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1

Narrative 1
From The Back Door to the Front Steps

The Path Toward Equity for Career-Line Faculty in 
Higher Education

Mary Burbank

This narrative chronicles the efforts of a higher education community 
committed to equity in employment, opportunity, and representa-
tion for those often identifi ed as “other” in their rank and standing. 

The perspective of a career-line (i.e., non-tenure-line) faculty member reveals 
both individual contributions of career-line faculty and the power of band-
ing together with their tenured and tenure-track colleagues for equity in the 
workplace.

The University of Utah’s story refl ects the contributions of those in power 
and the historically powerless in their collective efforts to create a workplace 
that values and acknowledges the contributions of its teaching and, more 
typically, non-research faculty. Key themes from a fi ve-year journey include: 
(a) the role of tenure-line (i.e., tenured and tenure-track) and career-line 
faculty in systems change; (b) reliance on policy as a tool for equity in the 
workplace; (c) informal mechanisms for information sharing and culture 
building among those in non-tenure track positions; and (d) giving voice. 
Collectively, this narrative will both inform other institutions in support of 
the increasing number of non-tenure track faculty, as well as provide a model 
for those who examine systems change in higher education.

The Face of the Academy

Historically, within the academy, faculty assignments have varied depending 
on the mission and pedigree of the organization. Research institutions have 
typically valued faculty whose roles are committed to scholarship. The mis-
sion of professional schools, technical colleges, and those with a focus on the 
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2  ADJUNCT FACULTY VOICES

liberal arts embody a role for faculty that centers on teaching and service in 
ways that are unique to these communities.

Contemporary institutions of higher education have changed (American 
Association of State Colleges and Universities, 2006; Kezar & Maxey, 2013). 
Economic shifts and increases in grant-based research and entrepreneurship, 
among other factors, have altered employee demographics. Hiring practices 
in many institutions have resulted in shifts where a historically transient and/
or short-term employee population is now the majority. The University of 
Utah is no exception to the changing profi le of its employee community.

A Rising Voice: The Role of Tenure Line and Career Line Faculty

In 2012, a revolution emerged at the University of Utah when tenure-line 
faculty in the colleges of medicine, law, and social work aligned with their 
then auxiliary (now career-line) faculty to examine a 150-year bifurcated 
culture. Historically, the defi nition of auxiliary faculty ran the appointment 
gamut to include any employee outside of the tenure track rank. 

Together, a team of faculty across ranks sought policy changes that 
acknowledged and recognized the contributions of a one-time minority 
subset of employees, including those who held long-term and higher level 
administration positions as well as those recognized for teaching, service, and 
research. What ensued from an initial dialogue was an overhaul of traditions 
and practices resulting in nomenclature accuracy (i.e., career-line), voting 
rights and representation, and contractual changes and opportunities for dia-
logue that challenged the status quo.

Who Has The Power? A Historical Review of Roles and Their Impact 
on Systems Change

Within organizations, hierarchies and/or bureaucratic structures often deter-
mine how institutions operate and function. At the academy, those with the 
institutional power to effect change are typically tenure-line faculty. The 
privileges afforded this group include long-term employment, a timeline and 
standards for performance reviews, and institutional structures that allow for 
representation and grievances. Prior to 2013, these basic rights for faculty at 
the University of Utah were not afforded to career-line faculty.

Within the University of Utah’s 150 year history, voting rights for tenure-
line faculty have been anchored in institutionalized policies and procedures 
linked to tenure and promotion, membership on the Academic Senate, and 
participation in various governance communities. For many years, the Senate 
was comprised of only tenured faculty members. Then, two watershed events 
changed Senate representation and, along with it, the status quo. First, in 

Web-book.indb   2Web-book.indb   2 10/9/2017   8:55:58 PM10/9/2017   8:55:58 PM



WEB NARRATIVES  3

1970, Senate representation and its benefi ts were granted to faculty members 
in the university’s library system. Second, in the 1990s, student Senate rep-
resentation provided added participation from representatives from each of 
the university’s colleges as well as representatives from the associated student 
body. With these additions, all members of the university community were 
provided with a seat at the bureaucratic governing table, except for career-line 
(then auxiliary) faculty. 

Reliance on Policy as a Tool for Equity in the Workplace 

In 2007 a Northwest Commission on Colleges and Universities accreditation 
review revealed inconsistencies in policies and procedures for its non-tenure 
track faculty. Among the recommendations were requirements for the uni-
versity, and its various colleges, to develop and enact specifi c policies for hir-
ing, evaluating, reappointing, and promoting its auxiliary (now career-line) 
faculty. In response to the accreditation recommendation, department level 
reviews were conducted across colleges revealing variances in job descriptions 
and inconsistencies in policies for evaluations and retention.

An even closer look at employee profi les revealed a disturbing (for some) 
and empowering (for others) profi le of the university’s non-tenure track 
employees. The number of clinical faculty (i.e., those at a .50 FTE or higher), 
particularly those affi liated with the Colleges of Law and School of Medicine, 
caught the attention of those in positions to challenge the norm. As one 
stakeholder reported, efforts to promote movement toward greater equity 
and a change in the university’s structure were necessary as “the socially just 
thing to do.” 

While the charge to create an equitable and just workplace for the unten-
ured seemed straightforward regarding a target audience (i.e., non-tenure 
track faculty), the devil was in the details. As with many institutions, those 
outside of the tenure track rank fi ll a range of positions based on nuanced 
expectations for teaching, research, and service. At our institution those 
within the non-tenure track ranks in the School of Medicine, for example, 
are particularly idiosyncratic. Assignments include but are not limited to: 
part time, full time, those who work in labs and hospitals, and those who 
serve in both paid and unpaid supervisory positions overseeing interns and 
residents housed both within the university system as well as within the com-
munity. Within the College of Education, career-line faculty include salaried 
individuals as well as those working in fi eld settings as practica supervisors 
or mentors.

The presumed catch-all category for faculty, historically known as 
adjuncts, quickly revealed a highly complex system of varied roles and 
responsibilities across departments and colleges. 
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4  ADJUNCT FACULTY VOICES

Analyses of job descriptions further delineated categories of faculty 
within a layered employee demographic. Due to these complexities the uni-
versity set priorities for policy development beginning with faculty appoint-
ments at a .50 FTE, or higher, and an employment history of more than 
three years. From a practical perspective, acknowledging the varied roles and 
assignments was the fi rst step toward the development of inclusive represen-
tation and policy development. 

Next Steps

To ensure what would likely appear as a non-threatening action, the 
nomenclature for auxiliary faculty changed in 2012. A lengthy process 
that included the appointment of a task force, faculty expertise from the 
College of Law, and support from other colleges, resulted in the creation 
of a proposal to the Academic Senate. Following a full Senate vote, the 
term career-line was approved and adopted to more aptly refl ect the work 
of those at this rank. 

Encouraged by the 2012 vote, a 2013 tenure-track and career-line 
faculty task force proposed and received Senate approval for policies that 
extended Senate representation and voting rights to career-line faculty across 
colleges. In 2015, another proposal was subsequently passed and included 
policy updates for career-line procedural rights (versus substantive rights) 
for reappointments, promotions in rank, and delineated criteria for related 
decision-making. A career-line reappointment committee was also estab-
lished, with limited but important advisory contributions on policies and 
procedures. 

At present, career-line appointments include clinical, lecturer, and 
research faculty. Adjunct and visiting faculty remain separate categories with 
limited institutional support structures at this time. This group includes 
those at a .5 FTE or lower and whose assignments are more transient. A 
standing career-line subcommittee will continue examinations of the rights 
and responsibilities for this group of faculty members.

Informal Mechanisms for Information Sharing and Culture Building 
Through Faculty Learning Communities

Key to institutional support for career-line faculty is a culture where stake-
holder networks support employee rights and create policies that are affi rm-
ing. Specifi c goals were designed to retain faculty, offer longer term contracts, 
and enumerate avenues for grievance/and problem solving, as appropriate. 
These levels of institutional commitment appear relatively straightforward 
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WEB NARRATIVES  5

but bring unique challenges, particularly within institutions that have been 
historically divided across their employee ranks.

Faculty Learning Communities – Yours, Mine, and Ours
Building allyships took place through informal and more formal venues as 
catalysts for information sharing and problem-solving. A series of meet-
ings organized and hosted by the University of Utah’s Center for Teaching 
and Learning Excellence (CTLE) provided prompts for interested faculty 
members from across various areas of study to meet with like-minded peers 
to discuss commonalities in their respective work. A series of semi-formal 
lunches for faculty were organized across themes of interest to faculty groups. 
In addition to the career-line faculty group, sustainability, transdisciplinary 
research, and integrated learning were among the topics explored. Periodic 
large group discussions as well as smaller meetings provided a venue for cam-
pus dialogue through platforms for issue-based conversations. 

