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The purpose of this case study was to describe and further understand how faculty 

are being prepared and developed to teach web-based courses at a college in Florida. The 

study examined practices used by the college in preparing their faculty to teach online. 

Faculty preparation and development were defined as any activity which expands 

knowledge about how to teach web-based courses. Broward College was chosen as the 

site of study. 

Utilizing the qualitative case study approach, the researcher collected and 

analyzed data during the Fall 2009 academic semester. Data collection methods included 

interviews, observations of faculty development workshops as well as online classrooms, 

and document analysis. 

The study revealed Broward College’s method of preparing faculty to teach 

online. Faculty are prepared to teach online through the Instructional Technology 

Department. This method focuses heavily on professional development workshops that 
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directly correlate with the types of online classes offered at the college. Faculty are also 

prepared to teach online through the use of consultants, known as e-associates, as well as 

other follow-up support.  

This was an educational leadership study that focused on preparing faculty to 

teach online. Florida’s community colleges are becoming baccalaureate degree-granting 

colleges, and as enrollments increase, so will the demand for online classes. In turn, 

college faculty need to be prepared to teach online. This study emphasizes the importance 

of leadership, administration, and support needed in order to successfully prepare faculty 

to teach online.  
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CHAPTER1 

 

INTRODUCTION 

Until the last decade of the 20th century, distance education had been limited to 

correspondence and video courses, as technology allowed (Matthews, 1999; Schlosser, & 

Anderson, 1994). Public access to the internet, which became more common in the 

1990s, changed the face of distance education dramatically (Nasseh, 1999). As 

technology and access grew, savvy college professors began experimenting with the use 

of the internet as an addition to the face-to-face classroom (Belanger & Jordan, 2000). As 

these web-based classroom supplements grew in popularity, so began new trends in 

higher education. Today, there are whole degree programs offered entirely online, as well 

as entirely online institutions of higher education. Students have more higher education 

choices than ever, due to the rise of the internet and advancement of educational 

technology (Husmann & Miller, 2001).  

Distance education, particularly in the online format, is a fairly recent mode of 

course delivery (Belanger & Jordan, 2000). As a result, there is limited research on the 

subject of teaching web-based courses, yet there is new research developing on faculty 

preparation from a variety of places, according to Aggarwal and Bento (2000). For 

example, Alstete (2000) and Clay (1999) discuss the need for development as well as 

appreciation of faculty. Bower (2001) and Burnett (2006) present challenges facing 

faculty, particularly those who teach online. Some researchers present models for 



 

2 

effective faculty preparation to teach online, including Irani (2001), Nunaley and Warner 

(2002), and Ko and Rossen (2001). This is a fertile research area attractive for inquiry.  

Community colleges, in particular, have been quick to adopt new learning 

technologies (Schuyler, 1999) such as online courses. This could be due to the fact that 

community colleges have been focused on providing open access to anyone wishing to 

pursue higher education (Vaughn, 2000). Vaughn summarizes that the essence of the 

mission of community colleges is to enhance the surrounding community and foster 

learning by offering open admissions to all students. According to Schuyler, distance 

education’s growth is limitless, compelling community colleges to take a serious look at 

embracing this technology wholeheartedly. Given the mission of the community college, 

along with the potential of distance education makes the community college an 

interesting site for inquiry.  

Statement of the Problem 

A seemingly common misconception is that any classroom professor can just start 

teaching online. According to Palloff and Pratt (2001), faculty who may be field experts 

may not be great candidates to teach online courses, particularly without any formal 

preparation. There are other skills and qualities necessary to identify and develop before 

faculty may teach online courses.   

Given the recent boom in technology and web-based learning systems, 

community college faculty are in need of preparation and development in order to 

effectively facilitate their web-based classes. Effective facilitation will, in turn, help 

guide the student toward achievement. Literature suggests what is important to the web-

based classroom, but we do not know how community colleges are preparing faculty to 
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teach online. Therefore, the problem is we do not know how faculty are prepared to teach 

online.  This study investigated how a community college in Florida prepares its faculty 

to teach online. 

Purpose 

 The purpose of this case study was to describe and further understand how faculty 

are being prepared and developed to teach web-based courses at a college in Florida. The 

study examined practices used by the college in preparing their faculty to teach online. 

Faculty preparation and development were defined as any activity which expands 

knowledge about how to teach web-based courses.  

Research Questions 

 The study attempted to answer this overarching research question: How do 

community colleges prepare faculty to teach web-based courses?  

Further, there were four sub-questions: 

1. What concepts are emphasized in faculty training for web based teaching? 

2. How do faculty members integrate training practices in their online 

classrooms? 

3. What is the best approach from the perspective of faculty to preparing faculty 

to teach online: face-to-face, online or a combination of both? 

4. What role does administrative support play in the success of faculty preparation 

and teaching online? 
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Definitions 

Distance education. There appears to be a number of modern definitions of 

distance education, as described by researchers in the field. Some bear similarities, while 

others have some dissenting qualities. For example, according to Valentine (2002), 

importance is placed on finding one standard definition that meets each commonality and 

truism of distance education. For the purpose of this study, this researcher tends to agree. 

Valentine as well as Johnson (2005) leans on Keegan’s (1995) definition of distance 

education which mentions the physical separation of student and teacher through the 

duration of the learning experience. Valentine highlights this definition particularly, as it 

agrees with the lens of a study that involves separation of student and teacher in space, 

but not necessarily in time. Johnson’s study concurs with this explanation. Due to the 

advent of advancing real-time technology, Keegan’s definition as adopted by Valentine 

and Johnson will be operationalized for this particular study.  

Synonyms for distance education also exist in the literature. Distance education 

may also be referred to as e-learning, web-based learning or learning online. For the 

purpose of uniformity and consistency, the term distance education will be used in this 

case study.  

Platform. Another common term in the field of distance education is the 

platform, or more precisely, the learning platform. This term has its origins in the older 

acronym LMS, or Learning Management System. LMS, according to Reffay and Chanier 

(2002), is an older technology, one that delivers pedagogical resources. Specifically, 

LMS organizes classroom or group emails as well as forum discussions. A learning 

platform goes beyond the basic LMS model, according to Vantroys and Peter (2003). The 
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learning platform is an interactive system that delivers pedagogical models (in a similar 

fashion as LMS) and coordinates a wide assortment of learning activities, such as 

reading, quizzes, tests, games, etc. The learning platform is the classroom in which online 

courses occur. In this study, the word platform will be used to describe the online 

classroom.  

Asynchronous and synchronous activities. Two prominent pedagogical 

functions exist in distance education. They are asynchronous and synchronous 

communication. Asynchronous communication refers to any interaction between 

instructor and student or student and classmates that occurs with a delay of time (Bower 

& Hardy, 2004a). Here, communication exists when participants are separated by both 

distance and time, as described by Parrott (1995). According to Floyd (2003), some 

examples of asynchronous activities may be pre-recorded broadcasts (known as 

podcasts), electronically stored media, and any other class materials that the student 

participates in independent of the rest of the class or instructor.  

Another prominent pedagogical function in distance education is known as 

synchronous communication. Synchronous refers to class activities in which the 

instructor and student participate at the same time, or in real-time. Synchronous activities 

may be compared to an actual class meeting, much like the traditional courses that occur 

on a campus. The difference here, however, is that the instructor and students are 

separated by distance. Some synchronous activities may include online chat sessions or 

videoconferencing (Bower & Hardy, 2004a; Bower & Hardy, 2004b; Floyd, 2003; 

Parrott, 1995). Asynchronous and synchronous will be discussed throughout the study, in 

the context of faculty training to use these tools.  
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Faculty development. Faculty development can be characterized by any means 

used to train and improve the skills and knowledge of faculty (Alstete, 2000). It is 

associated with improved teaching as well as job satisfaction. Further, it helps to improve 

the overall quality of higher education (Kang & Miller, 2000). Three of the most 

important aspects of faculty training are instructional development, personal development 

and organizational development (Bergquist & Phillips, 1975).  

Digital divide. There is a phenomenon that exists pertaining to technology, 

distance education, and people. That phenomenon is referred to as digital divide. 

According to DiMaggio and Hargittai (2001), digital divide is an inequality that exists 

between those that have access to technology and the internet, and those who have 

limited access or none at all. In this study, the researcher assumes that the participants 

will all have adequate access to technology and the internet through the college in which 

they are employed. 

 Successful online teaching. The concept of successful online teaching can be 

broadly defined. For the purpose of this study, successful online teaching is characterized 

in several ways: It includes the planning of multiple class activities and assessments 

(Moore, Winograd, & Lange, 2001). Successful online courses are highly organized 

(Phipps & Merisotis, 2000). Faculty show enthusiasm and use professional language 

(Coghlan, 2002). Faculty personalize the online classroom experience (Coghlan, 2002; 

Moore et al.).{ Faculty communicate asynchronously (Moore et al.) and asynchronously 

(Ko & Rossen, 2001). These characteristics shall be used to define successful online 

teaching. 
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Limitations and Delimitations of the Study 

 

According to Marshall and Rossman (1999), a discussion of limitations and 

delimitations is necessary to remind the reader of what boundaries may exist in the study. 

The following was a limitation to the study: Due to time and location constraints, this 

research was limited to one site, a baccalaureate degree granting community college in 

Florida. This may limit the generalizability of the findings. In other words, the findings 

may not be transferable to other settings.  

In addition to the limitation, it is also important to note the delimitations, or what 

was excluded from this research. The focus of this study was primarily college faculty. 

Students and student outcomes were excluded from this study. Also excluded from this 

study were any outside influences, such as the community at large and other professional 

development activities. Again, the findings from this study may not be generalizable to 

four-year colleges, technical colleges, private colleges, or to community colleges outside 

of the state of Florida. 

Researcher Background and Assumptions 

Marshall and Rossman (1999) recommend that researchers conduct their studies 

based on prior, existing research. Prior research studies are discussed throughout the 

chapters of this dissertation. Also, however, this study was conducted based on some 

researcher assumptions: The researcher chose this topic based on a keen interest in the 

development of distance education in higher education. At the time of the study, the 

researcher had 6 years of experience in distance education, and taught online courses for 

a university. Because of this experience, the researcher may have possessed some bias or 

preferences which can potentially affect the study. For example, the researcher values 
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distance education as a part of higher education. Also, she believes that faculty who teach 

distance education courses should be provided with sufficient professional development 

opportunities. Further, the researcher assumed that the community college will have 

numerous development opportunities and devices for furthering the pedagogical practices 

by the faculty. Because of these positive assumptions, any discoveries to the contrary 

were a surprise to the researcher. These researcher assumptions are disclosed in the 

interest of strengthening the study. 

Significance 

This study generates insights into how current professional development practices 

are managed at the community college, and whether current faculty and administrators 

feel they are useful. This study also contributes to the knowledge base of what faculty 

preparation is available for online instruction at the community college level. Finally, this 

study has potential significance in light of the recent shift of the college to offer 

baccalaureate degrees.  

Chapter Summary 

 Chapter 1 presented the introduction, statement of the problem, and purpose of the 

study. Looking ahead, Chapter 2 contains the review of literature and research related to 

the problem that was investigated. The methodology, justification for using such 

methodology, and procedures used to gather data for the study are presented in Chapter 3. 

The results of analyses and findings that emerged from the study are contained in Chapter 

4. Chapter 5 discusses the implications of the findings, presents the conclusions, and 

provides recommendations. 
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CHAPTER 2 

 

REVIEW OF THE LITERATURE 

This chapter offers a review of the literature and the conceptual framework that 

was used to shape the study. The following topics are explored: historical context of 

faculty development, possible obstacles for faculty, training faculty to teach on the web, 

faculty mentoring and community-building, historical context of the community college, 

the events of the Chautauqua movement and the community college, distance education 

leadership at the community college and faculty training at the community college.  

The literature review explores the background and mission of the community 

college. A summary of research conducted in relation to how community colleges train 

faculty to teach online was included. Finally, the literature review discloses areas in 

which there are gaps in related research, specifically relating to how community colleges 

prepare faculty to teach online.  

Background of the Community College 

 According to Cohen and Brawer (2008), several changes in societal functioning 

factored into the founding of the first community colleges. Needs were placed on schools 

for a variety of issues impacting the community, such as unemployment and training 

needs. Cohen and Brawer also describe a uniquely American ideal in that there would be 

no progress without the institution of education. The community college, according to 

Cohen and Brawer, is an educational opportunity for those who seek it.  
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Community colleges bore a spectrum of names since their inception. Depending 

on origin and emphasis, community colleges were known as city college, branch campus, 

technical institute, vocational, technical, and adult center, people’s college, democracy’s 

college, contradictory college, opportunity college, anti-university, and junior college. 

The most significant impact on community colleges in the last 100 years has been 

the ascending student population. The opening of area branch campuses as well as the 

instatement of the GI Bill achieved a huge increase in access to higher education. Branch 

campuses opening within acceptable commuting distance provided great opportunities to 

local residents. Increasing enrollment caps enabled community colleges to grow in size 

along with the influx of freshmen. Additionally, the need to satisfy continuing and 

developmental education proved to change the aim of the community college. These 

factors are hugely encouraging to those who may not otherwise seek a college education.  

Finally, a recent change has been the adoption of modern technology into 

community college teaching. According to Bradley (2007), the need for distance 

education course and program offerings is in excess of what is currently obtainable. 

Community colleges are serving more online learners than ever. Since further growth is 

expected, community colleges must quickly adjust to the demands placed on them.  A 

most impactful change in Florida’s community colleges has been the approval for 

offering baccalaureate degrees. 

Mission of the community college. According to Vaughn (2000), the mission of 

a community college is to serve its local community by offering open-access courses and 

programs to its constituents. The program offerings should be a diverse array of 

associate’s programs, training programs, continuing education, and developmental 
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education. They should be easily accessible, both by location and cost. They emphasize 

teaching and learning as well as diversity. Additionally, depending on location and need, 

they offer transfer programs, technical education, academic testing, and English for non-

native speakers. The mission usually mentions quality student resources and services 

without regard to race, gender, national origin, socioeconomic status, or other labels. 

More recently, research has been published to reflect the multiple missions of the 

modern community college. For example, according to Slimp (2007), community 

colleges are utilizing distance education to assist with certain geographic professional 

shortages, such as nursing and other medical personnel. Also, according to Lindsay 

(2007), community colleges that offer courses and programs at a distance are being 

widely utilized by military personnel on active duty. Soldiers no longer have to wait for 

down time in their schedule to pursue an education. The overall mission of access persists 

here, as aspiring medical personnel and deployed soldiers alike are able to obtain an 

education at any time, from anywhere though the use of distance education.  In Florida, 

and a dozen other states, community colleges have been authorized to offer their own 

baccalaureate degrees, thus changing the mission of the institution once again (Floyd, 

2008; Floyd, Skolnik, Walker, 2005; Floyd & Walker; 2009). 

