceived usefulness as well as
satisfaction withMOOCs. This finding is in line with existing
research [25], where it is found that confirmation is a strong
determinant of both perceived usefulness and satisfaction.
Specific to MOOCs learning, we speculate that when learn-
ers’ actual performance overcomes their prior expectations,
they will be satisfied with their prior learning experience.

Lastly, a significant relationship was found between the
two gamification categories (achievement and social) and
motivation. Our findings are in line with the existing lit-
erature [10], [15], [37], [41], [91], where it is found that
gamification can increase users’ motivation. For example,
the study in [10] theoretically investigated gamification in
the context of MOOC. They used gamification as a reflec-
tive second-order construct of enjoyment and challenge and
found that gamification is the most prominent factor in
explaining the individual impact of MOOCs. The findings
in [37] indicating that achievement-related gaming elements
have a strong relationship with motivation. Another empiri-
cal study [8] reported a similar finding. The authors imple-
mented activities, levels, badges, points, leaderboards and
stated that these elements lead to better learning performance
in MOOCs. Similarly, study in [92] highlighted that the
achievement-related gaming elements have a positive effect
on user motivation and need satisfaction and feeling of fun
and flow experience while using MOOC will result in higher
time spent in MOOC course. In addition, Badges, leader-
boards, levels, tasks, etc., offer not only immediate feedback
(which can engage users and generate flow experience and
skill development) but also help users to understand others in
a gamified service or system.

On the other hand, interaction with social-related game
elements was positively associated with MOOC users’ moti-
vation [37], [41]. A similar result was reported by authors
in [8] indicated that the implementation of social gaming
elements where learners can communicate with their fellow
students and instructors would make learning more inter-
esting in MOOC. This will encourage MOOC learners to
assist each other and get more understanding in the process.
As an important part of social media, social-related gam-
ing elements facilitate the low-cost information exchange,
where users can acquire more skills and knowledge to achieve
a sense of accomplishment. Not only that, but users can
also easily get relatedness by communicating, talking, and
connecting with others in the gamified environment or ser-
vice [15], [37], [92]. Eventually, authors in [44] reported that
gamification will work effectively in MOOC if educators and
learners are willing to cooperate/collaborate and will further
serve as motivation assistance for both parties to participate
actively in any MOOCs.

Strangely, interaction with immersion-related game ele-
ments was not associated with MOOC learners’ motivation.
One possible explanation might be that the participants did
not use any gamified MOOC platform yet; that way, they
may not understand the meaning of integrating the immersion
gaming elements into MOOC platforms. Secondly, it may
be because much of the initial effect comes after using a
gamified platform over time, whichmeans that gamification’s
behavioral impact comes when learners use or interact with
an actual gamified platform over time [37]. For instance,
a story is a way to set a long-term goal for increasing immer-
sion and so give meaning to the course.
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B. THEORETICAL CONTRIBUTION
This work makes considerable theoretical contributions to
the information systems research, particularly MOOCs and
gamification, by contributing holistic findings on the rela-
tionship between gamification,MOOC, andmotivation. First,
a recently systematic review [15] of MOOC and gamification
literature indicated a lack of theoretical research; and sug-
gested that more impetus should be given to strengthen and
empirically validate the positive role of gamification and how
it affects the existing motivational theories. Therefore, to the
best of the authors’ knowledge, this is the first attempt to pro-
pose a theoretical model that extends ECM with motivation
and three categories of gamification in a MOOC context. Our
study indicates that the proposed model is an adequate model
to explain MOOC learners’ continuous intention. Based on
the R2 values, not only continuous intention but all the
dependent variables (motivation, satisfaction, and perceived
usefulness) are adequately explained in the proposed model.

Second, the systematic literature review in [63] showed
that current research related to gamification has thus far
lacked investigation of what kind of gaming elements can
really increase people’s motivation. Like, several studies
examined a single or limited number of game elements such
as badges [7], [8], points [9], storytelling/narrative [60], [62],
customization [37], and leaderboards [7], [42] in a MOOC
context. Hence, an important implication is the theoretical
integration of the gamification block into three different cat-
egories. The current research investigated the role of three
holistic gamification categories and their impact on MOOC
users’ motivation, which consisted of 10 common gam-
ing elements. The gamification block is the most important
driver of MOOC continuous usage and influenced directly
on MOOC users’ motivation apart from the immersion cate-
gory. Strangely, there was no significant positive relationship
between gaming elements related to the immersion category
and the MOOC users’ motivation. This is unusual, still an
interesting aspect to be considered.

