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Abstract

Contingent Faculty have no long-term commitment from their institution. Their
working conditions have been studied for over 60 years. Few studies, over this same
period, examine management's perspective of the processes that create the contingent
faculty working conditions. The purpose of this study isto examine the contingent faculty

management processes from the administrators' perspective.

Using grounded theory methods, | selected and interviewed 17 participants
including six department chairs, four faculty deans, three directors, two administrative

assistants, one program coordinator, and one acting dean from one university.

The result of this study is the contingent faculty management process variation
model. At the core of this model are the variations in management processes among the
faculties and departments in this study. Contributing to these variations are contextual
elements, including lack of administrator training, the short-term nature administrators
position, administrator isolation, and frustration. There are also elements that mitigate
variations in management processes including central control of processes and centralized

training.

These variations have implications for the institution, the administrators, and
contingent faculty. Implications include ensuring human resource practices adhere to
legal guidelines, understanding the source of some variations is the interpretation of the
collective agreement, and making sure that any implementation of new practices or

processes is supported by a sustained training effort.
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Definitions
Administrators: For the purpose of this research this term describes employees
of an educational institution who are involved in managing contingent faculty. This
includes the president, vice presidents, the human resource department, deans, chairs,
program coordinators, and directors. This definition also includes administrative
assistants who are involved in management processes and contingent faculty who are

members of assessment committees.

Contingent Faculty - Faculty members who have no long-term commitment from

the ingtitution for which they work (i.e., are not tenure-track faculty) (AAUP, 2003).
There are many different terms used in literature and by institutions for contingent faculty
(Appendix A). I will use the term contingent faculty to mean both part-time faculty and

full-time, limited-term faculty.

TabulaRasa - Clean date. Glaser and Straus (1967) use the term to mean a

researcher with no preconceived ideas.

Working conditions: How contingent faculty experience the human resource

management (HRM) processes at educational institutions.



Chapter 1: Introduction

Impetusfor the Study

After 25 years experience in management, | began to teach some business courses
at alocal university. In duetime, | applied for the right of first refusal for two courses.
Right of first refusal would give me seniority for these courses, which would enable me
to avoid the process of re-applying each term to teach these courses. | submitted my
portfolio to my supervisor as required by the collective agreement. A few weeks later the
seniority list came out without my name attached to the courses. Assuming there was a
problem with my portfolio | approached my supervisor to find out why | was not on the
list. Hisfirst response was that | should have submitted my portfolio, which | had done.
After he said he did not receive it, | pointed to it on his shelf. His next response was a
version of, “ The responsibility of the oppressed (is) to frustrate their oppressors’
(attributed to Selin Gursodzl ). He was not trying to say that | was oppressed. He was
trying, in a humorous manner, to say that once | submitted my portfolio, it was my

responsibility to remind him at regular intervalsto review it.

Thiswas the first time | thought about the working conditions for part-time
faculty. This event did not affect me too negatively as | did not need to teach to make a
living. | was what Rajagopal (2002) would call a"classic sessiona” (p.128) or Tuckman
(1978) would call a"Full-Mooner" (p.307). | had full-time employment outside of
teaching, so these courses were not my main source of livelihood. However, this
experience did make me think of other part-time faculty and how they are managed. This

was the impetus for this study.



| was not unigue as a part-time faculty member. A 2018 study of Canadian
universities revealed that 56 percent of all faculty appointments are contingent faculty
(Pasma & Shaker, 2018). While statistics on the number of contingent faculty are
difficult to collect (Brownlee, 2015; Field & Jones, 2016; Fine, 2010; Rajagopal, 2002),
there are some studies that indicate the number of contingent faculty in Canada has
increased. Based on a Statistics Canada survey, which was run between 1990 and 1997,
the percentage of contingent faculty members rose from 40 percent in1990 to 44% in
1997 (Omiecinski, 2003), rising to 56% as reported in the Pasma and Shakers (2018)
study. The Statistics Canada survey was stopped due to budget cuts and survey coverage
limitations. Another indication of the growing use of contingent faculty is the difference
in therise in the number of students enrolled in universities versus the increase in the
number of tenure-track faculty. Field and Jones (2016) reported that, in Ontario, the
number of studentsincreased over aten-year period by 52% but the number of tenure-
streamed faculty only increased by 30%. "It is generally assumed that sessional faculty
are playing an increasing rolein filling this gap" (Field & Jones, 2016, p. 11). In the
United States, where statistics on faculty status is more regularly collected, contingent
faculty make up about 70 percent of all faculty positions (US Governmental
Accountability Office, 2017). It is difficult to compare statistics from different studies
and different regions because faculty statusis often locally defined and different types of

ingtitutions may have different proportions of contingent faculty.

| initially intended to examine the working conditions of part-time faculty;
however, during the review of the literature on contingent faculty it became apparent that

their working conditions had already been studied. The literature demonstrated that,



despite the number of studies made, there has been little change in several key issues
facing contingent faculty. Additionaly, there are very few studies from the
administrators perspective. As there are contingent faculty issues that remain unresolved,
to effect meaningful change it isimportant to understand these issues from multiple

perspectives.

Pur pose of the Study

The purpose of this study was to examine management processes for contingent
faculty from the administrators perspective. From this examination, | intended to develop
amodel of best practices that could be used by administrators to improve their
management processes. As the study progressed factors that could determine the success
of management processes began to emerge. These contextual factors made it difficult to
define "best practices’. Therefore, what emerged from this study was a model of
management process variations including the contextual factors that lead to these

variations.

The Research Questions
| began this study by posing the following questions:

What are the processes for managing contingent faculty?
What are the roles of specific administrators?

How and why are decisions regarding contingent faculty made?

In the rest of this chapter, | will explain some of the differences in managing an
educational institution when compared to atypical for-profit organization, describe the

context of this study, and detail the structure of the following chapters of this dissertation.
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Unique Aspects of University Management

This dissertation is not the place to debate some of the unique aspects of
managing at a university. They are described here only to highlight some of the
differences between managing a business and managing an educational institution. It is
because of these differences that an interdisciplinary approach is needed when studying
contingent faculty management: a human resource management lens combined with an
education viewpoint. Below | briefly discuss aspects of management that are uniqueto a

university: corporatization, funding, tenure, and academic freedom.

Corporations are generally run by managers, trained in the practice of
management, for the benefit of the owners of the business (Conger & Fulmer, 2003).
Governance in Canadian universitiesis characterized by collegial, shared governance
(Eberly, 2009). University governance is usually divided into two groups. One group,
generally made up of faculty, deals with academic issues. Another group, generally made
up of externa members and administrators, deals with finance and resource issues. There
isasense in the academic group that thereisless collegiality between these two groups
with "an us-versus-them dynamic that erodes the effectiveness of collegial governance”
(Pennock et al., 2016, p. 78). Administration has had to deal with an increasein
accountability issues and pressures from many stakeholders to provide a market driven
education to produce job-ready graduates (Boyko & Jones, 2010). These issues have led
to what some would call the corporatization of educational institutions, which can be
defined as "an ingtitution that is characterized by processes, decisional criteria,

expectations, organizational culture, and operating practices that are taken from, and have



their originsin, the modern business corporation” (Steck, 2003, p. 74). This change has

affected how universities are managed.

In the late 1970s and early 1980s, a combination of aweak economy, government
fiscal restraint, and globalization led to a rethinking about the operation and purpose of

the university. Thisled to a,

shift from an institution whose practises emerge from its distinctively academic
and educational character, to one whose practises emerge from its character as
a business organization which delivers largely pre-packaged or pre-defined
academic and educational services to paying customers and targeted markets.

(Newson, 1994, p. 152)

The student became a customer, with all that is connected to a paying customer, including
the myth that the customer is always right. This puts pressure on the instructors to keep
the customer happy: a pressure felt more deeply by contingent faculty as they often feel

that their jobs depend on happy students (Sonner, 2000).

Another aspect of management in educational institutions is the funding
mechanism and its dependence on the policies of provincia and federal governments.
Corporations are also affected by government decisions but not as directly. For example,
shortly after a new government was elected in Ontario, Canada in 2018 they announced a
tuition cut of 10%. This reduced the budget of Ontario colleges and universities by $440
million (Rushowy, 2019). Administrations must deal with such sudden reductionsin
revenue. While corporations see increases and decreases in revenue streams, rarely are

they at the whim of new governments.



The tenure program is aso unique to the academic environment and must be
considered when making human resource management decisions. While tenure does not
guarantee ajob for life, it can constrain the flexibility in university budgeting over the
short term. Often universities wait until aretirement to replace a tenured position with
contingent faculty. One of the considerations when hiring contingent faculty is the short-
term flexibility gained over tenured positions (Brownlee, 2014; Fagan-Wilen et al., 2006;

Kemnitz, 2009; Laughlin, 2010; Lawhorn, 2008).

Academic freedom is afundamental principle of academia. Academic freedom
gives professors "freedom to discuss, freedom to criticize, including criticism of the
[university]" (Collective Agreement). It also gives professors the freedom to choose
teaching methods and to discuss controversial material. However, due to the
precariousness of their positions, contingent faculty often feel as though academic
freedom does not pertain to them. “Largely unprotected against sudden termination of
their employment, contingent faculty have every incentive to avoid taking risks in the

classroom or tackling controversial subjects’ (Lynch-Biniek, 2017, p. 16).

Corporatization, government funding, the tenure system, and academic freedom
are aspects of an academic environment that are not present in typical for-profit
organizations. They influence how administrators at all levels manage faculty and staff.
Managers in non-academic settings rarely have to consider these aspects when they
manage employees. A unigue and comprehensive model could only be obtained by
conducting this study through two different lenses. education and human resource

management.



