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Abstract 

A growing trend in counselor education in the United States is to accommodate current 

technological change by including more online academic opportunities.  Slow to emerge in the 

counselor education literature is information that highlights how instructors have negotiated the 

move from land-based teaching to online teaching.  A lack of knowledge about this transitional 

experience is concerning because counselor education programs might overlook important 

opportunities to support indeed, facilitate the transitional process.  The purpose of this research 

study was to illuminate the experiences of counselor educators who have transitioned from land-

based to online teaching.  A transcendental phenomenological approach provided the framework 

and guided the methodology.  This study highlighted the experiences of 6 counselor educators 

from small universities across the United States who transitioned from teaching counseling 

courses in the classroom to teaching them online.  Semistructured interviews provided the data 

for this study; analysis used Giorgi’s systematic process of data reduction.  Four major themes of 

common experience emerged from the data: (a) high expectations and low support from 

university leaders, (b) limits to transitional enthusiasm among counseling faculty, (c) solutions 

for transitional success for counseling faculty, and (d) support essential for the counselor 

educator’s transition.  Results of this study confirm a need for greater attention to the transitional 

process.  Counselor educators requested more opportunities for experience and support.  When 

considering social change, understanding the needs of counselor educators in this transition can 

help inform much needed training strategies and supportive services in counselor education 

programs.  
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Chapter 1: Introduction to the Study 

Introduction 

Academic practices in counselor education are rapidly evolving with the growing 

use of technology (Association for Counselor Education and Supervision [ACES], 2016).  

As the concept of educational delivery begins to shift in higher education, researchers 

have noted evidence of both excitement and fear among many stakeholders who find 

themselves in the path of this change (Blackmon, 2016; Mandernach, Mason, Forrest, & 

Hackathorn, 2012; Schmidt, Hodge, Tschida, 2013).  Students and organizational leaders 

appear more open to embracing these technological advancements while researchers 

characterize faculty members as often a bit more hesitant (Allen, Seaman, Poulin, & 

Straut, 2016; Naidu, 2014).   

Faculty members in higher education often feel uneasy about moving traditional 

land-based or on-ground courses to an online academic settings (Keengwe & Kidd, 

2010).  Online courses typically deliver 80% or more of academic content through a 

technology-based format (Allen et al., 2016; Keengwe & Kidd, 2010).  Online courses 

also require educators to use a unique pedagogical style conducive to synchronous or 

asynchronous instructional methods (ACES, 2017; Limperos, Buckner, Kaufmann, & 

Frisby, 2015). 

When exploring the resistance faculty members may experience when faced with 

online teaching, researchers have suggested possible barriers, such as assumptions about 

online academic practices, a lack of training, or limited exposure to online teaching 

methods.  All could fuel this distrust (Baran, Correia, & Thompson, 2011; Blackmon, 
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2016; Schmidt et al., 2013).  Although researchers seem to agree that faculty members 

need help making a move from land-based to online teaching practices, limited literature 

exists to illuminate what counselor educators might require to teach online courses 

effectively (ACES, 2016; Bridges & Frazier, 2018; Sword, 2012).  To support faculty 

members as they contemplate a move from well-established land-based practices to more 

innovative online approaches in counselor education, it seems important to develop 

knowledge related to this transitional process.  Research that illuminates the experiences 

of faculty members who have made this transition might offer valuable insight to support 

development opportunities for counselor educators who would like to include online 

teaching skills in their toolbox of academic practice.  

In this chapter, I offer an overview of the current literature available on online 

teaching and highlight what is still needed to understand this transitional process.  I 

discuss how a lack of confidence in online teaching practices among faculty members in 

counselor education programs could pose a problem because online teaching is becoming 

more expected of faculty members across disciplines in higher education (Baack, Jordan, 

& Baack, 2016; Mandernach et al., 2012).  Below, I outline the theoretical framework, 

purpose, and questions for this transcendental phenomenological study, and I speak to the 

nature and significance of the project.  Finally, I discuss the focus, clarity, and reliability 

of this study by defining the primary terms as well as consider possible assumptions, 

limitations, and delimitation associated with this research.  
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Background 

Limited research was available related to the transition between teaching land-

based and teaching online courses in counselor education.  However, when exploring the 

topic with a wider lens, a growing body of literature was available on online teaching and 

learning across various disciplines in higher education (Allen et al., 2016; Keengwe & 

Kidd, 2010; Blackmon, 2016).  Researchers have explored perceived motivations and 

limitations for teaching online as well as some best practices for the online academic 

experience (Baran et al., 2011; Chiasson, Terras, & Smart, 2015).  When narrowing the 

focus to counselor education, some literature was available to address best teaching 

practices (Malott, Hall, Sheely-Moore, Krell, & Cardaciotto, 2014), but few resources 

emerged to describe current teaching environments and best practices for teaching online 

in counselor education (ACES, 2016, 2017; Bridges & Frazier, 2018).  When considering 

the transition from land-based to online teaching, researchers across various disciplines in 

higher education have suggested faculty members need training, experiences, and 

institutional support to help rethink pedagogy and engage in a successful transition 

process (Blackmon, 2016; Mandernach et al., 2012; Moore, 2014).  

As technology continues to infiltrate higher education, more research is needed to 

help bridge the divide between land-based and online academic experiences.  Many 

research opportunities exist for counselor educators who want to provide a more in-depth 

examination of various online academic practices.  One significant gap found in the 

counselor education literature was a lack of information on the experiences of counselor 

educators who transitioned from land-based to online teaching practices.  Offering the 
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professional community scholarly research on counselor educator experiences during this 

transition could help to broaden perceptions and determine what is truly needed for 

faculty members to navigate change effectively and become more successful with both 

land-based and online teaching modalities.   

Problem Statement 

Technology has become a formidable presence in society, infiltrating many 

aspects of modern life, including higher education.  Traditionally, university faculty 

members have adhered to well-developed patterns of land-based academic practice 

(Mandernach et al., 2012).  However, scholars are now being challenged to consider the 

possibility of expanding pedagogical styles to include more online teaching methods 

(Mandernach et al., 2012).   

Blackmon (2016) explained that in 2012 over half of faculty members in higher 

education felt uncomfortable with the idea of online learning; considering the practice a 

radical transformation of the academic experience.  A lack of support for online learning 

was substantiated in the following years as other researchers found stakeholders in higher 

education were still hesitant to fully embrace the value of online academic practices often 

questioning the rigor and integrity of the approach (Karl & Peluchette, 2013; Reamer, 

2013).  A lack of confidence in online academic methods among faculty members in 

higher education is a problem as online learning has started to take root in many 

academic programs including counselor education (Council for Accreditation of 

Counseling & Related Educational Programs [CACREP], 2018).   
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 Resistance to online learning among faculty members in higher education is well 

documented in the literature.  Reasons for this resistance were attributed to comfort with 

traditional academic practices and acceptance of broad assumptions about online learning 

methods (Blackmon, 2016; Karl & Peluchette, 2013; Reamer, 2013; Urofsky, 2013).  

Blackmon (2016) and Smith et al. (2015) attributed resistance to a fear of the unknown 

among faculty members who lacked training in online academic practices.  Without 

proper training, faculty members who are asked to teach online courses might feel 

discomfort due to a limited understanding of how to critically analyze the effective 

development and delivery of online courses.  Sword (2012) supported this finding in a 

study with nursing faculty members.  They reported that they were often asked to 

transition from land-based to online courses with no previous experience or training in 

online methods leaving them lacking confidence in their online teaching approach.   

The growing trend of online academic programs has necessitated a greater 

number of faculty members to become proficient in both land-based and online teaching 

practices (Sword, 2012).  Although there was some evidence in the literature to suggest 

training was needed to help faculty members smoothly transition from land-based to 

online teaching experiences in higher education, a significant gap exists in the 

professional counseling literature to understand exactly what counselor educators might 

need to reduce resistance and facilitate a smooth transition to online counselor education.  

Understanding what is needed to help facilitate a better transitional experience will 

inform training practices that support the transitional process.  
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Purpose 

The purpose of this transcendental phenomenological study was to illuminate the 

lived experiences of U.S. faculty members who have transitioned from teaching land-

based counselor education courses to online courses.  Studying their experiences should 

increase knowledge in the field of counselor education regarding factors that may support 

or limit this transitional process.  The results of this study are to inform policies and 

practices surrounding training activities in higher education that might help to facilitate a 

smoother transitional experience for counselor educators.  

Research Question 

What are the experiences of U.S. faculty members who have transitioned from 

land-based counseling courses to online courses? 

Theoretical Framework 

I used transcendental phenomenology as the theoretical frame to guide this 

exploration into the transitional experience of counselor educators who have moved from 

land-based to online academic settings.  Husserl (1931) described this philosophical 

perspective as knowledge coming from the meaning of the human experience.  This 

knowledge develops through the participant’s current perceptions found in their 

immediate awareness (Giorgi, 2009).  Using this approach, I bracketed any prejudgments 

or personal perceptions to ensure the collection of uncontaminated information (Husserl, 

1931).  This approach to understanding the transitional experience of faculty members 

from land-based to online settings was not unique as Sword (2012) employed a 

transcendental phenomenological frame when exploring the transitional experience of 
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nurse educators.  By focusing on the participants’ experiences from their current 

awareness, patterns emerged from structural and textural descriptions and offered themes 

of common perceptions that culminated in the essence of the transitional process (Sword, 

2012).  For this project, transcendental phenomenology provided the lens with which to 

view the transitional experience of the participants who have a direct, personal 

knowledge of the transition. 

Nature of the Study 

A transcendental phenomenological approach guided this exploration into the 

lived experiences of faculty members who have transitioned from teaching land-based to 

online counselor education courses.  With limited research available in the field of 

counselor education to inform teaching practices, few would argue that both quantitative 

and qualitative forms of research are necessary to increase understanding in the field 

(ACES, 2016; Bridges & Frazier, 2018).  For this study, I was interested in exploring the 

experiences of counselor educators as they transition from teaching in the classroom to 

teaching online.  A quantitative approach would provide an objective, numerical view of 

the educational experience, but my research questioned the human condition of teaching 

in counselor education.  A qualitative design offered the best opportunity to address the 

personal descriptions, experiences, and observations of counselor educators as they made 

the transition (Husserl, 1931).  When considering the best qualitative approach to use for 

this exploration, I found a narrative approach too broad because I was not interested in a 

sequence of events.  I considered a case study too narrow in scope because I wanted to 

understand experiences across counselor education programs.  I chose instead to use 
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transcendental phenomenology as this would allow me to focus on the lived experience 

of various counselor educators across the United States.   

This qualitative approach allowed faculty members to share rich, thick 

descriptions of their transition experience.  These descriptions included supports that 

promoted a positive transition, especially in the areas of student engagement and the 

facilitation of learning, and barriers that may have impeded their progress.  Consistent 

with the transcendental philosophical perspective, collected data came specifically from 

the participant’s current awareness (Husserl, 1931).  As patterns emerged from their 

descriptions, themes of common experience revealed the essence of the transitional 

process for counselor educators (Giorgi, 2009).  Learning from faculty members who 

already transitioned from land-based to online settings in counselor education could help 

to facilitate a better transitional experience for future faculty members. 

Definitions  

Land-based academic experience: A face-to-face course that used relatively no 

online technology, but instead, content was delivered in writing or orally by the 

instructor.  Learning was bound by location and the physical presence of the instructor 

and the students (Allen et al., 2016; Keengwe & Kidd, 2010). 

Hybrid academic experience:  A blended form of learning that included both 

online and face-to-face delivery.  Some educators view hybrid learning as a valuable 

method to attend to various learning styles by incorporating both online and land-based 

experiences (Allen et al., 2016; Bridges & Frazier, 2018). 

Online Academic Experience:  A technology-based format with student-centered 
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learning unbound by time or space (Allen et al., 2016; Keengwe & Kidd, 2010). 

Land-Based Teaching:  Teaching practices that occur on-ground in a classroom 

setting.  These practices are often instructor focused and rooted in educational tradition 

(Bilbeisi & Minsky, 2014; Bridges & Frazier, 2018). 

Online Teaching:  Teaching practices provided in a virtual environment that rely 

on unique pedagogy conducive to synchronous or asynchronous instructional methods 

(ACES, 2017; Limperos, Buckner, Kaufmann, & Frisby, 2015). 

Transition to Online Teaching:  The holistic interplay among personal, 

pedagogical, contextual, and organizational factors that contribute to change from 

teaching in a classroom setting to teaching online (Baran & Correia, 2014). 

Assumptions 

This study was subject to three assumptions: (a) online teaching and learning 

would remain a relevant and growing trend in counselor education; (b) the demand for 

online courses would directly correlate with the demand for online teachers; (c) 

participants would answer truthfully and would fully disclose their thoughts about the 

transitional experience.   

Scope and Delimitations 

A large body of literature points to uncertainty among faculty members in higher 

education related to online teaching and learning (Baack et al., 2016; Blackmon, 2016; 

Baran & Correia, 2014).  Absent from the counselor education literature was rich 

information on the transitional experience for counselor educators who moved from land-

based to online academic settings.  More research was needed to illuminate the 
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experiences of counselor educators in relation to training, institutional support, and 

experiential opportunities or a lack thereof to better understand what supported or 

hindered faculty members as they moved from land-based to online teaching 

opportunities.   

Criteria for inclusion in this study included being a faculty member at a small 

institution of higher learning with a total enrollment of less than 2,500 online students.  

Participants were required to (a) be currently teaching an online course in a counselor 

education program and (b) to have taught at least one course in a land-based counselor 

education program prior to teaching online.  Using faculty members who experienced 

both land-based and online teaching provided the richest data for this project. 

Research participants for this study came from small universities across the 

United States.  Focusing on this population made the study not widely generalizable to 

other populations (Ravitch & Carl, 2016).  According to Allen et al. (2016), smaller 

universities across the United States have the lowest acceptance of online learning.  By 

offering details on this project, other small universities may find aspects of this research 

relatable to their unique situation (Priest, 2016).  Participants in this project also 

represented various cultures, genders, ages, employment statuses (full time and adjunct), 

years of experience, and teaching styles to help with transferability.  I followed a specific 

data collection and analysis procedure, such as using verbatim transcription from 

recordings, to help readers evaluate the scope of transferability to their unique setting 

(Rubin & Rubin, 2012). 
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Limitations 

Limitations to consider in the development of this research study included 

researcher bias and the collection of an adequate sample size.  I was a student in a fully 

online doctoral counseling program who perceived that a sigma may exist in higher 

education surrounding online learning.  I was aware that I valued my learning experience 

and wanted others in higher education to also value an online learning opportunity.  This 

bias could influence conclusions of the study.  The criteria for participation in this study 

required respondents to have experience as online and land-based faculty in small 

university counselor education programs.  Small universities may operate with a few, 

overly taxed faculty members with limited online teaching experience.  These faculty 

members were hard to recruit putting the study at risk for not reaching saturation. 

Significance 

Currently, in the United States, there are both land-based and online CACREP 

accredited counselor education programs (CACREP, 2018).  These different modalities 

offer academic opportunities to a diverse group of aspiring counselors and counselor 

educators across the country and even internationally.  Smith et al. (2015) suggested that 

in an age where higher education was becoming more expected for career advancement, 

online academic options often provided opportunities for non-traditional learners, who 

were already vested in family and career responsibilities, to return to school.  Broadening 

educational opportunities beyond the traditional classroom setting invites individuals, 

who may not otherwise be able to participate in higher education due to family 
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obligations, work schedules, or geographic constraints, to further their personal and 

professional aspirations (Smith et al., 2015).   

Emerging support for the inclusion of online learning is growing among college 

students with more than 33% of all students in higher education now taking at least one 

online course (Allen & Seaman, 2014; Mandernach et al., 2012; Blackmon, 2016).  

Along with greater student support, many university administrators are also beginning to 

perceive the value of online learning opportunities.  They see that online courses provide 

avenues for broader geographic reach, increased enrollment, and positive economic gain 

(Baack et al., 2016).  Despite increasing acceptance of online learning among students 

and university systems, there is skepticism among other stakeholders in the higher 

education about the value of an online academic course (Urofsky, 2013; Bilbeisi & 

Minsky, 2014).   

Critics of the online academic process often question the quality and integrity of 

the method along with suggesting other ethical concerns such as issues with access to 

technology, professional gatekeeping, academic honesty, and student privacy (Reamer, 

2013).  In relational fields, educators were also challenged to understand how the online 

academic process could allow for the accurate assessment of interpersonal abilities, 

professional demeanor, and clinical skills (Blackmon, 2016; Mandernach et al., 2012; 

Reamer, 2013).  Underlying skepticism among faculty members was concerning as 

Mandernach et al. (2012) suggested the effectiveness of an online academic experience 

was most often dependent on the perception of the faculty member.  As students and 

university administrators begin to offer more encouragement for the inclusion of online 
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courses, faculty members may find themselves feeling pressured to teach online courses 

while still feeling uneasy or ill prepared to meet the challenges (Sword, 2012).   

This research project was significant as it explored assumptions among faculty 

members in higher education surrounding online learning and helped to illuminate 

important issues in the transitional process from land-based to online counselor education 

settings.  This research gave voice to faculty members on the leading edge of educational 

change and allowed them to share their transition experiences.  Collecting real 

experiences offered insight to help educate the counseling community about what was 

truly needed to promote an effective transitional experience.  This insight also provided 

meaningful information about training strategies that might prepare counselor educators 

effectively for work in educational systems that are more technology inclusive.  

Summary 

The influence of technology has ignited a process of change in the higher 

education academic experience; it seems to challenge long-held teaching and learning 

practices.  Faculty members now have the opportunity to broaden their pedagogy to 

include both land-based and online teaching styles.  Faculty members in higher education 

suggested they often felt uncertain about the change process, and they needed support to 

help facilitate a smoother transition from land-based to online teaching.  Limited 

information was available to help institutional leaders understand how to help facilitate a 

successful development experience for faculty members, and with this study, I offer 

insight to counselor education programs as to what instructors need to expand their 

pedagogical perspective.  A transcendental phenomenological approach provided the 
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framework to illuminate the experiences of counselor educators who transitioned from 

land-based to online academic settings.  In Chapter 2, I present a comprehensive review 

of the current literature on online teaching in higher education, online teaching in 

counselor education, and the transition between land-based and online academic settings.   
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Chapter 2: Literature Review 

Introduction 

Online learning is becoming a common phenomenon in higher education (Allen et 

al., 2016).  Many institutional leaders have endorsed online academics because of the 

potential economic benefits, and because students also are displaying positive support by 

taking more and more online courses each year (Allen et al., 2016; Kearns, 2016).  With 

growing acceptance among institutional leaders in higher education and consumers of 

education, many faculty members are feeling pressure to embrace online teaching and 

learning in higher education (Baack et al., 2016; Mandernach et al., 2012).   

This pressure presents a problem because many instructors rooted in traditional 

academic practices are slower to embrace the value of online learning; they feel 

uncomfortable with pedagogical change (Baack et al., 2016; Karl & Peluchette, 2013).  

