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EXPLORING SELF-EFFICACY OF FACULTY PARTICIPATING IN A PROFESSIONAL 

DEVELOPMENT CERTIFICATION PROGRAM 
 

By 
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This research addresses how part-time and full-time faculty roles have changed 

over recent years and the role that faculty development programs have played in 

assisting faculty with adjusting to these changes. This phenomenological study explored 

self-efficacy formation and intrinsic motivation of instructors taking part in a professional 

development program at a community college. Social cognitive theory and symbolic 

interactionism were used to frame the experiences of instructors in their formation of 

self-efficacy and intrinsic motivation throughout and following the completion of a 

professional development certification program that certifies faculty on their 

understanding, knowledge, and use, of a nationally-recognized college-wide student 

guidance program. Seven participants completed a two-part interview series to help 

understand the changes they experienced as a result of the program and the meaning 

they gave to those experiences. 

Seven themes were found to be evident throughout the study. These themes 

included: being intrinsically motivated to participate in the course; having the time and 

space to communicate with colleagues and cultivate ideas; needing to work in small 
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groups to develop rich discussions, strong relationships, and the exchange of ideas; 

increased communication with faculty, students and the community; increased self-

efficacy; changes in the curriculum focus; and changes in course design and delivery. 

Finally, a discussion of the implications to higher education will help faculty 

development leaders understand how to design their programs, and higher education 

administration leaders understand ways to use faculty development programs as a tool 

to communicate the values, goals, and mission of the institution. 
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CHAPTER 1 
INTRODUCTION 

Background of the Problem 

Faculty Development has been described as a “key strategic lever for ensuring 

institutional quality and supporting institutional change in higher education” (Austin & 

Sorcinelli, 2013, p. 85). However, according to Kowalski (2014), professional 

development opportunities are purely elective at the majority of institutions in the nation. 

Sorcinelli (2007) found that professors today face changing roles and responsibilities. 

The expansion of faculty roles has been identified as one of the most important issues 

facing faculty due to pressure to keep up with the new direction in which instruction and 

research is headed. Faculty development is critical to assist them in understanding the 

new directions and to help them with any resources that can assist them. 

While full-time faculty are not required to engage in faculty development 

opportunities at most institutions in the United States, adjuncts are often not even aware 

of opportunities that might be available. Adjunct faculty account for 53% of instructors at 

degree-granting institutions in the United States (National Center for Educational 

Statistics, 2016). According to Hoyt (2012) these institutions often “fall short in 

supporting” them and providing “adequate orientation and extended ongoing 

professional training, development, and mentoring” (p. 132).  

In addition, there has been a shift in the way college institutions operate, with 

community colleges now offering four-year degrees and including undergraduate 

research programs. With these changes, community college students now require full-

time and part-time faculty who are well-versed in current research practices. With 

adjunct instructors accounting for almost half of all faculty, and these faculty facing a 
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change in role, it is imperative that institutions help all faculty meet expectations and 

understand their role at the institution. 

Tareef (2010) states that in “higher education systems throughout the world, the 

need for diversity and differentiation” is acknowledged and that “faculty career 

development is recognized as an important factor in maintaining faculty vitality” (p. 703).  

Faculty Development is more than a domestic issue within the United States. Teachers 

are being given responsibilities that are beyond the normal scope of their positions and, 

therefore, best practices to produce quality faculty should foster these faculty members 

through professional development programs. 

Statement of the Problem 

Higher education leaders have increased focus on professional development 

programs and courses, with several new positions and program development dollars 

made available to support the creation and sustenance of faculty development 

programs (Herman, 2012; Sorcinelli, Austin, Eddy, & Beach, 2006). With this shift, there 

needs to be an understanding of the value of professional development programs and 

how the instructor’s self-efficacy, classroom behavior, and curriculum may change as a 

result of professional development. Historically, faculty development research has 

focused on improving instruction through the knowledge of skills identified as best 

practices in teaching (Austin & Sorcinelli, 2013).  

Since instructors are now expected to take on various roles that contribute to 

students’ personal, professional, and educational well-being, these development 

courses have been thought to increase the instructor’s organization of instruction which 

would increase student success (Austin, & Sorcinelli, 2013). Little research has been 

focused on how professional development courses might be used as a tool to create a 
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self-identity and increase an instructor’s self-efficacy. Course instruction has evolved 

over time to include not just the subject material taught, but also lessons that will help 

students create and achieve professional, personal, or educational goals.  

The literature must be updated to include an understanding of how professional 

development works to create instructor self-identity leading to behavioral and curricular 

changes. In addition, with an increase in the percentage of adjunct faculty, professional 

development may serve to provide instructors with research opportunities otherwise not 

available on a community college campus, as well as assimilation into the culture and 

pedagogy valued by the institution. The intent of this phenomenological study is to 

explore self-efficacy formation, through the lens of social cognitive theory, and to 

explore intrinsic motivation, through the lens of symbolic interactionism, via instructors 

taking part in a faculty-development program at a community college.  

Significance of the Study 

Faculty face increased pressure from higher education leaders, students, 

parents, and additional stake-holders to increase completion rates, be held accountable 

for both teaching practices and course completion, and to change their own roles as the 

direction of instruction and the colleges change. As suggested by McKee and Tew 

(2013), professional development “should be viewed as a necessity, not a nicety,” and 

faculty must be “fully prepared and fully engaged” (p. 3). With the role of the instructor 

changing, Wood et al. (2011) suggests that professional development can help address 

institutional changes. According to Jacobson (2013), faculty development courses can 

be offered to help adjuncts understand and participate in implementing the institution’s 

mission. 
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Honan, Westmoreland, and Tew (2013) suggest that the importance goes 

beyond academic affairs and that even many board of trustee members see the link 

between professional development and broader academic issues. Understanding the 

purpose and impact of faculty development is critical for faculty development program 

designers when creating programs and courses. It is also important for faculty to 

understand how they can utilize such resources for more than classroom pedagogy as 

previously used. Herman (2012) explains that serious attention should be given to 

development courses and the institution’s role in supporting them.  

Research on how faculty development programs are being used by full and part-

time faculty to evaluate and possibly change behaviors in and out of the classroom is 

important for institutions to understand. Such research can help improve faculty 

development programs and courses to meet the demands of new faculty roles at the 

institution. These programs and courses can be better designed with an understanding 

of how instructors’ self-efficacy can be affected by the participation and completion of 

faculty development. 

Understanding how professional development courses relate to practice and 

pedagogy can help several key stakeholders. Professional development instructors and 

designers can design their courses around the needs of faculty. They can understand 

how professional development courses might relate to intrinsic motivation and what 

factors may need to be addressed to increase intrinsic motivation and to satisfy the 

goals of the professional development course. In addition, both full-time and part-time 

instructors will understand the purpose of professional development when they see how 

it might relate to their practices and pedagogy. 
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Policy in higher education needs to consider not just the needs of the institution 

but also those of the faculty, staff, and students. Institutions need to demonstrate that 

they value their staff at all levels. They need to make sure programs are not only 

designed for full-time tenure (or tenure-track) faculty, but also include adjunct faculty, 

which are now present in almost half of the classrooms. This can be done by ensuring 

that they develop the potential of their staff and by motivating them to become more 

involved in the institutions’ processes and outcomes. A satisfied adjunct faculty will be a 

more motivated faculty and will work to make the institution a success. This will lead to 

student satisfaction in the classroom.  

According to Honan and Westmoreland (2013), faculty development programs 

are crucial to the institution and they explain: 

As colleges and universities face a future of uncertain funding and 
demands for increased accountability and accessibility, colleges and 
universities that can accomplish faculty development not as an “add on” 
but as an integral part of the fiber of the organization will position 
themselves to succeed…Professional development of the faculty should 
be everyone’s everyday job. (p. 44) 
 
Higher education administrators should use this information to further shape 

institutional policy in regards to faculty development. This research can help 

administrators when making decisions about how to allocate funds to professional 

development programs, courses, and incentives for participation among faculty. While 

professional development, self-efficacy, and intrinsic motivation have been studied 

independently, they have not been studied together to further understand their 

relationship and the experiences of faculty in a professional development program.  

In addition, this study uses the lens of social cognitive theory to understand self-

efficacy and symbolic interactionism to further understand intrinsic motivation. Finally, 
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research in this area has previously focused on the learned skills of faculty development 

and the motivation to learn those skills. This study focuses on understanding the 

experience of the essence of change, or the thought of making changes, and how that 

can be used to further understand how faculty are affected by motivation and self-

efficacy. 

Conceptual Frameworks 

Social Cognitive Theory 

According to Luthans and Stajkovic (1998), “research in the field of social 

cognition and self-efficacy can expand our knowledge of organizational behavior. We 

can no longer ignore this body of knowledge as too theoretical or difficult to apply” (p. 

62). Psychologist Albert Bandura developed the social cognitive theory framework as an 

expansion of social learning theory to research “how people’s beliefs in their capabilities 

to affect the environment control their actions in ways that produce desired outcomes” 

(Luthans & Stajkovic, 1998, p. 63). Social learning theory also looks at the emotional-

motivational relevance of self-identity and social interactions (Andersen & Chen, 2002). 

Professional development programs aim at instructing faculty about various 

requirements of their work. Social cognitive theory looks at self-efficacy as a necessity 

throughout the learning process. 

Symbolic interactionism 

While Mead (1934) first developed Symbolic interactionism as a way to predict 

communication and behaviors, Stryker (1987) suggests that the earliest development of 

symbolic interactionism emerged out of the American philosophy of pragmatism. 

According to Cooley (1902), sociologists needed a tool to interpret their own science. 

This tool would be used to explain social attitudes and behaviors.  
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According to Stryker (1987), symbolic interactionism argues that “persons are 

active agents in constructing their own behaviors and do so in ways that do not sustain 

existing forms of social organization” (p. 93). This process includes constructing and 

reconstructing learned meanings. Faculty development programs work to not only 

educate faculty, but also motivate faculty to make some type of change to practice. This 

is often accomplished through a shared experience between the members of the course 

and also between the professional development course instructor and members. 

Symbolic interactionism helps to understand how this shared experience works to 

inform practice and lead to changes in the faculty members practice and pedagogy. 

Research Questions  

This study looked at how individuals use their self-efficacy and intrinsic 

motivation to change or think about changing teaching practices and pedagogy. Social 

cognitive theory and symbolic interactionism will be used to frame the experiences of 

instructors throughout their participation in a professional development program.  

The following research questions were addressed: 

 Research Question 1: How do instructors who complete a professional 
development program at a community college describe their experiences with 
changes in their own self-efficacy?  

 Research Question 2: How do instructors who complete a professional 
development program at a community college describe their experiences with 
changes in their own intrinsic motivation?  
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CHAPTER 2 
LITERATURE REVIEW 

Faculty Development in Higher Education  

While faculty development has been seen primarily as an academic issue, there 

has been a change in focus (Honan, Westmoreland, & Tew, 2013). According to Austin 

and Sorcinelli (2013) new faculty development programs will need to “help faculty 

members connect their work more fully to the broader community” and help faculty “find 

ways to be more productive and efficient in their efforts to deepen student learning” (p. 

89). In addition, instructors should engage in dialogue about their own beliefs, 

assumptions, views, and practice in order to be a part of transformative learning 

(Schols, 2012). When rich discussions about faculty development occur, a culture is 

fostered where faculty feel encouraged to regularly explore their objectives and 

outcomes.  

The development of faculty in higher administration is an intricate and important 

part of student success. Faculty development is necessary as societal changes take 

place, and teachers who are often the disseminators of information need to be able to 

adapt and move with the times. McKee and Tew (2013) posit, “Faculty development 

should be viewed as a necessity, not a nicety. For higher education to manage societal 

shifts of near epic proportion, faculty must be fully prepared and fully engaged” (p. 3).  

The literature on faculty development is not as extensive as one would think and much 

of the literature is very specific to certain fields in higher education, such as medicine 

and the sciences. There is also literature available on developing and training faculty to 

bridge the digital divide but literature looking at what we would term traditional faculty 

development is dated by ten to fifteen years or older in some cases. 



 

21 

Faculty development research is crucial now more than ever with a growing 

number of changes and challenges for institutions and faculty, including: a changing 

faculty role, increased pressure from external sources, increased use of adjunct 

instructors, and rapid changes in institutions themselves. In addition, faculty 

development can help community college instructors engage in research while keeping 

current in discipline and pedagogy. 

Challenges to Faculty Development 

Historically, professional development of faculty in higher education has been 

more simplistic and has been about ensuring that the teacher was able to deliver 

material in an organized manner and assess student understanding of material.  

Traditional faculty development usually referred to “activities and programs designed to 

improve instruction” (Amundsen et al., 2005, p. 1). This view, however, has evolved 

over the last decade and faculty development in higher education is now seen more as 

academic development, which incorporates the idea of the instructor as more than just a 

teacher.   

The Faculty Role 

According to McArthur (2005), there is a consistent emphasis on the importance 

of faculty in affecting student retention, with increased interaction between students and 

faculty resulting in overall increased student satisfaction and a positive perception of the 

college experience. McArthur (2005) adds that the faculty member serves an important 

role to the student as not only a mentor, but also a role model and authority figure, 

which may not be present elsewhere in the student’s life.  

According to Amundsen et al. (2005) the instructor now has the role of being a 

scholar, a researcher, a student advisor, a member/citizen of the faculty and department 
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they work within and even act as mentor in some instances.  These multiple roles have 

faculty members struggling to juggle both professional and private lives to fulfill all their 

obligations and faculty development policies should be reflective of these shifting 

paradigms. In an analysis on the review of literature on faculty development, Amundsen 

et al. (2005) found that the reasoning behind the design of faculty activities is not clear 

in the literature.  

Academic advising has been described as critical to student retention and 

assisting students with academic and professional career success (Suvedi, Ghimire, 

Millenbah, Lansing, & Shrestha, 2015). Traditionally:  

Faculty advising has meant discipline-specific faculty assigned students 
for advising who have chosen the faculty member’s particular discipline as 
their major” and this option rarely provided for the discussion between 
faculty and student about necessary support systems, career options, 
financial aid, and additional personal and academic challenges 
(Williamson, Goosan, & Gonzales, 2014, p. 20).  
 
In addition, the traditional advising method has been found inefficient with a 

myriad of student dissatisfaction complaints (Phillips, 2013). Faculty advising has taken 

on a new role with the increased understanding of how faculty advising plays an integral 

role in the success, satisfaction, and retention of students (Dillon & Fisher, 2000). 

According to Karr-Lilienthal, Lazarowicz, McGill, and Menke (2013) “interaction” 

and “helping” along with personal interactions were the key responses when faculty are 

asked about what makes advising students a rewarding experience. Titus and Ballou 

(2013) instruct that advisors will need to be informed about the expectations of their role 

and how to be prepared as advisors that interact with students in a manner similar to 

mentors. Krasinskaia (2012) adds that advisors in higher education will need to be 

prepared for innovative transformations. According to Christensen (2016), 
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“Undergraduate advisement is a chore that few academics want. Advising means more 

emails, more questions, and more meetings” (par. 1).  In a study done by Whitfield and 

Hickerson (2013), graduate students going into teaching scored low in their confidence 

of advising, as well as their preparation. Finally, an understanding of a generational 

approach to faculty advising has been recommended by Montag, Campo, Weissman, 

Wamsley, and Snell (2012), as they found that millennials saw improved student 

engagement and motivation when a millennial approach to best advising practices were 

taken. 

Hoyt (2012) found that faculty loyalty and intent to stay at the institution may be 

motivated by their intrinsic rewards. One new challenge that instructors are faced with is 

a change in the make-up of instructors, with adjunct faculty taking on a larger role in the 

institution. Schols (2012) finds that professional development is necessary to “cope with 

emerging technologies for educational purposes” (p. 42). Furthermore, Wolf (2007) 

believes the development is necessary to engage instructors in conversations about 

curriculum that keep the curriculum current. 

External Source Accountability 

There has been a sense of greater pressure from parents, students, and 

stakeholders on accountability for faculty members and institutions. According to 

Marcus (2014), universities have claimed that they have had to increase their hiring of 

administrators to meet the demand of government regulations. With all the new 

mandates, institutions have had to create compliance offices just to make sure that they 

have met all the regulations. The Economist (2012), claims that there has been a failure 

on the part of the institutions to innovate and meet mass enrollment needs, which has 

resulted in increased federal interest. In addition, institutions have found a need to 
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increase their communication with the community to promote buy-in. According to Lou 

(2014), institutions will need to assess who their external communities are, and the role 

of their leaders and faculty in engaging with these communities. 

Adjunct Faculty Increase 

Pisani and Stott (1998) found that controversy has surrounded the increased use 

of adjunct faculty due to concerns over the overall quality of teaching occurring in higher 

education. Jacoby (2006) concluded that there was a negative impact of having 

increased adjunct employment and that college graduation rates could be seen 

decreasing as the proportion of adjunct faculty increased. Professional development 

has been viewed as a resource to ensure quality among adjunct faculty. 

With adjuncts continuing to grow as the leading instructional position at colleges, 

faculty development programs have been used to help assimilate the adjunct to the 

college culture and expectations (Strom-Gottfried & Dunlap, 2004). According to Hoyt 

(2012), the greatest motivator to drive adjunct faculty stems from their work and their 

own personal growth. In addition, adjuncts that are called to be engaged in their 

improved teaching abilities experience higher job satisfaction (Hoyt, 2012).  

A major concern that is faced within faculty development’s ability to reach adjunct 

faculty is how to incorporate all types of adjuncts into faculty development programs. 

While many adjuncts are looking to become more involved and work towards a full-time 

roll, many adjuncts have other part-time positions or may even be retired and teach 

purely for their own intrinsic rewards of sharing their knowledge and making a difference 

in their students’ lives (West, 2010). Swearingen and Hayes (2009) recommend that an 

accurate and complete understanding of all faculty responsibilities will be important in 

understanding the implication on workload, recruitment, retention, and job satisfaction. 
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With the change in the instructor role and an increased focus on student advising 

and engagement, there is concern over an increase in faculty that may not be prepared 

for this role. Adjunct faculty are now representing a significant number of teachers in the 

classroom. According to Strom-Gottfried and Dunlap (2004), a downsizing of tenure-

track faculty is leading to an increase in the use of adjunct or contract faculty. With 

institutions relying more heavily than ever on utilizing adjunct faculty, the success of 

adjunct faculty is imperative to the success of the student in the classroom. According to 

Jacobson (2013), adjunct faculties need a roadmap for success as an adjunct faculty 

member in order to lead “students to completed credentials and lifelong career 

achievements” (p.10). In addition, Jacobson (2013) suggests that a “comprehensive and 

successful adjunct faculty roadmap allows the adjunct community to be a part of the 

college’s mission” and equips them with “essential toolkits as well as with a sense of 

ownership in achieving institutional goals” (p.11).  

According to West (2010), adjunct faculty often feel isolated as a result of being 

part-time members of the college. “Adjuncts also wish to be a part of the university and 

to experience the opportunity to develop relationships with their professional 

colleagues” (West, 2010, p. 22). This suggests that adjunct faculty do not feel that they 

are seeing the opportunities to build relationships within the institution. According to 

Webber (2011), “collaboration among researchers can bring together a diverse set of 

faculty who may have different experiences in teaching,” and it is “important for faculty 

governance.” At the same time, such collaborative measures can make faculty 

members “feel confident about getting involved in developmental or campus 

committees” (p. 41). While all faculty types need faculty development opportunities, 
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higher education leaders will particularly need to make sure that adjunct instructors are 

prepared to face the challenges currently faced at institutions and among faculty. 

Institutional Changes 

Undergraduate research programs have been increasing. With traditionally two-

year community colleges now offering four-year degrees, undergraduate research 

programs are being started at the community college level. Faculty will need to make 

sure they can lead students through undergraduate research and professional 

development as one way to keep them connected. Just as professional development as 

a research tool can make faculty feel connected, it can also help students feel a 

connection as well. According to Brandt and Hayes (2012), undergraduate research can 

lead to increased retention as well as an increase in student confidence and an 

“increase in students’ ownership of their own education” (p. 20). 

