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Abstract 
 

The purpose of this study was to discover if faculty members adopt best practice standards in the creation 
of higher education online courses. The results revealed that higher education faculty members do adopt best 
practice standards in the design of their online courses. In addition, the study determined that full-time versus part-
time faculty status is the strongest predictor for the adoption of best practice standard for online course design. It 
was also indicated that full-time and part-time faculty have different motivational factors for adopting best practice 
standards for online course design. Lastly, the study indicated that institutions would benefit in providing different 
types of faculty development delivery methods in the design of quality online courses. 
 

Introduction 
 

The quality of online courses has an impact on retention and student satisfaction in higher education. 
Designing online courses using best practice standards is a critical role for faculty members in higher education. 
Therefore, many institutions are adopting best practices in the instructional design of online courses. However, little 
is known about whether faculty members in higher education are adopting best practice standards in designing their 
online courses. According to the 2013 Sloan report, online enrollment is growing with an increase of 572,000 
students from fall 2010 to fall 2011. Additionally, 6.7 million students took at least one online course in fall 2011, as 
compared with 1.6 million students in fall 2002. This increase of 5.1 million students represents a compound annual 
growth rate of 17.3 percent. The Sloan report was based upon the responses from over 2,800 colleges and 
universities nationwide (Allen & Seaman, 2013). According to the Association of International Educators, in the 
year 2020, the demand for global higher education seats will double to 200 million from the year 2000 suggesting an 
increase in international education (Redden, 2009). This tremendous increase in online education for colleges and 
universities throughout the world, will affect the quality of online courses (Rovai & Downey, 2010).  

The impact of quality online courses on retention and student satisfaction has become an important topic in 
higher education. Therefore, many institutions are adopting a variety of benchmarks and best practices that serve as 
important guidelines in the instructional design of quality online courses (Herman, 2012). Listed below are some of 
the organizations that promote benchmarks and best practices in designing online courses. 

The Institute for Higher Education Policy released a report sponsored by the National Education 
Association and Blackboard, Inc. titled Quality on the Line: Benchmarks for Success in Internet-based Distance 
Education which included seven categories of best practice standards (Institute for Higher Education Policy [IHEP], 
2000). The American Distance Education Consortium created ten categories of best practice standards and the 
American Federation of Teachers created Distance Education: Guidelines for Good Practice, which includes 14 best 
practice standards (American Distance Education Consortium [ADEC], 2002; American Federation of Teachers 
[AFT], 2000). Finally, a consortium of colleges in 2003 named Maryland Online designed a quality assurance rubric 
called Quality Matters, which included 43 best practice standards grouped into eight categories (Quality Matters 
[QM], 2014). 
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All of these organizations provide best practice standards that are important guidelines for many 
institutions in the instructional design of quality online courses. Table 1 provides an overview of the different best 
practice standards among the organizations mentioned above. 
 

Table 1 Best practice standards of online education 
The 
Institute for  
Higher 
Education 
Policy 
(IHEP, 
2000) 

• Institutional support 
• Course development 
• Teaching/learning process 
• Course structure 
• Student support 
• Faculty support 
• Evaluation and assessment  

American 
Distance 
Education 
Consortium 
(ADEC, 
2002) 

• Fosters meaning-making, discourse 
• Moves from knowledge transmission to learner-controlled systems 
• Provides for reciprocal teaching 
• Is learner-centered 
• Encourages active participation, knowledge construction 
• Based on higher level thinking skills-analysis, synthesis, and evaluation 
• Promotes active learning 
• Allows group collaboration and cooperative learning 
• Provides multiple levels of interaction 
• Focuses on real-world, problem solving 

American 
Federation 
of Teachers 
(AFT, 
2000) 

• Faculty must retain academic control 
• Faculty must be prepared to meet the special requirements of teaching at a 

distance 
• Course design should be shaped to the potentials of the medium 
• Students must fully understand course requirements and be prepared to 

succeed 
• Close personal interaction must be maintained 

Quality 
Matters 
(2014) 

