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ACT.

The American College Testing Program (ACT) Is an independe:t, nonprofit organization
that provides a variety of educational services to students and their parents, to high
schools and colleges, and to professional assoclations and ‘govemment agencies.
Founded in 1959, ACT was best known during the 19603 for its standardized college
admissions testing program. In the years since then, ACT has developed a full range of
programs and services in tha areas of coliege admissions and advising, career and
educational planning, student aid, continuing education, and professional certification.
Today, as in 1959, ACT Is guided by the belief that the quality of education depends, in
pan, on the quality of the evaluative information available to the participants.

E l{llC 3 91988 by The Amencan Coilege Tesang Pregram. All nghts reserved.




David Crockett has been a teacher, campus/agency administrator, and lecturer In higher
education. He I8 a nationally recognized authority on the subject of academic advising in
colleges and universities and has done extensive reviews of the literature and research on
the topic of academic advising. He has served as editor of two major resource documents
designed to assist college personnel in improving the advising process and has contributed
10 other publications on the topic of academic advising. He has also authored several
articles related to academic advising, including the second National Survey on Academic
Adviging (1982). Mr. Crockett was the reciplent for ACT of the First Research Award for
Outstanding Contribution to the Field of Academic Advising from the National Academic
Advising Association.

Mr. Crockett, who has directed nearly 50 tiational academic advising seminars attended
by over 3,000 college administrators and facuity from more than 800 campuses, presented
the keynote address at the Second Annual Natlonal Academic Advising Conference. He
has frequently dellvered presentations on academic advising at professional assoclation
meetings and has conducted numerous campus consultations focusing on advisors.
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Introduction

An increasing number of Institutions now view effective advising as an essential component
of the higher education process. These Institutions recognize that good advising is vital
to students as they define and develop their interests, abliities, and goals. They also know
that good advising does not just happen; it is the result of a carefully developed
institutional plan and a commitment to excellence in advising. The "bottom line” of
effective advising Is improved educationalcareer planning, academic success, student
growth and development, and lower dropout rates.

This Audlt is designed to assiat institutions In evaluating the current status of their advising
program. Results of the audlt should reveal aress of strength and areas where
improvement may be needed.

The author wishes to express appreciation to Dr. Wesley R. Habley, Director, ACT
Assessment Program Services, whose ideas on organizational models are included in the
Audit. ,

The materials contained in the Audit are Intended for use in enhancing academic advising
In colleges and universities, and reproduction of any, or all, of the materials is permitted.
Credit should be given to the American College Testing Program.

A fundamental purpose of both the American College Testing Program and academic
advising is to assist students in informed educational and career decision making.
Becsuse of this commonallty of purposes, ACT is pleased to make this Audit available to
those interested in improving the organization and delivery of advising services on their

campus.



The Procedure

The foilowing audit takes you through a four-step process very similar to that
which an external consuitant might foilow if called upon to review your
academic advising program. In this case you are serving as your own
consuitant,

The slements reviewed in the Academic Advising Audit are those that have
been identified in the research on academic advising as being important
characteristics in the organization and deiivery of effective advising services.
in this sense, the audit is not empirically based. The items have face validity
because they are related to elements that have most frequently been
associated with successful advising programs. The audit should not be
viewed as a scientific instrument, but rather as an evaluation tool that can be
heipful in assisting the user to analyze and improve advising services for
students. Like any tool. the audit has some limitations. For example, the audit
addresses the organization and delivery of advising services more directly
than it does the quality of advising by individual advisors.

Step 1: The Academic Advising Audit beging with information gathering. In
Step 1 you are asked to respond to a series of questions reiating to your
undergraduate advising program.

Step 2: in this phase, you will conduct an evaluation of the information
gathered through a seif-scoring procedure. To assist you in understanding
the element and the basis for the ratings, a brief expianation accompanies the
questions and scoring key.

Step 3: Once the information has teen collected and evaluated, you will carry
out an analysis of the information. Questions and corresponding scores will
be grouped and totaled by major categories so as to identify those eiements
which contribute positively to your advising program and those areas which
may need improvement In addition, specific reasons for these strengths and
weaknesses can be identified.

Step 4: The final step is to begin action pianning. A series of recommenda-
tions is presented for further review, study, and action.

At the conclusion of the audit you will find some suggestions for additional
resources and materials to assist you in the further study and deveiopment of
your academic advising program.



1
Information Gathering

Please respond to each of the following questions as it relates to the
undergraduate advising program in your college. Respond on the basis of
current status or practice, not on the basis of the way you would like your
advising services to be conducted.




GENERAL INFORMATION

1.

indicate your type of institution.

— TWO-year public college
— T WO-y@ar private college
—— Four-year public college or university

—— Four-year private coilege or university
— Other

indicate the size of undergraduate enroliment at your
institution.

—Under 1,000
—1,000-2,499
—2.5m-4.999

—5,000-9,998
cm——— 1 o.m'1 9.999
—~——.Over 20,000

Is one person assigned responsibility for coordinating/
directing the campus advising system?

-——Yes
——NO (3Kkip to question 7)

Which title listed below is closest to that of the
individual responsibie for coordinating the campus
advising system?

—— Director/Coordinator of Advising

——Director of Counseling

—=ViC® President/Dean of Academic Affairs

—Asgistant Vice President/Dean of Academic
Affairs

—Vice President/Dean of Student Affairs

—Atsistant Vice President/ Dean of Student Affairs

——Coliege Dean or Department Chairperson

~——0ther, please specify

Approximately what portion of this person’s time is
spent in reaponsibilities related to the academic advis-
ing program?

