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ABSTRACT

INFLUENTIAL FACTORS ON FACULTY PERFORMANCE IN DISTANCE
EDUCATION

Kara, Mehmet

Ph.D., Department of Computer Education and Instructional Technology
Supervisor: Prof. Dr. Zahide YILDIRIM

January 2018, 416 pages

This study aimed to identify the performance deficiencies of the faculty in distance
education and to design interventions for performance improvement with a systemic
perspective. Based on this aim, the study was conducted within the framework of
Externality-Tangibility model for performance improvement and Transactional
Distance theory. Concurrent embedded mixed methods research design, in which both
quantitative and qualitative data were collected from distance education
administrators, faculty, students, and support staff in two public universities in
addition to the experts from eight public universities, was used. The data sources
included student survey, semi-structured interviews with the stakeholders, observation
notes, and available documents regarding the research problem. Quantitative data were
collected from the distance education students in two public universities through the
cross-sectional survey. Qualitative data were collected from all stakeholders in
addition to observation notes and documents. Qualitative data were analyzed through
constant comparative analysis. Quantitative data were analyzed through descriptive
statistics. The results firstly showed that the optimal behaviors are based on student-
centered approach as consistent with the existing literature. The qualitative and
quantitative data analysis results congruently indicated the deficiencies in most of the
identified optimal behaviors. Qualitative results further revealed the main and
secondary causes of the deficiencies and the interventions for them. The overall results

provided a holistic view of the causes of the performance gaps within the distance



education system in Turkey and offered interventions for performance improvement.
The study finally provided practitioners and researchers with guiding implications for

future practices and studies.

Keywords: Performance Improvement, Distance Education, Faculty
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0z

UZAKTAN EGITIMDE OGRETIM ELEMANI PERFORMANSINI
ETKIiLEYEN FAKTORLER

Kara, Mehmet
Doktora, Bilgisayar ve Ogretim Teknolojileri Egitimi Boliimii
Tez Yoneticisi: Prof. Dr. Zahide YILDIRIM

Ocak 2018, 416 sayfa

Bu c¢alismanin amaci uzaktan egitimde gorev yapan Ogretim elemanlarinin
performanslarin1 etkileyen sorunlari belirlemek ve performanslarini iyilestirmeye
yonelik ¢ozlimleri biitlinciil bir bakis agisiyla sunmaktir. Bu amagla, calismanin
kavramsal ¢ergevesini Digsallik-Somutluk performans gelistirme modeli ve
Etkilesimsel Uzaklik kurami olusturmaktadir. Arastirmanin deseni, nicel ve nitel
verilerin birlikte kullanildig1 eszamanli karma arastirmadir. Nicel veri kaynagi 6grenci
taramasidir. Nitel veri kaynaklar1 ise; uzmanlar, 6gretim elemanlari, 6grenciler,
idareciler ve destek personelini iceren uzaktan egitim paydaslariyla yapilan yari
yapilandirilmis gorlismeler, gézlem notlar1 ve arastirma problemiyle ilgili erisilebilir
dokiimanlardir. Nitel veriler siirekli karsilastirma teknigi ile analiz edilmistir. Nicel
veriler ise; betimsel istatistik yontemleriyle analiz edilmis ve tablo seklinde
sunulmustur. Elde edilen bulgular her biri bir aragtirma sorusunu cevaplayacak sekilde
dort boliimde sunulmustur. Arastirma sonuglart 6ncelikle mevcut alanyazinla uyumlu
olarak 6grenci-merkezli yaklasimi temel alan optimal 6gretim eleman1 davraniglarini
ortaya koymustur. Nicel ve nitel verilerin analizi sonucunda belirlenen optimal
davraniglarin ¢ogunlugunun yetersiz oldugu tespit edilmistir. Ayrica, nitel sonuglar
Dissallik-Somutluk modelinde yeralan dokuz 6geye gore eksikliklerin ana ve ikincil
nedenlerini ve bunlara yonelik ¢oziim Onerilerini sunmustur. Arastirmanin genel
sonuglar1, Tirkiye’deki uzaktan egitim sisteminde Ogretim elemani performasina

ilisgkin sorunlarin nedenlerinin ve ¢dzlimlerinin biitiinciil bir goriiniimiinii ortaya

vii



koymustur. Son olarak uzaktan egitim uygulayicilart ve aragtirmacilari i¢in oneriler

sunulmustur.

Anahtar Kelimeler: Performans Iyilestirme, Uzaktan Egitim, Ogretim Eleman:
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CHAPTER 1

INTRODUCTION

1.1. Introduction

This study aims to investigate the performance factors influential on the faculty
practicing in distance education settings. Specifically, the study seeks to create a
performance-based model for the faculty at a distance and recommended interventions
for the improvement within the framework of Externality-Tangibility (E-T) model and
Transactional Distance Theory. This chapter includes the following parts: Background
of the Study, Statement of the Problem, Purpose of the Study and Research Questions,
and Significance of the Study.

1.2. Background of the Study

Quality has been a focus of the theory and practices in education. Accordingly, it is
known that quality in Distance Education (DE) has been a debatable issue since the
early attempts of DE practices. In spite of more than a hundred years after the first DE
practices and the advent of the revolutionary technologies used in DE, it is still a
current issue and a hot research topic in the literature because of the currently faced

pedagogical and organizational challenges.

Although it is not straightforward to define quality in DE due to the lack of an
agreement on it and its abstract nature (Shattuck, 2014), there are still some quality
criteria in DE literature from pedagogical and organizational aspects. Some of the

pedagogical criteria in DE can be stated as satisfying student and faculty needs,



meeting learning objectives, student satisfaction (Gunawardena & Mclsaac, 2003),
and student persistence (Hamilton, 2016; Lathchem, Ozkul, Aydin, & Mutlu, 2006).
As a similar quality criterion from the pedagogical aspect, Moore (1993) states that the
success in DE practices depends on the pedagogical and psychological distance
between student and faculty called transactional distance. Likewise, Horzum (2007)
finds out that Transactional Distance is influential on such outputs of DE as student
success, satisfaction, and motivation. Thus, it can be stated that the minimization of

transactional distance is a quality consideration in DE practices.

In addition to the pedagogical challenges, DE organizations are responsible for dealing
with the challenges for quality assurance (Gunawardena & Mclsaac, 2003). Besides,
they have to ensure the quality with the lowest cost (Zemsky & Massy, 2004)
considering that the cost of DE programs is more than face-to-face ones. In the same
vein, Gaskell and Mills (2014) point out four pedagogical and organizational quality
issues that are needed to be met for DE effectiveness and credibility; namely “Quality
of teaching and learning and quality assurance”, “outcomes”, “access”, and
“perceptions of the stakeholders”. According to them, quality assurance can be
achieved through the inputs such as collaboration among teaching and support staff;
assessment of teaching materials; feedback from peers, students, and faculty; and

monitoring staff support.

As can be inferred from the above mentioned quality issues, faculty in DE is
underlined as one of the central success factors in many of the research studies, (Carr-
Chellman & Duchastel, 2000; Hamilton, 2016; Soong, Chan, Chua, & Loh, 2001;
Selim, 2007). For this reason, the focus of the research studies has been on the
pedagogical roles and competencies of the faculty in the last two decades. As a result
of this two-decade research efforts, faculty roles and competencies are clearly
identified. However, there are still problems currently faced by the faculty and
obstacles that influence the quality and credibility of DE practices. Some of these
obstacles are resistance to the adoption of DE technology by the faculty (Benson,
Anderson, & Ooms, 2011), workload and time constraints (Johnson, Stewart, &
Behman, 2015; Haggerty, 2015); lack of willingness to take part in DE (Hoyt & Oviatt,
2013); and inadequate incentives (Seaton & Schwier, 2014). These barriers might be

interrelated. For example, lack of adequate incentives or proper workload may cause



the unwillingness of the faculty to teach in DE settings. Furthermore, these barriers
might vary depending on the context due to the contextual nature of the studies; and
the status of the faculty, full time or part-time. For instance, in Chinese context, Xiao
(2016) finds out that full-time faculty feel inferior and as disadvantaged compared with
their colleagues in traditional education in terms of social status, professional
development, teaching and research facilities, and income. In this respect, faculty
perceptions are another important consideration for the quality in DE. Gaskell and
Mills (2014) underline faculty, administrator, and student perceptions regarding DE
quality as an important quality dimension for the credibility of DE practices. Finally,
the insufficient knowledge and skills of faculty about the pedagogy of teaching and
learning at a distance pose another threat to the quality in DE (Haggerty, 2015).
Particularly, the dramatic increase in the number of the DE student and programs,
which has led more and more faculty to take part in DE, caused faculty to teach in DE
without the required pedagogical competencies. According to Gunawardena and
Mclsaac (2003), it is a common finding in the literature that this change poses a threat
for the success of DE practices. The main reason of this threat is that faculty still keep

teaching as do they in face-to-face education settings (Zemsky & Massy, 2004).