• Course overview and introduction 
• Learning objectives 
• Assessment and measurement 
• Instructional materials 
• Learner activities and learner interaction 
• Course technology 
• Learner support 
• Accessibility and usability 

 
Statement of the Problem  
 

The increase in students choosing online education is becoming a persistent and quickly changing issue 
facing the faculty and administration of many colleges and universities. With this increase in growth, higher 
education is relying upon faculty to ensure the quality of instruction and learning for online education. Higher 
education institutions are facing the challenge of ensuring the quality of online instruction by promoting best 
practice standards of designing online learning courses (Herman, 2012). With the regard to best practice standards, 
the 2013 Sloan report emphasizes that faculty along with chief academic officers have concerns about the quality of 
online learning. The report also states “only 30.2 percent of chief academic officers believe that their faculty accepts 
the value and legitimacy of online education” (Allen & Seaman, 2013, p. 6). 
Based on the literature (Baghdadi, 2011; Grandzol & Grandzol, 2006; Schulte, 2009; and Thiede, 2012), designing 
online courses using best practice standards is a critical role for faculty members in higher education. Institution 
administrators throughout the country have begun to accept and support best practice standards of designing online 
learning courses. For example, “with over 800 current subscribers, ranging from four-year colleges and universities, 
technical and community colleges to other academic organizations, (QM) is the leading provider of tools and 
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processes used to evaluate quality in course design” (Quality Matters, 2014). However, little is known about whether 
faculty members in higher education are adopting these best practice standards in designing their online courses. 
After reviewing the literature, the study found that there is little to say about whether higher education faculty 
members have adopted best practice standards in the design of their online courses. Therefore, the focus of this 
study sought to discover to what extent, if any, best practices have been adopted by faculty members in the creation 
of higher education online courses.  
 
Purpose of Study 
 

Based on the review of best practice standards in designing higher education courses (Achtemeier, Morris, 
& Finnegan, 2003; Chang & Smith, 2008; Conrad, 2002; Crow, 2008; Davidson-Shivers & Rasmussen, 2006; 
Johnson, 2004; Koroghlanian & Brinkerhoff, 2007; Lee, Dickerson, & Winslow, 2012; Malikowski, Thompson, & 
Theis, 20007; Morrison, Kalman, Kemp, 2011; Sheridan & Kelly, 2010; Sims, Dobbs, & Hand, 2002; Stavredes & 
Herder, 2014; Thurmond, Wambach, Connors, & Frey, 2002; Trigano & Pacurar-Giacomini, 2004), it is important 
to understand if faculty members indicate that they have adopted best practice standards when designing their online 
courses. It is also critical to understand which best practice standards faculty members are adopting when designing 
online courses. Finally, the purpose of this study was to understand how higher education faculty could enhance 
student learning in a web-based environment by adopting best practice standards. 
This non-experimental, cross-sectional study sought to determine whether faculty members in higher education have 
adopted best practice standards in the design of their online courses. It also investigated the relationships between 
faculty members’ demographic characteristics including faculty development and the adoption of best practice 
standards for online course design. Questions were answered via a self-report survey and responses were analyzed 
quantitatively. 
 

Methodology 
 

This non-experimental, cross-sectional study sought to determine whether faculty members in higher 
education have adopted best practice standards in the design of their online courses. It also investigated the 
relationships between faculty members’ demographic characteristics including faculty development and the adoption 
of best practice standards for online course design. Questions were answered via a self-report survey and responses 
were analyzed quantitatively. 
 
Research Questions 
 

1. To what extent do faculty members indicate that they have used best practice standards when 
designing their online courses? 

a. Is there a difference in adoption of best practice standards for online course design based on full-time 
faculty rank (tenure-track and lecturers)? 

b. Is there a difference in adoption of best practice standards for online course design based on full-time 
or part-time faculty status? 

2. Is there a relationship between adoption of best practice standards for online course design and years of 
online teaching? 

3. Is there a relationship between adoption of best practice standards for online course design and portion 
of online teaching load? 