During its fi rst year, the faculty learning community (FLC) framework 
(Cox, 2013; Cox & Richlin, 2004) provided four faculty groups with an 
informal structure for faculty from across campus to share their respective 
stories on life at the University of Utah. During subsequent years, eight FLCs 
were developed. 

Over time, the clinical faculty group added additional participants who 
joined in the discussions and engaged in more systematic conversations 
related to newfound knowledge in variance in faculty roles, contract stipula-
tions across colleges, and rights and responsibilities affi liated with appoint-
ments. With time, specifi c insights from career-line faculty from the College 
of Law joined the conversation. The lid was off. What began as informal 
conversations quickly turned to venues for discussions and platforms for 
information sharing, updates on Senate activity, and space to review changes 
in existing policy. 

Current efforts by the career-line FLC include research into faculty 
members’ perspectives on their university roles, their perceived needs, and 
their challenges. Findings from 2015 have been informative in unexpected 
ways First, accurately defi ning those who constitute career-line faculty has 
required investigations into titles, assignments, and roles; for example, 
adjunct in one college was often defi ned quite differently in another college. 
Second, remaining persistent in information gathering has required a scope 
and sequence for gathering and evaluating data. Third, ensuring that invita-
tions for participation and engagement in discussions are comprehensive, 
consistent, and safe is important.

Among the most daunting tasks in our work has been accurately defi n-
ing those who constitute career-line faculty. Because terms such as clinical 
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6  ADJUNCT FACULTY VOICES

faculty have historically served as a catch all for most employees in teaching 
and research positons, defi ning eligibility for voting rights, representation, 
and long-term contracts proved challenging. For example, faculty appoint-
ments differ in how titles are used and interpreted (e.g., clinical instruc-
tor, adjunct, researcher). Institutionally, fi ne-grained defi nitions of various 
roles have been necessary to ensure that policies and procedural changes are 
directed specifi cally at those who possess full-time employment and those 
who have been employed at least three years—what university policy now 
refers to as “long-serving.” 

Building a Profile

Efforts to gather feedback from career-line faculty have required the more 
typical levels of persistence common to program evaluation efforts. A career-
line task force committee of tenure track and career line faculty members 
completed a campus-wide data gathering effort to ascertain career-line per-
spectives on their roles on campus. What we envisioned as a groundswell 
of participation through a survey as a mechanism for a “voice” in decision-
making did not pan out as intended. That is, asking for perspectives and 
participation to share the insights of career-line faculty has required the same 
levels of consideration for any other form of data collection. Survey develop-
ment, accuracy in contact information, and an analysis of fi ndings are the 
procedural outcomes thus far. Of note, however, are the implications for fail-
ing to adequately identify contact information for a signifi cant percentage of 
career-line faculty. Inaccurate contact information has likely impacted survey 
return rates.

Giving Voice

While the survey return rate was low (i.e., 25%), participant responses high-
lighted areas of concern, including the need for extended contracts leading to 
greater job security, higher compensation for work assignments, opportuni-
ties for advancement in positions, transitions to tenure-line positions, and 
clarity in work and evaluation expectations. 

At the University of Utah, four critical components have affected poli-
cies for its career-line faculty. These efforts have provided a place at the table, 
institutional recognition, and voting privileges. The themes include the 
following:

• Adhering to accreditation mandates
• Using the power of those in power to leverage equality
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WEB NARRATIVES  7

• Building “allyships” among the ranks
• Building systemic platforms for ongoing communication (e.g., FLCs)

Recommendations for Other Institutions

To combat practices that reinforce a caste-like system for faculty, institu-
tions are encouraged to engage in self-studies that allow for proactive culture 
building aligned with employee rights and responsibilities steeped in policy. 
An institutional self-study that is encouraged or mandated by upper admin-
istration puts teeth into the effort. The following tasks are recommended for 
other institutions:

1. Engage in discussions that highlight the rationale for committing to a 
historically underrepresented faculty population. 

2. Encourage an ethos for inclusion that exceeds compliance with man-
dates (e.g., accreditation). While compliance may prompt action, it 
does not have to be the end goal.

3. Appoint a committee to include faculty from multiple ranks and posi-
tions.

4. Identify the target audience for whom actions will be taken as a fi rst 
step with an understanding some employee groups are not repre-
sented. As noted at Utah, those defi ned as adjuncts span a continuum 
in rank, pay, job assignment, and longevity at the institution.

5. Examine the current policies and procedures for those outside of the 
tenure track rank to 

6. Determine if there is consistency and equity in how policies are 
enacted across the institution for designated groups. 

7. Ascertain feedback from those within the demographic of study. At 
Utah, survey feedback was sought from identifi ed faculty outside the 
tenure track rank to understand perspectives on working conditions, 
priorities, and issues of concern. 

8. Develop short- and long-term plans for addressing faculty differences 
and determine how the institution will delineate policy over time for 
individuals across groups (e.g., full time, part time, paid and unpaid).

Essential to the work of equity in the workplace is a process where indi-
viduals in varied roles with administrative and leadership capital work within 
systemic structures to ensure lasting and policy-based decision-making. 
Goodwill and camaraderie do not ensure equity and access. 

At the University of Utah, tenure-line/career-line teams have success-
fully informed decisions to revise policies that clearly enumerate rights and 
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8  ADJUNCT FACULTY VOICES

responsibilities. To meet this goal required collecting data that delineates 
institutional demographics, identifying perspectives of community mem-
bers, understanding the process of navigating institutional governance struc-
tures, and building collegiality among stakeholders across ranks. The strength 
of those with the cultural capital to navigate the bureaucracies of higher edu-
cation (i.e., tenure-line faculty), yoked with the expertise and commitments 
to higher education of career-line faculty, have contributed to a more robust 
community, one that more closely aligns with the often espoused values, 
respect, and knowledge that are hallmarks of higher education. 
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Narrative 2 
Leveraging the Resources of Adjunct 

Faculty to the Benefit of the University
Opportunities for Deans, Department Chairs, and 

Full-time Faculty
Eugene H. Foster

I began my long journey as an adjunct faculty member 40 years ago while 
still in graduate school and continued to serve in that role for most of the 
intervening years. During that time, I was able to create meaningful profes-

sional connections with regular faculty members, department chairs, and deans 
in institutions ranging in size from small liberal arts colleges to major research 
universities. In addition, I have had the benefi t of working closely with adjunct 
faculty while serving for fi ve years as a tenure track faculty member.

My motivation for maintaining adjunct status all these years is that 
teaching and engaging students and faculty has enhanced my career as a psy-
chologist and non-profi t agency executive. I have learned that when teaching 
I remain more current in my professional practice and, am able to take the 
opportunity to partner with full-time faculty to the benefi t of my full-time 
employer. In the same way, as a psychologist and executive, I have brought 
“real-life” experiences into the classroom to the benefi t of my students. In 
short, the adjunct experience has enriched my career and made me better at 
both of my jobs. I am able to blend the experience available from both posi-
tions into a single career.

While I understand that the opportunities and experiences I will share in 
this chapter are particularly well suited to my fi eld as a practicing psycholo-
gist and may not generalize to all academic areas, I do believe other applied 
disciplines, particularly those found in professional school environments, 
naturally lend themselves to the synergistic relationships I will discuss herein. 
Business, law, engineering, health care, and education would all appear to be 
good fi ts. However, it is entirely likely that adjunct faculty teaching in core 
liberal arts disciplines will need to explore connections with full-time faculty 
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10  ADJUNCT FACULTY VOICES

and administrators that are different than those that have enriched my career. 
I also recognize that not all adjunct faculty members have full-time compat-
ible employment outside of academia. For these reasons, my experiences and 
recommendations may not apply to all.

Being a full-time faculty member early in my career, no doubt, provided 
an understanding of the structures and systems in colleges and universities to 
a degree that may not be possible for some with less university experience. I 
have had the added benefi t of service on university committees (administer-
ing grants with the university structure and other experiences usually reserved 
for full-time faculty), and I see almost endless possibilities for adjuncts and 
regular faculty to connect with one another well beyond the scope of their 
classroom teaching. The key for adjuncts is to fi nd ways to align their profes-
sional goals and those of their place of principle employment with the goals 
and direction of the college or university in which they teach.

