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            The purpose of this study is to explore experiences of professional growth for 

mid-career community college faculty.  The research question that guided the study is: 

How do community college faculty members experience professional growth at mid-

career?  The research design included an interpretive social science methodology and 

phenomenological method.  Nine mid-career community college faculty, identified as 

being engaged and active in their professional role, participated through in-depth 

interviews. 

Profiles of the participants in their own words were presented to reflect on their 

early career experiences, and themes were presented as they emerged from the data as 

participants talked about their experiences of professional growth.  Themes emerged 

in the areas of: (1) experiences of professional growth; (2) how faculty made meaning 

of these experiences; and (3) how faculty experienced support for their growth. 

Faculty interviewed for this study were active in campus leadership and 

governance and in pursuing professional development opportunities.  They 



 

   

demonstrated a high degree of engagement in student learning and improving 

instruction.  They were thoughtful about their experiences, reflecting on diversity as 

one of the strengths of their institution and engaging in a self-reflective post-tenure 

process.  They also experienced a high level of support from administrators and 

colleagues.  By voicing the professional growth experiences of highly engaged faculty 

at an important career stage, this study offers implications for practice for faculty, 

administrators, and policy makers concerned with faculty, instructional, and 

organizational development. 
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A QUALITATIVE STUDY OF THE PROFESSIONAL GROWTH 
OF MID-CAREER COMMUNITY COLLEGE FACULTY 

 
CHAPTER ONE: FOCUS AND SIGNIFICANCE 

The purpose of this study is to explore experiences of professional growth for 

mid-career community college faculty.  The focus of the study is on faculty members’ 

experiences of the formal and informal activities they engage in to learn and grow in 

their professional practice.  Understanding experiences of professional growth for 

veteran faculty members can lead to better understanding of what best supports their 

developmental needs at this career stage.  Professional growth of core faculty is 

necessary in a higher education environment responding to decreased funding for 

higher education, increased student diversity, an aging faculty, growing demands for 

public accountability, and changes to instruction brought about by technological 

transformation (Bland & Risbey, 2006).  This study is also motivated by research 

suggesting that engaged, vital, mid-career faculty members are critical to student 

learning and organizational health (Huston, Norman, & Ambrose, 2007; Peterson, 

2005).   

Since the 1970s, college faculty members have been the focus of faculty, 

instructional, and organizational development efforts.  Research suggests that the 

academic career is a developmental process (Baldwin & Blackburn, 1981) and that 

supporting a faculty member’s developmental needs benefits both the faculty member 

and the institution (Bergquist & Phillips, 1975; Gaff, 1975).  While researchers have 

noted that mid-career and senior faculty members have unique developmental needs 
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(Blaisdell & Cox, 2004; Bland & Bergquist, 1997; Huston et al., 2007), much of the 

research on faculty experience has been focused on faculty early in their careers. 

However, in recent years there has been attention on faculty later in their 

careers, focused on the needs of mid-career faculty (Baldwin, Lunceford, & 

Vanderlinden, 2005) and the issue of post-tenure faculty evaluation and development 

(Alstete, 2000; Neumann, 2009; O'Meara, 2004).  Baldwin, et al., (2005) identified 

two primary reasons for studying faculty in their middle years: this is the longest and 

potentially most productive period of the academic career, and mid-career faculty 

members comprise the largest faculty cohort.  A study of the faculty career from a 

developmental perspective found that mid-career is also a time of career reassessment 

(Baldwin & Blackburn, 1981).  Research in other fields has also focused on the 

developmental needs of mid-career workers (Williams & Fox, 1995), recognizing the 

value of understanding and supporting the needs of workers at this career stage. 

This study will restrict its focus to full-time tenured faculty because even while 

community colleges have come to increasingly rely on adjunct faculty and faculty in 

full-time term appointments, there is a unique role for full-time faculty with long-term 

appointments.  According to 2004 National Study of Postsecondary Faculty data 

(Cataldi, Fahimi, & Bradburn, 2005), 74% of public two-year college respondents 

reported that there was a tenure system at their institution, and the majority of people 

hired to be full-time faculty members seem to start on the tenure track.  Schuster and 

Finkelstein (2006) noted in their extensive analysis of faculty work and careers that 

full-time and part-time faculty appointments “constitute fairly independent career 
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tracks” (p.  215).  Schuster and Finkelstein suggested, “new appointment types 

translate into differentiated and more specialized work roles” (p.  232).  Role 

expectations of full-time faculty include teaching and related instructional activities, 

such as curriculum development and advising students.  Role expectations for 

community college faculty also include, to some extent, the traditional faculty roles of 

scholarship and service (Townsend & Twombly, 2007b).  In general, the expected 

participation of full-time tenured faculty outside the classroom is generally broader 

than for part-time and non-tenure track faculty.  This differentiation of roles suggests a 

divergence of experience between full-time tenured faculty and part-time faculty and 

non-tenure track faculty.  This is not to suggest that professional growth for faculty in 

other appointment types is not important.   

While a changing internal and external environment affects faculty members at 

all types of colleges and universities, community college faculty members face unique 

challenges.  Cohen and Brawer (2008) identified the status of community college 

teaching as a profession as an issue of particular concern to community college 

faculty.  Townsend and LaPaglia (2000), studying the perceptions of community 

college faculty, found that community college faculty felt themselves to be 

marginalized in higher education.  Levin, Kater, and Wagoner (2006) argued that, as 

community college missions change to adapt to a changing workforce and focus more 

on workforce preparation and contract training, faculty work and workload are 

affected.   
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Some researchers suggest that community colleges have an organizational 

environment that is distinct from that of four-year colleges and universities.  Bergquist 

and Pawlak (2008) called the culture of community colleges a managerial culture, 

distinguishing it from what they call the collegial culture at four-year colleges and 

universities.  Birnbaum (1988) called the community college culture a bureaucratic 

culture, intending this description to be analytic and descriptive, not pejorative.  For 

Clark (1987) community colleges are on one end of a spectrum that runs from 

collegial to bureaucratic control.  Because of the distinct organizational culture of 

community colleges, studies of faculty at four-year colleges and universities may not 

reflect the experiences of community college faculty.   

Research on faculty and faculty development has long recognized the need to 

listen to individual faculty voices.  Baldwin and Blackburn (1981) observed that the 

failure of faculty development programs is due to the fact that “faculty development 

approaches seem to lack a basic understanding of individual professors” (p. 598).  A 

more recent study (Baldwin, DeZure, Shaw, & Moretta, 2008) concluded that “asking 

mid-career faculty and department chairs what they experience and what support they 

need may be the most ‘promising practice’ of all” (p.  55).  This qualitative research 

study attempts to address this research gap by exploring experiences of professional 

growth for mid-career community college faculty. 

In addition to a lack of research about the experiences of mid-career faculty at 

community colleges, there is a general lack of research about faculty from a growth 

perspective.  O’Meara, Terosky, and Neumann (2008) contended that much research 
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on higher education faculty reinforces a narrative of constraint.  They identified seven 

features of this narrative: (a) images of faculty as victims; (b) images of academic 

isolation; (c) a preoccupation with faculty productivity; (d) faculty satisfaction 

measured in terms of turnover and the decision to pursue a faculty career; (e) the 

conceptualization of faculty as a dependent variable rather than as agent; (f) images of 

faculty as a disengaged intellectual; and (g) views of faculty work that focus on the 

accrual of resources, prestige, and standing (p. 157-158).  They wrote that “a narrative 

that positions faculty as the sum of invasive forces strips researchers of the potential to 

explore images of them with the potential for choice, intention, confidence, agency, 

and self-designed strategy” (p. 163).  They suggest that there is a need for a new 

narrative that focuses on faculty as actors, contributing to their own growth, 

highlighting ways in which faculty grow and change.   

Purpose and Research Questions 

The purpose of this study is to explore experiences of professional growth – 

the formal and informal activities faculty members engage in to learn and grow in 

their professional practice - for mid-career community college faculty.  The focus of 

this exploration is on how faculty members at this career stage make meaning of their 

work – what O’Meara, Terosky, and Neumann (2008) called “faculty work as personal 

endeavor – what professional work feels like personally” (p.  173).  They contended 

that research on faculty careers has often focused on negative images of faculty that 

obscures images of growth.  They pointed to research on faculty that consistently uses 

terms like decline, imperiled, and invisible (Altbach, 2003; Bowen & Schuster, 1986; 
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Gappa & Leslie, 1993; Grubb & Associates, 1999).  They have suggested a need for 

research that explores a counter narrative of faculty growth by focusing on faculty 

learning, faculty agency, and how “who a faculty member is – her history, identity, 

and experiences – shapes what and how she learns” (p.  166).  Research on 

professional growth may also help to identify the “characteristics that differentiate 

vital faculty from those who are ‘just getting by’” (Mills, 2000, p. 181).   

The research questions that will provide a framework for this study are: 

1. How do community college faculty members experience professional growth 

at mid-career? 

2. How do mid-career community college faculty members use professional 

growth experiences to make meaning of their work – professionally and 

personally? 

3. How do mid-career community college faculty members experience 

institutional support for their growth? 

Key Terms 

The following section provides an overview of key terms used throughout this 

study.  They include career, mid-career, and professional growth. 

Career 

Researchers agree that career is not a clearly defined term (Hall, 2002; Patton 

& McMahon, 1999).  Traditional definitions limited career to professional work that 

included a path for advancement.  Super (1957) offered a broader definition that 

included prevocational, occupational, and post-occupational roles, and defined career 
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pattern, a sociological term, as “the sequence of occupations in the life of an 

individual or of a group of individuals” (p. 71).  Hall (2002), synthesizing the work of 

Super and others, based a definition of career on several assumptions: (a) career does 

not rely on an external measure of  career-as-advancement; (b) since there are no 

absolute criteria for evaluating career success, assessment is best done by the person 

whose career is being evaluated; (c) both the subjective career – changing values, 

attitudes and motivation – and the objective career –  the choices one makes – are 

necessary to a complete understanding of one’s career; and (d) the career is a process 

that involves a sequence of life experiences.  Based on these assumptions, Hall defined 

career as “the individually perceived sequence of attitudes and behaviors associated 

with work-related experiences and activities over the span of a person’s life” (p. 12).  

Central to this definition is the importance of work and the meanings given to work.   

Mid-Career 

Hall (1986) considered the difficulty of defining mid-career.  If one has a 

traditional, uninterrupted career, beginning work at 21 and ending at 65, then mid-

career would cover the years from 36 to 51.  However, interrupted or delayed careers 

are increasingly common for both men and women, as are multiple careers, so mid-

career might be defined as the amount of time one has in a particular field.  Another 

approach is to look at the individual’s experience in a particular career role and their 

psychological adjustment to that role.   

The present study will define mid-career faculty as full-time faculty, six to 20 

years after receiving tenure.  While this definition of mid-career is not tied to a 



   8 

specific theory of what constitutes mid-career, it replicates the definition of a recent 

study of mid-career faculty at a research university (Baldwin et al., 2008).  In that 

study Baldwin found that mid-career faculty had feelings of neglect and a lack of 

direction.  Baldwin has been studying academic careers and faculty vitality at four-

year colleges and universities for nearly 30 years, but his research to date has not 

included community college faculty.  A recent study of faculty development programs 

tailored to faculty career stages (Seldin, 2006) used a similar definition, defining mid-

career faculty as those with 10-20 years teaching in the classroom.  

Professional Growth 

The phrase professional growth is used in this study instead of the more 

traditional professional development because the focus of this study in not solely on 

the activities related to professional development but the faculty member’s experience 

of professional growth related to formal or informal professional development 

opportunities.  Gappa, Austin, and Trice (2007) identified professional growth as one 

of five key elements necessary to respond to changes that are transforming the careers 

of faculty in higher education.  They defined professional growth as “opportunities 

that enable faculty members to broaden their knowledge, abilities, and skills, to 

address challenges, concerns, and needs, and to find deeper satisfaction in their work” 

(p. 141).   
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Significance 

There are several reasons to study professional growth as experienced by mid-

career community college faculty: (a) engaged, vital, mid-career faculty are critical to 

student learning and institutional success; (b) a rapidly changing higher education 

environment is having a significant effect on faculty experience; (c) understanding the 

experience of professional growth of mid-career community college faculty can lead 

to effective faculty and organizational development, and (d) community college 

faculty, and in particular mid-career faculty, are much less studied than those of 

faculty at four-year colleges.  Helping to fill this research gap will benefit both 

researchers and practitioners. 

The Importance of Engaged and Vital Faculty 

Engaged, vital, mid-career faculty members are critical to student learning and 

the organizational health at both community colleges and four-year colleges and 

universities (Huston et al., 2007; Peterson, 2005).  Studies of faculty vitality allude to 

an important concern: some faculty members remain engaged and vital throughout 

their careers while others burn out and become disengaged (Baldwin, 1990; Bland & 

Bergquist, 1997; Huston et al., 2007; Kalivoda, Sorrell, & Simpson, 1994).  This is not 

only a concern in higher education, as shown by recent research in organizational and 

vocational behavior (Greller & Stroh, 1995; Hall & Mirvis, 1995).  Engagement and 

vitality are important because engaged faculty contribute to student engagement, 

which has been shown to be a key indicator of student success (Carini, Kuh, & Klein, 

2006; Umbach & Wawrzynski, 2005).   
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Rapidly Changing Landscape for Faculty Work 

Higher education is a rapidly changing landscape affecting faculty in 

significant ways.  Gappa, Austin, and Trice (2005) pointed to four forces affecting 

faculty life: (a) external economic and societal pressures; (b) new types of faculty 

appointments; (c) a more diverse faculty, whose needs differ from the white male 

majority; and (d) new expectations of the workplace, placing a greater emphasis on 

balancing work with other responsibilities.  These forces overlap the four trends 

transforming higher education that affect faculty identified by Schuster and 

Finkelstein (2006): (a) an accelerated pace of change, as a result of rapid technological 

changes; (b) a restructured economy that relies more on contingent and part-time 

workers; (c) an increased emphasis on performance and accountability that sees 

education as a commodity; and (d) the globalization of higher education.  The 

academic workplace is changing rapidly and dramatically, and mid-career faculty 

members are likely to experience a workplace that differs from their initial 

expectations.  This study will allow faculty to reflect on those changes in the context 

of their professional growth.   

In addition, the dramatic increase in the use of adjunct faculty and non-tenure-

track appointments over the last several decades has affected full-time faculty at both 

two-and four-year colleges (Cataldi et al., 2005; Cohen & Brawer, 2008; Schuster & 

Finkelstein, 2006; Townsend & Twombly, 2007b).  Schuster and Finkelstein (2006) 

concluded in their extensive analysis of faculty work and careers at community 

colleges and four-year colleges and universities that full-time and part-time faculty 
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appointments “constitute fairly independent career tracks” (p. 215).  Their research 

also showed that a substantial number of new full-time appointments are not tenure-

track.  They found that this phenomenon is closely related to labor market conditions, 

but they also suggested that it is a phenomenon that needs further study.  The 

implications of this change are not yet clear, but Schuster and Finkelstein (2006) 

suggested that “new appointment types translate into differentiated and more 

specialized work roles” (p. 232), and that the result is “a shrinking core of permanent 

instructional staff augmented by a host of part-time and full-time term appointments” 

(p. 324).  The result is shifting work roles for all types of faculty appointments.  This 

study seeks to reflect the experiences of active, engaged “core” faculty at mid-career. 

Faculty, Instructional, and Organizational Development 

 There is a need for research that seeks to understand the experience of mid-

career faculty and that speaks to their developmental needs.  While programs in 

faculty, instructional, and organizational development have been developed to serve 

the needs of post-tenure and mid-career faculty, research on the experiences of 

community college faculty members at mid-career is necessary to improve career 

development efforts.  This study seeks to identify development efforts by adding to a 

body of research that describes the characteristics and experiences of mid-career 

faculty (Ellerston & Schuh, 2007; Karpiak, 1996, 2000; Peterson, 2005).   

Baldwin and Blackburn (1981) observed that when faculty development 

programs fail it is due to the fact that “faculty development approaches seem to lack a 

basic understanding of individual professors” (p. 598).  Their study demonstrated that 
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faculty at different career stages have different developmental needs.  Their study also 

identified a theme that Baldwin developed in later research, that mid-career and mid-

life is often a period of career reassessment.  Their study seemed to suggest that a 

phenomenological study like the present one, with the goal of exploring the essence of 

the lived experience of faculty, should recognize that this experience may differ at 

different career stages and that career stage would be a useful consideration for 

designing the current study.   

More Research Needed on the Experiences of Community College Faculty 

In an extensive review of research on community college faculty, Barbara 

Townsend and Susan Twombly (2007b) wrote that community college faculty are 

“overlooked and undervalued” (p. 1).  They suggested that there is a relative lack of 

research on community college faculty because research for publication is often 

conducted at research universities where there is little incentive to study community 

college faculty.  Recent studies of the American professoriate (Finkelstein, Seal, & 

Schuster, 1998; Schuster & Finkelstein, 2006) that do address community college 

faculty do so only in comparison to faculty at four-year colleges and seldom look at 

community college faculty work lives in depth.   

This failure to look at the experiences of community college faculty is also true 

of recent studies of mid-career faculty (Baldwin et al., 2005; Karpiak, 1996, 2000).  

Yet, in both community colleges and four-year college and universities, mid-career 

faculty members are the largest faculty group (Cataldi et al., 2005). Career stage 

theory suggests that mid-career is a time of reassessment and mid-career faculty may 
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be more affected by these changes than early-career faculty (Power & Rothausen, 

2003).  Recent research on careers also recognizes that women experience work 

differently than men (O’Neil, Hopkins, & Bilimoria, 2008), suggesting that women in 

mid-career community college faculty roles may experience their work differently 

than men. 

In a follow-up article to their 2007 ASHE Higher Education Report, Twombly 

and Townsend (2008) suggested that studies based on national databases can provide 

necessary generalization but that studies using other methods could add depth to that 

knowledge.  This study used a qualitative method to provide the deep description of 

individual experience that is missing from quantitative research on community college 

faculty. 

Summary of Focus and Significance 

Research on the faculty career points to the importance of understanding the 

experiences of mid-career faculty.  However, there is a lack of research about 

community college faculty in general, and in particular about this faculty cohort.  

Faculty, administrators, and policymakers responsible for faculty, instructional, and 

organizational development will benefit from an increased understanding of 

community college faculty at this career stage.  Mid-career can be a turning point 

between career engagement and stagnation, and an increased understanding of how 

faculty experience growth and find meaning in their work is an important goal of this 

research.  In summary, there are both practical and theoretical questions that a 
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qualitative study of the professional growth experiences of mid-career community 

college faculty can address. 
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CHAPTER TWO: LITERATURE REVIEW 

 The purpose of the present study is to explore experiences of professional 

growth for mid-career community college faculty.  The focus of this exploration is on 

how faculty members at this career stage make meaning of their work.  To provide 

background and context for this study, the literature review evaluates research related 

to the research questions for the study.   

Approach to Review of Literature 

 The databases and electronic resources of the Oregon State University and the 

University of Washington online libraries and Google Scholar were the primary 

electronic resources used to identify resources for this study.  Some of the search 

terms used included mid-career, career stages, career development, professional 

growth, faculty, and community colleges.  Monographs about faculty and career theory 

provided background to new concepts.  Literature reviews were also critical to finding 

a way into these new concepts.  Peer-reviewed journal articles, books, and 

dissertations were the primary sources used.  Both quantitative and qualitative studies 

were useful in constructing the literature review.   

Organization of Review of Literature 

Three areas of literature will be explored to provide background and a 

conceptual framework for this study: (a) theory and research on adult development 

and career development to provide a framework for understanding mid-career 

development and growth; (b) studies of community college faculty and faculty work, 

including studies of mid-career faculty that provide a background for the current 
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study; and (c) research on faculty professional development that provides a practical 

context for the current study.   

An overview of theories of adult development and growth are useful for 

providing a context for understanding the professional growth experiences of 

experienced faculty.  The purpose of reviewing literature on community college 

faculty and faculty work is to gain an understanding of the kinds of research that has 

focused on this group.  While not as extensive as the research literature on faculty at 

four-year colleges and universities, there is a body of research devoted to community 

college faculty.  Finally, since professional growth is closely related to professional 

development, a review of this literature provides a practical context for this 

exploratory study. 

Adult Development and Growth 

The purpose of the current section of the literature review is to look at theories 

of adult development and career development and also examine these theories from 

the perspective of mid-career.  In addition, it will look at current frameworks that 

question the assumptions of the traditional career and career stage models.  However, 

the current study is not designed to test these frameworks but rather to explore 

experiences of community college faculty at mid-career. 

Adult Development 

Goodman, Schlossberg, and Anderson (2006) suggested four theoretical 

perspectives for understanding adulthood, which they placed on a continuum based on 

the emphasis each perspective gives to predictability or variability (p. 5).  These 
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include: (a) the developmental – age and stage – perspective; (b) the contextual 

perspective, which views adulthood primarily in terms of contexts, such as the 

structure and nature of work; (c) the life-span perspective, which focuses on issues of 

continuity and change for the individual; and (d) the transition perspective, which 

focuses on life events that entail change.   

All of these perspectives have relevance to a study of mid-career experiences, 

but traditional theories of career development have focused on the developmental – 

age and stage – perspective.  However, the contextual perspective is also useful 

because it has empirical support from studies of the workplace, including studies that 

questioned the attribution of the midlife crisis to issues with aging (Kanter, 1977; 

Rosenbaum, 1979).  The life-span perspective has also been important to career 

development theory, but it differs from the developmental perspective because of its 

focus on adaptation.  Adaptive processes from the life-span perspective include 

growth, maintenance/resilience, and regulation of loss.  Finally, the transitional 

perspective focuses on change and has been incorporated by some theorists working 

within a developmental perspective (Levinson, 1986). 

Developmental stage theories.  The stage theories of adult development of 

Levinson (Levinson, 1986; Levinson, Darrow, Klein, Levinson, & McKee, 1978; 

Levinson & Levinson, 1996), Super (1980, 1994), and Hall (1986) provided the 

theoretical framework for previous studies of the faculty career as a developmental 

process and of mid-career faculty that emphasized the importance of looking at the 

relationship between adult development and career development (Baldwin & 
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Blackburn, 1981; Baldwin et al., 2005).  Levinson’s (1986) conception of adult 

development and his formulations of life course, life cycle, and life structure, which 

focus on age-linked developmental periods,  take as their starting point Erikson’s 

(1950, 1980) writings on adult development.  Erikson is best known for his theory of 

life stages, which, according to Levinson, was grounded in Erikson’s conceptions of 

life cycle and life course.  Each of Erikson’s life stages were linked to a particular 

segment of the life cycle, and his developmental concepts emerged from a primary 

concern with the individual life course.  A characteristic of Erikson’s theory of the life 

cycle is that it has no beginning or end - the end of one cycle leads into the beginning 

of the next - and that a person must satisfactorily resolve the issues in one phase of the 

life cycle before dealing completely with those in the next stage (Hall, 2002).   

Erikson’s (1950) adult stages address issues of identity (vs. confusion), 

intimacy (vs. isolation), generativity (vs. stagnation), and ego integrity (vs. despair).  

The most important of Erikson’s stages for the proposed study is the stage of middle 

adulthood, which begins around age 40 and is characterized by generativity vs. 

stagnation.  For Erikson, the primary concerns of this developmental stage are 

procreativity, productivity, and creativity.  In middle adulthood less focus is given to 

the self and more to future generations and the transmission of ideas.  Erikson 

theorized that if one could not establish a sense of generativity, then one would regress 

and stagnate (Magen, Austrian, & Hughes, 2002).   

 Life course and life cycle are critical concepts in Levinson’s (1986) conception 

of adult development.  He felt that life course was one of the least examined terms in 
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the human sciences although recent research suggests this may no longer be the case 

(Elder & Johnson, 2003; Giele & Elder, 1998).  Levinson wrote that research on the 

life course “must include all aspects of living; inner wishes and fantasies; love 

relationships; participation in family, work, and other social systems” (p. 4).  He felt 

that study of the life course in the human sciences was difficult because it needed an 

interdisciplinary approach that did not exist.  A recent review of life course research 

(Mayer, 2009) suggested there has been progress in some areas since Levinson wrote, 

but that in the areas of interdisciplinary understanding and theory development there is 

still much work to do.   

 For Levinson (1986), the idea of the life cycle goes beyond that of the life 

course.  He wrote that life cycle is a metaphorical idea, suggesting an underlying order 

in the human life course.  He thought the primary imagery of the life cycle was useful 

but sought to extend it in his own theory.  He conceived of the life cycle as a sequence 

of four age-linked eras: pre-adulthood, early adulthood, middle adulthood, and late 

adulthood.  The second era, early adulthood, lasts from about age 17 to 45, and ends 

with a midlife transition, from roughly age 40 to 45, bridging early adulthood and 

middle adulthood.  Like Erikson, Levinson defines each period in terms of its 

development tasks.  The developmental stages for Levinson alternate between 

structure-building and structure-changing phases.  The transitional periods are times of 

reexamination.   

Levinson (1986) made a distinction between his study of adult development 

based on life structure and the study of personality structure.  He wrote that 
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“personality structure is a way of conceptualizing answers to a concrete question: 

‘What kind of person am I?’”  (p. 6) while “a theory of life structure is a way of 

conceptualizing answers to a different question: ‘What is my life like now?’”  (p. 6).  

For Levinson, the primary components of a life structure were a person’s relationships 

with others in the external world.  Levinson also found that while a life structure may 

have many components, the two that most often are the central components are family 

and occupation.  They consume the largest share of an individual’s time and energy 

and strongly influenced the other components.   

Gender and life stage.  In her study of women’s development, Gilligan (1982) 

criticized Levinson’s conception of adult development because it is based on a study 

that included only male participants (Levinson et al., 1978).  Because of the exclusion 

of women from his original study, she argued that his conception overly emphasized 

individuation and led to the conclusion that relationships play a subordinate role in 

understanding adult development.  Gilligan focused on the importance of relationships 

in the development of women. 

From the different dynamics of separation and attachment in their 
gender identity formation through the divergence of identity and 
intimacy that marks their experience in the adolescent years, male and 
female voices typically speak of the importance of different truths, the 
former of the role of separation as it defines and empowers the self, the 
latter of the ongoing process of attachment that creates and sustains the 
human community. (p. 156) 
 
Subsequent studies of women’s development using Levinson’s (Levinson et 

al., 1978) method found that there is an underlying pattern to women’s development 

and that an age-linked sequence of transitional and stable periods occur for women 
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similar to the male subjects in Levinson’s study (Roberts & Newton, 1987).  However, 

these studies also found that women’s dreams for their lives were more complex than 

men’s dreams and were shaped by their relational emphasis.  These findings were 

consistent with Gilligan’s (1982) view that men strive for separation while women 

strive for attachment. 

Contextual perspective.  The contextual perspective of adult development 

views adulthood primarily within its social context.  Levinson’s (1978) work on adult 

development is best known for his characterization of the early 40s as a period of 

psychological turmoil.  While the normative status of Levinson’s framework has been 

debated (Roberts & Newton, 1987; Rosenberg, Rosenberg, & Farrell, 1999), the 

midlife crisis has become an expectation of midlife.  Two studies of the midlife crisis 

within an organizational context (Kanter, 1977; Rosenbaum, 1979) provide examples 

of how the contextual perspective differs from the developmental – age and stage – 

perspective.  Rosenbaum (1979) studied promotional opportunities within an 

organization, controlling for sex, race, education, and level in the hierarchy.  He found 

that the promotion system was structured so that promotion chances for those with 

bachelor’s degrees dropped greatly after age 40, and that this was related to the 

psychological reactions attributed to midcareer or midlife.  A study by Kanter (1977) 

supported this conclusion. 

 Related to the contextual perspective is the constructivist approach to career 

development (Brott, 2005).  The constructivist approach considers the personal 

meanings individuals give to their experiences, and how these are related to past and 
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present experiences in a variety of life roles.  The concept of life roles within career 

development comes from Super’s (1980, 1986) later theoretical work.  His work 

shifted from a life-stage, maturity model to a social and context-based model 

(Blustein, 1997). 

Life-span perspective.  The life-span perspective focuses on issues of 

continuity and change within the individual and emphasizes the role of adaptation as 

an ongoing influence on people’s lives.  Adaptation can include growth, 

maintenance/resilience, and regulation of loss.  Two conclusions from life-span 

development that differ from those of adult stage development are that growth is more 

individualistic than it is believed to be in the stage model and that similar changes in 

people can be caused by different events (Brim & Kagan, 1980).  There is a clear 

contrast in the life-span perspective to the developmental stage perspective. 

