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Abstract

Disastrous events often cause crises that affect higher education institutions' operations,
including workforce development (WD) and career education (CE) programs. Hurricanes,
tornadoes, fires, earthquakes, floods, campus shootings, terrorist attacks, and the recent 2020
COVID-19 pandemic have all created crises requiring dramatic pedagogical and facility
environmental shifts at educational institutions. Higher educational institutions working through
crises without much advanced notice often require immediate organizational responses from
leaders and other employees to ensure learning continues. At the same time, facilities must
remain available for continued educational practices. Institutional responses in times of crises
require administrative leadership and faculty to quickly alter regular operations for students to
continue workforce development (WD) and career educational (CE) courses and programs.

Transitioning from in-person, hands-on course training modalities and environments to
being solely online or virtual often requires immediate pedagogical changes when disaster-
causing crises arise. At times, these environmental changes to online and virtual learning settings
do not adequately meet employer needs or include state or federal career education requirements,
and these shifts can cause disruptions to students’ academic success plans. Many college leaders
and faculty confronted with crises may be unprepared when responding to crisis-induced
operational challenges. Institutions must minimize interruptions of WD and CE programs;
therefore, administrative leaders and faculty may find training in some form of crisis
management (CM) to significantly assist with continued student learning and higher education
institutional success. This study explored community college administrative leaders' and faculty's
decisions, actions, and practices, including what the leaders and faculty learned when they faced

sudden disaster-causing occurrences. Occurrences that required immediate responses to maintain



normal or near-normal operations while transitioning from in-person, hands-on WD and CE
courses to other environments, while meeting student, institutional, career-specific, and employer
needs and requirements.

This study addressed WD and CE programs adapting in times of crises, often
transitioning from in-person, hands-on WD and CE courses to online or other modalities during
and post-crisis. Institutional leaders' and faculty’s decisions and actions, through semi-structured
interviews, including reviews of CM or emergency response (ER) documents, served as data
analyzed. The study explored whether crisis management (CM) strategies, policies, procedures,
and preparation training took place before and during disasters to alleviate the negative aspects
caused by crises. Additionally, this study examined the environmental and pedagogical changes
higher educational institutions implemented in WD and CE programs to minimize course
interruptions during and post-crisis. Institutional leaders and faculty responses, along with the
CM documents from community colleges serving various regions, were studied to account for
different disaster-causing crises. Pearson and Clair’s (1998) Crisis Management served as this
study’s theoretical framework, with Pearson and Mitroff’s (1993) Five Phases of Crisis
Management serving as the conceptual framework.

This study incorporated a qualitative multi-case approach involving semi-structured
interviews with community college administrative leaders and faculty serving three community
colleges in two different regional locations throughout the United States. These leaders and
faculty members served as the participants in this study and offered information and personal
experiences regarding crisis-management preparation plans, policies, decisions, actions, and
what was learned. The data collected, analyzed, and reported in this study may be helpful to

organizations and institutions considering reviewing and possibly implementing crisis-



management plans and practices in the future to minimize interruptions of WD and CE program

environments and pedagogical practices prior to and when disaster-causing crises arise.
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Abstract

Disastrous events often cause crises that affect higher education institutions' operations,
including workforce development (WD) and career education (CE) programs. Hurricanes,
tornadoes, fires, earthquakes, floods, campus shootings, terrorist attacks, and the recent 2020
COVID-19 pandemic have all created crises requiring dramatic pedagogical and facility
environmental shifts at educational institutions. Higher educational institutions working through
crises without much advanced notice often require immediate organizational responses from
leaders and other employees to ensure learning continues. At the same time, facilities must
remain available for continued educational practices. Institutional responses in times of crises
require administrative leadership and faculty to quickly alter regular operations for students to
continue workforce development (WD) and career educational (CE) courses and programs.

Transitioning from in-person, hands-on course training modalities and environments to
being solely online or virtual often requires immediate pedagogical changes when disaster-
causing crises arise. At times, these environmental changes to online and virtual learning settings
do not adequately meet employer needs or include state or federal career education requirements,
and these shifts can cause disruptions to students’ academic success plans. Many college leaders
and faculty confronted with crises may be unprepared when responding to crisis-induced
operational challenges. Institutions must minimize interruptions of WD and CE programs;
therefore, administrative leaders and faculty may find training in some form of crisis
management (CM) to significantly assist with continued student learning and higher education
institutional success. This study explored community college administrative leaders' and faculty's
decisions, actions, and practices, including what the leaders and faculty learned when they faced
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normal or near-normal operations while transitioning from in-person, hands-on WD and CE
courses to other environments, meeting student, institutional, career-specific, and employer
needs and requirements.

This study addressed WD and CE programs adapting in times of crises, often
transitioning from in-person, hands-on WD and CE courses to online or other modalities during
and post-crisis. Institutional leaders' and faculty’s decisions and actions, through semi-structured
interviews, including reviews of CM or emergency response (ER) documents, served as data
analyzed. The study explored whether crisis management (CM) strategies, policies, procedures,
and preparation training took place before and during disasters to alleviate the negative aspects
caused by crises. Additionally, this study examined the environmental and pedagogical changes
higher educational institutions implemented in WD and CE programs to minimize course
interruptions during and post-crisis. Institutional leaders' and faculty's responses, along with the
CM documents from community colleges serving various regions, were studied to account for
different disaster-causing crises. Pearson and Clair’s (1998) Crisis Management served as this
study’s theoretical framework, with Pearson and Mitroff’s (1993) Five Phases of Crisis
Management serving as the conceptual framework.

This study incorporated a qualitative multi-case approach involving semi-structured
interviews with community college administrative leaders and faculty serving three community
colleges in two different regional locations throughout the United States. These leaders and
faculty members served as the participants in this study and offered information and personal
experiences regarding crisis-management preparation plans, policies, decisions, actions, and
what was learned. The data collected, analyzed, and reported in this study may be helpful to

organizations and institutions considering reviewing and possibly implementing crisis-



management plans and practices in the future to minimize interruptions of WD and CE program

environments and pedagogical practices prior to and when disaster-causing crises arise.
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Chapter 1 - Introduction

Disaster-causing crises can place enormous amounts of stress on higher educational
institutions. Crises can materialize from various events, whether “man-made, physical, political,
weather-related” (Shaw, 2012, p. 1) or financially driven, such as those caused by economic
recessions. Natural, weather-related, and manufactured, also known as human-induced disaster-
causing crises, can result from hurricanes, fires, cyberattacks, on-campus sexual assaults and
shootings, bomb threats, social unrest movements, and the 2019 COVID-19 pandemic, to name a
few, all producing devastating impacts on higher education institutions to various degrees. Many
disaster-causing crises can require higher educational institutions, such as community colleges,
to temporarily close or adapt operations while assessing damage to facilities and instructional
environments. “A single occurrence of trauma on a campus can have a lasting impact on
students, faculty, and staff members” (Akers, 2007, Abstract). Operationally, closing campuses
during and post-crises can create unforeseen challenges that many institutions are ill-prepared to
deal with.

Operational challenges caused by disasters can create major interruptions in workforce
development (WD) and career education (CE) programs, specifically in-person, hands-on
training courses in laboratory-type classroom settings. Disaster-causing crises can affect colleges
by creating significant disruptions in services, instruction time, and policy adherence, potentially
causing enormous financial losses. Businesses throughout communities facing disaster-causing
crises also suffer alongside the colleges and students, often stunting economic viability and
growth within a region. One example of students being affected financially could be in the form
of them working while being enrolled and attending courses. However, a crisis may prevent them

from continuing short- and long-term employment. Students could be placed in situations where



they could not afford to continue their education when businesses must lay off employees due to
crisis effects, such as reducing volumes of patrons needing goods and services.

Buller (2015) wrote, “Certain changes are utterly beyond an institution’s control.
Economic necessities, a disaster, a vote by the legislature or governing board, or some other
driver of change may compel a response” (p. 157). Crisis management (CM) directly relates to
Buller’s (2015) statement above and this study’s theoretical and conceptual framework. CM
could prove beneficial in developing and executing crisis response policies, procedures, strategic
plans, and practices as plans for higher education institutions. CM could serve those leading
higher education institutions well by implementing management plans to detect early warning
systems, prepare for preventing adverse effects of crises, contain and limit damages, and assess,
determine, and mobilize key personnel before, during, and post crises, alleviating disaster-
causing effects (Pearson & Mitroff, 1993). According to Studenberg (2017) and Crandell et al.
(2014), CM is “the discipline that addresses both how to keep a crisis from reoccurring or to
lessen the impact of crisis when it does happen” (Studenberg, 2017, p. 12).

Organizational crisis (OC) has been defined differently to meet an organization’s
circumstances. Pearson and Clair (1998) explained that an organizational crisis is “a low
probability, high-impact event that threatens the viability of the organization and is characterized
by ambiguity of cause, effect, and means of resolution as well as by a belief that decisions must
be made swiftly” (p. 181). Caywood and Stocker (1993) mentioned organizational crisis
management (OCM) as “the management of operations during the actual crisis” and “the
management of the corporation before...and after the crisis” (p. 410). Moreover, and similar to
CM, OCM is a series of procedures used to sustain or resume normal business operations,

minimize stakeholder loss, and use learning to improve crisis management processes (Wang et



al., 2009). Both OCM and CM plans and procedures address processes and practices that higher
education organizations, their administrative leaders, and faculty could consider having in place
to strategize, practice, and implement when disaster-causing crises arise, with or without
warning. Buller (2015) stated, “Even problems that are forced on us call for leadership” (p. 158).
During times of crisis, uncertainty abounds. Therefore, higher education institutional leaders and
faculty must consider incorporating CM plans into strategic master plan procedures and practices
to minimize operational disruptions to WD and CE programs and courses. Institutional leaders,
faculty, staff, and students must prepare to transition pedagogical practices when regulatory
agencies require converting facilities and environments in times of crisis.

Historically, businesses and organizations have relied on community colleges as
economic workforce developers to improve community, state, national, and global economic
growth and competitiveness (California Community College Chancellor’s Office - CCCC, 2015;
Zarkesh, 2004). After World War Il, community colleges were created with the mission to
educate and train people to join the workforce efforts nationally (Jacobs & Worth, 2019). Jacobs
and Worth (2019) stated, “Postsecondary workforce development is one of the major innovations
of the modern community college” (p. 167). Many WD and CE programs, such as nursing,
hospitality and tourism, culinary arts, police and fire sciences, emergency medical training
(EMT), auto, heating, ventilation, and air conditioning (HVAC), construction and construction
management, agriculture, computer information services, television and radio stage production,
theatre, and music are taught in physically constructed, brick and mortar laboratory-type
classroom settings, providing students with “real-life”” in-person hands-on training and

experiences.



WD and CE in-person hands-on laboratory courses are offered to students to simulate
workforce demands and meet program and career requirements mandated by state and, at times,
federal regulations, including meeting employers’ needs. WD and CE courses and programs at
community colleges offer students multiple learning modalities and environments for higher-
level skill training and improved access. According to Zarkesh (2004), “Today’s community
colleges are playing a major role in workforce preparation and development of both traditional
and non-traditional students” (p. 3). Examples of this type of coursework training and skill
building include students attending in-person laboratory classrooms to learn how to prepare and
cook specific foods in culinary arts, operate a forklift in construction courses, work on HVAC
systems to heat and cool homes and businesses, perform repairs and maintenance on
automobiles, respond to emergencies such as fires or auto accidents in fire science and EMT
courses, and handle a firearm in police science programs and courses.

Educational institutions continue to work on improving access to learning by offering
various content delivery and coursework modality options, including in-person, hybrid, and
Hyflex (Beatty, 2019), as well as two distance education learning opportunities. Students can
choose from these various modal course offerings to best meet their needs and learning styles.
In-person, also referred to as Face-to-Face (F2F), involves students attending courses in
physically constructed brick-and-mortar classrooms and training labs. The hybrid modality
allows students to attend classes online regularly and physically attend in-person classes at a
laboratory facility occasionally. Distance education courses are deemed either synchronous or
asynchronous. Synchronously, students attend live online real-time courses using
videoconferencing technology such as Zoom. Asynchronously, students do not attend online

classes on a regular schedule but rather perform coursework online when a student’s schedule



allows. Hyflex, according to Brian Beatty (2019), further developed the term by combining both
hybrid and flexible course designs to make a multi-modal pedagogical environment. This Hyflex
(Beatty, 2019) approach includes three modalities: allowing students to attend a physical
structure on campus in person, the hybrid modality, synchronously via Zoom, or asynchronously.
Hyflex (Beatty, 2019) modality allows a student to choose the necessary option of attending
classes as needed per the student’s availability while meeting all the course requirements. Even
though some WD and CE programs and courses are required to be taught in person with hands-
on training, the various options of content delivery, if offered, allow increased access to attend
classes according to students’ desired learning styles and to meet personal obligations, work
schedules, and any unforeseen events causing temporary absence from class activities.
Community colleges have risen to be vital sources of occupational workforce
development to meet the needs of employers (Jacobs, 2019). Many WD and CE programs
require specific amounts of hands-on “real-life” laboratory environment training. In contrast,
online and virtual reality modalities may not be able to properly train students in the careers that
businesses and industries rely on and often require. In addition, today’s community colleges
must maintain professional relationships with external and internal stakeholders such as local and
regional business owners, emergency service providers, state-wide educational policymakers,
District Boards of Trustees, and college employees to develop CM strategic plans to be crisis-
ready or crisis-resilient (CR). According to Wang (2004), “Colleges demonstrate to the
community they are aware of the community’s needs and are willing to collaborate with them in
educational endeavors” (p. 43). Institutions equipped and ready to respond to disasters causing
operational interruptions could incorporate CM policies and practices to better serve students,

employers, and the community’s needs.



Statement of the Problem

Adapting WD and CE programs and courses in emergencies and crises requires rapid
decision-making processes and responses to minimize disruptive and detrimental effects on
higher educational institutions and their students. Pearson and Mitroff (1993) stated, “An
organization is vulnerable to limitless types of crises” (p. 49). They continue, “Every type of
crisis could potentially result in negative perception by key stakeholders” (p. 51). Similar to
other public and private business organizations, community colleges have suffered enormous
operational and economic strains from natural and human-induced disaster-causing events,
financial downturns, recessions, and other challenges. Effects stemming from crises have forced
many community colleges to respond and adapt, becoming more entrepreneurial-minded when
dealing with fiscal and socially responsible endeavors to meet higher educational community
needs. According to Bartuseviciene et al. (2021), “higher education serves a critical role in
society, benefiting both individuals and communities by strengthening social cohesion, ensuring
the employability of the labor force, and contributing to sustainable development” (p. 152).

Community colleges face significant institutional challenges when they and their
communities must confront severely impacting, disaster-causing crises. These disasters can occur
naturally through fires, hurricanes, floods, tornadoes, earthquakes, and pandemics, while others
can be human-induced, such as cyber and terrorist attacks, campus shootings, and financially
driven detriments. A disaster compelling an institution’s decision to change can be out of its
hands (Buller, 2015); thus, the institution must respond to the crisis and make changes with
limited or no ability to prevent the crisis and required change. When disaster-causing crises
occur, educational institutions must quickly assess, respond, determine, and adjust to minimize

normal operations, such as WD and CE programs and class interruptions. Due to the frequency



of disaster-causing crises interrupting higher educational institution’s missions and pedagogical
practices, interest among policymakers, educators, researchers, and the general public continues
to increase (Bartuseviciene et al., 2021).

CM of community college operations, programs, and courses is vital when the most
challenging environments and economic predicaments arise, with or without warning. Therefore,
administrative leaders and faculty must respond by strategically deciding and acting
immediately. These leaders and faculty could respond by performing “emergency online
instruction” (Clarke, 2022, p. 61). For many colleges, institutional preparedness in the form of
CM can assist leaders and faculty in minimizing the disaster-causing effects of crises.

Instructionally, WD and CE programs offering skilled training can be dramatically
altered if disaster-causing crises dictate the loss of training hours required for in-person, hands-
on methods in laboratory-type environments. Many higher educational institutions, when forced
to adopt unscheduled or unplanned modality delivery and training methods quickly and
unexpectedly, must resort to Emergency Remote Teaching (ERT) (Youmans, 2020). Institutional
preparedness to operate regularly while converting from one teaching delivery method to another
often requires immediate institutional facility assessments and classroom instructional changes
without administrative leaders and faculty having much formal training to make adequate or
necessary adjustments. Employees of higher education institutions, primarily faculty, may need
to transition to teaching modalities they are not formally trained in or comfortable with during
crises. If faculty are not properly trained, students’ goals toward learning skills, becoming career-
ready, improving their employability, or increasing their value at current jobs can be adversely

affected. In addition, this transition period could seriously impair the livelihoods of students,



faculty, and other employees of institutions. Akojie et al. (2022) stated, “The need to engage in a
new set of professional skills could cause stress for teachers, students, and their families” (p. 60).

Organizations and local businesses rely on colleges to provide students with coursework
and hands-on, life-like training to earn certificates and degrees in WD and CE programs and
increase personal and community economic growth. Any hands-on, in-person course training
delays can adversely affect colleges, students, businesses, and whole communities financially
and economically through workforce shortages. Additionally, pedagogical changes can be
daunting tasks for institutions during crisis mode. When the most challenging of pedagogical
environments emerge in the event of a crisis, institutional leaders, faculty, and staff must be
trained and prepared to respond and perform with essential considerations such as those Clarke
(2022) listed: “1) Emergency Pedagogy, 2) Access and Equity During Emergencies, 3) Distance
Education and Educational Technology During Emergencies, and 4) Education in Emergencies”
(p. 43). Implementing CM operational procedures and pedagogical practices, such as those
Clarke (2022) listed, could ensure students continue engaging with faculty, staff, administration,
and one another to meet specific educational and professional goals. The problems associated
with disaster-causing pedagogical crises could be mitigated by serving students wishing to
transfer, earn certificates of completion, or associate degrees to be more readily employed by
limiting disruptions during a crisis (Jackson & Kierstead, 2020). Further crisis mitigation could
also be attributed to community college administrative leaders, faculty, and crisis management
team decision-making processes and practices.

Transitioning processes required by events that cause rapidly changing delivery methods
and modalities in WD and CE courses also rely on CM teams, facility and maintenance staff,

faculty mentors, and college leadership to ensure laboratory facilities reduce the effect of a



disaster by ensuring in-person hands-on training requirements are met. When courses utilizing
laboratories, including any training needing in-person, hands-on, real-life experience, are made
inoperable by disasters, rippling effects can wreak havoc on college students, their families,
employers, and employees, and be debilitating to communities. In addition, a disaster-causing
event can also negatively alter local economies and community businesses that rely on college-
level trained students. Clarke (2022) further mentioned traditional pedagogies changing lives:
Although the movement towards active learning pedagogies and alternative assessments
is gaining ground, the uptake has been slow. But when traditional practices became
virtually impossible to maintain during the coronavirus pandemic many instructors
quickly gave up old methods for new ones. (Abstract)
Clarke’s quote reinforces the need for institutions to be prepared for any disaster-causing event,
making in-person, hands-on WD and CE laboratory courses continually available or minimizing
disruptions in times of crisis through non-conventional teaching and learning methods. Disasters
can also cause disruptions to pedagogical practices and put environmental demands on
institutions’ facilities and employees’ lives, which can have dire effects on them and their loved
ones, including their students. Increased stress, anxiety, and depression are conditions faculty
and students often face when education professions and goals are suddenly interrupted by a crisis
(Youmans, 2020). CM policies, procedures, strategic plans, and practices may assist institutional
leaders, faculty, staff, and students through the tremendous burdens forced upon them when
dealing with disaster-causing crises.
As stated in the American Association of Community Colleges (AACC) Competencies
for Community College Leaders (2018), “Like other institutions, the community college has

evolved over time, and it must continue” (p. 3). This evolution also requires progressive changes



and adaptations for community colleges to address. College leaders, faculty, and staff who
continue to serve important roles in educating students toward increasing their skill levels and
employability readiness must also evolve in times of crisis. Job preparedness is an important
mechanism for improving one’s economic earning potential and livelihood. To reduce employee
and student disengagement, stress, and the psychological barriers crises can bring on, longer-
term strategic planning is a critical addition to each institution’s emergency strategic plan in the
form of a CM plan. CM plans can be valuable tools in assisting with institutional challenges in
times of crisis to ensure leaders, employees, and specific faculty are prepared to transition their
WD and CE course content and environments to other facilities. Or that the WD and CE courses
temporarily include virtual and online modalities while facilities and operational procedures are
assessed. Proper and accredited online distance education and other alternative course
instructional design pieces of training carried out by industry and institutional leaders are crucial
to faculty professional development for crisis preparedness and resiliency. This training could be
of utmost importance and play a vital role in community college institutions’ CM and ER plans
and overall community strategic planning policies, procedures, and practices.