Third, this study explored a direct relationship between
(motivation, satisfaction, and continuous intention), The
scarcity of previous works where few studies established
indirect relationships between motivation and continuous
intention [88], [90]. In contrast, our study’s result has a
particular importance, which demonstrates the direct and
positive effect of individual motivation on MOOC learners’
continuous intention.

C. PRACTICAL CONTRIBUTION
Motivation, satisfaction, and perceived usefulness mainly
explained the continuous usage intention of MOOC users.
This research implies that expectations regarding pleasant
experience, the effectiveness of the learning process, and the
confirmation of learners’ expectations are together predictors
of satisfaction in the context of MOOCs. If MOOC partici-
pants think that the course is useful, enjoyable, satisfies their
expectations, and consequently provides support for their

field of study or work, it will affect their level of satisfaction
with MOOCs. FromMOOC providers’ perspective, the main
implication is that MOOC designers must pay attention that
MOOC courses should be structured to mitigate any pos-
sible problems that may cause dissatisfaction and optimize
variables that may improve the confirmation and perceived
usefulness, which are associated with students’ satisfaction
levels.

Another interesting implication is the implementation of
gaming elements. However, the most employed aspect of
gamification is the use of an achievement system, often
in the form of badges, points, or rewards. The aim of the
system is to motivate and engage learners in their tasks
and use them as tokens of recognition for specific achieve-
ments. These points, badges, or rewards are displayed on a
leaderboard and would provide a sense of competitiveness
between learners and their online coursemates. As a result,
learners will be more engaged & motivated with the MOOC
in order to earn a greater achievement. Also, gamification
provides progress tracking serves as guidance for learners to
see their progress in a specific course towards the learning
goal and may affect how users perceive their progress and
their perception of the usefulness of the course. For example,
study modules are released in steps, either by the deadline
or unlockable activities, and this would motivate learners to
keep checking their course progress. It is also a significant
implication that social gaming elements, mainly competition,
team/ cooperation, and chat/message groups, are increasing
the interactivity of MOOC participants, leading to a higher
degree of motivation and enjoyment. Accordingly, MOOC
providers can take benefit from these elements to incorporate
them into their platforms for increasing interactivity among
the MOOC users. Besides, audience analysis is a significant
part of gamification because it can identify all motivational
aspects needed and the learners’ base knowledge [47], [48].
Sometimes, gamification in MOOCs includes team/group
assignments or projects; therefore, the learners’ tendencies
towards competition and cooperation should be identified.

To conclude, MOOC designers might expect MOOC suc-
cess (continued usage) if the users find the platform to be
useful for learning, when they are engaged/motivated and sat-
isfied by their experience of using MOOC courses. Besides,
we consider gamification as a significant motivating factor to
the overall continuation/success of MOOCs. It has the poten-
tial to decrease student dropout rates and enhance learner
satisfaction and user experience. Therefore, both the educa-
tional sector and industry now have empirical evidence for the
factors underlying continuous intention or viable MOOCs.

VII. CONCLUSION
This research work investigated the continuance intention
to use MOOCs and the role of gamification. A theoretical
model was proposed based on the ECM to identify the fac-
tors affecting MOOC learners’ continuance and empirically
measure these factors in a MOOC context. Unlike the pre-
vious studies related to MOOC continuance intention [11],
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[24]–[26], [28], [45], this research largely focused on
using gamification as a solution to increase the engage-
ment/motivational levels of MOOC users, which will further
lead to a continued usage scenario. Also, we believe that
gamified learning environments are considered to be the next
competitive key value in higher education institutions [9].
For this purpose, we further extended the ECM model by
incorporating the three gamification categories: achievement,
social, and immersion. The reason behind classifying gam-
ification into three categories was to design a gamification
strategy to engage/motivate the various types of MOOC
users, as researchers revealed that MOOC users’ diversity
creates challenges forMOOCproviders in designing effective
courses that will suit all types of learners [9], [18].

In addition, the novelty of this research are as follows:
First, current research works related to MOOC and gam-
ification have mainly been experimental based (empirical)
studies [8], [42], [44], [58], while our research has focused
on how gamification can lead to MOOC continuance usage
from a theoretical perspective. We found only one study
in [9] where it proposed a theoretical model together with
IS success theory and gamification in the context of MOOC.
But it used gamification as a reflective second-order construct
of enjoyment and challenge. It means, these two gaming
elements (enjoyment and challenge) should not be representa-
tives as there are many other gamification elements that have
better potential to increase engagement/motivation, such as
badges, points, leaderboards, etc.

