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This dissertation was a qualitative case studydedwon part-time faculty teaching
developmental mathematics courses in one largdi®lmrthwest community college. The
college was selected for its size and maturity;ttipec was selected for three related reasons:
part-time faculty have been widely relied uponeadh these courses nationwide; students in
developmental education courses tend to have higllefactors and attrition rates; and
mathematics courses form the bulk of developmetatation (pre-college-level courses,

formerly termed remedial). Research indicateshigit reliance on part-time faculty (variously
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termed “contingent,” “fixed-term,” “contract,” “adpct,” or “non-tenure track faculty,”) results
in negative outcomes in terms of student successampletion. These outcomes are often
attributed to poor integration of part-time facuttyo the institution.
The research questions guiding this study were:
* In what ways are part-time faculty who teach depelental mathematics
courses integrated into the college on one campadarge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?



The guiding theoretical perspective for this stu@s organizational theory, informed by
systems theory. The research questions were intbbm&Vheatley's (2006) three critical
domains necessary for a healthy organization:uhddmental identity of the organization; the
ongoing urgency to connect members of the organizéb information; and the importance of
developing relationships throughout the organizatio order to gain a holistic view, the study
examined the college context and interviewed pare-faculty, full-time faculty, faculty
department chairs, an administrative aide, andaa devolved in developmental mathematics
education. These collected data were then brokem @ao categories informed by Baron-
Nixon’s (2007) principles for connecting part-tifaeulty to a college mission and analyzed
according to three units of analysis: institutigripartmental, and individual.

The key finding of this research was that whiletqiane faculty teaching developmental
education mathematics courses at this particuldhwest college were well-integrated into the
college identity, and while in this department mafffprts were made to integrate them in terms
of information sharing and relationships, barrienhained hindering full integration. These
barriers affected the ability of part-time facuityoptimally perform their duties, depending on
their individual situation. The barriers were foetmost part institutional and structural and
needed to be addressed at the institutional level.
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Section I: Focus and Significance
Organizational Integration of Part-Time Faculty Gleiag Developmental Mathematics

“It is time to challenge the assumption we have edmaccept: that carelessly

hiring contingent faculty and then providing themthapoor working conditions

and scant support is acceptable. Only by frankijliply, and collectively

examining the various and sometime conflicting galthat need to be balanced —

equity and affordability, humaneness and efficien@an we begin to make

better choices.” (Kezar & Maxey, 2014, pg. 36)

The balance of both numbers and percentages betuiééime tenured (or tenure-track)
and contingent, mostly part-time, faculty in ingtibns of higher education has changed
dramatically in the past 40 years. (In this stugwrt-time faculty” or “contingent” will be the
terms of choice except when specific studies userderminology.) In 1969, over the broad
spectrum of universities, colleges, and commurotieges, roughly 78% of faculty members
were either full-time tenured or tenure-track, @2&b were non-tenure track, often part-time.
For a dramatic comparison, in 2009 these respefiguess had almost reversed themselves:
roughly 35% were tenured/tenure track and 65% weteSeven years later and most recently,
Finkelstein, Conley, and Schuster, speaking congorakiely, hold that “the overall proportion
of ‘regular’ faculty (i.e. full-time tenured or tare track). . .has shrunk to 29.7%” (2016, p. 14).

Separating out community colleges, the earlierreguvere closer to 30% tenured/tenure-
track faculty and 70% part-time (American Federabéd Teachers [AFT], 2009, 2010; Center
for Community College Student Engagement [CCCS&14b; Cohen, Brawer, & Kisker, 2014;
House Committee, 2014; Eagen, 2007; Ehrenberg,;JUB Associates, 2008; Kezar & Maxey,
n.d.; Mitchell, Yildiz, & Batie, 2011; Schuster &irfkelstein, 2006; TIAA-CREF, 2014).

Updating the figures, Finkelstein et al. suggeat tenured or tenure-track faculty in community

colleges now make up only about “one-sixth (16.0%he faculty” (2016, p. 62).



In short, at least two thirds of all faculty membare now contingent. Schuster and
Finkelstein (2006) considered it one of the mosttéworthy” of trends, an “astonishing
development” (p. 195), and point out that “betw&869-70 and 2001, the number of part-timers
increased by 376%, or roughly at a natere than five times as fass$ the full-time faculty
increases” (p. 40, emphasis in the original). Mesently, in their comprehensive studye
Faculty Factor: Reassessing the American AcademayTiarbulent Era)Finkelstein et al.
continue to marvel, “The most striking and consequa development has been the continued—
and in some cases, accelerated—reliance on noerdadder faculty, both full- and part-time to
do the instructional ‘heavy lifting”” (2016, p. 94n the conclusion of their study, they note: “Of
the many dimensions in which the academic profedsas been transformed in recent years, the
most consequential, arguably, has been the langaneion of part-time (adjunct) faculty” (2016,
p. 473). They warn that “The shrinking of the cstaff and the heavy reliance on ‘independent
contractors’ — amid the concurrent growth in acadeadministrative ranks — promises to wreak
havoc on any semblance of traditional notions cd@ademic community” (p. 96). The
implications go even further:

If a reinvigoration and elevation of student leaghare to be achieved, the risk of

concomitantlepreciation of the faculty’s pivotal role in studdearning must

enter the equation with adequate weight. That gatg if the faculty factor is

relegated to peripheral importance, then the l@emgtdeleterious effects on

student learning and on higher education more lycad deeply — and indeed,

on the national interest — are thereby compromiBatlanother way, student

learning is directly dependent on the quality aachmitment of the faculty, that

is, “student centricity” in the fullest sense reggialso affording due recognition

to the faculty’s proper prerogative. (2016, p. 461)

These warnings have been sounded throughout the. yle@o examples should suffice:

In 1988, the Commission on the Future of Commu@iblleges warned of the dangers of over-

reliance on part-time faculty in its recommendagiomhich included “11. Develop policies and



programs for the selection, orientation, evaluataord renewal of part-time faculty; and 12.
Avoid the unrestrained expansion of part-time fgcahd assure that the majority of credits
awarded are earned in classes taught by full-tamelfy” (pp. 15, 16)That same year,
California’s AB1725 warned of the dangers of exbasgeliance on part-time faculty who were
not supported properly, and in section 35 statat“the legislature wishes to recognize and
make efforts to address longstanding policy ofBbard of Governors that at least 75 percent of
the hours of credit instruction in the Californ@nemunity Colleges, as a system, should be
taught by full-time instructors” (as cited in Calihia Community College Chancellor’s Office,
2005). In 2005 a workgroup confirmed that recomnagiod and held that 75% of community
college faculty should be full-time. But these wags and attempts were essentially ineffective,
and even in California where that standard was tadipphe ideal has not been met (Walton,
2008).

The high percentages of part-time faculty use @atigly be explained by growth in
enrollments beginning in the 1970s and the perédiffeculty of living within budgets that were
dramatically cut in the 1980s and seem never tentieely sufficient or predictable (Barnshaw
& Dunietz, 2015; Cohen et al., 2014; Kezar & Safi.db; Love & Estanek, 2004). Despite
these challenges there has been a desire to kdep taw and to maintain flexibility in
scheduling. This has all been facilitated by adesnd dramatic increase in hiring of part-time
faculty, a course of action that has allowed c@ttp meet the burgeoning needs while keeping
costs to a minimum (Banachowski, 1997; Cross & @olierg, 2009; Eagan, Jaeger, &
Grantham, 2015; Gappa & Leslie, 1993; Kezar & S201,0b; Kezar & Maxey, 2015). Other
factors are: the augmented number of administratodstheir growing salaries (Barnshaw &

Dunietz, 2015); the need to respond to “disrupitivevations” such as for-profit competitors



(Barnshaw & Dunietz, 2015); and the corporatizabbhigher education (Levin, Kater, &
Wagoner, 2006; Rhoades, 1998). In addition, in ofaleinstitutions to treat full-time, tenured
faculty well, they tend to cut corners by hiringtgame or contingent faculty, especially to teach
in lower-level and introductory courses (Gappa &ligs 1993; Kezar & Sam, 2010b; Wagoner,
2007). Finally, the numbers of students who hawnlencouraged to achieve master's and
higher degrees in fields where there have beebacits in faculty hiring throughout the country
has left many in debt and unable to find positiotier than as contingent or part-time faculty
(Kezar & Maxey, 2014).

What may have been seen as a temporary expedbeltame a permanent, nationwide
fixture, without commensurate planning or thoughifitention (AFT, 2009; Baldwin &
Chronister, 2001; Baron-Nixon, 2007; CCCSE, 20T3dmoghue, 2008; Eagan, Jaeger, &
Grantham, 2015; Kezar, 2012; Kezar & Maxey, n.@12 Kezar, Maxey, & Badke, n.d; Kezar
& Sam, 2010b; Plater, 2008). Schuster and Finkal$&906) claim that if this issue were a
priority, administration could place a check orsttiend or even reverse it, but the will has not
been there. CCCSE (2014b) states that “even imaimomment perpetually characterized by
funding constraints, colleges can control how theg the resources they have. College leaders
can ask themselves whether their expectationsdud+tjpne faculty are aligned with student
needs” (p. 3).

In spite of the permanent aspects of this phenometata on part-time faculty has not
been systematically collected nationwide or evehiwiindividual institutions and consequently ,
and it is difficult to access, underlining the lamidformal intentionality (Barnshaw & Dunietz,
2015; Coalition on the Academic Workforce [CAW],120) Cross & Goldenburg, 2009;

Finkelstein et al., 2016; Kezar & Maxey, 2012; T&mdacoby, 2009). Since 2013, matters have



slightly improved and accreditors are slightly lmeging to acknowledge that the issue should be
taken into consideration in accreditation reviel{szar, Maxey, & Eaton, 2014).

There is a litany of issues related to this “swegpeconfiguration” (Schuster &
Finkelstein, 2006, p. 191; Finkelstein et al., 20h6any negative. First, the poor level of pay is
a top issue for many part-time faculty (AFT, 20B@nachowski, 1997; Cohen et al., 2014;
Finkelstein et al., 2016; Jacobs, 2004; YakobdXkl5). As the CAW 2012 report put it,
“Although most faculty members serving in contingpasitions hold a master’s degree or
higher. . .their earnings are not remotely commeatswvith their training and education. . . .
The gap is particularly striking for faculty membeerving in part-time positions” (p. 4). Cohen,
Brawer, and Kisker (2014) believe that despitepaig discrepancies and difficulties part-time
faculty face, as long as full-time faculty are witj to add on classes for a smaller percentage of
pay, and as long as administrators feel they nadetime faculty in order to live within their
budgets, pro-rata pay will not likely become aitgat[Unless] the law or collective bargaining
agreements do not stop them, administrators wiltinoe to employ lower-paid part-time
instructors. Part-time instructors are to the comitywcolleges what migrant workers are to the
farms” (p. 92).

In addition to discrepant pay, another top conéermany part-time faculty is that they
can typically be dismissed at will, which causestability and stress (Banachowski, 1997;
Gappa & Leslie, 1993; House Committee, 2014; Huish2011; Kezar & Maxey, 2015; Street,
Maisto, Merves, & Rhodes, 2012; Yakoboski, 2013)oét half of the part-time faculty express
frustration at the lack of a career ladder or gobtsi of full-time positions (AFT, 2009, 2010;
CAW, 2012; Yakoboski, 2015). The lack of accesbdnefits is also an issue (AFT, 2009, 2010;

CAW, 2012; Gappa & Leslie, 1993); 28% of part-tifaeulty are concerned about lack of



adequate retirement provisions, in part becausawg&arnings or debt level (Yakoboski, 2015).
Furthermore, research has repeatedly confirmedihat part-time faculty feel unappreciated
and treated as “second-class citizens” in thetitut®ns, and empirical evidence demonstrates
that these are not imagined slights (Baron-Nix@&72 Gappa & Leslie, 1993; House
Committee, 2014; kezar, 2012, 2013; Kezar & SartpPQThirolf, 2012).

Apart from the above-mentioned practical issuesabse part-time faculty are typically
not well-integrated into institutions of higher edtion, there are also issues that affect the well-
being of the institutions themselves. Accordingte adjunct, “I think they [full-time faculty]
think of themselves as ‘the faculty’ and the rest gou know, different, ‘other™ (Thirolf, 2013,
p. 276). Part-time faculty may feel isolated (Gagpaeslie, 2002), and last minute assignments
that do not allow adequate time for course planaiegoften the norm (Baron-Nixon, 2007,
Gappa & Leslie, 1993; House Committee, 2014; Seeat., 2012). Nor are part-time faculty
well-supported in terms of general working condiigBarnshaw & Dunietz, 2015; Baron-
Nixon, 2007; CAW, 2012; CSSSE, 2014b; Gappa & leedlbB93; Kezar, 2012, 2013c; Kezar &
Sam, 2010b; Meixner, Kruck, & Madden, 2010; Stededl., 2012). They are typically left out of
shared governance, an important role faculty headitionally taken part in (Bérubé & Ruth,
2015; Jolley et al., 2013; Finkelstein et al., 208 ézar & Maxey, 2015; Schuster & Finkelstein,
2006). While some may volunteer their time to attereetings or meet with students, generally
they are not paid for their efforts: “I was welcotneserve on a committee and not get paid,” as
one interviewee expressed it (Jolley et al., 2@1227). This also burdens their full-time
colleagues with increased responsibilities withia tollege (Schuster & Finkelstein, 2006).
Academic freedom for part-time faculty, althougswa®d in various college policies, is, in

reality, abridged because of their precarious mrs{fAmerican Association of University



Professors [AAUP], 2013; Bérubé & Ruth, 2015; Be2§05, 2008-09; Hutchens, 2011; Lyons,
2004; Schuster & Finkelstein, 2006). Apart fromdetat evaluations, part-time faculty are rarely
formally assessed, and professional developmaeritea not available (Baron-Nixon, 2007;
Gappa & Leslie, 1993; Jolley et al., 2013; Kezavi&xey, 2015; Lyons, 2004, 2007).

Finally, the preponderance of research suggestinedinks between the high use of
part-time faculty and student success and compilgtesults that have been generally attributed
to lack of integration and support of part-timeutyg (Burgess & Samuels, 1999; Calcagno,
Bailey, Jenkins, Kienzl, & Leinbach, 2007; Eageda&eger, 2008, 2009; Ehrenberg & Zhang,
2005; Jacoby, 2006; Jaeger & Eagen, 2009, 2014ed&Hinz, 2008; Smith, 2010).
Finkelstein et al. state that:

It stands to reason that student learning outca@ndsnvironments across

institutional settings have garnered so much attenih recent years. What is less

understandable is why there has been almost nttiatiepaid to those individuals

who directly impact the learning environment fardg#nts — the faculty — or any

real discussion about the working environment efitidividuals who educate and

support the students — faculty and staff. (201@37.)

And there are also more subtle implications fol-timhe faculty and the academic
profession itself caused by the over-reliance atvjrae faculty. The AAUP has repeatedly
warned that academia is jeopardizing itself, esplgdn terms of the professional standards
ensured by tenure, as a result of the high depeedempart-time faculty (2003, 2014). Bérubé
and Ruth (2015), amoraghers, argue that tenure needs to be redefinexdding to both
teaching accomplishments as well as research hatdhigh standards must be required, lest the
whole profession be denigrated. Jacobs (2004 nather example, makes an interesting link
between full-time and part-time faculty conditioite scoured the 1998 National Study of

Postsecondary Faculty (NSOPF) data base, exanfmanidty members, both full-time and part-

time, who were hired at four-year universities.tHen linked the long hours expected of full-



time faculty with the poor conditions of part-tirfezulty, who often work without reasonable
pay, “status, recognition, job security, and reseaupport” (p. 4). Based on these links, he
argues that the use of part-timers pushes full-fexealty to work longer and harder because,
among other reasons, more burdens of shared gowsaad student involvement are placed on
their backs as a result. Finkelstein et al. (2@&¥irm that, empirically, full-time faculty are
working longer hours and that the status of faciltgeneral has been weakened, stating that
“the faculty as a major stakeholder in higher etinoa. .has lost considerable ground in being
able to exert influence over academic matters4g®). Kezar and Maxey (2016), with regard to
the current faculty models and practices, argug tihese problems are significant, systemic,
and not going away. They represent deep and driaves that suggest the current faculty
models are broken and in need of revision” (p. 23).

When one contemplates the negative issues lis@gealn obvious question arises: Why
do part-time faculty continue to work under theseuwmmstances? In the words of Roueche,
Roueche, and Milliron (1995), “They teach for myri@asons — some intrinsic, some extrinsic:
they teach to perform, to contribute, and to supfh@mmselves and their families” (p. vii). One
adjunct encapsulated the sentiment of many: “| kineeteaching; | hate the adjunct part of it”
(Thirolf, 2013, p. 275). Much of the research helged on the NSOPF faculty surveys (since
ended) and others, as well as qualitative stuthesypport these statements. While there are a
variety of motivations and categories of part-tifaeulty (Gappa & Leslie, 1993; Roueche,
Roueche, & Milliron, 1995; Kezar, 2013c; Levin, kKat& Wagoner, 2006), taken together these
faculty love the teaching/learning process, carehfe students, and sometimes simply want to

give back (Maynard & Joseph, 2006; Thirolf, 2012Kgboski, 2015).



Kezar and Sam (2011) and earlier, Rhoades (1998gest that, because part-time
faculty are trained professionals, and becauseepsainals normally find intrinsic value in their
work and are highly self-motivated, the business @onomic models that have been used to
examine and explain part-time faculty behavior aatisfaction have ignored this salient issue.
Some part-time faculty hope, too often in vaint thair part-time teaching might lead to a full-
time tenured position in the future, yet the itinsatisfaction they find fuels their endeavors
(AFT, 2010;Cashwell, 2008; Gappa & Leslie, 1993; Kramer, Gkneg, & Jacoby, 2012).

In fact, many of these faculty members have speeKpertise, unique perspectives, and
much good will and energy that is shared with stisland could be (and sometimes is)
welcomed into the institutions as helpful, positadditions. Many of them go above and beyond
what they are paid for, and as Finkelstein ettates “these data reveal that, for the most part,
faculty members are engaged in similar teachinigiies regardless of appointment type”
(2016, pp. 269, 270). As the 2014 CCCSE studywdstied it, “For their incalculable
contributions to the lives and learning of commyeibllege students, and for dedication to the
work under circumstances that can be both tryimgtanmphal, we salute the thousands of part-
time faculty who teach more than half of commusgitylege courses” (CCCSE, 2014b,
Acknowledgements).

Moving closer to the topic of this dissertatiore thstitutional integration of part-time
faculty teaching developmental mathematics studenten the lack of intentional institutional
planning with regard to the utilization of part-erfaculty described above, it is not surprising
that college students in developmental educatiamses (pre-college level courses, formerly
termed “remedial”) are taught by a higher ratigaft-time faculty than in other disciplines

(Boyer, Butner, & Smith, 2006; Boylan, Bonham, Jawk & Saxon, 1994; CCCSE, 2014a;
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Levin & Calcagno, 2008; Roueche & Roueche, 1999)il\some students are simply reprising
rusty skills, many of them come from the most ungj@resented segments of society, where
often their experiences in K-12 educational instis, in conjunction with other socio-
economic factors, have challenged their educatiemetess (Perin, 2002; Roueche & Roueche,
1999). Retention of these students has been, ratam a perennial problem (AACC, 2012;
Bailey, Jaggars, & Jenkins, 2015; Bonham & Boy01,2; O’'Banion, 2013; Roueche &
Roueche, 1999). Yet institutions tend to rely aghimumbers of part-time faculty to teach this
segment of students, typically without solid sup@ord integration into the institution (CCCSE,
2014b; Gappa & Leslie, 1993; Zientek, Ozel, Fong;&ffin, 2013).

Organizational theorists advise that employeesdiibaetately well-integrated into an
organization for healthy organizational functionasywell as for ethical and humane
considerations (Barnard, 1938; Bolman & Deal, 2@&ming, 1982; Peters & Watermann,
1982; Senge, 1990, 2006; Wheatley, 1992, 2006; ¥blmod, 1997a, b; Zohar, 1997). Yet
instructional contracts for part-time faculty chaeaistically only require teaching an assigned
course without the attendant considerations obeatiiss contact with students, participation in
shared governance, or service to the college; dftesic institutional supports are not provided,
such as orientations, institutional informatiortraductions to other faculty, and the
opportunities for relationship building. While tleeare many suggestions in the research for
better integrating and supporting part-time fagudtyd there are some instances where
innovative efforts are being made, the bulk of {iante faculty are typically not well integrated
into the institutions where they teach (Baron-Nix@007; CCCSE, 2014b; Gappa & Leslie,

1993; Lyons, 2004, 2007; Kezar, 2012, 2013a; K&z&am, 2010b).
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Finally, Kezar & Maxey’s (2015) important repofdlapting by Design: Creating
Faculty Roles and Defining Faculty Work to Ensundmtentional Future for Colleges and
Universities takes an overarching view on the research thabéas done to date on part-time
faculty use and suggests that it is a nationwiddlpm needing nationwide attention by many
important entities, such as accrediting organinatialisciplinary societies, state policymakers,
and more. In listing the issues resulting from oe@nce on part-time faculty, they include
issues of inequity, negative influence on studentsss, lack of professional development, lack
of evaluation, lack of orientation, lack of job gety, dehumanization, and the undermining of
college missions. When one compares the issuethimatist with the recommendations that
have been ubiquitous since Gappa & Leslie’s (183 mark work;The Invisible Faculty:
Improving the Status of Part-Timers in Higher Ediima, the intransigence of the problem is
surprising.

1.1 Definitions

A great many terms have been used to describe terme track faculty” or “contingent
faculty.” There are some slight differences andnuea of meaning, but the faculty that fall
under these labels deal with strikingly similar i#rages (with the exception of those rare few
who might have a part-time tenured position). Ataggent or non-tenure track faculty member
may be full-time or part-time, as would a “limitéglsm” or “contractual” faculty member. Part-
time faculty may also be termed “adjunct.” Othente in less-common use are “casual,”
“special,” “irregular, “temporary,” “ad hoc,” andare (Berry, 2005; Organization of American
Historians (OAH), 2014). Suggestions have been nmadall these faculty something more
inclusive, such as “associated faculty” or “affiéd faculty” (Baron-Nixon, 2007), but these

terms are not commonly in use.
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For this dissertation, | have studied the part-tiageilty at one Pacific Northwest
community college and use the term in use at tistitution, “part-time faculty.” When
referring to other scholars’ work, or when the extforoadens to other employment-insecure
faculty, depending on the context, | use “contintyenthe particular terminology the researcher
in discussion has used. “Developmental educatioritievelopmental mathematics,” my terms
of choice, refer to pre-college-level courses, buthe past, have often been referred to as

” o

“remedial,” as well as “compensatory,” “preparatdrpre-college” or “basic skills” (Cohen et
al., 2014).

“Integration” is defined for this study as demoastrg an identity with the organization
and evidence of being included in the informaticarad relational networks of the college. This
can be demonstrated by such key things as incluscraitment, clear criteria for hiring,
orientation, mentoring, shared information, prof@sal development, recognition, inclusion in
social gatherings, inclusion in shared governaftigndly relationships, acknowledgement of
contributions, and a general feeling of inclusiBaron-Nixon, 2007).

1.2 Purpose of Study and Research Questions

The purpose of this dissertation has been to gh&lgrganizational integration of part-
time faculty who teach developmental mathematiecss=s in one department of a large, multi-
campus community college in the Pacific NorthwBstcause this student population often needs
extra support and services (AACC, 2012; Fike & F@07; Roueche & Roueche, 1999), the
part-time faculty serving these students comprigarticularly vital group for study. This case
study has allowed for targeted understanding ofdfiges and suggests practical improvements

(Merriam, 2009).

The research questions guiding this study are:
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* In what ways are part-time faculty who teach depeiental mathematics
courses integrated into the college on one campadasge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?

Integration of employees into an organization issttered crucial by organizational
theorists (Barnard, 1938; Bolman & Deal, 2013; Degnil982; Peters & Watermann, 1982;
Senge, 2006; Wheatley, 2006; Youngblood, 19974d.it8rature on part-time faculty
demonstrates lack of support and organizationabnation (Baron-Nixon, 2007; CCCSE,
2014b; Gappa & Leslie, 1993; House Committee, 2Q¥6ns, 2004, 2007; Kezar, 2012, 2013;
Kezar & Sam, 2010b). In addition, research sugge=sgstive links between reliance on part-
time faculty and student success and completiomg@s & Samuels, 1999; Calcagno et al.,
2008; Eagen & Jaeger, 2008, 2009; Ehrenberg & Zh20@p; Jacoby, 2006; Jaeger & Eagen,
2009, 2011; Jaeger & Hinz, 2008; Smith, 2010). Matthe research on part-time faculty to
date has been on large-scale groups, althougls ibéen shown that part-time faculty represent a
great variety of situations and motivations (BaMiren, 2007; Gappa & Leslie, 1993; Levin et
al., 2006), and there is a need for particulargunalitative research on specific categories of
part-time faculty (Kezar & Sam, 2010a). Accordingsbme studies, as many as 90% of
incoming students to community colleges have besigaed to remedial courses, 85% of them
into mathematics (Cohen et al., 2014). Of theseg 68students enroll in a developmental
course at community colleges (Bailey, Jeong, & Gf)9). Students taking developmental
education courses have some of the greatest afawsdrs (American Association of Community

Colleges [AACC], 2012; Fike & Fike, 2007; Rouechdr&ueche, 1998), and they are usually
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taught by a higher percentage of part-time fadihan in other disciplines (Boyer et al., 2006;
CCCSE, 2014b; Roueche & Roueche, 1999). Takenhegehis implies that a study on
organizational integration of faculty teaching depenental education in mathematics is of
prime importance.

1.3 Guiding Theoretical Perspective

Wheatley (2006) has utilized systems and chaosyttieanform organizational theory,
and her work has provided the guiding frameworkidg study. She proposes three critical
domains for building organizational self-knowledtgading to healthy, dynamic organizations:
(1) the fundamental identity of the organizatid); the urgency to connect members of the
organization to information and (3) the importan€édeveloping relationships throughout the
organization.

My assumption, based on the research, is thatrbetégration and support of part-time
faculty would improve organizational health andphigko achieve its goals more effectively,
particularly with regard to student success (BusgeSamuels, 1999; Calcagno et al., 2007,
Eagen & Jaeger, 2008, 2009; Ehrenberg & Zhang, ;2B¥wby, 2006; Jaeger & Eagen, 2009,
2011; Jaeger & Hinz, 2008; Smith, 2010; Umbach,720M this particular case study, this
assumption is focused on the part-time faculty veazh students in developmental mathematics
courses.

1.4 Scholarly Significance

This study brings together strands of researchrganizational theory, on part-time
faculty, and on developmental mathematics educafibare has been much research on the high
percentages of part-time faculty; on inadequategsses in hiring and supporting part-time

faculty; and on effects on student success, allloth have been briefly described above and is
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further-explored in the literature review sectiorfdllow. It has been established that there is a
great variety of motivations and satisfaction ampag-time faculty and that there is a gap in the
literature exploring “differences in the experiesnceutcomes, and commitment of non-tenure
track faculty” (Kezar & Sam, 2010a, p. 68). Areasstneeded in current research would be
“differences by motivation, department, discipliaed institutional type” (Eagen, 2007; Kezar
& Sam, 2010a, p. 68). Targeted studies on segneépigrt-time faculty are still rare and limited,
particularly qualitative studies. It has also baeeted that not many studies on the use of part-
time faculty have employed the framework of orgatianal theory within which to explore the
issues (Kezar & Sam 2010a; Kezar & Sam, 2011).

It is therefore essential to learn more about $pegioups of part-time faculty who are
teaching the bulk of community college studentg)githe framework of organizational theory.
In this case study, | have focused on part-timalfgt¢eaching developmental mathematics
courses on one campus, examining how they arerateehjinto the organization. This current
study adds to general research on the use ofipettaculty with a focus on students in
developmental mathematics education. As a casg,stus fairly unique in that it includes
various categories of employees in the departnpeaviding a more holistic understanding than
previous studies.

1.5 Practical Significance

This case study has explored in what ways part-faoelty who are engaged in teaching
developmental mathematics courses are integratedhia organization. Underlying this
research project is the assumption, based on sieareh referenced above and examined in more

detail in the literature review, that deliberatport, integration, and treatment of part-time
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faculty will not only make the organization headthibut will also enhance student learning and
lead to increased student success.

Working from this assumption, this study has pcadtsignificance by elucidating the
process and effect of integrating part-time factéyching developmental mathematics courses.
It concludes with suggestions for strategies supppand integrating these crucial employees in
order to provide good developmental student outsome
1.6 Findings

The key finding of this research was that whiletqiane faculty teaching developmental
education mathematics courses at this particuldhwest college were well-integrated into the
college identity, and while in this department mafffprts were made to integrate them in terms
of information sharing and relationships, barrienained hindering full integration. These
barriers affected the ability of part-time facuidyoptimally perform their duties, depending on
their individual situation. The barriers were foetmost part institutional and structural and
needed to be addressed at the institutional level.

1.7 Summary

This study adds to the work already in existencéherburgeoning use of part-time
faculty in higher education and its implicationfieTpurpose of this dissertation has been to
study the organizational integration of part-tiraedlty who teach developmental mathematics
courses in one department of a large, multi-cangpusmunity college in the Pacific Northwest.
The research questions guiding this study are:

* In what ways are part-time faculty who teach depelental mathematics
courses integrated into the college on one campadasge community

college in the Pacific Northwest?
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* In what ways does the integration affect theirigbib perform their duties?
* In what ways could the integration be improved?

Scholarship on part-time faculty is lacking in terof “differences in the experiences,
outcomes, and commitment of non-tenure track fgt@tezar & Sam, 2010a, p. 68). Areas
most needed in current research are “differencemsdtyation, department, discipline, and
institutional type” (Kezar & Sam, 2010a, p. 68).i9ktudy begins to fill those gaps by focusing
on organizational integration of part-time facukwching developmental mathematics courses,
using Wheatley’'s framework of identity, informaticaand relationships as critical domains of an
organization. The research ultimately suggestsegfies where practical organizational changes
and improvements could be made to improve supparirdegration of these crucial employees

and to possibly improve developmental mathematiacdesit outcomes.
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Section Il: Literature Review

The purpose of this literature review is to expltne research already done concerning
integration of part-time faculty in higher educatiand provide a foundation for research on the
guestions:

* In what ways are part-time faculty who teach depelental mathematics
courses integrated into the college on one campadasge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?

The research to date has tended to focus on casgdmpart-time faculty and their job
satisfaction, as well as their correlation withdgint success. It has often offered suggestions for
better support and integration, all of which arplesed in this literature review as laying the
groundwork for this study. In addition, researck baen included focusing on part-time faculty
engaged in teaching developmental education, pdatly in community colleges (Creswell,
2014; Merriam, 2009). The literature review alsondestrates where there have been gaps in the
literature, particularly in terms of sub-groups amganizational theory, and specifically situated
in developmental mathematics (Kezar & Sam, 2010a).

To set a theoretical basis, the literature reviest summarizes systems theory as applied
to organizations and as relevant to the integrasfcgmployees into an institution. This provides
the lens through which to examine integration af-fiene faculty working in developmental
education programs (Merriam, 2009).

2.1 Data Bases and Key Terms
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To scan for literature relevant to the theoreticainework of the topic, search words
included “organizational theory,” “chaos theoryrida‘systems theory.” To scan for literature on
part-time faculty, search words were “contingeftgntingent faculty,” “part-time faculty,”
“adjunct faculty,” “non-tenure track faculty.” Tscan for studies on developmental education,
search words included: “developmental education’ ‘@amedial education.” To find
recommended practices, “community college” alontp\hest practices,” “support,”
“‘integration,” and “professional development” weiged in conjunction with the previous terms.