Community college faculty. Community college faculty teach nearly half of all 

undergraduates in the United States, about 46% (American Association of Community 

Colleges [AACC], 2009). They either hold graduate degrees, or have vast experience in 

the subject matter that they teach. Generally, there is a mix of both part-time and full-

time faculty at community colleges. Part-time faculty hold other jobs besides their 

teaching appointments and usually offer a fresh perspective on modern issues related to 
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their field of expertise. Community college faculty are diverse and have a strong 

commitment to teaching, which should be encouraged through professional development 

(Vaughn, 2000). 

Faculty members of community colleges must be open-minded, and prepared to 

teach a diverse population of students (Burnett, 2006). They may be expected to be 

involved in service to the college as well as the surrounding community, and to be 

creative in their classrooms. Finally, and perhaps most pertinently, community college 

faculty should be familiar with technology and open to the use of it in the classroom.  

Distinctions of the community college. According to Cohen and Brawer (2008), 

important factors which set a community college apart from a university are lower tuition 

prices, open access, a diverse and eager faculty, diverse program offerings, and the 

willingness to develop each subculture within the community college with equal vision, 

effort, and funding. A final, yet imperative factor is the projected and perceived attitude 

conveying that community colleges ultimately function to serve the needs of the 

community (Floyd, 2003).  

Because of these distinctions, community colleges have led the way in providing 

alternative formats in higher education, more specifically, distance education (Inman, 

Kerwin, & Mayes, 1999). According to Slimp (2007), the use of distance education 

technologies to help disabled and home-bound students quickly gave way to mainstream 

practices for use by all students. It was the community colleges that pioneered the use of 

the internet for courses and programs (Lindsay, 2007). Further, community colleges 

recognize the need to provide appropriate support services in relation to distance 

education (Floyd, 2003). Floyd and Casey-Powell (2004) offer a model for student 
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services that takes the distance learner from admissions through graduation. This example 

demonstrates the community colleges’ commitment to the growing population of distance 

education students. In conclusion, there are a number of factors which distinguish 

community colleges from the rest of higher education. It is those distinctions that 

perpetuate researcher interest. 

The Chautauqua Movement and the community college. The Chautauqua 

Movement in its early days can be described as a sort of summer camp for adults. It was 

and is a place for people to enroll in courses for the purposes of self-improvement 

(Maxwell, 2000). At that time, it served as an emerging cultural hub for Middle America 

(Wallace, 1978). Chautauqua, which originated in 1874, slowly became the center for 

American liberal studies. Despite the modest beginnings, Chautauqua eventually emerged 

into the nation’s first correspondence program. People who were unable to travel to the 

Chautauqua site in New York could then fulfill their educational goals and cultural 

desires from a distance (Scott, 1999).  

 American community colleges have adopted the Chautauqua idea into their own 

modern version. For instance, community colleges largely remain centers of liberal 

studies today. Furthermore, community colleges have been historically swift to offer 

programs that would be most beneficial to the communities in which they serve (Floyd, 

2003). The overall theme of access in the community college harkens back to those initial 

Chautauqua correspondence years. Along this line, community colleges have their own 

history of offering programs at a distance. The more recent adoption of online learning 

technology pays homage to Chautauqua in a current fashion (Scott, 1999).  
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Distance education leadership at the community college. Leadership is needed 

and practiced at colleges everywhere. This section attempts to focus specifically on 

distance education leadership at the community college.  

Roueche, Baker, and Rose (1989) suggest that the kind of leadership needed, and 

is primarily practiced by community colleges, is that of transformational leadership. 

Marcus (2004) concurs, adding that transformational leadership is practiced in distance 

education. Transformational leadership involves motivating others to act or change 

through role modeling and encouragement (Burns, 1978). Floyd (2003) takes this notion 

further, describing actions that community college leaders should take when 

implementing distance education programs. For example, community college leaders 

must encourage faculty to participate in processes which will ultimately affect their job 

functions. Faculty participation in the development of their own training would be the 

outcome. In this example, faculty are involved in an action that promotes change.  

 Floyd (2003) also addresses role modeling and encouragement. Specifically, 

leaders should promote the emergence of mentors among faculty. Mentoring is not only a 

recommended training practice, as described later in this chapter, but is also a practical 

leadership device. Finally, encouragement is used as a necessary tool. Proper use of 

recognition and rewards are deemed valuable leadership actions, as they can have lasting 

effects on morale and motivation.  

Obstacles to Teaching Online 

 Researchers have discovered some obstacles that faculty may face when it comes 

to teaching online. It is necessary to identify and discuss these obstacles in the literature 

review.  
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Researchers agree that faculty need support and development to teach online, but 

faculty are often lacking in development opportunities (Pankowski, 2004). According to 

Pankowski, faculty may receive technical training, which includes how to use their 

teaching platform and online classroom, but they are not being adequately trained on how 

to manage their classrooms. One possible problem, according to Irani (2001), is that 

classroom management training is not widely available at the institution. Instead, faculty 

may have to resort to independent study or research to obtain further training on 

managing their distance education courses. Further, Wilson (1998), McKenzie, Mims, 

Bennett, and Waugh (2000), and Ellington and Bryan (2010) report that faculty feel 

pressured by administration to teach courses online, but without any extra time, training, 

or technical support from the institution.  

According to Darnell and Rosenthal (2000), a major obstacle in offering more 

quality online courses is the shortage of adequately prepared instructors. Lack of training 

opportunities could be a major hindrance to effective distance course delivery. 

Additionally, while faculty may be motivated to try new technology or techniques, 

teaching under these circumstances can lead to job dissatisfaction. 

The theme of time comes up again in other literature. According to Bower and 

Hardy (2004b) as well as Ellington and Bryan (2010), time management and workload 

has been identified as a major issue in teaching online. Bower and Hardy mention that 

distance education courses can increase the workload significantly, from developing the 

course to the teaching of it.  

 Faculty may experience other obstacles to teaching online. Another example of 

this may be the unconventional form of communication that exists between professor and 
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student. According to Rockwell, Schauer, Fritz, and Marx (1999), the nature of electronic 

communication impedes the instructor’s ability to assess student perception and ability. 

McKenzie et al. (2000) concur, arguing that electronic communication contributes to a 

sterile classroom environment.  

 Barrett, Bower, and Donovan (2007) discovered a divergence between literature 

and practice. According to their study, faculty are teaching distance education courses in 

a way that is not in accordance with research. The reason, they assert, is a lack of 

professional development opportunities. 

Part of faculty development concerns the needs and roles of the professor (Clay, 

1999). As early as the 1970s, it has been noted that there are large numbers of faculty 

who are unwilling to adopt new strategies into their teaching, particularly when it 

involves any sort of technology (Bergquist & Phillips, 1975; Goudy, 2002; Meltzer, 

2006). Rockwell et al. (1999) assert that colleges and universities would do well to hear 

the concerns and needs of their faculty. This way, administrators can address any issues 

head-on, and proceed accordingly. Such is the case in the development of faculty to teach 

distance education. Faculty members are more likely to teach distance education courses 

if their concerns are addressed, their needs met, and an interest exists (Betts, 1998). 

These aforementioned obstacles affect community colleges across the country. 

They are not unique, and must be addressed further in future studies. 

Faculty as Adult Learners 

 College faculty can be classified as adults, and therefore it is necessary to discuss 

their professional development in terms of their status as adult learners.  
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Pertaining to adult learning theory is Knowles’ (1980) work on andragogy. 

Andragogy, simply explained, is the art and science of helping adults learn. Additionally, 

Mezirow (1978) describes a way adults learn which changes their perceptions and beliefs. 

This is known as transformational learning. Finally, Merriam and Caffarella (1999) assert 

that adults plan and implement their own learning activities. This phenomenon is known 

as self-directed learning. These major researchers have mapped out a process of adult 

learning. 

 How does this relate to preparing faculty to teach online? The nature of faculty 

development is to improve upon knowledge and skills, as defined in Chapter One. 

Improving knowledge and skills involves some type of educational environment, in 

which faculty are in the role of learner instead of teacher. Mezirow’s (1978) theory of 

transformational learning can be useful in two ways: combating faculty resistance 

through the process of changing perspectives; and helping faculty to gain new skills 

which could potentially impact the effectiveness of their online teaching. Additionally, 

Merriam and Caffarella’s (1999) theory of self-directed learning suggests that faculty 

may already be engaging in self-directed learning activities, independent of any formal 

professional development. 

It is vital to adapt professional development strategies in order to best serve the 

needs of the faculty recipients. Looking at faculty as adult learners can help 

administration plan more effectively in preparing faculty to teach online.  

Preparing Faculty to Teach Online 

 Researchers have uncovered a variety of concepts related to preparing faculty to 

teach online. The following section will discuss those concepts, which include: 
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challenges and solutions, continuity, continuing education, mentoring, and faculty 

community. This will serve as the conceptual framework in which to view this proposed 

study. 

Challenges and solutions. Murray (1999) asserts that community colleges need 

to set clear goals for faculty preparation and provide specific workshop activities that will 

accomplish those goals. Stumpf, McCrimon, and Davis (2005) agree, and further note 

that administrative support plays a vital role in this process. Given these statements, are 

community colleges acting in accordance? Not so, according to Murray (1999). Faculty 

preparation programs seem to lack a logical progression instead, giving way to a set of 

random topical workshops. While this may not be the case at every community college, 

other challenges exist for faculty preparation at community colleges. Bower (2001), 

Floyd (2003), Ellington and Bryan (2010), and others all describe some sort of faculty 

resistance to adopt new technologies and to teach online. For some, this may be fear, and 

for others it may be the lack of support in the way of resources, finances or adequate 

time, as described earlier in the chapter. Another challenge is scheduling, according to 

Kolbo and Turnage (2002). Workshops may be in time conflict with courses, meetings or 

other scheduled activities. Also in this case, workshops are not a requirement, therefore 

not treated as a priority activity.  

One way to begin preparing faculty may be to encourage open dialog among 

experienced distance educators, while another option is to enable faculty to conduct 

independent research on the subject (Armstrong, 1998). Irani (2001) suggests a more 

structured approach. Here, institutional support is the basis for quality faculty 

preparation. Giving faculty incentives such as release time for preparing web-based 
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courses, along with a variety of workshop options would be preferred. Workshop options 

could include formalized sessions as well as more informal self-paced web tutorials. 

Finally, Irani recommends continued development over the long term, rather than the one 

day or week long workshop approach.  

Continuity. Similar faculty development issues impact community colleges that 

strive to offer distance education courses. The solution at Cerro Coso Community 

College in California, was to begin by offering faculty a certification course, which 

ultimately became an eight-course certification program. Frey and Donehue (2002) 

support this kind of action, noting that the college should be responsible for the training 

of its faculty. They further recommend that community colleges conduct needs 

assessments of their faculty, in order to best identify gaps in training as well as training 

preferences.  

 Nunaley and Warner (2002) suggest that different developmental phases exist for 

distance education faculty. For example, a novice distance education instructor may just 

be familiar with email and uploading documents, while an advanced instructor may be 

proficient with the use of an educational platform. Meehan, Obler, Schiorring, and Serban 

(2002) support this notion, discussing that faculty needs will change over time. Different 

developmental phases dictate the need for varying workshop resources, in order to 

accommodate faculty at every level (Nunaley & Warner). In agreement with these 

notions, Bartley (2001) asserts that a structured approach is needed for effective faculty 

preparation in distance education. Consequently, these resources will assist faculty with 

reaching the next level in their development as distance education instructors.  
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 Meehan et al. (2002) discuss the different options needed for faculty preparation. 

First, they argue, faculty strongly prefer workshops that are scheduled during days on 

which they are not teaching. Also, they recommend more diverse modes of preparation 

for advanced instructors, such as self-paced tutorials, web programs, and more 

individualized and specific workshops. The advanced workshops should also include 

topics pertaining to any phenomenon that faculty identify as current issues. The favored 

outcome is timelier workshop topics (such as new or newly updated software) for faculty 

who teach distance education courses.  

Continuing education. According to Williams (2000), the rapidly changing 

nature of technology forces distance education instructors to constantly update their own 

knowledge and skills. This means that colleges would do well to offer continuing 

education to distance education faculty long after the initial training. This continuing 

education would be for more seasoned faculty. Continuing education staff would be 

empowered to offer specially tailored programs for faculty members who already have a 

high level of preparation and experience.  

Integration. Integration of professional development topics into classroom 

practice is another key element identified by Meehan et al. (2002). Assurance of 

integration may be possible through a variety of ways. First, the workshop itself must be 

tailored in the context of an online classroom. This way, faculty are experiencing an 

example, rather than viewing or observing, of the integration of a topic into a classroom. 

Meehan et al. further recommend that the college follow up on workshops by observing 

the actual online classrooms. Doing so would reveal whether the instructors are 

successfully integrating their preparation into their classrooms. Finally, assurance of 
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integration can be measured by assessments. Faculty should be provided with the 

opportunity to assess their abilities and success with integration. Workshops can then be 

modified or updated based on assessment outcomes. Ultimately, this constant system of 

follow up can help to improve the preparation practices used to develop online faculty.  

Mentoring. McKenzie et al. (2000) introduce the concept of mentorship as part of 

faculty preparation for distance education courses. Here, less experienced distance 

education faculty would have more experienced colleagues to turn to with their questions 

and needs. Parscal and Florence (2004) discuss the utilization of faculty mentors to 

further guide novice faculty beyond the formalized workshops. Faculty mentors help 

facilitate more purposeful follow up through informal interaction and coaching.  

Faculty community. Along the same vein as mentorship, Smith (2005) suggests 

that faculty going through development workshops together could further collaborate, 

forming their own community of support. A community such as this could exist to further 

develop and strengthen faculty knowledge. In this open forum, faculty may have helpful 

comments to offer the overall scope of their training. Here, suggestions made by faculty 

could potentially change preparation programs. In this example, faculty would be 

empowered to drive the follow up that helps to solidify the workshop topics. Various 

researchers (McKenzie et al., 2000; Parscal & Florence, 2004; Smith, 2005) agree that 

this would be a positive outcome.  