——Less than one-quarter time
— Qne-quarter time

—— Half-time

—— Three-ciuarter time

— Full-tima

What is the title of the parson to whom the coordinator
reports?

71
——Vice President/Dean of Academic Affairs
——Assistant or Associate VVice Presicient/Dean of
Academic Affairs
——Vice President/Dean of Student Affairs
——Asgsgistant or Associate Vice President/Dean of
Student Affairs
———Dean of a College
——Other, please specify

7. Does your institution have a written policy statement

10.

1.

on academic advising?

—— YOS
- NO (skip to question 10)

. Which of the following esiements are detailed in the

statement on academic advising? (check all that apply)

—— Philosophy of advising

- G088 cf advising

—— Delivery strategies
——Responsibilities of advisors
——Selsction of advisors
—esponsibilities of advisees
—= Training of advisors

— Evaluation of advisors

.- R@cognition/reward for advisors
- Other, please specity

. How is your academic advising policy communicated?

(check all that apply)

——-Catalog

— Student handbook
— Faculty handbook
——=Advisor handbook
~— Recruitment materiais
- Oriontation materiails
— Qther, plesse specily

Does your institution provide special advising services
for any of the selected student popuiations listed
below that can be distinguished from services avail-
able to all students? (check all that apply)

——NO
——Yes (indicate for which groups)
— Jranster students
——Students with undeclared majors
———Aduit students
———Educational Opportunity Program students
——Academically underprepared students
— Pre-professional students
— Handicapped students
—Athistes
— Foreign students
— Honors

Does your institution regularly evaluate the overall
effectiveness of your advising program?

—Yes
——ee NO

i



12. Carefully consider the following statements and check
the one statement which most closely describes the
organization of advising on your campus. The choice
of just one for the entire campus may be difficult, but it
is important that you choose only one.

~— 1. All students are assigned to an instructional
faculty member for advising.

—2. All students are assigned to an instructional
faculty member for advising. There is an
advising office which provides general aca-
demic information and referral for students,
but all advising transactions must be approved
by the student’s faculty advisor.

—3. There is an advising office which advises a
specific group of students, e.g., undecided,
underprepared. non-traditional. All other
students are assigned to academic units an4/
or faculty for advising.

—40

—T.

11

Each student has two advisors. A member of
the instructional facuity advises the student on
matters related to the major. An advisor in an
advising office advises students on general
requirements, procedures, and policies.

. Staff in an administrative unit are responsible

for advising ALL students for a specifiec
period of time and/or until specific require-
ments have been met. After ineeting those
requirements, students are assigned to a
member of the instructional faculty for advising.

. Each school, college, or division within the

institution has established a unit which is
responsible for advising.

Advising for all students from point of enroil-
ment to point of departure is done by siaff in a
centralized advising unit.



ADVISING IN THE ACADEMIC UNIT OR DEPARTMENT

Complete this section ONLY if some or all of the advising campus. When checking your response. please use
which takes place in your institution is done in the “MOST” if it applies to at least two-thirds—but not all—of
academic units (departments). the departments, “SOME™ for those situations that apply to

more than a few but ess than most, and “FEW" if it applies
You are asked to check the extent to which the following to only about one-third or less of the academic units or
items apply to academic units (departments) on your  departments at your institution.

13. Students are required to contact their advisor on the following cccasions:

This applies to
ALL MOST SOME FEW NO
academic units
Class scheduling/registration
Adding a class
Dropping/Withdrawing from a class
Declaring a me;or
Changing a major
Following a report of unsatisfactory progress
Approval of graduation plans
Withdrawing from school
Other, please specify

14. During an academic term the average number of
advising contacts between advisors and advisees in
MOST academic units (departments) is:

—0 -1
—_—2
—3-5
——08 or more

15. The average number of students assigned to each
advisor in MOST academic units (departments) is:

~— -ass than 20
—20 - 40
— More than 40

18. Advisors commit the following percentage of their ime
to advising responsibilities in MOST academic units
(departments);

—— Not more than about 1%

—— Between 1% and 5%

—50% - 15%

—~— More than 15% 1 2




17. The following peopie sarve as academic advisors:

Department heads

Non-instructional personnel

instructional faculty

Paraprofessionals (graduate assistants,
practicum students, individuals hired during
peak advising times)

Peers (undergraduate students)

Other, please specify

This applies to
ALL MOST SOME FEW NO
academic units

18. Facuity become academic advisors in MOST units
(departments) under the following conditions:

———They volunteer.
— Th@y meet certain seiection criteria.
== ThOY are required to advise.

19. Formal methods used to evaluate advisors inciude:

Student evaluation
Seif-evaluation
Performance review by supervisor
Peer reviaw

Other. please specify

This applies to
ALL MOST SOME FEW NO
academic units

20. Advisors are rewarded for advising in these ways:

Released time from instruction

Relessed time from committee work

Reieased time from rescarch sxpectation

Salary increments for time spent in advising

A major consideration in tenure and promotion
decisions

A minor consideration in tsnure and promotion
decisions

Awards for excellence in advising

Other, please specify

21. Mandatory training programs are offered in MOST
academic units (departments).

—Yes
——NO (8Kip to question 24)

This applies to
ALL MOST SOME FEW NO
academic units

13



22. Training programs for advisors inciude:

23,

24,

This applies to
ALL MOST SOME FEW
, academic units
A workshop of one day or leas

NO

A workshop of more than one day

A series of short workshops throughout the year

Method varies by advisor

Other. piease specify

The following topics are included in training for advisors:

This applies to
ALL MOST SOME FEW
: academic units
Academic regulations, policies, and registration
procedures

NO

Campus referral sources

Counseling skills

Interview skills

Career and employment information

Use of information sources (admissions test
rasuits, transcripts)

Decision-making skills

Importance of the academic advising

Definition of advising
Other, please specity

The following group advising formats are available to students:

This applies to
ALL MOST SOME FEW

academic units
Credit or non-credit courses

NO

Workshops or seminars

Small group meetings during oriantation or
registration

Other, please specify

1 14



25.