The life-span development view is sharply opposed to the notion of adult 

stages, arguing that stages cast development as unidirectional, hierarchical, sequenced 

in time, cumulative, and irreversible – ideas not supported by commanding evidence.  

The life-span perspective suggests that persons of the same age, particularly beyond 

adolescence, and the same historical period are undergoing different changes; one 

person may show an increase in certain attributes while another shows a decline in the 

same aspects of behavior and personality (Brim & Kagan, 1980, p. 13).  

Super’s (1980) career development theory evolved from a perspective that saw 

maturation – stage development – as less useful for adults to a perspective that 

identified adaptation as the central developmental process for adults. 
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At this point in time, adaptability seems to be a more useful construct 
than maturity.  Adaptability means the quality of being able to change, 
without great difficulty, to fit new or changed circumstances.  The 
connotation of unending change improves on maturity and the stage 
model by emphasizing a continual need to respond to new 
circumstances and novel situations, rather than to master a predictable 
and linear continuum of developmental tasks. (Savickas, 1997, p. 254) 
 
Transition Perspective.  The transition perspective focuses on life events 

involving change.  Goodman, et al. (2006) defined a transition as “any event or non-

event that results in changed relationships, routines, assumptions, or roles” (p. 33).  

According to Goodman, et al., transitions include not only recognized life changes, 

such as job entry, marriage, the birth of a child, and bereavement, but also subtle 

changes, such as diminishing career hopes.  Either an event or non-event that results in 

change can be defined as a transition. 

Levinson (1986) positioned this perspective within a developmental 

framework.  In Levinson’s model transitions occurred in stages.  Each stage related to 

the next and occurred over a period of time between life phases or life stages.  

However, the transition perspective can be independent of the developmental 

perspective.   

As with the contextual perspective, to understand the mean of a transition for 

an individual, the context of the transition needs to be examined, but in addition, the 

type of transition and the impact of the transition need to be considered.  The transition 

has importance for the work environment because both significant events and non-

events can be the cause of transitions. 
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Midlife Development 

Historically, the most common conceptual frameworks for considering midlife 

are based on Jung’s and Erikson’s theories (Lachman, 2004).  Jung (Jung & Campbell, 

1971) thought a major goal of midlife was individuation, the integration of the psyche.  

Jung considered the difficulty of the transition to midlife and the integration of the 

feminine and masculine aspects of the psyche.  Erikson (1950) initiated interest in 

stage models of midlife that were applied and extended by theorists such as Levinson 

(Levinson et al., 1978). 

Midlife has also been examined from the perspective of lifespan development 

(Staudinger & Bluck, 2001).  The lifespan perspective views midlife within the 

context of the lifespan, rather than as disconnected.  Experiences at midlife are 

determined both by biology as well as cultural and environmental influences. 

Changing Nature of Career  

Hall (2002) asked whether career and life stages are still relevant in a period of 

increasing complexity and rapid change.  One significant change is that career and life 

stages do not line up as neatly as they did at a time when the norm was one career.  In 

addition, much research on careers was based on white men.  Early adulthood and the 

early stage of a career could once be assumed to occur at the same time, but now one 

may be starting a new career much later in life.  He concluded that there are new ways 

of looking at career, but he also found continuity. 

We are still human beings who go through a regular series of life 
experiences and tasks that lead to regular phases of adult development.  
During our adult careers, even though we may make many shifts of 
occupational field, organization, and institutional context and moves 
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from performer to learner and back, our adult careers till have a 
beginning and an ending (even if that ending occurs at a much more 
advanced age).  Also, if the careers have beginnings and endings, by 
definition that means they have middles – a point at which we become 
aware of being more senior and of seeing the end coming closer.  Thus 
we can still talk about early adult life and early career, midlife and 
midcareer, and later life and late career.  (p. 90) 

  
However, traditional models of career stages and career development have 

been challenged by the changing nature of the career “contract” (Hall & Mirvis, 1995).  

The psychological career contract describes the nature of the relationship between 

worker and employer.  Traditional assumptions of this contract were that effort, 

productivity, and a responsible attitude towards one’s work would result in a sense of 

belonging and connection to the organization.  Today, however, workers are learning 

that because of greater instability in the organizational career, their commitment needs 

to be to their own skill, experience, and career path (Blustein, 2006).  There are social 

and relational consequences that are a result of the rapidly changing nature of work, 

including a greater sense of isolation and instability that comes from changes in the 

organizational career (Hall & Associates, 1996).    

Career Stage 

Traditional models of career stage are related to age and stage developmental 

models of adulthood.  In addition to his five-stage developmental model, Super also 

theorized his influential stage-based career development model, which includes four 

career stages: (a) trial, (b) establishment, (c) maintenance, and (d) decline (in Ornstein, 

Cron, & Slocum Jr, 1989).  Each stage has accompanying developmental tasks.  The 

tasks of the maintenance stage, most often equated with mid-career, are holding on to 
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earlier accomplishments and maintaining self-concept.  Super’s life-span, life-space 

approach to career development evolved over time to include the importance of other 

roles besides work roles, such as family, educational, and community roles (Herr, 

1997).  In his later work, Super (1994) theorized that developmental tasks are cycled 

and recycled through one’s life and career stages.  However, Super’s model has been 

criticized for a lack of research that directly examines the model (Hall, 2002; Ornstein 

et al., 1989). 

Most research on organizational career stages uses a three stage model 

developed by Hall and Nougaim (1968).  The stages are establishment, advancement, 

and maintenance.  In a study of young AT&T managers designed to test Maslow’s 

hierarchy of human needs, Hall and Nougaim found that in the first year of 

employment there were concerns for safety and defining one’s environment.  The 

concerns of the next stage were for promotion and achievement, but by the time a 

manager reached the maintenance stage there was less need or perhaps less 

opportunity to compete.  If the manager felt successful, he might mentor younger 

colleagues.  Hall and Nougaim’s model was supported by later empirical studies (Hall, 

2002). 

Mid-Career 

Mid-career was traditionally conceptualized as a plateau – the maintenance 

period.  However, this is no longer thought to be the case.  “In many ways, it appears 

that the transition into midcareer is perhaps more stressful than the move from the 
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educational institution in early careers” (Hall, 2002, p. 112).  Hall (2002) identified 

changes associated with mid-career. 

• The person has a clearer sense of how many of his career goals 
he has or will attain 

• There is a search for meaning and new life goals 
• There is a marked change in family relationship 
• There is a change in work relationships 
• There is a growing sense of obsolescence 
• The person feels less mobile and attractive in the job market and 

therefore more concerned about security (p. 114-115) 
  

Hall (1986) proposed a model of how mid-career routine can be interrupted by 

triggers in the person and the environment, and how this can lead to new cycles of 

learning, This is a theoretical perspective that addresses both the changing nature of 

work and changes in the individual.  Hall (2002) argued that rather than a stage model 

of careers, “one set of career stages spanning a life span” (p. 117) we now see “a series 

of many shorter learning cycles over the span of person’s work life” (p. 117). 

Summary of Literature on Adult and Career Development 

While the developmental perspective is the basis of traditional models of adult 

and career development, the contextual, life-span, and transitional perspectives of 

adult development are useful for a contemporary work environment that challenges 

traditional normative-crisis models of adulthood, which view development as fairly 

universal across the lifespan.  The normative-crisis model views each stage as having 

a crisis that must be resolved.  However, these models emerged in a very different 

social context for men and women (Goodman et al., 2006). 
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Traditional models of career stage theory are related to age and stage models of 

adulthood, but the changing nature of work and career is causing theorists to rethink 

these traditional models.  Similarly, recent research is challenging traditional ideas of 

the mid-career plateau. 

Community College Faculty 

 The purpose of this section of the literature review is to examine studies of 

community college faculty and faculty work that provide background for the current 

study.  These will include historical studies of community college faculty from the 

past 40 years.  Early studies are concurrent with the rapid growth of community 

colleges in the 1960s.  This review also includes current studies of community college 

faculty work and attitudes, and studies of mid-career faculty. 

As community colleges expanded rapidly in the 1960s and early 1970s, greater 

attention was paid to the unique characteristics and challenges of community colleges 

and community college faculty (Brawer, 1968; Cohen & Brawer, 1969, 1972; Gleazer, 

1967, 1968; O'Banion, 1972).  Cohen & Brawer (1972) looked at issues related to 

identity formation of community college instructors.  “We see, then, a three-way drive 

toward maturity – exhibited simultaneously by the two-year college, the teaching 

profession, and the instructor himself” (p. 213).  While there were books and articles 

focused on community college teaching (Blocker, 1965-66; Cohen & Brawer, 1968; 

Gleazer, 1967), according to Cohen and Brawer (1972), little was known about the 

community college teacher at that time.  Not many studies in the 1960s focused on the 

community college instructor as an individual (Garrison, 1967).   
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The first major study of community college faculty (Cohen & Brawer, 1977), 

reviewed what was known at that time.  “We know what degrees they have and where 

they were trained.  In the early 1970s the figures on highest degrees held showed 3 to 

10% with the doctorate; 65 to 80 percent, masters; 14 to 27 percent, bachelors” (p. x).  

According to one study, one-third of faculty at that time had public school experience 

(Medsker & Tillery, 1971).  Little was known, however, about what faculty did when 

they were not teaching or about faculty satisfaction, aspirations, and values.  Also, 

there was little information comparing part-time and full-time faculty. 

Cohen and Brawer (1977) cited changes in community college students as a 

reason for intensified interest in community college faculty.  The changes they noted 

at that time are changes that are familiar 30 years later.  These included older students, 

more part-time students, more students in career programs, and less-prepared students.  

Faculty issues of the early 1970s are also familiar.  These included a greater reliance 

on part-time faculty, issues of status and pay, calls for greater accountability, and 

collective bargaining. 

Historical Studies of Community College Faculty 

From 1963 to 1973 the number of full-time and part-time instructors in public 

two-year colleges more than tripled from 44,405 to 151,947.  The percentage of the 

total that were full-time instructors increased from 57% in 1963 to 59% in 1973 (the 

percentage of full-time instructors declined to 37% by 2003) (Cohen & Brawer, 2008, 

p. 95).  During a similar period of time, the number of public two-year colleges nearly 

doubled, from 452 in 1964-65 to 910 in 1972-73 (p. 17).   
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In addition to being a time of significant growth for community colleges, this 

was also a time of great change.  Several important studies of community college 

faculty and studies of community colleges with particular emphasis on faculty were 

published during this period of time (Cohen & Brawer, 1972; Garrison, 1967; Gleazer, 

1967; Medsker & Tillery, 1971; Monroe, 1972). 

Garrison (1967) surveyed a sample of over 650 faculty and administrators in 

20 two-year colleges.  Garrison’s study focused on faculty perceptions.  He concluded 

that faculty at community colleges had not yet attained full professional identity or 

status, but he believed that the community college instructor “is – or may be becoming 

– a new breed of instructor in higher education” (p. 15).  Garrison identified themes 

that are relevant today that include faculty concern over the breadth of the community 

college mission, the challenges of teaching a very diverse student body, and a focus on 

student-centeredness.  An essential difference he identified between faculty at 

community colleges and four-year colleges and universities is that scholarship is not a 

work role of community college faculty and that the scholarship community college 

faculty may do is related to their teaching. 

Issues identified by Garrison (1967) as being most important to faculty were 

lack of time to keep up in their fields, be innovative in their teaching, give adequate 

attention to students, prepare classes, meet with colleagues in and out of their 

institutions, and participate in institutional governance.  Faculty also identified the 

need for professional refreshment and a need to upgrade skills as important issues to 

them.  Garrison noted that both of these needs related to the issue of long-term job 
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satisfaction.  Faculty identified the responsibility for professional development as that 

of administration.   

Garrison (1967) found that there was wide variance in faculty opinion about 

their role in college governance that ranged from indifference to a desire for active 

participation.  Garrison also concluded that the idea that faculty at community colleges 

were simply frustrated four-year college instructors was a myth.  He stated that faculty 

chose community college teaching for a number of reasons, including the desire to 

teach, an affiliation with the mission of the community college, convenience, and the 

service aspect of teaching at a community college.  “There was often expressed an 

almost missionary feeling about the functions of the college as they might serve to lift 

the whole cultural and economic level of the total community” (p. 62).  The major 

reservation for faculty when deciding to teach at the community college was the 

concern that the opportunity for professional growth would be limited.  While 

Garrison’s study was conducted more than 40 years ago, the professional status of 

community college faculty continues to be of interest to researchers (Levin, 2005; 

Rhoades, 1998). 

While not a research study, Monroe’s (1972) profile of community colleges is 

relevant to the present study because he reviewed research on community college 

faculty, including Garrison’s (1967) study, that had been done in the 1940s, 1950s and 

1960s.  Monroe had been a community college faculty member, counselor, and 

administrator, including 13 years as a college president.  Monroe’s book was also 

based on his own analysis and experience, and it included his perspectives on faculty 
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academic freedom, tenure, unionization, and faculty participation in college 

governance.   

The significance to the present study is not necessarily Monroe’s opinions on 

these issues, but that at the time Monroe wrote, these issues were all evolving.  For 

instance, he identified tenure as problematic but recognized the practice of tenure was 

increasing.  Similarly, he included a lengthy analysis of faculty collective bargaining, 

including a case study of the issue at his own college.  His tone was that of someone 

who has been in the trenches during difficult times.  He did predict that faculty 

participation in college governance would be accepted and routine by 1980.  Garrison 

and Monroe both conveyed a sense that the late 1960s and early 1970s were a time of 

significant change and maturation for community colleges and community college 

faculty.   

London (1978) reinforced this theme of change in his ethnographic study of  a 

single community college. 

In the past 15 years, the most radical structural change in higher 
education has been the remarkable growth of community colleges.  
Since 1960, the number of community college students in degree-credit 
programs has quintupled from 451,000 to 2.5 million: these students 
now account for over one third of all undergraduates in this country. (p. 
xii) 
 
London’s (1978) ethnographic study of an urban community college focused 

on both students and faculty.  London devoted one chapter of his study to the 

reflections of faculty on their career path and identity.  The data for this chapter of the 

study came from classroom observation, informal conversation, and tape-recorded 

interviews of 37 faculty members.  Twenty-two of 28 liberal arts-human services 
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faculty interviewed had initial plans to work at a four-year college or university.  They 

chose the community college after their plans to pursue a doctoral degree were 

changed or blocked.  Most of these faculty members felt some initial disappointment 

at having these initial plans frustrated.  Their primary career reevaluation had to do 

with emphasizing teaching over research and scholarly activity.  However, most 

faculty did not report feeling they were simply frustrated college professors.  Instead, 

many teacher-initiated conversations emphasized the worth of the community college.  

London wrote: 

In short, although qualitatively different, the mission of the community 
college is made congruent with and supportive of the mission of senior 
institutions, thus allowing the teachers to maintain a measure of 
congruence between their once anticipated identities and their present 
function. (p. 48) 
 
Nine vocational instructors were interviewed by London.  With two 

exceptions, these faculty members did not report resentment or disappointment with 

their career choice.  Most of these vocational faculty reported a transitional period 

between their profession and teaching.  In addition to giving voice to the instructors he 

interviewed, London observed that fundamental difference between the liberal arts 

instructors and the career instructors was their career path.   

London’s (1978) ethnographic study of community college faculty was 

followed several years later by Seidman’s (1985) phenomenological study of 76 

community college faculty members in three states.  Seidman contrasted the 

methodology of his study to London’s ethnographic methodology.  Seidman felt 

ethnography gave the role of constructing meaning primarily to the observer.  In 
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contrast, he felt a phenomenological study was informed more by the way faculty 

understood their work.  Seidman cited Schutz (1967) as providing the theoretical basis 

for his research approach.   

Seidman’s study sought to build a representative pool of participants.  In the 

final sample of 76 participants, 32, or 42%, were women.  That percentage was 

consistent with the national population of faculty at that time.  However, the study 

oversampled racial/ethnic minority faculty.  It included 21 members of minority 

groups, even though in the early 1970s, minorities may only have represented 5% of 

the faculty population.  Twenty-five percent of the faculty members were faculty in 

vocational areas, even though the researchers recognized that might have represented a 

low percentage.  The researchers used further criteria to ensure the sample was as 

representative of the community college faculty population as possible.   

A number of themes emerged from the faculty interviews in Seidman’s (1985) 

study.  One of these was the sense of division between vocational and liberal arts 

faculty.  Liberal arts faculty felt threatened by the increasing influence of vocational 

programs.  Many study participants felt that the split between general and vocational 

education was at the heart of many of the tensions in community colleges.  However, 

Seidman contended that the community college moving its curriculum to job 

preparation was not that different from the situation at four-year colleges.   

Another theme in Seidman’s (1985) study was that of diminishing faculty 

power, leading to an increasing feeling of faculty isolation.  He noted that this 

particularly affected women and minority faculty members.  At the time of Seidman’s 
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study 40% of community college faculty nationally were women.  However, an 

analysis of the 1984 Carnegie survey data from three hundred colleges and universities 

found that gender affected hiring, promotion, and the allocation of money across all 

ranks and institution classifications (Bellas, 1993).  Seidman’s qualitative study 

highlighted these inequalities.  Seidman noted that experience of minority faculty in 

his study depended on their numbers within an institution.  In particular, he noted that 

in institutions with few minority faculty members, the minority faculty member was 

often perceived as representative of their ethnic group. 

Seidman (1985) also noted that the student-centered model in community 

colleges created stress for many faculty members and a confusion of the teacher-

student relationship.  Seidman noted that both Garrison (1967) and London (1978) 

also raised questions about the cost to faculty of the student-centered model.  This 

theme of student expectations of faculty and faculty expectations of students is also 

central to a recent qualitative study of community faculty and students by Cox (2009). 

The studies by London (1978) and Seidman (1985) have relevance for the 

current study because of their qualitative methodologies and because they are cited by 

a number of more recent studies of community college faculty (Grubb & Associates, 

1999; Levin et al., 2006; Townsend & Twombly, 2007b).  They also identified a 

number of themes that continue to be relevant today.  These include a separation 

between transfer and vocational faculty, the decision to teach at a community college, 

and the scope of faculty work. 
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Cohen and Brawer (1977) conducted a large-scale survey study of community 

college humanities faculty that included 1,008 participants from 156 colleges.  They 

stated in the introduction to their study that community colleges changed more in the 

early 1970s than at any comparable period of time in their history.  The changes they 

identified included a changing student demographic, including older and more part-

time students, as well as an increased demand for career programs.  Other changes 

affecting full-time faculty included more part-time instructors and non-classroom roles 

for full-time faculty.  Affirmative action goals for college faculty hiring had more 

effect on male-female ratios than on those of racial/ethnic minorities.  They also 

observed that the rapid rise of faculty collective bargaining in the 1970s seemed 

inescapable.  Cohen and Brawer (1977) found that older faculty, those from age 46 

and up, were much more likely to be high in the satisfaction category.  Also, the more 

years one had taught in a community college related to higher satisfaction.   

Cohen and Brawer concluded their study with an analysis of the faculty role 

that emerged from their study and their other work.  They characterized it as a shifting 

faculty role, whose characteristics included a loss of contact with their academic 

discipline but an unwillingness to accept instruction as a discipline, and reluctance to 

participate in management of the college or long-range instructional or curricular 

planning.  They credited this growing faculty reclusiveness to a number of factors that 

included a lack of reward for instructional innovation and a tendency to hide behind 

the classroom door.   
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Cohen and Brawer (1977) noted the numbers of women and ethnic minorities 

employed as community college faculty, but beyond that, their study does not address 

faculty attitudes as a factor of gender or ethnicity.   

Another concern of Cohen and Brawer (1972, 1977) that emerged from this 

study and an earlier study, echoed in even their most recent book on community 

colleges (Cohen & Brawer, 2008), is the issue of community college teaching as 

distinct profession.  They wrote in their 1977 study, “although community college 

faculty may be moving slowly toward the development of a profession, its lines are as 

yet indistinct” (p.  110).  This sentence is repeated and expanded upon in the fifth 

edition of their standard work on community colleges (Cohen & Brawer, 2008). 

Although instructors at two-year colleges may be moving toward the 
development of a profession, its lines are as yet indistinct.  The 
teaching loads take their toll, but as long as instructors insist on 
moonlighting and on having close personal contact with students in 
classes – the smaller the better – the attendant high cost of instruction 
makes it difficult for colleges to fund the alternatives that could be 
pursued.  The most positive note is that the community college has 
become a well-known, visible workplace, not only among its own staff 
but among the legislators and agency officials who make decisions 
affecting its directions.  And as a group, faculty members no longer 
look to the universities for their ideas on curriculum and instruction, 
nor do they see the community college only as stations on their way to 
university careers.  In recent years, fewer have indicated they would 
find a university position attractive.  Community college instruction has 
become a career in its own right. (pp. 109-110) 

 
Summary of Historical Studies of Community College Faculty 

 This section of the literature review has attempted to provide a historical 

context for considering the work experiences of community college faculty.  Most of 

the studies considered in this section of the literature review were from the 1960s, 
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1970s, and 1980s, decades of great change for community colleges and community 

college faculty.  Studies reviewed included qualitative and quantitative studies that 

considered faculty work, faculty beliefs and attitudes, and community college teaching 

as a career.  More recent studies that address similar issues will be considered in later 

sections of the literature review.  

Community College Faculty Work and Attitudes 

The purpose of this section of the literature is to evaluate research that provides 

a context for understanding community college faculty work and professional life.  

Faculty work and careers at community colleges and four-year colleges and 

universities has been studied from a number of perspectives.  Twombly and Townsend 

(2008), reviewing recent research on community college faculty, identified that 

quantitative and qualitative studies have focused on one of five areas: faculty 

characteristics; faculty work in the community college context; the faculty career and 

labor market; institutional factors on faculty careers; and community college teaching 

as a profession.  This section of the review will look at recent research on community 

college faculty as it relates to the focus of the current study. 

Several national studies have looked at how community college faculty 

members distribute their time (Heuer et al., 2006; Huber, 1998; Outcalt, 2002a; 

Palmer & Zimbler, 2000).  Faculty workload generally refers to the hours spent in the 

classroom each week and does not vary much from institution to institution, regardless 

of how faculty are covered by collective bargaining agreements (Cohen & Brawer, 

2008).  Faculty work outside the classroom can include class preparation, student 
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advising, serving on tenure committees and other campus committees, and some level 

of involvement in governance and college decision-making.   

Since the purpose of the proposed study is to explore the professional growth 

experiences of mid-career community college faculty, it is important to understand 

current and past conceptions of the work role of the community college faculty 

member.  What does it mean to be a faculty member in a community college?  Does it 

differ from the traditional faculty role in four-year colleges and universities?  

Organizational perspective.  According to Levin, Kater, and Wagoner 

(2006), community college faculty are not only educators but also "corporate workers 

employed within an organization that encompasses cultural, economic, educational, 

and social missions” (p. 133).  Levin et al. noted a number of pressures on community 

college faculty that affect their professional identity.  These include multiple and 

changing missions, externally focused resource dependency, increasing enrollment 

and changing demographics, growth of part-time faculty, and increased use of 

technology, including online teaching and learning.  Their study concluded that, unlike 

university faculty who are able to maintain a professional identity separate from their 

institution, community college faculty identity is more closely tied to their institutions. 

Levin (2006) expanded this conception of a tension between faculty members 

and the institutions at which they work in a qualitative study that explored the conflict 

of values within community colleges between faculty and various institutional values 

and external pressures.  He argued that past scholars have conceptualized community 

college faculty as an oppositional culture (Grubb & Associates, 1999; Rhoades, 1998; 
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E. Seidman, 1985).  Levin argued that these scholars saw faculty in conflict with 

students, administration, or other faculty groups.  He expanded this cultural conflict to 

include groups and forces external to the institution.  He suggested that faculty values 

are most often in conflict with the institution’s response to economic pressures.  

However, he concluded that this did not result in overt conflict between faculty and 

faculty, faculty and administrators, or faculty and external influences. 

Faculty and administration see faculty as central to their institutions and 

necessary participants in administrative work, but faculty may have different goals for 

the institution because the institution prioritizes economic goals.  Levin’s (2006) 

conception is significant because it provides a societal context for community college 

faculty work that must be considered when exploring faculty work experience.   

Teaching Perspective.  Research on the centrality of the teaching role for 

community college faculty should also be examined.  Bayer and Braxton (1998) 

framed their study of community college teaching within the scholarly debate on 

whether or not community college faculty are considered a professionalized group.  

Cohen and Brawer (1972, 1977) also studied this question in the 1970s.  Bayer and 

Braxton addressed the question of whether community college faculty members were 

a professionalized group in addition to being an occupational group.  Their study 

paralleled an earlier study of four-year college faculty (Braxton, Bayer, & Finkelstein, 

1992).  Brayer and Braxton concluded that community college faculty value 

accessibility to students more highly than university faculty. 
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Teaching is also the central concern for Grubb and Associates’ (1999) 

qualitative study of teaching practices at community colleges.  Grubb and Associates 

concluded that one factor influencing instructional effectiveness was contact with or 

isolation from peers.  They defined effective instruction as that which included “high 

levels of student engagement, active student participation, and relatively sophisticated 

content” (p. 55).  Because ineffective instructors were those that cut themselves off 

from colleagues and the institution, they concluded that most institutional efforts at 

improvement, including workshops, mentoring, and administrator engagement, would 

be ineffective.   

In a national survey study, Outcalt (2002b) found that most instructors reported 

their teaching practice favored lecture and discussion and that teaching practices did 

not vary widely.  Outcalt’s study was a follow up study to a study by Cohen and 

Brawer (1977).  Outcalt found that teaching practices for humanities faculty had not 

varied much since 1975.  He found joint teaching was less common, and use of 

instructional technology had not increased.   

Faculty satisfaction.  

A number of studies have looked at faculty satisfaction with issues such as 

governance, autonomy, workload, and institutional support.  Thaxter and Graham 

(1999) found in a survey study of 100 randomly selected faculty in community 

colleges in six Midwestern states that faculty did not feel they were involved in a 

significant way in important decision-making activities.  They reported that faculty 

felt some control in classroom-related decision-making, but less so in issues outside 
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the classroom, such as institutional goal setting or the budgeting process.  The 

researchers found that this perception was constant across age, gender, and other 

demographic categories.  However, the study did not investigate differences in 

organizational environments across institutions or whether, given the chance, faculty 

would choose to be actively involved in decision-making. 

A number of studies have used National Study of Postsecondary Faculty data 

to study satisfaction among faculty at two–year and four-year colleges.  One study 

(Kim, Twombly, & Wolf-Wendel, 2008) looked at factors predicting community 

college faculty with instructional autonomy. This study used 2004 National Study of 

Postsecondary Faculty data to compare the perceptions of part-time and full-time 

faculty, and two-year college and four-year college faculty.  This study found that 

most faculty members in the study were satisfied with instructional autonomy 

regardless of employment status or place of employment.  The study suggested, 

however, that the usefulness of the National Study of Postsecondary Faculty for 

studying faculty autonomy is limited because of changes in the survey between 1999 

and 2004 and concluded that researchers will need to use qualitative research methods 

to study autonomy. 

A recent study (Linville, Antony, & Hayden, 2011b) on the perceived control 

of community college faculty compared unionized and nonunionized faculty and 

found that union status was not predictive of perceived control. Using data from the 

1993, 1999, and 2004 National Study of Postsecondary Faculty, this study looked at 

the issue of control over work, which has often been a point of contention between 
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faculty and administration.  The study found that while the experiences of unionized 

and nonunionized faculty differed, unionization was not a controlling factor.  In a 

follow up study based on the same data sets (Linville, Antony, & Hayden, 2011a), the 

authors looked at whether working in a union or nonunion college influenced overall 

job satisfaction.  The study found that perceived control is correlated and predictive of 

job satisfaction but that union status does not influence job satisfaction.  Both of these 

studies also recognized the limitations of using a data set based on a national survey 

that was not designed to measure faculty perceptions of their control over their work.  

Another recent study (Johnson, 2012), also based on National Study of 

Postsecondary Faculty data, attempted to correlate job variables, such as satisfaction 

with salary, benefits, workload, satisfaction, with authority to make decision, and 

institutional support for teaching improvement. The study could not correlate overall 

job satisfaction with demographic/background variables when viewed alone, but when 

job factors were included, age and highest degree attained became significant job 

predicators.  This study found that younger faculty and faculty with master’s degrees 

had the highest job satisfaction.  

