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ABSTRACT 

The underrepresentation of faculty of color may be a symptom of cultural dissonance, 

unneutral policies, the prevalence of microaggression, and the lack of commitment.  It is 

important to assess the effectiveness of the diversity initiatives related to the recruitment 

and retention of faculty of color.  This research took place at a public medium-size, 

nonresidential community college in a rural area of the Midwest region (Carnegie 

Classification, 2016).  This research was designed to explore how the perception of 

climate factors have influenced retention strategies for faculty of color.  The researcher 

invited faculty members to participate in interviews, who had self-disclosed as a member 

of one of the following groups: African American, Latino(a), Native American,  and 

Asian American.  Under a critical race framework, the researcher conducted a qualitative 

study involving the 3-phase critical race–grounded theory methodology, which included 

retrieving and analyzing transcripts from interviews to yield explanations grounded in the 

data.  These data was used to make recommendations for initiatives to embody future 

diversity-related policies.  
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CHAPTER I 

INTRODUCTION 

Many universities and colleges are concerned about the underrepresentation of 

faculty of color due to their disproportionate numbers of faculty and staff of color to 

students of color on campus and in the community (Levin, Haberler, Walker & Jackson-

Boothby, 2014).  One important force in this problematic issue was the drastic change in 

the demographics of students of color.  Although scholars predicted that the nonwhite 

population would become the majority in the United States (US) by 2050 (Passel & 

Cohn, 2008; Wilson, 2015), a little more than 80% of 1.5 million faculty members were 

Caucasian in 2013 (National Center for Educational Statistics, 2010).  Racial/ethnic 

groups made up less than 18% of others employed, including 6% African American, 5% 

Latino, 10% Asian, and less than 1% Native American.  The misalignment of the 

numbers of students of color and faculty of color can result in a lack of mentors, 

resources, and opportunities for students to interact with people from different 

backgrounds that differ from their own (Malagón, Huber, & Velez, 2009).  Although 

studies suggest that people of color could be retained longer with mentors, even mentors 

not of color (Sewer, 2012), campuses with an underrepresentation of faculty of color are 

more likely to possess a negative campus climate—one that is not welcoming, not 

supportive, nor valuing others of different backgrounds (Turner, Meyers, & Creswell, 

1999).   

As a response, many colleges and universities adopted diversity initiatives to 

create a positive, welcoming environment.  These initiatives incorporated the language of 
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diversity, inclusion, and equity into institutional policies and fostered the implementation 

of retention programs, thereby demonstrating a commitment to diversity (Levin, Walker, 

Haberler & Jackson-Boothby, 2013; Williams & Clowney, 2007).  However, there are 

many components to consider when exploring diversity initiatives on campus.  For one, 

many believe diversity is a social construction because there is a variety of perspectives 

on diversity such as equity, economic, racial, and colorblind views (Van Ewijk, 2011; 

Wilson, 2013).  As a result, diversity is described depending on the campus, the way 

members of the college perceive it, the community, and historical data (Van Ewijk, 

2011).  It is important that the organization itself provide a definition that represents the 

diversity within that particular institution (Wilson, 2015).   

 The other factor is how hesitant or leisurely researchers and policymakers 

converge in reaching their educational goals.  As a result, researchers influence how 

diversity is studied, while decision makers leverage diversity policies separately (Hafid 

Ballafkih, 2010).  Consequently, formulating diversity in higher education is 

complicated, especially in regard to the recruitment and retention of faculty of color, a 

neglected issue in higher education (Hafid Ballafkih, 2010; Van Ewijk, 2011).  For 

certain, all colleges and universities have policies and procedures operating to safeguard 

everyone from discrimination based on race, age, sex, or religion, but many often fail to 

instill the essence of diversity such as inclusiveness and social justice. 

First Comprehensive Diversity Plans  

Assembling a diversity council to recommend diversity initiatives is usually one 

of the first steps in addressing issues related to the recruitment and retention of faculty of 
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color (Iverson, 2007).  A grounded strategic plan can give an institution direction and 

serve as an anchor to make the issue a priority (Williams, 2013).  During the 1980s and 

early 1990s, colleges and universities attempted to achieve the benefits of diversity and 

goals of social justice by implementing selection initiatives only to increase the number 

of groups of color rather than retain them (Felsberg, 2005).  Later, colleges and 

universities adopted alternative ways to achieve diversity due to decisions made by the 

U.S. Supreme Court regarding affirmative action, steering colleges to race-neutral 

policies.  Race-neutral policies offered other ways to achieve diversity goals by focusing 

on factors other than race or gender as criteria, such as a diverse pool of prospects, 

diversity education, mentor programs, and relationships with minority organizations to 

create a pipeline for employees of color (Felsberg, 2005).   To achieve such benefits, 

researchers demonstrated that integrated efforts are efficient in the form of a 

comprehensive diversity plan (Hurtado,  Alvarez, Guillermo−Wann, Cuellar, & Arellano, 

2012). 

The Madison Plan (Office of the Chancellor, 1988) and the Michigan Mandate 

(Duderstadt, 1988) are two examples of the first comprehensive diversity plans.  In 1987, 

the University of Wisconsin at Madison implemented the Madison Plan, one of the first 

comprehensive diversity plans at a public research university, to increase the number of 

students of color, but the university broadened its goals and strategies to retain and recruit 

faculty of color as well (Humphreys, 2000).  Today, the diversity plan covers areas such 

as leadership and accountability, pre-college preparation, student retention and faculty 

retention.  In 1988, the president of the University of Michigan began the works of the 
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Michigan Mandate, another first of comprehensive diversity plans, to increase the 

representation of faculty of color so it could mirror the demographics of the state of 

Michigan (Lomax, Moore, & Smith, 1995).  One year after the university implemented 

the plan, the University of Michigan had the largest number of minority student 

enrollment in its history and added 160 new faculty members of color including 79 

African Americans.   

 However, just a few years later, reports revealed that the underrepresentation of 

faculty continued.  Although the proportion of Asian, African American, and Latino 

professors increased as a result of the introduction of the Michigan Mandate (1988), the 

number of African American faculty stayed constant while Latino faculty decreased from 

1988–1993 (Lomax et al., 1995).   The faculty of color represented at the University of 

Michigan remained unacceptable with 4% African Americans, 1% Asian, 2% Latino, and 

less than 0.5% Native American (Lomax et al., 1995).  Further, the number of female 

African American faculty decreased as well.  Colleges and universities quickly realized 

that the success of diversity initiatives, such as the Madison Plan (1987) and the 

Michigan Mandate, depends on various components (Hurtado, Griffin, Arellano, & 

Cuellar, 2008), such as the resistance and buy in from members of the college and the 

lack of resources, transparency, and accountability (Williams, 2008).  One challenge was 

the difficulty in transforming the culture when diversity strategies are excluded from the 

strategic planning process (Humphreys, 2000).  Hurtado et al. (2012) concluded that 

allocating the majority of resources for recruiting more diverse students, faculty, and staff 

members, while not considering other factors, such as interactions, curriculum, and 
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training that impact organizational culture related to diversity, undermines diversity 

initiatives.   

Factors 

 Aside from the steps towards social justice, such as Brown v. Board of Education 

(1954) and the Civil Rights Act of 1964, one significant external force that spotlighted 

the underrepresentation of faculty of color was the drastic demographic change in the 

population that began in the mid-1960s.  According to the 2010 Census, 308.7 million 

people reside in the US with an increase of 27.3 million people between 2000 and 2010, 

and the vast majority of the gain was from nonwhites.  During the period of 2000 to 

2010, the Caucasian population in the US lagged in growth while the Latino population 

grew from 12.5% to 16.3% , the Asian population increased from 3.6% to 4.8%, and the 

African American population remained at 12% (Humes, Jones, & Ramirez, 2011).  In the 

state of Wisconsin, where this study took place, the state’s populations grew only from 

5,363,675 to 5,686,986, but the minority groups’ proportion increased from 12.7% to 

close to 17% (Humes et al., 2011).  As a result of the demographic changes, the total 

undergraduate student enrollment across the nation increased in each racial/ethnic groups, 

and the Caucasian student group had the slowest rate of increase from 1976 to 2008 

(National Center for Educational Statistics, 2010).  From 1976 to 2008, the Asian 

enrollment grew to over one million, while the Latino enrollment rose to two million 

(Aud, Fox, & KewalRamani, 2010).  Native American enrollment doubled to 175,000 

while African American enrollment increased to close to 2,300,000 (Aud et al., 2010).  

Although Caucasian enrollment increased the least, compared to other racial/ethnic 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

6 

groups, the gaps in degree attainment rates, persistence rates, and retention rates between 

Caucasian students and students of racial/ethnic groups has continued to widen.   

Secondly, student activism increased in response to negative campus climates and 

the influences of national campus movements like Black Lives Matter (Hartcollis & 

Bidgood, 2015).  The movement hypothesized that predominately White institutions 

(PWI) are becoming more diverse numerically every year, but the college's commitment 

to being more inclusive decreases after the college initiates diversity efforts (Morris, 

2016).  These student groups have approached the presidents’ desk with a list of demands 

such as the need to hire more diverse faculty (Wong & Green, 2016) and engage in more 

dialogue about diversity on campus on all levels (Lum, 2016).  The nation learned 

quickly after the dismissal of University of Missouri Chancellor R. Bowen Loftin and the 

forced resignation of the Dean of Students at Claremont Mckenna College that a negative 

campus climate plagued many U.S. educational institutions (Wong & Green, 2016).  The 

protest movement reached Amherst College, Yale University, Ithaca College, and the 

University of Wisconsin at Madison.  

Another factor is the persistent inequities in the community that have permeated 

the college’s walls (Williams, 2008; Willams & Clowney, 2007).  Recently, several 

reports revealed that racial disparities in areas, such as education, health, imprisonments, 

employment, and income, are common across the US (Race to Equity, 2013).  The county 

that hosts this community college, at the time of this writing, had some of the highest 

racial disparities in the US (Race to Equity, 2013).  Twenty-five percent unemployment 

rates for African Americans, in 2016, was significantly greater than the national African 
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American jobless rate of 18% (Race to Equity, 2013).  As for education, the data showed 

half of the city’s African American high school students failed to graduate on time 

making them four times more likely not to graduate in the state compared to Caucasian 

students (Race to Equity, 2013).  The data from the Race to Equity (2013) report revealed 

people of color are in a worse condition than others across the nation.     

Another factor is the existence of a negative campus climate, which contributes to 

the underrepresentation of faculty of color (Bennett, Tillman-Kelly, Shuck, Viera, & 

Wall, 2011; Flowers, Wilson, González, & Banks, 2008; Turner et al., 1999).  Findings 

from Hall and Sandler’s (1982) study described chilly climates and their adverse effects 

in the classroom on female students in the 1970s.  A chilly climate is described as hostile 

behaviors and attitudes towards a group of people such as faculty of color (Jayakumar, 

Howard, Allen, & Han, 2009; Peterson & Greer, 2013).  They reported that classroom 

climates in higher education were not only more harmful towards women, but they also 

stifled female students’ growth.  Since then, the scope of campus climate studies has 

expanded to include gays, lesbians, bi-sexuals, transgenders, and members of color.   

A sample of studies that focused on the experiences of faculty of color in the 

Midwest revealed that the participants were experiencing similar symptoms working 

within a negative climate even after the college had implemented diversity initiatives 

(Bennett et al., 2011; Flowers et al., 2008; Turner et al., 1999).  Turner et al. (1999) 

interviewed 64 faculty members of color in colleges and universities in Illinois, 

Michigan, Missouri, Ohio, and Wisconsin.  They revealed that faculty members of color 

were experiencing stress, feelings of isolation, lack of support, and alienation.  In 2008, 
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Flowers et al. (2008) interviewed 13 professors of color at nine campuses at Indiana 

University-Purdue University Indianapolis (IUPUI) and reported faculty of color 

experiencing an environment that lacked support, community, and communication with 

peers, supervisors, and the college as a whole.  In 2012, Bennett et al. (2011) discovered 

that African American and Latino(a) faculty at one Midwestern research university were 

experiencing instances of isolation and microaggressions. (2008). All three studies 

demonstrated that symptoms of a negative climate persisted and suggested the university 

assess recruitment and retention strategies for faculty of color.   

Problem Statement 

 Preexisting conditions show signs of a possible negative climate at this 

community college being explored were documented in the results of a 2014 Personal 

Assessment of the College Environment (PACE) survey (Caison, 2005) in Appendices A 

and B; and trends found in multiple focus groups of faculty of color conducted by the 

college in 2015 are presented in Appendix C.  Further, informal interviews and literature 

sources supported the presence of a negative climate at this community college.  

Appendices A and B indicate that racial/ethnic groups rated the climate lower based on 

107 responses.  The results of the 2014 PACE showed that African American, Native 

American, Latino, and Asian groups were the only groups to rate institutional structure 

below 3.0, which was one point lower than the rate marked by their Caucasian 

counterparts.  The results of the focus groups revealed a mix of positive and negative 

perceptions towards collegiality, supervisory relationship, and support, but strong trends 
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towards the existence of microaggression, doubts about the college’s commitment toward 

diversity, and promotion opportunities. 

The underrepresentation of the faculty of color is a continuous problem in the 

Midwest and across the nation (Bennett et al., 2011; Flowers et al.,2008; Turner et al., 

1999).  Although several studies expounded the benefits of a diverse body (Gurin, Dey, 

Hurtado, & Gurin, 2002; Gurin, Lehman, & Lewis, 2004; Hurtado et al., 2008; 

Jayakumar et al., 2009; Sugrue et al., 1999), the underrepresentation of faculty of color 

persists, which negatively impacts all members of the college and impedes educational 

outcomes of students (Hurtado et al., 2012).  Possible causes of negative climate include 

biased processes, negative peer relationships, adverse supervisory relationships, and 

microaggressions of color (Constantine, Smith, Redington, & Owen, 2008; Sue, Lin, 

Torino, Capodilupo, & Rivera, 2009).  Therefore, there is a gap between what 

recruitment and retention initiatives actually state and the authentic on-campus 

experiences of faculty of color (Stanley, 2006; Sue, 2010).  A study that investigates how 

factors affect the recruitment and retention of faculty of color via critical race–grounded 

theory approach can substantiate recommendations for policies. 

Purpose of Study 

 The purpose of this research was to discover the perceptions and experiences of 

faculty of color to determine the presence, or lack of, climate issues.  Based on the 

participants’ narratives, the researcher developed explanations on how climate factors 

affected the recruitment and retention of faculty of color.  Then the researcher 

recommended initiatives to embody future recruitment and retention policies.  The 
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researcher will give the data to the Diversity and Community Relation Council to assist in 

creating policies towards the retention and recruitment of faculty of color.  The researcher 

triangulated results with the college’s literature, the PACE survey conducted in 2014 and 

focus group study conducted in 2015 at this community college to substantiate 

recommendations on policies related to diversity.  A secondary purpose was an 

emancipatory one—to give faculty of color an important voice.  The participants were 

representatives of the African American group, Asian American group, Native American 

group, and Latino group.   

Research Questions 

The following questions guided this study: 

1. What perceptions do faculty of color have about policies and processes that 

impact the recruitment and retention at a Midwestern community college? 

2. What perceptions do faculty of color have about relationship with peers that 

impact the recruitment and retention at a Midwestern community college? 

3. What perceptions do faculty of color have about supervisory relationships that 

impact the recruitment and retention at a Midwestern community college?  

Significance of Study 

There is still much fertile ground in using the climate assessments to develop 

creative diversity initiatives.  Future campus climate assessments need to view data 

disaggregated through the lens of various individuals and identities (Hart & Fellabaum, 

2008; Rankin & Reason, 2008).  Studies are needed to assess the inclusiveness of faculty 

of color at community colleges and examine the effects of racial microaggression and 
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unconscious bias targeting faculty of color (Hart & Fellabuam, 2008; Miller, 2014; Pérez 

Huber & Solórzano, 2015). 

Methodological issues related to assessing campus climate also need 

improvement.  For one, there are a variety of definitions of climate and instruments used 

to measure it, and a majority of the methods used to assess climates employ only a 

quantitative survey rather than using qualitative methods or a mixed methods approach 

(Hart & Fellabaum, 2008).  More qualitative research can fill the gaps in literature on 

assessment of recruitment and retention strategies, with rich, descriptive, anecdotal 

narratives (Vaccaro, 2010, 2014), and help the researcher understand quantitative results 

to direct action steps (Harper & Hurtado, 2007).  Further, this research will inform the 

development of the critical race–grounded theory methodology, including furthering 

discussions on coding and collaborative data, data collection, and theoretical saturation 

(Malagón et al., 2009).   

There is little scholarly work that addresses faculty of color at community 

colleges, although there are significant contributions that the faculty of color can offer in 

enhancing the quality of education (Levin et al., 2014).  In Los Angeles, Hagedorn, Chi, 

Cepeda, and McLain (2007) revealed that a certain number of faculty of color could 

increase student retention, but the community college faculty are still overwhelmingly 

comprised of faculty not of color (Levin et al., 2014).  Assessing a culture holistically, 

the researchers ignored the diverse interests and values of the faculty of color.   
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Summary of Conceptual Framework 

 Understanding that colleges and universities are not neutral institutions, Levin et 

al. (2014) uncovered racism embedded in organizations’ everyday activities, norms, and 

processes using critical race theory (CRT).  CRT scholars argue that race and racism 

shape behaviors and interactions between and within social groups on campus (Ladson-

Billings, 2014; Ladson-Billings & Tate, 1995).  Similar to Levin et al. (2014), the 

researcher of the present study articulated how race and racism affect the faculty of 

color’s integration into a negative sociocultural environment at a Midwestern community 

college.   

The CRT framework was used to make recommendations on effective educational 

policies, as the theory has been historically used to address racial exclusion (Bell, 1976; 

Cerezo, McWhirter, Peña, Valdez, & Bustos, 2013; Delgado & Stefancic, 2012; Ladson-

Billings, 2014).  Some essential features of CRT include the permanent fixture of racism 

in society, the use of counter-storytelling, challenging the dominant ideology, the 

advocacy for the underrepresented, and its ability to adapt to other research 

methodologies such as the grounded theory approach (Malagón et al., 2009).  The 

researcher employed appropriate methods to explore diverse views of the 

underrepresented to reveal the roles that race and exclusion play in the structure and 

processes of the college.  Aforementioned, diversity and race are social constructs 

(Huber, 2010; Solorzano & Yosso, 2002), which perpetuate institutional racism in 

structures and policies that maintain injustice based on a hierarchy (Huber, 2010).  Since 
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the very process of creating these constructs arbitrates power, normalizes privilege, and 

disenfranchises faculty of color (Delgado & Stefancic, 2012; Huber, 2010), utilizing CRT 

framework is an effective means for deconstructing these conditions (Huber, 2010; 

Malagón et al., 2009). 

The researcher used CRT techniques, such as counter-storytelling, to analyze the 

structure and processes of the college to uncover microaggressions and their effects, as 

well as the effects of external factors (Delgado & Stefancic, 2012).  Disparity reports 

revealed profound patterns in communities in the Midwest that were enabled by the 

structures and processes of the city that hosts this Midwestern college (Race to Equity, 

2015).  In the community, poverty and race are highly correlated due to the historical 

legacy of discrimination, exclusion, and racism, which are perpetuated in attitudes and 

practices.  These elements have the potential to create an environment conducive to 

unfair pathways for advancement, unsupportive relationships, unconscious bias, and 

microaggressions.  Under a CRT framework, Pérez Huber & Solórzano (2015) 

discovered that a variety of microaggressions, such as ethnic jokes that degrade a racial 

or ethnic group, existed on campuses. 

Summary of Methodology 

Qualitative research methods can provide rich descriptions to track trends, 

amplify underrepresented voices, and discover new innovative remedies (Creswell, 

2014).  The researcher used a critical race–grounded theory methodology to acknowledge 

and comprehend the experiences of faculty of color.  While CRT framed the research in a 

way to reveal unseen structures of oppression, the grounded theory approach, an analysis 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

14 

strategy, allowed prevalent themes to emerge from the data (Malagón et al., 2009).  

Green, Creswell, Shope, & Clark (2007) claimed that researchers could prioritize 

racial/ethnic diversity with grounded theory during the stages of research such as in the 

identification of the problem, the development of research questions, and the validation 

of findings.  A critical race–grounded theory approach informed the research questions, 

the methodologies employed, and the ways the data were analyzed (Malagón et al., 

2009).      

 

Figure 1: Model of critical race–grounded theory approach (Malagón et al., 2009) 

 As in Figure 1, the grounded theory approach guided the researcher in postulating 

explanations.  While the grounded theory approach provided the steps the researcher took 

to gather and analyze data, the CRT influence how the data were interpreted (Malagón et 

al., 2009).  One concern regarding CRT was its inability to fully direct the creation of 

action steps.  The ways to integrate race and ethnicity seem to be unknown, but it can be 
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accomplished with a CRT framework   Glaser and Strauss (1967) developed the 

grounded theory approach to generate theory or theories established in the data rather 

than gleaned from existing theory.  The researcher deconstructed oppressive and unfair 

conditions, acknowledged his role as the investigator, and considered the historical and 

social situations (Huber, 2009; 2010).  Both CRT and Glaser and Strauss believe that 

understanding multiple and diverse experiences is important, but differ when CRT 

prioritize the concerns and needs of people color (Malagón et al., 2009).  Clinging to 

Charmaz’s (2006; 2014) constructivist grounded theory, the researcher sought to 

understand multiple social realities and how knowledge is created. 

Four other essential features of grounded theory methodology are the constant 

comparative method, theoretical sampling, conditional matrix, and collaboration process 

(Glaser & Strauss, 1967).  The constant comparative method allows the researcher to 

create and compare codes during each stage of analysis—a continuous construction of 

codes and categories.  The concept of theoretical sampling of the grounded theory 

approach allows the researcher to seek and find participants who can illuminate specific 

issues (Charmaz, 2006).  Different from other sampling processes, such as random 

sampling, the theoretical sampling process emphasizes the importance of cultural 

intuition, which allows the researcher to seek participants who have particular knowledge 

of a situation.  In the theoretical sampling process, the researcher gathered data to the 

point at which the categories were saturated (Charmaz, 2006; Malagón et al., 2009).  

With the critical race–grounded theory methodology, the researcher designed these steps 

using tools of grounded theory such as the conditional matrix—a coding device that 
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shows the intersections of conditions, consequences, and their relationships (Charmaz, 

2006).  Another important feature of the critical race–grounded theory methodology is 

the collaboration aspect (Malagón et al., 2009).  Huber (2009, 2010) collaborated with 

the research participants in the data analysis process.  Bernal (1998) explained that 

developing such a collaborative relationship with participants deconstructs traditional 

relationships between the researcher and participants; acknowledges that the knowledge, 

beliefs, attitudes, and perspectives of participants have value; and transforms the 

relationship from a hierarchical one to a lateral one.   

Assumptions 

Several assumptions guided this research: 

1. There was a variety of perspectives, not limited to race and ethnicity, but also 

regarding employee classifications and gender.   

2. It was assumed that faculty of color had different perceptions and experience, 

regarding campus climate and policies.  Further, it was assumed that the faculty 

of color were competent to speak on certain issues.  

3. Minority groups had more negative views of the campus climate than non-

minority groups based on the literature review.  

4. The educational benefit of diversity affected policy and practices at the campus, 

which compounds the influence of research related to diversity and education. 

Limitations of the Study 

As with most research, this study had certain limitations.  For one, some faculty 

were not able to participate for a variety of reasons ranging from having too many 
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responsibilities to fear of retaliation and/or the fear of termination (Gomez, Ocasio, 

Lachuk, & Powell, 2015; Turner et al., 1999).  Since the findings were only based on the 

observations at a community college in the Midwest, transferability is only possible to 

another population with similar characteristics or the setting, and findings may not be 

generalizable to all faculty of color at all institutions of higher education.  Another 

limitation was that the diversity surveys, interviews, and focus groups might not have 

seized snapshots of reality, thereby limiting the amount of authentic data of the 

phenomena.  The data were restricted to the words of the participants shared in the 

interviews and excluded the descriptions of interactions that took place in natural field 

settings (Creswell, 2014).  Further, the researcher relied on participants to give complete, 

accurate, and honest answers.  Therefore data and findings are based on the participants 

and the ability of the researcher to give accurate meaning to those perceptions.  As a 

novice researcher, the challenge was to capture the essence of the narratives accurately.  

Finally, since the researcher is an employee at the institution, this familiarity could 

influence and have an impact on the participant’s willingness to accurately or openly 

share their lived experiences, which could affect findings.   