Context of the Study

This study took place at amid-sized university in eastern Canada. | chose this
university because it has arelatively large number of contingent faculty as reported by
The Canadian Centre for Policy Alternatives (Pasma & Shaker, 2018). The summary
report revealed that "more than half of all faculty appointments in Canada are contract
appointments” (p. 5). The report also had statistics from individual universities, which
showed that 50% of the faculty at the university in my study were contingent faculty. The
university also has over 50 faculties and departments over four locations, giving me the

opportunity to interview administrators from awide range of disciplines.

Contingent faculty are faculty who have no long-term commitment from the
university. There are two basic types of contingent faculty. The first type of contingent
faculty includes those that are full-time but have a limited-term contract. The contingent
faculty in the limited-term full-time category teach afull course load over multiple terms.
Individual institutions determine afull course load, which may vary depending on the
level of work in other areas such as service and research. The other basic type of
contingent faculty includes the part-time faculty who teach less than afull course load per

term and who may only teach in one term per academic year.

The limited-term faculty at the institution under study are covered under the same
collective agreement as other full-time faculty. The part-time faculty have a separate
collective agreement. At thisinstitution, part-time faculty have an opportunity to obtain
longer-term commitments from the university through rights of first refusal and multi-
year appointments. A right of first refusal gives a part-time faculty member some security

with the first choice to teach a given course without having to go through the application
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process. They are notified if the course is being offered and will have the choice to teach
it before applications are reviewed from those who do not hold aright of first refusal. The
right of first refusal is course specific although part-time faculty can hold rights of first

refusal for multiple courses.

If a part-time faculty member holds aright of first refusal and teaches the course
for a pre-set required number of times, they will automatically receive a multi-year
appointment for that course. If the university offers the course, the part-time faculty
member is automatically assigned to teach that course for the specified term of the multi-

year appointment.

Thereis one faculty at this institution in which part-time faculty are covered by
the collective agreement but are not able to hold rights of first refusal or multi-year
appointments for the courses they teach. This faculty has not set up any administrative
process to manage rights of first refusal or multi-year appointments for the types of
courses they offer. There is an agreement between the ingtitution and the part-time faculty
union to form a committee to examine thisissue but at the time of the research

interviews, the committee was not formed.

Structure of the Dissertation

The remainder of the dissertation is organized as follows. In chapter two, | detall
my literature review, which | conducted in three stages. The first phase consisted of the
literature relating to contingent faculty issues from the contingent faculty's perspective.
Thiswas an extensive review covering literature from 1958 to 2020. | performed the

second phase of the literature review after the interviews were finished. This consisted of



the literature relating to how administrators managed contingent faculty. | performed the
final phase of the literature review after the model was almost complete. The third phase
of the literature related to issues faced by the participants while managing contingent
faculty including term limits, isolation, frustration, and administrator training. These
issues were not covered in the contingent faculty literature or the contingent faculty
management literature, so near the end of the study | performed aliterature review on
university middle management. | summarized all three literature reviews in chapter two

in the order | performed them.

In chapter three | describe my research methodology. | discuss my process for
determining that grounded theory methodology is the best means for studying thisissue. |
explain the study design, how | chose the participants, the data collection and analysis
methods, and ethical issues, including how | maintained participant confidentiality. For
this study | performed 17 interviews, attended four public university meetings, and

examined the contingent faculty collective agreement.

In chapter four | provide detailed results of the study. | describe the variationsin
management processes from planning to exit management. | also describe some issues
that were expressed by the participants including lack of administrator training,
frustration, isolation, and the term limits of their positions. | finish the chapter by

describing some of the processes that are included in the collective agreement.

Chapter five contains the model that | developed from the research data: The
Contingent Faculty Management Process Variation Model. This model centres on the
variations in contingent faculty management processes with elements that contribute to

the variations and el ements that mitigate the variation. | then explain some implications



of the process variations for senior administrators, middle administrators, and contingent
faculty. | finish the chapter with the contributions this study makesto the literature of

contingent faculty and some suggestions for further study.

In chapter six | summarize the data collected from the 17 participants and review

the results and implications of this study.
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Chapter 2: Review of Literature

Chapter Overview

In this chapter | present the literature review | conducted for this study. Grounded
theory methodology necessitated a limited literature review prior to performing the study
because "there is the risk of a biased interpretation of the data, if one istoo imbued with
concepts from the literature” (Backman & Kyngas, 1999, p. 148). Another reason to
delay the literature review, as suggested by Glaser (1978), is that the important concepts
will not emerge until the study is complete. It is difficult to do aliterature review on

concepts before they are known.

Figurel

Literature Review Elements

Contingent
Faculty
Management
Contingent Administrator
Faculty Issues Issues
Phase 1: Phase 2: Phase 3:
Contingent Faculty Administrators’ Chair/Dean
Perspective Perspective

The literature review for this study consisted of three stages as presented in Figure

1. Thefirst stage focussed on contingent faculty issues from the contingent faculty's

perspective, the second stage focussed on contingent faculty issues from the

11



administration's perspective, and the third stage focussed on issues faced by
administrators while managing contingent faculty. | performed each stage of the literature
review at different times during the study. For clarity, as suggested by Charmaz (2006), |

present all three literature reviews in this chapter in the order they were performed.

Literature Review Timing

It isimportant to consider the timing of the literature review when using
grounded theory to conduct aresearch study. Too much literature review in advance of
the study could bias the researcher by "importing preconceived ideas and imposing them
on your work" (Charmaz, 2006, p. 165). However, aresearcher must have sufficient
familiarity with the field of study to knowledgably ask questions and develop theory from

the data (Glaser & Strauss, 1967). With thisin mind | conducted my literature review in

Figure?2

Literature Review Timing

Timing Subject Perspective
. Contingent Faculty .
{ Prior to Study ﬁ[ s Comees ﬁ{ Contingent Faculty
After Interviews Contingent Faculty Administrators
Completed Management Processes
e Administrators’ Issues Administrators
Development
three phases (Figure 2).

| conducted the first phase of my literature review prior to commencing this study.
| performed an in-depth literature review on working conditions for contingent faculty

from the contingent faculty's perspective, examining studies of their working conditions

12



from 1958 to 2018. It became increasingly apparent that many studies had been done on
contingent faculty issues from the contingent faculty's perspective but very few studies of
contingent faculty management processes from the administrator's perspective. During
this phase of my literature review | identified studies relating to the management of
contingent faculty from the administrator's perspective but since they did not pertain to

my review of contingent faculty issues| set them aside.

After | completed the review of contingent faculty working conditions, | decided
to do agrounded theory study of contingent faculty management processes from the
administrators perspective. There is asubstantial body of literature about contingent
faculty working conditions from the contingent faculty perspective but there are few
studies of the management processes by which administrators manage contingent faculty.
There were no Canadian studies in this area. Grounded theory methodology dictates that
no literature review be done on "the substantive area under study” (Glaser, 1992, p. 31)
until after the research is substantially complete. Thus, | did not perform aliterature
review on contingent faculty management processes until | had completed the interviews.

This was the second phase of my literature review.

| conducted the third phase of my literature review after the contingent faculty
management process variation model began to develop. The core of the model isthe
variation in contingent faculty management processes, but the data revealed elements that
contributed to, and mitigated, these variations. It was also apparent by this time that most
of the contingent faculty management processes are the responsibility of deans and
chairs. The literature | reviewed in phase two, relating to contingent faculty management,

did not discuss these contributing and mitigating elements so | expanded my literature
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review to include studies of deans and chairs. This constituted the third phase of my

literature review.

Phase One Literature Review - Contingent Faculty Working Conditions

Phase one of my literature review was done prior to the commencement of my
study because my initial plan for this study was to examine the working conditions of
contingent faculty. Upon examining the literature over a period of 60 years from 1958 to
2018 | realized that the research results were repetitive with the same themes reoccurring
over that time period. This literature contributed to my understanding of the issues related
to contingent faculty, but it is not directly related to my subsequent study of contingent
faculty management processes. Therefore, | will only present a brief overview of the
reoccurring themes from these studies rather than an in-depth discussion of contingent
faculty working conditions. | purposely included references from earlier studiesto

indicate the reoccurrence of these issues over time.

As previoudly stated, thereis an increasing reliance on contingent faculty in
Canadian universities (Field & Jones, 2016). Not only is the number of contingent faculty
growing but the type of contingent faculty is changing as well. Baker (1985), in her study
of a Canadian university, found that 60% of part-time teachers were willing, that is
teachers who were either employed full-time el sewhere or view teaching as atemporary
job until graduation. The balance of the part-time teachers, 40%, were made up of
reluctant part-timers. Reluctant part-time teachers "were frustrated because they could not

find full-time professional positions® (Baker, 1985, p. 4).
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Rajagopal & Lin (1996) refer to part-time academics who have full-time jobs
outside academiaas ‘classics . At the time of their article classics made up 34.5% of part-
time faculty in Canada. Rajagopal & Lin (1996) refer to academics who have chosen an
academic career and hope to one day obtain a full-time academic position as
‘contemporaries. Contemporaries made up 65.5% of the part-time instructors. Field and
Jones (2016) found that 25% of part-time faculty in their Canadian survey were classics
while 61% were precarious. Field and Jones (2016) used the term "precarious to refer to
the part-time faculty who want to obtain a full-time academic position similar to
Rajagopal & Lin's (1996) use of 'contemporary'. Thirteen percent of the participantsin
Field and Jones (2016) study did not respond to this question. These three studies give an

indication that the proportion of precarious contingent faculty isincreasing.

| summarize the reoccurring themes of the phase one literature review below. |
categorize the contingent faculty working conditions using the policy choice section of
the Harvard Human Resource Management model. As | describe in Chapter 3, this model
isacomprehensive overview of the human resource management processes which | used
as an interview guide and to categorize the management process variations described by
participants. The policy choice section of the Harvard Model contains six processes
including: Planning, Recruiting, Training, Performance Appraisals, Compensation, and

Exit Management.

Noticeto Teach

The first theme from the phase one literature review, notice to teach, relates to the
planning process. The notice given to contingent faculty is the amount of time between

the time they are hired and the first day of class. Contingent faculty are often given very

15



little notice to teach a course or when a course is cancelled (Gowin & Daigneault, 1961,

Hawkins et a., 1987; Marsh & Lamb, 1975; Y elland, 2018; Zabudsky, 2008).