The search began in Google Scholar, which provadegalth of leads but did not
include access to all articles or indicate whethey were “peer-reviewed.” The next step was
using Oregon State University Library’s “1Searchiem the title of the journal article was
available, which led to varying data bases sudBRIE, JSTOR, Sage, Clio, and more. In
addition to periodically scannirfgeview of Educational Researidr topics that may have
touched on those mentioned abowdyucators Reference CompletedEducation Research
Completeprovided more leads. Once appropriate journatlagj dissertations, and books were
located, the citations in those sources proveditft path forward.

The works on organizational theory discussed bahmude certain salient historical
contributions as well as attempts to apply systémasry to organizations, but my research
ultimately relies on Margaret Wheatley's presepotain Leadership and the New Science:
Discovering Order in a Chaotic Worl@006). The beginning date for the literature ort-ime
faculty is 1993 because of the landmark, constaefigrenced work of Gappa and LesTiée
Invisible Faculty: Improving the Status of Part-Bim in Higher EducationTwo years later,
Roueche, Roueche, & Milliron (1995) wrote a compdaary and important studgtrangers in

Their Own Land: Part-Time Faculty in American Conmity Collegeswhich contains
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interesting parallels to my own studypart from those, the research weighs towards watkg
from after 2000. Peer-reviewed journal articlesenbgen considered more reliable than other
sources, but some conference proceedings, repodgjissertations have also been referenced.
Works on developmental education are prioritizeédrahe influential overview by Roueche and
Roueche (1999High Stakes, High Performance: Making Remedial Etion Work,again
preferring more recent studies
2.2 Approach to Literature Review

To set the theoretical limits of this dissertatiorganizational theory defined by systems
theory has been adopted, and Wheatley's threecalritiomains” (identity, information,
relationships) have been used as a guiding thealewnstruct (Kezar & Sam, 2010a; Wheatley,
2006, p. 146).

The literature on part-time faculty is robust amdpdoys a variety of nomenclature,

”

including “non-tenure track,” “adjunct,” “conting€rfaculty, and more, but these terms do not
always mean the same thing. For instance, “contitigaculty lack job security but may be
employed part-timer full-time with time-limited contracts. Because raggh demonstrates
there are enough similarities and overlap betweemaunity colleges and four-year colleges
with regard to part-time faculty use, they are haottluded in the research as informative to the
topic with distinctions noted throughout, thougmueounity colleges and part-time faculty are
prioritized. A strong segment of this literaturedises on part-time faculty satisfaction (or
dissatisfaction), suggestions for institutional o, and the effect of reliance on part-time

faculty on student success (Kezar, 2012). Thisditere is the groundwork upon which this

research will build.
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There has also been much research on developneehizdtion, although there are great
discrepancies in practice between various commuuiteges. It has been a topic of current
discussion and many adjustments have been in me8&<C, 2012; Bailey et al., 2015;
Bonham & Boylan, 2012; O’Banion, 2013). The reskancthis dissertation focuses on the
intersection of part-time faculty and developmentathematics education.

2.3 Theoretical Basis: Systems Theory Applied to @anizational Theory

It has been noted that not many studies on theiysart-time faculty have employed the
framework of organizational theory from which tqéote the issues (Kezar & Sam 2010a). The
perspective from which | explore these questiomsganizational theory, informed by systems
theory. This section begins by briefly describiggtems theory; it then looks at Margaret
Wheatley's work which relies on systems theoryh&n compares Wheatley's work to that of
other related or similar organizational theoriat( it concludes by connecting Wheatley’s
theory to the situations of part-time faculty.

2.3.1 Systems Theory.

I will rely on Capra’sThe Web of Life: A New Scientific Understandingieihg Systems
(1996) for a basic explanation of systems theoinyiageferred to in this study. Capra holds that
“the essential properties of an organism, or livsygtem, are properties of the whole, which
none of the parts have. They arise from the intenas and relationships among the parts”
(Capra, 1996, p. 29). Often there are a seriesvall$ in a system, and, for full understanding,
the system must be examined at these varying lest@fting attention back and forth.
Ultimately, the things which can be said are appnate.

There are several other aspects of systems theatypéar emphasis. One is that

networks are common to all living systems (Cap@86). Networks are “nonlinear” — they go in
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all directions. In this process, they generatedteack loops” from which the living system can
learn (Capra, 1996, pp. 82, 83). Given a flow adrgy into the network, the system will
eventually self-organize into detectable patterapr@ ultimately defines the pattern of
organization as “the configuration of relationshipat determines the system’s essential
characteristics” (1996, p. 161).

Capra (1996) attributes another aspect of systeewmy to the ideas of llya Prigogene,
who introduced the idea of “dissipative structures that structures which tend toward change
can actually thrive in disequilibrium and will fimtew ways to self-organize. In the 1970s, a
synthesis of various related theories, includingoshtheory, produced a list of what it took to
self-organize: a source of energy, a stabilityiséduilibrium, appearance of new order, and
feedback loops.

The final aspect of systems theories is procesxeBs is defined briefly as “the activity
involved in the continual embodiment of the sys®epattern of organization” (Capra, p. 161).
Capra argues that all living systems are “cognisiystems,” even before they develop brains.

2.3.2 Margaret Wheatley'’s principles and framework Margaret Wheatley has been
given credit for applying systems theory to orgatianal theory in helkkeadership and the New
Science: Discovering Order in a Chaotic Woftutright, 2001; Wheatley, 2006)/heatley’s
theories derive greatly from systems and chaos tepded she emphasizes, above all, the
organic interconnectedness of all things, whichaireceives as a basis for organizational
principles. She argues that most organizationaktsffor change are not effective because they
treat the organization in a mechanistic framewbrktead, she argues for working within the
whole of a system. If something needs change stes itself needs change. She suggests

looking at the whole organization, narrowing iirtdividual problems, and moving back out
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again. To be effective, people need to “leave ltheimaginary organizatiorwe design and
learn to work with theeal organization which would always be a dense network of
interdependent relationships” (Wheatley, 2006 42, Emphasis in the original). “To create
better health in a living system, connect it to enofitself” (Wheatley, 2005, p. 93).

To make these ideas practicable, she advocateg pisirciples, not techniques
(Wheatley, 2005), and she defines three “criticahdins”: (1) the fundamental identity of the
organization; (2) the urgency to connect membeth@brganization to information; and (3) the
importance of developing relationships throughbetarganization. (Wheatley, 2006). She
argues that with those fundamentals in place, tharozation will change positively as a matter
of self-preservation. Wheatley (1998) advocategmpiete transformation of the “story” told in
the last 300 years of Western culture. She charaesethis “as a story of dominion and control
and all-encompassing materialism” (p. 341), leadinthe West's embrace of a mechanistic and
technological story and giving up “most of whaessential to being human. We created
ourselves devoid of spirit, will, passion, compassiand] even intelligence” (p. 342). In
contrast, she advocates embracing a new story endreativity, inspiration and innovation are
free to breathe life into the organization. Shetgadhe famed management consultant, Deming,
who at the end of his life stated that “quality vedmut the human spirit” (p. 349).

2.3.3 Organizational thinkers utilizing similar principles.In the array of
organizational thinkers from the last century te pitesent—although working from earlier
paradigms—some notably argued that communicatibmarks and integration of employees are
key to successful organizations. They spoke t@timeiples that were later articulated by

Wheatley in the context of systems theory.



24

One salient example is Barnard’s clasdie Functions of the Executi{z938), which
described formal hierarchical organizations bunthmved to the importance of informal
systems within any organization, describing therfiredefinite and rather structureless. . . . a
shapeless mass of quite varied densities” (p. H&pelieved that informal organization
emerged before the articulation of formal organargtand that it remained necessary to the
functioning of the formal organization. From th&s®rmal systems arose communication,
cohesiveness, and maintenance of “the feeling isiop@l integrity, of self-respect, or
independent choice . . .a means of maintainingpérsonality of the individual against certain
effects of formal organizations which tend to disgrate the personality” (p. 122). He measured
the “efficiency” of the organization by the degteewnhich it could satisfy individual motives. In
order to achieve this, he summarized the functaditise executive as: (1) establishing and
maintaining a system of communication; (2) secuasgential services from other members; and
(3) formulating organizational purposes and obyasi His principles of communication
included providing access to the shortest and dhostt channels to where a message needs to
go and giving that access to everyone. His priesifidr securing cooperation from workers
included good pay, good working conditions, awagt& enhanced participation and collegiality
throughout the organization. While differently frachfrom those of Wheatley, these principles
clearly resonate with her ideas.

Capra’s (1996) above-referencElde Web of Lifewas writtento introduce the layperson
to the scientific basis for systems theory. Lated (), he gleaned four “lessons” applicable to
organizations: 1) the importance of networks of oamication; 2) that a social system cannot
be directed but it can be disturbed and then \eitlide what is important to respond to; 3) that

where there are unstable points in an organizatiiat,is where creativity can assert itself, and
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4) leadership involves having a strong vision angthmurture networks and creativity. In Capra
and Luisi’s (2014) more recent wofkhe Systems View of Life: A Unifying Visithey further
explicate how systems theory may be applied to muonganizations. Like Wheatley, they argue
that the chief obstacle to change, from the syst@ewgpoint, is the fact that “the principles of
classical management theory are so deeply ingramée ways we think about organizations
that for most managers the design of formal stmestuinked by clear lines of communication,
coordination, and control, has become almost senatute” (p. 315). If we understand how the
“natural change processes that are embeddedliviag) systems” work, we can then apply the
principles to organizations (p. 316).

If an organization is a living system, it will haself-generating networks throughout
itself. When people of the organization are enmgshe¢hese networks, the organization will be
enabled to learn, survive, and thrive in challeggiicumstances: “The organization’s aliveness
resides in its communities of practice” (Capra &4iu2014, p. 317).

Not unlike Barnard’s earlier observations, Capra lamisi (2014) suggest there exists
constant “interplay” between the formal structuf@m organization and its informal networks.
To enhance an organization’s vitality, they recomdhthe organization “provide the social
space for informal communications to flourish” §i8).

Furthermore, they suggest that a leader’s roldrdan the traditional executive
dominance, is to offer impulses or guiding prineglThe basis for this is that “most
relationships between organisms in nature are gaigicooperative ones. The tendency to
associate, establish links, cooperate, and maistenbiotic relationships is one of the hallmarks
of life” (Capra & Luisi, 2014, p. 318). According Capra and Luisi, ultimately relying on these

networks will allow an institution’s order, wherréatened, to break through to a new order in a
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process of “emergence.” When human organizatiom$oamally designed—and there is indeed
necessity for this—the organization will not beilrest enough to respond to threatening forces
unless there is the vitality provided by the huraad informal networks, allowing emergent
structures.

Other thinkers have also applied systems and gleskdted chaos theories to
organizations. Zohar (1997), for instance, advatat&ewiring” of organizations according to
the new systems or “quantum” paradigms. Althoughlsblds that the older Newtonian system
still has an important role to play, she arguesdantum physiceontainNewtonian physics,
which are more limited and only describe “one bahceality” (p. 6, emphasis in the original).
She affirms that since organizations are made ofdmubeings, like humans there are mental
(rational, Newtonian), emotional (associative aaflitbound thinking), and spiritual (creative,
intuitive) aspects to them. All of these need ta:hked into play to help an organization remain
dynamic, and they form part of a holistic systemh@r stresses that “employees the
company” and urges that “genuine empowerment mesgtesigning the infrastructures within
which people interact with each other and withabmpany as a whole” (p. 89, emphasis in the
original). Her thinking, like Wheatley's, is based systems and chaos theory, and the principles
she advocates complement Wheatley’s thinking.

Youngblood (1997b) also applies a version of systdraory, chaos theory, to
organizations and advocates creating culture areangoyees around mission and a shared
vision; building in strong relationships; and emgiigeng communication throughout the
organization as key principles. He believes thebiporating employees into these aspects of the

organization will help build a dynamic and succeksfganization.
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Finally, widely accepted principles of human reseumanagement are essentially
congruent with the application of systems theorgrganizations as Wheatley presents it.
Bolman and Deal (2013), for instance, suggestahairganization should have an explicit and
shared human resource philosophy. They offer FeBemess’s example, which in a nutshell is
“People, Service, Profit” (p. 141). They recommeadeful and deliberate hiring; valuing and
supporting employees; protection of jobs; inclusaow promotion from within; professional
development; access to information and suppoftnsahaging teams; empowerment of
employees; and egalitarianism and allowance fdigyaation in decision-making. They
conclude: “When individuals find satisfaction andaning in work, organizations profit from
the effective use of their talent and energy. Bo¢mvsatisfaction and meaning are lacking,
individuals withdraw, resist, or rebel. In the eaderyone loses” (p. 159). In a nutshell,
inclusion and integration of employees in the idgninformation, and relationships of the
organization enhances its health and success.

2.3.4 Systems thinking applied to higher educatioWhile there are not many
examples of organizational thinkers applying systémeory specifically to higher education,
there are a few. Cutright (2001) edited a collectbarticles inChaos Theory and Higher
Educationthat all attempted to apply principles of systend chaos theory to leadership,
planning, and policy. He considers the use of chia@sry a helpful metaphor, and suggests, like
Wheatley, that the dominant and inadequate orgamizd metaphor until recently has been the
machine. One of these articles, for example, ofidrst of chaos theory principles to inform
strategic planning exercises (Perkins, Lanigan, ey & Levin, 2001). Examples that resonate
with Wheatley's three “critical domains” are: “Pagtion 2: Planning begins with a distillation

of the institution’s key values and purposes” @). &nd “Proposition 3: The widest possible
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universe of information should be made availablaltonembers of the institution. This universe
of information includes ongoing, rich, and curréeedback” (p. 64). The authors propose that
real communication between real people, thoughdéssent than top-down planning, provides
much more resilient end results.

Finally, Manning’s (2013Drganizational Theory in Higher Educatic®uggests that,
among other possible frameworks to apply to higitercation, the “New Science” (a harkening
back to Wheatley's title) is an extremely fruitfthmework for today’s complex world of higher
education. “Older paradigms emphasizing rationatigrtainty, and control fail to provide the
theoretical, philosophical, and practical depthdeekto address today’s challenges” (p. 135). By
contrast, Manning'’s “New Science” framework:

» “provides a powerful theoretical analysis througll avith which to view
organizations

» better explains the environmental volatility anctertainty of organizational life

* enables people within organizations to be moralilexand adaptable

» allows people to accept the idiosyncrasies of aegaional life” (p. 137)

Manning quotes Wheatley to argue that the probleitisn organizations are more with
people utilizing older frameworks, not with thewadtpracticalities of following new principles,
of which she highlights “interrelatedness, mutuad aultiple causality, multiple realities,
uncertainty, and control as an illusion” (p. 13Bhe includes Stephenson’s (2009) “heterarchy”
as a key concept because this model “depend[s¢twoanks, connections, and, most importantly,
trust for. . .[supporting] organizational form aeffectiveness” (p. 142). She emphasizes the
importance of cooperation, trust, networks, conmgggf communication, dialogue, self-

organization, and leadership as a relationship.
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2.3.5 Application of Wheatley’s three critical domans to part-time faculty. To
reiterate, Wheatley’'s (2006) three critical domdiased on systems theory are: (1) the
fundamental identity of the organization; (2) coctien to information; and (3) building
relationships within the system. The research ptesein the following chapters uses the
community college mission as a proxy for identa#yd it explores: whether part-time faculty are
aware of and have embraced that mission; whetlegrare connected to information networks in
the college and if so, how they receive or acdeassihformation; and how or whether they have
become integrated into the organization throughtieships. This study is particularly salient in
the context of the research which has shown taiGdlly, part-time faculty have not been
connected well into the organization, a situatisso&iated with poor student outcomes.
2.4 Research on Part-Time Faculty

This section begins by discussing the categorigmdftime faculty and their motivations
and satisfaction, which inform their identificatianth the college mission (my proxy for
Wheatley’s “identity”); it then turns to studiescfessed on researching or advocating support with
regard to part-time faculty, which correlate tolbttheatley’'s “information” and “relationships.”
It concludes with a discussion of research focusegart-time faculty teaching in
developmental education. This literature, takeretiogr, will provide background for my study.

2.4.1 Part-time faculty individual life conditions.Research has established that there
are differences in motivation and situation amoag-time faculty (Curtis, Mahabir, & Vitullo,
2016; Gappa & Leslie, 1993; Kezar & Sam, 2010bg}, #ns section discusses that research.
Gappa and Leslie (1993) addressed some of thdseedlites in chapters entitled “Who Are the
Part-Time Faculty?” and “Employment Profiles of PEimers.” They categorized four types of

part-time faculty, distinctions that have sinceeafbeen utilized: career enders,
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specialists/experts/professionals, aspiring acacierand free-lancers. “Career enders” tend to be
faculty who may have taught as a tenured facultyrfany years and want to continue to teach
without the obligations of research or service.eé8plists/ experts/professionals” tend to be
those who have other employment and share thaiogmyeint expertise, perhaps teaching once a
year or once a term, in a specialized course. Tiese the original part-time faculty, and they
were traditionally used to bring in high-profilemes or experts that could increase the good
reputation of the school (Wagoner, Metcalfe, & @&®004). “Aspiring academics” tend to be
people seeking full-time employment or a tenuresitpm in their field but teach part-time in
hopes of obtaining a full-time position. “Free-Lang’ tend to be artists, writers, or persons with
other life obligations, such as care for youngldedy dependents, with teaching as just one of a
palette of obligations. In certain segments, eglga@among “career enders” and
“specialists/experts/professionals,” job satistactiends to be higher than that of “aspiring
academics,” whose lack of a career trajectory, gpaignent, and non-integration takes a
personal toll (Cashwell, 2009; Hudson, 2013; Leltater, & Wagoner, 2006; Kezar, 2013c;
Maynard & Joseph, 2008; Smith, 2010).

Levin et al. (2006) further nuance the distinctiosigggesting that there are two major
bifurcations among faculty in higher education: fin&t between full-time tenured and part-time
faculty, and the second between part-time facutip vely on their work in academe to make a
living and those who already have a reasonableditiirough jobs in the private sector and for
whom teaching may even help advance their preatigetheir own careers. Curtis et al. confirm
this, suggesting that support should be targetpecgslly for those relying on teaching to make a

living (2016).
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Kezar (2013c) added even more detail to this pechyr mining interviews performed for
a previous study (Kezar, 2013a) to determine hom+teaure track faculty (NTTF) socially
construct a supportive work environment. She foilnad individual perceptions of departmental
support depended on dynamic and changing individuaimstances. Other perceptions were
informed by level of academic degree, which tenmeset expectations higher, or by
comparisons with full-time tenure track faculty popt or better situations in other colleges.
Those with full-time employment elsewhere felt meugported. She reiterated the importance
of considering part-time faculty a dynamic and mifalteted group with varying needs. In a
further study, Kezar and Bernstein-Sierra (2016kéal at how women'’s lives are particularly
affected by changing needs, yet find themselvaskstucontingent status even after life
obligations ease up and they would like to devisggriselves to their careers.

Benjamin (2003) argued that part-time faculty aveas well-qualified as their tenured
counterparts because fewer have doctoral degreetharefore they cannot match the quality
demanded of tenured faculty. Although it has bemma@hstrated that more faculty with tenure
do have PhDs than part time faculty (Eagen, 20@pp@ & Leslie, 2002), the fact remains that
part-time faculty are hired according to profesalanstructor qualifications and that their
mindset and opinions about teaching and learniagianilar to that of tenured faculty (Gappa &
Leslie, 2002). The research confirms that part-tiavellty are generally well-qualified, are
motivated to teach, and are devoted to helpingestisdearn. They tend to find intrinsic
satisfaction in this activity (Gappa & Leslie, 19%®zar, 2012; Kezar & Sam, 2010b).

2.4.2 Part-time faculty satisfactionMuch research has centered on the level of
satisfaction of part-time faculty, derived from,@mg other places, information from National

Study of Postsecondary Faculty (NSOPF) from 192P064. The samples are nationwide and
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large, though part-time faculty are not fully regeated percentage-wise in these data bases. This
research asserts that many part-time faculty atequalified, are motivated to teach, and are
devoted to helping students learn. They tend @ ifitrinsic satisfaction in this activity (Antony

& Hayden, 2011; Antony & Valadez, 2002; Gappa & liegs1 993; Kezar, 2012; Kezar & Sam,
2010b).

Kezar and Sam (2011) suggest, however, that the dbearlier research on satisfaction
framed its questions based on the presumption;nred by business or economic models
focused on non-professionals, that because ofdbewgorking conditions and treatment, faculty
would be dissatisfied and not fully committed teithjobs — a “deficit model” (p. 1420). What
has been left out of the models informing the redess the fact that non-tenure track faculty are
professionals who proceed professionally and arevated professionally (Rhoades, 1998).
When one adds in the fact that some of the par-fanulty prefer non-tenure track status as
described above, their job satisfaction is to hgeeted. Even those faculty who desire full-time
employment love the interaction with students,dpportunity to stay intellectually active and
challenged, and the opportunity to engage in whey aire professionally trained to do. The
deficit, Kezar argues, is only in the working cdmahs. This is corroborated by Levin and
Hernandez's (2014) research that “Part-time facukynbers viewed themselves simultaneously
as professionals and lacking professional stafus347).

It is my contention that despite the negativesdaisdatisfactions that can also be
demonstrated, the actual satisfaction in teachaimgoe considered identification with the
educational institution’s mission as a proxy foe flrst “critical domain” of Margaret Wheatley,
that of institutional identity, and. based on titerature, | have expected to find this same

satisfaction in my study. Generally, part-time fitizlove the teaching process and care deeply
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that their students learn. That is what collegésnately, are designed for and this is what part-
time faculty embrace. Because there are a varidtydovidual life situations, for some the
lifestyle works well (Antony & Hayden, 2011; AntodyValadez, 2002; Eagen, 2007; Eagen,
Jaeger & Grantham, 2015; Levin & Hernandez, 20¥ditman, Bergom, Hollenshead, Miller,
& August, 2012). Eagen, Jaeger & Grantham (201&)dothat even though some part-time
faculty desired full-time appointments, when thegrevbetter integrated and supported
(essentially included in information and relatioipsietworks) their satisfaction level increased.

There are still deficiencies that haunt part-timeulty. Most of the negatives can be
associated with Wheatley’s two other critical donsaiack of access to information and lack of
integration into departments, especially in terfietationships. For instance, many part-time
faculty express frustrations at being treated asrs# class, noting the lack of basic institutional
supports, the lack of integration into academe &hd the institution, the lack of a career path, o
the dwindling prospects for full-time employment@en et al., 2015; Gappa & Leslie, 1993;
Kezar, 2012; Meixner et al., 2010; Smith, 2010 gé&raet al. (2015) concluded that
dissatisfaction of part-time faculty could be trd@cked to lack of basic logistical support,
feelings that their personal growth and contrimgiavere ignored, or lack of respect by their
colleagues.

Some would like to be more involved in the lifetbé college, but in some cases they are
overtly excluded, and in others they are welcomeetinvolved, but without pay. Related issues
are vulnerability because of the lack of protectiand the easiness with which part-time faculty
can be dismissed the following term. Insecuritgppointments, symbolic of their lack of
integration, are often noted as an issue leadimlisgatisfaction (Baldwin & Chronister, 2001,

Gappa & Leslie, 1993; Kezar, 2012; Meixner et2010; Smith, 2010). Closely related, many
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studies have demonstrated that 50% or more oftjpaetfaculty would prefer full-time
employment (Eagan et al., 2015; Jacoby, 2006; AO10, CCCSE, 2014b; Cashwell, 2008;
Kezar & Sam, 2011; Kramer et al., 2012). In sonmsesapart-time faculty begin with high hopes
and good spirits, but, as time goes on, discouragésets in (Jacoby, 2006; Thirolf, 2013). The
Coalition on the Academic Workforce (CAW) (2012)ds that almost 75% of its part-time
faculty respondents have applied for a full-timie go would accept one. While not often
mentioned in lists of dissatisfactions, this inséguhreatens shared governance and academic
freedom (Bérubé & Ruth, 2015; Kezar & Maxey, 20[ons, 2004).

Taken together, this body of research demonstth#tgpart-time faculty are well-
engaged in the classroom and find satisfactioheir work—patrticularly in their interactions
with students and the ability to be active in tlprowfessional field—and these positive findings
can be correlated with the college mission whicthis study serves as a proxy for Wheatley's
critical domain of “identity.” On the other hanéigtcircumstances of employment, depending on
the individual’s life situation, along with the fe®s of non-connection and lack of support often
lead to professional discouragement or dissatisiacand these can be associated with
Wheatley’s two critical domains of “information medrks” and “relationships.” Yet these
expressed dissatisfactions can provide positivesciar what could and should be addressed by
institutions. Many part-time faculty needs centersapport and integration, or, put simply, the
desire to feel valued by the institution.

2.4.3 Part-time faculty support and integration.Some of the research on
satisfaction/dissatisfaction mentioned above hiatedclusion, recognition, and support for
faculty, and we now turn to research focused osdlibemes. Suggested standards in treatment

of contingent or part-time faculty have often begppeated in the literature (AFT, 2002; AHA,
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2003; Baron-Nixon, 2007; AAUP, 2003, 2013; BaldwirtChronister, 2001; Benjamin, 2003;
CCCSE, 2014b; Gappa & Leslie, 1993; Kezar & Max@fi5; Lyons, 2007; MLA1994, 2011;
Nutting, 2003 0AH, 2014;Peterson, 200Roueche et al., 1995, 19964, b; Schuster, 2003;
Strom-Gottfriend & Dunlap, 2004; Yee, 2007; Thomps003). They include hiring
proactively with institutional mission in mind; priding orientation; providing basic supports
for employment; providing improved or pro-rated ppsoviding long-term and predictable
appointments; providing professional developmerdyjaling clear guidelines for systematic
assessment; and providing integration into theturigins, including participation in governance.
It has been argued that some of the most negdfeet®of the “sweeping reconfiguration”
(Schuster & Finkelstein, 2006, p. 191), “astonighilevelopment” (Schuster & Finkelstein, 2006,
p. 195), or “silent explosion” (Roueche et al., 899. vii) in the use of contingent or part-time
faculty could be ameliorated by providing an inghesculture and reasonable supports for part-
time faculty (Baldwin & Chronister, 2001; Baron-Mix, 2007; Gappa & Leslie, 1993; Kezar,
2012; Kezar, 2013a, b; Kezar & Maxey, 2015; Kez&#&n, 2010a; Lyons, 2004, 2007,
Roueche et al., 1995). Gappa and Leslie assertitivaisting in their capabilities—instead of
treating them like replaceable parts—should yielthtterm returns in teaching effectiveness,
morale, and institutional loyalty” (2002, p. 66).

Kezar (2012) suggests that support of part-timaltgshould all be “embedded within a
larger framework of what makes faculty effectivp” 10). She recalls Gappa and Leslie (1993)
in suggesting that respect for part-time facultgne of the most fundamental concepts to inform
the many changes that need to take place to pyoggpbort part time faculty.

An early study by Roueche et al. (1996a, 1996b)dkided here as particularly salient

for my study on integration of part time facultatding developmental mathematics, as | will be
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exploring many of its themes in a more focused danioueche et al. used a theory of
“organizational identification” to make sense of thrger issues among part-time faculty, which
they termed “Part-Time Faculty Integration ModdPHIM). The definition of organizational
identification included how a person’s beliefs asatles aligned with those of the organization
along with a person’s attachment or commitmenttor@anization, which could be enhanced by
such things as moving up in rank or underminecdhbygs as small as being shunned from a
conversation. In addition, communication that wlasduent and rich” with colleagues and
others could enhance identification with an orgahan. This study was based on qualitative
analysis, purposefully choosing community collegeswn for “exceptionally” integrating part-
time faculty and examining their related studied dacuments. Finally, there were interviews
with administrators to ask about processes, inofytiiecruitment, selection, orientation, staff
development, evaluation, and integration” (Rouesth@., 1996b, “The Study,” para 2). They put
the information into a matrix to look for strategjighat would help increase part-time faculty’s
integration. While their research was focused anmainity colleges that were using
“exceptional”’ processes, they found few administimtvere “aggressively and systemically
directing their colleges’ efforts toward integrafipart-time faculty” (Roueche et al., 1996b,
“Results,” para 1), and they disappointingly fouatlbest, only small pockets of good practices,
usually driven by a particularly dedicated indivadluThey suggested that what little they found
demonstrated it was possible to do better, andeheguraged colleges to work on socializing
and supporting part-time faculty:

The socialization experience should give the paret the opportunity to learn

about the culture of the organization, the missibthe community college, and

the nature of the students — linking staff develeptrand evaluation to rank

advancement. Small increments in pay or a chang#drcan go a long way

toward making individuals feel more a part of thgamization. Finally, what is
clear from research on socialization is that imguotrbrganizational norms and
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deeply held institutional values are rarely trartgedithrough faculty handbooks.

We must remember that the personal touch, a onererconversation or

personal note, always has a greater socializaffenteMake the creation of rich

communication connections between and among fadl-@art-time faculty a

priority. . . . By weaving integration strategiésdughout a complete system of

utilization, the part-time faculty member is cotsigly and systematically

socialized, communicated with, and included inlifeeof the college.” (Roueche

et al., 19964, “Implications and Recommendatioresapt).

In the formal compilation of their work they suggée bold no less), “Colleges must
take serious steps toward improving the utilizaBod integration of part-time faculty”
(Roueche et al., 1995, p. 154; Roueche et al.,dQ9®eir list of recommendations included the
following:

» “All part-time faculty should be recruited, seladitand hired with clear purpose
and direction” (1995, p. 154)

» “All part-time faculty should be required to paipiate in substantial orientation
activities and provided with faculty support stuwets” (1995, p. 155)

« “All part-time faculty should be required to partiate in professional
development activities” (1995, p. 155)

» “All part-time faculty should be integrated intoethfe of the institution” (1995, p.
156)

* “The performance of all part-time faculty shouldéd&luated” (1995, p. 156)

» “Part-time faculty should have equitable pay schesiu(1995, p. 156)

More recently, there are a number of studies oistiogl and other support of part-time
faculty. Most of them recommend following good hummasource principles and in most cases,
the efforts are found wanting to some degree otrempwith several exceptions. One article, for

instance, focuses on distance education, suggakanghere are four basic needs for part-time

faculty: professional development, effective commation, balance, and developing
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relationships (Rogers, Mcintyre, & Jazzar, 201®eSe researchers recommend that
professional development be aligned to the visikdh@ institution, focus on teaching and
learning, include orientation and mentoring, ansuea that communication be ongoing and
deliberate. Finally, the researchers stress theitapce of relationship development for
maintaining education as a human enterprise andilty for network-building and a safe
environment for part-time faculty to be able to gslkstions. An article with a similar focus
(Elliott, Rhoades, Jackson, & Mandernach, 2015uched adjuncts in their study of online
professional development for faculty, arguing tiné would help both the institution and the
individual faculty member to perform optimally. TTheuggest that faculty development trainings
need to be mandatory, be offered in a varietyaifile formats, and include theoretical,
practical, and institutional information. James1(2)) in a brief article focusing on adjunct
faculty composition, points out the necessity afding collaborative relationships between full-
time and part-time faculty, and she specificallynp®to librarians, learning center staff,
technology staff, and academic support professsoisie suggests that department and faculty
chairs should make this a priority. Thirolf arguleat efforts to include faculty in the

organization must include aspects of faculty idgrand engagement and that all components of
support should include “both academic and socexhehts” (2017, p. 307). All of these
recommendations echo Wheatley’s three critical dosnfar a healthy organization.