Delimitations 

The researcher only included Latino(s), African Americans, Native Americans, 

and Asian American, because the purpose of this study was to collect and explain 

perceptions by groups of color and explore the policies related the recruitment and 

retention of faculty of color.  A premise of this study is that faculty of color’s interests are 

not being heard due to their small number on campus.  Often their issues are overlooked, 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

18 

although the PACE indicates a collaborative working environment.  This research 

attempts to communicate their story not included in the majoritarian story of the college, 

which often dominates the research in an effort to understand and tell the full story of the 

college.  Therefore, it was important to focus specifically on collecting narratives by 

groups of color. 

Definitions of Terms 

The following terms were used throughout this study and are defined as follows: 

African American employee. An African American employee is an employee 

who has self-disclosed his or her lineage from any racial group of Africa (Aud et al., 

2010). 

Asian employee. An Asian employee is an employee who has self-disclosed his 

or her lineage from the original peoples of the Far East, Southeast Asia, or the Indian 

Subcontinent (Aud et al., 2010). 

Campus climate.  Campus climate can be described as the attitudes, experiences, 

and perceptions of college members concerning access, inclusion, and level of respect for 

members of the college (Reason, 2013). 

Critical race theory (CRT).  Critical race theory is a theory that is derived from 

critical legal studies, the Civil Rights Movement, and radical feminism.  The central 

propositions of CRT include the permanent fixture of racism and race, the use of counter-

storytelling, challenges of dominant ideology and a-historicism, interest convergences, 

and the importance of everyone’s voice (Delgado & Stefancic, 2012; Malagón et al., 

2009).   
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Latino (a) employee.  A Latino (a) employee is an employee who has self-

disclosed his or her lineage from Cuba, Mexico, Puerto Rica, South or Central America 

(Aud et al., 2010). 

Native American employee.  A Native American employee is an employee who 

has self-disclosed his or her lineage from the original peoples of North, South, or Central 

America (Aud et al., 2010). 

PACE.  The Personal Assessment of the College Environment (PACE) is an 

innovative online tool to measure the campus climate in four areas: institutional structure, 

supervisor relationships, teamwork, and student focus (National Initiative, 2017).    

PWI.  PWI is an abbreviation for a predominately White institution. 

Racial microaggression.   A racial microaggression is an explicit or subtle insult, 

related to race or ethnicity that is directed at people of color (Pérez Huber & Solórzano, 

2015).   

Caucasian employee.  A Caucasian employee is an employee who has self-

disclosed his or her lineage from the original peoples of Europe, the Middle East, or 

North Africa (Aud et al., 2010). 

Summary 

 To recommend effective policies to address diversity issues, 

administrators must explore a variety of perceptions and experiences of college members 

regarding the campus climate, via quantitative and qualitative methods.  The 

underrepresentation of faculty of color undermines new diversity initiatives that were 

recommended, because decision makers do not hear the concerns, needs, and suggestions 
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of these underrepresented groups.  The majority of colleges and universities use only 

quantitative methods to examine the campus climate, which widens the window of error 

in recommending effective diversity initiatives.  On the other hand, qualitative research 

methods could provide valuable data, including human behavior, emotions, and other 

characteristics that quantitative studies cannot match (Madrigal & McClain, 2012).  

Qualitative data includes data about needs, desires, routines, cases and other information 

that is essential understanding campus climate and effects of policies and processes.  

While quantitative research requires the standardization of data collection to allow 

statistical comparison, qualitative research requires flexibility, allowing you to respond to 

user data as it emerges during a session (Madrigal & McClain, 2012).  Through a critical 

race lens, the researcher used a grounded theory approach to collect and analyze data and 

create explanations for each research question grounded in the data—the actual 

perceptions of college members.  These explanations were given to the Diversity and 

Community Relations Council at the Midwestern community college to support 

recommendations for policy revisions related to diversity. 

Organization of the Remainder Study 

This chapter outlined the background, purpose, and significance of this research 

study, along with the statement of the problem, guiding research questions, conceptual 

framework, and definition of terms of the research study.  Chapter II will provide a 

review of the literature central to the experiences and perceptions of the faculty of color 

in the Midwest, the development of campus climate assessments and its evolving model, 

and the utilization of CRT.  Chapter III will describe how the researcher implemented a 
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qualitative study framed by the CRT and the intricacies of the data analysis phase, which 

was conducted using a grounded theory approach.   
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CHAPTER II 

LITERATURE REVIEW 

 This review of the literature includes four main sections.  In the beginning, there 

is a discussion about the models and the benefits of diversity.  The next section will 

discuss studies that have explored factors that create a negative climate on campus for 

faculty of color, specifically in the Midwest.  Next, strategies to retain and recruit faculty 

of color will be discussed.  Lastly, a brief discussion on how researchers utilize critical 

race theory (CRT) to explore race and racism in policies in higher education will be 

presented.  Future research recommendations will be proposed as well. 

Models to Diversify Faculty Body 

 Strategies to recruit and retain faculty of color have evolved over the years with 

specific diversity models that create a unique set of policies, programs, and initiatives 

(Williams & Clowney, 2007).  Some universities and colleges continue to use the 

diversity crisis model, which consists of repetitive reactive steps and usually lacks goals, 

focus, and the potential to transform colleges’ cultures (Williams & Clowney 2007).  

Later, various models were created, bundled with more proactive approaches to employ 

diversity initiatives such as the affirmative action and equity model, the multicultural 

model, and academic diversity model (Williams, 2008; Williams & Clowney, 2007; 

Wilson, 2015).     

From the 1950s to the 1960s, significant developments, such as U.S. Supreme 

Court rulings, policies, and laws, set the stage for the elaboration of the affirmative action 

and equity model (Williams & Clowney, 2007).  To ensure a diverse environment, the 
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model functioned to eradicate processes and structures that exclude protected groups such 

as minorities, women, and people with disabilities from employment (Thomas, 2004; 

William & Clowney, 2007).  Strategies included targeted recruitment initiatives, hiring 

programs, policy statements, and equal opportunity programs (William & Clowney, 

2007).  The assumptions that parallel the affirmative action model are that the 

underrepresented populations eventually assimilate into the institutional culture and that a 

critical mass of the underrepresented populations is needed to achieve diversity benefits.  

This model multiplied the number of female professors in higher education, but it was 

ineffective in bringing about similar effects with African Americans, Native Americans, 

and Latinos (Harvery & Anderson, 2005).  The affirmative action model was insufficient 

in addressing the cultural dissonance and resistance to diversifying faculty on campus.  

Critical mass can be achieved, but it does not mean there will be a change in the way 

colleges do business.   

In the 1960s and the 1970s, the multicultural model emerged from the African 

American Power Movement, which attempted to infuse diversity and culture into the 

college (Wilson, 2008).  This model was created to address the lack of access for 

underrepresented groups, symptoms of a negative campus climate, lack of cultural 

awareness, and the presence of institutional discrimination.  The multicultural model 

includes a bundle of initiatives to help groups of color develop a sense of belonging and a 

presence on campus.  In doing so, they identified diverse groups other than the federally-

protected groups targeted in the affirmative action and equity model (Thomas, 2004).  

Similar to the previous models that emphasized a diversity rationale for social justice, the 
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multicultural model explored the experiences, challenges, and identities of the 

underrepresented groups; however, its primary use was to diversify student bodies.  

Strategies in this model included implementing campus-wide diversity plans as in the 

Michigan Mandate (1988) and Madison Plan (1987), creating a diversity office at the 

university or college, increasing student service programs, and connecting with affinity 

and social groups in the community.   

In the 1990s, the changing demographics, workforce needs, and persistent 

inequalities paved the way for the academic diversity model, which focused on the 

educational outcomes of diversity (Gurin, Dey, E. L., Hurtado, S., & Gurin, 2002; Gurin, 

Lehman, & Lewis, 2004).  This model argued that diverse educational environments with 

critical racial interactions are crucial in elevating cognitive skills of students (Gurin et al., 

2002; Gurin et al., 2004).  The academic diversity model differs from the previous 

models because it proposed that diversity is academically beneficial for all students 

(Chang & Ledesma, 2011; Gurin et al., 2002).  Whereas the first model attempted to 

address social justice and the multicultural model attempted to provide support for social 

groups, the academic diversity model emphasized the presence of faculty of color and 

their interactions with students as essential pieces for this diversity rationale (Gurin et al., 

2002; Gurin et al., 2004; Milem, Chang, & Antonio, 2005).  Strategies in this model 

included diversity requirements, programs, and offices.   

During this time, Hurtado, Milem, Clayton‐Pedersen, and Allen (1999) introduced 

a multidimensional model to actualize the benefits of diversity, expose the experiences of 

students of color, and provide administrators with empirical data to support diversity 
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initiatives.  This model indicated that usually when the representation of the college body 

lacks racial/ ethnic diversity, the college structures, processes and policies perpetuate 

exclusion, skew perceptions of diverse populations, and thwart the rate of interactions on 

campus.  The dimensions of the multidimensional model included the organizational 

dimension, structural diversity, behavior dimension, a psychological dimension, and 

historical legacies (Hurtado, 1992).  The organizational dimension is the way decisions, 

policies, and procedures are made, which are usually agreed upon by a privileged or 

dominant group (Milem et al., 2005).  The policy might seem neutral but can exclude and 

marginalize groups of people (Crichlow, 2015). This phenomenon of colorblindness and 

neutrality are more likely to occur at a homogenous college due to authority, advantage, 

and a sense of entitlement of the dominant culture (Gusa, 2010).  This dominant ideology 

that has evolved over years of separation is now embedded implicitly in the process and 

structure of the colleges such as the curriculum development and decision-making 

process.   

The number of diverse faculty is important in measuring the structural diversity 

on campus (Fries-Britt, Rowan-Kenyon, Perna, & Milem, 2011).  The greater the 

compositional diversity is, the greater the intergroup contact, which reduces prejudice 

and influences the quality of interactions (Denson & Chang, 2009; Hurtada et al., 2012).  

Although research strongly demonstrates how beneficial it is for a student to positively 

interact with the faculty of color, those interactions are rare (McIntosh et al., 2016).  The 

belief that reaching a critical mass of diverse members is the only path to diversity goals 

overlooks the importance of examining the psychological effects of a negative campus 
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climate such as feelings of isolation, intimidation from microaggressions (Harper & 

Hurtado, 2007).  Negative faculty–student interactions can decrease students’ confidence 

and growth, and a negative peer or supervisory relationship can force faculty of color to 

leave a college (Hurtado et al., 1999).  This dimension is also predicated on the belief that 

people experience educational environments in different ways (Hurtado,  Griffin, 

Arellano, & Cuellar, 2008; Nuñez-Smith et al., 2009; Shammas, 2015; Worthington, 

Navarro, Loewy, & Hart, 2008).     

The behavioral dimension attempts to describe formal and informal interactions 

between peers, students, staff, and faculty.  Formal interactions refer to those that take 

place in advising meetings, classrooms, and co-curricular activities guided by objectives, 

while informal interactions are everyday interactions that occur outside of classroom 

activities (Huratado et al., 2012).  When students interact with a diverse faculty body, 

educational outcomes and satisfaction with the campus climate are enhanced (Denson & 

Chang, 2009; Shammas, 2015; Singley & Sedlacek, 2009; Tynes & Markoe, 2010).  

Although student-peer interactions are the most efficient kind of interactions for students, 

a negative faculty–student interaction can stifle students’ growth, and negative faculty-

faculty or faculty-administrator interactions can force faculty of color to leave a college 

(Hurtado et al., 1999).      

The researcher can explore the college culture, policies, and traditions more 

deeply by considering the historical context, which influences the other dimensions as 

well (Hurtado at al., 2008).  In the 1990s, the University of Michigan brought together a 

team of researchers to establish an argument that there is a compelling need for diversity 
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in higher education (Sugrue et al., 1999).  Sugrue et al. (1999) explained that years of 

segregation is the reason Michigan ranked high for racial segregation in education and 

described how policies are possible contributors to segregated environments, which 

expanded to Detroit, the second most segregated metropolis (Glaeser & Vigdor, 2012).  

Structures, processes, and challenges created by a dominant ideology spawn a world in 

which it is difficult for White residents to interact with members of racial/ethnic groups; 

these attitudes and practices transcend to businesses and educational institutions such as 

the University of Michigan.  Foner and Camarillo, other scholars on the team, expounded 

more on how the role of race influences relationships between Whites and groups of 

color, because the history of legacy influences how the dominant population views racial 

and ethnic groups (Sugrue et al., 1999). 

 Today, an emerging model, the inclusive excellence model, incorporates features 

of the earlier models to transform the college’s culture, which includes strategies such as 

professional development, reward systems, and modification of decision-making 

processes on campus (Williams & Clowney, 2007).  It recognizes diversity as a 

foundation and resource that can benefit the whole campus. It stresses educational, social, 

and historical rationales and involves faculty, because of their knowledge of the 

conditions on campus.  The model is described as an active and collaborative process for 

making decisions (Williams, Berger, & McClendon, 2005), but when the policy-making 

process fails in representing all members of the college, it is difficult to transform the 

culture (Rankin, 2013; Williams et al., 2005).   
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Benefits of Having a Diverse Faculty Body 

 Many colleges and universities have added another priority in their strategic plan, 

which is to maximize the impact of diversity and its contributions to educational 

outcomes (Sugrue et al., 1999).  However, while the rate of diversity of the student body 

increases, the rate of diversity of faculty continues to slump (Jayakumar, Howard, Allen, 

& Han, 2009).  As a result, diversifying the composition of the college body to enhance 

educational outcomes has become a priority for stakeholders including policymakers, 

educators, and protesters (Achinstein & Ogawa, 2012).  This push stems from the idea 

that faculty of color understand similar cultural experiences of the students and the 

importance of cultural pedagogy to enhance student success.  A low number of diverse 

interactions impedes the benefits that a diverse faculty can offer.  The more diverse a 

faculty body is, the more likely students will have cross-racial interactions (Gasman, 

Kim, & Nguyen, 2011).  Even in the U.S. Supreme Court decisions concerning 

affirmative action in student admission policies, Justice O’Connor expressed that diverse 

experiences can qualify the students for realistic situations in a global economy—a 

diverse world (Grutter v. Bollinger, 2003).  

Cross-racial interactions can have an impact in two focus areas.  In one area, cross 

interactions improve cognitive outcomes, skills, and tendencies; they also have the 

potential to decrease stereotyping, racism, and discrimination in decision-making 

processes such as hiring and promoting (Bowman, 2011; Tadmor, Hong, Chao, 

Wiruchnipawan, & Wang, 2012).  All members of the college benefit when the 

experiences of people of color have legitimacy and permissibility in higher education 
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(Wells, Fox, & Cordova-Cobo, 2016).  Further, a diverse faculty body can increase 

racial/ethnic understanding, empathy, and social skills to work with people of diverse 

background.  Increasing interactions with a diverse faculty body positively impact 

students’ test scores, completion rates, and persistence rates (Villegas & Irvine, 2010).  

This manifestation also enhances satisfaction for all members of the college (Wells et al., 

2016).  

There are also other benefits.  Not only do a diverse faculty have the potential to 

eradicate negative and varied expectations of members of color, but a diverse faculty 

body can deliver divergent ideas and viewpoints on justice and equality when making 

decisions (Alexander & Moore, 2008) and add a sense of democracy (Levin,  Walker, 

Haberler, & Jackson−Boothby, 2013).  Further, Nunez-Smith et al. (2012) believed that 

diverse leaders explore disparities more closely in education, health policy, and research 

(Nunez-Smith et al., 2012).  As a valuable resource, members of color can enhance the 

quality of a campus-wide diversity training program and serve as mentors and role 

models for students of color (Alexander & Moore, 2008; Hagedorn,  Chi, Cepeda, & 

McLain, 2007; Jayakumar et al., 2009).  A diverse faculty body can connect with students 

of color because their backgrounds are similar (Villegas & Irvine, 2010), although there 

are cases that have reported a beneficial student relationship with White mentors and 

minority mentors (Griffin, Perez, Holmes, & Mayo, 2010).  

 A diverse faculty body is positively associated with the quality of teaching 

(Robinson, Byrd, Louis, & Bonner, 2012).  Hagedorn et al. (2007) discovered that a 

diverse faculty body can positively influence students of color because they are more 
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likely to employ a range of effective teaching practices and student-centered activities 

(Milem & Cabrera, 2012; Villegas & Irvine, 2010).  A diverse faculty body is more likely 

to use cultural pedagogy, weave culture into the curriculum, and draw from prior 

experiences of students to engage a diverse student body (Considine, Mihalick, Mogi-

Hein, Penick-Parks, & Van Auken, 2014; Johnson, Middendorf, Rehrey, Dalkilic, & 

Cassidy, 2014; Quaye & Harper, 2014).  Studies have shown that diverse faculty tend to 

use culturally relevant pedagogy as a standard practice (Fries-Britt et al., 2011; Umbach, 

2007). 

Factors Influencing the Underrepresentation of Faculty of Color 

 Race and racism often play a role in creating structures and conditions in which 

disharmonious relationships can develop between members of color and others with 

whom they work (Jayakumar et al., 2009).  Studies have identified specific institutional 

structures and processes as potential culprits responsible for the persistent lack of 

diversity (Levin et al., 2013; Nunez-Smith et al., 2012).  The structures and processes of 

the college shape outcomes, such as salary, stress, and quality of life (Jayakumar et al., 

2009).  Often, the policies and procedures of the college, marred by historical challenges, 

create specific experiences for people of color such as exclusion (Grant & Allweis, 2014; 

Stanley, 2006; Sue, 2010).  Further, based on multiple interviews with administrators and 

teachers, Gasman et al. (2011) found that many colleges do not employ institutional 

strategies to address these issues except for an affirmative action policy, which is 

required by law.  Although a systematic process is needed to diversify faculty of color, 
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some of Turner, Gonzalez, and Wood’s (2008) participants did not know how the college 

planned to improve the recruitment and retention strategies.   

Some have argued against the notion that there is not enough quality faculty of 

color in the labor pool (Tierney & Sallee, 2008; Turner, Meyers, & Creswell, 1999).  

Smith (1996) debunked these persuasive myths—the market is too competitive, 

prestigious institutions have too much money, and the government is recruiting all the 

prospects of color.  In recent years, doctoral degree recipients of African American, 

Latino(a), or Native American descent rose from 8% in 1994 to 13% in 2014 (Aud,  Fox, 

& KewalRamani, 2010).  Examining the race and ethnicity of recipients of 5,600 doctoral 

degrees conferred in 2005, researchers revealed that Whites earned half of the degrees, 

while the other recipients were African American (5%), Latino (3%), Asian American 

(5%), and Native American (0.5%; Guzman, Trevino, Lubuguin, & Aryan, 2010). 

Socialization of Faculty of Color   

The pipeline metaphor, as described above, minimizes the importance of the 

effective socialization process for faculty of color.  For colleges and universities to be 

successful at integrating new faculty of color, deliberate efforts must be exerted (Sabin, 

2007).  Socialization can be defined as a process in how new members become members 

of the college, which includes internalizing norms and culture (Austin, 20011.  Basically, 

it is the process in which an outsider is transformed to an insider.  This socialization 

process helps faculty feel personally invested in the department and institution which 

includes exploring the new role, deprioritizing the previous role, and adopting a new role, 

including its values.  The exploration step occurs when members explore the position in 
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the graduate school, during job searches, and experiences prior to the new job (Bogler & 

Kremer-Hayon, 1999).  As the new faculty of color transition, they accommodate the new 

role; however, there is a degree of negotiation that occurs during this socialization 

process, which varies (Cawyer, Simonds, & Davis, 2002).   

Effective socialization practices are essential for the continued strength of higher 

education, which involves an exchange of faculty of color’s buy in to the culture of the 

college for their engagement in the process and procedures of college (Austin, 2011).  For 

buy in to occur, faculty of color beliefs and goals of the faculty of color must align with 

those of the college. Kahn (1990) postulated three conditions that lead to buy in: 

 psychological meaningfulness, which refers to the return on one’s investment of 

self; 

 psychological safety, which relates to the level safety to bring one’s whole self to 

work; and 

 psychological availability, which refers to the physical, emotional, and 

psychological resource required. 

Addressing these conditions increases the level of trust for new employees.  French-

Bravo and Crow (2015) described trust as an influential factor that influences 

engagement in processes, such as the shared governance system.  However, this depends 

on the capacity and integrity amongst those involved in the decision-making process; 

therefore, it is pertinent to assess employees’ degree of trust when evaluating 

expectations.  Literature reports that trust in the process is interpreted by faculty’s 

competence and experience in the process (Bowles, Cunningham, & De La Rosa, 2007).   



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

33 

There are a variety of tools that can enhance the socializations process.  Mentors 

can help newcomers learn about the organizational culture, but the relationships must be 

well-developed, targeted, and goal oriented (Cawyer et al., 2002).  It must also be built on 

trust, (Sabin, 2007).  A study by Boyle and Boice (1998) explained that many faculty of 

color are hesitant to use mentors due to fear of being labeled as incompetent and feel that 

self-disclosure will be harmful in the future.  Another factor is that mentors are not 

trained, accessible, or knowledgeable of the culture themselves (Boyle & Boice, 1998).  

Successful mentors were those with interpersonal skills to foster personal relationships 

with new faculty.  As a response, many faculty of color depended on multiple mentors, 

official and unofficial, to fill unique roles.   

Cultural dissonance.  Colleges and universities quickly realized that they could 

not avoid the enormous challenges underneath the task of increasing diversity among 

students, faculty, and staff  (Hurtado et al., 2008).  A diversity plan must address other 

aspects such as ways to enhance college relationships, transparency, and accountability.  

When these issues are not addressed, symptoms of a negative climate surface, which 

include discrimination, isolation, lack of mentorship, and lack of advancement 

opportunities (Rodriquez, 2016).  One study concluded that the underrepresentation issue 

is a result of a system that allows exclusion (De Luca & Escoto, 2012), which creates a 

cultural dissonance and a variety of forms of anxiety (Allan 2003; Gudykunst 2005).  

Edwards, Beverly, and Alexander-Snow (2011) revealed that African American female 

faculty members had been experiencing racial battle fatigue, imposter syndrome, 

invisibility, and lack of resources.  One study showed that faculty members of color feel 
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they are inspected, even evaluated, by peers and students and are often under surveillance 

when using a cultural pedagogy (Closson, Bowman, & Merriweather, 2014).    

Microaggressions and expectations.  The prevalence of microaggressions harms 

individuals psychologically, contributing to feelings of fear, anxiety, apprehension, and 

empathy (Sue, 2010).  These microaggressions are small, harmful, and draining, but not 

illegal.  Racial microaggressions are instances in which one affronts or disrespects, 

whether verbally or non-verbally, intentionally or non-intentionally, a person or group of 

color (Constantine, Smith, Redington, & Owen, 2008; Sue, Lin, Torino, Capodilupo, & 

Rivera, 2009).  Commonly, non-minority individuals do not consciously recognize how a 

chain of frequent microaggressions harms the psyche of people of color, nor do they 

realize the implications of their behavior (Constantine et al., 2008; Sue & Constantine, 

2007).  Some contribute past racial microaggressions to simple misunderstandings 

(Constantine et al., 2008; Sue et al., 2009).  In a qualitative study, Sue et al. (2009) 

revealed their participants had powerful reactions to difficult dialogues that follow 

macroaggressions.  Studies indicate members of color, in many instances, do not know 

whether the inequities are based on race or gender (Constantine et al., 2008). 

Commitment and relationships.  One common factor is misalignment between 

the overall institutional commitment and the commitment of single departments within 

the institution.  Fries-Britt et al. (2011) revealed that the degree of commitment to 

diversity initiatives varied throughout the campus.  Usually, in the center of those 

microcosms, negative, unsupportive relationships with peers and supervisors undermine 

the strategic plan (Peterson & Greer, 2013).  One study showed that the majority of 
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faculty of color perceived the college's commitment to diversity as a reflection of the 

quality of interactions in the department, the level of appreciation for their contribution, 

and the value the department had placed on the commitment (Fries-Britt et al., 2011).  

Therefore, these peer–peer and faculty–supervisor relationships affect the campus climate 

and define the satisfaction for faculty of color as well.  Negative interactions can be 

described as hostile, adversarial, untrustworthy, passive aggressive, stereotypical, and 

harassing.  Another trend in the commitment to diversity is the disingenuousness of 

administrators of diversity concerns (Peterson & Greer, 2013).  Peterson and Greer 

(2013) revealed that many faculty members believe administrators lack the leadership to 

address diversity because they ignore important diversity issues, allow a hostile work 

environment to persist, and do not exercise their authority to create diversity initiatives. 

This lack of leadership fosters increasingly tense relationships between faculty and 

administrators.   