Kinchen (2010) also used data from the 2004 National Study of Postsecondary 

Faculty to study faculty satisfaction. The study disaggregated faculty by employment 

preferences, including full-time, involuntary part-time, and voluntary part-time.  The 

study found that the structure of faculty satisfaction differed by employment type.  

The study also found that the factors influencing faculty satisfaction, including 



   44 

perception of equity, partial inclusion, and demographic differences, differed in 

predicting faculty satisfaction by faculty group.  

Madray (2010) used a survey to study the relationship between faculty 

involvement in governance and faculty vitality.  Faculty vitality is a construct that 

looks at faculty satisfaction but also attempts to gauge faculty productive and 

engagement in areas other than teaching.  Madray surveyed community college faculty 

in North Carolina, looking at the relationship between service on the faculty senate 

and indicators of faculty vitality.  He found few differences between these two groups.  

He did find high levels of job satisfaction between both groups. 

Ambrose, Huston, and Norman (2005) noted that much research on faculty 

attitudes relies on survey data and that this limits the range of possible responses. They 

used a qualitative method to assess faculty satisfaction.  They used semi-structured 

interviews instead of surveys and a matched cohort of 123 faculty members (current 

and form) from one institution.  The researchers found that the overall assessment of 

faculty who had left the university was a positive as those who had stayed.  This 

finding suggested that faculty did not leave the university because they were 

dissatisfied but for other reasons.  The study also identified frequently cited issues 

affecting faculty satisfaction.  These included salaries; collegiality; mentoring; 

reappointment, promotion, and tenure; and the behavior of department heads.  What is 

most relevant to the current study, however, is the researchers’ recognition of the 

limitation of survey studies for assessing faculty satisfaction. 
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Summary of Community College Faculty Work and Attitudes 

This section of the literature review sought to describe and analyze research on 

various aspects of the community college faculty work role.  Several studies used the 

National Study of Postsecondary Faculty as a data source for measuring faculty 

satisfaction with factors such as control over work and overall job satisfaction.  These 

studies noted the limitations of using a national survey to measure constructs that were 

not considered by those who designed the survey.  Several studies used a qualitative 

method to assess faculty vitality or satisfaction. 

 Research has shown that the work of community college faculty is distinct in 

several ways from the work of faculty at four-year colleges.  These include teaching 

perspective and faculty workload.  

Experiences of Women and Minority Faculty 

More women are full-time faculty in community colleges today than in any 

other institutional type, representing between 49% (Cataldi et al., 2005) and 52% 

(Keller, as cited in Townsend & Twombly, 2007b).  Research on women faculty in 

community colleges identifies two general themes.  First, academic life for women is 

better in community colleges than in four-year colleges and universities.  Second, the 

high percentage of women in community colleges relative to four-year colleges and 

universities shows that they are marginalized in academe (Townsend & Twombly, 

2007b).  A recent review of literature conceptualizing women in community colleges 

from 1997-2007 found that faculty were the focus of 53% of the studies, and that 
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issues of interest included full-time versus part-time employment, tenure, instructional 

practices, and trends in gender equity (Drake, 2008). 

Hagedorn and Laden (2002a, 2002b) examined a national dataset of 

community college faculty and found that the climate for women at community 

colleges is less “chilly” than at four-year colleges.  Hagedorn and Laden cited 

Townsend (1995) as having reached a similar conclusion, suggesting that women are 

more satisfied at community colleges because of their greater representation among 

the faculty and also because of the presence of more women in positions of leadership.  

Townsend stated, however, that more research on the effects of gender needed to be 

done.  She also wrote that other factors besides gender need to be considered. 

Gender is but one lens through which to view the experiences of 
community college faculty.  We also need to differentiate their 
experiences in terms of race/ethnicity, age, social class, physical 
condition, marital status, and sexual orientation. (p. 45) 
 
Lester and Lukas (2008) surveyed faculty in the California community college 

system to analyze perceptions and satisfaction with involvement in campus 

governance and found that women felt they were fairly represented in campus 

governance.  This is in contrast to large public universities where the proportion of 

women has remained low.  They found an “ethos of equity” in community colleges, 

but also found that while women do experience discrimination in their participation in 

campus governance, they are less like to feel that their participation is “laden with 

discriminatory beliefs and values” (p.65). 

A study focusing on the perceptions and satisfaction of faculty in two-year 

college (Akroyd, Bracken, & Chambers, 2011) found some similarities and some 
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differences between men and women. The study used data from the 1999 National 

Study of Postsecondary Faculty to analyze gender differences in faculty satisfaction.  

The study considered factors such as human capital variables, structural variables, 

productivity variables, market variables, satisfaction with instructional autonomy, 

satisfaction with time spent on instructional activities, and satisfaction with salary and 

benefits.  The study found that women faculty in general education were more 

satisfied than those in occupational areas. The study also found that white males were 

58% more likely to be dissatisfied than men of color.  The researchers struggled to 

understand this finding since other studies show that faculty of color are generally 

more likely to feel job-related stress. Like other studies based on large studies like the 

National Study of Postsecondary Faculty, the study is limited by the types of questions 

asked in these surveys. 

Perna (2003) analyzed the 1993 National Study of Postsecondary Faculty 

dataset to examine the status of women and minority faculty at community colleges.  

The outcomes she considered included employment status, salary, rank, and tenure 

status.  She examined the data through a theoretical perspective that included human 

capital, structural, and market perspectives.  She found that differences in 

representation among full professors and salaries were eliminated when differences in 

other variables were taken into account.  However, she did find a few unexplained 

racial/ethnic group differences in the employment experiences of Hispanic faculty that 

were not explained by human capital, structural, and market perspectives.  These 

included a lower promotion rate and an overrepresentation of Hispanic faculty at two-
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ear colleges when compared to four-year colleges.  Perna also pointed out that 

representation of minority faculty at community colleges is substantially less than their 

representation among students. 

Isaac and Boyer (2007) based their study of urban and rural minority faculty at 

community colleges on the 1999 National Study of Postsecondary Faculty dataset.  

Their research examined 243 racial/ethnic minority faculty at community colleges in 

three geographic areas: the urban fringe of a large city, the urban fringe of a mid-size 

city, and rural areas.  Their study did not compare the satisfaction of minority faculty 

to non-minority faculty.  They found that both urban and rural faculty were satisfied 

with authority over course content but were dissatisfied with other areas, including 

salary and benefits, and somewhat disagreed that minority faculty are being treated 

fairly.  A limitation of the study that they note is the small sample size.   

Reviewing literature about women faculty in community colleges, Clark 

(1998) suggested the need for research that focused on the “personal experiences and 

daily interaction with peers, senior faculty, academic deans, divisions, and the 

institution as a whole,” (p. 85).  Wolf-Wendel, Ward, and Twombly (2007) conducted 

a qualitative study of female faculty with children at community colleges, 

interviewing 30 women at 12 colleges across the country.  While the women in the 

study were all in their probationary period and not at mid-career, the themes derived 

from the interviews are useful to consider when studying women later in their careers.  

These included: (a) the conscious choice women made to teach in community colleges 

because they believed it would be most compatible with raising a family; (b) time 
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pressures, stress and anxiety trying to balance work and home faced by participants; 

(c) the effort by study participants to achieve balance; and (d) study participants 

reporting contentment, finding that a balance between work and family was achievable 

with work as a community college faculty member (p. 262).  Another study of work 

and family balance issues for community college faculty at one community college 

(Sallee, 2008) surveyed both men and women, but recognized that the burden for 

balancing family remained much greater for women. 

A study of minority faculty at community colleges (Bower, 2002), combining 

both quantitative and qualitative data, suggested a more mixed experience for minority 

faculty.  The study included initial statistical analysis of data from a 2000 survey 

conducted by the Center for the Study of Community Colleges (CSCC), which 

included 154 individuals identified as ethnic minority (i.e. African-American, 

Hispanic, Asian or Pacific Islander, and American Indian/Alaskan Native) faculty, 

which found few differences between the responses of minority and nonminority 

faculty.  However, focus group findings, from conversations conducted with minority 

faculty at two campuses, revealed more complex experiences.  Long-time faculty, who 

were often the first minority faculty at their colleges, reported “isolation, alienation, 

over discrimination by peers and students, and a sense of separation” (p. 83).  

However, statements by focus groups participants also showed appreciation for 

autonomy and general satisfaction with community college faculty life that echoed the 

statistical analysis of the CSCC data. 
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Summary of Experiences of Women and Minority Faculty 

Research on women and minority faculty in community colleges suggests a 

mixed experience for both groups.  While none of the studies cited here specifically 

address the experience of mid-career faculty, they recognize that gender and ethnicity 

do affect one’s experience of work and explore those differences for community 

college faculty. 

Mid-Career Faculty 

The findings of a study of community college faculty early in their careers 

(Fugate & Amey, 2000) that looked at their career paths, conceptualization of roles, 

stage delineation during the first six years of their full-time employment as a 

community college faculty member, and the role of faculty development early in their 

careers provided useful direction for researchers and those concerned with faculty 

development. Similar research for mid-career community college faculty does not 

exist.  However, a body of research about mid-career faculty at four-year colleges and 

universities is developing (Baldwin, 1998, 2005; Baldwin & Chang, 2006; Baldwin et 

al., 2008; Baldwin et al., 2005; Karpiak, 1996, 2000).   

A qualitative study (Karpiak, 1996, 2000) of 20 associate professors between 

the ages of 41 and 59 at a Canadian university identified a number of issues for the 

sample group that included faculty views of teaching, attitudes toward administration, 

career and health concerns, and attitudes towards change.  Findings pointed to a need 

for relationship and community.  The study took the perspective of adult development 

to highlight the changes that faculty undergo during their academic career.   
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 Baldwin and Blackburn (1981) surveyed 105 male college faculty members 

from 12 Midwestern liberal arts colleges in a study that looked at faculty career stages.  

Faculty in the study represented five career stages.  The authors summarized their 

understanding of faculty career development by dividing their findings into four 

categories: (a) stable faculty characteristics that are approximately the same at each 

career stage, (b) evolving faculty characteristics that respond to vocational change, (c) 

fluctuating faculty characteristics that change within career stages, and (d) critical 

events.  Critical events included opportunities for professional growth, such as 

sabbatical leave.  The researchers concluded that for many dimensions there are only 

minor differences at different career stages, but that there was substantial evidence of 

career evolution.  There was also fluctuation within each major career stage.  Critical 

career events that significantly influenced faculty frequently included professional 

growth opportunities.  A significant limitation of this study, as with much other career 

development and life-span research at this time (Levinson et al., 1978) was that the 

study included only male participants.  However, this study is important because much 

later research on faculty career stages and faculty development points back to this 

study.   

Baldwin, et al. (2005) analyzed data from the 1999 National Study of 

Postsecondary Faculty to attempt to answer two questions about mid-career faculty.  

These included whether or not faculty in the middle of their academic career differed 

from colleagues at other career life stages and whether some definitions of mid-career 

distinguish mid-career faculty more clearly than other.  The study looked at constructs 
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both for mid-life and mid-career.  For mid-career separate classifications were used for 

years teaching and years at an institution.  Only those for years at an institution will be 

discussed here.  The authors defined three career stages for teaching at a single 

institution: (a) early-career – six or fewer years teaching at an institution, (b) mid-

career – 12-20 years at an institution, (c) late-career – 25 or more years at an 

institution.  Their focus was primarily to describe faculty characteristics at each stage.  

While the data from National Study of Postsecondary Faculty included both full- and 

part-time faculty and faculty from both 2- and four-year colleges, this study looked 

only at full-time faculty from four-year institutions.  Baldwin, et al., in their 

concluding paragraph, point to the significance of the present study, “Attention to 

faculty in the middle years is long overdue.  Ideally the findings of this study will 

stimulate more research on this enormously important phase of life” (p. 117). 

Baldwin, et al., (2008) addressed the need for qualitative analysis of mid-

career faculty at a research university with their study of 20 mid-career faculty and 20 

department chairs.  Conclusions from their study that might be relevant to the 

community college environment included faculty feelings of neglect and lack of 

direction at mid-career.  They also concluded that mid-career faculty are influenced by 

their faculty environment.   

Summary of Mid-Career Faculty 

 While there is an increasing body of research on the experience of mid-career 

faculty at four-year colleges and universities, there is a lack of corresponding research 

on the experiences of community college faculty at this career stage.  However, 
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research on the experiences of mid-career faculty at four-year colleges and universities 

provides a useful starting point for the proposed research. 

Summary of Literature on Community College Faculty 

 Research on community college faculty experience from the 1960s to the 

present has identified recurring themes that included a sense of isolation often felt by 

faculty, uncertainty about the status of community college teaching, concern about 

workload, and tension between faculty and administration over institutional values and 

decision-making.  Research on women community college faculty has shown that 

more women are full-time faculty members at community college than at any other 

institution type, and that women may be more satisfied at community colleges than at 

other institution types.  Minority faculty are underrepresented at community colleges, 

and one study found their experience to be mixed.   

 Research on the experience of mid-career community college faculty is 

limited, but research about mid-career faculty at four-year colleges and universities 

provides a starting point for this research study because despite different 

organizational contexts, but the basic framework of the faculty role is similar. 

Faculty Professional Development 

 In their monograph, Rethinking faculty work: Higher education’s strategic 

imperative, Gappa, Austin and Trice (2007) wrote: 

Professional growth opportunities that enable faculty members to 
broaden and deepen their knowledge, abilities, and skills, to address 
challenges, concerns, and needs, and to find a deeper satisfaction in 
their work are more important than ever with the changing and 
expanding responsibilities that faculty members must handle. (p. 280) 
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This section of the literature review looks at studies addressing the professional 

growth and development of community college faculty to provide context and 

background for the present study. 

  Cohen and Brawer (1977) examined faculty development and preparation in 

their study of community college faculty in the context of the attention given faculty 

development in four-year colleges and universities in the early 1970s.  Because of 

shrinking research budgets, fewer new faculty being hired, and competition for 

students, universities had recognized the need to develop the teaching competency of 

their faculty.  The rapid growth of the 1960s was slowing, new programs were being 

added, and fewer full-time faculty members were being hired.  The changing nature of 

community college students was also a significant motivation for faculty development.  

In addition, many new faculty hired in the 1960s, regardless of their teaching 

competence, would not retire for many years.   

Cohen and Brawer (1977) surveyed faculty development in community 

colleges at that time and noted: 

The faculty development programs that have been built have centered 
on attitude adjustment – accepting the basic concepts of the community 
college and the types of students as one’s own – and on innovative 
modes of instruction.  At their best the programs allow individual 
instructors to test instructional strategies, assess their own goals, and 
measure their personal and professional development.  They may also 
tend to change the campus climate in the direction of support for the 
individual.  At their worst, the programs take the form of pedantic 
seminars or hortatory declamations designed to inspire people to 
change their outlook, lifestyle, and mode of professional functioning all 
in one hour.  When there is no consistency or focus, the faculty 
development effort falls on stony ground.  The faculty may go along 
with the fiction, though, if their college’s staff development efforts 
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translate into funds for sabbatical leaves and travel to professional 
meetings in distant cities. (pp. 68-69) 
 
Gaff (1975) surveyed efforts to improve instruction in colleges and universities 

by looking at faculty, instructional, and organizational development efforts.  Gaff 

defined faculty development as the effort to promote faculty growth and help faculty 

acquire knowledge, skills, and attitudes necessary to be effective teachers.  

Instructional development emphasized systematic instruction and instructional design.  

Organizational development looked at how to create effective environments for 

teaching and learning.  Gaff was one of the first researchers to describe systematic 

efforts to improve college instruction.   

Gaff (1975) identified three developmental frames: faculty, instructional, and 

organizational.  He noted that proponents of these different approaches come from 

different backgrounds.  Instructional development experts tended to come from the 

fields of education and instructional media.  Faculty development experts tended to 

have backgrounds in psychology.  Organizational development experts, called by Gaff 

the least formalized of the three perspectives, come from sociology or business 

administration backgrounds.  He wrote that “despite important overlaps, the basic 

professional structure of each approach functions to keep them separate from each 

other” (p. 102). 

Gaff observed that since most programs are voluntary, participants are self-

selecting and not always those in greatest needs of the program’s services.  He also 

observed that where faculty development was an institutional priority, there was a 
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greater likelihood of effectiveness, and that individuals who made the greatest 

commitment to development would likely receive the greatest benefits.   

Bergquist and Phillips (1975) used a similar schema similar to Gaff’s (1975).  

Their model suggested that change must take place at three levels: attitude, process, 

and structure.  These corresponded to Gaff’s (1977) distinction between faculty, 

instructional, and organizational development.  Bergquist and Phillips argued that to 

be successful, a development program must include all three elements.  Gaff’s book 

Bergquist and Philips’ article are identified as significant foundational works in 

faculty development by several authors (Alstete, 2000; Murray, 2002; Sorcinelli, 

Austin, Eddy, & Beach, 2006). 

Two organizations were formed in the 1970s to support faculty development.  

In 1974, the Professional and Organizational Development Network in Higher 

Education (POD Network) was formed, and three years later, in 1977, the National 

Council for Staff, Program, and Organizational Development was formed to provide 

support for faculty developers in community colleges (Sorcinelli et al., 2006).  The 

1970s and 1980s were a time that many colleges created formal development 

programs that followed the models identified by Gaff (1977) and Bergquist and 

Phillips (1975) (Murray, 2002). 

 The POD Network has had a significant impact on faculty development, and 

has published several volumes that are key to those running and starting faculty 

development centers (Gillespie, Hilsen, & Wadsworth, 2002; Sorcinelli et al., 2006).  

Yet, while the POD Network provides significant guidance and encouragement to 
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faculty developers, particularly those who operate from a formalized center for 

teaching and learning, many community colleges have not provided the resources to 

support coordinated faculty development (Murray, 1999).  

Grubb and Associates (1999) addressed professional development for 

community college faculty from the perspective of teaching.  The authors’ 

methodology made direct observation of classes and workshops their priority.  They 

observed faculty in the study for between three and six hours and interviewed faculty 

at least an hour, asking questions about their background, teaching preparation, 

teaching philosophy, and attitudes toward students, colleagues and administration.  

The study attempted to address complicated issues of what is good teaching and 

effective practice, and it addressed the role of professional development and the 

responsibilities of the institution to support professional development. 

The apparently random distribution of good and bad teaching seems to 
confirm the biases of those who think of teaching as an innate ability – 
“ good teachers are born, not made.”  But this interpretation is, we 
think, incorrect.  If educational institutions do little to foster good 
teaching – or if they make ineffective efforts – then indeed the quality 
of teaching is idiosyncratic and random, as individuals develop 
teaching abilities on their own.  However, in a few colleges we found 
teaching to be of higher quality overall, and faculty unanimously 
reported that the college did everything within its power to improve 
instruction.  Under these conditions the quality of teaching is more 
likely to be systematic rather than idiosyncratic. (p. 280) 
 
Grubb and Associates (1999) identified a number of structural issues affecting 

teaching quality.  Instructors’ roles are fragmented for both full-time and part-time 

instructors.  “There’s a relatively small core of full-time faculty who are responsible 

not only for teaching but also for “managing” part-time faculty – for devising course 
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outlines, sometimes for hiring and monitoring the part-timers” (p. 283).  They 

observed that instructors are isolated, and that there is a lack of activities to draw 

faculty together around teaching.  The authors concluded that community colleges 

“can affect instruction through pre-service education or the formal requirements for 

being hired, in-service education and staff development, and (rarely) faculty centers” 

(p. 294).  They noted that while most institutions have sabbaticals, support faculty 

attendance at conference, workshops, and seminars, they complained “most colleges 

have used in-service education in unfocused and thoughtless ways” (p.  297). 

Grubb and Associates (1999) were clear about the critical role of 

administrative support for improving teaching. 

The influences of administrators on teaching are profound.  They 
establish the tone and culture of their institutions – the attitude toward 
instruction, whether good teaching is important or not, the sense of 
internal cohesiveness or conversely, of fragmentation and 
independence.  The best institutions… have administrators who are 
committed to teaching and who have managed to orient every single 
policy in their colleges toward the improvement of teaching.  Sadly, 
such individuals are rare.  Over and over, instructors report that 
administrators are ignorant and often indifferent about teaching, and 
their howls of anger are startling. (pp. 301-302) 
 
A national study of faculty development (Murray, 1999) reinforced Grubb and 

Associates’ (1999) concerns about institutional commitment to faculty development 

Murray (1999) found that at 43.1% of the 130 community colleges that responded to 

the survey the person responsible for faculty development spent less than 10% of his 

or her working hours on faculty development.  About 16% reported that this person 

spent more than 50% of his or time on these activities.  About 68% of the respondents 

reported that faculty development was the responsibility of the chief academic officer.  
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Faculty development efforts reported were not much different than those reported by 

Cohen and Brawer in 1977.  “Sabbatical leave, the once or twice a year ‘pep-talk’ by 

an outside expert on teaching, and funding conference attendance were nearly 

universal” (Murray, 1999, p. 59).  While Murray concluded that respondents to his 

study felt that “faculty development involved a set of activities with no articulated 

vision or purposive leadership” (p. 61), his study was not designed to determine the 

reasons participants held these beliefs.   

A later study (Murray, 2002) surveyed faculty development efforts in 

community colleges and identified both weaknesses and strengths.  The weaknesses 

include lack of goals, lack of evaluation, and low faculty participation.  Murray stated 

succinctly, “Without clear goals tied to institutional plans, faculty development 

becomes a series of loosely related activities that administrators hope will improve 

teaching and learning” (p. 91).  He also criticized a lack of clear objectives in faculty 

development efforts.  One cause that he identified for low faculty participation is 

resentment by faculty about the form faculty development takes.  Faculty members 

prefer development that focuses on disciplinary knowledge and administrators want 

activities grounded in the unique challenges of community colleges and community 

college students.  This is often the type of activity most resented by faculty. 

However, Murray (2002) was able to identify a number of examples of 

successful programs, and from these he identifies a set of necessary conditions for 

effective programs.  These are: (a) administrative support that fosters and encourages 

faculty development; (b) the existence of a formalized, structured, and goal-directed 
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development program; (c) connecting faculty development to the reward structure; (d) 

faculty ownership; and (e) administrative support for investments in teaching (p. 95). 

None of these authors offer an uncomplicated picture or an easy solution.  The 

concerns raised by those concerned with faculty development in the 1970s seem very 

consistent with concerns of more recent writers.  The emphasis of these 

recommendations, echoing those of other authors, shifts teaching from an individual to 

a collective responsibility.  Grubb and Associates (1999) had passionate words about 

the promise of effective faculty development: 

An institution where teaching plays a serious role in hiring and 
evaluation is more likely to have continuous seminars and staff 
development focused on teaching improvement.  In such institutions, 
there is less room for mediocre teachers to secrete themselves away.  
Students become collectively socialized to more active forms of 
learning, so the burden of reorienting students is widely shared rather 
than falling on the shoulders of a few.  The presence of many policies 
related to the quality of teaching defines these as true teaching 
colleges… (p. 363) 
 
However, there is an important unasked question in much writing about faculty 

development: How do we know whether it works?  Maxwell and Kazlauskas (1992) 

addressed this question and a central paradox of faculty development: 

These programs are widespread in community colleges and generally 
approved, yet they muster only moderate or even little participation, 
often are relatively ineffective, and have particularly little impact on 
those who most need to improve their teaching. (p. 352) 
 
Maxwell and Kazlauskas (1992) argued that there is little research to 

demonstrate the effectiveness of faculty programs, and they asked another troubling 

question: If these programs are effective, why aren’t they more widely used?  They 
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found a lack of research on program effectiveness and point to this as a necessary 

future direction.   

Eddy (2005) surveyed community college academic vice presidents and 

directors of faculty development centers at the same institutions.  Surveys were sent to 

497 institutions and the total survey response rate was 39%.  Findings revealed that the 

most evident model relied on a singe individual or a small group of individuals to 

oversee faculty development.  Eighty percent of survey respondents had more than one 

title or area of responsibility.  Findings also indicated that vice presidents and center 

directors were concerned with teaching and institutional concerns related to faculty, 

including both full-time and adjunct faculty.  Overall, findings indicated, however, 

that faculty development efforts were not a prime focus of attention for institutions. 

Grant and Keim (2002) surveyed individuals responsible for faculty 

development at a random sample of 300 community colleges to assess faculty 

development activities. They found that 90% of colleges who responded to the survey 

had formal faculty development programs.  They found that all institutions provided 

travel funds for either full-time faculty or for both full- and part-time faculty.  The 

study attempted to differentiate practices by size of college and accreditation region, 

and for differences in support offered to full-time and part-time faculty, but their study 

did not look at support activities by career stages.  Two interesting findings were that 

monetary incentives are not the most influential factor in encouraging attendance in 

development activities.  Most faculty were motivated by release time, salary 

advancement, and professional activity credits, as well as intrinsic incentives.  The 
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study also found that most programs lacked a formal evaluation process and 

evaluation criteria. 

A qualitative study of faculty development in Canadian community colleges 

(Howard & Taber, 2010) found that consistent themes for the participants in that study 

were that engagement and applied; reflective practice; and change, growth, and 

transformative practices supported learning while resistance and organizational 

constraints inhibited learning. The authors found that these themes were consistent 

with adult education literature.  

A recent study of faculty development practices at community colleges 

(Robinson, 2012) found that finding ways to create effective faculty development 

practices was a concern for college leaders and professional development 

coordinators. The study surveyed faculty development coordinators at public 

community colleges.  The study found that professional development encompasses 

many activities but that expanding faculty development to include instructional and 

organizational development is challenging.  It also found that student diversity was a 

major challenge for faculty from both urban rural locations.  

Several recent studies on faculty professional growth that helped frame this 

study (O'Meara & Terosky, 2010; O'Meara et al., 2008) focused on environments that 

encourage faculty learning, faculty agency, professional relationships and 

commitments and looks to research on motivation and mindset for ways to increase 

faculty agency and commitment (Dweck, 2006; Pink, 2009). 
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Summary of Literature on Faculty Professional Development 

The importance of faculty, instructional, and organizational development 

efforts in community colleges have been recognized as important since the 1970s, but 

research shows inconsistent effort and success.  While several researchers have 

offered guidelines for successful development programs, other research shows a lack 

of institutional commitment to supporting faculty development.  Recent work focuses 

on faulty professional growth, focused on faculty learning and faculty agency. 

Summary of the Review of Literature 

The purpose of this literature review is to provide a context for the current 

study of community college faculty at mid-career.   

Theoretical approaches to understanding adulthood were considered to begin to 

provide a conceptual framework for the current study.  Four perspectives, the 

developmental, contextual, lifespan, and transition perspectives, were described with 

attention given to their use within career development research.  Also their 

applicability to issues of midlife and midcareer was considered.   

 Historical studies of community college faculty from the 1960s, 1970s, and 

1980s describe a number of issues for community college faculty that are relevant 

today.  These include the differentiation of the faculty role between the community 

college and four-year college and university, changing student demographics, the 

increasing use of part-time faculty, and pressures on time because of faculty workload.   

Levin (2006) provided an important contemporary analysis of the community 

college faculty role with a socio-political analysis that places community college 
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faculty work within the perspective of the global economy.  Research by Grubb and 

Associates (1999) and Outcalt (2002a, 2002b) focused on the teaching role of faculty 

and identified isolation as a significant theme.  This theme is also reflected in the 

experience of minority faculty.   

Women faculty at community colleges may experience a less “chilly” climate 

than women faculty at four-year colleges and universities (Hagedorn & Laden, 

2002b), but an analysis of the status of women at community college by Townsend 

and Twombly (2007a) suggested that equity achieved by women may be “accidental,” 

rather than based on the intentional actions or behaviors of institutional leaders. 

In addition, the work of researchers on career stages and faculty career stages 

provides a context for the current study.  Research supports the idea that mid-career 

faculty have developmental needs that are distinct from faculty early or late in their 

careers.   

Research on faculty development suggests a history of inconsistent results and 

a need for improved institutional support.  At the same time, faculty development has 

been recognized as a need since the 1970s.  Listening to and trying to understand the 

professional growth experiences of mid-career community college faculty may help 

guide and support development efforts for this important faculty cohort. 
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CHAPTER THREE: DESIGN OF STUDY 

 This section of the study addresses my research perspective, including both my 

philosophical approach to the research topic and my personal reflection on the 

approach and topic; the research method and a rationale for its use; selection of study 

participants; strategies for information collection and procedures for analysis; 

strategies for study validation; and considerations concerning protection of human 

subjects. 