Ethical Issues in Distance Education 

 One of the topics effecting every campus, and is further compounded by virtue of 

online educational programs, is that of ethics. Since the college finds itself in dual roles, 

that is, on campus and online, it is necessary to carefully define distinct policies for both. 
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According to Gearhart (2001), colleges have two primary stakeholders in which to focus 

on ethics in distance education: faculty members and students. Ethical issues in distance 

education include student cheating and plagiarism, as well as faculty violation of 

copyright and fair use laws in their online classrooms. Faculty have concerns that 

students may find it easier and see less harm to cheat from a distance, since they are 

isolated from the physical campus. As a preventative measure, Gearhart recommends that 

the college, and more importantly, the faculty member provide specific explanations and 

consequences of the various forms of cheating. Further, it is necessary to reiterate these 

policies with students on a regular basis throughout the term. This may minimize student 

perceptions that cheating online is easy, undetectable, and consequence-free. 

 Ethical issues with distance education faculty pertain to the materials used in the 

online classrooms. Sweeney (2006) explains the emergence of this issue as a result of the 

intense urgency to develop online classes and programs. Urgency translates to ―rush 

jobs,‖ which in turn, may cause faculty to skip important steps and details in course 

planning. Sweeney’s study describes a gap in educating faculty on copyright and fair use 

laws, the Digital Millennium Copyright Act of 1998, and the institution’s own policies 

and interpretations. In this case, steps must be taken by the college to minimize 

noncompliance. Sweeney recommends giving faculty more time to properly plan online 

courses. If faculty are afforded more time, then more attention can be paid to complying 

to policies and laws. Also, faculty must be educated on these laws and institutional 

policies, as it pertains to their online classrooms. Offering these resources to distance 

education faculty will result in more sound ethical practices.  
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Best Practices for Teaching Online 

Research on web-based teaching is limited, as this is a developing practice. Yet, 

since the mid 1990s, research has emerged to shed light on teaching online (Simonson, 

Smaldino, Albright, & Zvacek, 2000). There is a lot to take into consideration when 

building a web-based course (Abbey, 2000). This section identifies pertinent literature 

highlighting best practices for teaching online in higher education. The literature 

pertaining to these best practices is organized into six factors: Content, Organization, 

Presentation, Rapport, Interaction, and Assessment.  

Content. Content encompasses several key issues identified by researchers. 

Merisotis and Phipps (1999) assert that an online instructor may tend to juggle multiple 

roles throughout the term. Not only should the faculty member be a content expert in 

their discipline, but also an organized course planner and inspiring facilitator. Moore et 

al. (2001) suggest that the instructor plan several types of class activities, to allow for 

different ways of participating and engaging in the material. Some examples of these 

activities include online discussion, projects, games, or quizzes. This practice also 

addresses the multiple learning styles, since not everyone learns in one best way 

(Ellington and Bryan, 2010). New technology offers even more possibilities for 

classroom additions. For example, the use of podcasts can enhance learning in an online 

classroom. According to Curto (2006), podcasts are a type of electronic audio file that 

can be uploaded by the presenter and downloaded by the listener. Curto notes that 

podcasts enhance learning in an online course.  

Phipps and Merisotis (2000) point out that online courses should be planned in 

such a way to allow for students to engage fully in the material. The facilitator needs to 
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decide how best to present the material on the class web page, according to Moore et al. 

(2001). According to Moore et al., it is vital for content to be organized by learning 

objectives and learning styles (Ellington and Bryan, 2010) in order to produce a desired 

outcome. This should be a key component in the online classroom. 

Organization. Successful online courses are highly organized (Phipps & 

Merisotis, 2000). Teaching online may require more formal and informal communication 

on the part of the instructor, according to Phipps and Merisotis. Palloff and Pratt (2003) 

recommend stating specific expectations at the beginning of the course, so nothing is left 

for the student to guess. Likewise, the instructor can ask for student objectives and 

expectations for the course, for the purpose of opening up dialogue and setting precedents 

for the duration of the term. Specifics about posting requirements and participation are a 

necessity, according to Palloff and Pratt.  

The specific visual layout of the online course must also be considered. Here, the 

classroom must be arranged in a way that is user-friendly and conducive to student 

learning. An ideal scenario is one in which students can master a topic before moving on 

to the next one (Palloff & Pratt, 2003). 

Presentation. Instructors can present their material in a variety of ways, showing 

enthusiasm for the subject matter, using and modeling professional language. Coghlan 

(2002) encourages the use of humor as well as the use of emoticons or smileys—

apparently to help personalize and put emotion into the classroom. A website called 

Netlingo demonstrates the different emotions one can convey online through the use of 

keyboard symbols. Where the actual face of the instructor may not be present online, the 

instructor can certainly express emotions that may normally be left out of the online 
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classroom through this method. Use of these symbols adds depth to the course material 

and discussion by displaying emoticons associated with feelings. Also, use of netiquette 

is important here. Netiquette, short for network etiquette, refers to common practices of 

appropriate behavior online (Shea, 1994).   

Rapport. Rapport in a traditional physical classroom occurs naturally, since the 

students and facilitator meet regularly and see one another (Brown, 2001). However, 

according to Brown, online learning may be an isolating, two-dimensional experience for 

the learner. Instructors may wish to take measures to attempt to overcome that isolating 

experience. There is literature that suggests online instructors need to be creative in order 

to personalize the experience more for distance education students. This can be 

approached in a variety of ways. Coghlan (2002) suggests that the course facilitator share 

biographical and personal information with a photo, presumably to help students put a 

face to their instructor’s name. Moore et al. (2001) also suggest giving biographical 

information, along with a personal instructor welcome message to help create a warm 

environment. It is small details such as these that may make a big impact in the online 

classroom.  

Interaction. There are a number of ways for an online instructor to encourage 

interaction in the classroom. Phipps and Merisotis (2000) reveal that the core of an online 

class is the student’s interaction with the instructor as well as other students. Moore et al. 

(2001) stress the importance of multiple ways of communication between students and 

their classmates as well as students and the instructor. A common communication feature 

in online instruction may be email. Use of email is recommended by Moore et al. in a 

variety of ways: to respond to student inquiries, to generate mass communication to the 
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class, such as announcements and sharing documents, as well as emailing electronic 

greeting cards to break up the monotony of text-only emails.  

Another internet method is available that allows people to communicate 

instantaneously. Ko and Rossen (2001) concur with the aforementioned researchers, and 

further recommend the use of online office hours as a live medium for the instructor to 

communicate with students. Online office hours through an internet messaging system 

such as America Online Instant Messenger (AIM) can be a useful and effective way to 

communicate with students without the wait time that email dictates. The use of instant 

messaging allows its users to get immediate response and feedback, rather than the 

waiting that regular email requires. Other aspects of creativity are available as well. 

Moore et al. (2001) describe several different resources to use to add energy and 

personality to the web-based classroom. Some of these resources include clip art pictures, 

photos, audio, as well as video. Utilizing any of these methods can help promote 

interaction in the online classroom.  

Assessment. Research also provides information and recommendations for 

assessment in online instruction. Moore et al. (2001) suggest a variety of ways in which 

to assess student work through the use of assignments, discussion, and tests. Moreover, 

they advise to informally ask for student feedback and suggestions periodically 

throughout the term. Applying valid student feedback in the middle of a term may help 

improve the effectiveness of the course, as well as give the students a sense of value. The 

use of different assessment methods can help to strengthen the online classroom, and give 

the instructor some direction in building and revising their teaching practices.  



 

27 

These are some of the key competencies identified in various studies. Many of 

them addressed teaching online for higher education in general, but should prove useful 

for community colleges specifically. The concepts emphasized—content, organization, 

presentation, rapport, interaction, and assessment—are universal in the online classroom, 

and may be taken into consideration as a guide in preparing community college faculty to 

teach online. 

Chapter Summary 

 This chapter provided the theoretical framework from which the basic philosophy 

of this research study should be viewed. The literature review demonstrates the 

importance of faculty preparation and development, particularly in teaching online. It 

also illuminates how crucial faculty involvement is in the development process. Given 

these recommended practices, we did not yet have a clear picture of how community 

colleges in Florida prepare their faculty to teach online. This study looked at the faculty 

preparation for distance education courses at a community college in Florida in order to 

develop a better understanding of faculty preparation.  
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CHAPTER 3 

 

METHODOLOGY 

This chapter presents the qualitative method of inquiry that was used in the study. 

The purpose of this case study was to describe and further understand how faculty are 

being prepared and developed to teach web-based courses at a community college in 

Florida. Professional preparation and development was generally defined as any activity 

which expands knowledge about how to teach web-based courses. The overarching 

research question was: How are community college faculty being prepared to teach 

online?  

This single site case study explored the ways in which a Florida community 

college prepares their faculty to teach web-based courses. The study was conducive to a 

qualitative research design since the research questions focused on capturing the 

experience of faculty preparation for web-based courses. The case study design was 

appropriate because this study examined a contemporary phenomenon, in this case, 

preparing faculty to teach online. According to Yin (1994), ―A case study is an empirical 

inquiry that investigates a contemporary phenomenon within its real-life context‖ (p. 13). 

To explain, the case study approach aims to ―capture the deep meaning of experience in 

their own words‖ (Marshall & Rossman, 1999, p. 61). Along these lines, the researcher 

engaged in activities consistent with qualitative research, including document analysis, 

interviews, and observations (Marshall & Rossman, 1999). The use of qualitative inquiry 
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was intended to help gain a deeper understanding of the faculty experience. Specifically, 

the intent of the case study approach was to be descriptive, aiming to present a detailed 

account of how a Florida community college prepares faculty to teach web-based 

courses.  

Site Selection 

Because of its activity in offering distance education courses and programs, 

Broward College’s E-Campus was the site chosen for the study. Broward College (BC) is 

a multi-campus college with its central administration for E-Campus located in Davie, 

Florida. Permission was granted to use Broward College’s name in this study (Appendix 

J ). With a total population of over 20,000 students, BC currently offers associate’s 

degrees, certifications in 51 fields, as well as a newly approved bachelor’s degree in 

Supervision and Management, according to the Broward College website. 

Teaching faculty at Broward College consist of over 1,000 adjuncts and full-time 

professors. They are diverse in background, as well as degree achievement. Faculty 

numbers represent the total for the college, which includes four campuses throughout the 

county.  

Degree requirements for faculty vary according to discipline (Broward College 

Website). For example, instructors hired to teach general education or major courses 

within the associate’s and new bachelor’s degree are required to have attained a 

minimum of 18 graduate credit hours in the area of teaching specialty. Master’s degrees 

are preferred, however, for instructors of these courses. Additionally, instructors hired to 

teach in vocational or certificate programs, such as welding or cosmetology have 

different degree requirements. 
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Today, Broward College offers courses that are entirely web-based, in addition to 

courses that are hybrids—courses that meet in a classroom on campus as well as in an 

online classroom. BC is also an active member institution of the Florida Distance 

Learning Consortium, a state organization designed to coordinate efforts in delivering 

effective distance education programs to colleges and universities. Because of its 

involvement and course offerings, Broward College was an ideal site for this study.   

The researcher sought and gained formal permission from Broward College to 

recruit and select faculty participants for the study. Once permission was granted, 

recruitment and selection of study participants began.  

Sample 

A purposeful sample of 36 participants was attained for the interview phase of 

this study (See Table 2). Potential participants were identified by their status as distance 

education instructors. Participants were selected using the snowball sampling technique 

(Babbie, 1989). The process began with a high level college official mentioning key 

employees in the distance education program. Those key distance education personnel at 

Broward College were invited to participate in this study. Recruitment commenced with 

electronic memos generated with permission from the college. The distance education 

faculty members’ names and e-mail addresses are made public and are available on the 

Broward College Distance Education website. Each of these key personnel was contacted 

via e-mail (Appendix G) and received introductory information explaining the study, 

requesting participation and consent (Appendix H). Participants were invited to self 

identify their levels of experience (Appendix E) varying from veteran online instructors 

to those who are new to teaching online. Female participants outnumbered male 
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participants slightly. Participants represented a wide variety of academic disciplines.  The 

participants were full-time or part-time faculty, department chairs retaining teaching 

duties, and faculty who also served as specially certified consultants (e-associates) 

through the college’s instructional technology department. Formal permission to utilize 

Broward College for the site of research and to collect data was granted by Florida 

Atlantic University’s Institutional Review Board as well as Broward College’s 

Institutional Review Board. Additionally, formal permission to use the name Broward 

College was granted (Appendix J). Confidentiality was assured to each individual 

participant both verbally and in the consent form (See Appendix B). 

 The sampling plan includes observations. The first set of observations focused on 

faculty development activities. The researcher endeavored to better understand how 

faculty are prepared to teach web-based courses by observing the actual professional 

development seminars pertaining to distance education. The second set of observations 

conducted was of the actual online classes of some of the participants in order to 

understand how faculty integrate their development activities into their online 

classrooms. The researcher did not seek guest access to the classrooms; rather, classes 

were observed through demonstrations provided by those faculty participants. 

Approximately 15 total hours of observation were conducted as a transient-

observer. Merriam (2009) describes the role of the observer as one whose focus on 

observation is the primary action, or as a spectator. The role of the observer is fully 

known to the group being observed (Merriam, 2009). Accordingly, the researcher had 

permission to observe, and took field notes that are a detailed account of setting, 
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behavior, and events. The observations were recorded in the form of field notes, using the 

observation guides included in Appendixes A & B. 

Observations took place on the internet, as well as the classroom setting in the 

library on the main campus that is used for faculty development. The researcher 

conducted observations during the formally scheduled professional development 

sessions. Online workshops were observed at the researcher’s computer. Classes under 

observation represent variety in academic discipline. They were selected from the sample 

of interview participants as well as the online classes used as exemplary models from 

Broward College’s instructional technology department.   

Finally, part of the sampling plan included a document review. Documents 

reviewed were memos for faculty development, any handbooks or informational 

literature on faculty development, as well as any topical handouts given at the site of 

study. Additionally, course documents, including the syllabus and class expectations of 

participants’ web-based or web-assisted courses were reviewed. Sixteen documents were 

reviewed during the data collection process (Appendix C). Documents included 

information found on the college’s instructional technology department, as well as 

documents given to participants in the faculty workshops. 

Data Collection 

The nature of qualitative case study research requires using multiple methods of 

data collection in order to gain a deeper understanding of the topic under investigation 

(Merriam, 2009). In this study, data were collected using interviews, observations, and 

document reviews. (See Table 1) 
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Interviews. The researcher conducted 36 interviews using the Faculty Interview 

Guide (Appendix E) for a total of 20 hours.  Semi-structured interviews were a primary 

method of data collection. The main purpose of an interview is to obtain a special kind of 

information (Merriam, 1998, p. 71). The interviews aimed to gain a better understanding 

of participants’ experiences of faculty preparation for web-based courses. The researcher 

asked open-ended questions aimed at eliciting information on preparing faculty to teach 

online.  