One natural goal alignment that has worked well for me stems from 
the fact that almost all tenured faculty members have research agenda as 
an expectation of their continued employment and advancement. Some, 
especially early in their academic career, actively seek settings where they are 
able to conduct meaningful research. Similarly, most business, professional, 
and government organizations that employ those of us who teach part-time 
need data, evidence, consultation, and evaluation expertise to inform their 
practice or to document the impacts and outcomes of the work they do. 
It becomes the responsibility of adjunct faculty to invite full-time faculty 
with the required expertise and their student research teams to develop pro-
posals to meet their employer’s needs. Project evaluations, outcome studies 
for grants, and staff training events are great opportunities to create organi-
zational/university connections that benefi t all parties. In my experience, 
full-time faculty, their universities, and adjunct faculty members’ primary 
employer welcome such arrangements. In many cases, no additional money 
is required to make these arrangements happen. However, when funding is 
required, the adjunct’s employer may be able to justify the expense or work 
in cooperation with the college to secure extramural funding. I have success-
fully created such research and training connections at two different colleges 
where I served as an adjunct. In both cases these connections were produc-
tive and led to long-term relationships between my principle employer and 
the college where I worked part-time. Publications; conference presentations; 
and, in one case, data for two dissertations resulted. Not every organiza-
tional/university goal alignment I tried met with success. Most, however, did.

Another way I enriched my experience as an adjunct was to make myself 
available to guest lecture and team teach. In my experience, full-time faculty 
members are generally looking for ways to enhance the experiences of their 
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WEB NARRATIVES  11

students and to lighten their own load. The “real life” perspective of the 
adjunct is welcome in the classroom. This arrangement, of course, can be 
reciprocal. Students in classes I taught as an adjunct benefi ted when full-
time faculty guest lectured. On occasion, I have held university classes at my 
principle place of employment and invited regular full-time faculty to guest 
lecture on my professional territory. Sometimes a gift certifi cate or hono-
rarium was involved, most of the time, not. Quid pro quo carried the day!

Students are increasingly expected to have in situ, real-life learning 
experiences as an integral part of their training. These include job shadow-
ing, externships, internships, practicums, and service-learning opportuni-
ties. I found that volunteering to serve as a site supervisor or coordinator of 
such placements at my primary employment setting was welcomed by the 
university at which I served as an adjunct  and embraced by my employer. 
Employers, I’ve found, see benefi t in having student help and often appreci-
ate having a university affi liation. Similarly, department chairs, deans, and 
placement coordinators I’ve approached with this invitation were quick to 
accept, often resulting in a lasting relationship of mutual benefi t.

So far, I have shared some of my personal experiences as an adjunct fac-
ulty member seeking to create synergistic relationships between the organi-
zations in which I was employed full time and the college or university at 
which I taught part-time. The reader will note that in all examples cited 
I, in my role as an adjunct faculty member, initiated the joint planning of 
each organizational and university connection. This has been the norm and, 
indeed, it was unusual for university faculty or administrators to approach 
me with plans to collaborate. However, having recently returned to full-time 
faculty status, I see many opportunities for the university, its administrators, 
and its faculty to initiate these relationships with their adjunct faculty and 
the organizations in which the adjuncts work.

My current university, like so many others around the country, is under 
pressure to reach beyond their walls in order to remain relevant (Ostrander, 
2004; Watson, 2008). Terms such as outreach, community engagement, and 
translational research have become the common parlance to describe this 
trend (Ostrander, 2004; Watson, 2008). Deans, department chairs, and 
administrators should be looking to their current adjunct faculty to make 
needed community, business, and professional connections. I recommend 
that deans request that each department chair in their charge survey their 
current adjunct faculty base and ask the following:

• Where do you work? What do you do in your primary job? 
• What are your research and professional interests? 
• What are your community connections? 
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12  ADJUNCT FACULTY VOICES

This survey could also identify adjunct faculty who have full-time 
employment outside academia that is compatible with their teaching assign-
ments. The purpose and intended use of such a survey, of course, should be 
disclosed up front and the survey itself should be voluntary. 

With the survey results in hand, the chair and faculty can begin to explore 
possible university connections with the adjunct faculty member and their 
employer. Such connections must be consistent with the goals and direction 
of the college as well as with the goals and direction of the adjunct and the 
adjunct’s employer. Only when goal alignment is established can a plan to 
meet these shared goals be developed.

Another opportunity to develop connections of mutual benefi t is to invite 
adjunct faculty to a luncheon or retreat, the purpose of which would be for 
department chairs and lead faculty to share their program goals and research 
interest with the adjunct faculty and solicit ideas on how the adjuncts and 
their organizations might help the department achieve their stated goals. The 
survey results might serve as a catalyst for the discussions. Such joint meet-
ings should be frequent, perhaps once per semester, and the quest for oppor-
tunities to align organizational and professional goals should be ongoing.

Deans and department chairs also have the opportunity to identify organ-
izations in the community with which they would like to establish training 
and other professional relationships. In my case, these were human service 
agencies or behavioral health providers. When appropriate, these agencies 
become a good source from which to attract adjunct faculty or training site 
supervisors. This is not a new concept in higher education. Indeed profes-
sional schools have recruited adjunct faculty who are connected to organi-
zations that might play a role in training and later hiring their students. In 
these situations it is understood that any adjunct faculty hired must meet cre-
dentialing standards and possess a commitment to quality teaching and the 
skills necessary to demonstrate that commitment. The key is to hire adjunct 
faculty that have both the relations and abilities to support the department’s 
goals without compromising the quality or integrity of classroom instruction. 

Some have argued that adjuncts lack the time or dedication to deliver 
quality classroom instruction. These critics maintain that adjunct faculty 
are distracted by their full-time work commitments or disconnected from 
the rest of the university (Shakeshaft, 2002). Based on my experience, hav-
ing served as both adjunct and regular tenure tack faculty, I beg to differ. 
I would argue that it is the university’s responsibility to their students to 
recruit adjuncts that are a good “fi t” with departmental goals, faculty and 
student research agendas, and university priorities. Indeed when adjuncts are 
hired on this basis, and then intentionally connected with other faculty and 
the work of the department, everyone benefi ts.
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The goal alignment and resulting synergy I am proposing can work 
only with complete buy-in from the faculty and administration as a whole. 
I think it is safe to say that, historically, adjunct faculty have been underap-
preciated and their contribution to their students undervalued (Townsend, 
2012). However, it is a new day. When full-time faculty, department chairs, 
and deans begin to view adjunct faculty as a necessary component to suc-
cess in their outreach and community engagement activities, the potential of 
adjunct connections can be fully realized to the mutual benefi t of universi-
ties, adjuncts, and community organizations.
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Narrative 3
Building Community and Institutional 
Loyalty Through Faculty Development

Kevin M. Johnston and Jody Schade

When it comes to faculty development and commu nity building, 
adjunct faculty can face challenges their full-time colleagues 
do not (Ginsberg, 2011; Kezar & Sam, 2010a; Kezar & Sam, 

2010b; Landrum, 2008; Thedwall, 2008; Ellison, 2002). Several factors 
create adjuncts’ dilemmas: (a) exclusion of part-time faculty in institutional 
missions, (b) lack of equal funding for adjunct development, and (c) the 
hiring of adjuncts for their economic expediency. Despite these factors, the 
professional development needs of adjunct faculty should not be radically 
different from the needs of full-time faculty (Worden & Greive, 2000). That 
said, adjuncts are doubly excluded when institutional habits do not include 
even adequate professional development opportunities for their full-timers. 

In our study involving eight adjuncts, two adjunct coordinators, two  
full-time faculty, two faculty developers, and one college president, we 
sought to discover our participants’ notions of loyalty (to oneself, institu-
tions, students, ideas/missions, and/or colleagues) and the degree to which 
community-building efforts, faculty development, and institutional loyalty 
connect.1 Primarily a thought piece and not yet generalizable, our exploratory 
research revealed that our adjunct colleagues invariably claimed that develop-
ing community would benefi t them and their institutions; however, issues 
emerged in our interviews that brought into question whether engendering 
loyalty should be a concern when creating faculty development programs. 

The authors of this narrative have experienced different approaches to 
faculty development at our respective institutions. At a small New England 
college, professional development experiences are limited to once a semester 
and are conducted face-to-face. A nearby community college uses both face-
to-face and hybrid development programs. 

Mirroring national trends (American Federation of Teachers, 2010; 
Gappa, 2008) adjuncts make up at least half of the faculty at the liberal arts 
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college. Since its inception in 1975, the community college has been staffed 
solely by part-time faculty. In both places, adjuncts alone are chiefl y respon-
sible for creating their own community. Suffi ce to say that under these condi-
tions, we and most of our colleagues fi nd little reason (beyond the paycheck) 
to be devoted to our institutions.