With all the barriers to quality in DE practices in mind, ongoing faculty professional
development and support is highly desirable in DE. In the same vein, Higgins and
Harreveld (2013) ascertain that there is a positive association between professional
development and quality in the pedagogy of teaching in DE. The studies on
professional development deal with pedagogical and technical skills and continuous
support as well as orientation and mentoring (e.g. Higgins & Harreveld, 2013; Vaill &
Testori, 2012; Wilson, 2012).

Although the interventions used in professional development activities such as
trainings, orientations, and mentoring are surely influential on the improvement of DE
quality, the diagnosis of and interventions for the above mentioned problems
necessitate a systemic and systematic approach owing to the complex and multifaceted
nature of faculty responsibilities in DE context. With the realization that other
interventions than trainings can be useful for organizational productivity, the paradigm
shift from “Behavior-focused” to “performance-focused” has emerged and

performance issues rather than behavioral issues have gained importance (Chyung,



2008, p.93). In this regard, quality improvement in DE requires a performance-based
approach to address the performance problems grounded in the complexity of the DE
environment and the improvement of online faculty performance is a prerequisite for

the quality of DE practices.
1.3. Statement of the Problem

In spite of the pedagogical focus of the literature, there are still faculty-related
challenges in online DE. These challenges might vary depending on DE context, but
there are some major ones such as online teaching as a new experience for most of the
faculty, especially in Turkey context, continuously evolving online technologies, the
workload demanded by online teaching, and so forth. Overcoming these challenges
surely necessitates online faculty professional development (PD). Online Faculty PD
meeting the faculty needs is critical for the quality in DE practices in higher education
(Baran & Correia, 2014). For this reason, designing the successful faculty PD
programs relies on the proper analysis of the faculty needs addressing the performance
gaps between the optimal and actual practices with a systemic perspective. This
requires a performance-based approach to teaching at a distance to identify deficient
behaviors critical to performance outputs and the needed interventions. Human
Performance Technology (HPT) is defined as “the study and ethical practice of
improving productivity in organizations by designing and developing effective
interventions that are results-oriented, comprehensive, and systemic.” (Pershing, 2006,
p.6). Thus, research studies within the framework of HPT models are required to have
a better understanding of the faculty experience at a distance as well as the factors
causing performance gaps and influencing the desired performance (Lion, 2011). The
literature review shows that HPT implementation in DE settings are quite limited. In
addititon, the existing studies lack of the inclusion of all stakeholders (e.g. Lion, 2011)

or need further empirical data (Fang, 2007).

Performance-based studies start with the front-end analysis diagnosing the
performance gaps. This is possible through the determination of the gap between the
desired and actual performance outputs. In DE context, desired outputs refer to the
pedagogical outputs, which can be student achievement, satisfaction, or graduation
rates. The desired outputs can also be identified through the lens of a framework, the



components of which are influential on student success, satisfaction, or graduation
rates. In this regard, the components of transactional distance; dialogue, course
structure, and autonomy, are used as the performance outputs since it is clearly
revealed in the literature that these components are quite influential on the mentioned
variables (Horzum, 2007). Furthermore, the components of transactional distance
theory are useful to identify the desired performance behaviors critical to performance

outputs.

The optimal practices to meet the desired outputs, including organizational and
pedagogical ones, can be identified through the distance education literature and the
perspectives of the experts about a specific DE context. Based on the optimal outputs
and the optimal practices, the distorting and enhancing factors for online faculty
performance and the needed interventions for the improvement of their performance
in a particular context can be explored and defined. However, the exploration of all
factors, particularly the hidden ones, affecting performance outputs, requires a
systemic and multifaceted research considering the complex and multifaceted nature
of the phenomenon, faculty performance. A systemic and multifaceted research
demands the collection of data from multiple sources as well as the participation of all
stakeholders. For this reason, it is useful to conduct context-specific research studies
revealing the performance deficiencies and the required interventions for improving
online faculty performance from a systemic perspective with the participation of all

stakeholders.
1.4. Purpose of the Study and Research Questions

The purpose of this study is to identify the performance deficiencies of the faculty in
distance education and to design interventions for performance improvement. Based
on this aim, this study will specifically aim to create four performance models for
online faculty; (1) optimal behaviors critical to performance outputs, (2) deficient
behaviors affecting the performance outputs, (3) causes and root causes of the deficient
behaviors, and (4) Contextual interventions required to improve faculty performance
outputs. For this purpose, the lens of Transactional Distance theory proposed by Moore
(1993) and Externality-Tangibility (E-T) model of human performance proposed by
Wile (2014) were used to guide the study. The performance outputs and the behaviors



critical to these outputs were defined based on transactional distance theory,
particularly its components; Dialogue, Structure, and Autonomy. The causing factors
and the interventions were identified based on the nine elements of E-T model. The

research questions raised based on the purpose of the study are as follows:

1. What are the behaviors critical to faculty performance outputs in distance
education from the perspectives of all stakeholders?

2. What are the deficient behaviors critical to faculty performance outputs in
distance education?

3. What are the causes and root causes of the current faculty performance

deficiency from the perspectives of all stakeholders?

4. What are the contextual interventions for each performance deficiency from

the perspectives of all stakeholders?
1.5. Significance of the Study

There is clearly a consensus in the literature on the roles and competencies required
for online teaching. Similarly, a great deal of research studies has been documented on
online faculty in terms of pedagogical issues. Although the focus of the DE research
has been on the organizational and performance aspects in the last decade, especially
in the recent years, the literature still lacks of performance-based systemic studies with
the inclusion of all stakeholders within the framework of Human Performance

Technology (HPT) models.

The literature review shows that the existing studies regarding distance faculty
performance mostly concentrate on the specific aspects of the faculty performance
such as motivation, incentives, satisfaction, workload, and so on. A few studies
adopted a systemic approach to faculty performance. However, the literature indicates
that the existing studies partially included the stakeholders of the DE practices, even
the studies adopted a systemic approach. The inclusion of all stakeholders in
performance improvement efforts is a necessity for the truly and completely
addressing the performance problems, especially the root and hidden causes of these
problems. In this regard, the inclusion of all stakeholders, namely, distance education

experts, faculty, students, administrators, and support staff, provides a complete and



reliable view of performance problems and their solutions. Thus, the performance
studies with a systemic approach still remain as a need to have a holistic view of the
current situation. Correspondingly, systematic performance improvement efforts and
interventions by addressing the root causes of the performance gaps are also a
necessity. Though Fang (2007) proposed an adapted model in this respect based on the
institutional experiences, it was noted that the model is incomplete, lacks of empirical
support, and thereby need further discussions. For this reason, the further efforts are
required for a complete online faculty performance intervention model with empirical

support with the studies in various contexts.

In addition, the national literature review indicates that the studies conducted in Turkey
rarely focused on DE faculty and organizations. This situation is also similar for theses
and dissertations conducted in Turkish universities. Distance faculty issues from both
pedagogical and organizational aspects are one of the rarely studied research area
within them. Therefore, there is an urgent need for diagnostic faculty performance and
intervention studies in Turkey context considering the dramatic increase in the number
of online education programs and students. The relative centrality of distance
education practices in terms of policy, rules, and regulations in Turkey provides
similarity for the institutional contexts in some sort. For this reason, the performance
studies conducted in Turkey context would make major contributions to the

nationwide improvement of the DE practices.

Considering the roles of distance faculty, it is obvious that institutions and work
responsibilities in DE are quite complex and multidirectional. In this regard,
qualitative studies supported with various data sources might provide an insight into
the distorting and enhancing factors for distance faculty performance in this
complicated and multifaceted work. In addition, the quantitative data collected within
the framework of transactional distance will provide further support for the diagnosis
of the deficient behaviors critical to performance outputs since transactional distance
is influential on the outcomes in DE settings such as student achievement, satisfaction,

and motivation (Horzum, 2007).

Therefore, this study is the first attempt with the participation of all stakeholders to

identify performance problems and interventions for online faculty performance



improvement within the eclectic framework of a pedagogical DE theory, Transactional
Distance theory, and a HPT model, E-T model. In this sense, the current study makes
a major contribution to the DE literature by proposing a comprehensive model for

distance faculty performance improvement through empirical findings.