26.

Support or reference materials routinely provided to advisors include:
This applies to
ALL MOST SOME FEW NO
academic units
Aggregate data on student retention
Advising handbook
Employment outiook projections
Computenized student academic progress
reports
Academic planning worksheets

Forms for anecdotal records or contracts

Articulation worksheets or agreements between
institutions

Directory of campus referral sources
Other, please specity

No materiais are provided

The following student information sources are routinely provided to advisors (check all that apply):

This applies to
ALL MOST SUME FEW NO
academic units

Admissions application
High school transcript

ACT/SAT scores

Non-testing information reported through
ACT/SAT programs

College transcript/grade reports

Locally administered interest/placement test
resuits

Mther, pleasa specify

1



ADVISING OFFICES

Complete this section ONLY if your institution is best
described by statement 2, 3, 4, 5, or 7 in question 12,

27.

as.

29.

Studants are required to contact the advising office on
the following occasions (check all that apply):

- Cla88 scheduling/registration

—When changing class registration

— When deciaring a major

——When changing a major

- Following a report of unsatisfactory progress
— Before withdrawing from the institution
—For approval of a graduation pian
—Other, piease specity
——Contact is not a requirement

What are the responsibilities of your academic advis-
ing office and its coordinator/director? (check ail that

apply)

——Advising on General Education requirements
———Advising transfer students

- Advising underprepared students

— Advising undecided/exploratory students
Evaluating transfer credit

e EStablishing and maintaining advising records
— Cortitying graduation clearance

— Fréshman orientation

——Training advisors campus-wide

—— Preparing registration instructions and materiais
—— Developing a campus-wide advising handbook
———Evaluating campus advising services

- Coordinating all advising on campus
——Other, piease specify

What is the approximate number of advisees assigned
to each fuli-time equivaient advisor in your advising
office?

— Fower that 100 students

e 100-189 students

———200-299 students .
e 300-399 students

——400-499 students

—— 500-599 students

——800-699 students

— 700 Or more students

. Is the effectiveness of the advising office regularly

evaiuated?

— Y8
pu—T,

12
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Are training programs provided for advising office staff?

—_—Yes
— No (skip to question 33)

Check the topics included in advisor ‘raining.

—Academic regulations, policies, and registration
procedures

— Campus referral sources

——Counseling skiils

—nterview skills

— Career and employment information

—Use of information sources (admissions test
resuits, transcripts) '

—— Dacision-making skills

—lmportance of the academic advising

—— Définition of advising

——Other, please specify

Support or reference materials routinely provided to
staff in the advising office include (check ali that apply).

——Aggregate data on the student population

——Advising handbook

— Employment outiook projections

—— Computerized academic progress records

—— Academic planning worksheets

——Forms for anecdotal records or contracts

——Articulation worksheets or agreements between
institutions

—Directory of campu3 referral sources

— Other, piease specify

——No materials are provided

The following student information sources are rou-
tinety provided to advisors (Check all that 2pply):

——Admissions appiication

——High school transcript

———ACT/SAT test scores

— Non-testing information reported through ACT/
SAT programs

——College transcript/grade reports

—Locally administered interest/placement test
resuits

———None

—Other, piease specify

16



OVERALL INSTITUTIONAL
EFFECTIVENESS

roaicwayum

35. The following goals for advising programs have been

established by the National Academic Advising Asso-
ciation (NACADA). Consider whether your current
advising services are delivered/designed in such a
way that these goals are successfully achieved for
moet students. Use the foilowing scale to rate each
goal.

1-Does not apply; no services have been imple-
mented to address this goal

2 - Achievement not very satisfactory

3 - Achievement somewhat satisfactory

4 - Achievement satisfactory

§ - Achievement very satisfactory

— Assisting students in seif-understanding and seif-
acceptance (value clarification, understanding
abilities, interests, and limitations)

——Assisting students in their consideration of life
goals by relating interests, skills, abilities, and
values to careers, the world of work, and the
nature and purpose of higher education

~———Assisting students in deveioping an educational
plan consistent with life goals and objectives
WitZo1ative courses of action, aiternate career
considerations, and selection of courses)

—eAS8isting students in developing decision-
making skills

—— Providing accurate information about institutional
policies, procedures, resources, and programs

——Making referrals to other institutional or com-
munity support services

——A8Sisting students in evaluation or reevaiuation

of progress toward established goals and educa-

tional pians

Providing information about students to the

institution, colleges, and/or academic depart-

ments

. Using a scale of 1 (very ineffective) to 5 (very effective),
rate the overall effectiveness of your institution’s advis-
ing program on each of the following variables. Please
make certain that you provide only one rating for the

entire advising program.

13

37.

1 F 3 4 L]
| I I I |
Very Very
ineffective Effective

— Providing for the advising needs of your students

—— Providing advisors who are willing to participate
in advising, have at least the basic skills neces-
sary for advising, and have the time necessary
to do an effective job of advising

——|dentifying and selecting individuals to partic-
ipate in advising

——Providing advisors with timely and accurate

information on their advisees

Providing for communication among and be-

tween deans, department heads, advisors, and

the coordinator of advising, if such a position

exists

——Implementing a training program for advisors

— Providing advisor accountability, both to a higher

level of authority and to advisees

Providing appropriate levels of coordination,

direction, and supervision

—— Systematically evaluating both the advising pro-
gram and advisors

——-Recognizing/rewarding quality advising

——Mesting student needs when combined with
the expenditure of human and fiscal resources

List what you consider to be the three major strengths
and weaknesss of your academic advising program.