Many institutional leaders, staff, and faculty must be adequately equipped to resort to CM
practices before and while emergencies arise. Active learning and participative workforce
development training involve students attending hands-on WD and CE laboratory courses to
complete their educational requirements at the community college level. In-person, hands-on
laboratory training courses are designed to educate students and provide necessary real-life
experiences, enabling students to earn certificates of completion, graduate with an Associate’s
Degree, transfer to a four-year institution, and be prepared to meet current workforce employer

demands. Crises initiated by natural or human-induced disasters can bring about sudden changes
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that community colleges are sometimes forced to deal with, such as the lack of resources,
financial instability, and the reduction or loss of required laboratory training facilities. Boggs and
McPhail (2016) stated, “In today’s environment of declining resources and concern about student
success, leaders are being forced to prioritize college offerings and functions” (p. 15).
Community colleges are in place to serve and function as training environments, offering
opportunities for people to improve their employability and lives. Many WD and CE real-life
simulated hands-on laboratory and workforce development hours are program requirements for
students to prove competence and earn certificates, licenses, and other career-mandated evidence
of training. Akers (2007) stated, “Crisis is often overlooked as the complex range of issues that
our institutions face increases” (Abstract). CM strategic plans, policies, procedures, and practices
must be in place and ready to be administered when disaster-causing crises strike and hamper

community colleges” WD and CE program pedagogies and operational functions.
Background of the Problem

Crises put many demands on community colleges, and institutional leaders must act
quickly to reduce or eliminate disruptions and maintain the valuable hands-on training many WD
programs and CE courses require. Disasters that cause crises often require colleges to pivot from
hands-on workforce development and career education laboratory courses to unfamiliar off-
campus facilities and environments or, worse yet, canceled classes. While Hyflex (Beatty, 2019)
continues its upward trajectory of being used, the predominant modalities of instruction offered
at many community colleges nowadays continue to be in-person, hybrid, and online, which
include distance education synchronous and asynchronous pedagogical delivery methods.

Spencer and Temple’s (2021) study found that students enrolled and attending in-person courses
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outperform those in online courses. Therefore, reducing the effects of transitioning from in-
person to online is necessary. Bartuseveciene (2020) added:

Recently, disturbances, such as pandemics, natural disasters, and social unrest, have put

universities in unstable situations, affecting educational processes. The duration of

unstable situations is unpredictable and can be weeks or years. Despite these disruptions,

universities have to continue to fulfill their mission to educate young people (Abstract).
Many community college WD and CE programs require hands-on laboratory and workforce
development hours for students to transfer, earn degrees, or complete programs with certificates
to meet the demands of today’s employers (Fresno City College Catalog, 2022-2023). While
some WD and CE programs at the community college level fit well with virtual online laboratory
and work experience training, others may not. For example, computer information system (CIS)
degree programs at the associate level are more equipped to train students to learn and perform
according to workforce and employer demands by working on computers and other technological
devices from home or in non-conventional virtual laboratory spaces.

However, traditionally, programs such as nursing, EMT, dental hygienist, truck-driving,
culinary arts, agriculture, auto, golf course maintenance, HVAC, and police and fire science have
hands-on laboratory, clinical, and work experience requirements, some being state-mandated.
One example is the Basic Police Academy Program at Fresno City College (FCC), which
requires students to complete the peace officer standard (POST) Physical Agility Test. The FCC
2022-2023 Catalog stated, “Students must be able to demonstrate physical ability to use a
firearm and perform arrest and control techniques safely” (p. 105). Mandated requirements such
as this often incorporate coursework in physical environments to simulate real-life scenarios,

situations, and performance examinations in preparing students for workforce and employer
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needs, not allowing for online examinations. In 2019, during the COVID-19 pandemic, highly
infectious influenza spread quickly, forcing many community colleges to temporarily implement
virtual laboratory courses online instead of in-person and hybrid physical environment spaces.
These physical environmental spaces included adult professional development programs
incorporating career pathways utilizing mixed experiential learning approaches, including in-
person and online environments (Egen & Andress, 2018). However, many students enrolled in
courses requiring in-person attendance and hands-on performance either experienced delays or
were not able to continue their studies in accordance with mandates, interrupting their skill-
learning and physical examination opportunities and overall workforce readiness.

Research revealed limited literature supporting strategic CM plans addressing online WD
education programs or failing to support the necessary skill-building and workforce development
needed for specific industries because of a crisis (Alssid et al., 2002: Zarkesh, 2004). Karge et al.
(2011) found enhanced student engagement to be instrumental in learners being encouraged
through active and innovative delivery methods: “Adults learn best by participation in relevant
experiences and utilization of practical information” (p. 53). Therefore, it may be paramount for
institutional leaders and faculty to prepare students for workforce demands by beginning and
continuing training through WD and CE physical brick-and-mortar laboratory classrooms and
spaces before, during, and post-crisis situations. A study by Ayangma (2020) examined
pathways in place for a student to earn associate degrees or transfer to four-year institutions in
WD and CE through in-person, hybrid, and online environments. The study did not address the
identification, examination, and reporting of WD and CE documents, such as crisis management
plans and practices relative to pathways for students during crises. Moreover, the study was

limited to student interactions, explaining student retention to program completion. Also not
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evidenced in the studies was the valuable information regarding the institution’s operational
readiness or resiliency toward crises, specifically toward the continuation of providing in-person,
hands-on laboratory training courses.

Sewell (2016) conducted a study with findings suggesting limited information regarding
the effectiveness of faculty teaching in-person, hybrid, and online during a crisis. Similar to
Ayangma (2020), Sewell’s study also did not support findings of institutional effectiveness of
crisis management when transitioning from in-person hands-on laboratory coursework to virtual
or online during a crisis. In 2010, Anderson et al. stated, “Health science degrees are in
increasing demand at community and technical colleges and have traditionally been challenging
to integrate into an asynchronous model” (p. 60). Again, while this study provided important
information regarding the difficulty of transitioning in-person hands-on CE health science
courses to an online modality, it does not address crisis preparedness, resiliency, and other crisis-
caused challenges at the institutional level and other WD and CE programs. Literature reviews
revealed a gap regarding institutions adapting WD and CE programs to include different types of
crises in times of crisis. This study focused on the gap between higher education leaders' and
faculty members' decisions and actions and what was learned when adapting workforce

development programs in different crises, not just during the COVID-19 pandemic.
Purpose Statement

This study examined the crisis management decisions, actions, and lessons learned by
community college administrative leaders and faculty while adapting WD and CE programs

during various crises, including wildfires, hurricanes, flooding, and the COVID-19 pandemic.
Research Questions

Three primary research questions guided this study:
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1. What were the administrative leadership and faculty decisions during a crisis that
involved WD and CE programs and courses at community colleges?

2. What administrative leadership and faculty actions were taken to transition WD and
CE courses from in-person (face-to-face) to online, virtual, or other non-in-person
environments?

3. What was learned by community college administrative leaders and faculty
responding to a crisis?

Theoretical and Conceptual Frameworks

Crisis Management (CM) (Pearson & Clair, 1998) served as the theoretical framework of
this qualitative multi-case research and study, as it aimed to understand how individuals
employed at public higher education institutions responded to and navigated WD and CE
programs and classes in times of crises. As the theoretical framework, CM provided a structured
approach to examining crisis-related phenomena, strategies, and decision-making processes.

Pearson and Mitroff’s (1993) Five phases of their Crisis Management model served as
the conceptual framework for this study’s in-depth approach to investigating real-life situations
and phenomena. Specifically, early detection, preparation and prevention, containment/damage
limitation, recovery, and learning being the Five Phases presented by the Pearson and Mitroff
(1993) model that guided this study toward a deeper understanding of a specific case or set of

cases relating to managing different crises.
Methodology

This study’s qualitative methodology for conducting research was in the form of a multi-
case study approach. Qualitative studies focus on participant experiences and perspectives,

including organizational processes (Roberts & Hyatt, 2019). This study’s focus included
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exploring institutional leaders’ and faculty’s experiences, decisions, actions, and improved
practices learned related to CM and adapting WD and CE programs in times of crisis. Roberts
and Hyatt (2019) stated, “Qualitative elements are intended to incorporate semi-structured
interviews” (p. 143). This researcher employed a multi-case study methodology with semi-
structured interviews to address research and learning objectives, providing a robust approach for
the in-depth examination of real-world phenomena with their natural context.

Yin (2018) stated, “The essence of a case study, the central tendency among all types of
case study, is that it tries to illuminate a decision or set of decisions: why they were taken, how
they were implemented, and with what result” (p. 14). By exploring multiple cases from diverse
settings and crisis types, this study drew subtle and particular conclusions that transcended
specific circumstances, experiences, decision-making processes, actions, and the insights
acquired, contributing to the broader knowledge base in workforce development (WD) and crisis
management (CM). The semi-structured interview method provided subjects with overarching
questions, thus following a structure, allowing the subjects to expound upon the research
questions as desired, which added depth to the “semi” portion of the interview elements. The
reviewed CM documents allowed this researcher to cross-reference and perform comparable
analyses of administrative leader and faculty decisions and actions, including learned practices.

This study addressed community college administrative leaders and faculty’s lived
experiences, decisions, actions, and responses when disasters negatively impacted their
institution’s WD and CE program operations. Specifically, this qualitative multi-case study
focused on workforce development (WD) and career education (CE) programs and courses that
required pedagogical, environmental, and institutional crisis management preparedness and

responses due to forced changes. This study was performed by interviewing community college
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administrative leaders, including faculty members experienced in adapting and working through
a crisis. Buller (2015) stated, “The process used to determine what approach might work was
essentially the setting of a strategic compass” (p. 160). The semi-structured interviews and pre-
crisis management plans associated with WD and CE laboratory courses provided the data,
which was analyzed, with findings and results reported. Community college leaders, employees,
students, and businesses could rely on crisis management (CM) policies, procedures, strategic
plans, and practices to continue near-normal operations when crises arise. CM practices could
also further minimize student achievement and success disruptions, employee workability, and

workforce readiness many community business owners rely upon.

Study Alignment

This study’s purpose, research questions, theoretical and conceptual frameworks, and
methodology alignment table in Appendix A reflect how these sections connect and align the

study’s focus.
Delimitations and Assumptions

This study’s data collection sites were researched and identified as community colleges in
the United States of America. They are located geographically, with great distances between
them, allowing participants to provide data relating to various crises. The scope of this study
included site selection of only community colleges within the U.S., excluding other higher
education institutions that offered in-person, hands-on WD and CE laboratory courses. The site
criteria also required the community colleges to have experienced disaster-causing crises, forcing
operational in-person hands-on WD and CE laboratory courses to transition to alternate
locations, schedule changes, or online pedagogical practices and environments. Similarly, the

participant sample criteria required them to be internal stakeholder employees in administrative
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leadership, including faculty roles at the sites identified. Participants had to have experienced a
disaster-causing crisis at one of the specific sampling researched community colleges. Small
sample sizes limited the scope of this study, requiring between 9 and 12 participants for data
collection to be reviewed and analyzed.

This study was built on interviewing community college administrative leaders and
faculty as internal stakeholders, reflecting a limited number of select participants with CM
experience, and reviewing institutional CM documents. Narrowing the scope of this study was
built on identifying and utilizing three geographically located community college employee
groups that experienced the transition of WD and CE pedagogical delivery methods or physical
environment change processes during and after a crisis. The elements left out of the study are the
number of employees and other types of community colleges needing to be represented and the
time frame for this study to be performed and completed.

The first assumption of this study was that many community college administrative
leaders and faculty were knowledgeable and experienced in providing lived experiences during a
disaster-causing crisis. The second assumption was that many community colleges that
experienced a disaster-causing crisis had to transition from in-person, hands-on scheduled WD
and CE courses to alternate locations, schedule changes, or online environments due to a crisis.
A third assumption was that a select team of employees at community colleges had roles in CM
and were included when addressing WD and CE environmental and pedagogical change
practices. Another assumption was that some institutions may not have been crisis-prepared or
crisis-resilient enough to transfer from in-person hands-on WD and CE pedagogy and courses to

virtual and online environments. Furthermore, the researcher assumed most institutions and their
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employees perceived transitioning from WD and CE to other than in-person, hands-on, virtual,

and online environments to be aligned with community college CM plans, missions, and visions.
Significance of the Study

The significance of this study is to benefit community colleges and other educational
institutions experiencing disaster-causing crises that interrupt WD and CE programs and courses
operationally. Furthermore, other higher educational administrative leaders, faculty, staff, and
external constituents may be better prepared for future crises affecting institutional and student
objectives and employer demands (Admiraal, K, 2022; Nicole & Dosser, 2016). The study’s
findings may also contribute to higher educational institutions desiring to improve CM and ER
strategic plans and operations, including transitioning from in-person, hands-on WD and CE
courses to online or other modalities, schedules, or environments in times of crisis. An
examination of community college administrative leaders and faculty’s lived experiences toward
minimizing the disruptions in WD and CE programs and coursework due to disaster-causing
crises is included.

Definition of Terms
Career Education (CE) — “Career and technical education in a structured sequence of
courses that progress from broad foundation skills to occupationally specific
courses...that lead to a postsecondary credential, certificate, or degree”
(Education Department Documents and Publications. n.d.). CE and CTE are
synonymously used in this dissertation.
Career Technical Education District (CTED) — Burke (2022) states CTED to be

“Programs offered at a college campus to provide opportunities for students to
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experience college success and make the transition from high school to
community college” (p. 26).

Crisis Management (CM) — The discipline that addresses both how to keep a crisis from
reoccurring or to lessen the impact of a crisis when it does happen (Studenberg,
2017; Crandell et al., 2014)

Crisis Resilient — “The process and outcome of successfully adapting to difficult or
challenging life experiences, especially through mental, emotional, and behavioral
flexibility and adjustment to external and internal demands”
(APA.org/topics/resilience, n.d.)

Emergency Remote Teaching (ERT) — The temporary shift of instructional delivery to
Alternate delivery mode due to crisis circumstances. (Hodges et al., 2020;
Youmans, 2020)

Emergency Response (ER) — An immediate, systematic response to an unexpected or
dangerous occurrence. (Mishra, T., 2024)

Organizational Crisis (OC) — (Simola, 2005; Pearson & Clair, 1998) A low probability,
high-impact event that threatens the viability of the organization and is
characterized by ambiguity of cause, effect, and means of resolution as well as by
a belief that decisions must be made swiftly (p. 181).

Organizational Crisis Management (OCM) — is a series of procedures used to sustain
or resume normal business operations, minimize stakeholder loss, and use
learning to improve crisis management processes (Pearson & Clair, 1998; Wang
et al., 2009).

Workforce Development (WD) — Industry-specific career education

20



training, grant-funded initiatives, services, and technical assistance

contributing to a community, state, nation, or global economic and social
mobility. (CCCEWD, 2017) Programs, courses, and curricula offer adults skills,
training, and experiences to help students gain employment and meet student and

employers’ workforce needs. (Jacobs and Worth, 2019)
Chapter Summary

Community colleges experience sudden and potentially drastic operational challenges
and changes in times of crisis. These challenges and changes to program and course delivery
methods and facility environmental challenges create decision-making situations that many
institutional leaders and faculty must address and respond to, at times, immediately. These
immediate and required decisions and responses often challenge leaders and faculty attempting
to minimize interruptions of WD and CE coursework and programs. This chapter discussed the
challenges, decisions, actions, and reflections of institutional leaders and faculty’s emergency
practices when transitioning from in-person, hands-on WD and CE courses to online or other
environments in times of crisis. The study’s problem statement, the background of the problem, a
purpose statement, research questions, theoretical and conceptual frameworks, methodology,
study alignment, delimitations and assumptions, significance of the study, definition of terms,
and chapter summary were introduced in this chapter. An Alignment table reflecting the different
areas of the study’s focus is mentioned, with the actual table appearing in Appendix A. This

chapter also includes a section describing the organization of the study.
Organization of the Study

Chapter 1 provided an introduction and overview of the proposed study. Chapter 2

includes this study’s literature review, and Chapter 3 identifies the methodology planned for this
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study. Chapter 4 includes data collection, research findings, and analysis, while Chapter 5
incorporates the significance of this study’s findings, implications, conclusions, and

recommendations.
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Chapter 2 - Literature Review

Chapter 2 consists of literature on crisis management and how community colleges, their
leaders, and faculty respond to operational challenges in times of crisis. Also found during the
literature review process, institutions faced many challenges when transitioning in-person hands-
on workforce development (WD) and career education (CE) courses to online or other
environments. The literature review was performed using scholarly search engines, keywords,
terms, deep reviews, and analysis of sources deemed valuable to the study. The literature found
and reviewed addressed comparative analysis and descriptions of past and most recent studies

related to this study’s topic.

Organization of the Chapter

This chapter's organization presents the approach to the literature reviewed, including a
brief explanation of what makes the literature relevant and valuable to this study, identifying and
categorizing themes found in the literature, and comparative analysis. A summary contributing to
the development of this researcher’s study and elements focusing on gaps found in the literature
reviewed is also provided. This chapter concludes with a literature review and analysis of
theoretical and conceptual frameworks.

Approach to Literature

Many studies were searched, accessed, and discovered during the literature review
process, primarily using Kansas State University’s research databases and portals. Boolean
searches were also conducted through ERIC, EBSCO, and ProQuest, including search engines
Google Scholar, SAGE, EDUCAUSE review, HigherEd., Psychology of Learning, and other
scholarly publications that uncovered valuable sources for the field of CM. This researcher also

worked with Kansas State University professors, librarians, different institutional leaders,
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methodologists, colleagues, and peers to identify and locate sources related to crisis management
found in books, periodicals, abstracts of works, dissertations, and journal articles. Key terms and
words were used in the literature review process to assist in filtering topics relative to the study’s
topic while locating full-text sources displaying specific theories, concepts, frameworks, and
methods for analysis, synthesis, and organization of the literature. A coding and categorizing
system was utilized as a deciphering process, which led to reviewing the literature and
identifying themes, categories, headings, and subheadings to keep the organization of this
chapter and study sound and intact.

The Literature Search

The literature found, reviewed, and analyzed were studies and published material relating
to topics, processes, frameworks, and methods focusing on institutions’ workforce development
(WD) and career educational (CE) emergency responses, crisis management practices, and
actions when faced with crises. As the research process developed and grew, additional focus
was spent finding and analyzing responses and perceptions of community college administrative
leaders and faculty while assessing and leading emergency response (ER) and CM efforts.
Specifically, the literature review process progressed to focusing on transitioning WD and CE
programs with laboratory-type courses to environments other than in-person hands-on in times of
crises. Specific challenges were found relating to crises and CM practices when transitioning in-
person hands-on laboratory courses to other modalities and environments, including offering in-
person training experiences to students toward minimizing course and program interruptions
during a crisis. Numerous authors’ studies and articles were found to address the latter portion of
the proposed topic of the study’s elements involving delivering content, hands-on training, and

experiences to students and their courses being uninterrupted. (Almahasees et al., 2022; Atwa et
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al., 2022; Baran & Alzoubi, 2022; Barbour et al., 2020; Chatterjee, 2021; Sanchez & Fleming,
2020). Literature was found to not address CM elements and pedagogical environmental
challenges during various disaster-causing crises, including the review of CM documents.

While not focusing on organizational crisis management (OCM) or CM relative to
community college leaders and faculty’s actions toward WD and CE operations, some authors'
studies addressed community colleges having to transition program coursework to alternative
nursing school pedagogical practices quickly. The predominant reason these colleges made the
transitions was for students to stay current in their educational endeavors during disasters
(Admiraal, 2022; Akojie, 2007; Colclasure et al., 2021; Goulding & Graham, 2021; Lofaso,
2021). Pedagogically, some authors reported that community colleges offering in-person, hands-
on WD and CE courses had to transition content and skill-building methods to virtual or online
modalities in times of crisis (Allred, 2021; Khanal, 2021). Other literature noted that community
college programs that include coursework and training that simulate real-life situations,
scenarios, and practices often provide students with the knowledge and skills needed to be
immediately employable upon program completion (Burke et al., 2017). Even though the sources
mentioned did not include aspects of CM and operations involving leadership and faculty’s lived
experiences, decisions, actions, and newfound knowledge, the information and analysis found
were contributory, worthwhile, and valuable to this study.