Social cognitive theory 

Social cognitive theory can be used to understand how instructors make 

decisions with regard to changes in practice or participation in professional development 

opportunities. Understanding how instructors make decisions on behavioral changes 

can lead higher education administrators to create and promote the conditions 

necessary to produce chance. Originally called social learning theory, Albert Bandura 

developed the framework as a way of explaining the process of learning through 

cognitive, behavioral, and environmental factors. This process is illustrated in Figure 2-

1. 
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Figure 2-1.  Social Learning Theory (adapted from Bandura, 1977) 

After being developed into a more comprehensive process, social learning theory 

was developed into social cognitive theory as way to understand through observations 

and interactions. According to Martin (2004), the wholistic self is central to the 

framework of social cognitive theory. This framework works to answer social influences 

through five capabilities: 1) symbolizing, 2) forethought, 3) vicarious learning, 4) self-

regulation, and 5) self-reflection.  

According to Luthans and Stajkovic (1998) it is through symbols that individuals 

interpret their visual experiences into internal cognitive models that guide behaviors. 

Using forethought, future actions are regulated. Vicarious learning occurs through 

observation of others. Self-regulation occurs using self-set standards and self-

evaluation of activities and actions. Finally, self-reflection gives individuals the ability to 

analyze their own effectiveness, assumptions, environment, and realities. Through this 

process, individuals make decisions about future behaviors. If an environment 
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encourages observations of behaviors, then an individual can witness that behavior and 

the consequences to determine their own future actions.   

Self-Identity and Self-Efficacy 

Self-identity looks at the “awareness of one’s unique identity and also refers to 

salient and enduring aspects of one’s self-perception” (Cheng & Chu, 2014, p. 35). Self-

efficacy is a major component of social cognitive theory that looks at how behavior is 

motivated through self-influence based on attitudes towards the work environment 

(Harrison, Rainer, Hochwarter, & Thompson, 1997). Mills (2011) found that teacher self-

efficacy “or perception of his or her capabilities” were effective in bringing desired 

change in student instruction (p. 61).  

Individuals must have belief in their own capabilities in order to apply those 

capabilities to the changes in behavior. Self-efficacy is an important part of social 

cognitive theory because an individual needs to believe in the effectiveness of their 

behaviors in order to change them. According to Chamberlain-Salaun et al., (2015), the 

“self is central to all social acts” (p. 7). In order for faculty members to participate in 

faculty development and to change their practice, they would need to believe in their 

own skills and their ability to affect their students and practice. 

Meaning 

Chen (2013) uses the term “meta-teaching” to describe a process where 

instructors learn how to instruct and develop effective teaching practices through the 

meaning they give to their instruction. It is described as a process through which the 

learner “trains and improves him/herself mentally” (Chen, 2013, p. 65). Chen (2013) 

proposes that the following are necessary in successful professional development 

programs that enhance meaning: assist in learning effectively, enable teachers to teach 
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effectively, promote a sustainable development of the teaching profession, and further 

the development and improvement of pedagogy. Riehle (2012) explains the importance 

of meaning on learning and finds that “when personal context and meaning are 

established” competency is increased (p. 234). Once a faculty member has the belief in 

their own capabilities, meaning can give them the intrinsic motivation to create chance. 

Observational Learning 

Strom-Gottfried and Dunlap (2004) believe that professional development allows 

participants to be “exposed to teaching strategies they may want to employ in their 

classes” through observational learning (p. 448). Douglas Greer, Dudek-Singer, and 

Gautreaux (2006) found that observation can influence both the behaviors and the 

knowledge leading to changes in behavior. Paulus, van Dam, Hunnius, Lindemann, & 

Bekkering, 2011) suggest that the behavior can be controlled through action-effect 

associations and that action-knowledge is acquired, in part, through observational 

experiences. Individuals observe the actions and reactions to individuals around them 

which leads to their own decision making on the appropriate action. Observing the 

behavior and experiences of faculty around them can lead faculty to make similar or 

dissimilar decisions based on their observations of the reactions to the actions made by 

other faculty members. 

General Self-Efficacy Scale 

The General Self-Efficacy Scale (GSE) has been used in over 30 languages for 

over two decades (Jerusalem & Schwarzer, 1992; Schwarzer, 1992; Schwarzer & 

Jerusalem, 1995; Schwarzer & Scholz, 2000). The scale was created by Schwarzer and 

Jerusalem to measure self-efficacy, which is a person’s belief in their own ability to 

control and change the environment around them based on their own actions. The 
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researchers suggested that this scale was applicable to the general adult population 

(Jerusalem & Schwarzer, 1992).  

According to Jerusalem and Schwarzer (1995), the test can be used for a wide 

range of applications in understanding and predicting perceived self-efficacy, but cannot 

measure specific changes. Schwarzer and Fuchs (1996) have given recommendations 

on writing additional items for the scale to help in understand and predict specific 

behavior changes. According to Chen, Gully, and Eden (2001), the GSE scale can 

contribute to a wide range of organizational theory and research. Romppel et al. (2013), 

says the GSE is considered a reliable and valid instrument to evaluate the attribute of 

self-efficacy. They also claimed that the GSE has been used and adapted in several 

studies and that their ten-item scale has shown internal “consistencies between alpha = 

.75 and .94” (Romppel et al., 2013, p. 2). 

Symbolic interactionism 

The Approach 

While Mead first developed symbolic interactionism as a way to predict 

communication and behaviors, Blumer (1969), a student of Mead, further developed 

symbolic interactionism, and coined the term, to study human behavior and group 

interaction. Symbolic interactionism was used to look at human behavior and how it is 

formed and shaped. According to Chamberlain-Salaun, Mills, and Usher (2013), 

symbolic interactionism is “an empirical social science perspective on the study of 

human group life and human conduct” (p. 5). It uses the concepts of self-concept, 

object, and role-taking to explain this process.  

Self-concept uses the intra-personal communication to develop the self in to two 

parts, the “I” as the human subject, and the “we” as the influence of others on 
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perceptions, attitudes, and behaviors (Aldiabat & Le Navenec, 2011). The object 

includes physical, social, and abstract objects that assist the self in constructing social 

meaning (Aldiabat & Le Navenec, 2011). Role-taking is described as a process of 

seeing the self through the perception of how others view you and shows the self as 

“the result of the subjective process of a human being” (Aldiabat & Le Navenec, 2011, 

p. 1066).  

Together, this continuous process “provides a guiding framework to collect data 

about the meaning of a particular type of behavior and the contextual sources of such 

meanings, and how they change in and through social and physical time and space” 

(Aldiabat & Le Navenec, 2011, p. 1068). Burbank and Martins (2009) illustrate the 

process in Figure 2-2. 

 

Figure 2-2.  Symbolic Interaction Process (adapted from Charon, 2007) 

Through this process, meaning constantly evolves and interactions with others 

continuously change the perceptions and meanings of symbols. Aldiabat and Le 
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Navenec (2011) suggest that symbolic interactionism means that humans live in a 

symbolic world of learned meanings, human behavior is based on these meanings, 

meanings are modified through an interpretive process, the self develops through social 

interactions, and the self provides a motive for behavior. This causes the actions to be 

dependent on the symbols and the meaning the symbols are given. The theory does not 

describe the variances that individuals may have in social interactions and the 

assumption is that all behaviors are based on social interactions. This suggests that 

there are no inherent behaviors or attitudes and that all are learned through interaction. 

Blumer (1969) offered symbolic interactionism as a dissimilar approach from the 

mainstream research in sociology.  This approach is qualitative in nature and departs 

from structural functionalism. Necessary to the qualitative research of Symbolic 

interactionism is sociological ethnography, analysis of human documents, and 

participant observation (Lal, 1995). This data can help in understanding “meanings, and 

collective definitions that enter into the process of interpretation and the construction of 

corporate action” (Lal, 1995, p. 4). According to Handburg et al. (2015), Symbolic 

interactionism is rooted in Blumer’s ideas about how “people are engaged in living, 

developing lines of action in all of the different and challenging situations they 

encounter” and “are caught up in this social interaction, making indications to others of 

their own actions and, at the same time, interpreting the indications made by others” (p. 

1028).  

 
If all behaviors are based on social interactions and the self-concept as 

interpreted through “the looking glass,” higher education leaders can modify behaviors 

by modifying the social interactions and perceptions of the institution. They can also 
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modify meaning associated with the interactions and symbols of the institution. Self-

concept can be modified through incentive programs, rewards, and recognition. Gallant 

(2014) suggests that “workplace practices regarding how leaders are recognized and 

rewarded are connected to the meaning attributed to the concepts of a leader and 

leadership” (p. 204). This suggests that the meaning attached to an employee can be 

shaped through institutional policies and organization.  

While Mead first developed the foundation for symbolic interactionism and 

Blumer expanded upon the research, Manford Kuhn and Sheldon Stryker were also 

instrumental in the development of symbolic interactionism and its’ current use in 

research (Carter & Fuller, 2016). According to Carter and Fuller (2016), symbolic 

interactionism was developed as a “micro-level theoretical framework and perspective in 

sociology that addresses how society is created and maintained through repeated 

interactions among individuals (p. 932). In addition, Carter and Fuller (2016) discuss 

how Kuhn (1964) and Stryker (1980) further explored the relationship between the self 

and societal norms, viewing behavior as a socially constructed and purposeful action. 

According to Cater and Fuller (2016) Kuhn and Stryker differed from Mead and Blumer 

in their understanding of the nature of meanings and the self in interaction. They 

included quantitative methods to test symbolic interactions.   

Symbolic interactionism is traditionally known for its uses in a myriad of 

sociological areas. According to Carter and Fuller (2016) it has also been found useful 

in a variety of sociological subfields, including the understanding of semiotics, 

narratives, qualitative research methodologies, sickness and health, and in 

understanding relationships and experiences in the work environment. These various 
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disciplines have applied symbolic interactionism to further understand interactions and 

choices made by individuals (Carter and Fuller, 2016). Carter and Fuller (2016) found it 

being used to understand how individuals make health choices, understand the origins 

of public relations, find trends in gift giving, connect social context and the environment, 

as well as in finding how the self is constructed in the online environment. In addition, it 

has been used to understand a variety of social phenomena, including the 2011 Occupy 

Movement, and online abortion narratives, as well as understanding an individual’s 

moral identity and how that affects their relationships (Carter & Fuller, 2016).  

 Augusto (2013) used symbolic interactionism to understand the process for 

collaborative learning practice with music education. Louella (2012) used the framework 

to make the case that higher education institutions are currently playing a role in the 

community that helps to manage the image and political perception of the institution. 

While education and the workplace environment has found a place for symbolic 

interactionism in understanding employee and student behaviors and choices, little 

research can be found using symbolic interactionism to understand faculty development 

programs at higher education institutions and the role those interactions play in affecting 

the actions of the participants. 

Five Focuses 

Working off the views of Blumer (1969), Charon (1998), described how symbolic 

interactionism includes five central focuses. These include: 

1. The human as a social person. 
2. The human as a thinking person. 
3. The human as a person defining their own environment. 
4. The human as a person affected by their current environment. 
5. The human as active beings in their environment. 
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First, as a social person, humans interact with others, and through this 

interaction, the person can define their “self.” This may come in the form of their 

perception of how others view them. They are an object in their environment and how 

others interact and react to that object can help them define their place in the 

environment (Charon, 1998). Maines (1981) suggests that this stresses “the importance 

of personal perspectives, the meaning and importance of symbols, the nature of mind 

and the self, role taking, interaction, and society” (p. 466). According to Handburg, 

Thorne, Midtgaard, Nielsen, and Lomborg (2015), one of the basic premises of 

Symbolic interactionism is that, whether individually or collectively, “the meaning one 

makes of things arises from the social interaction one has with one’s fellows” (p. 1024).  

Secondly, as a thinking person, the individual can use their cognitive abilities to 

analyze their interactions as a social person. Charon (1998) described how the mind 

and the self are linked, with the mind being the thinking activity used to understand the 

self, which is the object. Through this link, the human defines the environment around 

them and engages in the stream of action, which is a constant and continuous process 

of interaction with self and others that leads to decisions and the direction of our actions 

(Charon, 1998). According to Oliver (2012), we are defining our environment as we “put 

ourselves in the position of” others “in the situation” (p. 411).  

The human is affected by their current environment and the interactions within it. 

Handburg et al. (2015) explain that individuals make choices on how to act based on 

the shared understanding of meaning that is determined within their environment and 

that the choices are “in some way defined by society and cultural norms” (p. 1025). 

Finally, as active beings in their environment, individuals take the choices and 
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interpretations that have been made to create new meanings and “lines of new actions 

to share their future course in the process of interpreting meaning (Handburg et al., 

2015, p. 1025). 

Understanding Experiences 

Symbolic interactionism can be used to show how “social customs, patterns, 

institutions, and patterns of interaction” shape experiences that give underlying 

meanings” (Gallant, 2014, p. 205). Symbolic interactionism has proven the ability to help 

researchers understand how the self-concept is formed and how it interacts socially to 

construct a learned meaning. This learned meaning can help predict individual and 

group communication and behaviors.  

Symbolic interactionism has been used to study applied qualitative health 

research and how health patients make decisions and change behaviors. Pieters, 

Heilemann, Grant, and Maly (2011) used Symbolic interactionism to further understand 

the experience of older women when encountering barriers to receiving care while 

undergoing breast cancer diagnoses, treatment, and after care. Handburg et al. (2015) 

used symbolic interactionism to understand the choices of male cancer survivors and 

found that patients made choices on the basis of meaning and trying to reach normality 

corresponding with social interactions and society norms. According to Handburg et al. 

(2015), symbolic interactionism is a unique guidance methodology that helps to 

understand the “multiple and intersecting meaning that may be at play in explaining 

what appear to be patterns within the process data” (p. 1026). This can be more helpful 

in understanding experiences than grounded theory which orients to “core categories 

and basic social processes” (Handburg et al., 2015, p. 1026).  



 

37 

Understanding Behavior  

According to Charon (2007), the interactions that humans have are always 

symbolic and can help understand the many decisions that individuals make and the 

various ways they act. Once we understand what leads individuals to make different 

choices and meanings, the actions they take will make sense (Handburg et al., 2015). 

According to Chamberlain-Salaun et al. (2013), social interactions that take place lead 

to behaviors. These behaviors become “symbolic when individuals interpret and define 

objects and their own or another’s actions and act on the basis of assigned meaning” 

(Chamberlain-Salaun et al., 2013, p. 6). In a cyclical process, participants continuously 

adapt their own actions based on what they perceive the responses and actions of 

others will be (Chamberlain-Salaun et al., 2013). 

In addition, emotions and feelings are central to social interactions and feelings 

are “unconscious responses that one makes to the” actions and behaviors of others 

(Blumer, 1936, p. 519). The interactions that take place based on the actions are largely 

created on an unconscious level and are spontaneous and immediate to the current 

environment (Loconto & Jones-Pruett, 2006). According to Oliver (2012), we “internalize 

the influences” created by others and the social interactions and environment. These 

influences lead to the decisions about what course of action to take. 

Intrinsic Motivation 

Social cognitive theory and symbolic interactionism can be used to understand 

the importance of social interactions in affecting change. They help to understand the 

experience and interactions that lead to the motivation for change. The individual’s 

ability to understand and believe in their own abilities, as well as to have interactions 

and social constructs that form meanings, can lead to motivation for change. These 
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motivations are identified in research in two categories: intrinsic motivation and extrinsic 

motivation. 

Extrinsic motivation includes some type of external reward or reinforcement 

(Tabernero & Hernández, 2011). Extrinsic motivation, like performance based 

incentives, are often found to be used throughout schools and workplaces even when 

these methods undermine intrinsic motivation and are not found in research to increase 

the desired action or choice (Murayama, Matsumoto, Izuma, & Matsumoto, 2010). 

Murayama et al. (2010) found that the assumption that raising monetary value will 

increase desired behavior is not found to be an accurate assumption when tested 

throughout the research. The research supports intrinsic motivation as a superior way to 

lead individuals to develop desirable behaviors. 

Intrinsic motivation is “marked by the interest, curiosity, continued learning, and a 

spirit of challenge experienced by an employee when stimulated by the work itself rather 

than external outcomes, such as rewards or the absence of punishment” (Guo, Liao, 

Liao, & Zhang, 2014, p. 733). In addition, intrinsic motivation has been found to have a 

positive effect on behavioral changes and creativity” (Guo et al., 2014). In addition, Guo 

et al. (2014) found that employee job satisfaction was positively correlated to intrinsic 

motivation and that this type of motivation was longer lasting than other forms of 

motivation. 

Carr and Walton (2014) have found that intrinsic motivation can be fueled when 

individuals are encouraged to work together, as this facilitates social bonds and helps 

individuals accomplish goals they previously thought were beyond their own abilities. In 

addition, Carr and Walton (2014) found in their research that participants who were 
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encouraged to work together found greater enjoyment and interest in their tasks, greater 

ability to complete the tasks, and voluntarily completed similar tasks outside of the 

assigned work. In addition, intrinsic motivation has been found to increase student 

achievement (Niehaus, Rudasill, & Adelson, 2012).  

DePasque and Tricomi (2015) suggests that to meet the needs of the individuals 

in educational practices, influences on performance other than ability need to be 

understood and researched. DePasque and Tricomi (2015) found in their research that 

“intrinsic motivation is an important factor in learning, which may help to maintain the 

instructive efficacy of feedback over time,” and strengthen the relationship between 

processing the information and subsequently using the abilities when needed (p. 185). 

Yidong, and Xinxin (2013) found that some scholars have proved the role of intrinsic 

motivation in the “relationship between leadership and innovation, creativity, and 

innovative work behavior” (p. 444). 

Summary 

Professional development in higher education has experienced a rich diversity of 

programs and changes over the last several decades. The role of faculty has 

experienced drastic changes and an increased shift towards a culture that promotes 

significant faculty engagement. Faculty professional development programs have 

worked to assist faculty in adapting to these cultural shifts. 

 With an increased adjunct faculty workforce, professional development has been 

more valued than ever in assimilating new adjunct faculty into the culture of the 

institution. Social cognitive theory can be used to help understand how faculty 

development programs lead to the faculty perception of their own abilities and how this 

relates to the changes they make in their work. Symbolic interactionism can be used to 



 

40 

help analyze and predict behaviors and practices to help understand how faculty use 

professional development programs and what changes occur as a result. Symbolic 

interactionism can be used to understand the various connections which take place 

throughout a faculty development program, including online interactions, face-to-face 

interactions, interactions between program participants, interactions between 

participants and the program leaders, and interactions that may occur outside of the 

program.   
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CHAPTER 3 
RESEARCH METHODOLOGY 

This phenomenological study explored self-efficacy formation and intrinsic 

motivation of instructors taking part in a faculty-development program at a community 

college. Social cognitive theory and symbolic interactionism were used to frame the 

experiences of instructors in their formation of self-efficacy and intrinsic motivation, 

following the completion of a professional development program. This chapter is used to 

further understand the research methodology of this study. It will focus on the questions 

that were addressed in the research, the setting and participants who were used for the 

research, as well as how the data was collected during and following the two-part 

interview series. The rigor is also addressed as well as a detailed description of the 

seven-step model that was used to analyze the data. Finally, researcher subjectivity and 

additional considerations are discussed related to this research.  

As explained in Chapter 1, the following research questions were addressed: 

 Research Question 1: How do instructors who complete a professional 
development program at a community college describe their experiences with 
changes in their own self-efficacy?  

 Research Question 2: How do instructors who complete a professional 
development program at a community college describe their experiences with 
changes in their own intrinsic motivation?  

Setting 

Institutional Setting 

Citrus Grove Community College is a public state college in the southeast 

serving an enrollment of almost 40,000 at five campus locations offering two-year 

degrees, certifications, workforce development programs, and limited number of four-

year degrees. This institution has been awarded an Aspen Prize for Community College 
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Excellence. Citrus Grove Community College has shared their mission of helping their 

students and faculty become life-long learners. They provide professional development 

classes and programs on all of their campuses to assist their faculty and staff in being 

life-long learners. In addition, the college has a vision to help “transform lives, 

strengthen community, and inspire individuals to excellence” (College Website, 2017). 

Three of the campuses, Orange, Rue, and Clementine are considered main campuses 

and house full services for students. The college consists of two smaller regional 

campuses, Agrume, and Pomelo, that offer courses to students with limited services. 