Interviews were conducted in faculty and administrative offices or conference 

rooms on campus, at mutually agreeable times between researcher and participant in 

order to ensure enough time and privacy for 30-45 minutes. Before each interview began, 

the researcher explained the purpose of the interview and asked the participant to sign a 

consent form. The researcher also explained that the interview was conducted 

confidentially. Finally, the researcher asked the participant if he/she had any questions 

before beginning. With permission, a tape recorder was used during the interviews to 

record the sessions. The researcher then transcribed the interview tapes into a text 

document.  Quotes from faculty participants are represented with pseudonyms in order to 

protect confidentiality. All audio files and transcripts are maintained by the researcher, 

and kept secure in a locked filing cabinet.  

Observations. In addition to interviews, the researcher conducted observations. 

By observing faculty development activities, the researcher gained a better understanding 

of the participants’ experience with being prepared to teach online. The researcher 

conducted 5 observations of professional development workshops for faculty who intend 

to, or currently teach online. Three of the workshops were observed in a live, on-campus 
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format. The other two workshops observed were online. The researcher conducted 5 

classroom observations. These classrooms were web-based. 

The purpose of the first set of observations was to determine what concepts are 

presented in the professional development seminars. Notes were taken on the topic, 

number of participants, types of communication, etc. Further, participant behavior, such 

as body language and active or inactive participation was observed and recorded by the 

researcher in the seminars held on-site. (See Observation Guide in Appendix A.) It was 

the aim of the researcher to learn what concepts are outlined in faculty development for 

distance education.  

Opportunities for observations of professional development were plentiful. 

Certification seminars were offered throughout each semester, according to the Broward 

College Distance Learning website. There were multi-campus on-site sessions scheduled 

on various days and times. For example, ―Getting Ready to teach Online‖ was offered 

online nine different times throughout the semester. Also, ―Web-enhancing On-campus 

Classes‖ was offered twelve times throughout the semester, on the North, Central, and 

South campuses. The online versions can be accessed at any time, from anywhere. The 

researcher observed each of the corresponding seminars. 

The researcher also observed five classes offered online. With permission, the 

researcher accessed the online classes from her personal computer. Specifically, the 

researcher looked for any aspect of the class (syllabus, teaching, communication) that 

corresponds with the professional development given in the certification seminars. The 

researcher looked for any evidence of professional development integrated into the online 

classroom. Observations of five classes occurred online, following the participant 
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interviews. Again, the researcher continued her role as transient-observer. Classroom 

observations focused on instructor applications of professional development concepts. 

(See Observation Guide in Appendix B.) 

Document review. In order to gain a better understanding of the structure and 

focus of faculty professional development, the researcher conducted a document review. 

According to Marshall and Rossman (1999), the document review is used in qualitative 

inquiry to supplement other methods of data gathering, such as interviews and 

observations. Further, the use of the document review is an unobtrusive way of gathering 

data. The use of document review in coordination with interviews and observation helps 

to build a thicker, richer profile of data from which to draw findings (Marshall & 

Rossman, 1999). To assist the researcher with organization, a document summary form 

was used (Appendix G).  

Table 1 

Data Collection Summary 

Method Sample Size Total Time 

One on One Interviews 36 participants 20 hours 

Observation of Workshops 5 workshops 10 hours 

Observation of Classrooms 5 classrooms 5 hours 

Document review 16 documents NA 

 

 

Data Analysis 

 

Analysis of the data commenced with the organization of the interview 

transcripts, observation field notes, and documents gathered throughout the study. Data 

collected from these three areas were analyzed and coded. Data coding assists the 
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researcher in establishing identifiable patterns (Miles & Huberman, 1994). The researcher 

coded the data independently. For example, any data collected that related to the 

college’s Instructional Technology department had its own code. This code became a 

theme. Specific themes that emerged are discussed later in Chapter Four as findings.  

Further, the three sources of data were triangulated to enhance validity. Data 

triangulation was used to determine commonalities and uniqueness across data sources. 

Data triangulation is the process of ―using multiple sources of data…to confirm the 

emerging findings‖ (Merriam, 1998, p. 204).  

Two other processes were employed to maintain internal validity. Member 

checking is the act of bringing data and researcher interpretations to the participant. Once 

this information is presented, the participant is then given a chance to confirm the 

accuracy of the data (Creswell, 1998). For the purpose of member checking in this study, 

the participants had the opportunity to review the transcribed interview session. Three 

participants did so. In addition, the college reviewed the preliminary findings. The 

researcher maintained a log and journal to serve as an audit trial of what happened during 

the research process.  

Finally, generalizability can be described as the ability to apply the findings in 

similar conditions (Merriam, 2009). Since this is a single case study of a large urban 

college that is considered an exemplar, it will not be generalizable to all other colleges. 

The researcher provides rich, detailed description in order for future researchers, 

administrators, faculty, and other key stakeholders to determine if and how closely this 

research matches their conditions and settings, and if the findings are relevant to their 

institution. 



 

37 

Chapter Summary 

 This research study used the single site case study approach. The site of the study 

was Broward College’s E-Campus. The criterion of participant selection included 

professors who taught online or web-assisted courses. Further, in the spirit of the case 

study approach, the researcher also acted as observer during the study, including 

preparation workshops for teaching online. Data was gathered from interviews, 

observations, and document analysis. Ultimately, the researcher coded and analyzed the 

data independently.  
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CHAPTER 4 

 

FINDINGS 

 

This chapter presents and discusses the five findings that emerged from the data 

analysis. The purpose of this case study was to describe and further understand how 

faculty are being prepared and developed to teach web-based courses at a community 

college in Florida. A single-site case study was conducted using interviews, observations, 

and document review.  Four research questions guided the inquiry: 

1. What kinds of concepts are emphasized in professional development? 

2. How do faculty members integrate training practices in their online 

classrooms? 

3. What is the best approach from the perspective of faculty to preparing faculty 

to teach online: face-to-face, online or a combination of both? 

4. What role does administrative support play in the success of faculty preparation 

and teaching online? 

Table 2 depicts the participants, their roles at the college, and their level of 

experience. There were 36 total participants, 11 men and 25 women. Participants 

represented a variety of academic disciplines: 4 English, 3 science, 5 business, 1 health 

information management, 6 computer science, 1 French, 2 education, 1 sociology, 2 

math, 1 physical therapy, 1 psychology, 3 nursing, 2 wellness education, 1 radiography, 1 

history, 1 philosophy, and 1 ESL instructor. The levels of experience varied with each 
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participant. Those 16 participants noted as ―early adopters‖ have been teaching online for 

6 or more years. Five of the participants currently teach online or previously taught 

online at another school. 

Table 2 

 

Participants: Pseudonyms are Used for Each Participant 

 

Name Teaching Status Field Experience 

 

ALAN Full-Time ComputerSci Early Adopter, Unofficial 

Help to DistanceEd dept. 

ALLISON Part-Time French First timer, web enhanced and 

blended 

AMY Full-Time English First timer teaching blended, 

prior experience teaching 

web-enhanced 

ANDREW Part-Time ComputerSci EarlyAdopter, E-Associate, 

fully online, blended, 

enhanced 

ANDREA Full-Time ComputerSci Two years, fully online 

AMBER Full-Time Nursing Two years, fully online, 

enhanced. 

BOB Full-Time Science Two years, fully online, 

blended, enhanced 

BRANDY Full-Time Business CompSciBackground, fully 

online, blended 

CANDACE Full-Time Education Early Adopter, E-Associate, 

fully online, blended, 

enhanced 

CARLOS Part-Time Math Web-enhanced, Online 

Ac.Advisor 

CORINNE Full-Time ESL/Writing EarlyAdopter 

DANA Full-Time English Early Adopter/ fully online, 

blended, enhanced 

DIANE Full-Time English 2 years, taught online at other 

school, fully online 

DINO Part-Time ComputerSci EarlyAdopter 

ELIZABETH Full-Time Physical 

Therapy 

Assistant 

Early Adopter, fully online, 

resides in another county 

(table continues) 
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Table 2 (continued) 

 

Name Teaching Status Field Experience 

 

FRANKIE Full-Time Math EarlyAdopter, Mentor, 

FacultyShowcase 

JASON Full-Time Science Early Adopter, fully online, 

blended, enhanced 

JOE Full-Time Business EarlyAdopter, CompSci 

Background, Fully Online, 

Blended, Enhanced 

JEN Part-Time Philosophy Two years, fully online, 

blended, enhanced, taught 

online at other school 

KRISTEN Full-Time Psychology Two years, fully online, 

blended, enhanced 

KARLA Full-Time HealthInfoMg

mt 

Early Adopter, fully online, 

blended, enhanced 

LAILA Full-Time History 2 years, enhanced, taught 

online at other school 

LAURA Part-Time Sociology First-Timer, Enhanced 

MEGAN Full-Time Education 2 years, fully online, blended, 

web-enhanced 

MELISSA Part-Time Wellness Ed. Three years, blended, web-

enhanced, taught online for 

other school 

MEREDITH Full-Time ComputerSci EarlyAdopter 

RANDALL Full-Time Science 5 years, fully online, hybrids, 

developed own course 

REBECCA Part-Time Wellness Online student, Fully Online, 

EarlyAdopter 

RITA Full-Time Business 3 years, fully online, blended, 

enhanced 

RYAN Part-Time Radiography EarlyAdopter, Did Dis Study 

for teaching online, fully 

online, blended, enhanced, E-

Associate 

SARAH Part-Time Business First-Timer, Web-enhanced 

SHAWN Full-Time Nursing EarlyAdopter, FullyOnline, 

Blended, Enhanced 

STACY Full-Time Business EarlyAdopter 

TINA Part-Time ComputerSci EarlyAdopter, teaches online 

for other schools 

VERONICA Part-Time Nursing Early Adopter, New Dean 

WENDY Full-Time English One year, enhanced 
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There are five major findings. Table 3 depicts the findings and the data sources 

that support each finding. The first finding-the structure of professional development is in 

alignment with the types of online classes offered-describes the structure of professional 

development at Broward College, and how it aligns with the types of online classes that 

exist. The second finding-integrating workshop concepts into the online classroom-

describes how faculty integrate topics from their professional development workshops 

into their online classrooms. The third finding-challenges and solutions-discusses 

challenges and solutions to teaching online. The fourth finding-there is no one best way 

to offer professional development workshops, discusses the different ways in which 

workshops are offered. The fifth finding-administrative support is key to preparing 

faculty to teach online-discusses the importance of administrative support in preparing 

faculty to teach online. Each finding will be discussed in detail.  

Table 3 depicts the findings and the data sources that support each finding.  

Table 3 

 

Findings and Data Sources 

 
 Finding 1: 

Structure of 

Professional 

Development is 

in Alignment 

with the types of 

Classes Offered 

Finding 2: 

Integrating 

Workshop 

Concepts 

into the 

Online 

Classroom 

Finding 3: 

Challenges 

and 

Solutions 

Finding 4: 

There is No 

One Best Way 

to Offer 

Professional 

Development 

Workshops 

Finding 5: 

Administrative 

Support is Key 

to Preparing 

Faculty to Teach 

Online 

Interviews 36/36 

Participants 

31/36 

Participants 

32/36 

Participants 

36/36 

Participants 

36/36 

Participants 

Workshop 

Observations 

5/5 Workshops 

Observed 

5/5 

Workshops 

Observed 

4/5 

Workshops 

Observed 

5/5 

Workshops 

Observed 

5/5 Workshops 

Observed 

Classroom 

Observations 

N/A 5/5 

Classrooms 

Observed 

N/A N/A N/A 

Document 

Review 

6/16 Documents 6/16 

Documents 

N/A N/A 16/16 

Documents 
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Finding 1: Structure of Professional Development is in Alignment with the Types of 

Classes Offered 

The first finding-that the structure of professional development is in alignment 

with the types of classes offered-is supported by all 36 participant interviews, the 5 

workshops observed, and 6 of the 16 documents reviewed. The structure of professional 

development is ordered from basic (Web-enhancing On-campus classes) to advanced 

(Building Quality Online Courses). There is a particular order of professional 

development workshops that Broward College’s Instructional Technology department has 

its faculty follow. First, faculty must take the appropriate workshop for whichever type of 

online class they wish to teach. Next, they build their course based on the instruction they 

received. Once approval is gained to launch the online course, faculty can then move on 

to the next area of professional development workshops geared toward faculty who are 

already teaching online. This structure helps to support teaching faculty by building on 

the knowledge required to teach their preferred mode of web-based course, whether it be 

web-assisted, a hybrid, or fully online. Each of the 36 participants referred to the 

structure of the professional development. Professional development offered from the 

college’s Instructional Technology department is distinctively structured to correlate with 

each kind of online class, as well as other topical workshops on different types of 

software and learning technologies.  

Table 4 depicts the types of workshops offered that were observed during the 

study. Shown here are the main types of online courses a faculty member can teach, the 

title of the professional development workshop that correlates to the online courses, 
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whether the workshops are required (mainly, yes), the format in which the workshops are 

offered, and how long it takes to complete the workshop.  

Table 4 

 

Types of Online Courses and Corresponding Professional Development 

 

Type of 

online 

course 

Corresponding 

Professional 

Development 

Required Format Time 

Web-

Enhanced 

Web-

enhancing On-

campus 

Classes 

No Face-to-Face Two hours 

Blended, 

Fully 

Online 

Getting Ready 

to teach 

Online 

Yes Fully online Two weeks 

Developing 

Your Own 

Blended or 

Fully 

Online 

Class 

Building 

Quality 

Online 

Courses 

Yes Fully online 

 

Face-to-Face 

Four weeks 

 

12 hours 

 

Shown on Table 4, instructors who wish to teach blended or fully online courses 

must take the corresponding workshop entitled Getting Ready to Teach Online. Similarly, 

instructors who wish to develop their own hybrid or fully online courses must take the 

respective corresponding workshop, entitled Building Quality Online Courses. 

Professional development aligned to web-enhanced classes. Broward College 

recently enabled all on-campus classes to have a web component. In order for an 

instructor to successfully utilize that web component, there is a workshop entitled Web-

enhancing on-campus classes, shown in table 4. This workshop focuses on the basic 

elements of Blackboard, such as the gradebook, the email tool, and uploading documents. 
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It is only offered on campus. One faculty participant, Laura, describes her view of this 

particular workshop: 

I had taken a class in Blackboard, so I was familiar with it as a student. But, what 

I found useful was understanding all the little things that can go on behind the 

scenes that an instructor can do that I was not aware of. For example, 

calculations within the gradebook. I can now see how to post things whenever I 

want but keep them hidden until the point in the course where it becomes relevant 

and then make it appear, and that way I don’t overload the student with info up 

front. It is really nice because I had a lot of large documents that I wanted the 

students to have access to and I can now put them in a central location—that was 

the big thing. (Laura) 

Professional development aligned to blended and fully online classes. Besides 

the web-enhanced classes, there are two other types of online classes offered at Broward 

College, according to the Instructional Technology homepage. As with the web-enhanced 

class, the other two types have their own corresponding professional development 

workshop for faculty to participate in. One of these types of classes is known as blended 

or a hybrid class. This kind of class has some meetings on campus, and the rest is online. 