For this study’s purpose, a crisis refers to disasters imposed upon higher educational
institutions through hurricanes, tornados, tsunamis, earthquakes, fires, campus shootings, cyber
and terrorist attacks, financial recessions, and the 2020 COVID-19 pandemic. While much of the
literature found and analyzed focused on the 2020 COVID-19 pandemic, and although similar

and sound theoretical and conceptual frameworks emerged, none replicated nor addressed
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specific works involving CM and Pearson and Mitroff’s (1993) Five Phases of CM theory.
However, five themes emerged relating to this study’s topic that align with the practices of
transitioning modalities in times of disaster or crisis. Thematically, much of the literature found,
reviewed, and analyzed studied and reported institutions addressing changes in pedagogical
practices pre-COVID-19, during, and post-COVID-19 pandemic, not WD and CE crisis
management operations as a specific focus. The five themes, through a process of analysis,
coding, and categorizing, revealed to this researcher were:

a) the community college’s mission and history of WD course innovations

b) transitioning and converting in-person, face-to-face (F2F) hands-on WD and CE

laboratory course modalities and environments to online during a crisis

c) teaching during a crisis

d) Emergency remote teaching

d) organizational crisis management (OCM), and crisis management (CM).
Community College’s Mission and History of WD Course Innovations

Boggs and McPhail (2016, pg. 14) credited historians identifying Joliet Junior College as
the first of what would become an American higher education innovation in 1901. most
community college historians point to the founding of Joliet Junior College, near Chicago,
Ilinois, in 1901 as the true beginning of the American community college movement. Boggs and
McPhail (2016) also informed us that the 1947 Landmark Truman Commission Report “led to a
dramatic expansion of community colleges and the democratization of higher education in the
United States” (p. 15). This community college expansion during and after World War 11
provided people and communities the opportunity for individuals to get back to work by earning

certificates and industry credentials. Boggs and McPhail’s (2016) book Practical Leadership in
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Community Colleges is an excellent source for community college leaders and other employees
to learn the history of community colleges and present how to anticipate issues that may arise
internally on campuses, including external off-campus challenges relating to higher education. In
general, Boggs and McPhail (2016) offer industry-specific recommendations to leaders by
stating, “The exact nature of the issue is not as important as the specific skills that allow leaders
and policymakers to manage effectively the diverse issues that are critical to fulfilling the
institution’s mission successfully” (p. 6).

A study by Ayangma (2020) examined pathways for students to earn associate degrees or
transfer to four-year institutions in CE and CTE in in-person, hands-on, hybrid, and online
environments. Lacking was the inclusion of examining pathways for students during times
involving instructional interruptions during crises. Moreover, the study was limited to only
student interactions, explaining student retention in the completion of a program. Alssid &
Gruper (2002) address the importance of online and comprehensive workforce development
education, the recognition of partnerships between educational institutions and employers
throughout communities, and the need to create clear employment paths for students. This
researcher’s analysis revealed Alssid & Gruper’s (2002) study to be more focused on predicting
student success than on decisions, actions, and strategic planning institutions took to reduce the
impact of the course and program disruptions during a crisis. In a study by Sewell conducted in
2016, findings suggested that delivery methods may impact student outcomes in CE and CTE
courses. However, the quantitative methodological study provided limited information regarding
transitioning from in-person hands-on and hybrid WD and CE training labs to online or other

environments during a crisis.
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Community colleges “provide workforce education for a diverse group of
Americans...to anyone who wants to acquire the skill to enter the labor market, (Jacobs &
Worth, 2019, p. 1). Jacobs and Worth (2019) provide well-thought-out and researched
information regarding postsecondary workforce development as an important innovation by
community colleges. While their study does not address the issue of WD and CE in-person
hands-on laboratory courses being affected by disasters or crises, including the transitioning
process, their work is valued by providing additional information regarding adapting WD
programs in times of crisis. In addition, chapter 8 of O’Banion’s (2019) book, 13 Ideas That Are
Transforming the Community College World Jacobs and Worth (2019) mentioned “The Great
Recession of 2008 -2010” (O’Banion, 2019, p. 186) as being a reason for community colleges to
offer WD courses for adults needing new skills due to employment disruptions. “The relationship
between the community college and its community is critical” (Wang, 2004, p. 43). Wang goes
on to state:

The programs and services that community colleges provide are often created out

of local community interests and demands, and by offering community education

programs, they are aware of the community’s needs and are willing to collaborate

with them in educational endeavors (p. 43).
The educational endeavors Wang (2004), and Jacobs and Worth (2019) refer to above address
WD and CE courses and vocational or occupational training. Moreover, while their studies
address the need for in-person hands-on training to simulate real-life settings, scenarios, and
situations by offering good data regarding the history and innovations of community college WD

courses, the aforementioned authors” works do not follow formal dissertation writing protocol
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and do not address any reason for institutions to transition WD courses, laboratory or not, to
online or other environments due to disasters or crises.

Anderson et al.’s (2010) journal article, Burke’s (2022), Forrester’s (2020), Meissner’s
(2021), and O’Leary’s (2020) dissertations, including Schmidgen’s (2021) encyclopedia article,
Sewell’s (2016) dissertation, Wang’s (2004) community college review paper, and Zarkesh’s
(2004) journal article have all produced scholarly work with findings surrounding the need for
workforce development programs by community colleges and local businesses for economic
sustainability and growth. Furthermore, while not taking away from authors producing valuable
literature in non-dissertation formatting, Burke’s (2022) quantitative, causal-comparative study’s
findings “showed that participation in a CTED program had a positive influence on
postsecondary outcomes” (p. 160). Forrester’s (2020) quantitative study resulted in statistics
suggesting “that the inclusion of readiness, remediation, and retention, and non-academic
supports for students is valuable in assisting navigation to completion goals” (p. 132).

Meissner’s (2021) quantitative research included three studies with six primary
outcomes. To summarize, Meissner’s (2021) research reflects a “national picture of CTE
availability, participation, and student outcomes” (p. 119) as three separate studies. The author’s
research on the three studies reveals that some CTE fields “align with results from overall CTE,
while results from other fields contradict the patterns for overall CTE or have few significant
relationships at all” (p. 119). The authors’ conclusion of the research also mentions, “These
differences suggest the relationships between CTE and student outcomes found in previous
research may actually be driven by just a few fields and are not reflective of participation in any
or all fields” (p. 119). O’Leary’s (2020) qualitative phenomenological study was performed to

"better understand the phenomenon of change adoption by STEM faculty members teaching
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online laboratory-based STEM courses™ (p. 97). O’Leary's findings resulted in two themes
addressing the study's second research question. The first of two themes about "Beliefs about
STEM Labs" found that "Students Need Hands-On Experience, and Rigor and Standards Absent
in Online Labs™ (p. 97). Furthermore, theme 2, called "Online Lab Components Can Enhance
Student Learning, "found that "STEM lab instructors did not think that online or distance-
learning STEM labs could be as rigorous or meet a high standard of quality that face-to-face
STEM labs provided” (O’Leary, 2020, p. 97). O’Leary’s (2020) study provided important
information as its phenomenological approach has been found to incorporate similar aspects of
this study’s multiple-case study methodology.

Sewell’s (2016) quantitative study based its secondary data analysis on determining “if
there are significant differences in student success in traditional, hybrid, and online courses in
selected career and technical education programs” (p. 56), through analyzing the different
modalities, and student population demographics. This author’s study also measured and
analyzed outcomes between the delivery methods and relationships, including withdrawals,
transferable grades, gender, and age. Sewell’s (2016) research produced a thorough, in-depth
study through the author’s inclusion of literature reviews, methodologies, and research results
with complete analysis from seven different research questions that provide much information
and data to assist with this researcher’s proposed study’s topic. Meissner’s (2021) study did have
a methodology section, but the type was never explicitly mentioned. This researcher posits that
Meissner (2021) utilized a quantitative methodology as variables and numbers were used to
determine results.

The literature found, reviewed, and analyzed above addresses a portion of the proposed

topic of study. However, the studies lack focus regarding institutional best practices when
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quickly pivoting WD and CE hands-on laboratory courses to online or other modalities, to
include other physical environments minimizing interruptions in students’ educational endeavors
and training. Also missing are theoretical and conceptual frameworks aligning with this
researcher’s proposed study methodologies.
Transitioning in-person hands-on WD and CE Laboratory Courses to Online and
other Environments in times of Crisis

Bartuseviciene’s (2020) journal article presents a mixed-methods study that served well
as a valuable source for this study and for those interested in reviewing literature regarding
academic continuity relative to universities needing to address unstable situations caused by
disasters (Abstract). Bartuseviciene’s qualitative and quantitative study focuses on institutions’
resilience-building and capabilities of transitioning from in-person hands-on courses to online
environments during disasters (2020). Bartuseviciene’s study found World Maritime University
(WMU), the setting of the study, to support Duchek’s (2020) model of capability-based
organizational resilience. Bartuseviciene states, “Coping skills were utilized to successfully
maintain academic continuity under the impacts of the COVID-19 pandemic” (p. 169).
Furthermore, even though WMU successfully utilized coping skills to maintain academic
continuity, further analysis of the study reveals the institution is still in the coping stage, meaning
the “effective handling of unexpected events so as to resist destruction” (Bartuseviciene, 2020, p.
170) remains a focus to prepare for other disruptions of academic programs. Bartuseviciene’s
(2020) study advocates adaptation capabilities relating to institutions reflecting on learning from
successes and failures and utilizing organizational change (2020). The authors’ study greatly
informed this literature review as it closely relates to this proposed study’s topic. To conclude

this study’s review, Bartuseviciene stated, “Facing disruptive events...has prompted a great
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number of educational institutions to develop academic continuity models” (p. 161). The author
offers valuable information by utilizing Regehr et al.’s (2017) four-phase academic continuity
model, which simulates an OCM plan. Regehr et al.’s (2017) phases consist of a pre-planning
phase, an approaching-a-crisis phase, and a phase where institutions are to review courses and
design them for resilience, concluding with a post-crisis strategy phase.

Anderson, Maier, and Shepard’s 2010 article titled Skepticism to Success: Meeting
Critical Workforce Needs Through Innovation and Collaboration offers information on research
studies supporting face-to-face physical therapy assistant programs transitioning to an online
version successfully, even though faculty and the professional community were skeptical of the
transition. The authors’ work related to this study as it addressed adapting WD programs to other
than hands-on, in-person laboratory settings. Their article reports on topics such as changing
modalities of workforce education, workforce demands, innovative design and purpose, and
reaching new populations, all adding to the understanding of this researcher’s proposed topic of
study relative to how another higher educational institution, Whatcom Community College in
this case, attempted innovative course and program delivery methods. The authors summated
with, “Community colleges with their responsive and flexible instructional delivery systems are
the solution to meeting critical education and training needs” (Anderson et al., 2010, p. 66).
While the article provides important information beneficial to this researcher’s knowledge base,
it does not address operationally transitioning pedagogical practices and modalities incurred
from disasters or crises. Furthermore, while the authors’ article mentions faculty and the
professional community being skeptical of the modal transitions, it is void of the essential factor
addressing the issue of institutions and their faculty being adequately equipped, prepared, and

trained in resorting to CM pedagogical practices.
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Another study focusing on higher educational institutions transitioning from traditional
teaching modalities, such as in-person, hands-on courses, to online or other environments is
Chatterjee’s (2021) qualitative phenomenological study. This author’s (2021) study utilized
Schlossberg’s Transition Theory as the theoretical framework, identifying “three major parts:
approaching transitions, taking stock of coping resources, and taking charge” (p. 27). The study’s
methodological approach is sound because it, “cites detailed descriptions of research sites,
participants, data collection method, tools, and how data was analyzed” (p. 48). Chatterjee’s
(2021) study found that the participants struggled to simulate the hands-on experience and
activities in in-person hands-on courses provided for educational training purposes. Although
faculty “made themselves feel good” (p. 176) about transitioning courses to online environments,
they “agreed it is impossible to make the same scientific concept learned in the way as it happens
in the in-person hands-on classroom” (p. 176). Chatterjee’s (2021) study is thorough and
detailed, and it includes all aspects of a well-done dissertation resulting in worthwhile findings
exploring faculty perceptions of the challenges of transitioning from in-person, hands-on science
laboratory courses to online teaching modalities. However, the study misses the need to include
CM and the transitioning phases during times of crises caused by disasters.

Plummer et al.’s (2021) study and Collins-Brown’s (2008) journal article also provide
relevant information to this proposed study, as they share similarities and differences when
compared to one another. Plummer et al.’s study design is very similar to this researcher’s
proposed study and provides much insight and critical analysis toward determining this proposed
study’s design. Plummer et al.’s qualitative phenomenological study focused on higher education
instructors’ experiences 0of switching to online methodologies during the 2020 COVID-19

pandemic. It also utilized semi-structured interviews to collect data from participants, intending
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to explore the challenges of transitioning from in-person hands-on to online instruction,
opportunities, and lessons learned. Similarly, both examined teaching in-person compared to
online. However, the two studies used differing research methods. Whereas Plumer et al.’s study
incorporated the qualitative phenomenological design, Collins-Browns’ article utilized a
quantitative approach, using surveys as the data collection process to compare the effectiveness
of teaching online versus the more traditional in-person, hands-on modality. Both studies
effectively provided data and purpose in analyzing the effectiveness and experiences of teaching
different modalities in times of crisis. The gap in the two studies relative to this proposes study’s
topic was that neither addresses specific challenges facing institutions transitioning from in-
person hands-on WD and CE courses to online or other modalities to reduce interruptions in
students’ educational endeavors.

Two other works proved beneficial during this literature review process and analysis:
Allred et al.’s (2021) The COVID-19 Pandemic’s Impact on Students In A Paramedic Study
Program journal article and Collins, K. R. et al.’s (2008) Facing Disaster: A Tale of Two
Colleges, One System, and Their Response to Hurricane Katrina. Both works provide enriched
sources. Allred et al.’s article uses a qualitative methodological approach similar to Plummer et
al.’s (2021) study by conducting semi-structured interviews with students as participants. Allred
etal.’s (2021) study targets the impact of the COVID-19 pandemic on students who were
studying in in-person, hands-on career education laboratory courses before being forced to
transition to online environments. Allred et al.’s literature review section also included data
regarding students preferring in-person instruction over online modalities, students lacking tools
to learn online, different disasters requiring different responses centering on preparedness, and

disasters bringing about organizational change. Institutions quickly transitioning from in-person
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hands-on to online course delivery proved to be one of the weakest elements in the change to
online course delivery. Collins et al.’s (2008) article’s focus was found to be a case study
highlighting the responses of two colleges post the Hurricane Katrina disaster and crisis. While it
also involved interviews of participants, they were not students but key stakeholders of the two
colleges. Furthermore, Collins et al.’s study included a data collection process involving reviews
of two colleges’ policy documents, which coincides with Paryono’s (2005) study.

Ultimately, both authors address the impact of a crisis imposed upon higher education, but
neither included research nor findings regarding the transitioning of in-person hands-on career
education laboratory courses going entirely online at the institutional level as did Lee and Jung’s
(2021) study below.

Lee and Jung’s (2021) quantitative methodological study includes investigating
alternative instructional and institutional changes for adapting to online instruction from in-
person methods in crisis situations, primarily the 2020 COVID-19 pandemic. Data was collected
and used during the early stages of the pandemic, and the authors recognize the need for a later-
timed qualitative phenomenological approach study that could address “shifting patterns of
instructional changes over longer periods of time” (p. 16). Their data-collecting analysis suggests
“that, in higher education contexts, crisis-driven changes may happen differently from pre-
planned, voluntary change” (p. 16). In providing further results more closely related to this
researcher’s proposed topic of study, the authors go on to state, “This study offers implications
for guiding higher education institutions in developing effective faculty development programs
and institutional-level policies and strategies for quality online teaching in crisis situations” (p.

16). Lee and Jung’s (2021) study contributes to this proposed study by offering the need for
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future studies involving institutions supporting faculty members in transitioning from in-person,
hands-on courses to emergency online teaching environments in times of crisis.
Teaching in Times of Crisis

Course-specific modal delivery methods in education often change due to crises. Crises
can be “man-made, physical, political, weather-related” (Shaw, 2012, p. 1) or financially driven,
including pandemics such as the 2020 COVID-19 global catastrophe. Disasters caused by forces
of nature, such as hurricanes, tornadoes, and tsunamis, have been instructional interrupters at
institutions. In addition, fires, floods, earthquakes, and economic recessions also can cause
teaching and learning disruptions. According to Lee and Jung (2021), “With the rapid growth of
online education, many researchers have explored experiences of faculty teaching online,
including when it occurs during crises, such as natural disasters, or socio-political turmoil” (p. 1).
The literature review about teaching in times of crisis found studies recognizing institutional
responses to emergency transitions to remote online learning and emergency remote teaching
(ERT), leading to increased knowledge and breadth about this study’s topic. The void remains
surrounding study’s involving specific CM plans relating to adapting WD and CE programs in
times of crisis.
Emergency Remote Teaching in Times of Crisis

While reviewing literature that utilized key terms such as teaching in emergencies,
transitioning from in-person hands-on courses, transitioning laboratory courses to online, and
teaching modality changes during crises, it was found that most authors define ERT decidedly
the same. Many authors quote ERT as “the temporary shift of instructional delivery to alternate
delivery mode due to crisis circumstances” (Hodges et al., 2020, p.1; Youmans, 2020, p. 3376;

Barbour et al., 2020, p. 2; Ferri et al., 2020, p. 2). Differences abound though through these and
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other authors exploring the topic of ERT as evidenced by the following. Hodges et al.’s 2020
work, viewed in an article by the EDUCAUSE Review, addresses the difference between ERT
and online teaching and learning during the COVID-19 pandemic. Other than arguing that ERT
is a pedagogical response to a disaster or crisis, it does not explore the transitioning practices of
institutions quickly moving from in-person, hands-on WD and CE courses to online or other
environments. Additionally, there is no evidence of specific methodology, research questions, or
other vital elements of an in-depth examination conducted through formal dissertation study
formats and processes.

Youmans’ (2020) journal article, “Going Remote: How Teaching During a Crisis is
Unique to Other Distance Learning Experiences,” uses theories such as those proposed by
Vygotsky and Dewey while offering ERT as a response to converting in-person hands-on
courses to online and hybrid modalities during the COVID-19 pandemic. Youmans’ work is
valuable in understanding theoretical approaches to pedagogical practices during a crisis,
considering the potentially traumatic experiences students may incur during disasters and
providing safe spaces for students. However, similar to Hodges et al. (2020), it lacked
methodological frameworks and research questions aligning with the framework. It also solicited
deeper exploration of institutional CM practices during and post-crises toward transitioning from
in-person, hands-on laboratory courses to online or other modalities and the interruption of
student progress and completion of courses and programs. Barbour et al.’s 2020 special report,
along with Ferri, Grifoni, and Guzzo’s (2020) concept paper, join the different groups of authors
who define the term emergency remote teaching identically.

Another group of authors, Gomez et al. (2023) published Adapting Under Pressure: A

Case Study in Scaling Faculty Development for Emergency Remote Teaching, and while the term
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ERT shares some relevance to teaching during a crisis in more than a few areas of their work,
their study focused more on faculty already teaching online and having to adapt to all forms of
online instruction, but not from face-to-face (F2F), also referred to as in-person, hands-on, to
online laboratory courses (p. 96). The literature relating to the proposed research topic and ERT
appear to be plentiful; however, a gap continues to emerge during the literature review process.
The gap emerging centers around literature not addressing specific CM challenges facing
institutions transitioning from in-person hands-on WD and CE courses to online or other
environments and modalities reducing interruptions in students’ educational endeavors.
Organizational Crisis Management/Crisis Management

Numerous authors reveal valuable studies to be helpful in the field of higher education
related to this researcher’s proposed topic of study. The term organizational crisis management
(OCM) is found in Simola’s (2005) study from Caywood and Stocker (1993) as “the
management of operations during the actual crisis and to the management of the corporation
before...and after the crisis” (p.181). Organizational crisis (OC) is defined in different ways to
meet an organization’s needs; however, sources such as Pearson and Clair (1998) and Simola
(2005) note that an OC “is a low probability, high-impact event that threatens the viability of the
organization and is characterized by ambiguity of cause, effect, and means of resolution as well
as by a belief that decisions must be made swiftly” (Simola, 2005, p. 181). Shaw (2012) and
Akers (2007) express, “Though growing increasingly more important to the general public, crisis
management is often overlooked in college classrooms” (p. 4).

In Studenberg (2017), credit is given to Crandell, Parnell, and Spillan (2014) for the
definition of crises management (CM) as “the discipline that addresses both how to keep the

crisis from reoccurring or to lessen the impact of crisis when it does happen” (p. 12). Zdziarski
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(2001, p. 5) defines a campus crisis as “an event that disrupts the orderly operation of an
institution or its educational mission and threatens the well-being of personnel, property,
financial resources, or reputation of the institution.” Lalonde (2007) mentions many authors
(Boin & Lagadec, 2000; Drabek & Hoetmer, 1991; Puacheant & Mitroff, 1995) in reporting,
“Crisis management is on the public administration agenda, and decision-makers are increasingly
put on the carpet and pressed for answers on issues they often find overwhelming” (p. 18).
Shaw’s (2012) work states, “Despite a growing number of literature references on campus crisis
management and the breadth of research on organizational change, little is known about
organizational changes prompted by campus crisis” (p. X).

Pearson and Mitroff’s (1993) article provide great insight and information to this study’s
topic. These two authors’ work states “Crisis management is a relatively new field, still in the
early stage of development” (p. 49). This statement, presented in their article published in 1993,
“Survival of the whole organization is in jeopardy with a crisis” (p. 49), still holds today.
Furthermore, tracking organizations appearing to be prepared to deal with a crisis, these authors
aimed to “understand the differences between the number and types of crises they experience and
whether they recover faster than other companies” (p. 49). Pearson and Mitroff also developed a
study conducted over five years of research that produced results of “how human-induced crises
should be managed” (p. 49).