Strengths:
1.

2.

3

Weaknesses:

1.

2

17



2
Evaluation

You have now completed the information-gathering step of the audit and are
ready to evaluate your responses. Most of your answers will be given a
numerical rating or score. (Those items with no numerical rating are not
scored for the purposes of this audit but do relate to some key elements in
advising programs.) Record your score on the audit form for use in Step 3. An
explanation accompanies the scoring key to aid you in interpreting the
rationale for awarding points and to better understand the importance of the
item to a successful advising program.

4/ 18 15



GENERAL INFORMATION

Scoring Key

Comments

1. Indicate your type of institution.

- TWO-y@8r public coilege

e TWO-yeQr private coilege

—— Four-year public college or university
——Four-year private college or university
—Other

2. Indicate the size of the undergraduate enroiiment at
your institution.

—— Under 1,000 ——5,000-9,999
—— 1 .M'zm — 1 O.M'1 9.999
——2,500-4,999 —Over 20,000

~1-2 The type of institution you are and your under-
graduate enroliment may influence to some extent
how you organize and deliver advising services. For
exumple, faculty-only. modeis of advising are more
common at small private institutions, while some
form of centralized advising office is more popular at
iarge public institutions. Your designation will aiso
allow you to compare your advising program with
results obtained at similar institutions (see Third
National Survey of Academic Advising).

18 13



Scoring Key

Comments

3. s one person assigned responsibility for coordinating/
directing the campus advising system?

. (10) —Yeos
(0) ——No (skip to question 7)

4. Which iitle listed below is closest to that of the
individual responsible for coordinating the campus

advising system?

— Director/Coordinator of Advising

— Director of Counseling

——Vice President/Dean of Academic Affairs

Assistant Vice President/Dean of Academic

Affairs

— Vice President/Dean of Student Affairs

—— Assistant Vice President/Dean of Student
Affairs

~—College Dean or Department Chairperson

——Other, please specify

S. Approximately what portion of this person's time is
spent in responsibilities related to the acadsmic advis-
ing program?

(1) <=ee L2388 than one-quarter ime
() —— One-quarter time

(3) e Half-time

(4) ——— Three-quarter time

(5) ——Full-time

6. What s the titie of the person to whom the coordinator
reports?

e President
—- Vice President/Dean of Academic Affairs
—Assistant or Associate Vice President/Dean of
Academic Affairs
——Vice President/Dean of Student Affairs
—ASSistant or Associate Vice President/Dean of
Student Affairs
—Dean of a College
— Other, plaase specify

3-6. When everyone is responsibie for advising, no one is

accountabiel Effective advising programs, like most
activities, need to be properly managed. Manage-
ment typically consists of the following functions:
planning, organizing, staffing, directing, and evaluat-
ing. Advising programs can obviously benefit from all
these efforts. The resuit of good management of
advising is that others are assisted in delivering the
service hecause someone is responsibla for carrying
out these important functions in a systematic manner.

17
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Scoring Key

Comments

7. Does your institution have a written policy statement

on academic advising?

(10) —-Yes
(0) ——No (skip to question 10)

. Which of the following elements are detailed in the
statement on academic advising? (check all that apply)

(1) —— Philosophy of advising
(1) ——Goals of advising

(1) ——=Daelivery strategies

(1) ——Responasibilities of advisors

(1) ———Selection of advisors

(1) — Responasibilities of advisees

(1) ——=Training of advisors

(1) ——Evaluation of advisors

(1) ——Recognition/reward for advisors
(1) ——Other, pleass specify

. How is your academic advising policy communicated?
(check all that apply)

(1) ———Catalog

(1) ——Student handbook

(1) ————Facuity handbook

(1) ———Advisor handbook

(1) ———Recruitment materials
(1) ——Orientation materiais
(1) ——Other, please specify

7-9. Basic to developing an effective advising program is

deciding what the institution wants to achieve with its
academic advising program and how it plans to
implement the program. This shouid take the form of
an institutional policy statement in writing which
addresses these common questions about academic
advising programs:

What are the advising needs of students?
Who will do the advising?

Are there advising needs that transcend individual
departments and colleges?

Who is administratively responsible for the aca-
demic advising program?

How should advising services be delivered?

What is the relationship of the advising system to
ather support services?

Do those responsible for advising services have
the authority to make the system work?

Once the advising system is established, its pur-
poses and procedures must be communicated to
and understood by administrators, facuity, staff, and
students. The ultimate success of any advising pro-
gram is based largely upon a common understanding
of its purposes.

The single most important factor contributing to
strong advising programs is the commitment of the
institution to the process. Good advising programs
are not inexpensive; they require allocation of human,
financial, and physical resources. Unless adminis-
trators beiieve that advising is an important and
necessary educational service and they support that
commitment both fiscally and psychologically, advis-
ing is likely to be neglected. There is no substitute for
strong administrative support for an effective advising
program. Critical to the demonstration of that support
is the development and communication of a com-
prehensive policy statement on academic advising.
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Scoring Key

Comments

10. Does your institution provide special advising services

for any of the selected student popuiations listed
below that can be distinguished from services avail-
able to al! students? (check all that appiy)

( ) ——Yes (indicate for which groups)
(1) ——-Transfer students
(1) —— Students with undeciared majors
(1) e Adllt Students
(1) —— Educational Opportunity Program students
(1) ——=Academically underprepared students
(1) —— Pre-professional students
(1) —— Handicapped students
(1) ——Athletes
(1) — Foreign students
(1) e HONOTrS

10. College students can be categorized into campus
subpopuiations, and their advising needs vary accord-
ingly. No single advising delivery system, or individual
advisor, can be expected to meet the advising needs
of all studants. Different advisors, advising technigues,
and strategies, are probably needed to facilitate the
growth and development ot these various groups of
students.