There are no signs that the increased part-time hires are likely to end or 
decline anytime soon. Economically, budgets continue to tighten and the 
hiring of part-time personnel is likely to increase. In cases where the part-
time applicant pool is large, colleges enjoy a buyer’s market as they are able to 
pick and choose to fi nd qualifi ed people willing to work for low wages. This 
situation does little to breed institutional allegiance. 

In recent studies, fi ve key questions have shaped institutional approaches 
for using part-timers (Baron-Nixon, 2007): 

1. What is best for our students?
2. What is quality education, and how can it be achieved?
3. What is equitable for our faculty?
4. What type of academic culture does our institution want to foster?
5. How can we integrate the advantages inherent in using part-time fac-

ulty while minimizing the drawbacks?

For this piece, we sought to answer the following questions:

• How can professional development opportunities grow and sustain 
adjunct faculty loyalty?

• What steps can institutions take to demonstrate adjunct faculty 
“value”?

• Is fostering adjunct loyalty important personally and institutionally? 
• What does loyalty “look” like? 

Study participants identifi ed several concerns they had had about the 
state of adjunct teaching. Each person claimed that developing peer com-
munities was a crucial component of the adjunct teaching experience, that 
adjuncts’ wages were low, and that high-quality teaching was one of their 
biggest priorities. Those we interviewed differed slightly on other issues 
including the exploitation of adjunct faculty, the existence of a hirer’s market, 
adjunct faculty “value,” and the misalignment of part-time faculty develop-
ment with teaching and institutional missions. Primarily, we found that the 
lack of a sustainable peer community caused our adjuncts to feel both less 
valued and less apt to become committed to the institutions in which they 
served. 
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Marnie’s comments echoed many of her adjunct peers’. As an adjunct 
faculty member, her primary concerns centered on the dislocation from her 
colleagues. She claimed her biggest concerns were, “disconnection from oth-
ers, lack of community, lack of opportunities for collegiality, and little shar-
ing of teaching and development resources.” Marnie admitted,  “Adjuncts 
often feel like we’re on our own little island. . . . How can I create and sustain 
community under those circumstances?” Deborah, formerly adjunct faculty 
and now full-time, had sentiments similar to Marnie’s: “As an adjunct, I 
often felt isolated. I taught in situations that didn’t foster community and so, 
worked [under conditions] that weren’t sustainable for me.” Marie, a faculty 
development coordinator, also believed that fostering a connection to school 
community (to the point of creating adjunct faculty cohorts) was one of 
her chief concerns along with preparing adjunct faculty to teach well. “Our 
adjuncts,” Marie stated, “are expected to perform as well as full-time faculty.” 

Adjuncts need to be valued, and institutions can demonstrate value 
through wide-ranging supports, not only fi nancially but also in terms of 
development programming, recognition for teaching well, inclusion in fac-
ulty governance (Kezar & Sam, 2010b), and by creating what Kathryn Linder 
(2012) has identifi ed as spaces for community and teaching development. Edgar, 
president of a small college in New England, also spoke to the importance 
of valuing adjuncts, particularly in times when institutions are experiencing 
a hirer’s market. “Conditions exist in which adjuncts can be exploited,” he 
claimed, “in part because generally people don’t care if adjuncts are under-
paid.” That said, Edgar believed that faculty development support could at 
least go as far as creating positive teaching outcomes. “We need to ensure 
that students have quality teaching. Adjuncts are different than full-time 
faculty because they often cannot develop the same sorts of relations with 
students,” he claimed. Often, adjuncts do not have offi ces—offi ce hours can 
be conducted only on-line—and, because of their lack of connection to cam-
pus events, can face challenges when seeking to help students integrate into 
campus life. Edgar also mentioned that adjuncts need to have their teaching 
aligned with institutional goals and that faculty development can help them 
do just that. But he also mused, “Are we practicing what we preach when it 
comes to claiming that adjuncts get the kinds of support they need?”

Participants mentioned that adjunct faculty were invited to attend all 
institutional and departmental development programs and that those pro-
grams varied widely, from best practices in teaching to creating philosophies 
of development. In our study, most adjuncts were part of electronic mail-
ing lists devoted to development activities. In some cases, as with Marie’s 
programming, adjuncts are even given credit offi cially for attending work-
shops. The general consensus among our participants was that few adjuncts 
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attended programs for a variety of reasons. (Often, adjunct schedules pre-
vent them from attending professional development opportunities.) Even 
though adjuncts are sometimes required to attend professional development 
opportunities, none of the institutions our participants served provided 
direct fi nancial compensation. “But there are many other ways to compen-
sate adjuncts,” Deborah believed, “not just with stipends, but with food and 
community building opportunities.” Adjunct faculty development programs 
do exist in institutions dedicated fi nancially to training faculty. But, as Kate 
mentioned, those institutions without dedicated support or a point person 
in direct charge of adjunct development can lose their adjuncts. Apparently, 
developing loyalty can matter, especially in institutions competing for a small 
pool of teachers, as is the case with the authors’ respective colleges.

Nearly all of our adjuncts claimed that professional development offered 
opportunities to engender faculty loyalty. Deirdre, an adjunct teaching at fi ve 
different institutions in New England, believes absolutely that development 
programs give her a place to meet teachers that she would otherwise not have 
come in contact. Emma, an adjunct teaching at two colleges in the northeast, 
said she “often wondered why we don’t have more local kinds of professional 
development meetings.” Stuart, whose 13 years of adjunct experience was 
spent at one institution, thought faculty development could engender loyalty 

if it was meaningful development. Trying to induce me to learn a course 
management system is not making me feel more loyal to my department or 
the college. . . . But if [the school] was willing to cover my union dues, or 
pay me to go to some manuscript conference . . . I would defi nitely express 
loyalty by teaching what I learned.

Our participants’ notions of establishing faculty loyalty and what such 
commitments might look like varied. We worked from a premise that 
adjunct loyalty mattered and that professional development attitudes toward 
their part-timers ought to include fostering institutional loyalty. Subsequent 
discussions with participants in this study revealed that institutional faculty 
development programs often do not consider fostering loyalty as a goal and 
that the term loyalty may be problematic when thinking about adjuncts’ rela-
tionships with the schools in which they teach. 

We asked our study’s participants the following: How important is creat-
ing and sustaining faculty loyalty to your institution? Responses from partici-
pants varied greatly Marie unequivocally commented that generating loyalty 
was “Über important. But we’re limited because there are no contractual 
or institutional moves to compensate them.” Money mattered in her col-
lege’s support for adjunct faculty development. For Marnie, determining the 
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degree to which faculty development contributed to fostering loyalty was 
hard to assess given an institutional environment that rarely considered creat-
ing an adjunct community important. 

Edgar maintained that institutions should foster a community  in which 
adjuncts felt like they worked together. “What we’re trying to do  here 
[adjunct faculty support] is important. We seek to foster a sense of pride in 
the institution.” The college president also believed in creating a committed 
action among all faculty to their colleges’ missions. Goals for developing 
adjunct faculty should be aligned with institutional goals. One example of 
this type of alignment includes a recent move at our four-year institution to 
refashion our mission statement. At this institution part-time faculty are also 
encouraged to attend faculty senate meetings. 

Deborah commented that she had issues with fostering institutional loy-
alty. “Loyalty should come to each other before loyalty to mission.”  In her 
opinion, adjunct faculty should be loyal to their colleagues fi rst and fore-
most. Rather than fostering institutional loyalty, Deborah feels that, facilitat-
ing positive change within an institutional environment constantly remaking 
itself was the most important factor to consider when creating development 
programs. “When I hear the word, ‘loyalty,’ I think ‘royalty,’ someone serv-
ing ‘the throne’ (the institution and its leaders). I would wish for all faculty 
to be more skeptical (and have the space to be skeptical) rather than loyal.” 

 Barbara, a faculty developer in Boston (a hirer’s market in which com-
petition for positions means less emphasis in professional development as a 
means for community building), believed that loyalty might be desirable in 
some situations, but diffi cult to create in others. 

When asked what loyalty looked like, most participants responded that 
loyalty as community fostered a sense of belonging to an academic culture, 
as part of a family of sorts, much in the way Frakt and Castagnera (2000) 
described professional relationships as something more than just matters if 
institutional collegiality. For Marie, this was extremely important, especially 
in community colleges. For Marnie, loyalty could be created within institu-
tions that compensated their adjuncts appropriately in both salary and devel-
opment contexts. To create care about an institution, that institution must 
care about their individuals’ hopes. Above all things, faculty must trust in 
institutional goals and see themselves as important parts of colleges’ missions. 
For Barbara, loyalty means that adjuncts want to come back to teach. “It’s an 
attitude that they want to return to our students.” 