4. What is the strongest predictor for adoption of best practice standards for online course design? 
5. Is there any relationship between adoption of best practice standards for online course design and 

hours of faculty development for online course design? 
 
The Development of the Instrument  
 

The study conducted two different procedures to help validate the instrumentation. The procedure involved 
sending the pilot instrument to experts in the fields of online course design and online survey development to 
request feedback and comments, which helped establish the instrument’s content validity. Suggestions from the 
experts were taken into consideration before conducting the main study. This study was conducted using an online 
instrument presented on SurveyMonkey software. An online instrument was used for data collection in this study 
because online instruments can be administered to a larger sample more economically, have greater convenience, 
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and are time efficient (Creswell, 1994). The instrument was a self-report questionnaire with two parts. The first part 
of the questionnaire contained 43 questions that measured online faculty members’ use of best practices in designing 
online courses. The construct was based on the Quality Matters’ (QM) rubric that is used to review best practice 
standards in designing online courses (Quality Matters, 2014). The QM rubric consists of 43 specific review 
standards grouped into the following eight general standards: course overview and introduction, learning objectives, 
assessment and measurement, instructional materials, learner activities and learner interaction, course technology, 
learner support, accessibility and usability. The response options for the 43 questions were presented on a Likert 
scale specifying the extent that faculty members strongly disagree, disagree, agree, or strongly agree that their online 
courses reflect best practice standards for online course design. The scale started at “0”, with this number 
representing the participant “strongly disagreeing” to a question and ended at “3”, with this number representing the 
participant “strongly agreeing”. The second part of the questionnaire contained five questions that obtained 
responses on faculty demographic characteristics including full-time faculty rank, full- time or part-time faculty 
status, years of teaching online, portion of online teaching load, and faculty development for online course design.  
 
Data Collection 
 

Faculty members who teach online use Internet tools regularly to design course content are usually 
experienced with using the Internet. Therefore, a web-based survey was used for the collection of data from the 
faculty member participants. Participants were sent a personalized email inviting them to participate in the study via 
the Midwestern University’s e-mail system.  The email contained a consent letter informing faculty members of 
their rights as participants. If faculty members elected to participate, they clicked a link to SurveyMonkey that was 
available for them to complete the anonymous questionnaire.  
 
Data Analysis 
 

The statistical tests that were used include an independent samples t-test, Pearson correlation, and stepwise 
linear regression. Once the data were collected from SurveyMonkey, they were downloaded into IBM SPSS 21.0 
statistical software to conduct independent samples t-tests, Pearson correlation tests, and a stepwise linear regression 
test.  

 
Results 

 
The instrument was placed on SurveyMonkey.com. An email invitation was sent to all faculty members 

who have taught at least one online course in the summer 2014, fall 2014, or spring 2015 semesters in the following 
colleges within a Midwestern University: Business and Innovation, Communication and the Arts, Education, 
Engineering, Health Sciences, Languages, Literature and Social Sciences, and Natural Sciences and Mathematics. 
Of the 410 faculty members who were sent an email invitation, ten messages were sent back due to bad email 
addresses. A total of 102 faculty members completed the survey within 14 business days. A response rate of (25.5%) 
was the result after three rounds of email reminders. 
 
Discussions 
 

In this study, a web-based survey was used to collect data from online faculty members from a Midwestern 
University that offers online courses. The survey was titled “Best Practice Standards for Online Course Design”. 
The survey consisted of three sections: “Best Practice Standards Questions”, “Faculty Development”, and 
“Demographics”. A total of 102 participants of the 400 online faculty members who were sent an email responded to 
the survey, resulting in a response rate of 25.5%. The specific findings for each research question are presented 
below based on the data analysis: 

 
Research question 1: To what extent do faculty members indicate that they have used best practice standards when 
designing their online courses? 