 The purpose of this study is to explore the experience of professional growth 

for community college faculty at mid-career.  Exploring the lived experiences of 

individuals who have made a commitment to a career as faculty members at a 

community college should enrich the body of knowledge on community college 

faculty and add to the research literature on faculty career development.  This study 

provides an opportunity for mid-career faculty to reflect on how they experience 

professional growth at this career stage. 

Philosophical Approach 

 The broad philosophical approach underlying this research project is 

interpretive social science.  Merriam (2009) differentiated the epistemological 

perspectives of positivist/post-positivist, interpretive, and critical perspectives by 

purpose.  The purpose of interpretive research is to “describe, understand, interpret” 

while positivist research attempts to “predict, control, generalize” and critical research 

attempts to “change, emancipate, empower” (p. 11).   
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Interpretive research also places an emphasis on social life.  Neuman (2003) 

wrote:  

Interpretive social science is concerned with how people interact and 
get along with each other.  In general, the interpretive approach is the 
systematic analysis of socially meaningful action through the direct 
detailed observation of people in natural settings in order to arrive at 
understandings and interpretations of how people create and maintain 
their social worlds. (p. 76) 
 
Interpretive social science is not a single view, but encompasses a number of 

research traditions.  A major assumption of interpretive social science is that social 

reality is constructed and dependent on the meanings people give to their actions and 

behaviors (Carr & Kemmis, 1986).  The interpretive approach has also been called 

social constructivist (Creswell, 2007).  Creswell identified several characteristics of 

studies with a social constructivist perspective: questions are general, allowing 

participants to construct the meaning of a situation; the focus of the research is on the 

specific context in which participants work and live; and researchers know that their 

own background will shape their interpretations.  The intent of constructivist research 

is to make sense of the meanings others make of the world.    

Creswell identified five research approaches within the constructivist 

worldview: narrative, phenomenological, grounded theory, ethnography, and case 

study.  The present study uses a phenomenological approach to better understand the 

meaning of professional growth as experienced and enacted by mid-career faculty 

through an in-depth understanding of the experiences of faculty participants in this 

study.  Phenomenology is both a philosophy and a method of study.  Sokolowski 
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(2000) defined phenomenology as “the study of human experience and of the ways 

things present themselves to us in and through such experience” (p. 2).   

Phenomenology was a reaction to the dominant research tradition of the 19th 

Century, positivism.  The positivistic, essentialist view is that reality exists outside of 

human intention and is knowable and discoverable.  Edmund Husserl (1835-1938), the 

founder of phenomenology, argued that positivism could not describe the essential 

phenomena of the human world.  These included values, meanings, intentions, morals, 

feelings, and the life experiences of human beings.  He thought human consciousness 

should be the primary unit of analysis in the study of human life (McPhail, 1995).   

Moustakas (1994) called Husserl’s phenomenology “transcendental phenomenology,” 

and stated that it “emphasizes subjectivity and discovery of the essences of experience 

and provides a systematic and disciplined methodology for derivation of knowledge” 

(p. 45). 

It is important to recognize the criticisms that have been made of interpretive 

social science.  Positivist criticisms focus on the inability of interpretive studies to 

meet positivist standards of rationality, such as the inability to generalize results of 

studies or to objectively verify or refute theory.  Critical social scientists accept the 

interpretive premise that social actions must be understood in the light of meanings 

derived from their social context, but regard the aims of interpretive social science as 

too restrictive and criticize interpretive social science for not addressing problems of 

social conflict and social change (Carr & Kemmis, 1986). 



   68 

Research Methods 

The focus of the current study is on how community college faculty members 

experience professional growth at mid-career.  While the field of career development 

has traditionally been dominated by quantitative research, qualitative research, 

including the social constructivist perspective, has become more common in recent 

studies (Blustein, Kenna, Murphy, DeVoy, & DeWine, 2005; Blustein, Palladino 

Schultheiss, & Flum, 2004).  Kidd (2004) suggests that understanding emotion in 

career development and career management requires a constructivist approach. 

The current study was conducted using a phenomenological research method.  

According to Merriam (2009), all qualitative research draws from the 

phenomenological tradition because it places an emphasis on experience and 

interpretation, but one can also conduct a study using phenomenological methods.  

Phenomenology is an appropriate method for the present study because the focus of 

the present study is not on how the environment of one particular college shapes 

faculty experience (ethnography or case study) or on developing a theoretical basis for 

studying mid-career faculty (grounded theory), but on how individual faculty members 

experience professional growth in their own careers.   

Creswell (2007) identified two approaches to phenomenology used by 

contemporary researchers, hermeneutical phenomenology (van Manen, 1990) and 

transcendental or psychological phenomenology (Moustakas, 1994).  Of these two 

approaches, the approach that most closely fits the purpose of the current study is what 

Moustakas called transcendental phenomenological research.   
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Moustakas (1994) addressed the commonality of transcendental 

phenomenology with hermeneutical phenomenology, as well as other methods of 

social research, including ethnography and grounded theory research.  Some of these 

common elements include:  

• Recognizing the value of qualitative designs and 
methodologies, studies of human experience that are not 
approachable through quantitative approaches;  

• Focusing on the wholeness of experience rather than solely on 
its objects or parts;  

• Searching for meanings and essences of experience rather than 
measurements and explanations;  

• Obtaining descriptions of experience through first-person 
accounts in informal and formal conversations and interviews 
(p. 21). 

  
Moustakas (1994) also addressed distinctions between the transcendental 

phenomenological approach and other qualitative methods.  The key distinction 

relevant to the purpose of the present study is that in the transcendental 

phenomenological approach the researcher “engages in disciplined and systematic 

efforts to set aside prejudgments regarding the phenomena being studied” (p. 22).   

Moustakas’ method, grounded in the work of Husserl and Schutz (1967), provides a 

clear set of procedures for the interpretation of phenomenological data that will be 

described in the data analysis section.  Seidman’s (2006) monograph on interviewing 

as qualitative research provides a clear set data collection procedures and also includes 

a framework for the analysis of data.  The present study was guided by the methods 

outlined by Moustakas and Seidman. 
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Data Collection Procedures 

 The phenomenological approach relies on in-depth interviewing of research 

participants.  Seidman’s (1985) large scale qualitative study of community college 

faculty utilized a research method that included a sequence of three in-depth 

interviews with each of the 76 research participants.  Based on the experiences of this 

study and a graduate seminar he taught on in-depth interviewing, Seidman (2006) 

wrote a book on interviewing as a qualitative research method.  Seidman suggests 

researchers conduct three interviews.  While thee separate interviews with each 

participant was not feasible for the present study, the procedures for this study were 

adapted from Seidman’s model for data collection.  In contrast to Seidman, this study 

used a single in-depth interview for each participant, but attempted to capture the 

essential elements of Seidman’s three-interview model, which include: (a) a focused 

life history; (b) details of the experience; and (c) reflection on the meaning of the 

phenomenon.  

 The phenomenon in the proposed study is the experience of professional 

growth of a community college faculty member at mid-career as reflected in the 

participants’ own words.  The data for the study was gathered in a semi-structured 

interview with each participant.  Seidman (2006) wrote that that in-depth interviewing 

should avoid preset questions.  

In-depth interviewing, however, is not designed to test hypotheses, 
gather answers to questions, or corroborate opinions.  Rather, it is 
designed to ask participants to reconstruct their experience and explore 
their meaning. (p. 92)   
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However, Seidman (2006) did suggest that the interviewer develop an interview guide 

to establish the focus for each of the interviews.  The interview guide for the present 

study is included as Appendix A. 

I began each interview by reviewing the purpose of the study and sharing a 

definition of professional growth from Rethinking faculty work: Higher education’s 

strategic imperative by Gappa, Austin, and Trice (2007).  They defined professional 

growth as “opportunities that enable faculty members to broaden their knowledge, 

abilities, and skills, to address challenges, concerns, and needs, and to find deeper 

satisfaction in their work” (p. 165).  I then asked each faculty member to begin by 

taking a few minutes to talk about the early part of their career, their decision to 

become a community college faculty member, their tenure process, and professional 

development early in their career.  This initial question was designed to make the 

participants comfortable, but it also provided a context for understanding faculty 

members’ experiences of professional growth at their current career stage.  The 

responses to this initial question were so rich that they provided the content for the in-

depth faculty profiles included as Appendix C.   

Following the response to this initial question I followed up with a series of 

conversational prompts led by the conversation.  These prompts are included as 

Appendix B.  I concluded each interview by asking each participant whether there was 

anything additional that he or she wished to share.   
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Selection of Participants 

Since the primary method of data collection was semi-structured interviews, 

and I felt it was critical that these be conducted face-to-face, I interviewed faculty 

from a single community college that had a faculty large enough to meet the selection 

criteria for this study.  The research site for this study was an urban community 

college, which I will call Bayview Community College.   

The study participants were a purposive sample of nine full-time tenured 

community college faculty six to 13 years after receiving tenure, identified as being 

active in their professional role.  After getting permission from the Vice President of 

Instruction at Bayview Community College to access the research site, I obtained a list 

of the tenured faculty at the college with their tenure dates.  I then contacted the 

person responsible for faculty development at the college, what Seidman (2006) called 

an “informal gatekeeper,” and reviewed with her the list of faculty who had been 

tenured for between six and 20 years.  I asked her to identify faculty who were active 

in the college and whom she felt were “engaged.”  I identified an initial group of 16 

faculty, balanced as much as possible between men and women and transfer faculty 

and faculty in career training programs.   

I made the initial contact with potential research participants by email, 

introducing them to the purpose of the research study and the time required for 

participation.  If faculty expressed an interest in participating in the study, I followed 

up by emailing them the informed consent document.  In several cases, all of the 

arrangements were made by email.  In others, I spoke to participants by telephone to 
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arrange an appointment.  All interviews were conducted either in the faculty member’s 

office or in one case a nearby conference room. 

I recognized my role in the research process and took care to note and 

acknowledge my assumptions and biases during the interviews.  I identified myself to 

participants as a graduate student, but I also shared that I worked as a community 

college administrator.  I kept a journal throughout the process of data collection and 

analysis, capturing my thoughts and feelings throughout the process with particular 

attention given to making my assumptions and biases explicit.  

Data Collection 

 The data for the proposed study are the semi-structured interviews with each of 

the nine research participants.  A digital audio recording was made of each interview, 

and each interview lasted around an hour.  Each interview had several purposes.  The 

first was to establish a context for the participant’s experience.  For the present study 

the focus is on the participant’s higher education experience and early career growth 

experiences as a community college faculty member.  The second purpose was for the 

participant to concentrate on the lived experience of the topic of the current study.  For 

the present study, this addresses specifically the participant’s experience of 

professional growth at their current career stage.  The goal of this part of the interview 

was for the research participant to provide concrete details of their experience.  The 

third purpose of the interview is to give the participant the opportunity to reflect on the 

meaning of their experience.  This follows Seidman’s (2006) model of in-depth, 
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phenomenological interviewing because it asks participants to reflect on the span of 

time from the beginning of their careers to the present time.   

 Interviews were digitally recorded and the recordings were transferred to a 

computer to be transcribed.  I transcribed the first two interviews using 

HyperTranscribe software.  I had the remaining interviews transcribed by a 

professional transcription service, but I reviewed and corrected the transcriptions, 

again using HyperTranscribe software.  Following Seidman’s (2006) approach, 

interview data was analyzed in two basic ways.  Profiles of individual participants 

were developed and then grouped and individual passages were grouped into 

categories and then studied for thematic connections.  Moustakas’ (1994) 

transcendental phenomenological method provided a framework for the thematic 

analysis of the data, but Saldaña’s (2009) guide to coding was also a valuable practical 

guide.  Following Saldaña, my First Cycle coding method was Descriptive, 

summarizing in a short word or phrase the basic topic of a passage.  I followed this 

with Focused Coding, grouping together the most significant Initial Codes to develop 

themes. 

The central research question for the proposed study is “how do community 

college faculty members experience professional growth at mid-career?  Table 1. 

provides an overview of the research questions.  The interviews did not follow a set 

script, but consisted of open-ended questions designed to get the participants to talk 

about their career experiences.   
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Table 1.  Research questions 

Question Method Purpose 
How do community 
college faculty members 
experience professional 
growth at mid-career? 
 

One-on-one interview To create a context for 
relating and reflecting on 
mid-career experience. 

How do mid-career 
community college faculty 
members use professional 
growth experiences to 
make meaning of their 
work – professionally and 
personally? 
 

One-on-one interview To understand what the 
key experiences are for 
faculty at mid-career. 

How do mid-career 
community college faculty 
members experience 
institutional support for 
their growth? 
 

One-one-one interview To provide a practical 
context for the current 
study. 

 

Data Analysis Procedures 

Introducing the basic principles of phenomenological investigation, Moustakas 

(1994) wrote, “scientific investigation is valid when the knowledge sought is arrived at 

through descriptions that make possible and understand the meanings and essences of 

experience” (p. 84).  Merriam (2009), more simply, described data analysis as the 

“process of making sense out of data” (p. 193).   

Moustakas’ framework for phenomenological analysis that I summarize below 

helped me conceptualize this research project and persuaded me that his approach was 

the one that was most appropriate for me to use for this study.  However, when I began 
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the data analysis phase I relied as well on the practical analysis procedures described 

by Merriam (2009), Rubin and Rubin  (2005), Seidman (2006), and Saldaña (2009).   

The four key concepts or processes of phenomenology, as described by 

Moustakas, are epoche, phenomenological reduction, imaginative variation, and 

synthesis.  The first step in phenomenological method is what Moustakas called the 

epoche process.  Other authors called this bracketing (Sokolowski, 2000; van Manen, 

1990), but for Moustakas bracketing is a step included in the phenomenological 

reduction.  Phenomenology makes a distinction between the natural attitude, how we 

perceive the world and our experience of it unreflectively, and the phenomenological 

attitude.  The phenomenological attitude, however, is not simply reflecting on 

experience.  To assume the phenomenological attitude we must set aside or suspend 

our participation in the natural world and become detached observers.  Moustakas 

called this “a process of setting aside predilections, prejudices, predispositions, and 

allowing things, events, and people to enter anew into consciousness, and to look and 

see them again, as if for the first time” (p. 85).   

This was an ongoing task during both the data gathering and data analysis.  

Because I work at a community college similar in many ways to the research site, I 

found myself tempted at times to follow up on an unrelated point unrelated to the 

study but of interest to me in my work, so I would take notes and remember to ask 

certain questions after the interview was completed.   

The second step in the phenomenological method, as described by Moustakas, 

is phenomenological reduction.  The process of phenomenological reduction involves 
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several steps that include: (a) bracketing, placing the experience that is being studied 

in brackets and setting everything else to the side so that the focus is exclusively on 

the phenomenon to be studied; (b) horizontalizing, treating every statement as though 

they have equal value – overlapping and repetitive statements are later deleted; (c) 

clustering the statements arrived at through the process of horizontalizing into themes; 

and (d) finally, organizing the statements and themes into a textural description of the 

phenomenon.   

Briefly, reduction is the process of describing things, as they appear pre-

reflectively, followed by a thematic analysis.  This step involved reading and listening 

to the transcripts, making notes, and writing analytic memos for each of the 

interviews.  This step also involved coding the data. 

The next step in the phenomenological method as described by Moustakas, 

imaginative variation, involved identifying themes from the textural descriptions of 

the previous step.  Moustakas (1994) is explicit about the process of imaginative 

variation.  The steps include: (a) systematic varying of the possible structural 

meanings that underlie the textural meanings; (b) recognizing the underlying themes 

or contexts that account for the emergence of the phenomenon; (c) considering the 

universal structures that precipitate feelings and thoughts with reference to the 

phenomenon, such as the structure of time, space, bodily concerns, materiality, 

causality, relation to self, or relation to others; and (d) searching for exemplifications 

that vividly illustrate the invariant structural themes and facilitate the development of 

a structural description of the phenomenon (p. 99).   
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Synthesis, the final step of the phenomenological research process requires the 

researcher to share the meaning of the phenomenon as it has emerged through the 

steps of the epoche process, phenomenological reduction, and imaginative variation.  

For this step, sharing the interview material and my analysis of categories and themes 

that emerged from the data, I used Seidman’s (2006) method of first creating a profile 

of the research participant and then categorizing excerpts from the transcripts.  

Seidman wrote that “A profile in the words of the participant is the research product 

that I think is most consistent with process of interviewing” (p. 119). 

Validation Strategies 

 While validity does not have the same connotations in qualitative research as it 

does in quantitative research, it nonetheless has an important place in this study’s 

research design.  Because this is an interview study and relies on the words of the 

participants as elicited from our conversations, this study used three of the eight 

validation strategies recommended by Creswell (2007) that seem most appropriate to a 

phenomenological study: clarifying researcher bias, member checking, and rich, thick 

description.   

I try to make clear in this research report how my experience working in a 

community college and as a community college administrator affected how I designed 

and conducted this research study.  Additionally, throughout the data analysis process, 

I was careful to “bracket” my own experience.  I also disclosed to the research 

participants my current work role, and there were several times during our 

conversations that I made notes to myself to come back to a particular topic after the 
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tape was off when the conversation veered toward a topic that was of interest to me 

personally but was not germane to this study.   

After I had the conversations transcribed, I shared the transcripts with the 

participants to make sure that what was transcribed concurred with their memory of 

the conversation and to check whether there was anything they wished excluded from 

the transcript.   

The third validation strategy I use in this study is rich, thick description.  

Because of the richness of the conversation with the faculty interviewed for this study, 

I try as much as possible to let the research participants speak for themselves.  My 

decision to include the extensive profiles in the participants’ own words as Appendix 

C was intended to give as much context as possible to the themes that emerged from 

the data analysis. 

Ethical Considerations 

I completed the Collaborative Institutional Training Initiative (CITI) Human 

Research Curriculum in June 2008.  I have read and I am familiar with Oregon State 

University’s Human Research Handbook.  After I received approval from my 

dissertation committee for the proposed study, I sought and gained approval from the 

Institutional Review Board before undertaking the study.  I also followed the process 

for receiving approval for the proposed study from the institution where the study 

participants work.  I used pseudonyms for both study participants and their affiliated 

institutions to protect privacy and assure anonymity.  I obtained signed individual 

informed consent forms from each study participant. 
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Personal Disclosure 

I have worked at a community college since 1996.  During my first years at the 

college, I worked in the library, working closely with faculty, providing support for 

classroom instruction and reference assistance to students.  Since 2003, I have worked 

as an instructional administrator, supervising faculty in a number of different 

programs.  However, I have not been a full-time faculty member, so I haven’t 

experienced the community college from that point of view.  One of my motivations 

for undertaking this study was to have the opportunity to have conversations with 

community college faculty in a way that would be impossible in my administrative 

role. 

I do share with a number of my faculty colleagues the experience of being in 

the middle of my career, and becoming a student again at mid-career has given me an 

opportunity to reflect on my own professional growth and the challenges and 

transitions of mid-career and mid-life.  It is this conversation that I have been having 

with myself that I hoped to have with the participants in this study. 

As I struggled to articulate the research problem and focus for this study, I 

thought first of what I could learn from doing a quantitative study.  In my reading, I 

have learned a great deal about aspects of the experiences of community college 

faculty based on surveys, such as the National Study for Postsecondary Faculty.  

However, while I have learned from and find valuable quantitative studies of work 

engagement and of community college faculty, the research questions I wanted to find 
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answers to were not easily quantified.  What is your job like for you today?  How do 

you stay engaged?  How do you continue learning?  How have you changed?  

As I considered my own background and skills and what I could bring to a 

scholarly study, I was drawn to an interpretive study based on conversational 

interviews, because I love story and narrative, and I was drawn to a project that 

involved candid conversations with faculty.  As an administrator, it is not always 

possible to have open, unguarded conversation with faculty at my own college.  This 

study gave me that opportunity, and I found it to be very rewarding.   

 
  



   82 

CHAPTER FOUR: FINDINGS AND THEMES 

The purpose of this study is to explore experiences of professional growth for 

mid-career community college faculty, focusing on faculty members’ experiences of 

the formal and informal activities they engage in to learn and grow in their 

professional practice.  The data consists of transcripts of interviews with nine tenured 

faculty members at what I will call Bayview Community College (BCC) with teaching 

experience ranging from 13 to 30 years.  In addition each participant had been a 

tenured faculty member at Bayview for between 7 and 13 years. 

This chapter is organized in three sections.  The first section presents an 

overview of the research context and profiles of the faculty members participating in 

the study.  Partial transcripts of the interviews where the participants reflect on their 

decision to teach in a community college and the early part of their career are included 

as Appendix C.  The next section presents the themes that emerged as faculty talked 

about their experiences of professional growth.  The final section is a summary of the 

overall findings of the study. 

Section One: Overview of Research Context 

This research was conducted at an urban community college along the I-5 

corridor connecting Washington, Oregon, and California.  Bayview Community 

College is an urban community college serving a highly diverse student population.  In 

2010-11, 32% of the student population was white, 21% Asian, 17% African-

American, 14% Hispanic/Latino, and 15% identified themselves as other, foreign 

national or multi-racial.  While this diversity is not reflected in the make-up of the 
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faculty, many of the participants in this study identified the diversity of the student 

body as an important characteristic of the college.  BCC is a comprehensive 

community college with both transfer and career programs, but most of the career 

programs are in the service sector: health care, legal, business, computer and human 

services. 

At the time I began my data collection, BCC had 128 tenured faculty.  Sixteen 

faculty had been tenured for more than 20 years while 44 had been tenured for less 

than six years, so my potential pool included 67 faculty, more than half of the tenured 

faculty at the college.  I began my selection process by talking to a tenured faculty 

who was also the co-coordinator of the Teaching and Learning Center.  I reviewed my 

potential pool with Heather (a pseudonym) and asked her to recommend faculty who 

in her opinion continued to be engaged in their work.  I thought that her work in 

faculty development gave her a good vantage point from which to observe her 

colleagues.  I also shared my desire to have a balance of men and women, transfer and 

professional-technical faculty, and also racial diversity.  After my conversation with 

Heather, I had a list of 17 faculty with between 6 and 13 years of post-tenure 

experience.   

The 17 faculty suggested to me by Heather were not representative of the 

career experience of the 67 faculty in the potential pool since 24 of those faculty had 

between 13 and 20 years of post-tenure experience, but I chose not to try to balance 

the pool by years of experience.  I considered it to be more important to interview 

faculty who had been identified to me as engaged.  The characteristics of the faculty 
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who agreed to be participants in this study are much broader than may be implied by 

their length of tenure at BCC.  Participants range in age from 32 to 60 years old, and 

several have years of experience teaching at other community colleges. 

I eventually sent invitations to 16 faculty members from the pool identified by 

Heather. Ten were transfer faculty and six were professional-technical faculty.  This 

was over-representative of professional technical faculty, since of the 67 faculty 

members I considered for my pool 40 were transfer faculty while only 10 were 

professional-technical faculty.  The remaining were counselors and librarians, whom I 

chose to exclude from the study.  Six of the faculty I contacted did not respond to my 

invitation.  One declined because he was retiring.  I interviewed the remaining nine: 

five women, four men, seven teaching in transfer programs, and two professional-

technical faculty.  One of the women was black.  The other eight faculty members 

were white.  All of the interviews took place during summer and fall quarters in 2011.   

I began each interview by asking the faculty member to reflect on their 

decision to teach at a community college, their tenure process, and professional 

development early in their career.  Transcripts of this part of the interviews are 

included as Appendix C.  The profiles below provide a short introduction to each of 

the faculty I interviewed. 

Profiles 

Jerry.  Jerry was the first faculty member that I interviewed, and he was also 

the youngest.  We spoke in his office on a July morning.  He began his community 

college experience as an early college student, completing his final two years of high 
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school at a community college about an hour south of Bayview Community College.  

Jerry spoke with conviction and talked about his love of teaching and his concern for 

making connections with students.  He also spoke passionately about his family and 

his faith.   

Jerry knew from his first week or two as a teaching assistant in graduate school 

that he wanted to teach and that he wanted to teach at a community college.  Bayview 

hired him straight out of graduate school.  He was 22 and he believes he was the 

youngest tenure hire in the college’s history.  A supportive tenure committee was 

critical to his early success because of his relative youth.  He benefited from an 

experienced mentor early in his career, and from interactions with other faculty. 

Paula.  Paula met me in her office.  Like many of the offices at BCC, the 

office had sliding glass doors that looked out onto a courtyard.  It was summer, so 

there were not many students around, but the offices seemed designed to make faculty 

available to students, and I got the feeling that Paula was very comfortable with this 

arrangement.  Paula was eager to talk to me about her work as a teacher and the work 

she was doing within her department to improve developmental education, but she 

balked at self-reflection, saying at one point, “I never think about my growth.  I think 

about the growth of the department.  What 's happening to the class.  What's 

happening to the students.  I never think about what's happening to me.” 

Like Jerry, Paula knew early in graduate school that she wanted to teach in a 

community college, and she was not interested in pursuing her Ph.D. or teaching in a 

university environment.  After graduate school Paula received a two-year teaching 
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award at a state university, and Bayview hired her immediately after that two-year 

period.  Paula was frank in her appraisal of her tenure process.  She felt that her 

department did not support her enthusiasm, but she was inspired by the challenge of 

learning to teach at a community college, and she reflected on how different the 

students and the environment were than at the state university.  Her passion for 

teaching pre-college students was evident throughout her interview. 

Gina.  Gina has a fascinating and varied background.  She stated emphatically 

that teaching at a community college had never been her career plan, but she taught 

and was tenured at another community college before coming to BCC.  While at BCC, 

she travelled to South Africa for several summers, as part of a grant, but when she 

returned to BCC, she quickly took on leadership responsibilities for her division.  As 

chair of a professional-technical program, and because of her background, she spoke 

much more of her work outside of the college than the other faculty in this study.  She 

spoke with great energy, and the interview took many detours.   

David.  David and I met in his office toward the beginning of fall quarter.  He 

was polite and engaged.  He listened intently to my questions and responded without 

much hesitation.  His conversation was thoughtful and self-reflective.  Much of the 

professional development early in his career was focused on statewide instructional 

improvement in math.  When we met, he had recently completed the post-tenure 

process, and he was engaged in a process of mid-career reevaluation of his career 

priorities.   
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He knew in graduate school that he wanted to teach, and he felt that a 

community college would give him greater control over his curriculum and instruction 

than teaching in K-12.  After graduate school he interned for a year at Bayview and 

was hired on the tenure-track at the end of that year.  Like Paula, David struggled with 

the conservative nature of the tenure process, but he also appreciated the mentorship 

and guidance he received.  

Steve.  Steve met me in his office, but he shared an office with another faculty 

member, so we moved to a small conference room for the interview.  Steve did not 

have the same early awareness that he wanted to teach at a community college as 

Jerry, Mary, and David.  Steve went to university to pursue a Ph.D. in history where 

he taught for four years as a teaching assistant.  While he was working on his 

dissertation, Steve taught at several community colleges and worked at non-profit 

organization.  Bayview hired him in 2000.  Steve described the tenure process as 

collegial.  His professional development activities have focused both on teaching and 

on his discipline. 

Janet.  Janet, like many of her colleagues, had a crowded, busy office with 

sliding glass doors that opened onto a courtyard.  This office arrangement meant that 

when faculty were in their office, they were clearly visible to students, but none of the 

faculty with whom I spoke seemed to mind this fact.  Janet had to interrupt our 

conversation briefly to speak to a student, but she did this comfortably, as though this 

were simply part of her routine when she was in her office.   
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Janet had been a teaching assistant in graduate school, but she planned to work 

as a therapist after she graduated.  She also wanted to teach, and she chose to teach at 

a community college because she felt it would be the easiest place to get started.  She 

began at Bayview as an adjunct and taught for several years before she was hired as 

full-time instructor.  

Janet was new to the community college environment, having gone to a small 

liberal arts college as an undergraduate and private university for her master’s degree.  

She taught at another community college while she was teaching at Bayview as an 

adjunct, but she preferred Bayview because of the level of support for adjunct faculty 

and the greater racial and ethnic diversity of the students.  

Leslie.  Leslie was the oldest faculty member I interviewed.  At first she 

questioned whether she met the definition of mid-career.  She did not begin teaching 

full-time at a community college until she was 49.  It was clear as we spoke, though, 

that she did not think of herself as someone who was later in her career. 

Leslie was passionate and enthusiastic and talked freely about her life and 

background.  She did not go to graduate school until her children were in high school, 

but she was active in education throughout the time her children were in school.  