But Edgar, like Deborah, had problems with the concept of loyalty. He 
always seeks to foster a sense of belonging to his schools and believes that 
loyalty can be virtuous. But in practice, loyalty can become something bor-
dering on the sinister. Edgar asked, 
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What might disloyalty look like? What if faculty [both adjunct and full-
time] at a “teaching” institution sought to do research? Might they be 
ostracized for not bending to community norms? Could criticism of an 
institution also be deemed disloyal”? Does the “family” metaphor also 
include dysfunction?

“This question about loyalty is tricky,” Deborah said, “because it begs 
questions about marketing, branding.” Her questions about the responsibili-
ties of faculty to “sell” the institution explain Deborah’s reluctance to con-
sider loyalty as an important part of a faculty’s professional development. 
In fact, loyalty, for Deborah, can become an obstacle to necessary changes 
especially if that loyalty is driven from the top-down.

Most study participants believed that professional development programs 
could be a means for developing loyalty because they offered the opportunity 
for adjuncts to get together. Workshops and development programs focused 
on adjunct faculty needs demonstrate empathy institutionally,” Marnie 
commented. For Barbara, faculty development programs represented an 
important means for creating stability. “In times of great change,” Barbara 
commented, “adjuncts need stability in order to become loyal. They need 
to see institutions and development offi ces putting in an effort for them.” 
Participants agreed that development programs that focused specifi cally on 
adjunct needs were the most helpful. These programs included course devel-
opment workshops, focus groups, and teaching best practices. “Mostly,” 
Barbara said, “we needed to be thinking outside of the box when developing 
adjunct faculty programming.” 

This is a small project that begs for much larger inspection. We have only 
scratched the surface of the roles faculty development can play in develop-
ing institutional loyalty. Although study participants’ answers support larger 
issues surrounding the development of non-full-time faculty, there has been 
little work done concerning how community might foster institutional com-
mitment within the adjunct faculty they serve. Perhaps loyalty should not be 
the goal of faculty developers in situations where the numbers of adjuncts 
exceed positions available. Even when sought, certain types of loyalty can 
hinder institutional change. In conclusion, we echo Edgar’s sentiments, “The 
‘right’ kinds of loyalty are what we seek. We want to empower adjuncts, to 
treat them well and compassionately.”

Note

1. In an effort to protect anonymity, we asked participants to provide aliases for 
this piece. 

Web-book.indb   20Web-book.indb   20 10/9/2017   8:55:58 PM10/9/2017   8:55:58 PM



WEB NARRATIVES  21

References

American Federation of Teachers. (2010). A National Survey of Part-Time/Adjunct 
Faculty. American Academic, 2, 3–15.

Baron-Nixon, L. (2007). Connecting non full-time faculty to institutional mission: A 
guidebook for college/university administrators and faculty developers. Sterling, VA: 
Stylus.

Ellison, A. (2002). The accidental faculty: Adjunct instructors in community colleges. 
Tampa, FL: University of South Florida.

Frakt, P. M., & Castagnera, J. O. (2000, September). Making adjunct faculty part of 
the “family.” AAHE Bulletin, 53, 6–7.

Gappa, J.M. (2008). Today’s majority: Faculty outside the tenure system. Change: 
The Magazine of Higher Education, 40(4), 50–54.

Kezar, A., & Sam, C. (2010a). Understanding the new majority or non-tenure track 
faculty in higher education: Demographics, experience and plans of action (ASHE 
Higher Education Report, Vol. 36, No. 4). San Francisco: Jossey-Bass.

Kezar, A., & Sam, C. (2010b). Beyond contracts: Non-tenure track faculty and campus 
governance. Retrieved from http://www.nea.org/assets/img/PubAlmanac/Kezar-
Sam_2010.pdf 

Landrum, R. E. (2008). Are there instructional differences between full-time and 
part-time faculty? College Teaching, 57(1), 23–26.

Linder, K. E. (2012). Creating space for adjunct faculty: The multiple roles of cent-
ers for teaching and learning. Journal on Centers for Teaching and Learning, 4, 
33–59.

Meixner, C., Kruck, S. E., & Madden, L. T. (2010). Inclusion of part-time faculty 
for the benefi t of faculty and students. College Teaching, 58, 141–147.

Thedwall, K. (2008). Non-tenure track faculty: Rising numbers, lost opportunities. 
New Directions for Higher Education, 143, 11–19.

Worden, C. A., & Greive, D. E. (2000). Managing adjunct and part-time faculty for 
the new millennium. Elyria, OH: Info-Tech.

Web-book.indb   21Web-book.indb   21 10/9/2017   8:55:58 PM10/9/2017   8:55:58 PM



Web-book.indb   22Web-book.indb   22 10/9/2017   8:55:58 PM10/9/2017   8:55:58 PM



23

Narrativ e 4
Taking Stock

Creating a Professional Development Matrix
Terri F. Reilly

My Path

My teaching career began in 1986. That I had zero teaching experience was 
not a barrier to entry. Although not long out of undergraduate school, several 
years of published work for a popular, alternative paper somehow qualifi ed 
me to teach college kids barely my junior. A dead giveaway of my lack of 
classroom experience my fi rst day was the use of Post-it notes on each desk to 
identify students by name. I was asked back to teach for the next 12 years and 
then left for the private sector, where I stayed for 12 years. I eagerly returned 
to teaching six years ago, committed to spending the duration of my career 
in the college classroom. 

When I began teaching, adjuncts received only minimal instruction that 
centered on departmental procedure, not teaching effectiveness. Professional 
development wasn’t a thing for us. When I returned to teaching six years ago, 
I realized that much had changed. I was up on technology, but its application 
in the classroom was foreign—overhead projectors and paper grade books 
were the norm in the mid-1980s. Additional training would be essential if I 
were to stay until retirement. Luckily, professional development had become 
a thing for adjuncts. 

General Advice

Before starting professional development, I recommend acknowledging three 
realities. First, professional development is not a one-size-fi ts-all process. 
Second, it’s a work in progress, so expect it to be fl uid and ongoing. Third, 
it’s a demanding ride. Know, however, that the better you are at doing your 
job, the more likely you are to retain that job.
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On college campuses today, adjuncts comprise the largest part of the 
teaching faculty. A 2011 report published by American Association of 
University Professors (AAUP) stated, “71 percent of all faculty positions were 
off the tenure track” (Curtis, 2014, p.184). However, professional develop-
ment, while an expectation for tenure-track faculty, has no parallel in the 
adjunct sphere. According to the AAUP report, “little care is taken to enhance 
their [adjunct] professional development and advancement” (Curtis, 2014, 
p.174). Consequently, stewardship of an adjunct’s professional development 
is, for the most part, a self-guided endeavor. The paradox here is that pro-
fessional development for adjuncts is analogous to what we require of our 
students, namely rigorous study. 

Employing a self-directed learning approach can help organize and man-
age professional development goals. Many of us don’t (can’t!) make it a prior-
ity because of the time constraints and other inherent challenges embedded 
in adjunct teaching. We intrinsically understand why professional develop-
ment goes hand-in-hand with improving teaching effectiveness—that’s the 
easy part. The rub for many is fi guring out where to start. I began simply 
with a list that morphed into a planning matrix that helped me chart and 
track my professional development over time.

Creating a Professional Development Matrix

Start by taking stock of your academic life. In other words, self-assess! What 
do you do well? What challenges you? I began with a list of strengths and 
challenges. Writing was easy. I also could structure course content; research; 
and, especially, build relationships. My “clueless” column included my uni-
versity’s learning management system, classroom management, and assess-
ment, among other things. 

Your matrix begins by recording your self-assessment in a spreadsheet 
containing two columns: “Skilled” and “PD” (professional development). To 
begin, list what you do well (Skilled) because that column could inform what 
you don’t (PD). List everything, even if it seems unrelated. For example, “I 
am good at writing substantive comments on student papers” had a place in 
my skilled column. However, “I struggle with grading in a timely manner” 
had a spot in my PD column. Record everything you can think of in that 
way. This initial self-assessment phase requires time and thought, so commit 
chunks of time to completing it. It will be challenging to move forward with-
out it, so slot it on your calendar and do nothing else at the appointed time.

When you have exhausted the PD possibilities, save a master copy of 
your self-assessment. Working from the non-master, identify similar items 
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or patterns in your PD column. My PD column, for example, included 
many similar items about what was happening in class. One was “getting 
students to contribute” and, interestingly, another pattern showed that I 
was talking too much. Taken together, I could determine a pattern that 
my emphasis on lectures contributed to diminished student contributions. 
Identifying patterns is an integral step in building a professional develop-
ment matrix. 