This study surely has contributions to the DE practices, particularly in Turkey context.
The lack of empirical research on distance faculty performance in Turkey implies that
the performance improvement efforts are managed through and limited with
experience or trial-and-error. For this reason, this study has a guiding role for DE
administrators, practitioners, and policy makers to understand optimal performance
behaviors and deficiencies in them as well as designing and implementing suitable

interventions for each of them for continuous and sustainable development.
1.6. Definition of Terms

Distance Education is defined “teaching and planned learning in which teaching
normally occurs in a different place from learning, requiring communication through
technologies as well as special institutional organization.” (Moore & Kearsley, 2011,
p.2). In this study, distance education is used as a term to refer to distance education

delivered online.

Human Performance Technology (HPT) is defined as “the study and ethical practice
of improving productivity in organizations by designing and developing effective

interventions that are results-oriented, comprehensive, and systemic.” (Pershing, 2006,
p.6).

Transactional Distance is defined as “the psychological and communications space
to be crossed, a space of potential misunderstandings between the inputs of instructor

and those of the learner.” (Moore, 1993). It has three components; Dialogue, Structure,

and Autonomy, which were used as the performance outputs in the present study.

Faculty is defined as the teaching staff responsible for the design and delivery of the
courses in higher education institutions. In this study, faculty is used for the distance
education faculty in the universities, who have different roles and work requirements

than traditional faculty.



Faculty Performance is defined as the accomplishment of the roles and
responsibilities for the design and delivery of a distance course as a result of faculty

behaviors.

Optimal Behavior is defined as the behavior critical to produce the desired

performance outputs.

Intervention refers to “a course of actions taken to improve performance”. (Pershing,

2006, p.12)
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CHAPTER 2

LITERATURE REVIEW

2.1. Introduction

Literature review was conducted to create a conceptual framework for the current
study and to identify the research gaps in the literature regarding faculty performance
in distance education. The literature Review part consists of the following sections:
Conceptual Framework, Faculty Roles and Competencies in Distance Education,
Faculty Professional Development in Distance Education, Perceived Barriers to and
Motivators for Distance Education by faculty, Faculty and Organization Performance
in Distance Education, Current Issues regarding Faculty Performance in Distance

Education, and Conclusion.

The literature review was firstly conducted on the electronic databases. The databases
on which the search was conducted are Web of Science, SAGE Journals Online,
Educational Resources Information Center (ERIC), Wiley Online Library,
ScienceDirect, SpringerLink, Taylor & Francis Online Journals, Proquest
Dissertations & Thesis, National Dissertations and Thesis Center of the Higher
Education Council of Turkey, and Google Scholar. The search was conducted by using
the keywords: distance education, online education, faculty performance, professional
development. Secondly, the table of the contents of the major journals in distance

education (e.g. Distance Education, American Journal of Distance Education) and
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performance improvement (e.g. Performance Improvement, Performance

Improvement Quarterly) were specifically reviewed.
2.2. Conceptual Framework

Faculty performance in distance education is a multifaceted phenomenon, which has
organizational, pedagogical, and personal dimensions. For this reason, performance
improvement efforts in this respect are required to have a pragmatist base to solve the
performance problems in authentic settings. In this sense, the current study has an
eclectic approach to investigate faculty performance in distance education settings.
The Externality-Tangibility (E-T) model will be used to diagnose and interpret the
findings obtained from the experts, administrators, faculty, support staff, and other
available data sources. Transactional Distance Theory will be used to gather, analyze,
and interpret the data obtained from the students as well as guiding the qualitative data
collection and interpretation in the third and further phases; and will provide insight
into the understanding of the pedagogical performance deficiencies. Finally, Fang’s
Performance-Based Model for online Faculty will be used as a guide to design a
performance-based intervention model based on the diagnostic results. Although the
E-T model suggests concrete interventions for each identified performance deficiency,
Fang’s model will be useful in determining the types of the interventions and the key

stakeholders to be included in each of them specific to online distance education.
2.2.1. Externality-Tangibility (E-T) Model

The Externality-Tangibility (E-T) model of Human performance is introduced and
presented in detail in this section. It starts with the rational why E-T model is selected
as the appropriate model and continues with introduction to the E-T model,

background of the E-T model, and Usage of the E-T model.
Selection of the Appropriate HPT Model

There are many available Human Performance Technology (HPT) models that can be
used to improve performance in workplaces. These HPT models can be classified in
terms of whether they focus on individual or organizational performance; and whether

they have a linear or non-linear flow (Wilmoth, Prigmore, & Bray, 2014). Besides
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these, Rosenberg, Coscarelli, and Hutchinson (1992 as cited in Wilmoth et al., 2014)
classified HPT models as diagnostic and process models. Diagnostic models such as
Gilbert’s Behavior Engineering Model (BEM) and Mager and Pipe’s model are used
when the question is about “where HPT can be applied” and process models such as
International Society for Performance Improvement (ISPI) model and Rummler and
Broche’s Nine Boxes Model are used when the question is about “how HPT can be
applied”. Wilmoth et al. (2014) added holistic models as the third group. They defined
holistic models as the ones having an integrated approach with their unique

characteristics and less detailed nature in non-linear forms.

Since the research questions in the current study are in search of “where HPT can be
applied” in Distance Education organizations to improve faculty performance, the
model selected as the framework for this study is required to be diagnostic; and to
focus on individual performance. Additionally, the selected HPT model for a particular
organization is required to correctly conceptualize and visualize the performance
problems in a specific organization (Wilmoth et al., 2014). In this respect, the
Externality-Tangibility (E-T) model, which is a comprehensive synthesized model
focusing on individual performance, was chosen as the framework to diagnose and
conceptualize the performance deficiencies and to suggest required interventions in

the context of the distance education organizations.

Furthermore, Wilmoth et al. (2014) claim that Wile’s synthesized model is an
innovative example of the diagnostic models since it provides two separate domains,
namely, internal and external to the performer, and the ways for analysis during the
usage. They further state that this model is unique in terms of the concrete solutions it
offers for the diverse performance problems and the interventions for these problems
by discriminating the problems needing training and the ones needing other
interventions. Based on the above-mentioned considerations, the E-T model was
adopted in the current study as the theoretical framework to guide the study.

Introduction to the E-T Model

The E-T model was originally developed as a synthesis of the HPT models proposed
by Gilbert, Rosset, Harless, Spitzer, and Mager (Wile, 1996). The first version of this
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model developed in 1996 included three categories and seven elements as shown

below:

Category 1: External to Performer & Intangible
1. Organizational Systems

2. Incentives

Category 2: External to Performer & Tangible
3. Cognitive Support
4. Tools
5. Physical Environment

Category 3: Internal to Performer
6. Skills & Knowledge
7. Inherent Ability

According to Wile (2012), this synthesized model provided a simplified base to
communicate with clients and offer concrete solutions to performance problems.Wile
(2014) then revised and improved his model by supporting with empirical research
findings and enhancing the weak and ambiguous parts (see Figure 1). The E-T model
includes three parts, namely, output, process, and input, proposed with systems
thinking approach. Wile (2014) describes the concepts of input, process, and output in

his model as follows:
Inputs are all requirements for optimal performance.
Process is all activities performed to produce the output.
Output is the desired performance level, which is measurable and has value.

In the case of the present study, the output is the desired performance of the faculty at
a distance to fulfill the ideal DE practice. The process is the instructional processes
which the faculty practice in and manage through the required roles and competencies.
The input is all instructor-related performance factors and interventions influential on

the process and, thereby output.

The inputs, the needed ingredients for optimal performance, are categorized as internal

and external to performers. Those internal to performer are talents and
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skills/knowledge. Those external to performer are also subdivided as tangible and
intangible (culture). Tangible inputs include tools, environment, incentives,
information, and job aids while intangible inputs include management and leadership.

Wile (2014) described each element in detail as follows:

Input

- Physical talents

- Intelligenc e
-Temperament

- Internal motivation

Talents

- Education
- Training

- Access to the right tocls
- Proper calibration

Toals - Maintenance

- Sensory environment

) - Physical safety
Environment - Proximity to rescurces
- Ergonomics

- Financial incentives

Incentives - Mate Process Output

a|qibuel

(Behaviaor) (Perfarmance)
- Communic ation
- Policies
- Process

Information

- Traditional Job Aids
Job Aids - EPEE

|

13ULI0Iad 0] [eusa)x3

- Clear reporting

- Appropriate Workload
Management - Interesting, meaningful work
- Clear and current
sxpec tations

- Performanc e feedbac k
- Advocacy

- Empowerment
Leadership - Extern

ajqiBueiuw

- Access to the right
people

- Ability to advance
- Balance between
stability and change

Feedback

Figure 1. The E-T Model of Human Performance. Adapted from “Why Doers Do—

Part 1: Internal Elements of Human Performance” by D. E. Wile, 2014, Performance

Improvement, 53(2), p.15. Copyright 2014 by International Society for Performance
Improvement. Adapted with permission.