More systematically, Meixner et al. (2010) survepadi-time faculty at a mid-level
public university in a qualitative study. They adlgart-time faculty about their most
challenging teaching issues; what additional kndgéeand skills they desired; how they were
included in their departments; and whether theydradsuggestions. They found great

inconsistencies in outreach toward part-time fgcadtross the college; that more mentoring was
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desired; that part-time faculty generally felt @isnected from the college; and that part-time
faculty desired professional development, espgcialh regard to technology as well as
teaching and planning strategies. There was a tloémarginalization, with some exceptions.
They recommended that a high-level administratoechsrged to work on these issues.

Oprean’s (2012) dissertation explored what admtiste support was offered to adjunct
faculty in a survey of administrators at 42 comnyinolleges in North Carolina. This study
focused on four key practices: hiring, orientatiprgfessional development, and evaluation
practices. She found that, in most cases, the theeat chairs hired adjunct faculty with a
minimum of screening and face-to-face contact. @aeon for part-time faculty took place to
some degree, often in three to four hour sessknadessional development was somewhat
available but participation was voluntary on thet padadjuncts, usually without compensation,
and scheduling was typically done at times whenynaaljuncts could not attend. For evaluating
part-time faculty, most administrators relied omdent evaluations alone.

Oprean’s (2012) recommendations for the North @aaatommunity colleges were to
follow the practices advocated in the literatuneluding more thorough and systematic hiring
practices; mandatory orientations, with more oionterms of time and kind of orientation;
more systematic professional development focusestuaient success with various time and
format options; and alternatives for evaluationdrel/student evaluations, such as classroom
observations. In addition, she advocated that adtrators be trained on how to work with part-
time faculty, including supplying “well-defined des” (p. 180) for not only mid-level but
system-level administrators. She suggested th#tialheeded to be developed under senior

administrators to be effective.
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Kezar and Gehrke (2013) conducted a nationwideeyun¥ academic leaders to find
what administrators thought about the differenceupport for non-tenure track faculty and
tenure-track or tenured faculty. They found thasthdeans who wanted to more deliberately
support part-time faculty needed higher-level adstiative support to help them “meet the
challenge” (p. 12). They found that attitudes aathigs of administrators informed the level of
support that non-tenure-track faculty received.sehirther confirm Oprean’s (2012) and
Meixner et al.’s (2010) conclusions above.

Bowers (2013) studied from the viewpoint of adjufactulty themselves, looking at their
perceptions of professional development and suggovices at Tidewater Community College.
She found that although the college offered varmpysortunities, the one that adjuncts used the
most was the Blackboard online training, which wesuired for anyone teaching online courses.
Other trainings were optional and often offeredmytimes that were not conducive to
attendance for adjunct faculty, who would have gmredd evenings and weekends. They wanted
to know more about their roles, policies and procesd, and availability of student services, and
they wanted to improve their teaching skills. Tla¢so wanted to be oriented and to participate
in division and department meetings and be abt®tmect with other faculty. They wanted to
be involved in in-services and institutional adtes, to be socialized into the college, and to be
given mentoring, recognition and fair treatment.

Diegel (2013) conducted a phenomenological studytopare the perceptions between
division chairs and adjunct faculty concerning teéag support, mentoring, and professional
development, and to further examine how these idivishairs supported or obstructed them.
She chose three division chairs from one commuwutiege based on their willingness to

participate and five part-time faculty from eachtludir respective divisions to interview. In
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every case, she found three key results: thatithgi@h chairs expressed care about part-time
faculty and did what they could to help them; th@es active reliance on the Faculty Center for
Teaching Excellence for professional developmepbdpnities; and that mentoring
opportunities were assigned for all part-time facurhe part-time faculty seemed to recognize
that division chairs were extremely busy and weragl their best to help given the
circumstances, and indicated that they felt sugglonthen they needed items for their classes.
They expressed a desire to be more systematichliged of college issues. This illustrates the
important role of division chairs in setting theéofor part-time faculty and how important a
simple thing like assigning mentors can be. It nineshoted that those division chairs
participating in this study understood the impoctanf support, and it would be interesting to
compare this study in divisions where the chaidsrtdit see this as a priority.

A key study by Kezar (2013b) took an organizatiagroach, setting out to examine
how working conditions affected non-tenure traatulty’s (NTTF) perceptions of their abilities
to carry out their work. This is a unique and intpat study in setting out to empirically
determine the difference between departments ceresido be offering good support to part-
time faculty and those that are not, somethingadetjuately addressed in satisfaction studies
referenced above. This was a qualitative case stodhparing 25 departments in three different
public universities, based on 107 interviews anah@xation of policies. It compared
“supportive” and “non-supportive” departments basegolicies that had been identified to
have an impact on faculty performance, both negBtiand positively, and the faculty
perceptions of how “departmental policies shapée trerformance and ability to create quality
learning experiences” (571). Negative policies werrised into five larger categories:

“scheduling classes, lack of curriculum input, feag resources, feedback, and lack of learning
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infrastructure” (p. 582). The positives were essdigtthe inverse of these negatives. Based on
this categorization of departments, she examinedispworking conditions and showed how
they actually impacted the work place for faculoy,good and for ill. Surprisingly, she found
that rather than simply a matter of putting pobdie place, “supportive departments had put in
place fewer policies that actually hindered NTTHkiIdp. 590). Her essential finding was that
“all areas — social science, science, humanitias paofessional area — have these problems of
unsupportive policies” (p. 590).

Using this same data but a different theoreticaktwict, Kezar identified four
departmental cultures: “destructive, neutral, issla, and learning” (2013a, p. 163). The part-
time faculty in the “destructive” and “neutral” dapments, essentially those who treated part-
time faculty with obvious disrespect, were the tedide to perform well. The part-time faculty in
“inclusive” departments were motivated to partitgpbeyond the classroom, above and beyond
what they were paid for. This was even more truelfe departments she categorized as
“learning,” which minimized distinctions among fdiguand “tied the support to a commitment
to students and the goals of the institution ardeading” (p. 175).

In yet another study utilizing the same data, Ké2@64.3c) found that faculty department
chairs can set the tone for the department, asdatas one important factor in non-tenure-track
faculty feeling they were supported. Also, if théseulty were able to build their own informal
relationships within the department, they werero#ible to find their own kinds of support that
otherwise might not have been offered to them.

More recently, Jolley et al. (2014) conducted ditatave study focusing on part-time
faculty in community colleges, interviewing 20 panhe faculty on teaching conditions as well

as on assessment. Their research questions afardimhose in this current study, two of which
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were: “What do adjunct faculty report in terms lodir levels of engagement and participation
with the colleges in which they work?” and “Whae dine perceived experiences and perceived
value of part-time, contingent community collegeulty members regarding assessment
practices?” (p. 224). This study invited participatnationwide through word-of-mouth and on-
line solicitations, and, after receiving responsiitized a convenience sample. Nineteen of the
respondents relied on teaching for income and &aghtt for more than ten years, and they
represented several disciplines in the liberal ditt® themes that emerged centered upon a lack
of faculty engagement, a lack of assessment, cotsnoébeing “unnoticed, uncounted, and
unrecognized” (p. 225), haphazard hiring, unpredbidity in scheduling, a lack of connection
with other faculty and a desire to be engaged beyioa classroom in the institution, and, of
course, frustrations concerning lack of pay. Tleeaechers concluded that these working
conditions should be addressed.

Akin to Kezar's study above, but quantitative ippagach, is the Eagan et al. (2015)
study, which concluded that support of part-timeufty demonstrated by relationships with
colleagues and administrators, acknowledgemeritat® and contributions, and logistical
support, were key to feelings of satisfaction. tineo words, even though the part-time faculty
they studied were “involuntary” — in that they wdudrefer full-time employment — they still
reported feeling satisfied, integrated with, angpeeted by the organization. These scholars
recommend that part-time faculty be better intesgta@nd allowed to participate in departmental
meetings and to use their extensive training itir thagious disciplines. In their recommendations
for future research, they suggest that “by inclgdmeasures of campus resources and
perceptions of campus climate, future work may fimat it is not part-time faculty’s contingent

status that contributes to less desirable outcomstgead, perhaps it is the working conditions
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they endure” (p. 476). They also recommend inclggirofessional development opportunities
and funding to support the part-time faculty.

Finally, the Center for Community College Studeng&gement’s (CCCSE) (2014b)
study,Contingent Commitments: Bringing Part-time Facuttyp Focusemphasized the
commitment part-time faculty bring to their tastemonstrating the lack of institutional
integration of part-time faculty and the resultcantingent-faculty ignorance of resources for
students. This study relied on nationwide data ftoenCommunity College Faculty Survey of
Student Engagement (CCFSSE) collected from 2003285 well as focus groups throughout
the country (CCCSE, Methodology, 2014c). This inb@ot study not only found institutions
needing many types of improvement regarding treatragpart-time faculty, it also offered
strong suggestions for better support and integraif part-time faculty, all focused ultimately
on serving students better. It admonished collegddrs to help contingent faculty learn about
the college support services for students, to wstded the importance of connecting with
students in and out of the classroom, to be traamedther “high-impact” practices, and to be
incentivized to participate in these activitieseyhrecommended developing and systematizing
hiring practices, orientation, and evaluation fontingent faculty; providing a mentor for each
person; and bringing them into relationships, comization, and culture of the institution.

2.4.4 Examples of part-time faculty support and inégration. Although the institutions
were broadly in need of improvement, this sameys{@CCSE, 2014b) also collected examples
of certain institutions offering model support ineoway or another. In the interest of brevity, |
will simply mention two other good sources for eclions or examples that may be consulted, in
addition to the CCCSE repoBest Practices for Supporting Adjunct Facyltyons, 2007)

contains a collection of case studies and repariadividual colleges working to improve
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support for part-time facultfEmbracing Non-Tenure Track Faculty: Changing Canesusr
the New Faculty MajorityKezar, 2012) also contains a series of case stuitlistrating efforts
and approaches at eight different colleges, inolgithree community colleges. Of those three
colleges, Vancouver Community College is an outitapmodel in following best practices
advocated in the research.

This scan of research on support and integratigradftime faculty into the institution
demonstrates that the recommendations for suppperttime faculty are common-sense and
universal, but that implementation of these exotlideas are spotty, sporadic, and sparse. The
next section will discuss research that has attednf@t measure the effects of utilizing large
percentages of part-time faculty on student sucdeissimportant to include because the matter
of supporting part-time faculty goes beyond thatireent of individual faculty, beyond the
health of the institution, and gets right to thexcof the community college mission: helping
students to learn and succeed.

2.4.5 Part-time faculty, best practices, and studeéisuccessThe heart of the
community college mission is the faculty-studemtienship. Among the well-known best
practices for student retention and learning isiragry one: faculty-student contact (Chambliss
& Takacs, 2014; Chickering & Gamson, 1987; O’Banid@13). In terms of student services, a
well-established positive practice is the connectbstudents to student services by forging
relationships throughout the college, particulavith faculty (Chickering & Gamson, 1987,
National Association of Student Personnel Admiaistrs, n.d.; O’'Banion, 2013). Yet the high
dependence on part-time faculty seems to underthenehances that students will experience
this basic best practice. Part-time faculty conirgenerally specify that the work required by a

part-time faculty member is classroom teaching evbiltside classroom involvement or
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engagement is normally not required and rarely f@@CSE, 2014b; Gappa & Leslie, 1993;
Kezar, 2012; Kezar, 2013b). These basic realitidisate against relationship-building between
faculty and students and against integration inéoitistitution.

In addition, there is research that attempts td fumether part-time faculty use the same
practices as full-time faculty in the classroonth@&lugh Landrum (2009) found that there was no
difference between full and part-time faculty indg#nt evaluations, Baldwin and Wawrzynski
(2011) investigated whether part-time faculty usesdt-practices and student-centered methods
of teaching to the same degree that full-time figodild, and found that they did not. They
speculated the reason could be time constrairdk dbprofessional development, or, once again,
lack of integration. Umbach’s (2007) often-citeddst, utilizing the 2004 Faculty Survey of
Student Engagement, found that contingent staspeogally when part-time, was negatively
correlated with four of the “seven effective edimaal practices”: class preparation,
collaborative teaching techniques, expectationstiedents, and faculty-student contact.

Without going into further detail, numerous studiespart-time faculty and student
success have relied on large nationwide data lsastsas the National Center for Educational
Statistics (NCES) Integrated Postsecondary DateeBy@PEDS) data, while a few look at data
from individual colleges. The preponderance of &sithas demonstrated negative results, and,
without fail, they attribute the findings to lackiastitutional integration and supports (Burgess
& Samuels, 1999; Calcagno et al., 2008; Eagen &&a@008, 2009; Ehrenberg & Zhang,
2005; Jacoby, 2006; Jaeger & Eagen, 2009, 201fed&Hinz, 2008; Smith, 2010). One
article advocating better support for part-timeufacnicely captured this consensus:

We suggest that much of the student success gap.Fersmore to do with a lack

of institutional intentionality in professional ddepment for part-time faculty, a

decided lack of access to institutional resourand,a failure to include these
faculty in curricular and policy decisions. (Ror&Wlerick, 2013)
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It must also be acknowledged that there are a fediess that examine specific colleges
and find no differences between part-time faculigt &ull-time teaching. By a number of
different measures the two groups appear to beagistfective in their teaching—in some cases,
teaching effectiveness even improves with part-tiaceilty (Figlio, Schapior, & Soter, 2015;
Rogers, 2015). Figlio et al. acknowledge that teidents are among the most privileged
nationwide, while Rogers studies a large commuwoliege, but 90% of the daytime classes at
this community college are taught by full-time féguThese last two studies remind us that the
individual, institutional context is all-importaahd that part-time faculty, given the right context
and support, are equal to or sometimes even laddterto teach students successfully.

It is important to underline the fact that manytgame faculty give their hearts and best
efforts to teaching and many do excellent workhm ¢lassroom. These studies do not impugn
part-time faculty (I was one for fourteen years)ovdre doing their best to serve students with, as
the CCCSE study stated, “one hand tied behind bemk” (CCCSE, 2014b, p. 8). Rather, the
common denominator in the literature is the lackefitutional integration and support.

2.4.6 Developmental education and part-time facultyParker, Barrett, and Bustillos
(2014) point out that developmental education cesitsave been offered since Harvard opened
its doors, and Cohen, Brawer, and Kisker (2014} thegt nearly all community colleges offer
developmental education. It is estimated that 58#ntering community college students need
at least one developmental course, and the majuofrityese (up to 85%) are referred to
developmental math. Many of these referred studeeMer manage to complete a college level
math course. Among other marginalizing characiessthey may be bilingual, first generation,
come from low socioeconomic backgrounds, may hapeddents, and are likely to attend part-

time. They may be older students.
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As a foundational point, the first year experiefarecollege students is considered
crucial for students regardless of status (Chami&li$ akacs, 2014; CCCSE, 2014a; Reason,
Terenzini, & Domingo, 2006), and as stated abowanystudents must take developmental
courses in their first year of college, especiatigommunity colleges, and patrticularly in
mathematics (AACC, 2012; CCCSE, 2014a; Daiek, Di&ohalbert, 2012; Fike & Fike, 2007;
Roueche & Roueche, 1999). Too many of these stadeall or drop out in developmental
education courses, and, rather than stepping stthese courses can become barriers (Bailey,
2009; Bailey et al., 2015; Bonham & Boylan, 201ZCSE, 2014a; Kozeracki, 2002; O’Banion,
2013; Roueche & Roueche, 1999). According to anié\dhg the Dream study of 27 community
colleges, of those students who were placed inldpaeental education math, less than 25% had
moved on to college level courses within three yéldhazanov, 2011). More recent research by
the Community College Research Center (CCRC) aimagyi50,000 community college
students found that only 30% of students referoeditvelopmental education math courses had
finished the pre-college sequence within threegaad only 16% made it through their first
college-level mathematics course (Bailey et alL3®)0

Who are these students? Many of the studentsvielofemental education courses are
from historically under-represented minority popiagias, have disabilities, come from a low
socioeconomic status, are academically disadvatiagere probationary (Fike & Fike, 2007;
George, Khazanov & McCarthy, 2015; Kisker & Ouca@p5; Roueche & Roueche, 1999).
Heisserer and Parette (2002) name five categdrégsat-risk students fall into: minorities,
students with disabilities, students of low soc@emmic status, academically disadvantaged
students, and probationary students. To thisRistker, Barrett, and Bustillos (2014) add first

generation students. While some of the studentdleny in developmental education courses
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may simply be returning older students who neesfr@sher course (Boylan, 1999; George et al.,
2015; Khazanov, 2011), the chances are high thaystadents with at-risk characteristics are

in developmental education courses. The sociakandomic implications that follow indicate
that if community colleges are to meet their missjsupporting and educating these students is
an “imperative” (Parker et al., 2014, p. 4). A nianbf studies, after controlling for such
characteristics as academic preparation and famaitkground, found that developmental
education courses do positively affect studentauts (Parker et al., 2014).

Various pressures, including an ethical obligatmhelp students achieve their goals in a
reasonable time frame, and public critique of higkducation in general, have combined to
provide a current nationwide focus on student ssseeed completion. These efforts have
singled out the importance of reassessing and iogus improving developmental education
(AACC, 2012; Bailey et al., 2015; O’Banion, 201%he tensions in play focus on balancing
goals of access versus completion and of finartf@iency versus meeting students’ real needs
(Parker et al., 2014). Speaking to various progrdrashave sought to eradicate developmental
education from colleges, they state that “Elimingtihe developmental education courses does
not eliminate the need” (p. 156). They further &gt barriers for students often extend
beyond the classroom into their personal lives,tarsineeds to be part of the equation.

While some state leaders bemoaned that they caffood developmental

education, some institutional leaders argue theypatafford not to [fund

developmental education]. Investing in studentpimyiding adequate and

appropriate academic and social support will likede high returns for the state

and its higher education institutions. (p. 160)

In addition, they argue that such funding will uéhce other social issues:

Given the increasing diversity of higher educatma that students of color are

disproportionately enrolled in developmental cosrs@proving developmental

education (with adequate funding) allows statesams to directly and positively
impact racial and ethnic equity goals. (p. 162)
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Finally, they argue that, at heart, this is notssme of budgets and returns, but of access and
success:

While some state leaders may argue that finanasaability and economic

imperatives require higher education to eliminateedopmental education in

some contexts (due to what some narrowly view a@fantive or inefficient

programs), we see a moral imperative for studehts ave so-called

developmental or underprepared to not only havesscto four year institutions

(if they choose), but also maintain the full comment of their institutions to

support their success. (p. 164)

Developmental education courses nation-wide haea been more heavily reliant on
part-time faculty than most other disciplines (Boykt al., 1994; Boyer, Butner, & Smith, 2006;
Gappa & Leslie, 1993; Roueche & Roueche, 1999; Bmiet al., 1996b). According to the
CCCSE report, nationwide, upwards of 76% of develeptal education class are taught by part-
time faculty (2014). These courses often lack pyest trend attributed in part to the overall
number of part-time faculty teaching them, or inadternative explanation, to their intrinsic lack
of prestige as lower-level courses (Kozeracki, 200&in, 2002). In developmental education
mathematics courses at community colleges, thetipaetfaculty percentages were reported in
1994 to be 83% (Boylan et al., 1994). Reliance ant-pme faculty for students in
developmental education courses has been desaddedsituation whereby the students who
need the most attention, help, and consideratietaarght by the instructors least involved in the
college” (Burgess & Samuels, 1999). This is notethea matter of academic prestige. As
indicated above, over-reliance on part-time facalgy have a negative influence on completion
of programs or transfer into other programs sugp@tirgess & Samuels, 1999; Calcagno et al.,

2008; Eagen & Jaeger, 2009; Ehrenberg & Zhang, ;20i®by, 2006; Jaeger & Eagen, 2009,

2011; Jaeger & Hinz, 2008; Smith, 2010).
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One of the earliest studies seeking to measureftbets of part-time faculty on student
success was performed at Mercer County Communile@»(MCCC) (Bolge, 1995). This
study expressed concerns about “deprofessionaliatif academia caused by moving toward
more part-time faculty hires (Bolge, 1995, p. 8t MCCC had a policy of training both full-
time and part-time faculty in teaching skills. khdation, it also assigned a mentoring faculty
member to each part-time hire and offered teachifegtiveness workshops and professional
development opportunities for part-time faculty coemsurate with those offered to full-time
faculty. Part of the concern behind this study feasievelopmental education students’ success,
and the classes chosen to study were Basic MatlesnisltS100, because these students were
perceived to be more at-risk than other studerits. Jtudy concluded that there were no
significant differences of student learning, whetlaeight by part-time or full-time faculty. It is
notable that this result arose in an instituticat frovided part-time faculty deliberate training,
professional development, and integration.

Eney and Davidson (2012) not only recommended émeigl suggested practices and
policies mentioned above for part-time faculty taag developmental education, but they also
added the need for deliberate hiring, appropriatepgensation, support service, and inclusion in
decision-making processes to that list. One cagby/steporting on positive effects of a grant,
showed how better integration of part-time develeptal mathematics instructors was achieved
by leveraging the part-time faculty members’ de®&ranclusion (Gerhard & Burn, 2014). The
study noted that part-time faculty members’ deiree included allowed the college to achieve
its goals in spite of only offering small stipenslish offers of professional development, and it
also noted that unless these faculty participdteg were in jeopardy of losing their jobs. Still,

any efforts to include part-time faculty are byideion laudable.
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There are other miscellaneous articles touchinthstopic. Boylan and Bliss (1997)
attempted to demonstrate how various program coemgsraffected developmental education
student success and found that tutor training weeyangredient. Braxton and McLendon
(2001) collected best practices for general studention, among which was included training
faculty and rewards for doing so. Levin and Cal@aff#008) in their list of seven questions to
help evaluate developmental education programbidad this: “6. What is the effect of
institutional factors, such as the percentage ailtg members who are part-time or the
availability of professional development for faguthembers, on the effectiveness of remedial
courses?’ (p. 189). Datray, Saxon, and MartirogZ&14) performed a literature review on
suggested practicésr development education instructors, which recamaded improved
practices of hiring, training, evaluation, professl development, and integration into the
organization. Boyer et al. (2006), utilizing NSO§tEdy from 1999, compared faculty teaching
developmental education to faculty in other departts and concluded that student-faculty
contact hours with developmental education studsate lower than in non-developmental
education classes, even though students takindagewental education courses were likely to
need more personal contact.

Zientek et al. (2013) performed a survey of comryucnllege students and teachers in
developmental mathematics courses at three Texasaaity colleges and found that the status
of teachers, full-time or part-time, was statisticaignificant. Further comparisons showed that
there was better organizational communication aitebprofessional development for full-time
faculty compared to that of part-time faculty. Késland Outcalt (2005), in their study of faculty
teaching both honors and developmental educatiarses, noted that developmental education

courses are crucial for preparing students—marwhaim are from historically
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underrepresented segments of society—for succqssititipation in college courses. According
to this survey, developmental education instrucsersed in approximately the same
percentages as faculty in other departments. Tdwaydf noteworthy racial patterns. In particular,
African Americans and Native Americans were muchieniikely to teach developmental
education courses than in other disciplines. Tlewd that instructors teaching developmental
education courses were dedicated, believed in dpredntal education, and were engaged with
community college organizations at a higher leliahtother faculty, and, contrary to Boyer et al.
(2006), that they spent more time engaged in instmal activities than other faculty did.

Smith’s (2010) dissertation research expectednb that, for students enrolled in
developmental education courses, increased expuspeeat-time faculty would result in
negative retention levels, as other segments afdlege did. But, in fact, the developmental
education student retention levels during certaiary were as high as that of other students or
higher, to the point that being in a developmeathication course could be one of the predictive
factors for retention. This counter-intuitive findi was explained when he looked further into
the circumstances of developmental education as&aity Kansas Community College. The
college was working hard to improve outcomes inedlgwmental education, including offering
non-credit refresher courses, cultivating highlifadmrative departments, and sponsoring
professional development inclusive of part-timeutac

Montes’ (2014) dissertation explored the challermfesducation for Latino/a students
taking developmental mathematics courses in cotipmavith the learning from non-tenure
track instructors in a community college that hathla majority of Latino/a students and part-
time faculty. He found that student-faculty interas were crucial, but that they were hindered

by the lack of support for the non-tenure trackufgc
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In summary, the few studies examining the issugmdftime faculty teaching
developmental education courses have found tHae toore effective, part-time faculty need
more deliberate integration and support. The taat the least-supported faculty are the majority
teaching the most underrepresented students nadienand that there is sparse research in this
area, provided the motivation for this current ezsh.

2.4.7 Current readings and thought in the scholarlfiterature. Kezar'sHow Colleges
Change: Understanding, Leading and Enacting Chaf2§4.4) is a practical guide to effectively
working toward positive change. Finkelstein, Cordeyl Schuster (2018he Faculty Factor:
Reassessing the American Academy in a TurbulenisEna up-to-date resource for data on
changes in higher education and focuses attentigpad-time faculty. Kezar and Maxey’'s
Envisioning the Faculty for the 2tentury: Moving to a Mission-Oriented and Learner-
Centered Mode2016) rethinks the whole system and offers a nigto a healthy, inclusive,
and effective model that will best meet needs lfloofehigher education with special attention to
the issues surrounding part-time faculty and bestisg students.

2.5 Summary of Literature Review

This literature review presented organizationabtiie@s a relevant framewaork for
research on the integration of part-time faculgcteng developmental mathematics. The
research questions guiding this study are:

* In what ways are part-time faculty who teach depeiental mathematics
courses integrated into the college on one campadasge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?
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The review introduced basic concepts of systemsyhas applied to organizations and
Margaret Wheatley’s three critical domains (idsntibformation, relationships) which form the
framework for this study. It then introduced thereat state of research on part-time faculty,
describing the variety of part-time faculty sitwaus, that many part-time faculty do find
satisfaction in the classroom teaching experiemdach | use as a gauge of “mission,” a proxy
for institutional identity), but that many also difrustration with regard to integration into and
support by the institution (a measure of the eifectess of “information” and “relationships”).
Commonly-suggested practices for part-time facultyude robust support and integration.

Students enrolled in developmental education ceuesal to be generally more at-risk
than students prepared to immediately enroll itegel-level courses. Paradoxically, the highest
percentages of part-time faculty, those facultynost need of institutional supports, are teaching
these most vulnerable students.

That there is little research at this conjuncturthese topics implies the need for a closer
gualitative look at part-time faculty teaching dieyamental education courses. The fact that
students in developmental mathematics educatiorsesinave higher rates of non-persistence
than those who are already prepared scholastitallyollege, the fact that higher percentages of
traditionally under-represented students are aaod in these courses, and the fact that
nationwide a higher percentage of part-time facaf®/teaching those courses than in other
departments, taken together, set the stage fattitky to follow. The study will focus on the

integration into the college of part-time facukathing these students.
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Section Ill: Methodology

The section presents procedures and methods thatused in the study, including the
research questions and justification, the positignaf the researcher, the philosophical
approach to the study, the framing theory, anctiwece of case study methodology. It includes
the process of data collection and analysis asagediddresses trustworthiness and limitations to
the study.

3.1 Research Questions and Justification

The research questions guiding this study are:

* In what ways are part-time faculty who teach depelental mathematics
courses integrated into the college on one campadasge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?

For this study, “integration” has been defined blyaafttley’s three critical domains:
identity, information, and relationships. | havafted the questions with this construct in mind,
weaving in the “best practices” repeatedly founthimi the literature. These include proactive
hiring, orientation to the department and the langstitution, basic supports for employment,
mentoring, professional development, inclusiomiloimation loops and shared governance,
clear guidelines for systematic assessment and&vah, attention to issues of status, and long-
term, predictable appointments. Integration mag aks demonstrated by a personal feeling of
being included in and supported by the institutigBaron-Nixon, 2007; Bowers, 2013; Gappa &
Leslie, 1993; Oprean, 2012; Meixner et al., 2018z& & Maxey, 2015; Lyons, 2004, 2007,

Roueche et al., 1995, 1996a, 1996b; Wheatley, 2006)
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The definition of “part-time” faculty relies on thefinition found in the Faculty
Agreement (PNWCC and Union, 2015) where the rebetaak place:

1.21 "Part-time FacultyShall mean any person who is hired as. . .an lasirto:

a. work 30 hours or more in an academic term; eedch a three credit hour class

or its equivalent in instructional contact houramacademic term.”

Elsewhere, the Faculty Agreement elaborates oertfdoyment practices surrounding part-time
faculty:

Article 4: The employment of part-time Faculty mas/ for one, two, three or four

terms in an academic year. Employment of part-tiaeulty is not tenure-related

and does not create any right, interest, or expegtior any future employment

except as expressly provided in this Article.

The measure of “in what ways” (addressing the mesequestion) has been informed
specifically by Baron-Nixon'€onnecting Non Full-Time Faculty to Institutionaldgion(2007).
She asserts that organizations must “create amek fas organizational climate and culture that
are: Inclusive. . . , supportive. . ., and coly(p. 15). She provides concrete proposals to
administrators to make this culture a reality, gatezing these recommendations in the list
below, which I utilize in examining the cultureRINWCC:

» Deliberate and inclusive recruitment (p. 22)

» Hiring based on clear criteria (p. 23)

» Clear expectations and assignments (p. 24)

» Orientation to the institution and department @). 2
» Participation in institutional life (p. 35)

* Professional Development (p. 64)

* Recognition (p. 76)

» Connection to the department (p. 47)

* Mentoring (p. 56)
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There have been convincing, large-scale quantiativdies investigating the reliance on
large numbers of part-time faculty and the notaislgative correlation with student success and
completion. These studies have suggested thaathseds the lack of integration of part-time
faculty into the institutions (Burgess & Samuel899; Calcagno et al., 2008; Eagen & Jaeger,
2008, 2009; Ehrenberg & Zhang, 2005; Jacoby, 2086éger & Eagen, 2008, 2009, 2011; Jaeger
& Hinz, 2008; Smith, 2010). There is a growing badyesearch on organizational integration
of part-time faculty (Baron-Nixon, 2007; Bowers 13) Gappa & Leslie, 1993; Kezar, & Maxey,
2015; Lyons, 2004, 2007; Meixner et al., 2010; @pre2012; Roueche et al., 1995, 19964,
1996b). However, there are only a few studies fedum part-time faculty teaching
developmental education, none of which use thedénsganizational theory (Gerhard & Burn,
2014; Montes, 2014; Zientek et al., 2013).

The literature indicates that better integratiod anpport of part-time faculty will
improve organizational health and help it to achi#s goals more effectively (Baron-Nixon,
2007; Bowers, 2013; Gappa & Leslie, 1993; Opre@i22Meixner et al., 2010; Kezar & Maxey,
2015; Lyons, 2004, 2007; Roueche et al., 1995, 499896b), particularly with regard to
student success and completion (Burgess & Sanmi@d9, Calcagno et al., 2008; Eagen &
Jaeger, 2008, 2009; Ehrenberg & Zhang, 2005; Ja@il®6; Jaeger & Eagen, 2009, 2011;
Jaeger & Hinz, 2008; Smith, 2010). In this speaifise, the focus is on part-time faculty
teaching developmental education students enroilddvelopmental mathematics courses
(Boylan & Bliss, 1997; Braxton & McLendon, 2001; ey et al., 2014).

