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Abstract 

This phenomenological study explored the lived experiences of teachers when enrolled in an 

asynchronous pre-service educator certification program. This study was guided by John Keller’s 

theory of motivation, as it explained the motivational factors that influence the Attention, 

Relevance, Confidence, and Satisfaction (ARCS) model for teachers who have completed an 

asynchronous educator certification program. A qualitative hermeneutical phenomenology 

design was combined with snowball and convenience sampling to enroll 10 participants from a 

school district in the Midwest. Responses from semi-structured individual interviews and a focus 

group with five participants were collected, and program description letters were obtained from 

all participants. The coding of all transcriptions helped in determining the study’s themes and 

subthemes. The themes identified in this study were lifestyle preference for asynchronous 

learning, procrastination of asynchronous learning, program competencies, technology 

challenges, community of the program, meaningless peer communication, external factors for 

self-motivation, and human connection. The findings of this study are relevant as they revealed 

the common experiences of pre-service teachers enrolled in the asynchronous educator 

certification program. The study's conclusions included the communication and procrastination 

challenges participants faced and their motivations to overcome them and continue their 

program.  

Keywords: asynchronous, pre-service teachers certification program, simulated field 

experience, video-based instruction, theory of motivation 
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CHAPTER ONE: INTRODUCTION 

Overview 

The popularity of asynchronous educator certification programs has steadily increased 

due to the convenience and flexibility offered by their structure (Dunn & Rice, 2019). 

Furthermore, such programs allow learners to gain the appropriate knowledge and skills at their 

own pace (Smydra et al., 2018). Nonetheless, asynchronous educator certification programs can 

also present challenges for novice teachers (Carrillo & Flores, 2020). This study explored 

teachers' lived experiences in asynchronous teaching certification programs and the motivation 

required to overcome the related challenges. This introductory chapter discusses historical, 

social, and theoretical contexts. Furthermore, the chapter ends by presenting the study’s purpose, 

problem, and research question, followed by the significance of the study, which explains the 

need to explore the challenges of asynchronous teaching certification programs.  

Background 

Higher education is continually evolving to accommodate individuals' educational goals. 

Many K-12 educator programs have modified their instruction to allow undergraduate pre-

service teachers to have the option of attending online training through an asynchronous, 

synchronous, or blended learning modality. A blended learning modality allows pre-service 

teachers to receive in-person and online instruction; thus, undergraduate pre-service teachers can 

select a flexible option to accommodate their schedule and lifestyle (Graham, 2013). In addition 

to enrolling in online classes to earn their certification, pre-service teachers can also enroll in 

online classes to learn and develop skills and strategies to face the everyday challenges of 

teaching K-12 students (Fuchs et al., 2022). Many asynchronous undergraduate teacher 
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preparation programs, such as Western Governor University (WGU), are formatted to address all 

the prerequisites and methods courses in the same way as any traditional in-person teacher 

preparation program through online and competency-based education (Barnes et al., 2020). 

Many alternative educator certification programs also offer asynchronous learning 

environments to graduates without education degrees (Missouri Department of Elementary & 

Secondary Education, 2022). After completion of the program, these graduates who earn 

alternative licenses are able to teach. Alternative educator certification programs for learners are 

often accelerated; however, to obtain licensure, learners must follow the specific criteria 

established by the state in which the licensure is awarded (Mulvihill & Martin, 2019). 

Historical Context 

Asynchronous learning started in the mid-1970s, when the educational field adopted 

computer networking for academics (Haythornthwaite et al., 2016). Subsequently, researchers 

assigned to work with learners in higher education institutions began using asynchronous 

computer networks (Harasim, 2000). They discovered opportunities for learners to collaborate on 

their academic work through email and computer conferences; this asynchronous system was 

first known as the electronic information exchange system (EIES; Harasim, 2000; 

Haythornthwaite et al., 2016). Initially, scientists created the EIES to assist with problem-solving 

and making decisions regarding tasks or goals (Haythornthwaite et al., 2016). The New Jersey 

Institute of Technology adopted the EIES to become the platform for delivering asynchronous 

learning network courses, known as the virtual classroom (Haythornthwaite et al., 2016). 

Asynchronous online education drastically expanded during the late 1990s, resulting in 

various attitudes toward incorporating technology into education (Harasim, 2000). Some faculty 
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members were skeptical of the digital expansion, while others saw the potential of online 

education since learners could collaborate online (Shelton & Saltsman, 2005). Much of the initial 

pedagogy of asynchronous online education consisted of professors offering online learners 

notes from their traditional in-person classes (Kentnor, 2015); however, as technology has grown 

and attitudes toward online education have improved, the pedagogy of asynchronous online 

instruction has developed for the online learning environment (Kentnor, 2015). Universities are 

continuing to invest in new technologies to improve the quality of education (Kentnor, 2015). A 

steady increase has occurred in distance education over the years, with at least 61% of all higher 

education-enrolled students taking at least one distance-educated class since 2021 (National 

Center for Education Statistics, 2023). Nonetheless, the percentage of students enrolled in at least 

one distance-educated class has declined since the peak of the 2020 coronavirus pandemic, 

dropping from 75% to 65% in 2021 (National Center for Education Statistics, 2023). Over the 

next 10 years, experts predict a 9% increase in this rate (National Center for Education Statistics, 

2023).  

Social Context 

Many students choose an asynchronous learning method due to the flexibility of time and 

self-management of learning permitted by such pedagogy (Willems et al., 2021). Asynchronous 

educator certification programs are typically cheaper than in-person programs and accommodate 

non-traditional learners' schedules (Dunn & Rice, 2019). There are, however, disadvantages to 

asynchronous educator certification programs; for instance, asynchronous online learning aligns 

with a self-learning environment, which can create challenges (Kim et al., 2021). Learners are 

separated from their peers and instructors during an asynchronous environment, requiring them 
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to depend on self-monitoring and self-evaluation skills (Peck et al., 2018); a lack of these skills 

can thus hinder a pre-service teacher's progress toward completing their program. Learners need 

high motivational levels to succeed in a self-paced learning environment, and this strong 

motivation is particularly crucial in an asynchronous educator certification program due to the 

high levels of independence required by the course's structure (Willems et al., 2021). 

Consequently, pre-service teachers must study independently, requiring learners to have strong 

self-monitoring and self-evaluating skills (Peck et al., 2018). 

High dropout rates may occur during asynchronous programs for various reasons, such as 

students' feelings of isolation while conducting assignments and obligations within the learners' 

home lives while enrolled in their courses (Barrot et al., 2021). High attrition rates among 

asynchronous programs can affect the number of teachers entering the workforce, thereby 

worsening the current shortage of teachers. Furthermore, asynchronous educator certification 

programs require the constant use of technology, which may result in challenges associated with 

maintaining internet-enabled devices. The loss of internet connection can become challenging, 

especially when learners cannot submit essential assignments or access vital online material 

(Ilias et al., 2020).    

Theoretical Context  

This study's theoretical framework follows John Keller's (1983) theory of motivation. 

Relevant theories related to this study include Albert Bandura's (1986) theory of self-efficacy 

and Alexander Astin's (1999) theory of student involvement; while the self-efficacy theory 

provides insight into how individuals align their abilities with their beliefs (Bandura, 1991), the 
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theory of student involvement provides insight into learners' engagement with their course or 

program of study (Astin, 1999). 

The theory of self-efficacy aligns with learners' belief in their capabilities to motivate 

themselves to continue overcoming challenges and master the skills required to complete various 

tasks (Bandura, 1986). Self-efficacy is the determination to master challenges and leads to 

people exerting effort toward completing tasks (Bandura, 1991). Albert Bandura began 

formulating his self-efficacy theory after developing the social cognitive theory based on Miller 

and Dollard's social learning theory (Whitham et al., 2013). Bandura's self-efficacy theory 

explains human behavior and actions by focusing on the way in which people overcome the 

challenges and demands that people face in their environments (Bandura, 1986). Bandura 

established four sources to identify the factors that affect a person's level of self-efficacy: 

mastery experience, social comparison through vicarious experience, social persuasions, and 

inferences from physiological states (Bandura, 1986). According to Bandura (1986), an 

individual’s perceptions of success toward achieving goals and persisting through their 

experiences, regardless of the difficulty level, are based on self-efficacy.  

One study utilized Bandura's theory of self-efficacy to explore the relationship between 

pre-teachers' achievements in mathematics and their teaching of mathematics, finding a positive 

relationship between mathematics achievement and self-efficacy (Ampofo, 2019). Another study 

followed Bandura's theory of self-efficacy to evaluate the contribution of collective self-efficacy 

toward an individual's self-efficacy, revealing that higher levels of support within the teacher 

education program contribute to higher levels of self-efficacy within the individual pre-service 

teacher (Devi & Ganguly, 2022). Bandura's self-efficacy theory continues to be used in 
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educational research to explain multiple levels of self-efficacy toward various tasks, such as 

using technology in teaching (Bandura, 1986), and online learning similarly requires high self-

efficacy due to its significantly individual work structure. 

Another theory that may relate to asynchronous learning as teachers complete their 

certification process is Astin's (1999) theory of student involvement. Online education programs 

may illuminate student involvement theory by focusing on their capabilities toward completing 

the required tasks for their courses and programs (Astin, 1999). A learner's involvement can 

influence their learning and engagement with the outcome of a program; the more involved and 

dedicated learners are to their studies, the higher the chance of them gaining the desired outcome 

for their program (Astin, 1999). The theory of learner involvement focuses on what learners are 

doing to help develop their classroom preparation while overcoming the challenges faced during 

their online program. Aligning the theory of learner involvement to the challenges faced by 

teachers can identify various solutions to help better adapt online teacher programs.  

Problem Statement 

The central problem addressed by this study was the challenges faced by pre-service 

teachers during their asynchronous educator certification program (Korucu-Kış, 2021; Mehrabi 

et al., 2022; Yang et al., 2021). The attrition rate of pre-service teachers in asynchronous online 

programs is higher than pre-service teachers enrolled in a traditional setting (Mehrabi et al., 

2022). The ways in which pre-service teachers handle the challenges during their educator 

certification program can affect how they address the problems that arise in their future 

classrooms once they become in-service teachers (Tareen & Haand, 2020). Further research 

regarding teachers' perceptions of their online teacher programs is needed to address the student 
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involvement required to overcome the challenges of online educator certification (Jin, 2023). 

Exploring the specific challenges that teachers face within their asynchronous pre-service 

educator certification programs helps close the gap in recent information on the motivational 

factors required for overcoming the challenges of these programs (Yang et al., 2021).  

Purpose Statement 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. (Korucu-

Kış, 2021; Mehrabi et al., 2022; Yang et al., 2021). For this research, “asynchronous educator 

certification programs” are defined as programs that enable pre-service teachers to gain educator 

certification through an online program. This research adds information regarding the challenges 

that teachers face during their asynchronous educator certification program and the motivational 

factors required to overcome these challenges. 

Significance of the Study 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. This study 

contributes to John Keller's (1983) theory of motivation by exploring the motivational factors 

required for pre-service teachers to complete their asynchronous educator certification programs. 

Furthermore, the study determines the viability of the four motivational principles of Keller's 

(1983) theory of motivation, known as attention, relevance, confidence, and satisfaction (ARCS), 

toward asynchronous educator certification programs by exploring the challenges and 

motivational factors discussed by the study’s participants (Keller, 2008). 
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Regarding the empirical significance of this study, recent literature has explored the 

challenges associated with asynchronous educator certification programs, such as technological 

challenges and the need for self-motivation (Enochsson, 2018; Fırat et al., 2018; Sun, 2020; 

Willems et al., 2021). This study contributes to the existing literature on the motivations 

associated with pre-service teachers completing their educator certification online (Smothers et 

al., 2020). Many earlier studies have examined the challenges of asynchronous educator 

certification, revealing obstacles associated with miscommunication, motivational issues, and 

technology disadvantages (Ajayi, 2009; Maheady et al., 2014; Perveen, 2016). Current studies 

focus on the broad spectrum of asynchronous learning, targeting challenges such as poor 

communication and a disconnect toward the community within a course or a program; however, 

these studies lack a specific focus on an asynchronous educator certification program from a K-

12 pre-service teacher’s perspective (Martin & Bolliger, 2018; Tareen & Haand, 2020). Some 

studies offer feedback on the instructor's perspective within an asynchronous teacher program 

(Erdem-Aydin, 2021; Quezada et al., 2020). Many current studies on the challenges of pre-

service teachers in online programs address the obstacles associated with pre-service teachers 

teaching online classes due to the outbreak of the COVID-19 pandemic rather than the 

challenges that these teachers face while completing their asynchronous certification program 

(Mohamad Nasri et al., 2020).  

Regarding the study’s practical significance, the findings offer online professors in 

teacher education programs information about the challenges faced by pre-service teachers while 

completing their online educator certification programs. Administrators and educators of online 

educator certification programs can utilize the study’s findings to modify any program elements 
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that may hinder pre-service teachers from feeling motivated and becoming actively involved in 

developing the necessary skills to become proficient educators. Pre-service teachers enrolled in 

online educator certification programs can also benefit from this study; they can learn about 

teachers' challenges in online programs, gaining insights to prepare themselves for similar 

challenges and understanding the types of motivation required to overcome them. 

Research Questions 

 The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. The 

following research questions were used to explore the lived experiences of graduate teachers 

during their asynchronous educator certification programs and expand upon their challenges and 

motivations during the program. The questions were based on the theoretical framework of 

Keller’s (1983) theory of motivation. 

Central Research Question 

What were the lived experiences of current residential teachers during their asynchronous 

educator certification programs?  

Sub-Question One 

What were the challenges faced by current residential teachers during their asynchronous 

educator certification programs? 

Sub-Question Two 

 What motivating factors did graduates of asynchronous educator certification programs 

identify during their program? 
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Definitions 

1. Asynchronous Learning – No time set for learning to occur; self-paced learning within a 

module (Malik et al., 2017).  

2. Blended Learning – The use of various internet and digital media in a classroom setting; 

requires teachers and learners to be present (Friesen, 2012). 

3. Mobile Learning – Process of learning by using wireless technological devices that 

connect through unbroken transmission signals (Attewell & Savill-Smith, 2005). 

4. Online Learning – The type of learning that requires learners to take a course or program 

that uses electronic media (such the internet or computer-based training) as the 

educational delivery method (Castro & Tumibay, 2021).  

5. Synchronous Learning – A form of distance education where learners and facilitators are 

geographically separated but perform tasks such as group lectures at a scheduled time 

(Phelps & Vlachopoulos, 2019). 

Summary 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. The 

options for gaining educator certification continue to grow, encompassing different online 

delivery methods, such as asynchronous learning instruction. Asynchronous educator 

certification programs offer convenience and flexibility but have various challenges for pre-

service teachers (Dunn & Rice, 2019). Literature indicates different challenges teachers face 

within the classroom. The challenges can be attributed to the type of education they received in 

their educator certification program but lack the factors that may correlate with asynchronous 
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educator certification programs (Gómez-Galán et al., 2020; Peck et al., 2018). The challenges 

pre-service teachers face during their asynchronous educator certification program relate to the 

relevant theories, including Albert Bandura's (1986) theory of self-efficacy and Alexander 

Astin's (1999) theory of student involvement. Pre-service teachers may face challenges with 

various aspects of the program's environmental elements, such as the motivation or connectivity 

needed to complete the program (Terras et al., 2018). Furthermore, pre-service teachers face 

challenges dealing with achieving professional competence. Examining the various aspects of 

asynchronous educator certification programs from different institutions through teachers' 

perspectives offers information from multiple sources that may help future teachers handle the 

challenges of asynchronous educator certification programs. 

 

. 
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CHAPTER TWO: LITERATURE REVIEW 

Overview 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. This 

chapter presents the current literature on novice teachers' challenges during online education 

programs or courses, with a particular focus on asynchronous programs. The first section 

presents the theoretical framework and its relation to asynchronous educator certification 

programs, while the second section presents current studies related to the research problem of 

pre-service teachers' challenges during an asynchronous educator certification program. The 

chapter concludes with a justification for this study. 

Theoretical Framework 

John Keller's (1983) theory of motivation elaborates upon the belief that learners require 

various motivation levels to complete their tasks successfully. The theory of motivation has four 

components, referred to as the ARCS model (Keller, 2010). The first principle, represented by 

the "A" in ARCS, is attention. This principle is based on the arousal of the learner's curiosity and 

how it promotes the acquired motivation; the instructor must actively engage the learners to draw 

their attention toward the task (Keller, 2008). The second principle, represented by the "R" in 

ARCS, is relevance (Keller, 2008). This principle states that purposeful knowledge that aligns 

with the learners' goals can promote motivation (Keller, 2008). Learners must feel that the 

content and strategies obtained through the class or program are relevant to their goals and 

desired course outcomes (Keller, 2008). Forming a connection to the setting will help learners 

perceive the learning experience as relevant and will increase their motivation to learn (Keller, 
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2010). The third principle, represented by the "C" in ARCS, is confidence (Keller, 2008). 

Learners must be confident that they can learn the content and complete the related assignment 

(Keller, 2010). Overconfidence can cause learners to believe that they already know the given 

content; as a result, they may need to pay careful attention to the lesson to be receptive to new 

information. The fourth principle, represented by the "S" in ARCS, is satisfaction (Keller, 2008). 

Keller describes the satisfaction principle as feeling satisfied with the outcome of the learning 

target (2008). Learners must have satisfaction with completing the task and gaining the desired 

outcome to be fully motivated to continue the program (Keller, 2008). The satisfaction 

component of the model entails the learner having the motivation to develop self-regulating 

strategies that allow them to continue to work through the tasks required for a program (Keller, 

2008); learners must thus feel confident with the skills that they have obtained throughout the 

course (Keller, 2008). 

Various studies have utilized the ARCS model of motivation to identify the factors 

behind learners' motivation to learn (Aşıksoy & Özdamli, 2016; Durrani & Kamal, 2021; Ma & 

Lee, 2021). Aşıksoy and Özdamli (2016) have examined the effect of the ARCS motivation 

model on a flipped classroom approach and found that the ARCS model positively affected self-

sufficient learners. Durrani and Kamal (2021) conducted a case study guided by a motivational 

framework following the ARCS model to assess the efficacy of student engagement while using 

a blended teaching method in a course; the researchers found that the strategies associated with 

blended teaching methods following the ARCS model helped sustain learners' motivation 

(Durrani & Kamal, 2021). Ma and Lee (2021) compared the effectiveness of online and blended 

learning modalities following the ARCS model as a framework, finding that blended learning 
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allowed students to develop higher confidence in achieving their learning goals. The findings 

revealed that blended learning increased student confidence in achieving learning goals (Ma & 

Lee, 2021). Following the ARCS model thus helps identify the motivational needs of 

asynchronous teaching certification programs (Luo et al., 2021). 

Using John Keller's (1983) theory of motivation as a framework for this study helped 

clarify the underlying motivational needs associated with an asynchronous teaching certification 

program (Luo et al., 2021). To gain insight into the motivation to learn from the attention 

component, pre-service teachers reflected on the motivation required to gain and maintain 

attention throughout their educator certification asynchronous program (Keller, 2010). Pre-

service teachers also identified attention-getting strategies to ensure learners maintain attention 

(Park, 2017). Gaining perspectives toward the relevance of the lessons and course material can 

offer insight into the motivation required to become goal-oriented (Keller, 2010; Park, 2017). 

Gaining perspective on competency toward content knowledge and classroom pedagogy also 

offers insight into the motivational factors regarding confidence (Keller, 2010). Exploring the 

teachers' perspectives of fulfillment after obtaining their goals throughout the program helps 

identify the satisfaction motivations required throughout an asynchronous program (Keller, 

2010).  

Related Literature 

Pre-service teachers must fulfill all qualifications for educator certification before 

beginning their teaching careers in a public education classroom (A. L. Brown et al., 2019). 

Educators can become certified to teach in a K-12 public institution, depending on the state or 

country in which the educator pursues certification (dese.mo.gov). Pre-service teachers can 
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choose a traditional approach, following a classic four-year undergraduate program by 

completing core educator certification classes and passing equivalency exams (dese.mo.gov). 

Nonetheless, some pre-service teachers attend in-person classes, while others choose an online 

route (Kaya, 2023). The online mode of instruction allows pre-service teachers the option of 

asynchronous, synchronous, a blended method of online and in-person instruction, or a blend of 

asynchronous or synchronous learning, which is sometimes referred to as bichronous (Fabriz et 

al., 2021; Martin et al., 2020). Regardless of the mode of instruction, pre-teachers aspiring to 

gain a bachelor's degree in education with certification must undertake specific classes associated 

with literacy courses, classroom management, technology classes, and special education classes 

(Missouri Department of Elementary & Secondary Education). Although it is possible to achieve 

educator certification through the traditional routes, this literature review focused on the online 

aspect of educator certification through the traditional qualification mode. 