There were several noteworthy findings in the present study regarding faculty members’ adoption of QM’s best 
practice standards. The mean best practice standard overall score reported by faculty members was 250.49 on a scale 
from 0-306. Based on the findings, faculty members do indicate and strongly agree that they have used best practice 
standards when designing their online courses. The study created the scale from 0-306 based on 43 questions 
derived from the QM’s rubric to ascertain whether faculty members indicate that they have used best practice 
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standards when designing their online courses. The QM’s rubric is based upon instructional design principles using 
best practice standards in designing online courses that include:  

1. Course overview and introduction. 
2. Learning objectives 
3. Assessment and measurement 
4. Instructional materials 
5. Learner activities and learner interaction  
6. Course technology 
7. Learner support 
8. Accessibility and usability 

 
Faculty members perceived that they have adopted each of the eight best practice standards when designing 

online courses based on the evaluated results of this study. Each of the eight QM best practice standards has a 
different range for evaluating the best practice score. Because the individual items, which comprise these QM best 
practice scores, are not considered equally important, QM assigns a point value to each item with a range of 1 to 3 
(with a 3 indicating an item of most importance). To account for this QM point system, the participant’s responses 
on the individual items with a range of 0 to 3 (with a 3 indicating an item of “strongly agree”) were multiplied by the 
QM point value (1 to 3) for a potential score of 0 to 9 for each item in the QM rubric. These computed values were 
then summed across all of the items within a particular QM best practice standard.  

The first category explored to what extent faculty members indicate that they provide a course overview and 
introduction for their online courses. The best practice standard mean score as computed from the Likert scale for 
course overview and introduction reported by faculty members was 51.90 on a scale from 0-60. Faculty members do 
indicate and strongly agree that providing a course overview and introduction for their online course is very 
important for students. Stavredes & Herder (2014) mention that providing an overview and introduction is crucial 
for students so that they become familiar with the course. The findings also indicate that faculty members do provide 
the following items in the course overview and introduction in the design of online courses: 

1. General course overview 
2. Detailed navigational instructions 
3. A purpose of the course 
4. Structure of the course 
5. Etiquette expectations 
6. Course policies 
7. Prerequisite knowledge in the discipline 
8. Minimum technical skills 
9. Instructor self-introduction 
10. Students’ self-introduction  
11.  
The findings also suggest that faculty members provide students a navigational tool to help them explore 

the online course. Lastly, faculty members indicate the importance of providing expectations or course policies 
regarding academic integrity and rules regarding incomplete grades. 

The second category explored to what extent faculty members indicate that they provide learning objectives 
for their online courses. The best practice standard mean score as computed from the Likert scale for learning 
objectives reported by faculty members was 36.41 on a scale from 0-45. Based on the analysis, faculty members do 
indicate and strongly agree that when designing an online course, it is best practice to include learning objectives for 
their online course. They strongly agree that providing learning objectives helps the faculty members select and 
organize instructional activities and assessments for effective learning. These learning objectives should be stated 
clearly and written from the student’s perspective. Also, faculty members indicate that providing measurable 
learning objectives provides a means for evaluating student learning. Faculty members do indicate that they provide 
instructions on how to meet the learning objectives. According to Morrison, et al. (2011), when faculty members 
provide learning objectives, the instructional activities and assessments should be in alignment with the course and 
module learning objectives. Morrison, et al. (2011) also state that by providing learning objectives, it helps provide a 
quality check in helping the learner accomplish the goals of the course.  

The third category explored to what level faculty members indicate they provide assessments and 
measurements for their online courses. The best practice standard mean score as computed from the Likert scale for 
assessment and measurement reported by faculty members was 33.18 on a scale from 0-39. Faculty members 
strongly agree that providing assessments and measurements are important as best practice for aligning the course 
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and modular objectives. Based on the findings, faculty members do provide measurable assessments that are 
sequenced, varied, and appropriate to the student work being assessed and are consistent with the course and module 
objectives of the course. Faculty members also provide frequent feedback when grading assignments and 
assessments. Literature reveals that the alignment between assessments and measurements with course and modular 
objectives will help a student succeed in the course (Achtemeier, Morris, and Finnegan, 2003; Thurmond, 
Wambach, Connors, & Frey, 2002). 
The fourth category explored whether faculty members indicate they provide instructional materials for their online 
courses. The best practice standard mean score as computed from the Likert scale for instructional materials reported 
by faculty members was 32.36 on a scale from 0-39. This score represents that faculty members do indicate and 
strongly agree that when designing an online course, it is imperative to provide instructional materials that are 
current and appropriately cited as a best practice when designing online courses. Also, as a best practice, faculty 
members use a variety of instructional materials. These materials include: lecture notes, websites, PowerPoint 
presentations, multimedia, and textbooks. According to the findings, faculty indicate that learner activities should be 
included in the alignment with the learning objectives for the course and module. 