This case study of one department of a large, mattipus community college has added

to this body of literature and has allowed for gpth examination of the questions. Applying the
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lens of organizational systems theory has beeruenifhe conclusions may be found applicable
to other institutions as well (Yin, 2006).
3.2 Positionality

My personal experiences as a contingent faculty begror 14 years and later as a full-
time faculty member, compared side by side, werepdetely discrepant in terms of
organizational integration. These differing expecies, as well as observations of others’
experiences, provided the passion motivating #sgarch and informed the research problem.
My scholarly curiosity has been genuine regardiéggersonal experience. The research was
conducted at the institution where | was a fulldifaculty member and chair of the shared
governance body, a somewhat conspicuous faculiyignoshat allowed access to upper
administration in the college but conferred no vaéig terms of hiring or supervision. The
research was conducted on the same campus wharadwsed, but the department was
completely separated from my normal activities Shake (2010) suggested, “it is quite
appropriate for researchers to study their owngsac. . Better design, longer study, more
triangulation are part of what is needed” (p. 163)hat spirit, | guarded against prejudicial
results by triangulating college data, intervielsgusing member checking, and by noting
parallels with previous scholarly research.
3.3 Philosophical Approach: Critical Realism

My personal approach to this research is CriticdlRm. Associated with the work of
Indo-British philosopher Roy Bhaskar, Critical Real is a philosophy focused on science, “a
theory of what (good) science is and does” (Go&&d,3b, p. 660). Gorski argues that, while

different ontologically, all of the three main appaches in social science—positivism,
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interpretivism, and social constructivism—offerigigs, yet contain “yawning gaps” between
their philosophies and actual practice. Criticahlgn, on the other hand,

is “realist” in the generic sense that it takesrafd-independent” nature as a

fundamental “condition of possibility” for naturstience. But it is also realist in

the “critical” sense that it sees science as a Inuacévity that is inevitably

mediated (if not determined) by human languagesaial power. (Gorski,

2013b, p. 664)

Critical Realism also “draws a distinction betwelea ‘intransitive’ and ‘transitive’
dimensions of science, between a natural world @slly is and our changing concepts of it”
(Gorski, 2013b, p. 664). Sayer (2000) suggests‘thiatthe evidenfallibility of our knowledge
— the experience of getting things wrong. . .thatifies us in believing that the world exists
regardless of what we happen to think about it2(emphasis in the original).

The idea of the “real” includes all the variousdisvof entities or mechanisms in the
world, along with their abilities and potential$iefdomain of “actual” refers to entities or
mechanisms whose potentials have been “activatddd the “empirical” refers to entities or
mechanisms that have not only been activated latit@ve been observed (Collier, 1994; Gorski,
2013b, p. 665). This approach is thus realist &t ithacknowledges the existence of entities or
mechanisms that can be studied based on obsewvati@actualities and add to the empirical
body of any work, but it is also “critical” in th&tunderstands that social sciences cannot be
reduced to the “natural world"—that the social warncludes networks and emergent properties
that cannot be completely pinned down in the Newstosense. Context and hermeneutical
meaning in social science are important and hetpfuiclude, in the sense that given a
particular social context, things can be learnetiiarprovements can be suggested.

Human beings can be described on an individual |ew social science “is concerned,

at least paradigmatically, with the persisteriationsbetween individuals (and groups), and with
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the relations between these relations” (Bhaskaeitad in Collier, 1994, p. 139). The different
relations in different contexts are what make wplibsis for the social sciences and lead to the
possibility of a “transformational model of socativity” (Collier, 1994, p. 141).

The social sciences are fundamentally committédutoan well-being and are not
“value-neutral” (Gorski, 2013b, p. 669). Socialesae and its continuing research will have
important things to say about what a good societylé/look like, and how what we have now
might be improved. “If one can demonstrate a syatenconnection between inaccurate beliefs
and oppressive social structures, then one hasntypexplained the beliefs but also supplied a
motivation for changing the structures” (Gorskil30, p. 667).

3.4 Guiding Theoretical Perspective

Newtonian theory was called into question durirgy28” century, and, since then, other
superseding paradigms have emerged, systems theioiy one now generally accepted as
legitimate. This scientific shift toward systemsdainy has been applied to organizational theory
by various thinkers. Wheatley (2006) is known forbeacing systems theory to inform
organizational theory, and her work provides thieligg framework for this study. She has
proposed three critical domains for building orgatipnal health: (1) the fundamental identity
of the organization; (2) the urgency to connect imers of the organization into information;
and (3) the importance of developing relationshiwsughout the organization.

Wheatley’s application of systems theory to orgatans has formed the theoretical
framework for this study, and it meshes nicely wattitical Realism, which has provided the
theoretical base. Wheatley believes that thera & basic, underlying principles from which
fluidity and change can take place (Wheatley, 2006¢ living systems she relies on embrace

humanity, while oppressive systems are typicallynfted in mechanical, hierarchical structures.
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When organizational structures are observed wittigiguiding framework there may emerge a
motivation to change the structures.
3.5 Methodological Approach

Qualitative research may have the best “promiseaking a difference in people’s lives”
because it focuses on “discovery, insight and wtdeding from the perspectives of those being
studied” (Merriam, 2009, p. 1). Its goal is to irape practice. This method may discover new
relationships in a complex setting, better illunting the situation than a purely quantitative
study would. Interpretation is characteristic af #pproach and it may “emphasize, describe,
[and] judge” (Merriam, 190, p. 22). In qualitatikesearch, the researcher is the chief instrument
of information gathering and uses the inductivehadtof analysis (Merriam, 1998, 2009).

Among various approaches within the larger rubfiqumlitative studies, a case study is
the most appropriate approach to this subject matthin the bounds laid out above. “A case
study design is employed to gain an in-depth undeding of the situation and meaning for
those involved” (Merriam, 1998, p. 19) and is aménsive, holistic description and analysis of a
single unit or bounded system” (Merriam, 1998, 23). 1t shares an approach with historical
analysis in that it pulls together many factorsdolasn primary sources, but it goes further in that
it also includes current observations and intergiefccording to the authoritative Yin,

A case study inquiry copes with the technicalltidive situation in

which there will be many more variables of intettéstn data points, and

as one result relies on multiple sources of evidewith data needing to

converge in a triangulating fashion, and as anatmilt benefits from the

prior development of theoretical propositions tadgudata collection and

analysis. (2014, p. 17)

While a qualitative study cannot be expected teelganeralizability or repeatability in

the same sense that quantitative research migistréngths lie in its particularistic, descriptive

and heuristic nature (Merriam, 1998). A case staidyfength is that it is “anchored in real-life
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situations. . . [and] result[s] in a rich and htilisccount of a phenomenon” (Merriam, 2009, p.
51). Its findings are rich in description and magover meanings and alternative ways people
interpret their experiences that quantitative gtsdire unable to (Merriam, 2009). Findings may
be generalizable to theories (Yin, 2014), and caiepa with themes in prior research can be
informative. At the very least, one can make teveagxtrapolations with the understanding that
specific contexts may differ (Merriam, 2009). Ulately, the reader will decide whether and
how the study is applicable to other situations.

This is an embedded single-case study (Merriam9 290, 2014) to determine in what
ways part-time faculty teaching developmental matdics in one department of a large, multi-
campus community college in the Pacific Northwestehbeen integrated organizationally. The
college was selected for its size and maturity.aBse of the intentionally holistic design of this
study, and in keeping with Wheatley's theoriesretare three units of analysis: institution,
department, and individual. An embedded, single-casdy is most appropriate for this research
because it will allow for a specific and rich exaation to find in what ways part-time faculty
are integrated into a department, looking at ibfribiree different vantage points, the three units
of analysis. This will allow for determination ohw is responsible for part-time faculty
integration and where it is succeeding or failifgere are attendant implications for
organizational health including, in this case, stucsuccess and completion.

3.6 Data Sources and Description of Data

The following describes the process used to gathtr and analyze it. Research was first
conducted concerning the department itself at &émepeis and institution level. This included
examination of the college website, program revigask force reports, and collective

bargaining documents. All developmental educati@mgmms have recently been subject to
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changes in the curriculum brought about, in parpiessures associated with the completion
agenda, and this formed part of the context far $tuidy (AACC, 2013; Bailey et al., 2015;
O’Banion, 2013).

Upon approval by the Institutional Review BoardB)Rinvitations to part-time faculty
teaching mathematics courses on one campus weredext (Gappa & Leslie, 1993; Levin et al.,
2011; Merriam, 2009; Yin, 2014). As department chand full-time faculty carry many of the
responsibilities of extra-classroom obligations—hiding contractual obligations to welcome
part-time faculty into the department and to metttiem—I interviewed the faculty department
chairs and several other full-time faculty (PNWQt@ &Jnion, 2015). | also interviewed the
administrative aide who was involved with basicmus for the part-time faculty. For a higher-
level administrative perspective, | interviewed tean.

3.7 Sampling

The sampling technique was purposeful, and snowhatipling was used as necessary
(Creswell, 2014; Merriam, 2009). In order to salgarticipation, | first talked briefly to the
outgoing dean to see if the research would be wadch along with one department chair. | then
solicited participation from faculty members witlsfaort description of the project through an
email that was sent out by one of the departmeaitko the whole department (see Appendix
A). The recruitment invitation for part-time facyhotified participants of the project and
requested contact and scheduling information. Beeagholarly research has shown that there
are a wide variety of situations and motivationpant-time faculty, care was taken to include
this diversity, including such factors as gendacgr, age, situation, length of time in the
department, and motivation (Creswell, 2014; Gapdae&lie, 1993; Kezar, 2013a, 2013b,

2013c; Levin et al., 2011). For the administratiee, faculty department chairs, and dean, the
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interviewee was based upon holding the given msiti the department, and | sent direct emails
to each of them requesting their participation \aipropriately modified information.

Potential participants were informed of the purpofkthe study, risks, and data access,
and they were assured that interviews would bedadd wording redacted so that their
identities and confidentiality would be respectEldey were informed that despite these
precautions, because of the particularity of theystidentities could conceivably be discerned
(Creswell, 2014).

All interviewees signed a consent form before titerview began (see Appendix B). At
the end of the interview they were given the optmfill out a brief questionnaire addressing
demographic information (See Appendix C).

After the first couple of interviews, an intervieeveuggested—and the IRB allowed—
that the consent form and the list of open-endezstjons be forwarded to the interviewees by
email before the interview. The total number oémtewees was to be no more than thirty and
ended up being sixteen. With regard to part-tincailtg, | interviewed all who agreed to
participate, and they represented a variety offuyakt faculty categories noted in the scholarly
research (Merriam, 2009). The interviews were etqueto be 60-90 minutes, in person, on the
phone, or by Skype, and they ended up all beiqgmson and ranging from just over 30 minutes
to about 90 minutes. They were recorded so thattaking could be kept to a minimum and the
focus could remain on the interviewee. The intargievere transcribed by a professional
transcription service and were analyzed througti@itollection process, which led—with the
permission of the IRB—to some adjustments and éwnwias the project progressed (Merriam,
2009). The interviews were analyzed to find howséhpart-time faculty were integrated into the

department and the college, using Wheatley’s (20@§anizational framework of identity,
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information, and relationships, keeping the thels of analysis and the three research
guestions in mind.
3.8 Interview Questions

The questions were informed by case study methggaad the principles of systems
theory applied to organizations, drawn from Margaheatley’s (2006) three critical domains:
(1) identity of the organization; (2) access t@mfiation; and (3) relationships within the
organization. College mission was used as a prox$identity.” Sub-themes that were expected
to emerge, based on the consensus of scholarigtiite referenced above, were issues of hiring,
orientation to the department and the larger uisbih, professional development, evaluation,
mentoring, status, employment insecurity, relatngos, and a personal feeling of integration
(Baron-Nixon, 2007; Bowers, 2013; CCCSE, 2014; Gagp.eslie, 1993; Kezar, 2013a, 2013b,
2013c; Kezar, & Maxey, 2015; Lyons, 2004, 2007; xher et al., 2010; Oprean, 2012; Roueche
et al., 1995, 19964, 1996b). In conjunction withad&ttey’s themes, this list and any other
emergent themes guided the assessment of “in wdng™for each of the research questions

The interview questions were semi-structured angwpen-ended, grounded in case
study methodology (Hancock & Algozzine, 2011), Wieas framework, and the literature on
part-time faculty utilization in higher educatidhpugh the exact wording and order varied to
allow for probing and emergent themes (see Appebglix
3.9 Analysis

Data analysis in qualitative studies is “emergemt “dynamic” (Merriam, 2009, p. 169),
and constant comparative analysis took place thouithe process of collecting interviews.

This included adjusting—again, with IRB approval-e-interview questions and adding a
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“snowball” aspect to data collection. It also il reflecting on unexpected themes (Merriam,
2009).

After the interviews were transcribed by a profesal service, they were sorted into a
spread sheet according to the research questinexpected issues as described in the scholarly
literature, the three major themes of the framewankl emergent themes (Wheatley, 2006). The
open-ended nature of the questions allowed for peeted opinions, experiences, or viewpoints,
and, indeed, as will be demonstrated in Sectiorsnly V, a few unexpected themes emerged.
The archival research, including documents and dprackd information collected, became part
of the complete case study data base, and thisne@gporated into the overarching analysis
(Merriam, 2009; Yin, 2014). Using all of the datath interview and archival, a case study was
created.

3.10 Trustworthiness

Merriam (2009) states that “one of the assumptiorderlying qualitative research is that
reality is holistic, multidimensional, and ever-agang; it is not a single, fixed, objective
phenomenon waiting to be discovered, observedpaasured” (p. 213). Assumptions
concering qualitative research, congruent witheghistemological approach of Critical Realism
and Wheatley’s guiding framework, are that the alogorld includes networks and emergent
properties that cannot be completely pinned dowtheNewtonian sense. However, within
social contexts, true things may be said, thougly thay be fallible (Collier, 1994; Gorski,
2013a, 2013b). Use of various complementary teclasigan increase the chances of
approaching validity. For consistency, | triangaththe data: college data, interviews, member
checks, and expected patterns based on previoakdghresearch (Merriam, 2009; Yin, 2014).

| observed and included data that might “suppaerabtive explanations” (Merriam, 2009, p.
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219). For the member checks, | asked intervieweesad the transcripts to make sure they
agreed that they represented their intent, giviregrt the opportunity to make corrections or to
add any information (Yin, 2014). They had two web&fore the information was considered
usable for this work, but they were given the rightetract or delete anything that they chose.
One interviewee wrote out further thoughts and #s1h to me, another added a few comments
orally after the interview, while another changearding in a few spots and deleted a few
portions.

The number and differing roles of interviewees jpted a holistic picture of the
department that took thematic shape, and, whereaimments diverged, they were easily
explained by the life circumstances of the partioip echoing the themes already described
based on former scholarly research (Merriam, 20D99. interviews and data base will be
maintained for a minimum of three years to proadghain of evidence that will allow for the
research to be inspected (Yin, 2014).

As above-mentioned, qualitative studies cannotdpe&ed to have generalizability or
repeatability in the same sense that quantitaésearch might, but comparison with themes in
prior research can be informative and, at the leagt, one can make tentative extrapolations
with the understanding that specific contexts miffgid(Merriam, 2009).

3.11 Limitations

A case study’s strength is that it is “anchoredeml-life situations. . . [and] result[s] in a
rich and holistic account of a phenomenon” (Mergi@®09, p. 51). This study’s limitation was
similar to its strength: it was focused on a sirdgeartment within a large campus and
institution, and | interviewed a limited numberp#ople. In addition, participation was voluntary

and it may be that some other faculty profiles rarigt that were not represented by these
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interviewees. Transfer to other situations willrbant on the interpretation of the “reader, not
the researcher” to determine its applicability (N&m, 2009, p. 51). The viewpoint of the
researcher, even with biases made transparenthéastential to also influence the findings.
3.12 Procedures for Protecting Participants

Recruitment began upon approval of the projechieylRB. Potential participants were
informed of the purpose of the study, risks, anté @acess, and they were assured that
interviews would be coded and wording redactechabtheir identities and confidentiality were
respected.

More specifically, the interviews were stored onlmyne computer, at least until the
dissertation was finished and any articles basetth@mesearch were written. They were stored
without identifiers, but a code sheet with the mi@d names was retained in a different file, in
case further studies using the same data mighétdermed in the future. If the results of this
project are published, participants’ identity witht be made public. Audio recordings were
accessible only to qualified transcribers and niy3#&le agreement was signed by participants
with the understanding that they could step oaingttime without any negative repercussions.
3.13 Summary of Methods

This was a qualitative embedded single-case stuakirig at organizational integration
of part-time faculty who teach developmental matages courses in one department of a large
multi-campus college in the Pacific Northwest. #isabased on interviews of part-time faculty,
full-time faculty, department chairs, an administ@ aide, and a dean in developmental
mathematics. Background information and data waglsofrom the college website and other

applicable documents. The data was analyzed bycéeegh¢ghemes based on organizational theory
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and informed by the literature on part-time facuahd student success. New and particular

insights were expected and allowed to emerge.
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Section 1V: Research Findings
This dissertation was a qualitative case studydedwon part-time faculty teaching
developmental mathematics courses in one largdi®Blarthwest community college. The
college was selected for its size and maturityttipgc was selected for three related reasons:
part-time faculty have been widely relied uponeadh these courses nationwide; students in
developmental education courses tend to have hrgllefactors and attrition rates; and
mathematics courses form the bulk of developmetatation (pre-college-level courses,

formerly termed remedial). Research indicateshigit reliance on part-time faculty (variously

” o LIS

termed “contingent,” “fixed-term,” “contract,” “adpct,” or “non-tenure track faculty,”) results
in negative outcomes in terms of student successampletion. These outcomes are often
attributed to poor integration of part-time facuttyo the institution.

The research questions guiding this study were:

* In what ways are part-time faculty who teach depeiental mathematics
courses integrated into the college on one campadarge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?

The guiding theoretical perspective for this stu@s organizational theory, informed by
systems theory. The research questions were intbbyi&Vheatley’s (2006) three critical
domains necessary for a healthy organization:uhddmental identity of the organization; the
ongoing urgency to connect members of the organizéd information; and the importance of

developing relationships throughout the organizatin order to gain a holistic view, the study

examined the college context and interviewed parg-faculty, full-time faculty, faculty
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department chairs, an administrative aide, andaa devolved in developmental mathematics
education. These collected data were then brokem @ao categories informed by Baron-
Nixon’s (2007) principles for connecting part-tifaeulty to a college mission and analyzed
according to three units of analysis: institutigrepartmental, and individual.
4.1 Protocols

Members of the Pacific Northwest Community Coll¢gdlWCC) Mathematics
Department on Campus One were invited to partieipathe study through an email which was
forwarded by one of the department chairs to alllity in the department. | invited the dean and
an administrative aide in an individual email (#gendix A). “Snowball” sampling was used
after the first email, when the faculty departmemirs recommended or referred to certain part-
time faculty who might be interested but who hatyet responded. In those cases, | sent an
identical follow up email to each. In one case,dpportunity to participate arose in
conversation, at which point the same email wasres

A professional service transcribed all intervieWsent copies to the interviewees for any
corrections. Three made adjustments: one added woitten comments; one added some
information orally, and another changed wording iiew places. All have been redacted to
protect the identities of the individuals, anda@immittees, campuses, colleges, and names have
been changed. Softeners (“you know,” “like,” “I nmg’aand “just”) and repeats have been
omitted from the quotations below for brevity anarity. | have chosen to rely on verbatim
quotes to build the picture of how part-time faguate integrated into this department, and to
honor their heart and their intent.

4.2 Interviewees
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For this study, | interviewed a total of 16 peopl¢he mathematics department on
“Campus One” of PNWCC: eight part-time faculty, &ik-time faculty—two of whom were
Faculty Department Chairs and all of whom had fatyngerved as part-time faculty (ranging
from two terms to twelve years)—one administraigsistant, and one dean. Two of the full-
time faculty were specifically motivated to panpate in this study because of their own earlier
part-time experiences, and they were actively wedlin helping to integrate part-time faculty
into their department. Of the 16 total, 14 desigdahemselves as “White” or “Caucasian”; one
as “African-American”; and one declined to answer tjuestion. Ten designated themselves as
female; six as male. Yeasaching or serving at PNWCC spanned from one ter&3 years. Of
the full-time faculty, all had a Master's Degreeiathematics with one “grandfathered-in”
Masters in Math Education. Of the part-time facudtye had a Master’s in Mathematics and
another was finalizing that degree, three had Mastiegrees in Engineering, two had a
Master’'s in Math Education, and one had Masternisg vith a B.A. in Mathematics and a great
deal of experience teaching pre-college mathematics few cases, the faculty member had
started at a different college or a different campod then moved to Campus One.

4.3 Units of Analysis

There were three units of analysis. One was théutien itself, the second (and most
prominent) was the department on one campus, anthittdl was the individual members of the
department. At the institutional level, many basito integration appeared. At the department
level, efforts to integrate part-time faculty haehieved qualified success. At the individual
level, of the part-time faculty interviewed, fouajar categories emerged based on individual
life circumstances and that followed patterns prtedi in the scholarly literature: career enders

(satisfied); specialists/experts/professionalsgrtally satisfied but not fully integrated);
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aspiring academics (somewhat integrated with vargdfeelings); and free-lancers, whose life
situations, for the moment, prefer part-time but-thiese particular cases—would prefer a full-
time position in the future (hopeful and generalbsitive) (Cashwell, 2009; Hudson, 2013;
Levin, Kater, & Wagoner, 2006; Kezar, 2013a, 2012M,3c; Maynard & Joseph, 2008; Smith,
2010; Thirolf, 2013). Of the full-time faculty, tee who had previously served for a long period
as part-time faculty felt urgently the need to adthe system while others expressed regret at
the barriers but seemed to feel there was no belihé entrenched situation as it stands and
sought to do their best within the system.

4.4 Changing Context for Developmental Education Ménematics (DE Math)

There has been an urgency, nationwide, among coityraolleges to look at the factors
that might be undermining students’ ability to cdete their degrees—a concern commonly
referred to as “The Completion Agenda”—and thatagy has been embraced in this state and
at PNWCC (AACC, 2013; Bailey et al., 2015; CCWD1200’'Banion, 2013). Among various
indicators, such as lack of coherent General Edutarograms (Bailey et al., 2015) and the
lack of career guidance and systematic advisin@&@ion, 2013), incorrect initial placement
into DE courses has also been considered a stugrtllck, one that can lead to either
discouragement, boredom, or wasteful use of firedraed or personal resources on unneeded
courses (Bailey et al., 2015; O’Banion, 2013). M@&eently, in a widely-disseminated book,
Goldrick-Rab demonstrate that a lack of individfi@dncial resources contributes greatly to
many students’ inability to complete their collemtication(2016). At the state and national
level, dwindling or insufficient support for colleg continues to be a factor (Barnshaw &

Dunietz, 2015; Cohen et al., 2014; Kezar & Sam0bQLlove & Estanek, 2004).
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PNWCC, like many other colleges, has spent timeaedgy discussing the implications
of high levels of incomplete degrees among studémt®d012 a college-wide committee, the
“Completion Agenda Group” (CAG), was formed to agkdr these issues and help determine
where monies should be strategically directed. Mé&hs completions were, among other things,
highlighted as intransigent probleflaNWCC, 2013, Developmental).

4.5 Ratios at PNWCC of Full-time and Part-time Faclty in the Math Department

In the Fall Quarter of 2016, full-time faculty téhtg—campus-wide—only 38% of course
sections. By implication, part-time faculty taudi other 62% of courses (PNWCC, Fall 2016,
“Percent of Select Sections. . .”). As soberingh@se numbers are, this represents an
improvement from earlier years. In the Fall Tern2012, 35% of the classes were taught by
full-time faculty, and in 2011, during the heiglitthe great recession, it reached as low as 24%
(State Education Coordinating Commission, 2016).

Narrowing the focus to the Math Department in CasnPue, in Fall 2016 there were 17
full-time faculty, including two one-year interinogitions, and 39 part-time faculty (PNWCC
Campus One Mathematics Department Chair, persomaiunication, April 24, 2017). In ratios,
30% of the faculty were full-time and 70% were garte while, in terms of classes taught,
36.5% of DE Math courses were taught by full-tirmeuflty and 63.5% of them were taught by
part-time faculty. By contrast, college-level Mathetics course sections at Campus One were
taught by 74.5% full-time faculty and 25.5% panw faculty (PNWCC, 2016b, 2016c). This is
an improvement over the earlier ratios during ttedamic years of 2011-2013 when the ratio of
classes taught reached 21% full-time/79% part-timBE Math courses and 57% full-time/43%

part-time in college-level Math courses (PNWCC, )1
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That part-time faculty teach a larger percentageoafses in DE Math compared to all
other programs is typical nationwide (Boylan et 5994; Boyer et al., 2006; Gappa & Leslie,
1993; Roueche & Roueche, 1999; Roueche et al.,i)996addition to, historically, a higher
value being placed on upper-level courses, thigpeatly be explained locally by the Instructor
Quallifications and the move of all mathematics searfrom the former DE Department (see
below) along with the class divisions built int@teystem. A Campus One instructor described
the local phenomenon:

I would say [MTH] 20, 60, the traditional Algebrathway [all DE courses]. . .is

traditionally taught by part-time. [Interviewer: \/is that?] | would say, first of

all, there’s more part-time than full-time. And buld say that most full-time

instructors prefer high level classes, becaussttidents don’'t have all these

other issues that DE students have. But we do $@ve dedicated full-time

instructors who do teach the pre-college classesw@ have so many of them

that most of them are taught by part-time.

4.6 College Structure and Relevant DE Math Historyat PNWCC

For over 15 years, PNWCC's union has bargainethi@e segments of educators in the
same contract: full-time faculty, part-time facylnd academic professionals. While the
progress over the years has been incrementak inlagle a positive difference in the lives of
part-time faculty. In the last round of negotiaspthere was an added “Memorandum of
Understanding” that allowed for temporary provisairfunding for part-time faculty for
professional development and participation in gdlendeavors outside of the classroom, of
which more below. In addition, an unprecedented—Hmited—pilot program offering “Multi-
Year Contracts” to a total of 300 part-time facybyt of about 1100 part-time faculty), 100 per

year, was initiated in 2016 (Union president, ppggd@ommunication, May 5, 2017; PNWCC

and Union, 2015).
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PNWCC has a long-entrenched but slightly difficttucture. On one hand, there are
Math Departments on all campuses, each with its aviture and configuration. On the other
hand, there is a Math Collective Area Committee @} #at provides the forum for all
mathematics faculty in the college to meet perialthic The CAC carries out responsibilities (all
subject ultimately to administrative approval) onstructing and vetting curriculum, defining
proper instructor qualifications, and every fiveagg conducting a college-wide Program
Review to meet requirements of accreditation arid pvide a consistent vision and continual
improvements as necessary.

On Campus One, unlike other campuses, the lowest dé introductory Mathematics
courses had for many years been housed in the [P&Ereent. Because of a concern by
administration for the lack of consistency acrastege campuses, an administrative decision
was made to restructure the Campus One Mathenia#jgartment. As the reconfiguration was
being constructed, a public promise was made byiragimators, including a guarantee
specifically by the Campus One President and afliadtrators in the room that day, that the
same number of full-time DE Math faculty (three)ulcbbe maintained after the move (two
interviews recounted this story).

As a result, all the pre-college math courses wareged into the Math department,
beginning in 2010 (PNWCC, 2013b, 2015). Becausdaimeer DE Department had historically
made special provisions for well-experienced teecfrem the Elementary-High (El-Hi) School
system or those with Masters in Mathematics Edanategrees, there were many discussions on
instructor qualifications. Arguments were madeliyse teaching DE Math courses that, indeed,
a Math Education degree more highly qualifies indtors to teach pre-college math courses and

better serves students than a pure Mathematiceelegr
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On the other hand, there was an attitude on theppaertain traditionalist math
instructors that pure math degrees were supendrilzey did not want to weaken the credibility
of the math departments in general at PNWCC bydiomsg) the required degree standards for
instructor qualifications. Those faculty affectesbatively by this opinion expressed frustration
that others refuse to acknowledge that what is eckeifurther training in education and how to
actually teach mathematics. One stated: “I havensatbicles, shared walls with people who
have flat out said that | don’t belong there.” Amatargued: “So to me, if anything, that degree
[Math Education] should hold more weight, not legsght, than the pure math degree. So that’s
troubling to me. . . . I've been . . .at meetingsraes when people have [even] been vocal about
putting down education course work.”

But on the other hand, one of the department cllaissribed an epiphany, “I had this
realization that, what profession is there, othantteaching at a community college, that
somebody who gets a degree, specifically, to tahehcommunity college is not allowed to be
hired full-time? That's ridiculous.” In the meant, much work was done in the CAC to allow
part-time faculty to continue teaching the DE Cesrby writing in “Demonstrated Competency”
definitions, and there was an addition made taMim@mum Instructor Qualifications to at least
allow those with Math Education Masters degrees)@hwith a Bachelor’s degree in
Mathematics and 18 credits of Master’s level maithrses to qualify for a full-time job
(PNWCC, 2015). While more open than before, it sffectively blocks expert teachers of pre-
college level math from obtaining a full-time jobless they further their education in pure,
traditional mathematics.

During this same period, two of the three full@f@E Math instructors retired, but when

the Campus One Math Department Chairs tried to fpofE job replacements as had been
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promised, they were not allowed to do so. They wegelired to post the positions with a
minimum qualification of a Masters Degree in Matlaics, and, as a result the earlier promise
to explicitly hire full-time faculty focused on tefaing DE Math was not kept. | was told by one
faculty member, “It's never going to happen.” Téeemains some feeling across the college in
the Math CAC that Math Education degrees are ‘flean,” though according to the faculty
department chair, that prejudice is more deeptyoielthe other campuses than at Campus One.
Because the majority of part-time faculty teaclsthpre-college classes, and many do not hold
the MA in Mathematics, a doubly-classed structayatem remains within the department. One
part-time faculty described the phenomenon:

| think it's getting better as time goes on. Betr#is been a few instances where

some of the full-time faculty think that the partie faculty aren't doing a good
job teaching the lower level classes. Which I'weagis found rather ironic,

because those are the classes that the full-timgl@§n] general don’t want to

teach, because they're harder to teach.

On another, but related, topic, there has beengéxistent desire on the part of several
math faculty to provide an alternative to the ttadially required DE Math courses—
alternatives that would be keyed to practical, estutal, and meaningful knowledge for students,
informed by best practices, and offered as anraltare to the previously required traditional
pathway for students placed into that level of sear(PNWCC, 2013b). This was accomplished
with much hard work on the part of DE Math faculipd with administrative support it was
offered beginning in Fall term of 2014. The hopesw#e students would find it more meaningful
and that its relevance would increase the numbfessazessful completions. One part-time
faculty commented on the change:

| think that the math department has done a gaod joespecially lately in really doing

constant improvement on their curriculum. And Elithat they now offer two math

pathways, which | think is very important and vgood. So | see a lot of this positive
change.
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4.7 ldentity

Wheatley suggests that an organization’s identigsgdeeper than formally crafted
statements, and she has worked intensely as altantdo try to articulate an organization’s true
focus (2006). In this study, | rely on the collegission statement as a proxy for understanding
organizational identity and to gauge whether irdinals are identifying with that mission. In the
case of PNWCC, the college mission currently stallSWCC supports student success by
delivering access to quality education while adwameconomic development and promoting
sustainability in a collaborative culture of divigysequity and inclusion” (PNWCC, 2016a).
Recently, the college president consolidated trssiom and other college goals into his personal
work plan to focus on “Opportunity and Equitabledint Success” (PNWCC, 2017). In
interviewing the participants, however, | purposapided handing them the formal statement
and tried to educe what they believed the colleggsion was, what truly motivated their efforts,
and how those two matched up.

4.7.1 Student succes¥Vhat motivatedveryparticipant, without prompting, was the
students and the participants’ role in helping therearn and attain their goals. Many of the
comments contained a subtext of helping to impgiudent’s economic and social standing.
These clearly matched the “student success” angfsity, equity, and inclusion” aspects of the
college mission. Many heartfelt comments were madd,these few excerpts from participant
interviews symbolize the wide agreement on the ionssf student success:

* And the reason | am teaching is because | wanglfp reople improve their

lives. And the one thing that really blocks moregle than anything is math.
And so | get great pleasure in being able to gepleeto appreciate, at least,
math as being something they can actually useeathing them how to use

it. That makes my day, every day. | love those gui@d them today, | love
you guys. And they're looking at me like, we loveuy
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» But I like providing a good experience for everyoneAnd college is so
important. . . .l get to serve. . .the communigtimore underserved. |
feel. . .the community college plays such an inikdedole in the community
by providing low cost education and job trainingndN'm so proud to be a
part of that.