Next, create general categories in which patterns will be placed. Using 
my previous example, getting students to contribute in class and my reli-
ance on lecturing (an in-class activity) both have to do with my teaching. 
However, “teaching” is too broad of a category and, therefore, not useful in 
matching needs with solutions. Taken a step further, what happens in class 
could be classifi ed as teaching techniques. You should create a new column in 
your matrix spreadsheet for each category. This step will be completed when 
all items from your PD column have found a place in one of your category 
columns.

If new to teaching, determining proper educational terminology to label 
you categories can be challenging. For example, in some institutions, grading 
is now student assessment (not to be confused with program assessment). Don’t 
trip up on semantics; label your categories with words that make sense to 
you. Take care, however, to capture all patterns and categorize them (e.g., all 
grading related items in the grading column). However, learning educational 
terminology should be a short-term objective. 

Determining Professional Development Priorities

Set priorities based on your category columns. Now, create three more 
columns to be used as a priority ranking system and label each as follows: 
1—CS (current semester); 2—AY (academic year); and 3—S (summer). 
Now comes the hard part: Determine your most pressing needs by review-
ing each item in each category and ranking according to the described 
system. This requires honest self-examination of your needs and, indeed, 
your life.

To be clear, professional development can be daunting. When I began 
fi ve years ago, I spent every waking moment outside the classroom learning 
how to be a better teacher. Not every adjunct can make that commitment, 
but I was at a point in my career and life where I could. My current life situ-
ation—in the early twilight years of teaching with a young-adult son who 
doesn’t live at home and a supportive (academic) spouse—affords me what 
can’t be bought: time.
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The adage “time is money” is never truer than it is for adjuncts because 
most are only paid per class. Many must cobble together enough courses 
to eek out a living, with some resorting to “freeway fl ying” (i.e., driving to 
and from classes at different institutions). An adjunct colleague of mine 
recently calculated the cost of being a dedicated instructor and was devas-
tated to learn she made the same hourly wage at her Trader Joe’s day job 
stocking bananas as she does teaching. However, her passion is to teach 
human rights and stocking bananas affords her that career possibility. 
Most adjuncts recognize that teaching and making money are not mutually 
exclusive! 

There’s one more step before determining your professional development 
priorities: a thorough and honest examination of your teaching motivation. 
For many of us, the dichotomy between being a student-centered instructor 
and looking for ways to make our job easier is a constant reality. Many factors 
come into play, including teaching load, other work-related duties, day jobs, 
family obligations, and teaching philosophy, to name a few. Regarding the 
latter, I employ a staunch student-centered philosophy to a fault. Using the 
earlier example of making substantive comments on student papers (student 
centered) versus timely grading (not commenting, thereby saving time) is 
a perfect contradiction. For me, timely grading serves no purpose without 
substantive comments. Being student centered takes time. Recognizing your 
motivations, limitations, and philosophy will allow for realistic professional 
development planning.

With that in mind, go back to the priority ranking system. Working 
from the spreadsheet copy (always maintain a master copy of your process 
to refer back to, if necessary), review each item (e.g., timely grading) in 
each labeled category (e.g., grading). Determine your priorities by add-
ing 1, 2, or 3 in front of each item, along with its corresponding category. 
For example, you’ve chosen timely grading (an item located in the grading 
category). Rename that item: “1 – Grading – Timely Grading.” This allows 
relevant information to be organized by priority (1), category (Grading), 
and PD item (Timely Grading). Follow suit with all items in each category, 
but keep in mind your overall workload. For example, my fall semester 
is jammed, while spring is lighter, and summer even more so. However, 
I travel a lot during the summer. Carefully prioritize your workload by 
balancing your timeframe workload accordingly. In other words, take care 
when assigning 1, 2, or 3 to each item to ensure all 1s can be accomplished 
during the current semester (CS). Feel free to take liberties with how you 
choose to prioritize; it must work for you. Scale it down. Devise a system 
that makes sense to you. Regardless, the key is to do ongoing training each 
and every semester, even if you complete only one or two items. 
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Determine Professional Development Goals

You’re now ready to determine and organize goals. Begin by copying and 
pasting all like-item entries into the corresponding prioritized columns (e.g., 
1 in CS column, etc.). Clearly, the CS column is your starting place. Apply 
a critical eye to that column to determine if you can realistically tackle eve-
rything in the CS list. Items that you decide require more in-depth study 
should be chunked out. If training on the learning management system, for 
example, is a CS goal, recognizing the sheer depth of such a project might tell 
you that it cannot be accomplished in one semester. Gauging goals in such a 
manner helps manage them. Say, for example, you can’t learn the system in 
one semester. Instead of putting it off until time permits (which is never!), 
review priorities and highlight patterns. If assessing students is a reoccurring 
theme among your 1-CS priorities, then learning your system’s assessment 
tools could be chunked out and listed under your CS column with other seg-
ments shifted out. Apply the same process of parsing out all your goals with 
some 1-CS goals shifting to 2-AY or 3-S columns. Irrespective of any goal, 
it’s critical to balance each one in terms of time expenditure (e.g., training 
on the learning management system) with time allotment (e.g., learning the 
assessment tools of the system).

Identifying Professional Development Resources

With your prioritized professional development matrix completed, you’re 
ready to actually do some professional development! Start by identifying 
internal and external professional development resources. Look in your 
own back yard. Internal comprises all resources that your university offers 
adjuncts, such as orientation, teacher training, mentor/support groups, writ-
ing center, IT support, and library access. External consists of everything 
else, including, for example, teaching-improvement websites, professional 
sources such as AAUP, and publications on teaching. (More on this later.)

Internal resources yield a greater return because they are generally eas-
ier to identify and, in most cases, available at no cost. Because professional 
development is an expectation of tenure-track faculty, many universities have 
faculty development centers (FDCs) or programs that focus on teaching and 
learning. Higher education’s reliance on non-tenure-track faculty has made 
professional development for adjuncts an imperative. Consequently, many 
universities extend those services to adjuncts. Ask if your institution does. 
Discovering my university’s FDC was a game changer. It is where I began 
professional development training, spent every waking moment outside the 
classroom, and learned how to be an effective teacher. I spent so much time 
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there that I eventually claimed squatter’s rights in a corner workspace and set 
up shop. 

My FDC offers a comprehensive array of services, which include learn-
ing management system training, workshops, webinars, individualized train-
ing (both face-to-face and online), teaching improvement resources, and 
faculty learning communities, to name a few. My FDC also provides adjunct 
faculty with physical place complete with technology equipment and expert 
staff. It coordinates faculty learning communities (FLCs), which are inter-
disciplinary and comprised of junior and senior faculty, adjuncts, and staff 
who directly support learning (library, technology, advising, etc.). FLC topics 
include assessment, critical thinking, experiential learning, information liter-
acy, problem-based learning, rubrics, taxonomies, transformational teaching 
and learning, working with ESL (English as a second language) and interna-
tional students, and writing.

If you have access to a faculty development center, take full advantage of 
its services as a “one-stop shop” to match your prioritized goals with available 
professional development resources. And if you have trouble getting started, 
request an appointment with FDC staff to “talk through” the process. Many 
FDC staff hold masters or doctoral degrees in educational technology/design, 
making them valuable allies in supporting your professional development.

Beyond the wealth of resources your FDC offers, there are a number 
of other internal avenues that can aid your professional development. Once 
again, the process begins in your backyard by making an appointment 
with your department chair. Chairs are a particularly overburdened bunch. 
However, it’s to a chair’s advantage to have well-trained adjunct faculty mem-
bers on whom to rely. If you’re new to a department, do your homework fi rst 
to understand the culture and course offerings. A good approach is to ask 
your chair about the needs of the department and how you might be part of 
the solution. Another avenue involves networking, a concept more at home 
in the corporate world than in academe. However, it should have a spot in 
your professional development plan for one simple reason: there are generally 
more opportunities available to a “known quantity.” Getting known at your 
institution requires exposure to a variety of faculty. My single best investment 
of time was to participate in my FDC’s faculty learning community (FLC). 
In addition to acquiring invaluable knowledge about teaching, it introduced 
me to dozens of faculty from all parts of my university. I not only was a 
dedicated FLC participant but also made a point to keep in touch (network) 
with other FLC faculty by e-mailing them relevant articles and ideas. That 
eventually led to the acceptance of my fi rst, fi rst-year seminar proposal (a 
class I teach every fall) and to an invitation to create a new capstone course, 
which I now teach every semester. 
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If your internal resources are limited, focus on identifying external 
opportunities. Use the same method as described to match external resources 
with priority goals. Ask your library staff for suggestions. Consider forming 
an adjunct professional development support group that could operate as a 
learning community. Other options include books, workshops, professional 
organizations, and online sources. In regard to the latter, there are plenty 
of possibilities. For example, research for this narrative led me to a num-
ber of exceptional resources, including the Professional and Organizational 
Development Network in Higher Education (POD). Regularly read edu-
cational publications such as The Chronicle of Higher Ed and Inside Higher 
Ed, and frequent online sites such as Faculty Focus (www.facultyfocus.com) 
and Open Educational Resources (OER, www.oercommons.org). edX offers 
an online course titled, “The Art of Teaching.” MERLOT and LYNDA are 
chock full of resources. Conferences, such as South by Southwest Edu, usu-
ally publish their content. 