Accreditation 

Higher education institutions seek accreditation to ensure their delivery of high-quality 

education that prepares learners to gain a degree or skill and achieve a specific task or profession 

(Rivas et al., 2019). Accreditation is the process of evaluating the quality control of an institution 

or program within an institution (Viner et al., 2020). This process offers accountability toward a 

higher education institution or program (Romanowski & Karkouti, 2022). 

There are two types of educational accreditation: institutional or specialized, which is 

also referred to as programmatic (Romanowski & Karkouti, 2022). The difference between 

institutional and programmatic accreditation is that the former is administered regionally or 

nationally to an entire institution, including all its programs (Hurlbut, 2018; Romanowski & 
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Karkouti, 2022). In contrast, accreditation agencies can grant specialized or programmatic 

accreditation after evaluating programs or departments (Hurlbut, 2018; Romanowski & Karkouti, 

2022). During the accreditation process, a peer review team visits an institution to evaluate and 

verify the self-assessment report prepared by the institution (Panigrahi et al., 2018). 

Some researchers oppose the benefit of accreditation agencies, arguing that these 

agencies contradict the academic freedom of United States educational institutions (Holt, 2020; 

Romanowski & Karkouti, 2022). Academic freedom is the process through which academic 

institutions have civil rights toward teaching, researching, or producing material free from their 

institution's control (Romanowski & Karkouti, 2022). These researchers argue that the 

accreditation process violates academic freedom by imposing restrictions on instructors, 

dictating the teaching methods and content while ensuring that course material contains language 

associated with the accreditation criteria (Holt, 2020; Romanowski & Karkouti, 2022). Some 

researchers are in favor of higher education accreditation, contending that accreditation can 

preserve academic freedom for an institution’s members by incorporating their voices within the 

accreditation process (Abbott et al., 2018; VanZandt, 2017). 

Rivas et al. (2019) have researched the diverse perspectives among faculty members 

regarding accreditation. Their study revealed various opinions regarding accreditation; some 

faculty members believe that the advantages of national or regional accreditations outweigh the 

cost, while others feel that the accreditation process causes excess workload and stress (Rivas et 

al., 2019). One faculty member argued that accreditation outcomes offer valuable guidance for 

instruction; however, another observer stated that the university abandoned the hard work 

invested during the accreditation process once it ended (Rivas et al., 2019). Rivas et al. (2019) 
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concluded that instructors felt that accreditation could enhance the status and prestige of a 

university but also felt that accreditation can cost financial and time resources (Rivas et al., 

2019). 

Online Learning 

With the abundance of technological advancement, online learning is continuing to gain 

popularity worldwide (Panigrahi et al., 2018). Learners can choose how and when to learn and 

which approach aligns best with their lifestyle (Joosten & Cusatis, 2020). Online learning may 

include various modes of instruction, such as synchronous, asynchronous, and bichronous 

(Martin & Borup, 2022). Massive open online courses are another form of online learning that 

offers learners an inexpensive choice toward developing skills without gaining a degree 

(Littlejohn et al., 2016). 

Synchronous Online Learning 

Synchronous learning enables learners and instructors to virtually meet from various 

locations at scheduled times for the primary instruction of the course (Phelps & Vlachopoulos, 

2019; Singh & Thurman, 2019). Synchronous courses typically use a learning management 

system and a video-conferencing program such as Zoom or Adobe to connect for real-time 

communication (Flynn-Wilson & Reynolds, 2021). Synchronous learning courses attempt to 

replicate the structure of a traditional in-person course, involving same-time video conferences to 

allow the instructor to offer lectures and immediate feedback (Flynn-Wilson & Reynolds, 2021).  

Synchronous learning can provide benefits to learners that include immediate feedback, 

real-time interpersonal communication, increased learner engagement, enhanced social presence, 

community building, and an opportunity to acquire practical skills (Fabriz et al., 2021; Ogbonna 
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et al., 2019). With a digital device, synchronous learning can transition from traditional in-person 

to virtual learning environments by allowing learners to communicate through Zoom or Google 

Hangout. Synchronous learning may enable better communication and offer more support to 

learners than other modes of online learning (Liu, 2021), as it allows class members 

collaborative opportunities to brainstorm ideas and discuss answers to questions in real time 

(Liu, 2021). Through scheduled virtual meetings with video conferencing, learners can see a 

human face within the digital aspects of their program; gaining a better personal connection thus 

allows learners to feel a greater sense of the learning community within the program ((Carney, 

2021; Wang & Wang, 2020). Synchronous learning allows instructors to summarize discussions 

and give immediate feedback to learners through short online meetings (Wang & Wang, 2020). 

Another option for gaining a personal connection is through e-mentoring, which consists of in-

service teachers connecting with pre-service teachers enrolled in an online educator certification 

program to allow the latter to ask questions and voice concerns (Liu, 2021). 

The disadvantages of synchronous learning include time and technical challenges for 

learners (Iyer & Chapman, 2021). A lack of time flexibility can cause challenges for learners' 

commitments due to the synchronous meetings required of all learners (Iyer & Chapman, 2021). 

Due to overlapping commitments, social challenges may cause issues with other student 

responsibilities (Alhazbi & Hasan, 2021; Iyer & Chapman, 2021). Technological challenges may 

also occur and disrupt learning because of the high reliance on technology in the synchronous 

learning format (Iyer & Chapman, 2021; Xie et al., 2018). Some technological challenges 

include learners needing more reliable Wi-Fi or having outdated electronics that cannot run the 

required collaborative platforms (Iyer & Chapman, 2021; Xie et al., 2018). Another challenge 
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associated with synchronous learning is the anxiety invoked through individuals' level of self-

awareness (Tien et al., 2023). This type of anxiety may occur when learners have their camera on 

during the live session and feel that others are evaluating them (Tien et al., 2023). Learners may 

become anxious, prompting them to alter their behaviors (Tien et al., 2023). 

Bichronous Online Learning 

 Some courses or programs use a blended online learning method with both asynchronous 

and synchronous learning modalities, known as bichronous learning (Martin et al., 2020). The 

format of a blended course contains both asynchronous and synchronous learning by the 

instructor and their peers during the course (Farros et al., 2022). By utilizing a combination of 

asynchronous and synchronous learning platforms, higher learning outcomes targeting various 

learning styles are better promoted than by using the modalities separately (Enochsson, 2018). 

Bichronous learning can offer advantages associated with both asynchronous and synchronous 

learning, such as the flexibility of lessons with some synchronous sessions for learners to receive 

feedback and support (Martin et al., 2020). Better support can be achieved through the 

synchronous aspect with real-time participation by allowing instructors to answer questions and 

clarify answers through real-time sessions (Martin et al., 2020). Through bichronous online 

learning, instructors can offer more greater opportunities for learners to gain immediate 

feedback. (Martin et al., 2020). Bichronous learning modalities often offer video-based and text-

based discussions, allowing learners to respond according to their preferred communication form 

(Enochsson, 2018; Martin et al., 2020). In a study by Farros et al. (2022), the researchers 

examined student performance in an asynchronous course with synchronous discussion sessions. 

The findings revealed that learners had higher expectations and engagement during the 
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synchronous discussion sessions than the asynchronous sessions, resulting in an increase in 

productivity throughout the course (Farros et al., 2022). 

Massive Open Online Course 

Another online education trend that has continued to increase is massive open online 

courses (MOOCs), with many following an asynchronous learning format (Aldowah et al., 

2019). MOOCs are open courses that allow learners and others to receive informal educational 

experiences at low or no cost (Littlejohn et al., 2016; Salmon et al., 2015). Attending MOOCs 

allows learners to guide their educational journey, leaving and returning at their convenience 

while choosing whether or not to receive certification (Littlejohn et al., 2016). Pre-requisitions 

are not required for learners to begin MOOCs (Littlejohn et al., 2016), and learners from any 

location and at any stage of their education may enroll in the courses (Mabuan, 2018). 

MOOCs have expanded to cover many topics, including various options in the education 

field, such as STEM courses, content-based courses, or even multicultural education courses 

(Yildirim, 2022). Some countries, such as China, have adopted MOOCs to support the 

professional development of their educators (Chen et al., 2020). Schools and organizations can 

use MOOCs to customize professional development to fit the needs of their educators and staff 

members (Chen et al., 2020). MOOCs allow users to retake aspects of the program to offer better 

support in addressing learners' challenges (Chen et al., 2020). They can also provide additional 

resources, such as skill-building, that best support educators in the classroom through a self-

paced learning environment (Boltz et al., 2021). 

Due to the large number of learners enrolled in MOOC classes, instructor interaction is 

limited, requiring learners to self-regulate their learning experiences (Littlejohn et al., 2016). As 
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learners navigate throughout the course, they must develop strategies to maintain their 

motivation and ensure progress with the course (Littlejohn et al., 2016). In addition to having 

high levels of self-motivation, learners (including pre-service teachers) must overcome the 

challenges associated with self-directed and self-regulated learning by developing time-

management and metacognitive strategies (Alario-Hoyos et al., 2017; Sun, 2020). Two popular 

MOOC platforms include EdX and Coursera; courses on these platforms can meet the academic 

requirements for various universities and organizations (Mao et al., 2019; Shi & Lin, 2021). 

Asynchronous Online Course 

Asynchronous learning is a popular online instruction mode involving self-paced and 

learner-directed learning (Clark et al., 2016; Xie et al., 2018). An asynchronous learning 

environment allows learners to engage with their instructors and peers at their own convenient 

time and place; most likely, engagement will differ from their peers and instructors (Singh & 

Thurman, 2019). The instruction of asynchronous learning involves using learning management 

software (LMS) to disseminate and store information to learners in a class or a learning session 

(Moorhouse, 2020). Annotated slideshows or recorded videos help convey the material with 

opportunities that allow learners to view the material as many times as needed and pause sections 

to take notes (Costado et al., 2021; Moorhouse, 2020). Typically, during an asynchronous class, 

no real-time online or in-person meetings are conducted simultaneously with learners (Martin et 

al., 2020).  

Asynchronous learning offers many advantages for learners. An asynchronous learning 

environment allows learners to engage with their instructors and peers at their own convenient 

time and place, different from their peers and instructors (Singh & Thurman, 2019). The 



37 

 

 

flexibility allows learners to adjust their learning to their schedule (Zeng & Luo, 2023). Due to 

the flexibility of when to complete assignments, learners can enhance their reflection and use 

higher levels of critical thinking (Zeng & Luo, 2023). The asynchronous learning modality 

allows for optimized classroom discussion due to the learner’s ability to respond on their own 

time yet maintains the facilitation of multi-user collaboration for active participation (Lowenthal 

et al., 2020).  

Asynchronous courses follow a different format from synchronous or traditional in-

person classes, offering distinct components. During an asynchronous course, learners do not 

have to be logged on simultaneously with peers and instructors (Kunin et al., 2014). Instructors 

provide all materials and initiate assignments through discussion forums (Kunin et al., 2014). 

Discussion forums are online interaction platforms shared within asynchronous courses, 

beginning with the facilitator posting a prompt (de Lima et al., 2019). The learners then respond 

to the initial prompt and reply to a few of their peers’ responses (Galikyan & Admiraal, 2019). 

Instructors found that discussion forums allow learners to elaborate and reflect upon their 

answers to questions and prompts (de Lima et al., 2019). IIn addition, discussion posts allow 

learners to easily collaborate and gain information by visualizing other learners’ responses (de 

Lima et al., 2019). Nevertheless, some instructors experienced difficulties with discussion 

forums, including developing a structure for the forum (de Lima et al., 2019). Discussion posts 

are most beneficial when clear expectations of the post are established (McAlvage & Rice, 

2018). 

Self-regulated Learning and Motivation  
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Asynchronous learning requires learners to develop self-paced learning strategies to 

complete their program (Kim et al., 2021). There is less dependency on the learner's environment 

and greater dependence on the learners' strategies for learning (Fabriz et al., 2021). With the 

correct course design, an asynchronous environment allows learners to engage in higher levels of 

critical thinking due to the flexible due dates of the assignments (Brierton et al., 2016). Learners 

can achieve reflective thinking through asynchronous discussion posts (Foo & Quek, 2019). 

They must respond to discussion forums to elaborate on reflections based on prompts provided 

by the instructor for discussion posts (Nami et al., 2018). Discussion posts can also create social 

relationships among other learners (Ebrahimi et al., 2017).  

Learners' motivation and self-regulation can affect the attrition rate of an asynchronous 

program (Peck et al., 2018). Factors that could hinder or decrease learner motivation include 

technology challenges, course content, limited communication and interaction, problems within 

daily life, rigid structure from an instructor, lack of personalization or diversity in the learning 

environment, and the emotions felt by learners toward their course (Fırat et al., 2018). In a 2018 

study, Peck et al. explored the impact of motivation and self-regulation on the attrition rate in an 

online course, finding a correlation between self-efficacy and course retention. The researchers 

found that learners identified extrinsic goal orientation as the primary reason for their continued 

engagement in the program (Peck et al., 2018). However, during the interviews, five learners 

mentioned dropping out from their courses due to losing interest or importance in the program 

(Peck et al., 2018). These findings revealed the significance of the instructional design that 

focuses on student encouragement and motivation (Peck et al., 2018). 

Video-Based Instruction 
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Online video-based instruction has grown in popularity due to the flexibility and 

convenience of allowing asynchronous educators to utilize recorded lectures, videos, and 

instructions to maximize learning (Martin et al., 2020). Video-based instruction engages learners 

through instructors providing auditory and visual instruction in video form (Yoon et al., 2021). 

Instructors develop their video-based instruction by uploading self-created videos or finding 

videos suited for the course (Yoon et al., 2021). Once uploaded, learners (including pre-service 

teachers) can access the course materials at any time (Yoon et al., 2021). 

The use of videos can improve the course and encourage learners to think (Hervas et al., 

2020). Different types of video-based instruction can be used during asynchronous learning, 

which may include the use of conventional videos, interactive videos, and learner-made videos 

(Konuk, 2022). Conventional video use allows instructors to control instruction by selecting 

content that aligns with the course (Konuk, 2022). The videos used during this type of instruction 

are created or found by the instructor to target the development of learners' skills (Konuk, 2022). 

Interactive videos allow users to interact with the content through embedded questions and may 

overcome the disadvantage of viewer passivity in conventional video usage (Haagsman et al., 

2020; Konuk, 2022). Instructors provide pre-made interactive videos that may include exam 

questions and optimal user immersion through 360-degree videos or images (Tan et al., 2020). 

These pre-recorded videos or images allow learners to alter the view of the video or photo for a 

more rigorous exploration of the content (Caroline & Sandra, 2022). 

Some educators incorporate video-enhanced discussions or apps like Flipgrid and 

EdConnect to improve learners' communication and reflection skills (Lowenthal et al., 2020). 

Video-enhanced discussion posts allow learners to create videos to reflect on their learning and 



40 

 

 

more effectively build self-regulation skills (Fidan & Debbağ, 2018; Lowenthal et al., 2020). 

Video apps may empower learners to respond to assignments by posting personalized videos to 

their peers and instructors. These videos can promote social connections with thoughtful 

responses or questions, making students feel more connected with the course and their peers 

(Lowenthal et al., 2020). Using video-enhanced discussions can offer a sense of synchronous 

learning in an asynchronous environment, thereby allowing learners to develop a sense of 

community in their learning (Lazarevic et al., 2023). 

Hogue (2022) conducted a study that showed the effectiveness of utilizing instructor-

made videos in an asynchronous environment. During the study, the researchers divided the class 

into two groups, and they were all required to create two lesson plans: one for the first four 

weeks of class and the second for the last four weeks. The first group of learners received written 

instruction with individual written feedback for both assignments (Hogue, 2022). In contrast, the 

second group of learners (the controlled group) received an instructor-created video segment for 

both lesson plan assignments (Hogue, 2022). The video included instructions on the assignment 

and best practices, with an explanation of the learning outcomes, rubric, and template (Hogue, 

2022). The study results showed that all learners improved between their first lesson plan 

assignment and the second. The study found that the video implementation benefited all learners 

from the second group, allowing weaker learners to improve their initial scores on their lesson 

plan assignments. Furthermore, some learners from the first group with perfect scores on the first 

assignment experienced a decrease in their scores on the second assignment. Strong learners 

from the control group with perfect scores on their initial lesson plan assignment maintained a 

perfect score for their second assignment (Hogue, 2022).  
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Challenges of Asynchronous Learning 

An asynchronous learning environment presents multiple challenges, such as a lack of 

visual cues and attention from the instructor and other peers, leaving learners to resolve 

challenges on their own (Aldosari et al., 2022). During a live session, whether in person or 

synchronously, instructors may offer visual cues to learners regarding the importance of specific 

lessons. Consequently, the learners may gain visual cues from other learners regarding their 

understanding of the lesson (Aldosari et al., 2022). However, asynchronous sessions lack this 

element of support. Furthermore, personal connections are better formed through visual cues 

during in-person interactions than in an asynchronous environment (Wang & Wang, 2020). 

Although many learners choose asynchronous learning for its self-paced learning style and open 

schedule, some find the isolation and self-paced learning environment challenging, causing a 

disconnect to the learning community within the program (Oyarzun et al., 2021). 

Consequently, the isolation of self-paced learning and a lack of course engagement can 

diminish the benefits of a learning environment (Kim et al., 2021). Due to the independent nature 

of the schedule, learners may develop poor study habits like procrastination, since they may 

complete tasks at their leisure (Barakat & Meler, 2022; Xavier & Meneses, 2022). Since 

asynchronous learners are not in the typical school setting, they may have trouble focusing on 

tasks due to significant distractions throughout their environment (Rapanta et al., 2020). 

Technical problems involved in a program, such as internet connection or device malfunctions, 

can cause additional stress and may reduce the learners’ motivation toward continuing in a 

program with an online delivery method (Başaran et al., 2017). Learners must have working 

devices with the adequate amounts of bandwidth to download media such as videos and pre-
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recorded lectures, interact with the material uploaded by instructors, and create and post videos 

associated with the assignments and lessons (Başaran et al., 2017; Rapanta et al., 2020).  

Asynchronous Format for Pre-Service Teachers 

In asynchronous educator certification courses, educators may use discussion forums, 

video-based instruction, and simulated field experiences to encourage teaching pedagogical 

strategies such as student engagement and classroom management (Barmaki & Hughes, 2018; 

Lohmann & Boothe, 2022; Seago & Knotts, 2021). Discussion forums allow pre-service teachers 

to develop pedagogical practice skills through various discussion posts (Lohmann & Boothe, 

2022). Video-based instruction encourages pre-service teachers to utilize reflective practice and 

gain higher-quality feedback (Hamel & Viau-Guay, 2019; Weber et al., 2018). An asynchronous 

course may implement a simulated field experience to enable pre-service learners to accumulate 

the structure and feelings that they may experience in their future classrooms (Barmaki & 

Hughes, 2018. 

Discussion Forums 

Lohmann and Boothe (2022) researched the various ways in which asynchronous 

discussion forums could be utilized to enhance the development of classroom management skills 

for pre-service teachers enrolled in an online educator certification course (Lohmann & Boothe, 

2022). The researchers identified four different discussion methods: jigsaw discussion, shared 

product discussion, video-based discussion, and debates (Lohmann & Boothe, 2022). Jigsaw 

discussion encourages pre-service teachers to become exposed to different learning content and 

classroom management strategies (Lohmann & Boothe, 2022). Shared products allow pre-service 

teachers to create material for future use in their classroom, such as visual aids (Lohmann & 
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Boothe, 2022). This strategy may help pre-service teachers gain feedback from their peers and 

instructors, which may assist with classroom management (Lohmann & Boothe, 2022). Video-

based discussions allow pre-service teachers to upload videos showcasing classroom 

management techniques, thereby allowing other learners to observe and learn from these 

techniques (Lohmann & Boothe, 2022). Debates allow pre-service teachers to engage in 

discussions involving both sides of debatable classroom management topics (Lohmann & 

Boothe, 2022); Lin and Sun (2022) found that debate discussions can improve interactions 

between learners while learning the content.   

Video-Based Instruction for Pre-service Teachers 

Video-based instruction can benefit pre-service teachers as they gain skills and 

knowledge from videos uploaded by the instructor regarding new concepts, strategies, or goals 

(Seago & Knotts, 2021). Some programs use video-based learning to encourage pre-service 

teachers to reflect (Hamel & Viau-Guay, 2019). Video-based instruction can improve the quality 

of feedback offered to pre-service teachers by their peers and instructors, allowing this feedback 

to be more accurate and individualized (Weber et al., 2018). During an asynchronous setting, 

video-based instruction may encourage pre-service teachers to explore the video and discuss 

their findings through another video post with peers (Hogue, 2022).  

Gold and Holodynski (2017) used videos to measure the professional vision of classroom 

management and teacher competencies. The researchers developed a test of the video clips 

(including both positive and improvable clips of classroom management footage) to demonstrate 

examples of various classroom management levels. They administered the test to pre-service 

teachers pursuing bachelor's and master's degrees (Gold & Holodynski, 2017). The researchers 
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found that utilizing videos to assess the professional vision of classroom management could 

result in inferences being drawn toward generalizing a pre-service teacher's professional vision 

of classroom management; however, future studies are recommended (Gold & Holodynski, 

2017). 