Recruiting, Selection, and Hiring

The second theme revolves around the recruitment, selection, and hiring process.
Thisinvolves finding candidates and encouraging them to apply and then choosing the
candidate who is most qualified for the position. Institutions have little or no formal
recruitment and selection procedures for contingent faculty (Allison et al., 2014; Bender

& Breuder, 1973; Grusin & Reed, 1994; Reid, 1996; Rothwell, 2002).

Compensation

The third theme revolves around compensation. Compensation has three
components:. direct payments (e.g., salary, stipend), indirect payments (e.g., medical
benefits, parental |eave), and support (e.g., office space, administrative support, library
privileges). This literature shows that contingent faculty have continued to feel underpaid
(Boyd 111 & Alvin, 2016; Gowin & Daigneault, 1961) and even long-serving contingent
faculty are often denied benefits like medical insurance, sick leave, and life insurance
(Abel, 1976; B. R. Anderson, 1975; CAW, 2012; Field et al., 2014; Prindle, 1998;
Tuckman & Vogler, 1979). Contingent faculty are often paid on a per-course basis.
Additional work is often not compensated. For example, Crossman (2019) describes a
plagiarism procedure that could add up to ten hours of work up to a month after the
contract is finished. Unionization has helped boost contingent faculty pay but "it is clear
that contract academic staff continue to be severely underpaid’ (Hughes & Bell, 2015, p.

19)
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Support for contingent faculty can include job security, integration into the life of
the university, administration support, office space, and equipment. Contingent faculty
often lack support in its many forms (Abel, 1976; Ander, 2016; Bakley & Brodersen,
2018; Barden, 1988; Basen, 2014; Cooke & Hurlburt, 1976; Erwin & Andrews, 1993;
Field et al., 2014; Munday, 2016; Wiltjer, 2015). Unionization in Canada has led to some
gainsin job security. According to Hughes and Bell (2015), job security can in three
forms: conversion, seniority based, and assessment based. Conversion happens when,
after teaching the required number of courses, the position is converted to a permanent
position. Seniority based and assessment based are similar in that they give a contingent
faculty member aright to teach a particular course. Pure seniority is based on time spent
teaching a course without regard to assessment. Assessment based security is based on
periodic assessment. Seniority, assessment, or a combination of the two are often referred
to asright of first refusal (Hughes & Bell, 2015). While unionization appears to have
added alevel of security to contingent faculty positions, "contract staff continues to be

subject to assessment and layoffs' (Hughes & Bell, 2015, p. 21).

Training

The fourth theme is training. Contingent faculty are often not given the
opportunity to have an orientation when they start a new teaching position nor are they
offered training in pedagogy and classroom management skills (Allison et al., 2014; V.
Anderson, 2007; Bender & Breuder, 1973; Englebert, 1961; Fulton, 1999; Gowin &
Daigneault, 1961). However, in Hughes and Bell's (2015) survey of collective
agreements from 19 Canadian universities, al but two included provisions for

professional development allowances, sabbatical leaves, conference funds, and tuition
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waivers. The levels of these types of support varied widely among the collective

agreements surveyed.

Evaluation

The fifth theme is performance evaluation. Primary methods of evaluation include
an end of term evaluation by students and the number of complaints received by deans
from students (Bender & Breuder, 1973; Charfauros & Tierney, 1999; Gowin &
Daigneault, 1961; Grusin & Reed, 1994; Krauss, 1962; Langen, 2011; Seldin, 1993). An
early method of evaluation by "standing outside the classroom and listening over the
transom”(Miller, 1957, p. 115) has not been mentioned in recent studies likely due to the

absence of transoms in the modern classroom.

Perception of Contingent Faculty

The final theme from the contingent faculty literature is the general perception of
contingent faculty. The administrators perception will affect how and when contingent
faculty will be used. Administrators must also consider the perception of other
stakeholders like tenure-tracked faculty, third party accreditation organizations,

employers, students, and parents when they decide to use contingent faculty.

The general perception is that, when compared to full-time faculty, contingent
faculty are easier graders, worse teachers, and lack commitment to the students and the
institution (Faucher, 2014; Fine, 2010; Gowin & Daigneault, 1961; McCarter, 2012;
Puplampu, 2004). This perception persists despite studies that conclude that the quality of
contingent faculty teaching is on par with tenure-tracked faculty (Bender & Breuder,

1973; Cross & Goldenberg, 2003). Hoffman and Oreopoul os (2009) in their study of a
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large Canadian university concluded "that differences in commonly observed instructor
traits, such as rank, faculty status, and salary, have virtually no effect on student

outcomes" (p.23).

The popular press can shape perceptions of Contingent Faculty with headlines
like: CBC - Most University Undergrads Now Taught by Poorly Paid Part-Timers.
(Basen, 2014); The Star, Vancouver - Mg ority of Canadian University Appointments
Now Precarious Gigs (Mckeen, 2018); MacLeans - What It's Like to be an Under-Paid
Ontario College Instructor (Carver, 2017); The Star, Halifax - Halifax students say
precarious work for faculty is hurting their education (Grant, 2018); Boston Globe -
Parents: The Adjunct System is Wasting Y our Kids' Tuition (McNamara, 2014); Forbes -
More Than Half of College Faculty Are Adjuncts. Should Y ou Care? (Edmonds, 2015).
These popular-press articles imply that there isareal and significant drawback to being

taught by contingent faculty.

It should be noted that the participants in my study had an overwhelmingly
positive perception of the contingent faculty that worked in their faculties and
departments. While the participants often |lamented that some of the working conditions
were out of their control, the contingent faculty, according to the participants, continued

to provide quality instruction despite the working conditions.

Phase Two Literature Review - Contingent Faculty M anagement
Processes

| conducted phase two of my literature review after | completed the interviews for

this study. In this phase | reviewed the literature relating to contingent faculty
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management processes from the perspective of administrators. While there was a
substantial body of literature relating to the contingent faculty working conditions, there
were fewer studies related to the management processes. Of course, the working
conditions and the management processes are two sides of the same coin in that the
management processes create the working conditions. The working conditions are from
the perspective of the contingent faculty, the management processes are from the

perspective of the administrators.

There are no Canadian studies specifically relating to the administrator's
perspective of contingent management processes. The lone study from outside the United
Statesis from Australia. Administrator literature can fall into four groups as shown in

Table 1.

Tablel

Administrator Literature Review Summary

Comparison of Administrators and Contingent Faculty (Ashford, 1993; B. S. Davis, 2004; D. Davis et ., 2014; Dixon,
Perceptions about Contingent Faculty |ssues 1977; Kimmel et al., 2020; Roark, 1988; Snyder, 1989; C.

Thornton, 1996)

Administrator's Personal Reflection (Berube, 2017; Greenwood, 1980; D. A. Harris, 1980; Hartleb &

Vilter, 1986; Papp, 2002; Ray, 2005)

Benefits and Concerns of Using Contingent Faculty (Evans & Woods, 1990; Fjortoft et al., 2012; Kemnitz, 2009; J.

R. Meyer, 2017; Sinnathamby, 2019)

Survey of Practices (Doody, 2018; Laughlin, 2010; Magda et al ., 2015; Oprean,

2012; Orr, 2010; Stout, 2008)

Thefirst group contains studies that compare the administrators and contingent

faculty's perceptions of some aspect of contingent faculty issues (Ashford, 1993; B. S.

20




Davis, 2004; D. Davis et al., 2014; Dixon, 1977; Kimmel et al., 2020; Roark, 1988; C.
Thornton, 1996). Ashford (1993), for example, studied the perception of administrators
and part-time faculty of a community college in the United States. She found areas of
agreement like the lack of future salary increases for part-time faculty, lack of benefits,
and the level of education of part-time faculty compared to full-time faculty. However,
she aso found areas of disagreement like the teaching quality of part-time faculty versus
full-time faculty and whether part-time faculty would be considered for full-time faculty
positions when the positions became available. In her study she found that the
administrators were more likely than the part-time faculty to disagree with the statement
that the quality of part-time faculty teaching is the same as full-time faculty. Also, the
administrators were more likely to agree that part-time faculty would be considered for

full-time positions.

Davis (2004) describes new proactive contingent faculty management strategies
implemented by administrators in areas of compensation, institutional support, continuing
employment, academic freedom, and shared governance. A large proportion of the
administrators in Davis' study agreed that processes were in place that improved these
areas of adjunct faculty management. However, the adjunctsin the study had not seen
progress made in these areas. In contrast, Kimmel et al. (2020) studied new management
processes that were implemented to engage adjunct faculty more effectively. Most of the
adjunctsin their study agreed that the goals of the new management processes did indeed
make them feel more a part of the faculty and more engaged in the development and

management of the courses.
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Roark (1988) studied the development needs of part-time faculty according to
administrators and part-time faculty. Both groups were asked to rank the importance of
35 potential development areas. Both groups ranked many of the areas similarly.
However, there were disagreements where one group ranked a potential development
area differently than the other. These areas included planning and preparation for the
classroom, evaluating instruction, interacting with students, and institutional
requirements. There were also areas of development that part-time faculty and the
administrators agreed, including developing and using instructional aides and presenting

material.