Pearson and Mitroff’s (1993) work involved four significant issues that each primary CM
variable addresses, “Types, Phases, Systems, and Stakeholders.” One area of study these authors
mention as being overlooked that relates to this study is the “relationship between crisis
management and the stakeholders” (p. 49). The authors further stated that many organizations

“have made positive assumptions about their key stakeholders only to find that under crisis
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conditions their assumptions were faulty” (p. 57). Ultimately, Pearson and Mitroff’s (1993) study
stated, “Effective crisis management requires custom tailoring programs to the specific industry,
business environment, and crisis management developmental stage of each organization” (p. 58).
Pearson and Mitroff further stated, ““A fixed preparation for all crises is not a sensible target.
However, a systematic, integrative process of crisis management is a proper and attainable goal.
Anything less invites disaster” (Pearson & Mitroff, 1993, p. 59). Review and analysis of Pearson
and Mitroff’s (1993) article and study provided the frameworks this study required, which is
their “Crisis Variable Two: Phases” (p. 52). Pearson and Mitroff’s (1993) “Crisis Variable Two:
Phases” (p.52) consists of Five Phases: Crisis Management, signal detection,
preparation/prevention, containment/damage limitation, recovery, and learning.

Zdziarski et al.’s (2007) work contributed markedly to this study and provided valuable
information to understand better how higher education administrators evaluate, revise, and
establish comprehensive CM plans. Additionally, the authors’ work proved beneficial to this
study by informing and identifying different types of crises using their crisis matrix, examining
structures, operations, and training of crisis teams, how to work with outside agencies, and
critical information about incident stress management (Zdziarski et al., 2007). Thematically,
substantial research identified CM as best relating to the proposed topic of study. However, none
of the authors incorporated crisis management as a methodological framework relating to
institutional leader’s and faculty’s lived experiences, decisions, and actions collectively in times
of crisis. Even though a gap in the literature reviewed continued to exist, relationships between
the authors’” works contributing to CM in this literary review shared similarities, and their studies

were found to be valuable works aligning this study’s topic with CM. They proved to be in-depth
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articles and studies that have made respected contributions to the field, which led to the

determination of CM as the overarching theme and framework for this study.
Frameworks

Authors Lochmiller and Lester (2017) explained, “A theoretical framework serves as the
foundation for your research study. It is founded on established theoretical perspectives that
refer to broad theoretical perspectives...” (p. 31). Connectedly, Kotter’s 8 steps to leading
change theory apply to community college leaders who need to change WD and CE course
environments in times of crisis. Moreover, it is a systematic process of “common success factors
offering a practical approach to an organized means of leading, not managing, change”
(kotterinc.com, n.d.). However, assertively, Kotter’s 8-step theory is better suited to assist with
institutions’ need to create and lead change before a crisis, not during and immediately post-
crisis. Kotter’s 8-step theory could be helpful to institutions needing crisis management plans
updated and when leading organizational crisis management (OCM) changes to become crisis
resilient (CR).

Bohlman and Deal’s Four Frame Model is another highly respected theory that was
analyzed and considered as the theoretical framework for this study. Their four frames are
structural, human resource, political, and symbolic. Institutional leaders would best utilize
Bolman and Deal’s structural model before a crisis by developing an OCM or CM plan for the
future. Like Kotter’s 8-step model, this does not align with this study’s purpose of discovering,
analyzing, and learning what decisions and actions leaders exhibited and learned during a crisis
relating to the potential of having to pivot from in-person hands-on WD and CE course

modalities and environments. Bohlman and Deal’s human resource, political, and symbolic
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elements were helpful in gaining additional knowledge for this study. However, the four-frame
model, as a whole, does not align with this study’s framework needs.

“Crisis management” (CM) (Pearson & Mitroff, 1993) was often found to focus on
understanding the role of stakeholders and organizations during a crisis through researching
published studies, journals, and articles incorporating OCM and CM. However, none explicitly
bridged public higher education administrative leaders and faculty’s lived experiences, decisions,
and actions relating to WD and CE programs adapting to CM theories and practices. Through
further in-depth research and analysis of change, leadership, and CM theories, the following was
determined: Kotter’s 8 steps to leading change, Andrews and Reinholz’s change theory, and
Bohlman and Deal’s Four Frame model of leadership do not address this study’s intentions or
needs congruently as much as CM as the overarching theory, along with Pearson and Mitroff’s
(1993) Crisis Management model.

Potential framework lenses for this study included Borton’s Theory of Reflection
(Borton, 1970), Kolb’s Experiential Learning Theory (Kolb, 1984), and Gibb’s Reflective Cycle
model (Gibb, 1988). After deeper analysis Pearson and Mitroff’s (1993) Five Phases of Crisis

Management was found to best serve and guide this study’s conceptual framework.

Chapter Summary

The literature research, review, and analysis process surrounding this study’s topic,
including potential frameworks, continued to be beneficial and contributory toward this study’s
explorative endeavors. The literature review processes became necessary and invaluable in the
efforts to produce a well-developed, deep, organized study examining the topic as studied. The
literature found and analyzed in this chapter exposed a gap in the topic of study: Adapting

Workforce Development Programs in Times of Crisis: A multi-case study of administrative

42



leaders and Faculty representing three community colleges. Further topics and framework
literature during the following chapter’s developmental phases were conducted to increase the

knowledge base, this study’s efficacy, and the investigation needed for a doctoral-level study.
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Chapter 3 - Methodology

This chapter includes the study’s purpose, research questions, frameworks, research
design, study setting, describing the three institutions used in the study, the study’s participants,
instrumentation, data collection, data sources, and data analysis. Chapter 3 also includes
information regarding this study’s alignment table, ethical considerations, limitations, study
quality, and conclusion.

Purpose of the Study

The purpose of this qualitative multi-case study was to explore and examine community
college administrative leaders’ and faculty’s crisis management decisions, actions, and lessons
learned while adapting WD and CE programs in times of crisis. Yin’s (2018) assertion regarding
qualitative multi-case methodological approaches “to understand complex social phenomena” (p.
5) and ““such an understanding is likely to involve important contextual conditions pertinent” (p.
15) was valuable in identifying this study’s purpose. Additionally, this study presented the
opportunity to learn crisis management responses by community college leaders and faculty
when transitioning from in-person hands-on workforce development (WD) laboratory courses to
online and other environments in times of crisis. The study further examined and addressed this

study’s three research questions.
Research Questions

Three primary research questions guided this study:
1. What were the administrative leadership and faculty decisions during a crisis involving

WD and CE programs and courses at a community college?
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2. What administrative leadership and faculty actions were taken to transition WD and CE
courses from in-person (face-to-face) to online, virtual, or other non-in-person
environments?

3. What was learned by community college administrative leaders and faculty responding to
a crisis?

Theoretical and Conceptual Frameworks

Two frameworks were utilized for this study. Theoretically, the crisis management (CM)
theory by Pearson and Clair (1998) and Wang et al. (2009) proved to address and align with the
overarching views on strategic approaches to managing crises. Pearson and Mitroff’s (1993) CM
model was used to guide and build from the CM theoretical framework.

Theoretical Framework

This study’s theoretical framework focused on understanding institutional crisis
management (CM) (Pearson & Clair, 1998; Wang et al., 2009). CM is understood to be a series
of procedures used to sustain or resume normal business operations, minimize stakeholder loss,
and use learning to improve crisis management processes (Pearson & Clair, 1998; Wang et al.,
2009). Bundy et al. (2016) stated, “Debates continue regarding the relevant antecedents,
processes, and outcomes associated with crises and crises management” (p. 1662). Furthermore,
although there has been enduring interest from various studies, recent discussions about the
understanding of crisis management are still in their infancy stages, thus prompting further
studies of deeper exploration regarding the overarching theory. As Bundy et al. (2016) offer,
“We have only just begun to scratch the surface in our understanding of crises and crises
management” (p. 1662). CM sources and practices could be used to sustain or resume normal

business operations, minimize stakeholder loss, and use learning to improve crisis management
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processes (Pearson & Clair, 1998; Wang et al., 2009). In these contexts, CM is used to
understand how individuals employed at higher education institutions respond to, navigate
through, and learn from crises-led decisions, actions, and lessons learned.
Conceptual Framework

According to Miles et al. (2014), “A conceptual framework builds from a theoretical
framework but explains narratively or graphically ‘key factors, variables, or constructs and their
presumed interrelationships that are central to your study” (p. 20). This study’s conceptual
framework is “a more fine-grained lens that operationalizes and explains relationships”
(Lochmiller & Lester, 2014, p. 31) through the use of semi-structured interviews of participants
as reflections from experiences. Conceptually, Pearson and Mitroff’s (1993) Five Phases of CM
paved the way for this study. The Five Phases were used to identify commonalities, differences,
and overarching themes presented through this study’s data collection and analysis processes.
Pearson and Mitroff’s (1993) Crisis management (CM) framework provided a structured
approach to examining crisis-related phenomena, strategies, decision-making processes, and
opportunities for crisis-involved institutions and their employees to learn from experiencing a
crisis (Pearson & Mitroff, 1993). Pearson and Mitroff’s (1993) CM model was used to create
research questions regarding administrative leaders and faculty decisions, actions, and lessons
learned. Pearson and Mitroff’s (1993) CM conceptual framework was also used to develop
interview questions and the reviewing of CM or emergency response (ER) documents.

As shown below in Figure 3.1, Pearson and Mitroff’s Five Phases of crises move from
one to the next in sequential order: signal detection, preparation/prevention, containment/damage

limitation, recovery, and learning. Pearson and Mitroff’s (1993) crisis management model guided
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this study’s focus by collecting responses to interview questions regarding decisions, actions, and
what was learned by institutional leaders and faculty exhibited during a crisis.

Figure 3.1
Pearson and Mitroff’s (1993) Five Phases of Crisis Management (p. 52)

1.Signal 2.Preparation/ 3.Containment/

Detection Prevention Damage Limitation

@

5.Learning - 4.Recovery

Note. The first phase is Signal Detection, then Preparation/Prevention, continuing with
Containment/Damage Limitation, then Recovery, and ending with Learning

Phase one is the Signal Detection phase: “Crises leave a trail of early warning signals”
(Pearson & Mitroff, 1993, p.52). Responses to participant interview questions were to be
transparent and “open information channels recognizing contributions of messengers of bad
news” (Pearson & Mitroff, 1993, p. 52) relating to a crisis. Interview questions relating to phase
one focused on CM or ER plans prior to a crisis. Phase two is the Preparation/Prevention phase:
This phase is related to interview questions centering on whether or not crisis management teams
were in place and trained to deal with a crisis or crises. This phase can also include participants
working through a crisis by using ER or CM documents to show if there were connections to the
documents and how participants responded to the crisis. Phase three, Containment/Damage
Limitation, according to Pearson and Mitroff (1993), was “intended to limit the effects” (p. 53)
of a crisis. In this phase, effective crisis management could “detail plans for preventing a local

crisis from affecting other uncontaminated parts of the organization or its environment” (p. 53).
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Phase four is the Recovery stage of crisis management. Pearson and Mitroff (1993)
stated, “recovery indicates that the best-prepared organizations have programs of short-term and
long-term business recovery” (p. 53), resulting in minimizing interruptions of WD and CE
programs and courses. The emphasis on analyzing participant responses to interview questions
relating to phase four was to explore the potential efforts institutional leaders decided and acted
upon to establish alternate practices needed to minimize pedagogical interruptions. Pearson and
Mitroft’s (1993) final and fifth phase of their Crisis Management model is the Learning phase,
which “refers to adequate reflection and critical examination of the lessons learned from
experiencing a crisis” (Pearson & Mitroff, 1993, p. 54). This phase aligned with the data
collected, the analysis process post-coding, and the identification of similar and different themes,
actions, and any information found to be relevant to this study. This fifth phase reflects
participant interview responses in conjunction with the reviewed CM and ER documents. These
five phases provided gained perspectives and knowledge of institutional crisis management
leaders and faculty experienced working through crises, including, as Pearson and Mitroff (1993)

state, “their roles in the management of a crises” (p. 48).
Research Design

Research designs are “the logical sequence that connects the empirical data to a study’s
initial research questions and, ultimately, to its conclusions” (Yin, 2018, p. 26). Even though, as
Yin (2018) states, “Unlike other research methods, a standard catalog of case study designs has
yet to emerge” (p. 25), this study’s research design was based on the qualitative multi-case study
method utilizing semi-structured interviews while examining institutional leaders’ and faculty’s
responses. CM archival documents from study sites were sought. However, only the currently

publicly available institutional emergency response (ER) and CM plans were available, and they
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were reviewed and analyzed as “passing relevance” (Yin, 2018, p. 117). As passing relevance to
the study, the institution’s ER and CM documents reviewed were analyzed and found to
corroborate some of the participants’ responses, provide historical context, and enable cross-case
comparisons, adding to the depth and breadth of this study’s scope. Qualitative studies focus on
participant experiences and perspectives, including organizational processes (Roberts & Hyatt,
2019). According to Yin (2018), multi-case studies “allow you to focus in-depth on a ‘case’ and
to retain a holistic and real-world perspective — such as in studying individual life cycles, small
group behavior, organizational and managerial processes...” (p. 5). Semi-structured interviews,
this researcher’s journal, and institutional ER and CM documentation reviews served as
necessary data collection sources. This study also took on a “constructivist” approach by
“attempting to capture the perspectives of different participants and focusing on how their

different meanings illuminate” (Yin, 2018, p. 16) this study’s topic and purpose.
Study Setting

The setting of this study involved three community colleges serving different
geographical areas of the United States that had experienced varied crises and managed
operationally forced pedagogical and environmental challenges to in-person, hands-on WD and
CE laboratory courses. Two community colleges in the Western region of the U.S. that were
made to adjust pedagogical practices, scheduling, temporary closures, or relocating due to
disaster-causing crises such as wildfires, the COVID-19 pandemic, and any other crises were
contacted for this study’s purpose. The other community college that experienced disaster-
causing crises used in this study is located in the Southeastern region of the United States. As an
area of focus, the Southeastern region experienced hurricanes, wildfires, flooding, and the

COVID-19 pandemic. All the sites providing data had in-person, hands-on WD and CE physical
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laboratory courses taught before at least one identified crisis, causing the institution to
operationally alter or transition to online or other pedagogical modalities, schedule adjustments,
and environmental or facility challenges temporarily during or post crises.
Institutional Data

As referenced in Chapter 3, three community colleges were used as site locations to
provide the necessary data collected from participants. Each college was strategically selected
based upon unique geographical differences, thus providing varied data for analysis. This data
reflects how each institution’s participants decided, acted upon, and learned lessons toward
adapting workforce development programs and courses in various crises. All three colleges
presented in this study were given code names to remain anonymous. College SE is located in
the Southeastern area of the U.S. College SE serves an urban area and is the site that
experienced four crises: hurricanes, flooding, wildfires, and the COVID-19 pandemic. College
W1 is located in a rural area of northern California, serving three different counties of the
Western U.S. region. College W1’s faculty and leaders interviewed experienced living and
working through three crises: flooding, multiple wildfires, and the COVID-19 pandemic. College
W?2 is located in an urban area of southern California, also in the Western U.S. region, and

served as a site that experienced two crises, wildfires and the COVID-19 pandemic.

Table 3.1
Crises Experienced by College
College #Number of  Hurricanes Flooding Wildfires COVID-19
Crises Pandemic
SE 4 Yes Yes Yes Yes
w1 3 No Yes Yes Yes
W2 2 No No Yes Yes
Total 9 1 2 3 3
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Study Participants

Participants were selected through purposeful sampling by identifying and choosing sites
per specific criteria (Lochmiller & Lester, 2019). Purposeful sampling, according to Lochmiller
and Lester (2017), centers on studies involving:

People, organizations, communities, cultures, events, critical incidences...as they

are information rich and illuminative; that is, they offer useful manifestations of

the phenomenon of interest; sampling, then, is aimed at insight about the

phenomenon, not an empirical generalization from a sample to a population

(p.94).

Specific characteristics of purposeful sampling included community college administrative
leaders and faculty who served at the particular sites and experienced operational decision-
making challenges or transitions from in-person hands-on WD and CE courses to online or other
environments during a crisis. Participants were purposefully selected by the president of each
college in conjunction with the president’s executive assistant or the dean of CE, providing a
well-balanced mix of participants from various higher education WD and CE programs. 12
participants were interviewed, three from two institutions each and six from one institution, until
saturation was achieved. Purposeful sampling consisted of contacting community college
administrative leaders, faculty, and crisis management team members, including but not limited
to the three college’s CEOs/Presidents, Deans, Department Chairs, and faculty who had
experienced working through a crisis while employed at the public higher educational institution.

Figure 3.2 below is a diagram reflecting participant roles while employed at sampling sites:
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Figure 3.2

Example of each study site’s participants

Case Study Site
CEOs 1 at each of 3
sites

Deans 2-3 at each site
mm Department Chairs 2-3 at each site
— Faculty 2-3 at each site

Note. The above figure reflects the number of colleges and participants used in this study.

Participant Demographics

The researcher conducted 12 interviews, one per participant. Participants were employed
as personnel at each college and were identified using an alpha and numerical system.
Participants' names were protected by using participant coding. SE1 represents Southeastern U.S.
region college participant one, and SE2 represents Southeastern college participant two. This
identification and coding process continued with SE3 as Southeastern college participant three.
The two Western U.S. colleges were coded as W1 and W2. W1-1 represents Western U.S.
College one participant One. Additionally, the codes W1-2 through W2-6 represent the interview
participants in the Western U.S. Region Colleges. Each participant was involved in the decision-
making and actions taken processes toward their college adapting WD and CE programs and

courses in times of crises, providing data relating to research questions RQ1, RQ2, and RQ3.



The participants interviewed included eight community college administrative leaders
and four faculty members, as seen in Table 4.2 below. Some leaders served as faculty at their
respective institutions while experiencing crises and have since been promoted to leadership
positions. They are listed and identified as faculty in this study. Administrative leadership
position participants served as Deans (4), Associate Deans (2), Directors (1), and
Chairs/Administrators (1), with faculty representing the other 4 participants. All participant
responses provided data for the researcher to analyze, identify, and categorize.

Study Participant Roles by College

Table 3.2
Study Participant Roles by College
College # Number of Participants # Number of Leaders # Number of Faculty
SE 3 2 1
W1 3 3 0
W2 6 3 3
Total 12 8 4

Figure 4.1 below reflects the percentages of eight specific WD, CE (CTE), and non-CTE
programs represented in the study. Three participants served in emergency services, two in
criminal justice, two serving in both CTE and non-CTE (academic) programs, two in automotive,
and one each in industry technology and agriculture, cosmetology and barbering, and human

services and technology.
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Figure 3.3
Specific WD and CE Programs Representing Participant Roles

Human Svcs & School of Emergency

Technology Svces
8% 23%

School of

Criminal Justice Cosmetology/Barbering
15% 8%

| ‘ CTE and Non CTE
Automotive Programs

15% 15%

Health & Public Svcs Industrial Tech &

8% Agriculture
8%
= School of Emergency Svcs = School of Cosmetology/Barbering = CTE and Non CTE Programs
Industrial Tech & Agriculture m Health & Public Svcs = Automotive
m Criminal Justice ® Human Svcs & Technology
Instrumentation

The researcher conducted all interviews and reviewed the CM and ER document data.
Yin (2018) stated, “One of the most important sources of case study evidence is the interview”
(p. 118). In addition, Yin (2018) states, “Interviews are an essential source of case study
evidence because most case studies are about human affairs or actions” (p. 119). Semi-
structured interviews with the participants were conducted as the primary approach to collecting
data (Gottschalk, 1951). Furthermore, the specific method of investigation research included
questions through semi-structured interview inquiry methods to provide a focus on
understanding the world around those sampled (Lochmiller & Lester, 2017). CM and ER
document reviews were used to “corroborate and augment evidence from other sources” (Yin,
2018, p. 115).

Semi-structured interview questions are referenced in Appendix E as Interview Protocol,

Interview Questions. Testing the genuineness of participants’ views was performed by utilizing
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different persons known to hold different perspectives. (Yin, 2018) Participants’ perspectives
through the semi-structured interviews also served as a data source to explore organizational
processes and practices when made to address disaster-causing adaptations of WD programs and
courses in times of crisis. CM archival document retrieval requests were provided by utilizing
Appendix F, which was emailed to each institution’s key contact person. However, no archival
documents were provided by any institution. Therefore, only publicly available ER documents

were analyzed as passing relevance.
Data Collection and Data Sources

Kansas State University (KSU) Institutional Review Board (IRB) approval was obtained
before proceeding with the data collection processes, including contacting study site colleges and
participants. The KSU IRB approval forms, which served as examples, are listed in this study in
Appendix C. The researcher contacted site location presidents through email and phone calls to
approved institutions, including conducting research about their college as a data source,
reflected in Appendix B. Presidents of each community college approved utilizing their college
as a data collection site. An employee from each institution was appointed to serve as a key
contact person to assist with contacting participants. The key contact person was then provided
information about the study, including which type of participants were being sought. The three
key contact personnel then provided a list of potential participants, with introductory emails
going out to initiate contact and recruit potential participants working at the respective colleges.