Teaching practices have remained consistent in higher education for decades, causing 

new ideas surrounding online learning to appear as though they were hastily adopted by 

organizational leaders without careful attention to proactive planning, training, or 

guidance to support the transitional process (Schmidt et al., 2013).  The lack of 

confidence some educators feel toward teaching an online course is problematic because 

online academics are gaining a formidable presence in many counselor education 

programs (ACES, 2016; Bridges & Frazier, 2018).   

The purpose of this, phenomenological study was to illuminate the experiences of 

faculty members who transitioned from land-based to online counselor education 

settings.  By offering the opportunity for instructors who taught in both formats to share 
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information with other counselor educators, I sought to foster a collaborative process of 

learning and growing in the counselor education community and to enhance learning for 

student across educational formats.  Outcomes from this research can increase 

understanding of what counselor educators might need for a successful transition from 

land-based to online teaching settings and help to mitigate any fears that faculty members 

might experience in the process.  Finally, this research was designed to inform policies 

and practices surrounding training activities in counselor education to help facilitate a 

smoother transitional process.   

Limited literature was available on online learning in counselor education.  No 

literature was found in this search to directly address the transitional process experienced 

by faculty members moving from teaching in a land-based setting to teaching in an online 

setting in counselor education.  However, researchers have shown interest in 

understanding online teaching and learning practices and perceptions of faculty members 

across various disciplines in higher education (Blackmon, 2016; Mandernach et at., 2012; 

Sword, 2012).   

After an extensive review of the literature, themes surrounding online teaching 

and learning in higher education were found to include perception held by students, 

organizations, and faculty members about online teaching and learning (Baran et al., 

2011; Chiasson et al., 2015; Keengwe & Kidd, 2010).  Faculty member’s perceptions of 

barriers and motivations on online teaching and learning were also noted (Baran et al., 

2011; Chiasson et al., 2015; Keengwe & Kidd, 2010).  Another noticeable theme in the 

literature surrounded best teaching practices in online education, which included 
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pedagogical development, faculty characteristics, instructional design, and course 

delivery (ACES, 2016; Baran & Correia, 2014; Dockter, 2016).   

When narrowing the search to literature specifically on teaching in counselor 

education, less information was available.  A few sources offered some evidence of best 

teaching practices in counselor education and best practices for teaching online in 

counselor education (ACES, 2016; Bridges & Frazier, 2018).  Two final but important 

themes that emerged from the literature were faculty member resistance to change from 

land-based to online teaching in higher education and the need for training to reduce this 

resistance (Allen et al, 2016; Blackmon, 2016; Kirkpatrick, 2015).     

Literature Search Strategies 

The review of literature for this study focused on peer-reviewed articles published 

within the last 10 years relevant to the major themes of the project. The following 

databases were used: Google Scholar, PsychARTICLES, PsychINFO, and Academic 

Search Complete.  The following search terms, in various pairings, were used:  counselor 

online education, counselor online teaching, counselor online learning, online education, 

distance learning, distance teaching, distance education, teaching in higher education, 

teaching innovation, and teaching online.   

The search revealed a variety of literature to address the perceptions and 

experiences of faculty members who engaged with online instruction. The literature also 

offered emerging evidence of best practices in online academics in higher education, and 

some literature was available to specifically highlight best online practices in the field of 

counselor education.  Another emerging theme detected in the literature surrounded a 
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need to help faculty grow their online teaching skills (ACES, 2017; Blackmon, 2016; 

Hall, 2016; Mandernach et al., 2012).  

Although literature continues to emerge in the area of online teaching and 

learning in higher education, this search highlighted that the literature remains quite 

limited to understanding teaching and learning in online counselor education programs.  

An extensive review of literature also produced no research directly aimed to address the 

experiences of counselor educators who are transitioning from land-based to online 

educational settings.  To address this significant gap in the counseling literature, I 

gathered available research surrounding online academic experience and the transitional 

process in higher education.  I also reviewed any literature specifically on the online 

counselor education experience including faculty perceptions, emerging evidence-based 

practices in online teaching, and online teaching skill development.  Providing current 

findings on online teaching in higher education and counselor education might offer 

various aspects critical to the transitional process for counselor educators who are moving 

from land-based to online teaching settings. 

Theoretical Foundation 

Counselor education programs are currently growing to include online academic 

options, and educators are beginning to transition from solely land-based instruction to 

teaching online courses in counselor education.  Limited information was available to 

understand this transitional process for counselor educators.  For this study, 

transcendental phenomenology offered the theoretical framework to underpin the 
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exploration of counselor educator experiences through the transition from land-based to 

online counselor education settings. 

Transcendental Phenomenology   

Edmund Husserl (1931) is considered the founder of this holistic philosophical 

approach, and he viewed knowledge as coming from the meaning of human experience.   

From this perspective, what a participant holds in conscious thought is important to study 

as it represents the knowledge between the individual and the world (Giorgi, 2009).  

Husserl (1931) suggested scientifically exploring thoughts required an attention to 

detailed descriptions of what participants perceived to appear in the here-and-now.  These 

descriptions offered information about the individual’s unique perceptions and 

knowledge based on the phenomenon experienced in the moment.  Consistent with 

Husserl’s (1931) perspective, all knowledge outside of the individual’s immediate 

awareness was considered inconsequential. 

Descriptive vs. Interpretive Methods   

Scholars who have followed Husserl’s theoretical perspective have traditionally 

taken two roads when considering how to make meaning from research findings (Giorgi, 

1997; Heidegger, 1962).  Some of these scholars value a descriptive method while others 

support a more interpretive method for understanding the information collected from 

individual experience (Giorgi, 1997; Heidegger, 1962).  Descriptive researchers believe 

the foundation for understanding experiential data is through analyzing the language used 

to articulate the experience with nothing added or taken away from the description 

(Giorgi, 2012; Heidegger, 1962).  This descriptive process differs from the approach 
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taken by interpretive researchers who uses their informed explanations to help guide 

understanding of what is given (Giorgi, 1997; Heidegger, 1962).  When considering the 

experience of counselor educators, I will use a descriptive method to collect direct, 

descriptive data of experiences that will not require interpretation as the data will offer 

inherent meanings for greater understanding of the transitional process for educators 

(Giorgi, 2012). 

Researcher Bias   

Compatible with transcendental phenomenology, the meaning of unique 

counselor educators’ experience emerged in a new and uncontaminated manner as I 

worked to put aside any prejudgments or personal perceptions that I may held about the 

experience (Husserl, 1931).  Since researcher bias was a direct threat to the integrity of 

this qualitative research, I began this study with a careful exploration of my personal 

thoughts, beliefs, and perceptions on teaching in counselor education. Intentional 

bracketing allowed me to set aside any preconceived ideas I brought to the discovery 

process (Husserl, 1931; Giorgi, 2012).  More specifically, I thoughtfully considered my 

experiences in counselor education, and set aside any knowledge about teaching 

counselors and the online teaching process to give the participants in the study the 

opportunity to present fresh information from their unique experiences in the moment 

(Giorgi, 2012). 

Data Reduction Process   

Building on the work of Husserl (1931), Giorgi (2012) developed what he 

considered a pretranscendental method of understanding human consciousness 
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specifically related to the human world.  Giorgi’s (2012) work outlined steps to uncover 

meaning from raw data of experiential descriptions.  Giorgi’s five steps of the reduction 

process include (a) getting a sense of the whole, (b) establishing meaning units, (c) 

transforming the data, (d) reviewing the transformed data, and (e) returning to clarify and 

interpret the raw data (Giorgi, 2012).   

In the first step, the researcher is required to collect concrete descriptions of the 

phenomenon and consider the information for the first time as a whole.  In the second 

step, the researcher will return to the beginning of the data and slowly reread the 

descriptions of experience.  This time, the researcher will identify meaning units with 

each transition of the descriptive data.  The third step is key to the method, as this begins 

the process of data transformation.  The researcher will return a third time to the 

beginning of the data and consider each meaning unit again while transforming the 

wording of each unit in a manner that offers a more psychological perspective of the 

information.  Husserl’s (1931) process of free imaginative variation is important to 

remember at this point of the process as it will help accurately convey the fundamental 

meaning of the phenomenon in its purest psychological sense.  In step five, the researcher 

will use the created structures of meaning to help clarify and explain the original data 

(Giorgi, 2012).  

Researcher Attitude  

An assumption to consider in this reduction process is that derived meaning will 

most likely directly correlate with the attitude of the researcher and different researchers 

will identify with different meanings.  Consistent with Giorgi’s (2012) method, 
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standardizing the researcher’s attitude of phenomenological reduction is critical to 

generating the most accurate meaning possible from the data.  For example, the 

researcher should resist any temptation to already know something about what might 

come from the data and must treat the information as a freshly presented phenomenon.  

The researcher must also refrain from using any past knowledge and focus only on 

information given to describe the current phenomenon.  Finally, the researcher must 

remain mindful of adapting both a psychological perspective about the data as well as 

sensitivity to the particular type of phenomenon explored in the project (Giorgi, 2012).  

For example, counselor educators and firefighters experience different types of 

phenomenon in their unique settings, and these experiences might differ significantly in 

meaning based on the type of phenomenon experienced by the participant.  Giorgi’s 

(2012) clearly delineated guidelines for transcendental phenomenology offered important 

signpost of standardization for researchers to follow and might offered the opportunity 

for greater confidence in study results. 

 Similar Study 

Using a phenomenological approach was not new to understanding faculty 

experiences with online teaching in higher education across various disciplines (Chiasson 

et al., 2015; Kammer, 2015; Kearns, 2016; Schmidt et al., 2013).  Sword (2012) 

specifically used a transcendental phenomenological approach to highlight the 

experiences of nurse educators who transitioned from land-based to online teaching.  By 

focusing specifically on participant experiences, Sword (2012) noted patterns that 

emerged from the participant descriptions.  These patterns offered themes of common 
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perceptions that culminated in the essence of the transitional process.  The current 

literature offers evidence of a transcendental phenomenological approach successfully 

used to understand the experiences of nurse educators.  With this in mind, it is plausible 

to suggest that this theoretical perspective would also provide a similar opportunity to 

understand the experiences of counselor educators who transitioned from land-based to 

online learning formats. The theoretical perspective of transcendental phenomenology 

underpinned this exploration and thus, allow for uncontaminated meaning to emerge from 

the uniquely human experience of counselor educators. 

Online Teaching and Learning in Higher Education 

The way educators conceptualize teaching and learning in higher education is 

quickly evolving with the development of technology.  Many academic institutions are 

challenging educators to rethink their traditional teaching practices to include more 

innovative approaches (Baack et al., 2016; Keengwe & Kidd, 2010).  Understanding the 

growth of technology in higher education along with opportunities and barriers of 

innovative approaches seemed important as this offered a look not only at the foundation 

of educational development but it provided a roadmap for progress that could inform new 

opportunities surrounding the creation and delivery of the educational experience.   

History 

Although distance education began many years ago, it has only been since the 

1990s that technology has transformed the idea of educational delivery in a way that has 

significantly impacted institutions, students, and faculty members (Bridges & Frazier, 

2018).  Distance education was traced back to the 1800s with mail delivered 
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correspondence courses (Naidu, 2014).  The purpose of this educational strategy was to 

provide individuals who could not physically attend land-based institutions educational 

access and opportunity (Baack et al., 2016; Naidu, 2014).  Although innovative for its 

time, there were limitations to the approach such as a slow, unreliable mail service as 

well as a lack of interaction between instructors and students that sometimes led to 

frustrating academic experiences (Naidu, 2014).  In the 1980s, the term ‘correspondence 

education’ would begin to take on other names such as distance education, blended 

learning, online learning, or e-learning (Naidu, 2014).  Distance learning remained an 

academic option for many years but did not significantly influence change in higher 

education until the explosive growth of technology in the early 1900s (Bridges & Frazier, 

2018).  Advancements in computer technology and the creation of the internet altered 

many aspects of society perceived as unchangeable in organizational structure.  

Institutions of higher education have also experienced this transition toward change.  By 

the late 1990s, technology became more effective, efficient, and user-friendly bringing 

greater opportunities for interpersonal engagement in the online academic setting 

(Bridges & Frazier, 2018; Naidu, 2014).  This educational experience developed even 

more by 2005 with advancements in audio and video conferencing and social networking 

that provided opportunities for teachers and students to engage in an even more effective 

and efficient manner (Kruger-Ross & Waters, 2012; Keengwe & Kidd, 2010).  Although 

researchers can easily share the growth of technology in higher education, the quickly 

changing academic landscape of educational delivery has provided relatively little time 

for researchers to adequately explore or effectively analyze how online academic 
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practices are embraced and effectively utilized in higher education (ACES, 2016).  Thus, 

it becomes valuable to consider what is known and what is still relatively unknown on 

online teaching and learning.   

Evolving Student, Organization, and Faculty Perceptions 

Base on the recent evidence provided of increased acceptance, the growth of 

online academic practices in higher education is clear.  Allen et al. (2016) explained that 

in 2002 less than 50% of leaders in higher education saw online learning as a critical 

factor in their long-term organizational growth.  However, by 2015, this number rose to 

76.3% of leaders at institutions with less than 2,500 online students and 90.3% of 

institutions with more than 10,000 online students across the United States endorsing 

online learning as an integral part of their long-term academic strategy (Allen et al., 

2016).  Also, interesting to note was that the greatest critics of the online academic 

process were primarily from very small institutions with limited resources and little 

experience with distance education (Allen et al., 2016).  In fact, Hall (2016) supported 

this finding in a qualitative study of counselor educators who mostly endorsed online 

academics as a valuable experience, but the only respondent to not see online counselor 

training as effective was from a small private institution.  Overall, the increasing rate of 

acceptance for online learning in higher education offers evidence that online learning 

will likely continue to grow rather than decline in the years to come.  However, viewing 

the larger picture of acceptance with a finer lens is necessary to understand exactly who 

is supporting the inclusion of online academics and who is possibly more resistant to the 

process.  Understanding this information helps to identify the needs in higher education 
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to facilitate a more effective transitional experience from land-band to online learning in 

higher education. 

As online academic practices begin to increase in higher education, the literature 

highlights various perspectives that have emerged surrounding the value of online 

learning.  Researchers agree that a positive trend is evident toward online academic 

practices among many university systems, and this acceptance is attributed to an 

appreciation of limitless enrollment possibilities, increased revenues, and decreased 

expenses when offering online academic opportunities (Baack et al., 2016; Keengwe & 

Kidd, 2010).  Smith et al. (2015) also suggested online learning was becoming a popular 

option for college students who often characterized the online academic process as more 

convenient, timely, and relevant for their purposes.  This perception among college 

students coincides with the rapid growth of online classes across the United States with 

over 33% of all students in higher education now taking at least one online course (Allen 

and Seaman, 2014; Mandernach et al., 2012; Blackmon, 2016). 

  Although the literature reveals support for online learning among students and 

organizational stakeholders in higher education, researchers suggest both fear and 

acceptance still exists among faculty members when considering online educational 

modalities (Baran et al., 2011; Blackmon, 2016; Hockridge, 2013; Mandernach et al., 

2012).  Some scholars express comfort with technology and are promoting the value of 

online learning as a progressive and effective option (Moran & Milsom, 2015).  

However, more tenured educators who have developed strong traditional pedagogical 

practices without the influence of technology were found more apt to question the rigor 
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and integrity of the online academic approach (Karl & Peluchette, 2013; Schmidt et al., 

2013).  This is an indication that although the concept of teaching in higher education is 

quickly evolving, change is often difficult for those who have experienced comfort, 

confidence, and success in traditional education settings.   

Barriers to Online Teaching and Learning 

The current literature offers common themes of barriers to online teaching and 

learning.  For example, a perceived barrier is the traditional pedagogical practices held by 

faculty members (Horvitz, Beach, Anderson, and Xia, 2014).  In a review of qualitative 

literature over the last ten years, Blackmon (2016) found other common faculty member 

perceptions of challenges associated with online teaching such as a perceived lack of 

administrative support, time and workload constraints, student readiness, and a lack of 

interpersonal interactions. Also noteworthy were multicultural issues identified in the 

literature as potential barriers to success in the online academic format (Bridges & 

Frazier, 2018; Sampson & Makela, 2014).   

Traditional pedagogy. Well documented in the literature are the limitations 

faculty members perceive in their knowledge, skill, and perception of how to effectively 

engage in online instruction.  Faculty who are not well-versed in online course 

development and delivery methods may find themselves trying to use well-formulated 

and tested traditional educational practices in the online setting (Baran et al., 2011).  

Perceptions and assumptions on online teaching often lead to low confidence and limited 

satisfaction with the process (Baran & Correia, 2014; Horvitz et al., 2014).  Keengwe and 

Kidd (2010) mention that not all educators, just as not all students, may prove suited for 
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the online academic environment. Faculty members who perceive the value of face-to 

face-interactions with students may find technology does not effectively support their 

pedagogical style (ACES, 2016). A lack of understanding surrounding how to teach 

online results in ineffective practices and higher levels of frustration which are internal 

barriers to success in the online environment.   

Administrative support.  Many experienced educators with a limited 

understanding of the skills needed to effectively design and deliver an online course look 

to their academic institutions for support.  Educators often require assistance with online 

technological, design, and delivery strategies (Chiasson et al., 2015).  Instructors can 

spend a significant amount of time preparing and trying to deliver an online course 

especially when they lack the knowledge and skills required for efficient delivery 

(Chiasson et al., 2015; Mulig & Rhame, 2012).  These instructors often report technical 

and pedagogical support offered by university systems is limited, which acts as a barrier 

to successful online teaching (Baran & Correia, 2014; Horvitz et al., 2014; Roby, Ashe, 

Singh, & Clark, 2013). 

Workload and time. Another common theme among faculty perceptions was that 

administrative leaders had little understanding of the time and effort required to prepare 

an online course (ACES, 2016, Blackmon, 2016).  Qualitative literature has consistently 

shown faculty members to express a significantly greater amount of time was needed to 

plan, design, and deliver online courses when compared to land-based counterparts 

(Baran & Correia, 2014; Chiasson et al., 2015; Mulig & Rhame, 2012; Schmidt et al., 

2013). For example, to ensure challenging academic rigor, instructors in online settings 
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must actively and consistently engage students and promote collaboration (Mulig & 

Rhame, 2012).  This active engagement requires a significant amount of written 

information to offer course content, student engagement, and evaluations which 

significantly increased the amount to time spent teaching online (Bridges & Frazier, 

2018; Mandernach et al., 2012).  Faculty members also perceived limited institutional 

support in this area citing few financial incentives or release time options available to 

encourage the extra work of an online course.  Institutions need to become aware of 

barriers to online instruction and sensitive to the needs of online instructors by allowing 

adequate time, resources, and training for successful online course development and 

delivery (ACES, 2017). 