There were several articles that contained personal reflections of administrators
(Berube, 2017; Greenwood, 1980; D. A. Harris, 1980; Hartleb & Vilter, 1986; Papp,
2002; Ray, 2005). These articles contained personal accounts about how they manage
contingent faculty. For instance, Berube (2017) wrote about the roadblocks he
encountered when he tried to change a few aspects of managing contingent faculty. One
of the processes he tried to change was the method to evaluate contingent faculty, which
varied among the different campuses and was an "incoherent mess' (p.1). Greenwood
(1980), an assistant dean, recognized some of the problems faced by contingent faculty
and offered a solution in the form of a committee made up of contingent faculty. His
solution appears to be aspirational asthereisno indication in the article that it was
implemented at his college. Ray (2005) describes how important the adjunct faculty are
to the law faculty. He describes the processes he put in place to encourage the adjunct
faculty to continue to teach. He illustrates how training and recognition were two of the

most important processes put in place for adjunct professors:
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Although they are outstanding lawyers and jurists, most new members of the
adjunct faculty are not trained or experienced law school teachers... as deanswe
need to ensure that adjunct professors meet student expectations for teaching
quality; faculty expectations for content, coverage, and workload; and
administrative expectations for compliance with grading, academic support, and

attendance policies. (p.136)

The administrators accomplished this through providing adjunct faculty with written

material and a series of workshops and orientation sessions.

The benefits and concerns of using contingent faculty are the main themes of the
third group of articles (Evans & Woods, 1990; Fjortoft et al., 2012; Kemnitz, 2009; J. R.
Meyer, 2017; Sinnathamby, 2019). The benefits most often mentioned by these studies
are lower cost and flexibility. Most studies are of specific faculties like dietetics
(Kemnitz, 2009) or nursing (J. R. Meyer, 2017). These studies are of the traditional part-
time faculty, faculty that are hired to teach a specific course or hired by session. Fjortoft's
2012 study was about the benefits and concerns of pharmacy professors moving from
full-time to part-time. The institution in my study has a collective agreement with its
contingent faculty. There are many institutions, especially in the United States, that are
not unionized, which can affect the perception of contingent faculty. Evans and Woods
(1990), for example, described one of the advantages of using contingent faculty astheir
inability to bring legal challengesto their trestment. In anon-unionized environment, the
contingent faculty are not organized enough to identify or pursue issues. "The low pay

and lack of organization make the use of adjunct faculty very attractive to administration”

(p.94).
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The theme of the final group of studiesis survey of practices (Doody, 2018;
Laughlin, 2010; Magda et a., 2015; Oprean, 2012; Orr, 2010; Stout, 2008). Most of the
studies are of alimited number of management processes. Doody (2018) for example
studied practices related to recruiting, selecting, and hiring. Oprean (2012) studied hiring,
training, and evaluation. Orr's (2010) study is about the part-time faculty's participation in
the governance of the institution. Even though these studies are limited in their range of
management processes, they are useful to compare to the variation in management
processes found in this study. Other studies limited their research to single faculties.

Laughlin (2010), for example, studied effective practices in business programs.

One of the earliest articles in this area was from Harris (1980). Thiswas a
president's perspective about using part-time faculty. He describes the challengesin
managing faculty as the proportion of part-time faculty grows. This growth, according to
Harris, was mainly due to economic necessity. Harris laments the lack of "administrative
expertise at the departmental and divisional level" (p.14) asthis part of the faculty grows.
He also bemoans the lack of training provided to the administrators, which affects the
administrators ability to "to effectively attract, hire, and retain qualified part-time faculty

members'(p.14).

Orr (2010) examined administrators perception of how part-time faculty
participate in the governance of their community college. The literature on contingent
faculty reveals that part-time faculty rarely take part in the governance of their institution
and are rarely compensated when they do (Allen, 2014; Kemnitz, 2009; Lawhorn, 2008;

Marsh & Lamb, 1975). Orr's survey of administrators indicates administrators are aware
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of thistrend, but when part-time faculty do participate, they provide significant

contributions.

Sinnathamby (2019) describes how the perception of adjunct faculty affects the
decisions of administrators at acommunity college in the United States. While the sample
only included three participants it does indicate the administrators shared a positive
perception of adjunct faculty regarding their effect on student retention, quality of

instruction, and student affordability.

Davis (2004) studied administrators' proactive strategies for adjunct faculty
equality at afour-year public university in the United States. In this study she interviewed
nine administrators to determine what strategies they use to manage adjunct faculty.
Categories for these strategies included compensation and benefits, institutional support,
continuing employment, academic freedom, and shared governance. Both lower and
senior administrators spoke of many strategies implemented in these categories.

However, the adjunct faculty responded that they had seen little or none of these

strategies.

Davis only chose long-term adjunct faculty "because they would be most familiar
with the internal environment of the institution and cognizant of demonstrated proactive
procedures on the part of the administration”(p.72). However, there were only three
adjunct faculty chosen for the survey. Ironicaly, in a study about adjunct equality, Davis
only recognizes the adjunct feedback in one table. The rest of the thesis, including

recommendations, is based on the proactive strategies described by the administrators. It
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isdifficult to tell, given the limited feedback from the adjunct faculty, if the proactive

strategies detailed by the participantsin Davis's study were actual or aspirational.

Berube (2017) wrote about his committee's attempt to change the conditions for
fixed-term faculty. The university had multiple campuses, and in some cases, each
campus had different rules for fixed-term faculty, such as different rules regarding voting
on committees: On some campuses they had voting rights and on others they did not. The
system for evaluation and promotion also differed among campuses. The committee was
able to standardize these two aspects of variation. However, they were not able to
implement multi-year contracts. The senior administration did not want to lose the
flexibility fixed term faculty offered. Berube's (2017) study indicates thereis variation in
contingent faculty management process among campuses at multi-campus universities. It
also indicates that some senior administrators see some of the variations in processes as a

problem and are attempting to reduce some variations.

Doody (2018) studied the recruiting, selection, and hiring processes at a
university in the United States to see if administrators were working with a new
centralized system for these processes. His study found that despite the centralized
system some administrators still used their own methods. Interviews, for example, were
mandated to be structured but only 28% of respondents reported using this interview
method. Also, half of the respondents were not aware of the functionality of the system
and while the center for teaching excellence had created a recruitment and hiring process
for academic program chairsto follow, 52% of the respondents indicated that they were

unsure of the process.
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This group of literature focussed on how administrators viewed contingent faculty
issues and how they managed each process. There was no mention of issues faced by
administrators while managing contingent faculty. | therefore expanded the literature
review to include the literature on middle administrators, which includes chairs and
deans. | focussed the literature review on chairs and deans because they became the

major focus of my study.

Phase Three Literature Review - Academic Middle M anagement

After | developed the contingent faculty management process variation model it
was apparent that there were more issues of importance to the participants than the
management processes. The additional issues, which include administrator training,
frustration, the short-term nature of the administrators position, and isolation, contribute
to the variations in management processes. The literature on the administrators
perspective of contingent faculty management did not refer to any of these elements so |
expanded the literature review to include chairs and deans, the academic middle

managers.

In contrast to the literature on the administrator's perspective on contingent
faculty issues, there are some Canadian studies relating to academic middle managers. Of
the 34 studies | reviewed, 13 were focussed on Canada. | divided the literature in this
category into three groups as shown in Table 2. The studies in the first group discuss the
roles and responsibilities of deans and chairs. Within these studies there are also

descriptions of the demographics and career paths of faculty who take up these positions.
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These studies do not relate directly to my study as | did not explore to any great extent

the duties of the participants other than the ones relating to contingent faculty.

Table?2

Academic Middle Management Literature Review Summary

Roles, Responsibilities, and (Bowman, 2002; Boyko, 2009; Boyko & Jones, 2010; Boyle et al., 2016;
Demographics Carroll & Wolverton, 2004; de Boer & Goedegebuure, 2009; Garnier, 1981;
Hancock, 2007; Konrad, 1980; Lavigne, 2019; Watson, 1986; Weaver et a.,

2019; Wilson, 1999)

Administrator Training (Brown, 2001; Cooper & Pagotto, 2003; Del Favero, 2006; Floyd, 2016;
Gonaim, 2016; Kezar et a., 2007; Lennox Terrion, 2006; Morris & Laipple,

2015; K. Thornton et a., 2018; Wolverton et al., 2005)

Tensions, Stress, and Other Aspects of (Armstrong & Woloshyn, 2017; Cowley, 2017; Denholm, 2015; Gmelch,

Academic Middle Management 1991, 2004; Gmelch & Burns, 1993, 1994; Gmelch & Chan, 1995; Gmelch &

Gates, 1995; Lees, 2016)

Thereis minimal mention of contingent faculty in this group of studies. In some,
contingent faculty are mentioned in studies of chairs and deansin the context of therise
in prevalence of contingent faculty and thus decreasing the pool of faculty eligible for
administrative service (Boyko, 2009; Kezar et al., 2007). In other studies, contingent
faculty are mentioned as one of the many tasks that must be managed (Boyko & Jones,
2010; Hancock, 2007) or aroutine task that can be delegated to save time (Lees, 2016).
In one study contingent faculty were only mentioned to determine the number of faculty
within the departments of the study's participants (Gmelch & Gates, 1995). Generally,
when mentioned, "the issue of contract labour...is not a priority item with the magjority of

participants' (Boyko, 2009, p. 320).
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The second and third groups of reviewed literature directly relate to the issues
expressed by the participants in my study. The studies in these groups highlight middie
managers feelings about the lack of administrator training, limited terms, frustration, and

isolation.

The literature on administrator training focuses on two areas:. the lack of training
(Armstrong & Woloshyn, 2017; Cowley, 2017; Del Favero, 2006; Floyd, 2016; Gmelch,
2004; Gonaim, 2016; Morris & Laipple, 2015; Thornton et a., 2018) and leadership
development (Brown, 2001; Conger & Fulmer, 2003; Cooper & Pagotto, 2003; Delener,
2013; Lennox Terrion, 2006; Wolverton et al., 2005). The consensus from these studiesis
that academic leaders who take on administrator roles, "may have well-devel oped
teaching skills but not necessarily the requisite leadership skills" (Cooper & Pagotto,

2003, p. 28).

Much of the literature on the lack of training reports only that the participantsin
the study had no formal training for their administrative roles, however, there are two
studies that go further, offering an explanation as to why there may be alack of training
for certain positions. Gonaim (2016) suggests institutions do not provide training
resources because the "administrative role is atemporary task" (p.272) while Wolverton
(2005) states that some institutions assume that "If you are good at being a faculty
member, then you are bound to be good (or at |east adequate) at being a department

chair" (p.229).