Matching Goals to Resources

With resources identifi ed, you’re ready to match them to your goals. Go back 
to your matrix and insert three new columns between each of your 1, 2, or 
3-goal columns and label each “Resources.” For example, immediately to the 
right of your 1-CS column will be a column that will contain internal or 
external resources for each priority goal. Plug in all applicable resources as you 
discover them. Using the example of the 1-CS goal of learning the student-
assessment segment of the learning management system, your corresponding 
notation in the resource column would be “FDC,” noting the professional 
development resource is available through FDC. This will provide a handy 
reference to keep track of the resources that you have matched with your goals. 

Keeping track of your research and resources is a critical part of a pro-
fessional development plan. An important companion piece to your matrix 
should be an information repository system. I rely on Evernote because of its 
seamless, cloud-based interface. If I fi nd an article in The Chronicle of Higher 
Education to save, a simple click on the menu-bar in the Evernote extension 
button offers a dropdown menu of my categorized “notebooks,” which cor-
respond to my prioritized goals.

Action and Maintenance

Now you have a fully formed matrix to guide your professional development 
path. Putting it into action is fairly simple with the focus on 1-CS items. 
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Action begins, for example, with scheduling FDC time to learn the student-
assessment segment of your system. Follow suit accordingly based on your 
individualized matrix. 

Your matrix will require regular, ongoing attention. If not treated as a 
living document, it will cease to exist before mid-semester. My rigorous, 
matrix-driven professional development plan opened many classroom doors. 
So will yours.
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Narr ative 5
First Things First

Emily Van Duyne

I now think of myself, perhaps problematically, as one of the lucky adjuncts. 
In the fall of 2014 I began teaching full-time at the four-year liberal arts 
university where I had taught as an adjunct in the writing program since 

2010. After a contracted year as contingent, full-time faculty (a “13D,” in 
the parlance of the union, a branch of the American Federation of Teachers, 
hereafter referred to as the AFT), I started on the tenure track on September 
1, 2015. This came on the heels of fi ve years of working as an adjunct at 
the bulk of the colleges and universities in the South Jersey area, two simi-
larly sized community colleges and the aforementioned mid-sized liberal arts 
school. I taught similar course loads, and courses, at all three of these rela-
tively similar institutions, but it was only at the four-year college that I was 
allowed the possibility of transitioning from adjunct faculty to the tenure 
track. In retrospect, it seems impossible to deny that this had everything to 
do with being part of a union that constantly strives to do the best it can for 
its members, with the philosophy that this will, in turn, allow them to do the 
best they can for their students. At the four-year college, this means all of its 
members, including contingent faculty. For me, that ended up making all 
the difference.

In 2009, with a newly minted MFA in creative writing and working 
part-time at a series of offi ce jobs, I started teaching as an almost chance act, 
having run into a friend at a reading at Stockton College—now Stockton 
University—where a number of friends and former high-school teachers 
taught, both full time and part time. This particular friend, Christine, was a 
full-time high school English teacher at a local public school, who also taught 
part time at Stockton and part time in Rosemont College’s MFA program in 
nearby Philadelphia. What was I up to, she wanted to know, and why wasn’t 
I teaching? I left with the e-mails of various department chairs and coordina-
tors from local colleges; within the week, I had a tentative course scheduled 
at a community college for the fall.
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Higher education’s dependence on contingent labor is now thoroughly 
documented. According to the American Association of University Professors 
(AAUP) website, non-tenure track appointments of all kinds now make up 
76% of instructional positions at U.S. institutions of higher education. In 
May 2015 Forbes magazine reported, 

In 1975, 30 percent of college faculty were part-time. By 2011, 51 percent 
of college faculty were part-time, and another 19 percent were non– tenure 
track, full-time employees. In other words, 70 percent were contingent 
faculty, a broad classifi cation that includes all non–tenure track faculty 
(NTTF), whether they work full-time or part-time. (Edmonds, 2015)

 Even with this slight disparity in numbers, which is likely due to 
the way each source classifi es instructional appointments, this is proof 
of what most adjuncts and, I daresay, anyone working in higher edu-
cation and paying even the slightest attention has known for some 
time: Without contingent labor, higher education would collapse. 
Oddly enough, this is not always apparent to students; short of naming one’s 
adjunct status to them, they simply see another professor standing at the 
front of the room—and the labyrinthine ins and outs of the tenure process, 
with its assistant, associate, and full professors confuses most of the intel-
ligent adults to whom I attempt explaining it. As such, I would be remiss 
if I pretended that, in the summer, and even the fall of 2009, I even knew 
the meaning of the word adjunct. Although I liked to think of myself as 
politically conscious, my good friend from college recently informed me 
that during our junior year at Emerson College there were a series of (ulti-
mately successful) student led protests to ensure a living wage for the school’s 
adjunct instructors; I have no memory of this. So while I harbored no delu-
sions that I was entering into a professorship that fall, I was also in a state of 
blissful ignorance regarding higher education’s labor problem. My attitude 
was experimental—I was trying teaching on for size. What did I have to lose? 

Nothing, it turned out. And I soon discovered I had everything to gain, 
by which I mean I was willing to do pretty much anything within reason to 
be able to continue teaching. By week two, I was head over heels for what 
turned out to be one of the great loves of my life; teaching writing and litera-
ture for me was and is vocational, a job that combines my fi erce love of lan-
guage with my inherent professional abilities. Naturally outspoken, always 
comfortable in front of a crowd, able to zero in on the skeleton of a chosen 
text, I was a born teacher. My initial joy at this, though, was relatively short 
lived as I quickly ran smack into its accompanying anxiety—how could I 
possibly live on $575 per credit hour and no health benefi ts? 
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I imagine this is the story of so many adjuncts. Logic dictates that, 
given the heavy workload and low pay of adjunct teaching, one would 
be reluctant to continue unless they enjoyed it. For that reason, I pur-
sued teaching at almost every local college, and by the fall of 2013, I was 
teaching 24 credits at 3 different colleges, on 4 different campuses—
all writing intensive courses geared toward fi rst-year students, many of 
them at-risk. In the time that ensued since I began teaching, I had given 
birth to a son and left my marriage. I was now a single mother pay-
ing out of pocket for my son’s health benefi ts. Something had to give.
But what? Prior to teaching I had felt lost, at least professionally. Even gradu-
ate school left me rather cold—I realized about a year into my MFA that what 
I wanted was a doctoral program, having lit up like a proverbial Christmas 
tree once I started writing a long critical paper on Sylvia Plath. The poetry 
workshops felt dull and lacking academic rigor. Here, in my own classroom, 
I began designing and teaching courses based on academic questions I had 
long wanted to address in my own writing and research, or poems I wanted 
to write but was advised were “too technical, too long”: intertextuality and 
obscenity in D.H. Lawrence, A.S. Byatt, and the Marquis de Sade; the power 
of the narrative weighed against the power of the propaganda in Gone With 
the Wind (1936). Plath and Plato. Martin Luther King Jr. and Malcolm X. 
Questions about satire and questions about beauty. Even early on, I had 
explored some of these themes and writers in my expository writing courses 
at the community colleges; at the four-year college, however, with its unique, 
interdisciplinary, liberal arts curriculum, I felt like I had died and gone to 
intellectual heaven. I had found my purpose and my people. 