This institution has tenured faculty positions following a five-year tenure-track program, 

as well as annually appointed and adjunct faculty positions. Tenured, tenure-track, and 

annually appointed positions are considered full-time faculty, while adjunct faculty are 

considered part-time by the institution. Instructional personnel at the college includes 

416 tenured (or tenure-track) faculty members, 107 full-time non-tenured (annually 

appointed) faculty members, and 1,348 adjunct instructors. Faculty employed at all 

levels of instruction are offered the development program equally with incentives 

varying based on contract status. While financial incentive options are available to all 

participants, it is the goal of this study to analyze the intrinsic reward and motivation of 

the faculty.  

Professional Development Program Description 

The program chosen for research at this institution is the student guidance 

system certification, which provides faculty and staff the ability to be certified in 

understanding the institution’s student guidance system. This system has been 

nationally recognized and replicated at other institutions. The student guidance system 

certification is “designed to support all faculty members, full-time and part-time, as they 
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expand their knowledge and integration of” the program and “college success skills with 

the goal of enhanced student learning” (Program Website, 2016). This program works in 

a cohort model with approximately five to twenty students, comprised of faculty and staff 

from the college, completing thirty-six hours of courses together over a one-year period. 

New cohorts start every fall and spring semester on the three main campuses. The two 

regional campuses hold new cohorts when there is a need dependent on enrollment. 

Faculty members may participate in a cohort on any campus, regardless of the campus 

they serve on. Since the first cohort started in fall 2012, a little over 100 participants 

have completed the certification, as of fall 2016. 

The program works to help faculty and staff at the college become aware of the 

resources that are available to students and how instructors can incorporate elements 

of the program into their courses. There are 32 hours of foundational coursework in the 

cohort model and then individual participants can choose up to four hours of elective 

courses to take. Foundational courses include those that look at how the program 

works, how to infuse college success skills into the classroom, and a capstone project 

that requires each participant to do an action research project in one of their courses or 

areas of work. There are 15 courses from which participants can choose their four 

hours. Those courses include topics such as: student motivation, supplemental learning, 

assessment, critical thinking, strategies in reading and writing, among others. Faculty 

who complete the certification should be able to “design learning opportunities that 

promote student life skills development while enhancing discipline learning. Through 

intentional inclusion of growth-promoting strategies, faculty will facilitate the students' 

gradual assumption of responsibility for making informed decisions and formulating and 
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executing their educational, career, and life plans” (Program Website, 2016). In addition, 

the certification program has identified several faculty outcomes of completing the 

program: 

 establish student & faculty contact that contributes to students' academic, 
personal, and professional growth; 

 employ digital tools to aid student contact;  

 seek out struggling students and identify options through dialog and appropriate 
referrals; 

 help students assume responsibility for making informed academic decisions;  

 guide students in developing academic behaviors for college success; 

 help students identify academic behaviors that can be adapted as life skills; and 

 assist students in clarifying and developing purpose (Program Website, 2016). 
 

Participant Population and Sample 

Faculty and staff at Citrus Grove Community College who completed the 

program were invited to participate in this study. While staff were invited to complete 

this program, only those instructing in some capacity, part-time or full-time, during their 

enrollment in the program, were invited to interview. This research focused on changes 

to instructor practices and pedagogy that was not applicable to staff positions who were 

not teaching while enrolled in the professional development program. While participants 

must have been teaching at least one course during their enrollment in the program and 

must have completed the program at the time of the interview, there were no limitations 

to contract status, the subject of the courses taught, or the campuses the instructor 

taught at.  

Faculty and staff who have completed the program, while teaching at least one 

course (face-to-face or online) were invited by email to interview, as seen in Appendix 

A. Participants were asked to complete a two-part 40-60-minute-long interview series to 

be conducted during the summer of 2017. Once the participant expressed interest via 
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email, follow up communication took place at the preference of the participant, to 

include phone calls and emails. A time and location convenient for the faculty member 

was set up. It was the goal of this research to interview a minimum of six individuals. 

Using between six and ten individuals allows for the breadth of experience to help 

identify common themes without sacrificing the depth of the interview process 

(Seidman, 2012). This goal was exceeded, and seven individuals from various 

disciplines, contract status, and campuses were interviewed. 

Participant Sample Demographics 

A total of 107 participants were identified by the college as having completed the 

certification program from its start in 2012 through January of 2017. A total of 10 

participants were found to no longer be working at the college and were without a 

college-identified email address. This left 97 participants who were emailed with an 

invitation to participate in interviews if they had also taught at least one course during 

the time they completed the certification program. 

I received 16 responses from the 97 emails. A variety of responses were 

received from both those that would be able to participate and those that would have to 

decline for various reasons. For those who were not able to participate, a variety of 

reasons were given and several emailed simply to identify themselves as not meeting 

the requirement and to wish me luck on my journey to research this experience. Two 

respondents replied that they recognized that the data was being collected over the 

summer term and they would not be able to participate during that term. Two responses 

were received after several had already set up interviews and there were scheduling 

conflicts that could not be remedied.  In addition, one response cited personal reasons 

for not being able to participate. They expressed discomfort in participating due to a 
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conflict of interest related to their current position managing and funding the program. 

Finally, one participant was initially eager to participate, but then fell unresponsive to 

follow up communication. 

Seven individuals were identified as those who met the requirements and would 

also be available to complete the two-part interview process. This number exceeded the 

initial number identified, a minimum of six participants, which was necessary in order to 

be able to identify common themes of the experience. Over the course of six weeks I 

conducted 14 interviews with seven participants. These participants represented a cross 

section of campuses and disciplines at the college. Table 3-1 shows the disciplines and 

campuses of each participant. Because some of the individuals were on a different 

campus or position at the time they completed the program, and related to the 

experiences they were interviewed about, the table also notes any new positions or 

campuses since the completion of the program. 

Table 3-1. Participant Interviewee Information (coded names) 
Name Program 

Graduation 
Year 

Campus 
During 
Program 

Position During Program New Campus/ Position  

Shana July, 2013 Clementine Professor of Reading, 
Tenure Track 

Professor of Reading, 
Tenured 

Howard Nov., 2015 Rue Math Adjunct Senior Lab Supervisor, 
Math Depot 

Jerrica April, 2013 Pomelo Humanities Adjunct Rue/Agrume 
Title V Grant Manager; 
Humanities Adjunct 

Carmen July, 2013 Clementine Professor of Math, 
Tenured 

Dean of Architecture, 
Engineering, & 
Technology; 
Math Adjunct 

Kimber April, 2016 Rue Speech Adjunct NSE Professor 
Susan Dec., 2014 Clementine Student Success/NSE 

Adjunct; Dual Enrollment 
Advisor 

Coordinator and Program 
Advisor, Behavioral & 
Social Sciences  

Raja April, 2014 Pomelo Math Adjunct, Tutor Tutor 

 



 

47 

Three of the five campuses were represented in the sample, including two of the 

main campuses, Clementine and Pomelo, and one of the regional campuses, Rue. The 

table identifies the campus during completion of the program as well as any campuses 

taught at after completion of the program. It should be noted that Jerrica has also taught 

on the other regional campus, Agrume, and that Carmen had previously taught at the 

third larger campus, Orange. In this way, all the campuses were represented in some 

capacity. Disciplines were widely represented with participants from the following 

departments: reading, math, student success, speech, and humanities.  

The sample represented both faculty and staff with three full-time faculty 

positions, and four staff positions. One participant, Carmen, taught classes in an 

Associate of Science (A.S.) program, while the other six participants taught courses in 

general education. While three of the participants, Raja, Susan, and Howard, were 

teaching at the time of program completion, they were not teaching at the time of the 

interview due to the college’s change in requirements for when staff positions can teach 

courses. This change was a result of addressing possible state legislation changes that 

did not pass. It is possible that in the future, the college will change these requirements 

and all three participants expressed an interest in teaching again. In addition, Carmen 

moved into a Dean's role following completion of the program and Jerrica became a 

grant manager at a different campus.  

The college offers 7 professional development programs, consisting of several 

courses, and additional courses that can be taken individually. All the participants had 

previously completed several professional development courses with between 50 and 

over 300 hours of professional development. Every participant had completed at least 
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one additional program, with four participants completing two, and two participants 

completing three of the available programs. In addition, two of the participants were in 

the middle of completing a program.   

Data Collection 

Data was collected through a two-part interview series, a demographic 

questionnaire completed at the beginning of the first interview, as well as a feedback 

survey once themes from the interviews were identified. The two-part interview process 

was a modified version of Moustakas’ (1994) guide, which suggests a long interview to 

explore the experience and meaning behind the experience. The modification is a result 

of Seidman (2012) who suggests that a meeting reflecting on the experiences should be 

held one to two weeks later so the participant has time to reflect on the previous 

interview about the lived experience.  

Both interviews followed a semi-structured organization. This format provides a 

guide for open-ended questions that set the stage for the interview, but leaves the 

researcher the flexibility to ask follow-up questions as needed (Creswell, 2013). The 

semi-structured interview technique is important to the research; Whiting (2008) 

describes how semi-structured interviews should be used to create “personal and 

intimate encounters in which open, direct, verbal questions are used to elicit detailed 

narratives and stories” (p. 35). 

It is important to the research that only face-to-face interviews be completed. 

Irvine, Drew, and Sainsbury (2012) explain that “visual signals from the researcher are 

important in encouraging interviewees to elaborate or clarify what they have said, and 

suggests that this can lead to more ‘thoughtful’ responses” (p. 90). As a 

communications professor, I am in tune to small non-verbal signals that help me 
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understand the meaning and intent behind the verbal communication. Because the 

participants were faculty at my institution, I utilized the calendar option in our email 

system to create appointments once the faculty member confirmed the dates and times 

of their interview. Appendix B shows the text that was used when reserving each 

appointment.  

First Interview 

During the first few minutes of the interview, the informed consent form 

(Appendix C) was reviewed and signed, and the participant completed a demographic 

questionnaire (Appendix D). A few opening questions about the experience were 

developed to engage in a social conversation as recommended by Moustakas (1994). 

The questions from the first interview (Appendix E) worked to collect information 

about the lived experience of the phenomena, changes, or thoughts about changes, 

during and following the professional development course. These questions helped to 

answer the second research question, which attempted to comprehend the experience 

of change on the part of the participants and how this might have affected their intrinsic 

motivation.  

Symbolic interactionism is a framework that helps us to understand intrinsic 

motivation by understanding how individuals reconstruct their learned meanings. After 

the initial opening questions for this interview to establish a rapport, additional questions 

were created through the lens of symbolic interactionism. According to Charon (1998), 

symbolic interactionism includes five central focuses: the human as a social person, the 

human as a thinking person, the human as a person defining their own environment, the 

human as a person affected by their current environment, and the human as an active 

being in their environment. The questions were developed to help understand the 
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experience of the participants with regard to each of these focuses. Appendix F further 

shows the relationship between symbolic interactionism, Research Question 2, and the 

interview questions for the first interview.  

Second Interview 

According to Seidman (2012), the spacing of the interviews should give the 

participant time to reflect on the first interview without losing connection between the 

two. The second interviews took place between one to three weeks following the first. 

The second interview was focused on answering Research Question 1: How do 

instructors who complete a professional development program at a community college 

describe their experiences with change in their own self-efficacy.  

Five questions (Appendix G) were created using an adaptation of the established 

General Self-Efficacy Scale (GSE) that has been used in over 30 languages over two 

decades (Jerusalem & Schwarzer, 1992; Schwarzer, 1992; Schwarzer & Jerusalem, 

1995; Schwarzer & Scholz, 2000). Schwarzer and Fuchs (1996) have recognized that 

the Likert scale questions may need to be adapted to understand specific behaviors and 

have provided a guide to adapting these questions. This guide was utilized to create the 

open-ended questions. The Likert scale questions of the original GSE were adapted into 

open-ended questions that explored the faculty members’ perceptions of their own self-

efficacy.  These questions work to understand the meaning behind the lived experience 

and look at self-efficacy in relationship to: changes after the course, why change was 

not created prior to the course, changes in instruction, changes in the participants’ role 

at the college, and possible future changes. Appendix H further shows the relationship 

between self-efficacy, Research Question 1 and the interview questions for the second 

interview.  
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Following Interviews  

The interviews were audio-recorded, and a reflective note technique, as 

discussed by Creswell (2013), was utilized. This technique, as shown in Appendix I, 

documented descriptive notes about the setting of the interview, as well as reflective 

notes that document impressions, thoughts, and personal reflections of the interview. 

Following the interviews, recordings were transcribed. These transcriptions were 

key during data analysis as they were used for the analysis steps discussed later in the 

data analysis section of this chapter. Immediately following the interviews and 

transcriptions, a profile with reflections for each interviewee was completed. Once all 

interviews were completed, field notes and transcriptions were revisited to identify 

common themes following the steps of analysis described later in the data analysis 

section of this chapter. 

Rigor 

Prion and Adamson (2014) describe rigor as the criteria for trustworthiness of the 

data collection, analysis, and interpretation. According to Trainor and Graue (2014), 

education research has “often been critiqued for not being sufficiently scientific” (p.  

267). Qualitative research, however, is necessary to answer questions that include 

complex phenomenon that are dependent on the understanding of their experiences, 

settings, and context (Trainor & Graue, 2014, p. 268). Thomas and Magilvy (2011) 

suggest that rigor in qualitative research should work to “establish trust or confidence in 

the findings or results of a research study” (p. 151). According to Lincoln and Guba 

(1985), there are a series of steps that can be used throughout qualitative research to 

establish credibility and trustworthiness of a qualitative research study. They have 
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outlined a series of steps which include: credibility, confirmability, dependability, and 

transferability.  

Credibility refers to the validity of the data with the proper interpretations as 

intended by the participants (Prion & Adamson, 2014). This research has ensured that 

the particular criterion was met through the transcriptions and later by the themes being 

reviewed by the participants to ensure that an accurate portrayal of their stories was 

captured. This process is also known as member-checking. Creswell (2013) suggests 

using member checking as a validity strategy that works to check the accuracy of the 

findings. It is important that participants review themes to check that they accurately 

reflect their experiences. This member-checking process was included in this research.  

After the data was analyzed and common themes were identified, a survey using 

the online Qualtrics survey software was created to send to each participant. Eight 

themes were identified and the survey asked the participants to rank the application of 

each of the themes to their personal experience, from strongly agreeing that it related to 

their personal experience to strongly disagreeing that it related to their personal 

experience.  In addition, each question included a comment box for the participant to 

provide additional feedback on the theme. This survey assisted the participants in 

further reflection on the meaning and allowed them to add any missed understanding of 

the experiences. 

Confirmability refers to the absence of researcher bias (Prion & Adamson, 2014). 

According to Chan, Fung, and Chien (2013), bracketing is a methodological device of 

phenomenological inquiry that requires deliberately putting aside one's own belief about 

the phenomenon under investigation or what one already knows about the subject prior 
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to and throughout the phenomenological investigation” (p. 1).  Reflecting on the 

researcher’s subjectivity throughout the research and ensuring that the analysis 

provided is an accurate representation of the participants’ responses is required to 

ensure validity of the analysis. According to Tufford and Newman (2010), this process 

helps to mitigate the effects of the researcher’s preconceived notions of the 

phenomenon that can affect the research process. A clear understanding of the 

researcher’s positionality is described under researcher subjectivity later in this chapter. 

This subjectivity has been analyzed and identified so that it can be set aside with a clear 

understanding that the phenomenon to be analyzed is only that of the experiences of 

the participants.  

Transferability is needed to understand what populations the data can be applied 

to (Prion & Adamson, 2014). It helps to understand which populations the research is 

meant to address. Transferability can be understood through a clear description of the 

sample interviewed, a clear understanding of the participants’ positions at the college, 

the college setting, and the participants’ background, which may provide understanding 

on what population the data might be applicable to. 

Dependability is needed so readers can “follow the original researcher’s decision-

making process during the study and reach similar conclusions” (Prion & Adamson, 

2014, p. 108). Dependability will be ensured through clear descriptions of how the data 

was collected and analyzed. Appendices for field notes and transcriptions have been 

attached to further help the reader understand how the data was collected, while a clear 

description of the analysis process and researcher methods can ensure the 

researcher’s decision-making process is understood. Reflective journaling was used 
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throughout the data collection and analysis process. Reflective journaling can allow for 

a deeper analysis and reflective criticisms, and deliberations (Ruiz-Lopez et al., 2015). 

This process allowed for a deeper understanding of the researcher’s own positionality in 

decision-making as well as providing a more in-depth understanding of the experiences 

of the participants. 

Data Analysis 

This study explored shared experiences of faculty participating in a professional 

development program and how they assigned meaning and intrinsic motivation to their 

work. A qualitative phenomenological research design emerged as the natural design to 

analyze this phenomenon as it allowed for the experiences of the participants to be 

further understood. According to Creswell (2013), qualitative research should be 

conducted when you are looking to explore the problem and understand a 

phenomenon. In addition, Creswell (2013) recommends a phenomenological approach 

when describing “the meaning for several individuals of their lived experiences” (p. 87). 

Transcendental Phenomenological Approach 

This study took on an approach that examined the essence of the experience of 

changes, or thoughts of changes, of those participating in a professional development 

program. In this approach, two questions were examined: 1) What was their lived 

experience? And 2) In what context did they experience it? (Moerer-Urdahl & Creswell, 

2004). These two questions are separated from assumptions and judgments of the 

researcher through the bracketing process previously described in this chapter. This 

process enables the experiences to be viewed without “speculating on their causal 

explanations” (Jansen, 2005, p. 129). This allows the research to be seen with fresh 

eyes and “as for the first time” (Moustakas, 1994, p. 34). 



 

55 

A systemic analysis procedure is critical to the transcendental approach as it 

calls for a “rigorous data analysis.” This study employs Colaizzi’s seven-step 

phenomenological approach to analyze the shared phenomenon of faculty participating 

in a professional development program. According to Shosha (2012), Colaizzi’s (1978) 

strategy of data analysis works to employ the transcendental phenomenological 

approach of eliciting an exhaustive description about the phenomenon to reach true 

meanings.  According to Edward and Welch (2011), this is a modification of Giorgi’s 

(1970) empirically based phenomenological procedure that includes a validation 

process. They assert that this modification “expanded the process of phenomenological 

analysis contributing to advancing a rigorous approach” (p. 165). The seven-step 

process was completed as outlined in Table 3-2. 

Table 3-2.  Colaizzi’s (1978) Phenomenological Research Analysis Approach 

Step Description 

 
1. Transcription 

 
Transcribe participant interviews.  

 
2. Extraction Significant statements are extracted. 

3. Formulated Meanings  Meanings are formulated 

4. Aggregate Meanings The formulated meanings should be sorted 
themes. 

5. Description Exhaustive description of the phenomenon is 
created. 

6. Identify Structure The fundamental structure of the phenomenon 
should be described. 

7.   Validation Participants review the descriptive results of their 
experiences. 

Note. Adapted from Shosha, G. A. (2012). Employment of Colaizzi's strategy in descriptive 
phenomenology: a reflection of a researcher. European Scientific Journal, 8(27), 31+. 
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Analysis Steps 

Step one. During the first step, transcriptions were created from the recorded 

interviews. I made the decision to complete the transcriptions myself. This proved to be 

a very valuable decision and assisted me in immersing myself into the interviews and 

the experiences of my participants. I used Dragon Naturally Speaking software to 

transcribe the interviews through audio transcription into the software. Following this, I 

listened to the audio of the interview while reading through the transcript, pausing the 

audio when needed, to ensure that the transcription was accurate. This allowed me to 

experience every interview three times during the first step of analysis. This allowed for 

the transcriptions to be read and re-read, which was necessary to allow the information 

to be understood (Shosha, 2012).  

Step two. Following the transcriptions, significant statements were extracted 

from the transcriptions and given equal weight, without regard to statements that were 

repetitive or overlapping. For this step, I went through each transcript and highlighted all 

significant statements. Statements were considered significant when they fell into one of 

three categories. The first included statements of the experience being researched – the 

experience of changes throughout or following participation in the student guidance 

system certification. In addition to the experience of changes during or following 

completion of the program, statements regarding motivation to take the course were 

extracted to understand the various motivations for change among participants prior to 

taking the program. Lastly, statements about what made the changes possible were 

extracted in order to identify motivating factors. 