Field Experiences 

During educator certification, pre-teachers attend field experiences to gain the 

opportunity to put theory and knowledge into practice (Khoshnevisan & Rashtchi, 2021). Field 

experience practicums are activities within a teacher preparation program that allow pre-service 

teachers to gain hands-on experiences within a school related to their chosen field (Vu & Fisher, 

2021; Zolfaghari et al., 2020). Virtual (or simulated) field experiences may become a substitute 

for the field experience practicum required by pre-service teachers during their asynchronous 

program (Vu & Fisher, 2021).  

Through simulated field experiences, pre-service teachers can develop skills associated 

with classroom management, improve their pedagogical methods, and deliver content in an 

environment that does not include actual children (Barmaki & Hughes, 2018). Virtual teaching 

simulations align with the practice-to-theory approach to help pre-service teachers gain targeted 

practice in a virtual location (Luke et al., 2021), as the simulations allow them to rehearse the 

foundational teaching practices that they have obtained throughout their program (Luke et al., 

2021). Virtual field simulations help pre-service teachers demonstrate the skills and knowledge 

obtained through their educator certification program and complete the required practicum hours 

for certification (Jackson & Jones, 2019). Online teacher preparation programs can adapt the 

virtual field simulation, altering components to suit the needs of the candidates (Jin, 2023).  
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Some online programs require pre-service teachers to participate in virtual or simulated 

field experiences to replace in-school practicum experiences when the latter are unattainable (Vu 

& Fisher, 2021). Vu and Fisher (2021) compared a course utilizing an in-person field experience 

with a virtually adapted field experience. During the virtual field experience, pre-service teachers 

observed pre-recorded videos of students and instructors interacting from the Teaching Channel 

website to simulate visiting classrooms in person (Vu & Fisher, 2021). The Teaching Channel 

website allows pre-service teachers to gain access to teaching videos and the ability to engage 

with the videos by posting comments or writing notes for those who are subscribed members 

(Reyes, 2019). The researchers found similar performance results, noting that virtual field 

experiences could be as efficient as in-person field experiences when adequately prepared and 

conducted (Vu & Fisher, 2021). 

Ghazarian et al. (2023) conducted a study examining the pedagogical styles of pre-

service teachers during a simulated field experience. During the study, 150 pre-service teachers 

completed a simulated field experience to analyze the variation in self-reported culturally 

responsive pedagogy (Ghazarian et al., 2023). The simulated field experience consisted of 24 

virtual modules representing lessons taught in a virtual class that involved fictional virtual 

learners (Ghazarian et al., 2023). The virtual students were animated and exhibited 

characteristics often experienced in real-life students; pre-service teachers could use their tone of 

voice to influence virtual students, mimicking the actions of real students reacting to vocal tones 

(Ghazarian et al., 2023). The researchers used SimSchool virtual student profiles to design 

academic profiles for fictional learners (Ghazarian et al., 2023). Various learner emotions were 

incorporated, which changed based on the pre-service teacher's behavior and choices. The pre-
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service teachers interacted with the simulated experiments and completed each module with 

varied sizes and compositions of the fictional class. Pre-service teachers could redo modules as 

many times as they felt was helpful. Feedback was provided after each module, allowing pre-

service teachers to progress or restart a module to practice different strategies (Ghazarian et al., 

2023). The study revealed that pre-service teachers who participated in the simulated field 

experiences demonstrated enhanced self-reported scores regarding their culturally responsive 

pedagogy practices (Ghazarian et al., 2023). Although simulated field experiences can help pre-

service teachers gain a better understanding of differentiated instruction and develop skills 

toward improving self-efficacy of teaching through diverse simulated classrooms, simulated field 

experiences are not commonly used in educator certification programs (Vu & Fisher, 2021). As 

the study was based on a single institution, the researchers noted the need for additional 

perspectives of other simulated field experiences to gain additional findings (Ghazarian et al., 

2023). Further research on simulated field experiences is therefore needed (Ghazarian et al., 

2023). 

A simulation strategy used through teacher preparation virtual field experience is known 

as micro-teaching (Luke et al., 2021). Micro-teaching involves small groups of teachers acting as 

learners to allow the teacher to practice specific teaching skills or techniques and gain 

constructive feedback after practicing the skills and lessons (Ledger & Fischetti, 2019). Micro-

teaching allows the pre-service teacher to learn and reflect on their experiences (Ledger & 

Fischetti, 2019). The main difference between micro-teaching and traditional teaching is the 

class size; typically, micro-teaching has class sizes of five to 10 learners and contains short 

lessons that areof 10 minutes or less (Roza, 2021). The focus is placed on one skill at a time, 
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allowing the pre-service teacher to obtain specific feedback from their peers and instructor 

regarding their performance (Roza, 2021). Micro-teaching in a simulated field experience allows 

pre-service teachers to gain the opportunity to practice the necessary skills for teaching children 

in a controlled learning environment before entering a real school practicum (Ledger & Fischetti, 

2019). A controlled learning environment is designed to replicate a pre-service teacher's 

challenges in a school environment with modifications to suit individual capabilities (Dalinger et 

al., 2020). 

Challenges for Asynchronous Pre-service Teachers 

Although asynchronous courses offer many benefits, several challenges to the learning 

modality exist (Carrillo & Flores, 2020). Some challenges that pre-service teachers may face 

within an asynchronous course include technology problems, motivation, self-paced learning, 

lack of community, and peer and instructor communication (Carrillo & Flores, 2020). The 

structure of any asynchronous program may relate to the challenges faced by a teacher once they 

begin teaching in their classroom (Gómez-Galán et al., 2020). Some pre-service teachers 

describe their need for more support in sustaining classroom management, maintaining learners' 

engagement, and mastering skills for their expected subjects (Hourigan & Leavy, 2017; McGarr, 

2020). Furthermore, a pre-service teacher may experience challenges associated with mastering 

professional competence (Wang & Sneed, 2019.  

Attitude with Technology 

As technology continues to evolve within the classroom, teachers must be competent at 

embedding technology within their curriculum and lessons to teach the 21st-century skills 

required by students (J. P. Brown, 2017; Jannah et al., 2020). Consequently, pre-service teachers, 
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as learners, must be able to navigate an online program adequately (Armah, 2020; Zha et al., 

2020). Digital inequalities can affect pre-service teachers' attitudes toward technology usage 

(Ciftci & Aladag, 2017); these inequalities may include technical issues due to the quality of the 

learners' equipment, social factors of learners relying on others when technical issues arise, usage 

autonomy, and technology familiarity (Beaunoyer et al., 2020).  

Mobile technology has become increasingly popular in education (Handal et al., 2019). 

Islamoglu et al. (2021) define mobile devices as multimedia portable electrical devices with 

internet capabilities. Mobile devices are being introduced into some classrooms as a means to 

learn, but they may cause additional stress to learners (Bai, 2019). Bai (2019) conducted a study 

evaluating pre-service teachers' perspectives on utilizing mobile technology in the classroom. 

The pre-service teachers utilized the training and created lesson plans using mobile devices but 

found that technology issues such as Wi-Fi accessibility and a lack of mobile learning hindered 

the learning experience (Bai, 2019). With new technology constantly emerging, it may be 

difficult for pre-service teachers to gain training to effectively use mobile devices and learning 

instruments in their future lessons (Islamoglu et al., 2021). Although mobile learning devices 

allow learners to complete their assignments and attend lessons virtually, they may cause 

unnecessary distractions (Handal et al., 2019); learners may quickly become sidetracked from the 

task at hand, creating additional problems with their workload.  

A pre-service teacher with a positive attitude toward technology can readily adapt to the 

digital environment and learn the necessary tools (Demirkan, 2019). Pre-service teachers may 

become overwhelmed by certain aspects of a program or course components and feel frustrated 

(Badilla Quintana et al., 2017); however, teachers in traditional in-person teacher preparation 
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courses demonstrated better attitudes toward integrating technology than those in distance 

education teacher preparation courses (Konca et al., 2016). In a study conducted by Konca et al. 

(2016), the findings revealed that traditional in-person classes taught pre-service teachers how to 

use and incorporate technology within their classroom, which encouraged better attitudes toward 

using technology and greater motivation toward navigating the hardships that they faced when 

integrating technology (Konca et al., 2016). Incorporating technological instructional strategies 

within online teacher preparation instruction is needed to help promote a better understanding for 

pre-service teachers to integrate technology most effectively (Mohebi & Meda, 2021).  

The experiences of pre-service teachers during their online program may indicate the 

effectiveness with which they can integrate technology into their future classes (Baydas & 

Yilmaz, 2018; Mohebi & Meda, 2021). A study conducted by Baydas and Yilmaz (2018) 

examined the motivational factors regarding practical affective, cognitive, and social needs 

influencing pre-service teachers' attitudes toward mobile learning. They discovered that pre-

service teachers' cognitive and affective needs positively affect their attitudes toward mobile 

learning. They also found that pre-service teachers' attitudes toward technology usage 

significantly shaped their intentions to adopt mobile learning, indicating that a positive attitude 

toward technology resulted in a positive attitude toward mobile device usage implementation in 

the classroom (Baydas & Yilmaz, 2018). Baydas and Yilmaz found that pre-service teachers 

must fulfill their cognitive, social, and affective needs and be knowledgeable about effective and 

efficient strategies for implementing mobile learning (Baydas & Yilmaz, 2018). 

Motivation 
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Motivation can affect the behaviors surrounding how pre-service teachers process the 

information that they obtain to reach a specific goal (Fırat et al., 2018). Due to the limited 

interaction of an asynchronous learning environment, asynchronous courses require greater 

autonomy to maintain motivation (Peck et al., 2018). Pre-service teachers may face challenges 

with sustaining motivation during asynchronous courses due to the high level of motivation 

required for the self-regulated learning environment followed by these courses (Tarchi et al., 

2022). Pre-service teachers are still developing their teaching skills and may therefore find it 

more challenging to self-regulate their learning effectively without regular in-person guidance 

and instructor support, which may hinder their motivation to continue with the program (Ali & 

Nath, 2023). 

Intrinsic motivation is essential in asynchronous learning environments because learners 

are primarily responsible for studying independently (Fırat et al., 2018). Intrinsic motivation 

refers to completing actions that result in internal emotions such as personal interest, enjoyment, 

or mastery over goals (Atav & Altunoğlu, 2013). Internal motivation allows pre-service teachers 

to reach their desired academic success (Atav & Altunoğlu, 2013), and it can influence how 

learners handle their programs and challenges (Stiller & Bachmaier, 2017). Clear instructions 

and feedback from instructors can help pre-service teachers maintain intrinsic motivations (Chan 

et al., 2023).  

Self-regulated Learning 

Asynchronous online learning programs require learners to acquire the skill of self-

regulated learning due to the mor Online video-based instruction has grown in popularity due to 

the flexibility and convenience of allowing asynchronous educators to utilize recorded lectures, 
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videos, and instructions to maximize learning (Martin et al., 2020). Video-based instruction 

engages learners through instructors providing auditory and visual instruction in video form 

(Yoon et al., 2021). Instructors develop their video-based instruction by uploading self-created 

videos or finding videos suited for the course (Yoon et al., 2021); once uploaded, learners 

(including pre-service teachers) can access the course materials at any time (Yoon et al., 2021). 

The use of videos can improve the course and encourage learners to think (Hervas et al., 

2020). Different types of video-based instruction can be used during asynchronous learning, 

which may include the use of conventional videos, interactive videos, and learner-made videos 

(Konuk, 2022). Conventional video use allows instructors to control instruction by selecting 

content that aligns with the course (Konuk, 2022); the videos used during this type of instruction 

are created or found by the instructor to target the development of learners' skills (Konuk, 2022). 

Interactive videos allow users to interact with the content through embedded questions and may 

overcome the disadvantage of viewer passivity in conventional video usage (Haagsman et al., 

2020; Konuk, 2022). Instructors provide pre-made interactive videos that may include exam 

questions and optimal user immersion through 360-degree videos or images (Tan et al., 2020); 

these pre-recorded videos or images allow learners to alter the view of the video or photo for a 

more rigorous exploration of the content (Caroline & Sandra, 2022). 

Some educators incorporate video-enhanced discussions or apps like Flipgrid and 

EdConnect to improve learners' communication and reflection skills (Lowenthal et al., 2020). 

Video-enhanced discussion posts allow learners to create videos to reflect on their learning and 

more effectively build self-regulation skills (Fidan & Debbağ, 2018; Lowenthal et al., 2020). 

Video apps may empower learners to respond to assignments by posting personalized videos to 
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their peers and instructors (Lowenthal et al., 2020); these videos can promote social connections 

with thoughtful responses or questions, making students feel more connected with the course and 

their peers (Lowenthal et al., 2020). Using video-enhanced discussions can offer a sense of 

synchronous learning in an asynchronous environment, thereby allowing learners to develop a 

sense of community in their learning (Lazarevic et al., 2023). 

Hogue (2022) conducted a study that showed the effectiveness of utilizing instructor-

made videos in an asynchronous environment. During the study, the researchers divided the class 

into two groups, and they were all required to create two lesson plans: one for the first four 

weeks of class and the second for the last four weeks. The first group of learners received written 

instruction with individual written feedback for both assignments; in contrast, the second group 

of learners (the controlled group) received an instructor-created video segment for both lesson 

plan assignments (Hogue, 2022). The video included instructions on the assignment and best 

practices, with an explanation of the learning outcomes, rubric, and template (Hogue, 2022). The 

study results showed that all learners improved between their first lesson plan assignment and the 

second. The study found that the video implementation benefited all learners from the second 

group, allowing weaker learners to improve their initial scores on their lesson plan assignments. 

Furthermore, some learners from the first group with perfect scores on the first assignment 

experienced a decrease in their scores on the second assignment; in contrast, strong learners from 

the control group with perfect scores on their initial lesson plan assignment maintained a perfect 

score for their second assignment (Hogue, 2022) independent environment of online programs 

compared to synchronous online learning (Kara et al., 2021; Peck et al., 2018; Willems et al., 

2021). Insufficient self-regulated learning skills among pre-service teachers can hinder their 
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success in a course, resulting in low confidence in their levels of understanding (Cho & Cho, 

2017). Learners with insufficient self-regulated learning skills may have a tendency to attribute 

their unsatisfactory performance to external factors like the instructor or poor course design (Cho 

& Cho, 2017). As pre-service teachers gain the appropriate knowledge to acquire the skills 

required as elementary teachers, they must act as self-directed learners to prioritize their 

responsibilities by monitoring their task comprehension (Beach et al., 2020). Some pre-service 

teachers may face challenges in developing autonomy and independence, which may reflect a 

low obtainment of self-regulation skills (Enochsson, 2018); however, pre-service teachers can 

improve their self-regulation skills through co-regulation (Schunk & Greene, 2017). Co-

regulation occurs through learners engaging in collaborative learning processes with their peers, 

adapting motivational and behavioral strategies, and receiving guidance and support from 

instructors and peers through shared regulation (Schunk & Greene, 2017). 

Self-regulated learning can occur in three types of interactions: between the learner and 

the content, the learner and the teacher, and the learner and other learners (Cho & Cho, 2017; 

Kara et al., 2021). Pre-service teachers must be able to self-regulate during the learner and 

content interaction by logging into their course management system at the beginning of the week 

and identifying the tasks needed to be completed throughout the course to plan (Cho & Cho, 

2017; Vanslambrouck et al., 2019). Furthermore, pre-service teachers must be active learners 

when communicating concerns or questions about assignments and discussions (Cho & Cho, 

2017). When pre-service teachers struggle with self-regulation during their interactions with the 

instructor, the instructor may have difficulty offering proper guidance that meets the learner’s 

needs, causing additional challenges for the learner to overcome (Cho & Cho, 2017).  
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Self-regulated learning allows students to become self-directed, proactive, and competent 

learners with goals aligned with the expectations and standards of a course (Bembenutty et al., 

2015). Self-regulated learning allows pre-service teachers to evaluate and monitor their progress 

toward goals with strategies (Bembenutty et al., 2015). A learner’s goal orientation can influence 

their level of self-regulated discipline and may include goals relating to mastery approach, 

performance approach, or avoidance (Willems et al., 2021). Mastery-approach goals relate to 

intrinsic motivation, while performance-approach goals relate to performance achievement 

(Willems et al., 2021). This type of goal orientation predicts learners’ motivation to achieve their 

goals and enhances their determination to successfully accomplish these aims (Willems et al., 

2021). 

Lack of Community 

Some pre-service teachers need a stronger sense of community within their asynchronous 

program (Berry, 2019). A community can be established in a traditional in-person course by 

allowing high levels of social interaction but can be limited in an online format (Shepherd & 

Bolliger, 2019; Terras et al., 2018). A community involves a group of pre-service teachers who 

share a common interest or a sense of belonging within a program of study (Berry, 2019). 

Connecting with the course community allows pre-service teachers to feel more accepted within 

the class and may provide opportunities for comfortable interaction (Berry, 2019). Many 

asynchronous learners believe that it is vital to connect with instructors to form a sense of 

community (Mays & Ross, 2022). Nonetheless, although creating connections is beneficial, 

some online learners prefer to limit their connections with others (Terras et al., 2018). Some 
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learners choose the asynchronous learning style for the solitude offered by the style, allowing 

them to disengage from other learners (Terras et al., 2018). 

According to Shepherd and Bolliger (2019), some online pre-service teachers feel that 

their institution does not promote community; many learners rarely visit their institution, if at all 

(Shepherd & Bolliger, 2019). In contrast, attending traditional in-person classes allows pre-

service teachers to feel a greater sense of community toward their program (Sriram et al., 2020). 

Terras et al. (2018) analyzed the desired connectivity among teachers enrolled in an 

asynchronous graduate special education program. The study revealed that teachers experienced 

high connectivity with their advisors, varied connectivity with their instructors, and low levels 

with their peers (Terras et al., 2018). Learners who experienced a delay in their feedback toward 

grading and unanswered questions became frustrated and felt disconnected from their instructor 

(Terras et al., 2018). Furthermore, the researchers found a positive correlation between 

connective experiences with students and instructors, resulting in a greater connection with the 

academic program and institution attended (Terras et al., 2018). The findings revealed that these 

connections improved communication response times between learners with their advisors and 

instructors (Terras et al., 2018). 

Peer and Instructor Communication 

Pre-service teachers need high-quality feedback from their instructor to increase subject 

knowledge and gain the ability to apply the received knowledge (Wang & Wang, 2020). 

Communication is vital in the social interaction between learner-to-learner and learner-to-teacher 

for effective feedback (Fang et al., 2021). Asynchronous environments can present challenges 

regarding the instructor feedback received by pre-service teachers (Wang & Wang, 2020). 
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During an asynchronous learning environment, some pre-service teachers experience delayed 

feedback from their instructor, causing a disconnect toward the course community and feelings 

of isolation from their peers and instructor (Terras et al., 2018). Delayed feedback or 

communication gaps may occur between the instructor and learner, causing feedback challenges 

for the learners (Wang & Wang, 2020). Various commitments or schedules implemented to 

accommodate the flexible schedule offered by the asynchronous educator certification programs 

can also cause communication gaps (Wang & Wang, 2020). In a study by Terras et al. (2018), 

some learners described their frustration regarding little interaction from the professor resulting 

in limited feedback. 

Quality communication is essential to ensure learners feel connected within the 

community of the course (Terras et al., 2018). Quality communication can occur through 

reciprocal emails, in which instructors initiate communications with check-in messages and 

timely responses (Terras et al., 2018). Although communication within an asynchronous class is 

the instructor's responsibility, learners must be accountable for connecting with faculty by 

reaching out when they feel disconnected (Terras et al., 2018). Furthermore, learners should 

actively engage in discussion posts to help promote a higher social presence within the course 

(Enochsson, 2018). 

Poor communication may disconnect pre-service teachers from their relationships with 

their peers or instructor (Tareen & Haand, 2020). Pre-service teachers might receive less 

effective peer feedback in an online setting than in a traditional in-person course (Oh et al., 

2018), and the feedback gained may lack meaningful responses (Oh et al., 2018). As pre-service 

teachers interact with discussion posts, only some responses contain active engagement with 
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higher thinking skills, resulting in meaningless collaborative discourse (Oh et al., 2018). A 

disconnect between fellow learners may occur due to the course format when offered limited 

opportunities for interaction (Terras et al., 2018). Nevertheless, some learners may prefer limited 

connectivity with their peers (Terras et al., 2018); one participant from the study noted that they 

had enrolled in a fully online program expecting little interaction with others to allow complete 

dedication to their learning without the distraction of others (Terras et al., 2018). Some pre-

service teachers felt that they gained greater value from the learner-to-instructor interaction than 

from peer-to-peer interaction, since peers sometimes provided misleading answers to questions, 

requiring the instructor to intervene and correct the issue (Vásquez-Colina et al., 2017). 