There are studies that report the need for leadership devel opment programs
(Conger & Fulmer, 2003; Delener, 2013) as well as studies that describe existing

leadership development programs. The two Canadian studies in this category detail a
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leadership development program at the University of Saskatchewan (Brown, 2001) and
an academic management program at the University of Ottawa (Lennox Terrion, 2006).
There are other universities in Canada that also have academic |eadership devel opment
programs but in the United States, Gmelch (2004) found only 3% of the 2,000
administrators surveyed had some form of academic leadership development programs at

their institution.

Many authors speak of leadership development (Brown, 2001; Conger & Fulmer,
2003; Delener, 2013; Morris & Laipple, 2015; Thornton et al., 2018b; Wolverton et al .,
2005) but many administrators say they would have benefited from training in
management skills like budgeting, organizing, and people management (Wolverton et a.,
2005). The University of Ottawa recognizes the distinction between leadership and
management in its academic management program. Out of the 13 modulesin its program,
10 might be considered learning to manage and three might be considered leadership
skills. For example, there is amodule called Meetings That Work for learning how to
conduct meetings more effectively, which may be considered a management skill versus
amodule called Leading Teams in which participants learn leadership and team building

skills (Lennox Terrion, 2006).

Thereis general agreement in the literature that most faculty entering the role of
administrator have no formal training in management or leadership. Some ingtitutionsin
Canada have recognized this shortfall and have implemented academic |eadership
development programs but there are still many institutions that do not provide training

programs for their academic managers.
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The short-term nature of the chair and dean positions may be one of the factors
that lead to the lack of training as institutions may be wary of committing scarce
resources to support atemporary administrator (Gonaim, 2016). Boyko and Jones (2010)
analysed collective agreements from Canadian universities to determine the normal term
for chairsin Canadais three to five years while Canadian deans typically have aterm of
office of fiveto six years. Konrad (1980), in his survey of 280 deans from across Canada,

found that the average length of term for deansis under five years.

Lack of training can sometimes lead to frustration, which is a common feeling
among administrators. Thereis"ameasure of frustration with increasing accountabilities
in the job without the attendant preparation ... and a need for guidance ... especially in

handling matters related to people” (Boyko, 2009, p. 5).

Frustration is one part of the third theme which relates to issues faced by
administrators while they are in the position of dean or chair. Sources of frustration from
the literature include dealing with faculty (Armstrong & Woloshyn, 2017; Denholm,
2015), budgeting (Konrad, 1980), transitioning into the role (Lavigne, 2019), and lack of
authority (Denholm, 2015). Time, or the lack of time, was also mentioned quite often asa
source of frustration. Gonaim (2016) captures the sentiment of most participants in these
studies: "Time is a predator and a critical source of discomfort for department

chairs'(p.282).

| solation was al so recognized as an issue for administrators. The literature refers
to three forms of isolation. The first form of isolation refers to the transition from faculty
member, where "research is carried out, for the most part, in isolation” (Wolverton et al.,

2005, p. 229), to the position of administrator, which requires significant collaboration
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and cooperation. The implication is that the administrator position requires a different
skill set than those of aresearcher. The second form of isolation refers to the isolation
from their colleagues that administrators feel when they move into the administrator's
position: "Chairs say they feel an isolation in the position as their colleagues go about
their business" (Boyko, 2009, p. 353). The third form of isolation refers to isolation from
administrators in the same position in other faculties (Gmelch, 2004; Hunt et a., 2007;

Keenan, 2019).

One of the benefits of centralized professional development programsis the
reduction of isolation from peers. The first benefit recognized by a new academic
leadership program at the University of Ottawa was the "discussion of shared concerns
and issues; hearing other people’s solutions; and development of a sense that othersarein
the same boat" (Lennox Terrion, 2006, p. 187). One of the implications of an early study
on professional development programs was that "deans could benefit from greater
interaction across faculties' (Konrad, 1980, p. 71). Finally, Columbus State University
has a group known as the Chairs' Assembly, the purpose of which includes reducing

isolation and information sharing among chairs (Hunt et al., 2007).

Chapter Summary

This chapter contained a summary of the three phases of my literature review.
Before reviewing the literature, | discussed the nature of the timing of the three phases.
When using grounded theory, one must be careful about how much literature is reviewed
prior to commencing a study. | discussed the literature reviews in the order | performed

them.
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| reviewed the literature on contingent faculty issues from the contingent faculty's

perspective before starting the study. As aresult of thisreview, | decided to do a

grounded theory study of contingent faculty issues from the administrators' perspective.
found several articles during my initial review relating to thistopic. | did not read these
articles until after my interviews were finished, which was phase two of my literature

review.

After | developed the contingent faculty management process variation model it
was apparent that there were more issues of importance to the participants than the
management processes. The literature on the administrator's perspective of contingent
faculty did not focus on any of these issues so | added the third step in my literature
review, the issues faced by administrators which | found in the chair and dean literature.
These issues included administrator training, frustration, the short-term nature of the

administrators position, and isolation.
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Chapter 3: Research Methodology and Design

Chapter Overview

A research study must be undertaken with aview to methodological coherence:
All pieces of study must fit together philosophically (J. A. Davis, 2012). The starting
point is the research guestion and the purpose of the study (Tunmer et a., 2003). The
researcher then must determine how to answer the research question and why the
methods chosen provide the methodological coherence necessary to ensure the research is
undertaken in arigorous manner. In this chapter | will describe the tools and procedures |

used to complete this study along with an explanation for why each step was used.

| will start with a description of theinitial goal of the study and how the goal
changed as the study progressed. Next, | will explain my approach in deciding to do a
grounded theory study. Thiswill involve describing my thought process for deciding
between a quantitative and qualitative study, and how | chose grounded theory from the
array of qualitative methodologies. | continue the chapter by describing the grounded
theory processes | used in this study. | begin with a description of theoretical sensitivity
and how it relates to my literature review timing. | then describe the conceptual
framework | used to select the first participants and how | used theoretical sampling to
choose subsequent participants. | explain my interview process and the importance |
placed on keeping memos throughout the research process. | follow thiswith a
description of my coding and data analysis. In the remaining sections of this chapter, |
outline the generalizability of the results, the limitations of this study, and the ethical

considerations.



Pur pose of Study

There have been many studies documenting contingent faculty working
conditions over the past 60 years. Few researchers, however, have explored how
administrators manage contingent faculty. Asindicated in the previous chapter, | could
find no research on how administrators in Canadian institutions manage contingent
faculty and very little on the processes used by administrators outside Canada. If thereis
aneed to change contingent faculty working conditions, then the issues need to be
examined from multiple perspectives. The purpose of this study isto develop a model of
contingent faculty management processes by examining these processes from the

administrators perspective. It begins by asking the following questions:

What are the processes for managing contingent faculty?
What are the roles of specific administrators?

How and why are decisions regarding contingent faculty made?

Quantitative ver sus Qualitative

Before deciding which specific methods were most suitable for answering the

questions || first had to choose between a quantitative or qualitative study.

Quantitative research generally is used to find the statistical relationship between
variables. It often involves surveys with large randomly selected samplesresulting in a
great breadth of data and an opportunity to generalize the results. The surveystypically
include the same questions, in the same order, for each participant, which increases the
comparability among participants. However, survey questions can lack in-depth answers.

It is not possible to explore beyond that which isin the response. Also, the survey is sent
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to apre-determined composition of participants. One must know, in advance, how many
to survey and who should participate to get statically significant results. Quantitative
research is often used to prove or disprove an existing theory or hypothesis (Denscombe,
2003; Patton, 2015). However, data can be missed by large quantitative surveys as

"valuable insights are concealed by averages' (Cross & Goldenberg, 2003, p. 50).

In contrast, qualitative research is often used to discover how or why. Research
that is qualitative in nature often uses open-ended questions to obtain rich descriptions of
a person's experience with a phenomenon or process. A researcher can probe for deeper
explanations from participants and can get information from more than just the
participants answers: tone, facial expressions, attitudes, and posture can complement the
verbal responses. The sample may not be as large as it would be in a quantitative study as
time and resource availability can limit the number of interviews or observations a
researcher can accomplish. These small samples limit the generalizability of the results
(Corbin & Strauss, 2008; Creswell, 2007; Denscombe, 2003; Patton, 2015). However,
Polit and Beck (2010) argue that rich description used in qualitative studies provides an
opportunity for transferability where readers can use the results by comparing the context

of the study to their own environment.

For this study of contingent faculty management, the goal was to develop a
model of the management processes, including how and why administrators make
decisions regarding contingent faculty. It would also be difficult to determine, in
advance, who performs specific contingent faculty management processes; therefore, |
decided a qualitative study would be the most suitable method to accomplish my goals

for this study.
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Qualitative Strategies, Traditions, or Approaches.

Once | made the decision to use a qualitative approach, | had adizzying array of
gualitative methodol ogies, strategies, traditions, and approaches to choose from (Table
3). When considering the appropriate qualitative approach, the researcher must carefully
consider the philosophical basis for the choice and how it contributes to the

methodological coherence of the study (Morse et al., 2002; Rieger, 2019).