1. Talents are the native abilities of the performers that are necessary to
perform the given work and cannot be directly influenced. The talents
involve physical talents, intelligence, temperament, and internal
motivation. Talents are the seldom reason of performance gaps and little

improvement can be done through training in this respect. However, the
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subcategories of the talents are necessary to be taken into consideration to
employ the best performers.

Skills/Knowledge refer to the skills and knowledge that performers need to
have to optimally perform. This element internal to performer involves
education and training. Education is a more comprehensive term, which
refers, in the model, to producing life-long learners. Considering the
expense and duration, it is suggested to be careful when the investment is
made on education in performance improvement process. Training is a
narrower term, which refers to equipping performers with particular skills
or knowledge for particular work tasks based on instructional design in a
shorter time compared with education. It is suggested that the aim in
education and training should be on the essential skills or knowledge in a
cost efficient manner rather than the medium itself.

Tools refer to the necessary physical instruments and software for optimal
performance. In E-T model, tools element have three characteristics:
Access to the right tools, proper calibration of those tools, and maintenance
of tools. Performers should have the possibility to access the right tools for
a particular task, to access it at the proper time, and to access the
maintained, or upgraded in the case of software, tools.

Environment refers to the physical environment where performers work.
This element include four subcategories: sensory environment, physical
safety, proximity to resources, and ergonomics. Depending on the work
done, environment can be more or less influential on performance.
However, it is still a major element to pay attention during the performance
improvement process.

Incentives refer to an agreement between management and performers on
the things that are promised after the performers do what the management
want them to do. The incentives are categorized as financial incentives,
material incentives, privileges, and symbolic incentives.

Information refers to the work-related information in the form of
communication of temporary information; policies about the things to do,

the things not to do, and the reasons for them; and process, which is the
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prescription of the responsibility for a work and the time for that
responsibility.

7. Job Aids refer to the source of information supporting work and work-
related activity. Job aids are classified as traditional ones such as checklists
and worksheets and Electronic Performance Support Systems (EPSS).
EPSS is an online system providing work-related information to the
performers such as training and expert advice.

8. Management refers to coordinating performers and working together for
the completion of the works to be done. Management element has six sub-
elements: clear reporting, appropriate workload, interesting/meaningful
work, communicating clearly and constantly on expectations, performance
feedback, and advocacy.

9. Leadership refers to respecting performers as human beings and using it for
optimal performance in a satisfying manner for both organization and
performers. The sub-elements of leadership are empowerment, external
motivation, community, access to the right people, ability to advance, and
balance between stability and change. Although both management and
leadership elements create the workplace culture in which performers
work, Wile states that management is about the work to be done while

leadership is about the people to work.

According to Wile (2014), a key characteristic of this model is that it includes all
factors affecting human performance. He claims that the key performance factors
would not be skipped in case of the usage of this model as a framework. Considering
the complex and multifaceted nature of distance education, the E-T model will be
useful for the comprehensive front-end analysis for the diagnosis of the performance
problems currently faced by the DE faculty. Furthermore, the model concretely
describes the inputs and suggests interventions for each performance deficiency under
the inputs. These concrete descriptions and suggestions will enable the
conceptualization of the unexplored performance deficiencies and interventions for

them in distance education context.

Background of the E-T Model
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As mentioned in the introduction, the E-T model was originally developed as a
synthesis of the HPT models proposed by Gilbert, Rosset, Harless, Spitzer, and Mager
(Wile, 1996). He (2013), also adds the models proposed by Herzberg, Rummler and
Brache, Wedman, and Sabbag as the crucial precursors to the E-T model together with
the previously stated models (p.361). These nine models are briefly reviewed by both
indicating their overlaps with the E-T model and Wile’s critics about the gaps in each

of them as follows:

The first one is Motivation-Hygiene Theory (Herzberg, 2005, p.61), which deals with
the job satisfaction and job motivation. According to this theory, the factors leading to
job satisfaction and job dissatisfaction are different. Job satisfaction are influenced by
the factors of “achievement”, “recognition”, “the work itself”, “responsibility”, and
“advancement” while the job dissatisfaction is influenced by the factors of “policy and
administrative practices”, “supervision”, “interpersonal relations”, “physical working
conditions”, “job security”, “benefits”, and “salary” (Herzberg, 2005, p.63). Although
the focus of Herzberg’s theory is on motivation, it still have such common factors with
the E-T model as “sensory environment, safety, financial incentives, policies, and
community.” (Wile, 2013, p.362). On the other hand, it does not cover such factors as

“talents, job aids, skills, tools” and so on (Wile, 2013, p. 363).

The second one is Gilbert’s Behavior Engineering Model. In his model, Information,
Resources, and Incentives refer to the environmental factors affecting performance
while Knowledge, Capacity, and Motives refer to individual factors affecting
performance (Dean, 2016). Altgough Wile (2013, p.363) state that Gilbert’s behavior
engineering model is quite useful for guiding performance improvement, he raises two
critics; (i) the categories offered are too broad and (ii) such elements as tools, culture

of trust, or empowerment are not explicitly stated.

The third model is Rossett’s (2006, p.218) four kinds of causes and drivers: “Lack of
Skills, Knowledge, and Information”, “Lack of Motivation”, “Flawed Incentives”, and
“Flawed Environment”. The first two are defined as inherent to performer-related
factors and the last two are defined as outside factors and as different from Gilbert’s

model, she divided management into incentives and motivation (Wile, 2013, p.364).
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The critics raised by Wile (2013, p.364) is that environment is a broad category and

there is no intervention for the talents.

The fourth is a performance model by Harless, which comprises of four categories
together with Accomplishment Based Curriculum Development (ABCD) model,
“Selection”, “Skills / Knowledge”, “Motivation / Incentive”, and “Environment”
(Bichelmeyer, 1999). Although the model offers employee recruitment as the new
factor compared with the previous models, it has ambiguity in terms of motivation and
incentives considering that motivation might be internal and needs different

interventions than incentives (Wile, 2013, p.365).

The fifth model is Spitzer’s performance model including five factors; “expectations”,
“capacity”, “Knowledge and Skills”, “Job/Task Design”, “incentives”, “feedback”,
and “tools and resources” (Wile, 2013, p.366). According to Wile (2013, p. 367), job
design is a newly added factor, which means that a job is neded to be designed
according to “how a job is performed”, compared with the previous models and it is
identical to the such factors in the E-T model as “proximity of resources, ergonomics,
policies, processes, procedures, clear reporting, workload, expectations, and access to
people.”. He again raises a critic for Spitzer’s model that it sacks of environment

factor.

The sixth model is Mager’s performance improvement model, which includes a list of
questions to be asked about knowled and skills, expectations, authority, performance
feedback, information, job aids, physical environment, organizational structure,
rewards, and supervision (Wile, 2013, p.368). Though the model includes such new
factors as authority, organizational structure, and supervision, Wile (2013, p.368)
criticizes the lack of the separation between authority and organizational structure, and

the lack of recognition of the good performance by the administration.

The seventh model is Nine Boxes model of Rummler and Bracha, which approaches
performance at three levels; organization, process, and performer, from three
dimensions; goals, design, and management (Wile, 2013, p.369). While the model
overlaps with such factors in the E-T model as “process, workspace design, tools,
training, and feedback”, Wile (2013) argues that it lacks of such elements as talents

and physical environment (p.370).
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The eigth model is Performance Pyramid model by Wedman, which covers six
elements of human performance; “knowledge and skills”, “performance capability”,
“motivation, values, and self-concept”, “tools, environment, and process”,
“expectations and feedback”, and “rewards, recognition, and incentives” (Wile, 2013,
p.370). Wile (2013, p.371) criticizes the model by noting that it lacks explicit notion
of information and job aids; and management and leadership categories are not

explicitly stated.

The final model is Exemplary Performance Model by Sabbag, which includes seven
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factors, namely, “talent and fit”, “environement”, “tools and resources”, “systems and
processes”, “clear expectations and accountability”, “knowledge and skills”, and
“motivation” (Wile, 2013, p.371). Wile (2013, p.372) states the weaknesses of the
model by noting that it does not include incentives as a distict factor; information and
job aids are not explicitly mentioned; and it lacks of many of the sub-elements of

management and leadership such as feedback and stability and change balance.