The final type of online class is fully online. The fully online class is just that—there are 

no class meetings. Accordingly, there are professional development workshops that 

address these classes. Advertising for dates, times, and requirements for each workshop is 

noted on Broward College’s Instructional Technology website. The workshop required 

for those who wish to teach blended or fully online courses developed by another 

instructor is entitled Getting ready to teach online. This is designed for those instructors 
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who plan to teach blended or fully online classes for the first time, either developing the 

course on their own, or teaching a course that was developed by another Broward College 

faculty member. Participants must pass 12 learning modules in this workshop in order to 

be certified to teach blended or fully online courses. This workshop is offered fully 

online.  

One participant, Amy, discusses her experience: 

The facilitator went over having a very clear syllabus, which I agree with anyway. 

Even when I teach face-to-face, I have a very clear, week to week, day to day 

syllabus. So that was not a problem for me. I understand that concept, and I think, 

especially for community college students, a lot of them are prep students, they 

need a lot of direction. So I certainly agreed with the organizational aspect of it, 

that you have to spell out everything in your syllabus, as far as outlines and 

objectives. Grading has to be very, very precise. So those concepts were 

emphasized, and I appreciate that, because I think that that's important. 

(Amy) 

Another participant, Kristen, discusses her impression of this workshop: 

The communication was emphasized because like I said, you’re not seeing your 

students regularly. Because you’re not with them regularly, it’s important to be 

there online to communicate with them, and to respond to them in a timely 

manner. Also, to let them know that they do have a teacher on the other side of the 

screen. The other main concept they talked about was structuring your 

assignments or your assessments. They talked about structuring those so that they 
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benefit the students, to help them actually understand. You’re not giving live 

instruction so to have the different things on the classroom page – for example, 

 videos and recordings so that they can have access to my instructions at any 

time. 

(Kristen) 

Professional development aligned to building your own blended or fully 

online class. There is another level of courses with a corresponding professional 

development workshop. Instructors with prior teaching experience using Blackboard who 

wish to develop their own version of a course online are required to take the workshop 

entitled Building quality online courses. This workshop takes participants through the 

process of building their own online courses. It is offered fully online, also with the 

option of 12 hours of on-campus meetings. In order to gain permission to build an online 

course, instructors must successfully complete the components of the workshop, and have 

their course reviewed by a representative from the Instructional Technology department. 

According to the Instructional Technology website, participants receive 20 professional 

development hours for completing this rigorous workshop successfully.  

The researcher was able to observe this particular workshop online. This online 

workshop was set up for faculty participants to be in the role of students as they worked 

through the course. The Building Quality workshop began with a ―Welcome-Start Here‖ 

section. This directed participants to the welcome and orientation area. Contained here 

was an overview of the workshop, a welcome letter from the facilitator, and a description 

of how to successfully complete the workshop. Similar to an online classroom, there was 

a discussion board set up for faculty participants to introduce themselves to each other. 
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There were ten faculty participants in this workshop, and each of them had introduced 

themselves in this area. There were materials to read and activities to complete, such as 

discussion topics and quizzes. There was a ―Help and Resources‖ area to click on, with 

topics relating to either technical issues or further resources. Finally, there was a ―Next 

Steps‖ area to click on. This contained a checklist for faculty to review and complete in 

order to get their course approved. 

During the interviews, participants indicated that this was useful, because they 

were able to see things from the student’s perspective, rather than their typical role as 

instructor. One participant, Jason, shared his impression of this workshop: 

I was prepared through the education I received. Also, the real neat thing that 

they do is, they actually give you an online course. That’s how you learn about 

online courses. So, I've had the experience of frustrations of communications with 

my ‘teacher.’ And also I got to see the other side of the course. That was a real 

benefit. Just basically the education, they’re really good at educating the 

instructors at the college. 

(Jason) 

Another participant, Sarah, described her take on this workshop: 

Well, I know from their standpoint there’s an emphasis on learning modules and  

the organization of it in terms of the students having one place to go. I got to see 

this as a student in my professional development course. Learning modules you 

can organize by units. So the organization of the course I think was emphasized, 

and the functionality of it. From my standpoint, I was interested in little things 

that I wasn’t quite sure how that worked, that would save me a lot of time, 
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whether it be setting release criteria for assignments and quizzes, being able to 

assign groups. The organization I think is a key thing- to make sure all the 

components were there and easy for the students to find. 

(Sarah) 

Instructors who are teaching blended or fully online courses that they have 

developed can take an optional workshop entitled Already teaching online? Get your 

course certified! This workshop focuses on the standards that Broward College has 

adopted from a national association called Quality Matters. Workshop participants whose 

blended and fully online courses meet 30 of the 40 standards receive a special 

certification from the college. Based on the document review, 53 out of several hundred 

courses were certified, with indication that more are added each semester. Also, once a 

course is certified, it is eligible for other faculty members to use as well.  

Structure of professional development in alignment with optional workshops. 

Optional professional development. Besides the highly structured and mandatory 

workshops geared toward specific online teaching objectives, there are other optional 

workshops that are designed to enhance the participants’ knowledge and skills in teaching 

online. Interested faculty can enroll in these optional workshops at any time. The purpose 

of these optional workshops is to introduce faculty to new online teaching skills, 

software, or strategies. The topics are geared toward a specific skill or software that can 

be used in the online classrooms immediately.  
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Table 5 

Optional Professional Development Workshops 

 

Workshop Purpose Format Time 

Already Teaching 

Online? Quality 

Really Matters! 

To review the college’s 

quality standards for e-

learning course design, 

to improve the quality 

of blended and fully 

online courses, 

ultimately to improve 

student success 

Face-to-Face Two 

hours 

Promoting Academic 

Integrity in Online 

Classes 

To learn strategies in 

thwarting academic 

dishonesty 

Face-to-Face Two 

hours 

Mastering the 

Blackboard 

Gradebook 

To learn all the 

functions within the 

Blackboard Gradebook 

Face-to-Face Two 

hours 

Wimba: Real-time 

Interactivity in 

Online Classes 

To learn how to use 

Wimba, a program that 

enables real-time 

communication in the 

classroom 

Fully online, 

in real time 

Two 

hours 

Making Online 

Content Interactive 

with SoftChalk 

To learn how to use 

SoftChalk, a program 

that uses creative, 

interactive learning 

activities 

Face-to-Face Three 

hours 

Clicker Response 

Systems: Basics 

To learn how to use 

clicker technology 

Face-to-Face Two 

hours 

Clicker Response 

Systems: Advanced 

To learn more of the 

functions within 

clicker technology 

Face-to-Face Two 

hours 

Tablet Talk To learn the functions 

of tablet technology 

Face-to-Face Two 

hours 

Create a Faculty 

Website 

To learn to create a 

faculty website within 

the College’s internet 

Face-to-Face Two 

hours 

To Blog or Not to 

Blog 

To learn to create an 

educationally-themed 

blog on the College’s 

blog server 

Face-to-Face Two 

hours 

(table continues) 
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Table 5 (continued) 

Workshop Purpose Format Time 

 

Picasa To learn how to use 

Picasa, a photo 

organizing and sharing 

program 

Face-to-Face Two 

hours 

Podcasting: Level 1 An introduction to 

Audacity, an audio 

program 

Face-to-Face Two 

hours 

Podcasting: Level 2 To learn to create and 

publish an original 

video 

Face-to-Face Two 

hours 

Podcasting: Level 3 To learn advanced 

podcasting techniques 

Face-to-Face Two 

hours 

 

These optional workshops shown in Table 5 are described on the Broward 

College Instructional Technology website. The researcher was able to observe three of 

these workshops: Already Teaching Online? Quality Really Matters, Wimba, and Picasa. 

Already Teaching Online? Quality Really Matters! The workshop entitled, 

Already Teaching Online? Quality Really Matters! was held on campus, in the afternoon. 

There were seven participants, and one facilitator. The participants taught different 

subjects. The workshop centered around Broward College’s adaptation of Quality 

Matters, an organization dedicated to online teaching. This workshop emphasized the 

importance of having an orientation in each course, containing an overview of the course 

and expectations. Having a classroom orientation in each course adds to the nature of 

consistency in each of the online courses. Also, the concept of having a clear syllabus, 

and then reiterating key parts of the syllabus, was emphasized. This concept is known as 

redundancy. The facilitator explained how redundancy of information can help keep 

online students on track throughout the semester. The facilitator used his own course as 
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an example throughout the workshop, showing how key items from his syllabus were 

reiterated throughout the class. Also emphasized, was the importance of having a variety 

of resources for the student besides the textbook. The facilitator showed examples of his 

own resources. They included websites, articles, YouTube videos, and e-books. He 

explained that he searched for new resources each semester in order to add to the 

selection. There was a question and answer session, though the facilitator took questions 

throughout the workshop. This workshop was 2 hours long. 

Wimba. The Wimba workshop was held online for just under an hour.  There 

were four faculty participants and one facilitator. The workshop was held in real time, 

using the Wimba program within Blackboard. Prior to the workshop, each participant was 

asked to download the software, and be prepared to use a microphone installed on their 

computer. Since the workshop utilized the actual software program on which the topic 

was presented, it was easy to see the uses of it. The facilitator had each participant go 

through the different options within Wimba. It was essentially a practice session and 

orientation to the software. There was some discussion about the practical uses for 

Wimba in the classroom, such as having one-on-one conferences with students, the 

ability to have students give presentations in real time, and the ability for students to have 

actual verbal discussions with each other in an online environment.  

Picasa. The Picasa Workshop was held on campus. There were seven participants 

and one facilitator. The facilitator introduced the participants to Picasa, an online photo 

management tool, installed on all of the Broward College computers. Participants were 

able to get hands-on training in Picasa by using the facilitator’s account and photo file. 

After using some of the features in Picasa, participants discussed the potential uses in the 
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online classroom, as well as the creative element it offers. The workshop was two hours 

long.  

Additional resources. There are additional resources for faculty development at 

Broward College. One additional resource is the Blackboard HelpDesk for any technical 

questions or issues that may arise. Another resource is e-associates, which are faculty 

members to lean on for practical pedagogical questions and issues.  

E-associates are faculty members experienced with teaching online, facilitating 

workshops, and are appointed, if interested, by the Instructional Technology Department. 

E-associates offer one-on-one guidance to other faculty as needed. Faculty can find 

contact information for e-associates on their campus on the Instructional Technology 

Website.  

One faculty participant, Ryan, described some of the resources that are available 

to faculty beyond the workshops: 

After the workshops, one of the ways faculty are encouraged is to be provided 

with extra help through the e-learning associates. Another way is the department 

is constantly offering more workshops and professional development for the sub 

skills. So if you’re using it a little bit but you want to learn more about 

incorporating PowerPoints into blackboard, they have workshops on that. So, the 

department of Instructional Technology gives all these little workshops, 

sometimes it’s through instructional technology, sometimes it’s through other  

departments. But they offer all of these to encourage faculty to continue to expand 

on their knowledge. 

(Ryan) 
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Additionally, the staff of the Instructional Technology Department avail themselves to 

faculty on an as-needed basis. They have an open-door policy. Anyone can go visit with 

them in their office located in the library of Central Campus.  

Furthermore, there is a faculty mentoring program in place where seasoned online 

faculty mentor other faculty that may be new to teaching online.  The formal mentoring 

program is available on a limited basis to faculty who have a specific goal or project in 

mind. Informal mentoring is widely available and utilized. Ryan discusses this further: 

Another program we have is a mentor, mentee program here, and they have a fair 

every April where they showcase things and also they have our actual 

instructional technology website, if you were to go to it, you know you could get 

your name up in lights. When you get a course that’s quality management 

certified you get recognition.  

Another faculty participant, Shawn, has had prior experience with another 

college. Because of this experience, he is able to compare Broward’s resources with the 

other college. Shawn describes his take on Broward College’s additional resources: 

The support that you get here at the college is very, very good. There are times on 

the weekends for instance, if you’re struggling with part of your course, there is 

someone that you can call. You can e-mail someone, and you’ll pretty much get 

an answer within a good period of time. So the support services are really good 

here, as a matter of fact I, just, I left here for two years I just came back this 

August, and I was teaching online in another school that I was at for the last two 

years and the support wasn’t as good as here. So, the support makes it a lot easier 

and, just knowing that there is someone who is willing to help, it makes a big 
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difference. It doesn’t matter if it’s night or day you can get a response within a 

good time. 

(Shawn) 

 It is clear from the documents contained within the Instructional Technology 

Department website as well as comments from faculty participants that there are 

additional resources provided to faculty, and that these additional resources have proven 

useful for professional development. 

Finding 2: Faculty Integrate Workshop Concepts Into the Online Classroom 

 The second finding-faculty integrate workshop concepts into the online 

classroom-is supported by 31 of the 36 participants, the 5 workshops observed, the 5 

classrooms observed, and 6 of the 16 documents reviewed. Instructors are encouraged to 

integrate workshop concepts into their online classrooms in a variety of ways. Thirty-One 

out of thirty-six participants discussed how they integrate the workshop topics into their 

online classrooms. Faculty integrate workshop topics into the online classroom by taking 

their professional development knowledge and applying it to the online classes they 

teach. Three concepts are consistently discussed in the different themed workshops: 

communication, assessing student learning, and interaction.  

Communication. Not only is communication emphasized in the workshops 

designed to prepare faculty to teach the different types of online courses, but it is also 

addressed in the topical workshops on different technologies. The researcher observed 

this in four of the five workshops she attended. 

The most common way to communicate in the online classroom is to simply 

utilize the tools and resources contained within Blackboard. Communicating with 
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students within Blackboard is emphasized by utilizing the orientation area of the course, 

the email tool, and the discussion board. Faculty are encouraged to manage their time so 

they are responding to student queries in a timely manner.  

Assess student learning. Faculty are being taught different ways to assess student 

learning, such as quizzes, essays, tests, and other assignments. Evaluating student 

learning is another key concept emphasized in the professional development workshops.  