Table3

Research Strategies, Traditions, or Approaches

Research Strategies, Traditions, or Approaches
Denzin and Lincoln* Wolcott? Jacob* Tesch?
Case Study Ethnography Ecological Psychology Ethnography of Communication
Ethnography Ethnology Holistic Ethnography IContent Analysis
Phenomenology IAnthropological life history Ethnography of Communication [Discourse Analysis
Ethnomethodology [Community Study Cognitive Anthropology Ethnoscience
Grounded Theory Microethnography Symbolic Interactionism [Structural Ethnography
Biographical method Ethnography of Communication Symbolic Interactionism
Historical method Ethnomethodology Denscombe’ Ethnomethodology
/Action and applied research |Conversation Analysis Survey Phenomenology
Clinical research Phenomenology Case Studies IAction research
Poststructuralism Internet Research Qualitative evaluation
Creswell? Connoisseurship Experiments Collaborative Research
Narrative Human ethology Action Research (Critical/emancipatory research
Phenomenological Observer Study Ethnography Holistic ethnography
Grounded Theory Nonreactive (unobtrusive research) [Phenomenology ICase Study/Life history
Ethnographic Investigative journalism Grounded Theory Hermeneutics
Case Study Biography Educational Conoisseurship
Action Research Oral history Yiné Reflective Phenomenology
Discourse Analysis Literary Criticism Case Study Heuristic research
IConversational Analysis Philosophy Experiment [Transcendental realism
Content analysis Survey Event structure analysis
Archival Analysis Grounded Theory
History Ethnographic content analysis
Ecological psychology

* Denzin, NK & Lincoln, Y. (1994), * Creswell, J. W. (2007), *Wolcott, HF. (1992), “Jacob, E. (1987), “Denscombe, M. (2003), °Yin, R. K. (2009) "Tesch, R. (1990)

Some methodol ogies have overlapping methods and philosophies while others
lack agreement from the research community on definition of the approach. For example,
some label case study as a research methodology (Creswell, 2007; Y azan, 2015; Yin,

2009) while others say it is more a method than a methodology (Hyett et al., 2014; C. B.
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Meyer, 2001). Table 3 lists 47 unique qualitative methodologies, traditions, approaches,

philosophies, and traditions.

Based on numerous references in many qualitative dissertations, a common
choice among new researchersis to begin with John Creswell's book, Qualitative Inquiry
and Research Design: Choosing Among Five Traditions. With so many approaches to
gualitative research for researchers to choose from, Creswell chose to limit the number of
approachesto five to make it easier for students. The five designs he writes in detail
about are Narrative Inquiry, Ethnography, Phenomenology, Grounded Theory, and Case
Study. He chose these methodol ogies to write about based on his personal experience
with each one and because of their prevalence in qualitative literature. He also chose
these methodol ogies to write about because these approaches have "systematic
procedures for inquiry” (Creswell, 2007, p. 9), and there are specific books that are
written for each of the five methodologies "that espouse rigorous data collection and

analysis methods" (Creswell, 2007, p. 9).

Narrative Inquiry is an approach that collects stories from participants about their
lives. Often, these stories are coalesced into one narrative that describes the lives of all
participants in asingle narrative, or story, format (Connelly & Clandinin, 1990). While
planned to interview participants to gain an understanding about their experience with
contingent faculty, my goal was to go beyond these experiences to devel op a conceptual
model of contingent faculty management. A narrative inquiry approach to contingent
faculty management might result in the story of participants rise to their current position

and how they learned to manage contingent faculty, but since the goal of narrative
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inquiry isto create this story, it would not result in amodel of contingent faculty

management.

Ethnography is the study of culture through "observation and documentation of
social life" (Saldana, 2011, p. 4). Ethnographic researchers started by studying culturesin
different countries but now include many different settings like businesses, street life, and
online societies (Saldafia, 2011). An ethnographic study might be observing the
management culture of one department or faculty. The culture of an organization plays an
important role in contextual management and how decisions are made but | wanted to
examine the variation of management processes over many faculties, not conduct an in-

depth study of the culture of one faculty.

Phenomenology is a methodol ogy to examine the essence of experiencing a
phenomenon by collecting rich descriptions several individuals who have experienced the
phenomenon and then coal escing this collection into one representative description
(Creswell, 2007). A phenomenological approach to examine administrators experience
with managing contingent faculty would be a worthy study as this has not been
thoroughly done in the past. One of the goals of this study is to examine the issues faced
by contingent faculty from the administration's perspective. However, this study amsto
go beyond the lived experiences of administrators to discover how and why decisions are
made regarding contingent faculty. By creating a model of the human resource
management (HRM) processes, one can examine the intricacies involved in managing
contingent faculty. A phenomenological approach would result in arich description of
the experience, but this would not be adequate in developing a model of the HRM

jprocesses.
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Grounded theory can be used to "move beyond description and to generate or
discover atheory" (Creswell, 2007, p. 62). Grounded theory uses inductive analysis to
develop atheory or model based on, or grounded in, the collected data. It uses semi-
structured interviews with open-ended questions that are guided by a conceptual
framework. The collected data is used to drive the sampling, as opposed to

predetermining who, and how many, to interview in advance.

After reading about various methodol ogical approaches to qualitative research
and based on my goal of developing amodel of contingent faculty management practices,
| found grounded theory would be the most useful approach. There are no studies that
propose a theory as to why administrators make decisions regarding contingent faculty.
The goal of this study isto go beyond a description of the management processes to
develop amodel of the management processes. Also, given that it may be difficult to
determine in advance who would be best suited to provide details of contingent faculty
management processes, the theoretical sampling technique of grounded theory is useful
for selecting participants. A grounded theory approach is the appropriate choice for this

study.

Grounded Theory

Grounded theory was developed by Barney Glaser and Anselm Straussin 1967. It
isaqualitative research approach that uses inductive analysis as a principal technique.
Inductive enquiry is ameans of generating new theory from the participants
contributions. Other qualitative research methods use deductive enquiry, which means
proving or disproving existing theory and identifying an existing problem from current

literature (Elliott & Higgins, 2012). "Grounded theory is designed to facilitate the process
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of discovery" (Willig, 2008, p. 34), resulting in atheory or model grounded in, or based
on, the collected data. Grounded theory merges the process of data collection and
analysis. Participants are not preselected nor is the data only analysed at the end of the
collection period. Participants are chosen for their theoretical relevance which can only

be determined by analysing the data as it is collected (Glaser & Strauss, 1967).

Since the development of grounded theory, three approaches have emerged. The
first approach, often labelled as classic grounded theory, adheres closely to the methods
put forth by Glaser and Straussin their origina book, The Discovery of Grounded Theory
(1967). Glaser continued to develop grounded theory after he split, academically, from

Strauss, but kept the main tenants of the original methodology (Glaser, 1978, 1992).

Anselm Straus and Juliet Corbin developed a second approach to grounded
theory. Their approach was a more prescriptive method of analysing data to make it
easier for novice researchers to use grounded theory (Charmaz, 2008; Heath & Cowley,
2004). Kathy Charmaz (2006), a student of Glaser and Strauss, developed athird
approach to grounded theory studies. which she labelled a constructivist, later a social

constructionist, approach to grounded theory.

In classic grounded theory, atheory would emerge or be discovered asiif it was
there waiting to be found. The researcher should remain objective as the theory emerges
from the data. While Glaser remains paradigmatically agnostic, classic grounded theory
has been described as a positivistic method that will discover the pre-existing theory

through rigorous use of grounded theory methods (Christiansen, 2007).

Kathy Charmaz believesthat all experience is a construct. When a participant in a

study is describing their experience, it isthrough their interpretation of events. Despite a
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researcher's best efforts to remain objective, the researcher will interpret the data using
their knowledge and experience. What Charmaz "previously called constructivist
grounded theory" (Charmaz, 2008, p. 398), she now refersto as social constructionist
grounded theory. She believes that the interaction between the participant and researcher

must be considered when collecting and analyzing the data.

Glaser (1978, 1992) and Charmaz (2006) provide stepsto be followed in their
grounded theory methods; however, both agree that "grounded theory methods consist of
systematic, yet flexible guidelines for collecting and analyzing qualitative data to
construct theories 'grounded' in the data themselves' (Charmaz, 2006, p. 2). Straus
provides a strict set of guidelines and says that, if they are not followed, the "discoveries
will be minimal and your theories conceptually thin and poorly validated" (Strauss, 1988

ascited in Glaser, 1992, p. 60).

Many researchers, when performing a grounded theory, choose to follow one of
the three approaches as discussed above. | most closely associate myself with the
philosophy of social constructionist grounded theory. While objectivity of the researcher
isaworthy goal, | do recognize that I, as the researcher, will influence how the dataiis
generated, analyzed, and reported. The participants will provide their interpretation of
their management processes and | will have an effect on that interpretation through the
guestions | ask. My own biases and judgement will also affect how | analyze the data and
develop the model. As described later in this chapter, through memos and reflection |

tried to limit the effect of my biases.
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Theoretical Sensitivity and the Literature Review

As previously mentioned in chapter two, the literature review for this study was
done in three phases. The timing of the literature review isinexorably linked to
theoretical sensitivity. Theoretical sensitivity refersto the researcher'sinsight and their
ability to analyze the data to determine which datais relevant to their study. Thisisan
important concept as it speaks to how much prior knowledge is necessary to perform an
effective study. Theoretical sensitivity comes from “the researcher’ s knowledge,
understanding, and skill which foster his generation of categories and properties, and
increases his ability to relate them into hypotheses’ (Glaser, 1992, p. 27). This ability
allows the researcher to analyse the data and to develop categories and themes that

ultimately develop into atheory.

Theoretical sensitivity has two sources: literature and the researcher's professional
and personal experience (Noble & Mitchell, 2016). While seasoned researchers can rely
on their previous experience to provide them with theoretical sensitivity, novice
researchers have little experience to call upon. The researcher is asked to "at first,
literally to ignore the literature of theory and fact in the area under study” (Glaser &
Strauss, 1967, p. 37). For novice researchers this creates a problem since a substantial
literature review has to be done prior to commencing their study. They must then "let this
materia lie fallow" (Charmaz, 2006, p. 165) until after categories and the analytic

relationships between them are devel oped.

The purpose of delaying the literature review is "to assure that the emergence of
categories will not be contaminated by concepts more suited to different areas’(Glaser &

Strauss, 1967, p. 37). By delaying the literature review until after categories have

43



developed the researcher will avoid using preconceived ideas and forcing data to fit pre-
existing categories, which may hinder the emergence of new theories (Charmaz, 2006;

Glaser & Strauss, 1967; Kelle, 2005; Strauss & Corbin, 1990).