To conclude, based on the previously reviewed models, Wile (2013) offers E-T model
to bridge the gap existing in these models (p. 372). He further claims that E-T model
is a useful analytical model to include all obvious or hidden performance causes and
to suggest appropriate interventions for them.

Usage of the E-T Model

The E-T model is used in a six-stage approach to improve human performance and
return on human capital (Wile, 2013, 9. 373; Wile, 2014). Wile (2013, p.373)
recommends that the six-stage approach may be used in any context for the purpose of

performance improvement.
1. Identification of Performers

The first stage is the identification of the performers or the identification of the group
of people. Wile (2014) states that the performers are “groups of people whose job and

work outcome expectations are the same or similar.”
2. ldentification of the Desired Performance and Metrics

The second stage is the identification of the desired performance and metrics. At this

stage, firstly the outcomes of the performance, which is aimed to be improved, are
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documented. The output refers to “things, services, or products that the performers
produce”. According to Wile (2014), the performance outputs should be optimally
between five and nine. At this stage, it is also suggested by Wile (2014) to identify two

metrics: (i) “the target for desired performance” and (ii) “the current performance”.
3. ldentification of the Behaviors critical to the Desired Performance

The third stage is about the process part of the E-T model. In other words, this stage is
determination of the required behaviors or actions critical to performance outputs.
These behaviors are indicated as verbs and refers to employees’ acts to achieve the
performance outputs. One performance output is usually the result of several
behaviors.

4. Assessment of the Current State of Performance Support and Conducting Gap

Analysis

At this stage, the current state of the identified behaviors which are key to performance
outputs are assessed and the most deficient behaviors are detected by using E-T model
as an analytical tool to conduct gap analysis. This stage is more about the input part of
the process. Wile (2014) suggests several data sources to conduct gap analysis such as
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“existing artifacts and resources”, “surveys”, “focus groups”, and “observation”.
5. Calculation of Return on Investment for the Selection of Performance Interventions

Return on investment (ROI) is calculated for selecting the interventions to bridge the
performance gaps. This stage requires the awareness of both return and investment to

create an action plan for the implementation of the interventions.
6. Application of Performance Interventions

The priority of the interventions are decided at this stage based on the ROI and
organizational restrictions. At this stage, Wile (2014) suggests that each interventions
are needed to be assumed as a distinct project and to be implemented by taking into

ROI calculations.

Wile (2014) raises cauitons on the usage of the E-T model. First of all, the focus of the
E-T model is on human performance, but not on the performance of the machines,
computers, and so forth. Secondly, the principle of “First, do no harm” (primum non

nocere) is needed to be taken into consideration during the usage. The prescribed
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solutions suggested by the administrators and employees may not be always true. Thus,
what is to be taken into consideration is the assessment results. Furthermore, he
suggests that the implementation of the interventions might not be necessarily
conducted at the same time, instead a prioritization is needed according to the
contextual importance of each. Finally, he underlines the caution that the performance
problem might stem from the administrators of an organization; and the people in an

organization may not be aware of the performance problems.
2.2.2. Transactional Distance Theory

Transactional Distance (TD) Theory is a theory about interaction in distance education
context. According to Moore (1989), there are three types of interactions in distance
education, namely, student-instructor, student-student, and student-content. Then, a
third interaction type, student-technology, was added to these interactions (Hillman,
Willis, & Gunawardena, 1994). TD theory is based on the interactions arising in
distance education settings and student autonomy proposed by Moore (1993). He
proposed that there is a psychological and communications distance called
Transactional Distance (TD) between students and faculty as well as physical distance
in distance education. Transactional distance refers to a pedagogical concept. TD is a
continuous variable that might be in every instructional environment at diverse
degrees. This distance causes particular teacher and student behaviors and influences
instruction and learning. It also describes the potential misunderstandings between the
inputs of faculty and students. TD varies depending on the course or program structure,
dialogue between student and instructor, and student autonomy. TD is a function of

these three variables.
Dialogue

Dialogue refers to the interaction or series of interactions between faculty and students
during the instructional process. The difference between dialogue and interaction is
that dialogue refers to the positive interactions. This means that dialogue has a goal; is
constructive in nature, and results in added-value. In other words, dialogue excludes
neutral and negative interactions that lack of the previous qualifications. Thus, the

ultimate aim of the dialogue is the enhancement of student learning.
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The extend of dialogue is determined by the philosophy of the faculty and course
desingers, personality of faculty and students, the type and degree of the subject matter
to be taught, and other environmental factors like communication media, trainings of
the faculty, physical environments of faculty and students, emotional status of faculty
determined by how much regard is attributed to their work, learning styles of the
students, the number of students for whom a faculty is responsible for porividng
instruction, and frequency of the possibilities for dialogue due to the administrative
issues. Among these factors, communication media can be considered as the most
fundamental factor affecting the TD because the communication medium technically
specifies the extent and quality of the dialogue between faculty and students. However,
a highly interactive environment does not ensure a high-level dialogue since the
dialogue depends on how faculty and students take advantage of the interactive
communication medium. Moore (1993) additionally notes that the type and degree of
the subject field taught is also influential on the degree of the dialogue. While the
instruction of graduate and social science subjects include more dialogue, the basic

information subjects including science and mathematics include less dialogue.
Structure

The second factor influencing TD is structure of the courses and program, which
covers the course elements and the use of various communications medium. Structure
refers to the degree of the flexibility of an instructional course or program in terms of
instructional objectives, teaching and evaluation methods. In fact, it delineates the
degree to which a distance course or program is capable of meeting individual student
needs. Thus, the structure depends on the reflection of student inputs on the course

design and dialogue between faculty and students.

Similar with the dialogue, the structure element is also determined by the
communications medium, philosophy and emotional status of faculty, characteristics
of students, and other environmental factors. In addition, the guidance students get
from the faculty for study and lerning decreases structure and thereby TD. In more
structured courses or programs with high TD, students need to have self-regulated
learning skills to manage their own learning process. Therefore, the minimization of

TD is possible through the individualization of instruction based on the inputs from
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students and their characteristics as appropriate with the content and the level of
instruction in addition to providing them with appropriate opportunities for dialogue.
The determination of the appropriateness in these issues requires the change in faculty
roles and high-lecel of teamwork with instructional designers and content experts.
Moore suggests some processes to be structured to meet the appropriateness. These
processes are as follows:

e “Presentation”: refers to the presentation of knowledge, demonstration of
skills, and modelling the attitudes and values.

e “Support for Learner’s motivation . refers to sustaining student motivation
an interest on the subject to be taught.

o “Stimulate Analysis and Criticism " refers to the development of the higher-
order cognitive skills with the related attitudes and values.

e “Give Advice and Counsel . refers to the availability of the guidance or
counseling on the instructional materials, strategies for learning, and study
skills and problems for students.

e “Arrange practice, application, testing, and evaluation”: refers to the
opportunities for the practice of what is learned for students through the
dialogue with faculty, evaluation and feedback.

e “Arrange for student creation of knowledge”: refers to the knowledge

construction of students with the adequate dialogue with faculty.

Autonomy

Autonomy describes students’ ability of “achieving goals of their own, in their own
ways, under their own control”. In case of more course structure and less dialogue
between student and faculty, students need more autonomy for learning; and in case
of less course structure and more dialogue, students need less autonomy to achieve

their learning goals.
Recent Developments in Transactional Distance Theory

Huang (2002) developed a model of TD with the variables of dialogue, structure,
autonomy, and interface. In her model, dialogue factor included the sub-dimesions of
“learner-to-instructor interaction”, “learner-to-learner interaction”, and “learner-to-

content interaction”. Course structure included the sub-dimensions of “Course
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organization” and “Course Delivery”. Learner Autonomy included the sub-dimensions
of “Independent” and “Interdependent”. She added interface factor to her model. She
found out that there is a significant correlation between age and the factors of
interaction, structure, and interface. Interface is the predictors of interaction, structure,
and autonomy. Students’ computer skills were correlated with interface and autonomy

factors.

Zhang (2003) expanded the theory by including more complex and multidimensional
factors in distance learning environments. She defined TD as the cognitive,
psychological, social, cultural, behavioral, and physical distance between students and
faculty, and operationally defined as the barriers to students’ learning and active
engagement in distance education courses. She added a fourth dimension, transaction
between students and interface, to Moore’s (1994) TD theory. In another study,
Horzum (2011) developed a TD scale for blended learning environments, including
five factors; dialogue, structure flexibility, content organization, learner control, and
autonomy. In his another study, Horzum (2007) found out that TD is influential on
such learning outcomes as student achievement, satisfaction, motivation, and self-

efficacy.