When she finished her master’s degree, she knew she wanted to teach at a community 

college.  She taught as an adjunct for several years before Bayview hired her full-time.  

Because she began her full-time teaching career later in life, Leslie was impatient to 

become involved in the campus, and she wasted no time getting involved in faculty 

senate and other campus committees.  However, Leslie says she does not have the 
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temperament to be an administrator, and she spoke most passionately about the work 

she was doing in the classroom. 

Scott.  Scott met me in his office during finals week.  A student who needed to 

make up a final interrupted us at one point. Scott’s interaction with the student gave 

me the impression that he cared for his students, and the impression was reinforced by 

our conversation. 

Community college teaching is a second career for Scott.  He was an attorney 

in private practice before he came to Bayview.  Scott taught as a graduate student and 

taught in a public school for a year before going to law school, and he knew he wanted 

to get back to teaching at some point in his career.  A position at Bayview became 

available at a time of transition in his law practice, so he made the transition to 

teaching earlier than he expected to, but he expressed no regrets.  

Scott impressed me with his steadiness and maturity.  He said of his tenure 

process, “I don’t really think that I did anything when I was on tenure track that I do 

any differently than what I do now.  I think that it’s just the same approach.” 

 Mary.  Mary met in her office, and as with many of her colleagues, Mary’s 

office had sliding glass doors that opened onto a courtyard.  Like her office, Mary was 

open and accessible.  She talked easily, and her enthusiasm and engagement in her 

work were evident in her conversation. 

Mary has taught at Bayview for 15 years, but when she completed her Ph.D. in 

1996, she assumed she would teach at a university.  She was offered two positions, 

and intended to accept one, but that position lost funding and she agreed to wait for a 
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year.  In the meantime, she applied for a teaching position at Bayview, not realizing at 

the time that it was a tenure-track position.  She was offered the job and decided after 

a year to stay at Bayview.  Even though her orientation was toward the four-year 

university, she has never regretted her decision to teach at a community college.   

Mary talked about enjoying the camaraderie and the lack of a pecking order, 

and the ability to be a leader and make a difference early in her career.  She knew this 

would be more difficult as a new faculty member at a larger university.  She also 

found that her research interests in college writing programs and pedagogy were well 

suited to the work she could do at a community college. 

Summary of Faculty Profiles 

These nine faculty members were part of a pool of 17 mid-career faculty 

members identified as being active in their work at the college, whom I initially 

invited to participate in the study.  They reflect a diversity of background and 

experience.  Nearly 30 years separated the age of the youngest and oldest participant.  

Two of the participants were in their 30s, two were in their 40s, four were in their 50s, 

and one was in her 60s.  Four of the nine began teaching at a community college right 

out of graduate school, but the other five had other occupations before becoming a 

community college instructor.  Four of the nine had taught as an adjunct instructor 

before being hired on the tenure track.  Five of the nine faculty members had taught at 

a community college other than Bayview, including Gina, who was tenured at another 

community college before moving to Bayview and going through the tenure process a 

second time.   
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All of these faculty members had been active in campus governance.  Four 

were currently division chairs.  Seven of the nine had served as department chair or 

coordinator.  Although none of the conversational prompts asked specifically about 

students or teaching, eight of the nine faculty spoke of concern for students or love of 

teaching as a motivation for their learning or a source of their satisfaction.   

Section Two: Themes 

This section will explore six themes related to the professional growth 

identified in the conversations with these nine faculty members.  The themes are 

related to the three research questions for this study: (a) how do community college 

faculty experience professional growth at mid-career; (b) how do they use professional 

growth experiences to make meaning of their work; and (c) how do they experience 

support for their growth? 

Three of these themes address a range of activities identified by faculty as 

related to their professional growth.  These include: (a) engagement in campus 

governance; (b) participation in professional development activities; and (b) activities 

related to improving student learning.  

Two themes relate to how these faculty members make meaning of their 

growth.  These include: (a) recognizing student diversity as an institutional strength 

and personal motivation; and (b) reflection on career stage prompted by post-tenure 

review, what Janet called the “soupy mix” of mid-career.   
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The final theme relates to the research question, How do faculty experience 

support for professional growth?  The faculty interviewed for this study perceived a 

high level of support for professional growth from the college. 

Theme One: Engagement in Campus Governance 

Each faculty member spoke of an increased engagement in faculty leadership 

and campus governance that began after receiving tenure that for most faculty has 

continued into mid-career.  Governance activities included both work on campus 

committees and eventually leadership roles, both as department heads and division 

chairs.  These forms of engagement in campus government are considered together 

since for most of the faculty there was a natural evolution from one to another.  Even 

though faculty were selected for this study because they were perceived as engaged, it 

was nonetheless striking how widely involved each of these faculty were in the 

various roles available to faculty.   

Committee work.  Several participants reflected on the transition after 

receiving tenure, as the starting point for a broader campus role. 

STEVE: The transition—it’s a rite of passage.  You get through it and 
then suddenly you have more expectations on you to participate in 
committees and things.  You have the expectation you’ll serve on other 
people’s tenure working committees, as well, and go watch them. 
 
Janet, who as a division chair continues to be highly engaged, remembered the 

transition as being both intentional and gradual, and she also remembering struggling 

to find direction.   

JANET: It was a little hard to figure out where I could find 
opportunities to be engaged in governance.  I think, for me personally, 
that became a personal mission to try to change that, so that it wasn’t as 
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challenging for new faculty to find ways to become engaged in that 
way. 
 
Leslie reflected on engagement in governance as a significant distinction 

between the work of full-time and adjunct faculty. 

LESLIE: It’s huge and this is one reason why I get into arguments with 
my colleagues about the pay for adjunct staff.  I mean I was adjunct for 
three years before I was full-time.  The difference between most 
adjuncts and full-time is night and day because of shared governance 
and all the other stuff we do. 
 
You talk to anybody on campus who’s active and who doesn’t leave 
early, it’s like there’s no time to meet with students and grade because 
we’re on 17 different committees.  That, in many ways, I felt more 
student-centered when I was an adjunct because I all had to do was run 
office hours, deal with my students, and grade. 
 
While she recognized the amount of work involved in being engaged on 

committees and taking on leadership positions, like most of the faculty with whom I 

spoke, Leslie actively sought this work.   

Most of the faculty spoke of their involvement with committee work, and 

several explicitly connected this work to their growth.  Paula continues to be active in 

her department; working on curricular changes in developmental education, and for 

her, committee work was an important part of the transition after receiving tenure. 

PAULA: Then they start picking out committees for you to be on.  So, 
they said, here's some committees.  What do you want to be on?  This 
might be good for you?  And I got on the, something like academic 
probation, like if students, you know, get below a 2.0 for three quarters 
in a row they're on academic probation, and they have to come see you 
if they want to appeal that.   
 
And I was on that committee for three or four years, and I loved it, I 
loved everything about it.  I loved it.  I was in a room full of people, 
who mostly just wanted to help the students who were in front of us.  It 
was fun.  It was all day.  I loved that.  I loved meeting all my 
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colleagues.  I loved working across campus.  And my vice president 
worked really hard to have lots of opportunities for faculty across 
campus to have social meetings and all kinds of meetings, and I just 
loved that.  Love that.   
 
Janet also spoke of committee work as an expectation for faculty, but she was 

drawn to this work and recognized its importance for her and the college. 

INTERVIEWER: The external work, the committee work and the 
chair, do you find yourself drawn to that, or do you find that there’s 
expectation that you move to that with experience? 
 
JANET: There’s a mix of that, I think.  I’m drawn to it, and I was 
drawn particularly—the senate has control of some committees and 
runs elections for that.  That’s where I had my own sort of personal 
mission.  I wanted to make those more transparent.  I wanted to make 
the opportunity to participate in those more available to all faculty.  
That was my personal mission, getting involved there.  

 
David linked his committee work specifically to students and teaching. 

DAVID: I went through kind of the phase, I would say, sampling a lot 
of the committees and finding out what particular ones did that sounded 
of interest to me.  For me, the ones that really were meaningful were, 
again, generally focused on students and student learning. 
 
I was on our basically academic suspension committee that hears 
appeals from students who are likely to be suspended.  Also, our 
standards outcomes and competencies committee, those are the two 
major ones that I really felt were providing me with insight to help me 
do the things that I want to do with a classroom. 
 
Faculty leadership.  Faculty spoke of this early engagement in committee 

work in the context of the work they would later do as faculty leaders.  There was an 

expectation of increased responsibility of faculty who remained engaged.  Several of 

the faculty I spoke with had taken on significant leadership responsibilities that had 

them working more out of the classroom.  Gina, Janet, and Mary were all currently 

division chairs.  Because of the governance structure at Bayview, these faculty roles 
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have significant administrative responsibilities.  Gina was not only the division chair, 

but also program chair in her professional-technical program.  Janet and Mary had 

both served in leadership positions throughout their careers at Bayview.   

Gina began her conversation with me by saying that community college 

teaching was “never, never, never in my headlight,” and throughout her career she has 

maintained a number of outside commitments, so it is perhaps not surprising that her 

career direction may be taking her away from the classroom to remaining in 

administration or leaving the community college.  Working in leadership roles seemed 

to suit her personality. 

GINA: Where am I going to go?  Probably in the next three to five 
years I'll make a decision as to what I’m going to—a lot will happen 
when I get my Ph.D. next year, assuming I get my dissertation in on 
time.  Then I'm up for re-election because our division chairs are 
elected by the faculty.  This is an elected position.   
 
INTERVIEWER: What's the term? 
 
GINA: It's a three-year term.  If I get re-elected, then I'll serve out as 
administrator another three years.  I should have a tenure track by fall 
of next year, in the networking program.  That will help.  If I don't get 
re-elected, then I will probably accelerate the process of getting out of 
this, or stay in administration.   
 
As much as I like the teaching, even being an administrator for two 
years, I've fallen behind. 
 
Janet is not only division chair, but she also has release time to write the 

college’s accreditation report.  However, she is ambivalent about being out of the 

classroom. 

JANET: The teaching is really where my heart is.  At some point I 
thought, I wonder what it would be like to go become an administrator.  
Would I want to do that?  Would I want to leave here?  And now that I 
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am six months of the year 100% administrative, no, I miss the 
classroom. 
 
But Janet also spoke about the satisfaction she experiences from leadership. 

JANET: Yeah.  I like the division chair stuff, too.  My next aim is to 
move away from the accreditation stuff and back towards being 
division chair.  You can do division chair three terms.  I know at least I 
want a second term.  I feel like I’m getting the hang of it.  I can see 
myself doing it for all three terms, three possible terms, if they’re okay 
with that and nobody else wants to do it.  I like that, the mix of things 
that you do. 
 
A couple of the things that I really find very satisfying are helping the 
members of my division get their share of the pie and promoting things 
that they are interested in [pause], encouraging, and helping them know 
more.  That’s part of my position from my history with division chairs 
that didn’t necessarily share a lot of information.   
 
There are limits.  It is that funny, neither fish nor fowl, and not 
everything can be shared.  There are certainly things that people can 
know and should know.  That wasn’t always the case in the past.  I 
wanted to be about to introduce more transparency.  I think I’ve done 
that.   
 
I also like being aware, knowing about the big picture and 
understanding how things are related on the campus.  Being part of that 
is satisfying.   
 

 Mary has also had significant leadership responsibilities throughout her career, 

and she explicitly connects her leadership to her professional development. 

MARY: Professional development for me was really engaging and 
pushing our department forward. 
 
I thought, you lose that as division chair.  You just push things—you 
have to be, all right the dean says to all you department coordinators.  
Last year I was so burned out on the department of coordinator.  Well, 
it was a year ago and a colleague said, “You should be division chair.”  
 
I thought, you know what, why wouldn’t I, why wouldn’t I.  I’m so 
burned out as department coordinator.  I feel like just stepping down, 
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but why wouldn’t I step up because I have all of the skills, really, all of 
the skills 
Once I was elected, I thought, I am a person who has to have a vision.  
I’m always having a vision what should the English department do 
next, what should the English department do next, how can I get 
everyone on board to do this?  I thought, I’m gonna go crazy if I don’t 
have some sort of vision. 
 
What for me is gonna make our division cohere?  What can I bring as a 
division chair to the division?  For me it’s come out of some of the 
precollege work I’ve done.  Last year while I was writing the 
complaints article a psychology instructor here turned me on to this 
great book, College Fear Factor, by Rosemary Cox.  
 
David was also a leader in his department, but his leadership experience was 

more nuanced.  He was drawn to leadership, but also recognized that he was being 

drawn into leadership as well. 

DAVID: There’s a lot of times—I mean at one point with this 
curriculum change, kind of the precursor to it, I stepped out of a 
leadership role in it and basically stepped out of the committee 
completely because at that time, I was co-department chair with a 
colleague. 
 
What happened was that group, the developmental ed group was 
working well for a while and then the membership changed.  Then it 
became pretty contentious and dysfunctional.  Again, because I had a 
good relationship with sort of the two major individuals that were 
butting heads, I was asked and/or volunteered to kind of come in and 
help facilitate. 
 
Over time, it kind of began to go back to me.  At a later point when I 
was no longer a department head and was more deeply involved in the 
curriculum committee, I was actively trying to take a backseat because 
I wanted to make sure that if we’re going to do curriculum reform, I 
would not be successful if it was David’s thing. 
 
I wanted to take more of a backseat and make sure that other people 
were being both celebrated for their ideas, you know, felt ownership, 
etc.  At a number of our meetings, you know, we would get together 
and it would kind of go back— 
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You know, I would ask, “Okay, so what are we going to be doing?”  
There would be just sort of general murmuring and finally, it would 
kind of come back to, “Well, I don’t know.  What do you think we 
should be doing?” 

  
That was where I came to realize that whether I wanted to have a 
leadership role and some of these things or not, I was going to be 
looked too for it.  That’s the other piece of kind of whether I seek it out 
or not, I’m usually going to get connected to it some way. 
 
Jerry’s experience with governance has been more mixed.  He sought 

leadership positions early in his career, but he met with some frustrations, so he 

decided that he would look for other opportunities for growth. 

JERRY: I think it was my fifth year - somewhere in there - I started 
looking at some of the more - I'll say faculty admin roles, head of the 
department, head of the division, and I - in some cases my efforts were 
successful, in others they weren't.  But I think that one thing that it did.  
It started broadening my view of the campus at large.   
 
INTERVIEWER: So did you have an opportunity to serve as the 
department chair? 
 
JERRY: So, I shared the role of department chair, which was really 
cool. So I learned a lot about the committee there.  I ran for a division 
position and lost and then ran again the following year and lost again..   
 
I got the broader view but I also had this realization that if I wanted to 
make a difference that I might have to look more broadly.  I'd sort of 
seen these positions as the most obvious, logical step.  As kind of a way 
of growing professionally.  So I applied for a sabbatical, got turned 
down, applied for a second sabbatical and got accepted.  So a couple of 
years ago I had a chance to spend a quarter on leave. 
 
Professional leave was talked about by several faculty and is considered in the 

next theme.  Steve did not experience Jerry’s disillusionment with leadership, but he 

has lessened his involvement in governance activities because of family commitments. 

STEVE: At this point my work time is mostly just preparation, 
teaching, grading, record keeping, that kind of stuff.  There’s not a 
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whole lot of activity going on in things like tenure committees so that’s 
fairly minimal.  I’ve just left the faculty senate a year ago.  I just left as 
coordinator this quarter, so in that sense a lot of my time expectation 
has been cut back here on campus.  At the same time my time 
expectation at home has increased because we have a seven-year-old 
son and a two-year-old daughter, and my wife tries to work at home, 
which means sometimes she needs protection for her time. 

 
When faculty spoke about their engagement in campus governance there was 

continuity for most faculty from the time they received tenure to the present.  Not all 

of the participants remained as heavily engaged in governance at their present career 

stage.  Jerry speaks of stepping back to pursue other ways of growing professionally, 

and Steve talked about increasing family responsibilities as a reason for stepping back 

from his previous level of involvement.  There was also conflict for some of the 

faculty between recognizing the importance of their leadership role and regretting that 

this work took them out of the classroom.  The majority of faculty I interviewed 

recognized engagement in governance and faculty leadership as an important part of 

the work of being a full-time faculty member with tenure. 

Theme Two: Professional Development: “Finding Your Own thing” 

Leadership and campus governance are not the only ways that the faculty I 

spoke with engaged in their work at their current career stage.  According to the 

participants in this study, faculty members at Bayview are given the freedom to pursue 

their interests and the responsibility for their own professional development. 

For Jerry and others professional leave was important their growth.  Several 

other faculty spoke of their participation in conferences or workshops as activities 
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significant to their professional growth, but not all faculty were enthusiastic about 

conferences a their current career stage. 

Paula characterized the college’s attitude toward professional development as 

“finding your own thing” when prompted to talk about how she learned at this stage in 

her career. 

PAULA: Oddly, I just don't know how to answer that question.  I think 
I'm still not sure what you're asking.  So, I'm going to tell you instead, a 
little bit about my institution.  So my institution is shaped to encourage 
personal, you personally figuring out what your thing is, and going 
after your thing.  And the administration is just there to help you do 
your thing. 
 

 Professional leave.  For several faculty, professional leave was a path to 

renewal.  Jerry was energized by his sabbatical and felt it had a direct benefit to his 

work in the classroom. 

JERRY: So I spent a quarter researching the philosophy of math and it 
was an interesting topic.  One that I discovered while I was here, 
relatively recently.  That was exciting to me.  It was a place where I 
was looking at something new that I hadn't known existed 
 
Coming back of course I was able to do a talk in a few different places 
as a result of the research.  But I would say it very much influenced my 
teaching, even though it wasn't about the classroom at all.  It gave me a 
much broader understanding of math, where it comes from, some of the 
history and the dialog, which students find very intriguing.  Separate 
from that I've done a number of different - because of that project, I've 
done a number of independent study type - independent contract-type - 
stuff with students.  I think the first one was with two students.  The 
last one was with eight students.  A little one-credit thing.  I've had 
really good feedback from the students.  They get to see something that 
is bigger and broader - at a level we really don't get to talk about those 
kinds of things.   
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For Mary, professional leave was a way of reconnecting with scholarly work 

she had done in graduate school, but she also connected this work to her passion for 

improving student learning. 

MARY: Well, as I said, I published six articles in refereed journals 
when I was leaving grad school.  Then in the 15 years since I’ve been 
here, just getting so involved in working and changing things and 
starting new things, published one article and that was review of an 
anthology on community colleges. 

 
I applied for professional development leave.  I spent most of my time 
reading and writing.  I wrote an article on student complaints.  There’s 
nothing out there—the joy of you’ll read, read, read, read and you see 
there’s nothing.   
 
I could publish something really good.  I wrote it and collaborated with 
the former division chair, who is a friend of mine.  We wrote it 
together.  We submitted it to the writing program administrator, got it 
revised and resubmit, realized that we actually had two articles together 
in a confusing way, so, we separated them. 
  
We have to revise and resubmit both, two different journals.  I also did 
reading on issues that kind of had become—that I had been centering 
on in recent years.  Like acceleration of students.  I teach primarily pre-
college students by choice.   
 
I’m very interested in acceleration, so I did reading on that.  I am 
interested in coherence in a community college writing program where 
you hire all these desperate people, how do you get everyone to go 
here.  It’s not TAs marching in line.  [Laughter]  I think coherence is 
important. 
 
Scott and David have both considered professional leave as a path for growth, 

but both are waiting to find a meaningful project. 

SCOTT: Well, and one of the things—I haven’t taken a sabbatical and 
that’s one of the things that I really want to do but I really want to have 
a project that I’m engaged about.  I’ve been encouraged to do it and at 
first I was like—for seven years I was the department coordinator and 
now I’m in my second term as the chair of the faculty senate. 
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I just feel like being away is not good—conducive.  I feel like after this 
term with the senate that’s something that I want to explore and I fully 
expect to have support for it.  It really is narrowing it down for me what 
it is that I want to do. 
 
David also considers professional leave as one avenue for mid-career renewal. 

DAVID: As I’ve been thinking about, “Well, how do I grow in some 
new direction?” what I am realizing is I would say if I put out the 
question to members of Bayview about what should I do to try and 
move somewhere.  The basic responses would be to take professional 
leave, to go back to school and continue my earning a degree in 
whatever, find different conferences to go to. 
 
Workshops and conferences.  David has been active throughout his career in 

another type of professional development that several of the faculty spoke about, and 

that is attending and participating in workshops and conferences.  Like several of the 

faculty, though, David distinguished between valuable and less valuable conferences. 

DAVID: They had a format for their summer institute that, to me, has 
been the ideal structure for any meaningful development.  Which 
was—they had a—it took basically four days in late August and it 
was— 
 
We were at a conference center.  What they did that really kind of 
distinguishes it from many other events is allowed a lot of work time.  
You would go as a project team.  They would have maybe a few 
structured presentations that would be a value to everyone’s groups.  
Then it really was, okay, by the end of these four days, we need to see 
some detailed outline—you know, we would put it in a poster form—of 
what’s your course look like or what’s your activity look like, you 
know, how is this going to go. 
 
Like I say, that was really transformational because you could put into 
practice the things that you were thinking about or learning about right 
there.  You had the—as you ran into a roadblock, the resource people, 
documents, technology, whatever you needed was there. 
 
I felt like I could be really making progress on something as opposed to 
the more passive go to a conference.  You hear interesting things.  It 
goes in a folder.  Maybe you look at it and that’s about as far as it goes. 
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Not all faculty were enthusiastic about conference attendance as a valuable 

form of professional development at their current career stage.  Leslie was 

characteristically blunt in her assessment. 

LESLIE: I burned out on conferences a while ago because I felt like I 
was preaching to the choir or that they didn’t get it.  I think faculty 
use—I would say the minority of faculty use conferences to grow 
professionally, the majority of it used to network and socialize and I’m 
not a fan. 
 
Paula had also become skeptical of the usefulness of attending conferences 

because she was not finding anything that added value to the work she was already 

doing. 

PAULA: Bayview has been so far ahead of anybody we've had 
anything to do with, there hasn't been anyone to learn from recently.  
We just couldn't' find anything that we weren't already doing.  I went to 
a lot of conferences where people were just like five steps behind us, 
and we were like, ok, this is, the coffee's good, but - so that was 
frustrating. 
 
Scott was more positive about conferences as professional development, 

perhaps because as a legal professional and a professional-technical faculty, he saw 

this as a requirement of his profession. 

SCOTT: I think the college as a whole has a lot of effort and a lot of 
concentration on professional development so I really feel like we’ve 
got opportunities and I don’t ever feel like I’m thwarted with it.  
They’re on a couple of different fronts.  I have to have—or all of us in 
my department—have to have so many credits of continuing legal 
education to keep our legal licenses current and so that’s a significant 
amount of coursework over a three-year period.   
 
We’re supported in doing that.  The college has been very supportive of 
letting us go to conferences.  The college is an institutional member of 
a legal education group, the American Association for Paralegal 
Educators.  It has both national and regional conferences that actually 
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I’ve actually presented at as well as gone to and participated in their 
seminars.  They have really good progressive conferences on relevant 
topics that have been real useful.   
 
Professional leave, workshops, and conferences are three examples of the 

kinds of professional development activities faculty in this study identified as being 

important to their growth.  Enthusiasm for these activities may have some relation to 

the faculty member’s career stage.  For Jerry and Mary professional leave provided an 

opportunity for career renewal.  Leslie and Paula felt that professional conferences did 

not have the same value for them that they did earlier in their career.  What these 

activities have in common for these faculty members is that they identified an 

expectation by the college that faculty take responsibility for their own growth.  The 

faculty who spoke to me about the activities in which they participated seemed to take 

this responsibility seriously. 

Theme Three: Improving Student Learning 

The third area of professional growth activity that faculty focused on in their 

conversations with me was related to work they were doing to improve student 

learning.  Many of the faculty I interviewed spoke passionately of their work with 

students. 

Paula struggled to answer questions about her own growth, but she spoke 

enthusiastically about her teaching.  She deflected a question about her own learning 

with this response. 

PAULA:  I guess my job is just to find my thing.  So, yeah, I've been 
finding my thing for years, and, um, I've loved ESL.  I love ESL.  So I 
spent several years trying to figure out how to teach them better.  I 
think I might be a little better at that now.  So, the pre-college English 
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is like 85% non-native speakers.  So, that's why I spend so much time 
with them.  So my personal, my personal interests are in having fun in 
the classroom.  Having fun with teaching.   
 
And when you get into the composition, college comp, you get more 
Running Start, it's a little more privileged, a little more white, and a 
little less mature, and that's not so much fun for me.  And part of what I 
- and sort of the baggage that goes along with that is students don't 
won't to look stupid, so they won't ask question.  And they don't want 
to reveal anything personal, plus they've never had any meaningful 
experiences, so that's probably another reason I spend all my time in 
pre-college, so I love having the students who are like, "I don't know, 
help me."  I'm like, "great, you're here for a reason.  I'm here for a 
reason.  This all makes sense to me.  You know?  
 
Jerry also spoke of caring deeply for his students and trying to understand how 

to make better connections with them. 

JERRY: I'm growing in my ability to be a teacher.  And I think that I 
am a substantially better teacher than I was five years ago.  Let alone 
when I came.  Nevertheless, I watch some of my colleagues and they 
could just get their students to eat out of the palm of their hands.  And I 
don't feel like that's my gift.   
 
So in terms of barriers, I guess it is trying to figure out what can I do to 
help my students learn, to help develop them, when - I'll say - some of 
the traditional or maybe the traditional ways of doing that in the 
classroom aren't my strong suits.  So for me, one of the things that I've 
done in the last couple of years is try to reach out and build - I've 
always tried to be relational with my students - but try to build even 
stronger relationships with them.   
 
For Leslie, an important growth experience has been teaching coordinated 

studies classes, where two instructors teach together. 

LESLIE: To me, this thing, this Coordinated Study, this is the most 
professional development of any activity or thing I’ve ever done 
including the professional leave I took.   
 
INTERVIEWER: You’re talking about developing the course or— 
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LESLIE: Well, yes, but it’s more than that.  You work with another 
instructor for 10 credits instead of the normal five and I’m the only who 
works with the sciences.  It’s my dream job because I’ve worked—I’ve 
done 11 of them and so I’ve done Human Physiology, Anatomy, A&P 
Anatomy and Physiology.  I’ve done Cell Biology and then Ecology, 
Astronomy, Chemistry.  I haven’t done Physics; that’s about the only 
thing. 
 
Math twice, we’ve done it twice in Math.  What it is, is you combine 
the writing with the other course and then all, everything they write is 
themed, you know, whatever they’re learning.  The idea is the writing 
helps to embed the learning and they learn what for discipline is.   
 
You don’t switch it out.  Like almost every time I’ve done it, we don’t 
switch it where one hour is one instructor and hour is the other.  It’s 
blended. 
 
You’re not just observing another teacher.  You’re having to co-teach 
with the teacher, co-assess, co-everything and that has been, for me, the 
most—I’ve done it with Anthropology twice—the most professional 
development because it forces you to—it’s like a marriage.  I mean it 
forces you to have to collaborate. 
 
That has been, for me, the greatest professional development 
opportunity.  Bayview is so good about supporting us with innovation 
and with stuff like that. 
 
Like Leslie, David explicitly tied his conception of professional development 

to work that he has done to improve his teaching.   

DAVID: I guess to a certain extent, a lot of my professional 
development has been generating my own questions about my students, 
about curriculum, about how learning works etc., and then 
investigating.  It’s not always like formal documentation but I went 
through several years where what I was really focusing on was what 
were my metrics and how do I gather that information, how do I 
organize it, how do I interpret it and how do I manage it. 
 
There was a period where I was looking at, again, student outcomes, 
okay, what is an outcome, how do I make sure that what I’m doing is 
really linking, how do I make sure that my assessment is really 
measuring what I say I am and later, you know, how do I, is there a 
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way to give that information back to the students in a way that they can 
comprehend and help make progress. 

 
This is where when I do my five-year plans and my self-reflections, I’m 
able to see some patterns that I didn’t necessarily - again, I viewed.  I 
was trying this, trying that, trying another thing, getting frustrated by 
certain things but then I look back and I see, “Oh, that all constellates 
to one major theme and elements of that theme. 
 
David’s thoughtfulness about his own practice extends to the work he does in 

his department.  He is speaking below about the work he did on a grant project to 

improve outcomes for underrepresented populations. 