* You get to see people .. . turn their lives around And | love helping
people achieve their goals in life. And it's fundee people that say they
couldn’t do mathematics and then say, “Voila, | after all!” It's so
rewarding.

* .. .the students, their goals. . .what they valu@ what they think is important
in their community. Their efforts to change thérek with education. That's
the motivation. And then the second one, which ith#te main one whenever
| see any kind of inequity. . .when we're not megetheir needs in a real way,
like welcoming them into this learning culturethere's a push there, a lot of
change has to happen.

» | think working with the students and seeing thewygpess through the term.
And now, I’'m having some students for a second ténad actually, next
term, I'll have them a third term which is lovejyst seeing those students
that continue on with me and how they're growinghbmathematically, with
their math notation and just gaining confidencéhemselves. . . . Sometimes,
when they get in and they'’re doing well, then tiidye like, “Oh, this is the
first time I've even done well in math.” And thewery rewarding.

* My students. Period.
In a few cases, there were further statements tiaimn that reached beyond students
to include the department or the full college:
* ... llove interacting with students. | love tkimg about what they want,
what they're trying to accomplish and doing whatdwean to help them. |
love interacting with my colleagues. They're jusitracredible group of
people that have the same kind of values that Add.we have an amazing
community both here in my department in PNWCC Casfpae and in the
CAC as a whole.

* The satisfaction of helping students and my facoigmbers, totally. | am
here to serve.

4.7.2 Diversity, equity, and inclusion: DE math stdents.To elaborate on this aspect

of the mission, students in the developmental gthutaourses tend to come with a wide variety
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of needs. While some may just needed a refreshuesepmany have failed throughout their El-
Hi education to grasp Mathematics, have—for vari@asons—been left behind, and/or have
experienced the emotional disadvantages attachfaditg repeatedly in this required subject.
These difficult experiences, coupled with othek fectors such as low-income status, first
generation student status, and possibly coming &ddiverse” background, all indicate that
these students might need a little extra suppoNJ&, 2012; Bailey et al., 2015; Bonham &
Boylan, 2012; O’Banion, 2013; Perin, 2002; RouegHeoueche, 1999).

Mathematics is a gateway to college, and withossa at a certain level, a student will
not be able to achieve a degree. While the ongriuntw question that focused on developmental
education students asked, “What motivates youaohtelevelopmental education math classes in
this department/college?” many faculty were mowedlaborate—sometimes at great length—
on the differences between teaching college-lexahmourses and developmental education
courses. There was a consensus that it took diffstells to work with this student population;
that it was challenging in ways that teaching @ekevel courses were not; and that it was
extremely rewarding. Here are a few illustrativamples, mostly from part-time faculty:

* |think when | started | thought my role and joliids would be to teach people

math. And | found that it's quite a bit more thhatt And it usually has a lot more

to do with the people and the people skills thanatttual math skills.

» Going into a Math 20 class, that’s like going iatdifferent planet. The student
population is just so different. And so the eduwratiequired to be an effective

teacher at that level is completely. . .it's nottipg a Master’s degree in Math.

That doesn’t prepare you at all. Right?

* . ..and they usually come in kind of terrifiedhink math has a way of making

people feel stupid at times. And they usually h&adé experience. . . . And | like

that they'll come in and work and ask questiond,raalize | don't have fangs,

and claws, and leave being math literate. .hinktin community college we

tend to get people who that didn't work for thstfitrme around. A lot of them
trying again.
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* .. .butllove the lower level. . . . | think ittaore challenging.

» | like the diversity of the students. They all seesry appreciative of anything
that you are helping them with. . . .They're heeeduse they want to be here.
They're so happy when they learn something thatieestruggled with for
sometimes fifty years. And, all of a sudden, theyig

* And so, a person that’s teaching that level cldes;'ve just got all kinds of
empathy requirements that a calculus student dolkeamé. They have all kinds of
digging deep into their own psyche to even conjyravhat it is that's blocking
this student from understanding something thamfowur perspective is just
obvious.

4.7.3 Falling short of the college missioWithout exception, the college’s mission of
student success and diversity, equity, and inatusias a driving force for these faculty. But the
comments above were balanced by others mentiohentatger context and difficulties inherent
in relying on part-time faculty who were not as kglpported as full-time faculty. This theme
emerged to a greater degree than | had expectfedused on in the questions. | will quote two
of these comments by full-time faculty at length:

* For us in the math department, Math 20, Math 60h\6& and 95, those are the
classes that are most taught by part-timers, astudents who don't succeed in
those classes don't get to go to college, basicadithose are literally gateway
classes to higher education. And. . .failure isessnf you look at it along racial
lines, along gender lines. And we need part-tinekfah-time faculty both—for
all those classes need real pedagogical and clargupport from the college that
we don't have right now. We need it at a systeneuadel, not like one
workshop for one instructor at a time who's engggmnprofessional development.
And | think that the part-time/full-time split tremakes it even harder. Because
it's like we don't even have a system to reachaatir part-timers now for them
to access professional development funds thataiéhble, right?. . . So, talking
about things on the larger level, it's really irsen. . . We only have a couple of
full-timers who are. . .really dedicated to develgmtal ed as their true interest.
And it should be half of our full-timers. But soneefhthat's not who we hire,
because somehow that's the way the system works.

* The students in these classes need our help aatedsimore than others, and
they are being underserved. It is so very sad. &wyrof my full-time colleagues
do not teach many (if any) of these courses—arsime cases that might be a
good thing. But the reality is that a vast majodfythese classes are being taught
by faculty members who have less resources avaitaldevote to teaching and
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to professional development. | want to try to helguce this imbalance. | feel
like | could rant forever on this topic but | wdtop there.

In two cases, the interviewees took the initiativéook at the formal college mission. In an
interesting counterpoint to the comments abovs,ftliowing salient statement questioned the
validity of the college’s mission statement complai@its actual practices regarding part-time
faculty:

| can’t say the system necessarily rewards itsiomss. . So one of the college’s
goals is equality. We have very much a two-clas$esy in the faculty. But it
seems like this college only exists because ofgelgroup of people who are
paid less, given lower priority on classes, les#lits, less job security. This
system would just not exist without these lowessla .or employee[s], working
hard to support it.
The dean also made a telling statement suggestagite reason part-time faculty worked under

the prevailing conditions was indeed their ideaéifion with the college mission:

The general mission of the community college [is$¢rve the community and to

help students be successful. . . . And | beliea¢ ttiose motivations align with
that, because if they didn't | don’t really thirketpart-timers would still be
around.

4.8 Information and Relationships

Wheatley’'s second “critical domain” focuses on miation. Because part-time faculty
are paid specifically for their time in the classmo (PNWCC and Union, 2015) and, typically,
are less connected than full-time faculty, they a&en miss key information that can help them
be effective. The interview questions were cons¢ito separately examine information and
Wheatley’s third “critical domain,” relationshipdowever, in the responses, the two topics were
inevitably intertwined right from the beginning@scapsulated by this statement: “I think the
real network of information here is just the people are working here.” This has made it
difficult to separate the two aspects, becauseijlabe demonstrated below, it can be said that

part-time faculty got the bulk of their informatidmrough other people. This department makes a
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concerted effort to both bring part-time facultyoithe information loops and, to a great degree,
it is being done through face-to-face relationshg@mmunication tools such as email and
Google Drive are used but only in a secondary role.

I have chosen to flip the order of the two aspet#gling with relationships first, and
then moving to the more formal communications md¢bllege and the department. But since the
two aspects are organically intertwined, therevesrlap as essentially this is a false dichotomy.

4.8.1 Relationships.

4.8.1.1Faculty department chairs. Everyone spoke warmly of the Faculty Department
Chairs, Krista and Nathan, as a source of infolwnadind, more broadly, support. They were
referred to as key by every single person interg@W hey themselves expressed goals of
integrating and supporting part-time faculty. Relyag this, the dean stated:

You do a lot more with part-timers as DepartmenaiCtnan you [do] as

Dean. ... When | applied for this position .nemf the things | was very clear

about was, | know the Department Chairs run theaiegent. | know exactly

what Department Chairs do. And | know how hard for them to do it. So, you

let them do their thing.

Unusually, Campus One has two department chairssphioup their time in the
department. As one comes in early and one stagsthare is a resource person available to part-
time faculty most of the time, and this was repélgteommented on as extremely helpful. For
example, one part-timer who teaches nights stated:

One thing that's pretty cool is the way we have department heads. And

Krista's got the early shift and Nathan's got #terlshift. So Nathan is there

when | am there. And | think that's fantastic, heseaotherwise | would be totally

on my own.

The chairs expressed that they have grown to utaaelshat they need to pro-actively

support the part-time faculty, include them as masis possible, and treat them with

appreciation and respect. Almost without fail, wheasked part-time faculty whom they went to
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when they ran into problems, the faculty departneiiairs were mentioned. Nathan and Krista
have set the tone for the department and it iglgleppreciated.

These two chairs have worked extremely hard tadlreilationships with the part-time
faculty in the department, to be a constant resguned to disburse information in a manageable
form. Krista stated the goals:

But also in the Department Chair role, | really d@wotten to know the part-time

faculty, not just recognize their name([s], but ipgtto work with them, being a

resource, helping them, encouraging them to béthsy are full-time. You know,

you can be involved. There’s no hierarchy here.Wsat you to be involved

as. . .you're full-time to the most that you can.

One faculty member described them as: “Nathan arstdare good communicators.
They get stuff out that the math faculty needsrtovk, our department full-time and part-time.
They keep their list really up to date.” Anothenéirmed, “But if you really want to know
something just ask Nathan and Krista. They knowyhieng about our department.” Another
affirmed, “Krista and Nathan’s doors are alwaysropeYet another stated,

I’'m totally trusting of my department chairs. Arteey/’re just remarkable. They're

very intelligent. They work very hard. And theyhaiable. They're very fair. If it

comes to a situation between student and instruatavhatever it is, they will

listen to both parties, period. No taking sides tsbaver. And they'll say, “These

are some options.” That’s so nice. If we all haak skill and that patience, the

world would be better.

One full-time faculty, though, added a cautionamyen

I know that Nathan and Krista are totally suppertof all of us when it comes to

those issues. But again, | think it's one of thibgegs where depending on the

person's personality how vulnerable they feel engtuation.
Krista herself described her efforts to support-fiare faculty:

Some people will ask you more often than othergr&ls some that | never hear

from, which I'm hoping that that means they're hawing any issues. Or maybe

they just are in and out of here too fast. But Uldosay, probably even more than

in the past, they seem to feel comfortable jusbime in and ask one of us. “Hey,
| just need to tell you something that happenendaoday in my classroom. Or,
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do you know how | can handle this?” So we get afdhat. . . And | think that
used to be the case [fear of asking], and isfetilinaybe some people. But in
general, | would say, from when | was doing DepantChair [earlier] | didn’t
have as many people coming up and asking me quasstio. But now, almost
every day we see part-time instructors with is@fesstudent in class or
wondering how to do something or where to find stbrng). Or, do we have some
resources? So there’s a lot more of that, | tigimkg on in the past few years.

Finally, the dean stated,

So a lot of the interaction with part-timers happahthe Department Chair level.

And so, for me, | check in with the Department Ciasee what’s going on, see

what they need from me. And then, unfortunatelyally the only time | really

get to interact with part-timers is when somethgwgrong and there’s a student

complaint.

4.8.1.2Colleagues. One of the full-time faculty asserted, “We haveoad)informal
network of support.” Many part-time faculty spokguwst asking their colleagues when they had
guestions, as illustrated in many the above quotatiSome have a relationship with a particular
colleague or friend, or they have become acquamitdfolks in the department and there is a
kind of organic information-sharing. Here is orlastrative comment:

And so | feel like most of the things that | haearhed have been get an email,

and then | just ask around. . . . For examplefiteeweek you get the registration

email. And how to do late adds, and all that kihdtaff. And how to do no

shows. And so then you kind of ask questions around
Another stated, “I mean, the co-workers who sitrmea are the people | happen to know. | talk
to them.” Nathan described the department aofldamaraderie:

| think | would be surprised if there are many mttran maybe two or three part-

timers who don’t know at least two or three fulhérs on a first name basis. If

you walk through our office you are equally likedyfind two part-timers talking

to each other, two full-timers talking to each athea part-time and a full-time

person talking to one another. So | think thatestyrindicative of good

community.

And several full-time faculty mentioned deliberatérts to reach out and be a resource and

support for part-time faculty. One described héred as:
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If they have any questions or anything, | try tdphteem out, as much as | can,

because | know not all of them get support that tieed. So some of them, we

just talk in passing. Or there’s a row of cubidlest | walk by all the time. And |

talk to the people that are there. Some of thenmgr&iends. And they never

want [a] full-time [position]. I've known them frorhere and other places. And

one of them. . .needed a place to store his Sofhe’s got a corner in my cubicle.

He writes me little notes. . .and leaves them ordesk. So you know, | basically

just try and make them welcome.

Another stated:

Mostly just trying to work side by side with thosto teach the same courses that

I do, is more of where | make the connections. Aalivays try to include them

in whatever I'm doing. Oh, I'm doing this free aaty. Do you want to see it? . . .

One of the instructors was teaching part-time araldo teaching the Math Ed. So

| just shared ...everything. They’ll want the assigmtlists. They’'ll want

activities, exams, all that stuff. So | share staff. A lot of times, they’ll come

up to me and ask me if | have a good idea for tegdhis concept. So it's a

pretty open community for that, I think.

However, one full-time faculty member observed thittime faculty constantly ask for
help and shared their strategies for dealing wiificdlt situations in the classroom. But he
stated, “l don't see that from part-timers. Anohight be part of that they need to project this
confident ‘I'm doing this job right, I'll be baclert quarter, no problem’ image. Or they may
have that impression.”

4.8.1.3Mentoring. The faculty contract has long stated that “New Rgeuembers will
be assigned a Faculty mentor during their first ywars of teaching” (PNWCC and Union,
2015a, p. 11), yet throughout the college, becatifee great disparity in numbers between full-
time faculty and part-time faculty and lack of encfement, it is, at best, practiced haphazardly. A
number of the part-time faculty who started eadieon other campuses described their feelings
of being lost. One said, “I sort of felt like | waert of floating and didn’t really know what | was

doing for a while.” Another, who clearly had noelpeassigned a mentor, stated,

And | think that having some sort of a mentor fayie even the first few terms
of teaching would be very helpful. You know, so yget a little more of that
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detail on things. Or maybe, if you try to teaclopit and it doesn't go so well and

you're not sure how else to teach it, someone wlickpew you could contact

without having the feeling you're bothering them.

Currently in the Campus One Mathematics Departrtreme is a concerted effort to
connect new part-time faculty with a mentor. Natdascribed the practice as:

Now there we actually are stronger than the othampuises. . . . We pair them up

with a mentor. The mentor visits their class earlthe term. They go over the

syllabus. They go over not just the first test, bosv the first test has been graded.
Krista mentioned that when hiring new part-timeulag

One thing we really look for is them being willibg get on with a mentor. That's

something that we started not too many years agostead of tossing them a

book and saying, “good luck,”. . .is connectingnthwith people that are teaching

the same thing.
Usually the mentors are full-time faculty teachthg same courses, but, in some cases, though
they are not paid for it, well-established parteifaculty have been called upon to help mentor.

In his interview, Brandon, a full-time faculty meerpdescribed his experience
mentoring as,

We have a new part time faculty this term who feraner student of mine. And

I've written him recommendations for just so maiffedent things. And I've kind

of made up my mind to try to take him under my wirigou will, and just sort of

support him in all of the ways that people suppgbrtee, and ways that | wish

people had supported me.
A part-time faculty described the mentoring relasbip as: “I can’t imagine having gone
through this without kind of having [the mentortH feel comfortable enough with to just kind
of bluntly ask questions and to not have to. .klgood in front of.”

4.8.1.4L evel Teams. Almost every person interviewed mentioned the “ll&wams” at

least in passing and, in many cases, with greausigsm. These were the brainchild of Brandon,

who had taken the idea from PNWCC Two where hewatted earlier as part-time faculty.
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Each of the levels of math, from the lowest lewdhte highest, has designated meetings. He
described it as:

The idea is to just sort of provide support forryeae teaching a class, full-time

and part-time. . .on any given level. Like Math Math 60—each group should

have a Level Team. The idea is to meet at leasetaviquarter or so, to just get

together, talk about how the class is going, sitsas about teaching and

pedagogy. And if there's questions. . .just brirept to the meeting and we'll talk

them out with more than a few people there.

One person volunteers to organize the level teaually this is a full-time instructor,
since they have contractual obligations to be meglin committee work (PNWCC and Union,
2015), but, occasionally, a part-time instructor—evid paid at a “Special Projects Rate” of
about $30.00 an hour (PNWCC and Union, 2015)—akkton the responsibility. They try to
find a meeting time that will fit the schedulesatifthose teaching a specific course—no small
feat in itself. Brandon estimates that less thdhdfahose who teach any given class participate,
and, of those who do, some only attend two of foaetings per term.

These “Level Teams” have been made feasible becdulse (one-time) funding agreed
to in collective bargaining to support part-timeuéy professional development and
participation on college committees, something bzt not traditionally been included in their
normal contracts. Krista explained,

But we have started paying part-time for the L&eAms that we created. . . .

That’s where they actually put in some work andpgetl with those new funds,

which has been wonderful. | mean, | see peopleintgét that little room over

there all the time. And it's mostly part-time wihfew full-time which is

fantastic. . . . It's just super.

Another commented:

Well, last year it was extra hard, because. . .they't get paid to go. This year

with the new pot of money. . .approved for the vebidp rate. So they get $12.50

an hour to show up. And so this year our firstfstadeting there were two full-

timers, the leader, myself, and then two part-tsneino were there to talk and
think about the class, and ask questions. It weadtyrwell. | think they earned
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their $12.50. Easily. Because | learned stuff fttwem about the course and had

some things to think about. [Interviewer: So, tieyfree to share, it sounds

like.] Yeah, that's the whole idea. The facilitaboings. . .a list of a couple of

guestions about how the course is going to kindstfget us going, get ideas out

into the air. And, of course, if anybody else ha®ad question, talk about those

too.

To clarify, this funding was paid at a “stipendefabf $50.00 per four hours, which
college administrators have determined as appitepaad then this $50.00 has been parsed out
to $12.50 per hour for participation. While a numbkpeople commented on the ridiculously
low pay (doesn't even cover babysitting, one pesmnmented), a number also acknowledged
that the pay, even while inadequate, still mad@at@ment that participation by the part-time
faculty was valued. A number of part-time faculipeessed gratitude for being includéthe
described the experience:

I learned so many things from those little team tngs of ours. . . . So it kind of

brings some things to your attention you hadn’ugjiit about before. . .how

people score papers and how they give quizzesyaed they give quizzes. . . .

Like recently, | decided to just give homework qég instead of collecting all

their homework. And as a result, | get people asknore questions in

class. . .because they know they're going to bezguai. And then | found out this

one instructor gives her quizzes at the end o€thes period. And | thought,

perfect. | like that idea. I'm going to start gigiquizzes at the end. Because that

will give. . .the last fifteen minutes to do theizju . . You get some ideas you

hadn’t really thought about from talking over ireffe team meetings. And |

change things.

Brandon described the phenomenon: “So the levaisdeve been amazing for that. | get to
meet with them on a semi-regular basis. And I'mvaazed that | learned more from them than
they learned from me. But we share ideas, and raktend things of that nature.”

These were only a few of the positive commentgpfiears that these meetings include
part-time faculty in a way that they have not bagmncally included before, that they are feeling
valued, and that they are improving their teaclabtpne same time.

4.7.2 Information: Formal Communications.
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4.7.2.1Recruitment, hiring, interviews, and course scheduling. The PNWCC
Employment website requires all applicants for {iane jobs to upload their resume into a part-
time faculty applicant pool, and departments achn&ally expected to hire from that site. It's
formal and rather impersonal, and the departmentduand it

mismanaged. . . . In the part-time pool they haes fip there for people who

were hired full-time ten years ago. Their file il sitting there. . .because it

never goes away. . . . Or Krista used to coldatiple. And they'd say, “Oh, |

moved to Colorado three years ago. . . .” Thatsansource for us at all.

In response to this broken system, departmentshegr forced to rely on connections
with other campuses that may have part-time fadatiking for further classes, or they pull
from tutors in the tutoring enters, they give extrgight to people who take initiative to contact
them, or they rely on personal recommendationsnBee all must technically use the faculty
pool, so they find ways to manage:

We get contacted by someone and tell them to dpplne pool because we have

to hire out of the pool. But sometimes somebodygigot the initiative to contact

us to want to come and meet with us, instead otluswing an app in there,

we’re finding that a lot of times those are prefideacandidates for becoming

part-time.

From the standpoint of aspiring part-time facullhe process is opaque. In the words of
one department member, “I think it's by word of rttatiIn the comment of another, “So it's
this weird thing where. . .there has to be somd kinpersonal contact to get a job here. My
application was in the pile here for years befogetl called’—and that call was the result of a
personal contact. Another described her experience:

| had a friend who was a math teacher here. askéd her who the chairperson

of the department was. And | called her up andcsiecould come in and talk

to her and bring her my resume. | had put an agibio in online into the part

time instructor pool, and | hadn't heard anythi#ugd | was curious if it was me

or, they didn't have a need or. . .1 didn't reklipw how it worked. . . . And |

came in and talked to her. And she had explainedetdhat they schedule classes
quite a bit ahead of time. And, you know, “Nicemeet you and I'll keep you in
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mind for future classes. . . .” And school, | beéehad started that week, or was
starting the following week. . . . And they hadeadher not show up. . .and so
they called me up in a panic and said, “Can yodhtéhis class?” And | said,
“Sure, why not?” So. . .l did not have a formaknview.

One chair described a flurry of last-minute hiringa moment of crisis and commented
that, in retrospect, that didn’t work so well. Asesult,

So we’re being more careful, even when we’re degperow to do more. We

have them come in and chat with them. We look célyeét their letter and their
resume. . .but talking more about not just expeseBecause sometimes the ones
that technically on paper look just great, dond @ doing the best job in the
classroom. So one thing we really look for is thesmg willing to get on with a
mentor.

As for the hiring process,

Of course, we interview them. But we don't...LikeCampus Three, they make
them do teaching demos. We don’t do that. [Inteveie So basically, it's just a
chit chat with you? And you look at their qualifimas?] That’s basically it.
We’re not too very rigorous.

The above comment is seconded yet qualified byhamot

And yet, you want to protect the students from hga bad experience. . .. So
we have been pretty fortunate in the last coupdesyeand careful, as we’re hiring
and have some gems. We wouldn’t want to lose th#enwould love for them to
get full-time. . . . We've started realizing tha¢ want to think of every part-time
person as a potential full-timer, not for somedra’s just filling a gap. It might
never happen. But that’'s what you want to be timigkthat you might be training
a person that’'s going to be full-time. So even gtothe hiring process isn’'t as
stringent as. . .all the things you go throughfidirtime, we want to try to get
that kind of quality in every part-timer that wenc&o that's hard. It's hard.

One full-time faculty commented,
But | think part of it is the human nature of iménot having a clue in that stack
of. . .if there's fifty or a hundred applicatiogsu have no idea. . . . Does
whoever's doing the hiring that quarter [and] néedsre within a month have
time to read those hundred applications right ngaire?”

On a related subject, one part-time faculty wondéwew classes were scheduled, for, to

her at least, the decision-making process wasaosparent:
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I don't know how part-time faculty members are pthinto classes. Is it a
seniority thing? Is it a who's best for what'silde? So, ifit's the seniority
thing that's really, I'm very worried. Becauselymusly, don't have a lot of
terms under my belt. So, I'm trying to be optinaisti

4.8.2.20rientation. At this time there is nothing standardized from ¢b#ege except for
one checklist of links to policies all new employege to read (apparently, to cover the college
on legal and compliance issues). Beyond that/|éfigo the faculty department chairs and the
administrative aides to help situate new facultgc&use a number of the part-time faculty
interviewed for this research had been hired numbgyears ago, and some had begun at other
campuses, their stories of getting oriented casuipemed up in one comment, “When | started |

was handed a book and a couple of example sydabi[l was told], ‘This is when your class

meets. Have fun.
But it's clear that there is more effort now to oald new part-time faculty. One of the
department chairs described the current process:

We have a checklist. . . . The first thing we dealee them on a little tour, show
them where the coffee machine is, show them wheskwhere they'll sit. They
have a choice of a Mac or a PC to use. Introdutieetm to as many people that
are around, so that they can just like start fedilke a part of being here. But
also Molly [administrative aide] is like the numhbmre, because she gets their ID
going. She gets their background check. She gets #il kinds of information
that they need. And then we have a document teaspagg [on which] one of
our full-timers collaborated: “Here’s all kinds stuff you might need to

know. . ..” We kind of have a checklist that weedpwn to try to make sure that
we don’t forget anything. . . . And we give themmgde syllabi and give them
emails of people who are teaching the same coWfsdry to hook them up
immediately with a mentor. So we try to make thex tonnected right away,
because they can feel really disconnected eventhég're hired. So just trying
to make sure that, every time we see someone,tveglute them.

In spite of those efforts, there were a numbetaies of part-time faculty finding out
basic things several years after beginning theQuie relatively recent hire described her

experience:
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| was given the HR packet of things to read onlarej various things like that.
Like the mission statement, and the vision staténaen the equity statement and
all of those kinds of things. . .big checklist. Ahldad to submit and sign off that |
had done all those things. . . . But | had to seeleverything else. .. . | had to
know that | had to look at Course Outcomes (COf.dBut luckily | know

several people who are resources in the math fadaftartment. That’s the only
way that | know that you figure things out. . t's befinitely not specific to math.
It's just specific to being a part-time instructdhen you get hired HR doesn't do
a great job of explaining your benefits. . . . Asalthere's a big gap of lack of
knowledge. | don't know if it's because | got hieedl started in the summer, so |
wasn't a traditional faculty hire maybe. . . . Bere were a lot of things that took
me a long time to figure out.

Another part-time faculty stated:

Asked questions, poked around, looked online ] [ifald a need that | couldn't

figure out I'd would go ask around. . .various peofo, for example, | was here

for maybe two years before | found out that yould@et a part-time faculty

[parking] permit with pretax money by filling outfarm at student registration.

And the only reason | figured that out was becdssav the form sitting out there,

and | picked one up when | was waiting. . . and 8@&/hat is this?” And they

explained it to me.
Another part-time faculty member who had expressdidfaction with his orientation offered
one other suggestion:

Did it help me? As a new teacher, | could havelusere [of] what does

teaching really mean? How do you do handling aéstoom disturbance-

oriented people, that kind of thing, that you gethe world of education. . . . We

certainly could use a look-see into that area.

4.8.2.3Email and Google drive. Nearly everyone mentioned email. A number spoke
ruefully of the incredible number of emails comatghem: “Three hundred emails a day. It's
overwhelming. . . | think that email is the go-tetimod of the school.” Another stated, “Gee,
everybody and their mother’s left elbow puts meswary letter. . .every note.” One part-timer

expressed it this way: “I'm not sure what issues &ven made aware of. Most of that is above

my pay grade. Whether it be things at the Boardl|ex President of the College issues or
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whatever, that doesn’t impact me and my studentisdrclassroom.” There was a certain
acceptance of the general problem:

| think that PNWCC, as a whole, just has a commatioa issue. When you're dealing

with a monster that’s this big, how do you make=dhat you're reaching the outskirts

when you have multiple campuses? You have tonamitpners. . .

The Faculty Department Chairs have become “proagt{their word), about trying to
sort out and send out key items to part-time fgcdlhose who can’t manage to look at all the
emails coming across their desks seem to pay mitetat the ones from the Faculty Department
Chairs, who try to cull out the most important lmfsnformation. As one of the department
chairs described i,

They're on the same list serves as us. And so geeesomething that is particularly

targeted in a way that we think that there woulbezibe a lot of interest in it or a lot of

value in it, we do echo the message. We send again.
A part-time faculty member stated, “Oh, they daeag job. | think of them as the hourglass. All
this stuff and they protect us. It all comes dowmhis neck. And they have to filter that.”

Even with the efforts, there was evidence that sparetime faculty had been
overlooked with regards to this basic source: “fedten onto the email lists. | didn't even know
to ask for that. Sometime in the Spring term inrthiddle | was added to math department lists
and stuff like that. . .it was after | was teaching

In addition to the orientation mentioned above prahctive emailing, the department
chairs have set up a Google Drive with many ressusgpecifically for the Math Department.
Nathan described it as:

We have a site on the Google drive that has...tosgltbi, tons of class activities. And

then all of the procedural stuff is all in a cehlogation. Krista has a two-page general

information Title IX resources, ADA all that thaevall use. And so we don’t have to

create that stuff ourselves. And then we also hawgplates, specific to each class. So
they can just go and put their name and their efficurs, what their schedule is going to
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be. If they’re new, most of them just end up jushg somebody else’s schedule the first
time they teach it. . . . So I'm saying they takeantage of the stuff. It's all shared stuff.

Part-time faculty mentioned finding the collectioiresources extremely helpful, and
some were proud to have contributed to the codlastwith their own assignments. Another,
though, found it overwhelming: “There’s a sharedelion Google. It's not really organized well
enough for me to get a lot of value out of it.”

4.8.2.4Resources for Students. Commenting on part-time faculty knowledge of
resources for students, the dean said,

| think that if we can help to integrate them,ihththat there’s nothing but

benefit to be had. So the students’ biggest intermads in the classroom. So if the

person who is in the classroom knows about theurees and [is] able to provide

those resources to the student, then that's major.

Part-time faculty seemed to find out about resaissailable for students in a variety of
ways. One described it as:

You walk around campus. You see the signs. Peajtlapflyers. They have the

sandwich boards. . .and so you see these thingsydu kind of get an idea that

they exist. Sometimes you get emails about themSo you kind of just run into

it here and there. But there is a list I've searendly of a ton of student resources

available. And | try to tell my students at the in@gng of the term that really,

whatever they’re having trouble with, there is soerce here for them, because

there really is. It's great in that way.

Two part-time faculty had worked in areas with splesupports for students. One described it,
“A lot of our students need different resourceditierent times. And because you work so
closely with that student resource specialist I likke | have a little bit more knowledge that
those exist.” Others found out on their own:

I've also tried to figure out resources availablstudents because I've had some

students who needed things and | did not know wdsdurces were available. A

lot of that came from just poking around and askjogstions, or having students
that needed help with something, and then goin@odtactually asking.



98

Sometimes it was also accidental. “I ran into somewho said, ‘I work in student advising and
we have counseling for students who are havinghaeytal health issues.’ | had no idea before

that.” Another said,

Well, they sent us out a copy of what needs tanlmur syllabus every year. And
it's got a list of all those places. Which, thipmebably something | don't do
really well. | kind of know they exist because Ihead through that. | don't know
a lot about them. If | have a student who's stringghat seems to need
something Il do some research into those plazsg¢ if one of them will fit.

Two part-time faculty mentioned that they found abbut resources from students. One said:

And I've also had students come to me and say, I'@Bant to this place and they

had way better tutoring than that place.” Or, ‘@iuywant to print stuff, you can

print stuff free at the Women's Resource Area (WR/AU can print ten pages a

day free, and it's not on your account, so. .'Ve[learned] from my students. |

mean, really, why not?”

And the other suggested: “Just listening to theasss stories that students have and listening to
their failure stories. Don’t go here. Do this.”

Others mentioned referring students to counselovging representatives from the
Women'’s Resource Area into the classroom, askifigagues, and asking Molly, the
administrative aide: “She’s wonderful. She’s gr&ite’s been here a long time. She knows a lot
of people. And I've asked her about counselingassand she’s sent me to different people. So
that’s been very helpful.” Another stated:

I’'m a big advocate of the Women’s Resource Ardeel that it's misnamed

because it should be “Peoples’ Resources Area’usecihhas guys, girls and all

of us. ... And I've had to do this many timesefil I'm happy to walk over there.