11.

Does your institution reguiarly evaiuate the overall
effectiveness of your advising program?

(10) ——VYes
( 0) ——NoO

1.

A well-designed evaluation program should have the
foilowing objectives:

1. To determine how well the advising system is
working

2. To obtain information on individual advisor per-
formance for the purpose of seif-improvement

3. To gain information on areas of waakness in order
to better develop in-service training strategies

4. To provide data for use in administering a recog-
niion/reward system for individual advisors

5. To gather data to support request for funding or
gain improved administrative support of the advis-
ing program

Generally, evaluation can be thought of as either
formative or summative. Formative evaluation is
designed to foster individual seif-development or
improvement of the overall advising program. This
type of evaluation is best represented by objectives
1, 2 3, and § above. Formative evaiuation is, for
obvious reasons, more readily accepted by advisors
and, therefore, easier to impiement.

Summative evaluation, on the other hand, is more
threatening to many advisors. This type of evaluation,
represented by objective 4 above, is designed to
provide specific information on individual advisor
performance for the purpose of making judgements
or decisions regarding effectiveness. A good com-
prehensive evaiuation program should contain both
formative and summative components.
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Scoring Key

Comments

12 Carsfully consider the following statements and check

the one statemént which most closely describes the
organization of advising on your campus. The choice
of just one for the entire campus may be difficuit, but it
is important that you choose only one.

—1. All students are assigned to an instructional
facuity member for advising.

—2. All students are assigned to an inst: uctional
faculty member for advising. There is an
advising office which provices general aca-
demic information and referral for students,
but all advising transactions must be approved
by th ~ student’s facuity advisor.

—3. Ther i3 an advising office which advises a
speci - group of students, e.g. undecidec,
underprepared, non-traditional. All other stu-
dents are assigned to academic units and/or
faculty for advising.

—4. Each student has two advisors. A member of
the instructional facuity advises the student
on matters related to the major. An advisor in
an advising office advises studsnts on general
requirements, procedures, and policies.

—9. Staff in an administrative unit are responsible
for advising ALL students for a specified
period of time and/or untll specific require-
ments have been met After meeting those
requirements, students are assigned to a
member of the instructional faculty for advis-
ing.

——08. Each school, coliege, or division within the
institution has established a unit which is
responsible for advising.

———7. Advising for all students from point of enroli-
ment to point of departure is done by staft in a
centralized advising unit.

12. Itis important to note that there is probably no “best”

organizational model for academic advising appro-
priate to all institutions of higher education. Any of
the seven advising delivery modeis are perfectly
acceptable.

Although there has been a dramatic increase in *he
literature on most aspects of academic advi:.:ng
during the last ten years, litle has been accom-
plished in the study of the ways in which advising
programs are organized.

Tha iack of focus on organizational modeis has been
fostered by two themes which pervade the iiterature
on advising programs. The first theme is the avoid-
ance of discussion of organizationai modeis on the
basis that because each institution is unique, there is
limited transterability of organizational models from
one institution to another.

The second theme in the advising literature has been
the tendency to biur the distinctions between organi-
zational models and the delivery of services within
those modeia. The literature is replete with discus-
sions of delivery systems which focus on facuity
advising, seif-advising, advising centers, peer advis-
ing, professionai staff advising, and computer-
assisted advising. As a result, there have been few
successful attempts to distinguish between those
who deliver advising services and theo’rganizationai
modeis in which those services are delivered.

The diagrams of each model represent the organiza-
tion of services by depicting student interaction with
those who are responsible for advising. Students are
represented by circles, facuity (advising in the aca-
demic subunits) are represented by triangles, and
advising offices are represantad by squares. Soiid
lines indicate that a primary advising reiationship
exists in which the advisor has original jurisdiction
for monitoring or approval of academic transactions.
Broken lines depict the clearinghouse and referrai
resource functions of advising offiCes where advice
may be given but responsibility for the approvai of
academic transactions is not delegated.




Comments

Faculty-Only Model
In this model each studen* ' assigned to a specific
faculty advisor. Under most circumsisiices, advisor
assignment is based on the major field of the student.
Students who are undecided about a major are
assigned to facuity members ir. the iiberal arts,
distributed among facuity who volunteer to advise
undecided students, or distributed among facuity
membera who have fewer major advisees assigned
to them. This is the only model presented in which
the designation of advisor refers specifically to a
faculty advisor. All other organizational modeis may
be staffed by facuity, professional, paraprofessional,
peer, or some combination of those four advisor
typea. Although there may be an individual desig-
nated in this model as the coordinator of campus
advising, generaily the supervision of facuity advis-
ing is decentralized in the individual academic sub-
" units, A diagram of the facuity-only model is shown
betow:

O—=/\

STUDENT FACULTY

Faculity-Only Model

Supplementary Advising Model

in this model, as in the faculty-only model, facuity
members serve as advisors for ail students in the
institution. However, this model features an aca-
demic advising office which serves as both a clear-
inghouse for advising information and as a source of
referral t0 advising as well as other support services
on the campus. Personnel who work in the advising
office in this model generally have no original juris-
diction for the monitoring or approval of academic
transactions. Ail such transactions are the responsi-
bilities of the individual student's faculty advisar. in
addition, staff of the advising office may be charged
with the responasibility of assisting faculty advisors by
providing resources, impiementing advisor training,
and developing, maintaining, and updating advising
information systems. The advising office is usually
supervised by an individual who is charged with the
functions described above, while direct supervision

of faculty advisors is decentralized in the individuai
academic subunits. A diagram of the supplementary
model is shown below:

. 4
’
ADVISING

”
”
O OFFICE
STUDENT\\ A

FACULTY

Supplementary Advising Model

Sgiit Advising Model
in the spiit advising model, initial advising of students

is split between facuity members in academic sub-
units and the staff of an advising office. The advising
office has original jurisdiction for monitoring or
approving academic transactions for a specified
group of students, while instructional facuity in aca-
demic subunits maintain jurisdiction over the re-
mainder of the students.

The most common application of the spiit advising
model is that facuity advisors are responsibie for
advising students with decliared majors while staff of
the advising office are responsibie for advising
undecided students, Other applications of this mode
include an advising office for underprepared stu-
dents, an advising office for non-traditional students.
or an advising office for student athietes.

Advising jurisdiction moves from the advising office
to advising in the academic subunits when the
student has met an institutionally predetermined set
of conditions. For exampie, the advising jurisdiction
for students who are undecided changes from the
advising office to the appropriate academic subunit
when a student formalily deciares a major.

The advising office in this model includes an indi-
vidual who is responsibie for supervising advising
staff necessary to carry out the specialized advising
functions. The advising office coordinator may aiso
be given additional campus-wide responsibilities
such as those outlined in the suppiementary model.
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Commeénits

in addition, the advising office in this modei usually
serves as a clearinghouse on advising information
and as a referral resource for students who are
assigned to advisors in the academiic subunits but
the advising office, except in rare instances, main-
tains no original jurisdiction for the approval of aca-
demic transactions for students who are assigned
advisors in the academic subunits. A diagram of the
split advising mode! is shown below:

O J—=/\
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Spilt Advising Model

Dual Advising Model

This modei is characterized by shared responsibility
for advising each student Facuity members provide
advising which is directly related to the student's
discipline or choice of major, and staff of the advising
office provide advising relatsd to the general educa-
tion requirement, institutional academic poticies and
registration procedures. in the dual advising modei,
personnel in the advising office are usually respon-
sible for advising ail students who are undecided.

The advising office in this model includes an indi-
vidual who is responsible for supervising the advis-
ing office staff. The advising coordinator is usually
charged with additional campus-wide advising respon-

sibilities which were discussed in previous modeis.
A diagram of the dual advising model is shown below:

A
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ADVISING
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Dual Advising Model

Total Intake Model

The total intake model for academic advising vests
initial advising responsibility for a/l students in an
advising office. The advising office has original juris-
diction for the approval of all advising transactions
untii a set of institutionally precetermined conditions
have been met In some cases, those conditions may
consist only of a time limit such as completion of the
first semestsr, whil® in other advising systems a
more compiex set of conditions may be prescribed.
An example of more compiex conditions might be
completion of forty-five semester hours, academic
good standing, compistion of the general education
requirement, and satiafactcry compietion of core
courses stipulated by a specific academic program.
Once the student has met the predetermined set of
conditions, original jurisdiction for advising shifts
from the advising office to the academic subunit in
which the student is majoring.

The total intake model has three major variations
which are based on the scope of responsibilities
given to the unit in which advising takes piace.
Briefly stated, there are three majGr areas of respon-
sibility which relate to the total-intake modef: (1) the
deveiopment of curricuium and the administration of
instruction; (2) the deveiopment and enforcement of
academic policies; and (3) the provision of advising
services.
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The director may be charged with the coordination
of the campus advising system, and the provision of
support for advising which takes place in the aca-
demic subunits. A diagram of the total intake model
is shown below:

O—[—A

STUDENT ADVISING  ACADEMIC
OFFICE SUBUNIT
Total Intake Modei
Satellile Modsi

The sateilite modei features advising offices which
are maintained and controiled within the acadamic
subunits on the campus. Satellite advising offices
provide advising for all students whose majors are
within a particuiar college or school. In addition,
satellite models are located in ciose physical prox-
imity to the academic subunits they represent
Undecided students are usually advised by staff in a
sateilite office which is established principaily to
meet their needs aithough that satsilite office may
aiso provide clearinghouse and referral services to
all students on the campus.

in a few instances, the subunit sateilite offices are
responsibie for advising students from point of matri-
cuiation to departure from the institution. But, for the
most part, advising shifts from the satellits office to a
specific faculty membaer in the discipline in wh'ch the
student is majoring. This shift usuaily takes place
when a set of predetermined conditions have been
fulfilled by the student.

Generally, the individual who supervises the sateilite
office for undecided students is given the respon-
sibility for coordination of the campus advising
system and the provision of support for ail advisors.
A diagram of the sataliite model is shown below:
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Sateliite Model
Sel{-Contained Model

In the seif-contained model ail academic advising,
from orientation through departure from the institu-
tion takes place in a centraiized unit. The centralized
unit is directed by a dean or director who supervises
all advising functions that iake place on the cam-
pus. A diagram of the seif-contained modei is shown

below:

STUDENT
A
./’)'nmn&NG
OFFICE
STUDENT
B

Seif-Contained Model
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ADVISING IN THE ACADEMIC UNIT OR DEPARTMENT

SPECIAL SCORING DIRECTIONS: Score questions 13, 17, 19, 20, 22, 23, 24, 25, 26 by adding the number
of checks under each column (All, Most, Some. Few, No). The score for the item is determined by referring
to the score in parentheses at the bottom of the column with the most checks.