Following Brinkmann and Kvale’s (2015) method, receiving data through interviews
during this study will be a structured process. During the process of KSU’s IRB responding to
the researcher’s IRB application, the researcher performed a pilot exercise by providing this

study’s interview questions to non-study site public higher education employees, who were

55



reflective of those participants needed for this study. Each institution’s point person provided
post-CM and ER documents as online links, which served as the data collected from them.
Evidence was also gathered by interviewing participants on Zoom about their decisions and
actions and what they learned about the topic of this study. Participant responses were
documented and recorded via Zoom, then transcribed and used for data analysis, findings, and
results.

Two comprehensive data-collecting sources were employed to examine this study’s
research and interview questions: (a) semi-structured interviews and (b) CM and ER document
retrieval and analysis. Semi-structured interviews were conducted with 12 community college
personnel, identified as “participants:” three from a community college in the Southeastern
United States (SE) and nine from two colleges in the Western Region of the U.S. The two
colleges in the Western Region included Northern California (W1), three participants, and
Southern California (W2), six participants. Crises identified from interviews consisted of
wildfires, hurricanes, flooding, and the COVID-19 pandemic. Document analysis included
reviewing each college's online emergency response (ER) and crisis management (CM) policies
and procedures following crises. Pre-crisis archival crisis management documents were not
available for analysis in this study.

Semi-structured interviews analysis:

The researcher took on the role of the interviewer and conducted each of the 12
interviews one-on-one via online video conferencing Zoom software. This software, chosen for
its versatility, allowed for video and audio recordings. However, only the audio recordings were
transcribed and used as data. Each participant was provided with the study’s interview protocol

via email before being interviewed. The Interview Protocols can be found in Appendices D and
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E, pages 119 and 121, respectively. Each participant permitted their interview to be recorded and
was provided the opportunity to withdraw their data from the study at any time during and after
the interview until the researcher defended the study and associated dissertation. Participants
responded to 16 open-ended interview questions relating to the study’s three research questions.
Some of the participant responses to interview questions addressed multiple interview and
research questions, as the semi-structured format allowed participants to expound on interview
questions without being prompted or excluded from adding responses at any time during the
interview process.

The data was analyzed using recorded participant interview transcript responses. An
Excel spreadsheet was used to identify initial patterns, similarities, differences, and themes.
These themes were then input into the program Taguette for additional thematic identification
and coding assistance, ensuring a comprehensive and systematic approach to the analysis. The
researcher utilized member checking with each participant to review interview transcripts and
validate that participant answers were as intended. After receiving member-checking participant
responses and approvals, the researcher continued identifying themes and applying codes to each
theme. The iterative approach of reviewing transcripts multiple times helped the researcher
identify reoccurring themes, which were put into a spreadsheet and associated with a specific
code, as listed below. Each participant’s interview transcript provided multiple themes. The
researcher performed a comparative analysis to find patterns, similarities, and differences with
other participant transcript responses. The seven overarching themes identified from participant

responses are described on pages 66 through 74 above in tables 4.3 through 4.9.
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CM and ER document analysis:

In addition to the semi-structured interviews, pre-crisis CM archival document retrieval
was attempted, but none were publicly available for analysis. Post-crisis ER and emergency
operations plan (EOP) documents were collected through each college’s publicly accessed
websites and analyzed to gather additional data. During the study, all three institutions’ websites
did not include historical emergency or crisis management plans related to past emergencies or
crises. All three institutions’ ER and EOP plans included responding to emergencies, including
the mention of emergency response teams being in place; however, none were found to have
responses referring to crisis management.

During the initial discussion with college presidents, a point person from each respective
college was determined for the researcher to continually communicate with regarding the study
and its progress. When participants were identified and authorizations to participate were
approved, emails were sent to the individual participants volunteering to be interviewed for the
study, as reflected in Appendix D. The email provided information regarding the security and
confidentiality of participants’ identification, the purpose and importance of the study, the
requests for CM archived and current documents, informed consent forms, and any other specific
information regarding participants’ voluntary involvement in the study required by Kansas State
University’s IRB. Follow-up emails were sent to participants to schedule interviews for data
collection, analysis, and coding. Compensation and incentives consisting of $25 gift cards were
mailed to participants after voluntarily being interviewed for this study. All informed consent

forms sent to study site locations and participants are reflected in Appendix C of this study.
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Data Analysis

McClellon (2020) states, “In qualitative research, data analysis includes organizing the
data; reducing the data into themes through coding; and presenting the data in figures,
discussion, or tables” (p. 87). Data collected from this study’s semi-structured interviews were
analyzed to identify commonalities, similarities, and themes, then coded and categorized using
research software and Excel. The qualitative data analysis process included interviews from the
recorded Zoom sessions, which were analyzed using Creswell’s (2002) six-step process. The
researcher’s use of recording devices is not just a personal preference, as Yin (2018) claimed.
However, recording interviews on Zoom “certainly provides a more accurate rendition of any
interview than taking your own notes” (Yin, (2018) p. 118). The researcher then analyzed data
by reading and re-reading the collected data and identified patterns, themes, and other insights
the participants offered regarding their experiences and responses. Once patterns, themes, and
other concepts were identified and coded, the researcher drew interpretations and conclusions
from the data.

Creswell’s (2002) six-step process included collecting data, preparing the data for
analysis, reviewing the data for understanding, data coding and labeling, coding text for
description, and coding text for themes. According to Lochmiller and Lester (2017), saturation is
“the point in data collection and analysis at which no new information and understanding is
generated” (p. 178). The six-step process was iterative and simultaneous and concluded when
saturation occurred after interviewing participant number 10. Two additional participants were
interviewed because the data collected from the first nine interviews had not been completely
analyzed by the scheduled final two interviews, 11 and 12. Zoom session recordings were

analyzed for accuracy of grammar and intent. Each participant interviewed was provided with

59



their recorded transcription to ensure that the content and intent were accurate. The researcher
used the computer-assisted qualitative data analysis software Taguette to assist with identifying
themes, patterns, similarities, and differences related to this study’s frameworks and research
questions. An Excel spreadsheet was then used to record all themes, patterns, commonalities, and
differences data from participant responses to the study’s interview questions to assist with

clarification and analysis.

Alignment of Study

The study’s purpose, research questions, frameworks, and methodological approach
alignment table in Appendix A on page 117 reflect how these sections connected and aligned the
study’s focus based on the findings of the literature and interview questions.

Ethical Considerations

This study involved human subjects as participants and was subject to review and
approval by the KSU IRB. All information, documents, journals, recordings, and any other
material concerning the security and confidentiality of this study’s data collection sites and
participant identification will continue to be held confidentially in a securely stored, password-
protected computer software safe for a period of at least five years. At any time prior to and
during the study, participants were allowed to withdraw from this study. All data-collecting
processes were subject to KSU’s IRB approval. This study used a fire-proof safe to store all
tangible research journals and external computer drive devices. As previously mentioned, data
collected electronically remains in a secure password-protected computer, external drive, and
software storage program. A secure, locked online storage site, OneDrive, iCloud, was used to

ensure confidentiality.
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Reflexivity Statement

Working in both the private and public business and education sectors, the researcher had
experience in strategic planning and execution to deal with crises. Previously, the researcher
strategically planned for crises involving active shooters on campuses and workplaces, including
earthquake preparedness. The researcher had no prior experience in crises involving forest fires,
flooding, or hurricanes. Planning for the limited types of crises mentioned shows this
researcher’s limitations and inexperience in assuming data points toward particular conclusions
of the study. The experience the researcher gained from living through the most recent COVID-
19 pandemic consisted of emergency operational practices involving teacher training toward
instructing students online. While this experience provided valuable knowledge of what practices
occurred while employed at College of the Desert (COD), this study does not include COD as
one of the identified sites for the study, nor the analysis or conclusions of this study. This
acknowledgment of education and experience of instructional pedagogies needed to adapt to a
crisis only informed this researcher to be diligent and aware of potential bias to avoid
misrepresenting the findings and conclusions.

Limitations

Semi-structured interviews were the primary protocol for data collection (Lochmiller &
Lester, 2017), allowing participants to provide data and information voluntarily. Participants
provided data only regarding what they remembered and chose to offer. The researcher collected
data relating only to this study’s research, interview questions, and any documents or artifacts
associated with the research questions.

The number of sites selected limited the amount of data to be collected. Colleges selected

as sites may or may not have had records or documents from crisis periods, and they may or may
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not have had internal constituents serving as representatives on crisis management teams,
committees, or other known crisis management departments. Also, the institutions identified as
control subjects may have chosen not to participate in the study.
Sample Size

The limited sampling size represents only some employees who have experienced
addressing crises. Participants interviewed may have exhibited selective memory and may not
have recalled information relative to the study’s interview questions.
Self-Selection Bias

The researcher is an instrument of the study, and while not expected, this could have
proved challenging and limited this study’s findings. Also acknowledged is the understanding
that the researcher may have had a personal bias regarding this study that was not identified

when writing this Chapter.
Study Quality

According to Lochmiller and Lester (2017), trustworthiness is “the degree to which your
data collection, analysis, and presentation of findings are presented in a thorough and verifiable
manner” (p. 180). This study’s trustworthiness as a qualitative multi-case study was based on the
study’s credibility, dependability, transferability, and confirmability. Authors Lochmiller and
Lester listed strategies researchers may pursue to ensure trustworthiness. Strategies listed by
Lochmiller and Lester (2017) are for researchers to “continually member-check; spend engaged
time in the field; and perform and provide audit trails, triangulation, and peer debriefing”
(p.180). Member-checking was performed through constant communication with the point
person and participants of each site. The researcher shared data, transcriptions, interpretations,

and conclusions with each participant to clarify participant intentions, correct errors, and provide
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additional information when necessary. During the study, no changes in members and their data
were identified.

Tracy’s “Eight, Big Tent” Criteria for Qualitative Research were utilized to increase the
validity and quality of this study. The eight criteria utilized and presented in this study included a
worthy topic, rich rigor, sincerity, credibility, resonance, a significant contribution, ethics, and
meaningful coherence (Lochmiller & Lester, 2017). Each element of Tracy’s “Eight, Big Tent”
Criteria for Qualitative Research (Lochmiller & Lester, 2017) addressed the following:

e Worthy topic: The research topic was relevant, timely, significant, and interesting.

e Rich rigor: The study used sufficient, abundant, appropriate, and complex
theoretical constructs, data, and time in the field, samples, contexts, and data
collection and analysis processes.

e Sincerity: The study was characterized by self-reflexivity about subjective
values, biases, and inclinations of the researcher, and is transparent about methods
and changes.

e Credibility: The research was marked by thick description, concrete detail, and
explication of tacit knowledge.

e Resonance: The research influences, affects, or moves particular readers or a
Variety of audiences through aesthetic, evocative representation, naturalistic
generalizations, and transferable findings.

e Significant contribution: The researcher made a significant contribution
conceptually, theoretically, practically, morally, methodologically, and

heuristically.
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e Ethical: The research considered protectoral ethics, situational and culturally
specific ethics, relational ethics, and exiting ethics.
e Meaningful coherence: The study achieved what it purports to be about, uses
methods and procedures that fit its stated goals, and meaningfully interconnects
literature, research questions, findings, and interpretations with each other. (p. 180
& 181)
Continued sharing of data, analysis, coding, and findings with the researcher’s dissertation
committee chair and members ensured Tracy’s criteria for qualitative research were being
adhered to and achieved.

Throughout this study, the researcher regularly reviewed the reflexivity statement in the
Ethical Considerations section while writing field notes during and after participant interviews to
eliminate any bias toward data collected and analyzed. The constant reviewing of data collected
and analysis of data relating to this study’s research questions and responses intended to maintain
dissertation-level focus on the topic, ensuring credibility. Addressing dependability, the
researcher regularly communicated with the dissertation Chair and committee, and all site
coordinators and participants through emails and Zoom to ensure the focus remained on the topic
and that the timeliness of data collection was achieved. When the data was collected, transcribed,
and then analyzed, the researcher shared data with participants for validation. Consistent and
systematic study updates were provided to this dissertation draft and the researcher’s dissertation
chair and committee for recommendations and guidance as scheduled to comply with
dependability and confirmability expectations and requirements.

Different authors provided methods, steps, and criteria recommended for qualitative

study quality. Stewart et al. (2017), Chatterjee (2021), and Yin (2011) recommended collecting
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data in detail and continuously reviewing research questions throughout the process of
researching to maintain focus. To ensure completeness and confirmability were adhered to, a
structured and outlined planning guide to assist with the discovery and continuous data
comparison was utilized. Chatterjee (2021) stated, ““Adherence to evidence refers to creating a
chain of evidence of the data collection, compiling, disassembling, and reassembling” (p.63). As
previously mentioned in the data collection and data analysis sections of this study, the
researcher incorporated the strategies listed above to coincide with data collecting, data
arrangement by data analysis, transcribing, interpreting, and coding of responses as step-by-step
practices and methods that increased the quality of this qualitative study (Chatterjee, 2021).

The researcher determined the transferability element of this study to be beneficial to
other qualitative multi-case studies, including quantitative or mixed methodological studies
focusing on adapting workforce development programs in times of crisis. This study’s
transferability could provide readers and other researchers with data and findings potentially
applicable to other institutional administrative leaders and faculty experiencing disaster-causing
crises that forced operations and workforce development programs to change practices and
environments. This transferability of this study could also potentially provide scholar-
practitioners with different findings by utilizing different site settings and participants, including
document collection and analysis processes. Furthering this study using different geographical
site settings and participants may also be helpful with professional leadership and faculty
development opportunities, CM and ER preparedness evaluations, policies, and procedural

objectives.
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Chapter Summary

Chapter 3 focused on this study’s qualitative multiple-case methodological approach.
This chapter included the study’s purpose, research questions, theoretical and conceptual
frameworks, research design, study setting, institutional descriptions, participant information,
instrumentation, data collection and sources, and data analysis processes. The last few sections of
this chapter reflected this study’s alignment, ethical considerations, limitations, and study

quality.
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Chapter 4 - Research Findings and Analysis

This chapter presents the findings from the qualitative multi-case research data collected
and analyzed involving institutional administrative leaders and faculty through semi-structured
interviews. Chapter 4 begins with an overview of the data and findings related to each of the
three Colleges and presents the thematic findings that emerged from participants' responses to
the study’s interview questions. Also included in this chapter are the study’s research questions
and the findings related to these questions, a brief section on the CM documents reviewed, and a

summary of the chapter.
College Cases

College SE

SE participant responses collectively included the importance of their roles during crises,
their experiences with various crises, including wildfires (fire, smoke, evacuations), hurricanes
(high winds and flooding), tropical storms, tornadoes (SE1), and the COVID-19 pandemic, and
other manmade disasters as essential data relating to adapting workforce development programs
in times of crises. Two SE participants served on their college’s crisis management (CM) and
emergency response teams, while the third did not. The two participants who served on the CM
and emergency response teams described how their roles significantly aided the college in
responding to various disaster-causing crises. The same two participants served as faculty and
had careers in firefighting and law enforcement. College SE participant responses included
comprehensive views identifying sub-themes: disaster experiences, training and preparedness,
program continuity, emergency response plans, committees, communication during crises,
impact on workforce development programs, flexibility and adaptation, and post-crisis lesson

planning.
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Roles were crucial in responding to situations from crises and being responsible for
devising plans to address student and faculty safety, mainline breaks, electrical outages, human
spacing allowances within facility (maximum persons) square footage, and program continuity.
SE participants expressed their roles as critical in continuing public safety courses with limited
faculty and students. Many faculty and students in these programs were involved in emergency
responses during some crises, causing some classes to be temporarily rescheduled and, in some
cases, shut down. Content delivery methods had to be changed to allow faculty and students to
continue teaching, learning, and practicing program-specific skills, such as those required in
nursing, police, and fire science classes. Further adaptations of content delivery by College SE
were reflected by SE participants sharing that many departments and schools at the college
quickly transitioned to online learning, with pre-prepared course shells ready for immediate use.
The proactive approach to crisis management is evidenced by the college’s undertaking to ensure
the continuity of education, which is crucial in crisis preparedness. SE participant responses also
focused on key strategies for adapting workforce development programs during crises by
emphasizing crisis management, adaptation, stakeholder involvement, and community solidarity.

Collectively, SE participant responses illuminated the importance of preparedness,
collaboration, flexibility, and compassion while navigating the many challenges crises cause,
ensuring continuity and growth.

College W1

College W1 participants have served in faculty and administrative positions and are
identified as W1-1, W1-2, and W1-3. The following are summaries of their experiences and
perceptions relating to the research and interview questions. W1 participant responses

collectively included the importance of their roles during crises, their experiences with various
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crises, including wildfires (fire, smoke, hazardous materials, and evacuations), and the COVID-
19 pandemic as essential data for adapting workforce development programs during crises. W1
participant responses highlighted critical strategies for adapting WD programs in times of crisis,
focusing on emergency preparedness, communication, leadership, and community resilience.
College W1 participant responses were found to revolve around the college's challenges during
various crises.

W1 participants who were interviewed had prior public safety experience, having served
as faculty and administrative leaders. W1 participants’ expertise spanned workforce development
and career technical education programs, specifically within schools of police and fire science, as
well as emergency services. These roles highlighted their involvement in crisis management,
emergency response teams, and training, underscoring the importance of these functions in
effective disaster-related crisis leadership. W1 participant responses emphasized the importance
of adaptability, flexibility, and empathy in managing workforce development programs,
environmental challenges, and teaching, as well as supporting students during difficult times. W1
participant responses also stressed the value of stakeholder involvement, solidarity, and
continuous improvement in crisis management plans and response strategies.

Overall, W1 participant responses emphasized community colleges' multifaceted
importance and role in maintaining educational continuity, fostering community resilience, and
adapting to new challenges while facing natural and man-made disaster-causing crises.
Additionally, W1 participants expressed the value and need for institutions to be post-crisis
prepared. Training for recovery and resource solutions were highlighted as a need for structured
training programs focused on ensuring personnel are well-equipped to handle long-term

rebuilding efforts. Sustaining people and accessing resources was mentioned as being important
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to post-crisis support systems, including training on sustaining affected individuals and securing
necessary resources. Investment in mental health support was shared by W1 participants, sharing
the need for proactive approaches to long-term emotional and psychological recovery by
institutionalizing mental health support. Institutionalizing support and securing funding were
other areas participants discussed, with a need to address the critical aspect of making recovery
efforts sustainable by securing financial resources. Stakeholder engagement and knowledge gaps
were also emphasized, highlighting the importance of engaging internal and external
stakeholders in the recovery process and the need for clearer guidance or standardized training,
including post-crisis training and preparedness. W1 Participant responses provided data
indicating the importance of preparedness, adaptability, and community support in navigating
crises and ensuring student access toward success despite challenging circumstances.
College W2

College W2’s participant responses were consistent with those of SE and W1. Similar to
SE and W1, W2 participant responses collectively included the importance of their roles during
crises, their experiences with various crises, including wildfires (fire, smoke, and evacuations),
and the COVID-19 pandemic as essential data relating to adapting workforce development
programs in times of crises. W2 participant responses highlighted critical strategies for adapting
WD programs in crises: preparedness, communication, flexibility, and resilience. Participants'
W2-1 and W2-2 crisis management experiences reflected the complexities of managing higher
education institutions during emergencies and catastrophes, as well as the importance of
fostering a collaborative and supportive environment.

W?2 participants collectively stressed the importance of comprehensive crisis

management plans, strong leadership, adaptability, stakeholder involvement, and a focus on

70



student needs to ensure WD programs sustained continuity and growth. Further analysis revealed
that W2 participant responses indicated the essential need to foster an environment of continuous
refinement and cooperative engagement to bolster institutional resilience while sustaining WD
operational continuity amid disaster-causing crises that bring challenging circumstances. Data
indicated that W2’s administration, deans, and faculty's decision to act quickly and move WD
and CE courses to online environments during the COVID-19 pandemic helped employees and
students feel a sense of purpose and comradery. W2 participant responses also pointed out
lessons learned and best practices regarding the College’s ability to mobilize quickly while
continuing to serve their students and surrounding communities.