I’m going over to the resource center. And I'm gpto talk to them about

something else here. You want to go and just seenhis?” Get them in

there. . .just to touch the door is the first stépvercoming the fear of, | can't, |
won't, | don’t. And that's not too bad.
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One faculty member suggested more training migltddeful: “I've received no input as
to how to deal with conflicts with students. It would be helpful.” But this same faculty
member recounted stories of walking students avéaske advantage of various resources:

| had another student who showed up to class @xam day, coming apart at the

seams. He had just found out that his best friemh back home committed

suicide the night before. And so | walked him oteecounseling and kind of
handed him off over there.

4.8.2 .5Assessment. Systematic assessment of instructors is considetbdst practice,”
and this department does a first-term and themg@erassessments for part-time faculty,
generally performed by the department chairs. thtamh, students submit online course
evaluations each term. One part-time instructorroemted,

I've been assessed, because one of the departnaénstomes and watches me

teach every once in a while and gives me feedbfud#t.then your students fill

out the assessments at the end of the term. Arse thi@ pretty helpful. You

know, you can do this better. And we liked how gt this. And one student

really likes how you did it, and one student redalites how you did that same

thing.

However, the comments in total showed that eveh goibd intent, there was still room
for improvement. For instance, one instructor not@dd | know it should be done, but |
thought before the end of your second term of teach . . | contacted the department and was
told that | am on the list of people that theytarassess this fall.” Another who had been
assessed twice in about five years commented,t“a@ouple of hints on things, but | wouldn't
say it was comprehensive. They were both goodpnbuterribly thorough.” A long-time part-
time instructor noted,

| think when people come in and observe your diassjust saying a few words

about how you're doing helps. . . . I've been obedrby Krista. And I've been

observed by Chris. And | can’t remember if thesrigbody else. But they've

always been very positive. And that makes me feetigUsually, | go too fast is

one of the things that. . . . “Stop, Sally. Andvait and see if students can
formulate questions to ask you. . . . It's beemphgl And | love the positive
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feedbacks, you know. | had to submit a test tiaid just recently given,

complete with the answers, just to see that I'mragkhe right questions and

everything like that.

Another expressed the need for feedback and guedatitere was something that
needed correcting: “And if the full-timers reallp ttave some legitimate concerns about students
not being taught certain things that they neecettabnght, then somehow or another that needs to
get politely communicated.”

On the other hand, one of the chairs commented:

I don’t know if it’s just me or if it's the norm, W three out of four times | had an

evaluation meeting with the part-time faculty anmddke any sort of suggestion

about things that might change, they just sit tlaew@ argue with me.

One of the part-time faculty essentially confirntkdt and questioned the process:

He came in the classroom for about the first, ktiour of class. . . . He had me

send him some of my exams and stuff. We talked tthad later. And I'm not

sure it was that helpful. | mean, a class is mioaa &an hour. It's ten weeks. . . .

And so, if you're an instructor who really thinksaat the class, there’s a

progression. You know, tying things together, egdicthe things that are more

difficult. It's really not about what you do oneesyific day.
But this same instructor then added:

There’s almost like this huge fear of critique dueation, like everyone is so

worried about being told they're doing somethingmg. And that's sort of

wrong thinking. We’re sort of all in this togeth&/e should we helping each

other to get better at this.

4.8.2.6Professional Development. One full-time faculty member stated, “That is slim
and narrow, | think, the professional developmemt.trying to think of one part-time person
that’'s ever gone anywhere.” Another stated, “I t#mhk of a single part-time person who'’s
ever done anything.” And most of the part-time fachad little to say about it, when asked.

One mentioned taking advantage of training to heedlistance learning system; another spoke of

the Campus One Part-time Faculty Inservice offereck a year:
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| generally do that every year. It was the firstjgle of years. . . . But they pay me.

And | get free food. And you know, | get a chanzé¢alk to people, which is

actually great. | took a calligraphy class lastrtérecause | didn't realize we had

that in the Art Department. And it turned out tofaetastic. But | only know

about it because the instructor for it, who was deful, was in that same

workshop.

Professional development opportunities at PNWCC [@en®ne are offered through the
Teaching Learning Resource Center (TLRC) and alllfg are invited to participate. During the
current fiscal period there is one-time stipendifag for part-time faculty participation—an
incentive for attendance at various events—butifearviewees mentioned this campus-level
professional development and only one talked apaticipating in college-wide trainings or
events. In general, interviewees explained thatthere two main obstacles: scheduling and
(even with the small stipends) lack of financiahteneration.

Several comments concerning professional developfoepart-timers came from full-
time faculty who were more aware of the needsudestts on a department- and college-wide
scale. One put it urgently (also quoted above):

And we need part-time and full-time faculty both—+&tl those [DE] classes need

real pedagogical and curricular support from thiéege that we don't have right

now. We need it at a system-wide level, not like arorkshop for one instructor

at a time who's engaging in professional develognferd | think that the part-

time/full-time split there makes it even hardercBese it's like we don't even

have a system to reach out to our part-timers rapvthem to access professional

development funds that are available, right?So,.talking about things on the

larger level, it's really intense.

This year, as a result of the division leaderspiplang for a specific grant, the
department offered not only to full-time facultyttall part-time faculty an opportunity to attend
the State Mathematical Association of Two Year €gals Conference (SMATYC). None of the

part-time faculty | interviewed mentioned it, théugpllege-wide, 35 part-time math faculty had

indicated interest in attending. Some full-timeullg commented that it seemed wasteful and
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one called it a “bizarre” choice— it was a confereat the beach, and she thought that being
reliably paid for working together on curriculumdatreaching strategies would have been a
better way to spend the money. Yet the she did datd, “But it's inexpensive. It's in [the state].
And it's a good opportunity, because they don’talisuget to go to conferences at all.”
4.8.2.7Shared governance. When | asked part-time faculty whether they wermived
in “shared governance,” most seemed to be unfamiith the terminology. | then explained it
as participating in the college on such thinghasMath CAC, curriculum committees, or the
Academic Advisory Council (AAC). Put that way, éemed that the chief way part-time faculty
were involved was in math committees, particul#iiyse that worked on curriculum. One full-
time faculty member suggested part-time facultyenrvolved in shared governance “Just
through the CAC, | would say. Although, if theywma the curriculum committee they can
influence curriculum.”

Part-time faculty are invited to all the Math Depa@ent committees, but they are only
required by contract to attend one non-specifieattwur committee meeting per term (PNWCC
and Union, 2015, 5.42). Some of the CAC meetingside a stipend for attendance, and
recently there have also been some stipends tiwipate in other meetings as well. As Nathan
stated it,

| would say fifty percent of our part-time faculsyactively involved in CAC—

participation in CAC both on the general level, &lsb on the committee level

and even on some of the hard committees, likeghming assessment

committees. So we are trying to get them paid ¥@rgminute of work that

they're doing this year, while we have this oppnity
Krista added:

And they are, a lot of times, on book and Coursee@ues (CO) committees.

That’s very common. . . The book selection andctinerse outcomes and

updates. . .so that’s pretty common that we’llggdple joining those, part-time.
That's probably one of their biggest places theyduicipate.
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One full-time faculty member described effortsriolude part-time faculty much more fully:

I do know that our CAC has really tried, over thstlseveral years, to include

part-time more. So | know they’re getting invitedyvwnore than they were when

| started. . . . And also to invite them to paptatie on CO committees so that they

can have their input. . . . So there’s a lot mamd done than there used to be,

especially at the pre-college [level].

There are a number of other meetings as well: Cargme Math Department meetings
and curricular meetings. Some of the meetings drenpart-time faculty a stipend to participate
($50.00 for up to a 4-hour meeting). One part-tfawailty stated, “So | got invited to this term's,
last week in fact it was, the Campus One Math Diepamt meeting. So, | chose to go to that. It's
not required.” A full-time faculty member observed

I think there's more that would be involved if taevas more awareness of

exactly what's available and. . .that you can be foa that stuff. | think not

everybody's really aware of that. . . . It's juntttsystem of mystery of how you

get paid for any work outside your class, | thiiska barrier to more part-time

participation in shared governance.

And one part-time faculty described his contribnsi@s

| go to most the CAC meetings. | vote in them. Myerhas never swung

something. Usually the votes are, you know, fifiyefpeople for and two people

abstain or something. There’s really never beeresoimg that was even remotely

close. That's about the extent of it though.

Most part-time faculty seemed to recognize th&ratance can help them integrate into
the department and loop them in to more informatiarriers to attendance had to do with
scheduling, the difficulty of driving in to the caoms just for one meeting, the poor (or
nonexistent pay), and other obligations, such akiwg another full-time job. But most seemed
generally positive about the efforts to includenthend typically felt it was worthwhile to attend:

| go to the CAC meetings, which is not requiredgart-timer. But | like to

know what’s going on. So | usually attend thosenvhean. . . . | feel like those
are a pretty good way of getting information of Wh@oing on in the department.
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4.9 General Integration

4.9.1 Contributions.When asked about part-time faculty contributioms @ull-time

faculty commented:

Well, in the classroom [their skills are] cleariyliaed. And from our
inexperienced young Master's holders to our retiig school teachers who
have tons of ability and experience, they're athi classroom. And they all work
really hard. Students reap that benefit. . . . Atldnk that's really where most of
us get our recognition that matters, that's meduirigr faculty, especially part-
time faculty, because they're not at inservice yfaenot at all these events where
an administrator stops by to thank us for beingethe

Indeed, when part-time faculty were asked about doatributions to the college, they

all spoke of their efforts in the classroom. Onsadlibed it this way: “I think I'm pretty good at

conveying information and helping students leaAnbther stated, “By allowing me to teach.

By getting me in front of a classroom.” One stated,

I love to teach. Well, | again go back to the dlasm. . . . And really
supporting—I mean the students are good. . .oftexy;re working hard. If | can
connect with a student it can make all the diffeeem the world.

Another elaborated more fully:

class:

In the classroom, | think | have a skill with wordishink | have a certain ability
with people, especially with students. . . . Scspeally, | like to keep things
positive. | like to be supportive and try to bristydents up and show them that
they can do things. | mean, even in any class, watriting, they’re doing more
things right than wrong. The things they’re doingmng might be eighty percent
of their grade, which would be a problem. But l¢dke time to say, “Yes, you
did this right. You did this right. You did thiggtit. Oh, here, you missed the
minus sign.” And then it’s three things right, ditde mistake, | think that sends
a better message. | wouldn’t say [my skills ardjagd a lot outside of that.

Still focused on the students and the classroowerabmentioned preparation outside of

I’'m pretty self-motivated. So most of the work |,dutside the classroom to
make my classes better. . . . | feel like | dotaofowvork for my classes. | don't
phone it in. I don’t just print lecture notes frahe textbook publisher’s website
and go deliver those by rote in class.
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Another also added sharing her preparation work watlhers:

I love, actually, preparing notes for my classa& Wwritten workbooks for all of
my classes. . . . So | like writing up my own exdasgor them to think about.

And | share them. . . . I've done it with a coupfehem. Take the flash drive,
copy, print it, whatever you want. You can alter iso you can do what you want
with it. Sure.

Those who had been able to participate on the LBaains spoke of sharing teaching
expertise. “I like the idea of us having these t@aeetings, to support one another. This is just
something that started last year.” Another felt thex contributions were valued in the group:

This term when these level team meetings, so mgah&Math 60 group of

faculty, and the Math 20 group, | feel like | haxagiety of ideas to share because

of all those prior years of teaching these classashigh school setting. And in

the high school setting you not only focus on thetent, but you focus a lot on

teaching strategies. So, | have the teaching parhdand | have the content part

down too. And so | think that there's a lot of idéfaat we share.

Brandon echoed this in this above-quoted staterfémtconvinced that | learned more from
them than they learned from me.”

Full-time faculty added more insight on part-tinaedlty participation as well, with one
affirming, “We have a lot of part-timers who reatlp get actively involved.” For instance, one
noted that a couple of part-timers took notes a€CCGreetings. When asked whether they were
compensated for that service, she said, “They @etp attend the meeting. So, they kind of get
paid for it.” Another mentioned that one part-tifaeulty had been serving on the Assessment
Committee (AC). Another mentioned the great pgration and learning taking place in the
Level Teams and noted that one of them is beindyua part-time faculty member: “She's been
here for a long time. So we take advantage of #ad. | think that might even help sometimes

with the level teams if it's being run by anothartgimer; they might feel more comfortable to

participate.”
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One full-time faculty member had written a grand g@art-time faculty were invited to
participate:

| got lucky last year, | got a grant that I've bedate to help with some part-time
participation. It's a state grant to support Opedational Resources (OER)
pilot. . . . But everybody who adopts it, or triesut and pilots it during the year
gets, until we run out of money, gets five hundoadks for all their prep. That's
good money. And so we've had really good particpedind pretty good. . .1

think it's like more than half part-timers. . . ndtheir input's really valuable to us
as we try to figure out how to switch to less exgnem materials for our students.

And still, these positive reports are not univerdapending on the situation. One of the
part-time faculty who has a full-time job outsidke tcollege stated,

| can't say I've really ever had any interactiothwi the organization about how |
do things, or how | could do them better, or magbmething that | do better than
someone else. Especially with part time peoplentdhink there's any real
sharing of materials, or classroom skills, or ingjtother people's classrooms to
see how they run them and how they work. So, | diotisay that there's been a
lot of that sort of utilization of my skills or a#in people's skills.

Another stated:

But | think it's really cool to have people fronetbutside with outside
experiences come in and teaching. | know a coupd¢her engineers that are
part-time faculty here. And I think that's reallyat. And | think it'd be cooler if
some of the engineering people could integrate mwitfethe math people and
kind of cross. . . . Like those of us who are eagis and using math in an
engineering kind of context, versus those who anregumath in a purely
mathematics context, have a little more of that.

Another expressed a wish that his other skills mioghutilized:

| certainly would like to be part of a change taals with measures of aspects,
so that we can measure change and decide whettisrudlseful or not. It would
also give us a kind of a future—are we going inright direction? And what
else is happening? Should we be looking at tind kif education? Should we be
doing as much computer? Are we teaching peoplein? Are we teaching
people to create?

In terms of formal recognition of part-time faculighievements, Nathan mentioned that

a faculty member had expressed a desire for a pusitive department by acknowledging and
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honoring contributions. But he felt there wereidiifties in choosing how to acknowledge
contributions: “The problem with public recognitiethat every time you recognize somebody
there’s forty people you’re not recognizing. And gou have to find a way to do that in a
delicate sort of way.” Krista discussed noticinganéa given faculty member’s “sweet spot”
was by looking at course evaluations, student sscges in the following class, as well as
asking part-time faculty for their preferences, attempting to assign courses based on
individual strengths.

Other than that, the best formal recognition hadiatavith being one of the chosen few to
receive a “Multi-Year Contract’—the new category fart-time faculty recently negotiated by
the union on a pilot basis. One recipient said:

I’'m just thrilled to death to have gotten that #gear. . .multi-year contract. It
just made me feel like they had felt my servicesewmsitive and | was a
contribution to the Math Department. And it wast jkisd of an honor to be
selected as one of the multi-year contract pedipjest made me feel. . .accepted,
what I'm doing is good work. [Interviewer: And thsafter, what, thirty years?]
Thirty years.

In contrast, another stated his frustration:

If | were rewarded for this stuff, obviously, Ifdel like | was more of a part of
the system or even, you know, acknowledged. o.1\@ applied for these full-
time positions. . . . No one really knows what liddhe classroom. They don’t
really know if the student experience is better.y®wu know, recently, there were
these two full-time positions at Campus Two. | sitbed the application. | didn’t
even get to the second round, which was a litttprsing considering | have so
much experience. And | feel like | do work hard.dAinget great evaluations. But
if you can’t check certain boxes, you're just newarded. | feel like if the things |
did were even acknowledged, or known about, | wpuitbably feel more a part
of this place. But it feels like I just kind of awy own thing. And I'm very sort of
isolated. And that’s sort of it.

Similarly, another stated:
And instead of looking externally for that valuechuse I'm not receiving it,

unfortunately, from PNWCC, I'm having to look intex for it and on my own
value and know that I'm doing a good job or that & good educator even if



108

someone outside of myself isn’t rewarding me anchamy ways. . . . Perhaps that
word “respect,” you know, recognizing | am an edaca

4.9.2 Integration.As is obvious from the above comments, this depamtrhas clearly
made efforts to better integrate part-time facuiyt the true difficulties of integrating part-time
faculty are well-described in this comment by a-futhe faculty member.

Just the basic, the big idea of that sort of cadiity of the faculty, the sort of
ideal that we all are here kind of helping eacteotiecome better as instructors,
deeper understanding of our disciplines, reactiné real needs of our students
with different backgrounds and different racesfedd@nt genders. The part-
time/full-time split makes that collegiality hardéike knowing that my job is,
just dollar sign wise, so much more valuable tteirtob, for the same. . .the
same work, as far as like getting in a class andkiwg hard for the students. But,
you know, the stuff | do outside, many of them timo, but just don't get paid.
That makes collegiality a little harder for us astd. We work hard to do it
anyway. | think most people push toward that ardparshing toward it. But |
think it's just this piece of our puzzle wherehe interest of saving a few bucks
over the years we've made. . .we've decreaseddlfeesspional respect of the
faculty generally by not being respectful enouglowf part-time faculty.

When asked about how they felt about “general natidgn” into the department—a key
guestion for this dissertation—it seemed that teadtment had indeed improved in this regard
and was continuing to work at things. One of theynafforts was to just come together in
community-building meetings. Nathan described dith@se meetings:

But we just had one three weeks ago. And we alwtys it with food. So we had

a potluck. And that was the socialization part. Almein we had a really robust

meeting for an hour and a half. And | was havingubpeople off because we

had guests. And | was like, “Listen, we’ve got gaeSo, and we cannot solve the

world’s problems. So, put a sock in it.” We gedraj really well in this

department, so. . . . But | think that part ofibecause we do stuff like that.

And in spite of the department’s best efforts aih @ever entirely work because of the numbers
and structural divide. One very satisfied part-tirstated:

Within the Math Department we pretty much know eattter. But we recently

have hired so many more part-timers. | would l@/bBdve a meeting where we
could get acquainted with all of these new paretisn A lot of them only teach
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one class. Or they all teach on a day when I'mheo¢. And it would be awfully
nice to meet these other part-time staff members.

And Nathan described the realities of how relatmos were built — or not:

Just by chatting with each other. But, you know, tlew part-time faculty that we
have this year, | actually don’t really know anytieém at all. I'm even the

mentor of one of them. But we’re doing it all vimail. And | haven't been able

to make it to her class yet. And so, | would shgve really strong relationships
with sixty percent of them. . .but | would say Meavery little relationship with

the other forty percent. Well, some of that miglstjbe the clock, right? Because
| don’t even come in until one o’clock. So, if sdmey only teaches in the
morning, then |1 don’t have a relationship with thd&ut Krista does. But | think
statistically, that would be evidence that this..stheelationships are built by
happenstance, not by anything deliberate.

The department chairs both described a growingeess and effort concerning part-
time faculty support. Krista described this phenoame

| think we’re putting more effort into that, nowath we used to. When we did
some questions and we had some input from ourtfgaué realized they didn’t
feel as connected as we thought they did. . . . \viadealized that we really
needed to step up making them feel more connecteake-ai an effort to get
them involved and make them feel like their voicatters.

She offered an example of having posted picturedl &dll-time math faculty in the
department, at which point some part-time facustyeal why they were not included.
Having thus been enlightened, the chairs begandirod the part-time faculty:

I think we did it just alphabetically after that®wmething. But it’s little things
that you might not think about that are making songefeel connected. . . .
They're an instructor, period. Yes, they haven&mdaired full-time, but they're
still in the classroom. They're still preparing.é&ifre still interacting with
students.

She then described the changed efforts they hadleezl/to:

| think we’re being more proactive about checking ayou know, not just saying
“Hi,” but saying “How’s your class going? Is thearything we could help you
with? Have you connected with a Level Team? Are gowne of those?”. .. So
we’re just doing the best we can to be flexibledAmst making sure that we
encourage them to [participate] and make themvieétome. . . . Or just say,
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“Did you know there’s a position open?” | meanjngyto keep the
interaction. . .being more purposeful about engagenhat’s a big issue for me.

When asked why there is more of an effort to inelpdrt-time faculty these days, one
full-time faculty member answered at some length\several theories:

There was a little bit more of a push, | think fraaiministration, to kind of
include them. Well, it seemed like they wantedaisbke sure they were
included. But we also, as a CAC, just decided, edrtheir input. Some of them,
if they've taught enough during the year they aseng members. But then you
also need to be informed if they’re voting memb&s we want them to be
included. Now that we’ve negotiated to where thay get pay forit. . . . And so
that’s kind of brought it into the forefront of, @, if this money is there to pay
for them for the extra work, how can [we] use it @et them involved? Some of
them didn’t come because they, quite honestly, tidave the time to donate
their time. Now that they can get paid, they’'re mgkime for it. So | think

we’ve kind of recognized, more and more, we nedubie them included.
There’s been some turnovers of people coming upatieanewer and maybe
[have] been a part-timer. And so they're like, “Weed to include these people
and give them more support than | got when | wasAnd so it might just be
turnover in staff. And now the people here wanntke sure that their voice is
heard too. And we’ve also become very aware of aeelsuch a small percentage
taught by full-timers, we need to make sure thaateher we’re doing gets shared
with them so there’s more consistency. . .or viess.

The funding for staff development and participattoncommittees had made a great
difference for many. Predictably, and in agreemetit scholarly research already cited above,
those part-timers who had other jobs were relatisatisfied but could not often participate on
committees; those who were retired and teachinghioyce, were satisfied with arrangements;
and those who had taught for a while and were gryanactually make a living were, in a word,
frustrated.

Ultimately, the potential for a great departmensesg but there are many structurally
difficult barriers. Those barriers will be furthéiscussed in Chapter 5. Below are some of the

comments in reaction to the questions on feelirfgstegration:
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Faculty in the “satisfied” category had many pesitihings to say, such as “I felt very
welcomed. I've been made to feel comfortable anlteveed.” Another stated,

I've never had it so good. . . . And then you camkere to work. It's organized.
We have resources. We have other people that dpryte. If you're working
with a student with accommodations, there’s a wigodeip of people that know
what they’re doing. If you have a person that’sihg\a bad day, there’s a whole
group of counselors and advisors that know whattheloing. There’s
somebody to sign them up called registration. Arey're very fair. This is a
wonderful place to be. We have people to help usDon’t change anything
there.

Another described her experience as:

We have an amazing Math Department over there ahmest amazing. Their
personalities are all so much fun. So it's so @éaggke around and be part of the
crowd. It's nice. It's an amazing Math Departménast can’t say enough about
how wonderful those folks are over there. And thego helpful to me too. | get
stuck on something and | go, “Help.” And they'rght there on top of things.

Yet, as expected, those who have other jobs areetinn their ability to be integrated:
So, | think it would be really fun to go to all theabout sixteen meetings that
they have every week. But right now | can't, sa.l.don't know that it would
actually make my teaching all that better. It wojulst be personally interesting to
me. And fun to learn.

Another stated:

The integration is a strange idea to me. Becaysecedly there is that divide

with time, because part-time instructors are nohe only time you're committing
to is the time that you're in class. . . . And ylmn't get paid for anything else.
And as much as people would probably like to b@ived in those sorts of things,
there's really sometimes neither the time or tharicial ability to be able to do
that.

Faculty in the “mixed feelings” category exprestad in different ways. One asked,
“What integration?” Another stated, “I don’t reafigel like it exists. | don’t feel like I'm
integral. . . . | don't really feel part of the p& other than through the students. And they'te no

going to be here forever.” In another part ofititerview, the same faculty stated “| feel like a
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lot of faculty are just sort of loosely tied on...But | don’t really feel terribly connected to i
feel like 1 kind of do my thing. And then the wonl@volves. . .whether | do it or not.”
4.10 Summary

This section has presented findings that emergétkimterviews with regard to part-
time faculty integration into the PNWCC Campus ®fethematics Department with a special
focus on Developmental Education Mathematics.dufed on Wheatley's three critical domains
for a healthy organization—identity, informatiomdarelationships—and included a look at best
practices for integration and support of part-tiiameulty.

Chapter 5 will discuss the findings, explicate lagriers to part-time faculty integration,
include caveats concerning the research, and sutggess for further research. It will conclude

with suggestions for better integration of parteifaculty.
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Section V: Conclusion

When | really got into teaching | was a little madealistic about it, a little more
driven, | guess, by movies that show one teach&mga difference. And now
that I've been here for a number of years. . .yatief get to know a system and
the rules of the system are not always set up.talon’t know, provide the best
outcomes, until it gets bad.

PNWCC Part-time Faculty

This dissertation was a qualitative case studydedwon part-time faculty teaching
developmental mathematics courses in one largdi®Blarthwest community college. The
college was selected for its size and maturity;ttipec was selected for three related reasons:
part-time faculty have been widely relied uponeadh these courses nationwide; students in
developmental education courses tend to have hrgllefactors and attrition rates; and
mathematics courses form the bulk of developmetatation (pre-college-level courses,

formerly termed remedial). Research indicateshigit reliance on part-time faculty (variously

” o LIS

termed “contingent,” “fixed-term,” “contract,” “adpct,” or “non-tenure track faculty,”) results
in negative outcomes in terms of student successampletion. These outcomes are often
attributed to poor integration of part-time facuttyo the institution.

The research questions guiding this study were:

* In what ways are part-time faculty who teach depelental mathematics
courses integrated into the college on one campadavge community
college in the Pacific Northwest?

* In what ways does the integration affect theirigbib perform their duties?

* In what ways could the integration be improved?

The guiding theoretical perspective for this stu@s organizational theory, informed by

systems theory. The research questions were intbbm&Vheatley's (2006) three critical
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domains necessary for a healthy organization:uhddmental identity of the organization; the
ongoing urgency to connect members of the organizéb information; and the importance of
developing relationships throughout the organizatin order to gain a holistic view, the study
examined the college context and interviewed parg-faculty, full-time faculty, faculty
department chairs, an administrative aide, andaa devolved in developmental mathematics
education. These collected data were then brokeum @ao categories informed by Baron-
Nixon’s (2007) principles for connecting part-tifaeulty to a college mission and analyzed
according to three units of analysis: institutigrepartmental, and individual.

This chapter, unlike Chapter Four, is organizedheythree research questions. The
“Brief Summary of Findings” is followed by a morearough discussion of each.

5.1 Brief Summary of Findings

The first research question is “In what ways anme-fiae faculty who teach
developmental mathematics integrated into the gelten one campus of a large college in the
Pacific Northwest?” Assuming the college mission iliable proxy for identity then, to answer
briefly, all are well-integrated in terms of coleeglentity. Despite the many efforts made to
integrate part-timers into this department in teahsharing information and building
relationships, there are varying degrees of integrainformed mostly by the life situation of
the individual part-time faculty.

The second research question is, “In what ways theemtegration affect their [part-time
faculty’'s] ability to perform their duties?” To amsr briefly, it affects them in learning and
sharing teaching strategies, in aspiring to systersaching in the various classes, in
supporting students, in their ability to ask folhén morale, and in varying degrees of

empowerment and disempowerment.
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The third question is, “In what ways could the gregion be improved?” To answer
briefly, the institution must deliberately remowstemic barriers that hinder part-time faculty
both from being able to be fully integrated inte ttollege and from following those practices
that best support their students in the developahemathematics classes—often the most
vulnerable students on campus.

The key finding of this research was that whiletqiane faculty teaching developmental
education mathematics courses at this particuldhnwest college were well-integrated into the
college identity, and while in this department mafffprts were made to integrate them in terms
of information sharing and relationships, barrienained hindering full integration. These
barriers affected the ability of part-time facuidyoptimally perform their duties, depending on
their individual situation. The barriers were foetmost part institutional and structural and
needed to be addressed at the institutional level.

5.2 Limitations

Qualitative research of this nature is a snapsted fwith thick, rich detail. While a total
of sixteen interviewees is a reasonable sampleisisrviewees were self-selecting. Several
full-time faculty were the first and most willing participate. Part-time faculty who have
outside employment were the next readily availgpteip. Utilizing the “snowball” method,
part-time faculty in other categories (aspiringderaics and career enders) were also willing to
participate. The department is very large, so thdse were interviewed may or may not
represent the totality of the department.

Even as the research was conducted, changes|ardgie® context were taking place. A
revised college-wide placement system for new stisd&as being implemented that errs on the

side of placing students at higher levels of mathrses than had previously been the case. How
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this will affect employment of part-time faculty wihad been accustomed to teach the pre-
college courses remains to be seen.

Finally, my own viewpoint, even with biases madmsparent, may influence the
findings. My personal experiences in terms of orgational integration as a contingent faculty
member for 14 years were completely discrepant fittose | encountered when | became a full-
time, permanent faculty member. These experienosddhbserved differences provided the
passion motivating this research and informed ¢lsearch problem.

5.3 In what ways are Part-time Faculty Integrated?

5.3.1 Identity. Based on the analysis of the interviews in Chapténe college’s mission
of “student success and equitable opportunity’espdy entrenched at the institutional,
departmental, and individual level, as can be diwxfrom the interviews. There were a couple
of comments questioning the institutional commitinghen the bulk of faculty are part-time
faculty being paid less and treated as easily edqiae.

5.3.2 Information. At the institutional level, information is widelyared through email,
almost to a fault. Several interviewees pointedtbat, due to the sheer volume, email loses
effectiveness because of the overload of informafidom the departmental level, the shared
Google drive filled with information on college jpaés, the templates for syllabi, and the many
resources for each course are extremely good pesciind available to all. Within the
department, the chairs offer an “hourglass” funcoé screening information and resending
items of special importance. If faculty want marérmation on a particular topic, they can find
it. The efforts to orient are minimal but still p&ll. The effort to assess faculty in their firstrh,

including a visit to the classroom, and to systecally schedule assessments follows good
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practice. There are some efforts to share suppodsesources for students. At the individual
level, the information is there if the individualwilling to try to find it.

5.3.3 Relationshipsin terms of relationships, at the institutionaldethere is not much
to offer. At the departmental level, the warm cancef the faculty department chairs, the
current efforts to match new hires up with menttrs,invites of part-timers to all department
and CAC meetings, and the general friendlineskerdepartment (an aspect frequently
mentioned in interviews), are excellent practiegdghe individual level, because the
relationships are generally easy, part-time faccdty and often do ask for help and direction
when dealing with challenges and often rely onghe$ationships to find out about necessary
student resources. There were some doubts exprisged| part-time faculty felt able to ask for
help, but those | interviewed felt able to do so.

At the institutional level, the Level Teams (seea) have been temporarily funded, and
they have been a wonderful morale booster for npamtstime faculty in spite of the
embarrassingly small amount of pay—a criticism whacose frequently. At the department
level, in addition to the information-sharing tihais gone on, Level Teams have also benefitted
everyone who has participated in terms of feelicigrawledged and supported and in terms of
learning from one another. On an individual letelyel Teams provided a widely-remarked-
upon difference in the felt integration and goodat® of the department for those who have
been able to participate.

5.3.4 Key findings.The key finding of this research was that while-piane faculty
teaching developmental education mathematics ceatsthis particular northwest college were
well-integrated into the college identity, and vehith this department many efforts were made to

integrate them in terms of information sharing asldtionships, barriers remained hindering full
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integration. These batrriers affected the abilitpaft-time faculty to optimally perform their
duties, depending on their individual situationeTarriers were for the most part institutional
and structural and needed to be addressed atdtiteitional level.

5.3.5 Specific points of practiceln this section, the checklist derived from Baron-
Nixon’s (2007) work will be used as the organizfagtor. Each will be examined according to
the three units of analysis: institutional, depamtal, and individual.