Step three. After all the interviews were reviewed and the statements of the 

experience have been identified, repetitive statements (from a single interview) were 
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removed and meanings were identified. This step included two procedures. I first went 

through each interview and reviewed the highlighted statements. I made notes on each 

highlighted statement about the meaning. This meaning was identified in two ways. 

First, each statement was reviewed to determine which of the three categories in Step 2 

the statement fell into. Then, using social cognitive theory and symbolic interactionism, 

a meaning was identified. Using social cognitive theory, if a statement pertained to their 

beliefs about their own capabilities, it was identified as an experience in self-identity or 

self-efficacy. All other experiences could be identified as one of the five central focuses 

of Symbolic interactionism: the human as a social person, a thinking person, a person 

defining their own environment, a person affected by their current environment, or active 

beings in their environment. In some cases, these identified meanings overlapped. 

Figure 3-1 and 3-2 illustrate how the transcript was highlighted in Step 2 and the 

meaning identified in Step 3.  

 
 
Figure 3-1.  Transcript sample from second interview with Howard after completion of 

Step 2 and 3 
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Figure 3-2. Transcript sample from first interview with Shana after completion of Step 2 

and 3 

Once the initial identification of the meaning of each experience was created, the 

online software Padlet was used to write each of these meanings on an online Post-it 

note, along with the exact transcription text, and page/line numbers.  

Step four. Once meanings for each participant were formulated and created in 

Padlet, the themes of the meanings found across participants were identified. In this 

stage, Padlet was used to group the experiences to help find common meanings. Figure 

3-3 shows how Padlet was used to organize the individual meanings into grouped 

themes. 
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Figure 3-3.  Padlet sample screenshot for grouped meanings in Step 4 

Step five. Reviewing the themes that emerged and analyzing how many 

participants shared the experience allowed for an exhaustive description of the 

phenomenon to be created. 

Step six. After reviewing the extensive descriptions of the phenomenon, the 

fundamental structure of the phenomenon could be identified.  

Step seven. To ensure validation of the identified themes and overall structure, 

Qualtrics, an online survey tool, was utilized. This survey, as seen in Appendix J, 

included each theme that was identified as crossing over multiple stories. For this 
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survey, the participant could identify on a Likert scale how they felt each theme applied 

to their own personal experience and to give any additional comments in a comment 

section. This helped in understanding how each theme was experienced across 

participants. Of the seven participants, six completed the survey with both their Likert 

scale results, as well as additional comments on the proposed themes. 

Researcher Subjectivity 

According to Bevan (2014), “the often-cited Colaizzi (1978) provided some 

indication of application of phenomenological theory by stressing the importance of 

uncovering and interrogating presuppositions” (p. 137). Moustakas (1994) recommends 

a modified Colaizzi method that includes completing a description of the researcher’s 

own experience of the phenomenon. 

According to Schmin (1981) in Krefting (1990), qualitative research is a study of 

the “empirical world from the viewpoint of the person of study” (p. 214). This requires a 

researcher to be free from bias when collecting and analyzing data. For this to occur, 

the researcher must first understand their own positionality and possible bias for the 

research involved. According to Bodner and Orgill (2007), the role the researcher plays 

in phenomenological studies is characteristic and “since the goal of phenomenological 

studies is to describe a universal essence of a phenomenon, it is important that the 

essence also reflects the researchers’ experience with the phenomenon” (p. 125). 

As a faculty member at Citrus Grove Community College, I have had over five 

years of experience taking faculty development courses at the institution. While I have 

not completed the professional development program analyzed, I was part of facilitating 

two of the program’s face-to-face meetings. My time taking professional development 

courses at Citrus Grove Community College led to a myriad of changes in both my 
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curriculum, my perception of my courses, my pedagogy, and my own self-efficacy. 

These changes have created a strong interest in researching how professional 

development courses affect other faculty members.  

I began taking courses as an adjunct faculty member. Previously, I had worked in 

advertising and while I had a lot of content area knowledge, I was not familiar with 

current teaching practices or resources.  My participation in faculty development 

opportunities has led to my increased understanding of the available resources that are 

offered by my college and elsewhere to increase my effectiveness as an instructor. My 

completion of a digital certification at my institution has drastically altered how I 

structure and implement my online courses and the technological resources that I use 

for both online and face-to-face courses. In addition, the sharing of ideas in these 

courses with other faculty members, many of whom are within my own discipline, have 

led to an increased collaboration and communication among the faculty members I work 

with. 

Most importantly, my own experience in faculty development courses is what has 

led to my own infusion of real-world activities that I believe has made my course more 

meaningful for my class. I have infused discussions about current events as well as 

applied course skills to real world situations. This has led to a positive response from 

students letting me know how important the class was for them, which in turn led to my 

own motivation for constant improvement. 

As a now-tenured faculty member, I still participate in faculty development 

programs and I have found that to be a constant source of inspiration for my practice. 

As I began this research, I looked forward to working with other faculty to learn about 



 

62 

their experiences while taking professional development courses, and discovering some 

of the shared experiences and common themes.  
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CHAPTER 4 
RESULTS 

This chapter will address the data collected in several ways. First, we walk 

through each participant’s story with an understanding of their background and 

connection at the college, their relationship with the researcher, and finally their 

experiences as shared through each of the two interviews. Following the participant 

stories and the participant review of themes with feedback, themes that crossed stories 

are shared. Seven final themes were identified using Colaizzi’s (1978) 

phenomenological research analysis approach. For each participant, there are three 

points of communication that occurred as part of the data collection: the first and second 

interview, as well as the feedback survey that was received. A timeline of this 

communication is provided in Table 4-1.  

Table 4-1.  Timeline of Participant Communication 

Name First Interview Date Second Interview  Survey Completion 

Shana June 1, 2017 June 15, 2017 July 25, 2017 

Howard June 8, 2017 June 15, 2017 July 25, 2017 

Jerrica May 25. 2017 June 8. 2017 August 7, 2017 

Carmen June 5, 2017 June 15, 2017 July 25, 2017 

Kimber June 6, 2017 June 30, 2017 Not Completed 

Susan June 6, 2017 June 13, 2017 August 7, 2017 

Raja June 1, 2017 June 7, 2017 July 25, 2017 

 
Participant Stories 

Jerrica  

While Jerrica had moved to a grant management position on the Rue campus by 

the time of our interview, she was teaching as an adjunct instructor of Introduction to 

Humanities, as well as Humanities of the Enlightenment and Romantic Period during 
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the time of her certification program. During this time, Jerrica taught the maximum 

number of allowable classes during the day at my home campus, Pomelo. She moved 

to Pomelo from the other small regional campus in the five-campus cluster, Agrume. 

Having taught on two of the campuses and having a staff position on a third campus, 

she was able to provide a cross-campus view to her experience. Jerrica was an adjunct 

who was heavily involved on the campus whenever possible and applied and 

interviewed for several positions prior to becoming a grant manager. Jerrica had 

completed over 300 hours of professional development courses at the time of our 

interview and had also completed several other certifications, including one that focuses 

on adjuncts and another with an online-learning focus. 

 My first interview with Jerrica was also the first that I would conduct towards my 

research. This was a great experience due to a friendship that I had developed with 

Jerrica over previous years working together at the college. While Jerrica was currently 

serving in a grant management position at the college on a different campus, Rue, she 

had previously served on my campus as an adjunct instructor of humanities. We have 

known each other for a little over five years and had become good friends who even 

taught our courses together in a program at the college where two instructors of 

different courses link their courses and teach a cohort of students, integrating the 

material from the courses together and teaching side-by-side. 

This relationship made for a very comfortable first interview. I arrived at Jerrica’s 

office where I was conducting the interview on her lunch break between meetings. 

While the setting was formal, our prior relationship led to a very relaxed meeting. Jerrica 

appeared very comfortable and eager to share her experiences. During this interview, 
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Jerrica stressed how the program helped her examine the way she teaches and how 

she feels about the material. In addition, she shared her main project that was created 

for the program and her willingness to share this work with others. 

Jerrica was part of a small cohort of around six who completed the program in 

April, 2013. This was also the first cohort for the program. She explained that the cohort 

included those from various disciplines and campuses. Jerrica chose to take the 

program because she reviewed the program information and felt it would assist her in 

helping her students. Originally, she thought of the program as a tool for students, but 

found that she could use it in the classroom. She explained that it helped her relate it to 

the material she was teaching in her course. Jerrica discussed a strong connection to 

the relationships that occurred during the program and expressed that throughout the 

classes it really felt that the participants were “feeding off of each other” and their ideas. 

She added, “We were getting ideas for our projects from each other. The discussions 

that we were having online and in the classroom were based off of our own 

experiences, but also one another’s experiences” (Jerrica, personal communication, 

June 28, 2017).  

For Jerrica, the online forums were an additional sharing space. She discussed 

how it was easy for her and other cohort members to express themselves in the online 

forums and how this provided for lengthy conversations. Jerrica stressed the importance 

of sharing ideas in both the face-to-face course, and online and how this impacted her 

final project for the course. She says, “We were able to incorporate all of that feedback 

and, yeah, other people's ideas ended up in my project and I'm happy about that 
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because my ideas ended up in theirs” (Jerrica, personal communication, June 28, 

2017).   

Jerrica was able to gain ideas about how to implement new instruction 

techniques. Her lectures turned into rich discussions and she learned how to phrase 

statements into questions that would lead to deeper critical thinking from the student 

and allow them to bring their own personal experiences into the discussion. For the 

capstone project for the program, each participant was required to implement an action 

research project in their class. Jerrica utilized these techniques and had students 

thinking about their world views at the beginning of the class and then reflecting at the 

end on how the course helped shape these worldviews. 

Additionally, during the first interview, Jerrica discussed a change in focus on 

grading, and how she viewed what material to cover in a course. She shared that it 

changed her mindset from “looking for reasons to deduct points to seeing where this 

student actually is with their work” (Jerrica, personal communication, June 28, 2017). 

This led to looking at the overall picture of the students’ understanding instead of 

picking “through every single word and make corrections and take points off” (Jerrica, 

personal communication, June 28, 2017). Finally, the interview ended with Jerrica 

discussing how she and her colleagues in the program had discussions on the need for 

students to understand the material instead of just getting through the material. This led 

her from covering the entire book in an Introduction to Humanities course to focusing on 

only four chapters and making sure the students really understood the material before 

moving on to new material.  
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My second interview with Jerrica was also during her lunch break in her office, 

but was even more relaxed than the first. Her 12-year-old daughter, whom I had met on 

several occasions prior, was there with her doing some data inputting for her. We had a 

very friendly conversation before and after our official interview. The second interview 

was more of a reflection on the ideas discussed in the first and delving into the meaning 

behind the experiences. We started the questions by reflecting on what made the 

changes possible. Jerrica believed that the program really provided an opportunity for 

her to consider changes. The time and intentionality led her to ideas for her class that 

she previously had not thought of. It also made her realize the value of providing time 

for reflection for her students. She recalled, “It made me make the time to make those 

changes in the class, to create an environment where the student could have those 

types of reflections” (Jerrica, personal communication, July 8, 2017).   

Another important aspect of the second interview was the focus on the lasting 

effects of the program and how it affected her relationships outside of the program. She 

explained she would talk a lot about what she had learned in the program with her 

colleagues and how it changed her confidence, enabling her to have informed 

conversations with colleagues and also being able to answer their questions. She said, 

“I know that it made me, going through the classes and getting the certification, made 

me feel like I knew a little bit more about why we were all here. And maybe turned me 

from someone who was only asking questions into someone who had answers” (Jerrica, 

personal communication, July 8, 2017). 

Working with Jerrica prior to conducting the other interviews was a great learning 

experience because Jerrica had completed her dissertation, which was qualitative and 
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included faculty interviews, just two semesters prior. Jerrica had a very honest and up-

front, at times blunt, personality. I knew that she would guide me if she felt that the 

interview could be improved for the better. I mentioned to her that my interview with her 

was so relaxed that I was concerned about whether the other interviews would feel 

more formal and therefore the participants might be less forthcoming with information. 

She assured me that my two-part interview process would assist in improving that 

atmosphere of comfort and sharing, and that proved to be correct. 

Shana  

Shana has been an instructor at the college for 10 years and is currently a full-

time tenured professor in reading. Her focus is on developmental reading and she is 

also in her last year of receiving her doctoral degree in higher education administration. 

She had previously completed the college’s program to prepare instructors for online 

learning and works in a faculty leadership role that helps fellow faculty enhance their 

teaching and learning. While she works on the large Clementine campus, she lives 

closer to the smaller Pomelo campus and frequently utilizes the faculty resources on 

that campus. Shana completed the program in July 2013 when she was still a tenure-

track professor. 

Likely due to our prior friendship, the first interview was very relaxed. Shana 

offered to meet in my office on the Pomelo campus. She was motivated to take the 

course due to, what was a very personal experience for her. She was struggling with 

juggling life and school and had an instructor who really worked to help her succeed 

and guided her in both her personal life and courses. She wanted to do the same for her 

students. She remembered, “I wanted to help them succeed and help them to be 
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motivated in their college career as well. And not only in their college career, in their 

personal lives” (Shana, personal communication, June 1, 2017). 

Shana expressed the value of the relationships during her cohort. While she had 

a fairly large cohort of 20, they would frequently break into smaller groups to share 

ideas. She expressed that much of the conversation was social and they developed 

friendships. While Shana remembers that there were conversations and work done 

online, it was the face-to-face communication that really resonated and shaped her 

capstone project for the course. She said she no longer uses the full project she 

created, which worked to infuse college success skills, in her course. This change came 

about due to some time constraints, but an intentional focus on embedding parts of the 

program is still done in an informal manner. She remarked, “I am more intentional. 

Before it was just like spur of the moment. Now it is more like I need to make sure I 

have these things in place” (Shana, personal communication, June 1, 2017).  

Shana was also able to share with her mentees outside the cohort the things she 

has learned. As she explained:  

Since I was a mentor still working with some of my mentees, I would share 
with them different ways of collecting feedback from students. One in 
particular is using the Qualtrics survey. One person who I worked with 
started implementing it and was really shocked by it. It really helped her to 
quickly collect feedback from her students (Shana, personal 
communication, June 1, 2017). 
 
This was an element of Shana’s project that she was able to use to help her 

mentees and this was embedded into their course as well. She remembers them 

sharing that it was very helpful information.  

Our second interview atmosphere mimicked that of the first. Shana was 

supposed to meet with me at noon, but called to see if we could meet earlier and I was 
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available to do so. During this meeting, Shana appeared to remember a lot more about 

her experiences and the project that she implemented and its successes in her course. 

When discussing what really made the changes possible for her, she immediately 

gravitated “to the resources as the impetus in terms of why those changes were 

possible” (Shana, personal communication, June 15, 2017). These resources included 

literature as well as the relationships and conversations she had with her colleagues in 

and out of the cohort. She expressed that she hadn’t thought about a lot of the ideas 

before. “I was just going with the flow and I hadn't really thought about what my students 

really needed. It gave me a better perspective when I started taking the program by 

identifying the needs of my students” (Shana, personal communication, June 15, 2017).   

Shana noticed that her students were able to see that she cared by the changes 

she made in the course and this helped in a very informal way to impact her instruction. 

While she does not fully implement the project in her course now, she said she is 

consistently more intentional about identifying the needs of her students and how she 

can tweak her instruction to address their needs. She also consistently works to share 

these ideas with others and explained: 

I'm just hoping that I can reach out to other professors ongoingly because 
there are still some people that are just in the mindset that whatever you 
do, students are not going to change and you are just wasting your time. 
Or they don't think that the program we have are not really needed. But it 
does make a difference” (Shana, personal communication, June 15, 
2017). 
 
I could tell after both interviews with Shana that this work was very personal to 

her and she really wanted to help her students overcome obstacles in a way that she 

was able to do thanks to the guidance she had in college. She stressed the importance 

of being a life-long learner and I could tell this was not only a core value for her as a 
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person and instructor, but also as a colleague, and that she really wanted to share this 

information with her mentees and other colleagues.   

Raja  

At the time that Raja completed the program, she was a math tutor as well as an 

instructor teaching developmental math. She has been with the college for over 12 

years and came to the regional Pomelo campus from the main Rue campus. She had 

also previously taught student success courses, worked as a career advisor, and was 

involved in a variety of ways on both campuses. She completed three of the college’s 

six certification programs prior to our interviews and was in the middle of completing her 

fourth. Because of the changes in requirements that would not allow some staff 

positions to teach classes as well, Raja was not teaching any classes at the time of our 

interview, but worked directly with students in the tutoring center and looked forward to 

teaching again if the college changed requirements. 

Raja and I have known each other as colleagues for a few years while crossing 

paths on the same campus. We exchanged small talk in the break rooms and frequently 

discussed what we were doing in our classes and departments. We tended to have 

differing schedules and therefore did not have lengthy discussions or spend time 

together outside of work. Raja is a very friendly person who loves sharing things she 

has learned at the college. 

For our first interview, we met in my office, which is right across from the 

breakroom and Raja brought her lunch in. We chose my office instead of the breakroom 

so we would have a quiet atmosphere for the recording. Raja is a very expressive 

person who was filled with laughter throughout the interview. She also had a lot of non-

verbal gestures to help illustrate everything she said. Raja chose to take the program 
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because she wanted to do some experimental research in the classroom to see how 

student learning could be improved. In addition, she was somewhat familiar with the 

guidance system as it was presented to students, but knew that it had undergone some 

major revisions and improvements and wanted to see how it was currently being 

implemented and how instructors could incorporate it into the classroom. 

Raja was a part of a cohort of around 20 from various disciplines and 

departments including some from student services, librarians, and full and part-time 

faculty. The larger group would break out into smaller groups to share ideas and then 

come back to the larger group to share together.  She also remembered that much of 

the program was online, including the discussions, with some face-to-face meetings to 

present ideas. Raja did describe a learning curve with the online discussions and it took 

time for all the members to work through the deadlines, netiquette issues, and leaving 

meaningful feedback for other cohort members. Some of Raja’s ideas were not 

implemented. She explained, “Something I wanted to do which I didn't was create a 

panel of experts that I could just call upon and ask to pop in to the class” (Raja, 

personal communication, June 1, 2017). 

Raja felt the program was great in helping her reach her non-traditional and 

developmental students who had different challenges and struggles than her traditional 

students. She would take these ideas and share them with “almost anybody that would 

listen” (Raja, personal communication, June 1, 2017). She was excited to share the 

results of her project, which had students complete a project researching the career 

they wanted to go into and learn more about whether the career would really be a good 
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fit for them. She found that the project helped students understand their own career 

paths more and that this affected their own self-efficacy.  

During our second interview Raja shared the importance that technology had in 

allowing her to complete her project, as well as the time and space to think about her 

project and receive input from others. She explained how this had an effect on her own 

self-efficacy and changed her willingness to assist students when non-material related 

questions come up in class about something that the guidance system could assist 

students with. According to Raja, “When you want to walk students through something 

or just show and tell something, you need to feel comfortable getting to it quickly 

yourself” (Raja, personal communication, June 7, 2017). In addition, this self-efficacy 

led Raja to feel more comfortable making changes to the course to meet student needs. 

She described how she would “be less hesitant to tweak my course according to what 

the students need once it has started” (Raja, personal communication, June 7, 2017). 

For Raja, sharing her ideas was of great importance and she would share what 

she learned with everyone. This was a direct impact of taking the course. “I mean I 

speak more now post training than I did before, about the need to really dig into what 

your students are in your class for” (Raja, personal communication, June 7, 2017).  

Finally, Raja shared that she has changed how she focuses her time in class. “I really 

don't have a problem with spending less time on one concept than another” (Raja, 

personal communication, June 7, 2017). 

Reflecting on the interviews with Raja, I could see how her career advising 

position really led to her desire to use the guidance system to help students understand 

their career paths more and how to make the right decisions to get there. In addition, 
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discussions and relationships were very important for Raja and she consistently 

mentioned how she would talk to everyone, instructors and non-instructors. She also 

discussed what she was doing in the classroom and how it was working. In addition, this 

carried over into her personal life. She wanted to help people outside of the college 

further understand their career paths. 

Susan  

Susan started working at the college just three years earlier teaching dual 

enrollment student success courses at a high school adjacent to the Pomelo campus. 