In addition, W2 participants expressed best practices and future training that included
regular reviews and training for disasters by conducting exercises to ensure disaster plans are
effective and not just a formality. Participants also mentioned shifting from reactionary to
proactive approaches to crisis management and emergency response by implementing
preventative measures before crises occur. W2 participants also shared the value of using
scenario-based planning to anticipate different crises and prepare specific response strategies,
including establishing emergency stockpiles of food, potable water, fuel, and power sources to
ensure operational continuity during a crisis. Implement an infrastructure resilience program
within institutions to guarantee that essential resources are always available. Apply lessons
learned from past disasters to improve current crisis management strategies, identify critical

operational needs, and ensure they are maintained to prevent disruption of services.
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Thematic Findings

Overarching Themes

A review and analysis of participant transcripts revealed seven overarching themes
related to crisis management (CM) and adapting workforce development programs during crises.
The seven themes are identified in Tables 4.3 through 4.9 below. The process of identifying
reoccurring themes then turned to the coding of themes. The identification and coding of
participant responses reflected the alignment of the study’s three research questions with the
study’s interview questions. Research question responses and thematic identification and coding
are provided in the Research Findings section below.

All 12 participant responses were analyzed, and each theme was coded with the letter T
for the theme and a number. Overarching theme one was identified as T1, with the thematic
coding process ending with overarching theme seven as T7. Participant responses uncovered the
following overarching themes: effective crisis management and emergency preparedness (T1),
leadership and communication (T2), adaptation and flexibility (T3), training and stakeholder
involvement (T4), community resilience and support (T5), lessons learned and continuous
improvement (T6), and accreditation, standards, and compliance (T7). The overarching themes
captured the essence of participants' responses from recorded transcripts, highlighting their
importance and significance to this study.

Theme 1 (T1) Crisis Management and Emergency Preparedness: As shown in Table 4.3,
12 participant responses revealed T1 relating to adapting workforce development programs in
times of crisis by highlighting the need for comprehensive crisis management and robust
emergency preparedness plans to ensure student and staff safety before, during, and post-crisis.

Participant responses stressed the importance of effective crisis management, including
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continued communication from administrative leadership to faculty, staff, and students.
Communication efforts included response strategies as crucial for adapting workforce
development programs during power outages, wildfires, floods, hurricanes, and the COVID-19
pandemic.

All 12 participants listed their roles, experiences, and teamwork as significant factors in
overcoming crises. Participant SE1-1 stated, “My experience with different crises, including
wildfires, hurricanes, tropical storms, tornadoes, and the COVID-19 pandemic, helped my
students, my family, and those around me deal with these emergency situations.” Faculty and
leaders spoke about the significance and need for robust emergency preparedness, emergency
operations, and crisis management plans in place before their institutions were hit by a crisis,
including specific fire safety protocols and evacuation procedures before and during crises
affecting WD and CE programs and courses. Participant SE1-1 also shared, “Although I was not
officially part of the college’s emergency response or crisis management team, my experience as
a firefighter and educator intersected during crises, allowing me to quickly become part of the
emergency response team.” Participants from each college emphasized the importance of having
emergency response teams to prevent adverse impacts from a lack of training for disaster-
causing crises. All 12 participants listed the COVID-19 pandemic as a single crisis. However,
some were unaware that their institution had any significant strategic emergency preparedness

and crisis management plans in place before the crisis.
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Table 4.1
College Findings Associated with Theme 1 (T1)

College # Number of Participants who addressed theme T1
SE 3
W1 3
W2 6
Total 12

Theme 2 (T2) Leadership and Communication: As faculty and administrative leaders,
Table 4.4 reflects nine participants expressed employee roles as faculty and leadership as critical
in devising emergency and crisis management response plans and ensuring the continuity of
education during crises. SE3 stated, “Effective communication within the college and with
students was crucial during the crises.” Participants also mentioned that strong leadership and
consistent communication are needed to navigate crisis challenges effectively while keeping
stakeholders informed. Participants also discussed the need for clear communication strategies
and technology to perform continuous updates to manage crises and alleviate anxiety for
students, faculty, administration, and external stakeholders. W1-1’s responses emphasized the
importance of communication during emergencies, including using “phone trees, which are
automated telephone information systems that speak to the caller with a combination of fixed-
voice menus in real-time, walkie-talkies, and police officers to ensure everyone is accounted for

and safe.”
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Table 4.2
College Findings Associated with Theme 2 (T2)

College # Number of Participants who addressed theme T2
SE 3
W1 2
W2 4
Total 9

Theme 3 (T3) Adaptation and Flexibility: As shown in Table 4.5, 10 participants
highlighted the importance of flexibility and adaptability in responding to crises, including the
significance and need for flexible and adaptable planning to ensure the continuity of programs
and services continued by switching to online learning and implementing safety protocols. SE3
stated, “Flexibility and adaptability were key lessons learned, as plans often had to be adjusted
based on evolving circumstances.” SE3 also said, “Hurricanes and the pandemic affected in-
person classes, labs, and programs such as law enforcement, corrections, fire, and EMS.”
Participant responses also uncovered many WD and CE classes having to be delayed or relocated
due to safety concerns and recovery efforts, but no classes had to be canceled.

Participant responses also related to T3 regarding workforce development programs by
participants emphasizing the need for flexibility and adaptability in program design and delivery
during crises. Participant W2-1 stated,

Our fire science classes had to be temporarily relocated during the recent wildfire,
but the fire also provided more real-time training opportunities for students to

learn from. It also created opportunities for learning in environments not
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previously planned, and we quickly realized how beneficial they were in

preparing students for real-life situations.

Table 4.3
College Findings Associated with Theme 3 (T3)
College # Number of Participants who addressed theme T3
SE 3
w1 1
W2 6
Total 10

Theme 4 (T4) Crisis Training and Stakeholder Involvement: Table 4.6 reflects nine
participants stressing the importance of training and preparation for emergencies, including
regular meetings with safety committees to ensure staff, faculty, and administration
preparedness. T4 responses by participants emphasized the need for ongoing training and
professional development to prepare employees for crises, including dealing with career
technical education programs when crises suddenly appeared. Participant responses stressed the
importance of involving various stakeholders in crisis decision-making, including students,
faculty, staff, and external parties. Internal-external stakeholder engagement and collaboration
were discussed when colleges considered adapting program design and delivery. Participant SE1
shared, “Decision-making involved various stakeholders, including college administration,
program managers, faculty members, and external parties when necessary.” Participant W2-3
conveyed,

Our college teamed up with the local city, regional, county, and state emergency

services organizations to communicate, coordinate, and execute emergency plans
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during the wildfire and COVID-19 pandemic. This included police and fire

departments, hospitals, and local and county-wide emergency services.
Participant W1-1 stated:

The involvement of external stakeholders such as business partners, the Small

Business Development Center (SBDC), and state and federal funding sources also

played roles in maintaining accreditation and compliance and securing support,

which is essential for continuing workforce development programs that meet

accreditation standards.

Table 4.4
College Findings Associated with Theme 4 (T4)
College # Number of Participants who addressed theme T4
SE 3
W1 2
W2 4
Total 9

Theme 5 (T5) Community Resilience and Support: As indicated in Table 4.7, seven
participant responses provided valuable insights into community resilience and support during
crises, including their experiences of staying calm and focused during emergencies. T5 was
identified in participant responses by addressing workforce development programs and
highlighting the importance of building resilience in learners, employees, and communities. The
importance of solidarity and support was also highlighted in participant responses, which
provided valuable insights into their significance, including moments of compassion within the

college community. W1-1's responses included:
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Geographical and community trauma impacted the college and community during
two disaster-causing crises, including the trauma experienced by students, staff,
and faculty and the long-term effects on enrollment and student success. We’re
finally seeing light at the end of the tunnel, with enrollment numbers increasing.
Participant responses relating to T5 highlighted the need for a supportive learning environment
and student and employee well-being as crisis management necessities. SE1 stated:
Moments of solidarity and compassion within the college community, particularly
in the face of significant challenges posed by natural disasters, proved to bring the
whole communities and surrounding cities closer together. Everyone learned not
only that we could rely on one another but also how we could support each other.
SE2’s responses also highlighted the importance of empathy, flexibility, and compassion in
supporting students and faculty during crises by stating:
The most recent hurricane was devastating for many of our students and some
faculty. Faculty came together and supported students through challenges many
never experienced before. They were instrumental in informing our most
devastated students that it was okay for some students to take pauses in their
education.
SE2 responses also stated:
No matter what, our administration, faculty, and staff continued providing
supportive learning environments to our students. Faculty and students adapted
and supported one another, building even more resilience and closeness within
our community. Our shared experiences increased connections between faculty,

students, administration, and local emergency service organizations, especially as
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we all navigated the challenges of remote learning and the return of in-person
classes.

Participant W1-3 stated:
Community and solidarity were key in highlighting the need for continuous
communication and a strong sense of connections among staff, faculty, and
students, contributing to the community’s resilience during the COVID-19
pandemic crisis, including the challenges of adjusting educational programs

during wildfires and power outages.

Table 4.5
College Findings Associated with Theme 5 (T5)
College # Number of Participants who addressed theme T5
SE 3
w1 2
W2 2
Total 7

Theme 6 (T6) Lessons Learned and Continuous Improvement: Eleven participant
responses focused on T6 (see Table 4.8): continuous improvement, emphasizing the need for
ongoing learning and adaptation in response to changing circumstances during crises. Responses
related to workforce development programs highlight the need for learning from experience and
innovation in program design and delivery. Participant responses also indicated lessons learned
from personal experiences, including the importance of clear communication, adaptability, and
prioritizing student needs. SE3 stated:

Flexibility and adaptability were key lessons learned, as plans often had to be

adjusted based on evolving circumstances. Many of our faculty began to
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appreciate the work involved with remote teaching and learning as they developed
new skKills to bring to their in-person classes.”
SE1 also noted, “the positive outcomes of these disastrous experiences, including developing
resilience and new teaching methods, brought on new ideas for continuous improvement and
lessons learned.” W2-6 mentioned that students and faculty alike began realizing all sorts of new
norms as acceptable, including utilizing different learning modalities, and included the
following:
Faculty who previously only taught in person learned they could be equally
effective by teaching online, and students found they could take both online and
in-person courses to complete programs quickly. Now we have HyFlex, which
combines both in-person and online courses so students have increased options

and opportunities to accommodate working and family life schedules.

Table 4.6
College Findings Associated with Theme 6 (T6)
College # Number of Participants who addressed theme T6
SE 3
w1 2
W2 6
Total 11

Theme 7 (T7) Accreditation, Standards, and Compliance: Table 4.9 illustrates 11
participants who responded to interview questions addressing adherence to accreditation
standards and state regulations during crises, including the temporary relaxation of requirements

to accommodate unusual circumstances, such as wildfires, flooding, and the COVID-19
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pandemic. Participants discussed the challenges of maintaining regulatory compliance while
adapting educational programs to meet new needs and constraints, ensuring that educational
programs continued to meet necessary standards and requirements despite the disruptions caused
by crises. Five participants, representing all three institutions, provided data on resourcing and
recovery, sustaining support, and demonstrating commitments to ongoing compliance and
accreditation standards. Data collected showed that all three colleges focused on student support
services as a key component. Data also reflected that all three institutions faced numerous
obstacles in maintaining compliance, standards, and accreditation requirements while engaging
with students and faculty post-crises. Some obstacles offered by participants consisted of
hazardous waste material remnants from nearby fires being too close to campus, reducing faculty
and student engagement periodically.

Participant W2-2 stated, “Despite the disruptions caused by the crises, efforts were made to
ensure the continuity of education and adherence to accreditation standards and state
regulations.” Participant W1-1 stated, “During the wildfires, flood, and COVID-19 pandemic, we
had to adapt quickly, so accreditation standards and state regulations were adhered to or adopted
by the state chancellor’s approval by prioritizing preparedness and resilience.” W2-4 stated, “The
college maintained compliance by ensuring that instructional adjustments, like moving courses
online or providing technology resources, were done thoughtfully, adhering to higher educational
standards.” Participant W1-3 said, "Our institution addressed the challenges of maintaining
compliance with state regulations and accreditation standards during the crisis. Deregulation
sometimes simplified processes, such as allowing home-based testing temporarily.” Participants'

W1-1 and W2-6 responses also addressed faculty turnover as a challenging factor and the
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necessity of replacing those resistant to change; specifically, training new teaching methods,
such as online teaching, was crucial in adhering to standards while delivering quality education.

Table 4.7
College Findings Associated with Theme 7 (T7)

College # Number of Participants who addressed theme T7
SE 3
W1 2
W2 6
Total 11

Data collected through open-ended interview questions revealed that the seven
overarching themes identified above encapsulate the various elements of crisis management

while adapting workforce development programs in times of crisis.
Research Questions

The study aimed to investigate the impact of varying crises on workforce development
(WD) and career education (CE) programs and courses at different institutions across various
geographical locations within the United States. Three primary research questions guided and
informed this study. Each research question is identified below as “RQ” and its respective
number. Research Question 1 is identified as RQ1. The research questions are:

RQ1: What were the administrative leadership and faculty decisions during a crisis that

involved WD and CE programs and courses at community colleges?
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RQ2: What administrative leadership and faculty actions were taken to transition WD and
CE courses from in-person (face-to-face) to online, virtual, or other in-person
environments?
RQ3: What was learned by community college administrative leaders and faculty
responding to a crisis?

Research Questions Findings

The research showed that Colleges SE, W1, and W2 addressed the three research
questions (RQs) concerning crisis management in Workforce Development (WD) and Career
Education (CE) programs at community colleges. Data collected from interviews provided a
comprehensive view of leadership and faculty decisions (RQ1), actions taken to transition
courses to online formats (RQ2), and lessons learned (RQ3) during crises.

RQ1: What were the administrative leadership and faculty decisions during a crisis
that involved WD and CE programs and courses at community colleges?

All three colleges’ participant responses provided detailed accounts of leadership and
faculty decisions during crises. RQ1 focused on institutional sites and the specific decisions
individual participants experienced and undertook when faced with a crisis affecting WD and CE
programs and courses. College SE participants highlighted the importance of adaptability,
flexibility, and empathy in decision-making processes, particularly in managing emergency
response teams, crisis management, and maintaining program continuity. SE participants
emphasized immediate adaptation and prioritization of student needs, pre-crisis preparedness,
and a collaborative, human-centered approach. Similarly, W1 participant responses reflected
faculty and leadership decisions regarding the significance of effective communication,

structured emergency response plans, and safety protocols, including immediate crisis response
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actions such as evacuations and roll calls. All three colleges’ participant responses emphasized
crises' emotional and psychological impact on the community and the necessity of prioritizing
student well-being. W2 participants echoed the themes identified by SE and W1, stressing the
need for swift decision-making, regulatory compliance, and maintaining program integrity
during crises. They stressed adaptability and collaboration as essential elements for managing
emergencies and highlighted the role of leaders, faculty, and external stakeholders in addressing
unforeseen challenges.

RQ2: What administrative leadership and faculty actions were taken to transition
WD and CE courses from in-person (face-to-face) to online, virtual, or other non-in-
person environments?

RQ2 focused on individual participants' specific actions during and after experiencing a
crisis surrounding WD and CE courses and programs while employed at their respective
institutions and while serving in either a faculty or leadership role at the time they experienced
the crisis. Concerning actions taken toward transitioning to online courses, each college provided
insights into the technical and logistical actions taken to ensure the continuity of WD and CE
programs during crises. College SE participants shared strategies for transitioning courses while
maintaining educational quality and addressing environmental and teaching challenges. College
SE participants emphasized the importance of stakeholder involvement, creative problem-
solving, and collaboration among internal and external stakeholders to gain support for needed
actions. W1 participants focused on the technical aspects of transitioning to online formats,
emphasizing the importance of IT support, remote work capabilities, and flexible learning
modalities. W1 participants highlighted the need to quickly adapt to online learning

environments and implement new instructional methods. W2 participants also informed the
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researcher about innovative solutions for hands-on learning, curriculum adaptation, and safety
protocols. Participants from Colleges SE, W1, and W2 emphasized the strategic use of
technology and internal department leadership to facilitate effective transitions and maintain
educational standards during crises.

RQ3: What was learned by community college administrative leaders and faculty
responding to a crisis?

RQ3 focused on lessons learned, including best practices community college leaders and faculty
experienced and developed while adapting WD and CE courses and programs during and after a
crisis. All three institutions and participants experienced multiple crises, which added to the
depth of the study.

The research provided data on lessons learned by all three colleges during disaster-
causing crises. Crisis management (CM) was centered on continuous improvement,
communication, collaboration, and preparedness. SE participants emphasized the value of
continuous improvement, stakeholder involvement, and solidarity in crisis management plans
and response strategies. They highlighted the importance of clear and effective communication,
compassion, and adaptive leadership in navigating crises. W1 participants shared insights into
the lessons learned from safety measures and instructional modalities, emphasizing the
importance of teamwork and being prepared to transition quickly to online learning in future
crises. All three college participants stressed the significance of continuous improvement and
learning from experience. W2 participants also indicated the need for ongoing preparedness,
collaboration, and strategic use of technology. W2 participants emphasized the importance of
regulatory compliance, innovative problem-solving, and maintaining program integrity. The

responses of all three college participants highlighted the need to learn from past experiences to
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enhance crisis management strategies and preparedness, ensuring resilience in the face of future
challenges.
Research Question Findings Overview

Data from College SE, W1, and W2 participants provided a multi-dimensional view of
crisis management in community college WD and CE programs. All twelve participant responses
focused on RQ1 by detailing leadership and faculty decisions to navigate crises, RQ2 by
outlining actions to transition to online courses, and RQ3 by sharing valuable lessons learned
that inform future crisis preparedness and response strategies. The insights across all three
colleges emphasize the importance of flexibility, adaptability, communication, collaboration, and
continuous improvement in managing crises effectively.
CM Document Review

Crisis management document reviews included only being able to analyze the publicly
available emergency response and emergency operational plans associated with each college’s
strategic master plans. These documents primarily focused on immediate responses to non-

disaster-causing crises and were not found to include specific crisis management strategic plans.
Summary

This chapter reviewed the study’s specific college case outcomes, thematic findings from
participant responses to the study’s interview questions, and the research questions and findings,
concluding with an analysis of the CM documents reviewed. Data analysis revealed findings
related to crisis phenomena, strategies, decision-making processes, actions taken, and
opportunities for crisis-involved institutional leaders and faculty to reflect on what was learned
through semi-structured interviews. All three Colleges addressed the research questions

concerning crisis management in Workforce Development (WD) and Career Education (CE)
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programs at community colleges. Data collected provided a comprehensive view of leadership
and faculty decisions (RQ1), actions taken to transition courses to online formats (RQ2), and
lessons learned (RQ3) during and after crises. Chapter 5 summarizes the entire study and
includes further data analysis of these findings and results, conclusions, implications of findings,

and recommendations for further research.
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Chapter 5 - Conclusions and Recommendations

This chapter reviews the overview of the problem, the study’s purpose, the research questions,
the frameworks guiding the study, the methodology used, and data collection and analysis. It also
reviews findings relating to literature, unexpected findings, and implications and concludes with
recommendations for future research and a summary.

Problem Overview

Disastrous events often trigger crises that suddenly impact the operations of higher
education institutions, including workforce development (WD), career education (CE) programs,
and individual classes. “Crises such as student murders, sexual assaults, suicides, floods, and
wildfires are becoming predominant” (Ovie, p. 44, 2022). Hurricanes, tornadoes, fires,
earthquakes, floods, campus shootings, terrorist attacks, and the recent 2020 COVID-19
pandemic have all created crises requiring dramatic pedagogical environment and facility usage
shifts at educational institutions. Higher educational institutions, which often work through
crises with little advanced notice, require immediate organizational responses from
administrative leaders and other employees to ensure learning continues. At the same time,
facilities must remain available for continued educational practices, training, and learning.
Institutional responses to crises require leadership and faculty to quickly asses facility conditions
and, at times, alter regular operations for students to continue workforce development (WD) and
career educational (CE) courses and programs.

Transitioning from in-person, hands-on course training modalities and environments to
being solely online or virtual often requires immediate pedagogical changes when disaster-
causing crises arise. These environmental changes to online and virtual learning settings

sometimes do not adequately meet employer needs or adhere to state or federal career education
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requirements. This can also cause shifts and disruptions to students’ academic success plans.
Many college leaders and faculty confronted with crises may be unprepared when responding to
crisis-induced operational challenges. Institutions must minimize interruptions of WD and CE
programs; therefore, leaders and faculty may find professional development training in crisis
management (CM) to assist significantly students and higher educational strategies. Crisis-
causing events and occurrences necessitate immediate responses from internal and external
constituents to maintain normal operations, transition from in-person, hands-on WD and CE
courses to alternative environments, and meet the needs and requirements of students,
institutions, career-specific groups, and employers.

Purpose of the Study

This study aimed to explore and understand how higher education faculty and community
college leaders responded to crises when faced with various disaster-causing events. In addition,
the purpose of this study aligns with Yin’s (2018) statement regarding qualitative multi-case
methodological approaches “to understand complex social phenomena” (p. 5), with the intent
toward “such and understanding is likely to involve important contextual conditions pertinent”
(p. 15) to this study’s topic. The study further examined and answered its three research
questions regarding the crisis management decisions, actions, and lessons learned by community
college administrative leaders and faculty as they adapted WD and CE programs in times of
crisis.