Giossos, Koutsouba, and Lionarakis (2009) approach TD theory through the
epistememological framework of realism with the assumption that science explores
“actions”, which produce ‘“results” through the “mechanisims”. Based on this
assumption, they propose a model on which faculty behaviors (actions) produce TD as
the result through the mechanisms of dialogue, structure, and autonomy. They further
recommend that TD is required to be explored at the levels of “(i) the interpersonal
relationship between teacher and learner, (ii) the relationship among the members of
the learner group, and (iii) the mediating relationship between learners and the
educational material.” What their contribution to the theory is that TD refers to the
mutual understanding between faculty and students.

Based on the approach of Giossos et al. (2009), Wengrowicz and Offir (2013) further
proposed that teaching action also affects faculty as well as student and causes faculty
to feel a subjective distance, which they define as Teacher Transactional Distance
(TTD), when they attempt to assist students understand the materials. TTD is about
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faculty perception towards teaching process, their ability for the communication with
students, and their satisfaction with the teaching process. They found out that TTD is
affected by professional background of faculty, class size, distance learning
environment; completely distance, blended, or face-to-face; training, and practice.
Later, a study by Wengrowicz (2014) revealed that TTD is predicted by “teaching

bl 13

autonomy”, “teaching goal”, and “teaching style” as the mechanisims of teaching

process providing that teaching is the action and TTD is the result.

Finally, Gokool-Ramdoo (2008) claims that there is adequate evidence to argue that
TD theory is a global theory and it is useful in explaining pedagogical, organizational,
and policy related issues. Based on the systems approach, Gokool-Ramdoo (2008)
proposes a model on which TD theory can be used for course design and development,
quality assurance, policy making, and consequently institutional and national

development rather than just measuring dialogue and structure.

To conclude, as a quality criterion, the basic aim of distance education practices is to
decrease TD between students and faculty to a minimal level. To do this, the course
structure is required to be flexible so that it meets the diverse needs of the students;
and faculty has facilitating role in their interaction with students. TD is also required
to be taken into consideration in performance studies in DE contexts since it is
significantly influential on the learning outputs. Considering that TD theory is global
theory, which can be applied in any DE context, and it can be used in the explanation
of pedagogical, organizational, and policy-related issues, it is adopted as another
theoretical framework for the current study since the study’s aim is to conceptualize

the performance problems.
2.3. Faculty Roles and Competencies in Distance Education

More than two-decade research history on online faculty roles and competencies have
clearly identified the roles and competencies of online faculty. Though there are
common roles and competencies with traditional education, there are also unique roles

and competencies needed for online distance education (Berge, 2008).

Bawane (1999) clarifies the relationship between teacher roles and competencies by

constructing a hierarchy of Roles, Tasks, Competencies, and Skills. According to this
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hierarchy the more general domain is faculty roles, followed by tasks, competencies,
and skills, respectively, from general to specific. Based on this hierarchy, Bawane and
Spector (2009) developed a teacher education framework on which each competency
requires acquisisiton of specific skills and each faculty role has specific tasks or

behaviors to achieve.

Online faculty roles and competencies were firstly identified by Thach (1994). She
identified 18 roles and 14 competencies based from the perspectives of the distance
education experts. Her study additionally suggested the roles and competencies of all
professional practicing in DE system (e.g. administrators, evaluation professionals, or
graphic designers). In spite of identification of the roles and competencies, Thach
(1994) did not categorize or prioritize them. The first categorization of roles was
conducted by Berge (1995) as “Pedagogical”, “Social”, “Menagerial”, and
“Technical”. He pointed out that the faculty may not have the responsibility of all
defined roles. Later, particularly after the year 2000, several studies have been
conducted to identify, describe, categorize, and/or prioritize online faculty roles and
competencies based on the rationale that technological developments and changes in
student characteristics makes it necessary to redefine faculty roles and competencies
(Easton, 2003). For example, Berge (2008) revised his study as a result of the changes

in virtual learning environments.

Based on the above-mentioned rationale, the identified faculty roles and competencies

after the year 2000 are presented in the following sections.
2.3.1. Faculty Roles in Distance Education

In their study, Goodyear et al. (2001) determined online faculty roles based on the
opinions of distance education experts. They identified these roles as “Content
facilitator”, “Technologist”, “Designer”, ‘“Manager or Administrator”, “Process
facilitator”, “Advisor or Counselor”, “Assessor”, and “Researcher”. In this study, it
was also noted that each role has importance and is needed to be prioritized relying on

the distance education context.

The same was concluded by Williams (2003). He identified 13 online faculty roles,

namely, ‘“Administrative Manager”, “Instructor or Facilitator”, “Instructional
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designer”, “Trainer”, “Leader or Change Agent”, “Technology Expert”, “Graphic
designer”, “Media Publisher or Editor”, “Technician”, “Support Staff”, “Librarian”,
“Evaluation specialist”, and “Site facilitator or Proctor”. In both of these studies, the
researchers identified the roles to be played with the collaboration of, or by the various
professionals in distance education settings. This is necessary due to the challenging
nature of getting the responsibility of all these roles by a single faculty.

However, Heuer and King (2004) defined the roles to be played by merely the online
faculty. In this regard, they defined five roles; Planner, Model, Coach, Facilitator, and
Communicator. According to them, these roles are dynamic and can change depending
on the course context. In the same vein, designing/planning, social, instructive,
technological, and management roles are the roles to be played by solely the online
faculty as described by Guasch, Alvarez, and Espasa (2010) as a result of their

literature review study.

The other studies on distance faculty roles gave an attempt to prioritize online faculty
roles in terms of their importance in the instructional processes. In this regard, Easton
(2003) underlined instructional designer and interaction facilitator roles based on the
opinions of the participant faculty.She found out that faculty roles in distance
education have the similar roles with the ones in face-to-face education, but
instructional design and interaction facilitator. She finally notes that faculty in distance
education needs to be in charge of multiple roles. Salmon (2004) also gave more
attention on interaction by highlighting the moderator role by calling distance faculty
as e-moderators. She emphasized faculty role in providing and promoting interaction

and collaboration among students in distance education envronments.

Similar with the previous studies, Aydin (2005) tried to determine and prioritize online
faculty roles from the perspectives of online faculty. He defined eight roles, namely,
Content expert, Process facilitator, Instructional designer, Advisor or Counselor,
Technologist, Assessor, Material producer, and Administrator. The study findings by
Aydin (2005) are similar to those of Goodyear et al. (2001) and Williams (2003).
However, he found out that faculty gave more importance to some roles over others.

In this case, for example, some faculty gave more importance to assessor role.
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In another study, Bawane and Spector (2009) defined and ranked online faculty roles
based on the opinions of the distance education experts so that the faculty
competencies can be improved based on this ranking. They defined and ranked these
roles depending on their importance as “pedagogical”, “professional”, “evaluator”,
“social”, and “technologist”, respectively. According to their ranking based on the
expert opinions, pedagogical role gains more importance. The secondly important role
in terms of the expert opinions are professional role followed by evaluater, social, and

technologiest roles.

As different from the previously presented studies, Coppola, Hiltz, and Rotter (2002)
constructed a classification including cognitive and affective roles. They conducted a
qualitative study with 20 faculty to reveal the changing roles of faculty in distance
education. The category of roles included “Cognitive”, “Affective”, and “Menagerial”
roles. The cognitive role includes the cognitive aspects of “Thinking, Reasoning,
Analyzing” and “information Storage”. The affective roles covered the affective
aspects of “non-verbal communication”, “intimacy”, and “energy/humor”. The

managerial role covered the managerial aspects of “course planning”, “organizing”,

“leading”, and “controlling”.

To conclude, there are several online faculty roles identified in the literature. This
means that online faculty are required to have multiple roles. While some of them are
similar with traditional education, the unique conditions of online education changes
the needs for the practice of the same roles. Additionally, the prioritization or the
importance of each role vary depending on the distance education context.

2.3.2. Faculty Competencies in Distance Education

Each of the defined online faculty roles in the literature inherently requires single or
multiple competencies or all roles require some common competencies. For this
reason, within the studies describing these roles, the researchers also identified needed
competencies for each role (e.g. Goodyear et al., 2001; Williams, 2003; Aydin, 2005).