She was the point person for the dual enrollment program at the college and was the 

newest of all my participants to instruction. She cited this as a reason for her to 

complete the program. She taught a course that was very career-oriented to students 

who had not yet fully developed their career paths and was new to understanding how 

to reach students. She knew that the student guidance system was an important value 

of the college and she wanted to learn about how to infuse the system and the value 

into her course and make sure she was utilizing all the resources available. Susan now 

works at the Clementine campus as a career program advisor. 

Prior to becoming a tenured professor of communication, I taught student 

success and speech at the same high school as Susan. We taught across the hall from 

each other and would frequently help each other out when needed in the classroom and 

while handling concerns at the high school. We had not spoken in some time since she 

had moved to the Clementine campus. 

The beginning of our first interview involved catching up on life and career since 

the last time we had spoken, maybe a year earlier. We met at her office on the 

Clementine campus. This was my first time visiting her there. We had a very friendly 
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conversation and then went into the interview questions. Susan was in an extremely 

small cohort with just a handful of individuals. They even met at a coffee shop instead of 

at the college for a couple of meetings. This led to valuable discussions and 

relationships forming throughout her experience in the program. Susan discussed how 

she “learned a lot to take away from the relationships that were truly positive” (Susan, 

personal communication, June 6, 2017). Susan and her small cohort were able to 

explore their projects in detail and were never strapped for time. This might be one of 

the reasons that Susan didn't really remember any of the online components of the 

program.  

Susan considered the intimate meetings to be at the core of the program 

experience that she had. “I remember just absorbing ideas about how other instructors 

thought about their students and thought about how to reach them in ways that I 

wouldn't have” (Susan, personal communication, June 6, 2017).  For her project, Susan 

wanted the students to explore their career paths throughout the course and reflect on 

how they changed. While this led many of the high school students to become less 

certain about their career paths, Susan felt this was a success because it enabled them 

to think more critically about their career paths and the decisions they made toward their 

goals. 

During our second interview, Susan reflected on what made the changes 

possible. She believed it “was really the luxury of time” and taking the opportunity to “sit 

down and reflect on the course” (Susan, personal communication, June 13, 2017). She 

expressed that she never would have tried an experiment in her course without the 

encouragement of the program and the time and space to think about the project.  
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For Susan, one of the critical aspects of working within the small groups was 

meeting those with varying skills. Susan had not taken statistics courses, even in her 

master’s program, and relied on one of the cohort instructors to assist her in 

understanding the data from her project. This also helped her to understand the value of 

statistics and changed how she viewed other aspects of her job regarding the data. She 

described this effect. 

I see in my work here that I have changed in that sometimes I want to see 
what are the numbers and what can we generate to prove that what I am 
doing is powerful and is worth the investment in time and people hours” 

(Susan, personal communication, June 13, 2017).    
 
Finally, Susan reflected on how she viewed the use of her colleagues as a 

resource and how she was a resource for her colleagues. She believed the program 

helped her to break down some barriers that kept her from seeking help from others. 

She always had people offer up their help, but now understood that the culture of the 

college wasn’t just to say that they could help you, but that they would actually help you. 

In turn, she would always help others and valued “being a part of this culture and the 

system that will always pay it forward” (Susan, personal communication, June 13, 

2017).    

While Susan is no longer teaching courses in her new role, and is not sure if she 

will go back into the classroom, she valued how her experience changed her outlook 

and her role at the college, and the resources she could use in her current position to 

help meet the needs of her students. She was very open in sharing about her 

experience and how it changed from her instruction to her advising role. She was very 

thankful for the experience and the instructors and cohort members who took the time to 
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work with her and help her understand how to implement her project, and also how to 

evaluate it. 

Kimber  

While Kimber is currently teaching in a full-time faculty role at the college that 

consists of teaching new student experience courses as well as advising, she previously 

worked as an instructor teaching speech and student success at the time of taking the 

program. She works at the Rue campus and has been with the college for 11 years. 

She also previously completed three of the college’s six certification courses, was in the 

middle of her fourth at the time of the interviews, and had completed various other 

faculty development courses. She completed her doctoral degree in May and was eager 

to help another doctoral student in any way possible. I did not actually realize that I 

knew the faculty member at first until we started communicating by email. I then realized 

we had some prior limited interaction based on Kimber's previous experience teaching 

speech and our communication during various college-wide speech department 

meetings. 

We met for our first interview in her office on the Rue campus. She was excited 

to share her experiences and was very friendly and engaging. I could tell that she was 

very busy and there were a couple interruptions that we paused the interview for while I 

was there. Kimber was motivated to take the course because she was teaching student 

success and speech and was looking for ways of infusing some of the college success 

skills from her student success course into her speech course. Her cohort included 

around eight participants. Kimber had a variety of disciplines within her cohort that she 

felt provided a profound impact on her experience. She described this experience, “I like 

that bonding and that sharing because now there's something I can take that maybe a 
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math professor uses that I can align into both my new student experience course and 

my speech course” (Kimber, personal communication, June 6, 2017).    

Kimber recalled that there was a lot of communication online as well as face-to-

face. She reflected on how she shared about note taking and time management with 

others in the course. Many from other disciplines were excited to learn how they could 

take what was being taught in the student success course and infuse it into their 

courses to further help students be successful. She said that many of the participants 

realized that as faculty, they needed to “put it in there and embed it in there somehow, 

even if not formally teaching them time management” (Kimber, personal 

communication, June 6, 2017).    

Our second interview was delayed twice due to Kimber first having a scheduling 

conflict and then becoming ill. While all the other interviews took place one to two weeks 

apart, the second interview for Kimber was three weeks following the first and was also 

the last interview that I conducted for my research. I did not notice any impact from this 

on the conversations we had. Kimber was able to reflect on how she had embedded 

advising into her speech course. She also explained how completing all the training for 

the program and taking the time to work on the project allowed her to be able to make 

those changes. 

Kimber also noticed how the course helped her students understand that she had 

knowledge that might assist them beyond the speech course material.  

I think these changes impacted my instruction by having the students 
know that I am knowledgeable in more than just my course and having 
them be more comfortable with me in understanding the course 
information and also understanding the advising side” (Kimber, personal 
communication, June 30, 2017).  
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Kimber expressed how taking the program also impacted her conversations with 

colleagues as well as conversations that occurred within her committee work. 

Kimber was very friendly and excited to share her experiences during both 

interviews. She was very confident about advising going into the program because of 

her experiences teaching student success, but she still gained a lot from being in the 

program. These experiences led to changes in her speech course as well as in 

conversations with colleagues and the way students communicated with her.  

Carmen  

While Carmen had previously worked as a tenured professor of math, she was 

working as a tenured professor and interim dean at the time she took the program. By 

the time of our interviews, she had become the dean of architecture, engineering, & 

technology, while holding her tenured position. She still taught a couple of courses 

every semester as well. She had been at the college for 18 years and worked on a 

variety of projects at the college. Carmen had previously completed two of the six 

professional development programs as well as numerous other courses.  

I had not actually met Carmen prior to our interviews, but she was well known for 

being a rock-star at the college and being involved in a lot of work and having a voice 

on a lot of committees. She was the kind of person that colleagues went to with 

questions. It was odd that our paths had not crossed because her husband was a 

mentor to me. Her husband, Rio, was working on the same campus, Pomelo, when I 

first started working there. I frequently went to him for assistance in navigating college 

issues or policies. Carmen works on a different campus, Clementine, and we had not 

had a chance to meet.  
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While Carmen worked almost forty minutes away at the Clementine campus, she 

lived closer to Pomelo and asked to meet in my office. She was incredibly friendly and I 

could tell right away that she would be very comfortable sharing all her experiences. 

During our first interview, I learned a lot about Carmen and the courses she teaches. 

She previously worked in software development and holds a doctoral degree in math. 

She was the only participant interviewed that was considered a part of the AS faculty, 

as opposed to general education faculty. She really felt that taking the program was 

necessary since it was their primary goal to “prepare students for industry immediately 

after” graduation (Carmen, personal communication, June 5, 2017). In addition, Carmen 

really wanted “to get some help and ideas, and just have some time and space to think 

about that and to make some changes to the course” (Carmen, personal 

communication, June 5, 2017). 

Carmen was in one of the earliest cohorts of the program and had about 20 

colleagues in the cohort, but she stressed that they mostly worked within smaller 

groups. She noted that the cohort was held on her campus, Clementine, but some of 

the participants of the cohort were from other campuses. She also remembered that it 

“was really beneficial to be with other people from a wide variety of disciplines” 

(Carmen, personal communication, June 5, 2017). She specifically noted that the faculty 

in the cohort who were teaching student success courses could provide her with some 

innovative ideas for her work. “They were able to give me some really good ideas and 

would hit me with questions that I could answer and that could be used to develop 

together ideas for what I could add to my course” (Carmen, personal communication, 

June 5, 2017).   
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Carmen reflected mostly on the face-to-face interactions that took place. While 

she remembered that some components were online, the face-to-face interactions 

provided the most value and even some telephone conversations she would have with a 

couple of cohort members. She added that she even kept in touch with a few of the 

cohort members that she doesn’t think she would have ever crossed paths with if not for 

the program. 

The program helped Carmen understand the value of putting “the material aside 

for a few minutes” and just having discussions with students about the profession and 

being there to answer any questions. This was helpful even if the questions were not 

directly tied to the material (Carmen, personal communication, June 5, 2017).  In 

addition, Carmen realized that she didn’t have to connect every bit of material to its 

practical use for the students and could just focus on helping them see the connection 

to a few things in the course. This carried over into how Carmen utilized online 

discussions. “I definitely added some discussions online that were not focused on the 

math as much as their career goals” (Carmen, personal communication, June 5, 2017). 

During our second interview, when looking back on what made the changes 

possible, Carmen expressed that it was really “the time to focus on it, and then the 

support to do it” that made the changes possible (Carmen, personal communication, 

June 15, 2017). In addition to the time and space, Carmen really focused on the 

encouragement that the program provided and the way that simply having a program 

like this helped faculty see that this was a value of the college and something the 

college wanted faculty to take the time to work on. “It made you feel like if I take the time 
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to do this, it is valued by my supervisor and by the institution” (Carmen, personal 

communication, June 15, 2017). 

When Carmen considered how the experience affected her relationships and 

conversations after the completion of the course, she reflected on them from two 

different angles. She continued to teach courses and worked with faculty as colleagues 

and shared teaching experiences and ideas. But she also worked as a supervisor, 

giving advice to those who report to her. She says that whether she is “talking to a 

faculty as a fellow faculty member” or “as a dean and supervisor” the elements of the 

program are something that she is “hyperaware of now” (Carmen, personal 

communication, June 15, 2017). Carmen communicates consistently with her fellow 

faculty and those who report to her about the importance of the program and will often 

recommend the program to those she supervises when she discusses goals for them to 

work on over the next year.   

It was obvious to me that Carmen was a faculty member and a dean who 

believed the sharing of ideas among faculty is critical to the success of students as is 

understanding new strategies that can be infused into any course. She was very 

forthcoming with information and wanted to share more. She even offered to send me 

more materials about the program and her project following the interview. She valued 

the time and space for sharing ideas with faculty. 

Howard  

Howard was working as a developmental math instructor as well as a math 

coordinator at the time he took the program. After the college changed their 

requirements for staff being able to teach, he became a senior lab supervisor for the 

math department on the Rue campus and was no longer instructing. He would like to go 
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back to instructing if the opportunity allows. Howard has worked for the college for eight 

years and has completed three of the six programs at the college, as well as over 125 

hours of professional development courses. Howard is the only participant that I had 

never crossed paths with while working at the college and had not had any connection 

to or interaction with.  

I met Howard in a conference room that I had reserved on the Rue campus. 

While the conference room was large and I was worried the atmosphere might feel a 

little formal for sharing experiences, Howard and I quickly got to know each other during 

the first interview. He was very forthcoming with information and was eager to share 

how the experience affected him. He was encouraged to take the program by his dean 

because of how it directly applied to his position as a math coordinator. His small cohort 

started with six individuals, but dropped to four due to two dropping out for personal 

reasons. He expressed that he quickly became “very comfortable talking to” the 

members of his cohort (Howard, personal communication, June 8, 2017). Much of the 

communication occurred through email and online for Howard and his cohort. He 

expressed that this was not a problem at all and he felt comfortable reacting to the posts 

online. He did express the importance of the face-to-face meetings and stated that he 

had even recommended one of the previous programs he was in should meet face-to-

face at times like this program did. He suggested that they meet more than just at the 

beginning and end, with meetings in between. This would make the other program more 

similar in set-up to the student guidance system certification. 

The project that Howard implemented in his course was actually something he 

had tried previously when he taught at a high school. The program led him to think 
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about ways to change and adapt it for his college students. In addition, the program 

really increased Howard’s confidence in answering student questions. He described this 

experience: 

I felt more comfortable giving advice to other students about what was 
going on, what they were doing, and everything else. I wasn't reluctant to 
give advice. Before I took the program, I would tell them, “You have to see 
your advisor about that,” which is a scapegoat approach. But I felt better 
about it after because I was familiar, more familiar, with the things the 
college was doing to try and help students. People can ask me a question 
and I could say with a certain amount of confidence, “Okay, this is what 
you have to do” (Howard, personal communication, June 8, 2017). 

During our second interview, Howard further discussed how “the knowledge of 

where to find things was what made the change” possible (Howard, personal 

communication, June 16, 2017). The program was instrumental in helping Howard know 

answers to assist students, and more importantly, know where to look to access 

resources to assist students. Howard expressed that this has had an effect on his 

current role, including significant interaction with students outside the classroom. “I think 

that comfort that I have being with students carries over” (Howard, personal 

communication, June 16, 2017). He even expressed how this has affected 

communication with family members who are in college.  

Howard was eager to help his students and this was reflected in his interviews. I 

could tell, by his own admission, that he was previously very nervous talking to students 

and felt timid about having a level of responsibility when giving advice. The program 

was a huge turning point that led to a complete shift in confidence in the ability to advise 

others. Howard has carried this over to his current position in assisting students in the 

math lab. 
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Summary  

The profiles for the participants helped to understand the background of each 

participant as well as their connection to the researcher and how this affected the 

communication or interview process. Each profile walked through the first and second 

interview and the experiences of each participant and the meaning they gave to those 

experiences. These participants represented a cross section of disciplines and 

campuses and experiences, but there were some common insights that could be 

extracted from these experiences to better understand the impact of taking the student 

guidance system certification at Citrus Grove Community College. The rest of this 

chapter will focus on themes that were identified through the analysis process.  

Themes 

Themes were identified following Colaizzi’s (1978) Phenomenological Research 

Analysis. During Step 4 of this approach, the meanings that have been identified for 

each extractable significant phrase are aggregated across participants to see which 

meanings appear to be represented multiple times throughout the interviews and across 

participants. Eight themes were identified and sent in a survey with a feedback request 

to the participants to further ensure that the themes were accurately represented. The 

results supported the original themes sent, with all participants agreeing with seven of 

the eight themes and five of the six responders agreeing with the eighth theme. Two of 

the themes, change in curriculum design, and change in curriculum delivery, were found 

to tie in together and were combined into one theme, change in curriculum design and 

delivery. Table 4-2 shows a brief description of the final seven themes that were 

identified.  
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Table 4-2.  Themes Identified 

Theme Description 

 
1. Motivation for Course  

Participation  

 
Motivation was based on desire to make a 
connection between the material and the 
student’s personal profession and academic 
goals. 

 
2. Time and Space  The program was critical in providing time and 

space to think about and cultivate ideas. 
 

3. Small Groups for Rich 
Discussions 

Small groups in the program were critical to 
foster the rich discussions and relationships that 
led to the development of ideas. 
 

4. Communication Change Participants had rich discussions and shared 
ideas more frequently with colleagues after 
completing the program. 

  
5. Change in Curriculum  

Focus 
The program changed how participants think 
about their material and have led to having 
greater depth and less breadth of material. 

 
6. Change in Curriculum  

Design and Delivery 
The program changed the way that participants 
design and deliver material to their students. 
 

7. Change in Self-Efficacy Program helped participants understand how to 
help students, which led to increased confidence 
in answering student questions. 

 

Motivation for Course Participation  

During the first interview, one of the initial questions asked of participants was 

why they were taking the professional development program. While answers varied, all 

participants had a motivation that was based on their need to learn more about their 

students and/or how to connect the work they were doing in their courses to their 

students. This included the need to learn more about the resources available to their 
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students, and an understanding about how the participants could use this to help their 

students.  

Susan stated she wasn’t sure she was using all the resources that the college 

had to offer and she wanted to learn more about what resources were available and 

“was also interested in being a more effective instructor” (Susan, personal 

communication, August 7, 2017). Howard was a math coordinator for developmental 

classes and thought that his role “would apply more directly to the counseling aspect” of 

the program and help him to understand the resources available in counseling his 

students and how the college is using resources (Howard, personal communication, 

June 8, 2017). In addition, he wanted “to be able to give students reliable advice” 

(Howard, personal communication, July 25, 2017). 

Jerrica wanted to make sure she was using all available resources to help 

students. She looked at the curriculum and found that it “was something that was going 

to help the students” (Jerrica, personal communication, May 25, 2017). Shana also 

wanted to help her students, but there was a much more personal connection that she 

wanted to make. She described how she previously had an instructor who connected 

with her on a personal level and helped guide her when she was in school while also 

starting a family. She described this experience and how it affected her motivation as an 

instructor: 

I really struggled in terms of my classes and she really guided me along 
the way in several different ways. I wanted to help my students succeed 
and help them to be motivated in their college career. And not only in their 
college career, but in their personal lives. (Shana, personal 
communication, June 1, 2017). 

While Carmen had been at the institution for quite some time and knew about all 

the resources available, she really felt that as an AS faculty member, whose primary 
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goal was to make sure curriculum was related directly to the workplace students are 

being prepared for, she would need to take the program to help her develop ideas to 

implement that connection in the classroom. Kimber was also very familiar with the 

resources, as she was already applying the program to her student success course, but 

she was interested in learning how to incorporate it into her speech course.  

Understanding the motivation for participants to take the course could help 

understand the second question of this research which sought to discover how 

participants described their own changes in intrinsic motivation. This theme helps to 

indicate that participants were intrinsically motivated prior to completion of the course. In 

addition, it is important to understand how intrinsic motivation was a factor in signing up 

for the course as this may illustrate the type of participant that takes part in the process. 

According to DePasque and Tricomi (2015), a critical component to learning is intrinsic 

motivation. With participants starting the course with intrinsic motivation, they may be 

more likely from the beginning of the course to have increased understanding of the 

material and desire to make changes.  

Time and Space 

Throughout both interviews with each individual, there was a constant reference 

to how the program provided the time and space needed to assist the participants in 

making changes. Whether they were changes that had already been considered, ideas 

that were developing but not fully fleshed out, or ideas that came during the program, 

participants found it necessary to take the time to cultivate ideas and think them through 

in order to create the changes made. 

Susan summed up what made the changes to her class possible during her 

second interview: “It really is the luxury of time. So, when you have yourself that 
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opportunity to really sit down and reflect, of course things are going to be better, 

right?” Later in this interview she went on to say that it was valuable for her “to stop and 

reflect and think” and that without this time she “never would have tried an experiment” 

in the classroom (Susan, personal communication, June 13, 2017). While Raja and 

Jerrica both found that the program helped them in making changes by giving them the 

time and space to think about and implement those changes. Raja has spent several 

semesters contemplating the “how to” for her ideas and Jerrica found that the program 

made her take “the time to make those changes in class” (Susan, personal 

communication, June 13, 2017). Finally, Carmen found a value in both the “time to 

focus on” her ideas, and that she felt that this focus reflected a value of the college as 

evidenced by them providing a program that gives faculty and staff the time and space 

to focus on the cultivation and implementation of their ideas. 

It is important to understand the conditions under which the faculty members 

could work in order to understand how this may have affected their ability to experience 

changes in self-efficacy and intrinsic motivation, which the research questions are 

designed to understand. The faculty found that without having time and space to 

cultivate their thoughts and communicate with fellow faculty, they would not have been 

able to experience the program and the changes they made in a meaningful way. 

Small Groups for Rich Discussions 

While the time and space to think about ideas was necessary, it was what 

happened during those group meetings that was critical to helping the ideas evolve. All 

seven participants found that having small group discussions allowed for reciprocal 

group feedback that led to innovative ideas or the evolution of previous thoughts. It was 

found that these groups were small, heterogeneous, and fostered rich discussions. 
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The actual size of the overall cohorts varied from three to 20. When a group 

consisted of more than around six individuals, small groups of around 6 were created. 