One participant, Shawn discusses this: 

It’s a big part of it, as soon as you get a new technique or take from a workshop 

you just basically go and implement it in your course. For example, during a 

workshop, we discovered that some of the faculty were utilizing certain practices 

online for awhile, and we implemented that into the course we’ve been 

developing. I even assisted one of the other faculty participants who was in the 

workshop with me. She needed help with an exam —some of the practices we put 

into our exam, she then put into her exam, (such as setting a certain amount of 

time in which a student can complete their quiz or exam) —we saw it being 

utilized today. As soon as you take that tape, that technology, whatever it is, we 

try to implement it. 

(Shawn) 

Interaction. Part of focusing on the student as a learner is interaction, another key 

concept. There are a variety of ways in which professors interact with their students. This 

largely depends on if the course is web-enhanced, a hybrid, or fully online. The web-

enhanced courses have regular meeting times like a regular face-to-face class. These 

courses primarily promote in-class interaction. Hybrid courses also have regular meeting 
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times, though they meet less often then web-enhanced courses. During the times that the 

class does not meet on campus, students are expected to go to the course webpage, login, 

and complete reading and discussion board work. At times, this is a continuation of the 

in-class discussions.  

More variety of student and instructor interaction is recommended for those 

courses that are fully online. As with other courses, there are discussion boards to post in 

response to reading assignments and other classmates.  During observations of 

workshops, it was noted that faculty are encouraged to take advantage of free internet 

resources as alternate ways of interacting with their students such as YouTube, Picasa, 

and blogging technology. One instructor, Diane, uses blogging as a way to expose 

students to the process of writing. According to Diane, 

I actually have my own blog, the blog spot, I created one and then each time my 

students create his or her own blog, they e-mail me. Then, I link them in the main 

blog and so I keep tabs like assignment topics or free topics or I blog about my 

day or something interesting that I think would interest them and then they 

comment on each other as well so they view each other’s blogs. 

(Diane) 

Diane’s example shows how she interacts with her students, and how her students interact 

with each other, through the use of free blogging technology. Both participants Shawn 

and Diane have taken what they have learned in the workshops and applied that 

knowledge into their own classrooms, using what works best for them and their students.  

Evidence of integrating workshop concepts to practice was clear in the classroom 

observations, as shown in Table 6. For example, each classroom had an orientation to the 
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course which was strongly emphasized in the observed workshops. One classroom 

featured brief video clips of the instructor introducing topics and giving some main ideas 

for the student to think about while completing the required reading. While that example 

does not directly correlate with a particular workshop, it can certainly be seen as a 

creative way to communicate with students in the online classroom.  Another classroom 

offered extra help sessions in preparation for the final exam. The help sessions would be 

offered in real time via online whiteboard technology, as demonstrated in the ―Wimba‖ 

workshop. Also, as discussed in the professional development workshops, each 

classroom had extensive discussion board topic work as a means to interact as well as 

assess student learning. There were multiple levels of communication and interaction 

demonstrated.  

Table 6 

 

Classroom Observations 

 

 Communication  Assessment Interaction 

Classroom 

Observation 1 

Orientation, 

Weekly Messages 

Tests, quizzes, 

papers, projects 

Discussion 

Board, LiveChat 

Sessions 

Classroom 

Observation 2 

Orientation, 

Weekly Messages 

Tests, quizzes, 

papers, projects 

Discussion 

Board, LiveChat 

Sessions 

Classroom 

Observation 3 

Orientation, 

Weekly Messages, 

Instructor Videos 

Tests, quizzes, 

papers, projects 

Discussion 

Board, LiveChat 

Sessions 

Classroom 

Observation 4 

 

Orientation, 

Weekly Messages 

Tests, quizzes, 

papers, projects 

Discussion Board 

Classroom 

Observation 5 

Orientation, 

Weekly messages 

Tests, quizzes, 

papers, projects 

Discussion Board 
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These examples show that faculty participants are taking steps to integrate what they 

learn from professional development into their online classrooms, and are following 

characteristics of successful teaching outlines in Chapter 1.  

Finding 3: Challenges and Solutions 

 

The third finding-challenges and solutions-is supported by 32 of the 36 

participants and 4 of the 5 workshops observed. As with any program or department, 

there are challenges and solutions. There were three main challenges identified: technical 

difficulties, time, and student preparation. This section discusses those challenges and 

solutions that emerged.  

Technical difficulties. While much can be said about the usefulness of 

technology in teaching, it also has its pitfalls. A main example of this is when technology 

ceases to function as it should. One participant, Corinne, has had experience with this. 

According to Corinne,  

When it doesn’t work. When you have something that’s integral to what lasts and 

you always must have a plan B and probably a plan C because you know, I’m just 

thinking in the last few weeks my boss came to evaluate me, so of course I use the 

internet everyday in my class, very common, had a YouTube clip that I wanted to 

show, and there was no sound, you know so, it’s just life. 

(Corinne) 

Technology is prone to failures, and as Corinne mentions, it helps to be prepared with a 

backup plan.  

Time. Another challenge faculty members face is the time it takes to prepare the 

courses before the semester begins. Preparing an online course can be very time 
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consuming at first, because one must have everything planned from the beginning to the 

end of the course. This is especially tough if one is teaching more than one type of 

course, or if the courses contain constantly changing information. One participant, Karla, 

discusses her experience as follows: 

I think it’s hampered, only because of my availability, my time to be able—I am 

the sole program director and faculty for this program. So even though I have 35 

hours a week, my work week is a little more like 50 hours, by the time I do all the 

research. And this field that I am in is a constantly changing field. It isn't 

something like a general ed course, like Math or English or something along that 

line. 

 My industry changes drastically every few months, I have to be 

constantly—I probably spend an average of 8 to 10 hours a week just searching 

the Internet for current update statuses of different issues, healthcare, stimulus, 

HIPAA. It's just constant having to go out there. So the amount of time is 

necessary for the course, I don’t get to attend as many technology courses as I 

would like. 

(Karla) 

Karla’s point that her field is constantly changing with every update to a vital law or 

change in practice is a challenge. Since she is so busy during the semester, she does not 

seem to have time to collaborate with colleagues in her teaching field to seek assistance 

with this issue.  

Student preparation. Another challenge that emerged is that sometimes students 

begin online courses and are not prepared for what is required of them as part of the 
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online format. For example, some students may have no prior knowledge or experience 

with the internet or basic software applications.  

One participant, Tina, discussed this: 

In some cases I find I get students who are not as prepared as they could be to be 

in an online environment. Some students are just not ready for an online 

environment. I find that more typically in the undergraduate level than at the 

graduate level. There’s a perception that online is easier so occasionally you’ll 

get students that are very new to academia that are trying to take an on line 

course and are just completely lost. 

(Tina) 

Tina goes on to discuss her way of handling this: 

I think the schools are starting to look towards some solutions, they’re doing 

orientations now for online learning, they’re doing a better job of emphasizing 

this is just not  an occasional drop in and answer a couple of questions kind of 

course. I try and do that on the front end of my course and an orientation. I 

usually ask my students to tell me if it’s the first online course, and I’ll keep an 

eye on them and start checking them. But usually within a week or two you just 

kind of know who’s not going to make it and you encourage them to switch to a 

different format. Drop the course or withdraw. 

(Tina) 

 As Tina notes, the college is taking steps to ensure that students are more 

prepared going into online courses. As observed in a workshop, the Instructional 

Technology department asks that each online class have a designated orientation area for 
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students to go through before proceeding with the regular course activities. For those 

students who are not prepared and enroll in Tina’s course, they may find themselves with 

some extra attention, or in some cases, counseled to take a step back and get into a course 

that is more suited to their learning needs.  

 It is clear that faculty are aware of the challenges to teaching online. Technology, 

time, and ill-prepared students can be a hindrance to teaching online effectively. 

Ultimately, the college as well as the faculty should take steps to address these issues. 

Finding 4: There is No One Best Way to Offer 

Professional Development Workshops 

The fourth finding-there is no one best way to offer professional development 

workshops-is supported by all 36 participant interviews and the 5 workshops observed. 

As mentioned earlier, professional development workshops are offered on campus and 

online throughout the semester. Arguments can be made for online professional 

development workshops just as well as on campus workshops.  Evidence suggested there 

are merits and drawbacks to both formats. 

On-campus workshops. Several of the faculty participants have taken both 

online and on campus workshops. One participant, Brandy, has taken both. According to 

Brandy, one of the biggest obstacles to taking a workshop on campus is the timing. She 

discusses this issue further: 

That’s typically the challenge, timing, and it’s truly no fault of theirs.  I mean 

there’s only so much time you can teach, but the way the classes are scheduled 

you know there’s always going to be a workshop that’s right in the middle of your 

teaching block for that day. But what they do to try and mitigate that is they’ll 
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repeat it so if you don’t get it in September you can come back and do it in 

November or so, they’re doing as good a job as physically possible, given the 

circumstances. 

(Brandy) 

In this example, Brandy notes that an on campus workshop is repeated at a different time 

later in the semester. This practice helps faculty who have trouble scheduling 

professional development outside of their teaching schedule.  

Another participant, Allison, describes her preference for on campus workshops as a 

better way for her to get familiar with the technology: 

I am not very technologically savvy, which was probably the biggest challenge - 

going in without any prior knowledge like that. In teaching the blackboard 

courses, I feel like the students are better prepared than I am. And I don’t like that 

feeling and, challenges, yeah the challenges of the online workshop was that I just 

didn’t know what I was doing to begin with. I think it’s a good thing to learn; that 

is one of the benefits from having a face-to-face workshop, based on technology. 

(Allison) 

 Another participant, Amy, teaches only the web-assisted classes at Broward. 

According to Amy, ―I like the in-person examples. I like to see a face there. I am just not 

-- I just don't feel comfortable enough working in a fully online environment, which is 

probably why I won't teach in one.” 

Online workshops. Participants who take the online workshops express that they 

like being able to take a workshop from the student’s perspective. They are learning the 

workshop material while getting accustomed to navigating the online environment. Once 
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participant, Jason, describes this: ―And also I got to see the other side of the course. That 

was a real benefit: Seeing things from a student’s perspective.‖ 

 Another participant, Veronica, makes the same observation: 

Well, I had to take a course. They do a great job. I think they do a phenomenal 

job in preparing a faculty to teach online. We have to go through the full online 

training and then we have to prepare a course. We get the feel of what it is like to 

be an online student with the demands of course requirements and submissions, 

and how to use the online programming. So that was the good part. And then the 

other part of it is that then we as teachers better understand how to use the 

system. 

(Veronica) 

 Online workshops also resolve the issue of timing mentioned earlier. Participants 

who take workshops online have deadlines to meet, but they are not required to have 

meetings. Participants are able to work through the material on their own time, from 

wherever they wish. One participant, Carlos, discusses this: 

The one online was more convenient for me because of everything that I’m doing, 

it was that I could work on it at night and not have to worry about it otherwise, or 

worry about having to schedule time out of my day to be somewhere on campus. 

That is probably why it was convenient to take it online. 

(Carlos) 

Another participant, Andrea, expresses a similar opinion: 
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For that I definitely preferred the online because it’s really hard for me with my 

teaching schedule to go to the in person workshops. They’re usually right in the 

middle of the afternoon when I have classes. 

(Andrea) 

 Based on the comments of the participants, it is clear that there is no one best way 

to offer professional development workshops. There are merits to both on campus and 

online workshops. It is a benefit to Broward College’s faculty that the Instructional 

Technology department offers both throughout the semester. That way, faculty can 

choose the workshops that suit their needs best. 

Finding 5: Administrative Support is Key to the Success of 

Preparing Faculty to Teach Online 

 The fifth finding-administrative support is key to preparing faculty to teach 

online-is supported by all of the 36 participants, the 5 workshops observed and all 16 of 

the documents reviewed. Evidence of administrative support is prevalent in this study. 

Interviews, observations, and document review revealed the necessity for administrative 

support in successfully preparing faculty to teach online.   

All e-learning activity at Broward College is housed under the department of 

instructional technology. The instructional technology department is headed by the 

associate vice president of instructional technology, with three full time staff members 

called ―district directors‖ who have different roles in instructional technology. There is a 

district director for learning technologies, instructional design, and e-learning 

programs/services. There are two additional staff members, an executive assistant for 
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instructional technology, and an e-learning coordinator. The associate vice president for 

instructional technology reports to the vice president of academic affairs.  

The instructional technology department is located on the central campus, on the 

second floor of the library. They have staff offices as well as an adjacent computer lab 

used for faculty development workshops. Although the department is located on the 

central campus, staff members also travel to the other campuses to offer professional 

development workshops.  

Additionally, there are e-associates which are faculty members who have been 

certified by the instructional technology department, to facilitate workshops and assist 

other faculty as needed. There are e-associates located on each campus, and are available 

for consultations with faculty who seek assistance. According to Diane, a faculty 

member, 

After we take the workshops if we are going to pursue and either build our own 

fully online class or a blended class, we are assigned an e-associate. So I have 

one, she’s standing right out there as a matter of fact. So I have an e-associate 

that works with me, helping me through all of the class preparation. 

(Diane) 

Additionally, according to Candace, an e-associate, 

When faculty members complete their building quality online course workshop 

training, they are assigned an e-associate to work with them if they are going to 

develop a course. So I have every semester several mentees that I work with and 

you know they’ll come to me and say well I forgot how to do this can you show me 
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again or can you check this and tell me how I can improve it, so  I’m always there 

to assist them. 

(Candace) 

Andrew, another e-associate, discusses something he has helped to implement: 

We are going to start offering open house. Wednesday afternoon from 1-2 p.m. to 

have an open house, where faculty can just come and ask questions. I have no 

idea what turnout we are going to have, but I am hoping that there would be at 

least 20-30 faculty there. It is similar to the idea of an open advising session for 

the students. 

(Andrew) 

As demonstrated above, as well as in the observations and document review, the 

e-associates are a vital part of professional development and support. They are 

experienced in teaching online at Broward College and act as an extension of the 

Instructional Technology department. They provide assistance and instructional design 

support to faculty on the multiple campuses. E-associates are working beyond their 

regular teaching assignments in this role, and they are paid hourly for their time by the 

Instructional Technology department.  Additionally, those faculty (whether they are e-

associates or not) who have designed original courses for other faculty to use are paid for 

their work. It is important to note the incentives provided for faculty serving in these key 

roles. 

Instructional technology has an extensive website containing pertinent 

information for faculty. One can find basic information such as contact information for 

the instructional technology staff, basic information about e-learning, procedures to set 
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up an online course, professional development workshops, and dates that they are 

offered. Also found are the archives of the instructional technology newsletter, as well as 

links to the ―Faculty Showcase‖ area featuring exemplary online courses and best 

practices. There is a link to FAQ’s as well as a link to get help. Additionally, there is a 

list of the e-learning associates, their email addresses, and the campuses on which they 

are located. Finally, there are links for faculty resources and a link to click on for help.  