While teaching so many courses so consistently and at so many schools, 
one thing became very clear, very fast—the more closely associated the 
adjuncts were with the union, the better the situation was for them. This was 
illustrated time and again for me by contrasting the work I did at the four-
year institution with the work I did at the community colleges—by the fall of 
2012, I was working at two. The most obvious difference was the pay—New 
Jersey is a state with a strong history of labor and trade unions, and education 
is no exception. There had long been credit limits to adjunct teaching—9 
per semester at the community colleges, 12 over an academic year at the 
4-year schools, with overload restrictions and an overload pay requirement 
at both. One might imagine that this would work to keep dependence on 
adjunct labor low; but, as the policy does not forbid adjuncts from meet-
ing the credit limit at multiple institutions, it’s essentially a worthless policy, 
which then forces adjuncts in the state to become freeway fl iers. It also allows 
each institution to remain, at least on the books, in a state of blissful, moral 
ignorance of the system they both participate in and perpetuate; there is little 
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acknowledgment of the fact that almost every adjunct who works at one local 
institution also works at the other, or rather, that they share dozens, if not 
hundreds, of the same employees. Never once, for instance, in my fi ve years 
as an adjunct, did any of the three institutions I was working at, which are all 
within 30 miles of one another, organize it so that they shared a spring break. 

The difference at the four-year school was, adjuncts were able, but not 
required, to become full members of the union. When I started there in 
the fall of 2010, adjuncts started at $1,200 per teaching credit hour; as I 
write this, the pay has risen to $1,350 per teaching credit hour, $100 short 
of the assistant professor rank. This is due in no small part to their union 
membership, but is strengthened by the fact that with membership comes 
representation—an adjunct is elected as vice-president of the adjunct union. 
This person attends executive committee meetings; accompanies the offi cers 
to Trenton, New Jersey, for negotiations; and is paid roughly $3,000 over the 
course of a given academic year for their services (Fecteau, 2015). 

By contrast, at the community colleges where I worked, adjuncts are 
barred from either joining or forming a union. In the fall of 2013, there was 
a strong attempt by adjuncts to unionize at one of these community colleges. 
However, it was swiftly and forcefully blocked by the then-president of the 
faculty union, who refused to allow us to place literature in the adjunct mail-
boxes, stating repeatedly that the union laws required we speak to any poten-
tial member in person (the community colleges in New Jersey are part of the 
New Jersey Education Association, not the American Federation of Teachers). 
The old saying about strength in numbers both applies here, and does not—
at the four-year school, the fusing of adjuncts with full-time faculty in the 
union offers protection on many levels. At the community colleges, adjuncts 
in the English department, where I worked, easily outnumbered full-time 
faculty 6:1—but none of that mattered. Without the directed organization 
of a union, adjunct numbers at that institution have ballooned, while the 
pay has remained stagnant for nearly 20 years (“Frequently Asked Questions 
About Atlantic Cape Adjunct Teaching,” 2015). 

Of course, pay is only one element of a larger picture, and unioniza-
tion at the four-year school has led to multiple other avenues for adjunct 
success, not the least of which is professional development. Union contracts 
and negotiations are at least partly responsible for summer institutes and 
assessment projects in that their union negotiates a set rate for professional 
development (Council of New Jersey State College Locals, AFL-CIO, 2015) 
that the university must pay; at the four-year college, this development is 
myriad, fascinating, open for all faculty members to apply, and well-paid. 
Over the course of my time as an adjunct, I participated in dozens of pro-
fessional development projects, all of which I discovered through the open 
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calls that would come out through the college e-mail; these would include a 
short description of the project, which was always followed by the payment 
information. For a three-hour afternoon session on assessment, compensa-
tion was $100 and lunch. The incentive for a summer institute included 
catered breakfast and lunch and anywhere from $400 to $900, depending 
on the length of the institute. Some paid the equivalent of a single teaching 
credit hour for a two-day institute, or roughly $1,300. 

While pay may be only one element of the picture, it’s an element that 
never hurts. While this may sound dramatic, I maintain its harsh reality—
the offer of free food for a contingency of workers making about $30,000 
per year (Heyboer, 2014) is enormously helpful. By contrast, I received, over 
the course of my fi ve years as an adjunct, dozens of e-mails from adminis-
trators at community colleges asking my adjunct colleagues and myself to 
participate in professional development that was both unpaid and, I will not 
hesitate to say, less than inspired. The following is excerpted from an e-mail 
from my former adjunct coordinator: “Please allow me to remind you of an 
exciting and special professional development opportunity. . . . Dr. Frank 
Robinson is coming to the college and will hold several sessions that focus on 
helping students to be successful.”

Contrast this with the four-year school’s summer institutes, which it 
offers every year, and which are, as noted previously, available to all faculty, 
and paid. In the spring of 2014, shortly after being hired for the coming fall 
as a visiting assistant professor on a one-year contract, and coming off of 
teaching an average of 22 credits per semester, I applied for and was accepted 
to the “First Things First” institute, wherein instructors take an existing 
course they teach and redesign it so that it carries an F-designate, meaning it’s 
appropriate for fi rst-year students. I had just fi nished teaching my fi rst-ever 
section of Perspectives on Women, the foundational course for the universi-
ty’s Women’s, Gender, and Sexuality Studies minor, but the great majority of 
all other courses I had ever taught, anywhere, were populated almost entirely 
by freshmen and were writing-intensive. Reading about the institute, I had 
the germ of an idea—what if I redesigned the Perspectives on Women course 
as a vehicle to teach fi rst-year students how to understand and wield aca-
demic language? I recalled a particularly successful lesson I had given on the 
fl y one day in class—I used the fi rst two lines of Emily Dickinson’s (1890) 
“Because I could not stop for Death” to teach the ways one uses a comma, 
a semi-colon, and an m-dash. It was one of those organic moments, seem-
ingly a fl uke, but by the end of it we had discussed feminist reclamation of 
Dickinson’s famous self-imposed isolation; Adrienne Rich’s (1976) “Vesuvius 
At Home: The Power of Emily Dickenson”; l’ecriture feminine; and sung, as a 
class, a rousing rendition of the poem to the tune of Amazing Grace. And they 
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had fewer comma splices in their work. What if I redesigned the entire course 
to look like that moment, one of those otherworldly gifts that sometimes 
come to us when we’re teaching?

Thanks to extraordinary faculty and staff, the First Things First institute 
allowed me the opportunity to give voice to a theory and practice of teaching 
I had, without realizing it, been honing for the past fi ve years: One that com-
bined feminist, fi rst-year, and at-risk pedagogy to effectively teach the four-
year institution’s unique population (their mission, written in 1969, remains 
to bring an elite, liberal arts education—think Oberlin College in Ohio—to a 
public college setting so that low-income, non-traditional students can access 
what has traditionally been unattainable). Sitting among my colleagues, 
treated as one of them, no questions asked, no lines drawn in the sand, I felt 
my brain begin to work in all its best ways, felt the way I do writing a successful 
poem or giving a strong lecture—connections presenting themselves in fl uid 
ways, with the excitement and ease that comes from years of study and prac-
tice. Beyond that, the many presenters at the institute gave me insight into 
the relationships among our own classroom success and assessment, scholar-
ship, and accreditation, which as an adjunct, barred from that end of college 
politics, I previously knew nothing about. And it was precisely these things 
that I talked about when, in February of 2015, I interviewed for my cur-
rent job as a tenure-track assistant professor of writing and fi rst-year studies. 
It is my fi rm belief that without that experience I would not have my cur-
rent position. My interview experience for the visiting assistant professorship 
alone bears this out—asked about assessment, I had little to offer in the way 
of theory or design. Asked about pedagogy, I admittedly fl oundered, strug-
gling to describe the why of my successful lessons. I got the visiting profes-
sorship based entirely on my established reputation as an excellent classroom 
teacher. But the simple act of sitting down and writing up my application for 
First Things First in tandem with my experience of attending, and rewriting 
my syllabus to refl ect the new design of the course, changed my lack of clarity 
forever. As adjuncts, we are, more or less, restricted to classroom teaching. 
We hang our hat on it. The fact that it is only one third of the required action 
for tenure and promotion—and that’s at only the four-year school where I 
teach—exists like the hidden knowledge of some sort of secret society, and, 
indeed, with the constant discussion of adjuncts as the university system’s 
“untouchables,” this seems an apt metaphor. Of course, now that I am in the 
secret society, I hear a fair amount from other members about the ways cur-
rent adjuncts lack the ability to get, and stay, on the tenure-track—their lack 
of scholarship, their lack of service. They are essentially faulted for not doing 
things they’ve never been told they should do, and that, with their enor-
mous course loads, they would hardly have the time to do. Our inclusion 

Web-book.indb   36Web-book.indb   36 10/9/2017   8:55:59 PM10/9/2017   8:55:59 PM



WEB NARRATIVES  37

of adjuncts in these conversations is a start, but only that, as without the 
opportunity to put this kind of knowledge into practice, adjuncts remain 
tethered to the margins of the institutions they power with their invaluable, 
devalued labor. 
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