The fifth category looked into whether faculty members indicate that they provide learner activities and 
learner interaction for their online courses. The best practice standard mean score as computed from the Likert scale 
for learner activities and learner interaction reported by faculty members was 26.37 on a scale of 0-33. According to 
the mean score, faculty members do indicate and strongly agree that they have used best practice standards when 
providing learner activities and learner interaction when designing their online courses. Faculty indicate that learner 
activities should include be in alignment with the learning objectives for the course and module. The findings also 
indicate that faculty members provide learner activities that are in alignment with the course and module learning 
objectives and include student-instructor, student-content, and student-student learning activities. Chang & Smith 
(2008), mention that students should be able to interact with different individuals in an online course. Based on the 
findings, faculty members believe that to support active learning, learner interaction should be between student-
instructor, student-content, and student-student. 

The sixth category explored to what extent faculty members indicate they provide course technology for 
their online courses. The best practice standard mean score as computed from the Likert scale for course technology 
reported by faculty members was 27.12 on a scale from 0-33. The findings from the study indicate that faculty 
members strongly agree that course technologies are readily accessible and are current. This includes discussion 
boards, chat rooms, wikis, blogs, video, and audio support. Lastly, faculty members strongly agree that navigation 
throughout the online course is logical, consistent, and efficient. 

The seventh item explored to what extent faculty members indicate that they provide learner support for 
their online courses. The best practice standard mean score as computed from the Likert scale for learner support 
reported by faculty members was 22.24 on a scale from 0-27. This research indicated that faculty members do 
provide learner support. Faculty members strongly agree that they provide instructions or a link to: technical 
support, the universities’ accessibility polices and services and information on how the institution’s student support 
services can help students succeed and how students can access the services. According to Johnson (2004), learner 
support should include policies on accommodations that include how these services can be accessed either by 
telephone, email, or a website link. Also, learner support should include access to academic support that may include 
online orientation, access to library resources, tutoring services, and writing centers.  

The eighth item explored to what extent faculty members indicate that they provide accessibility and 
usability for their online courses. The best practice standard mean score as computed from the Likert scale for 
accessibility and usability reported by faculty members was 20.88 on a scale from 0-30. This score represents that 
faculty members do indicate and agree that when designing an online course, it is vital to provide accessibility and 
usability information when designing online courses. Faculty members also agree that providing a link or written 
communication pertaining to the accessibility department should be included in an online course. According to 
Crow, (2008), captioning should also be provided for any video or animation shown on the online course. 

 
Research question 1a: Is there a difference in adoption of best practice standards for online course design based on 
full-time faculty rank (tenure-track and lecturers)? 
 Tenure-track and lecturer faculty members have no significant differences in adopting best practice 
standards when designing an online course. Based on the findings, the reasons why tenure-track and lecturer faculty 
members have no significant differences in adopting best practice standards is because both groups provide 
instructional design, they optimize technology, and they utilize faculty development when designing online courses. 
Regarding instructional design, both groups provide and adopt the following: 

1. A course overview and introduction 
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2. Measurable course learning objectives that describe the course outcomes, 
3. Measurable assessments that are consistent with the learning objectives 
4. Instructional materials that are in alignment with the course and module learning objectives  
5. Alignment between the course and module learning objectives, along with learning activities  

Also, according to the findings, both tenure-track and lecturer faculty members provide the following pertaining to 
technology: 