Research Questions
Three primary research questions guided and informed the study.
RQ1: What were the administrative leadership and faculty decisions during a crisis that

involved WD and CE programs and courses at community colleges?

89



RQ2: What administrative leadership and faculty actions were taken to transition WD and
CE courses from in-person (face-to-face) to online, virtual, or other non-in-person
environments?

RQ3: What was learned by community college administrative leaders and faculty
responding to a crisis?

Frameworks

Pearson and Mitroff (1998) and Wang et al. (2009) institutional crisis management (CM)
served as the theoretical framework for this study, focusing on understanding CM at the higher
education community college level. Pearson and Mitroff (1998) and Wang et al.’s Crisis
management (CM) theory provided a structured approach toward examining the crisis-related
phenomena, strategies, decision-making processes, and opportunities for crisis-involved
institutional leaders and faculty to reflect upon what was learned through semi-structured
interviews. The conceptual framework was developed from the theoretical framework, which
explained key factors, variables, and constructs, as well as their presumed interrelationships,
central to this study (Miles et al., 2014). Pearson and Mitroft’s (1993) Five Phases of Crisis
Management model guided this study’s conceptual framework, progressing sequentially from
one phase to the next. Data collected through semi-structured interviews allowed participants to
reflect upon their experiences before, during, and after crises. These experiences included pre-
crisis operations, decisions, actions, and learned practices that affected community college

employees and students during and after crises.
Methodology

The study was designed to understand how varying crises affected workforce

development and career education programs and courses at different institutions in varying
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geographical locations within the U.S. Organization-wise, the study incorporated a multi-case
methodological study approach using a compositional format consisting of three single-case
studies, with the exploratory “linear-analytic” substantive structure, presented by Yin (2018).
Lochmiller and Lester (2017) stated, “A case study is an approach to qualitative research in
which a practitioner-scholar focuses on a detailed study of one or more cases within a bounded
system” (p. 102). Qualitative studies focus on participant experiences and perspectives, including
organizational processes (Roberts & Hyatt, 2019). The researcher employed a qualitative, multi-
case study design to explore, examine, and interpret interview responses from higher education
faculty and leaders across three different institutions.

Additionally, the study’s design aimed to understand the decisions, actions, and learned
practices of community college leaders and faculty related to CM when disasters negatively
impacted their institution’s WD and CE course and program operations. Specifically, the
qualitative multi-case research focused on WD and CE programs and courses that required
pedagogical, environmental, and institutional crisis management responses due to crises forcing
changes. Buller (2015) stated, “The process used to determine what approach might work was
essentially the setting of a strategic compass” (p. 160). Pearson and Mitroff’s (1993) CM
conceptual framework was the strategic compass for this study. CM archival documents were not
available for review. Instead, this researcher reviewed current publicly available emergency

response and CM documents to correlate findings with available documents.
Discussion of Data Collection Findings

The researcher attempted to use two data sources for this study: participant interview
responses and CM archival document analysis. Roberts and Hyatt (2019) stated, “Qualitative

elements are intended to incorporate semi-structured interviews” (p. 143). The primary data
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source for this study was performed and collected by interviewing community college leaders,
including faculty members with experience in adapting and working through disaster-causing
crises. See Appendix E, Interview Protocols, for the interview protocol information and
questions. The semi-structured interview method provided participants with open-ended
questions, allowing them to elaborate on the research and interview questions and delve deeper
into their experiences. Allowing the participants to expound on their experiences with probes and
spontaneous discussions provided a deeper understanding of the topic and clarity for the
researcher.

The interviews were conducted using the online application software Zoom, with
participants given the option of hiding their names and identities. Each Zoom session lasted 35 —
80 minutes. After brief introductions, participants were asked the interview questions. The Zoom
application provided verbatim transcriptions, which the researcher reviewed, thematically
identified, and coded using an Excel spreadsheet. The researcher was further assisted by
categorizing themes using the online software Taguette. Each participant’s post-interview
transcript was sent to them for member-checking, to confirm that responses to questions were as
intended, and to clarify the meaning of words and terms that were not transcribed clearly. The
researcher then re-evaluated the previously analyzed and identified themes and codes, recording
them for accuracy. Reviewing each transcript, member-checking responses, and updating the
Excel spreadsheet record multiple times evidenced the researcher’s iterative process while
identifying emerging themes and coding practices.

As mentioned in Chapter 3, the secondary source of data collection pertaining to archived
CM or emergency response documents could not be performed due to archived documents not

being public or made available; therefore, secondary data collection and analysis of archival
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documents relating to CM were not performed in this study. Instead, reviewing current and
publicly available CM or emergency response (ER) documents enabled this researcher to cross-
reference and perform comparable analyses of leader and faculty plans when faced with disaster-
causing crises related to decisions and actions planned to be practiced. While unable to plan for
all potential crises that could affect them, all three colleges participating in the study had

strategic emergency plans in place for employees to execute when the next crisis arises.
Findings Related to Literature

This section discusses the themes uncovered through the review and analysis of the data
collected for this study. Data from this study’s participants showed that some actions
implemented by federal, state, and institutional administrative leaders were forced upon faculty
and students through state and federal requirement mandates for courses to continue, such as 6-
foot distancing during the COVID-19 pandemic. Data derived from this study directly reported
decisions, actions, and lessons learned from internal and external constituent collaborative
efforts. The data collected also revealed new insights in the form of lessons that administrative
leaders and faculty could use to minimize educational disruptions when faced with future crisis
events. The themes identified in previous studies provided significant value to this study by
offering insights into pedagogical practices before, during, and after a single crisis (COVID-19).

Previous literature addressing CM did not address CM decisions, actions, and lessons
learned while experiencing other crises. Nor did they add focus to other WD and CE programs,
even though their abstracts, chapter focuses, and themes helped the researcher identify a gap in
studies addressing the adaptation of workforce development programs in times of crisis through
the lens of community college administrative leaders and faculty. While the study’s findings

mirrored some previously found in other studies, newfound knowledge has been added to the
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area of crisis management in the higher education field. Extrapolating valuable data by engaging
with participants from the three community colleges and analyzing the data ensured that this
study’s three research questions were answered. Participant engagement and responses provided
the data that enabled a deeper exploration of what administrative leaders and faculty of
community colleges decided upon, what actions were taken, and what was learned during
various disaster-causing crises in different regions of the U.S. Following the conceptual
framework, the interview questions were created to allow participant responses to address the
five phases of Pearson and Mitroff’s (1993) model, as reflected in Chapter 3.
Correlating Themes with Conceptual Framework

The qualitative multi-case study found that all three institution participants provided
responses relating to Pearson and Mitroff’s (1993) Crisis Management (CM) framework model.
Correlating this study’s seven overarching themes with Pearson and Mitroff’s (1993) Five Phase
CM conceptual model resulted in the Five Phases aligning with multiple themes. The following
is a breakdown of how each theme aligns with each phase of this study’s CM conceptual model:

Participant interview question response data consisting of T1, Crisis Management, and
Emergency Preparedness align with and correlate with the CM conceptual model phases one
(Signal Detection) and two (Preparation/Prevention). T1 data on crisis management and
emergency preparedness indicated that CM or ER plans, policies, and procedures implemented
before and during a crisis directly relate to phase two’s preparation and prevention.
Administrative leaders and faculty responded to interview questions indicating that they either
could not or did not have time to prepare for specific crises, such as the COVID-19 pandemic,
wildfires, or floods. However, they made decisions and procedurally acted to prevent these crisis

situations and their effects from being more detrimental to their safety and students' well-being
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to continue teaching and learning opportunities. The prevention aspect from T1 data also
reflected the efforts that administrative leaders and faculty exhibited to inform and work with
students to prevent them from dropping out of school, which is a form of crisis management
aimed at alleviating the effects of a crisis.

Theme 2 (T2) — Leadership and Communication and T3 — Adaptation and Flexibility also
align with the CM model phases one and two, the Signal Detection and Preparation/Prevention
phases: T2 data reflected these phases centering on whether or not leadership and crisis
management teams were in place and trained to prepare for, communicate with and lead others
through a crisis or crises. Leadership, communication, adaptability, and flexibility all played a
role in preparing for and preventing a crisis from completely closing campuses or shutting down
WD and CE programs. While data reflected that emergency service teaching faculty, such as
police and fire science faculty, were readily trained and prepared, T2’s data indicated that
institutions could implement additional administrative leadership and faculty training to prevent
or mitigate the effects of crises. This would further improve alignment with CM model phase
two’s prevention.

Theme 3 (T3) - Adaptation and Flexibility—and the CM conceptual model phase three,
Containment/Damage Limitation, were also found to align. According to Pearson and Mitroff
(1993), phase three was “intended to limit the effects” (p. 53) of a crisis. In this phase, effective
crisis management by administrative leaders and faculty effectively adapted WD and CE
programs by being flexible yet diligent in providing students with learning modality options.
Leaders and faculty also prevented wildfires and COVID-19 crises “from affecting other
uncontaminated parts of the organization or its environment” (p. 53). Leaders, faculty, and

stakeholders ultimately limited the adverse effects of the crises by containing the damages.
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Theme 4 (T4) — Training and Stakeholder Involvement. T4 aligns with phases two and
three of the CM model. T4 data provided insights from participants on how Phase Two’s
preparation, through training and collaboration with internal and external constituents, can assist
institutions and communities through collaborative efforts. Collaboration between constituents
can enhance prevention (Phase 2), containment, and mitigation of damages (Phase 3) in crises,
ensuring the safety of students and employees and the continuity of learning.

Theme 5 (T5) data presented community resilience and support. Data from participant
responses correlated with the phases of this study’s CM conceptual model: two
(preparation/prevention), three (containment/damage limitation), four (recovery stage), and five
(learning phase). Community resilience and support were evident in the participant response
data, revealing commonalities with this conceptual model's phases. The data specifically
reflected how institutions’ employees and students were actively involved in the decisions,
actions, and lessons learned during the preparation, prevention, containment, damage limitation,
recovery, and learning phases. T5 data reflected that the three institutions minimized
interruptions to WD and CE programs and courses through community resilience and support.
Data produced by participant responses relating to theme five to phase four was the specific
efforts institutional administrative leaders and faculty performed by deciding and acting upon to
establish alternate practices needed to minimize pedagogical interruptions. T5 data also reflected
how each institution’s communities, including internal and external constituents and
stakeholders, actively assisted students, employees, and other community members to remain
safe.

Themes 6 (T6): lessons learned and continuous improvement, and Theme 7 (T7):

accreditation, standards, and compliance aligned with CM model phases four (recovery) and
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phase five (learning phase). The efforts of administrative leaders, faculty, and community
stakeholders were instrumental in ensuring that WD and CE program learning remained
available both in person and through online instruction. Through the unwavering attempts to
keep WD and CE programs and courses available to students, accreditation standards and
compliance with career, state, and federal requirements were continually discussed, worked
through, and achieved, sometimes with only minor accommodations. Participant response data
demonstrated the value of experiencing a crisis and multiple crises at two institutions represented
in this study in terms of lessons learned, both civically and educationally, and for use before,
during, and after crises.

The seven themes mentioned above, along with the conceptual framework model
developed by Pearson and Mitroff (1993) and utilized in this study, provided gained perspectives
and knowledge of institutional crisis management leaders and faculty experienced working
through crises, including, as Pearson and Mitroff (1993) stated, “their roles in the management of
a crises” (p. 48). While the seven themes revealed data that aligned with the study’s five-phase
conceptual framework, Phases 3 (Containment/Damage Limitation), 4 (Recovery), and 5
(Learning) of the framework stood out more prominently than the remaining two. The
participating colleges were more effective in addressing Phases 3, 4, and 5 with adapting WD
and CE programs and minimizing student disruptions. Phases 1 (Signal Detection) and 2
(Preparation/Prevention) appeared less prominent in mitigating WD and CE program and student

disruptions, thus allowing for the most growth.
Key Elements of Findings

Aside from the overarching themes and categories, other key elements of the findings

included communication, collaboration, a willingness to continue learning, and participant
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responses that aligned with the Association of American Community College Leadership
Competencies. Participants provided complementary perspectives on emergency responses and
crisis management, showcasing a range of strategies from pre-crisis planning to adaptive
leadership and collaborative decision-making. Their insights collectively showed the importance
of flexibility, clear communication, and compassion toward students, peers, and their
communities while navigating crises in community colleges' WD and CE programs, while
simultaneously minimizing interruptions of student progress.

Unexpectedly, participant responses provided additional data that aligned their leadership
decisions, actions, and practices with those in the American Association of Community Colleges'
six leadership competencies located in the Community College Review (2011) article If | Knew
Then What I Know Now: Using the Leadership Competencies Developed by the American
Association of Community Colleges to Prepare Community College Presidents (McNair, et. al,
2011). The following are samples of some participant responses that aligned with the six
leadership competencies:

e Organizational strategy: “An effective community college leader strategically
improves the quality of the institution, protects the long-term health of the
organization, promotes the success of all students, and sustains the community
college mission, based on knowledge of the organization, its environment, and
future trends” (Community College Review, 2011, v39, P. 5). Participant W1-3’s
quote aligned with the organizational strategy competencies by expressing the
following,

During the flood and wildfire, | was department chair and had the

duty to totally redo the entire schedule for our program courses,
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which was adopted by other departments. We also had to ensure
our students maintained six feet of distance during the COVID
pandemic, which was very challenging with some of our EMT and
other emergency service courses because they require close contact
with other students. These types of near-immediate responses have
been utilized to some degree or another in another wildfire that
devastated our nearby communities.
W1-3’s statement demonstrates strategic planning and decision-making to adapt
instructional methods during different crises.
¢ Resource management: “An effective community college leader equitably and

ethically sustains people, processes, and information as well as physical and

financial assets to fulfill the mission, vision, and goals of the community college”

(Community College Review, 2011, v39, P. 5). Aligning with the resource

management competency, Participant W2-2 stated,
The college was willing to buy things. They asked, what we
needed, did we need VR headsets? Did we need different software
that students and faculty can use? Did we need cameras? Did we
need to send equipment to students, laptops, and iPads and other
items, and the college did provide these types of equipment.

W2-2’s statement highlights the management of institutional resources to support
students and faculty.
e Communication: “An effective community college leader uses clear listening,

speaking, and writing skills to engage in honest, open dialogue at all levels of the
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college and its surrounding community, to promote the success of all students,
and to sustain the community college mission” (Community College Review,
2011, v39, p. 5). SE3 emphasized that their college communicating effectively by
messaging to handle the uncertainty and manage expectations, indicating the use
of clear communication strategies and the practice of leadership skills to keep
stakeholders updated,

During the crisis, | think where the college really, you know, did a

very good job was just in communication. I think where people

struggle the most is just the uncertainty about what's happening

because everybody's dealing with a different level of crises that

they're experiencing on a personal or professional level. And so the

college just did a really good job in terms of messaging to make

sure everybody's aware of where the college stands.
Collaboration: “An effective community college leader develops and maintains
responsive, cooperative, mutually beneficial, and ethical internal and external
relationships that nurture diversity, promote the success of all students, and
sustain the community college mission” (Community College Review, 2011, v39,
p. 5). SE2’s statement below reflects the teamwork and collaboration performed
during and post-crisis:

The camaraderie that we had within our department, the college,

and with outside constituents brought us all closer together as a

community. This came from open dialogues, being good leaders

for our students, as well as creating that type of environment where

100



faculty can speak freely and openly about what was needed to
provide for our students and our citizens.

e Community college advocacy: “An effective community college leader
understands, commits to, and advocates for the mission, vision, and goals of the
community college” (Community College Review, 2011, v39, p. 5). An example
of a participant response aligning with this competency shows the advocacy for
students and faculty by ensuring continuity despite relaxed standards in the
following:

As long as we were showing that we were working on all the
standards, they were reduced by a third, but again, all of them were
worked on; it’s just that students didn’t have the time to complete
them all as normally, because there wasn’t enough time in the
semester. We only have so many faculty, and new classes were
going to start, and there just wasn’t enough space or faculty to
make it all work, so the College did a great job working with the
powers that be, you know, the Chancellor's office.

e Professionalism: “An effective community college leader works ethically to set
high standards for self and others, continuously improve self and surroundings,
demonstrate accountability to and for the institution, and ensure the long-term
viability of the college and community” (Community College Review, 2011, v39,
p. 5). Participant W2-6 provided the following statements reflecting how

leadership, adaptability, and ethical commitment to student successes, and
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accountability to the institution and community align with the competency of
professionalism,

During COVID, | was part of the task force that developed
protocols and a return-to-work plan. So, | was one of the people on
the task force here, and I'm also the captain of my building. And |
don't know how relevant it is, but we do our practice drills, and |
have to ensure that the entire building is evacuated, so it's not
adjusting the curriculum. It's more about knowing where to go and
where to guide people. I truly believe that one of the reasons we
never stopped our classes was our ability to constantly adjust and
be flexible in serving students, even during the most difficult times
of the pandemic. When we didn't know what to do, we knew that
we had to do something right. So we started adjusting class by
class, and each area was different. We were working with faculty
to develop protocols, bringing students in smaller groups, and
implementing hybrid modalities, where one group of students
would come in on one day while the other students watched from
home, and then the other group came in on another day due to
social distancing. Through wonderful collaboration, we made it
work for the students.

The participating institutions and participants demonstrated these six leadership

competencies as key elements because they could serve other institutions as part of a framework

102



for higher education in developing strategic crisis management and emergency response plans to

mitigate WD and CE interruptions during crises.
Unexpected Findings

Open-ended interview questions enabled participants to engage with the interviewer and
elaborate on their responses, yielding unexpected findings. Additionally, responses were
uninterrupted by the interviewer, allowing participants to openly draw upon more profound crisis
experiences and recall decisions, actions, and learned practices that were not anticipated but were
found to enhance this study. One of these findings included the majority of this study’s three
colleges’ participants identifying two of the same crises as factors forcing their institution’s
workforce development and career education courses and programs to be adapted: wildfires and
the COVID-19 pandemic. Due to the researcher’s knowledge base of disaster-causing wildfire
locations being more prominent in the Western U.S., it was an unexpected finding to learn
through participant responses that all three institutions and participants experienced wildfires as
disruptive to WD and CE courses, and at times, to programs. SE and W2 colleges experienced
wildfires, causing the institutions to adapt some of their WD and CE courses to other modalities
and learning environments. Neither college was known to be located in a mountainous region,
where most wildfires were believed to have appeared. Both colleges’ fire and police science
faculty, as well as their administrative leaders, were instrumental in collaborating with external
constituents in the same field to quickly assist and address the wildfires, while also adapting their
programs with minimal interruption to classes. Furthermore, the expertise and knowledge of
some participants were utilized in conjunction with external constituents to support community

efforts in responding to the crises of wildfires, flooding, and the COVID-19 pandemic.
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Another unexpected finding was that all three colleges, working with external
constituents, were able to provide real-life, in-person, hands-on training to their students during
the COVID-19 pandemic and wildfire crises. Nursing and EMT students were able to perform
industry and hospital duties, tasks, and responsibilities to alleviate shortages felt throughout the
college’s regions, which also were applied to their program requirements, such as those deemed
“clinicals.” W1 and W2 colleges and faculty were also able to incorporate WD and CE in-
person, hands-on, real-life work experiences with their students during wildfires. Some
participants expressed that while courses were either shut down temporarily or interrupted for
more extended periods, W1 and W2 colleges’ faculty were able to include police, fire, and EMT
students with real-life experiences to assist external constituents who were battling fires by
tending to people and property, and in W1’s case, help gather and dispose of hazardous waste

caused by the fires.
Implications

By exploring multiple cases from diverse settings and crisis types at higher educational
institutions, this study drew subtle and particular conclusions that transcended specific
circumstances, experiences, decision-making processes, and actions, contributing to the broader
knowledge base in WD and CM adaptations during and post-crises. The study addressed
adapting and transitioning from in-person, hands-on WD and CE courses to online or other
modalities during and post-crisis. This study’s data revealed that crisis management (CM) by
various community college administrative leaders and faculty during and after disaster-causing
crises may reduce the negative impact of crises on teaching and learning. CM strategies, policies,

procedures, and training for preparedness, when decided upon, implemented, learned, and
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expressed, can mitigate interruptions in students' progress and assist with community recovery
efforts.

Additionally, this study’s exploration of environmental and pedagogical changes higher
educational institutions undertook in WD and CE programs to minimize and overcome course
interruptions during and post-crisis may prove valuable to those encountering crises in the future.
The CM data from this study can be used to understand how individuals employed at higher
education institutions strategically plan for, respond to, navigate through, and learn from crisis-
led decisions, actions, and lessons learned. Data also revealed how administrative leaders' and
faculty’s decisions and actions toward being empathetic and understanding toward students’ and
each other’s situations during crises could shed considerable light on the importance of the
human element of support in dealing with disaster-causing crises in higher education.