Thereis atension between reviewing enough literature in advance of the study to
provide the researcher with the appropriate level of theoretical sensitivity and reviewing
too much literature so as to bias the researcher and force the data using preconceived
ideas. The researcher should know enough about the research topic to knowledgeably
speak to participants and extract theory out of the data. However, too much literature may
bias the researcher. Thisisthe fine line of theoretical sensitivity. Figure 3 shows a

spectrum of theoretical sensitivity based on this tension.

On the left of the spectrum is where aresearcher starts a research project with no
preconceived ideas, no questions, and has done no literature review on the issues being
studied. Thiswould make it difficult to speak knowledgably to participants and to extract

concepts and theory from the data. On the right-hand side of the spectrum is a concept

Figure3

Spectrum of Theoretical Sensitivity
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Glaser and Strauss have termed "forcing the data’ (Glaser & Strauss, 1967, p. 143). The

researcher uses too much of their previous knowledge and experience, including an in-
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depth literature review, to force the data to fit their preconceived ideas. This "squelches
any chance for theoretical formulations to emerge from the data" (Glaser & Strauss,
1967, p. 143). In between these two extremes lies the theoretically sensitive researcher:
One who is open minded enough to discover new ideas but also uses enough previous
knowledge, experience, and literature to knowledgably collect and analyse data. It isup
to the researcher to determine and defend their position on the spectrum of theoretical

sengitivity.

Literature Review Timing

As described in chapter two, | conducted three different literature reviews at
different times throughout this study. Prior to commencing this study, | performed an in-
depth literature review on contingent faculty working conditions from the contingent
faculty's perspective. As | neared the end of this review it became increasingly apparent
that many studies had been done on contingent faculty issues from the contingent
faculty's perspective but very few from the administrator's perspective. Out of over 2,000
documents identified during and subsequent to the review there were only 28 that
appeared to be studies of administrators' perspective of contingent faculty management. |
identified these by title only and as they did not pertain to my review of contingent
faculty issues. | catalogued these studies and put them aside until after my interviews

were compl eted.

After | completed the review of contingent faculty issues, | decided to do a
grounded theory study of contingent faculty management from the administrators
perspective. There is a substantial body of literature about contingent faculty issues from

the contingent faculty perspective but few studies of these issues from the administrator's

45



perspective. There are even fewer articles that study the practices of administrators while
managing contingent faculty. Out of the 28 identified articles on the administrator's
perspective only nine were studies of administrator practices related to contingent faculty
and there were no Canadian studiesin this area. The substantive areas of this study are
the issues faced by administrators while managing contingent faculty and the processes
by which they manage. Grounded theory methodology dictates that no literature review
be done on "the substantive area under study" (Glaser, 1992, p. 31) until after the
research is substantially complete. Thus, | did not perform aliterature review on this area
until I was done the interviews. It was at this point that | read the articles put aside earlier

during the contingent faculty review.

| performed the third literature review after the contingent faculty management
process variation model began to develop. The core of the model isthe variation in
contingent faculty management processes. The previous literature review on
administrators management practices was useful for comparing the management
practices found in my study to the practices reported in other studies. However, there
were issues that contribute to, and mitigate, the variations in management processes.
Many of these issues are not found in the literature | previously reviewed so | expanded

my literature review to include general studies on chairs and deans.

Participant Selection

There are two stages to participant selection in grounded theory (Breckenridge,
2009). Thefirst stageistheinitia participant selection. In this stage | used the Harvard
Human Resource Management Model (Figure 4) as a conceptual framework to choose

participants who would have some knowledge of contingent faculty management
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processes. | used theoretical sampling to select subsequent participants in the second

stage.

Rather than deciding, a priori, on the number and composition of participants, in
grounded theory the samples are chosen for their "theoretical purpose and relevance”
(Glaser & Strauss, 1967, p. 48). Previously collected data is used to determine where and
how subsequent datais to be collected. This alows the researcher flexibility in
participant selection, choosing only the participants who can provide data that is relevant

to the emerging theory.

As concepts are not known prior to the study, a researcher must choose the initial
sampl e based on other criteriaor guiding framework. However, only theinitial sampleis
chosen using a predetermined guiding framework (Glaser & Strauss, 1967; Kenny &
Fourie, 2015). As Glaser and Strauss describe, the researcher "may begin with a partial
framework" (Glaser & Strauss, 1967, p. 45) to start the data collection but Glaser and
Strauss (1967) suggest that this framework should only be used to determine the first
participant or data source. Subsequent selections will be based on categories and concepts
developed from analysing the data from the first data source. In contrast, Charmaz (2008)
suggests it may take more than one data point before concepts develop sufficiently to
choose the next theoretically relevant participant. To choose the first participants | used

the Harvard Human Resource Management Model (Figure 4).
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Conceptual Framework

Figure4
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A conceptual framework offers "direction along which to look™" (Blumer, 1954, p.
7). | used the Harvard Human Resource Management Model (Beer et a., 1984) (Figure
4) to guide initial participant selection for this research, for categorizing the issues, and
for organizing the interview questions. The Harvard Human Resource M anagement
model has had a"great influence in providing a comprehensive framework for
understanding and dealing with the human and social processes at play in work
organisations’ (Nyhan, 2003, p. 265). Brunetto et al. used this model to conceptualize
how changes to stakeholder interests affect human resource outcomes (Brunetto et a.,
2011). David Griffiths, an HR consultant and Harvard Professor, has used this model in
many of his projects and claims this model "is one of the most powerful HR modelsin

terms of illuminating the HRM process flow" (Griffiths, 2013, p. 1).
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The Harvard model can be used at al levels of an organization to analyse and
guide the human resource management policies as indicated in Beer et al.'s (1984) book;
"This book isfor managers' (p.vii). Their model imparts aresponsibility on all managers
to "accept more responsibility for ensuring the alignment of competitive strategy,
personnel policies and other policies impacting on people” (p.2). Rather than leave all
human resource decisions to a central personnel department, Beer et al. (1984) want all
managers to consider how every decision impacts employees. The model can be used to
helpin” the difficult task all managers face in integrating their organization's many
human resource policies and practices into a coherent whole that meshes with other

aspects of the firm's operations' (Beer et al., 1984, p. 177).

The Harvard Model is an analytical tool that can be used to examine the factors
that influence human resource management policies and determine the effects of the
policies have on stakeholders. The factors that can influence policies include stakehol der
interests and situational factors, both of which can vary depending on what level of the
organization one is examining. Based on these factors, management has policy options
including policies regarding how employees enter the organization, advance through the
organization, and exit the organization. Beer et a. (1984) call these processes the human
resource flow employees. There are also reward systems and work systemsto consider.
The outcomes of the policy choices include commitment, competence, congruence, and
cost effectiveness. In addition to these HR outcomes the model also considers the longer-

term consequences of the policy choices on the individual, organization, and society.
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| expected most of the processes discussed by participants would be included in
the Harvard model asit is a comprehensive model of human resource management. | was,
however, prepared to find issues outside the model through open ended questions and
allowing participants to talk about issues that were important to them. In the end most
processes were confined to the policy choice section with some discussion on other
portions. In the Policy Choices component of thismodel, Beer et a (1984) divide the
human resource management processes into three flows: inflow, interna flow, and

outflow (Figure 5). There is also a human resource flow planning process and areward

Figure5
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system. In an organization al managers share the responsibility "for managing the flow
of peopleinto, through, and out the organization" (Beer et al., 1984, p. 9). | choseto start
with the Policy Choices component because | discovered in my contingent faculty

literature review that most of the processes experienced by contingent faculty occur in the
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Human Resource Flows and the Reward Systems. The following is a short description of

each process in the policy choice section.

The first process of the Harvard HRM Model is Human Resource Flow Planning.
This process stems from the business plan. Through the planning process the manager
will estimate both the supply of and demand for employees based on the goals of the
business plan. The planning process also involves evaluating each job's requirements
through ajob analysis resulting in ajob description and ajob specification. A job
description details the duties and responsibilities of the position. A job specification
details the required skills, knowledge, and abilities for the position. In a university setting
this would involve estimating the demand for courses then determining how to fill the

instructor positions.

The second process of the Harvard HRM Moddl is related to the inflow of people
into the organization. This includes the processes for recruiting, selection, and hiring.
Thisinvolves recruiting qualified candidates and encouraging them to apply. A selection
process is then used to choose the best candidate. The selected candidates will then
proceed through the hiring process which could involve negotiations and paperwork.

Beer et al. (1984) aso include the orientation of new employeesin the inflow step.

The third process of the Harvard HRM Modé relates to the internal flow of
people. Interna flow is how an employee moves through the organization. Internal flow
includes training, career development, and performance appraisals. In Human Resource
Management training and career development are two different processes. Trainingisa
term used for preparing an employee for their current job. Career development isaterm

used for preparing an employee for future opportunities. In practice these two terms are
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often combined into one term, professional development. In auniversity setting
professional development istypically education to further a professor's skillsin teaching
or research. In this setting thisis how professional development is understood, so in this
dissertation professional development will be used interchangeably with training. Where
professional development is used to denote career development for future positionsit will
be explicitly stated. Professional development can include tuition assistance, teacher

development workshops, professional travel support, and institutional research grants.

Performance appraisal is aprocess that is also included in the internal flow of
Beer et a.'s (1984) model. Performance appraisals are used to eval uate employees on
their performance to make sure they are doing their job to the required standards.
Evaluations can be performed for several reasons including contract requirements,
instruction improvements, remuneration, and promotion. Evaluations are typically used
as one of the inputs to training requirements. Gaps in performance can be filled through a
training plan, then subsequent eval uations can be used to check the effectiveness of

training.