1. Course technology that support the course and module learning objectives 
2. Instructions and/or link to technical support 
3. Accessible technologies such as equivalent alternatives to auditory and visual content 

According to several authors (Green, Alejandro, & Brown, 2009; Tabata & Johnsrud, 2008), various reasons can 
explain why both tenure-track and lecturer faculty members have no significant differences in adopting best practice 
standards; some reasons include the following:  

1. Flexible working conditions 
2. Administration values online learning 
3. Opportunity to use technology 
4. Advancement opportunities 
5. Teaching experience 
6. Financial incentive 
7. Different types of faculty development 

 
Research question 1b: Is there a difference in adoption of best practice standards for online course design based on 
full-time or part-time-faculty status? 

Based on the findings, full-time and part-time faculty members have significant differences when adopting 
QM best practice standard’s categories for online course design. Reasons as to why full-time and part-time faculty 
members have differences when adopting best practice standards for online course design include motivational 
differences. Part-time faculty members are motivated to adopt best practice standards for online course design due to 
having more free time to devote to learning and adopting best practice standards. Also, part-time instructors are 
motivated to design an online course due to the possibility for a future full-time faculty position (Shea, 2007). 
 Full-time faculty members are more motivated to adopt best practice standards for online course design due 
to their commitment to the institution, monetary incentives for developing an online course, personal or professional 
growth, career advancement, faculty development programs, and administrative support. Also, full-time faculty 
members are motivated due to opportunities to help in developing quality online courses or quality online programs 
(Green, Alejandro, & Brown, 2009). 
 
Research question 2: Is there a relationship between adoption of best practice standards for online course design 
and average years of online teaching? 

Faculty members’ average years of online teaching does not relate to the adoption of best practice standards 
for online course design. Roehrs, et al. (2013) also indicate that faculty members’ online teaching experience has no 
relationship in the scoring of QM rubrics. Further analysis of the findings showed that each of the eight best practice 
standards found no relationship with the adoption of best practice standards for online course design. 

Some reasons as to why faculty members’ online teaching experience has no relationship with best practice 
standards may include the various methods as to how they acquired the types of knowledge, skills, abilities, and 
experiences to teach online. Schmidt, et al. (2013), discusses several types of knowledge, skills, abilities, 
experiences that include the following: 

1. Blended learning situations 
2. Experience as an online student 
3. Received help from colleagues in the college department 
4. Reviewed articles and websites 
5. “Jumped right in” or “Got thrown in” 
6. Faculty development courses 

 
Research question 3: Is there a relationship between adoption of best practice standards for online course design 
and portion of online teaching load? 

There is a weak relationship between the adoption of best practice standard’s categories for online course 
design and online teaching load in a year. In analyzing the data in more detail, there is a weak relationship between 
online teaching load in a year and the subsequent two outcome variables: 
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1. Learner activities and learner interaction  
2. Course technology 
However, there is no relationship between online teaching load in a year and the following: 
1. Course overview and introduction 
2. Learning objectives 
3. Assessment and measurement 
4. Instructional materials 
5. Learner support 
6. Accessibility and usability 

 
Research question 4: What is the strongest predictor for adoption of best practice standards for online course 
design? 
 Full-time and part-time status is the strongest predictor for adoption of best practice standards for online 
course design. Based on research (Green, Alejandro, & Brown, 2009; Shea, 2007), the following is a reason as to 
why full-time and part-time status is the strongest predictor. Full-time and part-time faculty members have different 
types of motivation for adopting best practice standards for online course design. For full-time faculty members 
these types of motivation include: 

1. Commitment to institution 
2. Monetary incentives 
3. Different types of faculty development programs 
4. Different types of delivery of faculty development programs 
5. Administrative support 
6. Opportunities to develop new online courses 
7. Opportunities to develop new online programs 
8. Professional growth advancement 

For part-time faculty members, the different motivational factors include: 
1. More free time 
2. The possibility of a future full-time faculty position 
3. Online faculty development programs 

 
Research question 5: Is there a relationship between adoption of best practice standards for online course design 
and hours of faculty development for online course design? 