Student readiness.  Researchers are in agreement that online courses have a 

higher attrition rate than their land-based counterparts, and Rockinson-Szapkiw, 

Spaulding, and Spaulding (2016) suggested the rate was up to 10-20% higher.  In another 

quantitative study to compare outcomes of a psychology course taught in both a land-

based and online settings, Garratt-Reed, Roberts, and Heritage (2016) found that although 

student grades and satisfaction were deemed high in both settings, student retention was 

significantly lower in online courses.  Garratt-Reed et al. (2016) and Moore (2014) both 

concluded that understanding student diversity and the characteristics needed for success 

within various academic settings in higher education was important.   

Found in the literature was a common description of students who often thrive in 

the online academic setting, including those who were well-versed in technology, 

independent thinkers, self-motivated, and organized.  Students who lacked these qualities 
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often appeared to struggle more with the process (ACES, 2016; Bridges & Frazier, 2018; 

Smith et al., 2015).  Researchers have also found students who require more immediate 

feedback, have learning disabilities, lack access to technology, display poor 

communication skills, or struggle with self-motivation are less likely to succeed in the 

online academic setting (Moran & Milsom, 2015; Reamer, 2013; Smith et al., 2015).  

Sampson and Makela (2014) cautioned that students who sometimes wish to participate 

in an online academic experience might hold unrealistic views of their technological 

abilities, self-management skills, or willingness to seek assistance when problems occur.  

Therefore, online programs might consider incorporating ways to help students develop 

the appropriate skills, knowledge, and perspectives needed to succeed as independent 

learners (Rockinson-Szapkiw et al., 2016).  Instructors may perceive not fully 

understanding how to effectively meet student needs in the online academic setting as a 

barrier (Bridges & Frazier, 2018).   

Multicultural considerations.  Also, a common theme that presents in the 

literature is the challenge of multicultural students. For example, many adult learners are 

returning to school to forward personal and professional goals and utilizing online 

courses in the process (ACES, 2016).  Adult learners who engage in the online academic 

format often have families and careers that compete for their time making the 

coordination of home, school, and work responsibilities a barrier (Bilbeisi & Minsky, 

2014; Mulig & Rhame, 2012).  Adult learners also represent various ages and 

experiences with technology, and a limited understanding of technology could act as 

another a barrier to student success (Bridges & Frazier, 2018).  Certain student 
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disabilities and economic disadvantages might also present as a barrier in the online 

format.  For example, the more reliant distance education becomes on technology, the 

harder it is for those who have limited, unreliable, or unaffordable internet access to 

engage in online learning (Naidu, 2014; Sampson & Makela, 2014).  Instructors who are 

limited in their understanding of technology may feel challenged to understand how to 

ensure all students are equipped and ready to use the necessary tools for success in the 

online educational setting (Bridges & Frazier, 2018).  

Student connection.  Another challenge frequently noted in the literature was 

isolation, due to a lack of face-to-face interactions among students, instructors, and peers 

in the online setting (Blackmon, 2016 Bridges & Frazier; Mandernach et al., 2012; Smith 

et al., 2002).  Moore (2014) compared university land-based and hybrid introductory 

Spanish courses to understand if students were at a disadvantage when utilizing the 

online portion of the hybrid model.  The study emerged due to heavy resistance from both 

instructors and students to the idea of online learning.  Moore (2014) found students in 

the hybrid courses experienced higher levels of frustration and a significantly lower sense 

of community compared to students in the land-based courses.  Due to the nature of 

online learning, students are often required to take on greater responsibility for their 

learning, seek out help, and manage their time which may influence negative perceptions 

(Moore, 2014).  To limit barriers, instructors must intentionally work to support 

connection and a sense of community in an online course (Moore, 2014).  
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Motivation for Online Teaching and Learning 

Although faculty members have expressed challenges associated with teaching 

online, the literature also offers themes that suggest online modalities are becoming more 

widely accepted due to convenience and immediacy (Blackmon, 2016; Bridges & 

Frazier, 2018; Keengwe & Kidd, 2010; Smith et al., 2015; Tang & Lam, 2012). Benefits 

of online teaching endorsed by faculty in the literature also suggest instructors may enjoy 

acquiring new skills and improving student performance outcomes (Blackmon, 2016).  

Interesting to note is that sometimes the same constructs that pose barriers to online 

learning such as pedagogy, student learning, and connection, when viewed through a 

different lens, are considered motivations for online teaching and learning (Blackmon, 

2016; Keengwe & Kidd, 2010). 

Convenience and immediacy.  One of the most noted benefits of teaching and 

learning in the online setting was the convenience and immediacy of the process.  

Blackmon (2016) found that over 80% of faculty members mentioned they enjoyed 

teaching online because it offered more schedule flexibility.  Faculty members also 

perceived students had more flexibility with time and resources when working in the 

online setting.  Simply being able to self-schedule, not travel, and have time for other life 

responsibilities were all considered motivating factors for using an online format 

(Blackmon, 2016).  Smith et al. (2015) also promoted the value of online modalities by 

suggesting that in an age where higher education was becoming expected for career 

advancements, online academic options provided opportunities for individuals who might 

not otherwise be able to participate in higher education due to family, work, or 
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geographic constraints.  Although online learning can present access challenges for low-

income students, the method also might open opportunities and increase student 

persistence because of the convenience to complete coursework around job and family 

responsibilities (Schmidt et al., 2013).  

Pedagogical development.  Another motivation endorsed by faculty members 

was the opportunity to work with new technology and reconceptualize pedagogy to 

deliver information and engage students in the learning process (Blackmon, 2016).  

Kearns (2016) conducted a phenomenological study to understand how the experience of 

teaching online influenced an instructor’s overall thinking, planning, and enactment of 

teaching practices across delivery methods. Over 90% of respondents in the study 

suggested developing and teaching an online course helped them reflect on their 

classroom teaching process and over 80% of respondents suggested teaching online 

helped them improve their classroom teaching experience.  Kearns (2016) identified 

trends in the data, which suggested instructors valued the structure, organization, and 

reflection time offered in the online setting.  These instructors also expressed teaching 

online gave them the opportunity to become more versed in technology that supported 

teaching both in and outside of the classroom setting (Kearns, 2016).  Instructors learned 

to incorporate online discussions, videos, and documents in both their online and land-

based courses (Kearns, 2016). To rethink pedagogy, faculty members might consider 

similarities and differences between their online and land-based teaching approaches and 

reflect on what online and land-based practices might enhance teaching experiences in 

each format (Kearns, 2016).   
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Increased interactions.  Some faculty members perceived that the number of 

one-on-one faculty to student interactions increased in the online setting as faculty 

members were able to focus more on individual students (Moran & Milsom, 2015). Smith 

et al. (2015) conducted a quantitative study to understand differences between online and 

face-to-face courses and found that students in both online and land-based settings 

exhibited gains in levels of learning; however, a significant difference existed between 

groups in perceived learning efficiency.  Interestingly, students were found to favor the 

online instructional modality, suggesting more frequent and consistent student-instructor 

interactions in the online environment.  Tang and Lam (2012) support this finding 

suggesting a collaborative online environment provided the opportunity for learners to 

connect with instructors and peers in meaningful ways with ongoing discussions, 

feedback, and reflection to scaffold growth.   

Student learning.  Mandernach et al. (2012) and Moran and Milsom (2015) both 

found learning in an online format kept students more actively engaged in the process of 

critical thinking that was even higher than that achieved in the classroom setting.  

Lindsey and Rice (2015) supported this suggesting students in the classroom were often 

asked to engage in critical think and deliver appropriate responses immediately without 

time to reflect and thoughtfully consider their words.  Also, instructors suggested a 

greater focus on individual students (Mandernach et al., 2012; Moran & Milsom, 2015), 

more concern for student-centered learning (Kearns, 2016), and more consistent 

interactions with the student all supported effective learning in the online setting (Smith 

et al., 2015).  Other advantages of the online academic experience included encouraging 
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students to connect learning within their unique social context (Hockridge, 2013; 

Blackmon, 2016).  For example, some have suggested that modern age students often 

display maladaptive social skills because they prefer online social connections to human 

interactions; however, Lindsey and Rice (2015) suggested that in today’s technology-

driven society, online communication could also be a marketable skill for many 

individuals.  Students who learn to effectively engage and interact with others using 

various modalities might enhance their communication skills.  Overall, researchers 

supporting online learning suggest that the online academic experience has value as it 

requires students to actively engage with others in an ongoing process of reasoning and 

inquiry around shared problems and interests to scaffold knowledge for a common 

understanding (Tang & Lam, 2012; Hockridge, 2013; Blackmon, 2016). 

Best Teaching Practices in Online Education 

Researchers suggest limited literature is available to understand online teaching 

roles and competencies in higher education.  However, Baran et al. (2011) and Keengwe 

and Kidd (2010) both conducted a critical analysis of literature from the 1990s to the time 

of their studies to understand educator’s roles specific to the development and delivery of 

online courses.  Interesting themes emerged from these studies such as the importance of 

pedagogy and personal instructor characteristics, as well as, the value of some dynamic 

and multidimensional roles for online course development and delivery (Baran et al., 

2011; Keengwe & Kidd, 2010).  When first creating an online course, researchers found 

instructors focused primarily on aspects of personal readiness and instructional course 

design.  During the online course delivery phase, the instructor focused more on 
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managing other responsibilities such as facilitating, socializing, managing, and navigating 

the technology of the online academic process (Baran et al., 2011; Keengwe & Kidd, 

2010).   

Online Course Development 

Development of an online course requires critical reflection on the part of the 

instructor.  The instructor must carefully consider aspects of pedagogical style and 

personal characteristics that might relate to the online teaching process (Baran et al., 

2011; Keengwe & Kidd, 2010). The instructor must also think carefully about appropriate 

curriculum for the online environment as well as ways to effectively design course 

content (Keengwe & Kidd, 2010). 

Pedagogy.  A common theme identified in the literature was that online teaching 

is significantly different from land-based instruction and requires instructors to rethink 

their pedagogical perspective (Baran et al., 2011; Keengwe & Kidd, 2010; Schmidt et al., 

2013).  Online courses should not be a recreation of the instructor’s land-based 

educational process but should employ new and innovative approaches to teaching and 

assessing skills, knowledge, personal growth, and professional development (ACES, 

2016).  Fletcher & Bullock (2014) noted that an instructor’s professional identity was 

often directly related to personal perceptions of their effectiveness as an instructor, and 

how they felt others perceived their effectiveness.  Thus, educators often feel challenged 

to rethink how they relate to teaching and learning when faced with online instruction, 

and how they might create an effective and meaningful learning experience in an online 

academic setting (Baran et al., 2011; Keengwe & Kidd, 2010; Schmidt et al., 2013).   
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Faculty characteristics.  Certain faculty characteristics were also suggested in 

the literature to support effective instruction and engagement in the online environment 

such as flexibility, openness, organization, clarity, presence, creativity, challenge, and 

timeliness (ACES, 2016; Baran & Correia, 2014).  Krammer (2015) suggested faculty 

members who often flourished as online instructors were flexible and open to engaging 

with new ideas.  These instructors were also organized and could offer clear expectations 

and guidelines with rubrics, timelines, and procedures for their courses (Baran & Correia, 

2014).  Effective online instructors were also characterized as able to convey a 

motivating presence with frequent, respectful, and supportive student engagement 

(ACES, 2016; Holzweiss, Joyner, Fuller, Henderson, & Young, 2014).  Baran and 

Correia (2014) also found successful online instructors were creative in their approaches 

and willing to challenge students to continually engage in critical thinking.  Finally, 

effective online instructors offered detailed and timely feedback to students and 

continually assessed their educational process to ensure they were meeting student needs.  

All of these educator characteristics help to create a positive online learning experience 

for students in the online environment (ACES, 2016). 

Instructional designer.  Beyond technology considerations, faculty members are 

tasked with planning, organizing, and structuring an online course in a manner that 

ensures the achievement of learning outcomes (Keengwe & Kidd, 2010).  Instructional 

design includes connecting with strong learning resources and developing creative 

instructional strategies to meet the needs of diverse learners (Rockinson-Szapkiw et al., 

2016; Shepherd, Bollinger, Dousay, & Persichitte, 2016).  Some organizations 
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acknowledged that designing an online course requires greater support than creating a 

land-based course.  These institutions sometimes offer experts in instructional design to 

support educators with their online course design, management, and technology needs 

(Baran et al., 2011).  Assistance with instructional design, however, may sometimes 

come at a price.  The collaborative process can offer much needed support, but also, 

might limit the autonomy and control instructors feel over their unique design and 

development process (Keengwe & Kidd, 2010). 

Online Course Delivery 

Delivering instruction in an online course requires an interaction between the 

instructor, students, content, and technology, and to effectively provide these interactions, 

instructors utilize various roles such as facilitating, socializing, and managing (Baran et 

al., 2011).  Dockter (2016) even goes a step further to conceptualize these roles as three 

types of presence.  Cognitive presence is when an instructor works to connect with 

students around meaningful knowledge.  Social presence is when instructors looked for 

ways to represent themselves as real people in the online environment.  Teaching 

presence is the instructor’s intentional act of managing an educational environment to 

provide the necessary social and cognitive presence (Dockter, 2016).   

Facilitating.  Course facilitation is a primary responsibility of the online 

instructor as students most often take more responsibility for their learning in the online 

academic environment (Bilbeisi & Minsky, 2014; Moore, 2014).  As a facilitator, the 

instructor is interested in cognitively engaging students to ensure they participate and 

remain actively engaged with the information presented each week in the online format 
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(Keengwe & Kidd, 2010).  Cognitive engagement might take the form of presenting 

content online, focusing or summarizing discussions, asking thought-provoking 

questions, offering assessment and feedback to help scaffold understanding, inject 

knowledge from other diverse sources, or addressing concerns to redirect learning down 

more productive paths (Keengwe & Kidd, 2010). 

Socializing.  Socializing refers to an important affective role the online instructor 

plays when working to establish and maintain teacher-student relationships.  Creating and 

sustaining a social presence in the online academic environment when comparted to the 

land-based setting is often more challenging and requires additional work on the part of 

the instructor; however, researchers agree that this connection is critical to student 

success (Bridges & Frazier, 2018; Dockter, 2016; Rockinson-Szapkiw et al., 2016).  In 

fact, students reported greater satisfaction and perceived learning in the online 

environment when they felt connected to their instructor (Moore, 2014; Holzweiss et al., 

2014).  Conversely, Bridges and Frazier (2018) noted a lack of online instructor invest in 

student engagement could also lead to higher levels of student isolation and lower 

retention in online programs.  Dockter (2016) found that simply relying on written 

communication in an online course was not ideal to establish a connection.  Students may 

filter written messages through personal experiences and expectations which can result in 

the misinterpretation of content (Dockter, 2016). Instead, instructors are encouraged to 

offer purposeful, varied, frequent, and personal interactions intentionally created to help 

students gain connection and trust in the online academic setting (Dockter, 2016).  

Broadening non-verbal context and adding warmth to content might be done, for 
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example, by offering virtual office hours (Kruger-Ross &Walters, 2012), e-mailing 

students who are falling behind to provide additional support, or create audio or video 

feedback for students (Limperos et al., 2015). Consistent and meaningful interactions 

help students find comfort and greater success in the online learning setting (Dixon, 

2014).  

Management.  Managing an online course refers to the instructor’s process of 

organizing and planning.  Managing the course would include becoming well-versed in 

navigating an online course management platform such as Blackboard, Canvas, or 

Moodle as well as integrating other communication opportunities such as conference 

calling or e-mailing to engage students in the academic experience (Bridges & Frazier, 

2018).  Management also requires carrying out pedagogical tasks, monitoring students, 

and evaluating outcomes throughout the course (Baran & Correia, 2014).  One final note 

on management includes thinking about time and how to fit academic responsibilities 

with the demands of personal life (Kruger-Ross & Waters, 2012). 

Technology.  As technology advances in higher education, the number of 

technology-related tools for academic platforms continues to grow, thus challenging 

instructors to stay on the leading edge of educational change (Bridges & Frazier, 2018). 

When teaching online courses, effective instructors have a familiarity with the technology 

and resources needed to support the execution of course tasks.  These instructors are also 

able to help students who might struggle to navigate technological related course issues 

(Kruger-Ross & Waters, 2012).  Using technology without the proper skills and 

knowledge can negatively impact a teacher’s effectiveness in the online setting (ACES, 
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2016).  Leaning to successfully utilize technology often requires developing new teaching 

skills (Naidu, 2014). 

Attaining knowledge about important aspects of online course development and 

delivery is critical for instructors who plan to teach online, yet applying these teaching 

practices in the online environment can sometimes be more challenging (Shepherd et al., 

2016).  In particular, Shepherd et al. (2016), illustrated the lack of ease many land-based 

instructors displayed when trying to take on the various roles of online instruction.  

Shepherd et al. (2016) reflected on a course created specifically to train teacher educators 

in the effective design and implementation of an online course.  Teachers in this program 

were required to design an online course using a learning management system and 

integrating multimedia aspects of design.  These instructors were also to facilitate a 

meaningful discussion with students in the online environment.  Shepherd et al. (2016) 

found that teachers displayed a significant deficit in their ability to effectively design 

courses and often fell far short when attending to student needs during both asynchronous 

and synchronous sessions.  Shepherd et al. (2016) noted that instructors must become 

more aware of presence and community to reduce feelings of isolation.  Also, clearly 

written and visual messages were imperative to reduce the chance for miscommunication 

in the online setting.   

Limited research is available to understand how to help instructors effectively 

adapt to the online teaching experience.  As the design and delivery of online courses 

continues to evolve, understanding valuable roles and competencies for online instruction 

could help to frame preparation and training experiences for educators.  Continuing to 
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generate knowledge that encourages the development of more effective online 

instructional practices could facilitate growth in counselor education.    

Teaching in Counselor Education 

Counselor educators are not immune to the influence of technological change as 

counselor training programs are continuing to grow in online presence (CACREP, 2018).  

Common to other scholars in higher education, counselor educators sometimes feel 

challenged to understand how to effectively utilize technology to support effective 

teaching practices and student learning (Bridges & Frazier, 2018). The counseling 

profession acknowledges the need to stay relevant in an ever-changing society and 

continue to make strides towards integrating technological advancements with counselor 

training strategies (ACES, 2016).  However, more research is needed on technology in 

counselor education (ACES, 2016).   

History 

In the early 1900s, counseling began as a program of vocational guidance (Foster, 

2012).  Over the last 50 years, the field of counseling has grown into an organized 

professional community that includes many different services to address mental health 

and human development needs from a wellness perspective (Foster, 2012).  The 

organization of the counseling profession stemmed from the creation of American 

Counseling Association (ACA) and later, the Association of Counselor Education and 

Supervision (ACES), which were instrumental in defining the knowledge and skills 

necessary for professional counselors (Remley & Herlihy, 2014).  With the development 

of professional standards, stakeholders in the counseling community also sought to 
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ensure counselor education programs were preparing emerging counselors to meet the 

high expectations established by the profession.  In 1981, ACA and ACES established 

CACREP to regulate counselor training.  Today, CACREP (2018) counselor education 

programs are recognized nationally for their quality and ability to meet the rigorous 

standards set by the profession.   