Promotion of faculty of color.  One best practice to retain faculty of color is to 

provide equal access to information and resources related to promotion/advancement 

procedures.  The process and structures related to the hiring and promotion of faculty can 

create a negative climate when the steps towards advancement or promotion are not clear 

or nonexistent (Jayakumar et al., 2009).  The lack of focus contributes to the 

underrepresentation of the faculty of color (Gasman et al., 2011; Levin et al., 2013; 

Turner et al., 1999).  Not only did faculty report numerous incidences of being 

unsuccessful in the advancement process, but they also indicated that playing a variety of 

roles, such as committee member, mentor, and role model, was stressful, which can be 
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problematic (Fries-Britt et al., 2011).  One study showed that Caucasian faculty had a 

significantly greater promotion rate than African American and Latino faculty (Nunez-

Smith et al., 2012).  While one-third of the academic schools had equal rates of 

promotion across racial/ethnic groups, a small subset of those schools had significantly 

greater promotion rates for Hispanic and African American faculty.   

Further, service related to diversity is not always valued.  Service related to 

diversity can include mentoring students of color, conducting research on an 

underrepresented population, or serving as an advisor to student affinity groups.  Faculty 

of color are required to search for guidelines of what constitutes service (Holling & 

Rodriquez, 2006).  During evaluations, faculty of color reported struggling to maintain a 

professional demeanor while constantly being scrutinized by peers (Gasman et al., 2011).  

Findings also revealed that the teachers of color felt they had to try harder to be a 

legitimate member of the college community (Constantine et al., 2008; Gasman et al., 

2011).  Consequences of a lack of a clear promotion procedure include the absence of 

diverse role models, mentors, and educators for a growing student body.   

Double consciousness and coping mechanisms.  The concept of double 

consciousness refers to the ambiguity faculty of color experience in deciding to engage in 

culturally responsive teaching (Achinstein & Ogawa, 2012).  It relates to the self-

negotiation that takes place when the faculty of color have to decide whether to represent 

their culture.  In many areas, faculty of color undergo constant self-negotiation, 

mediating between their self-identity and the expectations of the college (Levin et al., 

2013).  As a response to the complexity of this situation, faculty of color develop a 
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coping mechanism, such as the depersonalization process to enable them to place more 

emphasis on their professional identity as a faculty member.  This process, however, has 

two outcomes.  It protects people of color against the impact of microaggression, but it 

also enables the very structure that creates an environment conducive for such behavior 

(Levin et al., 2013).   

Racial and ethnic identities are constantly in conflict with the college’s culture, 

practices, and ideas (Levin et al., 2014).  Even in the student-centered classroom, where 

discussion is encouraged, student dialogue is often polarized, requiring the faculty 

member to identify with either the mainstream ideology or an alternative that could be 

considered racially or ethnically oriented (Levin, Haberler, Walker, & Jackson−Boothby, 

2014).  Faculty of color perceive student-centered environments as something personal 

and a vehicle to connect their backgrounds with students.  There are a variety of 

negotiations for faculty of color.  For example, in one study, some African American 

faculty members indicated they often had to contemplate what piece of clothing they 

should wear, what would be an appropriate hairstyle, or what style of speech would be 

suitable for work (Constantine et al., 2008).   

Group Climates 

 Researchers recommend colleges and universities assess the climate at an 

organizational level and ignore various perceptions of groups including women, LGBT, 

and people of color (Vaccaro, 2012; 2014).  Vaccaro (2012) acknowledged that 

universities and colleges are full of microclimates that exist in the departments, college, 

and schools.   
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African American Group   

Nationally, only 6% of faculty are African American (American Association of 

Community Colleges, 2014).  Interestingly, the phrase faculty of color and other terms 

related to diversity are still often synonymous with African Americans (Gasman et al., 

2011).  Further, research reveals the impact of a hostile racial climate is more pronounced 

for African American and Latino faculty, indicating a strong correlation between African 

American and Latino faculty and a chilly climate (Jayakumar et al., 2009).  The 

experiences of African American faculty at a PWI often result in emotional and 

psychological trauma (Alexander & Moore, 2008) and other challenges in and outside the 

classroom (Patton & Catching, 2009).  One study reported that the variety of stress and 

trauma is attributed to inadequate mentoring and lack of value towards service related to 

diversity (Constantine et al., 2008).   

By conducting interviews, researchers have revealed that African American 

faculty members were experiencing feelings of invisibility and hypervisibility on campus 

(Constantine et al., 2008; Pitman, 2012; Sue, 2010).  These participants reported that their 

White counterparts did not acknowledge them until their expertise or race was needed or 

valued (Constantine et al., 2008).  This phenomenon, known as invisibility syndrome, is 

characterized by the way the majority members overlook, dismiss, or claim not to see or 

hear minority colleagues. When needed for expertise on race, however, participants 

reported feeling hypervisible.   

 

 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

39 

Latino Group   

Although the 2010 U.S. Census announced that the Latino population is the 

largest ethnic minority group in the United States (US), they only represent 4% of full-

time faculty and 5% of institutional administrators (De Luca & Escoto, 2012; Freeman & 

Martinez, 2015; Ponjuan, 2011; 2013).  While the rate of Latino students enrolling in 2-

year colleges increases drastically, the growth of Latino faculty does not mirror the 

change (Ponjuan, 2011; 2013).  Researchers revealed that Latino faculty can uniquely 

engage Latino students, recuperate retention, and increase cultural inclusiveness 

(Ponjuan, 2011; 2013).  One study showed that the most important task for Latino 

teachers was to raise consciousness and critical thinking skills (Urrieta & Chavez, 2009), 

so they often focus on education relevant to the Latino communities (Turner et al., 2008).   

Similar to other groups, Latino faculty are confronted by mainstream ideologies, 

different language preferences, and foreign communication patterns (De Luca & Escoto, 

2012).  Pojuan (2011, 2013) suggests that the group’s values can often bring challenges 

when working in an environment that reflects a dominant ideology.  These values include 

personalismo, which places a high value on personal relationships; simpatico, which 

places emphasis on being amiable; familismo, which refers to the precedence of familial 

connections; and allocentric, which places emphasis on collective responsibility (De 

Luca & Escoto, 2012; Pojuan, 2011).   If these values are not satisfied within the 

department or campus, Latino faculty may be hindered from developing collegial 

relationships with their colleagues (De Luca, & Escoto, 2012).  This type of campus 

leaves the Latino faculty member assessing his or role in the college and developing 
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accommodations to their working style and presentation style in the classroom, which are 

both stressful.  As a result, Latinos often downplay their passion and emotion for 

education.  

Asian American Group  

Asian Americans represent 6% of full-time faculty (American Association of 

Community Colleges, 2014).  Within the Asian American group, there is great diversity 

of culture, languages, and histories.  Although the needs of Asian Americans have not 

been comprehensively identified, the existing research has documented the difficulties 

that Asian American faculty have had in establishing their authority and credibility in the 

classroom and promotion process (Cheng, Jian, & Zhang, 2013).  Another strong trend 

was experiences regarding stereotypes, which was identified as a common challenge in 

many studies in which Asian American faculty reported being labeled a model minority 

or lotus flower stereotype (Nguyen, 2016; Stanley, 2006; Taylor, 2015) or a member of a 

passive, hard-working, and silent group (Boyer, Woodhouse, & Han, 2015).  As a result, 

the Asian American faculty had resisted this stereotyped identity and expectation by 

changing something about themselves, such as modifying their teaching style to match 

that of the dominant culture (Nguyen, 2016; Taylor, 2015).    

Asian American faculty were satisfied with being employed at more selective 

institutions and with a campus climate that was welcoming (Jayakumar et al., 2009).  

However, Cheng et al. (2013) revealed, in a case study, when confronted with a variety of 

communication challenges and labeled a second language learner, Asian American 

faculty felt pressure to change, internalizing the discord as their own incompetence and 
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ineffectiveness.  The participants also experienced difficulty in learning the teaching 

approaches, as they were not consistent across the campus or school.  In a study 

involving Asian faculty members who were foreign-born, Boyer et al. (2015) reported 

U.S. citizens were more were significantly more satisfied than foreign-born Asian faculty 

who were not US citizens.  Foreign-born Asian faculty members were more dissatisfied 

than Asian American faculty.   

Native American Group   

With Native Americans making up less than 1% of all faculty in higher education 

in the US, a limited number of studies have addressed the benefit to Native American 

students of interacting with Native American teachers and employees (Fox & Jo, 2005).  

One popular way to increase the cultural knowledge about Native Americans is to devise 

effective strategies to recruit and retain Native Americans and to promote more Native 

American faculty (Fox, 2005).  A few studies have documented the heavy burden Native 

American faculty bear to develop Native American courses due to the scarcity of Native 

American faculty (Fox & Joe, 2005).  Further, Native American faculty are expected to 

serve as mentors and role models to all Native American students (Jacob, Cheng, & 

Porter, 2015).    

The constant negotiation of identity and culture affects Native Americans as well, 

which implies a need for Native American students to understand their own identity.  

Their identity is strongly bound to their culture, which creates a challenge in integrating 

into an organization’s culture (Jacob et al., 2015; Jaime & Ross, 2006; Nguyen, 2016).  

Native American faculty have described two types of resistance to the climate of a PWI: 
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the mere presence on campus as passive resistance and being vocal about their cultural 

identity inside and outside the classroom as their assertive resistance (Fox & Jo, 2005; 

Jaime & Ross, 2006; Nguyen, 2006).   

Campus Climate in the Midwest 

Although there is a growing number of campus climate studies focused on faculty 

of color (Fries-Britt et al., 2011; Thompson, 2008), there are few studies that have 

focused specifically on faculty of color at PWIs in the Midwest (Bennett,  Tillman-Kelly, 

Shuck, Viera, & Wall, 2011; Flowers,  Wilson, González, & Banks, 2008; Turner et al., 

1999).  As a part of the Midwestern Higher Education Commission, Turner et al. (1999) 

interviewed 64 faculty members of color in the Midwestern colleges and universities in 

Illinois, Kansas, Michigan, Minnesota, Missouri, Nebraska, Ohio, and Wisconsin, and 

confirmed African Americans, Native Americans, and Latinos had been experiencing 

microaggression, lack of community, and discrimination, but Flowers et al. (2008) noted 

that they did not explore how a diverse faculty influences student success.  Flowers et al., 

who interviewed 13 professors of color at nine schools at IUPUI, revealed the trends that 

significantly influenced their experiences at the university.  These trends included lack of 

support and commitment from administrators and supervisors, a closed and unsupportive 

environment that devalued differences, and the presence of bias policies such as 

promotion procedures.  Bennett et al. (2011) explored the experiences of African 

American and Latino faculty at a research university in the Midwest under a CRT 

framework and identified similar outcomes of those experiences, such as isolation, 
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offensive humor, and feelings of discouragement, similar outcomes to those reported by 

Flowers et al. (2008).    

Impact on Students of Color   

There is a consensus among the three studies of Bennett et al. (2011), Flowers et 

al. (2008), and Turner et al. (1999) that faculty of color played an essential role in 

creating effective interactions with students.  Faculty of color described instances in 

which they viewed students through their own identities (Bennett et al., 2011).  Flowers 

et al. reported that constant critiques for their accents and challenges towards their 

teaching methods and expertise (Flower et al., 2008).  In Flowers et al.’s study, faculty of 

color always had to defend their grading procedures and cultural content, which could be 

seen as a distraction (Flowers et al., 2008).  This study also indicated that relationships 

between the faculty and students may be influenced by the experiences, feelings, and 

perceptions of the faculty of color.    

Promotion and Service   

Another common theme amongst the three studies was the problematic issue of a 

transparent advancement process.  Turner et al. (1999) discovered that many faculty 

members of color were denied promotion because they did not fit a specific profile.  

Faculty of color suggested that institutions make known a clearer pathway to promotion 

such as submitting a dossier, attending a professional development session, or attaining a 

degree (Flowers et al., 2008).  Bennett et al. (2012) reported that faculty of color 

perceived that their institutions held different expectations of them than they did of their 

White counterparts.  In all three of the studies, faculty of color felt they were evaluated 
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more harshly than others and that service related to diversity was undervalued (Bennett et 

al., 2012; Flowers et al., 2008; Turner et al., 1999).    

Collegiality   

Faculty of color gave the topic of collegiality mixed reviews, which indicates that 

structure and processes differed from college to colleges (Bennett et al., 2012; Flowers et 

al., 2008; Turner et al., 1999).  Flowers et al. (2008) found that in some departments, 

faculty of color could interact, but there was still much discussion about isolation due to 

non-collegial peers.  Almost half of the professors Flowers et al. interviewed admitted 

that the perceptions of and satisfaction with new faculty receptions, orientation, or 

workings of the department depended on two factors: the diversity in the department and 

the level of collaboration among the peers.  Another aspect was the lack of peer support 

for faculty of color, but there were some paramount instances in which the faculty of 

color felt supported by the department and the college as a whole (Bennett et al., 2011).  

All three studies reported that the colleges were working on strategies to address the 

symptoms of an adverse climate—they were responding to feelings of isolation and 

repairing broken peer relationships (Bennett et al., 2011; Flowers et al., 2008; Turner et 

al., 1999).     

Campus Climate   

In the early 1990s, the University of Wisconsin System expressed a need to 

improve the campus climate, but Turner et al. reported in 1999 that a negative climate 

persisted.  Many faculty of color in educational institutions in the Midwest had 

experienced isolation, cultural barriers, and a lack of support from peers and superiors 
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(Bennet et al., 2012; Flower et al., 2008; Turner et al., 1999).  Turner et al. discovered 

that African American faculty at PWIs felt invisible on campus, not based on their work 

or credentials, but based on their race.  What Flowers et al. (2008) found was the 

prevalence of unconscious and conscious bias, which caused faculty of color to be 

overlooked for promotion, to be held to different expectations, and eventually caused 

them to look for work somewhere else.  Further, this left faculty with the impression that 

their hiring could be attributed to tokenism.  Bennett et al. (2011) found that faculty 

members of color were in a conflict between their commitment to the mission and the 

cultural climate.  Of 80 institutions evaluated, Wilson, Meyer, and McNeal (2012) 

discovered less than 20% of the colleges included racial or ethnic terms in their 

definitions of diversity. 

Microaggressions and Counter-Spaces   

One interesting finding in the literature was the relationship between the presence 

of racial microaggressions and the need for counter-spaces (Okazaki, 2009; Tovar-

Murray & Munley, 2007).  Microaggressions are intentional and unintentional acts, such 

as insults and invalidations towards a group of people.  Microaggressions, derogatory in 

nature, can either be verbal or nonverbal attacks, denigrations about racial heritage, and 

remarks that diminish the realities of people of color (Bennett et al., 2011).  Flowers et al. 

(2008) found trends of caps in cultural sensitivity, which included peers critiquing one's 

accent, devaluing one’s experience, and using stereotypical rhetoric at the workplace.  In 

response, many colleges have created social groups internally, while members of color at 

other institutions have sought support outside the college.  Bennett et al. (2011) reported 
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that the faculty of color in their study suggested a need for the creation of affinity/social 

groups to help develop a presence and make connections to organizations outside the 

college. 

Strategies to Retain and Recruit Faculty of Color  

Despite recruitment and retention strategies, the current representation of faculty 

of color on many campuses across the nation remains disproportionate to the 

representation of the students of color on campuses (Thompson, 2008; Tierney & Sallee, 

2008).  It became apparent that colleges have allocated more resources for faculty 

recruitment and retention.  There are two obvious challenges.  First, the college must 

successfully recruit quality faculty of color to the campus and then retain them by 

promoting their prosperity.  However, in one study, Clayton-Pedersen et al. (2008) 

revealed that 58% of new faculty of color at their institution being studied were hired to 

replace departing faculty of color, rather than to increase numbers of faculty of color.  

Further, a hostile climate, characterized by a lack of community and support, unconscious 

bias, and denial of promotion, affects the retention of faculty (Fries-Britt et al., 2011).  

People of color have described a hostile environment in terms of marginalization, 

isolation, racism, devaluation, stress, and exclusion (Victorino, Nylund-Gibson, & 

Conley, 2013).  There have been a number of strategies reported to mitigate a chilly 

climate, but it is important to reiterate that research has not identified one strategy as 

more effective than another.  Tierney and Sallee (2008) recommended that institutions 

employ more than one action strategy.   
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Climate Assessment   

Conducting retention studies and climate assessments is one first step that 

colleges and universities must take to achieve inclusive and craft welcoming 

environments (Moreno, Smith, Clayton-Pedersen, Parker, & Teraguchi, 2006).  Many 

colleges have recognized that it is important to take a closer look at the reasons why 

faculty are leaving their institution, which could be gleaned from exit interviews or 

surveys.  Climate assessment is essential in achieving a healthy climate (Guenter-

Schlesinger & Ojikutu, 2009).  These data can inform colleges in creating policies to 

address recruitment and retention issues (Hurtado et al., 2008).  Rather than simply 

implementing a patchy plan, colleges and universities must create a comprehensive 

approach and periodic assessment plan to determine the success of their efforts to help 

administrators assess recruitment and retention strategies so they can modify or create 

new strategies for the departments and the college as a whole to maintain and nurture an 

inclusive environment (Guenter-Schlesinger & Ojikutu, 2009).  Further, measuring the 

hiring manager’s commitment to diversity by including hiring goals in his or her 

performance appraisal and making public the institution’s diversity report card can 

convey transparency and a commitment to diversity (Sheffrin, 2000). 

Chief diversity officer.  Wilson (2013) argued that creating appointing a chief 

diversity officer transmits a message that diversity is a priority at the institution, but 

resistance to the policies and initiatives creates obstacles.  Some suggest that it takes 

more to change the structure than simply hiring a diversity officer or inserting the term 

diversity in the mission statement because these actions do little to transform the 
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organization (Tierney & Sallee, 2008).  True, hiring a chief diversity officer is a step 

towards increasing diversity on campus, but one single strategy cannot override the 

myriad of challenges for the short or long term (Tierney & Sallee, 2008). 

Special-hire initiative.  One study showed that over 70% of their faculty of color 

had been hired due to a special-hire initiative—all of the American Indian faculty, 86% 

of the African American faculty, and 57% of the Latino faculty (Smith, Turner, Osei-

kofi, & Richards, 2004).  Many colleges have been looking at the concept of cluster 

hiring as a solution to diversifying faculty to ease orientation stress and attract scholars of 

color (Guenter-Schlesinger & Ojikutu, 2015).  This method can be facilitated in two 

ways.  One way entails the hiring of a group of faculty with a variety of experiences and 

levels of education in more than one area so that they can float between disciplines.  The 

other option involves hiring a group of faculty of color to minimize the feeling of 

isolation and overload.  Studies have shown that cluster hiring is an effective method to 

increase faculty diversity, but its effectiveness depends on the colleges’ commitment.  In 

the 1990s, the University of Wisconsin originated the cluster hiring.  Since then, 149 

faculty have been hired in clusters across 48 different disciplines at the university, from 

languages to biology (Flaherty, 2015; University of Wisconsin, 2016).  As a cohort, 

faculty members of color can more easily adapt and respond to the challenges of a PWI 

(Gurenter-Schlesinger & Ojikutu, 2015).  Steps a successful cluster hire program takes 

include getting support from senior leaders before approaching deans and departments, 

introducing clusters as an open, campus-wide competition for proposals for faculty lines, 

and an effective funding model to support it (Flaherty, 2015).  Other institutions who 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

49 

have implemented cluster hiring include Rutgers University, Purdue University, and the 

University of Michigan.   

Mentor programs.  Colleges and universities across the nation have been 

implementing mentoring programs and diversity training to improve the retention of 

underrepresented minority faculty (Guarantee-Schlesinger & Ojikutu, 2015).  Mentoring 

has been credited with decreasing isolation, promoting inclusion, and creating a collegial 

community (Bonner, 2015; Piercy et al., 2005; Thompson, 2008).  Mentor programs 

should collaborate with professional development centers and offices of community 

service (Brown-Glade, 2009).  Many colleges and universities have devoted efforts to 

establishing mentor programs for faculty of color by providing campus-wide diversity 

training (Guenter-Schlesinger & Ojikutu, 2015).  One study revealed that 54% of 543 

campuses had diversity training requirements (Humphreys, 2000).  Diversity training is 

beneficial, but it is not enough to help universities and colleges reach their diversity goal 

to retain faculty of color (Kaplan, Wiley, & Maertz, 2011).  Diversity training that is 

tailored to the needs of the campus should be based on the campus climate assessment 

(Campbell-Whatley, Chuang, Toms, & Williams, 2015).  Implementing such training 

send a clear message to faculty that diversity is a priority of the college (Greenblatt, 

2005).  

Administrators committed to diversity. Having strong institutional leaders who 

advocate for the fruition of diversity is more effective than incorporating terms such as 

diversity, inclusion, and equity in the mission statement (Tierney & Sallee, 2008); so 

administrators play a major role in defining diversity efforts.  The leader must articulate 
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his or her commitment to diversity by gathering essential resources to support diversity 

efforts, empowering the chief diversity officer to make recommendations, and endorsing 

activities that aid underrepresented students, staff, and faculty (Wilson, 2013).  Funding 

is essential in diversifying the faculty body; for this reason, many colleges and 

universities fund departments and schools to hire women and faculty of color (Tierney & 

Sallee, 2008).  Centralizing funding can be effective in offering competitive salaries and 

start-up incentives and supporting diversity fellows programs and faculty exchange 

programs (Guenter-Schlesinger & Ojikutu, 2015).  

Conceptual Framework 

Many researchers have explored these climate factors under a CRT framework, as 

described in Chapters I and III.  Policies and procedures affect faculty of color in a 

variety of ways, relating to their sense of community, sense of values, and pathways for 

advancement (Levin et al., 2014).  CRT is an effective tool that can identify 

microaggressions and other negative climate behaviors that might influence the 

recruitment and retention of faculty (Bennett et al., 2011).  CRT originated in the late 

1970s to explore the post-civil rights racial culture (Delgado & Stefancic, 2012).  CRT, 

by introducing tenets to deconstruct the premise of racism, argued that the colorblind 

ideology of the US protected White privilege.  Used in a variety of fields and disciplines, 

including civil rights and ethnic studies, CRT describes the relationships among race, 

racism, and power (Solórzano, 1998) based on a re-examination of history and conditions 

through the lens of marginalized people (Yosso, Smith, Ceja, & Solórzano, 2009) and the 

concept of interest convergence (Bell, 1976).  CRT can fully explain how multiple forms 
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of oppression based on status, language, culture, ethnicity, and gender shape experiences 

(Yosso et al., 2009). 

CRT empowers faculty of color to speak against a dominant ideology (Liu, 2009) 

by using a useful tool—counter-storytelling (Bennett, Tillman-Kelly, Shuck, Viera, & 

Wall, 2011).  The researcher urged the participants to tell narratives not included in the 

majoritarian story of the college.  Patton and Catching (2009) encouraged their research 

participants to use counter-storytelling to communicate the story not included in the 

majoritarian story of the college, which often dominates the research in an effort to 

understand and tell the full story of the college.  Bennett et al. (2011) used counter-

storytelling to uncover how dominant ideologies create a hostile environment through 

policies.  Because majoritarian stories generate from a legacy of racial privilege through 

bundles of presuppositions, perceived wisdom, and shared cultural understandings, 

stories by faculty of color are perceived as natural.  Using Strauss and Corbin’s 

theoretical sensitivity (1990) and Delgado Bernal’s cultural intuition (1998), the 

researcher created counter-stories from data gathered, existing literature, and professional 

and personal experiences.  The research used the critical lenses of race to examine the 

policies and process at the college and drew connections with literature and interview 

data, related to racism, sexism, classism, and other forms of subordination. 

CRT employs the following tenets to frame its methodologies within educational 

research (Solórzano, 1998):   

1. CRT emphasizes the centrality of race and the intersection of race and racism 

with other forms of subordination.   
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2. CRT challenges race-neutral dominant ideologies such as meritocracy and 

colorblindness.   

3. CRT is committed to an anti-racist social justice agenda.   

4. The lived experiences of groups of color are qualifiable instruments in 

understanding particular structures, processes, and policies.   

5. CRT utilizes the knowledge of ethnic studies, women’s studies, sociology, 

history, and law. (p. 312)  

Conclusion 

The CRT combined with a grounded theory approach can be used to examine the 

short- and long-term effects of diversity efforts (Huber, 2008, 2009; Malagón, 2010; 

Malagón, Huber & Velez, 2009).  It is understood that faculty of color experience the 

campus in profoundly different ways than the rest of their colleagues (Jakaumor et al., 

2008).  More research is needed on disaggregated data of groups.  For example, research 

is needed to identify patterns, similarities, and differences of experiences of foreign-born 

faculty members as compared to native-born faculty (Cheng et al., 2013).  One study 

reported that female Asians described the workplace differently than their male 

counterparts (Boyer et al., 2015).  Groups have similar, yet different needs. 