DAVID: I say to myself, “Okay, that’s something I really don’t know 
much about but I can say for certain yes, I mean looking at the data, our 
underrepresented populations are performing at a differential rate than, 
you know, say the white/Caucasian group.”  That’s an issue and it 
should be looked at and I know very little.  That’s where I’ll go ahead 
and volunteer to be a part of it because I can see—I can see the benefit 
to myself when I walk back in the classroom and it provides a very 
useable way to learn new things in a structured way. 
 
On the other side of it as far as my place in the department culture, I 
have two traits that I think I’m looked to for in the department.  One is 
that I’m a pretty good synthesizer of ideas from a very disparate set of 
domains.  I’m trustworthy and safe as an individual. 
 
The participants in this study who spoke about their professional growth in 

relation to their students and the work they were doing in the classroom did so with 

passion and enthusiasm.  When Paula spoke about learning to teaching non-native 

speakers, she spoke about loving the challenge and having fun.  When Leslie talked 

about teaching coordinated studies classes, she called it her “dream job.”  David was 

very thoughtful when he talked the work he did to improve student learning, and he 

expressed his thought process with real enthusiasm.  
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Theme Four: Student Diversity 

One of the three research questions for this study is “How do mid-career 

faculty use professional growth experiences to make meaning of their work?”  

However, I never prompted participants with this question, just as I never prompted 

faculty with a question specifically about students.  I prompted faculty to talk about 

their motivation to grow and what contributed to their growth.  From their responses to 

these prompts I hoped to understand what they valued and what gave meaning to their 

work. 

Several of the faculty I interviewed spoke of student diversity as a strength of 

the institution, and it emerged as an important component of their experience and how 

they found meaning in their work.  Jerry and Paula spoke of student diversity as part 

of their decision to teach at a community college. 

JERRY: I pretty much knew from the git go that I wanted to be at the 
community college level.  For two reasons.  One, I'd been there and I 
really loved my time at community college because of the level of 
work, the diversity of the students that I'd gotten to work with as a 
student. 
 
Paula also was clear about her motivation. 

PAULA: I think I must have taken some feminist class, and I think the 
conversation must have come up about, you know, where do I want to 
teach and why, and I was like - I was not interested in teaching at any 
university environment.  I didn't really care whether I got my Ph.D. or 
not.  I wasn't interested in studying stuff.  I didn't like teaching to a 
whole bunch of privileged white people.  It was just really.  I was like, 
this is so not what I want to do, and I wanted to teach at community 
college, and it was near where I grew up, so I thought how perfect is 
this, so I was just super clear about that. 
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 Jerry and Paula’s early motivation to teach at a community college was 

reflected in the current experience of Leslie and Scott.  For Leslie, student diversity 

was critical to her experience of the college, both inside and outside the classroom. 

LESLIE: Bayview is 70% diverse.  We are the most diverse community 
college in the state.  Of course, that term is interesting.  What it means 
is that 30% of us are white and native-speaking English and so we’re 
the minority.  How does it make anyway?  That’s an interesting 
concept. 
 
The white students in my class do not cop to that until I point it out.  
My class is, even before we were at 70%, I was.  Sometimes, I’m at 
85% and because they’re—students—if you go to 
RateYourProfessor.Com, you’ll see me on there, and pretty much 
everything on there is true.   
 
There’s an Asian Underground on campus of students who come from 
Shanghai, Taiwan and Hong Kong and they all connect with each other 
and tell each other who to take.  I’m perceived as the really hard.  The 
foreign students want me because they know they’re getting their 
money’s worth.   
 
Leslie also believes there is an environment on campus that supports student 

diversity. 

LESLIE: We are ruthless in hiring for diversity whenever we can and 
our—the mission statement that diversity globalism requirement is 
woven throughout everything and it’s like on the tip of my tongue 
when I teach.  I don’t play PC, like I own it and label it in the class 
because I tell them I’m white; you’re not.  You have to go through life 
with that color of skin.  I can’t possibly know what you go through. 
 
My students of color like that because it’s not the elephant in the living 
room.  It’s [Bayview] an extraordinary place and I’m very lucky.  Plus, 
it’s beautiful, the view and everything. 

 
Scott’s background in law and teaching in a professional-technical program 

seemed to inform his perspective on student diversity.  He expressed awareness that 
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his background differs from most of his students, and he talk about the appropriate 

amount of empathy when dealing with students in his program. 

SCOTT: It’s really different when you’re teaching a professional skill 
and trying to engage them and I think one of my biggest challenges was 
coming from the law school mentality to this mentality.   
 
One of my colleagues actually taught at a law school and then came 
here.  We’ve had a lot of discussions about that because well it’s 
different.  It’s a different environment in the community college then it 
was even when I went to a four-year college.  It was a different—I went 
to a college with a different demographic and that’s taken a lot of 
changes.   
 
One of the things is that when you get to know some of these students 
and in advising sessions or with—just in certain circumstances, there is 
a lot that they’re dealing with that—just in life that I didn’t have to deal 
with going to school or law school.  I think one of the challenges is 
trying to take someone like that, that has just challenges in getting 
through each day for either financial or whatever reasons and trying to 
mold them into what’s gonna hopefully become a successful 
professional.   
 
Trying to be empathetic with them yet at the same time sort of making 
them understand that they’ve got to take responsibility and that when 
they get in the workplace nobody’s gonna care.  I mean we care now 
but you’ve got to find a system that’s gonna work.  That’s really hard.  
I think that we kind of joke among ourselves that we’re part legal 
professional, part educator and largely social workers. 
 
Scott also reflected on the diversity in age in his program and how that affects 

the students’ experiences.  Scott’s empathy for older students may be related to his 

own mid-career change from the law to teaching. 

SCOTT:  Our average age was probably—I don’t know—mid 40’s 
probably.   
 
I would see these people that came in and we were getting two 
categories of people in that age group.  Either those who had not had 
the opportunity to pursue a college career back when they were the 
traditional college age for whatever reason and now through maybe 
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worker retraining or some other type of life event they had the 
opportunity.   
 
Or we saw those that were wanting to make—a decision.  A new 
career.  They wanted to do something they really wanted to do.  I see 
those people that come in in that age group that are really fearful 
because they’ve been out of school for a long time, they’re intimidated.  
In their mindset they’re coming back to school with 19, 20 year olds 
who’ve been in school and that’s not really the case.   
 
That’s how they approach it to begin with and so it’s really rewarding 
when you take somebody like that who’s really fearful and they get 
here and then you see them blossom.  To be able to develop some self-
assurance and knowing that they can really do it and then like I said 
move on through the process, get a job, do well.  That’s very 
rewarding.  In private practice I was a divorce attorney so nobody was 
ever happy— 
 
Scott also reflected on the initial frustration of learning to teach a diverse 

student population. 

SCOTT: No, I mean I feel kind of—it was frustrating at first because I 
didn’t know how to deal with it.  It was so foreign to me.  It was totally 
different than—but then I think that I—part of it is realizing—coming 
through a little bit of maturity and realizing that well, I’m really 
fortunate I didn’t have to go through it.  To recognize that I’m not sure 
I’d have the fortitude some of these people have to do what they need 
to do to get where they need to go.   
 
I’m not sure that I would have that, so it’s a respect thing, too.  No, it’s 
not something that’s resentful.  I think that I can think about some of 
the people I went to law school with and some of their attitudes and 
entitlements.  I’d much rather deal with the people that I deal with than 
having to deal with that. 
 
Mary also reflected on learning to teach a diverse student population as well as 

teaching students in pre-college courses.  Her frame of reference was teaching as a 

teaching assistant at the university.  Mary has seen a dramatic change in her students 
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during the 15 years she has been at Bayview, and meeting the challenge of a changing 

student population has been a major source of growth for Mary. 

MARY:  At the University if you are a TA [teaching assistant], you 
have your own class, of course, and you grade them and everything 
else.  It’s not like some of the other departments at University, but you 
have your class, and you’re in charge of that class. 
 
You have only one class.  They want everyone to conference with 
every student on every paper, which you can do if you have one class, 
and here you have three classes.  It’s a matter of working smarter.  I 
learned a lot.  I’m still learning, though.   
 
Part of me was being pushed to learn by having three classes, and you 
can’t conference with every student.  Again, it was for me a smooth 
transition and progression, particularly, because I had taught the 
Education Opportunity Program at the University 
 
I had first generation college students, students of color.  A higher 
percentage non-native speakers, then you have the normal.  When I 
started here 15 years ago, I was teaching English 91, the pre-college 
class, plus 101.   
 
I don’t know, my students background and their attitudes were very 
similar to what I had experience in EOP.  I think our student population 
has changed dramatically in the last 15 years.  I think in the English 91 
it was closer to the University EOP courses than it is now because 
we’ve had just a huge influx in non-native speakers, refugee, immigrant 
students in this area and that’s definitely effective. 
 
When I began 15 years ago, they would offer—we had these three pre 
college classes, 71, 81, 91.  Fall they’d offer a 71; winter they’d offer 
an 81 and spring they’d offer a 91.  Now there’s one 71 every quarter 
and one at night.  There’s five to six 81s every quarter.  It’s a very 
different— 
 
I feel like my progression in learning about teaching has been more 
about at Bayview as the population has been changing.   

 
Jerry also spoke of the satisfaction of working with students at different skill 

levels.  
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JERRY: And frankly I enjoy - I enjoy - when you're at the lower levels 
you get to work with students that are so raw, and you get to make a 
difference in people's lives.  This person's going to be potentially on the 
streets, or they're going to turn their life around.  And that's amazing. 

 
While not all of the participants in this study discussed student diversity, those 

that did emphasized as an important characteristic of the college and an important 

factor in their experience of the college.  Recognition of diversity as a value is related 

to professional growth for these faculty because it informed with they did in their 

work. Leslie spoke openly and passionately on the topic of diversity in her classes.  

Scott advised his students with an awareness of how their lives affected their work as a 

student.  Mary recognized how a changing student population had changed her field, 

and spoke of the work she did to lead change in the work her department did. 

Theme Five: Post-tenure Review and the “Soupy Mix” of Mid-career 

Five of the nine faculty I spoke to reflected on the post-tenure process as it 

related to their professional growth and their experience of mid-career.  

David was very self-reflective when he talked about post-tenure in response to 

a prompt to talk about barriers to growth that he experienced. 

DAVID: I mean this is a good time for you to ask me as part of this 
project because—so last year was my second post-tenure cycle.  Going 
into it basically last fall, I was at a point where I really didn’t know 
where I was going and was at a burn out phase and just kind of lost in 
part because I would say if I summarized my career up to this point, it 
was changing our pre-college curriculum. 
 
That has now happened.  It seems to be going all right.  The data’s 
actually looking positive which is amazing our first year of 
implementation.  Again, going into that, I was just kind of like, “Okay, 
I’m tired.  I’ve put a lot of sweat and energy and lost a lot of sleep to 
try and get this.  Now what?” 
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I prompted David to talk about his future plans in the context of his comments 

on post-tenure review, and he answered thoughtfully. 

DAVID: Again, this was the question last year that I had to write down.  
One of the things that I’m really focused on right now is simply 
personal sustainability.  My process up to this point has been, if there 
was something that needed time and energy, I had it.  If that meant I 
didn’t really need to sleep, that meant I just didn’t really sleep. 
 
I’m at a point where I don’t need to quest for something, you know, it’s 
shifting to the marathon view of things.  Part of it right now is simply 
reevaluating my own beliefs, practices and so on to say, “Okay, can I 
achieve that goal in a more efficient and self-sustainable way?” 
 
To a certain extent right now, I’m not looking for a long-term growth 
kind of thing.  I’m looking for a restructuring so that I can get to a long-
term goal. 
 
Like David, Janet reflected on the post-tenure process.  She admitted to 

struggling with what the next step for her might be, and talked about the “soupy mix” 

of mid-career.   

INTERVIEWER: The post-tenure process - is that something that you 
feel contributes to your growth or to faculty growth or is it more of a 
filling out the boxes?  How does that fit into your growth? 
 
JANET: I think it depends on the faculty member.  I know when fellow 
faculty are going through it and bemoaning it, my tendency is to say, do 
it for yourself, not for what you think they want.  Because the 
minimum requirement here is just to be competent.  It’s not to excel.  
It’s not a promotion opportunity.   
 
It’s also, I’m aware, the grapevine, that there are people that who have 
just bypassed it and haven’t done it, even though contractually they’re 
supposed to.  But there aren’t any repercussions for not doing it. 
 
INTERVIEWER: There’s not a carrot and there’s not a stick. 
 
JANET: No, no.  But as someone who is pretty self-reflective and who 
doesn’t—I don’t necessarily, make myself is not quite the right 
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wording, it’s more I don’t give myself the time or advantage of doing 
enough of that as much as I would probably benefit from or enjoy. 
 
INTERVIEWER: As much self-reflection, so you like the opportunity 
to do that. 
 
JANET: I like that opportunity, to kind of think about that and think 
about where I want to go.  Because you’re supposed to be planning, 
like the next five years or whatever, to kind of articulate that and think 
about it.  That’s actually where some of my soupy mix comes up, 
because I did my first one, our first one is three years after tenure, and 
then it’s every five years after that.   
 
Janet came back to the concept of a “soupy mix” when she was asked what 

motivates her. 

JANET: I’m still trying to figure what growing looks like.  What is 
that?  It’s that soupy mix again.  If I’m going to do professional 
development, what am I developing?  Do I develop the administrative 
dimension?  Do I develop? I guess where I find myself energized is 
more around teaching related things that are also bigger picture.   
 
It’s not just teaching psychology, but teaching and finding ways that 
my teaching links with my disciplinary or whatever links up with 
others, or notions of student success and those sorts of things.  That is 
where the juice is, I guess, that I’m just sorting that out. 

 
Because of the reflection on post-tenure by David and Janet, I probed several 

of the other faculty on this topic.  Scott reported that he had benefited from the process 

in the past and that he was looking forward to it in the future.   

INTERVIEWER: The post-tenure process mirrors the tenure process a 
little bit? 
 
SCOTT: A little bit but it’s not anything like that.  I mean you have two 
post-tenure people on your committee—an administrator and a 
faculty—who -- they do a class observation.  They look at your course 
evaluations.  You come up jointly with a plan for what you want to 
accomplish in the next cycle so it’s not nearly as involved. 
 
INTERVIEWER: Did you find that valuable? 
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SCOTT: I did find it valuable.  I’m really looking forward to this one 
because I am—I was able to get exactly the committee I wanted and 
one of them is our dean actually, who came from the education 
department.  The other one used to be the chair of the education 
department.   
 
I particularly wanted educators on it because I got the substantive area; 
I know what I’m doing with that.  With the challenges of trying to work 
with adult learners, returning learners, different socio-economic 
learners—I would like some input with that. 
 
For many of the faculty I interviewed post-tenure was an activity that led to 

self-reflection rather than an empty exercise.  While several faculty acknowledged that 

not all faculty took the process as seriously as others, those faculty I interviewed who 

spoke of their own post-tenure process linked it to reflection and self-assessment.  

David and Janet’s responses reflect their engagement with the process.  Scott spoke of 

looking forward to the process because he anticipated it as an opportunity for growth. 

Theme Six: Support from the Institution and Other Faculty 

 My third research questions asks “How do mid-career community college 

faculty experience institutional support for their growth?”  While this prompt was not 

part of my original script, in my first interview Jerry talked about the support offered 

to faculty, so I prompted each of the remaining faculty I interviewed to talk about the 

support they received from the institution.  Jerry’s answer was typical in first 

addressing the specific support offered to faculty, and then making an important 

distinction between support he received from the institution and the support he 

received from his colleagues. 

JERRY: I think about them differently.  I would separate the institution 
from my colleagues.  I, while I've had my run-ins with the institutional 
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admin side, which probably everybody does at some point, I have been 
extremely blessed with how supportive Bayview is as an institution for 
specifically, for professional growth.  And you know we have the 
professional development thing.  You'll probably hear this multiple 
times.  We get $1500/year, that's how it works, and that's cool, and 
that's predictable, and it's built into the contract, but I think that's what 
blessed me, and meant probably more to me, is when they've found 
money for me when I didn't have anything coming to me. 
 
Steve did not make this same distinction, as he felt supported by both the 

institution and his colleagues. 

INTERVIEWER: Do you experience any kind of institutional barriers 
to your growth or to your development or to what you want to learn? 
 
STEVE: No, not really.  I think here there’s - and this struck me from 
the very beginning - there’s always this attitude of what can we do to 
help you?  That is, what can the institution do to help you?  What can 
the more experienced instructors or the administrators do to help you? 
 
I even think it extends to people like the folks who work in media 
because I’ve worked at other places where it was like pulling teeth to 
get equipment in the classroom when you needed it or to get something 
fixed.  Here, they’re on top of it.  I think there’s a good climate that 
way of support at all levels. 
 
Institutional support is related to institutional expectations, and David’s 

response to my questions was echoed by several faculty. 

INTERVIEWER: What do you feel the college expects of you at this 
point? 
 
DAVID: I guess the honest answer is I’m not sure.  The direction in 
which I say that is I’m not sure what the college expects of me in terms 
of growth.  To a certain extent, I mean I would say I don’t feel a 
pressure from the college so the question of what does the college 
expect from me is really not too far removed from what do I think I 
should be doing myself. 
 
I look at the criteria for tenure, which is kind of our reference point 
when we’re doing the post-tenure review, and we have the service to 
the college, service to the profession side of things.  I’m always 
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thinking about the proof of professional development, professional 
growth and so at the institutional level, I just see it as, “Well, I need to 
show that I can check those boxes.” 
 
But David identified this same aspect of the institutional culture as a strength. 

DAVID: I feel that the culture at Bayview is really oriented toward the 
kind of self-directed approach.  I mean that was part of why I chose this 
institution when I went for a tenure track position.  The college has 
resources in terms of stipends every other year for professional 
development.  There’s teaching and learning centers with ongoing 
workshops, seminars.  I could be a presenter as well as be a participant 
if I wanted.    
 
Janet also talked about the culture at Bayview as being one that supported 

faculty independence.   

JANET: I think what Bayview has, that definitely fosters that.  Faculty 
are inclined to take advantage of it.  This is something that people love 
and hate, is we have an enormous of autonomy, just head and shoulders 
above lots of other places.  So that as a faculty member, this is what 
I’m hot and excited about and this is what I want to try, there’s plenty 
of room to do that.   
 
There’s so much that people do that sometimes it’s even going on 
outside the awareness of the deans and vice-president, or they’re just 
doing tons of other things.  That, I think, is what keeps people here.  I 
don’t know where we are really in terms of turnover, but it doesn’t 
seem we have very high turnover at all.  I think that autonomy and 
people being able to have that kind of freedom to do what they want to 
do, and it benefits the institution and all of those sorts of things. 
 
There are definitely things that people want a certain amount, then they 
turn around and want more top-down, you know, do it this way.  We’ve 
had a lot of conversations around that with some of the accreditation 
stuff.   
 
Mary also reflected on support from the institution as an important factor in her 

experience. 

MARY: I think what early in my career appealed to me the most, 
though, was having the ability to have a say and to be a leader and to 
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make changes.  Bayview, partially, I will attribute that to our great, we 
have a great administration.  I think faculty administration relationship 
has always been quite good here. 
 
I talked to other people at other community colleges where’s not been.  
And so with that good relationship, you can go to the VP and say, 
“Here’s my idea,” and run with it.  I can give you countless examples 
of having been able to do that from early on.  So I really enjoyed that.   
 
Several faculty talked about co-workers as a source of support, and a few 

faculty talked about the challenges of less-engaged faculty.  But relationships with 

colleagues were more prevalent in faculty member’s recollections of the early part of 

their careers.  Jerry talked about the importance of being mentored early in his career, 

and having the opportunity at mid-career was important to him. 

Jerry: I like to work with other faculty.  That's something that I haven't 
mentioned.  When I first came I had a number of people that really 
mentored me, as I talked about, and I love to be able to be that 
sounding board, uh, you know, give the guidance and help others.  We 
have an internship.   
 
It's always a blessing when you get to go and you get to take somebody 
who is fresh and new to the place and say, hey, let me help you, let me 
be the friendly face, let me see if I can encourage you, uh, to, you 
know, to set up good habits.  To make good decision, You know, here 
are the people that you want to meet.   
 
We had a great intern this last year who was just like a sponge.  You'd 
be like, hey, you need to step out, you need to talk to these people.  He 
wasn't an ultra-outgoing person, and yet to see him go.  I know I need 
to do this.  I know I need to make these steps was very cool.  I love 
working with faculty broadly.   
 
Gina’s perspective was somewhat different than Jerry’s.  She spoke from the 

perspective of a division chair.  Her division included both transfer and professional-

technical programs, so she was both a colleague and a supervisor. 
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GINA: Changing the makeup of the faculty is not easy, and dealing 
with the post-tenure and having them write out the five-year plan of 
where they plan to be and what the want to do.  I think it's much more 
important because this generation is different.  Even though they're not 
the kids we are teaching.  They weren't raised on the dreams we were 
raised on.  And so post-tenure and setting of goals and things like that.  
And showing them what's possible for them outside of their field is 
going to become more important. 

	  
Scott talked about the challenge of engaging larger numbers of faculty in 

college work, and he was candid in his observation that work is not distributed 

equally. 

SCOTT: I mean I’m sure that you see it and everybody else sees it and 
I think it’s probably endemic to any work environment, let alone the 
college, but some of us joke about the 80/20 rule and it really is 
applicable.   
 
Because we’re really big on self-governance and committee work and 
participating and it really is that in 80% of the meetings I go to I’m 
going to be there with the same 20% that are always at the same 
meetings.  I think that’s sort of a personality work ethic kind of style.  
 
Support from the institution and support from colleagues seem closely related 

for most of the participants.  Gina’s comments about younger faculty and David’s 

comments about the “80/20 rule” recognize that not all faculty at Bayview were as 

highly motivated and engaged as the faculty I interviewed, but all of the faculty spoke 

very positively about the college and none were overly critical of colleagues.   

 
Chapter Summary 

The purpose of this chapter was to provide an overview of the research context 

and to present the themes that emerged from coding my conversations with the faculty 

interviewed for the study.  Bayview is an urban community college with a very diverse 
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student body.  Bayview is also a college, as reported by the participants in this study, 

that is supportive of faculty professional growth, but it is an environment that 

encourages faculty autonomy.  The faculty who participated in this study had been 

identified as active and engaged, and this was reflected in the way they spoke of the 

college and themselves.  Faculty reflected on what they did in their work related to 

their growth, how they made sense of those experiences, and how the institution and 

their colleagues supported their growth.    
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CHAPTER FIVE: DISCUSSION AND FINDINGS 

The purpose of this study is to explore experiences of professional growth for 

mid-career faculty, by giving faculty an opportunity to talk about their experiences as 

community college instructors.  The interviews that comprise the data for this study 

covered a range of experiences, from the faculty members’ decision to teach at a 

community college to the activities that engage them currently.  The focus of the study 

is on the faculty members’ experiences of the formal and informal activities they 

engage in to learn and grow in their professional practice.  In particular, I wanted to 

understand what O’Meara, Terosky, and Neumann (2008) called “faculty work as 

professional endeavor – what professional work feels like personally” (p.  173).  I 

share O’Meara, Terosky, and Neumann’s perspective that much research on faculty 

careers has focused on negative images of faculty that create a “narrative of 

constraint,” and I wanted to focus on the experiences of active, engaged faculty.  By 

working with what Seidman (2006) called an “informed gatekeeper,” a faculty 

member at the research site who shared responsibility for faculty development at the 

college, I identified a pool of faculty and eventually interviewed nine faculty 

members, ranging in age from 32 to 60, who all shared a passion for and a continuing 

commitment to their work. 

This chapter discusses the findings of my research study, relating the findings 

to the literature review, and areas for future research.  It also discusses limitations of 

the study and concludes with a personal reflection. 
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Discussion of Findings 

This section discusses the findings in Chapter Four in relation to the three 

research questions for the study and to the literature review in Chapter Two.   

The three research questions for this study were: 

1. How do community college faculty members experience professional growth 

at mid-career? 

2. How do mid-career community college faculty members use professional 

growth experiences to make meaning of their work – professionally and 

personally? 

3. How do mid-career community college faculty members experience 

institutional support for their growth? 

Faculty Profiles 

Chapter Four began with profiles of each of the study participants.  Each of the 

faculty talked in their interviews about their decision to teach at a community college 

and their early career experiences.  While three of the faculty chose community 

college teaching as an intended profession while in graduate school and began 

teaching at Bayview in their 20s or early 30s, for the other six faculty community 

college teaching was not their first choice of profession.  Mary anticipated that she 

would teach at a four-year college but chose the community college after completing 

her Ph.D. because she did not want to relocate.  Leslie raised a family before going 

back to graduate school.  The other four faculty worked at other careers before they 

became full-time faculty at Bayview.  This reflects the reality that Hall (2002) 



   124 

observed when he questioned whether the concept of career and life stages is still 

relevant when the norm is no longer one career.  He concluded that while there are 

new ways of looking at careers there is also continuity.  Even if adults have more than 

one career or begin their careers later in life (these were the experiences for several of 

the participants in this study), careers still have beginnings and endings, so they must 

also have middles.   

Study participants ranged in age from one faculty member who was in his early 

30s to another who was in her early 60s, This suggests that looking at adulthood 

through different theoretical perspectives (Goodman et al., 2006), rather than just the 

traditional developmental – age and stage – perspective, are relevant to studies of 

faculty careers because they reflect the reality of community college faculty members’ 

lives.  

Hall’s (2002) observations on the changing nature of career, particularly that 

career and life stages do not align as they did when the norm was one career, reflect 

the situation of the faculty interviewed for this study.  At the same time, most of the 

faculty interviewed for this study did not anticipate changing careers again.  This 

suggests that there is greater stability for tenured faculty than for many other careers. 

Whether or not the faculty in this study chose community college teaching as a 

first, second, or even third career, most of them spoke of a preference for the 

community college over other institution types.  For some this preference was 

motivated by the diversity of community students.  Paula and David chose community 

college teaching rather than pursuing a doctoral degree.  For Steve and Mary their 
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spouses’ careers were a major factor in their decisions.  But none of the participants 

spoke of community college teaching as a second choice.  This reflects the conclusion 

of Cohen and Brawer (2008) that faculty no longer see the community college as a 

second-best alternative to university careers and that community college teaching has 

become a career in its own right.   

Research Question One: Professional Growth at Mid-Career 

Research Question #1: How do community college faculty members experience 

professional growth at mid-career? 

When the faculty interviewed for this study talked about the kinds of activities 

they participated in after receiving tenure and at the present stage in their careers, three 

themes emerged from the analysis of the data: (a) all of these faculty were engaged 

over time in campus leadership and governance; (b) most took seriously the 

opportunities available for professional development, such as professional leave and 

conference and workshop attendance, and related this work to their practice; and (c)  

many of these faculty were engaged in institutional efforts to improve the curriculum 

and their own practice to help students learn. 

Theme One: Engagement in Campus Governance 

Since the participants in this study were chosen because they were perceived as 

being active and engaged, it might be expected that most of these faculty were 

involved in campus governance, and this was the case.  When asked about the 

transition from the tenure process most faculty talked about their increasing 

involvement in campus governance, initially through committee participation.  Several 
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participants spoke about committee participation as critical for their broader 

understanding of the college environment.  Baldwin (1981) stressed that a 

developmental conception of the academic career helps to identify strengths and 

weaknesses that are present at different career stages.  His study suggested that as 

faculty progress in their careers, initially becoming comfortable with work in the 

classroom, their work increases in the service role (governance and committee work).  

He also found that having meaningful career growth at different career stages can 

prevent disengagement.  That the faculty in this study continue to find their work 

meaningful and engaging suggests that their developmental needs are being met. 

Cooper and Pagotto (2003), in an article on developing community college 

faculty as leaders, suggested that faculty often do not make conscious choices to move 

into leadership positions but are drawn in because “of their expertise or influence on 

others” (p.  28).  This was true for several of the participants in this study.  This is how 

David spoke of his role in the department.   

DAVID: That was where I came to realize that whether I wanted to 
have a leadership role and some of these things or not, I was going to 
be looked to for it.  That’s the other piece of kind of whether I seek it 
out or not, I’m usually going to get connected to it some way. 
 
Gina, who was both a division and department chair, also spoke of being 

identified for her leadership abilities by others.   