Teaching Online and In-Person  

Many pre-service and novice teachers need help with adequately motivating and 

engaging their future students (Valtonen et al., 2020). Classroom teachers must maintain learner 

engagement in brick-and-mortar and online settings (Jin, 2023). Although some teachers attend 

asynchronous educator certification programs to gain the appropriate training to enter the 

classroom, not all asynchronous programs prepare teachers to teach online (Ogodo et al., 2021; 

Pulham & Graham, 2018; Rice & Deschaine, 2020). Some pre-service teachers teacher 

preparation programs need their programs to provide K-12 online learning training to adequately 

prepare them to successfully teach online and hone the skills needed for successful online 

teaching, such as maintaining learner engagement (Farmer & West, 2019). Rapanta et al. (2020) 

conducted a study interviewing four online teaching and learning experts to explore the need for 

quality online pedagogical practice within educator certification programs. They found that 

teaching online differs from teaching in person, requiring instructors to find or produce good 
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quality material and develop strategies for encouraging student autonomy (Rapanta et al., 2020). 

Online educator certification programs must prepare pre-service teachers with the necessary 

skills to effectively employ flexible online and in-person pedagogy and successfully navigate 

through various learning environments (Hills & Peacock, 2022). 

Pre-service teachers must master the content to confidently teach the required subjects 

and gain pedagogical content knowledge toward all required curricula (Batmang et al., 2021; 

Bjerke & Solomon, 2020; Hourigan & Leavy, 2017). Teachers need to be thoroughly 

knowledgeable in their field to pass on the knowledge to their pupils (Wang & Sneed, 2019; 

Zygouris-Coe, 2019). Nonetheless, Hourigan and Leavy (2017) state that increasing academic 

content does not improve teaching subjects; instead, they contend that prioritizing strategies that 

promote modeling and engagement to encourage new teaching and learning approaches will 

improve teaching subjects. Hourigan and Leavy (2017) found that instructors implementing the 

curriculum with quality pedagogical strategies can positively impact higher levels of teacher self-

efficacy.  

Gaining Classroom Management Skills 

Classroom management is a set of skills or strategies that educators use to teach a whole-

class or small-group setting through effective instruction while maintaining productive and social 

behavior (Stevenson et al., 2020). Classroom management can be incredibly challenging to in-

service and pre-service teachers, requiring them to stimulate and sustain learner engagement 

while limiting disruptive behavior in a safe learning environment (Stevenson et al., 2020). In 

order to successfully implement their teaching, pre-service and novice teachers must be prepared 

for classroom management, communication, and differentiation of lessons while targeting 
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various teaching modalities (Liu, 2020). Some teachers note that poor classroom management 

practices can be associated with unpreparedness during their teacher program due to not gaining 

the appropriate skills associated with classroom management (Valtonen et al., 2020). 

Ghateolbahr and Samimi (2021) conducted a study analyzing classroom management 

strategies by novices and experienced teachers in an online setting. The researchers note that 

when there is difficulty managing a class online, teachers need training on developing the best 

strategies for online classroom management (Ghateolbahr & Samimi, 2021). Some of the 

challenges noted by the researchers were time management, lack of interaction, and 

inappropriate usage of classroom materials (Ghateolbahr & Samimi, 2021). The study indicated 

that learners desired additional online classroom management courses that teach techniques and 

strategies to help improve classroom management practices, thus targeting novice teachers' 

challenges in an online class to ensure that they are prepared to teach online (Ghateolbahr & 

Samimi, 2021).  

The lack of ability to manage problematic classroom behaviors can harm student learning 

and increase stress for the teacher (Flower et al., 2017). Lack of classroom management 

experience can lower pre-service teachers' self-efficacy and affect their preparation during their 

first year of teaching (A. L. Brown et al., 2019). Pre-service teachers often need experience in 

school classrooms to gain practice in classroom behavior management skills (Larson et al., 

2020). Online pre-service educator certification programs must therefore offer more 

opportunities to develop vital classroom management skills (Larson et al., 2020). 
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Summary 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. The 

central problem addressed by this study is the assistance required by pre-service teachers from 

their asynchronous educator certification program (Korucu-Kış, 2021; Mehrabi et al., 2022). The 

perspectives of K-12 novice teachers regarding their K-12 educator certification program address 

a variety of challenges within their program. John Keller's (2008) theory of motivation helps 

connect the different motivation levels from the ARCS model with novice teachers' motivation 

challenges during their asynchronous educator certification program.  

The different delivery methods among online educator certification preparation programs 

include asynchronous, synchronous, and a blended method called bichronous or online 

collaborative learning (Martin et al., 2020). Various elements within asynchronous teaching offer 

benefits and challenges to pre-service teachers attending the program (Jin, 2023). Online pre-

service teachers face challenges utilizing the technology needed to complete an asynchronous 

educator certification program, causing additional stress and possible motivational problems 

toward continuing with the program (Badilla Quintana et al., 2017; Handal et al., 2019). Other 

challenges faced by online pre-service teachers include maintaining motivation and sustaining 

self-regulated learning (Gómez-Galán et al., 2020). Online pre-service teachers may possibly 

experience poor connections with their peers, faculty, and the program, hindering them from 

forming positive feelings toward the community within a course (Shepherd & Bolliger, 2019). 

The challenges associated with an asynchronous educator certification program can affect the 

amount of effort that learners put into their involvement, which can determine a pre-service 
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teacher’s success in completing their program (Gómez-Galán et al., 2020). Additional research 

regarding teacher perceptions of their online teacher programs is needed to address the 

motivational factors required to overcome the challenges of online educator certification. 
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CHAPTER THREE: METHODS 

Overview 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. This 

chapter presents the rationale for this phenomenology design and explains the study’s setting and 

teacher participant recruitment process; it outlines the social constructivist framework and 

discusses my philosophical assumptions as well as explaining the procedure for recruiting 

potential participants and collecting data. This chapter also describes the data collection process, 

which entailed semi-structured interviews, a focus group, and letter writing as document 

analysis. In addition, it addresses how I collected permissions, discusses how I analyzed the data, 

and elaborates upon the trustworthiness of this study. 

Research Design 

The study used a qualitative phenomenology design that followed a hermeneutic 

approach. A qualitative design allows the researcher to develop a complex picture of the issue 

and become the human instrument for collecting data (Creswell & Poth, 2018); this design 

allows the researcher to focus on understanding the perspectives offered by the participants. Data 

collection methods can include interviews, notes, diaries, observations, etc. (Nassaji, 2020). A 

qualitative study was appropriate for exploring the challenges of asynchronous educator 

certification programs because it enabled me to understand teachers' perceptions of the 

challenges associated with attending such a program. Utilizing a qualitative design allowed me to 

gain a detailed understanding of teachers’ motivations when completing their program by 

speaking directly with graduates of asynchronous educator certification programs (Creswell & 
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Poth, 2018); the graduates of these programs thus had the opportunity to expound upon their 

experiences of the teacher program by utilizing the qualitative design (Creswell & Poth, 2018). 

This research followed a phenomenological design to allow the participants to share their 

experiences when attending an asynchronous educator certification program. A 

phenomenological design allows the researcher to explore the lived experience of individuals 

(van Manen, 1990); the researcher focuses on the phenomenon's value, gaining further 

understanding within the study (van Manen, 1990). Using this phenomenological design allowed 

me to understand the lived experiences of asynchronous graduate teachers and rationally 

interpret the meaning behind the challenges mentioned by the study participants (van Manen, 

1990). For this study, I used three forms of data collection from participants: interviews, a focus 

group, and a written letter.  

The research followed a hermeneutic approach, which allowed me as the researcher to 

justify and integrate my views of an asynchronous educator certification program with the 

challenges associated with other individuals' perceptions of a similar lived experience (van 

Manen, 1990). By using a hermeneutic approach, I interpreted the experiences described by the 

teachers who participated in this study. As the asynchronous educator certification program 

graduates expressed their perceptions of the lived experience of their program, the truth about 

their hardships and challenges emerged; I then co-constructed the meanings with my perceptions 

of asynchronous educator certification programs (Huttunen & Kakkori, 2020).  

Research Questions 

Central Research Question 
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What were the lived experiences of current residential teachers during their asynchronous 

educator certification programs? 

Sub-Question One 

What were the challenges current residential teachers face during their asynchronous 

educator certification programs? 

Sub-Question Two 

 What motivating factors did graduates of asynchronous educator certification programs 

identify during their program? 

Setting and Participants 

This section outlines the study's setting and describes the potential participants. I 

conducted the study at a school district located in the Midwest. The participants included 

teachers who had completed their Missouri educator certification through a higher education 

asynchronous learning program.  

Setting 

I conducted the study at a school district identified by the pseudonym L. Brown School 

District in the Midwest. The ethnic population of the towns that encompass the L. Brown School 

District comprises 61%, European American, 17% African, 7% American, 11% Hispanic, and 

5% other, with 26% of the children under 18 falling below the poverty line (Census et al.). The 

district has approximately 6,000 students and 396 certified teachers (nces.ed.gov). Of the 396 

certified teachers, 39% are elementary teachers. The urban school district comprises two pre-

schools, five elementary schools, one middle school, one junior high school, and one high 

school. The school district extends into two cities and was associated with a military base.  
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Participants  

Participants included L. Brown School District teachers who have completed their 

Missouri educator certification through a higher education asynchronous learning program and 

hold a bachelor’s degree. All potential participants must have taught in a traditional brick-and-

mortar school for at least two years. Potential participants must have held a valid Missouri 

teaching certification license in either early childhood, elementary, secondary, or special 

education and could not be in the course of the certification program process. I recruited 10 

potential participants for my study.  

Researcher’s Positionality 

I was a human instrument to gather information during this phenomenological study. I 

have worked in education for over 15 years in various programs to gain certifications. I hold a 

technology integration specialist position that allows me to observe many other K-12 teachers in 

their classrooms, ranging from experienced to novice teachers. I have noticed that many teachers 

face various challenges during their lived experiences of their asynchronous educator 

certification program. Having my own lived experiences through an asynchronous program, I 

was interested in further investigating the issue of the challenges of these programs. Through an 

asynchronous educator certification program, I have experienced various challenges associated 

with online teaching programs. I have interpreted a different paradigm or worldview from the 

experience that I gained through my asynchronous educator certification program, which slightly 

differs from the asynchronous educator certification program completed by the participants.  

Interpretive Framework 

I used a social constructivist view to interpret this study. Social constructivism explains 
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how people acquire knowledge through social interactions (Creswell & Poth, 2018). To achieve 

social constructivism, individuals construct knowledge by observing the collaboration of ideas 

among individuals, drawing upon the experiences and prior knowledge of others, and actively 

involving themselves in conversations to understand different perspectives and experiences 

(Creswell & Poth, 218; Noguera et al., 2022). A social constructivist view allowed me to gain 

information by seeking an understanding of the experiences of pre-service teachers during their 

asynchronous educator certification program through the interactions and collaboration of the 

participants as I collected data through the semi-structured interviews and a focus group 

(Creswell & Poth, 2018). As participants shared their experiences through group interviews, I 

gained the opportunity to interpret the views of others regarding the challenges of the lived 

experiences associated with asynchronous educator certification programs. Open-ended 

questions during the group interview allowed the participants to expand upon their experiences, 

which triggered others to elaborate upon their experiences regardless of whether the experience 

was similar or different. 

Philosophical Assumptions 

This section presents my ontological, epistemological, and axiological assumptions. My 

ontological assumption allowed me to view the different perceptions gained by teachers 

throughout their asynchronous educator certification program, offering various paradigms to 

explore. My epistemological assumption allowed me to learn from the participants' feedback 

about the challenges associated with their lived experiences and how they overcame these 

obstacles to complete the program and enter the classroom. The axiological assumption allowed 

me to incorporate my paradigm of challenges associated with the lived experience through my 
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asynchronous educator certification program to bracket my views from the perceptions offered 

by the participants. 

Ontological Assumption 

Ontology is the study of reality (Creswell & Poth, 2018). My ontological assumption was 

that every person holds their own perception of reality; the participants of this study offered 

multiple perceptions of realities (Creswell & Poth, 2018). As I conducted my research and 

analyzed the data, I examined the various views of reality offered by the participants, which 

revealed teachers' challenges during their asynchronous educator certification program. 

Epistemological Assumption 

Epistemology is the study of knowledge and how knowledge is obtained (Creswell & 

Poth, 2018). My epistemological assumption was that effective communication between 

individuals creates knowledge (Creswell & Poth, 2018); therefore, during the data collection 

process, I asked participants questions about their communication with the instructor and peers. 

 Axiological Assumption 

 Axiology is the study of values (Creswell & Poth, 2018). My axiological assumption was 

that I value the motivation attributed by learners for them completing an asynchronous program. 

The motivation behind a person’s will to complete a project can affect how well they will 

accomplish the related tasks; motivation can allow learners to surpass their goals, whereas a lack 

of motivation may hinder a person from completing the tasks needed to reach these goals. 

Consequently, I used the theory of motivation as this study’s framework to determine how 

learners completed an asynchronous program (Keller, 2008). 
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Researcher’s Role 

During this study, I was the human instrument for gathering data as I interviewed the 

participants both individually and as a focus group. To ensure that I did not influence the 

opinions or perceptions of participants’ experiences, I had no authority over them; all questions 

were asked during the interviews and focus group while inquiring about additional details for 

clarification. As I analyzed the documents and interview feedback, I incorporated my own 

opinion regarding the challenges that I faced during my experience with an asynchronous 

program (Creswell & Poth, 2018). 

Procedures 

First, I acquired approval from the L. Brown School District (Appendix B). After I 

successfully defended my proposal, I completed and submitted the IRB application. After I 

received IRB approval (Appendix A), I began my study. I used a gatekeeper to gain a list of 

potential candidates who have completed their educator certification through an asynchronous 

program. I emailed each potential participant (Appendix E) from the list that I received from the 

gatekeeper to request participation in my study. If potential participants agreed to participate in 

the study, I emailed them the information sheet (Appendix C) to offer additional details for my 

study. Once I gained the agreement of each potential participant, I arranged an individual 

interview, either in person or virtually, and asked each participant to write a letter explaining the 

components that they liked and disliked about their asynchronous program. I requested that 

participants return the letter within four weeks of being interviewed. I interviewed each potential 

candidate and asked questions during the interviews while I recorded the sessions on my device. 
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After interviewing 10 participants, I invited five participants to participate in a virtual focus 

group. Once the data was collected, I began the data analysis process. 

Permissions 

I contacted the school district with an email outlining my study and obtained permission 

to use various teachers from the district (Appendix B). I applied to Liberty's Institutional Review 

Board committee and gained approval to conduct my research (Appendix A). Once I gained 

approval from Liberty's IRB, I used the gatekeeper to lead me to other teachers who have 

completed an asynchronous educator certification teacher program. With that information, I 

requested the participants' participation in my study and provided them with the information 

sheet (Appendix C). 

Recruitment Plan 

The sample pool for this study included K-12 teachers from the L. Brown School District 

who have graduated from an asynchronous educator certification program. I used the gatekeeper 

to email me information on potential participants from the school district, which comprises five 

elementary schools, a middle school, and a high school. A gatekeeper is an individual who is 

used to recruit participants for a study (Aaltonen & Kivijärvi, 2018); the gatekeeper for this study 

is an individual who I already knew and works as the media specialist at the middle school 

within the district. The gatekeeper completed an asynchronous educator certification program 

and knew of others that have completed such a program. I emailed the gatekeeper a letter 

(Appendix D) with instructions for a list of potential participants.  

With the gatekeeper's information on the initial potential participants, I emailed the 

potential participants (Appendix E) to state the purpose of my study and request their 
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participation. In the email, I requested potential participants who agreed to participate in the 

study to email me a response of whether they attended scheduled virtual live meetings with their 

instructors and peers during their educator certification program. I used a combination of 

convenience sampling and snowball sampling as methods to collect potential participants from 

established participants when inviting them to join the study. Initially, I used convenience 

sampling to collect potential participants from the surrounding district due to the convenience of 

using people from the local school district (Kempf-Leonard, 2005). I used snowball sampling to 

request additional potential participants from the potential participants who I emailed. Utilizing 

snowball sampling allowed me to solicit potential participants one at a time, gaining the 

expertise of the previous participant surrounding whom to solicit next. Regardless of their 

willingness to participate in the study, I requested contact information from any potential 

participants; if I did not receive any additional potential participants, I contacted the gatekeeper 

again to obtain more names. I continued to ask for references from other potential participants 

until I recruited 10 participants. 

Once I identified the potential participants who completed an asynchronous educator 

certification program, I emailed them the IRB-approved information sheet (Appendix C). The 

information stated that participation was voluntary and that potential participants may drop out at 

any time. The IRB-approved information sheet informed potential participants that I would 

remove all identification to allow future research to use the information gained from this study.  

Once I obtained agreements from 10 potential participants who qualified for my study, I 

assigned a pseudonym to each participant to ensure that their identity remained confidential. I 

emailed each participant to arrange the individual interview, allowing them to choose the 
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interview setting. Participants were either interviewed virtually or in person for their individual 

interviews. I informed the participants that the focus group interview would be conducted 

virtually and would occur when I had conducted all individual interviews. I asked each 

participant at the end of their individual interview if they would participate in a focus group 

interview. I emailed the focus group interview procedure (Appendix H) and informed the 

participants at least two weeks in advance of the time and date of the focus group interview. 

After five participants agreed to participate in the focus group, I continued to invite additional 

participants; this approach allowed me to promptly replace one of the original participants who 

could not attend the session. 

Data Collection Plan 

Using multiple data collection techniques can help strengthen qualitative research by 

triangulating various sources (Creswell & Poth, 2018). For this study, I collected data in three 

forms. The first form of data was in-person, semi-structured interviews with each individual 

participant. The second form of data collection was a focus group of at least five teachers who 

held an educator certification from an asynchronous program. The third form of data collection 

was a letter directed to the certification organization written by the participants, which explained 

the valuable aspects of the asynchronous teacher program and the aspects that needed to be 

improved. Once I gained the participant's consent form, I gave them the letter prompt to allow 

participants multiple weeks to complete the letter. 

Individual Interviews Data Collection Approach 

The first type of data collection included individual semi-structured interviews with the 

participants. Participants decided whether they would like the interview to be held in person or 
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virtually, and each interview took approximately 45 minutes to conduct. The semi-structured 

interviews allowed me to collect structured information and information regarding participants’ 

feelings, beliefs, or attitudes (Creswell & Poth, 2018). An interview gathers qualitative research 

information through dialogues between the researcher and potential participants (Moustakas, 

1990). Before conducting the interview, I created a protocol with Microsoft Office Word for 

memoing during each interview (Appendix G; Creswell & Poth, 2018). Through the process of 

memoing, I took notes about my thoughts during the interview and jotted down themes or 

concepts that I noticed (Creswell & Poth, 2018). I set up a recording device with my laptop 

disconnected from a network. I used the individual interview questions (Appendix F) as a guide 

for the interview, allowing time for participants to discuss the responses while I took notes. I 

started an audio recording with my laptop at the beginning of the individual interviews and 

began by describing the study to the participant. I related to the participants to develop rapport 

with them by stating that I graduated from an asynchronous program; however, I did not 

expound upon my experiences (Creswell & Poth, 2018). Similarly, I did not state my views on 

the challenges of asynchronous educator certification programs to avoid influencing the 

participants’ opinions. I maintained a participant position during the individual interviews while 

taking brief notes, which allowed the interview to be semi-structured; I also asked follow-up 

questions to the participants' responses (Creswell & Poth, 2018). I used the recording and 

transcription to add details to the notes taken during the interview. 

Individual Interview Questions 

1. Tell me why you decided to become a teacher. CRQ 
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2. Why did you choose an online program over a traditional residency program to obtain 

your certification? CRQ 

3. Please explain challenges toward gaining and sustaining your attention throughout your 

program. SQ2 

4. What helped you maintain your motivation throughout the asynchronous courses of your 

program? SQ3 

5. What challenges did you face regarding peer interaction during your asynchronous 

program? CRQ 

6. How did you overcome these challenges regarding peer interaction? SQ1 

7. Elaborate on your sense of connectivity toward the community of your asynchronous 

educator certification program. SQ1 

8. What challenges did you face while mastering various content through your program? 

9. How did you overcome these challenges regarding mastering content? SQ1 

10. What challenges did you face in your certification program classes regarding time 

management? SQ1 

11. How did you overcome these challenges regarding time management? SQ1 

12. What other challenges did you face that you felt were difficult to overcome? CRQ 

13. How did you overcome these other challenges? SQ1  

I designed the first two questions to build rapport with the participants and encourage 

them to discuss their lived experiences (Creswell & Poth, 2018). I designed questions three and 

four to address external motivational issues, since a study by Peck et al. (2018) found a 

statistically significant correlation between motivation and self-efficacy, which affected student 
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retention. I designed questions five and six to evaluate challenges associated with peer 

interaction; a study by Kohnke et al. (2021) evaluated pre-service teachers' perceptions during 

their asynchronous program, with results demonstrating an uneasiness toward collaboration due 

to the lack of interaction with peers in the course. Question seven allowed the participants to 

expand their sense of connectivity within their program, based on Terras et al.’s (2018) findings 

that pre-service teachers enrolled in an asynchronous educator certification program need higher 

levels of connectivity with their peers. Questions eight and nine evaluated the challenges 

associated with mastering content online; Bjerke and Solomon (2020) conducted a study 

evaluating the perceptions of subject knowledge among pre-service teachers enrolled in a 

educator certification program, finding a need for more adequate knowledge and skills for online 

pre-service teachers. Questions 10 and 11 related to the challenges associated with time 

management within an asynchronous educator certification program, since Fuchs et al. (2022) 

found that many pre-service teachers enrolled in a German university showed weak engagement 

toward time management during their asynchronous teacher program. The remaining questions 

allowed participants to address any additional challenges that may have hindered their progress 

(Paul & Jefferson, 2019). The individual interviews thus allowed participants to openly discuss 

their perspectives regarding the asynchronous educator certification program (Creswell & 

Creswell, 2009). 