Carmen, Shana, and Raja discussed how they had larger groups of around 20, but the 

groups were consistently encouraged to break into smaller groups for the majority of the 

sharing of ideas and discussions. Jerrica and Kimber both had medium-sized cohorts of 

around six to eight. Howard and Susan both had small groups of less than 5. 

Regardless of the actual cohort size, the discussions and the sharing of ideas occurred 

in small groups. 

It was found that throughout all the cohorts, regardless of which campus the 

program was being held on, these groups were heterogeneous in campus and in 

position/discipline and that this aspect was important to how ideas were developed. 

Raja found that there were individuals in her program from all over the college and in 

different areas including: librarians, part-time faculty, full-time faculty, and student 

advisors with various knowledge in admissions, financial aid, and other areas. Kimber 

found that they were from across the college and from various disciplines including 

math and science which was very different from her discipline in student success and 

speech. She found this to be helpful because there would be “something I can take that 

maybe a math professor uses that I can align into both my new student experience 

course and my speech course” (Raja, personal communication, June 6, 2017). Carmen, 

a math faculty member and dean, found that it was great to work with someone who 

taught student success courses. She continues to keep in touch with this faculty 

member and believes they probably would not have forged this relationship without the 

program. She described this experience as: 
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Some of the folks who were in my cohort were New Student Experience 
(NSE) faculty and they were able to give me some really good ideas of 
what I could do, to almost to hit me with questions that I could answer that 
we could develop together ideas for what I could add to my course. So 
that was really beneficial to be with other people from a wide variety of 
disciplines. It was a really interesting opportunity to connect with people in 
different disciplines. I don't know that our paths would've ever crossed 
(Carmen, personal communication, June 5, 2017). 

The small groups with individuals from all over the college led to fruitful 

discussions. Jerrica found that having a variety of individuals affected the 

communication because “the discussions were based off our own experiences, but also 

one another’s experiences with trying to implement parts of the project” and this 

difference in experience helped to strengthen the discussions (Jerrica, personal 

communication, May 25, 2017). In addition, Jerrica shared how the cohort members 

would feed off each other’s ideas and she was happy to say that the ideas of others 

ended up in her final project for the program and she was sure that some of her ideas 

showed up in their projects as well. Susan said that she was inspired because “it is 

always great to be surrounded by creative and thoughtful colleagues” (Susan, personal 

communication, August 7, 2017). Susan also remembered “just absorbing ideas about 

how other instructors thought about their students and thought about how to reach them 

in ways that I wouldn't have” and also how it was valuable “to hear from talented 

teachers talk about how they work through what they want to present to their students” 

(Susan, personal communication, June 6, 2017).  

While the discussion centered on the projects that each individual was working 

on for the program, it was also found that the discussions allowed for development of 

friendships that led to more than just work on their projects. Several of the participants 

discussed the friendships that were created during the program and how these affected 
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their work. Shana found that she “was able to forge a relationship with a couple of 

people” and “become a facilitator and eventually a mentor” by working closely with one 

person she developed a friendship with in the program (Shana, personal 

communication, June 1, 2017). Howard suggested that the discussions were more than 

just what to do on the project and became friendly chats. 

This reciprocal feedback was critical during the face-to-face meetings. Most of 

the participants focused on the face-to-face meeting environment, but a few recalled 

how rich discussions were also available in the online environment. Raja found that 

there were a lot of discussions online that helped her with some of her ideas. Jerrica 

also found quite a bit of the discussions online and found that because the cohort 

members were typically also instructors they understood how to give well-developed 

feedback online. She also found that the online feedback was useful because “you were 

able to have sort of that lengthier discussion – some of the back and forth, but also as 

we were building our projects go back through some of that discussion” and review the 

ideas (Jerrica, May 25, 2017). Howard suggested that the reason the online 

communication worked in this program was because there were also face-to-face 

meetings that occurred at the beginning, end, and throughout the program. This helped 

the members get to know each other before providing feedback online. 

Having small groups was found to be one of the most critical conditions for the 

participants to be able to work together and learn from each other’s ideas as well as 

develop their own ideas. These small discussions are what really enhanced the learning 

and led the participants to feel more confident in their communication. Without these 

rich discussions, they would not have been able to learn from each other in a way that 
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encouraged cross-disciplinary collaboration. Fostering relationships with colleagues and 

learning about the work of their peers was also found to help faculty feel increased 

motivation in working on their own ideas and the changes they wanted to make in their 

course. This theme was one of the more repetitive throughout the interviews and 

impacted the understanding of both research questions by developing an understanding 

of the most significant condition that led to a change in self-efficacy and intrinsic 

motivation. 

Communication Change 

It was found that while participants had rich discussions and communication 

during their meetings, this communication extended both beyond the cohort during their 

program and beyond the program once it had ended. During the program, several 

participants found themselves engaging in conversations about the program from 

colleagues who were not participating at that time. Jerrica discussed how she got a lot 

of questions from colleagues and spent a lot of time in the part-time faculty offices at the 

Pomelo campus. She describes this experience by saying, “A lot of the conversations 

that I had with other part-time professors were about how to do things or how are you 

handling this” (Jerrica, personal communication, June 8, 2017). Raja would also spend 

time having these discussions at the Pomelo campus, but found herself in conversation 

over lunch in the breakroom and with visiting colleagues in their faculty offices to share 

with them what she has learned. Kimber also said that it impacted her conversations 

with others. 

The communication about the program did not end when the program ended. 

Almost all the participants described how they shared the information following the 

completion of the program. Shana said that she had a desire to mentor others during 
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the program and became a mentor following the program. This lead to her sharing ideas 

with her mentees. She described this experience, “I would share with them different 

ways of collecting feedback from students,” which was used by one of her mentees. As 

she further described this exchange, “She started implementing it and was really 

shocked by it. And it really helped her to quickly collect feedback from her students” 

(Shana, personal communication, June 1, 2017).  She explained that this 

communication was ongoing and she was hoping she “can reach out to other professors 

ongoingly” (Shana, personal communication, June 15, 2017).   

Raja also experienced an increase in communication after the program. She 

believes that she speaks more now to colleagues post training than she did before 

about how to “really dig into what your students are in your class for” (Raja, personal 

communication, June 7, 2017). Raja added that she gave lots of advice to others and 

said they frequently told her that they might use it in their classroom. Finally, Carmen 

had a unique position, as both a faculty member and a dean, in which to share the 

information after the program was completed. She said, “Whether I am talking to faculty 

as a fellow faculty member –and that still happens – or I am talking to them as a dean 

and supervisor, it is something that I am just hyperaware of now” (Carmen, personal 

communication, June 15, 2017). 

When looking at how participants may have experienced a change in self-

efficacy, a look at the products of self-efficacy may also be used to further understand 

this experience. Harrison, Rainer, Hochwarter, & Thompson (1997) found that 

individuals are self-influenced to change behavior based on attitudes towards the work 

environment. Increased communication with participants and colleagues outside of the 
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program may be indicative of a change in perception of work environment as well as 

their ability to confidently discuss instruction and curriculum with their colleagues. 

Change in Curriculum Focus 

The changes and an increase in communication among colleagues during the 

program was found to create several course changes for participants. One of the 

themes that was frequently brought up in the meetings was a change in how 

participants think about their material. These changes have led to creating greater 

depth, with sometimes less breadth, of material. The participants often found that it was 

more important to focus on a limited amount of material and make sure the students 

had a really strong grasp of that material, rather than have them understand a little 

about a lot of material. Jerrica explained that she had a lot of conversations with her 

colleagues about “the difference between needing to get to chapter ten in the book and 

needing to get the students to understand chapter eight (Jerrica, personal 

communication, May 25, 2015). Raja echoed this belief and said, “I really don’t have a 

problem now with spending less time on one concept than another” (Raja, personal 

communication, June 7, 2017).  

In developing curriculum and making sure it connected with students, several 

participants also found that they started understanding that this connection didn’t have 

to be made for everything that was delivered. Sometimes the curriculum could be put 

aside to have conversations with students. Carmen explained that what she learned 

from talking to her fellow participants was that: 

 …you don't really have to make such a direct connection to the material. 
That you can do things in class that really just kind of put the material 
aside for a few a few minutes and say, “So I know all of you want to be 
computer scientists; do you have any questions about the profession?” 
(Carmen, personal communication, June 5, 2017).  
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While Susan’s course specifically focuses on student goals in their career, 

education, and personal life, Susan also found value in putting some of the specific 

curriculum aside and having conversations with students about their goals and creating 

more of a conversation. She said that the program helped her in her “understanding of 

what I needed to deliver, and how I would explain to the students how they might see 

their growth as we covered the lessons” (Susan personal communication, August 7, 

2017). 

 Social cognitive theory helps in understanding how instructors make decisions on 

changes to curriculum and instruction. These changes can often be seen as a sign that 

increased self-efficacy has occurred (Martin, 2004). The changes seen in how faculty 

members choose to focus on parts of the curriculum may be a result of increased self-

confidence in their own ability to reach students beyond the curriculum, choosing 

instead to have conversations that reached out to the students’ broader goals.  

Change in Curriculum Design and Delivery 

It was not just the curriculum itself that was changed; the design and delivery of 

the curriculum was also found to be significantly impacted as a result of the program. 

The participants found that they were much more intentional in their design and 

delivery, and took careful thought when planning their curriculum. They determined how 

to make connections between the material and the students’ lives, as well as the best 

way to deliver this curriculum. For Howard, it got him to think about better ways to reach 

his students and how he treated students from that point on. Shana tried to be “more 

intentional in terms of the type of materials” she used to supplement the curriculum in 

her class. She said, “Before, it was just like spur of the moment, but now it is more like I 
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need to make sure I have these things in place” (Shana, personal communication, June 

1, 2017). 

This intentionality was evidenced in the changes that were created to the design 

of the course. Susan has always felt that student learning should be the focus when 

designing a course, but the program assisted her in the idea of adding a capsule before 

and after to her class where students would take time to understand their goals at the 

beginning of the semester and then revisit these goals and how they have evolved over 

the semester. Carmen said that she added discussions on the online learning 

management system for the course that were outside of the curriculum and more 

surrounding a discussion of student career goals. Shana saw the value in adding peer 

support to the design of her curriculum.  

In addition, due to the intentionality when designing the course and the resources 

that were used, several participants found themselves changing how they delivered the 

material. Shana found that her peer support aspect motivated her to create more group 

activities and projects to deliver the curriculum. Raja found that she was much more 

willing to tweak her courses after they started and make changes as they went along 

instead of waiting until the following semester. Finally, Jerrica changed quite a bit about 

how she delivers material. She found herself “turning the lecture into a discussion” and 

phrasing material into “a question instead of a statement,” allowing the students to “talk 

or think or put themselves in the shoes of others” (Jerrica, personal communication, 

May 25, 2017). In addition, Jerrica found that she changed the way she viewed 

assessments and had more formative assessments to learn where a student was really 

at instead of constantly quizzing and grading students along the way. This helped her to 
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see whether the students really understood the material and to assist them in making 

the changes needed to make that understanding. 

Similar to changes in curriculum, changes in the design and delivery of the 

curriculum also suggested an increase in self-efficacy on the part of the participant. 

These changes showed how the faculty member felt confident in making changes 

throughout their course and more easily adapted to the needs of their students. In 

addition, these changes were also seen as the result of self-motivation, suggesting an 

increase in intrinsic motivation. 

Change in Self-Efficacy 

The program led to an increased awareness of resources and how to use them. 

Howard found that simply the “knowledge of where to find things” helped increase his 

confidence when talking to students and that when you take the program it helps 

because “you know where to find different information and feel comfortable talking to 

students” (Howard, personal communication, June 16, 2017). Howard said he was 

reluctant to give advice prior to the program, but now feels familiar with the resources 

the college offers to help guide students. Raja found confidence in being able to quickly 

access and use the resources in class. Raja found that “having access to laptops and 

all that is great, but when you want to walk students through, either in a group or just 

show the class, you need to feel comfortable getting to it quickly yourself” (Raja, 

personal communication, June 7, 2017) and that this comfort came with taking the 

program. 

In addition to understanding and using the resources the college provided, the 

program also gave the participants an understanding of using other colleagues as 

resources. Susan recalled using a colleague as a resource during the program because 
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she had a limited understanding of statistics and wanted to use statistics to help 

understand the impact of the changes she made in her class on her students. She 

found a new confidence in the use of statistics and was previously “a little bit afraid of 

that whole thing,” but now sees the “benefit of being able to draw upon” the numbers to 

answer questions and feels more confident doing so (Susan personal communication, 

June 13, 2017). Shana also saw an increased confidence as a result of using her 

colleagues as a resource to “learning about pure support, learning about reciprocal 

teaching strategies” (Shana, personal communication, June 15, 2017). This increased 

confidence has led to sharing more with others about what she learned.  

The increased self-efficacy as a result of the program led to increased 

engagement with students, both in and out of the classroom. Howard expressed, “that 

comfort that I have being with students carries over” outside of the classroom to his 

work with students in his staff position in the math depot. He explained, “People can ask 

me a question and I could say with a certain amount of confidence, ‘This is what you 

have to do.’ It wasn’t just, ‘Okay, I recommend you seeing an advisor,’ like before” the 

program. (Howard, personal communication, June 8. 2017). He further described how, 

when you take the program, “you feel comfortable talking to students” and “there is a 

whole difference” in how you engage with them” (Howard, personal communication, 

June 16. 2017). 

In addition to the engagement with students, the faculty found that their 

confidence had led to the increased sharing with colleagues. Jerrica found that she 

turned from “someone who was only asking questions into someone who had answers” 

(Jerrica, personal communication, June 8, 2017). Jerrica believes that this may even 
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have had an impact with her engagement at the college as it was around the time she 

started becoming more involved with initiatives at the college. Susan found that prior to 

the program she didn’t really feel comfortable being the one who engaged with 

colleagues at the college regarding offering or receiving help. The program led to her 

seeing how her colleagues could be used as a resource and how she could be used as 

a resource as well. Susan said that now that she has “been the beneficiary” of that help 

from her colleagues and that she better understands the resources at the college, she 

“will do whatever I can for people” because she feels confident in being “a part of this 

culture that will always pay it forward” (Susan, personal communication, June 13, 2017). 

One of the main focuses of this research, and one of the two research questions, 

was to understand the changes in self-efficacy among participants. It was found that the 

participants directly discussed their changes in self-efficacy. This resulted in changes in 

self-efficacy as a theme on its own. This theme directly supports that participation in this 

program directly resulted in increased self-efficacy from the perception of the 

participant. This perception of increased ability to reach students and understand the 

resources available and how to use them can help explain the changes participants 

made in their curriculum and instruction and their confidence in doing so. 

Theme Connection 

The themes that have been identified in this research work together to create a 

structure that can help understand the experience of the participants. The participants 

were found to have three needs from the program: they were motivated by the need to 

understand resources provided by the college as wanting the ability to help students, 

they needed the time and space to think, and they needed small group discussions. The 

motivation of wanting to learn about available resources led to a greater understanding 
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of those resources and the confidence to use them. This confidence led to increased 

communication exchange with both colleagues and students. In addition, the confidence 

in the resources led to changes in the curriculum, as well as the design and delivery of 

the course. This relationship and the overall structure of the experience is illustrated in 

figure 4-1. 

 

Figure 4-1.  Participant Experience Structure: The Connection between Themes 
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Time and space to think and small group discussions have a reciprocal 

relationship where the small group discussions provide the time and space to think, 

while purposely taking the time and space to think led to small group discussion. Taking 

the time and space to think was critical in providing the small group discussions that 

were valuable in being more intentional when planning the course and taking the time to 

make changes to the design and delivery of the course. The motivation that participants 

had for taking the course led to a change in self-efficacy which affected the ability and 

motivation to make changes to the curriculum and communication with colleagues and 

students.  

This research looked to further understand the experiences of change in self-

efficacy and intrinsic motivation for the participants taking part in the program. At the 

heart of the experience for the participants, it was found that self-efficacy was 

evidenced as its own theme as well as by the confidence to increase communication 

with colleagues, change curriculum, and change curriculum instruction. While 

participants were found to enter the course with a strong intrinsic motivation to connect 

material to their students’ needs and goals, this intrinsic motivation was found to further 

develop throughout the program.  

Small group discussions contributed to increased self-motivation of participants 

by peers helping each other to develop their ideas and encourage each other to make 

the course changes. Learning about the work of others and how colleagues had 

become successful and reached students led participants to be self-motivated and to 

infuse what they had learned from their colleagues into their own courses. Connecting 

their course work to the students’ personal, professional, and academic goals created 
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self-efficacy and intrinsic motivation and allowed them to work together to create the 

experience of change throughout and following completion of the faculty development 

certification program. 
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CHAPTER 5 
DISCUSSION 

This research worked to understand the changes that were experienced by those 

participating in a faculty development certification program at Citrus Grove Community 

College. This chapter will revisit the research results discussed in chapter 4 and 

connect the findings to prior research. The first research question was designed through 

the lens of social cognitive theory and will be analyzed using this framework. The 

second research question will be analyzed through the lens of symbolic interactionism. 

The significance of the themes and the relationship between the results and the 

research questions and frameworks that guided the research will be examined. In 

addition, I will discuss the implications for faculty development and higher education 

leadership. Finally, I will present my conclusions and recommendations, strengths and 

limitations of the research, and possibilities for the direction of future research.  

Connecting the Literature 

Faculty Development 

Faculty Development has traditionally been limited to assisting faculty in 

developing skills that need to be implemented into their practice. It is focused on 

teaching faculty about tools to improve instruction (Amundsen et al., 2005). Austin and 

Sorcinelli (2013) have discussed how new faculty development programs will need to 

assist faculty in taking their work and connecting it to the broader community which will 

lead to deeper student learning. The participants in this study were found to consistently 

take what they had learned within the program and communicate it to colleagues 

outside the program. In addition, they were found to make changes in an effort to help 

students more completely understand the material, even when that meant focusing on 
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less material. This study did not work to understand how the changes may have 

deepened student learning, but it should be noted that deeper student learning and 

understanding was consistently found as one of the goals of the changes made by 

participants. 

The participation for this study included faculty from various fields of study. 

Research on faculty development that crosses disciplines has been scarce. The results 

of this study show how faculty from various disciplines can learn from each other’s 

experiences and how faculty can be energized by the ideas of faculty in other 

disciplines. In addition, this type of collaboration works toward institutional goals for 

cross-discipline instruction and engagement. 

Faculty and Institutional Changes 

Over the years, the faculty role has changed with faculty being expected to have 

increased engagement with students, the institution, and the community (Amundsen et 

al., 2005). This may be because, as McArthur (2005) found, increased interaction 

between students and faculty produces an increase in overall student satisfaction with 

their college experience. The results of this study show how faculty development 

courses might be used to increase student engagement to lead to student satisfaction. 

In addition, the literature has shown that student retention may be related to academic 

advising (Suvedi, Ghimire, Millenbah, Lansing, & Shrestha, 2015). The program used in 

this study aimed to arm faculty with the information and knowledge of resources that 

could be used to advise students. With faculty experiencing increased self-efficacy as a 

result of learning about the information and resources, several participants reported 

feeling more comfortable in this advising role. 
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Williamson, Goosan, and Gonzales (2014) found that faculty advising has 

traditionally meant that a discipline-specific faculty member was assigned to a 

particular student. Therefore, students were rarely advised on many issues including 

understanding career options, financial aid, personal challenges, or academic 

challenges. The results of this study showed how participants found themselves 

advising students on these issues in a non-official faculty advisor role. Dillon and 

Fisher (2000) found that faculty advising plays an integral role in the success and 

retention of students. It is important that students receive a satisfactory advising 

experience. With an increased number of faculty educated on how to advise 

students, students may choose to engage with faculty they feel comfortable with 

even if that faculty member is outside their discipline and/or not their official 

assigned faculty advisor. In addition to advising, faculty have been asked to increase 

their communication with the community to promote buy-in from external members 

(Lou, 2014). The participants in this study were found to engage with family and 

friends more as a result of completing the program. According to Marcus (2014) this 

communication may result in increased external support for the college.  