As a crisis preparedness component of an institution’s Strategic Master Plan (SMP), CM
plans and operational procedures could be used to prepare for, sustain, minimize, delay, or
resume normal business operations, reducing stakeholder loss and use learning to improve crisis
management processes (Pearson & Clair, 1998; Wang et al., 2009). Community colleges could
be better prepared to deal with disaster-causing crises and continue near-normal operations when
crises arise and begin to subside. By incorporating strategic crisis management (SCM) policies,
procedures, plans, and practices, community college leaders, employees, students, and businesses
can reduce the negative impacts of crises on their institutions and communities. CM and
emergency response strategic plans and practices could also further minimize disruptions of
student achievement and successes, employee workability, and workforce readiness, which many
community business owners rely upon. Community college leaders, employees, students, and

businesses can individually and collectively refer to crisis management (CM) policies,
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procedures, plans, and practices that include emergency response operations to maintain near-
normal operations during crises. This referencing and practical application could increase
workforce development efforts in higher education and overall community reliance when
needing to work through crisis management. Specific adaptations to be crisis resilient in WD
programs would be to evaluate different teaching techniques. Many colleges are not just
increasing the testing and evaluations of using visual reality (VR) tools and other technologically
advanced applications to replicate in-person, hands-on experiences, but they are making the
practices a normal element of completing programs. While these practices may not replace in-
person, hands-on training necessary for programs such as police, fire, and health sciences, they
add familiarity for students progressing to actual in-person, hands-on real experiences to increase
skill and knowledge levels.

Despite the most diligent planning efforts, crises historically have demonstrated the
inevitability of unforeseen disasters, often exceeding prior expectations in scope and impact. To
mitigate risks and safeguard their communities, higher education institutions must adopt a
proactive and adaptive approach to crisis management. Implementing crisis preparedness
discussions during regularly scheduled monthly, semester, and yearly meetings and simulation
exercises periodically would allow faculty, staff, and administrators to assess key roles, response
strategies, and intervention techniques collaboratively. This ongoing evaluation and refinement
of crisis management policies, procedures, and practices would enhance institutional
preparedness and cultivate a culture of shared responsibility and resilience. Furthermore, using
simulation exercises would provide critical opportunities to test preparedness plans, refine

response protocols, and address potential gaps in crisis management systems.
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By embedding crisis management discussions and strategic planning into ongoing
institutional practices, colleges can effectively strengthen their capacity to navigate both
anticipated and unexpected challenges, minimizing disruptions in WD and CE programs and
classes. Crisis management training, utilizing VR tools and other technologically advanced
applications, can be effectively implemented during the “onboarding” process for new hires at
higher education institutions. Colleges could make this a mandatory element of the hiring
process, along with yearly training simulations, to ensure all employees are capable and skilled
in responding to crises when they arise. These practices could also save the lives of students,
faculty, staff, and administrators, all of whom are part of every community. Emergency service
organizations and personnel are expected to be CM experts, and as educators, higher institutions
are expected to lead the way to improving people’s lives. These two constituent groups,
collaborating to communicate and practice responsible crisis management, preparedness, and
actionable techniques and processes, could save many more lives in the event of disaster-causing
crises. Furthermore, proper, continuous, and responsible crisis management training and
practices could also significantly affect a community's overall economic viability, including the
local and regional higher education institutions serving the surrounding communities.

Recommendations for Future Research

Community college internal and external stakeholders, experts in ER and emergency
operations policies, procedures, plans, and practices, would most likely be able to continue near-
normal operations when crises arise. The continuation of near-normal operations would depend
upon the severity of the crisis or if more than one crisis was experienced simultaneously. While
current ER and emergency operations plans cover much of how to work through an emergency,

CM plans, policies, and practices could also further minimize disruptions to student
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achievements and successes, employee workability, and workforce readiness, which many
communities and business owners rely upon. Future research on this study’s topic is
recommended to benefit and potentially enrich other qualitative multi-case studies focusing on
adapting workforce development programs in times of crisis. This recommendation would also
include any organization desiring to create more in-depth policies and procedures for handling
crises, not just emergencies. Although there has been enduring interest from various studies,
recent discussions about the understanding of crisis management (CM) are still in their infancy,
thus prompting further studies of deeper exploration regarding the overarching theory. As Bundy
et al. (2016) stated, “We have only just begun to scratch the surface in our understanding of
crises and crises management” (p. 1662).

This study could provide readers and other researchers with data and findings potentially
applicable to other institutional leaders and faculty experiencing disaster-causing crises, forcing
operations and workforce development programs to be better prepared and potentially change
practices and environments whenever needed. This study could also provide scholar-practitioners
with different findings by utilizing different site settings and participants, including document
collection and analysis processes. Furthering this study using different geographical site settings
and participants may also be helpful in areas such as professional leadership and faculty
development opportunities, CM preparedness evaluations, policies, and procedural objectives.
Additionally, utilizing a mixed-methodological approach could benefit future studies as actual
numbers and percentages could be used to gain knowledge for institutions to best prepare for and
act upon crises in the future, adding depth and breadth to the field and topic. Using specific key
terms could also enhance future studies to address CM, ER, EOP, and other similarly used terms

holistically to understand better commonalities and differences within the field’s practices,
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policies, and procedures. Another recommendation for future research would be to incorporate
the six leadership competencies previously listed into a study’s research question or interview

question bank.
Summary

This study examined the decisions, actions, and lessons learned by community college
administrative leaders and faculty regarding operational adjustments to workforce development
(WD) and career education (CE) in-person, hands-on courses and programs during disaster-
causing crises. Pearson and Mitroff’s Five Phases of Crisis Management theory model provided
the conceptual framework for this study. Utilizing the semi-structured interview process,
participants provided the necessary data by reflecting on, expressing, and discussing their
experiences in response to different crises. Participants provided data surrounding four types of
natural disasters: floods, wildfires, hurricanes, and the COVID-19 pandemic. Pearson and
Mitroff’s (1993) crisis management model guided this study’s focus by collecting responses to
interview questions regarding decisions, actions, and what was learned by higher education
institutional leaders and faculty exhibited during and after crises.

Seven overarching themes became prevalent through the in-depth data collecting and
analysis process: effective crisis management and emergency preparedness (T1), leadership and
communication (T2), adaptation and flexibility (T3), training and stakeholder involvement (T4),
community resilience and support (T5), lessons learned and continuous improvement (T6), and
accreditation, standards, and compliance (T7). These seven overarching themes captured the
importance of participants' responses from recorded transcripts, providing rich information for
others to consider when building or reviewing crisis management strategies and plans. Overall,

the decisions, actions, and learned best practices found from data collected in this study could be
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used to prepare, limit, and overcome different crises to ensure in-person, hands-on WD and CE
programs, courses, and institutions minimize operational interruption. Furthermore, the data and
information provided in this study may assist educational institutions’ student progress,
achievements, and success, along with community efforts to minimize the negative effects many

crises can and have caused.
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Appendix A - Alignment Table

Purpose: Research Theoretical Conceptual Methodological | Interview
Questions: Framework: Eramework: Approach: Questions:

The purpose | 1. What were the | The The Qualitative, Questions 1-3:

of this study | leadership and theoretical conceptual multi-case study | Address

is to explore | faculty decisions | framework of | framework is | research participant,

the during a crisis this study built upon approach. The | site, and crises.

decisions, involving WD focuses on Pearson and | multi-case

actions, and | and CE programs | Pearson and Mitroff’s research design | Questions 4, 5,

lessons and coursesata | Clair’s (1993) Five | incorporates 11,and 14

learned by community (1998) crisis | Phases of three address RQ1

community college? management. | Crisis community

college Management | college districts. | Questions 6-8,

leaders and 2. What model. Qualitative 10, 14 address

faculty leadership and elements are RQ2

when made faculty actions intended to use

to transition
WD
operations
in times of
Crises.

were taken to
transition WD
and CE courses
from in-person to
online, virtual, or
other non-in-
person
environments?

3. What was
learned by
community
college
administrative
leaders and
faculty responses
to a crisis?

semi-structured
interviews
corroborated
with CM
archival
documents.
(Yin, 2018)

Questions 9,
12-15 address
RQ3

119




Appendix B - Study Site Invitation to Join Study

Hello President ,

| am a doctoral student in the Kansas State University, EDD Community College Leadership

Program.

| am very excited to be working on my qualitative multi-case study dissertation. My dissertation
topic is Adapting workforce development programs in times of crises: A qualitative multi-case
study of administrative leaders and faculty representing three community colleges which will
include the review of pre-crisis emergency response/crisis management archival documents, and
interviews of participants. Interviews with participants include between 4 to 5 administrative
leaders and faculty from three different community colleges regarding their decisions, actions,
and lessons learned when dealing with the challenges crises can cause. The data collected from
each college and its participants will serve vitally to my study. The other two other colleges | am
inviting to participate in my study are College, and College, with all
three-remaining confidential throughout and after the study, to include any reporting and
publishing performed.
| am reaching out to you today in hopes you and your college will accept my invitation, resulting
in my beginning the study and data collection process. The three colleges mentioned are located
in different geographical locations, serving the study by offering data collected from different
crises that affected their workforce development programs and courses. My dissertation study
calls for one College to serve as an institution that was made to adapt its workforce development
programs during the COVID-19 pandemic and two Colleges to serve as data collecting sites that
were made to adapt its workforce development programs due to two other different crises.

College will serve as a participant in dealing with wildfires as their crisis, with

College serving as an institution that dealt with hurricanes.

This email serves as an invitation for College to participate in my multi-case
dissertation study. Should College deny or not accept the invitation to participate in
the study, no reason will be necessary, and | thank you for your and the College's

consideration. Upon receiving a response accepting the invitation for College to be a
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participant in the study, I will follow up with a thank you phone call and email with a request for
names and roles of potential subjects (institutional leaders and faculty) you feel meet the
requirements and who may have interest in participating in the study. The participants must be
interested in volunteering to be a part of the study. | will begin contacting these potential
participants within 10 days of receiving the names and contact information to schedule interview
dates and times. The study's criterion calls for leaders and faculty from each college to have
experience dealing with a crisis causing disruptions in workforce development or career
education in in-person, hands-on courses to meet the study's needs. These institutional leaders
can range from CEQOs/Presidents, VPs, Deans, Directors, Department Chairs, or another
leadership role, and faculty who have been involved in adapting workforce development
programs and courses during a crisis while employed at . All participant’s names
will be kept confidential and securely stored in an e-vault for five years, with the option to be
removed from the study at any time without explaining why they chose to do so.

Dr/President | thank you for considering College as a participating college in
my doctoral dissertation study. | hope to hear back from you soon. Please feel free to contact me
if you feel the need regarding any questions or concerns.

Respectfully,

Craig

Craig A. Donahue, M.Ed.

CCLP Doctoral Candidate, KSU

Cdonahue6l@ksu.edu
949-444-8896
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Appendix C - KSU IRB Informed Consent Form

PROJECT TITLE:

Adapting Workforce Development Programs in Times of Crises

PROJECT PROJECT LENGTHOF |2

APPROVAL DATE: EXPIRATION STUDY: months
DATE:

PRINCIPAL Craig A. Donahue

INVESTIGATOR:

CO-INVESTIGATOR(S): | None

CONTACT DETAILS FOR Cdonahue61@ksu.edu
PROBLEMS/QUESTIONS:

IRB CHAIR CONTACT Dr. Lisa Rubin
INFORMATION:

PROJECT SPONSOR: Kansas State University

PURPOSE OF THE RESEARCH:

This multi-district, multiple-case study aims to identify, explore, and analyze community
colleges’ crisis management practices through their leaders' and faculty’s lived experiences
and perceptions when transitioning from in-person, hands-on WD and CE laboratory courses
in times of crisis.

PROCEDURES OR METHODS TO BE USED:

Once this researcher has gained KSU IRB approval, invitations will be sent out to three
college presidents inviting their institutions and leaders to participate in the study. Once
invitations have been accepted by the college presidents and human subject participants,
interviews with participants will be scheduled and performed. Semi-structured interviews
through the use of Zoom become data. The Zoom interviewing sessions will be recorded,
captioned, and reviewed with participants for accuracy. Any pre-crisis management documents

available will be requested to analyze as data. The data collected will be analyzed using

Creswell’s (2002) six-step process.
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RISKS OR DISCOMFORTS ANTICIPATED:
| None |

BENEFITS ANTICPATED:
Increased knowledge of how community college leaders and faculty adapt in-person hands-on
workforce development programs and courses during and after experiencing a crisis.

EXTENT OF CONFIDENTIALITY:

All participant's identities will be kept confidential in a locked and stored location for 5 years
after the conclusion of the study. Any and all records of participant’s identities will be
destroyed after 5 years. The subject's information collected as part of the research, even if
identifiers are removed, will not be used or distributed for future research studies.

Terms of participation: | understand this project is research, and that my participation is
voluntary. | also understand that if I decide to participate in this study, I may withdraw my
consent at any time, and stop participating at any time without explanation, penalty, or loss of
benefits, or academic standing to which | may otherwise be entitled.

| verify that my signature below indicates that | have read and understand this consent form,
and willingly agree to participate in this study under the terms described, and that my
signature acknowledges that | have received a signed and dated copy of this consent form.

(Remember that it is a requirement for the P.I. to maintain a signed and dated copy of the
same consent form signed and kept by the participant).

PARTICIPANT NAME:
PARTICIPANT
SIGNATURE:
WITNESS TO
SIGNATURE: DATE:
(PROJECT STAFF)

DATE:
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Appendix D - Interview Protocols: Participation

Invitations

Dear [participant name],

Thank you for participating in the data collection process of my qualitative multi-case
research study as part of my doctoral degree requirements. The title of my study is Adapting
workforce development programs in times of crises, which focuses on community college leaders
and faculty’s decisions, actions, and lessons learned when forced to deal with unplanned crises
occurrences. The data collection process involves contacting, scheduling, and performing semi-
structured interviews with participants. The interview will be on Zoom, only involve audio
recordings, and should last approximately 30-40 minutes. Participants will receive a $20 Amazon
gift card for volunteering, and the results of the interview and research project will be published
in a dissertation authored by myself, while maintaining confidentiality of your and all participants’
identities.

Please respond to this email with at least two dates and times during the months of late
February and early March most convenient for you to participate in the Zoom interview. Once |
have received your dates and times, | will send you a confirmation email providing you with a
meeting invitation and Zoom link. During the meeting | will ask you for your permission to record
the audio portion of the interview session. The recording with transcription will be shared with
you once the transcription process has been completed to ensure accuracy and interpretations are
correct. The recording, transcription, and data will only be available to you and me, assuring your
identity is safely protected for up to five years, with the option for you to be removed from the
study at any time, at which time the data collected from you, and your identity will be destroyed,
with confirmation sent to you.

Again, thank you for volunteering. If you should have any questions, please direct them to
me or any of the following:

e Craig A. Donahue, cdonahue61@ksu.edu
e KSU Dissertation Chair, Dr. George R. Boggs, Ph.D., gboggs@ksu.edu

e Dr. Lisa Rubin, Chair, Committee on Research Involving Human Subjects, 203
Fairchild Hall, Kansas State University, Manhattan, KS 66506, 785-532-3224
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Brad Woods, Associate Vice President for Research Compliance, 203 Fairchild
Hall, Kansas State University, Manhattan, KS 66506, 785-532-3224

Thank you for your time and participation,

Craig A. Donahue, M.Ed.,
KSU CCLP Doctoral Candidate
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Appendix E - Interview Protocol: Information,

Interview, and Questions

Interview Protocol: Information, Interview, and Questions
Information:

First, thank you for taking time out of your busy schedule to meet and speak with me
today. Your participation and input about your work during times of crisis are valuable resources
and elements of the study | am conducting. As our previous emails and correspondence
discussions mentioned, the research and data needed for the study specifically center on college
administrative leaders’ and faculty members' decisions, actions, and lessons learned when
making decisions to minimize disruptions of workforce development and career education in-
person, hands-on courses in times of crises.

To review, the study’s data collection process includes collecting data from interviews of
leaders and faculty, along with reviewing pre-crisis emergency response/crisis management
archival documents from three different colleges serving communities in different geographical
locations within the U.S. One college serves as a data collection site with regard to
administrative leaders and faculty experiences during devastating fires that potentially affected
workforce development programs and courses. The second college serves as the data collection
site of one that experienced hurricanes as its crisis, potentially affecting its workforce
development programs and courses, while the third college serves as the collection site affected
by the COVID-19 pandemic crisis, also potentially affecting its workforce development
programs.

Interview:

Before we begin, | want to take a moment to ensure you understand that this interview is
entirely voluntary, and you can stop it at any time. You can also exercise your option to be
removed from the study at any time, including all data collected from you for the study, without
any questions as to why you exercised the option to withdraw. You may also request to review
any information from this interview at any time.

For the sake of adhering to specific dissertation study data collecting protocol, the
interview, upon your authorization, will be audio recorded through Zoom. The recordings will be
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transcribed, and you’ll be sent a copy to ensure the data collected is as accurate as was intended.
All interview recordings will be confidential and securely stored in an e-vault and a physical safe
deposit box to which only I have access. The recordings and data collected will be safely stored
for a period of five years prior to being destroyed. Your identity will not be used in the study
except for your working title or simply being a “leader/faculty,” e.x. “One of the leaders/faculty
expressed...” Furthermore, participant’s identities and information collected as part of the
research, even if identifiers are removed, will not be used or distributed for future research
studies. Do | have your authorization to record this interview? Response: |, Thank you.
Interview Questions:
| am going to ask you a few questions regarding your position, CM experiences,
decisions, actions, and lessons learned while serving at College xx during a crisis. Before we
begin, do you have any questions?
Response: . Let’s begin the interview questions now, and I’ll start the recording.
1. Please tell me about your title and role at the College; (the study will not incorporate the
identities of participants, so requesting names are not included.)
2. What natural or man-made (manufactured) crisis have you experienced while serving at
the College?
3. What role did you serve on the emergency response (ER)/ crisis management (CM)
team?
4. Please describe any CM response training offered by the college prior to the crisis.
5. Please tell me about any workforce development (WD)/CE hands-on, in-person
programs, and/or courses affected by the crisis?
6. Please describe how the college was able to continue serving the students in WD
programs during the crisis?
7. Were there any programs and/or courses that had to be canceled, delayed, or relocated?
a. |If canceled, why?
b. If delayed, how long and why?
c. Ifrelocated, where were the courses relocated to, and for how long?
8. What stakeholders (internal and external) were involved in decisions to adapt
instructional methods or to cancel, delay, or relocate programs and/or courses?

9. What obstacles had to be overcome to continue WD programs during and after the crisis?
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10. How were WD and CE accreditation standards and state regulations adhered to or
adapted during or from the crisis?

11. Was there an emergency response plan (ERP), or a crisis management plan (CMP), and
committee/team in place prior to the crisis that related to WD and CE programs to deal
with the crisis you responded with in question 2?

12. Is there a crisis emergency plan, or organizational crisis management plan in place now,
post-crisis?

a. If not, are there plans to create one?
b. If yes, who were the stakeholders involved in creating and producing the plan?

13. What were the main lessons learned during and post-crisis?

14. Is there anything you’d like to express about adapting workforce development programs
in crises that I have not asked?

| want to thank you for your time, reflection, and participation in this study. I will be sending

you your $20 Amazon gift card soon. Furthermore, | will transcribe this Zoom interview session

and confirm its accuracy of intent and grammar with you before deleting the recording.

If you feel the need to contact me regarding the study or your participation in the study, you
can reach me at cdonahue61@ksu.edu, or by cell phone at (949) 444-8896.
Again, thank you, and I look forward to providing you the transcription of this interview.

Craig Donahue, M.Ed.
KSU CCLP Doctoral Candidate
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Appendix F - Pre-crisis Emergency Response/Crisis

Management Archival Document Review Protocol

Pre-crisis Emergency Response/Crisis Management Archival Document Review Protocol

Thank you for taking time out of your busy schedule to appoint a key point person at
college to assist me in retrieving archival documents related to pre-crisis emergency

response (ER)/crisis management policies (CM), including any procedures. College’s
participation while providing these documents, along with participant interviews, are the
valuable resources and elements of the study necessary for a deep study proving value to the
higher education community. As my previous emails and correspondence mentioned, the
research and data needed for the study centers explicitly on college administrative leaders’ and
faculty member decisions, actions, and lessons learned when forced to deal with disruptions of
workforce development and career education in-person hands-on courses in times of crisis.

To review, the study’s data collection process includes retrieving data in the forms of pre-
crisis emergency response/crisis management archival documents and conducting interviews of
leaders and faculty from three different colleges serving communities in different geographical
locations within the U.S. Three colleges serve as data collection sites with participants having
experiences during a crisis. One college serves as having experienced devastating fires that
potentially affected workforce development programs and courses. The second college serves as
the data collection site of one that experienced hurricanes during the crisis, potentially affecting
its workforce development programs and courses, while the third college serves as the collection
site possibly affected by the COVID-19 pandemic crisis.

Again, thank you for your college’s participation in my study. I will share more

information with you as the study progresses.
Respectfully,

Craig Donahue, M.Ed.
KSU CCLP Doctoral Student
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