Individual Interview Data Analysis Plan 

After each interview, I uploaded and transcribed the recorded session using a qualitative 

analysis software called NVivo. Once the sessions were transcribed, I compared the recording 

and the transcription to validate the latter’s accuracy (Creswell & Poth, 2018), and I then had the 
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participants read the completed transcription to check for accuracy. Once the participants had 

read the transcription of their interview, I added my notes to the transcripts in NVivo. I 

completed this process for all the interviews until all recordings had been transcribed and 

checked for accuracy by their respective participants. I used the interview transcription and 

memos that I created to develop coded data and organize the information using NVivo (Saldana, 

2021). To code the data, I manually created codes based on the needs of the interview 

transcriptions and memos. I began creating codes by starting with the initial interview and 

classifying the answers to the interview questions and annotations to different codes. This 

process allowed me to code the information from the rest of the interview questions and memos 

using the established codes (Saldana, 2021). 

I analyzed the different codes for similar descriptions and group patterns (Saldana, 2021). 

After grouping patterns, I began a second cycle of the coding process and synthesized the code 

descriptions into categories and subcategories (Saldana, 2021). I later triangulated the categories 

with the other categories coded from all data obtained through this study (Creswell & Poth, 

2018). I thoroughly analyzed and synthesized all data into categories and subcategories, which 

helped me establish themes. 

Focus Groups Data Collection Approach 

In addition to analyzing the individual interviews and letters to collect data, I conducted a 

focus group with at least five participants from the previous individual interviews. A focus group 

allowed for additional validation and refinement of the data (Creswell & Poth, 2018). I kept the 

remaining individuals who accepted the invitation as alternative participants in case I needed 

additional participants to join the group.  
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I conducted the focus group interview via Zoom as the virtual platform. Before I began 

the group interview, I emailed the focus group procedure information sheet (Appendix H) to all 

participants to ensure that they understood the interview process. I removed any identifiable 

information in any shared personal information and arranged the interview by emailing 

participants about their availability to meet virtually. Using the available times given by the 

participants, I arranged the focus group interview at a time that suited everyone. I recorded the 

focus group interview on my laptop for later transcription and analysis. As the group interview 

began, I introduced myself and reviewed the study and focus group purpose to ensure that all 

participants understood the intention of the interview and the study. I instructed all participants 

to keep their cameras off and reviewed the virtual meeting etiquette, which involved muting mics 

unless speaking. Once I had introduced the study, I began asking questions and taking notes 

using a protocol with Microsoft Word. I asked follow-up questions when clarification was 

needed. 

The setting followed a semi-structured interview approach, which allowed me to ask 

additional questions (Appendix I) and allowed participants to engage with each other (Creswell 

& Poth, 2018). Like the interview plan, a protocol was created before the focus group interviews 

to create a document for notetaking during the focus group. Once the interview was over, I 

listened to the recording to expound upon the notes. The following questions were a guideline; 

however, they were adjusted based on the analysis of the individual interviews. 

Focus Group Questions 

1. What challenges did you face regarding communicating with the instructor and your 

peers? CRQ 
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2. What was the most effective feedback you received and why? SQ1 

3. What could be done differently with an asynchronous course to increase your motivation? 

SQ2 

4. What challenges did you face toward self-regulated learning throughout your program? 

SQ1 

5. Describe your competency toward classroom management coming into the classroom 

after completing your asynchronous program. SQ2 

6. Describe your competency with content knowledge into the classroom after completing 

your asynchronous program. SQ2 

7. What type of relevant lessons were used throughout your program of study? CRQ 

I designed the questions to explore participants’ perceptions of the challenges faced 

during their asynchronous educator certification program and trigger different views from other 

participants about their program (Paul & Jefferson, 2019). I designed question two to engage the 

focus group in discussions regarding the challenges associated with feedback from their peers 

and instructors; a study by Vásquez-Colina et al. (2017) compared feedback within a traditional 

in-person and an online course, finding more feedback responses offered with the traditional 

course. Question three questioned participants' motivation, which allowed them to expound upon 

the motivation needed to complete their asynchronous teacher program (Gómez-Galán et al., 

2020). Question four allowed participants to discuss the self-regulated learning skills obtained 

during their program, since a study by Willems et al. (2021) found that students established 

higher levels of self-regulated learning when they felt more motivated. The last question allowed 

participants to outline their competency as classroom teachers after completing their 
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asynchronous educator certification program (Liu, 2020). A study compared teachers' 

perspectives in a course associated with their elementary teacher education program; the 

researchers split the class into two sections and taught with two different delivery methods: 

entirely online and traditional in-person formats. The researchers found no significant difference 

between the delivery methods, stating the need for further exploration of the impact of the 

asynchronous educator certification program on teachers’ competency in the classroom (Hurlbut, 

2018). 

Focus Group Data Analysis Plan 

After I conducted the focus group, I transcribed, member checked, and analyzed the data 

in the same manner as the data collection conducted for the individual interview process. 

Document Analysis Data Collection Approach 

In addition to participants elaborating on their experience of their asynchronous educator 

certification program, participants developed a letter in which they explained the valuable 

aspects of their asynchronous program and improvements that could be made to the program to 

help alleviate its challenges. Although the phenomenological study focused on in-depth 

interviews that described the phenomenon’s meaning (Creswell & Poth, 2018), this additional 

analysis helped the study. The program description letter (Appendix J) explained the aspects of 

the program, which offered details supporting whether the program sufficiently prepared the 

teachers for entering the classroom. The letter also addressed any improvements that the program 

could make to allow higher levels of success when entering the classroom. Having participants 

write letters allowed them to add information that they may have missed during the interview. 

Participants wrote a letter of no more than two pages addressing the following prompt: 
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Write a letter addressing program directors to discuss aspects of your program that were 

useful or needed additional improvements. Please discuss the following points in relation 

to your asynchronous program: communication between instructors and peers, 

technology requirements and challenges, relevance of assignments, motivational factors, 

and confidence toward entering the classroom. 

This letter addressed the central research question by allowing participants to elaborate 

upon the various aspects of their asynchronous educator certification program. The letter also 

aligned with the ARCS model by offering insight into the type of motivational factors necessary 

for the participants to complete their program (Keller, 2010). I asked participants to return the 

letter to me within four weeks of their interview using the school’s interschool mailing system. 

Giving participants time to write a letter allowed them to reflect and elaborate on their program 

without feeling rushed to answer immediately within an interview. 

Document Analysis Data Analysis Plan 

 The letters were mailed to me and uploaded to NVivo to analyze and code the letters. As 

I analyzed the first letter, I sorted information into existing codes or created new codes for new 

information. I added memos to the document to help clarify aspects of the letter. I followed this 

process for all letters and ensured that I had received letters from every participant. 

Data Synthesis 

 To synthesize the data, I completed open coding of all data through individual interviews, 

focus group interviews, and documents from participants by categorizing various parts of the 

data into the appropriate code. Once I categorized all the data into established codes, I used axial 

coding to identify the relationships within all categories or codes. I used axial coding to break 



80 

 

 

down developing patterns into one category and subcategories (Creswell & Poth, 2018). Once I 

coded all data using axial coding through a second-cycle coding, I used selective coding to 

finalize themes that absorbed the categories and subcategories (Saldana, 2021). After thoroughly 

analyzing the data from all three methods through multiple rounds of coding to classify all data 

into subcategories, I began the second cycle of coding to assemble themes from the 

subcategories created (Saldana, 2021). I triangulated all data to compare credibility among the 

three data collections; once I established credibility, I combined the data to create separate 

themes using NVivo. I used NVivo to identify possible patterns that I did not detect through the 

initial rounds of coding (Saldana, 2021). Once I identified all possible patterns, I developed the 

study's themes, subthemes, and outliers. 

Trustworthiness 

The trustworthiness of qualitative research is needed to ensure that a study holds truth 

(Lincoln & Guba, 1985). Elaborating upon this study's credibility, transferability, dependability, 

and confirmability promotes trustworthiness; therefore, this section thoroughly explained all 

ethical considerations to ensure that I conducted the research as ethically as possible. 

Credibility 

Through various validation strategies, the study’s credibility allowed the findings to 

accurately describe the truth behind the experiences associated with asynchronous educator 

certification programs (Lincoln & Guba, 1985). I used triangulation to compare all data 

collection forms (Merriam & Grenier, 2019), allowing the findings from the semi-structured 

interviews to be compared with the documents and focus group findings; triangulation is a 

helpful tool as not all participants attended the same university and thus offer unique 
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experiences. Another strategy that I used to establish credibility and validity through this 

research was peer debriefing, which was achieved. I used peer debriefing by allowing another 

colleague to review the collected data and compare it with the findings. Peer debriefing allowed 

me to state whether the findings were plausible (Merriam & Grenier, 2019). In addition to a 

colleague scanning the results, committee members completed the peer review process as they 

thoroughly reviewed the study (Merriam & Grenier, 2019). Finding credibility in the data and the 

findings allowed the study to gain partial trustworthiness. 

Transferability  

Depending on the reader's perception, they can infer the conditions offered through this 

study to connect with various studies. Transferability occurs by thoroughly explaining the study 

and elaborating on its purpose, procedure, data, and findings. By allowing the participants of this 

study to offer their perceptions of the challenges associated with their asynchronous teacher 

programs, I used the comparisons and contrasts to identify the study’s findings (Holley & Harris, 

2019). The findings can allow other researchers to gain insight into the perceptions of 

asynchronous teacher preparation program graduates, which may help future studies expound on 

navigating the challenges associated with asynchronous educator certification. The findings can 

also guide future research associated with asynchronous programs of other disciplines.  

Dependability  

Dependability makes the findings reliable in qualitative research (Lincoln & Guba, 

1985). All findings of this study have the potential to be repeated in various settings while 

following the same procedure with a similar population. The results of this study are made 

dependable by adding sufficient detail about the research methods (Lohmann et al., 2019). The 
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inquiry audit from the dissertation committee and the qualitative research director offers further 

awareness toward promoting greater care with the material recorded, offering additional 

trustworthiness (Stahl & King, 2020). 

Confirmability  

I used the audit research process to establish confirmability (Creswell & Poth, 2018). In 

addition to a research process audit, participants' views expressed triangulation throughout the 

various forms of data collection. Allowing the participants' views to shape the research promoted 

confirmability that my views did not influence the study. Utilizing reflexivity allowed me to 

reflect critically as a human instrument (Merriam & Grenier, 2019), bracketing my views toward 

the study.  

Ethical Considerations 

 Ethical considerations are vital throughout the research process (Creswell & Poth, 2018). 

Using thorough explanations in understandable terms allowed participants to freely choose 

whether to participate and understand that they could withdraw from the study at any time. All 

identifiable names were coded and assigned pseudonyms to protect the confidentiality of all 

participants (Creswell & Poth, 2018). All electronic data (such as interview and focus group 

recordings and transcriptions) and electronic documents provided by the potential participants 

are stored on external devices with password protection to access electronic files in a locked 

area; this data will be stored for up to three years, after which it will be destroyed. All risks and 

benefits were discussed multiple times with the potential participants to ensure that they fully 

understood the risks and benefits of the study. All participants were similarly encouraged to 

express their views freely. 
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Summary 

Chapter 3 has outlined the methods for this phenomenological study exploring the 

challenges faced by novice teachers during their online educator certification program. The 

research was conducted in Southwest Missouri, allowing participants to offer their views on their 

lived experiences during their asynchronous educator certification program. Participants included 

teachers who have taught in the classroom between one and five years and have graduated from 

an asynchronous teacher accreditation program. I was the human instrument, collecting the data 

through individual interviews, a focus group, and document analysis using letters from the 

participants. I followed a social constructivist view as I interpreted the framework of this study. I 

used convenience and snowball sampling to obtain participants for this study. 

. 
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CHAPTER FOUR: FINDINGS 

Overview 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. The 

study’s theoretical framework was John Keller’s (1983) theory of motivation. In this chapter, the 

participants’ lived experiences while completing their asynchronous educator certification 

program will be presented; the chapter includes descriptions of the participants’ experiences 

during their program, themes from the data, and responses to the research question.  

Participants 

A combination of convenience and snowball sampling resulted in 10 participants. 

Participants must have worked for at least three years in a K-12 public school and have 

completed an asynchronous educator program. Table 4 shows the participants’ demographic data 

breakdown by the following factors: years taught, highest degree earned, age, and grade level. To 

meet Liberty University's qualitative research requirements, I chose 10 participants for this 

study. All 10 participants were interviewed and wrote letters, while five of the 10 participants 

participated in the focus group. 

Table 4 

Teacher Participants 

Teacher 
Participant 

Years 
Taught Highest Degree Earned Age Grade 

Level 
Penelope 4 Masters 31 2nd 

Karen 3 Bachelors 32 5th 
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Sally 10 Masters 47 7th 

Sara 3 Bachelors 25 5th 

Laura 8 Bachelors 35 4th 

Wendy 11 Masters 36 3rd 

Victor 3 Masters 29 8th 

Kent 5 Masters 32 2nd 

Hannah 9 Educational Specialist 43 6th 

Sam 3 Bachelors 28 5th 

 

Penelope 

 Penelope is a 31-year-old who currently works as a second-grade teacher. She has taught 

in public schools for six years. Penelope earned a Master of Education in English as a Second 

Language. She chose an elementary education degree because she was ready to start an 

educational career as a teacher, and there was a shortage of teachers. Penelope chose an 

asynchronous program because of the convenience that the program provided for her lifestyle; 

she was still able to work and go to school. 

Karen 

 Karen is a 32-year-old who currently works as a fourth-grade teacher. She has taught in 

public schools for three years. Karen earned her Bachelor of Science in Elementary Education; 

she became a teacher to help make a difference for young people. She chose an asynchronous 

program because it allowed her to attend school and continue her work schedule.  

Sally 
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 Sally is a 47-year-old who works as a seventh-grade mathematics teacher. She has taught 

in public schools for 10 years. Sally earned her Master of Education in Curriculum and 

Instruction; she became a teacher after she began substitute teaching and fell in love with the 

educational profession, deciding that she wanted to teach in her own classroom. Sally chose an 

asynchronous program because of the program’s flexibility; she could stay home with her 

children and continue working while attending school. 

Sara 

 Sara is a 25-year-old who currently works as a fifth-grade teacher. She has taught in 

public schools for three years. Sara earned her Bachelor of Science degree in elementary 

education and is currently pursuing a Master of Education in Instruction Technology. Sara 

became a teacher because she wanted her children to be proud of her career choice. She chose an 

asynchronous program because it was cheaper than the previous residential program she had 

attended, and she also thought that it would be easier.  

Laura 

 Laura is a 35-year-old who works as a fourth-grade teacher. She has taught in public 

schools for eight years and earned a Bachelor of Science degree in elementary education. Laura 

became a teacher because she had a teacher who positively impacted her life; she similarly 

wanted to have the opportunity to positively impact students' lives. Laura chose an asynchronous 

program because she was a military wife and would not be stationed at a location long enough to 

enroll in a residential program. She liked to have flexibility in her school schedule because her 

schedule was unpredictable.  
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Wendy 

 Wendy is a 36-year-old who currently works as a third-grade teacher. She has taught in 

public schools for 11 years. Wendy earned a Master of Education in Educational Leadership; she 

became a teacher to help students grow and become passionate about learning. She chose an 

asynchronous program because of the flexibility and self-paced schedule offered by the program.  

Victor 

 Victor is a 29-year-old who currently works as an eight-grade science teacher. He has 

taught in public school for three years. Victor earned a Master of Education in Curriculum and 

Instruction. He became a teacher because he wanted to help students thrive in school, choosing 

to work at a junior high school to be a positive role model for junior high students. Victor wanted 

an asynchronous program because his initial choice of a residential program was too hard and 

did not fit his schedule. He moved to an asynchronous program and was able to continue to 

support his family while taking classes.  

Kent 

 Kent is a 32-year-old who works as a second-grade teacher. He has taught in a public 

school for five years. Kent earned a Master of Education in Educational Leadership; he became a 

teacher because he thought it would be a great career. Kent chose an asynchronous program 

because he could not attend an actual university and work; he took an online class through his 

associate degree and enjoyed it.  

Hannah 

 Hannah is a 43-year-old who works as a sixth-grade teacher. She teaches English 

Language Arts and has taught in public schools for nine years. Hannah has earned a Specialist of 
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Education in Reading, Literacy, and Assessment. She became an English Language Arts teacher 

because she loves teaching reading; she is passionate about reading and thought that she could 

share her passion through teaching. Hannah chose an asynchronous program because she was a 

military spouse and traveled often.  

Sam 

 Sam is a 28-year-old who currently works as a fifth-grade teacher. She has taught in 

public schools for three years and has earned a Bachelor of Science in Elementary Education. 

Sam chose an asynchronous program because she could continue to work and become certified 

to teach without attending an actual university.  

Results  

I collected data on the participants’ lived experiences of their asynchronous educator 

certification program. Participants' individual interviews were conducted either in person or 

virtually via Zoom. The interviews were recorded on a MacBook and were then transcribed on 

Microsoft Word. All letters were emailed and then altered to remove identifiable information. 

The focus group interview was conducted, recorded via Zoom, and transcribed on Microsoft 

Word. To ensure the data was secure, I stored all recordings, documents, and transcriptions on a 

password-protected flash drive. All transcriptions were sent to the participants to check for 

accuracy. The study followed the central research question and two sub-questions to explore 

teachers' lived experiences by collecting data using individual interviews, a focus group, and 

written letters. The data revealed eight themes: lifestyle preference for self-paced learning, 

procrastination during asynchronous learning, competencies of the program, technology 
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challenges, community of the program, meaningless peer communication, external factors for 

self-motivation, and human connection.  

NVivo was used to assist in coding all data. All individual interviews and the focus group 

interview were transcribed and changed to remove any identifiable information through 

Microsoft Word and uploaded to NVivo. Similarly, all letters were slightly altered to remove 

identifiable information and uploaded to NVivo. All data was open-coded; after multiple rounds 

of open coding, I determined 23 codes for categorizing the data from all three sources. To 

identify relationships among the codes, I used axial coding to help establish and classify the 

cases to develop themes and subthemes. Table 2 presents the codes, theme frequencies, themes, 

and subthemes.  
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Table 2 

     Codes, Themes, and Sub-themes 

Codes Theme 
Frequency 

Themes Sub-theme 

Schedule and Location 
Flexibility 

13 Lifestyle Preference 
for Asynchronous 

Learning 

Schedule and Location 
Flexibility 

Completing Assignments 
on Time 

11 Procrastination 
during Asynchronous 

Learning  

 

Time Management 10        

Overwhelmed Feelings 4   

Student Teaching 9 Program 
Competencies 

Student Teaching 
Competency 

Classroom Management 
Skills 

8  Classroom Management 
Competency 

Mastering Content  8  Learning the Program 
Competency 

Assignments Throughout 
the Program 

8   

Virtual Teaching 
Competency 

5   

Technology Issues  6 Technology 
Challenges 

 

Feedback 9 Community of the 
Program 

Program Communication 

Instructor 
Communication 

8   

Program Connection 8   
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Hidden Information 3   

No Connection with 
Peers 

9 Meaningless Peer 
Communication 

      

Minimum Word 
Discussion Post  

5   

Meaningless Replies 4   

Self-Disciplined 
Techniques 

10 External Factors for 
Self-motivation 

 

Program Cost 8   

Program Completion 
Time 

7   

Desire to Become an 
Educator 

5   

Mentor Check-In 8 Mentorship  

Instructor 
Communication 

5   

 

Theme 1: Lifestyle Preference for Asynchronous Learning 

The first theme identified by this research was the lifestyle preference for asynchronous 

learning. This theme appeared 13 times throughout all sources of data. Many pre-service teachers 

choose an asynchronous educator certification program due to the program's attributes, such as 

convenience and flexibility through a self-paced learning style. Eight participants from the 

individual interviews expressed that one of their reasons for choosing an asynchronous educator 

certification program was the program's convenience for their lifestyle. Karen stated, "It [the 

asynchronous educator certification program] was more compatible with finding the right 

balance for studying and everything else life offers." Penelope similarly described the reason for 
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choosing her program: "Because it [the asynchronous educator certification program] was 

convenient for my lifestyle choices, allowing me to fit learning into my schedule rather than 

fitting my life choices into a learning schedule." 