In their study, Goodyear et al. (2001) defined the faculty competencies for each of the
roles of “content facilitator”, “Technologist”, “designer”, “Manager/Administrator”,

“Process facilitator”, “Assessor”, and “Researcher”. Examples of the competencies
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related with content facilitator are “point to relevant learning resources” and “construct
appropriate learning tasks”. Technologist role necessitaes the examples of
competencies; “use technology at an operational level” and “assess what tools can be
used for in learning”. Designer role demands the example competencies of “specify
actitivites to be performed by students” and “establish relevance between the actitivty
and the desired learning outcome”. Manager and administrator role have the example
competencies of “interface with the institution” and “referral of students to appropriate
sources of support”. Process facilitator role includes the example competencies of
“Challenge participants, but support them both individually and as a group” and
“tolerate ambiguity when working with individuals and groups”. Assesor role covers
the example competencies of “use on-line techniques to assess learning outcomes &
processes” and “ensure authenticity of student work™. Finally, researcher role includes
the example competencies of “evaluate the effectiveness of on-line programs and
materials” and “analyse and reflect upon data, experiences, and records of on-line

teaching to monitor and improve one's own performance”.

Williams (2003) concluded that communication and interpersonal competencies are
necessary for all roles. In the same vein, Easton stressed the communication
competencies as the more important one since he focused more on interaction roles.
Though Aydin (2005) found out assessment competencies as the most important one
based on the faculty perspective, Bawane and Spector (2009) identified pedagogical

competencies as more important based on the expert views.

In their study, Darabi, Sikorski, and Harvey (2006) defined solely online faculty
competencies as different from the previously mentioned studies. According to the
faculty opinions in this study, the competencies for communication and creating a
learning community are found as the most crucial ones while the competencies for
feedback, promotion of higher-order thinking, and facilitation of assignments are
found as the most frequently performed ones.

Varvel (2007) identified the core competencies and the competencies of an exemplary
faculty. The study identifies the core and exemplary competency objectives for
administrative, personal, technological, pedagogical, assessment, and social roles. For

example, the study describes the competency in using LMS as a core competency for
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technological roles while it describes the comptenecy of supporting students to solve
the possible problems stemming from their web browsers as the exemplary faculty

competency for technological roles.

In conclusion, the performance of online faculty roles requires single or multiple
competencies as some competencies are necessary for all roles. Additionally, the
importance or prioritization of the competencies changes relying on the distance

education context.
2.4. Current Studies within Transactional Distance Theory

The research through the lens of TD theory has been gaining a growing attention in
the DE literature. However, the studies approach their research problems based on the
particular aspects of TD theory such as the relationships between the TD components,
role of students’ entry characteristics on TD, managing TD, and Teacher Transactional
Distance (TTD). This section presents the studies conducted through the lens of TD
theory with their implications for faculty teaching in DE.

Components of Transactional Distance and Relevant Factors

One of the prominent studies in in empirically evaluating TD theory is the one
conducted by Huang (2002). She aimed to generate a scale for measuring TD
components, to investigate the relationship between student perceptions of TD and
their characteristics as well as investigating the relationships of interface and
interaction; and structure and autonomy. The study results showed that student
characteristics such as age and computer skills are correlated with their perceptions of
TD. Specifically, while age is correlated with interaction, structure, and autonomy,
students’ computer skills were correlated with autonomy and interface. Furthermore,
the study results indicated that the more student-content interaction, the more student-
faculty and student-student interactions. The study concludes that assessment of
students’ entry characteristics is a prerequisite for managing TD, course design is
needed to be well-organized in terms of objectives, assignments, and grades. The study
finally suggests flexibility in course content so that students with various
characteristics can easily access it and the minimization of the class size for increasing

student-faculty interaction.
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A similar study was recently conducted by Huang and her colleagues (2016) to explore
the relationships of dialogue, structure, and autonomy with TD and environmental
factors; and student characteristics with TD. Regarding the first aim of the study, the
results revealed that high dialogue and structure is effective on decreasing the
perceived TD. This result suggests that faculty is required to consider high structure
and dialogue for particularity the students with less autonomy. High dialogue is
dependent upon the quality and quantity of the interactions of student-faculty and
student-student. The study results further indicate that the minimization of TD
necessitates the incorporation of the structural elements such as objectives,
assignments, and grading in a well-organized manner in addition to adjusting courses
as compatible with the student needs and providing multiple opportunities for them
such as multiple instructional methods, multiple evaluation methods, and multiple
communication ways. In terms of environmental factors, the study results showed that
the richer instructional medium, the lower students perceive TD; the students using
web 2.0 tools perceived less TD; students participated in discussions felt lower TD;
students preferring face-to-face instruction felt more TD than the ones preferring

distance courses; and finally younger students felt less TD than older ones.

Likewise, a recent study by Yilmaz and Keser (2017) investigated the role of
interactive environments and metacognitive support on student achievement and
perceived TD. They found out that synchronous learning environments are effective
in reducing students’ perceptions of TD. Additionally, the metacognitive support
provided students in asynchronous learning environments was influential on reducing
students’ perceptions of TD. Thus, the study results suggest faculty to intensively use
synchronous learning environments and to provide metacognitive support for students

in asynchronous learning environments.

In another study, Stein, Wanstreet, Calvin, Overtoom, and Wheaton (2005)
investigated students’ satisfaction with their perceptions of knowledge they gain as a
result of the structure and interaction. The study results showed that the students
having more satisfaction with the course structure and the interaction triggered by the
students have more satisfaction their knowledge acquisition. The study results further
suggest that, on the contrary to some studies, high structure and high dialogue do not

produces high lower TD unless the course meets individual student needs. Thus, what
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IS suggested is to take student demands into consideration during the management of

course structure and dialogue.

In a similar study, Goel, Zhang, and Templeton (2012) tested the main components of
TD theory to reveal their relationships through structural equation modelling. The
analysis results indicated that students’ intention to take distance courses again is
influenced by dialogue; dialogue is affected by fit between technology and content and
students’ preference for autonomy; fit between technology and content is strongly
influenced by the ease of use; preference for autonomy is strongly influenced by
individual innovativeness with technology; and expectedly group learning negatively
influences preference for autonomy. The study additionally confirmed that dialogue
has a mediator role between student intention and autonomy; autonomy has a
mediating role between individual innovativeness and group learning style; and finally
the variable of fit between technology and content between the variables of ease of use

and student intention to take distance courses.
Course Design and Delivery

As different from the previously mentioned studies, many of the studies regarding TD
aimed to investigate the course design issues. Dron, Seiden, and Litten explored the
commonly faced problems during the course design and delivery in blended learning
environments. The study results firstly indicated that the levels of dialogue and
structure varied throughout a course delivery in spite of the efforts to keep them in a
specific manner. Secondly, they explored that the new roles and methods were
challenging for faculty to implement and they tend to use the methods they are
familiar. The study results suggest allocation of adequate resources for teaching at a
distance, training for faculty, and implementation of pedagogical are required t be a

part of the strategic planning.

Lemak, Reed, and Montgomery (2005) investigated the students’ perceptions of
faculty effectiveness with the participation of graduate and undergraduate students
through the lens of TD theory. The study results showed that faculty effectiveness is
dependent upon the dialogue between faculty and students and an appropriate structure
that is capable of satisfying student needs. Specifically, the degree of how well faculty
interacted with students and the flexibility provided by faculty through the recent
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examples, integration of contrasting views, and supporting students to acquire useful
skills were the influential factors on faculty effectiveness. Furthermore, the study
results showed that reducing TD relies on using various instructional and evaluation
methods for the purpose of meeting individual student needs; and decreasing class size

for the improvement of faculty-student dialogue.

In a distinct study, Benson and Samarawickrema (2009) explore the course design
principles through the case studies. The distance course design principles as a result of
this study are: student autonomy levels, their context, and characteristics are required
to be taken into consideration in course planning; for the environments with high TD,
improved faculty involvement in learning activities based on the student needs to
provide appropriate dialogue and careful planning, management, implementation, and
evaluation are required for faculty to detect student needs and monitor students’
acquisition of learning outcomes. The study further provides design principles for the
integration of web 2.0 tools into learning space. These principles are: faculty firstly
need to diagnose students’ prerequisite skills to use web 2.0 tools; in case that students
lack of prerequisite skills, faculty needs to provide more support for student autonomy;
in case that students have prerequisite skills, faculty needs to increase the options so
that students can manage dialogue and structure.