Beer et al. (1984) include reward systems as a separate process from the flows of
people through an organization. Reward systems, or compensation packages, can include
direct payment, indirect payments, and support. Direct payments can be in the form of
salary, bonuses, merit increases, or commission. Indirect payments can include benefits
like health insurance, long-term disability, pension plans, sabbatical |eaves, book
allowance and vacation. Support includes services offered by the employer to help the
employee perform their job, which can include email, administrative services, access to

photocopying and mail, library privileges, office space, telephone, integration into the life
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of the organization, and job security. In a unionized setting compensation packages are

often listed in the collective agreement.

The final processisin the Harvard HRM Model is outflow or exit management.
Thisisthe process for helping employees, in an ethical and legal manner, leave the

workplace permanently, either voluntarily or involuntarily.

Initial Participant Selection

For my initial sample | was looking for participants who were responsible for at
least one of the processes described above. | used the university's contingent faculty job
postings on their website, which included names of administrators who were involved in
the hiring process. The positions listed included deans, chairs, program coordinators, and
administrative assistants. | sent arequest to participate in the study to six people from the
list of deans, chairs, and program coordinators. See Appendix B for the email request to
participate. | did not include the administrative assistants since they were likely only to
be the contact for resumes and were not involved in the hiring process. This assumption

was later proved to be incorrect.

Out of the six requests, four responded positively. The respondents included a
program coordinator, a dean, an acting dean, and a chair. After these four interviews |
transcribed the recordings and imported the transcriptions into Atlas.ti for manual coding.
Atlas.ti has many automatic coding tools, but | only used the program to organize my
codes as | read through the transcripts of the interviews. From these first four participants
concepts began to devel op that helped to determine the next participants. | continued to
usethelist | developed from the job posting page, but | also searched the university's
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website for specific positions based on the concepts devel oped through previous

interviews.

Theoretical Sampling

Theoretical sampling is using existing data to guide the collection of future data.
The previously collected datais analyzed and as concepts emerge participants are chosen
to expand the researcher's understanding of those concepts (M aclntosh, 2002).
Theoretical sampling is not only about who to select next, but aso about how you collect
the data (Birks & Mills, 2011). This section describes how | chose the subsequent
participants for this study and how | changed my interview questions as concepts

developed.

An administrator is "any person engaged in carrying out or overseeing the tasks
necessary to run an organization, enterprise, etc." (OED Online, n.d.). For my purposes
thisincluded employees of the institution who are involved in any contingent faculty
management processes. My initia list of administrators at the institution from which
participants were chosen included the president, vice presidents, the human resource
department, deans, chairs, program coordinators, directors, and contingent faculty.
Contingent faculty can be administrators when they serve on the contingent faculty
assessment committee. Also, | learned through the interviews that some administrative
assistants play akey role in managing contingent faculty, so | added them to the list of

administrators.

Through the interviews | discovered that the senior level administrators do not
play alargerolein directly managing contingent faculty. Most of the management

processes are dealt with at the dean/chair level. Thisiswhere | concentrated my



interviews. Thisis supported by the literature relating to chairs and deans: " Department
chairs have the power and responsibility to influence institutional policies and
procedures; recommend faculty for appointment, promotion, and tenure; control budgets
and class and teaching schedules; affect student interactions with the institution; and

establish or maintain departmental cultures' (Carroll & Wolverton, 2004, p. 3).

| interviewed each participant individually, but the interviews were grouped by
date where possible because some travel was required (Table 4). After | completed each
group of interviews | transcribed and analyzed the interviews to determine who should be
included in the next group of interviews. | did five groups of interviews after which |

reached theoretical saturation of my main concept.

Table4
Participants by Group Number

Group Number Participants
1 Program Coordinator; Dean; Acting Dean; Chair
2 Chair; Chair
3 Chair; Chair; Dean
4 Administrative Assistant; Director; Director; Chair
5 Administrative Assistant; Dean; Dean; Director

It seemed apparent after the first four interviews that frustration was an issue for
these participants. My initial encounter with frustration was with the first participant, who
mentioned the lack of resources and support for their interdisciplinary program: "it's
frustrating because ... it's something the work world wants. It makes for a much stronger
kind of education"p;. | coded this frustration without much thought as to the type or

source of the frustration.
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The next three participants also indicated alevel of frustration, but under different
circumstances. | did not have specific questions related to frustration nor did | develop
them after encountering frustration in the first four interviews. The first four participants
volunteered their frustrations during the conversation. Since | wanted the participants to
express any frustration they had naturally, without prompting from me, | did not change
or add any questions. | did, however, decide to explore frustration with the middle level
administration to understand the extent of thisissue. The concept of frustration led me to

continue selecting participants from the chair and dean level of administrators.

Another common administrator concept that emerged in the first four interviews
was the extent of training the administrators received for their current position. The term
"learning on the fly"p was taken from the first participant and was indicative of the
feelings of other participants regarding training. The lack of training, specifically relating
to managing contingent faculty, was the second concept that led me to continue selecting
participants from the chair and dean level of administrators. | added questions relating to
their background leading up to their current position to indirectly determine what training
or experience they had in management. If their training did not come up, | would prompt

them with a question about their views on administrator training.

| started to become aware of the variations in management processes and the
difficulty | would have in determining best practices. | started to consider that the
variation is the important concept, not the best practices. Best practices are relative and
may depend on many factors (Harrington, 1997; Myatt, 2012). | wrote a memo about

interviews after the second interview. Memos are an integral part of grounded theory and
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will be discussed later. This particular memo had a question: "Isit better to hire with no

interviews than it isto hire with bad interviews?' This was areference to best practices.

A common best practice for hiring isto interview. But interviews are fraught with
risks and biases if not done by atrained interviewer (Alonso & Moscoso, 2017; Arvey &
Campion, 1982; M. M. Harris, 1989; Moscoso, 2000). In this context, would interviews
by untrained administrators, who currently hire based on resumes alone, increase their
chances of hiring a better contingent faculty member? By the end of the fourth interview,
| decided to continue with administrators at the level of chairs and deans to explore the

variations, no longer to determine the best practices, but to explore the range of practices.

The second group of interviews consisted of two chairs. It was during these
interviews that | learned the administrative assistants provided some of the training to
faculty chairs since the administrative assistants had been in their positions over alonger
period and they provided continuity through the terms of the chairs. It was at this point
that | realized the short-term nature of these middle level positions. Looking back on the
first set of interviews | noticed that all four participants had mentioned their terms, but |
did not consider it important until the participants in group two mentioned the importance

of administrative assistants.

| decided to stay at the deans and chairs level as the middle administrators seemed
to be amost solely responsible for all the contingent faculty management processes. |
could have included the vice president and presidents' level or included contingent
faculty that serve on the contingent faculty assessment committee, however, since | was
focussing on the contingent faculty management processes and the deans and chairs are

intimately involved in every process, it was more productive to continue at the deans and
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chairslevel. Since administrative assistants to the deans and chairs were a'so involved in
some of the processes, | also wanted to include administrative assistants to add their

perspectives of the processes.

The third group of participants consisted of two chairs and a dean. The variation
in management processes continued to be atheme for this group. At this point | was not
sure the participants were aware of the variation in management processes among
faculties and departments. There were afew instances during the interviews that
indicated the participants are not aware of the variations that existed in management

processes. A personal memo at this point smply read: "lsolation?’

| was interested in the participants' perception of contingent faculty, but | was not
able to determine a direct way of asking without influencing the answer. A manager's
perception of employees has adirect impact on how employees are managed
(Sinnathamby, 2019). It is difficult, however, to ask what one thinks about the quality of
an employee. A participant's perception may come out in the tone, words, or expressions
used while answering other questions. Unprompted by me, the participants were almost
universally positive about the quality of instruction provided by contingent faculty and in
some cases more so than full-time faculty. There was an empathy revealed by the
participants about the contingent faculty's precarious position and the pay structure.
While this became clear after the first three groups of interviews, | decided to continue

not to prompt for this so | could continue getting unforced responses.

The fourth group of participants contained one administrative assistant, two
directors, and one chair. Up to this point | had been interviewing administrators who

managed contingent faculty in faculties that have both undergraduate and graduate
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programs. The fourth group included a director of a graduate-only program. This group
also included a director of one of the institution's teaching and learning centers. Some
participants were frustrated with the lack of orientation and training opportunities for
contingent faculty. Given that the director worked in the department that is responsible
for offering workshops for the faculty, | expected that they would have insights into what

training is available to contingent faculty members.

The final group of participants consisted of an administrative assistant, two deans,
and adirector. The director in this group managed one of the continuing education
departments at the institution. The continuing education department manages many
contingent faculty for their own programs, and as previous participants have mentioned,

for other faculties as well.

Interviews

When using grounded theory, it isimportant to elicit the participants views on the
issues that are important to them. At the sametime, | needed to confine the interviews to
issues related to contingent faculty. Therefore, | employed a semi-structured interview
format using the Harvard Human Resource Management model's policy section as an
interview guide. With semi-structured interviews the interviewer has a clear list of issues
to be discussed, in the form of an interview guide, that ensures the basic lines of enquiry
are followed for each participant, while remaining free to explore other areas that are of
interest to the participant (Denscombe, 2003; Patton, 2015). Without specific questions a
semi-structured interview allows the participant to freely talk about issues that are

important to them.
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| used an interview guide with questions for each process contained in the
Harvard model (Appendix C). However, | only used these questions to elicit more detall
from the participant if needed. | began the early interviews by asking about their process
for managing contingent faculty. This allowed the participant to discuss the issues that
were important to them, in any order they wanted, while still confining the responses to
contingent faculty management issues. This proved to be too vague for the participants
because | often had to mention processes that they missed. After the first set of
interviews, | began to guide the participants through the processes without asking specific
guestions. For example, | would introduce the selection process by defining what | mean
by selection: The process of choosing the best candidate from those that applied. They
could then discuss their selection processes and the issues around selection that were

important to them.

Asthe interviews progressed other issues outside the management processes
began to emerge. These issues ultimately became the elements that contributed to the
variations in management processes including administrator training, frustration, term

limits, and isolation. | i