Schedule and Location Flexibility 

The subtheme that emerged from the lifestyle preference of asynchronous learning was 

schedule and location flexibility. All participants elaborated on their lifestyle, explaining why an 

asynchronous educator certification program was the best choice. The data resulted in 13 theme 

entries regarding the schedule and location flexibility of the program between the individual 

interviews and the program description letters. During her individual interview, Sally stated, 

"Self-paced [learning] offered flexibility so I could stay home with my kids and still go to 

school." When interviewing Hannah about why she chose an asynchronous program, Hannah 

also elaborated on the program's flexibility: "Because we were a military family, we traveled a 

lot. An online program allowed me the flexibility to study wherever and whenever." In her 

program description letter, Laura similarly noted having a military family. As she and her family 

lived a transient lifestyle, Laura chose an asynchronous program: "I had a family to raise in 

Germany, and I was unsure when and where I was going to move. My program allowed me the 

flexibility to learn wherever and whenever I needed." She stated, "Many people who chose this 

program are working adults who usually have a family or work that is keeping them from 

attending a scheduled class."  

During her individual interview, Karen discussed the convenience of the program's 

flexibility: "With the flexible schedule, the program allowed me to work on things outside of 

normal business hours. It was more compatible with my lifestyle. I had to find the right balance 
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for studying and everything else in life." In her program description letter, Sara described the 

convenience of the flexibility of her program: "I chose an online program because I work full 

time and have a family. I do not have the time to attend [a residential college] in person." In his 

individual interview, Victor discussed the convenience of a virtual location by noting, "It was 

much easier with my schedule, and where I was living because I lived in a small town, so I 

would have to drive far to go to the university." When I interviewed Kent about why he chose an 

asynchronous program, he replied, "It was too hard to attend an actual university and work. I had 

taken an online class during my associate degree and thought I would like it. The asynchronous 

aspect of the program allowed me a flexible schedule." In her program description letter, Sam 

expressed how well her asynchronous program fit her life: "I needed something with time 

flexibility so that I can continue to take care of my family and study when I could.”  

Theme 2: Procrastination of Asynchronous Learning  

The second theme that emerged from the research was procrastination during 

asynchronous learning. Research has stated that pre-service teachers may face various challenges 

during their asynchronous courses, including self-paced learning and communication issues 

within a program (Carrillo & Flores, 2020; McGarr, 2020). Current residential teachers face 

challenges regarding procrastination, feedback received, instructor communication, and hidden 

information. This theme appeared 25 times across all three data sources for all participants, with 

some participants elaborating more than others on their challenges. I clustered the following 

codes within the first subtheme: meeting deadlines, time management, and feelings of being 

overwhelmed. Across all three data collection methods, all 10 participants commented on 

challenges associated with procrastination due to the self-paced nature of their program’s 
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asynchronous learning. During her individual interview, Laura noted, “It was a work-at-your-

own-pace environment. It was easy to put things off until the end.” Sally also noted during her 

individual interview that it was easy to procrastinate during the program, stating, “It was easy to 

procrastinate until the end of a course when you have to set your timeline.” 

With all participants choosing an asynchronous educator certification program due to the 

ability to continue their family and work responsibilities, some participants struggled with 

meeting the deadlines for their assignments due to procrastination. During her individual 

interview, Penelope discussed not managing her tasks effectively: "Since I worked at my own 

pace, I procrastinated often. Next thing I knew, the deadline was just days away, but I had well 

over a week of work to do." In her individual interview, Sara discussed her trouble managing 

school and other responsibilities when asked about the challenges of gaining and sustaining her 

attention; she noted that it was easy to put things off but had to switch strategies: "I broke down 

all that I could so I would procrastinate less and not miss deadlines. I knew if I procrastinated too 

much, I would get behind and possibly fail.”  

During the focus group, Penelope noted that she regretted how often she procrastinated 

during her program, which affected the quality of her work: "At times I would wait until the last 

day, then something would come up, and I would scramble at the last minute to complete the 

assignment. I felt awful since I knew it was not my best work." Sally agreed with Penelope as 

she discussed gaining even more procrastination habits during her program: "Procrastination was 

by far my program's biggest challenge for me." Laura added insight into her experience with 

procrastination during her program, stating,  

I really turned into an even worse procrastinator with this program since I knew 
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assignments weren’t due until the end. There were many times I regretted procrastinating 

the way I did since something seemed to always come up the day I needed to buckle 

down and get my work done.  

Laura discussed a time when her procrastination was costly: “One time, I missed the deadline on 

one of my final papers for this one course. Since it was at the end of the course, I received a zero 

[on the assessment] and failed the course, making me retake it.” Nonetheless, Victor offered the 

last comment toward this discussion in the focus group, stating, “Having the idea that I would 

have to pay more because of procrastinating and missing a deadline motivated me to get myself 

in gear.” 

Relating to procrastination, participants also commented on time management 10 times 

across all three data collection sources. During the individual interview, Wendy discussed the 

difficulties of finding the time to complete all the assignments: “Time was a huge challenge 

because I did not have a large block of time to dedicate solely to completing assignments, 

making it difficult to get all the work done in time.” Penelope discussed the need for self-

motivation and time management during her program description letter; she stated, “A program 

with a self-learning style may cause excess procrastination without the right self-motivation and 

time management.” During her individual interview, Penelope also commented on her challenges 

with finding time for studying: “Finding the time to do the assignments was the main challenge I 

had throughout the program since I was working and recently married.” During the individual 

interview, Karen offered a similar experience of time management, stating, “Being able to find a 

chunk of time to focus on studies for hours at a time just wasn’t feasible. I had to just do it in 

small chunks.” Some participants discussed how mismanaging their time led to procrastination 
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on their assignments. During the focus group interview, Hannah discussed the challenge of 

procrastination during her program, stating, “My biggest challenge was procrastination. That 

stops someone from self-regulating their learning and managing their time.” During his 

individual interview, Kent commented on procrastination during his program; he felt as if he had 

not improved his skills in time management and continued his procrastination habits: “I didn’t 

feel like I gained much in time management. Deciding when to study and when to finish 

assignments led me to procrastinate until the deadlines. I passed, so I continued the habit 

throughout my program.” During his individual interview, Victor elaborated on the work he had 

to do when he procrastinated during the week:  

I always had back-to-back courses. If I was behind in one course, it derailed me for the 

second one. On the weekdays, I didn’t have time to work on my schoolwork. The work 

built up, so I was stuck working many weekends and holidays to make up for the 

assignments due to procrastinating and not using my time wisely.  

During the focus group, Sally discussed how procrastination may easily cause students to 

struggle to manage their time; she stated,  

Procrastination was a huge challenge. The main reason I chose this program was the idea 

that I could get done with this degree faster. It was hard, though. I thought I had self-

motivation, but when you are working and taking care of a two-year-old and a seven-

month-old, it’s a bit hard to balance everything.  

Four participants commented on feeling overwhelmed at one point, leading them to 

procrastinate. During her individual interview, Sara stated,  

There was just so much to do, and it was hard to manage everything at home, work, and 
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school. I didn’t always understand what to do. I would begin to feel overwhelmed and 

want to quit. I would take more and more breaks until I realized I was simply 

procrastinating.  

During her individual interview, Sam stated how easy it was to feel overwhelmed when she had 

to create and maintain her own school schedule: “The self-motivation and putting life things 

aside was hard and could get overwhelming. You must make and maintain your own schedule of 

assignments, work, and run a household.” In Karen’s program description letter, she stated, “I 

felt overwhelmed at times trying to keep up with everything.” Karen went on to explain that she 

felt significant pressure to ensure that she did not procrastinate and met all deadlines to keep her 

scholarship. During the focus group interview, Hannah noted that she felt overwhelmed if she 

did not stay on top of all her studies: “If I lost focus and didn’t plan ahead, I would easily feel 

overwhelmed and struggle to get everything done in time. 

Theme 3: Program Competencies 

The content of an asynchronous educator certification program can affect a learner's 

motivation and self-regulation (Peck et al., 2018). Nine participants commented on program 

competencies; this theme representing the elements of the asynchronous educator certification 

program appeared 35 times across all three data collection methods. Eight participants 

commented on elements of their program across all three data collection methods. Three 

subthemes emerged from the data: learning the program competency, competencies of student 

teaching, and classroom management competency. Most participants elaborated on the 

challenges they faced when dealing with the elements of their program, having difficulties 

mastering the content (such as math) and becoming competent in classroom management. In the 
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program description letter, Sally discussed the need for multiple classroom management courses, 

stating, “One class is not enough to gain the necessary knowledge and skills."  

Student Teaching Competency 

The first subtheme that emerged from the program competencies was student teaching 

competency, which was noted 10 times throughout all three data collection methods. Participants 

discussed their in-person student teaching experience while attending their asynchronous teacher 

certification. Although the programs were asynchronous, student teaching was conducted in 

person at a school; however, one participant had to do part of her student teaching virtually due 

to the pandemic. Participants were able to request various schools for their student teaching. 

When asked which other challenges he faced, Victor elaborated on his student teaching 

experience: 

I learned a great deal during my student teaching from my amazing cooperating teacher. 

My main issue was that I did not have anyone from my university grading my portfolio 

that was due during student teaching. I was assigned someone, but I could not get in 

contact with them. They never graded my material. After many phone calls and emails, 

someone else was finally assigned. The feedback I received was very vague, so I had to 

redo a lot. I almost did not pass student teaching.  

During her individual interview, Laura briefly discussed her opinion of student teaching, 

stating, “I didn’t feel like I mastered much until I did my student teaching. I gained many 

strategies for time management and procedures during my student teaching experience.” In the 

program description letter, Sally stated that student teaching helped “close the gap” and better 

prepare her to manage the classroom. Kent explained student teaching in his program description 
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letter and stated, “Out of my four years in my program, I feel I gained the most during my one 

semester of student teaching.” Hannah also discussed the benefits of student teaching in her 

program description letter by stating,  

Student teaching was most helpful. I was able to see it in action and practice some of the 

strategies I learned. I loved having instant answers to my questions since I could have an 

actual conversation with the teacher. I did not have to wait days before I heard a response 

to a question. I learned how important procedures are and how to build relationships. I 

learned about strategies for dealing with situations, in addition to gaining the ability to 

de-escalate a terrible situation through experience. 

During the focus group interview, Sara expounded on her student teaching experience, stating, “I 

was completely immersed in student teaching, so it kept my attention. I learned relevant material 

since I was teaching actual students. I was not just watching. I was doing.” Penelope agreed with 

Sara and discussed the value of student teaching: “Student teaching was by far the most relevant 

thing I did during my program. It made most things I learned just click in place.” Laura added to 

the focus group conversation by stating, “Student teaching was most beneficial to me since I was 

able to see everything in action.” Hannah also agreed, stating that she still uses many of the 

strategies she learned from student teaching. 

Classroom Management Competency 

During the individual interviews, Karen, Kent, and Sally noted that their program's 

teaching of classroom management skills was inadequate. Kent elaborated on his opinion of 

classroom management by stating,  

It took me a few years of teaching in my own classroom to get a better grasp of classroom 
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management. I did not feel like that course should be taken online. I feel like if I had a 

class to go to with an instructor and students discussing various strategies and 

experiences, I would have gained a better grasp of classroom management during my 

program.  

Karen described developing her classroom management skills through experience with student 

teaching and operating her classroom: “I received a good baseline during my program, but I 

really didn’t have a good grasp on classroom management until I was in an actual classroom.” 

When asked about developing classroom management skills during her program, Sally stated,  

My courses were accelerated, so it was hard to even breathe, let alone really gain a grasp 

of everything taught. I didn’t hold on to any classroom management skills. I had to get 

my classroom management skills through the experience of having an actual classroom. I 

started to get an idea of successful strategies during student teaching. But even that 

wasn’t enough.  

Sally went on to suggest, “These types of programs need multiple classes on classroom 

management to help teachers comprehend how to successfully manage the behaviors of a 

classroom.”  

During the focus group, Penelope, Laura, and Sally discussed feeling inadequately 

prepared to enter the classroom with the classroom management skills they had gained from their 

program. Laura stated, 

I feel like I got a few decent strategies from my classroom management course, but my 

program did not prepare me for dealing with an 11-year-old throwing his computer across 

the room and flipping desks. My program did not prepare me for the amount of social-
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emotional management I have to do on a daily basis.  

Sally could not recall anything memorable about her classroom management course. Penelope 

discussed feeling that her classroom management course did not prepare her with adequate skills:  

I did not feel like I was prepared with any sort of classroom management skills during the 

one classroom management course I took. I gained a lot of knowledge about procedures 

and routines during student teaching, but I still heavily struggled during my first year of 

teaching. 

Learning the Program Competency 

Assignments throughout the program were noted seven times over the three data 

collection methods. During the individual interview, Sara discussed her struggle with her math 

assignments: “I struggled with part of my math course. I had trouble with the math assignments. 

I needed someone to help me in person, but I didn’t have that option since it [the program] was 

all online. I almost failed the course.” In the program description letter, Sara also described her 

assignments, stating, 

I feel like my classes tried to prepare me as best as they could to be an educator. There 

are a lot of things you need to learn in the field, though. I don’t know how an online 

program can really adapt to teach students all the things’ teachers need to learn to handle. 

During the individual interview, Kent noted that he did not always understand his 

assignments, making him procrastinate more often than he should: "It was hard to keep my 

attention when I didn't understand something." In the program description letter, Karen discussed 

the need for more relevant assignments within the program to help pre-service teachers better 

understand what teaching is like in a residential classroom; she stated, "I think incorporating 
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assignments tailored to life experience into the program would be more helpful to gain a better 

sense of what we are going to experience as teachers." 

Mastering the program's content was discussed nine times across all three data collection 

methods. During the individual interviews, Victor commented on occasionally needing to consult 

outside resources to better understand assignments: "When I didn't understand something, I had 

to teach myself. I would scour the internet and find YouTube videos until I found my answer." 

Hannah stated, "When I couldn't understand something, I would outsource until I found the right 

answer." During her individual interview, Laura discussed her challenges with mastering the 

content during some of her courses:  

I passed all but one class: my elementary math course. I don’t feel like I took anything 

from my program that applies to my classroom. I’ve had to write 12-page lesson plans for 

various lessons. I have never written anything near that in my teaching career. I feel like 

my classes never had assignments with real-life applications. 

Later, during her individual interview, Laura also noted challenges with the content of 

her program, stating,  

I didn’t feel like I learned a lot online. I feel like I just read books and got most of my 

learning and understanding once I was in the classroom under a mentor teacher. I 

struggled with math. I failed the math portion of my praxis. I feel like there was a definite 

disconnect between the instruction and the praxis test.  

During the focus group interview, Sally noted that she felt inadequately trained by her 

program:  

I felt OK coming into the classroom. I always had a stronger grasp of reading, so I felt 
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decently prepared to enter the classroom and teach ELA. Trying to teach math can be 

challenging. That has always been my weakness. There are so many different strategies I 

must incorporate. I don’t feel like I got a good grasp of teaching math through my 

program.  

Karen discussed feeling insecure about entering the classroom in her program description 

letter, stating, “I didn’t feel confident when entering my own classroom. This is my third year in 

the classroom, and I still feel like I have shaky legs.” In his program description letter, Kent 

mentioned that he felt insecure about entering the classroom: “I lacked the confidence of 

teaching when I first entered my own classroom. I was scared.” During the focus group, Sally 

mentioned feeling like her program prepared her well to teach reading, but she struggled to 

master the ability to teach math:  

There was no easy way to ask enough questions to really become an expert in the field. I 

don’t feel like I was given enough training. I still occasionally struggle with knowing 

everything I need to be able to successfully pass on the correct information to my 

students.  

Five participants commented on their program's lack of virtual teaching competency in 

their program description letter or focus group interview. During the focus group interview, 

Laura commented on not feeling like her program helped prepare her to teach virtually; she 

stated, "None of my classes helped prepare me for going virtual, which is ironic since I went to a 

virtual program." Sally agreed with Laura, saying, "I hope they bring more material toward 

virtual learning. That is something we are having to do more, and I think future teachers need 

help with that [virtual teaching]." In her program description letter, Sara also noted that programs 
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should better prepare pre-service teachers to teach virtually, stating, “More classes on virtual 

teaching would be helpful, since you never know when we might need to go virtual again. Some 

districts incorporate virtual days for school closures due to inclement weather." In her program 

description letter, Penelope discussed students' lack of confidence in teaching virtually:  

Some students might lack confidence in entering the virtual classroom. During their 

classes, they are trained to think of an in-person environment, not a virtual environment. 

There are completely different types of classroom management skills needed to tackle a 

virtual classroom with 25 second graders.   

Theme 4: Technology Challenges 

The fourth theme that emerged from the data was technology challenges. Six participants 

complained about the technology issues that they faced during their asynchronous educator 

certification program. During his individual interview, Victor commented on how difficult it 

could be to record themselves when taking an assessment:  

Sometimes, taking assessments could be challenging. I had to record myself taking 

assessments. Normally, I would use two computers to try to record myself. Internet could 

be problematic when I had a poor connection. Using both computers with poor internet 

connection made it incredibly difficult.  

During her individual interview, Karen also noted the challenge of having a poor internet 

connection: “I was challenged while working with technology when the Internet was spotty. 

When the Internet went out, I couldn’t work. [Because of] living in a rural area, the Internet 

connection could be terrible at times.” In her program description letter, Sara commented on 

occasionally having issues with technology due to the Internet or school platform going down at 
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times, stating, “Occasionally I had issues with technology during my program. When I had issues 

with the Internet, I went somewhere else that provided Internet. The platform would occasionally 

go down, which could sometimes become a bit of a hassle.” In his program description letter, 

Kent also discussed the need to drive elsewhere when the Internet went down at his location; he 

stated, “When the Internet went down, I would have to drive into town to find a hotspot at one of 

the local restaurants. That wasn’t always feasible in bad weather.” 

Theme 5: Community of the Program 

The fifth theme identified from the data was the community of the program. This theme 

appeared 28 times across all three data collection methods. A lack of community may cause 

challenges due to the isolation of the learning within the program (Oyarzun et al., 2021). The 

subtheme representing the community of an asynchronous educator certification program is 

program communication. Most participants commented on the lack of community within their 

program. Sara stated, “There was no sense of community. There was a sense of pride in getting it 

done, but I think I would have felt that regardless of the university.” During her individual 

interview, Penelope stated, “I did not feel connected to the program or the university in the least. 

I see it simply as a steppingstone to get where I am.” 

Program Communication 

During the individual interviews, Wendy noted her desire to have more in-depth 

feedback; she stated, “Getting the one-on-one feedback was hard. I never got that experience 

through this program. It would have been easier if I could have had an actual conversation with 

the instructor.” Laura stated in her program description letter, “I had some difficulty 

understanding the feedback I received. There were some courses that were harder than others. I 
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heavily struggled with math and almost had to take the course twice.” During the focus group, 

Penelope described her experience with receiving feedback:  

The feedback I got could be hard to decipher. It would be vague when assignments were 

kicked back [rejected]. I had to try to figure out what exactly I was doing wrong. It could 

be hard to catch exactly what was causing the problem. Usually, it was a minor issue that 

needed to be fixed. It would be so much better if the assignments were graded with 

specific feedback that gave me help on what to improve. 

Sam agreed with Penelope and discussed an experience with receiving feedback when she had a 

large project rejected multiple times:  

I had one assignment that kept getting rejected. Even my mentor had trouble helping me. 

There was always one word that they were not accepting. It’s hard because there was a 

different grader each time. I was presenting onset and time. They kept marking me off, 

saying that I spelled rime wrong, when in fact, it was the graders not understanding the 

correct rime. People were grading my material that were not experts in the field I was 

focusing on.  

During the individual interview, Kent discussed his perspective of instructor 

communication during his program:  

I either felt it was too late to ask a question in fear of the instructor knowing how bad of a 

procrastinator I was, or I asked the instructor and did not understand the response I got. I 

would respond, but it was either delayed, or I continued not to understand. It would have 

been much easier if I could have discussed a question in live time with the instructor.  
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During her individual interview, Laura commented on how difficult communication 

could be through email due to misunderstandings: "If the response did not quite answer the 

question, it could be too late to ask for more information." In her program description letter, 

Laura stated that an actual conversation would be more helpful than the potential disconnect 

caused by emails. Sally explained in her program description letter that she felt that instructors 

responded quickly to emails but that there was still the potential for a disconnect in 

communication; she noted, "Most instructors responded quickly but did not always understand 

what I was actually asking. Communicating strictly through email could be difficult to get the 

meaning across." Victor felt that he could quickly contact his instructors through email but had 

trouble scheduling appointments for more in-depth help. During the focus group, Wendy 

discussed avoiding asking her instructors questions; she stated, "Sometimes I would go back and 

forth in emails when I had questions. I tried not to ask questions. It could be too much of a hassle 

to get the instructor to understand what I was asking." During the focus group, Sally also stated 

that she had no luck getting clear answers through emails with her instructors: "Questions can be 

emailed back and forth without truly getting answered."   