There is no relationship between the adoption of best practices for online course design and hours of faculty 
development for online course design. A likely reason that there is no relationship is because the quality of faculty 
development is much more important than the number of hours one attends in any type of training. 
 

Conclusions 
 

According to the results of this study, while designing online courses, faculty members adopt eight best 
practice standards including course overview and introduction, learning objectives, assessment and measurement, 
instructional materials, learner activities and learner interaction, course technology, learner support, and accessibility 
and usability. These findings resonate with Herman’s (2012) discussion indicating higher education institutions are 
adopting best practices for the promotion of quality online courses. The findings from the study imply that faculty 
members do indicate that providing a course overview and introduction plays a critical role in the design of an 
online course. Stavredes & Herder (2014) state that, students will become better acclimated to the online learning 
course by having a course overview and introduction. Therefore, faculty members should adopt a course overview 
and communicate to the students to “click” on the tab called “Start Here” before perusing anywhere else within the 
online course. Also, it would be helpful for students if faculty members introduce themselves, either in writing or via 
video, to the students to provide students a bit of background information about themselves. Lastly, the faculty 
member should have a discussion board created for students to introduce themselves to the instructor and to other 
students. Morrison, et al. (2011) emphasize that it is imperative that faculty members provide learning objectives 
that contain measurable goals throughout the online course. According to this research, faculty members indicate the 
importance of having measurable learning objectives throughout the course.  
 

This study’s findings show that faculty members agree that assessments and measurements should be an 
alignment with course and modular objectives. As such, faculty members should continue to align their assessments 
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and measurements with their course and modular objectives. The instructional materials also need to be current and 
appropriately cited based on best practices when designing online courses (Sims, Dobbs, & Hand, 2002). The 
findings in the study indicate that faculty members agree that the assessments and measurements should be an 
alignment with the course and module learning objectives and they agree that these instructional materials need to be 
current and appropriately cited. Therefore, the findings from this study would suggest faculty members continue to 
align instructional materials with course and module learning objectives.  

According to the findings, faculty members report that they provide instructions in their online courses and 
they also provide links to technical, accessibility, and academic services for students. Therefore, as a best practice, 
faculty members should always provide information and links pertaining to technical, accessibility, and academic 
services in their online courses. An online course should provide a link or written communication on how to obtain 
accommodations. Also, the course should contain equivalent alternatives for auditory and visual content (Crow, 
2008).  

The findings indicate that faculty members do believe they should provide alternatives to auditory and 
visual content. They also agree that the online course needs to provide guidance on how to obtain accommodations. 
Therefore, the findings from this study would recommend that faculty members provide guidance on how to obtain 
accommodations and include alternative auditory and visual content for their online courses.  

Higher education institutions need to understand the different motivational factors of faculty members 
when promoting faculty development. These motivational factors include any financial incentives the institution 
may provide in the design of a new or revised online course. Another factor could be the differences between a full-
time and a part-time faculty’s motivational levels and how these differences might impact the type and delivery of 
faculty development programs within the higher education institution. Institutions should insist that part-time faculty 
must complete some type of faculty training prior to designing an online course. Also, institutions need to offer 
different types of online design training to all faculty members.  
 

Summary 
 

The findings from this study indicated that faculty members have adopted best practice standards when 
designing their online courses. Further analysis explored the faculty members’ responses to the eight Quality 
Matters (QM) best practice standards. Within each of the eight best practice standards, faculty members agreed that 
they have adopted each of the standards. Differences exist between full-time and part-time faculty members in 
adopting best practice standards for online course design. The literature pertaining to these differences indicates that 
full-time and part-time faculty has different motivational factors for adopting best practice standards for online 
course design. Higher education institutions would benefit in determining what type of motivational factors full-time 
and part-time faculty members have in designing online courses. Institutions would benefit in providing different 
types of faculty development delivery methods to encourage the design of better quality online courses based on 
faculty members’ preference of method. As this study indicated, faculty members preferred the method of an 
individual consultation versus an online tutorial. 
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