Research is also needed to explore the needs and perceptions of all racial and 

ethnic groups of faculty; a study of the interactions among the members of racial/ethnic 

groups and the best practices for collaborative efforts would benefit the college climate 

(Fox & Jo, 2005).  There is a need to understand how the historical context of an 

institution influences the perceptions of faculty of color and illuminates the importance of 
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negotiating identities (Gasman et al., 2011; Jaime & Rios, 2006).  A deeper 

understanding of faculty would enhance colleges’ policy-making on campus, regarding 

recruitment and retention (Grant & Allweiss, 2014).  For example, the University of 

Michigan explored not only the history of their relationship with groups of color, but also 

the historical trends within the city itself, such as unemployment, education, and 

socioeconomic levels.       

Ladson-Billings (1995) asked other researchers why scholars used CRT to view 

education.  Colleges and universities have begun to realize that it is not only important to 

examine the student and campus climate, but administrators should allocate more 

resources towards the retention of faculty of color as well.  The explicit or implicit acts 

that contribute to a chilly climate hide behind structures, institutions, and policies created 

by a dominant ideology that is presumedly neutral and colorblind (Bennett et al., 2011; 

Flowers et al., 2008; Fries-Britt et al., 2011, Turner et al., 1999).  The notion of 

establishing neutral policies and procedures seems somewhat impossible in many cases 

due to the historical legacy of the setting, influencing the business of the college.  CRT 

counters deficit-thinking notions by challenging dominant ideology (Malagón et al., 

2009).   

Feelings of isolation affect the majority of college members of color in a 

homogeneous culture that naturally alienates people, when diversity initiatives have 

utterly failed (Turner et al., 1999).  The majority of members of color believe policies and 

practices are prime conduits in retaining faculty of color (Flowers et al., 2008).  

Implementing an effective diversity initiative is dependent on the support, collegiality, 
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transparency, and commitment of the whole college (Harper & Hurtado, 2007).  Further, 

authentic dialogue between stakeholders must be institutionalized (Flowers et al., 2008).  

An effective way to uncover inequities is by using the critical race–grounded theory 

method to retrieve rich descriptions of the processes and structures that undergird the 

college’s culture.  
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CHAPTER III 

METHODOLOGY 

Chapter III describes the methodology and research design that was used to 

compile data and generate explanations of how climate factors affect the recruitment and 

retention of faculty of color.  Under a critical race theory (CRT) framework, the 

researcher used a 3-phase critical race–grounded theory methodology, utilizing dialogue 

from interviews and focus groups to analyze data (Huber, 2009; 2008; Malagón,  Huber, 

& Velez, 2009).  This chapter includes (a) research questions, (b) research design, (c) 

data collection, (d) data analysis, (e) trustworthiness, and (f) context of the study and 

researcher. 

Research Questions 

The following questions guided this study: 

1. What perceptions do faculty of color have about policies and processes that 

impact the recruitment and retention at a Midwestern community college? 

2. What perceptions do faculty of color have about relationship with peers that 

impact the recruitment and retention at a Midwestern community college? 

3. What perceptions do faculty of color have about supervisory relationships that 

impact the recruitment and retention at a Midwestern community college?  

Research Design 

Establishing the Paradigm 

One of the researcher’s roles is to achieve a balance between ontological 

assumptions and epistemological assumptions in distinguishing between the actual 
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meaning and meaning interpreted by the members of the college (Blaikie, 2007).  The 

ontological standpoint of this study is that there exist multiple realities outside the 

college’s reality (Ritchie, Lewis, Nichols, & Ormston, 2013).  From prior focus groups 

and racial surveys conducted and administered by the college, the researcher discovered 

the existence of multiple realities (Creswell, 2014).  As noted in Appendix A, findings 

from the subscale survey revealed that perceptions towards the campus climate varied 

among employee classification groups, gender, race, and ethnicity, and faculty of color 

rated the climate lower than non-minority members of the college.  This researcher 

collected data from multiple sources to understand and explain how these factors 

influence the recruitment and retention of faculty of color.  

This research took into consideration the intercentricity of racism with other 

forms of subordination to expose policies that silenced groups of color (Solorzao, 2002).  

Telling stories under the guise of objectivity, without the voices of groups of color, 

uphold notions of deficit thinking.  Further, one concern of the epistemological stance is 

instituting the idea that truth is induced, rather than deduced, from the collection of data, 

data analysis and the generalization of explanation (Ritchie et al., 2013).  This research, 

however, employed an abductive approach, which goes from an observation to a theory, 

to framing larger structural relations of power to create explanations (Malagón et al., 

2009).  Charmaz (2006) explained, to formulate possible explanations, data need to be 

examined and scrutinized and then re-examined.  The explicit purpose of this study was 

to collect and analyze faculty of color’s perceptions.  The researcher acknowledged that 

there might be a plurality of truths; however, the researcher can only learn about reality 
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by assessing several accounts of different members of racial/ethnic groups, to construct a 

genuine representation of the socially constructed reality. 

As recommended by Delgado Bernal (1998), the researcher gathered information 

through four sources of cultural intuition, which included the personal experiences of the 

researcher, literature related to this topic, professional experiences, and the analytical 

research process itself.  The researcher built from these four sources to inform not only 

data collection and analysis but also the entire research process itself.  The researcher 

framed the research questions from experiential knowledge, past assessment of the 

college, and a review of literature.  The researcher understood that his own background 

might have affected the interpretation of the experiences or incidents shared by the 

participants in the study. 

 An axiological standpoint is concerned with the relationship between the 

researcher and participants and how that relationship might influence the methodology. 

(Creswell, 2014; Mills, Bonner, & Francis, 2006).  The researcher was aware that he co-

created the findings with the participants; so there was a need to self-monitor, which 

involved the member checking of findings by participants.  This research was an attempt 

to understand recruitment and retention of faculty of color in greater depth, using 

interviews. 

Conceptual Framework: Critical Race Theory 

` The schools of positivism narrow the scope of knowledge when it is rooted in a 

dominant Western epistemology, because many perspectives of underrepresented groups 

have been ignored (Malagón et al., 2009).  Malagón et al. (2009) argued that positivism 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

58 

has contributed to the segregation of knowledge because its quest for knowledge was 

rooted in dominant ideology.  In contrast, social constructivism acknowledges that people 

have different realities (Ponterotto, Mathew, & Raughley, 2013); however, neither 

recognize the relevancy of the voices of minority groups or other underserved 

populations (Mertens, 2014).  Race plays a big part in how colleges provide educational 

opportunities and promote positive experiences and educational outcomes (Howard & 

Navarro, 2016; Ponterotto et al., 2013).  Under a CRT framework, taking into 

consideration the reality of the historical and social conditions, the researcher 

deconstructed and exposed the structures that influence the recruitment and retention of 

faculty of color.  To say policies are neutral or colorblind disregards the lessons we have 

learned from history (Ladson-Billings, 2014). 

 This research needs to not only give minority groups a voice but also to give their 

experiences value and relevancy.  This research addressed all forms of social injustice.  

According to researchers (Calderón, Bernal, Huber, Malagón, & Vélez, 2012; Creswell, 

2014; Lee, 2012), CRT addresses the injustices associated with gender, status, and class.  

CRT allowed the researcher to frame this phenomenon in a way to expose these structural 

and institutional factors that adversely affect the retention of faculty of color (Howard & 

Navarro, 2016).  It also supports the notion that the permanence of racism emanates to 

the political, economic, and social worlds to reveal policies that only work for the 

privileged group (Ladson-Billings, 2014).  The researcher considered the dominant role 

that racism plays in the structures and processes of the college.   
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 The researcher challenged the dominant narratives using the counter-storytelling 

strategy to retrieve unheard perspectives and conflicting ideas (Ladson-Billings, 2014).  

Counter-storytelling is a method of telling the stories of people whose experiences are not 

often told.  This technique exposes, analyzes, and challenges narratives of racial privilege 

(Solorzano & Yosso, 2002).  Counter-stories do not need to be in direct response to 

majoritarian stories, because the dominant culture usually dominates the discourse 

(Delgado, 1989).  Therefore, the mere sharing of views and experiences, relevant 

narratives, outside of the dominant culture can create an effective.  The researcher 

compiled stories to form a counter-story taking extra care to be theoretically and 

culturally sensitive (Bernal, 1998; Solorzano & Yosso, 2002; Strauss, 1990).  Theoretical 

sensitivity refers to the insight and ability of the researcher to interpret and give meaning 

to data (Strauss & Corbin, 1990).  Cultural sensitivity relates to the capacity of members 

of specific groups to tell their story accurately (Strauss & Corbin, 1990).  The researcher 

was able to manage these sensitivities by documenting rich details, conducting member 

checking, and triangulating data. 

Type of Study: Grounded Theory 

 Different from a phenomenological study that considers the experiences of 

particular participants to gain a unique perspective, a grounded theory study induces 

explanations grounded in the data provided by the participants (Creswell, 2014).  

Charmaz (2006) emphasized the importance of attaining different perspectives, which 

were needed in this research to examine different values, beliefs, and ideologies.  CRT 

and grounded theory, together, aided the researcher in illuminating varied experiences 
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(Glaser & Strauss, 1967).  Malagón et al. (2009) reiterated that the definition of grounded 

theory is compatible with an anti-racist, social justice framework.   

In this research, components of the grounded theory approach were utilized.  One 

of these components, the constant comparative method, allowed the researcher to make 

comparisons of data from interviews during each stage of analysis (Charmaz, 2006).  

Constructing analytic codes and categories from data advanced theory development 

during each step of the process.  Memo writing further elaborated categories, which 

helped to specify their properties, define relationships between categories, and identify 

potential gaps.  Another component of grounded theory is the sampling process aimed at 

theory construction instead of population representativeness.  This researcher used a 

conditional matrix, a visual representation of findings, to document the research process 

(Malagón, 2010; Malagón et al., 2009).  Strauss and Glaser (1967) proposed that the 

conditional/consequential matrix can aid researchers in making theoretical sampling 

decisions and understanding the relationships between conditions.  The researcher used 

this tool to link conditions and assemble findings in the context of the research questions 

(Mills et al., 2006).  Another critical element of a critical race–grounded theory 

methodology is the inclusion of research participants in the data analysis process, which 

this researcher did. 

Setting of Study 

The study institution was a public, nonresidential community college in the 

Midwest (Carnegie Classification, 2016).  As of August 2016, the number of part-time 

and full-time faculty was 2033.  There were 479 full-time faculty members: 404 White 
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faculty and 53 non-white faculty, who had self-identified as a faculty of color.  There 

were 1554 part-time faculty members: 1238 White faculty members and 150 non-white, 

who had self-identified as a faculty of color.  In the academic year of 2012–2013, the 

demographics of the 39,055 degree and non-degree students who attended this 

Midwestern community college: White (72%), Latino/a (8%), African American (6%), 

and others (14%).  Since 2005, the number of African American, Asian, and multiracial 

students rose significantly while the number of White students and Native Americans 

trended downward (Impact Initiative, 2015).  From 2005 to 2013, while the White student 

group decreased in number from 15,000 to 14,000, the number of Asian students grew 

from 500 to 800, African American students from 750 to 1250, and Latinos from 1,000 to 

1600.  This trend has continued.   

Participants and Sampling 

The researcher employed a purposeful sampling method because the participants 

needed to have shared knowledge of and experience with the campus climate at this 

Midwestern community college (Dip, 2009).  Creswell (2014) also highlighted the 

importance in recruiting participants who are willing and able to articulate their stories.  

It was essential to link this research with the results of the focus groups and the diversity 

survey administered in 2014.  For this reason, all participants needed to be employees of 

this Midwestern community college for at least two years.  According to Creswell (2014), 

grounded theory involves 20 to 30 participants.  Rankin et al. (2014) recommended that 

participants and groups be homogenous; the varying characteristics among racial/ethnic 

groups gave a concise and broader comprehensive understanding of the issue.  Using the 
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critical race–grounded theory approach, Huber et al. (2009) recruited 10 participants of 

one ethnic group.  The researcher for this study recruited 15 participants.  The criteria for 

participation in this study were: (a) currently employed at this Midwestern college as full-

time faculty for at least two years, and (b) self-identify as belonging to one of the 

following racial/ethnic groups: African American, Latino(a), Asian, or Native American.  

Understanding the essentiality of gatekeepers (Creswell, 2014), the researcher obtained 

permission to retrieve an e-mail list of potential participants from the human resources 

department of this community college.  The participants were recruited through an e-mail 

explaining the purpose of this study.  The researcher communicated to potential 

participants that participation in the research was voluntary and ensured the completion 

of consent forms and confidentiality agreements.   

Data Collection 

As in the research by Huber (2008, 2009), Malagón (2010), and Malagón et al. 

(2009), the data collection was guided by a critical race–grounded theory approach, in 

which the data collection and data analysis stages occurred simultaneously.  In this 

process, the researcher first interviewed 15 faculty members of color, one to five from 

each of four racial/ethnic groups, to discover themes and patterns.  The researcher 

conducted semi-structured interviews that were 30–45 minutes long to capture the 

perceptions of how factors affect recruitment and retention of faculty of color (Gall, Gall, 

& Borg, 2003).  As recommended by McNamara (2009), the questions posed to the 

participants in the interviews were simple, clear, open-ended, and neutral.  Then, the 
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researcher conducted additional interviews and a focus group with the participants to 

confirm the themes.   

In the individual interviews, the researcher considered the tone of the interviews, 

the setting, and the confidentiality of each participant (Doody, Slevin, & Taggart, 2013).  

The interviews were conducted in a safe place, free of telephones and distractions, with 

adequate lighting.  The researcher selected an environment that was accessible and 

comfortable, an ideal place for the participant to confidentially express opinions and 

views without fear of retribution (Then, Rankin, & Ali, 2014).  Each interview began 

with basic introductions, an assurance of confidentiality, and answering the participant’s 

questions.  Then the researcher explained the rationale behind informed, written consent 

and voluntary participation (Karwalajtys, Redwood-Campubell, Fowler, & Lohfeld, 

2010; Oliveira, 2011). 

A discussion on confidentiality was essential at the beginning of the interviews, in 

light of the sensitive issues researcher and participants discussed.  Even after the signing 

of confidentiality forms, the researcher reiterated the importance of the confidentiality 

between the moderator and the group, and among the group members as well.  The 

researcher assigned pseudonyms or numbers to each participant to ensure confidentiality 

and provided information on the maintenance of confidentiality, the need to audio record 

the interview, and how the recording and its transcription would be stored, to put 

participants at ease about disclosing relevant details. 

Then the researcher conducted follow-up interviews and a focus group protocol to 

confirm data.  Focus groups are an efficient approach to engaging people from different 
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cultural backgrounds (Karwalajtys et al., 2010) and retrieving perceptions in a 

permissive, safe environment (Doody et al., 2013).  Not only have focus groups been 

used to understand the cognition of decision making, goal setting, and policy-making, but 

conducting a focus group is also an effective approach to uncovering factors that 

influence behavior, understanding the differences in perspectives (Doody et al., 2013), 

and confirming themes.  Focus groups provided the researcher the opportunity to 

compare data and saturate categories that emerged from previous interviews (Wholey, 

Hatry, & Newcomer, 2010) and deepen understandings of themes, as well as provided a 

space for participants to interact with each other (Marshall & Rossman, 2014).   

There were many factors to consider when implementing focus groups such as the 

number of participants, setting, time, and location of the discussion groups.  Although 

there is a consensus that focus group sessions should be 1–2 hours, the literature varied in 

the number of participants to include in each focus group, ranging from four to 14 

(Doody et al., 2013; Krueger & Casey, 2014; Then et al., 2014).  Krueger and Casey 

(2014) recommended 5–10 participants and to plan for three or four focus groups with 

each category of participants.  Conversations could be limited in a small group, whereas 

the opportunities to speak may be constrained in a large group (Doody et al., 2013; 

Krueger & Casey, 2014; Then et al., 2014).  When assigning participants to focus groups, 

the researcher assigned 2–4 more participants to each focus group to ensure that there 

would be a suitable number, as the researcher did not expect that all who were assigned 

would attend.   
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Data Analysis 

Following the audio-recording of the interviews, the researcher used a 3-phase 

data analysis process—preliminary, collaborative, and final data analysis stages (Huber, 

2009, 2010; Malagón, 2010; Malagón et al., 2009).   

Preliminary Phase   

During the preliminary phase, the researcher identified themes in the data, using 

open- and focused-coding strategies (Charmaz, 2006).  In this stage, the researcher began 

by coding word-by-word, line-by-line, comparing incidents to each other (Charmaz, 

2006).  Corbin and Straus (2014) defined this process as breaking down the data.  From 

these codes, the researcher began creating a codebook and modified it as codes and 

categories were compared.  A codebook included code names and a brief definition, full 

definition, and examples for each code.   The researchers’ goal was to discover the most 

relevant codes.  The researcher was aware that this was not a linear method.  Charmaz 

(2006) suggested documenting significant moments at which categories were developed 

and using memo-writing to describe the steps of creating explanations.   

Collaboration Phase   

In the collaborative phase, the themes were extracted from the data of the 

preliminary phase to create reflective questions for focus group discussions as in other 

studies (Huber 2008, 2009; Malagón et al., 2009).  The focus groups were used to engage 

participants in a dialogue about the themes discovered in the first phase.  This process 

was used to promote participants’ reflection on personal experiences and allow the 

researcher and participants to connect the experiences to a larger social structure that 
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shapes experiences.  This process also provided an opportunity for member checking, 

enhancing the validity of the findings (Huber, 2009, 2010).  Creswell (2014) 

recommended using member checking as a strategy to validity.  Follow-up interviews 

with participants who elected not to participate in a focus group to maintain 

confidentiality were also used as a method of member checking. 

Analysis Phase   

In the final phase, the researcher compared the results of the preliminary and 

collaborative phases using axial coding and theoretical coding strategies to develop 

relationships and theories.  Corbin and Straus (2014) presented axial coding as a way to 

provide a frame for the researcher to navigate the theoretical emerging process (Charmaz, 

2006).  In this phase, the fractured data from the initial coding phase were made whole 

again (Charmaz, 2006; Corbin & Straus; 2014).  The researcher made the links between 

components visible by answering when, where, why, how, and what.  Corbin and Straus 

(2014) emphasized three critical elements: (a) conditions, situations, and circumstances; 

(b) actions and interactions; and (c) consequences and outcomes.  In this phase, the 

researcher discovered possible relationships between categories to understand the whole 

story (Charmaz, 2006).  The researcher used a conditional/consequential matrix, 

introduced by Corbin and Straus (2014), to provide a visual representation of empirical 

transactions.  This tool helped the researcher understand how conditions and relationships 

shape perceptions (Charmaz, 2014). 
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Trustworthiness 

The validity and reliability are indications of the quality of the study (Golafshani, 

2003).  Healy and Perry (2000) expressed that the quality of a study in each paradigm 

should be evaluated by the rules and terms of that paradigm.  While reliability and 

validity are essential for assessing the quality of quantitative research, credibility, 

confirmability, dependability, and transferability are essential for assessing qualitative 

research (Lincoln & Guba, 1985).  These characteristics established the trustworthiness 

of this research study.   

Credibility   

The credibility criteria refers to discerning if the results of qualitative research are 

dependable or plausible and based on the perceptions of the participants (Trochim, 

Donnelly, & Arora, 2015).  The researcher used a variety of techniques to achieve 

credibility as recommended by Lincoln and Guba (1985).  The researcher confirmed data 

with the participants in follow-up interviews and focus groups.  Trochim et al. (2015) 

stated that the participants are the only ones who can legitimately judge the credibility of 

the results.  Lincoln and Guba (1985) recommended using member checking, which is 

having the participants of the study confirm trends and interpretations.  In this study, the 

researcher utilized a focus group and follow-up interviews to not only member check but 

to summarize preliminary findings, assess data and seek additional information.  The 

researcher also triangulated different data sources of information to justify themes and 

demonstrate credibility, as recommended by Creswell (2014).  As advised by Houghton, 

Casey, Shaw, & Murphy (2013), the researcher spent sufficient time with the participants 
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to gain a full understanding of the situations being investigated.  The researcher relied on 

the development of rapport and trust to facilitate the co-construction of meaning between 

researcher and participants.  Lincoln and Guba recommended that the researcher becomes 

oriented to the situation, develop a way to discern distorted data, recognize personal bias, 

and build trust with the participants.   

Transferability   

The transferability criteria refers to how the results of qualitative research can be 

generalized or transferred to other contexts or settings (Trochim et al., 2015).  The 

researcher enhanced transferability by describing the research context and the 

assumptions that were central to the research.  The onus is then placed on whoever 

attempts to transfer the results to a different context, to make informed decisions about 

the transferability of the findings.  The thick descriptions included accounts of the 

context, the research methods, and examples of raw data so that readers can consider their 

interpretation (Houghton et al., 2013).  Then the reader can decide whether or not the 

findings are transferable to another context. 

Dependability   

Lincoln and Guba (1985) used the term dependability in qualitative research the 

same way quantitative researcher use reliability.  As recommended by Lincoln and Guba, 

the researcher also utilized inquiry audits to enhance the dependability of qualitative 

research.  The researcher verified the consistency of data through process notes 

(Golafshani, 2003).  This form of reflexivity considered the researcher as a research 

instrument (Houghton et al., 2013).  The researcher also used a reflective diary to 
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document how his own history and personal interests had affected the research and 

pondered how the theoretical and conceptual perspectives affected data collection and 

analysis (Toffoli & Rudge, 2006).  The reflective diary included rationale of decisions 

and personal challenges that the researcher experienced during the process (Rolf, 2006).  

These strategies made the research process more transparent. (Houghton et al., 2013). 

Confirmability 

The confirmability refers to the degree of objectivity, which includes concerns 

regarding researcher bias, motivation, or interest (Lincoln & Guba, 1985).  The 

researcher built strategies for establishing confirmability into the qualitative research 

process.  One recommendation was to develop a research audit trail (Carcary, 2009).  

Kock (2006) claimed that researchers can assure quality in qualitative studies by auditing 

the events, influences, and actions of the research.  In this research, audit trails included a 

log of all research activities, memos, research journals, and all data collection and 

analysis procedures throughout the study (Creswell, 2014; Lincoln & Guba, 1985).  

Lincoln and Guba (1985) recommended collecting information such as raw data, analysis 

notes, data reconstruction, process notes, and development information.  Further, the 

researcher disclosed beliefs, assumptions, values, and biases to enhance credibility, 

alleviate partiality, and provide insight into the interpretive process (Creswell, 2011).  As 

recommended by Creswell (2014), data extracted from the college’s literature, narratives 

from interviews, and college assessments, including the PACE survey of 2014 and focus 

group study of 2015, were triangulated to verify themes. 
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Context of the Study and the Researcher 

Context of the Study  

 The academic institution under study is a public four-year, medium-sized, 

primarily nonresidential community college in the Midwest (Carnegie Classification, 

2016).  At the time of writing, there were 479 full-time faculty members: 404 White 

faculty and 53 non-white faculty, who had self-identified as a faculty of color.  Diversity 

was a priority at the college.   

Context of the Researcher 

 The researcher was cognizant of his positionality and understood that achieving 

pure objectivism was unattainable; therefore, he situated his positionality at the middle 

ground between objectivism and subjectivism (Bourke, 2014).  Since subjectivity is 

always present, the researcher remained mindful of personal attitudes and beliefs toward 

the study.  In this space, the researcher understood he could potentially project his 

attitudes and beliefs that could impact the research process.  Both, the researcher and 

participants, viewed their experiences in personal sociocultural contexts and other 

overlapping identities.  For example, being a Southern heterosexual, cisgender male, the 

researcher framed his own experiences within this context.  The researcher’s beliefs and 

cultural background, which includes race, class, socioeconomic status, and educational 

background, were relevant factors that could affect the research process (Bourke, 2014).  

The researcher situated his positionality in the groups of underrepresented employees of 

color.  As emphasized by Hooks (1990), the researcher was critical not to marginalize 

further groups of color or use his influence to frame participants’ responses.  As a human 
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instrument, the researcher understood that through his subjectivity he pulled trends from 

the data that account for the experiences of the participants and of himself to make 

meaning of their experiences (Bourke, 2014).   

 Since the researcher had a relationship with most of the participants before this 

study, he was careful not to speak for the research participants who were people of color, 

according to Freire (2000), although there were some expectations.  The researcher 

expected his position at the college, as coordinator of part-time faculty, and his 

membership to groups, such as the African American group, to aid him developing a 

relationship with the participants.  Fries-Britt and Turner (2002) suggested that people 

tend to gravitate toward those with whom they share common experiences such as 

instances of microaggressions, feelings of isolation, and lack of sense of community at 

the college.  To guard against researcher bias, the researcher used tools of reflexivity, 

which involved maintaining journals and keeping field notes to document the steps taken 

to discover emerging theories.  It was imperative that the researcher remains aware of his 

relationship with the participants because he would pull themes from the data with his 

own African American eyes.  As an African American, the research situated his 

positionality in a space that afforded the faculty of color an opportunity to speak out. 