Scoring Key

13. Students are required to contact their advisor on the following occasions:

14,

18.

186.

This appliies to
ALL MOST SOME FEW NO
' academic units
Class scheduling/registration
Adding a class
Dropping/Withdrawing from a class
Declaring a major
Changing a major
Following a report of unsatisfactory progress
Approval of gradustion plans
Withdrawing from school
Other, please specify

(100 (6 (4) @ ©)

During an academic term the average number of advising contacts between advisors and advisees
in MOST academic units (departments) is:

(1) ——0-1

(3) —=2
(5) —=3-5
() ——6 or more

The average number of students assigned to each advisor in MOST academic units (departments)
is:

(8) ——Less than 20
(4) ——-20-40
{2) e More than 40

Advisors commit the following percentage of their time to advising responsibilities in MOST
academic units (departments):

{(2) ——Not more than about 1%
(4) —_ Between 1% and 5%

(B) e 5% - 159%

(8) ——More than 15%
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Comments

13-16. Good advising needs to be intrusivel Unfortunately,

many students are reluctant to schedule appoint-
ments with their advisors on a regular basis. In
order to overcome this problem, it is sometimes
nacessary for the system to “force” contact between
advisees and advisors. On occasion, advisors may
need to be assertive—to seek advisees out and
invite them to discuss matters of common concern.
Advisors should plan to be available for confer-
ences with advisees regularly throughout the se-
mester. The following timee are especially impor-
tant before registration; prior to any change of
courses or of major; following any report of unsatis-
factory work; prior to withdrawal from college;
when a student is experiencing personai or social
adjustment or academic probiems.

Good advising is not simply seeing a student once
a semester or twice a year to approve a course
schedul~. Frequency of contact tends to strengthen
the quality of the advisor/advisee reiationship. Dy-
namic advising programs are characterized by
frequent high-quality contact between advisor and
advisee. A quality advising experience is an en-
counter in which the advisor and advisee discuss a
wide range of topics relating to the student's life
goais, educational/career program, progress, and
problems. Tho most fruitfui contacts need not al-
ways take place in the advisor's office; they might
take place in the advisor's home, in the student
union, or in some other campus setting. It is not
always necessary to meet individually with students
to accomplish the purposes of advising. Small-
group seasions often provide an opportunity forthe
advisor to work with students in an effective manner.

To pertorm effectively, advisors must be assigned a
reasonable student load. Too large a load will
inevitably result in unavailability, hurried meetings,
not getting to know advisees on a personal basis,
and, in general, poor advising experiences for
students. Determining a reasonabie student load
will, of course, depend on a number of variables
such as delivery, teaching load, research and pubii-
cation commitments, and whether advising is a fuil-
time or part-time responsibility.

Recent research conducted at ACT confirmed that
advisees who meet with their advisors more fre-
quently and for longer periods of tima are more
satisfied with the advising process, have a more
positive imprassion of their advisors, and discuss a
larger number of topics with their advisors, In short,
frequency and length of advisor/advisee contact
do seem to make a difference.
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Scaring Key

17. The following peopie serve as academic advisors:

Department heads

Non-instructional personnei

Instructional facuity

Paraprofessionals (graduate assistants,
practicum students, individuals hired
during peak advising times)

Peers (undergraduate students)

Other, please specify

This applies to
MOST SOME FEW
academic units

ALL NO

(10) (8 4 @ ©)

Comments

17. Academic advising, like most educational programs

and services, has been delivered in a variety of
ways by colleges and universities. The effective-
ness of who provides advising has varied from
campus to campus. A critical evajuation and review
of who delivers advising services can be helipfui to
institutions seeking ways to modify their existing
advising programs in order to make them more
responsive to student needs.

Institutions have relied heavily on faculty as the
major providers of academic advising services. The
emergence of this predominant delivery mode! is
easily understood from a histarical perspective,
since student/facuity relationships have aiways
been viewed as an integral part of the higher
education process.

Facuity advising systems have emerged primarily
because many institutions have assumed, correctly
or incorrectly, that facuity are interested in advising
and perceive advising as an important facuity role.
Administrators feel that faculty are the most knowi-
edgeable individuals to provide academic informa-
tion; that students want advice from faculty; and that
this form of delivery represents the most financially
feasible way to deliver advising services. In con-
sidering a faculty advising delivery system, these
assumptions, however, should be thoroughly tested
by the institution.

Facuity advising systems where ail or most ail
faculty ars assigned advising responsibilities may
well suffer from the following problems:

Faculty advisors tend to be subject-matter ori-
ented and lack university-wicle information and
knowiedge.

Faculty advisors are not generally provided with
an adequate reward system for advising.

Not all facuity are interested in advising or
recognize the importance of this service.

Faculty advisors are often not as accessible as
advisors in other delivery systems.

Faculty lack training in the skills and techniques
necessary for effactive advising.

Facuity have competing priorities and interests,
such as teaching and ressarch.

Faculty have difficulty in keeping updated on
institutional regulations, procedures, job outiooks,
alc.

These factors must be adeq. ‘tely addressed if an
institution is going to rely primarily on facuity for
academic advising.