5.3.5.1D€liberate and inclusive recruitment. As we have seen above, interested
applicants are told to upload their applicatiorte the applicant pool, but the institution lacks
structural support to keep it updated or checke@douracy and currency. Without institutional
efforts to monitor for a diverse pool of candidaies not possible to follow deliberate and
equitable hiring practices. Departmentally, theirshilaave therefore had to rely on other cues to
find appropriate part-time faculty: recommendatigmany informal and relationally based),
people who took the initiative to contact the dépant, willingness to be mentored, and the
chairs’ generally practiced good judgment. On tigviidual level—that is, the perspective of
potential hires—the method of applying for and lgeinnsidered for a position is opaque.

5.3.5.2Hiring based on clear criteria. Institutionally, there are clear instructor
qualifications posted. Departmentally, it is basadhe good judgment of the practiced Faculty
Department Chairs. Individually, apart from thetinstor qualifications, the hiring process is
mystifying.

5.3.5.3Clear expectations and assgnments. Institutionally, basic duties are described in
the faculty contract. Departmentally, the faculgpdrtment chairs or mentors try to help new

faculty understand the expectations and requiresnant they serve as a resource for them,
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though it is not clear that all part-time faculiyad themselves of the help. Individually, the
faculty seem to feel competent and their commitnb@thhe mission of serving students is clear.

As a sub-category of clear expectations and assigtsnassessment is also a key factor.
Institutionally, there are obligations of assesstmeiiten into the faculty contract for part-time
faculty. These must be carried out at the departahével and this department does perform
systematic assessments. Individually, there wexednieactions expressed both by several part-
time faculty and at least one department chalmagtficacy of them, but, at the same time, the
effort seemed to be appreciated. This is good jgract

5.3.5.40rientation to the institution and department. Institutionally,there is one less-
than-ideal online checklist of compliance informoati Other than that, orientation is not formally
required or systematic. At the department levebdgefforts have been made to orient part-time
faculty, mainly on procedural and departmentalessthough they do not include training on
good teaching principles. Some of the part-timelltgdnterviewed had missed out on key
information, in spite of the efforts, but all seehte understand that they were welcome to ask if
they needed help. Individually, the experiencesewaried but also reflected that many had
started in departments other than this one.

5.3.5.5Participation in ingtitutional life. Institutionally, part-time faculty are invited to
participate in the Collective Area Committees arelssometimes paid a stipend for participation.
All are included in email invites to various everidgpartmentallypart-time faculty have been
systematically invited to participate in all endeesvin the department, including dual-credit,
textbook choice, and other key matters. Beyond thatindividual part-time faculty |
interviewed were not involved in other aspectshared governance or larger college

involvements.
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5.3.5.6Professional development. Institutionally, all part-time faculty are invited
trainings through the Teaching Learning Resouraa€®e (TLRC), currently many of which
offer stipends for attendance. There was one unigugtion to participate in a funded state-
wide math conference for a limited number of partet faculty. None of the interviewees
mentioned or seemed to participate in these oppities. Departmentally, part-time faculty have
been invited to participate in the Level Teams emdently receive a stipend to do so. This was
often commented on as helpful, though the stipeasl elearly inadequate. The temporary
funding has made a difference in the amounts dgigyaation. Individually, some have
participated and enjoyed and learned from Levehi®athers are unable because of other work
obligations, scheduling issues, and so forth.

5.3.5.7Recognition. Institutionally, there is no formal recognitionaapfrom once-a-year
acknowledgement of years served at the institutidive-year increments. The availability of
the new Multi-Year Contracts has been a decisidhainstitutional level and has the potential
to reward long-serving or excellent part-time faguDepartmentally, the decisions are made as
to who receives them, and the Multi-Year Contraggear to acknowledge and confirm part-
time contributions. Others stated that the Levelrie had welcomed their contributions and
they felt gratified in that context. Individuallgart-time faculty felt their contributions were in
the classroom, and that reflects their contractheg have not typically been paid for further
participation. Most seemed to feel that mainly shedents acknowledged their contributions.

5.3.5.8Connection to the department. Institutionally, there is one annual inservice
meeting for faculty department chairs with a ch@tenformational sessions.These sessions
may or may not suggest inviting part-time facutiyparticipate and connect to department.

Departmentally, the invitation to various meetieggends to part-time faculty, though pay is not
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always available for any given activity. Individlyalmost part-time faculty felt somewhat
connected, though the specialists/experts/profealsiand aspiring academics were less so.
Some of the reasons will be described below.

5.3.5.9Mentoring. Institutionally, mentoring is not systematicallypported or practiced,
despite being stipulated in the faculty contratthlis department there is currently a deliberate
effort to connect new faculty with another persoithe department as a way for part-time
faculty to build relationships, get immediate feacky and have better access to information.
While not a developed mentoring program, in sonsesahe connection with another faculty
member has worked extremely well. It appears, thotltat even in this department some have
missed out on a mentoring relationship or thattiangements have not always worked.
Individual experiences varied, mainly determinedtmsir part-time category.

5.3.6 Institutional barriers. As one part-timer stated, “There’s lots of goodgde here,
at PNWCC. But the structure itself—there’s somaghiil would change.” This follows the
patterns discovered in Kezar’'s important studyat barriers were placed in the way of
contingent faculty hindering their work, not thaése faculty lacked the will or personal
qualifications or abilities (2013a). | have inclddeere with further explication some of the
barriers not explored above that frequently sudaoedhe interviews (despite not being directly
addressed in my interview questions). These foltbthe patterns of inequities and frustrations
found in the literature for the past twenty and engears.

As was documented in Sections | and Il of thisetisgion, even while higher education
has suffered from a lack of adequate funding apga, institutions have continued their
attempts to serve students, cutting corners winengdan. The reality is that savings have been

achieved in great part on the backs of part-tincalfg. The system of hyper-reliance on a large
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majority of part-time faculty, according to the easch demonstrated above in Sections | and Il,
has undermined student success as well as theestatficacy, academic freedom, and morale of
faculty in general. This has been a nationwidegpatthat has been frequently questioned in the
scholarly literature but in actual practice at indual institutions has not often been addressed.

Institutions can prioritize according to their vaduand mission, and the barriers pointed
out below are not unassailable and should be ackdged as undermining for students and
faculty alike, and indeed undermining for the ingions themselves. These should be addressed
systematically and deliberately.

5.3.6.1Hierarchy. Despite the aspirations implicit in the statenwrdne faculty
department chair, “There’s no hierarchy here,” all as the good intent of many full-time
faculty in the department, a number of faculty n@rd the existence of the hierarchy. There
was the hierarchy of faculty with Math degrees wer§Vath Teaching degrees,” of which part-
timers were the majority holders. There was theanady of college-level courses and
Developmental Ed courses. There was the hierartiwages and lack of comparable pay for
participation outside the classroom in various endes. There was the hierarchy of secure
versus insecure faculty positions. There was tlysiphl situation of the part-time faculty desks
versus the cubicles of full-time faculty. Many b&se issues were mentioned in the interviews,
and those not already considered in Section IV Ivaladdressed below. While some hierarchical
issues may be unavoidable, addressing issues sunqgpequitable and inclusive recruitment and
hiring; addressing equitable pay and reimburserogrgxtra-class endeavors; addressing the
insecurity most part-time faculty experience; addrassing the physical set-up of the

departmental space, could greatly ameliorate thegetural issues. The issues of the degrees
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could be influenced by the administration but sbalependent on the views and beliefs of full-
time faculty within the math CAC.

5.3.6.20ffice space. The structural arrangement of part-time facultgksein this
department was often commented on. As one full-famalty put it: “There’s not adequate
space to meet with students over there for pas-fi@ople.” One faculty department chair
recounted the story of strenuously advocating forameasonable desks for part-time faculty
during a recent remodel. But the end result wlldests than ideal, and he stated, “I know the
part-time people absolutely hate their part-tinsighs. So that's something else that needs to be
corrected.” One full-time faculty commented: “Theseeally no attempt on the institution’s part
to make that [integration] easy. And | say thgust the physical-ness of how they constructed
our office space. The part-timers are all alongwhé, facing a wall. The rest of us are all in our
cubicles. And it's a shame.” Another said, “Andlsbink, by making you all sit and face the
wall, it's almost like being put in the corner, ykmow what | mean?”

One full-time faculty did mention that the way tfo®m was set up offered more chances
to bump into part-time faculty, and from that staoiit the setup was positive. But as one part-
timer stated, “l don’t even have a spot...like a drathat | can store something in. . .I'd have to
carry everything with me back and forth everywhlage.” Another said, “Our offices are nice.
But there’s very little room. As you can see, I'arrying my office with me—I'm kind of living
in the trunk.”

There is little space, tiny amounts of storage, mmgrivacy, all of which hinders part-
timers’ ability to prepare for classes or to meghwand personally support students. Finally, this

setup offers a clearly demarcated “less-than” simat disadvantage and as such undermines
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their feelings of integration into the departmemd éhe institution. This is the result of planning
at the institutional level with little regard towgty and inclusion of part-time faculty.

5.3.6.3Pay. Issues of pay were commented on throughout tleeviietvs, though there
was no interview question focused on remuneratoihie work part-time faculty do. The lack
of adequate pay for part-time faculty is a struafunequitable hindrance to integration and the
health of the institution, potentially affectingidents. The currently available stipend payment
for participation in department meetings and othéside-class participation—so important to
integration—breaks down to $12.50 per hour. This veanarked upon as almost insulting many
times by both full- and part-time faculty, thoughirg paid at all still seemed to make a
difference. One stated, “And recently. . .I'm adiygoing to go to another meeting and asking
someone, well, will [1] be paid for that? And justling like I'm groveling.” These inadequate,
temporary stipends for participation in the collegeside the classroom, though appreciated as a
gesture, are still a systemic, structural hindraheg¢ it be said that full-time faculty and
administrators do not volunteer, no matter how cls@d, because their salaries reasonably cover
their work efforts.

This fact that, otherwise, part-time faculty are paid to work outside of the classroom
militates against their efforts to support studeAtsone part-timer lamented, “But a thought |
always have is, if | was a full-timer, one thinggduld do is. . .meet with each student at least
once per term for like thirty minutes. .. .” He@added,

If someone said, here, we’ll pay you this...eventyrucks an hour. Give me

thirty bucks an hour and I'll meet with each studémould do that. | think that

would be so helpful. And our failure rate is, Irtkjis high. The repeat rate for

math is high, very high. That doesn’t help any. That helps them [the students]
get deeper in debt.
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The pay for teaching at a part-time rate may narbessue for those who already have
full-time jobs or are living on retirement but warg for the love of teaching and a few limited
dollars on the side. But those who are trying t&emaliving are discouraged at the low level of
pay and they question their choices, despite theglicatiorto students. One lamented, “But it's
amazing the disparity. . .or the difference ini@nies.” In another part of the interview he
stated, “I feel like a farm worker, almost.”

The dean observed:

And our part-timers, . . .those of them who takeal interest in this job work

really hard. They're at CAC day. They make decsiwith us in committees.

They work on stuff. And there would be more of themd more committees

doing more work with us if they knew they were gpto get paid, because

frankly it's hard work.

Some simply volunteer their efforts to support stutd. Some attend professional
development opportunities despite no pay. Some wolkin the classroom, as, contractually,
that is what they are actually paid for. Despitwarm milieu within this department, there was
a feeling of unfairness and lack of acknowledgnuoémfforts. This could be greatly ameliorated
by an institutional commitment to pay them a comsugate wage.

5.3.6.4Instability. The instability of employment is a constant wdoythose relying on
this employment to make a living. As one fairlyisid part-timer stated, “I certainly
feel...separate from. Like there’s a sense that...alshg there’s a sense of impermanence.”

One articulated how the feeling of integration wagated by the insecurity of
appointment:

How can | put this diplomatically? Their enrolimerent down and so did my

professional relationship with them because of that They had no more classes

for me. And | did not get one of the temporary-tithe things here that | applied

for. So | was looking at, after say five years emgthing of working, having no
future prospects. . .which was not the happieagtto have happen.
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Another poignantly expressed the term-to-term stres

| thought | would have two classes in the spring.and now I'll just have one.

And | haven’t had [only] one class in the spring don’t know how long. A long

time. And I'm not happy. I'm not happy. . . . | dobknow what I'm going to do

this spring, to be honest. Is that the [straw] tiraaks the camel’s back? How

much longer can | afford to stay here? So thehegisuncertainty. So that’s

definitely stressful, very stressful.

Related to both the insecurity and the pay, lomgitigfe stability for those trying to make
a living was the further issue of retirement. Oasls

It's a very tenuous sort of employment. It doesedlly have any future stability

or, in some ways, even a future in it. You knovg, ot like | can keep doing this

until 'm sixty or. . .well, | could. But then I'thave to keep doing it until | was

seventy or eighty. . . . What have | saved foreatent, you know?

Another stated his frustration: “And | was talkitoga full-timer earlier today. And they were
talking about retirement. . . . Well, that’s nice. | just said | didn’t want to go there.”

In addition, some part-time faculty worried that thew placement system will tend to
place students in higher level classes than has tbaditionally practiced and lessen the number
of developmental education courses available. Wbisld mean fewer classes for those with
instructor qualifications to teach Developmentali&ation but not college-level courses. As one
part-time faculty put it:

The math placement system is changing. And sanktiat brings a level of

uncertainty to my job. | hope it benefits the studeBut there's a lot of questions

even how it's all going to affect scheduling arasses. Because it's unpredictable

right now what the impact will be. So | feel th&ess, probably more than a full-

time faculty person certainly.

These are systemic institutional difficulties begdhe scope of the department, yet they reach
into the department and weaken it. The instituiea managed to correlate classes with

enrollment by easily dropping and easily hiringtgame faculty. There are many things that

could be done to lessen the instability for theskvidual faculty, including offering more multi-
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year contracts to long-term faculty (this costsitigtitution nothing), and by making it a policy
to offer newly available courses to part-time fagalready employed before taking on new part-
time faculty.

5.3.6.5Lack of career trajectory. Those part-time faculty who work to make a livirlg a
expressed a desire to serve in a full-time positiothe totality of these comments, and
correlating with their life circumstances, theresvipe, trepidation, discouragement, or
frustration. There was a general feeling thatéf ¢bllege entrusts these students to them now,
and the part-time faculty receive good course atans and assessments, why on earth could
that not count in their favor when a position ogEh&he institution could address this by more
careful and inclusive hiring procedures and by mgki a policy to prefer part-time faculty who
have been faithfully serving at PNWCC when a firti¢ job opens.

5.3.6.6Dependence on faculty department chairs. We have seen that the faculty
department chairs in this department have madey @ffant to support and integrate their part-
time faculty. There is no guarantee, however, lailty department chairs college-wide have
the same concerns or follow the good practices mieated here. Do all faculty department
chairs get training and have the same understaddingording to experiences in other
departments referenced in the interviews, it apptat there is not consistency of practice
throughout the institution. Furthermore, thereaggnarantee that future department chairs in this
department will continue with the same level ofidation, although it may help that the
precedent has been established. This concern bewdddressed by mandatory and complete
training for Faculty Department chairs, as welteguiring assessments of the chairs periodically

in which part-time faculty have an opportunity tease information.
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At least two people in the interviews mentioned thare seems to be a new emphasis on
supporting part-time faculty in the college. If thstruly the case, it may be the culture of the
whole institution may be starting to gradually skof the better.

5.4 In What Ways does the Integration Affect theirAbility to Perform their Duties?

Taking all of this evidence into account, let itdaed that these part-time faculty are
amazingly dedicated and do their very best, defipiestructural issues above-mentioned. Even
those who expressed the various frustrations altermany positive comments about the
students, their colleagues, the Campus One Mathesiaépartment, and the college in general.
They continue to serve their students becauselthey identified with the college and have
embraced the college mission.

The efforts to include them have made this departras good a department as one can
imagine under the circumstances. The invitatioraltdepartment events, the friendliness and
willingness to mentor, and the approachable avidithabf the faculty department chairs, full-
time faculty, and even other part-time faculty, hesde for an essentially warm and welcoming
department. One faculty department chair beingalviai in the evening for part-time faculty
support was also often commented on as extremgtyuherhe temporary pay for participation
in department events, however inadequate, has madgle difference in terms of participation
and professional development, and the learningsaadng environment has been an ideal
practice. All of these efforts have contributeddn,the whole, a department where help is at
hand when needed and part-time faculty are alpetiorm their duties in a reasonable manner.

However, the structural issues that hinder paretiatulty also hinder their full
integration into the department and into the caldg spite of this department’s best efforts, and

in subtle and not-so-subtle ways, this undermioesespart-time faculty serving at their full
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potential. As one full-timer stated, “I think th&x¢hings that are still blocking the ability to

really intermingle.” The worries of unstable emptmnt eat away at some part-time faculty. The
low pay humiliates and worries them. The visiblicef structure and lack of place to keep
things at a desk or privacy to meet with studentseumines them. One of the department chairs
commented,

The only thing | can think is if we just are readlyare that that's an issue for

them and try to be as supportive as we can, ancueage and offer opportunities

and be flexible. . . You know, you do everythingiyaan. But there are some

things that happen to them that you have no cootret and they won't be

successful. And there’s nothing you can do. Anslfitistrating. . . . And you

wish that you could, you know, get them more inealvBut it's just...it can't

happen.

Another full-time faculty mentioned, “We do what wan...and do the best that we can. I'm
sure they feel...l don’t want to use the word ‘seteta. . . So they feel like they're left behind
or not getting everything.” This is a hidden, batyreal, layer of sub-strata that works against
part-time faculty being fully integrated and sugpdrin order to carry out their duties.

5.5 In What Ways could the Integration be Improved?

First of all, there are deeply troubling issuedwitnding of community colleges in the
state. While this recommendation goes beyond thtgution, the state and national context does
affect the college at all levels, and, in particusdudents and part-time faculty. But one wonders:
if the state did offer better support to the cadtegvould the colleges prioritize pay and support
for part-time faculty? Assuming that they wouldstbould make a crucial difference.

Changing deeply entrenched practices in large, eldyinstitutions is a difficult matter,
even with the best intentions. The decision-makatsadministration at PNWCC, it can be said,

are concerned with and working toward “Opportuiaityl Equitable Student Success,” which

does include the economic viability of the insidat Maxey and Kezar (2015) suggest that
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divergent interests within institutions obstrucaobe, yet there can be a practical way forward
by working from areas of consensus within the gdle above all, in this case, the shared
mission (PNWCC, 2017). Kezartsow Colleges Change: Understanding, Leading andcing
Change(2014) is a practical guide to effectively workitayvard positive change. Kezar and
Maxey’s Envisioning the Faculty for the 2Century: Moving to a Mission-Oriented and
Learner-Centered Mod€R016) rethinks the whole system and offers a wi$ow a healthier,
inclusive, and effective model that will best meeé&ds for part-time faculty. Vancouver
Community College offers an ideal model of hirimglantegration that addresses most of the
issues highlighted here (Cosco & Longmate, 201keWwise, Valencia Community College
models good recruiting, hiring, and professionaled@poment practices that lead to more secure
employment and internal hiring (CCCSE, 2014b).

Many of the interviewees offered specific suggestithat are collected verbatim in
Appendix E. These include continuing the fundingdart-time faculty participation; changing
the whole system; hiring more full-time faculty;yjrag more equitably while simultaneously
including expectations of outside-of-class engagenmpying best practices from neighboring
colleges; providing better orientation and suppod inclusive events for part-time faculty;
redesigning the offices more equitably; and retimgknath courses.

Pulling everything together, based on the intergiewd data that has been offered in this
study, these are my recommendations. All of thedress the institutional system which has
built-in barriers against part-time faculty panation and support. All of the improvements
could ultimately provide better support for studer@ome are easier than others. | believe that
with consistent work and dogged determinationeast some of these could be accomplished

within the next few years.
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Provide an ongoing source of funding for profesalatevelopment and participation
for part-time faculty, and pay it at the “speciabjects rate,” not the stipend rate. This
funding should be easy to apply for and easy tessc

Provide Human Resources support for a vetted amdrdypool of applicants. This
must include attention to recruiting diversity apants.

Make the hiring process transparent to all, inglgdhe applicants who have placed
their applications in the pool. When hiring pari faculty to teach developmental
education classes, prioritize training in teachimgghematics.

Make the class scheduling process as transparguoisagle.

Provide a systematic college-wide orientation fhraand, for part-time faculty, a
further orientation that focuses on teaching aheminstructional needs.

Provide systematic training for faculty departmemairs college-wide on how best to
support part-time faculty.

Continue to provide two faculty department chamnsthis large department, one of
whom will be present in the evening to support @wgfaculty and students.

Do a structural remodel in the Math department éxgtands the walls and provides
similar office space for part-time faculty to thedtfull-time faculty.

Provide acknowledgement for part-time faculty wiawd served and passed their
assessments by adjusting and expanding the “M@lérYContracts” for all those who
gualify. This costs the college nothing except aimum commitment to the part-
time faculty who have already demonstrated thaiicigion to the college and their
good teaching skills. Once in place, allow thesailfy first right of refusal when full-

time positions open.
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» Consult best practices for supporting developmesdatation students and provide
full-time positions, or at least stable part-tinespions, with additional requirements
and pay for outside-class duties to help suppeddlstudents.

* Provide easily accessible data on all departmemiatcomes that can disaggregate
information on part-time faculty and full-time fdtuin order to better examine what
changes could be made to better support part-tcdtly.

* When funding is available from the state, prioatcourse pay, pay for extra-class
participation, and professional development fot-piare faculty

5.6 Recommendations for Further Research

This study’s limitations are similar to its strehgjtit was focused on a single department
within a large campus and institution. There araymather themes that arose in this research
that, while unable to be followed completely hengght provide fertile avenues for future
research.

It has been noted that, nationwide, developmentiadation students tend to be the most
underrepresented students, and that succeediagingfin pre-college courses can determine
whether a student can attend college or get a deyet these vulnerable students are taught by
a higher percentage of the most vulnerable and ile@grated instructors. This study has made a
small contribution, but there is overall little easch that has been done on this intersection of
vulnerability and this should be explored moreyfuDne point of focus on this intersection
would be to examine race and gender issues, bothregard to part-time faculty and students.
Montes’ (2014) study made an important contributimthis but much more could be done.

In the process of this research, the importandacufity department chairs came to the

fore. Much of the attention in research on paretiieculty has focused on the part-time faculty
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themselves, but less on practices of faculty depant chairs: their appointments, their training,
their efforts to hire, assess, and support par-fimeulty, and their own assessment. Kezar’s
examination of departments in three public univesj described above, provides a model
approach (2013a, 2013b, 2013c). One recent andlisslertation continued this task, exploring
the challenges of faculty department chairs anil th&ationships with and effect on part-time
faculty in different kinds of departments. A mafiording in that study is “understanding
institutional context is essential to making seoisine relationship between part-time faculty
and quality” (Ott, 2016, p. 140). This beginningriwaonfirms my own sense that department
chairs would be a fruitful avenue for further rasta

Research has shown the correlation of part-timeltigand a higher percentage of
student failure to complete a degree, be retairad dne term to the next, or transfer. In almost
all of these studies, the differences have beeibatiéd to the lack of integration and support of
part-time faculty, and, as has been explored ini@ed, in the exceptions to this correlation,
institutions have attempted to support part-tineaify with professional development and other
measures. While this further research went beybadhounds of this case study, it would be
interesting to isolate certain colleges with goodmorts and compare their success rates with
colleges that offer little support for part-timedty.

Finally, in my overall research, it appeared thate¢ is little research on the hidden costs
of part-time faculty turnover, particularly in depaents teaching developmental education.
While not the specific topic of this study, it ajpp®that when training, professional development,
and support of part-time faculty have been externnjeithe department and institution, losing
that member represents a loss of investment ocdlege’s part. Or, on the other hand, the

institution may simply be reluctant to expend meroe training, professional development, and
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support of part-time faculty because it expectiese them as a result of the short-term and
tenuous nature of the contracts. This underminesltlity of these part-time faculty to
effectively carry out their duties in all the waalseady explicated in this dissertation. Further
research on this topic would help clarify hiddestso
5.7 Summary

This chapter has summarized the findings and refgubto the three research questions.
The key finding of this research is that while garte faculty teaching developmental education
mathematics courses are well-integrated into tleg® identity, and while in this department
many efforts have been made to integrate thenringef information sharing and relationships,
barriers remain hindering full integration. Theserlers are for the most part institutional and

structural and must be addressed at the institaltienel.
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Appendix A: Recruitment Documents

Dear Part-Time Faculty Member Teaching Developmeén&h Courses at PNWCC, Sylvania Campus:

Would you be willing to participate as an intervaain my Oregon State University dissertation nesea
project, “Organizational Integration of Part-Timadtlty Teaching Developmental Mathematics™? The
research will entail a 1-2 hour in-person intervietich will be recorded, transcribed, and analyZdu
interviews will be coded and the wording redactegrotect the identities of the interviewees torgve
degree possible.

Here is a brief description of the project:

The purpose of this dissertation will be to study trganizational integration of part-time faculty
who teach developmental mathematics courses atampus of a large, multi-campus community
college in the Pacific Northwest. Because this sttighopulation often needs extra support and
services, the part-time faculty serving these sitsleomprise a particularly vital group for study.
This case study allows for targeted understandirigenissues and will suggest practical
improvements. The research questions guiding thdysare: How well are part-time faculty who
teach developmental mathematics courses integirdiethe college on one campus of a large
community college in the Pacific Northwest? In whays does the integration affect their ability to
perform their duties? In what ways could the ingign be improved?

The information you share in the interview will pdduild a picture of how part-time faculty membars
integrated into the college and department, asagetluggest improvements that can be made.

If you are interested, please respond by emailigi&Gray atsgray @ PNWCC.eduor by calling her
cell number, 503-244-2305 with your name and cdritdermation for purposes of scheduling the
interview. Before participating in the interviewgy will also be asked to sign a consent form.

Thank you for considering participating in thisdulf you have any questions about it, please tdon’
hesitate to contact me.

Sincerely,

Sylvia Gray

OSU Doctoral Student, Department of Education
Cell: 503-244-2355

sgray@PNWCC.edu

Dr. Shelley Dubkin-Lee, Principle Investigator
Shelley.Dubkin-Lee@oregonstate.edu
541-737-4733
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Dear Full-time Faculty in the Math Department aMPBIC, Sylvania Campus:

Would you be willing to participate as an intervaain my Oregon State University dissertation nesea
project, “Organizational Integration of Part-Timadtlty Teaching Developmental Mathematics™? |
would like to include full-time faculty in this rearch because they play a key role in the integradf
part-time faculty. The research will entail a 1uhin-person interview which will be recorded,
transcribed, and analyzed. The interviews will bderl and the wording redacted to protect the itlesiti
of the interviewees to every degree possible.

Here is a brief description of the project:

The purpose of this dissertation will be to study trganizational integration of part-time faculty
who teach developmental mathematics courses atampus of a large, multi-campus community
college in the Pacific Northwest. Because this sttighopulation often needs extra support and
services, the part-time faculty serving these sitgleomprise a particularly vital group for study.
This case study allows for targeted understandirigenissues and will suggest practical
improvements. The research questions guiding thdysare: How well are part-time faculty who
teach developmental mathematics courses integirdiethe college on one campus of a large
community college in the Pacific Northwest? In whays does the integration affect their ability to
perform their duties? In what ways could the ingign be improved?

The information you share in the interview will pdduild a picture of how part-time faculty membars
integrated into the college and department, asagetluggest improvements that can be made.

If you are interested, please respond by emailingi&Gray atsgray @ PNWCC.eduor by calling my
cell number, 503-244-2305 with your name and cdritdermation for purposes of scheduling the
interview. Before participating in the interviewgy will also be asked to sign a consent form.

Thank you for considering participating in thisdgulf you have any questions about it, please tdon’
hesitate to contact me.

Sincerely,

Sylvia Gray

OSU Doctoral Student, Department of Education
Cell: 503-244-2355

sgray@PNWCC.edu

Dr. Shelley Dubkin-Lee, Principle Investigator
Shelley.Dubkin-Lee@oregonstate.edu
541-737-4733
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Dear Faculty Department Chair(s) over Developmehith Courses at PNWCC, Sylvania Campus:

Would you be willing to participate as an intervaain my Oregon State University dissertation nedea
project, “Organizational Integration of Part-Timadtlty Teaching Developmental Mathematics™? |
would like to include faculty department chairghis research because they play a key role in the
integration of part-time faculty. The research wiltail a 1-2 hour in-person interview which wid b
recorded, transcribed, and analyzed. The interviell®¥e coded and the wording redacted to prateet
identities of the interviewees to every degree ibess

Here is a brief description of the project:

The purpose of this dissertation will be to study trganizational integration of part-time faculty
who teach developmental mathematics courses atampus of a large, multi-campus community
college in the Pacific Northwest. Because this sttighopulation often needs extra support and
services, the part-time faculty serving these sitsleomprise a particularly vital group for study.
This case study allows for targeted understandirigenissues and will suggest practical
improvements. The research questions guiding thaysare: How well are part-time faculty who
teach developmental mathematics courses integirdiethe college on one campus of a large
community college in the Pacific Northwest? In whays does the integration affect their ability to
perform their duties? In what ways could the ingign be improved?

The information you share in the interview will pdduild a picture of how part-time faculty membars
integrated into the college and department, asagetluggest improvements that can be made.

If you are interested, please respond by emailigi&Gray atsgray @ PNWCC.eduor by calling her
cell number, 503-244-2305 with your name and cdritdgrmation for purposes of scheduling the
interview.. Before participating in the intervieygu will also be asked to sign a consent form.

Thank you for considering participating in thisdulf you have any questions about it, please ton’
hesitate to contact me.

Sincerely,

Sylvia Gray

OSU Doctoral Student, Department of Education
Cell: 503-244-2355

sgray@PNWCC.edu

Dr. Shelley Dubkin-Lee, Principle Investigator
Shelley.Dubkin-Lee @oregonstate.edu
541-737-4733
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Dear Dean of the Math Department at PNWCC, Sylv@simpus:

Would you be willing to participate as an intervaain my Oregon State University dissertation nedea
project, “Organizational Integration of Part-Timadtlty Teaching Developmental Mathematics™? |
would like to include a dean (and a former deapop#sible) in this research because a dean plate &
the integration of part-time faculty into the depaent and the college. The research will entai2ahbur
in-person interview which will be recorded, trarised, and analyzed. The interviews will be coded an
the wording redacted to protect the identitieshef interviewees to every degree possible.

Here is a brief description of the project:

The purpose of this dissertation will be to study trganizational integration of part-time faculty
who teach developmental mathematics courses atampus of a large, multi-campus community
college in the Pacific Northwest. Because this sttighopulation often needs extra support and
services, the part-time faculty serving these sitgleomprise a particularly vital group for study.
This case study allows for targeted understandirigenissues and will suggest practical
improvements. The research questions guiding thaysare: How well are part-time faculty who
teach developmental mathematics courses integiraiethe college on one campus of a large
community college in the Pacific Northwest? In whays does the integration affect their ability to
perform their duties? In what ways could the ingign be improved?

The information you share in the interview will pdduild a picture of how part-time faculty membars
integrated into the college and department, asagetluggest improvements that can be made.

If you are interested, please respond by emailigi&Gray atsgray @ PNWCC.eduor by calling her
cell number, 503-244-2305 with your name and cdritdermation for purposes of scheduling the
interview. Before participating in the interviewgy will also be asked to sign a consent form.

Thank you for considering participating in thisdulf you have any questions about it, please tdon’
hesitate to contact me.