Five participants commented on their need for more connection with their program 

during the individual interviews; all five participants commented on not gaining a sense of 

community. When asked about her connection with the program, Laura stated,  

I didn’t feel connected to my program at all. I felt very much like a lone man on an 

island. I don’t think I ever had an actual conversation with one of my instructors. I 

emailed instructors, but I usually did not get the answer I was looking for. If I had a 

problem, I would them email them and they would email me back. Sometimes I needed 
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more than an email. If there was the option of a phone call, I think it would have been 

clearer.  

Karen commented on not feeling connected with her program: “The university would 

send out mass communications through email and other things, but it was always impersonal or 

suited toward the people who stayed on campus.” Hannah had similar feelings, stating,  

They always pushed emails to all these cool events, but I couldn’t attend since I was 

states away. I don’t feel overly prideful toward my university. I don’t want a sweatshirt. I 

feel like I didn’t get the college experience. I never made any long-lasting relationship. 

In her program description letter, Sally noted that her program was designed for independent 

learning; she stated, “The program was situated to learn on your own and did not offer much 

communication toward others."  

Three participants commented on their experience with hidden information during their 

program. Wendy wrote in her description letter that her school's website was overloaded with 

various resources, making it "hard to find what you were looking for." During the focus group 

interview, two participants discussed their experiences with the challenge of hidden information. 

Penelope relayed a story of attempting an assessment for one of her classes before she was ready 

for the assessment:  

I was taking this one class and was looking through everything I needed to do. I saw that 

you could take the big assessment early. I knew I wouldn’t pass it, but I thought it would 

give me an idea of where I was and where I really put my focus. I failed it, of course, but 

I was assigned extra work because I failed it. I had to write a six-page document and do a 

10-page study guide in addition to all the normal work. There should have been a 
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warning of the repercussions of failing the test. I searched everywhere for that 

information and could not find it.  

Sam commented that she did the same thing when taking one of her courses; she stated,  

I did the same thing. However, I looked throughout the website and eventually found out 

that you would be required to do all that if you fail a test. The website is one of my 

biggest complaints. It is not easy to navigate. So much information is just buried. For one 

course, I took the test too late. I procrastinated and didn’t study as I should have. I took 

the test less than two weeks before the end. I failed it and found out that you must wait at 

least two weeks before retaking it. I had to retake that course since the two-week span 

went past the deadline. I will take responsibility for not being on top of my studying 

during that course, but I would have planned it better if the information regarding the 

two-week minimum was more accessible. 

Theme 6: Meaningless Peer Communication 

The sixth theme that emerged from the data was meaningless peer communication. This 

theme appeared 18 times throughout all three data collection methods. I clustered the following 

codes within peer relationships: no peer connection, meaningless replies, and minimum-word 

discussion posts. Nine participants commented on their peer communication throughout all three 

data collections, with many participants mentioning the meaningless communication between 

their peers during their program. In her program letter, Sara stated, “Most of my discussion board 

responses were filled with meaningless words to stretch the post to meet the minimum word 

requirements.” Kent discussed his peer interaction through discussion boards: “Most feedback I 

received from my peers was mainly repeating what was already said or just agreeing with me.” 
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During the individual interviews, three participants commented on having no connections 

with their peers due to the program’s asynchronous, self-paced environment. Although having no 

peers allowed her to stay on task, Sam noted that she missed the social aspect that peers could 

bring: "There was no peer interaction. I am a social person, so I did not enjoy that. I love going 

to school with others, so it was a struggle.” Laura stated that she did not form any relationships 

with peers in the class, stating, "I did not expect much from them [peers] and did not give much 

in return." Nonetheless, Penelope enjoyed the fact that her program had no communication with 

peers; she stated, "There was no peer interaction in my program. I loved it. My university did not 

require peer interaction since everyone worked at their own pace.”   

When asked about the challenges that participants faced with their peers, some 

participants commented on using the minimum word amount for discussion posts during their 

program across the three data collection methods. Although Karen's program did not require peer 

communication, she stated, "In my opinion, utilizing discussion boards that follow a minimum 

word amount can lead to mundane discussion." During the focus group, Wendy stated, "I never 

felt connected or that I helped others. I would write a response [on the discussion board] that fits 

the requirement and squeeze in as many words as possible to hit the minimum word count." 

During his individual interview, Kent noted that the only interaction he completed with peers 

was the number of discussions posts required by each class; he disliked reading his posts and 

responding to the posts of his peers, stating, "I was nervous about what people would say about 

my post. I was afraid I misunderstood the assignment. I was also careful how I responded to 

ensure I did not offend someone."  

During his individual interview, Kent discussed receiving generic feedback from his 
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peers, stating that they "mainly repeated what was said or simply agreed with me." During the 

interview, Laura commented on her peers' lack of relationships by stating, “I was not getting to 

know someone or form any sort of connection through the required replies.” In her program 

description letter, Wendy discussed how tedious it was to respond or reply to her peers’ posts 

during her program. During the focus group, Sara also commented on the meaningless replies, 

stating that she would "just pick a few peers to write what I was required to do.” 

Theme 7: External Factors for Self-Motivation  

The seventh theme identified from the data was external factors for self-motivation, 

which appeared 30 times across all three data sources. Throughout this study, various 

participants elaborated on the factors that encouraged self-motivation during their program. I 

clustered the following codes for this theme: self-disciplined techniques, program cost, desire to 

become an educator, and program completion time. When asked during the individual interview 

how she maintained her motivation during her program, Sara discussed feeling motivated to 

continue when money was on the line: “During my program, I completed the tasks as quickly as 

possible. If I procrastinated too much, I ended up paying more money. I got close to paying 

more.” Penelope stated that she was motivated to complete her program at an accelerated rate 

due to being able to pay per term rather than per class. In the program description letter, Karen 

shared a similar mindset about feeling motivated by paying by term, stating, “I could take more 

classes to finish the degree sooner and pay less.” During the focus group interview, Penelope 

commented on how procrastination could cost money: “I didn’t like the idea that if I didn’t 

complete a class in time due to procrastination, I would have to pay more money.” Victor agreed, 
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stating, “Having the idea that I would have to pay more because of procrastination motivated me 

to get myself back on task.” 

Five participants discussed choosing their program to gain a career as an educator. 

During her individual interview, Wendy stated, “The idea that I was on the path to a more stable 

career was a strong motivator to continue my program.” In his program description letter, Kent 

commented on wanting a stable career; he stated, “The motivating factors to get me through the 

program included completing the degree to better my financial status by securing a stable 

career.” In her program description letter, Hannah stated that she was motivated to complete her 

program by a strong desire to become a teacher, feeling like it was her “calling.” Sara offered a 

similar motivation in her program description letter: “My motivation to finish my degree was my 

desire to be a teacher. I was motivated to finish so that I could have my classroom.” 

During her individual interview, Penelope commented on being motivated because of the 

time it took to complete the program:  

The program let me get my degree quicker than other programs. The university I went to 

allowed me to enroll in as many classes as possible to finish the degree as soon as 

possible. I had heard of that university being cheap since you don’t pay per credit but per 

term. I was able to get a bachelor’s in education in two years.  

Sam noted that she chose her program for similar reasons during her individual interview, 

stating, “I chose this program since I could finish my degree much quicker. I got to choose how 

many classes I could fit. It was intense, but I got it done much faster.” In her program description 

letter, Karen elaborated on her motivation by stating, “Losing my scholarship was one of my 

biggest motivators to continue my program at a fast pace.” During the individual interviews, 
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three participants commented on the self-motivated strategies that they acquired through their 

asynchronous educator certification program. Sally discussed becoming more organized and 

efficient in time management; she stated, “I started to complete one task at a time for a course, 

making me feel like I was accomplishing things within my program. I also began creating lists to 

have a visual aid.” Karen described her approach for when she felt like she did not have enough 

time for her studies: “I began rearranging my day to dedicate more time to my classes.”  

In her program description letter, Sally discussed the time management skills that she 

gained throughout her program: “I worked constantly toward motivating myself to become more 

self-disciplined and get my tasks done. I gained organizational skills as I became more self-

disciplined with my studies.” During the focus group, Penelope discussed becoming more self-

directed by the end of her program, stating, “I had to force myself to become more self-

disciplined by setting goals and putting aside things I wanted to do.” Hannah felt that she gained 

effective skills during her program: “I felt like I got the right skills to begin teaching with enough 

confidence to service.”   

Theme 8: Mentorship 

 The findings of this study revealed mentorship as the final theme to emerge from this 

data. Some participants elaborated on their connection with various people in their program, 

including their mentors and instructors. Mentorship during the asynchronous educator 

certification program appeared 17 times across all three data sources. Seven participants 

commented on the mentorship that they established that helped motivate them throughout their 

program. I clustered the following codes for mentorship: mentor check-in and instructor 

communication. Sara commented on having a positive experience with her mentor: “My mentor 
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helped a lot by checking in and encouraging me to stay on track.” Sam similarly discussed the 

positive connection with her mentor, stating, “My mentor checked in often and offered additional 

times to contact him when I needed it.” 

During his individual interview, Victor commented on his mentor contacting him bi-

weekly throughout most of the entire program, noting that the mentor pushed him to stay on top 

of his assignments: “If I were getting behind on something, my mentor would remind me to stay 

focused and get back on track.” Karen also elaborated on her relationship with her mentor, 

stating, “I did have a strong connection with my student mentor. She stayed with me throughout 

my entire degree, checking in often.” In her program description letter, Karen continued 

elaborating on her positive connection with her mentor, stating, “I did not have any 

communication with my instructor, but I communicated with my mentor often. He offered great 

suggestions to keep me on pace with my school stuff.” Victor offered information about 

communication with his mentor, noting, “I would have weekly mentor phone calls where my 

mentor would go over pacing and check in with me.” During the focus group interview, Sally 

and Sara discussed the connection that they established with their mentor. Sally stated, “Even 

when my mentor did not have the answer I needed, she was there to help me talk through my 

problem.” Sara agreed and noted, “My mentor checked in every week. He made sure I would 

reach the deadline. I don’t know how successful I would have been if it hadn’t been for him 

keeping me in check.” 

Three participants commented on the mentorship with their instructor. During her individual 

interview, Wendy commented on an instructor being supportive of her during the program, 

helping even when she had finished her course: “I had an amazing advisor who was also an 
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instructor of a course I was in. She pushed me to continue to stick with the program. She was 

there to support me with many issues.” In the program description letter, Hannah discussed the 

positive communication that she received from her instructors, stating, “I typically got pretty 

good feedback from my instructors for my assignments.” Sara also commented on positive 

instructor communication in her program description letter: “When I asked questions, instructors 

replied with answers and made sure that I felt comfortable asking questions.”    

Outlier Data and Findings 

Participants discussed their experiences with their asynchronous educator certification 

program during this study. The participants often noted peer communication as a challenge rather 

than a motivation. One outlier of this study was peer communication, which was seen as a 

positive attribute rather than a challenge for one participant (Hannah), who commented multiple 

times on her positive peer interactions during her program. Hannah noted that she liked "reading 

my peer discussion posts for assignments I did not understand or to see if I was on the right track 

with my answer." She elaborated on the replies that she received from her peers, stating that she 

often received “a boost of confidence with the positive words that were shared” about her 

discussion post. I interpreted all other comments toward peer interaction as negative or neutral, 

with some participants stating that they had no peer interaction. Another outlier of this study was 

the positive comment offered by Hannah regarding the feedback received during her program of 

study; Hannah was content with the feedback she received from her program, noting, "I was 

impressed with a particular instructor who offered feedback on additional strategies I could 

incorporate in my teaching toolbox on many of my assignments."  

Research Question Responses  
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The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. 

Throughout this study, I explored the lived experiences of residential teachers when enrolled in 

their asynchronous educator certification program to identify the challenges associated with the 

program and motivations to continue the program. The findings resulted in seven themes that 

align with the research questions of this study.  

Central Research Question 

This study’s central research question is the following: What were the lived experiences 

of current residential teachers during their asynchronous educator certification program? The 

themes that addressed the central research question are Theme 1 (lifestyle preference for 

asynchronous learning), Theme 3 (program competency), and Theme 6 (meaningless peer 

relationships). Some residential teachers in this study faced common experiences throughout 

their program, including the flexibility toward their schedule and location and their experiences 

with peers during the program. Participants discussed the lifestyle that they experienced while 

completing their asynchronous educator certification program, elaborating on the convenience of 

the flexible schedule and open location of the program. One participant (Sam) discussed the 

program's flexibility, stating, "The program was self-paced and offered ideal flexibility. I could 

rearrange my schooling to fit my work and life schedule." Another participant (Sally) noted how 

ideal her program was for her family: "The program allows me to gain teacher certification and 

still maintain the flexibility of going to work and taking care of my family." Many participants 

shared common experiences toward their success during student teaching; Hannah discussed the 

success of her student teaching experience, stating, “Student teaching was most helpful. I was 
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able to actually see it in action and practice the strategies I learned.” Another participant 

(Penelope) discussed her positive experience with student teaching: “Student teaching was by far 

the most relevant thing I did. It made most things I learned just click in place.” Participants also 

had common experiences with their peers during their asynchronous educator certification 

program. Some participants commented on having no contact with other peers due to the work-

at-their-own-pace structure, while other participants complained about the meaningless 

communication between peers. Laura stated, "I was not getting to know someone or form any 

sort of connection through the required replies". 

Sub-Question One 

This study’s sub-question one is the following: What were the challenges faced by 

current residential teachers during their asynchronous educator certification programs? The 

themes that addressed sub-question one are Theme 2 (procrastination during asynchronous 

learning), Theme 3 (program competencies), Theme 4 (technology challenges), and Theme 5 

(community of the program). The challenges faced by current residential teachers include 

procrastination, feedback received, instructor communication, and hidden information. 

Participants of this study elaborated upon the various challenges faced during their program; 

some elaborated on the self-paced learning style causing higher levels of procrastination, while 

others expanded on the miscommunication of various program elements causing additional 

challenges to overcome. One participant stated, "It was so easy to procrastinate until the end of a 

course when you must set your timeline." Another participant elaborated on communication 

becoming easily disconnected with the instructor, stating, "Questions can be emailed back and 

forth without truly getting answered." Most participants did not feel connected with the 
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program's community, with one participant commenting, "I did not feel connected to my 

program. I felt very much like a lone man on an island." 

Sub-Question Two 

This study’s sub-question two is the following: What motivating factors did graduates of 

asynchronous educator certification programs identify during their program? The themes that 

addressed sub-question two are Theme 7 (external factors for self-motivation) and Theme 8 

(mentorship). The motivating factors include self-disciplined techniques acquired during the 

program, positive connections with advisors or instructors, quicker and cheaper completion of a 

program, and the desire to better oneself. Participants of this study elaborated upon the need for 

motivation to complete their program and gain certification. Some of the motivations noted by 

the participants included the idea of personal gain and positive connections. One participant 

(Penelope) elaborated on the motivation for becoming self-disciplined, stating, "I had to force 

myself to become more self-disciplined by setting goals and putting aside things I wanted to do." 

Multiple participants commented on their mentor connection, which helped motivate them to 

continue their program. Victor elaborated on his strong connection with his student mentor: "I 

had an excellent mentor who checked in with me once a week and encouraged me to stay 

focused."  

Summary 

This chapter has outlined the results from the individual interviews, the program 

description letters, and the focus group interview. Participants elaborated on their challenges and 

motivations regarding their experiences during their asynchronous educator certification 

program. The established themes resulting from this study include lifestyle preference for 
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asynchronous learning, procrastination during asynchronous learning, competency through 

student teaching, program competencies, community of the program, meaningless peer 

communication, external factors for self-motivation, and human connection. The findings of this 

study reveal various everyday experiences faced by residential teachers during their 

asynchronous educator program, such as challenges toward the self-paced learning style and 

communication with instructors. Residential teachers also experienced typical desires to have 

flexible schedules to balance school, work, and home life. 

  



120 

 

 

CHAPTER FIVE: CONCLUSION 

Overview 

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. The 

experience participants describe offers some insight into the challenges pre-service teachers face 

within their asynchronous program and the motivation needed to succeed throughout their 

program. This chapter presents the summary of thematic findings and elaborates on the answer to 

the central research question, two sub-questions, and five subsections for discussion, including a 

summary of thematic findings, interpretation of the findings, implications for policy, 

implications for practice, theoretical and empirical implications, limitations and delimitations, 

and recommendations for future studies. 

Discussion  

This research study examined residential teachers' experiences throughout their 

asynchronous educator certification program. Data analysis of the individual interviews, focus 

groups, and program description letters revealed significant themes and subthemes used to 

answer the research question and sub-questions. The findings of this study revealed challenges 

pre-service teachers faced while enrolled in their asynchronous educator certification program, in 

addition to the motivations they used to continue their program and overcome the challenges. 

Summary of Thematic Findings 

 The data collection methods used in this study included individual interviews and 

program description letters. Five participants participated in a focus group interview—questions 

utilized in the data collection methods to answer the central research question and sub-questions. 
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This study’s central research question is the following: What were the lived experiences of 

current residential teachers during their asynchronous educator certification program? This 

study’s sub-question one is the following: What were the challenges faced by current residential 

teachers during their asynchronous educator certification programs? This study’s sub-question 

two is the following: What motivating factors did graduates of asynchronous educator 

certification programs identify during their program? The first theme that emerged was lifestyle 

preference for asynchronous learning, and the subtheme was schedule and location flexibility. 

The second theme that emerged included procrastination of asynchronous learning with no 

subthemes. The third theme that emerged was the program competencies, with three subthemes: 

classroom management competency, student teaching competency, and learning the program 

competency. The next theme that emerged was technology challenges. The fifth theme that 

emerged was community of the program, with program communication as the subtheme. The last 

three themes that emerged from the data were meaningless peer communication, external factors 

for self-motivation, and mentorship without subthemes. The themes and subthemes expound 

upon the lived experiences current residential teachers had while attending their asynchronous 

educator certification programs.  

Interpretation of Findings 

 This section discusses the interpretation of the findings of this study. The experience 

participants described depended on the type of asynchronous program. This section elaborates on 

the differences between the two programs that the participants completed. Another interpretation 

of the study's findings is the benefit of real-life experiences within an asynchronous educator 

certification program. The last interpretation of the study's findings expands upon the 
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communication within asynchronous educator certification programs.  

Type of Program Affects Experience  

Most participants choose this style of education due to their current lifestyle of working 

full time and taking care of a family rather than the quality of education they gained. All 

participants graduated from competence-based learning or a traditional credit-based 

asynchronous program. The participants' experience depended on the type of program they 

completed. Competence-based learning programs allow participants to progress through a 

program by demonstrating their skills and competencies; then, they can proceed to the next skill 

once mastery occurs (Dodge et al., 2018). During a competence-based learning program, learners 

may progress as quickly as they desire to complete the skills needed. During a traditional credit-

based asynchronous program, participants complete a set number of classes to complete a 

particular degree. 

The participants of a traditional credit-based program had more involvement with 

instructors and peers but complained of meaningless peer interaction. Instructors were more 

involved with participants in traditional credit-based programs. Even with additional 

involvement from instructors and peers, participants in traditional credit-based programs felt a 

low sense of community within their program. Participants in a competence-based program had 

minimal instructors and no peer communication. A participant in a competence-based program 

elaborated on the minimal instructor contact, stating that someone other than their instructor 

graded their assignments. However, they had an advisor assigned to them for weekly or biweekly 

communication to help encourage the participants to stay on track with their assignments. Even 

with an advisor, participants in a competence-based program still felt a lack of connection to 
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their program. A lack of connection to a program affects the sense of community a learner feels 

toward their program. According to Berry (2019), a community within a program allows learners 

to feel connected within a class and feel more comfortable reaching out to others when needing 

help. 

Participants who chose a competency-based program all have the commonality of the 

drive to reach their degree completion at a quicker pace. Participants who completed a traditional 

credit-based program did not feel the urgency of program competition in the same way, which 

may be due to the program's cost being the same regardless of time spent during the program. 

The assignment deadlines differed for participants depending on whether they completed 

acompetency-based or a traditional credit-based program. Participants in a competency-based 

program had until the end of a term to complete all assignments, forcing them to create their 

pacing guide. In contrast, participants in a traditional credit-based program had weekly deadlines 

throughout the course. Although all participants complained of procrastinating, the participants 

who completed a competency-based program seemed to procrastinate even more since they did 

not have weekly due dates. Learners deciding on an asynchronous educator certification program 

should know the different strengths and weaknesses of the type of program they wish to attend, 

depending on their learning style. 