As the counseling profession continued to grow, research was encouraged as a 

meaningful endeavor to support professional development (ACA, 2014).  In the 1980s, 

researchers in the profession began exploring how counselors might incorporate 

emerging technologies with counseling services (ACES, 2016). By 2005, the ACA had 

included standards for distance counseling in their ethical guidelines (Trepal, Haberstroh, 

Duffey, & Evans, 2007), and when the ACA Code of Ethics was updated in 2014, it 

included even more safeguards and guidelines on the ethical use of technology in the 

counseling profession (ACA, 2014). Evidence of online academic acceptance in the 

counseling profession also came when CACREP required doctoral programs to provide 

emerging counselor educators with the opportunity to develop effective approaches for 

online teaching, and when the CACREP board offered accreditation to several completely 

online counselor training programs (CACREP, 2018).  Understanding the evolution of 

counselor education and how the profession has worked to include modern advancements 

to support the growth and development of counseling students is imperative as it helps to 

inform the future development of the counseling profession (ACES, 2016).   
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Teaching Environments   

To better understand the current climate of educational delivery in counselor 

education, it is important to first understand the various teaching environments utilized 

by counselor education programs.  Counselor educators most often deliver content in 

either a face-to-face, hybrid, or online settings (Bridges & Frazier, 2018).  Each of these 

academic environments offers a unique educational experience with both challenges and 

benefits to the approach.  

Face-to-Face.  Face-to-face instruction is considered a traditional form of land-

based teaching that is conducive for verbal and non-verbal spontaneous interactions, 

personal engagements, and group activities (Bilbeisi & Minsky, 2014; Bridges & Frazier, 

2018: Smith et al., 2002).  Although the land-based approach to education can offer 

comfort due to predictable patterns of long-held educational practice (Dockter, 2016), 

there are also perceived challenges with this approach.  Researchers have suggested that 

the face-to-face settings can sometimes lead to a more passive form of student learning, a 

greater focus on the instructor, and increased feelings of intimidation among students 

who are uncomfortable with corporate learning strategies (Bridges and Frazier, 2018; 

Kearns, 2016; Keengwe & Kidd, 2010).   

Hybrid.  Many counseling programs have started to consider the value of hybrid 

courses as a combination of both face-to-face and online academic practices.  Moran and 

Milsom (2015) conducted a study to explore the advantages and disadvantages of a 

hybrid course in counselor education.  The study analyzed the experiences of 15 

counselor education students after taking a course that consisted of both classroom 
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activities and online assignments.  Moran and Milsom (2015) found that students felt 

more engaged and confident in their ability to learn independently with a more student-

centered educational approach.  Students enjoyed being able to go back and review 

materials in the online setting but also supported the classroom experience suggesting 

these activities reinforced learning (Moran & Milsom, 2015).  Disadvantages of the 

hybrid model found in Moran and Milsom’s (2015) study were a lack of immediate 

feedback in the online format, concerns for students with specific learning challenges and 

limited access to technology, as well as the considerable preparation time required for 

instructors. 

Online.  Fully online courses are becoming more common in counselor 

education, and similar to other academic platforms, the online approach can present both 

opportunities and challenge (ACES, 2016).  A common benefit of online learning noted 

in the literature is that it is often more student-centered and requires active student 

learning which is an evidence-based practice in counselor education (Malott et al., 2014).  

Online academics are suggested to provide opportunities that enrich student engagement 

through an ongoing process of reflection, discussion, and problem-solving (ACES, 2016; 

Dixon, 2014; Kearns, 2016; Keengwe & Kidd, 2010; Tang & Lam, 2012).  Along with 

possible benefits of online academic engagement also comes challenges associated with 

the approach.  Facilitating communication is often perceived as more difficult and time-

consuming in the online setting (Limperos et al., 2015; Kruger-Ross & Waters, 2012).  

Group presentations and demonstrating counseling skills were also a concern with the 

online format (ACES, 2016). Garratt-Reed et al. (2016) compared online and land-based 
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psychology courses and noted the only significant differences in student grades and 

satisfaction were on group work.  Although the study found dissatisfaction with group 

work among students in both settings, students were found less successful with group 

experiences in the online environment.  Garratt-Reed et al. (2016) suggested group work 

challenges in the online setting was a concern as group experiences offered important 

learning in relational fields by fostering collaboration, communication, and conflict 

management skills.   

Group work and the demonstration of counseling skills are just two examples of 

various important considerations when offering online counselor education courses.  

Accommodations are needed in the online environment to ensure online courses are 

effectively providing essential learning opportunities equivalent to land-based academic 

experiences (Garratt-Reed et al., 2016).  ACES (2016) suggested online counselor 

education programs might consider strategies such as using smaller groups and allowing 

students to prepare and submit demonstration videos online as a solution to minimize 

some of these differences. 

The delivery of online teaching in counselor education programs often happens 

through platforms such as Canvas, Blackboard, or Moodle (Bridges & Frazier, 2018).  

Communication in online courses most often occurs using either asynchronous or 

synchronous methods, which provides the opportunity to meet various student learning 

needs (Bridges & Frazier, 2018; Tang & Lam, 2012).  Asynchronous technology refers to 

communication that happens at different times such as e-mail, discussion boards, or 

texting (ACES, 2017).  This method often allows students time to thoughtfully share 
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information in online discussions, which can stimulate critical thinking and scaffold 

knowledge (Lindsey & Rice, 2015; Trepal et al., 2007).  Synchronous technology refers 

to communication that happens at the same time such as video conferencing or telephone 

calls.  Video conferencing options such as Skype, GoToMeeting, or Google Hangouts 

offer opportunities for instructors to engage with student much like in a face-to-face 

setting (Bridges & Frazier, 2018).  Some benefits of synchronous forms of engagement 

include the opportunity for more immediate responses, social interactions, and nonverbal 

cues (Trepal et al., 2007).  This more direct form of interaction could also reduce chances 

for miscommunication, feelings of isolation, and potential frustrations surrounding the 

online educational experience (Bridges & Frazier, 2018).   

Best Teaching Practices in Counselor Education 

Although research is still needed to fully understand best practices in counselor 

education and especially online counselor education, Malott et al. (2014) conducted a 

review of the available literature to summarize what the counseling profession knows 

about effective practice in their educational programs.  Malott et al. (2014) uncovered 

themes such as creating an effective learning environment, structuring intentional 

learning experiences, and assessing teaching effectiveness.  Malott et al. (2014) suggested 

an effective learning environment in counselor education was warm, caring, and 

respectful.  Instructors were interested in building rapport with students by using 

strategies such as offering welcoming e-mails, providing a syllabus with friendly 

language, sharing personal stories, checking for understanding, or using eye contact and 

warm facial expressions (Limperos et al., 2015; Malott et al., 2014).  Structuring 
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intentional learning experiences was another aspect of effective practice in counselor 

education, and instructors endorsed methods that engaged students in active learning 

(Kammer, 2015; Kearns, 2016; Malott et al., 2014).  For example, an instructor might 

stimulate a student’s prior knowledge and encourage the student to engage in higher 

order thinking to challenge long-held assumptions and reframe understanding.  Active 

learning included strategies such as comparing and contrasting counseling approaches, 

reflectively journaling, analyzing case studies, participating in discussion forums, and 

engaging with evidence based research (Holzweiss et al., 2014; Malott et al., 2014).  A 

final theme of best practice found in the literature was assessing teaching effectiveness.  

In the academic environment, effective assessment required a systematic process of 

ongoing and immediate feedback among the instructor, students, and peers to support 

learning (Malott et al., 2014).  Formative and summative feedback could take the form of 

written comments, individual meetings, or focus groups (Malott et al., 2014).  The 

concept of teaching and learning is one that continues to evolve in counselor training 

programs, and with the inclusion of online academic practices, it is important for 

stakeholders to broaden the discussion of best practices to include the integration of 

innovative academic approaches (ACES, 2016; Bridges & Frazier, 2018). 

Best Practices in Online Counselor Education 

Although limited literature is available surrounding technology in counselor 

education, ACES (2016) acknowledged a need to address teaching practices in counselor 

training programs and outlined standards for best practices of teaching and learning in 

counselor education with a section specially dedicated to teaching in the online setting.  
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The following year, ACES (2017) provided guidelines specifically directed toward online 

teaching and learning in counselor education.  These guidelines highlight key issues 

relevant to the development of quality online courses.  Some common best practices 

identified in the literature included the need for effective communication, feedback, 

connection, and ethical practices in online programs (Bridges & Frazier, 2018; Malott et 

al., 2014).  

Communication.  Communication is key to a student’s success, and the burden 

of communication in the online environment most often rests with the instructor (Dixon, 

2014).  Researchers found clarity was an essential aspect of communication (Dixon, 

2014; Limperos et al., 2015: Malott et al., 2014).  From the beginning of an online 

course, instructors must offer clearly defined objectives and guidelines that inform 

aspects of course design such as the content, activities, and feedback (Dixon, 2014; 

Limperos et al., 2015).  Language was considered an important tool for clarifying 

thoughts and checking for understanding in the online setting (Malott et al., 2014).  

Trepal et al. (2007) suggested that counselors must consider the unique use of language 

to effectively convey thoughts, feelings, and nonverbal behaviors online.  Limperos et al. 

(2015) explained that enhancing clarity promoted connection in the online learning 

environment, which helped to generate goodwill, trust, and student motivation.  Roby et 

al. (2013) supported this idea, suggesting that the quality of communication and level of 

immediacy between students and their instructor was directly on a student’s sense of 

connectedness and feelings of success in an online course.   



50 

 

Relationship building.  The counseling profession is a relational field, and 

training counselors requires the ability for instructors to not only teach but model skills 

specifically directed toward relationship building.  In a study conducted by Dollarhide et 

al. (2013), peer and faculty relationships were critical to a counselor educator doctoral 

student’s growth as relationships were key to supporting the student’s transition through 

stages of identity development.  Bridges and Frazier (2018) suggested effective relational 

dynamics between instructors and students required positive and consistent interactions 

through various teaching, mentoring, researching, and supervision interactions.  Malott et 

al. (2014) noted that simple practices such as connecting with students outside of class, 

calling students by name, using affirming comments, and inviting responses could all 

encourage relationship.   

Feedback.  Also, researchers suggest offering consistent, timely, and detailed 

feedback was an effective teaching practice across all academic settings but especially 

needed in the online academic environment (Bridges & Frazier, 2018; Garratt-Reed et al., 

2016; Malott et al., 2014).  Dollarhide et al. (2013) suggested a cycle of learning, 

practice, and feedback from faculty and peers helped counseling students move from a 

place of dependency to autonomy in their professional development.  Holzweiss et al. 

(2014) noted feedback should encourage student interactions, critical thinking, and 

reflection.  From their years of experience, Bridges and Frazier (2018) explained that the 

intentional engagement of students in the learning process required balanced, specific, 

and positive feedback from the instructor directed frequently toward individual students 

in the online academic setting. 
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Ethical practice.  The ACA Code of Ethics (2014) provided standards to help 

safeguard the professional development of emerging counselors.  When using 

technology, there are potential ethical issues to consider such as student access, computer 

literacy, privacy, confidentiality, and honesty (Sampson & Makela, 2014; Shepherd et al., 

2016; Trepal et al., 2007).  Although instructors may feel challenged to know how to help 

students gain access to technology, they do have an ethical responsibility to help learners 

understand what is expected in an online course, when to seek help, and how to connect 

with needed assistance (Sampson & Makela, 2014).  Confidentiality and privacy are also 

potential problems in the online academic setting.  The potential for others to overhear, 

observe, or even obtain access to online academic work puts a student’s sense of privacy 

and right to confidentiality at risk (Sampson & Makela, 2014).  Academic honesty is also 

a concern as instructors are sometimes challenged to understand how to keep students 

from cheating, working together, or plagiarizing work in the online academic setting 

(Blackmon, 2016; Mulig & Rhame, 2012).  Bridges and Frazier (2018) explain educators 

must continually seek out the best security measures to offer more privacy and integrity 

in the online setting.   

Instructors who cultivate healthy relationships with students and work to do no 

harm can create a safe, trusting, and comfortable online learning environment, which 

researchers suggest is imperative to the success of distance learners in counselor 

education (ACA, 2014; ACES, 2016; Bridges & Frazier, 2018).  Along these lines, 

however, best practices require instructors to also remain aware of healthy boundaries 

with students (ACA, 2014).  Instructors must continually balance between engaging 
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students with support while also challenging students with consistent and reliable 

expectations (ACA, 2014; Bridges and Frazier, 2018).   

Finally, when considering best practices in online counselor education, it is 

important to note that the ACA Code of Ethics (2014) considers the development of 

knowledge and skills surrounding the use of technology an ethical obligation for those in 

the counseling profession.  Utilizing online modalities in counselor education invites 

unique ethical challenges, and the ACA Code of Ethics (2014) specifically states that 

educators are only to use technology if they are competent with the process.  The need for 

educators to understand best practices for ethically communicating and connecting with 

students online highlights the value of proper training in best practices for online 

teaching.  Training is a critical step in the process of effectively integrating online 

learning into counselor education programs (ACES, 2016; Blackmon, 2016; Mandernach 

et al., 2012). 

Making the Transition from Land-Based to Online Counselor Education 

Even with growing acceptance of online learning among student and institutions 

in higher education, Allen et al. (2016) found only 29.1% of university leaders believed 

their faculty members accepted the legitimacy of online academic practices.  The 

literature supports this statistic with formidable evidence of concerning perceptions 

among faculty members surrounding online learning in higher education (Blackmon, 

2016; Hockridge, 2013; Mandernach et al., 2012).  Moore (2014) explained this 

resistance among faculty members was often rooted in absolute thinking and broad 

assumptions about academic methods. Reamer (2013) also supported this idea, 
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suggesting some educators faced with the thought of broadening their pedagogical 

perspectives to include online teaching methods endorsed the assumption that online 

courses produced inferior outcomes to their land-based counterparts.   Researchers 

suggest that the effectiveness of online courses depends not only on the development and 

delivery of academic material but also, success is rooted in the belief that the faculty 

member holds about the online academic experience (Baran & Correia, 2014; 

Mandernach et al., 2012; Tang & Lam, 2012).  If faculty members perceive online 

learning as inferior to land-based options with no prospect for equalizing learning 

opportunities across platforms, they might prove less likely to promote the successful 

implementation of online courses (Mandernach et al., 2012).   

Kirkpatrick (2015) conducted a qualitative study to understand resistance among 

faculty members to the implementation of universal design for online courses at a 

university.  In this study, faculty members characterized their transition to teaching in the 

online setting as both rewarding and exciting as well as scary and uncertain.  In 

Kirkpatrick’s (2015) study, faculty members resisted change due to pitfalls in the 

transition process such as a hasty, under-planned, and unclear change experience as 

implemented by an unproven university leader.  Faculty members expressed they would 

have liked the opportunity to discuss the transition with other faculty members, had more 

training opportunities, and experienced greater institutional support (Kirkpatrick, 2015).  

Kirkpatrick (2015) concluded that faculty members need to experience change at a slow 

pace allowing plenty of opportunities for training, practice, and supported to help 

mitigate resistance.  Malott et al. (2014) also suggested change needed to happen with 
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time and support allowing faculty members the opportunity to rethink pedagogy as well 

as engage in meaningful development experiences.    

Institutional Support  

Instructors need opportunities to not only critically consider pedagogy but grow in 

their ability to effectively utilize technology, create and implement online courses, and 

engage in meaningful strategies of communication and connection within the online 

environment (Keengwe & Kidd, 2010; Lindsey & Rice, 2015; Schmidt et al., 2013).  A 

prevalent theme in Hall’s (2016) study with online counselor educators was the need for 

institutional support to develop these important skills.  Hall (2016) found that only one-

third of counselor educators interviewed in the study considered training at their 

institution helpful, and faculty members endorsed needing more training and mentoring 

opportunities to feel successful in the online academic environment. In a 

phenomenological study to understand the experience of faculty members new to 

teaching online, Krammer (2015) also concluded that organizational support was critical 

for the transition to online teaching.  Faculty members needed help to secure reliable 

technology as well as opportunities to expand their toolbox of teaching skills with 

exposure to effective strategies for online course development and delivery (Kearns, 

2016).  Faculty members also needed to connect with valuable institutional resources 

such as instructional designers that could support course development (Kammer, 2015).  

Hall (2016) noted even more valuable were instructional designers and technology 

support personnel who were familiar with the unique needs of counselor education 

programs.   
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Another aspect of institutional supported noted by Chaisson et al. (2015) and 

Baran and Correia (2014) was the need for university systems to acknowledge that 

facilitating online courses increased an instructor’s workload and a lack of time was often 

a barrier to success.  Faculty members desired financial or release time incentives to 

accommodate for the labor-intensive process of online teaching (Baran & Correia, 2014; 

Hall, 2016).  Also important to point out is that faculty members characterized the 

experience of online teaching as isolating (Baran & Correia, 2014).  Baran et al. (2011) 

explained that faculty members benefit when they have a collaborative environment to 

help scaffold new ideas around innovative teaching context. Other researchers agree that 

faculty members need mentorship opportunities where they can observe and develop new 

skills in a safe and supportive environment (Baran et al., 2011; Fletcher & Bullock, 

2014).  

An organizational culture conducive to the healthy development of online courses 

is critical to the success of online academic programs (ACES, 2017).  Institutions of 

higher learning have an ethical obligation to provide instructors with opportunities to 

grow in the knowledge and skills necessary to effectively design and deliver an online 

counselor training course because this enhances student learning (ACA, 2014; ACES, 

2017; CACREP, 2018; Hill, 2016).   For a successful transition to online teaching, 

instructors must have time to grow in their understanding of how to integrate content, 

technology, and pedagogy within their unique teaching contexts (Baran et al., 2011; 

Bridges & Frazier, 2018). The more support faculty members perceive in their 

professional development through instructional training and exposure to new innovative 
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teaching strategies, the more open they might become to change (Keengwe & Kidd, 

2010; Schmidt et al., 2013). 

Pedagogy 

When considering a change in teaching practice, Schmidt et al. (2013) explained 

faculty members often perceived themselves as self-taught educators, and many felt 

uneasy when faced with the prospect of teaching online.  Schmidt et al. (2013) explained 

that when teaching in the classroom setting, new educators can often draw from their past 

experiences as students in classroom settings to mold their teaching practice.  However, 

in the online academic setting, many instructors had never experienced being an online 

student with no point of reference for the development of online courses.  Hockridge 

(2013) and Mandernach et al. (2012) found that faculty members teaching in the social 

sciences were especially challenged to understand how to effectively teach applied skills 

and assess interpersonal abilities in the virtual environment.   