As described earlier, the instructional technology department offers various 

professional development workshops pertaining to teaching online; the department also 

facilitates these workshops. Permission to teach online begins with the instructional 

technology department. Instructional technology is also responsible for certifying faculty 

to teach online, as well as reviewing the online courses to ensure they meet qualifications 

outlined in the professional development workshops. Any questions, issues, follow-up 

support, consultations, mentoring and advanced professional development topics 

pertaining to teaching online are all implemented through the instructional technology 

department.  

Aside from the instructional technology department, there is evidence of 

academic deans and department chairs encouraging their faculty to teach online. 

According to Brandy, 

My dean is very, very pro online classes, definitely.  Actually, she just walked in 

one day and said so which one do you want to teach online? You know they 

encourage you to try to teach online classes. (Brandy) 

Another participant, Allison, echoes these sentiments: 
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Oh, my gosh, my department chair is just thrilled and as a result of me teaching 

online he was able to you know give me an extra class so, they’re very positive. I 

teach both on central campus and downtown, and both campuses are very happy 

that I am teaching online. (Allison) 

Evidence of administrative support is clear from multiple perspectives. First, the 

fact that the college has taken initiative to devote staff, space, and technology dedicated 

solely for e-learning in the form of an instructional technology department. Second, is the 

instructional technology department itself; the comprehensive way in which they 

implement training and development services to online teaching faculty. Finally, at the 

academic level, with department chairs and deans being positive and encouraging toward 

online teaching faculty. Administrative support is key to the success of preparing faculty 

to teach online. 

Findings in Relation to the Research Questions 

 It is useful to discuss the findings within the lens of the research questions. 

The five findings from the study answer each of the four original research questions. 

Research questions 1 and 2 (What kinds of concepts are emphasized in professional 

development? How do faculty members integrate training practices in their online 

classrooms?) are both answered by Finding 2: Faculty Integrate Workshop Topics into 

the Online Classroom. Research question 3 (What is the best approach from the 

perspective of faculty to preparing faculty to teach online: face-to-face, online or a 

combination of both?) is answered by Finding 4: There is No One Best Way to Offer 

Professional Development Workshops. Research question 4 (What role does 

administrative support play in the success of faculty preparation and teaching online?) is 
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answered by Finding 5: Administrative Support is Key to the Success of Preparing 

Faculty to Teach Online, and Finding 2: Faculty Integrate Workshop Topics into the 

Online Classroom. Four of the five findings answer the research questions. The third 

finding, Challenges and Solutions, does not address specific research questions, however, 

it relates to the overall purpose of the study. 

Chapter Summary 

 Chapter 4 presented the key findings that emerged in data analysis. The findings 

reveal how Broward College prepares its faculty to teach online. Five major findings 

were: Structure of Professional Development is in Alignment with Courses Offered, 

Faculty Integrate Workshop Topics into the Online Classroom, Challenges and Solutions, 

There is No One Best Way to offer Professional Development Workshops and 

Administrative Support is Key in Preparing Faculty to Teach Online. The next chapter 

will discuss the findings and conclusions, and make recommendations for practice and 

future research. 
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CHAPTER 5 

CONCLUSIONS 

This chapter consists of three sections. The first section discusses the findings in 

relation to the literature reviewed in Chapter 2. Section 2 discusses the conclusions. The 

final section contains recommendations.  

Discussion of Findings 

Support. Researchers agree that faculty need support and development to teach 

online, but faculty are often lacking in development opportunities (Pankowski, 2004). 

Further, according to Darnell and Rosenthal (2000), a major obstacle in offering more 

quality online courses is the shortage of adequately prepared instructors. Lack of training 

opportunities could be a major hindrance to effective distance course delivery. This is not 

the case at Broward College. The college has an entire department dedicated to the 

professional development and support of online teaching faculty. This department, called 

Instructional Technology, offers plentiful learning opportunities on both technical and 

classroom topics. There is a particular order of professional development workshops that 

Broward College’s Instructional Technology department has its faculty follow. This 

structure helps to support teaching faculty by building on the knowledge required to teach 

their preferred mode of web-based course, whether it be web-assisted, a hybrid, or fully 

online.  As noted on Broward College’s Instructional Technology website, there are 

professional development workshops offered that correlate with each kind of online class, 
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as well as other topical workshops on different types of software and learning 

technologies. In contrast to the aforementioned research, Broward College takes steps to 

prepare their faculty to teach online. 

Workshop concepts. Meehan et al. (2002) suggested that faculty be afforded the 

opportunity to take their professional development workshops in the role of the student as 

a way to give the instructor ideas on how to manage their own online classrooms. This 

notion is supported in the findings as well. Professional development offered online is an 

actual online classroom where the facilitator is in the role of instructor, while the faculty 

participants are the students. This student perspective hits home for the faculty 

participants, as they are able to experience first-hand what it is like to be an online 

student.  It is demonstrated that Meehan’s research is being put to use at Broward 

College. Many of the professional development workshops are offered online. Once 

faculty participants are enrolled in an online workshop, they experience the role of 

student as their workshop facilitator leads them through the different modules within the 

workshop. Participating in an online workshop as a student can inspire faculty to 

incorporate things that they have experienced–or not–in order to enhance their online 

classroom.  

Phipps and Merisotis (2000) reveal that the core of an online class is the student’s 

interaction with the instructor as well as other students. Moore et al. (2001) stress the 

importance of multiple ways of communication between students and their classmates as 

well as students and the instructor. Use of email is recommended by Moore et al. (2001) 

to respond to student inquiries, generating mass communication to the class, such as 

announcements and sharing documents, as well as emailing electronic greeting cards to 
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break up the monotony of text-only emails. There is evidence at Broward College which 

supports the aforementioned research. Three concepts are consistently discussed in the 

different themed workshops: communication, assessing student learning, and interaction.  

Communication. The most common way to communicate in the online classroom 

at Broward College is simply to utilize the tools and resources contained within 

Blackboard. Communicating with students within Blackboard is emphasized by utilizing 

orientation, the email tool, and the discussion board. Faculty are encouraged to manage 

their time so they are responding to student queries in a timely manner. This notion is in 

alignment with the work of Phipps and Merisotis (2000) as well as Moore et al. (2001).  

Brown (2001) discusses the sense of isolation a student can feel in an online 

environment. Brown also goes on to suggest that the instructor find ways to minimize 

that feeling through different ways of communication. Findings reveal that the college is 

finding creative ways to personalize the online classroom. For example, the Instructional 

Technology department offers workshops on using podcasting software. Use of 

podcasting software in the online classroom helps give the instructor a voice in what 

would typically be a two-dimensional learning experience. Students are afforded the 

ability to actually hear their instructor. Other faculty are taking this further, by video 

recording lectures and notes, and posting them to the online classroom. Communicating 

in multiple ways- text, audio, and video- helps to minimize that sense of isolation as 

described by Brown (2001).  

Assessing student learning. Faculty are being taught different ways to assess 

student learning, such as quizzes, essays, tests, and other assignments. Evaluating student 

learning is another key concept emphasized in the professional development workshops. 
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Also, as discussed in the professional development workshops, observations revealed that 

each classroom had extensive discussion board topic work as a means to interact as well 

as assess student learning. These practices agree with Moore et al. (2001) research in 

relation to planning multiple class activities. 

Interaction. Broward College faculty are encouraged to interact with their online 

students. According to researcher observations, one classroom featured brief video clips 

of the instructor introducing topics and giving some main ideas for the student to think 

about while completing the required reading. This can be viewed as a creative way to 

interact with students in the online classroom.  Another observation revealed that the 

instructor offered extra help sessions in preparation for the final exam. The help sessions 

would be offered in real time via online whiteboard technology, as demonstrated in the 

―Wimba‖ workshop. These examples align with Curto’s (2006) suggestion about 

applying new technology or software into the online classroom, as well as Moore’s 

recommendation of the online classroom to be highly interactive.  

Challenges and solutions. Murray (1999) asserts that community colleges need 

to set clear goals for faculty preparation and provide specific workshop activities that will 

accomplish those goals. Stumpf et al. (2005) agree, and further note that administrative 

support plays a vital role in this process, as described in Chapter 4. Another challenge is 

scheduling, according to Kolbo and Turnage (2002). Workshops may be in time conflict 

with courses, meetings, or other scheduled activities. That was true at Broward College, 

however, recognizing this, the college takes steps to eliminate time conflicts by offering 

workshops throughout the semester at different times, as well as online. Irani (2001) 

suggests a more structured approach. Here, institutional support is the basis for quality 
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faculty preparation. Giving faculty incentives such as release time for preparing web-

based courses, along with a variety of workshop options would be preferred. Findings did 

not suggest that release time was available at Broward College. Workshop options could 

include formalized sessions as well as more informal self-paced web tutorials. Finally, 

Irani (2001) recommends continued development over the long term, rather than the one 

day or week long workshop approach. Broward College does offer extensive continuing 

education for faculty who teach online. 

Broward College takes measures to overcome the challenges described by 

researchers. As revealed earlier, professional development at Broward College is highly 

structured, supported by the Instructional Technology department. This action is in 

alignment with Murray (1999) and Irani (2001) as well as Stumpf et al. (2005). The 

college also aims to avoid those time conflicts as described by Kolbo and Turnage (2002) 

by offering professional development online and on site, at the different campus 

locations. 

Outside of this literature, other challenges and solutions were identified including 

technical difficulties, time, and student preparation.  

Technical difficulties. Technology is certainly a vital tool to online teaching, 

however, it does have its flaws. A main example of this is when technology ceases to 

function as it should. A vital solution is to have a backup plan ready to implement. 

Time. Another challenge faculty members face is the time it takes to prepare the 

courses before the semester begins. Preparing an online course can be very time 

consuming because one must have everything planned from the beginning to the end of 

the course. This is especially tough if one is teaching more than one type of course, or if 
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the courses one teaches contains constantly changing current information. A potential 

solution to this would be offering release time, as suggested by Irani (2001). 

Student preparation. Another challenge that emerged is that sometimes students 

begin online courses and are not prepared for what is required of them as part of the 

online format. Students may come to their online classes with little or no experience with 

the technology. One of the participants overcame this by spending extra time with those 

students who seemed lost in the online format, and counseled those who may need to take 

more traditional courses. 

Literature versus practice. Barrett et al. (2007) discovered a divergence between 

literature and practice. According to their study, faculty are teaching distance education 

courses in a way that is not in accordance with research. The reason, they assert, is a lack 

of professional development opportunities. Such is not the case at Broward College. 

Instead, there is such a wealth of professional development activities, that instructors 

have the option to take them on campus or online, at different times throughout the 

semester. Furthermore, it would be impossible for an instructor to take all of the 

professional development workshops within one semester—there are simply too many of 

them. 

Leadership. Roueche et al. (1989) suggest that the kind of leadership needed and 

primarily practiced by community colleges, is that of transformational leadership. 

Transformational leadership involves motivating others to act or change through role 

modeling and encouragement (Burns, 1978). Floyd (2003) takes this notion further, 

describing actions that community college leaders should take when implementing 

distance education programs. For example, community college leaders must encourage 
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faculty to participate in processes, which will ultimately affect their job functions. 

Faculty participation in the development of their own training would be the outcome. 

Faculty are involved in an action that promotes change. Such is the case at Broward 

College. For example, many of the facilitators of professional development workshops 

are also teaching faculty who have experience teaching online.  

 Floyd (2003) also addresses role modeling and encouragement. Specifically, 

leaders should promote the emergence of mentors among faculty. Mentoring is not only a 

recommended training practice, as described later in this chapter, but is also a practical 

leadership device. Finally, encouragement is used as a necessary tool. Role modeling and 

encouragement are practiced regularly at Broward College. Ellington and Bryan (2010) 

address the need for a variety of support services. The Broward College Instructional 

Technology department offers support services in the form of paid e-associates as 

consultants, a mentoring program, and a system for which exemplary faculty can get 

recognized. Further, there is administrative encouragement for faculty to begin teaching 

online in their respective programs.  

Conclusions 

 This study concludes that Broward College takes important measures in preparing 

faculty to teach online. Figure 1 simply illustrates the key concepts of professional 

development, integration, challenges and solutions, and administrative support, regarding 

how to prepare faculty to teach online. They are shown as an infinite circle to emphasize 

the point that as long as technology and pedagogy advances, so too shall the need for 

preparing faculty to adapt to such advances. Finally, this study concludes that there is a 

vital need of administrative support in order to prepare faculty to teach online. 
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Figure 1: Map of conclusions. 

 

1. Administrative Support: An instructional technology or other similar 

department provides the backbone for preparing and supporting online faculty. In this 

study, Broward College has a fully staffed instructional technology department. This 

department’s mission is to provide support and development opportunities for all faculty 

who teach online. 

2. Professional Development: Structured workshops offered online and in-person 

are key to faculty development. Broward College offers workshops both on site and 

online. These workshops are offered throughout the semester, and are in alignment with 

the types of online courses offered at the college.  
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3. Integration: Online instructors must be afforded the opportunity to integrate 

their professional development into their online classrooms. Broward College promotes 

the integration of professional development topics by offering consultation with e-

associates and providing clear guidelines for faculty setting up their online classrooms. 

4. Continuing Education: Excellent preparation does not end with the conclusion 

of workshops; rather, it is a continuing process of learning and collaboration. Broward 

College offers many opportunities for continuing education for faculty who are already 

teaching online. There is continuing education geared toward software, grading in 

Blackboard, as well as other tools faculty can incorporate into their online classrooms. 

This is different from the initial professional development, since it focuses on building 

beyond basic online teaching skills. 

Recommendations 

 The researcher presents the following recommendations: 

Recommendations to colleges. 

1. Community colleges, colleges, universities, and their leaders can review the 

conceptual model depicted in this study (Figure 1) and compare their current professional 

development practices with this model in order to determine if their practice is similar. 

2. Other colleges should look at their administrative support structure, and ask 

the following questions: Is there an Instructional Technology or other similar 

department? Are there a variety of professional development workshops available 

ranging from beginner to advanced? Are there workshops designed to demonstrate the 

use of external software in an online classroom? What kind of follow-up support is 
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provided to faculty? Do experienced online faculty mentor or support other online 

faculty? Is there an incentive to do so? 

3. Offer incentives to faculty who begin and continue to teach online, such as 

release time, or a stipend. 

 Recommendations to faculty. 

1. Faculty who teach online should take advantage of any opportunity for 

professional development. Education is never a waste. 

2. Faculty should ask to have their needs met: Release time to design and deliver 

online classes or remuneration for the additional time needed to facilitate online classes 

and access to internet and technology needed to teach online.    

 Recommendations to Broward College. 