 The researcher of this present study is an African American heterosexual, 

cisgender male, who lives in Madison, Wisconsin, by way of Little Rock, Arkansas.  

Before moving to Madison, Wisconsin four years ago, the researcher worked as an 

English professor at Philander Smith College, a private, historically Black college.  He 

later worked as a coordinator of part-time faculty at this community college—a 
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predominately White institution—in which he interacted with the faculty of color and 

heard their concerns.  This was his second study on the perceptions of faculty of color 

conducted at this community college in the Midwest region, so the researcher understood 

he could have expectations that might impact the research.  The researcher’s experiences 

at the college also included working on the Diversity and Community Relations Council, 

which the college charged with recommending policies related to diversity.  These 

experiences led to the researcher's interest in conducting qualitative research to learn 

more about using data to recommend policies related to recruiting and retaining faculty of 

color.  Through the interviews, the researcher learned that he and participants had similar 

experiences and perceptions regarding the campus climate. 

 One assumption that the researcher made was that he was an insider with the 

participants, because they shared a common bond, being a person of color, so he was able 

to achieve a greater sense of solidarity with his participants, faculty of color.  However, 

issues of positionality remained active throughout the data collection process.  Because 

the researcher was an administrator at this community college, some participants were 

open in the interviews with their perceptions of administrators.  Due to this, some faculty 

of color discussed their own relationship with administrators and others asked if the 

researcher was a member of the union.  

 As the researcher conducted this study, he realized that his positionality had a 

limitation.  He understood he could not make assumptions about the participants’ 

positionality based on their physical attributes any more than a participant could make an 

assumption about his positionality based on his physical characteristics, especially when 
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inquiring of the experiences of those with other identities such as being female, because 

females have different experiences.  The goal of giving participants a voice motivated the 

researcher to foster a beneficial openness between participants and researchers (Bourke, 

2014).  Therefore, the researcher understood his positionality to be an essential element 

of the research process and that he must communicate it to the participants.  

Transparency of positionality should be an integral part of the research efforts (Bourke, 

2014). 

Summary 

Chapter III presented the selected methodology and the steps of implementation. 

This research design called for a critical race–grounded theory approach to identify the 

factors that influence the recruitment and retention of faculty of color on a specific 

campus.  This qualitative study provided the underrepresented an opportunity to speak 

about issues such as oppression and discrimination.  Chapter IV presents the findings—

emergent themes and patterns.  It also provides a variety of explanations.  Chapter V 

presents interpretations of results related directly to the research questions.  

Recommendations are made further research and policy change.      
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CHAPTER IV 

RESULTS 

Chapter IV describes findings based on the analysis of the data sources: semi-

structured interviews, a focus group, and related college literature.  The researcher 

recorded the interviews and transcribed them verbatim.  Under the critical race–grounded 

theory framework, this research identified climate factors that influence the faculty of 

color’s perception towards specific policies pertaining to: interview process, onboarding 

process, evaluation process, non-teaching service, advancement/promotion, professional 

development, shared governance, community relations, relationships with peers, and 

relationships with administrators.  The constant comparative method revealed key factors 

within each theme via the open-coding and axial-coding processes.  After determining the 

relationships among climate factors, trends, and categories, the researcher developed 

theories to describe the impact of specific recruitment and retention policies.  This 

chapter presents the categories, themes, and factors that emerged from the narratives and 

other collected data.  The findings are organized and presented by the research questions.  

The following questions directed this research study: 

1. What perceptions do faculty of color have about policies and processes that 

impact the recruitment and retention at a Midwestern community college? 

2. What perceptions do faculty of color have about relationship with peers that 

impact the recruitment and retention at a Midwestern community college? 

3. What perceptions do faculty of color have about supervisory relationships that 

impact the recruitment and retention at a Midwestern community college?  
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Participants  

 The researcher recruited 15 participants who volunteered to participate in the 

interview.  As described in Table 2, the researcher grouped participants by race and 

ethnicity: African American, Asian, Native American, and Latino/a.  Other information 

includes gender of participants, the number of participants in each group, and the range of 

years that participants in each racial/ethnic group had been working for the college.  

These groupings were established by the participants’ self-identification of race/ethnicity 

and the demographics collected in the first interview.   

Table 2: Demographics of Participants 

Groups by 

Race/Ethnicity 

Number of 

Participants 

Number of 

Male 

Participants 

Number of 

Participants 

Range 

of Years  

at the College 

African 

American  

5 5 0 3-20 

Asian  5 5 0 3-26 

Native American 1 0 1 13 

Latino/a   4 2 2 2-10 

 

Findings for Research Question One 

The results are organized and presented by the research questions.  The researcher 

grouped the results in response to Research Question One into eight categories, 12 

themes, and 28 factors characterized as described in Appendix D.  
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Research Question One: What perceptions do faculty of color have about policies 

and processes that impact the recruitment and retention at a Midwestern 

community college? 

Interview Process Category 

 The interview process category included themes and factors that relate to faculty’s 

experiences from the actual interview for a faculty position to his or her first day at work 

for the college.  The researcher discovered the following factors: experience as part-time 

faculty, the level of resistance by the department, and new part-time faculty orientation.  

These factors were found to have the strongest impact on the participants’ perception 

towards interview process policies, according to the faculty of color.  As described in 

Appendix D, the trends for the interview process category were: 

 the types of support the faculty of color received before their interview for a 

faculty position, and  

 the ways the college helped faculty of color transition from the interview to 

the first day of work at the college. 

 How was the support provided by the college before their interview for a faculty 

position perceived?  This trend refers to the support that faculty of color received before 

the actual interview for a faculty position.  Most participants, who were part-time, 

testified that their experience as a part-time faculty helped prepare and orient them for the 

interview.  In these cases, mentors, colleagues, and associate deans provided the 

participants with support and guidance to become full-time faculty.  The researcher 

discovered the following key factor: experience as part-time faculty. 
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 Experience as part-time faculty.  The researcher found that support and 

guidance about the interview process prior to the actual interview was perceived as very 

helpful and needed by the faculty of color.  Seven participants received this counsel as a 

part-time faculty or lab aide.  One Latino participant recalled one administrator who 

created ways to recruit minorities and encourage people of color to strive for higher 

positions.  The participants perceived that administrators possess all administrative 

knowledge.  Participants agreed that being part-time faculty is not a guarantee of securing 

a full-time position, but opportunities to learn about the college as a part-time faculty 

were seen as valuable.  One Asian participant stated that, when he asked if the part-time 

job was a guarantee of a full-time position, he was told “flat out that [a] full-time position 

was no guarantee.”  He further explained that he had been told that this was the place to 

be.  Another Asian participant stated, “I talked to many people, from the chair and 

administrator, to my department, my dean.  I also talked to friends who got jobs at two-

year colleges and heard what their process was like.”  The participants stated that they 

believed it was the responsibility of the faculty member to learn the ways of the college.  

Another Asian participant said, “When I was hired [as part-time faculty], I had to bully 

my way around and introduce myself to people.”  The participant continued by saying, 

I was also determined to see if I could turn what was then a part-time job into a 

full-time job.  Yeah.  She [associate dean] told me I should put myself up to do 

committee work in the social science department and get myself known.  It was 

good advice.  “Make people feel like you are indispensable.” 

 

Four participants did not expect the departments or the administrators to help them build 

relationships on campus.  They expressed that faculty of color should share the 
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responsibility for building their own professional relationships.  Faculty of color also 

share the responsibility for building a relationship.   

 Findings from the Personal Assessment of the College Environment (PACE; 

Zhang & Dinin, 2014)  ) indicated that part-time faculty were not always respected or 

valued enough to be offered a full-time position.  One PACE participant said, “There is a 

drop in the morale of part-timers because so often, full-time positions are given to 

outsiders even when very qualified part-time instructors have applied for the job.”  

Moreover, it takes more than a doctoral degree or experience as a part-time faculty to 

orient a faculty of color to be a participating member of the college community.  Similar 

to pursuing a graduate education, working as part-time faculty can be an initial step in the 

socialization expected of a full-time faculty member, but both part-time faculty members 

and administrators are not aware of the impact and importance of the experiences as a 

part-time faculty and lab aide.  Components of integrating part-time faculty of color had 

already been put in place at the study institution, which included part-time faculty 

orientation, a mentor program, and professional development activities.   

How was the transition into the college perceived?  This trend refers to the variety 

of ways full-time faculty of color were hired and how these ways were experienced and 

perceived.  Most participants were not originally from the state of Wisconsin, and most 

were hired from a part-time status or lab aide.  The researcher discovered two major 

factor: level of resistance from the hiring department and new part-time faculty 

orientation. 
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The level of resistance from the hiring department.  The participants stated 

they were hired in a variety of ways and perceived differently due to a variety of 

resistance, depending on the level of buy in of stakeholders.  The participants stated that 

they were recruited in various manners, and negative and positive experiences were 

revealed across all racial/ethnic groups.  One African American participant explained, for 

the most part, “It [job interview] was uneventful. I saw something in the newspaper.  I 

saw that school was hiring.  I had more than enough experience.  I got hired.”  An Asian 

participant stated that he liked the “vibe” of the interview.  He stated, “The initial vibe, 

even before going in for the interview, was good.  The whole process, I thought, was 

pretty cool. People were friendly.” 

However, six participants had different experiences. The African American 

participant stated, 

I applied for the job.  I think I had two interviews and had to do a test—a teaching 

demonstration. I got the job. I was offered the position and accepted the position.  

I was offered and accepted the job. I found out afterward, members of the college 

were fighting and pushing against my hire because the union wanted to hire 

someone who was already a part-timer here. 

The participant stated that the other faculty members of the college thought he had been 

offered the job only because he was African American, although he met the minimum 

qualifications.   

However, six participants were hired from a part-time status and believed there 

are benefits in starting out as a part-time faculty.  An African American participant stated, 

That is one of the things I think that are beneficial to being a part-timer or even 

being a full-time instructor for a short period. If the people like you, if your 

coworkers like you, you have an advantage that people from the outside, that they 
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may not know, don't have. Let's just be honest. I think that is why such a high 

number of part-time faculty members end up becoming full-time.   

Nine participants believed the interview process was fair.  One Asian faculty enjoyed the 

blind process.  He stated, 

Not knowing what your prospects are, and not knowing that the inputs you are 

having are going to either positively or negatively impact your candidacy.  I 

believe the blind process helps to instill confidence in the institution.  It says that 

the institution is always going to be looking out for the best candidate that they 

can get. 

However, an African American faculty was hired the same way and received resistance in 

the interview process.  He stated, 

It came down to this other White colleague and me.  They wanted to hire the other 

interviewee so bad that they adjusted the numbers and requested to look at student 

reviews from other colleges.  There was not an EEO (Equal Employment 

Opportunity) representative at this time, but my mentor fought for me.  I would 

not even have a job if they did not have people advocating for me, such as the 

part-time faculty union.   

One faculty of color was hired under the Minority Faculty Fellowship program, 

which was specifically tailored for minorities.  This one-year program provided a mentor 

and arranged for a lighter workload for participants.  A participant who participated in the 

Minority Faculty Fellowship program stated, 

My coworkers liked me, which is truly the advantage of being part-time faculty 

that people from the outside do not have.  I felt supported as well.  I liked the 

environment here.  I thought this was a great place.  I was like, “I can see myself 

being here for a long time.”  
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However, being transferred without buy in from the department can create resistance 

from faculty, chair, and the dean.  A Latino faculty described a negative experience in 

being transferred to another department because a program was closing.  She stated, 

They had to get the union involved and the deans involved, but they were able to 

just transfer my position directly into the department so that I would not be out of 

a job.  It was supposed to be a win-win for everyone.  The chair of the department 

was not at all happy about me being there.  Even though people pretended to be 

friendly, they were very, [pause] they resented the fact that I was there and did 

everything they could not to help me.  There was little support.  People did not 

want to talk to me. I was pretty much shunned most of the time. Quite frankly, the 

chair, she just never liked me and did a lot of vindictive things to me so that the 

dean would not have much faith in me either. 

Further, worthy of noting is that African American and Latino participants were the only 

groups who expressed perceived resistance to their hiring. 

 Findings showed that faculty of color recruited under the Minority Faculty 

Fellowship program tended to socialize more.  The findings also suggested there was 

little resistance when hiring faculty of color under the Minority Faculty Fellowship 

program, but the findings from the PACE survey revealed a variety of views on the 

college’s focus to solely hire faculty of color.  One PACE participant expressed, “Full-

time faculty hiring has been based solely on hiring ethnic minorities, regardless of 

education and professional background, not taking into consideration interview 

committee’s recommendations for hiring more qualified non-minority candidates.” 

 The findings of this study suggest that effective socialization of faculty of color 

takes place using special-hire interventions, as long as the department advocates for the 

intervention, which was found to be a factor for long-term success.  Findings indicate that 

special-hire interventions prove to be an effective strategy in the hiring of faculty of 
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color, especially if the faculty of color has time to understand the culture by gradually 

increasing the workload. 

 New part-time faculty orientation.  The study’s findings revealed that the 

effectiveness of the Center for Excellence in Teaching and Learning (CETL) played a 

major role in providing new faculty of color a variety of networking opportunities 

through an effective orientation, which enhanced the socialization of the faculty of color.  

Moreover, findings from the PACE indicate that the CETL was also helpful in providing 

support for faculty in this manner, but new part-time faculty orientation was less than par, 

which adversely impacted the socialization of the faculty of color.  One PACE participant 

expressed, “As a part-time faculty member, I feel that I was not given proper instruction 

on some housekeeping items, such as how to fill out a request on the compensation 

launchpad.  I do not feel that I was properly informed.”  Another PACE participant 

added, “As a part-time instructor, I feel isolated and underappreciated.  Part-time 

instructors are less than second-class citizens, financially and professionally.”  Another 

one confessed, “As a part-time instructor, it is difficult to be part of the college 

community.  Communication is limited.”  These perceptions indicate that the college 

needs to enhance the components of part-time faculty orientation that could improve the 

seamless integration of faculty of color.  Faculty of color who had previously worked as a 

part-time faculty had already experienced a new part-time faculty orientation and 

professional development in which interaction with other members of the college had 

already occurred.  This study’s findings revealed that new part-time faculty orientation 

was designed differently than the orientation tailored for full-time faculty.  For example, 
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new part-time faculty orientation was three hours long, while the full-time faculty 

orientation spanned one week.   

Summary of the Interview Process Category   

The researcher found that experiences as part-time faculty, an effective part-time 

faculty orientation, and buy in from stakeholders influenced full-time faculty of color’s 

perceptions of the policies regarding the interview process.  The participants hired from 

the part-time ranks stated that experience as part-time faculty provided them an 

opportunity to gain worthwhile experience and knowledge of resources and meet fellow 

faculty members.  The participants also described a variety of ways they were hired and 

the resistance for their hire due to no buy in from the department.  Participants, recruited 

from outside the college or hired from part-time positions within the college, revealed 

positive and negative experiences; the experiences shared by faculty hired through the 

Minority Faculty Fellowship program were exclusively positive.  Some participants also 

described the role of the EEO representative as a positive factor during the interview 

process. 

Onboarding Process Category 

 The onboarding process category included themes and factors that relate to 

faculty’s experience in the onboarding process as described in Appendix D.  The 

researcher discovered the following factors: the role of full-time faculty orientation, the 

role of the mentor program, and the reliance on unofficial mentors. These factors were 

found to have the strongest impact on the perceptions of the faculty of color towards the 

onboarding process.  The trends for the onboarding process category were: 
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 ways orientation was perceived and experienced, and 

 ways the mentor program was experienced and perceived. 

 How was orientation viewed?  This trend refers to the experiences and 

perceptions that participants had about the orientation process.  All participants praised 

the CETL for its excellent support.  The CETL provided support for all faculty in the 

form of orientation, workshops, and seminars.  Most of the participants who were hired 

from the part-time faculty rank experienced two orientations, one sponsored by the New 

Part-time Faculty Institute as a part-time faculty and one sponsored by the New Faculty 

Institute (NFI) for full-time faculty.  The new part-time orientation included three hours 

of face-to-face presentations and active exercises to inform newcomers of the processes 

and resources at the college and two one-hour sessions online.  The orientation offered by 

the NFI consisted of four days of activities designed to bring about three outcomes: to 

gain basic employment information, to receive support for teaching and learning, and to 

benefit from a framework for teaching and learning.   

The Role of Orientation   

Participants suggested an effective orientation plays a significant role in 

successfully welcoming new faculty.  Those who attended the NFI stated it was simple, 

standard, and a smooth process.  An African American participant stated, “They told us 

what to do, what not to do regarding classroom management.”  Overall, faculty of color 

viewed orientation as a great benefit such as building a sense of community.  One Asian 

faculty stated, “The shared experience made me close with my cohort, so that was good.  

I am still friends with most of the people and that cohort.”  Ten participants characterized 
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orientation as an excellent tool to help faculty in their transition from the part-time 

faculty rank to a full-time faculty member, while five perceived that the orientation was 

not helpful because they had learned the same material in the New Part-time Faculty 

Institute and from their prior experiences as a part-time faculty member.   

 Ten participants stated that one of the most valuable outcomes of orientation is 

that it gives faculty an opportunity to meet other people and develop a network for 

support.  The need for opportunities to meet other faculty was applied to both orientations 

and positively influenced faculty’s perceptions of the orientations.  One Asian participant 

stated he was exposed to a larger number of faculty and support personnel.  The 

orientation was perceived as a “launchpad” to a larger contact of support at the college.  

One African American described the orientation by stating, “Everybody from the 

campus, members of the campus come greet you.”  Participants made long-lasting 

friendships with other members that they met at orientation.  A Latino faculty stated, “It 

was cool because everybody from different departments was there, so it was an 

opportunity to meet people.  I am still friends with some of them.  It is camaraderie.”  

The orientation also made the participants feel valued and supported.   

 An effective socialization process includes an effective orientation and mentor 

program.  This study’s findings, according to the participants’ narratives, suggested an 

effective orientation played a major role in successfully welcoming new faculty of color, 

because it provided them with a sense of community and value, which was true of both 

part-time faculty and full-time faculty orientations.  Additionally, orientation helps 

faculty of color manage the transition from part-time faculty to full-time faculty and from 
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outside interviewee to full-time faculty.  Further, part-time faculty orientation and full-

time faculty orientation had different goals and purposes.  However, even the designs of 

both orientations projected a difference in importance and priority.  For example, the 

orientation for full-time faculty was one week long while the orientation for part-time 

faculty was three hours long.  The part-time orientation was in more of a flexible format 

to fit with schedules of part-time faculty while full-time faculty orientation is a multi-day 

event.  Outcomes for both orientations were similar.  However, CETL offered the new 

part-time orientation to prepare new part-timers with information ranging from the 

faculty center and gradebook to active learning techniques and observation details.  In the 

full-time faculty orientation, not only were new faculty introduced to this information and 

mentors, but full-time orientations also provided basic employment orientations about 

teaching, services in support of teaching and learning, and an opportunity to create a 

professional framework for teaching and learning.    

 How is the mentor program viewed?  This trend refers to the way the participants 

perceived and experienced the New Faculty Mentoring Program.  The purpose of the 

mentor program was to familiarize the new full-time faculty with the college environment 

and the policies, procedures, and standards of the college.  Additionally, this was a time 

for faculty to develop and strengthen active and collaborative learning methodologies, 

technology-assisted learning methods, and become actively engaged in curriculum 

development.  Full-time faculty were matched to new full-time faculty by the deans of 

the department.    
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The Accessibility of Mentors   

The purpose of the mentor program was to familiarize the new full-time faculty 

with the college environment and the policies, procedures, and standards of the college.  

Additionally, this was a time for faculty to develop and strengthen active and 

collaborative learning methodologies, technology-assisted learning methods, and become 

actively engaged in curriculum development.  Full-time faculty were matched to new 

full-time faculty by the deans of the department.    

 The participants expressed that the access to mentors influenced faculty of color’s 

perceptions of the onboarding process.  Participants perceived the mentor program in 

negative and positive ways.  An Asian participant stated, “My mentor was eager and 

excited to help me as soon as I was hired.  They set up a meeting, and we met every other 

week.”  One African American participant described his mentor as a “great guy.”  He 

went on to say, “I felt much supported by the mentoring program.  He was very 

accessible, very supportive, quickly responded to questions, became friends, and 

observed classrooms.”  However, there were five participants, especially in the Latino 

and African American group, who offered narratives that described a mentoring 

relationship in which the mentor was not accessible, eager, or helpful.  One Latino 

participant stated, “My first mentor dropped me.  After probably a month, or not even a 

month, this person cut me off, completely ignored all my emails, texts, and phone calls, 

and never spoke to me again.”   

Another Latino participant stated, 
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If I had a question, I would ask her, but it was not like she wanted to help me.  

And when I asked my other colleagues, when I would ask them to help in a 

situation, they would not help me.  If I wanted to talk about an idea or know about 

activities, I would reach out to them.  They just [pause] they did not help. 

The participants, from the Latino group in particular, suggested recruiting more faculty 

of color mentors.  One Latino participant stated, 

I was under the impression that this person whose syllabus I was using was going 

to be a mentor, like a helpful mentor, but my mentor did not like me.  He told me 

that I was asking too many questions.  

In some narratives, the participants described their mentors as too busy.  Another Latino 

participant had similar experiences.  She stated, 

I have to be quite frank with you.  No one wanted to help me.  They assigned me 

a mentor right there, during convocation.  They were like, “Well, your mentor is 

this person,” but when I started asking about tools or resources to use in the 

classroom, then all of a sudden nobody was available.   

From this finding, we can infer that the negative experiences new faculty of color had 

with their assigned mentors were due to lack of accessibility to the mentors and the 

mentors’ resistance to help them.  

 Findings in the focus groups indicated that access to mentors influenced 

participating faculty of color’s perceptions toward the onboarding process as well.  

Participants perceived the mentor program in negative and positive ways depending on 

the resistance of peers and manner in which they were hired.  The findings were similar 
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to those found in this research; the participants described the mentor relationship as 

exemplary when their mentor was accessible, which is an important feature.   

Reliance on Unofficial Mentors   

Ten participants expressed that they used unofficial mentors—mentors not in the 

mentor program—which influenced the perceptions of the faculty of color regarding the 

onboarding process.  Some participants claimed that if they had a question, they would 

wait to ask the chair, dean, or a colleague, even though they had an assigned mentor.  An 

Asian instructor who did not have a mentor during the first year stated, “I think it is 

basically, if I have questions, ‘Ask the chair.’”  When asked if he needed a mentor his 

first years at the college, an African American participant agreed with the other 

participants by stating,  

No. Again, this is me. I did not need all that, nor did I want it. Again, this whole 

mentoring, I just haven't had it because I am just like, “All right. I am just going 

to get this. I am going to do this.” I mentored myself. 

The faculty members had helpful unofficial mentors; they even relied on someone from 

another department or school.  One African American faculty said he had to rely on 

unofficial mentors from other schools for help. 

 Findings also revealed that some faculty of color were very reluctant to register 

for the official mentor program, due to negative past experiences in their department.  For 

this reason, some faculty suggested a process that would allow them to select their 

mentor, in light of the resistance of peers in their department and claims of 
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microaggression.  This obstacle was exacerbated by the lack of proximity of faculty 

offices.       

Summary of the Onboarding Process Category   

The results of a constant comparative analysis of the themes suggest that 

orientation, accessibility to networking opportunities, trained mentors, and reliance on 

unofficial mentors play significant roles in successfully welcoming new faculty of color.  

Participants expressed that one of the most valuable outcomes of orientation is that it 

gives faculty an opportunity to meet other people and develop a network of support 

because, in the orientation, the college introduced new faculty members of color to 

veteran faculty members and a mentor, as well as their supervisors and divisional 

colleagues.  Participants expressed a need for accessible, effective mentors to help them 

navigate the college’s environment.  Participants gave accounts of negative experiences 

and positive experiences with the mentor program.  A positive experience with a mentor 

gave faculty of color a sense of community and value, and negative experiences were 

perceived by participants as resulting from their mentor’s resistance to the faculty’s 

hiring, the unsupportive behavior of the mentor, absence of the mentor, and 

microaggressions.  Negative experiences with an assigned mentor caused some faculty to 

rely on unofficial mentors for assistance, experiences that were perceived positively.   

Evaluation Process Category 

 The evaluation process category included themes and factors that relate to 

faculty’s experiences in the faculty evaluation process.  The researcher discovered the 

following factors: the role of faculty evaluations and autonomy over evaluations.  These 
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factors were found to have the strongest impact on evaluation process policies, according 

to the faculty of color participants.  The trends for evaluation process category were: 

 ways that the implementation of evaluations was perceived and experienced, 

and  

 ways other non-traditional sources of evaluations were perceived and 

experienced (Zhang, & Dinin, 2014). 