GINA: A friend, again, had suggested it.  I said, "Go away.  You're 
biased.  You're my friend, go away."  Then somebody who I didn't even 
know walked up to me and said, "You know, are you going to run for 
division chair?" 
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In a study on academic governance, Kezar (2004) asks whether relationships, 

trust, and leadership, or structures and formal processes are more important to 

effective governance.  The evidence from her case studies suggests that relationships, 

trust, and leadership were more critical factors.  The faculty interviewed for this study 

gave evidence of a campus culture with a high level of trust between faculty and 

administrators.   

Bergquist and Pawlak (2008) contend that at community colleges a managerial 

culture rather than a collegial culture is prevalent and that: 

Academics in this culture often assume that the best way to influence 
their institutions is through movement into an administrative position.  
Usually these faculty members do not bother with faculty governance 
processes and consider these processes to be inefficient and a waste of 
time (p.  45). 
 
However, this did not seem to be the case for the faculty in this study.  The 

faculty I interviewed at Bayview Community College seemed to understand and take 

seriously their administrative roles and responsibilities while retaining their identity as 

faculty. 

Theme Two: Professional Development: “Finding Your Own Thing” 

Fugate and Amey (2000) identified sabbatical leave as a proactive strategy for 

preventing classroom burnout and retaining experienced faculty.  Jerry spoke about his 

sabbatical as a very positive experience.  The timing was also important to Jerry, 

because he pursued a sabbatical at a time when he had become frustrated by his 

inability to be elected into a faculty leadership position.  Having this opportunity 
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available at this time in his career seemed to be a critical factor in Jerry’s remaining 

engaged in his work and the institutional mission.   

Mary used her sabbatical to read and write.  She focused on issues relevant to 

her teaching, but this was also an opportunity for personal renewal, a period of 

focused reading and writing that had not been available to her since graduate school. 

Scott and David were both considering professional leave, but they were both waiting 

for a meaningful project.   

Grant and Keim (2002) found that while formal, structured, and 

comprehensive faculty development programs have become more common, sabbatical 

leave was still a popular form of faculty development, available at 74% of schools 

surveyed in their study.  Some scholars, such as Murray (2002) believe that sabbaticals 

are less useful than more structured forms of professional development, but the 

participants in this study all were very conscientious about relating their projects to the 

work they were doing at the college.   

Several of the faculty in this study also spoke about another traditional form of 

faculty development, and that is conference attendance.  Bayview provides financial 

support to faculty for attending conferences, and several of the faculty mentioned this 

financial support as an indicator of institutional support.  However, faculty spoke 

cautiously about the usefulness of conferences for professional growth.  David was 

enthusiastic about his experiences at a yearly summer institute, but he talked about the 

usefulness of a workshop format that distinguished it from a more passive conference.  

Leslie was critical of conferences, saying that most people just used conferences to 
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network and socialize, and for Paula conferences weren’t useful when she couldn’t 

find work that wasn’t already being done at her college.  

Murray (2002) thinks that faculty development should be more structured and 

tied to the institutional mission, but he recognizes that more traditional forms of 

faculty development, such as sabbaticals and conference attendance, are popular and 

that colleges need to offer faculty a diverse menu of activities.  However, only a 

couple of the faculty in this study included formal, structured professional 

development activities provided by the college as activities that contributed to their 

professional growth.  The college’s teaching and learning center had been developed 

with a grant, but that grant had ended, and the center was less of a presence on campus 

with only part-time staffing.   

JERRY: You don't have a constant continuous presence.  That said, I 
haven't felt the need to be there, and now, if I had those kinds of 
questions, I'd be talking, probably, internally, because I'd need 
somebody with specific knowledge, or I'd need somebody to come - 
hey, come look at my classroom, and tell me what's going on here.  So, 
not as much so, but also I'm not necessarily as aware.   
 
Some of the faculty in this study talked about when there was a more active 

teaching and learning center at the college, but this was not identified as a substantial 

resource in any of the conversations I had with faculty. 

Theme Three: Improving Student Learning 

Research suggests that faculty behaviors have an effect on student learning and 

engagement (Umbach & Wawrzynski, 2005) and that higher student engagement with 

faculty is associated with higher student retention (Pascarella & Terenzini, 1991).  In 

my interviews I consciously avoided prompting the faculty to talk about students.  I 
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wanted to know when faculty talked about their own growth and learning, at what 

point students and teaching would be brought into the conversation.  Most of the 

faculty I interviewed spoke at length about students and teaching, either as a 

motivation for growth or as a source of meaning in their work.  

When Paula spoke about learning to teach her ESL students, she spoke with 

real enthusiasm, saying her goal was “having fun in the classroom.  Having fun with 

teaching.”  She also talked about the pleasure she got from her students.  Paula also 

spoke passionately when she talked about working with her colleague Mary to 

improve the curriculum for the students in their pre-college classes.   

Paula’s perspective reflects Neumann’s (2005) claim about faculty work as 

knowing and learning.   

I begin with the claim that faculty work may be viewed in good part as 
acts of cognition, of knowing, for to do the work involves getting to 
know the work.  Certainly how a professor knows her or his work may 
change.  The professor may come to see and think about it differently 
or in altogether new ways.  Such learning may be intentional, for 
example, as a person struggles for new perspective; or it may be 
incidental, for example, as a person learns, through conversations with 
others, about new ways to think about work. (p. 65) 
 
This perspective also emerged when Jerry talked about learning to become a 

better teacher, and as David reflected on professional development as “generating my 

own questions about my students, about curriculum, about how learning works.” 

For Leslie, this learning came from the work she did teaching coordinated 

studies courses.  As she said, “this is the most professional development of any 

activity or thing I’ve ever done including the professional leave I took.”  She spoke of 

having to “co-teach with the teacher, co-assess, co-everything. 
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Research Question Two: Making Meaning at Mid-Career 

Research Questions #2: How do mid-career community college faculty members use 

professional growth experiences to make meaning of their work – professionally and 

personally? 

When faculty reflected on their professional growth and making meaning of 

their work and their growth, two themes emerged: (a) several faculty spoke of student 

diversity as a reason for choosing to teach at Bayview Community College, and also 

as an ongoing source of motivation and satisfaction; and (b) five of the nine faculty I 

interviewed talked about their post-tenure review and the self-reflection required by 

the process, seeing it as an opportunity to assess both their present experience and 

future goals. 

Theme Four: Student Diversity   

Several faculty spoke of the diversity of students at community colleges and at 

Bayview in particular as a critical factor in their decision to teach at a community 

college and as important to the sense of meaning they take from their work.  Paula and 

Leslie emphasized the racial/ethnic diversity of students while Scott talked about the 

diversity of age and background of students in his career-training program.  More than 

just appreciating student diversity, Leslie and Scott talked in detail about how student 

diversity shaped the way they taught.  What seemed most significant about the way 

faculty talked about students was their concern to understand the reality of their 

students’ lives because it made them better teachers.   
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Scott talked about how his mindset changed, coming to the community college 

from a law school background.  His conversation displayed empathy toward the 

challenges his students face, but he emphasized the need he felt to balance empathy 

and accountability.  He spoke of  “trying to be empathetic with them yet at the same 

time sort of making them understand that they’ve got to take responsibility and that 

when they get in the workplace nobody’s gonna care.”  Bain’s (2004) study of college 

teaching addresses how the best teachers treat their students.  He writes, “the best 

teachers we studied displayed not power but an investment in their students” (p.139).  

Bain makes a distinction between power and rules based on a bond of trust.  

 Brookfield (1995) wrote about the importance of “seeing ourselves through 

our students’ eyes” (p. 92). He identified this as one of the four distinctive lenses for 

becoming a critically reflective teacher.  The others are the teacher’s autobiography, 

the perceptions of colleagues and theoretical literature.  None of the faculty I spoke to 

claimed to have a background similar to many of their students, but when they spoke 

about students, it was with an awareness of the importance of understanding their 

students’ lives.  For Paula and Mary this was a shared activity that involved working 

together to research ways to improve the developmental studies curriculum at 

Bayview. 

Theme Five: Post-tenure Review and the “Soupy Mix” of Mid-career 

Five of the nine faculty I interviewed for this study talked about the post-tenure 

process at Bayview.  I was struck by how thoughtfully several faculty talked about the 

post-tenure process as a time for self-reflection.  While it has been observed that 
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beliefs about post-tenure review are complicated (O'Meara, 2004), the mid-career 

faculty in this study, spoke of the post-tenure review at Bayview in mostly positive 

terms, while noting that there were faculty who took it less seriously or may have 

avoided it altogether.   

Because post-tenure is not linked to promotion at BCC, those faculty who 

spoke positively of the process focused on the opportunity that it gave them for self-

reflection.  While several faculty I interviewed suggested that not all faculty at the 

college took this activity seriously and some avoided it altogether, those that reflected 

on the post-tenure review for this study spoke of it positively.  O’Meara (2004) 

concludes in her study that much about post-tenure review is unknown, but the 

responses by the faculty in this study suggest that much could be learned from a study 

focused on post-tenure review where the process is taken seriously and seen as a 

constructive activity.   

Two of the key conditions necessary for effective post-tenure review identified 

by O’Meara (2004), autonomy and collegiality, seem to be present at Bayview.  I 

discuss below the support faculty felt from the institution and from colleagues. 

O’Meara also suggests that a successful post-tenure review process could be used to 

reengage faculty who have become isolated.  Despite the high level of engagement 

demonstrated by the faculty interviewed for this study, comments by several faculty 

indicated that there are still a number of faculty at Bayview who have become 

disengaged.  But for those faculty who took the process as an opportunity for self-

reflection, it reinforces Plater’s (2001) optimistic view that “post-tenure review can 
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help restore a shared commitment to managing the affairs of the academy collegially, 

as well as to improving it” (p. 54). 

Research Question Three: Support for Professional Growth 

Research Question #3 How do mid-career community college faculty members 

experience institutional support for their growth? 

In their book on community college teaching Grubb and Associates (1999) 

wrote, “A defining aspect of instructors’ lives in community colleges is their isolation” 

(p. 49).  Academic isolation is one of the features of the “narrative of constraint” that 

O’Meara, Terosky, and Neumann (2008) believe is reinforced by much research on 

college faculty.  So I probed faculty on the support they received from their institution 

and from colleagues to get of a sense of the collegiality that the faculty in this study 

experienced.  Faculty interviewed in this study spoke repeatedly of the support they 

experienced from the college administration and their fellow faculty.  Support from 

colleagues was important to faculty both in the tenure process and in the post-tenure 

review process.  Faculty also spoke about the challenge of balancing work and life. 

Theme Six: Support from the Institution and from Colleagues 

The faculty in this study spoke very positively of the support they received 

from the college, acknowledging specifically the support of both the vice president of 

instruction and the college president.  Both the financial support for professional 

development provided by the college and the attitude of the administration toward 

professional growth encouraged self-direction.  At the same time, very few faculty 

identified faculty development activities organized by the college as important to their 
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experience of growth at their current career stage.  Yet, even without an active faculty 

development program, faculty in this study seemed to have remained engaged and 

willing to take responsibility for their own growth.  This seems to support Grubb and 

Associates (1999) claim about the critical role of administrative support.   

The influences of administrators on teaching are profound.  They 
establish the tone and culture of their institutions – the attitude toward 
instruction, whether good teaching is important or not, the sense of 
internal cohesiveness or conversely, of fragmentation and 
independence.  The best institutions...  have administrators who are 
committed to teaching and who have managed to orient every single 
policy in their colleges toward the improvement of teaching.  (pp.  301-
302) 
 
Faculty members were more likely to talk about relationships with other 

faculty earlier in their career, while they were in the tenure process, and this reinforces 

the idea that faculty become more isolated after receiving tenure.  However, several 

faculty did talk about the continuing importance of relationships with other faculty.  

Paula and Mary spoke about working together on curriculum development.  Jerry 

talked about having the opportunity to co-chair with David.  Leslie talked 

enthusiastically about co-teaching.  Because the faculty I interviewed were engaged 

and active, it may be they sought relationships with other faculty or other faculty 

sought them.  Also, because most of the faculty I interviewed were or had been in 

leadership positions, interacting with other faculty was a greater part of their 

experience.  That the experience of these faculty members did include relationships 

with other faculty suggest that finding a way to foster this collegiality is important for 

colleges.  Mentoring or networking is one of the strategies recognized by Baldwin and 

Chang (2006) in their review of programs designed to support mid-career faculty. 
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Summary of Discussion of Findings 

The mid-career faculty interviewed for this study identified a number of 

experiences that gave shape to their experience at their current career stage.  Since the 

faculty interviewed for this study had been identified as active and engaged, it is not 

surprising that they were active in campus leadership and governance.  The faculty 

were also active in pursuing professional development opportunities, such as 

sabbatical leave and workshops and conferences.  They also demonstrated a high 

degree of engagement in student learning and improving instruction.  These faculty 

were also thoughtful about their experiences, reflecting on diversity as one of the 

strengths of their institution, and engaging in a self-reflective post-tenure process.  

They also voiced a high level of support for senior administration at the college and 

talked about their relationships with colleagues as a form of support.   

While this study does not suggest that these experiences are typical of their 

colleagues at Bayview Community College or community college faculty more 

broadly, it does give voice to the experiences of a group of faculty who continue to be 

interested in and challenged by their work, and points to the common experiences of 

engaged faculty. 

Limitations 

There are several limitations to this study.  First, all of the participants were 

from a single college and there were only nine participants in the study.  Another 

limitation of this study was my decision to focus only on engaged faculty.  While this 

led to engaging conversations, to understand why faculty are disengaged at mid-career 
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or not engaged in their own growth, it would be necessary to talk to disengaged 

faculty, as well.  There are other limitations inherent to an interview study beside the 

selection of participants.  Conversational topics are another.  While four of these 

participants in this study were men and five were women, gender was not a topic of 

conversation.  In retrospect, I might have prompted participants to reflect on their 

professional growth from the perspective of gender or race.  I think if I were a more 

experienced interviewer, I may have done so, but I was careful to let my 

conversational partners direct the conversations as much as possible.  It is important to 

note that because of these limitations no generalizations can be made from findings of 

this study. 

Questions for Practitioners 

While this study attempted to give voice to the experiences of active, engaged 

mid-career faculty, it does not address the question of why these faculty have 

remained active and engaged while other faculty become less engaged over time.  The 

purpose of this study was not to present a theory of engagement or professional 

growth.  Rather, this study was an attempt to let faculty speak for themselves about the 

activities and experiences that shaped their growth and learning.  

The faculty members interviewed for this study reflect a mostly positive 

orientation toward the work they do.  I chose to interview faculty who had been 

identified as engaged, so this is not surprising.  Also, all of these faculty members had 

the security of tenure and had experienced success at their institution, both in the 

classroom and in other roles at the college.  They perhaps represent an ideal that is not 
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achievable by faculty in contingent roles, or by other full-time faculty who have met 

with frustrations that have kept them from the same level of engagement.   

Gappa, Austin and Trice (2007) note that according to the 1999 National Study 

of Postsecondary Faculty, 12% of faculty at the associate rank are considering leaving 

academe within three years.  Of the faculty I interviewed, only one talked about 

leaving higher education, and that was Gina, who had spent much of her career outside 

of higher education.  However, as Gappa, Austin and Trice state, “Addressing the 

concerns of mid-career faculty can help them stay vibrant and engaged in their work, 

and may help their institutions retain those who are considering leaving” (p. 302).  

Further research should address not only why faculty are leaving higher education but 

what conditions exist at colleges with high faculty satisfaction that are encouraging 

faculty to stay. 

This study was intended to be an exploratory study, uncovering areas of 

interest to faculty, administrators, and policy makers.  Several of the themes that were 

developed from the analysis of the interviews suggest areas for future research. 

Two themes identified by this study suggest the first area for additional 

research.  The faculty members interviewed for this study were engaged in campus 

leadership and governance and also spoke positively of their relationships with 

campus administration.  Kezar (2004) and Pope (2004) have researched the role of 

relationships and trust in faculty governance at four-year colleges and universities. 

Similar studies focused on community college faculty governance, particularly given 
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the different organizational cultures at community colleges hypothesized by Bergquist 

and Pawlak (2008) and Birnbaum (2000) would address this research gap. 

Faculty in this study suggested that the diversity of student body was an 

important characteristic of the college and important to their experience of growth.  

Diversity was defined broadly.  Some faculty emphasized racial/ethnic diversity while 

others talked about diversity of age and background.  While research has looked at the 

role of diversity in student learning and development (Pascarella, Edison, Nora, 

Hagedorn, & Terenzini, 1996), this study suggests an opportunity for further research 

on the role of student diversity in faculty experience. 

The lack of importance placed on traditional forms of college-sponsored 

professional development by most of these faculty members was surprising.  While 

several faculty talked about the kinds of activities offered by the college, none stressed 

these as significant for their own growth.  However, faculty members were not probed 

in depth about why this was the case.  While there has been research done about the 

effectiveness of faculty development programs at community colleges, further 

research exploring faculty experiences with formal faculty development efforts would 

be useful.  Researchers might also look at the importance of a teaching and learning 

center staffed by a full-time professional development coordinator, comparing the 

experiences of faculty at colleges where this exists to the experience of faculty at 

colleges where it does not. 

Faculty in this study who had taken sabbatical leave or who were 

contemplating taking a sabbatical leave spoke of this opportunity in ways that 
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demonstrated seriousness of purpose and an alignment to the institutional goals.  

However, the role and benefit of sabbatical leave has been questioned in recent years.  

Further research on the role and benefit of sabbatical leave in the community college 

would add to existing research in this area (Kang & Miller, 1998). 

Another area that emerged as a theme in this study and should be an area of 

interest for faculty, administrators, and policymakers is post-tenure review.  This is 

another area where most of the research available focuses on faculty at four-year 

colleges and universities.  Like sabbatical leave, post-tenure review is a subject that 

can bring up negative images of faculty.  The faculty in this study who talked about 

post-tenure review did so in positive terms, but they also reflected that not all faculty 

take the process seriously.  Research on effective post-tenure review in the community 

college as it relates to faculty professional growth is necessary. 

One final area that did not emerge as a theme in this study, but was touched on 

in a couple of my conversations, and is an area that in retrospect I might have probed 

more deeply, was work-life balance.  Jerry and Steve both talked briefly about having 

young children and balancing those responsibilities and work, as did Mary.  Research 

suggests (Sallee, 2008) that a factor in their decision to teach at a community college 

for both men and women may be a desire to balance their personal and professional 

lives. Exploring how faculty at mid-career feel about this balance and how it effects 

not simply their satisfaction but their professional growth would be useful. 
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Personal Reflection 

What I intended in this study was to focus on active and engaged faculty.  I 

was influenced in this choice by Grubb and Associates (1999) qualitative study of 

community college teaching.  They chose to focus on good instructors because they 

said, “Good teaching is a joy to watch,” and added, “In contrast, it’s difficult to learn 

much from bad teaching” (p. 17).  I was also inspired by O’Meara, Terosky, and 

Neumann (2008). 

We propose this challenge for scholars who study faculty, academic 
leaders, faculty development specialists, and the faculty themselves: 
identify ways to foster, in faculty members, the desire and will to craft 
themselves as teachers, researchers, and partners in service and 
community engagement who have actively chosen—and continue 
actively to choose—the academic career as a way to lead their lives.  
We associate such desire and such will with a perspective on the 
faculty’s development that we refer to as “faculty members’ 
professional growth. (p. 19) 
 
I had decided to study the professional development of mid-career faculty early 

in my academic program, but I did not read O’Meara, Terosky, and Neumann (2008) 

until I had completed much of my dissertation proposal.  Their challenge to find a 

counter narrative that emphasized faculty growth gave heart and direction to my study.  

I had been interested in Mihaly Csikszentmihalyi’s (1990, 1997) work on flow and 

Martin Seligman’s (2005; 2000) work on positive psychology and the emphasis in 

positive psychology on understanding not what goes wrong, but what is going right, 

and reading O’Meara, Terosky, and Neumann reinforced my desire to focus on 

positive experiences of growth. 
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So while I indicate that this choice to focus only on active and engaged faculty 

was a limitation of this study, it is one I cheerfully embraced.  The time I spent 

engaged in conversation with these faculty, even though that was a very small part of 

the time I spent conceptualizing, preparing, and writing this study, made the time and 

effort spent on this project truly worthwhile.  Being given this privilege, I felt an 

obligation through the process of preparing, reporting, and analyzing these 

conversations to try communicate the passion, thoughtfulness, and dedication these 

faculty bring to their work. 
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Appendix A: Initial Email Requesting Participation 

 
Hello.  My name is Charlie Crawford.  I am a doctoral candidate in the Community 
College Leadership program at Oregon State University.  I’m conducting a research 
study to explore the experiences mid-career faculty related to their professional 
growth. 
  
My intent is to identify and recruit veteran community college faculty who will reflect 
on their experiences of professional growth.  I am inviting you to participate in this 
study because you have been a tenured community college faculty member for at least 
six years.  The purpose of my study is to explore experiences of professional growth – 
the formal and informal activities faculty members engage in to learn and grow in 
their professional practice – for mid-career community college faculty.  Your 
individual perspective and experience could be valuable to others concerned with 
understanding and supporting the developmental needs of mid-career faculty. 
  
I had intended to contact potential participants first by telephone, but I am intensely 
aware of how busy this time of year is, so I am writing first to ask if you would be 
willing to talk to me about my research study, and suggest a convenient time for me to 
call. 
  
If you would consider participating in my study, I will send you the informed consent 
document that describes the research project and your involvement in it should you 
choose to participate.  Briefly, I can tell you that the bulk of your involvement would 
be a one-hour audio-recorded interview. 
  
I would greatly appreciate your consideration of my request. 
  
Charlie Crawford 
Graduate Student 
College of Education 
Oregon State University 
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Appendix B: Interview Protocol 

 
 

Description of Project 

 
The purpose of this interview is to explore your experiences of professional growth at 
this stage of your career.  When I am talking about professional growth I have in mind 
a definition Gappa, Austin and Trice use in their recent book, Rethinking Faculty 
Work: Higher Education’s Strategic Imperative.  They defined professional growth as 
“opportunities that enable faculty members to broaden their knowledge, abilities, and 
skills, to address challenges, concerns, and needs, and to find deeper satisfaction in 
their work.” 
 

Questions 

 

1. I’d like to begin by asking you to take a few minutes to talk about the early 
part of your career: your decision to become a community college faculty 
member; your tenure process; professional development early in your career. 
 

2. Talk about the transition from being in the tenure process to being a tenured 
faculty member.  [What changed?  How did your experiences change?] 
 

3. [Talk about experiences that shape]  How does who you are shape what and 
how you learn at this stage in your career? 
 

4. What motivates you to learn now? 
 

5. How do you contribute to your own growth? 
 

6. What barriers do you experience to your professional growth? 
 

7. What gives you satisfaction in your own learning? 
 

8. What kinds of activities do you find most valuable?  
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Appendix C: Faculty Profiles 

 
Jerry  

JERRY: I took a lot of math there [at community college].  It was just a 
lot of fun.  So I did what anyone does when they don't know where 
they're going to go, I stayed in school.  So I continued on at the State 
College.  I did a Bachelors degree.  Kind of in equal parts poli sci, 
literature, and math.  And again, I still didn't know what I wanted to do, 
so I continued the same trend and I went to graduate school, this time in 
math at State University. 
 
 And when I got to State University of course they offered me a TA-
ship because they needed the cheap labor to teach their intro classes.  
And I walked into that first class, probably the equivalent of a pre-calc 
or algebra class, probably within the first week I realized this more fun 
than I've ever had in my entire life.  I just had this realization that here I 
was, a clueless graduate student that had one week of training in the 
teaching arena… I had basically no idea what I was doing as a teacher  
and yet if I could have this much fun with this level of understanding, 
imagine what would happen if I could figure out what teaching was all 
about.   
 
And so it really was probably within the first week or two of teaching 
as a grad student that I decided to be a teacher.  I pretty much knew 
from the get go that I wanted to be at the community college level, for 
two reasons.  One, I'd been there and I really loved my time at 
community college because of the level of work, the diversity of the 
students that I'd gotten to work with as a student.  I'd had teachers that 
really impacted me, and I of course wanted to give back in a similar 
manner.  And then also as a mathematician, kind of the options are go 
to a university and do research, which really wasn't appealing to me at 
the time, or go somewhere else where you could focus on teaching, and 
since my interest was more in the teaching category, the community 
college made sense.  I never really considered high school.  I'd avoided 
it as a student.  I wasn't about to go that direction after the fact.   
 
So that's how I ended up in - I went to graduate school, applied, and got 
hired straight of graduate school in a tenured position here. In hindsight 
that probably was… I thought it was so I was so good… in hindsight it 
was probably an act of providence that landed me here.  I got hired in 
spring of 2001, started in September 2001, and as you know the towers 
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came down in September, September 11, so when I started, it was the 
beginning of a major transition for schools.  Positions got a lot tighter, 
harder to find, and I realized subsequently how blessed I was to find 
this position.   
 
The tenure process was a challenge - good- but also very much a 
challenge for me.  It was a challenge primarily because I was very 
green as a teacher.  I was very young.  I started when I was 22.  I was, I 
think, the youngest tenure hire in school history, and that just meant I 
had a lot of growing up to do.  I would say that one of the biggest 
blessings to me was I had a fantastic committee that was willing to 
work with my enthusiasm and my useful excitement, directing it 
without squashing it; trying to make me fit some mold.  I also have a 
department that really is big enough that it could handle somebody that 
was like me.  They didn't force me to fit the mold and I really 
appreciated it and was blessed by it at the time, and I think it's really 
paid dividends for the department in the sense that now I can give back 
to the department, to the college, in those ways that if they'd forced me 
to fit in a mold, I don't really know where I'd be. 
 
I got a lot of mentoring from colleagues, casually and also more 
formally.  One thing I'd point to, on my very first year I shared an 
office - one of those communal offices - and we had a retired math - 
full-time math professor that had come back for the year because his 
retirement had kind of died or whatever, so I got the chance to work for 
a year with somebody that was a good mentor but that was completely 
outside the system.  He no longer had any stake in anything, and that 
was a huge blessing to me, just to get that kind of day in and day out 
encouragement; to not even have to go outside of my own office to get 
that encouragement or direction.  Let alone the stuff from the 
coordinator and colleagues. 
 
At that time when I think about professional development, I think about 
me observing faculty - faculty observing me.  I would think about 
going to conferences.  Um.  I'd go to our statewide conference every 
year.  I'm trying to think.  I think that would probably be the main 
things I would point to in those early days.  Some committee work 
where I got to play with some curriculum stuff and textbook type of 
things.  I don't know if that quite fits the category.  But at the very least 
it exposed me to a broader spectrum of the questions and issues that 
were out there.   
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Paula  

PAULA: I went to graduate school for fun because I thought, what do I 
want to do with my life now.  And I thought, oh, talking to people 
about English books seems fun, so as soon as I went to school, you 
know, they pay for it as long as you teach, right, and as soon as I started 
teaching that was just more interesting to me than anything else.  And 
then there's a track.  Either you're going to be going on to get your 
Ph.D., or you're not.  And we were fortunate enough to have a really 
good composition teaching - teacher training - at my school, and that 
was just the most interesting thing to me, and so I took lots of classes in 
that, and then, I don't know, I think I must have taken some feminist 
class, and I think the conversation must have come up about, you know, 
where do I want to teach and why, and I was not interested in teaching 
at any university environment.   
 
I didn't really care whether I got my Ph.D. or not.  I wasn't interested in 
studying stuff.  I didn't like teaching to a whole bunch of privileged 
white people.  It was just really.  I was like, this is so not what I want to 
do, and I wanted to teach at community college, and it was near where I 
grew up, so I thought how perfect was this, so I was just super clear 
about that. 
 
After graduate school, I got a two-year teaching award at State 
University.  Maybe, I don't why.  It was sort of like, I was an adjunct, 
teaching at the university without having my Ph.D., which you can do 
as an adjunct.  It was probably a teaching award designed to give us 
some experience, you know, so I did that for two years, and then I 
immediately applied here and got, um, and it was a good time.  Faculty 
were being laid off, so there were three positions open the year that I 
applied, and I got hired.  The tenure sucked... 
 