Sincerely,

Sylvia Gray

OSU Doctoral Student, Department of Education
Cell: 503-244-2355

sgray@PNWCC.edu

Dr. Shelley Dubkin-Lee, Principle Investigator
Shelley.Dubkin-Lee@oregonstate.edu
541-737-4733
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Dear Administrative Assistant(s) for the Math Ddpaant at PNWCC, Sylvania Campus:

Would you be willing to participate as an intervaain my Oregon State University dissertation nesea
project, “Organizational Integration of Part-Timadtlty Teaching Developmental Mathematics™? |
would like to include at least one administratigsiatant in this research because you play an tanior
role in the integration of part-time faculty inteetdepartment and college. The research will eatail
hour in-person interview which will be recordednscribed, and analyzed. The interviews will beecbd
and the wording redacted to protect the identifethe interviewees to every degree possible.

Here is a brief description of the project:

The purpose of this dissertation will be to study trganizational integration of part-time faculty
who teach developmental mathematics courses atampus of a large, multi-campus community
college in the Pacific Northwest. Because this sttighopulation often needs extra support and
services, the part-time faculty serving these sitgleomprise a particularly vital group for study.
This case study allows for targeted understandirigenissues and will suggest practical
improvements. The research questions guiding thdysare: How well are part-time faculty who
teach developmental mathematics courses integirdiethe college on one campus of a large
community college in the Pacific Northwest? In whays does the integration affect their ability to
perform their duties? In what ways could the ingign be improved?

The information you share in the interview will pdduild a picture of how part-time faculty membars
integrated into the college and department, asagetluggest improvements that can be made.

If you are interested, please respond by emailigi&Gray atsgray @ PNWCC.eduor by calling her
cell number, 503-244-2305 with your name and cdritdermation. Before participating in the intervig
you will also be asked to sign a consent form.

Thank you for considering participating in thisdulf you have any questions about it, please tdon’
hesitate to contact me.

Sincerely,

Sylvia Gray

OSU Doctoral Student, Department of Education
Cell: 503-244-2355

sgray@PNWCC.edu

Dr. Shelley Dubkin-Lee, Principle Investigator
Shelley.Dubkin-Lee @oregonstate.edu
541-737-4733
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Appendix B: Consent Form

SESgonState

College of Education 104 Furman Hall, Corvallis, Oregon 97331-3502

T 541-737-4661 | F 541-737-8971]| http://oregonstate.edu/education

CONSENT FORM

Project Title:

Organizational Integration of Part-Time Faculty Teaching Developmental Mathematics
Principal Investigator: Dr. Shelley Dubkin-Lee

Student Researcher: Sylvia Gray

Version Date: 09/27/2016

1. WHAT IS THE PURPOSE OF THIS FORM?

This form contains information you will need to help you decide whether to be in this research
study or not. Please read the form carefully and ask the study team member(s) questions about
anything thatis not clear.

2. WHY IS THIS RESEARCH STUDY BEING DONE?

The purpose of this research study is to examine the organizational integration of part-time faculty who
teach developmental mathematics courses at one campus of a large, multi-campus community college
in the Pacific Northwest. Because this student population often needs extra support and services, the
part-time faculty serving these students comprise a particularly vital group for study. This case study
allows for targeted understanding of the issues and will suggest practical improvements. The research
guestions guiding this study are: How well are part-time faculty who teach developmental mathematics
courses integrated into the college on one campus of a large community college in the Pacific
Northwest? In what ways does the integration affect their ability to perform their duties? In what ways
could the integration be improved?

This is being conducted by the doctoral student, Sylvia Gray, for the completion of a dissertation.

3. WHY AM | BEING INVITED TO TAKE PART IN THIS STUDY?
You are being asked to take part in this study because you are a part of the department that has been
selected for study.

4, WHAT WILL HAPPEN IF | TAKE PART IN THIS RESEARCH STUDY?
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You will respond to the researcher with your contact information.

You will participate in a 1-2 hour in-person (alternatively phone or Skype) interview, which will be
recorded, or alternatively recorded by notetaking. At the end of the interview, there will be a brief
optional questionnaire concerning demographics. The interview will be transcribed either by the
interviewer or a professional transcription service, and a copy will be sent to you to assure accuracy and
to allow for any other information you may like to add or subtract from the interview. You will have two
weeks to respond, and if no response is received, the transcription will be considered available for use.
The interview will then be coded, a pseudonym assigned, and redacted to protect the identity of the
participant. The interviews will be analyzed for themes and information pertaining to the research
guestions and any other themes that may appear, and the study will be then written into a final report
as part of a dissertation and will be shared with all the interviewees within three months of the
completed research.

Study duration: The interviews will take about 1-2 hours. Reading the transcripts and adding any
feedback or information will be however long it takes for the interviewee — expected about % hour.

In addition to the interviews, the researcher will be consulting available documents and data pertaining
to the college and the department. Employee level data may be accessed but it will be limited to
numbers or percentages of students in classes taught by part-time or full-time faculty, including course
completion data, and no student—level data will be included. It will be limited to percentages and
numbers. Any employee-level data will be protected and redacted.

Recordings and photographs; : The interviews will be audio-recorded. If it is preferred that the
researcher take notes, that can be an option.

_____lagreeto be audio recorded.
Initials

_____ldonotagree to be audio-recorded, but notes may be taken.
Initials

Storage and Future use of data: The interviews will be stored on the student researcher’s home
computer at least until the research and further studies using the same data are completed. They will be
individually stored without identifiers, but a code sheet with the original names will be retained in a
separate file. All research material will be stored by Principle Investigator for at least three years post
study completion. The completed dissertation will be submitted to the Scholars Archive at Oregon State
University, and copies will be shared with interviewees by email within three months of the completed
research.

Because it is not possible for us to know what studies may be a part of our future work, we ask that you
give permission now for us to use data that we collect about you as part of this study without being
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contacted about each future study. Future use of this data will be limited to studies about integration of
and support for community college employees.

If you agree now to future use of your data, but decide in the future that you would like to have your
data removed from the research database, please contact Shelley Dubkin-Lee (shelley.dubkin-
lee@oregonstate.edu) or Sylvia Gray (sgray@PNWCC.edu).

_____You may store my data for use in future studies.
Initials

____You may not store my data for use in future studies.
Initials

Future contact: We may contact you in the future for another similar study. You may ask us to stop
contacting you at any time.

Study Results: The final study will be shared with all participants.

5. WHAT ARE THE RISKS AND POSSIBLE DISCOMFORTS OF THIS STUDY?
The possible risks and/or discomforts associated with the being in the study include; :

Unlikely risks would be personal discomfort concerning topics (in which case the interviewee is not
required to answer the questions); the possibility that, in spite of redaction and other efforts to conceal
identities, the identity of an individual might be surmised; the possibility that though the computer is
protected, the coding of interviews might be discovered.

The security and confidentiality of information collected online cannot be guaranteed. Confidentiality
will be kept to the extent permitted by the technology being used. Information collected online can be
intercepted, corrupted, lost, destroyed, arrive late or contain viruses.

6. WHAT ARE THE BENEFITS OF THIS STUDY?

This project assumes that further knowledge on this topic is a positive good for society. This research
may have specific positive results in that suggestions for improvement may result in positive changes for
the department in question, and for other departments who may consult the research. If no
improvements are needed, it will provide a positive model for a department with regard to integration
of part-time faculty into a department and college.

This study is not designed to benefit you directly.

7. WILL I BE PAID FOR BEING IN THIS STUDY?
You will not be paid for being in this research study.
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8. DOES ANY MEMBER OF THE STUDY TEAM HAVE A CONFLICTING INTEREST?
There are no conflicts of interest.

9. WHO WILL SEE THE INFORMATION I GIVE?

The information you provide during this research study will be kept confidential to the extent permitted
by law. Research records will be stored securely. Regulatory agencies and Oregon State University
employees may access or inspect records pertaining to this research as part of routine oversight or
university business. Some of these records could contain information that personally identifies you.

If the results of this project are published your identity will not be made public, and any quotations will
be redacted. If the information is shared at PNWCC, your identity will be protected and any quotations
redacted. Audio recordings will be accessible only to qualified transcribers and the researcher.

10. WHAT OTHER CHOICES DO | HAVE IF | DO NOT TAKE PART IN THIS STUDY?

Participation in this study is voluntary. If you decide to participate, you are free to withdraw at any time
without penalty. If you choose to withdraw from this project before it ends, the researchers may keep
information collected about you and this information may be included in study reports. Participants are
free to skip any questions they would prefer not to answer.

Your decision to take part or not take part in this study will not affect your employment or benefits at
PNWCC. Your decision to take part or not take part in this study will not affect your relationship with the
researcher.

11. WHO DO | CONTACT IF | HAVE QUESTIONS?

If you have any questions about this research project, please contact: Dr. Shelley Dubkin-Lee at Oregon
State University (shelley.dubkin-lee@oregonstate.edu), or Sylvia Gray at Portland Community College
(sgray@PNWCC.edu).

If you have questions about your rights or welfare as a participant, please contact the Oregon State
University Human Research Protection Program (HRPP) office, at (541) 737-8008 or by email at
IRB@oregonstate.edu

WHAT DOES MY SIGNATURE ON THIS CONSENT FORM MEAN?
Your signature indicates that this study has been explained to you, that your questions have been answered,
and that you agree to take part in this study. You will receive a copy of this form.

Participant's Name (printed); :

(Signature of Participant) (Date)

(Signature of Person Obtaining Consent) (Date)
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Appendix C: Demographic Questions

Please supply the following (optional) informatiomn the study. As with your interview,
your identity and information will be protected:

Name:

Gender:

Age Bracket:

Race or ethnic identity:

Degrees:
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Appendix D: Interview Questions

Part-time faculty (6-20, depending on saturation ofnformation):

o0 (Basic information): Please describe your role mhdduties. How long have you
been in community college education, at this c@lemd in this role? Do you
prefer teaching part-time or full-time, and whyagi demographic data will be
collected at the end of the interview.)

o] (Identlty of Organization):

What motivates you to work as a part-time (or oearstemporary) faculty
member at this institution?

» What motivates you to teach developmental educatiath classes in this
department/college?

» What provides meaning for you in your work?

» Do you feel your motivations align with the institnal mission (use
what you assume the mission is for your answer)?

= Do you personally feel a part of the organizatiod @s mission?

o0 (Information networks): (Please provide examplesitove and/or negative
throughout.)

» How have you been included and integrated intartfe¥mation networks
of the institution?

* Forinstance, how did you find out about the jobaunity in the
first place?

* How were you interviewed for the position?

* Were you given an orientation? If so, how help¥ak it, and if
not, how did you figure out how things worked ie ttollege?

* How have you learned about processes and requitsfhen

* How do you now find or receive information in theganization on
how to do your job?

* How have you learned about resources availablgdo?

* How have you learned about resources availablegpat
students at the college, such as counseling, adyigVomen’s
Resource Center, Multicultural Center, or other?

* How do you now learn about issues current in thiege?

* How have you learned about events, training, ofggional development
opportunities? In what ways have you participatethem?

» Have you been assessed or critiqued, and if sshat ways was it helpful
to you?

» Have you participated in shared governance in ¢ilege?

» How have your talents and skills been utilized witlhe organization?

o0 (Relationships): (Please give examples, posith@a negative throughout.)

» How have you built relationships within the orgaatian?

» Have you been introduced to other faculty members?

* In what ways have you made collegial relationshipet, all?

* In what ways have you been mentored, if at allviHas this helped or
hindered your integration into the institution?

= Whom do you turn to if you run into difficulties the college or the
classroom?
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o (Emergent): In general, how do you feel about yotegration into the college?

» How has it helped or hindered your ability to dgoad job?

= Have you experienced any obstacles or barriergitoghwell-integrated
into the department and organization, affectingryatility to doing your
best work?

= Do you have any suggestions for the college orethgsics?

» Is there anything else you would like to share v concerning your
position as a part-time faculty member within ttiépartment and
institution?

Full-time faculty and Department Chair (at least 1 each, but possibly more):

0 (Basic information): Please describe your role mhdduties. How long have you
been in community college education, at this c@lemd in this role? Have you
had experience as a part-time faculty? (Basic deapgc data will be collected
at the end of the interview.)

o] (Identlty of Organization):

What motivates you to work as a faculty membehmst institution?

» What motivates you to teach developmental educatiath classes in this
department/college?

» What provides meaning for you in your work?

» Do you believe that part-time faculty have the sanativations and
meaning?

= How do you think that part-time faculty motivatioalsgn with
institutional mission (use what you assume the iomisis for your
answer)?

o0 (Information Networks): (Please provide examplesifive and/or negative
throughout.)

* How have part-time faculty been included and irdéegpt into the
information networks of the institution?

» Forinstance, how do you think they find or recenfermation on
job availability in the first place?

* How are part-time faculty interviewed for the pmsit?

» Do they receive an orientation of any sort? Hoveesive, and
who provides it?

* How do they generally receive information on hovdtotheir job,
on processes and requirements, on available resgustdent
services, on events, or on current issues?

* How are they included in professional developmémiostunities?

* In what ways are they encouraged to participateercollege
beyond the classroom, if at all?

* How have they been encouraged to participate iregha
governance, if at all?

* How have their talents and skills been utilized sembgnized
within the organization?

o0 (Relationships): (Please give examples, positid¥é@megative throughout.)

* How have you built relationships with part-time dég?
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In what way are you able to help part-time facettynect with other
people within the institution?

Have they been mentored, and in what way?

Have part-time faculty asked you for help if thay iinto difficulties in the
college or the classroom?

o (Emergent): In general, how do you feel aboutgradon of part-time faculty in
this institution?

How has it helped or hindered their abilities toadgood job?

Are you aware of any obstacles or barriers keepargtime faculty from
being well-integrated into the department and ogdion, affecting their
ability to do their best work?

Do you have any suggestions for the college orethgsics?

Is there anything else you would like to share waitl concerning your
role with regard to part-time faculty within thiegartment and
institution?

* Administrative Aide(s) (1 or 2):

o0 (Basic information): Please describe your role mhdduties. How long have you
been in community college education, at this c@lemd in this role? Have you
had experience as a part-time faculty? (Basic deapdgc data will be collected
at the end of the interview.) (Identity of Orgartiaa):

What motivates you to work at this institution?

What motivates you to support the teaching of dguslental education
math classes in this department/college?

What provides meaning for you in your work?

Do you believe that part-time faculty have the sama¢ivations and
meaning?

How do you think that part-time faculty motivatioalsgn with
institutional mission (use what you assume the iomisis for your
answer)?

o (Information Networks): (Please give examples, {pasiand/or negative
throughout.)

How have part-time faculty been included and irdegpt into the
information networks of the institution?

* Forinstance, how do you think they find or recenfermation on
job availability in the first place?

* How are part-time faculty interviewed for the pmsit?

» Do they receive an orientation of any sort? Hoveesive, and
who provides it?

* How do they generally receive information on hovdtotheir job,
on processes and requirements, on available resgustudent
services, on events on current issues?

* How are they included in professional developmémiostunities?

* In what ways are they encouraged to participateercollege
beyond the classroom, if at all?

* How have they been encouraged to participate iresha
governance, if at all?
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* How have their talents and skills been utilized sembgnized
within the organization?
o (Relationships): (Please give examples, positid¥é@megative throughout.)

* How have you built relationships with part-time ddg?

* In what way are you able to help part-time facettynect with other
people within the institution?

*» Have they been mentored, and in what way?

» Have part-time faculty asked you for help if thap into difficulties in the
college or the classroom?

o (Emergent): In general, how do you feel about irgegn of part-time faculty in
this institution?

* How has it helped or hindered their abilities toadgood job?

= Are you aware of any obstacles or barriers keepargttime faculty from
being well-integrated into the department and oegdion, affecting their
ability to do their best work?

» Do you have any suggestions for the college orethgsics?

» |Is there anything else you would like to share i concerning your
role with regard to part-time faculty within thiegartment and
institution?

Dean (1 or 2):
o (Basic information): Please describe your role jatdduties. How long have you
been in community college education, at this c@lemd in this role? Have you

had experience as a part-time faculty? (Basic deapdgc data will be collected
at the end of the interview.)

o (ldentity of Organization):
» What motivates you to work at this institution?
» What motivates you to support the teaching of dgu@lental education
math classes in this department/college?
» What provides meaning for you in your work?
= Do you believe that part-time faculty have the sanativations and
meaning?
= How do you think that part-time faculty motivatioalsgn with
institutional mission (use what you assume the ionisis for your
answer)?
o (Information Networks): (Please give examples, {pasiand/or negative
throughout.)
* How have part-time faculty been included and irdéegpt into the
information networks of the institution?
» Forinstance, how do you think they find or recenermation on
job availability in the first place?
* How are part-time faculty interviewed for the pmsit?
» Do part-time faculty receive an orientation of awyt? If so, how
extensive, and who provides it?
* How do they generally receive information on hovdtotheir job,
on processes and requirements, on available resgustdent
services, on events, on current issues?
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* How are they included in professional developmé@miostunities?
In what ways are they encouraged to participataercollege beyond the
classroom, if at all?
How have they been encouraged to participate iredhgovernance?
How have their talents and skills been utilized es@bgnized within the
organization?

0 (Relationships): (Please give examples, positid¥é@megative throughout.)

How have you built relationships with part-time ddtg?

In what ways are you able to help part-time facatignect with other
people within the institution?

Have they been mentored, and in what way?

Have part-time faculty asked you for help if thay iinto difficulties in the
college or the classroom?

o (Emergent):

In general, how do you feel about integration at{iene faculty in this
institution?

How has it helped or hindered their abilities toadgood job?

Are you aware of any obstacles or barriers keepargtime faculty from
being well-integrated into the department and ogdion, affecting their
ability to do their best work?

Do you have any suggestions for the college orethgsics?

Is there anything else you would like to share waitl concerning your
role with regard to part-time faculty within thiegartment and
institution?
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Appendix E: Suggestions for Improvements

The Whole System Needs to be Changed

So one of the college’s goals is equality. We have very much a two-class system in the faculty. |
don’t seeit. | don’t see that as being consistent with the college’s values. | feel like two thirds
the classes are taught by part-time faculty, some by choice, sure. But | have conversations,
almost every term with someone who is just so ready to get out of here because they just don’t
want to be full-time anymore...or part-time, sorry. . . . Well, because they can’t be hired full-time.
And they’re just ready to go do something else, you know. Like Trent over at Campus 3 got fed
up and just went into, | think actuarial work. And then he came back. And maybe he’s back into
that. | don’t know. But, you know, it seems like this college only exists because of a large group
of people who are paid less, given lower priority on classes, less benefits, less job security. This
system would just not exist without these lower class...or employee, working hard to support it.
And, you know, there’s always sort of the dangling of, oh, you could get hired full-time, but only
if you’re willing to do a lot of extra work outside of your job duties, and not just extra work but
the right kind of extra work. Well, not everyone can be on a committee. It’s just kind of an
illusory prospect. And it’s not like | have a solution. You really can’t get rid of the system. There
are too many people with vested interests who would not allow that to happen. ... When |
really got into teaching | was a little more idealistic about it, a little more driven, | guess, by
movies that show like one teacher making a difference. And now that I've been here fora
number of years, it’s sort of...You know, you sort of get to know a system and sort of the rules of
the system are not always set up to...| don’t know, provide the best outcomes, until it gets bad.
And listening to myself, it sounds like I’'m saying a lot of negative things here. | generally like
working here. | like the people | work with. | love meeting with students. | like having autonomy
in the classroom. | don’t like...| wouldn’t like it if someone was watching every day and criticizing
everything | do. It’s just, in the long-run | don’t think that this model really lines up with the
college’s values.. . . It’s not a very realistic suggestion. But | don’t know of any incremental
changes that would really make a big difference.

| see the transition towards...I mean, it’s been going on forever, this transition towards part-time,
using part-time instructors. | think that it does impact the quality of instruction though. And |
think that...I think it impacts attitude and morale. | think there’s a certain class of instructors
who want to teach part-time and who feel, you know. But there’s also a certain class that are
teaching seven classes for three different college districts in order to try to pay back $70,000 in
student loans, right? And they’re phoning itin. So, to the degree that it accommodates certain
professionals who want that quality of life, it’s a tool. To the degree that it’s a fallback to...for a
certain class of individuals who are trying to scrape together an income, it’s a hindrance to
students, | think.. . .Quality of instruction. ... mean, | see handwritten exams thrown together. ..
I mean, there’s no way you can teach five classes. . . .So, you know, when you have someone
part-time who isn’t really interested in being an educator, and who's doing this in order to just
pay bills, I think that that’s certainly more likely a part-time person. Not to say that isn’t possible
to have that happen at someone full-time. But, yeah. There’s no...It'’s check marking boxes.. . .
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Oh, sure. | mean, I've experienced it in class. . . .In math it happens a lot when you get engineers
teaching mathematics, as kind of a backup or as a fallback.

One of the challenges...One of the differences between...You know, you look at your typical
part-timer and they have multiple part-time things across multiple colleges. You look at CTE
part-timers, they have a full-time job and they teach on the side. So you have two completely
different categories of people where the needs of one definitely don’t necessarily make the
needs of everybody. You know, when they did multiyear contracts, so your contracts are
awesome for the first group. But the second group, they have full-time jobs and they teach. But
if a department needs to hand out X number of multiyear contracts, that proves a challenge for
them because they’re told you need to hand these out. And they’re like, “Well, who do | give
them to? Because it’s not like that first group where you have people who are taking and
teaching across multiple campuses, multiple institutions. So finding a way to reach those people,
those part-timers, and find out specifically what they need, categorizing that, collecting that,
kind of managing that and being able to address those at an institutional level.

Hire More Full-time Faculty

That’s a tough one. | guess...I know that there’s a lot of good stuff going, College-wide, to
support part-time. | guess the only thing | just hope is somehow, budget-wise we can work on
our part-time/full-time ratios. But then again, sometimes we hear we’re better off than other
places. So, you know, it’s a tough one. It's a tough one.. . .That’s my opinion.

And I mean, even though | feel completely privileged and entitled and happy with my position.
This is my dream job, and I'm in it for life. I've heard, like at a party for example, like at a cocktail
party, or a barbeque at somebody's house, like an administrators house for example. Like talking
to someone who's a dean somewhere, dean of instructions or something like that. And they say,
“What do you do?” And you say, “Oh, I'm Matt. | teach math at Campus One.” They go oh,
“Full-time or part-time?” And | go, “Full-time.” And they say, "Full-time instructors are gold".
That's a quote. And | thought, hire more of us, you know. We're not hiding in hills. We're not...
Full-time instructors are not something we have to mine like precious metal. We make them,
right? The college invests in us, and there we are. We're here, right? We have...| mean, we have
a couple of empty cubicles in the math department right now. We'd love to fill them up, you
know? And we have...I can name four or five of my part-time colleagues right now who I'd be
more than happy to welcome as full-time. Like | would be more than confident that they'd be
committed to this job for their career, you know? And that's just the people | know at PNWCC.
That doesn't even consider all the interesting, thoughtful young people who want to make this
world better outside of our walls. And so | just think that the shift towards the larger part-time,
that the full-time/part-time ratio being anything worse than fifty/fifty is a bad split. | think that
fifty/fifty kind of might make sense with our retirees and our young people. But the job is difficult.
We need the shared governance duties, the committee work. We need participation in more
people who are seriously engaged in the work. And they can't be engaged in it unless they're
getting paid and they know how to get paid. You know, they know that their work is valued.
That's the thing, | know my work is valued, so | work hard. Other people, part-timers do not
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know...to sometimes know your work is not valued, then you have to ask yourself how hard do |
want to work? That's hard.

Copy Good Practices from Other Colleges

And then at PNWCC 4 it's like kind of the opposite. It's like genuine support from like a dedicated
person with some release time to like have that be part of their job. Super valuable. That job
changed often enough that as a part-timer you benefited from more than one person's
knowledge and expertise while you worked there. Clear, clear access to like workshops,
professional development, whether it was things like they had a good...their advising department
reaches out to faculty every year and gives a little, you know, faculty advising workshop. This
was is a...You'd do it in the summer. You got paid three hundred bucks. And as a teacher, full-
time or part-time, you know a lot more about the advising system at their college.. . . There was
not a big class. It probably cost the college just a few grand. But like the twenty people in that
class are now like twice as valuable to students as far as points of contact for student services.
And like, and also just like mathematical workshops, teaching math pedagogy workshops.
Always obvious that this stuff is here for us and we can do that. And, of course grants, the grant
participation was paid always at a good rate, stuff like that

We should have dedicated faculty, full-time faculty with release time whose job is to support our
part-time faculty's development as teachers, and members of...and learning about curriculum,
and learning how to do faculty work. We don't have that right now. Especially in...I don't know if
every department, but in a huge department like math we need it. We need something.

PNWCC 4 again, had the best part-time review process. And they had like a real—like you knew
that they were coming this quarter. They'd contact you at the beginning of the quarter and pick
the class. You knew you were going to sit down afterward. And they had notes they were going
to share with you, and thoughts.

Well, at PNWCC 4 the basic thing they had that we don't have is a dedicated person in the
department whose role is part-time supervisor. Their job is to be the person for...And they pass
it around from full-timer to full-timer. They all share this duty for like maybe two years at a
stretch or something. A year maybe, | can't remember. But that's the person who's going to be
doing all the classroom visits that year, who's going to be available for any questions part-timers
have about the job conditions, support for teaching, connecting part-timers to professional
development opportunities. Just kind of this person's job for just a year or two at a time. And it
really worked. Like | got connected to a lot of good like workshops and trainings and stuff there
kind of on a regular basis.

And the two schools | worked at more as a part-timer, it became kind of more apparent what
was not working at PNWCC 2, and what was really working well at PNWCC 4. There were really
differences. And some of the things that worked well at PNWCC 4 we don't have here, and | miss
them for our part-timers.

Orientation

| think they should have a mandatory six hour training from HR. You know, have people come in,
HR, student services. | mean even in the day, we all went through orientation, classified people.
| would think an orientation. | understand that part-time people probably have the fulltime job
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during the day. And they can’t come at day/night, you know. And so, | know they get a stipend
for coming out Wednesday night during in-service. But even if they just had a packet that was
given to people, you know. | think there is an old one in there — | save a lot of stuff...from HR,
that was kind of a checklist. So just have a little welcoming thing, maybe even on a Saturday, you
know, and talk about what'’s available for students. What’s available for the instructor. | mean,
how you process and where you get this, that and the other, you know? |don’t know. Serve
them lunch, they’ll come.

[orientation] Did it help me? As a new teacher, | could have used more what does teaching
really mean? How do you do handling of classroom disturbance oriented people, that kind of
thing, that you get in the world of education. My number of education courses are...splttt....as
you can imagine. . . .Mistake there...looking at the possibilities of lawsuits and other things and
how one person can disturb an entire class. . . . We certainly could use a look-see into that area.
I would like to see, maybe, some sort of a website where you could go to read all about the sort
of administrative sort of things, and to know who to contact if you have further questions. And
then maybe some sort of like a short-term mentoring sort of a thing for when you start. | think
that would be helpful.

Support and Events for Part-Time Faculty

Pay

There has to be a way to reach out. And it may be department-wise. It may be division-wise. But
ways that you can reach out to the part-timers to find out what they need. You know, be able to
ask the part-timers, okay, what do you need to be successful? That’s a pretty big question that
Technical does when they do their retreat is, okay, what do you guys need to be successful?
Where do you feel as though...Where do you feel as though you don’t have the information, you
know? You want to do professional development, or you want to do these things.

One of the things that Technical did was ...once a year they did a part-time event where full-
timers were encouraged to come for that interaction in the first hour of lunch, get to know the
part-timers. And then after that hour, for the next hour it was all focused on what the
department could for part-timers. .. . And so it’s a really, really good idea. They’ve been doing it
three, four years now. And | think that it’s a really, really good opportunity of both college-wide
information and for department-specific information.

And then we need...part-time faculty need to be paid for office hours. They need to be paid for
their work outside the class. That needs to be part of their contract so they know it's valued and
valuable. They already know it's important to students. But they need to know that the college
isn't just saying something when they say students come first. They have to pay people who are
working with the students. And that's key. We need...And we need a system of getting paid for
work outside the classroom that makes sense and is responsive to the decision making of our
CACs. And works on the schedule of how we work, rather than some kind of randomly imposed
schedule from outside. Because that doesn't make any sense.

And then if they really actually want people's long term participation in other things they need
to pay them for it. They need to have set times and they need to pay.
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If they’re being paid $4,500 to teach this class, and they’re sitting on a CAC subcommittee,
especially something like a learning assessment committee and they’re not getting paid, that’s
the college just getting free labor. That’s just wrong.

They have a good start with starting to pay them to come and help out. | think they need to
continue that and maybe expand it, especially if they’re not going to hire more full-timers and
it's going to continue to be sixty percent, sometimes more, percentage. Yeah. | think it’s in the
thirties for full-timers; it’s closer to seventy percent [for part-timers]. If they’re going to continue
to have that large of a percentage of our classes taught by part-timers, they really need to have
them involved more so that they can understand the expectations and give their input, if those
expectations changes at all.. . .That’s pretty much it. Just make sure that they feel welcome and
included. And if they’re going to do work, pay them for it. Don’t expect them to get it to them
for free. Because it’s not right to do that. They can’t expect that, from a moral standpoint.

They teach over half of our classes. They need to be a part of it. But | don’t think it’s fair to ask
them to do that if they aren’t going to get paid for it. You can’t ask them to give us their time
when they’re trying to make a living and they’ve got other institutions also. And | think before
we....Well, we’ve only had the money for the part-timers for about a year, not even a year. [The
money to help them get a little development?] Yeah. And | felt it was very kind and generous of
them to put all the time that they were putting in. Because | felt bad that they...| mean, |
had...My 60 through 95 committee, | had several part-timers. And they were all donating their
time to come in, because they felt passionate about that. Some of them wanted full-time jobs
too. So they were participating to get to know...But a lot of them were just there because they
wanted to be there. And | thought that was extremely generous. And | really felt like they
deserved to be paid to be there. And a lot of them had years and years of experience and a lot
to give. And they were just giving it for free. And | felt that was sad. So | am glad that now
they’ve negotiated to give them some pay for that time. And | think they should give their input
on what we teach, how we teach it, what book we’re going to get, because they’re going to have
to use it. And they teach over half of our classes. So they need to be included. But they deserve
to be paid if they’re going to put their time in, so...

| think that a lot of part-time faculty are working very hard for not a lot of pay, and that makes it
difficult to see working here as more than just a job. After | got hired as a permanent full-time
faculty, my life changed so much. My short term and long term financial needs felt taken care of,
and it allowed me to focus more of my attention on the college's mission and my students'
needs.

There’s some unfairness. And then there are part-timers that, I’'m going to guess, are wanting to
be fulltime. And so that’s a way for them to get a foot in the door. Because it is, | think, pretty
competitive here to become a full-timer. And you know, some of the full-timers | work with |
think, God, you really don’t know how good you’ve got it. You’ve got your summers off. And
your kids have health insurance. And you can have a baby. . . . But when | say that, I'm saying it
almost like I'm —there’s that word — jealous...jealous of a full-timer. And that financial — what’s
the even word I'm looking for — safety, yeah, the security that they have. And | was talking to a
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full-timer earlier today. And they were talking about retirement. And you know, it’s like, okay.
Well, that’s nice.. . .You know, | just said | didn’t want to go there.

Yeah, because | think it's,...by not paying them for all of their work we're...It's like by, you
disrespect one person with the job, you disrespect everybody with that job.

Rethink Math Courses

And then the other thing in the math, that | see, that | think that...| don’t know. This is just a
personal pet peeve. But the move towards online...I mean, we have to decide, in these remedial
classes...in these developmental classes, what are we really trying to... What are we really trying
to instill? What skills are we really trying to instill? | doubt very few of our students need to
solve for the vertex of a parabola ever in their lives, right? What they’re really getting is this
capacity to think and communicate in a logical way. This means this, which means this, which
means. . .therefore, this leads to this, right? Communicate and to be able to communicate that.
To think critically and to... What's they’re getting out of Math 60, 65, 95. The slope of a line
maybe, maybe not. But certainly, all of them.