 How is the evaluation process perceived?  According to The Process for 

Professional Development and Evolution of Probation Faculty, all new full-time faculty 

are placed on a three-year probation, during which their mentor observes them.  Being 

observed by the dean is considered optional in the first year, but the dean is assigned to 

evaluate the new faculty member their first three years of employment.  

The Role of Faculty Evaluations  

Participants stated that they were observed once or twice and evaluated by the 

dean once or twice during their three-year probation.  However, nine explained that they 

had never been evaluated or observed after the probation.  The implementation of the 

evaluation process during probation depended on campus, department, time hired, and 

race/ethnic group.  Another African American participant stated she had been observed 

once by her dean, while a Latino faculty member recalled having been observed twice 

and once when she was on probation.  Afterward, she had not been evaluated at all. 

 A participant described a variety of evaluation processes after probation.  For 

many, the evaluation process did not occur after probation.  However, the six participants 

who were evaluated received positive feedback from their evaluator.  One Asian 
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participant stated, “The interaction with the deans, the mentoring, and the support during 

this process encouraged me to move within the faculty and between faculty, and staff 

support is really good.”  Secondly, the evaluation process was not perceived as being 

complex.  One African American participant stated, “You have to be horrible not to be 

hired, to not maintain your employment.  All you have to do is be smart enough to have 

your A game when the dean observes you.”  The participants went on to say, “No one 

looks at your syllabus, your content of your class, or student evaluations.”   

The researcher found that participants had concerns about the purpose of 

evaluations, which they described as “vague” or “blurry.”  This factor indicates how the 

perceived purpose of evaluation influenced the evaluation process.  Most participants 

perceived evaluation as a good thing, but one African American participant stated, 

“Regarding evaluation, quite honestly, we have never really had a good evaluation 

process here.”  One participant stated, “When I heard about the evaluation, I was not that 

concerned about it, because it is the career path, as in tenure, part of the gig.”  Another 

Asian participant stated, “I would love one because, when I was a TA [teaching 

assistant], I got evaluated every semester, sometimes twice a semester, and it helps you 

be a better teacher.”  However, for five participants, the purpose of evaluations was rather 

blurry.  An African American participant stated, “What we are struggling with is to be 

clear about the purpose of the evaluation.”.”  Most participants expressed a belief that no 

one is perfect—there is always room for improvement.  One African American instructor 

stated, 
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My hope was that the process would identify problems, provide support, and 

move beyond that so we can help our students achieve.  It should not operate as a 

punitive action, rather a developmental process or part of the advancement 

process.  

Four did not see a need for an evaluation after they had passed the probationary period.  

An Asian faculty stated he [she] had little concern over the purpose of evaluation, while 

one African American asked, “Why would we have one [evaluation]?”  One African 

American faculty indicated that he did not need validation.  He believed, as a 

professional, that his behavior would continually reflect and evaluate himself. 

 The PACE survey administered in 2014 supported this finding.  Of the 46 

standard PACE questions, three areas were identified as needing improvement: 

 the extent to which this institution has been successful in positively motivating 

my performance,  

 the extent to which I receive timely feedback for my work, and 

 the extent to which my work is guided by the clearly defined administrative 

process (Zhang & Dinin, 2014). 

Similar to this study’s finding, many remarks on the PACE survey described the 

performance assessment and expectations as not clearly defined.  One PACE participant 

stated, “I do not feel that I have a supervisor for feedback, good or bad.  I have not been 

observed in the classroom in at least four years.”  Another PACE participant stated, 

“Since I have been teaching, I have never been evaluated.  No one has ever come into my 

class to determine if my class was satisfied with his or her experience.”    
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Autonomy Over Faculty Evaluations   

Participants expressed that empowering faculty with autonomy over the 

evaluation process not only gives a perception of being treated as professionals, but also 

positively influences their perceptions of policies, related to the evaluation process.  An 

African American participant explained that this placement of autonomy improved his 

relationship with his dean: “My dean supports me 100%.  She treats and trusts me like a 

professional.  I think the institution would get more and better work out of the faculty 

than what they are getting that way.”  The participants equated administrators giving 

faculty of color autonomy with being treated as professionals. 

An Asian participant agreed.  He said, 

I have already been teaching for many years. Someone who's an experienced 

teacher, you do not need to say, “Why you do not think about this or that?” A 

veteran basketball player, you do not tell them, “Here's the X’s; here's the O’s. 

Why don't you go here, and why don't you go here?” You just say, “Swing it to 

the left, then drive on in, and then we will do a give–and–go.”  

Seven participants believe faculty evaluation and professional development should be in 

the hands of the faculty themselves.  One Asian faculty argued that evaluations should be 

in-house and managed by academic departments.   

Summary of the Evaluation Category   

A constant comparative analysis of the themes uncovered a need for clear, 

consistent evaluation by all faculty, but on a department level, faculty should evaluate 

faculty.  Participants expressed that inconsistency of faculty evaluations, the purpose of 

evaluation, need for autonomy, and the perception of non-traditional sources of 

evaluations influenced full-time faculty of color’s perceptions of policies regarding the 
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evaluation process.  Participants also expressed a need for a way to evaluate 

administrators.   

Non-Teaching Service Category 

 The non-teaching service category includes a theme and factor that relate to 

faculty’s experience with satisfying his or her obligation towards non-teaching service.  

The researcher discovered a key element that influenced faculty of color’s perceptions of 

these policies: freedom to select service.  The trend of the non-teaching service category 

refers to the different ways that faculty of color satisfy the non-teaching service 

obligation. 

 How is non-teaching service perceived?  Most participants perceived non-

teaching service as vague and difficult to define and evaluate.  Quantifying non-teaching 

service with arbitrary measurements was not done, but service had been planned and 

approved by the dean as long it aligned with identified needs of the program, department, 

students, and college.  Faculty were encouraged to engage in activities that further the 

interest of the college.  

Freedom to Choose Service   

Participants expressed that the freedom to choose service positively influenced 

faculty of color’s perceptions towards policies related to non-teaching service.  However, 

seven participants were confused by the percentage of teaching, professional, and service.  

An Asian participant stated, “I still try to understand what the breakdown is between 

professional development, teaching, and service.”  Moreover, one Latino participant 

emphasized, “It varies every semester what we are working on.”  The participants 
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conveyed that they execute their non-teaching service in a variety of ways, but they 

usually get to choose.  One African American stated, 

You do not have to say, “No” around here.  There you go.  The way it works with 

service is you speak up when you want to do something, and if you do not want to 

do it, you just keep your mouth shut.  That is sort of like always done, the way I 

see it. 

A Latino participant stated, 

He [dean] used to be hands-off as far as service.  I mean, he wants us to do it, 

obviously, but he does not tell us what we should be doing.  We just model our 

service off of our unit plan.   

However, in some areas of the college, three participants expressed that they received 

resistance when selecting service.  One Latino faculty stated, 

In the beginning, it was very problematic because I felt I had a target on my back, 

which is not easy.  When I proposed that I want to do some recruitment and 

retention of the students [of color], I got much resistance in my department 

because they thought I was trying to push my agenda. 

The researcher inferred that faculty of color’s satisfaction towards the non-teaching 

service was attributed to the freedom allotted to them to select their service, to the added 

merit of their service, and how it is applied to the promotion process.  

 This study’s findings indicated that all participating faculty of color were on track 

with completing their obligation towards non-teaching service in a variety of ways related 

to race and ethnicity but, in their interviews, some participants stated they were still 
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confused about the process.  Findings from the PACE survey echoed similar views, 

referring to them as vague policies.  One PACE participant stated,  

Full-time faculty should have clearer definitions of workload, particularly related 

to service.  Some faculty members do their service, but others do not do any.  

Furthermore, it is a real struggle to do the teaching workload and my service 

workload in [a] 40-hour workweek.   

 Much of the literature emphasized that non-teaching service is time-consuming.  

Tierney and Perkins (2014) explained that minority faculty are burdened by a personal 

obligation to serve the needs of their racial and ethnic groups (cultural taxation) while 

being expected to participate in other committees.  Findings of the PACE suggested 

similar issues.  One PACE participant stated, “I spend too much time on duties not 

related to teaching, student learning or service.  Service work consumes almost 50% of 

my time.”  Further, findings from the PACE survey indicated a need to track workload, 

including service.  A PACE participant stated, “I wish we had a structure put in place to 

track and encourage growth with respect to faculty performance–a comprehensive 

performance review looking at professional development, service, work, and teaching.  

This feedback loop is missing.” 

Summary of the Non-Teaching Service Category   

The participants expressed that the freedom to choose service influenced full-time 

faculty of color’s perceptions of policies regarding the non-teaching service.  Most 

participants indicated that they are satisfied with how non-teaching service was managed, 

because they have the freedom to choose their service, no matter what it is, as long as it is 
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aligned with goals and interests of the college.  However, there was a need for non-

teaching service to be redefined for areas of advancement/promotion and professional 

development.   

Community Relations Category 

  The community relations category includes themes and factors that relate to 

faculty experiences with the surrounding community of the college.  The researcher 

discovered support from the family, faith-based organizations, and community 

organizations had an impact on how faculty of color perceived policies, regarding 

community relations.  The trend for this category pertained to the ways that faculty of 

color connect to the community. 

 How is the community viewed?  This trend refers to how the community outside 

the college supports the full-time faculty of color.  Eleven participants perceived the 

community to be the key to retaining faculty of color and that the college should do more 

community outreach.  One African American participant stated, “You just cannot only 

hire more people.  You have to help that person of color locate and find someone and 

meet people in the community who have similar tastes or similar views.”  The 

participants relied on a variety of support from the community that could be used to 

engage faculty of color on campus.   

Support From the Family Unit, Faith-Based Organizations, and Community 

Organizations   

Participants expressed that support from family influenced how the faculty of 

color perceived the policies related to community relations.  Five participants relied 
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solely on family for their support due to lack of time and energy.  One Asian participant 

stated, “I have kids, so I probably don't have too much time outside of that.”  An African-

American participant had similar thoughts.  He stated, “Family is all I can handle right 

now.”  One Asian participant stated, 

The support network, I would say, is primarily a nuclear family.  My wife and I 

had done so much together and shared so much that when we came out here, we 

made it happen—that shift to here.  People have great work–life balances. 

An African American participant stated, 

It is my wife and I, so not much [involvement with the community]—only things 

that my daughter is involved in like Girl Scouts, sports, like when they need 

volunteers at our schools.  Things like that, my wife and I are both involved.   

Three participants said that faith-based organizations influenced their perceptions as well.  

Some faculty of color relied on the church for support.  One Asian participant stated he 

found a church that was pastored by the father of one of his friends from graduate school.  

He stated, 

I stayed with him when I came for an interview.  I automatically came in with that 

connection.  My friend's buddy is another pastor here.  I studied theology, so I am 

cool with hanging out with pastors.  One of my best friend's buddies is Pastor G.  

He showed me around one day after my second interview.  We hung out.  He is a 

die-hard Badger fan.  

Four participants also expressed that they relied on community organizations for support.  

One Latino participant stated, 

I also worked at Centro Hispano.  I worked at the literacy network, so mostly 

through the kind of work that I have done [I have met people].  I have done 

volunteer work in the past, and it is a small town, so usually you know somebody 
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that knows somebody, so I feel connected that way.  I also did AmeriCorps 

VISTA. 

However, some participants had not reached out to organizations, nor had the 

organizations reached out to them.  One African American stated, 

I serve on some boards and stuff like that, but no [involvement with community 

organizations].  Let's say I have flirted with 100 Black Men.  I know some of 

them, and I know them well.  How do I say this?  I know and have met all the 

black men of power . . . but I never joined.  

Based on these findings, the researcher concluded that if the college engages in more 

activities that involve the family unit, faith-based organizations, and community 

organizations that faculty of color will be more engaged on campus and more support. 

Summary of Community Relations Category   

The participants expressed that the family, faith-based organizations, and 

community organizations influenced full-time faculty of color’s perceptions towards 

policies regarding community relations.  Participants said that they received support and 

interacted with the community outside the college in a variety of ways.  A constant 

comparative analysis of the single theme indicates that if these factors are addressed, 

faculty will be more engaged on campus.   

Advancement/Promotion Category 

 The Advancement/Promotion category includes themes and factors that relate to 

faculty’s experience with accessing advancement/promotion opportunities.  As described 

in Appendix D, the trends for the advancement/promotion category are ways 

opportunities for advancement and promotion are perceived and experienced. 
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 How are advancement and promotion viewed?  These trends refer to how the 

participant perceived and experienced advancement and promotion opportunities.  The 

researcher discovered the following factors: a transparent advancement system, a 

negative perception of being an administrator, and lack of time.  These factors were 

found to have the strongest impact on how faculty of color perceived advancement 

policies.   

No Transparent Pathway for a Leadership Position   

Participants expressed that the absence of a clear pathway to secure leadership 

positions influences faculty of color’s perceptions of these policies.  A Latino participant 

stated, 

I feel like if a person of color aspires to be in a leadership or administration, how 

would they even train for that? There needs to be some effort because there's not 

any—there is very little representation of people of color throughout the college 

in leadership or administrative positions. There needs to be some outreach or 

some program to help people to know that this is an option, that this is something 

that they could obtain, too, and do. Just looking now, you are like, “Please. Is that 

even possible?” 

Since the process was not perceived as transparent by participants, five participants 

expressed that they did not know how to describe their experience with the advancement 

and promotion process.  As a result, the participants focused all their energy on teaching 

and non-teaching service and perceived promotion to be far-fetched.  One Latino 

participant stated, 

I do not have, personally, a goal to be an administrator.  I just do enjoy teaching.  

I like kind of where I am with teaching.  Maybe in the future, I might do more of 
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a co-chair type thing in the future in the department, but that is it.  I do not even 

know how, so I just focus on reviving my program. 

Participants expressed that their low interest in advancement opportunities is attributed 

to the absence of a transparent pathway for a leadership position.  

The Negative Image of the Administrator   

Participants expressed that the negative image of administrators influences 

faculty of color’s perception towards advancement policies.  One African American 

posited that a prevalent negative image of administrators could probably be attributed to 

the culture of the college.  He stated, 

I was cleaning a desk, and an IT instructor came, and he was like, “Don't ever 

become administration.”  I was like, “Why?”  He was right, however.  I have had 

some opportunities to make the jump, but I have, at the last minute, kind of 

changed my mind. 

Seven participants viewed the politics of being in administration as stressful and 

unwelcoming, so they focused on other issues.  One participant stated, 

I guess I do not have, personally or career goals.  I just want to make sure that 

students are learning the material.  I am not the kind of person who likes to climb 

ladders.  

The researcher inferred the negative image of administrators, including supervisors, could 

be attributed to a poor relationship between administrators and faculty.   
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Lack of Time or Energy   

The participants said that the lack of time and energy to plan an advancement 

strategy due to cultural taxation caused by the service obligation.  One African American 

participant stated: “My dissertation research is sitting right over there on the counter. I 

looked at and interviewed people. I just don't know if I have the energy anymore.”  One 

African American participant stated, 

I have no interest in that. Everything is time for me.  No, I have family and me. 

That is all the commitment I need.  When I was hired, during one of my 

evaluation meetings, my dean was encouraging me to do research and to present 

and stuff and, at the time, I was like, “I cannot handle it.” 

The researcher inferred that faculty of color’s lack of energy and time to work could be 

attributed to their difficulty in balancing responsibilities required by the college, such as 

non-teaching service and duties off campus. 

 Findings suggest the absence of a clear pathway for leadership positions leaves a 

void in the faculty of color of wanting to be in leadership positions.  The results of the 

PACE survey conducted in 2014 confirmed similar findings.  One PACE participant 

stated, “Training and professional development/advancement is not provided to all who 

want it or are capable of utilizing it.”  Another PACE participant stated, “I think salary 

placement for administrators is arbitrary.  I find little to no opportunity for advancement 

and promotion. I believe we have a gender equity issue among administrators and senior 

leadership.”  Further, one of the areas that needed improvement was identified as an 
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“opportunity for advancement within this institution.”  Findings from the focus groups 

conducted in 2014 confirmed this as well.  

Summary of Advancement/Promotion Category   

A constant comparative analysis showed the absence of an advancement plan, a 

negative image of administrators, and lack of time and energy influences how the faculty 

of color view policies related to advancement.  The participants expressed that faculty of 

color are in need of a clear pathway for leadership positions but in a way that 

acknowledges their lack of time and energy. 

Shared Governance Category 

 The shared governance category includes themes and factors that relate to 

participants’ experiences in the new shared governance system, implemented due to the 

end of collective bargaining, halted by the legislation, Wisconsin Act 10 (2011). The 

trends for shared governance category are: 

 ways that the new shared governance system is perceived and experienced, and 

 ways that the interest-based problem solving (IBPS) process is perceived and 

experienced. 

 How is the new shared governance system viewed?  This trend refers to how the 

participants see the new shared governance system.  In 2011, Wisconsin Governor Scott 

Walker proposed and passed the 2011 Wisconsin ACT 10.  This bill eliminated collective 

bargaining and weakened unions in public higher education.  As a response, this 

community college adopted a shared governance system; however, the union still exists.  

Some participants expressed that a shared governance system was a logical and efficient 
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step, while some had concerns regarding the effectiveness of shared governance system.  

The shared governance system is a collaboration and decision-making process that 

encompasses all employees, which is formed by seven councils that examine and make 

recommendations on specific issues to the College Assembly.   These councils include:  

 Academic Council 

 Diversity & Community Relations Council 

 Employee Relations & Professional Development Council 

 Facilities Planning & Investment Council 

 Fiscal Management & Organizational Effectiveness Council 

 Information Technology Council 

 Institutional Effectiveness Council 

 Student Affairs Council 

The researcher identified the following factors in this category: advocacy for faculty of 

color, level of engagement, representation of interests, and the role of the IBPS process.   

Advocacy for Faculty of Color   

The participants expressed that advocacy for the interest of faculty of color is an 

integral factor that influences how the faculty of color perceived policies regarding 

shared governance.  Nine participants expressed that the most significant role of the 

union under the prior governance approach was being an advocate for the faculty and 

staff of the college, especially faculty of color.  One African American participant 

described an experience in which his peers were “watching him like a hawk,” but the 
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union provided him with support, protection, and guidance.  A Latino participant 

expressed that the union supported her in a troubled experience.  She continued to say, 

[When I was transferred], it was a union process that I bump somebody.  It was 

either I could have bumped somebody, or I would be out of a job, and I did not 

want to push someone out of a job. The union told me what I could do so I would 

not lose my job.   

In two cases, however, the interest of part-time faculty union and the faculty of 

color’s need for advocacy juxtaposed adversely in the hiring process under the prior 

governance approach.  In one narrative, an African American participant stated the union 

wanted to hire someone who was already part-time faculty into a full-time faculty 

position, who was a White male.  He expressed that his peers told him the only reason he 

was hired was because of his color.  Further, some participants expressed that the union 

was having difficulty in finding its place in the new shared governance system.  

Findings suggested advocacy was an integral factor that influenced how the faculty of 

color perceived policies related to shared governance and claimed the shared governance 

was overall fair.   

 Results from the PACE survey supported this in that they described their 

perceptions of the shared governance as satisfactory and collaborative.  One PACE 

participant stated, “Shared governance and an increasingly relevant role of faculty are 

helping make the college more community-based.  Accessibility and trust in the 

community are credible as a result.”   
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 However, some participants in the interviews testified that they were hesitant to 

engage in the shared governance system due to lack of communication, lack of 

knowledge, and low level of trust.  Some participants in the PACE survey agreed.  One 

PACE participant stated, “I believe in the shared governance model completely, but I do 

not always feel like decisions are then clearly communicated to us.”  Although results 

from the PACE survey indicated that the perceptions of the shared governance were 

satisfactory, it also identified areas that needed improvement:  

 the extent to which faculty members are able to influence the direction of this 

institution, and 

 the extent to which decisions are made at the appropriate level at this institution 

(Zhang & Dinin, 2014). 

In the PACE study report, participants described the shared governance with a 

variety of adjectives, from vague and clumsy to being full of underlying anxiety and 

frustration.  Further, findings of this study confirmed that faculty of color were hesitant to 

engage in the shared governance because they did not believe their interest would be 

heard and it was difficult and unclear as to how members of the councils were selected.  

These findings imply a need for transparency and more training regarding the shared 

governance system.  Further, trust is evaluated based on the loyalty among those 

participating in the decision-making process.  

Representation of Interest and Selection of Members   

The participants expressed that the way the college selected its members for the 

councils was a significant factor that influenced the perception of faculty of color, 
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regarding the shared governance system.  One African American participant stated he 

applied for one of the seven councils but was denied and did not know why.  To be a 

member of the council, one must submit an application form, which inquires on certain 

areas such as choice of the council, years at the college, employee group, training in the 

IBPS process, and race/ethnic group.  Eight described the screening process as not 

transparent and inefficient to replace collective bargaining due to its rocky beginning.  

One Native American participant stated, 

That shift towards shared governance was painful for the Native American 

community because six of us [Native Americans] applied for the Diversity 

Council and none of us was accepted.  How could you call yourself a Diversity 

Council and not have one voice of underrepresented groups?  When they selected 

groups, they were thinking more like part-time, full-time, and staff.  We had to 

write a letter to change that.    

 

One Asian participant suggested that it was impossible for the new shared governance 

system to represent everyone’s interest and that it is an illusion.  A Latino participant 

stated,  

I understand that they are trying to get everybody involved to be more part of the 

college, like to feel like you are part of the community.  However, there is so 

much bureaucracy, and there are so many interests involved that they do not 

arrive at anything.  So, I do not see how the shared governance, at times, has 

helped people to reach our goal. 

Further, the participants expressed that supporting diversity or assuring that everyone’s 

voice is heard should be everyone’s responsibility, not solely the Diversity & Community 

Relation Council, which is the only council with members from all groups of color.  A 

Latino participant expressed, “There should be diversity in each of the councils around 

the college, but it is not.  It is a disconnected issue, but it should be threaded all 

throughout the councils.” 
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 Findings of this study, resulting from interviews and PACE, further indicate a 

need for more buy in from faculty and administrators.  The researcher found that faculty 

need advocacy, support, and to witness a visible commitment to diversity, including 

value and respect.  This finding calls for institutions to bring the faculty of color’s culture 

to the table.  Participants of this study reported having little time to participate in shared 

governance.  However, part-time faculty at the study institution did receive a stipend for 

participating in the shared governance, but the full-time faculty did not.  Perceptions 

shared in the interview and the PACE results did not suggest that the faculty of color 

wanted money for taking part in the shared governance, but rather a modicum of 

recognition, change, advocacy, and trust.   

Role of IBPS   

Eight participants expressed that a vague purpose and unclear role of the IBPS 

method brought confusion as to where and when to use the process.  An Asian participant 

explained, “It is like we are building the plane while flying it, which usually never 

works.”  However, some did not use the IBPS method, because they lacked the IBPS 

training to facilitate the IBPS method.  The participants expressed the IBPS method 

should be utilized as a way to resolve conflicts, which can impact the level of trust 

between peers.  An African American participant expressed that administrators are not 

using the IBPS method to resolve conflict.  He said, 

Instead of the dean asking that person, “Have you talked to that faculty member 

first before I get involved?” [when there is conflict].  Usually, the dean goes 

ahead and inserts himself and then contacts the faculty. When you elevate 

something like that to someone's supervisor, you are essentially possibly affecting 

their job, right?  That is going to create some tension and perhaps some 

resentment. That happens a lot.     
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In some areas of the college, three participants described successful facilitations of the 

IBPS methods to resolve a conflict.  One Latino faculty stated, 

Only when we brought IBPS and the mediation process did things change.  Most 

of the [last] six years [were the same], there was no change.  Not until last year 

and a half did I feel the change was becoming a part of the department, but most 

of the time, I have just felt like I had to watch my back. There was just no trust 

because I was not able to have a relationship with people in the department where 

it just grew.  We did three or four mediation sessions as a department to talk about 

these things that happened. 

 

Another Latino faculty described similar experiences when she felt she was not being 

heard.  She stated, 

We did go through the IBPS process in my department. It is a very slow process.  

I understand why it takes so long because everybody’s interest must be heard.  

Although, I feel like the problem [in our department] is partially solved, we can 

voice our opinions now. 

The researcher inferred that a low number of faculty of color using the IBPS could be 

attributed to the faculty’s lack of training in the IBPS method. 

 Another underlying factor was the confusion on when and where to use the IBPS 

method.  Findings from this study also indicated that IBPS was a slow, tedious process, 

which was a source of aggravation for some faculty members.  The results of the PACE 

survey supported this.  One PACE participant claimed that the IBPS method was just a 

way for administrators to avoid accountability, while another described the slowness of 

the IBPS method.  One participant stated, “The IBPS process seems very cumbersome.”  