Much of the literature about faculty changes in colleges surrounds the increase in 

adjunct faculty and the need to motivate and instruct this population on understanding 

the resources of the college, as well as filling the same role of advising as full-time 

faculty members (West, 2010). Swearingen and Hayes (2009) suggest that using faculty 

development to help adjunct instructors understand their full responsibilities will lead to 

increased commitment, retention, and job satisfaction. Five of the seven participants in 

this study worked as adjunct faculty at the time of completing the program and the 
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results show how the program was used to increase their confidence in accessing 

college resources and filling their role as an unofficial advisor to students. Several of the 

participants reported how the program resulted in them feeling more connected to their 

colleagues and the college. While adjuncts were not the population for this study and 

adjunct retention because of the program was not identified, Hoyt (2012) suggests that 

intent to remain at the institution is largely motivated by intrinsic rewards.  

Intrinsic Motivation 

Tabernero and Hernandez (2011) found that “research supports the idea that a 

combination of self-efficacy and intrinsic motivation is needed to explain individual’s 

performance” (p. 669). These results of this study help to further understand the 

connection between self-efficacy and intrinsic motivation. Faculty members were found 

to have experienced increased self-efficacy and reported non-monetary motivation for 

their changes in behavior as a result of this increase. Prior research has found that 

being encouraged to work together with colleagues can help create social bonds and 

further intrinsic motivation (Carr & Walton, 2014). The participants in this study found 

themselves being encouraged to work in small groups and reported that social 

connections were formed as a result.  

Research Question 1 and Social cognitive theory 

Research Question 1 looked to answer: How do instructors who complete a 

professional development program at a community college describe their experiences 

with changes in their own self-efficacy? This research question looked at the importance 

of self-efficacy on the faculty members’ experience of change as predicted by social 

cognitive theory. Social cognitive theory suggests that learning occurs through a 

process of cognitive, behavioral, and environmental factors. This theory suggests that 
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change is created when an individual is motivated through self-influences that are 

created by their interactions with their environment. Without self-efficacy, changes in 

behavior will not occur. 

 This research used an adaptation of the General Self-Efficacy Scale (GSE) to 

understand the faculty member self-efficacy and its relationship to the changes that 

occurred. The questions included for the adaptation of this scale looked at self-efficacy 

in relationship to: changes after the course, why change was not created prior to the 

course, changes in instruction, changes in the role at the college, and possible future 

changes. Self-efficacy has been presented as a theme in itself. How self-efficacy relates 

to the conceptual framework of Social cognitive theory and the five areas as a part of 

the GSE will be discussed in this section.  

Changes Following Course 

Participants indicated that the changes that were made during and following the 

course may have been a result of the participants feeling more confident in their abilities 

to make changes and being able to adapt to changes in their course. Raja discussed 

how she would now feel more comfortable accessing materials during class. Even if 

Raja knew about the materials before, she didn’t want to access them in class for fear of 

taking too much time while she figured out where and how to navigate the resources in 

front of the class. Now that she is confident in her abilities, she has more confidence in 

adapting to the class situations and discussions that arise and accessing resources in 

real time. Howard also feels “more comfortable now moving into the classroom” and 

making changes as needed to meet the students’ needs (Howard, personal 

communication, July 16, 2017). 
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In addition to self-efficacy affecting the confidence of the instructors to make 

adaptations in the course, the course also led to an increase in communication with 

others. For all the participants, this meant making connections with those in the cohort 

with them and continuing that communication following the program. The participants all 

described how they communicated about what they had learned in the program with 

those outside the program. Because of this communication, it would be important for the 

information within the program to be accurate and easily understandable. This also 

means that when a cohort is very small, as it was with Howard and Susan, the 

information is spreading beyond the small cohort and reaches a wider audience. This 

will be an even greater impact with the larger cohorts. 

It is evident that the self-efficacy of the participants and their belief that they have 

a strong understanding on how to access and use college resources quickly and 

efficiently led to several changes following the program in both attitude and behavior for 

all the participants. This also increased their ability to communicate this information with 

others. Three of the seven themes, including communication change, changes in 

curriculum focus, and changes in curriculum delivery, are related to lasting changes 

after completion of the program as a result of the self-efficacy theme that was found. 

Factors That Made Changes Possible  

Three of the themes that were found across the participants were not just the 

experience of actual changes that occurred, but the factors that made those changes 

possible. Motivation for taking the course, time and space provided during the program, 

as well as the use of small groups for rich discussions during the cohort’s face-to-face 

meetings were found to be a necessary context. Setting these as requirements for the 

course would lead participants to make changes. All the participants were motivated 
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with intrinsic reasons to take the course, even though monetary rewards were available 

for completion of the program. It is possible that if the motivations were found to be only 

monetary, we would not see the self-efficacy changes that resulted for the participants. 

Their desire to increase their own self-efficacy is likely a motivating factor working to 

make that increase. This fits with what we know about intrinsic motivation from the 

research. Guo et al. (2014) has found that intrinsic motivation is longer lasting than 

other forms of motivation. This suggests that the intrinsic motivation of the participants 

to take the course has led to the lasting changes that followed the program. While the 

General Self-Efficacy Scale is used to measure perceived self-efficacy, and cannot 

measure the specific changes, this study helps to show the relationship between how 

the perceived self-efficacy may have resulted in the participants making changes, as 

reported by the participants themselves. 

Changes in Instruction 

Two of the themes, change in curriculum focus and change in curriculum 

delivery, were found because of the participants completing the program, learning about 

the resources, and finding an increased self-efficacy. Participants found that they made 

a change in focusing their curriculum so that the students really understood concepts 

even when this meant that not all the course material was able to be covered. The 

participants explained that this was really because of the communication that occurred 

inside and outside of the program. Jerrica discussed how her small group specifically 

talked about this idea and how she has also shared this idea of a more targeted 

curriculum approach with colleagues outside the program. Self-efficacy was found to 

indirectly affect this change as it was responsible for the increased communication that 

directly resulted in the change of a targeted curriculum focus. Carmen also found that 
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she increased the amount of career-focused discussions after communicating with other 

professors about their practice and realizing she could set the material aside to have 

these conversations. 

With instructors feeling more confident in their abilities and communicating more 

with others about new strategies, all the participants were able to make changes to the 

way they delivered material. Shana, Carmen, Raja, Kimber, and Jerrica expressed a 

change in the way they communicated material to the students, with an increased focus 

on having meaningful discussions about student goals. While Howard and Susan were 

no longer in a teaching role, they found that the course affected their communication 

with students in their staff roles at the college. The increased self-efficacy led both to 

have confidence in making changes to their instruction and to increase communication 

by helping them gain new and innovative ideas about what other instructors are using in 

the classroom and what instructors have been successful implementing in their 

instruction. 

Changes in Role 

When looking at the research and understanding how the participant’s self-

efficacy may have changed their role at the college, we find that their role as a 

communicator and as a resource for their colleagues has changed across all 

participants. Susan and Howard both discuss how they are now more comfortable in 

engaging in conversations with colleagues. Jerrica, Shana, Raja now feel that they have 

more information and knowledge to share. Kimber and Carmen have found that 

conversations about the program now come up regularly in their work.  

The research did not show that, across participants, there was any notable 

change in their actual work at the college. While it may have indirectly affected 
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committee work and research through the conversations that are occurring during those 

meetings and work, the research did not find an increase to the number of committees 

or change in the types of committees or other participant involvement at the college. 

While it was found to help Shana mentor other faculty, this was a goal of hers prior to 

the program. The increase in knowledge and understanding allowed her to become a 

mentor, but the decision to become a mentor was not the direct result of the program. 

Jerrica found herself with increased involvement with initiatives at the college, but these 

happened alongside participation in the program and were not a direct result. Most of 

the participants found that the increased communication led to changes within the work 

they were already engaged in and not an increase in the actual role at the college.  

Anticipated Future Changes 

Participants indicated that, while they may not have specific changes planned for 

future courses or student and colleague interaction, they will continue to be more 

intentional in their practice, as well as in their conversations with students and 

colleagues. While Howard, Susan, and Raja are not currently teaching courses, they 

plan to implement what they learned from the program in any future courses and will 

continue to utilize what they have learned in their current position at the college. Kimber 

did not teach speech following the completion of the program, only during the program. 

But she looks forward to teaching that course in the fall of 2017, and has plans to imbed 

the student success strategies she experimented with during the program. Shana looks 

forward to continuing conversations with colleagues and acting as a mentor when 

possible. Jerrica and Carmen will continue the strategies they have worked on as they 

continue teaching their courses. The course allowed the participants to take the time 

and space to experiment with strategies which they will now continue to use based on 
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what they learned. If given more time and space to continue developing their work, 

more adaptations may occur.  

Research Question 2 and Symbolic interactionism 

Research Question 2 examines how instructors who complete a professional 

development program at a community college describe their experiences with changes 

in their own intrinsic motivation. For this question, symbolic interactionism was used to 

understand how participants might describe their intrinsic motivation. Charon (1998) 

explains that symbolic interactionism includes five central focuses: the human as a 

social person, the human as a thinking person, the human as a person defining their 

own environment, the human as a person affected by their current environment, and the 

human as an active being in their environment. Each of these lenses were examined to 

further understand what may have motivated the participants.  

By looking at these five factors, we can further understand how participants 

construct and reconstruct their learned meanings and how this new learned meaning 

can motivate a participant to make changes in behavior or thoughts. This research 

question works with the first research question that examines self-efficacy. While we 

have learned that participants have increased self-efficacy and how this has created 

changes, Symbolic interactionism can be used to further understand this relationship 

and how the participants developed learned meanings that led to self-efficacy changes.  

Human as a Social Person 

The participants were significantly engaged in relationships within and outside of 

their cohort. Within the cohort, meetings occurred for participants to engage with each 

other about strategies to implement student success skills into the classroom. In 



 

114 

addition to sharing information about the program and their practice with cohort 

members, several of the participants indicated that the discussions within the meetings 

were widely social. Howard discussed how the interactions were “a very friendly kind of 

thing, very congenial” as well as how the discussions were “more friendly chats rather 

than” being told exactly what should be done in the classroom (Howard, personal 

communication, June 8, 2017). Kimber stressed that she enjoyed “bonding and sharing” 

(Kimber, personal communication, June 6, 2017). Shana and Jerrica both forged 

several relationships with colleagues that they have continued to become friends with. 

Carmen expressed that she still stops in to talk to a fellow cohort member that she 

doesn’t think she would have met without the program. The participants spoke of the 

meetings as more friendly gatherings rather than work meetings and expressed 

enjoyment at getting to know their colleagues.  

This friendly interaction was found to carry on outside of the meetings with the 

participants sharing with others. Many shared within their personal lives, including Raja 

and Howard, while Jerrica found herself sharing the information with other part-time 

faculty experiencing similar difficulties reaching their students. Carmen found that she 

would share in a variety of settings as a dean and faculty member. This further shows 

how the participants wanted to continue as social individuals beyond the cohort. The 

results of this study show how the participants felt a need to be social by sharing 

information in and out of their cohorts. 

Symbolic interactionism helps us to understand that the human as a social being 

looks to interact with others in an effort to define ourselves. This is reflected in the 

participants’ descriptions of how communicating with others during the program helped 
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them analyze their own practice. Jerrica found that she was “learning from one 

another’s experience.” She found from her social interactions during the program that it 

might benefit the student most to focus on helping them understand some of the 

material instead of just covering all the material (Jerrica, personal communication, May 

25, 2017). 

Human as a Thinking Person 

As a thinking person, individuals are able to analyze their social interactions and 

analyze the experiences of others to help them further understand themselves and their 

own practices (Charon, 1998). The participants in this research were highly social and 

aware of how they could learn from the experiences of their colleagues and think about 

how to incorporate those ideas into their own programs and share their ideas to assist 

others. This is illustrated with a description by Jerrica of how she hadn’t “thought 

enough about” making changes in her class before the program and how the program 

allowed her to think about what else she could be doing based on the experiences of 

others (Jerrica, personal communication, May 25, 2017).  

Symbolic interactionism can help us see the need for a participant to be able to 

analyze their interactions as a social person (Charon, 1998). One of the themes found 

in this research described the participants’ need for time and space. This is a necessity 

because it gave them the ability to take time to think about the changes they could 

make in and out of their classroom. They could also take time to think about how best to 

implement the learned strategies. While the time and space allowed for the sharing of 

ideas, it was the ability to focus on thinking about these ideas and how they would best 

fit the participant’s students’ needs that led to the faculty member being able to 

implement the changes.  
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Human as Defining, Affected by, and Active Beings in their Environment 

Part of Symbolic interactionism includes the participant’s ability to help define 

their own environment, become affected by their environment, and have constant 

interaction within their environment. Participants in the program found themselves 

heavily affected by the experiences of others. According to Jerrica, she felt good about 

learning from the experiences of others, but also by the ability to assist her colleagues 

with their ideas. Carmen also found herself wanting to affect the practices of those 

around her and especially wanting to help those who worked for her as a dean to 

understand the importance of incorporating student success strategies and a 

meaningful connection to student work in their courses. These examples help to 

illustrate how the participants wanted to define and affect their own environments and 

how having the learning self-efficacy, after being affected by their own environment, led 

to this ability. In this way, we can see how participants consistently learned from their 

environment in the cohort and how they took what they learned to help define their 

environments outside of the cohort. This led to them being active in their environment 

as suggested by Charron (1998). 

Summary 

By analyzing how the participants used their social interactions, their analysis of 

these interactions, and their interaction with their environment, we can better 

understand how the faculty constructed and reconstructed their learned meaning to lead 

to deeper intrinsic motivation. Before the program began, all the participants expressed 

an intrinsic motivation of wanting to further help and assist students. What was found is 

that self-efficacy was increased throughout the program, which also included learning 

from the social interactions that took place and the experiences of others. These factors 
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led to an even greater intrinsic motivation for the participants to continue reaching 

students in ways that they see their colleagues doing. Kimber was able to discuss with 

her colleagues how she used time management skills in her course and how this 

affected her students’ ability to succeed. She found that this was something her cohort 

colleagues wanted to learn more about and implement in their own practice.  

Participants were found to be motivated by their own stimulation in their ability to help 

others succeed. Because the participants could reconstruct their own meanings and 

understandings based on their interactions and environment, they were able to become 

motivated by their own self-efficacy. When asked what made advising students a 

rewarding experience, Karr-Lilienthal, Lazarowicz, McGill, and Menke (2013) found that 

personal interactions and being able to help students were key responses from faculty. 

This suggests that ability to feel confident in answering student questions and being 

able to have interactions with students that make the faculty member feel valuable, as 

the results of this study show, will increase intrinsic motivation and result in faculty 

further choosing to engage in these opportunities. 

Significance of Findings 

The last step of Colaizzi’s (1978) phenomenological approach involved having 

the participants review the themes and determine how significant the theme may have 

been to each participant and across the participants. Table 5 shows each theme and 

the respondents’ belief in how significant it was to their experience. There are two rows 

for the theme of changes in curriculum delivery due to the identification of eight original 

themes prior to the participant responses. After the research, two of the themes were 
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found to be so closely related that they were combined. One participant did not respond 

to the survey, and therefore six responses were identified. 

Table 5-1.  Respondent Validation of Themes 
Theme Strongly 

Agree 
Somewhat 
Agree 

Neither 
Agree or 
Disagree 

Somewhat 
Disagree 

Strongly 
Disagree 

Motivation for Course  
Participation 

2 3   1 

Time and Space 5 1    

Small Groups for Rich 
Discussions 

3 2    

Communication Change 5 1    

Change in Curriculum Focus 3 3    

Change in Curriculum 
Delivery (Question 1) 

3 3    

Change in Curriculum 
Delivery (Question 2) 

2 3    

Change in Self-Efficacy 5 1    

Table 5-1 shows how each theme was found to be applicable across participants 

and suggests the significance of each theme. Time and space, communication change, 

and self-efficacy were found to be the major themes that crossed all participants, with 

five of the six respondents finding that the theme strongly related to their experiences. 

The true experience of change on the part of the participant were identified through the 

additional themes of changes in self-efficacy, curriculum focus, curriculum delivery, and 

communication.  

After carefully reviewing the experiences of the participants and their feedback 

on the themes that were found, two multi-faceted significant findings were identified: 1) 
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the needs of time and space, motivation, and small group discussion are important in 

leading to changes in behavior; and 2) self-efficacy plays a major role in increasing 

intrinsic motivation and affecting behavior. 

The themes can be divided into needs of the participants to create changes, and 

the actual changes that were made. Motivation for taking the program, the use of time 

and space during the program, and the importance of small group discussions were all 

vital to serving the needs of the participants that would lead to changes in the course. 

These themes were found to cross over many of the participants because they provided 

the setting and context that would allow for the changes to occur.  

Self-efficacy was identified as a theme in itself, but was also found to heavily 

influence the other themes. The change in self-efficacy provided the foundation to make 

behavioral changes in the curriculum focus, curriculum delivery, and communication. 

When participants discussed their increased confidence in understanding the resources 

at the college or how to address questions from faculty and staff, this led to a behavior 

change within the curriculum or communication. In addition, the need for self-efficacy 

was found to be a motivating factor for participation in the program. It is possible that 

those who chose to take this course desired increased self-efficacy and that may have 

contributed to the participants working to purposely increase knowledge and self-

efficacy.  

Implications for Practice and Policy 

Faculty Development 

Professional development will need to evolve continuously to meet the needs of 

faculty.  These needs may vary from institution to institution, but there are some key 

changes that the literature has shown to cross institutions. Faculty development 
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programs are no longer looking to just inform faculty on how to perform a certain skill, 

but to ingratiate faculty into the culture and mission of the institution, as well as to 

elevate their teaching practice, institutional relationships, and conversations in their 

community. Leaders in faculty development will need to rethink their design and delivery 

of faculty development courses to meet the needs to the institution.  

 The research from this study can help leaders in faculty development to design a 

program that meets the needs of the faculty. This would include encouraging faculty 

members to take the time and space to work in small groups with others and to take the 

time to be more intentional in their work. The theme of small groups for rich discussions 

was found to be reported as the most memorable and important aspect of the faculty 

members’ experiences. Therefore, faculty development leaders creating a faculty 

development program would want to include this into the design of their program. This 

can be done by designing the program to foster small group communication in repeated 

sessions with the same faculty. While development leaders often look to design a 

course in an online format for easy convenience of the faculty member, they should 

understand that having repeated face-to-face sessions was reported as a key aspect of 

the program researched and is what led to the rich discussions and development of 

meaningful relationships. This research found that having a program where these 

groups meet in repetition and in a cohort model to encourage the formation of social 

bonds leads to a lasting effect.  

While extrinsic motivation was available through various incentive programs for 

some of the participants of the program, all of the participants in this study reported 

being intrinsically motivated to take the program and found that this motivation 
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increased as they were inspired by the work of others. While monetary rewards may be 

superficially beneficial, providing faculty with the ability to find meaning in their work will 

be important to create a context where faculty continue to want to improve upon their 

practice and make changes that further help their students. A review of the themes of 

motivation for course participation and change in self-efficacy can help program 

developers to design a program that encourages an awareness and development of 

self-efficacy, which was found to lead to increased intrinsic motivation.  

Faculty development leaders will also want to communicate with their 

administration to further understand the mission and values of the institution. How can 

administration use faculty development to help faculty understand the values of the 

administration? Faculty development can work as a communication tool between faculty 

and administration to help in the dissemination of information and to make sure faculty 

feel confident in understanding, describing, and ultimately communicating with others 

about the values of the institution. Reviewing the themes of motivation to participate in 

the course, small groups for rich discussions, and a change in self-efficacy can be used 

by faculty development leaders to design a program that meets the needs of the faculty 

member while communicating with them the mission and values of the institution.  

Higher Education Administrators 

It is important for higher education administrators to understand how their faculty 

are motivated to make behavioral changes that align with the mission of the institution. 

Higher education administrators will need to consider how they want to construct their 

faculty development departments and how they can work with the departments to 

provide faculty with the necessary time and tools to create change. Higher education 

administrators will need to think about what is important for their faculty to understand 
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about their position at the college. They can then use faculty development programs as 

a way of communicating this to their faculty. 