In a more recent study, Joo (2014) examined how course redesign influence student
perceptions of TD and outcomes within the frameworks of TD theory and cognitive
engagement theory. The study results indicated that the changes in the use of
facilitation strategies and the frequency of face-to-face meetings affected the dialogue
and thereby provided low TD. The increase in the course structure provided
improvement in dialogue, student motivation, and their adjustment with the content.
The study results generally imply that the perceived TD is more dependent upon the

course design and the degree to which student characteristics are supported.

As a different approach, Aluko, Hendrikz, and Fraser (2011) investigated how quality
considerations influence TD through the lens of TD theory and Total Quality
Management (TQM) frameworks with the participation of DE students, faculty,
administrators, instructional designers, and former students. The study results showed

that external factors such as quality of distance education centers, structure of the tasks,
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and availability of mentoring system for students are influential on reducing TD. The
study further suggests development of generic courses for students’ performance,
availability of fellowships, individualization of orientation programs, production of
quality materials, collaboration with other institutions, a tutoring system, and a

counseling system for students.
Teacher Transactional Distance

In a more recent study, Wengrowicz and Offir (2013) proposed the novel concept of
Teacher Tranactional Distance (TTD) by assuming that teaching actins influences
faculty as well as students based the philosophical standpoint of Giossos et al. (2009).
They define TTD as the subjective distance perceived by faculty as a result of their
teaching actions for facilitating student understanding of the content. Their study
indicated that TTD is affected by experience of faculty, class size, mode of education,
training, and practice. Particularly, the study showed that faculty feels more TTD
when they do not have chance of meeting their students face-to-face. Another
interesting finding of the study is that faculty feels more TTD in courses with large

class size regardless of the mode of education; face-to-face, blended, or distance.

In a relatively more recent study, Wengrowicz (2014) investigated how TTD is
affected by teaching autonomy, teaching goals, and teaching style and how these
variables together with TTD shapes faculty’s pedagogical decisions. The results of the
study revealed that TTD is predicted by teaching autonomy, teaching goal, and
teaching style. The study further reveals that teaching style is a mediator variable
between the variables of teaching autonomy and teaching goal and the variable of
TTD. The study results imply that pedagogical characteristics of faculty is determinant

on their perceptions of TTD.
Conclusion

The reviewed studies commonly indicate the central role of faculty in the minimization
of TD perceived by students and TDT perceived by themselves. The commonly
underlined notions constructed based on the results of these studies are appropriate
dialogue and structure is essential for the minimization of TD and the appropriateness
relies heavily on students’ entry characteristics and learning needs. Although each

study has implications for faculty to reduce TD, the investigation of the central faculty
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behaviors required for appropriate dialogue and structure through the lens of TD theory
is still needed. The identification of these behaviors particularly required as the
objectives for faculty professional development programs and performance

improvement efforts.
2.5. Perceived Barriers to and Motivators for Distance Education

Several studies were conducted on the faculty perceptions of the impediments to and
motivators for distance education. While some of the studied investigated both barriers
and motivators, some of them focused on the single aspect. The identified barriers and

motivators as perceived by faculty are presented below, respectively.
2.5.1. Perceived Barriers to Distance Education by Faculty

One of the prominent studies on barriers to distance education is conducted by
Muilenburg and Berge (2001). They investigated the fundamental constructs of
barriers to distance education through a survey study with the participation of 2504
faculty from various schools such as higher education institutions, elementary schools,
and non-profit organizations. The result of their study revealed 10 constructs of the

impediments to distance education as follows:

(1) “Administrative Structure”: Administration of distance education via the

traditional administrative structure

(2) “Organizational Change”: Lack of a shared vision, strategic planning, and

support from the professionals

(3) “Technical Expertise, Support, and Infrastructure”: Lack of technical
competency by faculty to design and develop distance courses, lack of

technical support, and lack of adequate technical infrastructure

(4) “Social Interaction and Program Quality”: Faculty isolation from the
interpersonal relations, difficulty in practicing student-centered and
collaborative learning strategies, faculty concerns about the quality of distance
education, programs, and student learning, and faculty concerns regarding

assessment of students’ learning
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(5) “Faculty Compensation and Time”’: More time allocation, lack of adequate

compensation, incentives and release time for faculty

(6) “Threat of Technology”: Job security concerns by faculty due to fears of

replacement of their jobs with technology and threat to their authority

(7) “Legal Issues™: “concerns about copyright, fair-use policies, privacy,

intellectual-property rights, and problems with hackers and viruses”

(8) “Evaluation/Effectiveness”: Lack of research confirming distance
education is effective and the lack of effective methods to evaluate the

effectiveness of courses and programs.

(9) “Access”: Students’ inability to access the required software and hardware

and faculty’s inability to access the required tools and courses

(10) “Student-Support Services”: Inadequate “advisement, library services,

admissions, and financial aid” and difficulty to identify students’ identities

A follow-up qualitative study by Haber and Mills (2008) based on Muilenburg and
Berge’s (2001) framework is conducted with the distance education faculty from three
community colleges. They found out that the time spent for distance courses and
faculty compensation are the top concern of the faculty while the access is the least
concern of the faculty. Additionally, the common concerns shared by the faculty in all
colleges are lack of social interaction with and among students, inadequate
compensation when compared with the time spent on distance courses, monitoring
students’ works online, and concerns about student’s access to the courses due to their
inability to access the required software and hardware. Some concerns are differed
according to the colleges. For example, while faculty members at one college have
concerns more about the assignment of administrative duties, legal issues, and quality
control, the ones at the other college have concerns more about insufficient support

staff, insufficient trainings, and feeling of isolation.

Another study is conducted by Lloyd, Byrne and McCoy (2012) within the framework
of Muilenburg and Berge (2001). They investigated the barrier perceptions of faculty
in terms of experience, age, faculty rank, tenure status, and gender through a survey

study with 75 faculty. They firstly found out as the faculty experience increases, their
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perceptions of barriers decreases. Secondly, the older-aged faculty perceived more
barriers than the younger —aged faculty. Thirdly, the barrier perceptions of the faculty
regarding time allocation for design and delivery of the courses and compensation
increased as the faculty status increased. Fourthly, while the tenured faculty perceive
institutional impediments more significant, the faculty who are not tenured perceived
the barriers of interpersonal, training, technical support and cost/benefit more
significant. Finally, male faculty perceived the barriers more than female ones in spite
of their higher competency in technology usage. The study results further showed that
male faculty perceived the lack of quality standards and insufficient compensation as

the prior barriers than females.

In another study conducted by Shea (2007) through survey method with 386 faculty
members to explore the demotivators for faculty members teaching in distance
education. He found out that the insufficient compensation compared with the time
spent for the greater workload than the traditional education is of the top priority. He
also revealed that younger faculty have more concerns about their professional growth
while the traditional faculty have more concerns regarding the time allocation

requirements of distance education.

Panda and Mishra (2007) surveyed the faculty teaching in distance education to
investigate their motivators of and barriers to e-learning acceptance. The most
influential barrier the faculty perceived were students’ inability to have sufficient
internet access and trainings for e-learning. These barriers were followed by the lack

of institutional policy for e-learning and instructional design.

Coppola et al. (2002) identified the factors sources of satisfaction and dissatisfaction
of faculty based on the interviews with 20 faculty teaching at a distance. They found
out that the main sources of dissatisfaction are effort and time-consuming nature of

distance education, “typing and technological glitches”, and workload.

Finally, Maguire (2005) conducted a literature review to reveal the overall faculty
attitudes in the existing literature toward participating in distance education in terms
of motivators and barriers through the content analysis of the studies published
between 1997 and 2002. She classified the barriers as “intrinsic” and “institutional”

barriers. The intrinsic barriers are resistance to change and concerns regarding
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technology. The identified institutional barriers are technology and teaching related
issues such as the misconception that distance education is a sacrifice from educational
quality and it is inappropriate for traditional students; lack of technical and
administrative support due to the workload and lack of awareness of this workload

requisite by the administration.

To conclude, there are many identified barriers in the literature that are both faculty-
related and organizational. The priority of the barriers might change relying on the
faculty characteristics and the context. It seems that the workload and thereby the time
commitment demanded by distance education and the compensation meeting this
demand is a commonly perceived barrier by the faculty in all reviewed studies.

2.5.2. Perceived Motivators for Distance Education by Faculty

Some of the studies investigating the perceived barriers to distance education by
faculty also investigated the perceived motivators for distance education by them. In
his study, Shea (2007) investigated 386 faculty’s perceptions of the motivators for
distance education. He revealed that flexibility in their work is the top motivator for
the faculty. The study results indicated that that other motivators include the
opportunities to obtain additional pedagogical technological and pedagogical
knowledge and opportunities to access a more heterogeneous group of students in