As mentioned above, the findings suggest that the low competence in IBPS discourages 

faculty of color from using the method.   
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 However, findings in this study also revealed that some faculty of color believed 

IBPS was an effective method, and that it could be used to resolve conflict and recognize 

the voices of the underrepresented.  The results of the PACE survey supported this as 

well.  One PACE participant stated, “The IBPS is a good system, and I look forward to 

seeing the positive effects on the college.”  This finding suggests that more training and 

promotion of the IBPS method is needed. 

Summary of the Shared Governance Category   

Constant comparative analysis of the themes reveals that advocacy for faculty of 

color, representation of interest, and buy in from stakeholders influence how the faculty 

of color view the policies related the shared governance system.  Participants provided 

both positive and negative narratives in regards to advocacy for faculty of color and 

connected this factor to the representation of racial/ethnic members of the council and use 

of the IBPS method.  Participants expressed a need for a transparent way to select council 

members and an efficient way to populate the councils with members from 

underrepresented groups.  The participants also expressed a need for more training to 

define the role of the IBPS at the college.    

Findings for Question Two 

The researcher grouped the results in response to Research Question Two into one 

category, one theme, and three factors characterized as described in Appendix D.  The 

second research question is: 
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Research Question #2:  What perceptions do faculty of color have about 

relationships with peers that impact the recruitment and retention at a 

Midwestern community college? 

Peers Category 

 The peers category includes themes and factors that relate to faculty’s experience 

with peers at a department level at the college.  The trend in this category includes the 

ways that interactions with peers are experienced and perceived by the faculty of color. 

  How do faculty of color interact with peers?  Participants expressed that the level 

of collegiality and instances of microaggressions influence faculty of color’s perceptions 

regarding interactions with peers.  The participants expressed that they had experienced 

various instances of microaggressions due to a low level of collegiality. 

 The level of collegiality.  The participants expressed that the level collegiality 

influences faculty of color’s perceptions and experiences with peers.  The participants 

had a mix of negative and positive perceptions and experiences when interacting with 

peers.  One Asian participant stated that his colleagues helped him navigate around 

campus and added, “Some of my colleagues have become my friends.”  An African-

American participant expressed that he felt supported by his colleagues.  He said, 

They are very supportive.  I get along with most faculty members just fine.  I 

think there's mutual respect.  I feel supported.  When I have needed something 

like a substitute or what-not, I have received it with no problem.  When I have 

asked to observe a class, I have been allowed to do that.  When I proposed to 

design the first hybrid class in our biology department, I received support to do 

that. I have created a couple of new courses.  I received support from the faculty.  

I feel very supported. 
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However, in some areas of the college, seven participants had negative experiences and 

perceptions.  One Asian participant stated, 

One of my greatest disappointments  . . . is what feels to me like a lack of 

collegiality.  We do not talk about scholarly stuff.  You would think so, right? It 

just doesn't appear to happen. Mostly, my experience has been that, when I get 

together and talk with the other faculty, the conversation devolves to arguing 

about the policies and the administration.  Many faculty just keep their head 

down.  

 

Three faculty of color expressed that it is normal to have a conflict on campus.  An Asian 

participant stated, 

There is very clear friction from time to time.  There's disagreement, but there's 

also enough respect among the colleagues in the department to acknowledge that 

there is friction and there are points that we do not agree on and willingness to 

find common ground.  We have all had our issues.  A little bit of friction is the 

catalyst for change. 

The researcher inferred the level of collegiality is attributed to the department’s lack of 

buy in towards the hiring process, which creates an environment that is conducive to 

instances of microaggressions. 

 Instances of microaggressions.  The participants expressed that some faculty 

members of color have experienced cases of microaggressions, which can negatively 

impact faculty of color’s perceptions of the department and college.  Nine participants 

described various forms of microaggressions, such as refusing to help faculty of color 

with issues or acting in a way that upholds stereotypes.  One Latino faculty stated she 

was often slow to give her input.  She stated, 

In meetings, I would want to say something; immediately they will ask me to 

decrease my Latino passion because it supposedly caused problems.  There could 

be someone saying the same thing, with less passion, and they will hear them. 
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She stated people usually did not value her input, for this reason, so she sometimes 

remained quiet.  She stated, 

I had to change . . . the way I talk, the way I address people. Even though I was 

not rude, I was not mean, I was not cursing or anything. I was just direct, right. 

And for her, that was an insult because directness is not part of this culture, right?   

The researcher inferred that incidences of microaggression tend to occur in areas of the 

college where the level of collegiality is low or when the department does not buy into 

the hiring process.    

 This PACE and focus group study’s findings suggest that the level of collegiality 

in a department influenced faculty of color’s perceptions of their interactions with 

colleagues.  Although the findings from the PACE survey showed that interaction with 

peers overall was satisfactory, one of the areas that was identified as problematic was 

“the extent to which a spirit of cooperation exists at this institution” (Zhang & Dinin 

(2014).  Further, Blacks, Latinos, Asians, and Native Americans rated questions 

concerning the teamwork questions lower than did White faculty, staff, and 

administrators.  The Black group rated the areas the lowest.  Several of the themes in this 

present study were similar to those of Turner’s study (2003) on microaggressions, which 

included three themes: (a) feeling invisible, marginalized, or hyper-visible, (b) 

qualifications or credentials being challenged by other faculty colleagues, and (c) 

receiving inadequate mentoring.  Further, focus groups, conducted by the Diversity and 

Community Relations in 2015, confirmed these findings.  One participant in this focus 

group stated, 
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It is like, you know . . . and then, of course, it gets into, okay, I am Mexican. I am 

not Colombian.  I am not Puerto Rican.  I am not Venezuelan.  I am not 

Argentinian.  And I am Mexican.  Those are all different countries.  And I am 

sure Salvadorians feel the same way when they are called Mexicans. 

In the 2015 focus groups, faculty and staff of color expressed concerns about 

microaggressions such as refusing to help a faculty of color.  One participant stated, “But 

for her, it was just, like, she just did not want to help me.  And everything was just so cut 

short.  Everything was, go to the website.”  These perceptions matched those expressed in 

the interviews in this study.   

Summary of the Peer Category   

The researcher inferred that the degree of collegiality is connected to instances of 

microaggression.  The lower the level of collegiality on campus, the greater the chance 

that faculty of color will experience instances of microaggression.  Level of collegiality 

and instances of microaggressions influence faculty of color’s perceptions, regarding 

interaction with peers.   

Findings for Research Question Three 

The researcher grouped the results in response to Research Question Three into 

two categories, three themes, and three factors characterized as described in Appendix D. 

The findings are organized and presented by the research questions: 

Researcher #3:  What perceptions do faculty of color have about supervisory 

relationships that impact the recruitment and retention at a Midwestern 

community college?  
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Administrative Support Category 

 The administrative support category includes themes and factors that relate to 

faculty’s experience with administrators and supervisors.  Trends in this category include  

 ways that support by administrators is perceived and experienced, 

 ways that interactions with the supervisor are perceived and experienced, and 

 ways that the college’s commitment towards diversity is perceived and 

experienced. 

 How do faculty of color perceive interactions with administrators?  This trend 

refers to the participants’ perceptions of interactions and support from administrators, 

including supervisors and senior administrators.  The participants expressed that the 

interactions between faculty, degree of trust, and explicit commitment to diversity play a 

significant role in how the faculty of color view administrative support.   

 Interactions between faculty and senior administrators.  Participants said that 

consistent, positive interactions between faculty and senior administrators positively 

impact the faculty of color’s perception of administrators' support.  The participants 

expressed that this factor impacts how they perceive policies delivered by the college.  In 

many of the narratives, the senior administrators are described as distant, but in some 

areas of the college, participants described positive narratives about senior administrators 

and recognized their efforts in place to diversify faculty at the college.  One African 

American participant described a former college president as a big proponent of diversity 

in the college because the president invited new full-time faculty to her home.  This 

participant stated, 
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The president invited all new, full-time faculty members to her home to meet and 

greet.  She opened her house up. It was catered.  We spent the evening at her 

house. She made sure everybody felt welcome. She talked to everybody and that 

sort of thing.  I had nothing but positive things to say about it.  It shows that you 

are valued, that you are seen as important, and that she would open up her house 

to you.  

 

The researcher inferred that positive interactions among the faculty of color and 

administrators contribute to the faculty of color’s level of satisfaction and trust towards 

managers.  

 The degree of trust.  Participants expressed that the way faculty of color perceive 

trust contributes to how the faculty of color perceive their relationship with their 

supervisor.  The participants provided negative and positive narratives, regarding this 

factor.  Most participants talked to their dean at least once a year while others did not talk 

to their deans at all.  Ten participants praised supervisors because they helped them 

become acclimated to the college, find connections, and discuss issues.  They expressed 

that the deans were there during the smooth or rough onboarding process, providing 

advice and guidance.  The participants viewed the process of the building of trust as both 

the faculty and supervisor’s responsibility. An Asian participant stated, 

My supervisor is great.  He was always positive. Maybe it is in my head, but I 

think after a while he trusted me too. I think it works both ways.  He is getting to 

know me. He sat in my class, saw me teach. He liked it. I think that also helped 

me. 

This experience conveyed that building trusting relationships with the supervisor is a 

positive and beneficial process.  He stated, 
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There has been much trust built [between the supervisor and me], and it is a 

process of actually going through many years of trying to understand this person 

and building that trust.  When I started here for the first couple of years, it was 

touch and go with a lot of these supervisory people. Then the more I got involved 

in the college, the more I saw the help of the supervisory people.  

  

Five faculty of color, mostly in the Latino and African American groups, however, did 

not feel support from their respective supervisors.  One Latino faculty stated she was not 

allowed to complain about the department because her dean saw her as a problem.  One 

Latino faculty stated, 

He [the dean] would just say, “Make sure you talk with your colleagues,” and 

“Make sure that you ask them for help,” or whatever.  But as far as stopping the 

bullying and all the running back and forth to him with all these little complaints, 

no.  That did happen within the first year, but after that, I have not had much 

contact with him. 

Another Latino faculty participant stated, 

When I approach the dean, my supervisor, about the situation, he took their side 

without even listening to me and threatened me with my job if I did not change 

my behavior and become a team player—whatever that means.  Although, at the 

moment I did not know the threat was bogus because he did not have the right to 

do that.  This caused me much stress though.   

 

As a result of this behavior, some participants agreed that there was a need for 

administrators to receive more training on how to manage people.  One African American 

stated, 

Just because you have been in a job for a long time does not mean that you know 

how to manage faculty members.  Not all administrators make good managers. I 

think there needs to be training there, particularly with conflict resolution. 

 The researcher inferred that the level of trust is connected to how the supervisors 

resolve conflict and provide support to faculty of color.  The PACE survey confirmed this 
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findings.  One PACE participant described accessibility and trust as important parts of the 

shared governance process.  Another PACE participant added, 

As an employee, the level of trust and responsibility (lack of micromanagement) 

afforded employees makes me want to do my best work and create a very positive 

environment. I feel like it fosters positive relationships between co-workers and a 

healthy dynamic between boss and employee, as well.   

Trust involves making one’s own decisions, leadership’s openness to ideas, ability to be 

flexible with the curriculum, and complete professional development goals.  This also 

involves cooperation and respect.   

 An explicit commitment to diversity.  The participants expressed that explicit 

commitment to diversity influences the way faculty of color perceive the college’s 

commitment to diversity.  Participants described a variety of behaviors exhibited by 

administrators that conveyed a commitment to diversity.  They then described a variety of 

behaviors that did not.  The participants suggested that commitment to diversity includes 

explicit examples in how the college is diversifying faculty as a whole, such as the 

Minority Faculty Fellowship Program, in which new faculty of color were searched for, 

hired, and placed on probation for three years.  One African American participant 

expressed that his department has done a fairly decent job of identifying, hiring, and 

advancing people of color.  Some expressed that commitment comes in the form of 

money.  An African American instructor stated his dean was committed because he 

supported him through his programs to increase students of color.  He continued to say, 
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When I have needed money because my grant money fell a little short or I needed 

money for a student to take the student to a conference or for something else, he 

[the dean] has come up with the money. 

The participants viewed commitment to diversity as the freedom to develop courses.  An 

African American participant stated, 

When I got here, we did not have anything regarding, in political science, we call 

them area courses that look at Southeast Asia, Africa, sub-Saharan Africa and that 

sort of thing. When we got here, we did not have any of that. 

However, seven participants had not noticed any commitment or claimed that the 

college’s effort is simply “lip-service.”  An Asian participant agreed with the participant, 

but wondered why there was a low number of faculty of color, 

For the college, I noticed many initiatives such as the Diversity Council and how 

we hire people.  They always have EEO representatives meeting there. I guess 

that is an improvement, but I still wonder where minority faculty are, but I do not 

know what the reason is.     

One African American participant stated, “Out of the past 15 or so people I have been 

counting that they have hired, there was one person of color.  Unfortunately, she had to 

resign her post.  It is up to administrators to get the word out.”  He further explained that 

he was the only person of color, so the demographics of the institution did not match the 

demographics nationally.  The researcher inferred that diversifying faculty, supporting 

projects by faculty of color financially, and providing faculty of color freedom to develop 

the curriculum and courses are explicit ways to show commitment to diversity. 
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Outcomes of PACE and the focus groups revealed similar findings.  Some 

participants harbored favorable attitudes towards administrators, describing them with 

words such as supportive, loyalty, good communication  They likewise held favorable 

attitudes toward senior administrators including supervisors.  The results of the PACE 

study supported this.  Areas with satisfactory ratings included: 

 the extent to which my supervisor expresses confidence in my work, and 

 the extent to which my supervisor is open to the ideas, opinions, and beliefs of 

everyone (Zhang & Dinin,2014).  

One PACE participant stated, “I find the college to be very supportive of a range of 

ethnic communities, and am glad that the college maintains its commitment to these 

groups.”  However, some faculty of color had a negative perception of their 

administrators.  Although the college received a satisfactory PACE rating, a 

disaggregated view of the faculty of color revealed that supervisory relationships were 

rated lower by African American, Latinos, Asians, and Native Americans than by White 

faculty, staff, and administrators.  Moreover, the findings from the focus group conducted 

in 2015 revealed a mix of perceptions.  As identified in the PACE per prior PACE 

comments, the results in the focus group in 2015 indicated that some faculty of color 

received support from administration, including supervisors, but for some faculty of color 

that was not the case.  One participant in the focus group stated, “When it came to my 

relationship with the administration, I did not feel supported.  I did not feel appreciated.  

And I just felt like I was powerless, so I just accepted it.”  This suggests a need for 
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strategies to enhance the relationships between faculty of color and administrators 

including supervisors. 

Summary of the Administrative Support Category   

The constant comparative analysis of the theme indicates that the interactions 

between faculty and senior administrators, the degree of trust, and explicit commitment to 

the diversity influences how full-time faculty of color perceive their relationships with 

administrators.  Participants expressed that consistent, positive interactions between 

faculty and senior administrators can contribute to faculty of color’s level of satisfaction 

regarding administrators' support.  Some participants gave examples of the college’s 

commitment towards diversity such as the Minority Faculty Fellowship Program, EEO 

representative in an interview, and funding opportunities.  Further, the participants 

expressed that more positive interactions with supervisors and efficient communication 

strategies can enhance faculty of color’s perceptions of administrations.   

Summary 

Chapter IV focused on themes or general trends, understandings and meanings, 

and theories that emerged from the narratives of the faculty of color, the researcher’s 

ideas, and other collected data.  The findings for each question have been reviewed 

previously in the summary section for each question. 
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CHAPTER V 

CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

 The research questions sought to discover the perceptions of the factors that 

influence the retention of faculty of color, including the stages of the socialization of 

faculty, identified by Dunn, Rouse, and Serf (1994).  Certain factors influence the first 

stage of socializing faculty: graduate experiences, professional training, and even 

experiences as a part-time faculty member including new part-time faculty orientation 

and a mentorship program.   Stage two of socialization refers to the indoctrination of 

faculty, after they accept a full-time position in higher education, in the policies related to 

full-time faculty employment, a mentor program, onboarding processes, professional 

development, non-teaching service, promotion/advancement opportunities, and 

community relations.  The third stage involves the interactions amongst peers and 

supervisors. 

Stage One: Interview Experience 

 Stage one begins before the faculty of color become full-time faculty members 

(Austin, 2011), which refers to their engagement in graduate studies and experiences as 

part-time faculty and lab aide.  Literature supports that undergoing socialization before 

securing a full-time position helps faculty of color feel personally invested in the college 

(Austin, 2011; Bolger & Kremer-Hayon, 1999).  Effective socialization, even before the 

actual hire date, is essential for the continued strength of higher education (Austin, 2011; 

Bogler & Kremer-Heyon, 1999;  Sabin, 2007), which the narratives support.   
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 Similar to the Hoyt et al. study (2008), the mentor program and professional 

development activities provided multiple opportunities for both full-time faculty and part-

time faculty to interact.  Threading the integration of faculty of color through these 

experiences will facilitate their transition.  It is important to redesign and align the new 

part-time faculty orientation to the goals of the college in hopes of ushering the faculty of 

color into membership of the college.  Known for research on undergraduate student 

persistence, Tinto (1993) constructed a functional model of socialization, which follows 

other existing models of graduate student socialization.  Borrowing concepts from Tinto’s 

model, this stage of socialization depends on the faculty of color’s desirability to be a 

member of the college (Gardner & Barnes, 2007).  Colleges and universities must explore 

strategies that give part-timers, including faculty of color, a sense of community and a 

sense of value by integrating them into the institution’s culture.  The more faculty 

members of color feel their values, beliefs, and goals align with the college, the more 

faculty feel a sense of community.  This includes key events such as receiving 

recognition, representing the institution, and receiving a promotion (Roueche, Roueche, 

& Milliron, 1996; Sabin, 2007).  It is important to redesign and align the new part-time 

faculty orientation to the goals of the college in hopes of ushering the faculty of color into 

membership of the college.   

Implementing Hiring Interventions   

Smith, Turner, Osei-Kofi, and Richards (2004) analyzed 689 cases and suggested 

that the use of special-hiring interventions increases the recruitment of faculty of color.  

Further, successful hires of faculty of color are more likely to occur when an institution 
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adopts an intervention strategy that bypasses or enhances the traditional search process.  

An example of this program is the Model Minority Faculty Fellowship in Northern 

Arizona, which requires the faculty of color to work a 60% workload during the first 

year, 65% the second year, and 70% the third year (Helm, Janis, Begay, & Sciacca, 

2010).  This gradual increase is designed to prepare the Fellow—the faculty of color—for 

the workload that is expected of full-time faculty.  Literature reports success in using this 

type of special-hire intervention.   

Recommendations   

The researcher recommended the following initiatives: 

Interview process. 

 Proactively identify and recruit the best part-time instructors, which is the 

antithesis of laissez-faire, unsolicited application-based recruiting.     

 Explore hiring interventions, such the Minority Faculty Fellowship 

programs, to diversify the faculty community and to provide new faculty 

of color a sense of belonging and adequate support. 

Onboarding process. 

 Make an institution-wide effort to improve the integration of part-time 

faculty by forming task forces, enhancing orientation and the mentor 

program, and developing a college improvement plan that includes senior 

administrative leadership. 

 Routinely survey and assess the socialization of part-time faculty into the 

college community, monitor the implementation of these and similar 
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initiatives, and make changes when necessary to promote the inclusion of 

faculty of color (both part-time and full-time) into the college culture. 

Stage Two: Arriving to Campus 

 Stage 2 of the socialization process involves policies that affect the onboarding 

process, evaluation process, non-teaching service, community relations, and advancement 

policies.  Orientation plays a role in enhancing the socialization process for faculty of 

color.  This supports Austin’s (2011) claim that an accommodating orientation program 

increases the level of satisfaction, effectiveness, and retention of faculty of color.  The 

literature supports this finding—the socialization of the faculty of color depends on the 

types of relationships established with colleagues and the willingness of veteran faculty 

members to assist new faculty of color such as in the formal mentoring program (Helm et 

al., 2010). 

Accessible Mentors   

Results of this study suggest that mentoring relationships may facilitate 

socialization because it provides an opportunity to establish interpersonal bonds and 

receive support and advice.  This finding agrees with Sabin’s (2007) conclusion that 

faculty of color want to participate in mentoring relationships, although some participants 

conveyed in the interviews that a mentoring relationship was not needed.  In fact, a well-

developed mentor relationship can help faculty of color learn about the college's culture 

and expectations (Cawyer, Simonds & Davis, 2002).  Similar to the findings of Boyle and 

Boice (1998), this study’s findings revealed that successful mentors should have 

interpersonal skills to foster personal relationships with new faculty of color, which 
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indicates a need to enhance mentor training and the screening of faculty who want to be 

mentors.  

 Similar to the findings of Cawyer et al. (2010), many participants in the 

interviews claimed that if they had a question, they would wait and ask the chair, dean, or 

a colleague, even when they had an official mentor in the mentor program.  The findings 

of this study that pertained to the development programs, such as the mentor program, 

similar to those in Boyle and Boice’s study (1998), revealed that faculty of color were 

hesitant to ask for help for fear of being perceived as incompetent.  Another obstacle was 

the low number of official mentors that had been recruited and the difficulty in finding a 

time to meet with a mentor because various class times, office hours, and routines varied 

among faculty; this finding supports a similar finding by Sabin (2007).  This obstacle was 

exacerbated by the lack of proximity of faculty offices.   

Evaluations   

According to The Process for Professional Development and Evolution of 

Probation Faculty (an institutional guide), all new full-time faculty must experience a 

three-year probation period, during which they must be observed by the mentor, senior 

faculty member, and dean, who also evaluates the faculty.  Most participants said that 

they had experienced one or two observations and had been evaluated by the dean once 

or twice during probation, including the 360 assessment.  However, some participants 

explained that they had never been evaluated or observed after the probation period.  

Literature supports these findings and further explains that most faculty evaluationsdo 

little to enhance teaching methods (Hallinger, 2010); this perception was confirmed by 
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some participants in the interview.  The participants in the interview described the faculty 

evaluation as an authorized formalistic exercise with little value related to improving the 

quality of teaching.  Studies have shown that teaching evaluations often have an 

inconsequential impact on teaching and learning, despite the significant amount of 

resources allocated to the process.  Literature reports that a primary interest of faculty is 

autonomy (Del Favero & Bray, 2005).  Similar to other findings in the literature (DiVall 

et al., 2012), faculty of color perceived evaluations as an effective tool to obtain 

feedback, but some participants believed that evaluations, including observations, should 

be left in the hands of the faculty.  DiVall et al. (2012) contended that the peer 

observation could be used to deliver constructive feedback about the quality of teaching 

and could be compared to student evaluations to improve methods as well as be used for 

merit for promotion.  DiVall et al. discovered that faculty had accepted, practiced, and 

adopted the peer observation and evaluation process.  Further, their study results revealed 

that faculty were given a balance between positive and constructive feedback and 

acknowledged that peer assessment positively impacts student learning. 

Cultural Taxation   

Faculty of color, however, struggled to balance their responsibilities as faculty, 

due to their high visibility (Baez, 2000; Cole, McGowan, & Zerquera, 2017; Wood, 

Hilton, & Nevarez, 2015).  Since faculty of color have expressed that institutional 

practices and views of merit devalue service related to diversity, service has been 

conceptualized in the research literature as a structural issue of the promotion process 

(Baez, 2000).  This relates to much of the literature that emphasized that non-teaching 
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service is time-consuming.  Tierney and Perkins (2014) explained that minority faculty 

are burdened by a personal obligation to serve the needs of their racial and ethnic groups 

(cultural taxation), while being expected to participate in other committees.  There is a 

need for non-teaching service to be redefined. 

Advancement   

Further, similar to Johnson and Harvey’s study (2002), the participants expressed 

a need for clear institutional values and expectations such as explicit policies in the 

handbook.  This study’s findings showed that some faculty members of color did not 

have time or energy to plan an advancement strategy because they tended to be 

overwhelmed with activities that were invisible—not valued in promotion evaluations, 

such as non-teaching service related to diversity (Piercy et al., 2005).  Other obstacles to 

advancement included the college pressing faculty of color to mentor or serve on 

committees and inadequate career counseling (Bright, Duefield, & Stone, 1998; Piercy et 

al., 2005).  Existing literature emphasizes the structural issues at the colleges and 

universities, in which faculty of color experience discrimination, on either an individual 

or an institutional level (Wong et al.,2004).  This issue also becomes very complex when 

the findings are disaggregated by gender.  Literature suggests that women of color face 

two types of obstacles to career advancement: those common to women faculty and those 

common to minority faculty (Kosoko-Lasaki, Sonnino, & Voytko, 2006; Wong et al., 

2004).    
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Community Relations   

As for family, the participants expressed that they face barriers within workplaces 

that do not share the cultural values of the faculty of color, such as familismo, which 

conveys the importance of extended family ties (Pojuan, 2011, 2013).  Although Pojuan 

(2011, 2013) emphasized the importance of familismo in Latino communities, this study 

found familismo to be important to all racial/ethnic groups.  This factor and others may 

create a hostile environment for faculty members of color by hindering the creation of 

meaningful, positive, supportive, collegial relationships with their peers (Ponjuan, 2011).  