1. The college should continue to offer exemplary support to faculty teaching 

online. 

2. The college should continue to offer and expand on professional development 

workshops. 

3. The college should offer face-to-face professional development workshops 

outside of typical ―business hours‖ to attract more faculty participants.  

4. The college should offer incentives to faculty who begin and continue to teach 

online, such as release time or remuneration, as a way to acknowledge the extra time 

necessary to plan and facilitate an online course (in comparison to a regular course 

offered on campus). 
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5. The college should have all students pre-assess their proficiency with 

technology in order to help determine if they would be good candidates for online 

classes.  

6. The college should have a mandatory online orientation for students who 

register for online classes. 

 Recommendations for further research. 

1. Other researchers should expand the literature on preparing community 

college faculty to teach online. Studies can focus on certain academic fields, such as 

business or nursing, compare the effectiveness of online versus on-site development 

workshops, or student success in online classes.  

2. Researchers should explore the question of whether some academic fields are 

further along with technology and teaching online. Which fields, and is that part of the 

culture? 

3. Researchers should explore the digital divide in faculty: Does it exist, to what 

extent, and what are some possible remedies? Do faculty have access to internet and 

necessary technology at home? Does the college provide it? How does it impact faculty 

attitudes toward teaching online? 

4. Researchers pursuing a similar list of questions in this study should pre-assess 

the technology proficiencies of faculty in order to determine similarities or differences in 

skill levels of faculty who teach online. 

5. Researchers pursuing a similar list of questions in this study should seek guest 

privileges to online classrooms and look more extensively at evidence indicating best 
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practices and integrating of professional development concepts. Also recommended is to 

observe a higher quantity of classrooms. 

6. Researchers should look for evidence of online classes that closely represent a 

more face-to-face style of class. 

7. Researchers should find out why some faculty choose not to teach online and 

seek out faculty who feel they are forced, rather than volunteer, to teach online. 

8. Researchers should focus on success outcomes of students in online classes. 

9. Researcher should find out how students learn successfully online, or how to 

prepare students to learn successfully online. 

10. Researchers should explore if the online students vary from face-to-face 

students.  

11. Researchers should explore if the successful online faculty vary from the 

successful face-to-face faculty.  

Summary 

This was an educational leadership study that focused on preparing faculty to 

teach online. Florida’s community colleges are becoming baccalaureate degree-granting 

colleges, and as enrollments increase, so will the demand for online classes. In turn, 

college faculty need to be prepared to teach online. This study emphasizes the importance 

of leadership, administration, and support needed in order to successfully prepare faculty 

to teach online.  
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Observation Guide: Professional Development 

The purpose of this study is to determine how a community college in Florida prepares 

faculty to teach web-based courses.  

 

The researcher will conduct observations in several settings. The settings will be: 

 

 On site faculty development 

 Online faculty development 

 

All participants will be faculty at Broward College teaching online classes. 

 

These observations are relevant in that they will help the researcher determine how 

faculty are prepared to teach online courses. 

 

Items and issues to be observed within each setting include: 

 

1. On site faculty workshops: 

 

 Physical setting 

 Interaction of the faculty members, and facilitator to faculty 

 Body language of faculty participants 

 Evidence of collegiality and collaboration  

 Engagement in the activities and tasks to be accomplished 

 Development topics 

 

2. Online faculty development  

 

 The visual platform - layout of all components within the online course 

 Discussion boards – description of the types of discussion between faculty 

participants and between faculty and facilitator, including evidence of collegiality 

and collaboration in the postings and frequency and timing of posts 

 Patterns in the threading of discussions 

 Development topics 
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Observation Guide: Online Class 

The observation table shall assist with answering the research question # 

 

Event: _________________________________  Date:  ________ Time:_________ 

 

Location:  ___________________________________________________________ 

 

Topic: ______________________________________________________________ 

 

Concepts  Observations  

Content  

Determine course objectives 
Prepare activities in accordance with 

objectives 
Determine learning outcomes for each 

activity 
 

All observation environments 

 

Organization 
 
State and explain the syllabus, course 

policies, and course calendar 
Set up classroom according to platform 
If platform is flexible, set up classroom in a 

logical manner 
Structured preparation for faculty 

 

Presentation 

Show enthusiasm for the subject 
Show a sense of humor 
Use emotive displays, such as   or   
Use professional language and 

communication 
Variety of options for preparation-web-

based, live workshops, etc. 
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Rapport 
 
Introduce yourself to the class   
Let the class know your  contact info 
Add a professional photo of yourself 
Demonstrate that you are available to assist 

and open to questions Faculty mentorship, 

role modeling, and encouragement 
 

 

Interaction 
 
Send emails introducing students to each new 

week 
Send periodic motivational emails 
Hold online office hours through use of an 

instant messaging system 
faculty support, faculty incentives, faculty 

community 

 

Assessment 

 
Set expectations at the beginning 
Provide both quantitative and qualitative 

feedback 
Ask for student feedback throughout the term 
Observe online classrooms, faculty assess 

their own abilities, college conducts needs 

assessments 
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List of Documents 

 

 

Document Name      Type 

 

Adapted version of Quality Matters (QM)   Handout and Online 

E-Learning Professional Development Schedule  Online 

E-Learning Homepage     Online 

Faculty Resources      Online 

Contacts for Faculty      Online 

Procedures       Online 

About E-Learning      Online 

AA Degree Online      Online 

Exemplary Courses and Best Practices Overview  Online 

Current Initiatives      Online 

Exemplary E-Learning Courses    Online 

Best Practices       Online 

Podcasting       Online 

Newsletter       PDF Document and Online 

Resources       Online 

2002 SACS Report      PDF Document and Online 
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Document Table 

The document table shall assist with answering the research question in terms provided in 

the conceptual framework. 

 

Document Name: __________________________ Document Type: ____________  

Date:  ________  Originated from: _________________ 

 

 

Concepts  Documents 

Content  

Determine course objectives 
Prepare activities in accordance with 

objectives 
Determine learning outcomes for each 

activity 
 

 

All documents will enhance the 

researcher’s overall knowledge of the 

three faculty development but may not 

directly answer the question. 

 

 

 

 

Organization 
 
State and explain the syllabus, course 

policies, and course calendar 
Set up classroom according to platform 
If platform is flexible, set up classroom in a 

logical manner 
Structured preparation for faculty 

 

Presentation 

Show enthusiasm for the subject 
Show a sense of humor 
Use emotive displays, such as   or   
Use professional language and 

communication 
Variety of options for development-web-

based, live workshops, etc. 

 

Rapport 
 
Introduce yourself to the class   
Let the class know your  contact info 
Add a professional photo of yourself 
Demonstrate that you are available to assist 

and open to questions Faculty mentorship, 

role modeling, and encouragement 
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Interaction 
 
Send emails introducing students to each new 

week 
Send periodic motivational emails 
Hold online office hours through use of an 

instant messaging system 
faculty support, faculty incentives, faculty 

community 

 

Assessment 

 
Set expectations at the beginning 
Provide both quantitative and qualitative 

feedback 
Ask for student feedback throughout the term 
Observe online classrooms, faculty assess 

their own abilities, college conducts needs 

assessments 
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Interview Guide - Faculty 

Interviewer: Stephanie Arsht 

Name of Interviewee and position: 

Place:  Start time:  End time: 

 

First, I would like to thank you for participating in my dissertation study. The purpose of 

this study is to discover how community colleges prepare faculty to teach online. This 

interview will remain confidential, only I will have access to the tape and transcripts, and 

an alias name will be assigned to your interview when described in the final report. Could 

you please sign the consent form, agreeing to participate? Also, to confirm, do I have 

your permission to record this interview? The interview will take approximately 45 

minutes to an hour.  

 

Interview Questions: 

 

A. First, to help us understand the experiences you bring to our study, can you please tell 

us a little about your background as an online faculty member (Probes: brand new, taught 

one class, taught several classes, taught hybrids, taught solely online, etc. How did you 

get started teaching online?) 

 

C. Please talk about your experiences with hybrid (on site and online) instruction  

 

Probing – Use only if needed:  

 What made you decide to teach this kind of course? 

 How did you communicate and connect with the students in your class?  

 What was the most challenging aspect of the course? 

 What were the advantages? 

 How did you feel about the development of your tech skills going into, during, and 

after the course? 

 What kinds of incentives were offered to you for teaching online? 

 

D. Please talk about your experiences with a fully online course (if applicable). 

 

Probing – Use only if needed: 

 What made you decide to teach this kind of course? 

 How did you communicate and connect with the students in your class? 

 What was the most challenging aspect of the course? 

 What were the advantages? 

 How did you feel about the development of your tech skills going into, during, and 

after the course? 

 What kinds of incentives were offered to you for teaching online? 
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#B Please talk about your experiences with faculty preparation. How were you prepared 

to teach online? 

 

Probing – Use only if needed: 

 What kinds of professional development activities were available to you? Clinics, 

seminars, workshops, etc.? 

 What kind of workshops did you participate in? 

 What kinds of concepts were emphasized in the workshops? 

 What was the most challenging aspect of the workshops? 

 What were the advantages? 

 How were the workshops structured? 

 What kind of follow-up support did you receive? 

 What kind of support did you receive? College? Departmental?  

 May I please have a copy of what you consider to be your best syllabus? 

 

E. Please talk about how you were encouraged to integrate what you learned in the 

workshops to your classroom. 

Probing – Use only if needed: 

 

 What kinds of tools or resources were you given to integrate into your classroom? 

 How do feel the workshops impacted your online teaching style? 

 Is there anything else you would like to comment on regarding how you were 

prepared to teach online? 

 

Closing 

Again, I want to thank you for your time and contribution to my study. To reiterate, this 

interview will remain confidential. Before the study is concluded, I may contact you 

again with follow up questions, or to review your interview transcript for the purpose of 

member checking. 
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Interview Table 

The interview table shall assist with answering the research question in terms provided in 

the conceptual framework. 

 

Concepts  Interview Questions 

Content  

Determine course objectives 
Prepare activities in accordance with 

objectives 
Determine learning outcomes for each 

activity 
 

All questions 

 

 

Organization 
 
State and explain the syllabus, course 

policies, and course calendar 
Set up classroom according to platform 
If platform is flexible, set up classroom in a 

logical manner 
Structured workshops for faculty 

The B, C, and/or D sequence questions 

Presentation 

Show enthusiasm for the subject 
Show a sense of humor 
Use emotive displays, such as   or   
Use professional language and 

communication 
Variety of options for workshops-web-based, 

live workshops, etc. 

All questions, except for A 

 

Rapport 
 
Introduce yourself to the class   
Let the class know your  contact info 
Add a professional photo of yourself 
Demonstrate that you are available to assist 

and open to questions  
Faculty mentorship, role modeling, and 

encouragement 
 

All questions, except for A 
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Interaction 
 
Send emails introducing students to each new 

week 
Send periodic motivational emails 
Hold online office hours through use of an 

instant messaging system 
faculty support, faculty incentives, faculty 

community 

All questions, except for A 

 

Assessment 

 
Set expectations at the beginning 
Provide both quantitative and qualitative 

feedback 
Ask for student feedback throughout the term 
Observe online classrooms, faculty assess 

their own abilities, college conducts needs 

assessments 

 

All questions, except for A 
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Sample Recruiting Email 

 

Are you currently teaching web-based or web-assisted classes?  

 

Do you plan to in the coming semester? 

 

 
 

 

If so, Stephanie Arsht, a Florida Atlantic University doctoral 
student, would like to interview you for a research project about 
preparing faculty to teach online. 
 
Stephanie is interviewing faculty who currently teach online, as 
well as faculty who are currently preparing to do so.  

 

Interviews will last about one hour and will take place at a 
convenient time and location for the participant.  
 
If you would like to participate or if you would like more 
information, please contact Stephanie by phone (561) 350-9225 
or email stephanie_arsht@hotmail.com 
 



 

100 

 

 

 

 

 

APPENDIX H 

 

Consent Form 



 

101 

CONSENT FORM 

 

Title of Research Study:  Preparing Florida Community College Faculty to Teach Online 
 

Investigators:   Stephanie Arsht (Doctoral Student), Dr. Deborah L. Floyd (Faculty), and Dr. 

Pat Maslin-Ostrowski (Faculty), Florida Atlantic University Department of Educational 

Leadership 
 

Purpose:  The purpose of this study is to investigate and further understand how faculty are being 

prepared to teach web-based courses at a community college in Florida.  
 

Procedures:  Your participation in this study will involve an interview of approximately 60 

minutes in length.  If you agree to participate, the researcher will provide you with a written 

consent form to read and sign before the interview.  You may read the consent form or you may 

ask the researcher to read it for you.  The consent form authorizes the interview and a tape 

recording of the interview.  If you agree to both, sign the consent form.  All participants in this 

study are being asked a set of questions from an interview guide.  The interview audio-tapes will 

be coded so no one will know the name of the person interviewed.  After the interview is 

completed, the researcher will transcribe the tape and you may revise or delete items within the 

transcriptions if desired.  The tapes and the transcriptions will be kept in a locked file cabinet for 

one year after the study and then destroyed.  You may request a copy of the completed study.   
 

Risks:  The risks involved in this questionnaire are minimal.  Your participation is voluntary.  
 

Benefits:  The benefits of this study will apply to the participants involved and to distance 

education as a whole.  You as an interviewee will have the opportunity to contribute knowledge 

that only you can provide.  The researcher will also benefit through an increased understanding of 

ways to prepare faculty to teach online. Likewise, higher education can benefit if this study 

suggests new or different strategies for preparing faculty to teach online.   
 

Data Collection and Storage:  All the results will be kept confidential and secure and only the 

people working with the study will see your data unless required by law.  The audio tapes and 

transcriptions will be kept in a locked storage cabinet and destroyed one year after the study is 

completed.  
 

Contact Information:  For related problems or questions regarding your rights as a participant, 

the Office of Sponsored Research at Florida Atlantic University can be contacted at (561) 297-

2310.  For other questions about the study, you should call the researcher, Stephanie Arsht at 

(561) 350-9225 or the faculty project investigators, Dr. Deborah L. Floyd at (561) 297-3550 and 

Dr. Pat Maslin-Ostrowski at (561) 297-3550. 
 

Consent Statement:  I have read or had read to me the preceding information describing this 

study.  All of my questions have been answered to my satisfaction.  I am 18 years of age or older, 

and I freely consent to participate.  I understand that I am free to withdraw from the study at any 

time.  I have received a copy of this consent form for my records.  I also am aware that I can 

receive a copy of the results of the final study. 
 

Signature of Participant:___________________________________    Date:______________ 

 

Signature of Investigator:__________________________________    Date:_______________ 
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