Researchers suggest effective online instructors feel a confidence in their ability 

to connect and help students learn successfully in the online setting (Baran et al., 2011; 

Horvitz et al., 2014).  With limited understanding and few resources to help rethink 

pedagogy, faculty members are often challenged to adapt to the new roles and skills 

needed for online instruction (Baran et al., 2011).  Faculty members require space to 

critically reflect on their past experiences, assumptions, and beliefs about learning and 

teaching (Barran & Correia, 2014). Keengwe & Kidd (2010) explain instructors needed 

time to understand not simply the task of teaching but the art of teaching online.   
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Interestingly, in a phenomenological study conducted by Kearns (2016) to 

understand instructor experiences of online teaching, instructors suggested that when 

faced with teaching online they began to reflect and rethink their pedagogical styles.  

Instructors in this study noticed a shift in how they conceptualized their teaching roles, 

suggesting a greater focus on how students learn in the online environment (Kearns, 

2016).  Similarly, Chiasson et al. (2015) suggested faculty members noticed less personal 

control in the online environment as they were no longer the focus of educational 

delivery and more of a facilitator.  Instructors explained that students took on more 

responsibility for learning in the online academic setting (Bilbeisi & Minsky, 2014).   

In a qualitative study, Hockridge (2013) determined instructor-student 

connections were a key factor that shaped how instructors and students viewed their 

educational experience.  Hall (2016) also found counselor educators highly attuned to the 

need for instructor-to-student interactions and connections to help integrate content, 

knowledge, and experience.  Counselor educators acknowledged difficulty facilitating 

this process, especially in the online format suggesting the lack of eye contact and non-

verbal cues as barriers (Trepal et al., 2007).  Thus, instructors needed to understand how 

to adjust their pedagogical practices to meaningfully facilitate interactions and 

connections with students and support their professional development and skills in the 

online setting (Fletcher & Bullock, 2014).  Hockridge (2013) offered some insight into 

connections which developed through one-on-one interactions, mentoring, peer support, 

and student reflections.   
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Experience 

A successful transition to online teaching for most instructors requires the 

knowledge, skills, and the support necessary to bolster confidence in their ability to 

meaningfully teaching and connection with students online (Keengwe & Kidd, 2010; 

Horvitz et al., 2014). Most research available to understand the transition to online 

teaching for faculty members comes from various programs in higher education and does 

not specifically speak to the needs of counselor educators.  However, Hall (2016) 

conducted a study to understand the experiences of counselor educators who were 

developing and delivering online courses in counselor education and found some 

commonalities between the perceptions of counselor educators and other faculty 

members across programs in higher education.  For example, Hall (2016) found that 

counseling instructors who expressed an internal motivation for learning and growing as 

an online counselor educator with time and experience became more comfortable with 

the online academic process.  Mandernach et al. (2012) and Schmidt et al. (2013) also 

noted that instructors who had previous online teaching experience or displayed an 

intrinsic desire to learn new teaching approaches were the most open to the idea of 

integrating online teaching methods.  In a cross-sectional survey study to understand 

challenges faculty members face when transitioning to the online academic settings, 

Horvitz et al. (2014) supported this finding by showing a significant correlation between 

the number of online teaching experiences an instructor has and the instructor’s attitude 

as well as confidence with the online teaching approach.   
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Horvitz et al. (2014) also suggested instructors with years of traditional education 

experience could have high teaching self-efficacy in the classroom setting, but this did 

not readily translate into online teaching opportunities.  Instructors needed online 

teaching experiences to help them build confidence across their teaching platforms 

(Horvietz et al., 2014).  Instructors endorsed online teaching as making them more 

organized, prepared, and precise in their methods.  Also, in a phenomenological study 

conducted by Chiasson et al. (2015) to understand faculty member experiences with the 

creation and facilitation of online courses, educators suggested becoming more familiar 

and well versed with technological tools opened new teaching possibilities for them both 

inside and outside the classroom setting (Chiasson et al., 2015).  Kearns (2016) 

concluded that to reduce resistance, faculty members needed the opportunity to 

experience online teaching, consider the similarities and differences between their 

various teaching platforms, and reflect on what teaching processes might enhance their 

ability to connect and teach students in various settings. 

Summary 

With the growth of technology, many stakeholders in higher education are 

rethinking traditional forms of educational practice to accommodate a generation of more 

technology savvy learners. A concerning limitation of the online academic experience in 

counselor education surrounds faculty members who are not familiar with online 

academic approaches and are challenged to understand what it takes to develop and 

deliver an online course.  These instructors are often expected by university systems to 
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intuitively know how to effectively teach in the online setting, and this is problematic as 

many instructors have not grown up in the age of technology.   

Technological advancements have produced an array of innovative tools to make 

teaching and engaging students easier than ever before in the online setting, but 

instructors who are challenge to manipulate essential online tools can feel at a 

disadvantage with educational change.  It is not uncommon for faculty members to 

struggle with understanding how to facilitate learning, community, or assessments in the 

online format.  Above that, faculty members are often lost when thinking about how to 

transform their traditional pedagogy to the online setting.  Effective instructors benefit 

from the ability to integrate their philosophy of teaching with evidence-based teaching 

practices across various academic platforms.  Online instructors must come to the place 

of connecting personally with their practice of course creation and student engagement in 

various academic settings.  Instructors who gained knowledge and experience with new 

teaching tools and pedagogical practices suggest greater confidence in the design and 

delivery of courses across platforms.  Faculty members in counselor education who are 

asked to teach online courses could benefit from institutional support, training, and 

experiences that address not only technological tools for online courses but helped to 

align pedagogy.   

  Some literature was available on online teaching and learning practices in higher 

education, but more research is needed in this area.  Limited literature exists on online 

teaching and learning in counselor education programs, and a significant gap was found 

when trying to understand the transitional experience of counselor educators when 
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moving from land-based to online settings.  Exploring the benefits and challenges of the 

transitional experience was helpful as this might promote open discussions and invite 

critical analysis of the process.  More research is needed in counselor education to help 

the professional community embrace the changing tide of educational development in a 

more proactive and positive manner.  

In chapter 3, I will outline the methods used for this research study.  I will provide 

a detailed description of the study’s design, rationale, and procedures.  I will also discuss 

validity, reliability, and generalizability.    
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Chapter 3: Research Method 

Introduction 

This research study was designed to illuminate the experiences of educators in 

counseling programs who transitioned from land-based to online academic settings.  An 

important step of this qualitative research was to carefully underpin it with clear evidence 

of rigor and ethical soundness to bolster confidence in results (Priest, 2016).  In this 

chapter, I offer a detailed description of the design, rationale, and procedures to support 

the validity, reliability, and possible generalizability of this endeavor.  I describe the 

methodology for this transcendental phenomenological exploration with attention to 

participant selection, collecting and analyzing data, establishing trustworthiness and 

ensuring ethical soundness. I also provide a transparent view of myself as the primary 

research instrument in this study.  Highlighting areas of related personal experience and 

acknowledging the potential for researcher bias was an important step to minimize the 

possibility of skewed study results (Ravitch & Carl, 2016).    

Research Design and Rationale 

The central question for this research study was: What are the experiences of U.S. 

faculty members who have transitioned from land-based counseling courses to online 

courses? 

Limited research was available to fully understand the experiences of educators in 

counselor training programs.  Even less was known about how counselor educators 

transitioned from well-established, land-based, academic teaching practices to engage 

with innovative, online academic approaches.  I used a phenomenological approach to 
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illuminate this transitional experience for counselor educators. 

 Phenomenology offers a variety approaches to help researchers explore and 

understand experience. For example, using a hermeneutical approach meaning emerges 

as the participant and researcher weave together and co-construct knowledge (Heidegger, 

1962). Transcendental phenomenology, however, is distinctly different from this 

interpretive philosophical perspective because it views any knowledge coming from 

outside the participant’s immediate awareness as completely inconsequential to the study 

results (Giorgi, 2012).   

I chose to use a transcendental method because it focused specifically on the 

participant’s perception as the object of scientific study (Lopez & Willis, 2016).  I relied 

solely on the participants’ direct description of experience coming from their intimate 

engagement with the phenomenon (Giorgi, 2012).  By focusing on the language of 

participants as they recalled their experiences, I sought rich, thick descriptions to emerge 

that would culminate in deep truths about the transition (Maxwell, 2013).   

  As the researcher utilizing this descriptive approach to knowledge, I was aware 

that I needed to give attention to putting aside any prejudgments or personal perceptions 

that I brought to this project (Husserl, 1931).  Setting aside researcher perceptions 

required a process of personal reflection and the bracketing of preconceived view, 

assumptions, and biases so as to allow the most natural meaning of faculty member 

experience to surface (Giorgi, 1997).  Helping the counseling community gain knowledge 

on educating emerging counselors is important.  Sword (2012) successfully utilized a 

transcendental phenomenological strategy when studying the experiences of nurse 
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educators who transitioned from land-based to online teaching settings.  This method also 

provided a valuable strategy to capture the uncontaminated meaning of counselor 

educator experiences related to this transition.  

Role of the Researcher 

As the researcher, I was the primary instrument for gathering and analyzing data 

in this qualitative study (Miles, Huberman, & Saldana, 2014).  With this in mind, it was 

important that I offered a transparent view of my interest and relationship to this project 

to guard against any personal assumptions, beliefs, or biases that might influence the 

interpretation of meaningful results (Giorgi, 2009).  I recruited research participants from 

counselor education programs at universities across the United States.   

 I was interested in exploring the experiences of counselor educators as they 

moved from land-based to online academic settings because I had noticed that this 

transition was sometimes a challenge for educators.  Several years ago, I worked at a 

local college and witnessed a decision to include online learning as an academic option 

for a variety of programs.  Working to provide both land-based and online offerings, 

faculty members appeared to struggle with understanding how to effectively deliver their 

land-based courses in the online settings.  I also perceived limited institutional support 

was available to help individuals navigate this process.  As a result, online teaching at 

this institution appeared to take many different forms based on individual instructor 

interpretation of the innovative teaching and learning process.   

Since that time, I gained another perspective of online learning by engaging as a 

fully online counselor education student.  I experienced counselor education as a student 
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in various settings.  I earned a land-based Master’s degree in counseling at a large, public 

university, and I pursued a CACREP-accredited Counselor Education and Supervision 

(CES) Ph.D. degree at an online university.  In the beginning, I had little understanding 

of online learning, but as I engaged more in the process, my perspective of learning 

began to broaden.  I gained a new appreciation for the online academic experience.  

Through engagement in various academic settings, my perception became that my online 

program, in many ways, provided more opportunities for active engagement and critical 

thinking than the other land-based educational endeavors.   

Although I have grown to appreciate the value of online learning, my decision to 

embrace this academic setting has sometimes met with resistance.  Along the way, I have 

encountered faculty members in land-based counselor education programs who have 

expressed concern over my chances for employment in higher education due to pursuing 

an online degree.  These experiences have all peaked my curiosity and spurred my 

interest on online teaching and learning in counselor education, and I am aware that these 

experiences directly inform my unique perspective on this research project.   

Fully eliminating any personal bias that might emerge from these experiences was 

impossible, but as the researcher, I employed strategies in this project that would help to 

manage my preunderstandings so that new meanings could emerge (Husserl, 1931).  

Bracketing was one strategy I used to help reduce the influence of my personal bias in 

this study (Finlay, 2014; Giorgi, 2009).  Bracketing required that I reflect on personal 

knowledge gained from outside sources along with intrinsic beliefs, biases, and 

perspectives that influenced my objectivity (Giorgi, 1997).  By openly sharing and 
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accepting personal responsibility for assumptions and perspectives on learning and 

teaching in various settings in counselor education, I hoped to minimize its influence on 

the collection and analysis of data for this project (Maxwell, 2013).   

Methodology 

A transcendental phenomenological approach provided the lens through which to 

illuminate experiences of counselor educators who had transitioned from land-based to 

online academic settings in the United States.  To support the integrity of this work, I 

gave attention to establishing the complexity of analysis (Hayes et al., 2015).  I 

delineated the research plan by carefully outlining the procedures for sampling, data 

collection, and data analysis. 

Sampling Strategy 

To ensure rich descriptions of meaningful experience, I utilized purposeful 

sampling to recruit well-qualified homogenous interviewees (Cleary, Horsfall, & Hayter, 

2014).  Selecting participants with direct experience with the phenomenon ensured the 

most highly relevant information (Giorgi, 2009).  Criteria for participation included 

faculty members who (a) were currently teaching at least one online counselor education 

course, (b) had prior experience teaching land-based counselor education courses, and (c) 

represented a college or university with less than a total enrollment of 2,500 online 

students.  Allen et al. (2016) found that individuals at smaller universities were the most 

resistant to the inclusion of online academic practices.  Narrowing the sample to this 

particular population was meaningful as faculty members meeting these criteria provided 
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the most relevant information to address the research question as they had lived the 

reality of the phenomenon (Priest, 2016).  

Recruitment Procedures 

I recruited counselor education faculty members from universities across the 

United States.  I engaged with faculty members through information from university 

websites and snowballing techniques.  I began with an e-mail to invite counselor 

education faculty members to participate in this study.  In the e-mail, I introduced myself 

and outlined the purpose, criteria, time commitment, confidentiality, and incentives of 

participation (Moustakas, 1994).  I also ensured that potential participants understood that 

they were free to leave the study at any time (Qu & Dumay, 2011).  If I did not receive 

adequate responses to this e-mail, I followed-up with phone calls to invite individuals to 

participate.  I also used snowballing to inquire about others who might show interest in 

sharing their knowledge on the research study (Ravitch & Carl, 2016).  As I recruited, I 

looked for a diverse group of participants representing different ages, cultures, and years 

of experience for triangulation (Gunawan, 2015).  I recruited and interview six 

participants which allowed for saturation (Fusch & Ness, 2015).  

Data Collection 

Data for this study came from semistructured, face-to-face and video individual 

interviews with faculty members who were currently teaching online but also had 

previous experience teaching in the classroom setting.  As the interviewer, I was the 

primary research tool during this qualitative data collection process (Giorgi, 1997).  The 

semistructured interviews with faculty members lased approximately 60 minutes.  I 
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guided these interviews with open-ended questions and follow-up non-structured probes 

to collect the most accurate textural descriptions of what participants experienced and 

structural descriptions of how they experienced the phenomenon (Moustakas, 1994; Qu 

& Dumay, 2011).   

For each interview, I followed a pre-planned, systematic procedure of conducting, 

recording, saving, and transcribing the interview data so as to ensure the most accurate 

representation of information (Giorgi, 1997).  Face-to-face interviews took place in a 

comfortable, private setting such as a secure counseling room at a counseling center.  I 

did not conduct face-to-face interviews in public settings or in private homes. I also used 

Skype conferencing as a method to connect with participants.  This online video format 

helped to provide access to more interviewees from various geographic locations across 

the United States.  When conducting an interview via Skype, I only audio recorded the 

interview.    

Each interview procedure began with an introduction, followed by questions, and 

ended with a systematic wrap-up procedure (Rubin & Rubin, 2012).  I used an audio 

recorder to ensure the collection of concrete verbal descriptions during the interview, and 

I also made brief notes after the interview to record any nonverbal cues that might enrich 

the understanding of context (Giorgi, 2009).  During the wrap-up procedures, I asked 

participants if they had any additional information to add for greater understanding.  I 

also asked if I could possibly follow-up with each participant if additional information 

was needed to enhance clarity at a later date (Knox & Burkard, 2009).  I discussed with 
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participants the importance of member checking to reduce bias and ensure the most 

accurate representation of information (Giorgi, 2009).   

After the transcription of each interview, I sent the transcript to the participant for 

review to verify the accuracy of recorded language.  I also asked participants to engage 

once again with member check by sending them the results of the study for review.  I 

asked participants to ensure that the emerging themes identified in the study accurately 

represent the essence of their experience.  Giorgi (2009) explained that checking findings 

with a critical other strengthened confidence in the scientific results.   

I ended interviews by thanking the interviewees for participating in the study to 

bolster feelings of support and appreciation for their role in the research process 

(Frankfort-Nachmias, Nachmias, & DeWaard, 2015).  Immediately after the interview, I 

recorded additional field notes and memos to ensure I offer both the reflective and 

descriptive information needed to help accurately analyze the data and guard against any 

researcher bias in the process (Saldaña, 2016). Finally, I stored all collected data for each 

interview in a password protected computer file and used no personal identifiers to 

directly link the data to the participant (Remley & Herlihy, 2014).  I repeated this process 

with each interview until I reached saturation. 

Data Analysis 

In using a transcendental phenomenological approach, data analysis began during 

the data collection process as carefully designed interview questions and probes were 

used to uncover what faculty members perceived and understood in their immediate 

awareness (Giorgi, 2009; Qu & Dumay, 2011).  After completing each interview, I 
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transcribed the audio recording by first using Happy Scribe’s program for voice 

recognition software and then, personally reviewing each transcript to adjust language for 

accurate wording.  I then sent a summary of this transcript to the interviewee for member 

checking.  This process of member checking was to ensure that the transcript language 

represented the most appropriate wording and meaning for accurate information 

(Gunawan, 2015).   

Participants were given one week to confirm transcript accuracy before I 

continued with data analysis.  For analysis, I used Giorgi’s (2012) systematic process of 

data reduction and began with a careful review of the transcript language along with any 

field notes and memos to get a sense of the whole interview experience (Giorgi, 2012).  

Next, I returned to the beginning of the data to reread the descriptions of experience at a 

slower, more methodical pace. During this stage, I established meaningful units by 

marking every shift in meaning found in the data (Giorgi, 2012).  A third time, I returned 

to the beginning of the data and considered each of these meaning units now through a 

more psychological lens (Giorgi, 2009).  This step required a psychological attitude and 

more time for dwelling on the data beyond the surface of the information so as to draw 

out the deeper meaning (Finlay, 2014; Giorgi, 2009).  Husserl’s (1931) process of free 

imaginative variation helped during this transformation stage as I framed the wording of 

each unit in a manner that aligned with the purest psychological sense of the phenomenon 

(Giorgi, 2009).  I repeated this data analysis process until all meaning units were 

discovered and transformed in a manner that highlighted the collective faculty member 

experience (Giorgi, 2009).  
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Trustworthiness 

Qualitative studies, such as this one, offer a unique dimension to social science 

research as they explore the meaning of experiences and offer rich descriptions of human 

phenomenon (Ravitch & Carl, 2016).  The information collected in this qualitative 

research was fluid in nature making it difficult to definitively prove the validity and 

reliability of study results (Hammarberg, Kirkman, & de Lacy, 2016).  Yet, producing 

trustworthy results remains a hallmark of scholarly research requiring the qualitative 

researcher to establish the integrity of the work (Miles et al., 2014).  To bolster 

confidence in results, I discuss strategies incorporated in this research project used to help 

underpin the trustworthiness through the credibility, transferability, dependability, and 

confirmability of findings. 