 Research has shown that relationships should be forged with the larger 

community to connect community resources with the needs of underrepresented 

university members (Piercy et al., 2005).  These community connections can manifest 

themselves as support in terms of (a) finding a job for one’s partner or (2) helping faculty 

develop local school diversity programs for the community.  Likewise, diversity can be 

served by extending the college activities to community organizations and by using 

community meeting places for diversity-related and community-building events.  The 

findings in the interviews suggested a bridge between college and community efforts 

could create a stronger connection to the community, which would, in turn, create a more 

welcoming environment for all community members, according to Piercy et al. (2005).  

Further, the academy and scholar life need not be in conflict with the community and 

cultural work of the faculty of color.  Similar to the participants in Turner’s study (2003), 

faculty of color in this study looked forward to pursuing their interests such as working in 

the community. 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

131 

Level of Engagement   

Literature reports that trust in the process is interpreted by faculty’s competence 

and experience in the process (Bowles, Cunningham, & De La Rosa, 2007).  Trust is 

evaluated based on the loyalty among those participating in the decision-making process.  

Buy in can be authenticated in a variety of ways, including participation in shared 

governance, verbalization of interest, or formal application to a council (French-Bravo & 

Crow, 2015).  However, most faculty will not engage unless their needs are meet, which 

includes representation of their interests.  Similar to Porter-O’Grady and Malloch’s study 

(2011), participants’ interests decreased as the number of initiatives increased, so they 

suggested that administrators create a culture of buy in to engage faculty in the ongoing 

initiatives of the college.  Literature reports that buy in will not occur until faculty of 

color’s interests, goals, and beliefs are aligned with those of the college (Porter-O’Grady 

& Malloch, 2011).  When buy in takes place, faculty consider potential positive and 

negative consequences based on preferences and expectations (Maitlis & Ozcelik 2004). 

Recommendations   

The researcher recommends the following initiatives: 

Onboarding process. 

 Implement an orientation for part-time faculty and full-time faculty 

together as a way to increase networking opportunities and prepare part-

time faculty for a possible transition to full-time faculty. 

 Implement a multiple mentor program in which each faculty member will 

have multiple mentors.  
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Evaluation process. 

 Implement an evaluation system that aligns with the vision of the college 

and focuses on reward, training, and support, and regular performance 

feedback that is identical for full-time and part-time faculty and used for 

advancement purposes. 

 Involve full-time faculty and part-time faculty in the evaluation to create a 

sense of ownership of the evaluation goals and organizational 

improvement. 

 Implement a comprehensive peer observation system in the professional 

development plan. 

Advancement/promotion process. 

 Make the advancement and evaluation processes more explicit and 

transparent, possibly including them in handbooks. 

 Place emphasis on service as a merit and part of the promotion and 

evaluation process.  

 Create a leadership academy for faculty interested in leadership that might 

involve a variety of workshops and interactions with administrators. 

Community relations. 

 Develop relationships with neighboring education institutions, faith-based 

organizations, and community organizations to provide networking 

opportunities.    
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Shared governance and IBPS method. 

 Implement a more transparent way of selecting members of the shared 

governance councils and the screening committee who selects the 

members. 

 Implement creative ways for the interest of the underrepresented groups to 

be heard in a way that welcomes the voices of groups of color. 

 Implement initiatives to increase the use of IBPS method at a department 

level to resolve conflicts and professional development activities such as 

workshops and learning communities. 

Stage Three: Interactions Between Peers 

 This finding suggests that the level of collegiality in a department influenced 

faculty of color’s perceptions of their interactions with colleagues.  Several of the themes 

in this present study were similar to those of Turner’s study (2003) on microaggressions, 

which included three themes: (a) feeling invisible, marginalized, or hyper-visible, (b) 

qualifications or credentials being challenged by other faculty colleagues, and (c) 

receiving inadequate mentoring.  Similar to Pojuan’s study (2011), this inquiry into 

recruiting and retaining Latino faculty found that faculty members of color had different 

collegial relationships with senior faculty and their peers.  Therefore, the college, 

including the department chairs, cannot assume that the transition of faculty members of 

color will be easy, especially when considering the impact of institutional racial 

oppression and interpersonal racial oppression (Pittman, 2012).   
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Recommendations   

The researcher recommended the following initiatives: 

 Implement ways to deepen the college’s understanding of contemporary 

racism and racial microaggression through ongoing professional 

development, training, and dialogue about the subtle forms of racism. 

 Create advocacy consultation, organizational development, and social 

change strategies and services. 

Stage Three: Interactions Between Administrators and Faculty of Color 

Findings suggested that consistent, positive interactions between faculty and 

senior administrators positively impacted the faculty of color’s perceptions of 

administrators' support.  Literature reports that the dynamics of the faculty–administrator 

relationship are important given that faculty and administrators tend to hold different 

views (Del Favero & Bray, 2005), which come from a variety of sources like the 

employee ranks.  The groups are characterized as having conflicting interest and values 

conflicts, which creates an uncomfortable alliance.  Faculty are driven by self-interest 

while administrators focus on the demands of the institution.  Other sources that cause 

this phenomenon are the demographics and professional characteristics of faculty of 

color, which play a role in how they expect administrators to behave and how they 

themselves interact with administrators (Bray, 2003).   

 This suggests a need for strategies to enhance the relationship between faculty of 

color and administrators including supervisors. 
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Recommendations   

The researcher recommends a policy or policies that include the following 

initiatives: 

 Promote an open-door policy to all faculty.  

 Create social functions where administrators and faculty can interact. 

 Hold periodic meetings with department chairs and other administrators. 

 Involve administrators early in the evaluation of faculty, and provide feedback for 

improvement. 

Limitations and Opportunities for Further Research 

 While these study results paint a compelling argument for more support for 

faculty of color, the findings are limited in scope.  First, this study was conducted at a 

large community college in the Midwest United States.  Further research within other 

contexts, such as a small liberal arts college, public university, or private college, needs 

to be undertaken to determine whether hiring patterns and practices are similar to those 

found in this study. Secondly, while the data describe different types of hiring processes 

for faculty of color, it would be worthwhile to use methods, such as case studies or 

interviews with only one racial/ethnic group, to shed more light on the particular 

circumstances under which a faculty of color was hired.  Some factors complicate the 

interpretation of data for groups of color.  Various hiring experiences by specific groups 

of color were not presented.  Further, one group of color was represented by only one 

participant because she was the only full-time faculty who self-identified as being part of 

that group.  Another limitation is that only four of the 15 participants were female.  The 
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findings indicated females had different needs and experiences than those of the male 

participants.   

Conclusion 

 Socialization for faculty of color is essential to the growth of higher education.  

During these times when accountability is a priority and diversity is a must, colleges must 

be especially vigilant at using resources efficiently.  Although research has been 

conducted on retaining faculty of color, there is a need for more research that can provide 

colleges and universities with more knowledge about adequate and effective socialization 

faculty of color and policies to support them.  Since it is evident that mentoring is not a 

simple solution that will solve every problem, there is a need for more research regarding 

faculty preparation programs at community colleges.     

Community colleges share the responsibility with graduate schools and employers 

to create initiatives to ensure the proper socialization of faculty of color.  More research 

is needed not only to explore the factors that influence the faculty of color’s perceptions 

regarding policies and interactions with peers and administrators, but also to use the 

information to recommend effective policies. Institutions need to develop policies that 

provide personal and professional support networks and increase collegiality between 

faculty members of color and other faculty of the college.  Colleges can no longer ignore 

that faculty members of color have different and a variety of experiences, so more 

research is needed to explore how to structure policies that support the faculty of color 

before, during, and after hiring date.   
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Being as transparent as possible should be true of all policies from the interview 

process to shared governance systems, such as how members are selected for a committee 

and the balance of service and teaching demands.  Not only should policies be transparent 

and explicit, but administrators should prioritize and adequately distribute financial and 

human resources to support the faculty of color, not by salary compensation, but rather 

departmental resources allocated. 
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APPENDICES 

Appendix A 

Results of PACE Survey 

Description of Results   

This community college administered racial subscale of a PACE survey, which 

places answers to each question in one of the four types - coercive, competitive, 

consultative, and collaborative (National Initiative, 2016).  The respondents rated 27 

questions on a Likert 5-point scale towards four climate factor: institutional structure, 

supervisory relationships, teamwork, and student focus.  In the coercive system, upper 

administrations are the only ones involved in the decision-making process due to their 

lack of confidence in faculty.   A competitive system includes more feedback from 

college members and attempts to influence with rules and awards while in a consultative 

system creates an environment in which faculty are more involved with administrators.  

In a collaborative system, administrators demonstrate confidence in faculty and 

personnel by involving them in the decision-making process across campus.  Faculty who 

work in that type of environment experienced excellent communication, higher peer-

group loyalty, great confidence and trust, and favorable attitudes toward supervisors. 

Response Rate / Demographics For PACE diversity survey 

Response Rate – 900 responses from 2,587 surveyed – 34.8% response rate 

overall. Response rate by personnel classification: 

– Admin – 66.0% 

– PSRP – 59.8%  

– FT Faculty – 48.4% 

– PT Faculty – 22.5% 

Demographics- % of responses received 

• Status at Institution 
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– Full-Time – 55.1% / 38.4% actual 

– Part-Time – 36.8% 

– Did not respond – 8.1% 

• Gender  

– Man – 32.4% 

– Woman – 50.2% / 55.0% actual 

– Another Gender Identity - 0.1% 

– Prefer Not to Respond – 9.2% 

– Did not Respond – 8.0% 

• Age  

– 34 or under – 7.4% 

– 35-44 – 16.2% 

– 45-54 – 26.3% 

– 55 or older – 32.6% 

– Did not respond – 17.4% 

• Race / Ethnicity 

– Hispanic / Latino of any race – 3.3% 

– American Indian, not Hispanic – .9% 

– Asian, not Hispanic – 2.0% 

– African American, not Hispanic – 1.9% 

– Pacific Islander, not Hispanic - .2% 

• Racial / Ethnic Minorities – 8.5% / 11.6% actual 

– White, not Hispanic – 79.6% 

– Did not respond – 9.8% 

• Years at Institution 

– Less than 1 year – 4.3% 

– 1-4 years – 13.1% 

– 5-9 years – 17.8% 

– 10-14 years – 16.8% 

– 15 or more years – 37.1% 

– Did not respond – 10.9% 

• Highest Degree Earned 

– First professional degree – 2.7% 

– Doctoral Degree (Ph D., Ed.D) – 9.7% 

– Masters Degree – 42.2% 

– Bachelor's Degree – 21.0% 

– Associates Degree – 11.6% 

– High School Diploma or GED – 4.0% 

– No Diploma or Degree – .3% 

– Did Not Respond – 8.6% 
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Appendix B 

Disaggregated View Of PACE Survey B 

 
Institutional 

Structure 

Supervisory 

Relationships 
Teamwork 

Student 

Focus 
Overall 

Minority 

Groups 

3.14 3.89 3.90 3.33 3.50 

Non-

Minority 

Group 

3.78 4.08 3.96 3.77 3.87 

Latino 

Group 

3.39 4.08 4.06 3.56 3.71 

Asian 

Group 

3.37 4.08 4.00 3.51 3.68 

African 

American 

Group 

2.76 3.18 3.47 3.06 3.68 

Native 

Americans 

2.73 4.02 4.01 3.09 3.38 
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Appendix C 

Trends Discover in Focus Groups for Faculty and Color in 2014 

Code Definition Sample Quote 

Administration 

Support 

Positive:  Experienced or 

witnessed support by the 

administration 

“But I think the president he really wants 

inclusion and equity.  I really believe that.” 

Negative:  Experienced or 

witnessed no support by the 

administration 

“When it came to my relationship with the 

administration, I did not feel supported.  I did not 

feel appreciated.  And I just felt like I was 

powerless, so I just accepted it.” 

Commitment to 

Diversity 

Show:  Shared an experience 

when the college showed 

commitment to diversity 

“This college of all the places that I’ve been to, 

has probably tried the hardest to equalize things 

on that playing field.” 

Lack:  Shared a gap or 

challenge in the college’s 

diversity efforts.   

“This college is not a reflection of the diversity 

when comes to employees.  We are not filing that 

quota.” 

Coping 

Mechanisms 

Shared an experience dealing 

with stress and how s/he 

managed or adapted.   

“That is why I have almost to throw blinders on 

sometimes because it just gets to be too much if I 

do not.” 

Designated 

Diversity Person  

Experienced feeling 

obligated to address issues of 

diversity 

“But again, it is not my – I feel like, you know, 

the whole cultural understanding needs to be 

everyone‘s job, not just mine.” 

Label/Stereotype Experienced being called a 

stereotypical name; or 

labeled a derogatory name on 

campus. 

 

-“It is like, you know – and then, of course, it 

gets into, okay, I am Mexican.  I am not 

Colombian.  I am not Puerto Rican.  I am not 

Venezuelan.  I am not Argentinian.  And I am 

Mexican.  Those are all different countries.  And 

I am sure Salvadorians feel the same way when 

they are called Mexicans.” 

Lack of Trust Experienced feeling unsafe 

on campus and having fear; 

being under a microscope 

Yeah.  Yeah, like the thing -- like, even with the 

focus group, I have had a couple of people of 

color contact me… because they did not feel 

comfortable-- they did not know where this was 

going to end up and very much afraid.  And I do 

not think that they all, like, followed through and 

are going to participate…Because -- just that 

much fear. 

Microaggressions Experienced verbal, 

nonverbal, and 

environmental insults - 

intentional or unintentional.  

Because I can -- you know, I thought that the 

problem was at a lower level.  But when you start 

hearing about administrators who use the term “a 

rope around the boy,” calling Native Americans 

“Tonto,” using, you know, “fag” and “queer” and 

calling the head of IT a terrorist.” 
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Trends Discover in Focus Groups for Faculty and Color in 2014 Continued 

Code Definition Sample Quote 

Opportunities for 

hire/ 

advancement 

Positive:  Experienced or 

witnessed gratitude for job 

opportunity or see a clear 

way to advance 

“I did like the opportunity.  But I think more than 

that, they gave me a chance to work.” 

Negative:  Experienced or 

witnessed being lost, 

frustrated and confused 

towards advancement and 

hiring practices 

“I am.  And nobody got it.  [laughs]  So now it is 

opened externally for anyone else.  But it is, like, 

how come we do not hire within?” 

Peer Support Positive:  Experienced or 

witnessed support from 

colleagues 

“I have had tremendous support from the faculty 

-- from the senior faculty -- full-time faculty.” 

Negative:  Experienced or 

witnessed no support by 

peer(s), or had a conflict with 

peer(s).  

“But for her, it was just, like; she just did not 

want to help me.  And everything was just so cut 

short.  Everything was, go to the website.” 

 

Sense of 

Community 

 

 

Positive:  Experienced 

feeling welcomed and were 

included on campus 

“I just think how open they were to just coming 

up to me and talking to me and finding out about 

me.” 

Negative:  Experienced 

being isolated, feeling 

invisible, or experienced lack 

of belonging 

“There's no -- actually, there's no community.” 

Supervisor 

Support 

Positive:  Experienced or 

witnessed support by a 

supervisor, other than dean 

or associate dean 

“And all my immediate supervisors made me feel 

welcome made my thoughts – I felt valued.” 

Negative:  Experienced or 

witnessed no support by 

supervisor, not a dean or 

associate dean 

“I did not report it.  But I felt definitely kind of 

isolated or -- because of that.  I did not report it 

because it was my supervisor.” 

Value Positive:  Experienced being 

appreciated at the college 

“I have been very lucky in my department where 

I think my boss truly values me for what I bring 

to the department.” 

Negative:  Experienced not 

being appreciated at the 

college 

“I feel like I have got all these expectations put 

on me, but then no actions supporting what they 

say they value.” 
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Appendix D 

Categories, Trends, And Factors 

 

Categories Trends Factors 

Shared 

Governance 

How the new shared governance 

system is viewed? 

 

 Advocacy for Faculty of 

Color 

 Representation of Interest 

 Level of trust in the 

shared governance system 

 How is the interest-based problem-

solving method viewed? 
 Buy in from Stakeholders 

 

Professional 

Development 

How are the benefits of professional 

development viewed? 

 

 The effectiveness of 

Center of Teaching and 

Learning 

 Opportunities to network 

at professional 

development activities 

Interview 

Process 

How is support before an interview 

viewed? 
 Experiences as a part-time 

faculty 

 

 

 How is the transition process from 

the interviewee to the first day of 

work viewed? 

 Buy in towards the hiring 

process 

 Presence of EEO 

representative 

Onboarding 

Process 

How is orientation viewed? 

 

 Role of Orientation 

 Accessibility to 

networking opportunities 

 How is the mentor program viewed?  Access to trained, positive 

mentors 

 Reliance on unofficial 

mentors 

 

 

 



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

162 

 

Categories, Trends, and Factors Continued 

Categories Trends Factors 

Evaluation 

Process 

How is the evaluation process 

viewed? 

 

 Consistent evaluation 

process 

 Role of evaluations 

 Autonomy  

 Professionalism 

 

 How are other sources of 

evaluations viewed? 
 Employer Feedback 

 Student retention 

 Student evaluations 

 Evaluation of 

administrators 

Non-Teaching 

Service  

How is non-teaching service 

viewed? 
 Freedom to choose service  

Community 

Relations  

How is the community outside of 

campus viewed? 
 Family support 

 Faith-based organization 

 Community organizations 

Advancement/

Promotion 

How are advancement and 

promotion opportunities viewed? 
 Transparent pathway 

 Negative image of 

administrators 

 No time or energy 

Relationship 

With Peers 

How do faculty of color interact 

with peers? 
 Support 

 Collegiality 

 Microaggressions 

Administrative 

Support  

How do faculty of color interact 

with administrator? 
 Interactions between 

faculty and administrators 

 How is the support from supervisors 

viewed? 
 Level of trust 

Commitment 

to Diversity 

How is the college’s commitment to 

diversity viewed? 
 Explicit commitment 

  



Texas Tech University, Jimmy E. Cheffen, August 2017 

 

163 

Appendix E 

IRB Approval Letter 

Nov 8, 2016 11:36 AM CST  

 

Fred Hartmeister  

Educational Psychology Leaders  

 

Re: IRB2016-972 Recommending Initiatives to Recruit and Retain Faculty of Color: Using 

a Critical Race-Grounded Theory Approach  

 

Findings: Researchers responded appropriately.  

Expiration Date:   Oct 31, 2017  

 

Dear Dr. Fred Hartmeister, Jimmy Cheffen:  

 

A Texas Tech University IRB reviewer has approved the proposal referenced above 

within the expedited category of:  

6. Collection of data from voice, video, digital, or image recordings made for research 

purposes.  

 

The approval is effective from Nov 8, 2016 to Oct 31, 2017. The expiration date must 

appear on your consent document(s).  

 

Expedited research requires continuing IRB review. You will receive an automated email 

approximately 30 days before Oct 31, 2017. At this time, should you wish to continue 

your protocol, a Renewal Submission will be necessary.  Any change to your protocol 

requires a Modification Submission for review and approval before implementation.  

 

Your study may be selected for a Post-Approval Review (PAR). A PAR investigator may 

contact you to observe your data collection procedures, including the consent process. 

You will be notified if your study has been chosen for a PAR.  

 

Should a subject be harmed or a deviation occur from either the approved protocol or 

federal regulations (45 CFR 46), please complete an Incident Submission form.  
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When your research is complete and no identifiable data remains, please use a Closure  

IRB Approval Letter Continued 

Submission to terminate this protocol.  

 

Sincerely,  

  
Kelly C. Cukrowicz, Ph.D.  
Chair, Texas Tech University Institutional Review Board  
Associate Professor, Department of Psychological Sciences  
357 Administration Building. Box 41075  
Lubbock, Texas 79409-1075  
T 806.742.2064 F 806.742.3947  
www.hrpp.ttu.edu  
 

  

http://www.hrpp.ttu.edu/


Texas Tech University, Jimmy E. Cheffen, August 2017 

 

165 

Appendix F 

Announcement 

Announcement:  Your Voice Matters. 

 

Searching for full-time faculty of color to help us understand the effectiveness of 

recruitment and retention strategies at the college, regarding the onboarding, evaluation, 

and promotion process. 

 

 As you probably already know, there is still an underrepresentation of faculty of color at 

colleges and universities, but diversity is the key to student success, especially in regards 

to diversifying faculty. I need your voice, insight, and experiences. 

 

 What does this mean?  Your participation in this study will not only include a private 

one-on-one 45-minute interview, but also an opportunity for you to help me discover and 

confirm trends in a 60-minute focus group, which will take place two weeks after the 

interview.   The interviews will occur at your interview at your convenience, including 

evenings and Saturdays. 

 

 It's voluntary.   Participating in this research will not affect your job at all. Extra steps 

will be taken to make sure your information stays private and confidential such as using 

pseudonym and removing other information that may relate you to the final report. 

 

If you are interested, please call Jimmy Cheffen at 608-443-4049 if you are interested in 

participating in this study. You can also email at jcheffenjr@madisoncollege.edu. 

 

Let's make the college an even better place for all.  

 

  

mailto:jcheffenjr@madisoncollege.edu
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Appendix G 

Informed Consent Form 

Consent Form 

What is this project studying?  

The study is called “Recommending Initiatives to Recruit and Retain Faculty of Color.”  

This study will help us learn how campus climate factors affect your experiences at the 

workplace.  Although this is my dissertation project at Texas Tech University in 

Lubbock, Texas, this research will help the Diversity Council create better, effective 

recruitment and retention strategies for faculty of color. 

What would I do if I participate?  

In this study, you will be asked to share your experiences, thoughts and feelings in two 

ways.  If you give your consent, first, I will conduct a 30-45 minute interview with you 

discussing your experiences in areas such as the onboarding process, the evaluations 

process, and relationships with colleagues.  Then I will invite you to participate in a 60-

90 minute focus group session, in which we will discuss and confirm trends found in the 

interview.  You and others will help me discover explanations, recommendations, and 

solutions to enhance our recruitment and retention strategies.  Both the interviews and 

focus group session will audio recorded in order for us to obtain accurate information. 

How will I benefit from participating?  

Besides providing the project with valuable information to enhance recruitment and 

retention strategies, you will be given a voice to vocalize your concerns at the college and 

be very much involved in the policy-making process, regarding recruitment and retention 

initiatives for faculty of color.   

Can I quit if I become uncomfortable?  

Yes, absolutely. Your participation is completely voluntary. The Institutional Review 

Board and I have reviewed the questions and think you can answer them comfortably.  It 

is important that you are safe and comfortable during this process, which is our priority.  

You may skip any question you do not feel comfortable answering. You can also stop 

answering questions at any time. You are free to leave any time you wish. You can keep  
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IRB Approval Letter Continued 

all the benefits of participating even if you stop. Participating is your choice. However, 

we do appreciate any help you are able to provide. 

How long will participation take? 

We are asking for 30-45 minutes of your time for the interview and 60-90 minutes of 

your time for the focus groups session.   

How are you protecting privacy?  

We understand that your privacy important to you and it is a priority to us as well.  Your 

name will not be linked to any documentation and any use of this material in reports, 

publications or presentations will never be associated with participants in this study 

without permission.  No one other than Jimmy Cheffen will have access to the raw data. 

All related documentation and recordings will be stored on a password protected 

computer. 

If have some questions about this study, who can I ask?  

Please call me at 608-348-4049 or e-mail me at jcheffenjr@madisoncollege.edu if you 

have any questions.  If you have further concerns, TTU also has a Board that protects the 

rights of people who participate in research. You can ask them at 806-742-2064. You can 

also mail your questions to the Human Research Protection Program, Office of the Vice 

President for Research, Texas Tech University, Lubbock, Texas 79409 or email them to 

hrpp@ttu.edu. 

Signature ______________________________________  Date ___________________  

Printed Name ______________________________________  

 This consent form is not valid after 10/10/2019 

 

 

  

mailto:jcheffenjr@madisoncollege.edu
mailto:hrpp@ttu.edu
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Appendix H 

Interview Questions 

1. Tell me about your orientation/on-boarding process? 

a. How can Madison College make it better? 

b. How were you introduced to your department? 

2.  Describe your evaluation process.  

a. Was it a positive experiences? 

b. How can Madison College make it better 

3. Describe your experience with the service process.  

4. Describe the promotion/advancement process. 

5. Describe your interactions with your colleagues. 

6.  Describe your mentoring experiences in your department 

7. Are you affiliated with any organization in the community that helped 

you? 

8. In what ways have the supervisor displayed a commitment to diversity? 