Throughout this research it became apparent that Citrus Grove Community 

College felt a strong commitment to having faculty members feel empowered to be non-

official advisors to students and to feel confident in helping lead students in areas 

outside their curriculum. In addition, the institution wanted faculty to be able to connect 

the curriculum to what students would be encountering in their personal and 

professional lives outside academia. This was not evident from any type of directive or 

direct communication to the faculty, but from the faculty development program that was 

designed in a way that faculty felt they were being encouraged by administration to take 

the time to participate in this program. Administrators in higher education call look at the 

theme of time and space when developing their professional development departments. 

While this study focused on the time and space that faculty needed for rich discussion 

of their teaching practice, administration can use this theme to help them understand 

how their faculty development administrators will also need to take time and space to 

think through the design of their programs. One of the findings within this theme was the 

need to communicate with those that may have an outside view. For this study, that 

included faculty in various departments. For faculty development that might mean 

communicating with other institutions or attending conferences. If a college has multiple 

campuses and a decentralized faculty development department, then it may also 

include opportunities for conversations across campuses. 

Each institution should look at what they find to be their particular values and 

how faculty might be able to become confident in understanding these values in a way 
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that allows them to feel comfortable in communicating them with their colleagues. 

Looking at how faculty where able to increase their self-efficacy in this study will be 

important for administrators to understand to reach their own faculty. Higher education 

administrators can use faculty development programs as a way of showing what is 

valued by administration and as a tool to disseminate this information, not only to those 

in the program, but to those that program members will be communicating with during 

and following the program.  

With encouragement from the administrators in higher education, faculty may feel 

more motivated to participate in development programs and see how leadership values 

their time and effort. Higher education administrators can use these recommendations 

in designing their faculty development department by providing them with the time and 

space, as well as the small work group atmosphere, to brainstorm ideas for the 

department and design their courses in a way that aligns with the needs and values of 

the administration. It is also important to note that many of the faculty in this study used 

their increased confidence and understanding of the institution’s values to communicate 

with those outside the institution. This aligns with the suggestion of Austin and Sorcinelli 

(2013) to use faculty development to help faculty connect their work to the broader 

community and the suggestion of The Economist (2012) for administration to further 

communication with the community to promote buy-in. With community colleges looking 

to further understand the communities in which they are located and the areas in which 

they serve, how faculty are communicating with those outside the institution will be 

important to understand. 
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Implications for Theory and Research 

This research analyzed how social cognitive theory and symbolic interactionism 

can be used to further understand the role of self-efficacy in leading to behavioral 

changes of faculty members. This research confirmed the theory’s assertion that self-

efficacy would increase intrinsic motivation and motivate faculty to make changes in and 

out of the classroom. In addition, the use of symbolic interactionism to further 

understand how intrinsic motivation is used to affect changes in behavior resulted in a 

focus on the five central focuses: the human as a thinking person, social person, person 

defining environment, person affected by their environment, and as active beings in 

their environment. Participants were found increase intrinsic motivation and make 

changes in and out of the classroom as a result of these five focuses, further confirming 

the importance of these five focuses in understanding motivation.  

The participants in this study were found to have increased communication with 

both their cohort members and those outside the program. It would be interesting to 

analyze how the faculty who were outside of the cohort may have been affected. While 

we know that the information was communicated to them, we do not know if it was done 

in a way that would make the program an effective tool in increasing self-efficacy and 

creating behavioral changes to those outside the program. 

While it was not the goal of this study to learn about how the students were 

affected, future research may want to look at the way students were affected by the 

faculty members’ increased self-efficacy, increased intrinsic motivation, and changes in 

communication, curriculum, and course design and delivery. Prior research has shown 

that student retention and success increases with detailed and continuous advising 
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(Suvedi, Ghimire, Millenbah, Lansing, & Shrestha, 2015). As faculty members reported 

that increased self-efficacy led to an increase in feeling more comfortable advising 

students, it would be helpful to study how such advising affected student retention and 

success.    

 Strengths and Limitations of the Research 

Strengths 

The experiences reported in this research were truly the experiences as reported 

by the participants themselves. Using Colaizzi’s (1978) approach to phenomenological 

research analysis, the research began by reviewing each interview conducted by the 

researcher three times and ended with the participants validating the themes that were 

found. This process ensured that the experiences and themes described were reflective 

and representative of the experiences as remembered and felt by the participants in this 

study.  

Limitations 

This research is the result of faculty volunteering to participate in the student 

guidance system certification program and also volunteering to complete an interview 

about the program. This may result in self-reported response bias that suggests that 

participants may choose to answer questions in a way that they believe the interviewer 

is looking for. According to Austin, Gibson, Deary, McGregor, and Dent (1998), 

response bias may result from the interviewee’s need for image management. 

Response bias is usually more of a concern for questionnaires. Interviews provide a 

setting where a participant may become more comfortable to be open and honest in 

their answers and feedback. 
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A concern that was found in previous literature about reaching adjunct faculty 

through development programs was the ability to reach all types of adjuncts from 

various disciplines, including those who wanted to remain adjuncts and those looking to 

move into the full-time role. The adjunct participants sampled for this study mostly 

wanted to move into a full-time role, in some capacity, at the institution. How the 

program could be used to reach a faculty member wanting to remain in an adjunct role 

cannot be understood by this study. In addition, all participants were volunteers for both 

the program that was studied and the research itself. The results of this study may have 

implications for the larger group, but the experiences were only those of the participants 

in this research study and cannot be assumed to cross into other participants or those in 

other faculty development programs at the college.  

Conclusion 

The present study helped to further understand how participants’ experiences 

changed within a faculty development certification program for integrating a student 

success skills guidance program into their course. Participants were found to be 

intrinsically motivated and were in need of the time and space, and small group 

discussions. When these conditions were met, participants found themselves with an 

increased level of confidence in their abilities to understand, access, and use the 

resources provided by the college. This increase in self-efficacy lead to increased 

communication inside and outside the classroom as well as changes made to the 

curriculum they taught and how they taught it.  

As faculty development courses, programs and staff increase, leaders in faculty 

development and higher education will need to understand what motivates faculty to 
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participate in the courses/programs and how they should be designed to maximize the 

effectiveness on participants. The present research shows how small group interactions 

in a cohort model where participants regularly meet with colleagues to form 

connections, both within and outside their own discipline, can help faculty to learn from 

the experiences of others and modify their courses. Higher education leaders should 

look at how they want to use the courses/programs to help align faculty engagement 

with the mission and values of the institution. 
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APPENDIX A 
PARTICIPATION REQUEST 

Good morning, 

     My name is April Raneri and I am contacting you as a doctoral candidate from the 
University of Florida in their Leadership in Education Administration program. I earned 
my bachelor’s degree in Organizational Communication and master’s degree in 
Communication from the University of Central Florida.  

    My dissertation will focus on self-efficacy formation and intrinsic motivation of faculty 
who have completed the student guidance system certification program.  

    As a faculty member who has completed the student guidance system certification, 
your participation in interviews for this research is requested. This research will include 
two 40-60-minute interviews 1-2 weeks apart. A recording of this interview will be kept in 
confidence and precautions to ensure anonymity throughout the research will be taken. 
At the beginning of the first interview you will be asked to sign a participant consent 
form and complete a one-page demographic questionnaire. Following data collection 
and all interviews, you will receive a summary page of themes to review and reflect 
upon. 

    This study will only involve no more than minimal risk for the participants. While there 
are no direct benefits for the participants, the data collected may have significance for 
future practice, research, and policy. 

    If you are willing to allow me to interview you, please contact me with a time and 
location most convenient for you.  

   If you have any questions or concerns about the study, please do not hesitate to 
contact me. I look forward to speaking with you and thank you for your support in this 
research. 

  

Sincerely, 

April Raneri 
Doctoral Candidate 
University of Florida  
 

 



 

129 

 

APPENDIX B 
CALENDAR APPOINTMENT TEXT 

First Interview Calendar Appointment Text 

 

Thank you for taking the time to participate in this research. As a reminder, this interview will 

take approximately 40-60 minutes. A recording of this interview will be kept in confidence and 

precautions to ensure anonymity throughout the research will be taken. Our first interview will 

consist of open-ended questions about your experiences throughout the student guidance system 

certification. Please keep in mind that our discussions may evolve beyond these questions.  

If you have any questions or concerns about the study, please do not hesitate to contact me.  

 

Sincerely, 

April Raneri 

Doctoral Candidate 

University of Florida  

 
 
 
 
 

Second Interview Calendar Appointment Text 

 

Thank you for taking the time to participate in this research. As a reminder, this interview will 

take approximately 40-60 minutes. A recording of this interview will be kept in confidence and 

precautions to ensure anonymity throughout the research will be taken. Our second interview 

will consist of open-ended questions about the meaning behind your experiences throughout the 

student guidance system certification. Please keep in mind that our discussions may evolve 

beyond these questions.  

 

If you have any questions or concerns about the study, please do not hesitate to contact me.  

 

Sincerely, 

April Raneri 

Doctoral Candidate 

University of Florida  
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APPENDIX C 
PARTICIPANT INFORMED CONSENT FORM 

UF IRB Study # 201700490 

CITRUS GROVE IRB Study # 17-0014 

 

Protocol Title:  
Forming Identity through Faculty Development  
 
Purpose of the Research Study:  
I am conducting a study to explore the self-efficacy formation and intrinsic motivation of faculty 
who have completed the student guidance system certification program. 
 
What you will be asked to do in the study: 
In this study, you will be asked to complete a short demographic questionnaire along with two 
40-60-minute interviews to take place 1-2 weeks apart. 
 
Time Required:  
80-120 minutes  
 

Risks and Benefits:  
This study will only involve no more than minimal risk for the participants. While there are no 

direct benefits for the participants, the data collected may have significance for future practice, 

research, and policy. 

 

Compensation:  
No compensation is provided for this study. 

 

Confidentiality: 

All information will be handled in a strictly confidential manner and will be submitted 

anonymously, so that no one will be able to identify you when the results are recorded/reported. 

All information is subject to the Family Educational Rights and Privacy Act (FERPA) of 1974, 

which is designed to protect the privacy of educational records. 

 

Voluntary participation: 

Your participation in this study is completely voluntary. There is no penalty for not participating. 

 

Right to withdraw from the study: 

You have the right to withdraw from the study at any time without consequence. 

 

Who to contact if you have questions about the study: 

April Raneri, Graduate Student, School of Human Development & Organizational Studies in 

Education 
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Who to contact about your rights as a research participant in the study 

IRB02 Office 

University of Florida 

 

Agreement 

I have read the procedure described above. I voluntarily agree to participate in the procedure and 

I have received a copy of this description. 

 

 

 

__________________________________________________________________ 

Participant        Date 

 

 

__________________________________________________________________ 

Principal Investigator      Date 
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APPENDIX D 
CONTEXT AND DEMOGRAPHICS QUESTIONNAIRE 

 
1. Name:________________________________________________________________ 

 

2. What is your Gender (check one)?  ___Male   ___Female 

 

3. Highest level of education (check one)?  

___Bachelor’s  ___Master’s  ___Doctorate 

 

4. How many years have you been teaching at Citrus Grove Community 

College?___________________ 

 

5. What is your current position at CGCC? 

___Part-time instruction ___Full-time (non-tenure) ___Full-time (tenured)  ___Staff 

Other:_______________ 

 

6. If Applicable, please list any courses that you have taught or are currently teaching: 

______________________________________________________________________________

______________________________________________________________ 

 

7. Approximately how many professional development courses have you 

completed?_________________________ 

 

8. In what Month/Year did you begin your Student Guidance System Certification?________ 

 

9. In what Month/Year did you complete your Student Guidance System Certification?________ 

 

10. Have you COMPLETED any of the following professional development programs in addition 

to Student Guidance System Certification (Check all that apply)? 

___Active Learning Certification 

___Associate Faculty Certification 

___Destination Program 

___Digital Professor Certification 

___SEED Program 

___Seneff Faculty Dev. Program 

___Study Abroad Leader Certification 

 

11. Are you currently IN PROGRESS of completing any of the following professional development 

programs in addition to Student Guidance System Certification (Check all that apply)? 

___Active Learning Certification 

___Associate Faculty Certification 

___Destination Program 

___Digital Professor Certification 

___SEED Program 

___Seneff Faculty Dev. Program 

___Study Abroad Leader Certification 
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APPENDIX E 
INTERVIEW PROTOCAL FIRST INTERVIEW 

First Interview – The Lived Experience 

Interviewee:____________________________________________________________________ 

Time, Date, and Location of First Interview___________________________________________ 

 

Interview will begin with greetings, followed by a review and signing of the consent to 

participate form and completion of the context and demographic questionnaire. A brief 

description of the purpose for the research, the interviewee’s rights, and the informed consent 

will be reviewed.  

 

1. Would you tell me about the student guidance system certification program and why you 

decided to take it? 

 

2. Would you describe some of the relationships that formed during the student guidance 

system certification program with the other participants as well as the instructors? 

 

3. Would you describe how you shared ideas with others in the student guidance system 

certification program and how they shared those ideas with you? 

 

4. What were some of your thoughts about changes to your instruction while you were 

taking the student guidance system certification program? Even if you didn't actually 

make those changes. 

 

5. Would you describe any experience with the student guidance system certification 

program motivating you to make changes to your course that you had previously thought 

of, but had not implemented? 

 

6. Would you describe any other changes to your courses or your teaching practice that you 

made as a result of the student guidance system certification program?  

 

7. Do you know of any changes that you may have assisted other participants to make in 

their teaching practices or role at the college? 
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APPENDIX F 
RELATIONSHIP: SYMBOLIC INTERACTIONISM – RESEARCH QUESTION 2 – FIRST 

INTERVIEW   

 
 

Symbolic Interactionism - Process includes constructing and reconstructing learned meanings. “Persons 

are active agents in constructing their own behaviors and do so in ways that do not sustain existing forms 

of social organization” (Stryker, 1987, p. 93). According to Charon (1998), symbolic interactionism 

includes five central focuses: 

1. The human as a social person 

2. The human as a thinking person 

3. The human as a person defining their own environment 

4. The human as a person affected by their current environment 

5. The human as active beings in their environment 

Research Question 2: How do instructors who complete a professional development program at a 

community college describe their experiences with changes in their own intrinsic motivation?                                       

Connection: Research Question 2 to Symbolic Interactionism: We can further understand intrinsic 

motivation by learning how a participant uses the five focuses to reconstruct their meanings. This is 

learned by understanding the interactions that take place and how those motive a participant to change a 

behavior or thought. 

Question Interview Question Connection: To Theory and Research Question 2 

1 

Would you tell me about the 

student guidance system 

certification program and why 

you decided to take it? 

  

2 

Would you describe some of the 

relationships that formed during 

the student guidance system 

certification program with the 

other participants as well as the 

instructors? 

Looks at the experience of the human as a social 

person, as a person defining their own environment, as 

a person affected by their current environment, and as 

active beings in their environment. 

3 

Would you describe how you 

shared ideas with others in the 

student guidance system 

certification program and how 

they shared those ideas with you? 

Looks at the experience of the human as a social 

person, as a person defining their own environment, as 

a person affected by their current environment, and as 

active beings in their environment. 

4 

What were some of your thoughts 

about changes to your instruction 

while you were taking the student 

guidance system certification 

program? Even if you didn't 

actually make those changes. 

Looks at the experience of the human as a thinking 

person. 
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5 

Would you describe any 

experience with the student 

guidance system certification 

program motivating you to make 

changes to your course that you 

had previously thought of, but had 

not implemented? 

Looks at the experience of the human as a thinking 

person and as a person affected by their current 

environment. 

6 

Would you describe any other 

changes to your courses or your 

teaching practice that you made as 

a result of the student guidance 

system certification program?  

Looks at the experience of the human as a thinking 

person and as a person affected by their current 

environment. 

7 

Do you know of any changes that 

you may have assisted other 

participants to make in their 

teaching practices or role at the 

college? 

Looks at the experience of the human as a person 

defining their own environment and as active beings in 

their environment. 
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APPENDIX G 
INTERVIEW PROTOCAL SECOND INTERVIEW 

Second Interview – The Meaning of the Experience 

 

Interviewee:____________________________________________________________________ 

Time, Date, and Location of First Interview___________________________________________ 

 

Interview will begin with greetings, followed by a reminder of the purpose for the research, the 

interviewee’s rights, and the informed consent. 

 

1. Reflecting on the changes we previously discussed. What do you think made these 

changes possible? 

2. Why do you think these changes were not implemented before taking the course? 

3. How do you think these changes impacted your instruction?  

4. How do you think these changes impacted your role at the college?  

5. Given the experiences you have shared, how do you see these experiences affecting your 

future teaching practice? 

 

 

 

  



 

137 

APPENDIX H 
RELATIONSHIP: SOCIAL COGNITIVE THEORY – RESEARCH QUESTION 1 – 

SECOND INTERVIEW   

 
Social Cognitive Theory - Researches “how people’s beliefs in their capabilities to affect the 

environment control their actions in ways that produce desired outcomes” (Luthans & Stajkovic, 1998, p. 

63). Looks at the emotional-motivational relevance of the self-identity and social interactions (Andersen 

& Chen, 2002). Focuses on the faculty member's perceptions of their own self-efficacy. 

Research Question 1: How do instructors who complete a professional development program at a 

community college describe their experiences with changes in their own self-efficacy?  

Connection: Research Question 1 to Social Cognitive Theory: Social cognitive theory can be used to 

understand a participant's self-efficacy and how this may lead to making changes. 

Question Interview Question Connection: To Theory and Research Question 1 

1 

Reflecting on the changes we 

previously discussed. What do 

you think made these changes 

possible? 

Looks into the faculty member's self-efficacy of 

how they were able to create change after the 

course. 

2 

Why do you think these 

changes were not implemented 

before taking the course? 

Looks into the faculty member's self-efficacy of 

why change was not created prior to the course 

3 

How do you think these 

changes impacted your 

instruction?  

Looks into the faculty member's self-efficacy of 

their instruction. 

4 
How do you think these 

changes impacted your role at 

the college?  

Looks into the faculty member's self-efficacy of 

their role at the college. 

5 

Given the experiences you have 

shared, how do you see these 

experiences affecting your 

future teaching practice? 

Looks into the faculty member's self-efficacy of 

how their experience may change future teaching 

practices. 
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APPENDIX I 
JERRICA FIELD NOTES 
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APPENDIX J 
DISSERTATION THEME REVIEW AND FEEDBACK 

Name 

 
 
For the following eight themes, please identify how strongly the theme applied to your 
experience of the Student Guidance System Certification Program and provide 
comments if needed. 
 
All information will be handled in a strictly confidential manner and will be submitted 
anonymously, so that no one will be able to identify you when the results are recorded/reported. 

___________________________________________________________________ 
While the course was offered for professional development credit, the motivation to take 
the course was to help my students make a connection between the material and their 
personal, professional, and academic goals. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 

Optional Comments: 

 
___________________________________________________________________ 
Taking the Student Guidance System Certification program increased my knowledge 
and understanding of how to help students, which led to increased confidence in 
answering student questions. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 

Optional Comments: 

 
__________________________________________________________________ 
The Student Guidance System Certification program provided the time and space to 
allow me to think about and cultivate my ideas. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 
Optional Comments: 

 
___________________________________________________________________ 
The Student Guidance System Certification program changed how I think about my 
students and my course and how intentional I am when designing my instruction, 
activities, materials, and/or other course components. 
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Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 
Optional Comments: 

 
___________________________________________________________________ 
The Student Guidance System Certification program changed how I think about my 
curriculum. I now understand the importance of focusing on student learning instead of 
getting through the material. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 

Optional Comments: 

 
__________________________________________________________________ 
After completing the Student Guidance System Certification program, I shared my 
knowledge of the program with others. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 
Optional Comments: 

 
___________________________________________________________________ 
Using colleagues as resources and sharing ideas in small groups in the program were 
critical to the development of my ideas. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 
Optional Comments: 

 
___________________________________________________________________ 
The Student Guidance System Certification program changed the way that I deliver 
material (discussions/tests) in my classroom. 

Strongly agree Somewhat agree 
Neither agree nor 

disagree 
Somewhat 
disagree Strongly disagree 

     
 
Optional Comments: 
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APPENDIX K 
UNIVERSITY OF FLORIDA IRB APPROVAL LETTER 
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APPENDIX L 
CITRUS GROVE COMMUNITY COLLEGE IRB APPROVAL LETTER 
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