Credibility   

Much like the internal validity of a quantitative research project, credibility 

surrounds the believability of a qualitative work (Hays, Wood, Dahl, & Kirk-Jenkins, 

2015).  I employed various strategies to establish credibility such as triangulation, 

informed consent, planning, and descriptions.  Triangulation comes from using diverse 

sources of data so as to enhance the reliability of results (Fusch & Ness, 2015).  

Triangulation in this study included the recruitment of faculty members who represented 

a variety of universities, ages, cultures, years of experience, and teaching styles (Shenton, 

2004).  Also, providing faculty members an informed consent before agreeing to 

participate offered them details about confidentiality and explained that they were free to 

leave the study at any time (Qu & Dumay, 2011).  Transparency about the process in the 
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informed consent helped participants to feel more comfortable with giving honest 

responses and accurate accounts of information (Rubin & Rubin, 2012).  Another strategy 

for bolstering credibility was to carefully outline the plan for data collection and analysis 

as this supported the reliability of the interview process (Shenton, 2004).  Data collection 

in this project included not only audio recordings but field notes and memos that offered 

reflective commentary during and after the data collection and analysis process (Shenton, 

2004).  I also described how study findings were directly related to the data and not 

formulated from my preconceived assumptions about the transitional experience (Ravitch 

& Carl, 2016).  Finally, offering rich descriptions of participant experiences and 

supporting these descriptions with direct participant quotes helped to better illustrate 

findings (Finlay, 2014).  All of these strategies were incorporated to support credibility. 

Transferability 

Transferability refers to the application of finding to other situations such as 

participants, settings, and time frames (Hays et al., 2015).  Results of qualitative studies, 

as a rule, are not easily generalized to other populations, and this project was no 

exception (Ravitch & Carl, 2016). Understanding that generalization is difficult in 

qualitative research makes it even more important to offer a detailed description of 

various aspects of study design such as population, context, data collection, and analysis 

procedures.  These details might help others determine if they can generalize aspects of 

this study to their unique setting (Priest, 2016).   

This study included six participants from small universities with counselor 

education programs across the United States, and recruitment continued until the study 
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reached saturation with no new themes emerging from the data (Guest, Bunce, & 

Johnson, 2006).  Participants included faculty members who were currently teaching 

online counselor education courses and had prior experience teaching land-based 

counselor education courses.  Participants in this study also represented various ages, 

cultures, years of experience, and teaching styles (Maxwell, 2013).  Each university 

represented in this study had less than 2,500 online students.  Providing details about the 

population, setting, and context might enhance opportunities for like groups to glean 

helpful information from these research results. 

Dependability 

Dependability speaks to the quality of this study, and the higher the dependability, 

the greater the opportunity other researchers might have to replicate this work with 

similar results (Ravitch & Carl, 2016).  I bolstered the dependability of these results with 

saturated data of rich, thick descriptions (Fusch & Ness, 2015).  Triangulation also helped 

with dependability as data came from participants representing various universities, ages, 

cultures, years of experience, and teaching styles.  Using diverse participants supported 

the richness of information and also helped to minimize the potential for investigator bias 

(Gunawan, 2015).  Finally, by offering the careful description of the research process and 

procedures, I hoped to increase the likelihood other researchers could replicate the work 

in their unique settings (Gunawan, 2015). 

Confirmability 

Confirmability is related to a sense of objectivity in study findings, and this is 

often difficult to establish due to the subjective nature of qualitative studies (Hays et al., 
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2015).  However, I created strategies to ensure the results of this research project stem 

directly from the ideas of the participants instead of from the researcher’s predetermined 

assumptions (Shenton, 2004).  I used a reflective process through journaling, field notes, 

and memos to process personal beliefs, characteristics, and settings that might influence 

the data gathering and analysis process (Hammarberg et al., 2016).  I worked to provide a 

transparent view of the interpretation of findings with rich descriptions and direct quotes 

of participant experience (Finlay, 2014).  I used a transcendental phenomenological 

method to analyze data and make meaning directly from the participant’s language 

leaving no room for personal interpretations of this transitional experience (Finlay, 2014). 

Ethical Procedures 

Ethical considerations were important to support the safety of all research 

participants and uphold the integrity of this research project (Remley & Herlihy, 2014).  I 

pursued an ethically sound study by first submitting my research plan to the Institutional 

Review Board (IRB).  The Walden University IRB approval for this study was 06-14-18-

0572588.  The IRB ensured the project was grounded in quality procedures that allow the 

proper protection of the research participants (Remley & Herlihy, 2014).  I recruited 

participants for this study who were faculty members over the age of 18 and not 

considered part of a vulnerable population.  I also remained aware that faculty members 

could still feel vulnerable in other ways such as having an obligation to their academic 

employers.  This study included measures to minimize any occupational risks that faculty 

members could experience due to their participation.  I did this by providing participants 

with an informed consent that outlined information both verbally and in writing about the 
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purpose, requirements, benefits, risks, and rights to confidentiality for the study (ACA, 

2014).  The informed consent also made participants aware that they could withdraw 

from the study at any time without negative consequences (Remley & Herlihy, 2014).  

All faculty members who agreed to participate and complete the interview process 

received a $10 Starbucks gift card as a thank you for participation.  This gift card was not 

to coerce participation and all participants received this in gratitude even if they chose to 

withdraw from the study.    

One other ethical consideration for this study was the establishment of equality 

with mutual respect and trust between the interviewer and interviewee (Qu & Dumay, 

2011).  I was the primary researcher as well as a doctoral student in Walden University’s 

online Counselor Education and Supervision program.  As the primary researcher, I 

remained aware that I had developed different relationships with many individuals in 

various academic programs.  Recruiting faculty from Walden University to participate in 

this study could call the integrity of this project into question due to power differentials 

(Qu & Dumay, 2011).  Understanding this ethical threat required that I exclude this 

population from the pool of prospective participants.  Relationships that I maintained 

with faculty members at other universities where I collected data did not hold this same 

power differential.   

Finally, to ensure the protection of confidentiality, I stored all collected data in a 

password protected computer file and use no personal identifiers to directly link the data 

to the participants (Remley & Herlihy, 2014).  When quoting individuals in this study, I 

used the shortest wording possible and cleaned the information of any participant or 
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university identifiers.  As the researcher, I had sole access to these data files and only 

shared transcripts with participants when member checking.  I also plan to destroy all 

data files related to this research five-years after the conclusion of this study.  Protecting 

faculty members who agree to participate in the study and protecting the integrity of this 

project were priorities of this work (ACA, 2014). 

Summary 

This phenomenological study was designed to understand the lived experiences of 

faculty members who had transitioned from land-based to online counselor education 

settings.  Offering a scholarly exploration into a phenomenon requires more than interest 

but a structured procedure for scaffolding knowledge.  To support the rigor and 

credibility of this work, I provided a transparent view of myself as the research 

instrument to help mitigate bias.  This chapter also included a comprehensive plan 

offering details of the methodology and procedures for supporting trustworthiness.  

Finally, ethical considerations were highlighted to ensure the protection of research 

participants. Underpinning this work with evidence of rigor, trustworthiness, and ethical 

soundness was a critical step to help bolster confidence in results and support the 

usefulness of findings. 

In Chapter 4, I will offers a description of the process, procedures, and results of 

this study.  I will provide details related to the participants and interview setting.  I will 

also describe data collection, analysis, and trustworthiness.  Finally, I will outline the 

themes that resulted from this research.   
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Chapter 4: Results 

Introduction 

A growing trend in higher education has been to accommodate technological 

change by including more online academic opportunities (Allen et al., 2016; CACREP, 

2018).  This provision had both intrigued and perplexed many in higher education; 

including faculty members who often seem to question how they might continue to 

provide a rigorous and meaningful learning experience for students in both land-based 

and online academic settings (Blackmon, 2016; Reamer, 2013).  Researchers have found 

that faculty members have relatively little experience or training to support their newer 

online teaching responsibilities and often need assistance to understand how to operate 

effectively in the online academic environment (Mandernach et al., 2012; Moore, 2014).   

The counseling profession has taken proactive steps to include technology, such 

as providing for online supervision and online learning in counselor education programs 

(ACA, 2016; ACES, 2016).  However, literature that supports best practices for online 

teaching and learning in counselor education is slower to emerge.  To understand how 

counselor educators might best accommodate technology while still providing a rigorous 

and meaningful learning experience for counseling students, it becomes important to 

explore the experiences of counselor educators who have already navigated this transition 

from their traditional teaching responsibilities in the classroom to teaching counseling 

students online.  Thus, the purpose of this research study was to understand the 

experiences of faculty members on the front lines of academic change in counselor 

education.  Understanding barriers and supportive opportunities might help to inform 
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policies, procedures, and training strategies surrounding this transitional experience in 

counselor educators.  The question guiding this research exploration was: What are the 

experiences of U.S. faculty members who have transitioned from land-based counseling 

courses to online courses? 

In Chapter 4, I provide a detailed description of the process and procedures used 

in this study. I include information about the setting, the participants, as well as data 

collection and analysis.  I offer evidence of trustworthiness by discussing the study’s 

credibility, transferability, dependability, and confirmability.  Finally, I discuss the 

themes that resulted from this research. 

Settings 

 Interviews for this study took place in several private, confidential locations that 

were convenient for study participants.  Two interviews occurred face-to-face with the 

first one conducted in a secure counseling room at a local career center.  The other face-

to-face interview took place in a secure room at another counseling center.  I conducted 

three additional interviews via Skype conferencing from my home office.  Although not 

originally planned, one final interview was conducted by telephone as this was the most 

comfortable method of communication for one participant who was unable to meet face-

to-face due to geographic constraints.  I was not aware of any conditions that influenced 

the participants or their experience during this data collection process. 

Demographics 

Participants provided self-report of their demographic information at the 

beginning of each interview.  All participants were counselor educators with experience 
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teaching in both online and land-based courses in counselor education programs.  

Participants represented five different universities across the United States with fewer 

than 2500 online students. 

Professor Able  

Prof. Able was a 33-year-old White female from a Southern part of the United 

States. She had eight years of teaching experience and reported teaching adjunct for both 

the undergraduate and graduate levels.  She described past experience at a large public 

institution and current experience at a private faith-based university. 

Professor Bailey  

Prof. Bailey was a 68-year-old White male from an Eastern part of the United 

States.  This participant had 25 years of teaching experience and reported teaching both 

full-time and adjunct over his career.  He reported currently working for a private 

institution. 

Professor Cole 

Prof. Cole was a 54-year-old White female from an Eastern part of the United 

States.  This participant had 17 years of teaching experience and reported teaching 

adjunct in counselor education programs.  She reported experience working in both fully 

online and land-based settings.  She explained that she will begin a full-time faculty 

position at a small private Christian college this fall. 
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Professor Dixon 

Prof. Dixon was a 48-year-old White male from a Southern part of the United 

States.  This participant had 20 years of teaching experience.  He reported teaching full-

time in a counselor education program as well as acting as the director of clinical 

training.  He reported currently working for a private Christian institution. 

Professor Evans 

Prof. Evans was a 35-year-old White male from a northern part of the United 

States.  This participant had 11 years of both adjunct and full-time teaching experience.  

He reported currently working for an institution that has both land-based and fully online 

counselor education programs. 

Professor Fowler 

Prof. Fowler was a 36-year-old Black female from a southern part of the United 

States.  This participant had three years of adjunct and full-time teaching experience.  She 

reported currently working for a small private institution. 

Table 1 

Demographic Information 
Participants Age Ethnicity Location Experience Institution 

Prof. Able 33 White Southern 
United States 

8  Private faith-based 
institution 

Prof. Bailey 68 White Eastern 
United States 

25 Private 
institution 

Prof. Cole 54 White Eastern  
United States 

17 Private christian 
college 

Prof. Dixon  48 White Southern  
United States 

20 Private christian 
institution 

Prof. Evans 35 White Northern United 
States 

11 Small land- based 
& online program 

Prof. Fowler 36 Black Southern United 
States 

3 Private 
institution 
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Data Collection 

 I collected data for this study from six participants who had direct experience with 

a transition from land-based to online teaching in counselor education. I followed a 

systematic and pre-planned process for data collection that began with recruitment 

(Giorgi, 2012).  I e-mailed invitations to counselor educators who I thought might fit the 

study criteria, and I only engaged with those who responded to the e-mail invitation 

expressing an interest in joining the study.  Participants came from both direct e-mail 

invitations and snowball sampling.  After talking with each potential participant and 

ensuring the individual met criteria for inclusion in the study, I e-mailed an informed 

consent document for review.  Potential interviewees reviewed the informed consent and 

asked questions about the process.  I requested that those still willing to join the study 

send a return e-mail with the statement “I consent.”  After receiving consent, I worked 

with each participant to determine an interview time and location.  I intentionally 

recommended interview settings that were private, secure, and comfortable.  Interviewees 

selected settings that were most convenient for their location.   

The data collection process occurred over a 3-week period with two face-to-face 

interviews, three Skype interviews, and one telephone interview.  The telephone 

interview was a variation in the planned data collection process and was included because 

it allowed me to accommodate for the needs of one interviewee.  I interviewed each 

participant one time for approximately 45-60 minutes using a semistructured interview 

method.  I began the interview by discussing the informed consent and asking if the 

participant had any questions or concerns.  I then asked open-ended questions from the 
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interview guide (Appendix C) and followed this with non-structured probes to ensure I 

collected rich, thick data (Giorgi, 2009).  I ended each interview by asking if the 

participant had anything else to add to the interview information.  I also asked 

participants if I could contact them in the future with brief follow-up questions.  Finally, I 

discussed member checking and asked if I could send each participant a summary of his 

or her interview transcript.   

I used an audio recording device to capture each participant’s language verbatim 

during the interview.  I used Happy Scribe voice recognition software to transcribe the 

audio recordings.  Once transcriptions were complete, I e-mailed a summary of each 

interview transcript to the participant for member checking.  Participants were asked to 

review their transcripts over a one-week period to ensure accurate language and offer any 

feedback needed to clarify the narrative.  

After each interview, I also recorded my immediate impressions with both 

reflective and descriptive information to help reduce researcher bias and bolster the 

accuracy of the data analysis (Saldaña, 2016).  I stored all the interview recordings, 

transcripts, and field notes in a password protected computer file.  I also scrubbed the 

data of all personal and institutional identifiers that could directly link the data to any one 

particular participant or university (Remley & Herlihy, 2014).   

Data Analysis 

 A transcendental phenomenological method guided the analysis of interview data 

in this study with Giorgi’s (2012) systematic process of data reduction.  In the first step, I 

read each interview transcript and all field notes to get a sense of the interview 
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experience as a whole (Giorgi, 2012).  Next, I took transcripts one at a time and reread 

them slowly marking each transition in the meaning of the language.  After this, I created 

meaning categories and assigned portions of text from each transcript to various 

categories of meaning (Giorgi, 2012).  I repeated this process with each transcript.  In a 

third step, I returned to the meaning categories and reviewed them carefully noting which 

categories had the greatest endorsement by study participants.  In a fourth step, I took 

time away from the meaning categories to reflect on each of the emerging themes in light 

of the research question to consider the deeper meaning related to this study’s purpose 

(Finlay, 2014; Giorgi, 2009).  Finally, clear themes of collective counselor educator 

experience began to emerge in a psychological manner.  The four overarching themes of 

the transition experience included (a) high expectations and low support from university 

leaders, (b) limits to transitional enthusiasm among counseling faculty, (c) solutions for 

transitional success for counseling faculty, and (d) support essential for the counselor 

educator’s transition. 
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Figure 1.  Themes of Counselor Educator Transitional Experience. 

Themes 

Theme 1: High Expectations and Low Support from University Leaders 

When reflecting on the transition from land-based to online teaching, most of the 

respondents described high, mostly uninformed expectations from institutional leaders 

with low support to help navigate their transitional process.  Prof. Dixon explained why 

institutions were interested in online academics by suggesting that “For educational 
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institutions to survive they have to do online education. That's just the way life is today.  

Online learning it's here to stay. It's like a bulldozer. It's coming in.”   

High expectations. All of the participants shared this view of online education as 

here to stay, and five out of the six respondents reported a struggle with what they felt 

were unrealistic expectations from university leaders when considering their transition to 

online academics.  Professors Bailey and Cole explained that their university leaders 

wanted fully online programs by the end of the year.  Several professors noted a similar 

push to include online courses quickly, and Prof. Bailey explained: “We are accessing 

students online who we would not normally have.  Students no longer have to move their 

families to campus,” and Prof. Cole summed up the thoughts expressed by the majority of 

participants that including online courses “is a great way for institutions to make money.”  

All six professors felt high expectations to quickly accommodate technological change 

and offer courses online.  Four of the professors agreed that the institutional message they 

received was as Prof. Cole stated, “You've been teaching this forever let’s go teach it 

online.”  Prof. Cole explained that this felt as if the transition to online teaching was 

perceived as easy without extensive modifications needed to accommodate for the new 

academic setting. 

 Lack of experience and support. Along with the pressure to quickly 

accommodate online teaching, five of the six instructors interviewed expressed a lack of 

experience and support to help with their transition.  Prof. Bailey explained: “We do what 

a lot of schools do we put the plane in the air, and then we finish building.”  Prof. Able 

noted, “Few of them [instructors] had ever even done online at all; had never touched it; 
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didn't have a framework for it, and were having to just adapt their own ideas to online.”  

Prof. Evans shared his experience: 

When I was asked to teach online, I didn't have any training on it. I didn't have 

any introduction to say, hey this is what it should be like.  I wasn't given the 

online shell. I was told here's the syllabus now teach it online, and unfortunately, 

the syllabus was developed for an on-ground land-based program. So for me, the 

challenge was how do I get creative in developing discussion post and developing 

assignments that met standards for CACREP but that were also adapted in a way 

that the online learners could still benefit the most out of it? 

All of the participants in various ways described their start to online teaching as being 

“thrown in” to the process with a “trial and error” type of strategy to figure out how to 

best connect with students and teach online. 

 When reflecting on their experiences with online education over time, four of the 

instructors felt that support for online teaching was getting better at their institutions.  

Professor Cole explained:  

They've actually had to take a step back and say “Okay, we're going to do this a 

little more slowly than we first told you all.” They realized that this is a whole 

different ball game for people who aren't comfortable with technology. This is 

going to be a lot different in how you teach and how you grade. There's going to 

be a lot more reading. There's going to be a lot more feedback needed and that 

kind of thing. 
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All participants acknowledged online education was still a fairly new phenomenon for 

many small university systems and that the development of quality online programs was 

a continual learning process for all those involved.  

Theme 2: Limits to Transitional Enthusiasm among Counseling Faculty 

When considering problematic issues faced in their transition to online teaching, 

all participants quickly suggested barriers that impeded their transitional enthusiasm 

including feeling (a) a lack of authenticity in the online format, (b) a lack of student 

connection, and (c) teaching practices that were cumbersome.  Overarching, their lack of 

enthusiasm for online teaching was a common passion expressed by all the participants 

for connecting and teaching students in the classroom. Prof. Dixon explained, “I don't 

like teaching online.  I'd rather not. I tell people I didn't go get my dissertation to sit in 

front of a computer. But that's because of the field I'm in. I'm in counseling and 

counseling is a very relational exercise.”  All participants in this study felt most 

comfortable with their classroom pedagogy and preferred teaching in the classroom 

regardless of their level of comfort with online academic practices.  Prof. Able said:  

I enjoy the connection with people and the energy that comes from that, so being 

in a classroom setting, I feel like I come alive. I love sitting down with students, 

talking to students, and walking them through things.  