Need for Additional Real-Life Experiences 

Participants complained that their program did not offer enough real-life experiences to 

simulate better teachers' experiences when operating their classrooms. Field experiences like 

student teaching allow pre-service teachers to gain real-life experience through in-person 

practice (Khoshnevisan & Rashtchi, 2021). All participants commented on the importance of 
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student teaching. Student teaching allows participants to see a model of the strategies used, get 

the opportunity to practice the strategies, and have a person to converse directly with regarding 

any questions they may have. Live interactions with their mentor can minimize the disconnect 

many participants face when interacting with their instructors online. Participants commented on 

the classroom management skills they acquired from their program, stating they did not 

understand classroom management until they began student teaching. It is evident that 

asynchronous educator certification programs need additional elements throughout their program 

to allow learners to practice real-life teaching situations and feel better prepared when entering 

the classroom before student teaching. Incorporating real-life experiences into the established 

courses may help better engage learners with relevant lessons. For example, having learners 

tasked with experiencing a live class during their classroom management course may allow them 

to see the strategies in action and discuss the process with a seasoned educator.  

Communication 

Participants often brought up communication as an issue during the study. Many 

participants complained about a lack or inflexibility of communication with the instructor or 

within the program. Inflexibility in communication occurs when participants have limited 

opportunities to communicate with their instructor (Wang & Wang, 2020). During the study, 

some participants noted that they missed the opportunity to ask various questions at certain times 

in their courses. For instance, when they waited too long, the answer arrived after the deadline. 

Incorporating optional synchronous sessions throughout a course will allow participants to gain 

the opportunity to converse with their instructors and ask questions for clarification. Optional 

synchronous sessions might also improve the learners' sense of community. Hosting optional 
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synchronous sessions in courses will maintain the flexibility of the location and schedule of an 

asynchronous program by giving pre-service teachers the choice of joining the synchronous 

session. 

Implications for Practice  

The findings of this study offer multiple practical implications. Administrators and 

instructional designers should evaluate the structure of asynchronous educator certification 

programs. While it is clear that asynchronous educator certification programs promote self-

directed learning in a self-paced environment, it may also be beneficial for program directors to 

incorporate academic coaches or tutors within the program to help participants stay on track with 

their learning and pacing. Due to the amount of procrastination participants described in their 

program, programs may need to offer additional assistance to help keep pre-service teachers 

focused during their asynchronous educator certification program, such as better assessable 

pacing and course guidelines. Some participants commented on the difficulty of navigating the 

resources on the websites. Having better accessible resources on the program's website or the 

LMS provided by the program may help participants access helpful resources. In addition, pre-

service teachers may benefit from additional hands-on training during asynchronous teacher 

certifications that simulate the training in-person student teaching may offer. Instructional 

designers should incorporate additional real-life assignments within the asynchronous educator 

certification programs, such as simulations of replicated classroom experiences with AI, or 

establish more agreements with local school districts' asynchronous pre-service teachers. In that 

case, pre-service teachers attending asynchronous educator certification programs with 
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simulations of replicated classroom experiences may gain additional competency toward the 

challenges discussed by the participants of this study. 

Lastly, programs must incorporate additional online training to prepare pre-service 

teachers to convert their teaching to virtual teaching, such as the mandatory in-person school 

closure resulting from COVID-19. Some participants in the study elaborated on not feeling 

prepared to teach online. Three participants suggested incorporating more training during a 

teacher certification program on training teachers to teach virtually. One participant noted, "I 

hope they [program designers] bring more material toward virtual learning. That is something we 

are having to do more of, and I think future teachers need help with that." Pre-service teachers 

must gain strategies for managing their classes virtually and be better prepared to engage their 

students in an online learning environment.   

Theoretical and Empirical Implications 

 This section addressed the theoretical and empirical implications of this study. The 

theoretical implications concur with John Keller's (2008) theory of motivation for aspects of this 

study. The empirical implications are addressed by explaining the lived experience of residential 

teachers during their asynchronous educator certification program.  

Theoretical Implications 

This study utilized Keller's (1983) theory of motivation as its theoretical framework to 

address the motivation required to gain and sustain pre-service teachers' attention throughout 

their asynchronous educator certification program. Keller's (1983) theory of motivation suggests 

that learners must reach various motivational levels to complete their desired tasks. In this study, 
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participants' motivation to continue their program affected the type of experiences they had and 

the challenges they faced. 

The student teaching field experience aligns with Keller's theory of motivation and 

emphasizes the Attention, Relevance, Confidence, and Satisfaction (ARCS) model. The ARCS 

model correlates with the learners' actions as they keep their attention, experience relevant real-

time activities, build confidence toward teaching, and become satisfied with their degree. During 

their student teaching experience, participants partnered with a mentor teacher. At the same time, 

they actively engaged in the daily operation of a classroom. They correlated with the ARCS 

model, allowing participants to maintain their attention (attention), gain relevant activities that 

aligned with their goals (relevance), gain confidence in using the strategies they learned through 

their program (confidence), and feel satisfied that they acquired some knowledge to begin their 

career (satisfaction; Keller, 2008). Participants commented that they were attentive throughout 

their student teaching due to their ability to see the strategies targeted throughout their program 

in action. The relevance of student teaching helped participants maintain their motivation during 

their program. Many participants discussed the importance of student teaching by elaborating on 

the relevance of the experience, such as creating and conducting lessons with students in real-

time. Being involved in the procedures of a classroom allowed participants to build their 

confidence toward classroom management for their classroom and become satisfied with their 

certification status once entering their classroom. The participants' motivations revealed in this 

study add additional literature on the underlying motivational needs of learners in asynchronous 

educator certification programs (Luo et al., 2021). This study shows the viability of Keller's 

theory of motivation (Luo et al., 2021). The findings from this study's student teaching 
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experiences concur with the findings of the studies examining blended learning or a flipped 

classroom approach following the theory of motivation (Aşıksoy & Özdamli, 2016; Durrani & 

Kamal, 2021; Ma & Lee, 2021). 

Empirical Implications  

Although studies have helped identify various challenges among asynchronous learning, 

including challenges toward self-paced learning, delayed feedback, a lack of community, and 

communication with peers and teachers, only minimum studies have focused on the experiences 

of asynchronous educational certification programs (Carrillo & Flores, 2020; McGarr, 2020; 

Wang & Wang, 2020). This study's findings on the challenges that impede motivation and 

promote procrastination align with those of Fırat et al. (2018), who identified factors hindering 

learning motivation, and Peck et al. (2018), who examined the impact of motivation and self-

regulation in online courses. Several participants commented on the delayed feedback they 

received through emailing their instructors. 

This study has empirical implications regarding the experiences pre-service teachers face 

during their asynchronous educator certification program. This study's findings concur with 

Barakat and Meler's (2022) and Xavier and Meneses’s (2022) elaboration on study habits, such 

as procrastination, during self-paced learning in an asynchronous environment. The participants 

described procrastination and miscommunication as their primary challenges within their 

program and external motivations to help overcome the challenges they face to succeed through 

their program. The findings of this study concur with the existing literature regarding peer 

feedback offered throughout asynchronous educator certification programs (Oh et al., 2018; 

Terras et al., 2018; Wang & Wang, 2020). Participants expounded upon the meaningless peer 
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interaction during discussion board activities. Many participants stated that they focused on the 

minimum word amount for discussion posts, adding in as many extra words as they could to 

meet the minimum discussion post word amount rather than focusing on the content of the 

assignment. The present study adds to the existing literature regarding pre-service teachers' 

experiences and challenges during their asynchronous program. (Carrillo & Flores, 2020; 

Korucu- Kış, 2021; Mehrabi et al., 2022; Yang et al., 2021. 

Limitations and Delimitations 

 While conducting this study, limitations and delimitations were discovered. The 

limitations of this study include the small sample size chosen and the lack of a complete 

representation of the grade level and subject taught. The limitations of the focus group were the 

technology issues and the netiquette of the virtual meeting. The delimitation of this study 

included the specific location of the participants chosen. 

Limitation 

A limitation includes the small sample size of the participants chosen. Only 10 

participants were chosen from various grade levels within the public school district, including 

grades from the primary and secondary levels. While participants represented various grade 

levels, no teachers represented early childhood or special education teachers. The limitations of 

the focus group were the technical issues and the netiquette of the group. Some participants did 

not have as strong an internet connection, creating occasional platform glitches and offering 

occasional disruptions to the meeting. Some participants struggled with the netiquette of the 

virtual meeting by either leaving their mic unmuted when not speaking or not offering their full 

attention to the interview by performing various tasks on their computers when other group 
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members were speaking. 

Delimitation 

A delimitation of this study includes the purposeful recruitment location of the participant 

pool due to the approximate location of the large military base. Teachers constantly transfer in 

and out of the area as military spouses are assigned to new locations. Because of this, the area 

contains many educators with various educational backgrounds who were potential candidates 

for this study. In addition to choosing this transient district, I chose the district because the 

gatekeeper knows more potential candidates within the district. The gatekeeper directed me to 

people she knew who graduated from an asynchronous program. Keeping within the district 

allowed participants to offer other potential participants they knew. Another delimitation of this 

study was that participants had to graduate from an asynchronous educator certification and have 

taught for at least three years in a K–12 public education setting. A minimum of three years of 

teaching were required for participation in this study to ensure participants had enough 

experience in the classroom to reflect on their emotions during their first few years.  

Recommendations for Future Research 

In future research regarding asynchronous educator certification, educators should add 

literature on the experiences pre-service teachers face during their program. The first 

recommendation includes comparing comprehension-based asynchronous and traditional credit-

based educator certification programs with more participants. Increasing the sample size of the 

population with an equal number of participants enrolled in each type of program will help 

achieve a more robust comparison of the two types of programs. Diving deeper into the 

differences may offer even more insight into the motivations for completing an asynchronous 



131 

 

 

program of either competency-based or traditional credit-based programs. Furthermore, 

residential teachers who graduated from asynchronous educator certification programs from 

other areas offer further information about the challenges learners face within their program and 

discern the motivating factors that help learners succeed.  

Another recommendation for future research is to target learners who did not complete 

their asynchronous educator certification program to understand the challenges that stopped 

learners from completing their program. Exploring the challenges and hardships that forced 

learners to quit their program may help prevent pre-service teachers from withdrawing from their 

asynchronous educator certification program. A longitudinal study could determine whether 

graduates from asynchronous educator certification programs will progress into veteran teachers. 

Studying graduate teachers over time may offer a better understanding of this type of program's 

success and attrition rates. The last recommendation for this study is to target the use of AI in 

asynchronous educator programs to help learners with the various challenges they experience, 

such as classroom management preparation. AI is constantly improving and has the potential to 

adapt an asynchronous program to incorporate more simulated classroom experiences that better 

prepare pre-service teachers for the challenges they will face when entering the classroom.  

Conclusion  

The purpose of the phenomenological study was to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. The 

themes that emerged from this data include lifestyle preference for asynchronous learning, 

procrastination of asynchronous learning, program competencies, technology challenges, 

program community, meaningless peer communication, external factors for self-motivation, and 
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human connection.  

The findings of this study indicate a high desire for asynchronous programs due to the 

flexibility of the schedule and location. All participants chose this program because they could 

complete a degree and maintain their obligations outside school, such as family care and work. 

In addition, the findings of this study have uncovered various implications, including the 

importance of communication and hands-on learning within an asynchronous educator 

certification program. Incorporating more communication between the learners and the 

instructors and embedding hands-on activities that replicate real-life experiences associated with 

the hardships of a classroom within the program may help build the competency learners gain 

when succeeding in their asynchronous educator certification program. Overall, this study 

indicates success for this type of program due to incorporating student teaching within their 

program. With the real-life field experience offered at the end of the program, the method of an 

asynchronous educator certification program may result in better-prepared asynchronous 

educator graduates entering the workforce. Future research is needed to expound on the 

classroom competence acquired by graduates of asynchronous educator certification programs.  
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Appendix C 

Information Sheet 

Title of the project: Exploring the Loved Experiences of Teachers when Enrolled in an 
Asynchronous Certification Program: A Phenomenological Study. 
Principal Investigator: Sara Allen, Doctoral Student, School of Education, Liberty University 
 

Invitation to be Part of a Research Study 
 
You are invited to participate in a research study. To participate, you must be a teacher holding a 
Missouri Teacher certification in either early childhood, elementary, secondary, or special 
certification, graduated from an asynchronous teacher certification program, taught in the 
classroom for at least two years and currently teach in a public brick and mortar classroom for at 
least two years. Taking part in this research project is voluntary. 
Please take time to read this entire form and ask questions before deciding whether to take part in 
this research. 
 

What is the study about and why is it being done? 
 
The purpose of the phenomenological study is to explore the lived experiences of teachers when 
enrolled in an asynchronous pre-service teacher certification program. 
 

What will happen if you take part in this study? 
 
If you agree to be in this study, I will ask you to do the following tasks: 

1. Participate in an in-person, audio-recorded interview that will not take more than 45 
minutes.  

2. Review a transcription of the interview for member checking. Member checking is when 
participants of a study look over the interview recording documents to check for 
accuracy.  

3. Write a short letter, no longer than two pages, explaining the parts of your program that 
was useful or that needed additional improvements (10-30 minutes) 

4. Participate in a virtual focus group interview with four other teachers that will not take 
more than 45 minutes. 

*I may ask you only to complete the in-person interview and write a letter if I have obtained 
enough participants to complete the focus group interview. 
 

How could you or others benefit from this study? 
 
Participants should not expect to receive a direct benefit from taking part in this study.  
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Benefits to society include better understanding of the challenges associated with asynchronous 
pre-service challenges.  
  

What risks might you experience from being in this study? 
 
The expected risks from participating in this study are minimal, which means they are equal to 
the risks you would encounter in everyday life. 
 

How will personal information be protected? 
 
The records of this study will be kept private. Published reports will not include any information 
that will make it possible to identify a subject. Research records will be stored securely, and only 
the researcher will have access to the records.  
 

● Participant responses will be kept confidential by replacing names with pseudonyms.]  
● Interviews will be conducted in a location where others will not easily overhear the 

conversation.]. 
● Confidentiality cannot be guaranteed in focus group settings. While discouraged, other 

members of the focus group may share what was discussed with persons outside of the 
group.]   

● Data collected from you may be used in future research studies and/or shared with other 
researchers. If data collected from you is reused or shared, any information that could 
identify you, if applicable, will be removed beforehand. 

● Data will be stored on a password-locked computer. After three years, all electronic 
records will be deleted and/or all hardcopy records will be shredded.  

● Recordings will be stored [on a password locked computer/etc. for three years and then 
deleted. The researcher and members of her doctoral committee will have access to these 
recordings. 

 
Is study participation voluntary? 

 
Participation in this study is voluntary. Your decision whether to participate will not affect your 
current or future relations with Liberty University. If you decide to participate, you are free to 
not answer any question or withdraw at any time without affecting those relationships.  
 

What should you do if you decide to withdraw from the study? 
 
If you choose to withdraw from the study, please contact the researcher at the email 
address/phone number included in the next paragraph. Should you choose to withdraw, data 
collected from you apart from focus group data,] will be destroyed immediately and will not be 
included in this study. Focus group data will not be destroyed, but your contributions to the focus 
group will not be included in the study if you choose to withdraw. 
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Whom do you contact if you have questions or concerns about the study? 

 
The researcher conducting this study is Sara Allen. You may ask any questions you have now. If 
you have questions later, you are encouraged to contact her at 417-322-8195 or 
sallen@liberty.edu.. You may also contact the researcher’s faculty sponsor, Dr. Susan Quindag 
at sallen@liberty.edu..   
 

Whom do you contact if you have questions about your rights as a research participant? 
 
If you have any questions or concerns regarding this study and would like to talk to someone 
other than the researcher, you are encouraged to contact the IRB. Our physical address is 
Institutional Review Board, 1971 University Blvd., Green Hall Ste. 2845, Lynchburg, VA, 
24515; our phone number is 434-592-5530, and our email address is irb@liberty.edu. 
 
Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects 
research will be conducted in an ethical manner as defined and required by federal regulations. 
The topics covered and viewpoints expressed or alluded to by student and faculty researchers 
are those of the researchers and do not necessarily reflect the official policies or positions of 
Liberty University.  
Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects 
research will be conducted in an ethical manner as defined and required by federal regulations. 
The topics covered and viewpoints expressed or alluded to by student and faculty researchers 
are those of the researchers and do not necessarily reflect the official policies or positions of 
Liberty University.  
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Appendix D 
Gatekeeper Letter with Instructions 

Dear Dr. DeSouza, 

Thank you for accepting the position of gatekeeper. I need a minimum of 10 teachers 

who have graduated from asynchronous educator certification programs and are current teachers 

within the district. The teachers will participate in individual interviews with me, discussing the 

challenges of their asynchronous educator certification program. I would like you to the email a 

list of names with their emails of potential participants for this study. If you think of any 

additional potential participants after you have sent me the list, please do not hesitate to send 

additional names. 

Thank you for all your help. 

Sara Allen 
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Appendix E 

Request of Participation Email 

Greetings BLANK,  

My name is Sara Allen, and I am a graduate student from Liberty University. I have been 

informed that you graduated from an asynchronous program. During an asynchronous educator 

certification program, learners do not meet individually; instead, they complete their assignments 

and tasks on their own time through a learning platform such as Blackboard or Canvas.  

The purpose of the phenomenological study is to explore the lived experiences of 

teachers when enrolled in an asynchronous pre-service educator certification program. My study 

will involve: 

● a virtual or in-person individual interview  

● a focus group with four other teachers, and 

● a letter discussing the advantages and disadvantages of your program. 

You will have the ability to drop the study at any time.   

If you agree to participate in my study, please email me back with an answer to the 

following question:  

During your educator certification program, did you attend scheduled virtual 

meetings with your instructors and peers in which you interacted in real time?  

Thank you for your consideration of my study.  

Sara Allen  
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Appendix F 

Individual Interview Questions 

1. Tell me why you decided to become a teacher. CRQ 

2. Why did you choose an online program over a traditional residency program to obtain 

your certification? CRQ 

3. Please explain challenges toward gaining and sustaining your attention throughout your 

program. SQ2 

4. What helped you maintain your motivation throughout the asynchronous courses of your 

program? SQ3 

5. What challenges did you face regarding peer interaction during your asynchronous 

program? CRQ 

6. How did you overcome these challenges regarding peer interaction? SQ1 

7. Elaborate on your sense of connectivity toward the community of your asynchronous 

educator certification program. SQ1 

8. What challenges did you face while mastering various content through your program? 

9. How did you overcome these challenges regarding mastering content? SQ1 

10. What challenges did you face in your certification program classes regarding time 

management? SQ1 

11. How did you overcome these challenges regarding time management? SQ1 

12. What other challenges did you face that you felt were difficult to overcome? CRQ 

13. How did you overcome these other challenges? SQ1 
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Appendix G 

Note Taking 
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Appendix H 

Focus Group Interview Procedure 

Dear Participants, 

 Thank you for agreeing to participate in the Focus Group interview. During this 

interview, we will meet virtually. I will send a link the morning of (January 5th, 2024) to ensure 

everyone has the link to meet at 11:00 a.m. Here are some guidelines to follow during our 

interview. 

● Please join the meeting with your camera and microphone off. 

● You will keep your camera offer for the duration of the interview. 

● When you want to respond to a question, turn your microphone on and respond. 

● Please be mindful of others speaking to ensure everyone has a chance to participate in the 

discussion when they would like to 

● Feel free to add to anyone’s responses once the person has finished speaking. 

Please respond to this email with any questions regarding the focus group interview process. 
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Appendix I 

Focus Group Interview Questions 

1. What challenges did you face regarding communicating with the instructor and your 

peers? CRQ 

2. What was the most effective feedback you received and why? SQ1 

3. What could be done differently with an asynchronous course to increase your motivation? 

SQ2 

4. What challenges did you face toward self-regulated learning throughout your program? 

SQ1 

5. Describe your competency toward classroom management coming into the classroom 

after completing your asynchronous program. SQ2 

6. Describe your competency with content knowledge into the classroom after completing 

your asynchronous program. SQ2 

7. What type of relevant lessons were used throughout your program of study? CRQ 
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Appendix J 

Program Description Letter Prompt 

Dear Participants, 

Thank you for agreeing to complete the program description letter. Please answer the 

following prompt about your program. You may be as descriptive as you would like. Please 

write the letter in a document using double-spaced 12 font. Please limit the letter to two pages or 

less.  

 Write a letter addressing program directors to discuss aspects of your program that were 

useful or needed additional improvements. Please discuss the following points in relation 

to your asynchronous program: communication between instructors and peers, 

technology requirements and challenges, relevance of assignments, motivational factors, 

and confidence toward entering the classroom. 

Please complete the letter within four weeks of receiving the prompt. If I have not 

received the letter at the end of three weeks, I will email you a reminder to complete this letter. 

Once you have completed the letter, please email it to me at sallen@liberty.edu. 

 

 