I just think - for me - I think I was naive, I think I was really naive 
about working in an, um, larger department where they'd been here for 
30 years, and they'd, things had sort of settled in, and I came here really 
excited, and I was "oh no, you have to do this because the latest 
theory."  And they were like, what are you talking about?  Get away 
from us.  So I was, I think that was a little hard, and, um, I think I was 
not experienced at teaching the students who come here.  It's easy to 
teach to university students, because they'll kind of take anything, and 
they're pretty good, but you actually have to be a good teacher [here] so 
I think there was a lot of learning for me the first couple of years. 
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They offered this class for new teachers, and it was so bad.  It was like, 
here's a syllabus.  Let's spend the first day just walking line by line 
through what a syllabus is, and it was um, so I don't have to go because 
I already have one of those, and I sat in for a little while, and I was like, 
oh, this is really bad.  They don't do that anymore, so how did I Iearn 
my stuff.  I can just really, really vividly remember trying to learn how 
to teach English 91.  I had taught pre-college at State.  You only had to 
have 15 students, and their skills were like this much below everyone 
else you know.  So I came here, and I was like, "you don't know what? 
I can't even believe that you can be asking me that question that you 
don't know that.' So, that was a surprise.  Not feeling stupid telling 
something that I thought, there's no way you can't know this.   
 
And then many, many, many English teachers are very - they just love 
grammar.  They just always love, um breaking down the sentence.  
They always love, you know, what are the parts of speech.  And I never 
did.  I never learned it in the first place.  I never did it.  I never know 
anything about grammar, so I had to study the grammar book to be able 
to teach it to these students.  And, I liked it, I liked learning it, but I was 
like, I had to learn it.  I was like, oh, what is this? So, I had to learn 
that, and I had to struggle with how much they liked doing the 
bookwork.  If we just did the bookwork, and they got all the exercises 
right, they were so excited about it.  And I was like, we need to not be 
doing this because this isn't what's going to teach you to write.  So that 
was a professional struggle for me. 
 
So I just really, really remember those early days and me trying to 
figure out how do I teach them grammar, how do I teach a good class 
that they like because it's harder for them, really learn it, where if they 
just do book work all day, they can get the right answer, everybody 
feels good, you know.  Yeah.  My dean used to teach basic English, and 
he was on my tenure committee, you know, so he'd come observe me, 
and I felt like he was just really helpful in giving me tips and 
guidelines.  He was really, really the most helpful.  Loved that. 
 
Yeah, but, I had colleagues who teach creative writing, and they would 
teach comp because they had to, and they wouldn't let me come 
observe them.  I was like, 'let me come observe you.' And they were 
like, 'no.' So, um, you know, some of the things that we've been doing 
at State under my esteemed colleague who'd been running the show.  
They were like, oh, you don't want to be doing that.  And I was like 
'really?' So, no, no, not so much, no.  But my dean was really helpful.   
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Gina  

GINA: I have one of those weird backgrounds.  My original degrees are 
in astronautical engineering and archaeology.  All I ever wanted to do 
was work for NASA, be an astronaut.  This was never, never, never in 
my headlight.  This was never in my career plan, ever.   
 
I worked for NASA for four years, worked for TRW for two and a half 
years.  Then the real estate market in California took off, so I became a 
real estate broker.  Then, of course, the market crashed, back in '91.  I 
found myself in the Northwest because some friends had moved there, 
and they were like, "Oh, come live with us."  So I did.   
 
I ended up being hired at the local community college teaching DOS 
and blueprint math, which, okay fine, it's a great job.  It pays, which is 
better than most things in that area, so that's how I ended up starting to 
teach.   
 
I did that for five years.  I taught for State College.  I taught for Eastern 
Community College primarily in the extended learning and continuing 
education.  I basically did, mainly contract training and corporate 
training.  Stuff like that.  That's how I got into teaching.   
 
Then I was still doing computer consulting, because that was in the rise 
of Windows.  We're talking Windows 3.11, back then, that's what was 
going on.    
 
Then I happened to go to Eastern Community College to be Director of 
Women's Studies.  I also happened to grab an application for a 
computer science tenure tract. 
 
I was never called for the director position.  Got hired almost 
immediately for the computer science tenure tract, just, sort of, like 
that.  It was like, okay, fine, it's a better paying job.  It's got benefits.  I 
ended up getting tenured at Eastern Community College.   
 
In a transitional period between leaving Eastern Community College and 

moving to Bayview community college, Gina taught in South Africa, an opportunity 

that continued after Gina began teaching at Bayview.  She was in South Africa on 
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September 11, 2001, and that experience was a factor in her deciding to work at 

Bayview. 

GINA: Well, the world changed at that point.  Basically, I was stranded 
in South Africa.  I mean, I actually only had to stay an extra couple of 
days, but since I had just arrived, I finished out my contract and got 
everything in place. 
 
It was just so different than working here.  I think that was, sort of, a 
wakeup call for me.  What had happened—so, September 11th was the 
bombing, the next day I got the email from Bill, offering me the job.  I 
went, "I think I better take the job."  I think this is a subtle hint from the 
universe.  You know, we're bombing the world, so that's how I ended 
up here.   
 
I actually took a leave of absence from Eastern State.  I finished out fall 
quarter at Eastern State, because I told them I would not leave them 
hanging.  Took a leave of absence, started here in January of 2002, 
worked through the school year, had some bumps, but they were like, 
"Well, we cannot advertise for a full-time position without your 
resignation."  And I wasn't really ready to give my resignation, but I 
didn't want to move back to where I was, so I went ahead and turned it 
in, so I stayed here.   
 
The tenure process, overall, was good.  It's just that there was one 
individual that was making my life Hell that was in my department.  I 
was told to, basically, keep your head down.  Just do it.  So instead of 
developing relations here on campus, I developed them in the 
surrounding area.  Since I had already worked for [a local company], I 
knew all the investigators at [a local company], and they're like, "Oh, 
you need to join this group, and you need to join this group."  That was 
my professional development, was networking.   
 
What I ended up doing, I got my tenure, and I applied for a Fulbright, 
because in the interim—because of our CCID grant, and that was one 
of my conditions of accepting the job, was that I got to go back to 
South Africa.  Every summer, as soon as summer school was over, 
right about now, I would be getting ready to get on a plane Friday 
night.  I'd be getting my grades in to catch a plane Friday night, to go to 
South Africa for two weeks.  I'd go over there, train faculty, train 
students, train staff.  Then, come back, take a week off, and start 
teaching again.   
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David 

DAVID: My decision to be a community college instructor primarily 
was dictated by—during my time in graduate school, I was really 
interested in how students learn mathematics and how to facilitate that 
learning.  I kind of knew that I was interested in the teaching end more 
than research when I went to graduate school and then after a couple of 
years kind of had that reaffirmed that that was my dominant interest. 
 
I was interested in winding up in a location where I would have more 
control over my own curriculum and instruction than I would in K-12.  
I was also interested in having the ability to migrate between states 
without the recertification.  Having the Master’s degree gave me that 
freedom and by not having a Ph.D., then I really wasn’t eligible to 
teach at the four-year institution level. 
 
Community college was kind of what I was looking at.  I was at the 
University.  They had had a former graduate student from there who 
was intern here at Bayview, part of their intern program which is 
basically a year serving as a full-time faculty member and getting 
mentoring and other guidance. 
 
She had told me about that program and I applied.  Then I was an intern 
for one year and at the end of that year said yes, I was really—this 
seemed like a good fit and so applied and was hired on tenure track. 
 
Basically, I was recognized as bringing a lot of creativity, and energy 
and passion to the department and was encouraged in terms of like 
people being interested in hearing my ideas, wanting to nurture me in 
exploring things, trying different ideas.  It was very positive in that 
regard. 
 
I ran into a little bit—it was the issue of being normed for the culture of 
the institution and the—at least, the math faculty member who was on 
my working committee, so who was chairing the working committee 
had a much more conservative approach in terms of willingness to rock 
the boat and so wouldn’t—was not a person who I would call as an 
innovator. 
 
I came to realize that he was really trying to make sure that I made it 
through the process smoothly and my efforts to do things might be a 
little outside the norms, tried to temper it so that I wouldn’t create any 
problems for myself getting through tenure. 
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It got rocky at one point because I was teaching the math for liberal arts 
course for the first time and that was near—basically in towards the last 
year of my tenure process and it didn’t go well.  I mean I had a student 
in particular that was— 
 
You know, I had another faculty member come in and do a small group 
instructional diagnostic.  You know, the recommendation was I 
should’ve the thrown the student out of class earlier in the term. 
 
I mean that was a very poor quarter and student evaluations were poor 
and things like that.  Here, coming in near the end of the tenure process, 
there were some red flags appearing.  Then I was scheduled to teach a 
coordinated studies course so joint math/writing course in that fall 
which would be the final, basically the final term of evaluations and 
things before a tenure decision was made. 
 
Again, my committee was really hesitant about having me do this 
interdisciplinary course in part because it would muddy the evaluation 
data because it’s a collaborative team-taught class so the evaluations 
aren’t really—my evaluations or the other instructor’s evaluations. 
 
Like I say, there was concern about that and that’s where—I mean I 
give my committee credit that they let me enough rope to hang myself 
and let me go ahead and teach that class.  It went great and that quarter, 
everything, you know, came out just fine.  Going into the decision for 
granting tenure issues had been addressed. 
 
I would say that issue of—the tension between bringing a new faculty 
member on and wanting them to bring new ideas and new energy and 
suggest new directions while at the same time, you’re trying to evaluate 
whether they’re are good fit for the institution, you know, I definitely 
felt that tension back and forth over well, how far can I push how fast 
and what should I kind of wait, show that I can play the game right and 
then do this other—so that was my tenure process. 

 
Steve  

STEVE: I’m not sure exactly when I decided to become a community 
college instructor.  I came up to the University to do my Ph.D. in 
history.  I was fortunate enough to be given a teaching assistantship, so 
that got me—sort of got my foot in the door doing some teaching. 
 
After that I ended up getting four years of a TA-ship.  Then, as I was 
working on my dissertation, I started to look for opportunities to do 



   168 

some teaching because I knew I would end up doing that.  I did some 
part-time work at North Community College, some at City University 
and City Community College. 
 
I think the main thing that led me into community college teaching was 
that we didn’t want to move from the area.  My wife had a good job.  
She was really the major breadwinner at the time, and it didn’t make 
sense for me to be applying to four-year schools all over the place. 
 
It seemed unlikely that I would get a job at the University because they 
tend not to hire their own and jobs just weren’t appearing in the four-
year schools.  I did a lot of part-time teaching all over the place, and 
when this position opened it looked like a good one to me. 
 
I think my first part-time teaching job was in 1994, and I started here in 
2000.  Part of that time I was still finishing up my dissertation.  Part of 
the time I was also working for a non-profit that does research into 
teacher education and schooling and that sort of stuff. 
 
I had a job.  I was doing all right, but I knew that my career was gonna 
end up being in history rather than in that educational research. 
 
The tenure process here is pretty brief but it’s very intense.  It's really 
two years and a little bit into the third year.  There’s a four-person 
committee.  There’s also a campus-wide tenure review committee, but 
the four-person working committee is made up of somebody in the 
discipline.  In my case it was the other full-time history instructor, an 
administrator, and then there’s somebody from totally outside the 
division—and I forget—it’s some random person—an at-large person. 
 
We have four people, all of whom visit and observe a class each quarter 
for the period that the tenure is—while a person is a probationer, as we 
call it.  Each quarter, also, the person who’s going through the process 
has to write a reflective piece about what he or she has been up to, what 
sorts of things they’re working on, what kind of future development 
they’re looking for. 
 
It’s focused almost entirely on teaching because at that point in the 
career they’re not expecting you to get involved too much on campus, 
and we’re not really about research and publishing so it’s pretty much 
all teaching. 
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It was fine for me.  In my case I did have some turnover on my 
committee because people have moved on to other assignments or took 
leaves of absence and things like that, but it was fine. 
 
There were suggestions.  There was reassurance that some of the things 
I’m doing were good.  There were suggestions for improvement.  It was 
a very collegial sort of thing. 
 
Early on when I first got here I really anticipated doing some online 
teaching.  We hadn’t really invented hybrids yet, but I expected to be 
doing some online teaching, which has never actually happened. 
 
Some of my earliest professional development stuff was trying to learn 
how to teach online, which has been helpful now that we’ve gone to 
sort of web-enhanced classes, like with ANGEL and Blackboard.  I 
never really did teach online so a lot of that I never really followed up 
on. 
 
The rest has been pretty much participating in conferences, 
participating in campus workshops and things, on everything from—
mostly on campus they’re more generic.  They’re not specific to 
history, which is my discipline, but everything from keeping the 
classroom organized, to working with computers, to you name it. 
 
And then when it comes to my discipline, it’s been largely my own 
reading and research and then participation in conferences. 

 
Janet  

JANET: When I was in graduate school, I had a teaching assistantship.  
I enjoyed it a lot.  I was doing a master’s in counseling, psychology.  
My aim was to, although actually, my teaching assistantship wasn’t in 
psychology.  It was in communication, because I changed degrees then.  
I was going to be a therapist, and I was for a while.  I also knew that I 
wanted to continue to teach because I love teaching. 
 
With a master’s degree and the desire to teach, and not necessarily do 
research, community college seemed like it was the easiest place to 
make entry into a teaching career.  Once I got my degree and I was 
looking for work and building my practice and doing some other work 
in the field as well as some other completely unrelated work to support 
myself.  I got a job here, actually, at Bayview, as an adjunct. 
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Up until then I really had no clue about community colleges or what 
they were like, or what the mission was, because I was pretty 
privileged.  I got to go to a small liberal arts school in Oregon.  I went 
to private universities for my master’s programs.   
 
Yeah, so I didn’t know anything about community colleges.  I fell into 
it.  Then I fell here, which is a unique place, but I also taught at Valley 
Community College, so my exposure was to two different community 
colleges.   
 
Looking back on that early period, you know, because there’s what I 
know about it now, after having been living here for all these years.  I 
think what I recognized was definitely more sort of support from the 
full-time faculty for the adjuncts, at least in my department, and to 
some extent in the division.  Although there different kinds of support 
that were actually more generous at Valley. 
 
That and then the diversity in the classroom, particularly racial and 
ethnic diversity.  Age-wise there was probably an equal—pretty similar 
there in terms of age and academic preparedness.  Probably about the 
same amount of diversity between the two institutions.  That amount of 
racial and ethnic and immigrant backgrounds, that sort of thing.    
 
My experience of it [the tenure process] was that it was primarily 
supportive of me becoming more well-grounded as an instructor, to 
develop various skills and abilities, grow in terms of my range of 
activities I might use in a classroom, understand better about classroom 
management, learn from more experienced instructors by observing 
them, and to be self-reflective. 
 
I had the good fortune to have a fairly stable committee, so I didn’t 
have great deal of turnover on it.  Actually, I don’t I don’t think I had 
any, now that I think about it.   
 
Having that foundation of support and encouragement, I guess is 
another word I would use, with the working committee.  I wasn’t so 
crazy about the review committee.  Represented on that committee is 
one faculty member from every division and the vice-president of 
instruction.  The CAO is an ad hoc member.  There is a student 
member.  I’m trying to think if there’s one other person in there.  I 
don’t know.  It’s always a crowded room. 
 
That’s a little nerve-wracking.  You’re submitting basically your 
classroom evaluations.  That’s something that I think is unique based 
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on conversations I’ve had with other people, is that our working 
committees, and it varies by division, too.  Our working committee 
members, every member, observed you every quarter, so there were 
always different—yeah.  Then they tried to cover all of your classes as 
well.   
 
For someone as neurotic as I am it [receiving tenure] was a blessed 
relief.  [Laughs] As much as I like the reflection, and as someone 
whose achievement oriented, you’re looking for feedback, but being 
under constant scrutiny, even by a supportive group of people, but also 
by this other entity out there.  I just found that really nerve-wracking.  I 
was happy to not have that going on or not have to think about it for a 
while.  That’s my primary recollection of it.  Whew, okay, that’s done. 

 
Leslie  

LESLIE: My whole life, I’ve been involved in education.  I skipped a 
grade in high school and that was always where I felt comfortable, was 
in education.  I had decided I wanted to be a doctor and so I went to 
college with the intent of becoming a physician and majored in 
zoology. 
 
I didn’t date in high school and so by the time I got to college, all of the 
various parts of me caught up with each other and I met and married 
someone.  Then we needed to get out of the same time because we were 
going to go into Peace Corps.  Through a long, complicated series of 
unfortunate events, we ended up not in the Peace Corps but I graduated 
at 21 and I couldn’t finish the science that fast so I switched my default, 
which was English.  I’d always done extremely well and so I could get 
out very quickly taking four or five English classes per quarter which is 
what I did because I read a thousand words a minute. 
 
What I did was graduated and then I immediately went into a 
counseling Master’s degree and then decided I’d had it with school so I 
had two kids instead.  Then I was involved in their schooling although I 
was a primary parent, but I was always either an aide; I was a 
consultant; I was a grader for the school district.  I was the gifted and 
talented coordinator but all those allowed me to be home by the time 
the boys were home. 
 
When they were both in high school, I went back to grad school.  
Again, I was going to get a Master’s in the sciences because I don’t like 
literature.  Then I discovered that I could get a Master’s in the teaching 
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of writing so then I could teach Steven Jay Gould, science writers, 
Natalie Angier, stuff like that.   
 
At that point, then I majored in that, got the Master’s degree and there 
was never a question in my mind where I wanted to teach.  I knew I 
wanted to be at the community college level.  Main reason why is I’ve 
been a teacher all my life.  I’ve been a substitute teacher and I loved 
middle school because they were squirrely.    
 
My personality and my style is very radical.  I would’ve been thrown 
out of high school because they would’ve considered me an immoral 
influence or whatever.  I knew I’d have academic freedom but I’d still 
have the same squirrely students at a community college.  That’s why I 
do what I do. 
 
From the time I set foot on a community college campus, they hired me 
as a TA the first day I walked in.  That’s what I’ve done my whole life. 
 
I taught at [State University] in California and then I taught at [Mid-
state community college] in California.  In both of those, I was 
functioning as a TA at—and then doing what amounted to an internship 
at [Mid-state Community College] although I was paid for both of 
them. 
 
Then I came up here and worked part-time because [Leslie’s husband] 
and I wanted to move to the Pacific Northwest.  While he went back to 
grad school, I worked part-time at South Community College and then 
Bayview.  Then a full-time position opened up.  I applied and got it two 
years later. 
 
I came to my career late, at 49, the current career.  Then I was tenured 
within two years. 
 
It’s [the tenure process] only three years and it amounts to about two 
years and four months in reality.  Again, I came in and said I had no 
problem with my teaching skills.  I know I’m good but I’m not good at 
playing games.   
 
I asked my tenure committee, one of whom is the president of the 
[faculty union] and the other one was the division chair of Pure and 
Applied Sciences.  Then were two other people on the committee but 
those were the power players. 
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I told them, okay, just to help me not step in it because that’s my 
weakness.  I am not an administrator, will never be one.  I can’t play 
that game but I’m really good with juvenile delinquent students, 
students who are divergent thinkers.  They give me the ones at a prison 
who have the shackle on their ankle.  I work very well with that 
population. 
 
The process, it was a dream.  I think the deal was they felt they were 
dealing with a seasoned teacher and they were.  Both my sons have 
been gifted and getting them through the system in public school was 
interesting but I’m first generation college too.   
 
My specialty is critical thinking, and research and persuasive writing, 
which I think of it as the same thing.  I teach either two, and sometimes 
three, research and persuasive writing courses every quarter. 

 
I loved the tenure process and I love observing other teachers so in the 
ensuing years, they call me the queen of TWCs because I’ve been on 
15 committees, tenure committees and chaired 12 of them.  Then I was 
on the tenure review board as a substitute for a year which gave me—
they’re the ones who make the final decision and so that was interesting 
to watch the mediation but I don’t have a lot of patience for it because 
that’s what administrators do, is mediate. 
 
I suck at mediation and so that’s not my strength but I really enjoyed 
working with—especially working with faculty who weren’t like me, 
who were coming in more raw.  That’s how I met Eric, is that I was 
working with him because we had—he was struggling with assessment 
issues, and connecting with students and the awfulness that is math 
when he was trying to teach math.  I had insight. 
 
When I was in the post-tenure process one time, our current vice-
president told me, “You do know that your colleagues are afraid of 
you.”  I said, “Yes, so are my students.”  The word used the most to 
describe me is “intimidating.” 
 
He said, “You also know that your colleagues think you are the best 
teacher on campus.”  That’s the kind of double-edged sword.  I’ve 
owned that.  My behaviors just don’t match what people expect of my 
age or my gender so then they have reactions.  Also, I’m very direct 
and I don’t—again, it’s the game-playing.  I don’t play the social game 
very well but my students like it.   
 

Scott 
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SCOTT: This is my 11th or 12th year here; I never get the math right.  
I’ve been here a while.  Prior to that I had been an attorney in private 
practice in another state and then in the City for about four years before 
I came here.  Prior to going to law school I had actually taught; I was a 
graduate teaching assistant when I got my master’s and I had taught in 
a public school for one year.   
 
Then I ended up going back to law school.  I always enjoyed teaching 
and so it was something that was in my big plan to happen later on.  It 
just happened that there was a change in my practice with an attorney 
that was working for me that was having to leave.  A position became 
available here that sounded interesting to me.  It all just - the timing 
was correct.  It was earlier than what I’d expected to make the change 
but I opted for it and I don’t regret it. 
 
I don’t think it [the tenure process] was any—it wasn’t anything 
certainly overwhelming.  I didn’t feel like it was a problematic—you 
know there are people that dread it and people that don’t like going 
through it.  I really was of the impression—I had a colleague at the time 
who—in my same department—who had come from private practice as 
well and we were going through it together.   
 
We would go to meetings and hear other people in other disciplines 
talking about it and we would just kind of shake our head because 
coming from a private practice it was nothing.  It was kind of like if 
you do what you’re supposed to be doing there are no problems.  I 
thought it was a very—having said that, though—I had a very 
supportive committee, I thought.   
 
They really wanted - they wanted to try to make sure that we 
succeeded.  It wasn’t so much about trying to plant minefields or to 
make someone fail; but it really is a mentality about trying to help 
someone succeed, so I felt like I had a lot of support in that regard.  Our 
process is not quite three years; it’s really two and a half.   
 
I know that one of my colleagues, who was my department coordinator 
at the time and was on my committee, said, “You’ll be glad when it’s 
over with just because it’s extra things you have to do.”  I really didn’t 
mind the process but it was a little bit of relief just not to have to do the 
extra reports and the extra things.  I didn’t consider it a significant 
hassle. 

 
Early on there was a—I was asked to take on teaching online, which I 
didn’t have a clue what that meant at the time.  I was supported in 
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going to conferences on online education that were offered through the 
state board and then I’ve taken advantage of others through the 
paralegal association, too.  Then we also have workshops constantly on 
campus.   
 
When I started here the college had had a grant that had—they had a 
faculty resource center and they had weekly workshops on new faculty 
on dealing from everything to acquainting you on how to get around 
campus to who you need to call about what to dealing with problematic 
situations to workload management.  We met every Friday and had sort 
of a round table with that.   
 
Then they sponsored workshops, too.  Our standards and outcomes 
campus committee sponsors a summer institute where applicants can 
apply to go and they get a small stipend and work on a project—either 
individually or with a colleague—somehow related to assessment.  I’ve 
done two of those, too, and I consider that a development opportunity. 
 
I’ve had to adjust my approach and philosophy and some things about 
my teaching and largely that’s come with the help of my colleagues 
more so than it has—because within our department we have our own 
meetings and discussions about things and sort of support one another.  
That, I think a lot of it’s come from that. 
 
I don’t really think that I did anything when I was on tenure track that I 
do any differently than what I do now.  I think that it’s just the same 
approach.   

 
Mary 

MARY: I’ve been here for 15 years.  I’m trying to remember back.  I 
completed my Ph.D. at the University in ’96.  I had gone to, I’m an 
English person, so I had gone to the big conference.  It’s right after 
Christmas.  It’s the MLA Conference.  I had to have seven interviews 
with various four-year schools. 
 
Following that, I had two campus interviews and was offered both jobs.  
I also interviewed with the University of [mid-western city] and they 
lost funding for the position but asked if I would wait a year.  They 
were going to try to get it again.   
 
My husband works in [the city].  He works for the [a government 
agency].  We were both raised in the Midwest and didn’t want to return 
to the Midwest.  After you go through the four-year hiring process, I 
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had gone through, rejected the jobs, thinking I would go to MLA the 
big language conference, and interview the next year. 
 
One of my dissertation committee members, the chair, in fact, 
mentioned to me, “Oh, I think at English Hall they have a binder full of 
community college positions.  I went down, found the binder and found 
the position listed for Bayview along with some others.   
 
It was in a binder next to a binder for lawn care and nanny positions, 
seriously.  [Laughter] 
 
So I applied and got an interview, came to the interview and was 
offered the job.  In truth, I didn’t even know it was a tenure- track 
position.  I didn’t know community colleges had tenure-track, but it 
seemed full time to me. 
 
When I taught at the University while I was getting myfor six years, I 
was a teaching assistant, which means in English you have your own 
class.  I was teaching with the Educational Opportunity Program.  I was 
a graduate TA Director of the Educational Opportunity Program 
writing courses. 
 
Those are underserved students, students of color, first generation 
college students.  I really, really enjoyed that.  Coming to the 
community college, I applied for this job.  I felt like I had a connection 
and familiarity with the type of students that come to community 
college. 
 
I got the job and started.  I was, I have to say, too ashamed to even ask 
is this tenure-track, once I accepted the job and found out when I came 
here it’s tenure-track.  So I didn’t go over to MLA.  I do remember my 
early years here, the first faculty meeting after being at an R2 university 
where the department is 70 people and they’re all in horrible fights all 
the time. 
 
I came to my first faculty meeting here and there were only 70 faculty 
members across campus full time.  They were joking and connecting 
with each other across disciplines.  That seemed wonderful to me.  I 
didn’t experience much adjustment between what I had experienced at 
the “U” and here because I had been teaching in the OP. 
 
I was really happy here, and I still am.  I really like the students.  I 
really like the camaraderie and there’s some—I liked being able to stay 
Midwest, in the Northwest, rather than move, yeah— 
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That was part of the decision, but I also truly enjoyed it.  I really like 
teaching.  My dissertation was on college writing programs and courses 
and pedagogy.  I had written half of dissertation on Candide narrative 
and 20th Century literature.   
 
It was kinda half and half, and then I thought, oh, and switched and did 
the composition dissertation, cuz I had done my Ph.D. exams kind of 
half and half, so, I could’ve gone either way. 
 
Put it in the terms of some of my students, more utilitarian dissertation 
about teaching and running programs.  I found my work at the 
community college really connected with that.  From what I saw at the 
university where I got Ph.D., the focus was not on teaching.  It was on 
this endless, what is your next book gonna be.  Right? 
 
I wrote my dissertation.  It was a done dissertation.  I published six 
articles while I was in grad school, so I was not averse to publishing, 
but I just didn’t wanna spend my life with a constant dissertation 
project hanging over my head.  I didn’t like that aspect of grad school. 
 
When I first started here I really like that finite nature of you did your 
work.  And then on your breaks, they were your own.  Your summer 
was your own.  The tenure process was shorter.  It’s kinda like being a 
big fish in a small pond.  I could—within four years I was department 
coordinator. 
 
In terms of my early career, those are all the things that I appreciated 
about the community college that—whereas, friends of mine who had 
also gotten their Ph.D.s were at other schools, and they were still in the 
tenure process.  I had gotten tenure and was a department of 
coordinator and making changes, and people were listening to me. 
 
I was a leader already, rather than still trying to gain access [Laughter], 
right through the privilege said.  I also just like the camaraderie and the 
connections and the lack of kinda pecking order, so much, that’s 
another thing I really appreciated, as well as the finite nature.  I really 
like the diversity of the students.   
 
I think what early in my career appealed to me the most, though, was 
having the ability to have a say and to be a leader and to make changes.  
Bayview, partially, I will attribute that to our great, we have a great 
administration.  I think faculty administration relationship has always 
been quite good here. 
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I talked to other people at other community colleges where’s not been.  
And so with that good relationship, you can go to the VP and say, 
“Here’s my idea,” and run with it.  I can give you countless examples 
of having been able to do that from early on.  So I really enjoyed that.   
 
Just some personal background, I’m the oldest of eight children.  I’m 
just this, I must control and lead the path type person, so I really 
enjoyed being able to do that early and have my vision.  That was, I 
think, characterizes my early career here.   
 
I became very involved in department and pushing the department 
forward.  Again, it was that big fish in a small pond.  There’re a lot of 
people with masters here.  A lot of people have MFAs, so their 
background is creative writing.  I was one of the first people with a 
definite rhetoric composition background, so I could bring in ideas. 

 
 