Prof. Evans also shared this passion:  

I love people you know.  I love that connection. I love being in front of the 

students. I love just that in the moment question and answer kind of banter going 
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back and forth. So professionally, that was a challenge for me, “How do I do that 

effectively [online] without that real time synchronous learning?” 

Prof. Cole explained:  

The biggest difference has been that I realized how much I rely on my personality 

and feedback from students [in the classroom].   I feel like I'm good on my feet, 

so that's part of the classroom teaching that I enjoy. It's kind of what gives me 

energy, and so sitting behind a computer just wasn't as comfortable or enjoyable.   

A lack of authenticity online.   When considering what counselor educators lost 

in the online setting, five of the six participants suggested authentic communication was 

often missing from their online course.  Prof. Dixon explained, “Our field values 

transparency, values disclosure, realness and online you never know if you're getting 

that.” Professors were concerned that students might not present themselves authentically 

online. When considering student authenticity in the online course, Prof. Dixon said:  

On social media and even in online classes you can present a false self.  I have 

requirements for what they're supposed to post.  You don't know if what they are 

posting is what they are really thinking or you might be getting what they want 

you to hear.  You can make the argument that they can do that in class too, but I 

think over time in class it's harder to do that consistently.  

Interestingly, instructors also described themselves as lacking authenticity in the online 

format.   Prof. Fowler explained students “don't get to see my personality and how I 

present stuff. I don't want to say online is dry, but they just miss that person.”  Prof. 

Dixon suggested:  
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I have had students tell me that I’m a little harsher, a bit more difficult online.  I 

guess, in a way, I’m more disciplined online whereas in class I can probably be 

more myself. I don't have to hide behind a kind of professional facade in class 

whereas I think online that kind of comes with it. For example, I don't use a lot of 

humor online because it could be misinterpreted. When people read stuff, they can 

interpret things in different ways. In a classroom, when I use humor or sarcasm to 

make a point, students know that I am kidding, whereas, if I try to use sarcasm in 

a forum, it might get me into a lot of trouble. 

Problems connecting with students online.  A connection was by far the 

greatest challenge noted by all participants in this study.  Prof. Able explained:  

The biggest challenge I think was just making sure that I was as connected to the 

students as I felt the students connected with me on-ground.  I wanted it to feel 

the same. I think it's just a challenge in general because you're using technology.  

Prof. Fowler described it as, “You don't have that continuous one group conversation.  

You may have somebody who responds on Monday, and I respond to them.  They may 

not respond again until Wednesday. So it's not that one conversation.”   Prof. Bailey 

suggested, “We have exchanged access for intimacy.  I have people all over the world in 

all these different countries, but the intimacy is just not there.”  Prof. Evans offered an 

example to illustrate the difference in connection he felt between land-based and online 

learning, 

When students are feeling overwhelmed or when students are really stressed out 

in the classroom, I have stopped the lecture and just kind of process with the 
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students like “Where are you at right now? I'm getting the sense that people are 

really stressed out.” A couple of times I’ve said, “Hey, let's take 10 minutes right 

now”, and I've done some deep breathing and meditation exercises.  For me, it's 

modeling to a future counselor the importance of self-care and the skills of 

immediacy.  Online it's hard because I can't visually see the students. 

Also, when trying to engage students in learning online, professors were many times 

frustrated.  Prof Fowler suggested:  

They'll give me like the minimum requirement.  It will just be real dry for some 

students versus face-to-face I can ask follow-up questions and really pull it out of 

you. I definitely don't ask a lot of follow-up questions online because I don't want 

the student to think I'm picking on them. 

Prof. Cole noted:  

They [students] were all working professionals with busy lives. They didn't have a 

lot of extra time, so sometimes they would see things as extra when I feel like 

they're an important part of counselor training. You're not just learning facts in 

counselor education; you're learning how to be with people.  They just weren't 

going to post any more than they had to. It became really apparent that if the 

posting is due on Sunday, they're going to post on Saturday, and they might give a 

short response to one person maybe two people. 

Teaching practices were cumbersome online.  All six participants also 

expressed that it was difficult to know if they were adequately teaching the course 
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content online.  One issue discussed by three professors was a trend toward 

standardization of online course content.  Prof. Cole explained: 

The part that I love about teaching is coming up with the content and teaching it 

well. So it's a little frustrating in that kind of setting [online] where so much of it 

is already preprogrammed into the course, and you just kind of have to live with 

it.  

When teaching counseling skills, Prof. Dixon explained:  

We have [counseling] videos that they submit online. Typically, they will use 

family, and I got this feedback from students who have done both online and on-

ground.  They have found a huge difference between that [counseling family] and 

real counseling or even counseling a classmate whom they don't know.   

Two professors also mentioned being leery of group work online with Prof. Fowler 

noting, “I feel like I can facilitate the group assignments better face-to-face than online 

because I see who’s participating or who's not versus online.” Prof. Evans summed it up 

with a question, “How do I meet the needs of my students?  With every semester, that's 

constantly going to change because the needs of my students are constantly changing, so 

as an educator, I think I also need to.”  When discussing online teaching, many of the 

professors echoed Prof. Evans’ desire to “remain flexible and figure out ways to enhance 

teaching so that students can benefit the most from it.” 

 Professors also expressed concern over the fit of online counseling courses 

especially when it came to assessing character and teaching counseling skills.  Prof. 

Bailey explained,  
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One of the hardest things it seems about not interacting online in an intimate 

fashion is it becomes much more difficult to develop character and skills.  We've 

got to learn how to do this. Otherwise we will pretty soon give up lots and lots of 

technique and knowledge. 

Prof. Dixon supported this line of thinking by suggesting:  

On-ground they have exposure to us, to the counseling center, and to the 

therapeutic community. You don't get that [modeling] as much online which 

makes them greener.  Students don't get the interpersonal, the intangible aspects 

of counseling, and that's kind of hard to teach online.  

Prof. Fowler explained:  

We know people who are book smart but don't have common sense. You might 

know the counseling knowledge, but you can't necessarily implement it, or that 

professionalism is not there.  I'm concerned about how can you actually evaluate 

effectively in each [online] class. 

Theme 3: Solutions for Transitional Success for Counseling Faculty 

All of the professors interviewed for this study were actively engaged in the 

process of understanding how to make their online academic courses rich and meaningful 

for students.  As they worked to navigate concerns about their online academic process, 

all participants also suggested helpful online teaching strategies were emerging.  

Participants spoke to improvement in their online student engagement and connection as 

well as teaching. 



93 

 

Intentional engagement and connection.  The word ‘intentional’ seemed to 

resonate with most participants when discussing online connection.  With student 

engagement, all of the study participants explained in various ways that instructors must 

think carefully about how to build a relationship with their students online.  All of the 

professors suggested connection was an essential part of the counselor education process.  

When discussing this online student-instructor connection, Prof. Able explained:  

I have students say all the time I feel so much more connected to my faculty in 

my online master's program than I did in my bachelor's program on-ground ever.  

It's just intentionality.  It’s incorporating more ways to connect, to see each other, 

to hear each other.  

Three professors acknowledged greater faculty member responsibility in creating this 

intentional online engagement.  Prof. Able explained:  

Faculty members have to own it as part of their job. That's a big mindset shift 

when for so long it's been online students should reach out if they need anything.  

We train grads on-ground, but there's a lot built in for them on-ground that we 

miss sometimes in online, and we don't take that on.   

Professors suggested just as instructors must reach out and connect with students 

in the classroom; they must take on the responsibility of connecting with their students 

online.  Each professor discussed how they make this connection happen in the online 

format with strategies like (a) engaging students in discussions, (b) communicating 

openness (c) creating a personal connection, and (d) showing more humanity.  Prof. Able 

explained how she engaged students in discussion boards: 
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Discussion boards are consistent in every single class. The point is to get people 

to connect and discuss. A lot of times it just happens one post and two responses, 

and that's where the discussion ends. But if I go in there, and I say “well, you said 

this but what about this, and I need you to respond to it,” and I actually make that 

part of the grade, I'm prompting something that helps them to go in and engage 

more. Because I'm engaging more, they are engaging more. 

Prof. Dixon and Prof. Fowler both supported the need to engage often:  

I usually interact Thursday, Friday, and usually one of the days during the 

weekend. I interact, and I try to respond to most students.  I think most students 

would say that's different than maybe other professors, and they're usually 

surprised that I interact so much.  

Prof. Fowler explained a process of “constant interaction as I responded to the students 

and interacted five days a week.” 

When trying to communicate, instructor openness was key in the online setting.  

Three professors reported that they explained to their students e-mailing and requesting 

phone calls equated to coming by the instructor’s office.  Prof. Able said:  

I start from the beginning of class saying you have to treat this like I am available 

to you, and your e-mail is not a bother.  I frequently make myself very available 

for phone calls, Skype or video chats, and I'll initiate them if there are things 

going on.   
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Several of the professors were interested in how to establish a more authentic connection 

with students online.  Professor Evans spoke directly to forming a human connection in 

the online environment by suggesting:  

One of the things that I would do was schedule video conferences periodically 

throughout the semester like office hours if I was at a land-based program.  They 

can come and kind of ask questions. Then every week, I would always do a really 

brief minute and a half maybe even two-minute video introduction to the course 

just because for me as a student I liked that face-to-face connection. So from the 

educator’s standpoint, I thought let me try to develop that personal connection the 

best way that I could, and I think it really does help in the online environment. 

When considering authenticity in the online setting, Prof. Fowler mentioned counselor 

educators must not be afraid to “let their personality shine” in the online environment. 

Prof. Evans explained it was possible to be human and remain professional online:  

I think when you get people laughing together it reduces their defense 

mechanism, and it normalizes the environment. It's so much easier to include 

humor in a classroom, but I can't lose who I am in an online world. So I think I 

include more humor in my video introductions every week but also even in 

discussion boards. If a student says something that's funny, I will go back and be 

funny with them. And I think having that balance is so important. So I don't think 

it's more difficult. You have to be more strategic in how you include humor in an 

online environment. 
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Helping students learn online. Four professors also offered strategies for helping 

students learn online including (a) questioning, (b) planning and clarity, (c) consistency, 

and (d) modeling. Prof. Bailey explained:  

It’s just like counseling. It's all about the question you ask. In my mind, 

counseling is not great answers or great thoughts; it's asking an appropriate 

question at an appropriate time.  I think I taught my third or fourth online course 

before I really got that.  

 Prof. Cole explained when communicating it was important to, “communicate both in 

the syllabus and course description.”  Prof. Evans and Prof. Fowler both explained that 

they used video conferencing to enhance clarity:  

I realized students didn't understand some of the assignments, and so I started 

incorporating Zoom so they could see me on the first day of class.  We would go 

over the syllabus, and I think that helped from the forefront to make things easier. 

Once I got familiar with Zoom, I said, “If you have questions, we can definitely 

do this face-to-face,” and so, after that first day, they were fine. It was always an 

option if they needed it. 

Another strategy was consistency in the online setting, Prof. Evans explained:  

At the very beginning, students are just really trying to get acclimated to the 

overall course itself, and it's sometimes overwhelming. I think the more consistent 

I was with video instruction every single week, the more comfortable they got 

with me as an educator.   
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A final strategy endorsed by several of the professors was finding ways to creatively 

model counseling behaviors for online students.  Modeling happened through the 

language used online and intentional connections.  Prof. Evans suggested, “Periodically, I 

will say okay this week I took some time for my own self-care, and I want you to take 

five minutes to do something for yourself over this next week.” 

All of the participants acknowledged connecting with students and teaching were 

more challenging and time-consuming in the online setting, and they all acknowledged 

still being in the process of growing in their understanding of effective online teaching.  

Prof 1 summarized the sentiment suggesting that educating counseling students, “is all 

intentionality, and that doesn't happen on ground or online. It happens when you make it 

happen.”  

Theme 4: Support Essential for the Counselor Educator’ Transition  

Another area of agreement among all study participants surrounded the need for 

greater support of counselor educators attempting to navigate the transition from land-

based to online teaching. Support was conceptualized not only from external sources such 

as the profession and the institution, but professors also described support as coming 

from a deeply personal place. 

Support at the personal level. Three participants expressed support must begin 

within the counselor educator.  These participants explained that if an intrinsic motivation 

and internal support for online education was missing for the counselor educator, the 

instructor could struggle.  Prof. Able explained online learning is a “challenge.”  “That 

doesn't mean it's impossible, but you have to be flexible enough to change the way you 
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do things and to rethink and be open.” Prof. Fowler supported this, “You have to be 

willing to adapt and embrace it.”  Two professors suggested they believed online learning 

was possibly even more difficult than land-based learning, and Prof. Evans said:  

I think if there is a greater acceptance that online learning is as difficult if not 

more than on-ground learning, I think other educators might really shift the way 

that they think, and then, also, shift the way that they begin to teach and enhance 

online.   

Prof. Able suggested:  

If you just take ownership of it and realize that it matters, it creates more 

confident faculty. Faculty who are engaging with their students from the 

knowledge and heart of it being done well and with good quality.  It takes a belief 

that it can be done that way.  

Support at the professional level. Five of the six participants believed that more 

support for online counselor education was needed at the professional level.  Prof. Able 

said:  

I think that there is still a lot of disparity in people saying online programs are not 

good enough, and as a whole, we need to hold our own field accountable to 

support the decisions that our field has made to include online learning.   

Prof. Dixon echoed this sentiment suggesting that if online academics are accepted by the 

profession that programs must find ways to skillfully “include it.”  Prof. Dixon explained, 

“It's not the redheaded stepchild, but it's like okay, this is what we've decided to have, so 

how are we going to do it well so that we can help our students?”   
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When considering what counselor educators might need from their profession to 

support effective online teaching, three professors noted more attention to standards and 

models for best online teaching practices in counselor education would be helpful.  Two 

professors suggested refining CACREP standards for online programs.  Prof. Cole 

explained:  

It’s disheartening when you see that the standards aren't always where I'd like to 

see them be. It's not unique to online, but we've got to continue to say what are 

those?  What are our standards? What are we really looking for?   

Prof. Dixon offered an example:  

A problem is that there's [online] programs that don't have any residential 

requirements, and they just flock to those.  We never know how those students are 

going to do in the field. I really I think that CACREP should probably step up and 

say, “Hey, if you're totally online, fine, but you need to have some residential 

requirements.”  What will those be?   

Prof. Fowler also suggested a common online training experience for counselor educators 

might be helpful.    

I think about ACES since that's our main organization for counselor educators. I 

think if we can have maybe some type of model for everybody who doesn’t have 

the same type of mindset at their campus. Maybe this becomes a preconference or 

a post-conference perhaps that could be helpful to people.  If you had something 

that would address how to teach those eight core CACREP areas, that's what 
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people are concerned about. If we could have something that would train this is 

what you can do for every model it would be helpful. 

Three professors strongly supported the need to consider a hybrid experience as a 

standard for online counselor education specifically when thinking of gatekeeping.  Prof. 

Bailey explained:  

I would love to have class part online and part residential.  It is much harder to 

correct a student other than just choosing words on the screen when they're either 

unhealthy or they’re having trouble. I'm finding more and more a lot of my 

students are filled with shame and guilt over stuff that they just won't deal with, 

and that's not the type person you want doing long-term intense therapy in my 

opinion.   

Prof. Dixon supported this sentiment suggesting: 

You can do a lot of damage in this field and really hurt people emotionally and 

psychologically. So it's a hazardous profession both for us and for the client. I 

think it takes us as gatekeepers as best as we can to be responsible and make sure 

these students are interpersonally, emotionally, and psychologically ready or as 

ready as they can be for this field. 

Three professors agreed with Prof. Dixon’s statement that:  

Counselor education programs that are online should have elements of students 

coming in face-to-face. We really need to see them and see them in action 

physically to know, to make sure that we feel good about them going into the 

field. 
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Support at the institutional level.  All counselor educators also felt support for 

the transition to online teaching was critical at the institutional level.  Prof. Cole 

explained, “It's really important that we don't just dump this on teachers, and say “Hey, 

we're going to do this course online, but give them the training and the tools that they 

need to do that well.”  Supportive services for online teaching produced ideas such as (a) 

experiencing online courses, (b) mentorship, and (c) creating common platforms for 

sharing information.  Four study participants had taken an online course at some point in 

their undergraduate or graduate training.  These professors all indorsed being an online 

student as helpful to understanding how to be a good online instructor.   

Prof. Cole said: 

The fact that I had been in an online program helped to kind of say okay, I 

understand how I work as a student and how I've seen it work in the classroom. 

So I know a little bit of what to look out for as the instructor.   

Prof. Able suggested the profession might benefit from making online teaching and 

learning a graduate coursework requirement, “I think that teaching online should be 

completely integrated into counselor education classes as a standard.  Knowing that this 

is the trend and something we're all going to have to be competent in” makes including it 

helpful.  Prof. Cole explained that at her institution, instructors were required to take an 

online training course specifically designed to prepare online educators.   

They had training provided the month before I started teaching, and it was great.  

This is how you post a discussion; this is how you set up a classroom; this is how 

you do your grading.  So functionally, I felt prepared for the class.  It's done in a 
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fun sort of way, and it’s not graded. You can do it as quickly or take as long as 

you want, but it has to be finished before you teach the first online course.  Part of 

it is submitting a sample syllabus. There's a unit on engaging online learners, and 

then, the practical aspects of doing a course, so it was pretty good.   The course 

that I had to do should be basic to universities. 

The most prevailing idea that resonated with all of the participants was the need 

for mentorship in the transition.  Each participant described a type of passive mentoring 

experience in their transition.  Prof. Fowler summed up her mentoring experiences as, 

“She kind of taught us what to do but not directly. It was more like here's the course 

guide read it, and then fill it up with the material in the curriculum that you want.”  

Additionally, each participant expressed a deep desire for a more interactive and 

intentional mentoring.  Prof. Able suggested: 

A person to be available like in the same manner that you expect the educators to 

be available [online] which is maybe not 24/7 but at least at some point six to 

seven days a week answering questions and serving the faculty in those areas.  

Prof. Dixon described a good mentor as: 

A professor who has taught a lot of online classes and can kind of guide a person 

who is just getting into it.  Let me help you. What kind of questions do you have?  

Let me come to your office and actually watch you do this. Let me tell you what I 

do for that kind of thing.   

Prof. Evans recollected a positive mentoring experience: 
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So she met with me through video conference and showed me her shell. She 

showed me how she set it up. She'd been teaching online for a couple of years. 