Second, previous articles focused on single or few gaming
elements such as badges [7], [8], points [10], storytelling/
narrative [60], [62], and leaderboards [42], [57] in a MOOC
context, and this has prevented them from giving a more
holistic view of how gamification has a broader impact on
the motivation of MOOC participants. In contrast, the current
research examined the role of the three holistic gamification
categories (achievement, social, and immersion) and their
impact on motivation, which consisted of the top 10 com-
monly used gaming elements. This is because learners have
been participating in MOOCs for a variety of reasons [18].
For example, some learners are only interested in a learning
experience or try to collect as many certificates as possible
instead of completing the course to understand the entire
content [16]. However, some game elements might not be
adequate for all MOOCs users, e.g., always giving points and
badges to learners is not enough. Finally, participants lose
their interest while interacting with a system [9].

Third, according to the existing literature, one of the prime
reasons for gamifying a MOOC platform was to improve
the MOOC users’ motivation [15]. Hence, we added the
motivation construct to our model and examined the direct
relationship between motivation, MOOC users’ satisfaction,
and continuous intention. Besides the ECM factors, this work
proves the crucial role of gamification on motivation and
the direct effect of motivation in explaining the continuance
usage of MOOCs. The findings highlighted that the proposed
model explained 57% by user satisfaction, motivation, and

perceived usefulness, with satisfaction being the most signifi-
cant predictor of the continued intention. However, user satis-
faction was explained 70% by motivation, confirmation, and
perceived usefulness. It means user expectations regarding
pleasant experience, the effectiveness of the learning process,
and the confirmation of learners’ expectations were together
predictors of satisfaction in the context ofMOOCs. The moti-
vation was the secondmost significant variable that explained
continuous intention, and therefore, MOOCs should create
an environment that motivates/engage learners in ways that
will maintain their high interest and commitment to continued
learning.

Furthermore, gamification played a significant role, as the
achievement and social gamification categories had a positive
and direct effect on MOOC learners’ motivation. Also, moti-
vation is explained in 31% by achievement and social gam-
ification categories, where achievement has a higher impact
on motivation. It clearly indicates that gamification has the
potential to motivate MOOC users, which will further lead
to continued usage. It also shows that applying achievement-
related gaming elements is themost significant way to gamify
MOOC platforms. Especially, Badges, leaderboards, points,
and progress bars, and these elements were mostly applied in
the current literature as well. The next is social elements in
multiple forms, social networking features, cooperation, and
team-based activities to be considered. Immersion-related
gaming elements, such as stories, narratives, avatars, and so
on, were used but were not significant as achievement and
social in the MOOC context. Therefore, practitioners and
MOOC designers should be careful while gamifying MOOC
platforms in selecting suitable gaming elements by consider-
ing their context and target users.

In short, our work contributes to both theoretical and prac-
tical perceptions, which are valuable for MOOC providers
and designers, either in higher education or industry. More-
over, we found that gamification has the potential to moti-
vate MOOC users, and gamified learning environment is a
significant factor in the continued usage of MOOCs. Gen-
erally, this study provides the foundation for future research
related to gamification in MOOC, increases our understand-
ing of the development of learners’ continuance intention to
learn in a MOOC, and assists us in examining a potential
approach to motivate learners’ continuous usage by adopting
gamification.

A. LIMITATIONS AND FUTURE RESEARCH DIRECTIONS
Although the current work investigated the relationship
between gamification, motivation, and MOOC; still, some
limitations should be noted. First, we asked the participants’
opinions about the importance of having the gaming elements
in a MOOC platform that measures self-reported preferences
of gaming elements, whereas full experiment designs may
be better equipped to infer causality during interacting with
gaming elements and the user experience. Such a method
could contribute to reducing eventual subjective bias, typi-
cal of questionnaire-based surveys. Second, we considered
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motivation as a single dimension construct. In order to have
a deeper understanding of the different types of motivation,
future research should focus on doing a more granular anal-
ysis in terms of separate intrinsic and extrinsic motivation
or the intrinsic need satisfaction (autonomy, competence,
and relatedness). This will help explain the mechanisms of
how gamification affects MOOC learners’ motivations and
provide a psychological theoretical basis for future research
on gamification, MOOC, and behavioral outcomes. Third,
the data for this article was gathered in one survey, and we
affirm that a longitudinal study could contribute to a more
efficient model. Fourth, we did not examine the moderating
effect of gamification in the model, so future research should
focus on this aspect. Fifth, future research can also investi-
gate whether the relationship between gamified interaction
and motivation is moderated by other user characteristics
variables, such as demographics, gender, user personality,
and cultural differences. Finally, examining the efficacy of
each (separate gaming element) is another dimension to be
considered in future research.
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