She said that through trying a couple of different versions, she thought that this 

was the best format for her. She told me I could try it or try something different. I 

did it. I mean it worked well for her, and I figured why reinvent the wheel. She 

was really open to questions. I could reach out to her, and she would kind of 

navigate me through how do I change this or how to implement this course 

objective the best way. She was really helpful, and I definitely appreciated that. 

Another idea was offered by Prof. Bailey who suggested a common platform for 

counselor educators to share information would be helpful.   

Most of us are operating off a blank slate or a residential slate.  We need to create 

a place where counseling professionals can share what they've been doing, best 

practice, or even the syllabus.  We can't compete with each other. We can learn to 

teach each other and grow together when you say, “That's a great idea, never 

thought about that before, or that's a really bad idea.  I need to make sure I don't 

do that.” We need to see something modeled. 

These common themes of counselor educator experience offer rich information to 

help understand this transitional process. Although counselor education faculty described 

many of the same experiences, it is also important to remain aware that every counselor 

educator is unique.  The data I collected for this study provided various perspectives of 

the transitional experience and from those experiences emerged the four common themes. 
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Discrepant Data 

 This qualitative study was designed to explore the lived experiences of counselor 

educators, and though the counselor educators in this study noted many common 

experiences in their transitional process, there were occasionally experiences unique to 

one participant.  For example, one professor suggested instructors could simply transition 

the same material they used in their face-to-face course to an online course without any 

need for adjustments to the format.  When analyzing the data, I recorded this experience 

as a meaning unit from the participant’s transcript; however, this view was inconsistent 

with the perspective of the other five counselor educators who had transitioned to online 

teaching.  With no supporting statements found in the subsequent transcripts, this data 

was not considered as a meaningful theme of the transitional experience. 

Evidence of Trustworthiness 

Credibility 

 I used various strategies to established credibility in the project including 

attention to triangulation of data sources, informed consent, planning, descriptions, and 

reflective journaling.   I included participants who represented various ages (33 – 68 

years of age), ethnicities (White, Black), years of teaching experience (3 – 25 years), 

types of teaching (adjunct, full-time), and geographic locations across the United States.  

I also worked to make participants comfortable to share the most honest and accurate 

responses by providing an informed consent that outlined confidentiality and the 

participant’s right to leave the study at any time.  I carefully followed a structured data 

collection and analysis process with audio recordings to offer the most accurate language 
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of participant experience and field notes to document every detail.  Finally, I paid careful 

attention to bracketing my own biases in this study.  I answered all the interview 

questions for myself before beginning the study and reflected on each response.  I also 

made notes about descriptions of experience that triggered personal perspectives during 

the interview process to remain aware of my own bias.  Finally, themes for this study 

came strictly from the participant language with nothing added or taken away (Georgi, 

2012).     

Transferability 

Results of this study are not readily transferable to other populations.  This study 

focused specifically on the experiences of counselor educators at small universities across 

the United States.  All participants were counselor educators who had taught both in the 

classroom and online.  I provided detailed descriptions of various aspects surrounding the 

population, context, data collection and analysis strategy.  Although I caution 

transferability of these results, other small counselor education programs across the 

United States might find the details provided in this study useful when determining if 

they might generalize aspects of this research to their unique setting. 

Dependability 

Support for the dependability of this study comes from six participants 

representing various ages, cultures, years of service, and teaching styles.  These 

participants had direct experience with a transition from land-based to online teaching in 

counselor education.  As a group, they offered saturated data of rich, thick descriptions of 

meaningful counselor educator experience.  By carefully offering details of this research 
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process and focusing specifically on the language of participant experience, I hope other 

researchers might be able to replicate this work in their unique setting (Gunawan, 2015). 

Confirmability 

 Several strategies helped to bolster confirmability in this research.  First, all 

resulting themes stemmed directly from participant language leaving no room for 

personal interpretation.  I supported the findings rich descriptions and direct quotes of 

participant experience (Finlay, 2014).  Second, I also utilized member checking by 

having each participant review a summary of their interview transcript for accuracy.  

Finally, when considering the possibility of my own bias, I continually reflected on 

personal thoughts and beliefs throughout the data collection and analysis process through 

journaling, field notes, and memos (Hammarberg et al., 2016).  Overall, I focused 

specifically on participant language to ensure the greatest objectivity in study findings.     

Study Results 

The question that guided this research study was: What are the experiences of 

faculty members who have transitioned from land-based to online counseling courses in 

the United States?  After interviewing and analyzing data from six counselor educators 

with rich experiences directly on the transition from land-based to online counselor 

education settings, themes emerged from common experience that highlighted both 

challenges and strategies for change. Challenges existed in the transitional process with 

high institutional expectations and often low support opportunities for counselor 

educators.  With a limited understanding of best practices in online education, transitional 

enthusiasm among faculty members was often thwarted as they felt a lack of authenticity, 
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connection, and understanding of online teaching practices.  As counselor educators 

grappled with making their transition, another theme emerged surrounding solutions that 

were beginning to present for educators as they gained more online teaching experience.   

Even with a greater understanding of online teaching, however, the most 

prominent theme found in this study was an ongoing need for improvement in support of 

the transitional experience.  All of the counselor educators endorsed a need for support at 

personal, professional, or institutional levels.  Mentorship was by far the support 

suggestion expressed most adamantly by all of the counselor educators in this study.  All 

of the participants explained in various ways that future counselor educators need 

intentional, active, and available mentorship to successfully navigate their transitional 

process.   

Understanding this transition through the lens of those who have already started to 

negotiate the process offers valuable information for future counselor educators, 

organizational leaders, and stakeholders in the counseling profession. Growing 

understanding of what hinders and supports this transitional process will allow strategies 

to emerge in counseling programs that will directly support the most successful transition 

for counselor educators.  As a result, the successful inclusion of online teaching might 

also enhance the academic experience of counseling students as they take both land-based 

and online courses. 
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Summary 

This chapter provided a detailed description of the study process. I include 

information about the setting, participants, and procedures for data collection and 

analysis as well as evidence of trustworthiness.  I outlined important themes of 

experience from six counselor educators who had transitioned from land-based to online 

teaching.  Counselor educators are unique in their perspectives and experience, but 

through this study, four major themes were identified as common counselor educator 

transition experience.  Results of this study have provided some insight into barriers, 

supports, and ultimately, what counselor educators need for success in their transition.  In 

chapter five, I will continue to consider these themes in light of limitations to this project, 

recommendations for further research, and implications for social change. 

 

 

 

 

 

 

 

 

 

 

 



109 

 

Chapter 5: Discussion, Conclusions, and Recommendations 

Introduction 

Technology continues to influence many aspects of modern life including 

counselor education.  Adding online academic options to counselor education programs is 

a growing trend that has required counselor educators to rethink traditional strategies of 

teaching and connecting with students (Bridges & Frazier, 2018; Keengwe & Kidd, 

2010).  The literature on best practices for online teaching in counselor education is 

beginning to emerge; there is still much to understand about the process (ACES, 2016; 

Bridges & Frazier, 2018).  Researchers who have explored online teaching in higher 

education have suggested that faculty members need support to help navigate their 

transition from land-based to online education (Blackmon, 2016; Mandernach et al., 

2012; Moore, 2014).  However, no literature is available to directly address how 

counselor educators have experienced this transition.  Allowing counselor educators to 

reflect on their transitional experiences is important because it can provide meaningful 

information to help counseling programs facilitate the transitional process.  Thus, the 

purpose of this study was to illuminate the lived experiences of faculty members who had 

transitioned from teaching land-based to online counselor education courses within the 

United States.    

By highlighting counselor educator transitional experiences, themes emerged 

from this study, for example, common challenges and supports to the transitional process.  

Counselor educators expressed that they felt high expectations and often low levels of 

support when trying to make a move from land-based to online teaching.  These 



110 

 

conditions often led to a lack of enthusiasm among faculty members who often found 

themselves presented with formidable challenges when trying to teach counselors online.  

With time and experience, counselor educators described gaining some clarity and often 

developing innovative solutions to enhance their teaching and connecting with students in 

the online setting.  For example, they became more intentional with efforts to engage 

students and gave more attention to communicating clearly and consistency in the online 

format.  However, even with more understanding of online methods, these counselor 

educators expressed a common desire to continue learning about what it takes to be an 

effective online counselor educator.  Participants in this study explained that support 

during this process was essential. 

Explanation of Findings 

 I used a transcendental phenomenological approach to understand the experiences 

of counselor educators who transitioned from land-based to online teaching.  This method 

of exploring experiences suggests that knowledge comes directly from the participant’s 

current perceptions found in their immediate awareness leaving no room for researcher 

interpretation (Giorgi, 2009).  By focusing specifically on the language used by 

participants, patterns emerged in this study that culminated in the essence of the 

transitional experience for counselor educators: (a) high expectations and low support 

from university leaders, (b) limits to transitional enthusiasm among counseling faculty, 

(c) solutions for transitional success for counseling faculty, and (d) support essential for 

the counselor educator’s transition (Giorgi, 2012).    
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 Professors in counselor education are realistic in their view of online learning as a 

process that seems here to stay for a while.  As a whole, participants acknowledged that 

online courses are attractive to institutions as they give universities a wider geographic 

reach and increased enrollment.  Professors also noted that institutions choosing not to 

include online options for students could perhaps struggle in the future because students 

may gravitate toward schools with more convenient online opportunities.   

 Participants in this study all found the transition to online teaching a challenge.  

Many perceived their institutions had high hopes for a quick transition to online 

academics.  Instructors, however, were slower to understand the transition as they still 

questioned how they might teach a traditional course in a format that felt foreign to their 

traditional understanding of the academic process.  Navigating the transition for most of 

the professors was a formidable task with little guidance or support to help facilitate a 

meaningful and productive change.  

 An affinity for land-based teaching and a lack of skills and experience with online 

academic processes made counselor educators in this study less than enthusiastic about 

transitioning from land-based to online teaching.  Participants noted problems with online 

engagement such as authenticity and a genuine connection with students.  Counselor 

educators also expressed concerns over a lack of ability to model and teach effective 

interpersonal characteristics and skills online.  

 Along with frustrations expressed by counselor educators in the process of 

rethinking teaching and engagement strategies came another theme of emerging solutions 

that developed through their online teaching experience.  Professors found themselves 
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thinking more creatively about how to form connections, model skills, and teach effect 

practice in the online environment. Participants provided suggestions such as including 

video segments, providing online office hours, and making face-to-face experiences a 

requirement in online courses to benefit interpersonal engagement.   

 Finally, the most important theme that resonated with all of the participants in this 

study was a need for greater support in the transitional experience.  Professors explained 

that support began within the counselor educator as resistance to online teaching could 

limit personal growth and effectiveness in the changing academic landscape.  Also, 

professors desired greater support on the professional level to more productively align 

counselor education standards with professional practice in the field.  All participants in 

this study longed for greater institutional support in their transition from land-based to 

online teaching.  Counselor educators explained they needed elements such as a safe 

place to gain online experience, a platform to share online teaching strategies and 

resources, and qualified mentors with time to provide intentional, active, and engaging 

supportive services throughout the transition process.   

Limitations of the Study 

 Some possible limitations of this research revolve around researcher bias and 

recruiting an adequate sample.  I am a counseling student in a fully online CACREP 

accredited counselor education and supervision program.  My views surrounding online 

counselor education could sway my interpretation of findings and put this study at risk.  

To address this issue, I intentionally used a transcendental phenomenological approach to 

gather and analyze data that required me to focus specifically on participant language.  
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This approach does not allow any researcher interpretation of findings (Giorgi, 2012).  I 

also took notes and reflected throughout the interview and data analysis process to remain 

keenly aware of personal thoughts and perspectives and limit their influence on the 

experience.  I worked to bracket biases by reporting narratives of experience from 

counselor educators in the most uncontaminated manner (Husserl, 1931).  Regardless of 

measures to reduce researcher bias, it can still limit the study in some ways due to the 

subjective nature of qualitative work (Husserl, 1931).   

Another possible limitation of this research was an adequate sample.  Although 

research participants offered rich, thick descriptions that provided saturation for this 

study, there was not an extensive variation in ethnicity among those who responded to the 

participation invitation.  One participant in this study was Black, and the rest of the 

participants were White.  This study would have benefited from greater diversity among 

study participants.     

Beginning this research, I was also concerned about recruiting enough 

participants from small universities across the United States.  These faculty members felt 

“stretched thin” with teaching responsibilities during the academic year.  Fortunately, the 

time of recruitment for this research project fell during the summer break, and several 

counselor educators were willing to participate.  These counselor educators also offered 

contact information for other counselor educators who were also willing to join the study. 

Recommendations for Further Research 

There are many opportunities for further research when it comes to online 

counselor education.  The counseling profession is just beginning to consider best online 
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academic practices and would benefit from research that could empirically support 

effective strategies to teach and connect with counseling students online (ACES, 2016; 

Bridges & Frazier, 2018).  Being a relational field, many counselor educators are 

concerned that online counseling students may lack preparation for work in the field as 

educators often feel limited in their ability to model counseling skills and characteristics 

effectively online.  Research that explores best practices to teach skills and assess 

character online might provide meaning information to support the development of more 

effective online academic practices.  Also, the use of hybrid opportunities in counselor 

education as a professional standard might be important to explore. More research is also 

needed to address best gatekeeping practices in online programs to ensure counseling 

students are emotionally and mentally prepared for their professional work. Finally, 

research opportunities exist to address supportive services for counselor educators at the 

institutional level.  This research study identified mentoring as an important strategy for 

helping counseling educators make a transition to online teaching, but what are effective 

and realistic mentoring practices.  Online teaching and learning are growing in counselor 

education making this a rich area of continued exploration for further researchers. 

Implications for Social Change 

Technology has become a formidable force in modern society providing 

innovation that boasts both benefits and conveniences that many find hard to ignore. 

Stakeholders in higher education who have historically valued traditional academic 

practices are often challenged to accommodate for this technological change (Bilbeisi & 

Minsky, 2014).  The counseling profession is no exception as leaders have worked to stay 
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on the leading edge of innovation by developing professional standards to guide the use 

of technology in both counseling practice and training (ACA, 2014).  The counseling 

profession has also accredited both land-based and fully online counselor training 

programs to make online counselor education an accepted aspect of the counselor 

development experience (CACREP, 2018).   

Universities with online counselor education programs have opened opportunities 

for many aspiring counselors.  No longer do counseling students have to move their 

families and uproot their lives for graduate training.  Students who were previously 

unable to join the profession due to family, work, financial, or geographic constraints are 

now met with new possibilities to forward their personal and professional goals (Smith et 

al., 2015). 

With the inclusion of online academic opportunities in counselor education, there 

is also a continuum of beliefs surrounding the usefulness of online courses and the 

effectiveness of training online students for a relational field (Reamer, 2013).  In this 

study, counselor educators who were comfortable with online teaching as well as those 

who still struggled to understand the method were both in agreement that more is needed 

to help counselor educators grow in their understanding of online teaching and learning 

practices (Blackmon, 2016; Mandernach et al., 2012).  All participants in this study 

acknowledged they were continuing to learn best practices for online teaching and 

engagement.  As online counseling programs continue to develop, it remains important to 

explore what is needed to support educators and produce well-qualified professionals for 

the field.   
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Technology has changed the landscape of interacting and communicating on a 

worldwide scale.  Open communication and collaboration among diverse scholars in 

counselor education were recommended as strategies to bridge the divide between land-

based and online teaching.  Specifically, a common platform that allowed for the sharing 

of ideas and resources might help to promote best practices. As one faculty member 

suggested, counselor educators working together could produce valuable results.  

Integrating the wisdom of counselor educators that have years of teaching experience 

with the technology savvy understanding other educators, could result in a proactive 

process of effectively including technology and productively meeting the tide of 

educational change.  Finding ways to support one another and continuing to unify the 

profession around a mission of academic experience will continue to encourage best 

practices as well as promote a strong common professional counseling identity. 

Conclusion 

The counseling profession is growing, developing, and becoming more of a 

formidable presence in the field of mental health services.  Training well-qualified 

counselors is an imperative standard of the profession.  Over the last decade, counselor 

training programs have shifted to accommodate for technological change.  There remain 

still much to understand about how to develop well-qualified counselors for professional 

service with online counselor training methods.  Many counselor educators are still 

unclear about how to effectively integrate online academic opportunities into well-

developed counselor training programs.   
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In this study, counselor educators expressed a need for support to facilitate their 

transition at several different levels.  As a profession, more research and the refining of 

professional standards could help to underpin strong online teaching practices across 

programs.  At the institutional level, more training, experience, and mentorship 

opportunities were needed to facilitate the instructor’s unique transitional process.  

Finally, on a personal level, counselor educators who resist academic change could find 

themselves on the fringes of a growing and developing counselor education program. 

Remaining open and flexible to change and engaging in an active life-long process of 

learning might encourage the healthy development of future counselor educators.  
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Appendix A: Participation Letter 

Counselor Education Faculty, 

My name is Natalie Hale, and I am a doctoral student in the Counselor Education and 

Supervision program at Walden University.  As partial fulfillment of my degree 

requirements, I am conducting a qualitative research study designed to highlight the 

experiences of counselor educators who have transitioned from teaching counseling 

courses in a classroom to teaching counseling courses online.  I am seeking counselor 

educators who are currently teaching at least one online counselor education course, have 

prior experience teaching land-based counselor education courses, and represent a college 

or university with less than 2,500 online students. 

Participation in this study will include an interview lasting approximately 60 minutes.  

The interview will be conducted either face-to-face or through video conferencing 

(Skype).  I will audio record the interview and use the information to identify essential 

themes consistent across counselor educator experience.   

Participation in this study is completely voluntary, and you can choose to withdrawal at 

any time.  All participants who complete the interview will receive a $10 Starbucks gift 

card as a thank you for participation.  Educators who participate in this study will offer 

some valuable insight to the field of counselor education as currently there is little 

research available to fully understand what might limit or support counselor educators as 

they work to navigate this transition.  I expect results of this study will help inform 

practices in higher education that might support smoother transitional experiences for 
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counselor educators who find themselves faced with a need to move from land-based to 

online teaching experiences. 

Thank you for considering participation in this study.  If you meet the criteria for 

participation and are interested in being a part of this research, please send an e-mail to 

natalie.hale@waldenu.edu.  Also, if you have questions or need additional information 

about this study, please let me know. 

Thank you,  

Natalie Hale 
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Appendix B: Interview Guide 

1. How would you say you have personally experienced a difference between 

teaching counselors online and teaching them in a classroom? 

2. What is your comfort level with teaching counseling courses in a classroom 

compared to teaching counseling courses online? 

3. How would you describe your method of connecting with counseling students in 

the classroom setting?  How have you experienced changes to this method when 

teaching online? 

4. How would you describe your teaching style in the classroom setting?  How have 

you experienced changes to your teaching style in the online academic 

environment? 

5. What are some challenges you have experienced with your transition from land-

based to online teaching? 

6. What are some supports you have experienced during your transition from land-

based to online teaching? 
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