One might conclude that facuity do not represent a
viable delivery mechanism for advising services.
Such is not the case. Facuity advisors are experts
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Comments

in their discipline and knowiedgeabie about specific
courses in their department and educational and
career opportunities in their field. The advising
process aiso facilitates the development of mutually
beneficial relationships between student and
teacher.

Second to facuity advising, the most frequently
used persons to provide advising are professional
advisors. There are obvious advantages to the use
of profeasional counselors as advisors. Counselors
are free from academic department biases which
can plague a facuity advising system. More impor-
tant, however, they have the prerequisite skills and
training to be effective advisors.

Despite the advantages, the use of professional
counseiors as advisors also has several limitations.
Professional counseiors, as a resuit of their training
and background, are often more interested in psy-
chological and therapeutic counseling than in aca-
demic advising. Advisee load also becomes a real
problem for many institutions using only counseiors
for academic advising. Finally, counseiors find it
more difficuit to be as knowiedgeable about specific
course content, departmental requirements, grad-
uate school opportunities, career opportunities in
specific fleids, etc., than the facuity member who is
an expert in his or her field.

The concept of using upperciass students as peer
helpers in orientation programs, as residence hail
assistants, and as tutors has had a long tradition in
higher education. In more recent years, however,
institutions have turned increasingly to this group
as a means of supplementing their academic advis-
ing delivery system. Good peer advising programs
shouid supplement other persons who provide
advising and should rely heavily on referrais to
professional staff on the campus better equipped to
deal with such advising functions as determining
career goals, selecting majors, etc.

A relatively smail number of institutions use para-
professionals as adjuncts to the regular advisors.
Anyona familiar with college and university settings
recognizes the valuable “Informai” advising which
often occurs through departmental secretaries,
clerks in the registrar's office, etc. These are gen-
erallty not formalily recognized as delivery systams
and, often as not, individuais in these positions
receive no specialized training for the advising
rosponsibilities.

The advantages of an organized program of para-
professional advisors would be continuity, fresing
professional staff for more substantive work with
students, sense of worth and contribution by the
paraprofessional, and cost. Paraprofessionals can
be adequately trained to provide accurate and
specific informatinn to students on routine matters
related to the advising process. Unfortunately, they
do not generally r.ossess the background, depth.
and experience to deliver the fuil range of devei-
opmental advising services. However, as a sup-
plement to other providers of advising, the use of
paraprofessionais as advisors has merit.

What works well at one institution may not work
weil at another. Each institution shouid seiect the
combination of people m2’t aDpropriate for its
situation and student body. ..o single model of
academic adviring has proven universally success-
ful. Generally, successful advising programs use a
combination of persons to ensure that students are
provided with sevaral options in obtaining advising
services.
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Scering Key

18. Faculty become academic advisors in MOST academic units (departments) under the following
conditions:

(4) ———==They voiunteer.
(8) ———They meet certain seiection criteria.
(2) ——They are required to advise.

19. Formal methods used to evaluate advisors include:

This applies to
ALL MOST SOME FEW NO
academic units
Student evaluation
Seif-evaluation
Performance review by supervisor
Peer review
Other, please specify

(100 (6 4) (2) (0)

20. Advisors are rewarded for advising in these ways:

This applies to
ALL MOST SOME FEW NO
academic units
Reieased time from instruction
Released time from committee work
Released time from research expectation
Salary increments for time spent in advising
A major consideration in tenure and promotion
decisions
A minor consideration in tenure and promotion
decisions
Awards for excellence in advising
Other, pleass specify

(10)  (6) 4 (@ ©)
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Comments

18. Advising is not something that everyone can do or

should do. Advisors must be seiected carefully. A
major criterion in their selection is interest—it is a
mistake to assign advising responsibility to psople
with little or no interest In working with students in
the advising relationship. The effective advisor must
demonstrate empathy, warmth, intuition, and flexi-
bility. Advisors must aiso be willing to participate in
training programs, spend time with advisees, per-
ceive advising as an important function, and be
knowiedgeable about institutional resources, poili-
cies, ana practices. These criteria shouid be ap-
plied when selecting those who will advise. Facuity
advising systems where all or most ail faculty are
assigned advising responsibilittes may well suffer
from the following problems:

Faculty advisors tend to be subject-matter ori-
ented and lack university-wide information and
knowiedge.

Faculty advisors are not generally provided with
an adequate reward system for advising.

Not ail facuity are interested in advising or
recognize the importance of this service.

Faculty advisors are often not as accessibie as
advisors in other delivery systems.

Faculty lack training in the skills and techniques
necessary for effective advising.

Faculty have competing priorities and interests,
such as teaching and research.

Facuity have difficuity in keeping updated on
institutionai regulations. procedures, job outiooks,
etc.

19-20. Although all can contribute to the evaiuation pro-

cess, advisee evaluation is probably the most direct
and useful, since the advisees are the recipients of
the service.

In many institutions, advising is an activity that
carries litle or no recognition or reward, Good
advising—Ilike good teaching, publication, and
research—needs to be recognized. The type of
reward system empioyed for advising is closely
related to the importance placed on academi.
aadvising at a given institution. Administrators may
reinforce good advising by a variety of means,
including extra compensation, -eduction in work
load, paid in-service training, consideration of ad-
vising effectiveness in promotion/tenure decisions,
and awards or other forms of pubiic recognition.
Although it is important not to overiook the intrinsic
rewards an advisor may find in helping students,
lack of some type of tangibie reward system can
impede effective academic advising. If advising is
an agreed-upon rasponasibility, then it shouid be a
factor in evaluation of the individual and recog-
nized in decisions of salary, promotion, tenure, etc.
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Scoring Key

21. Mandatory training programs are offered in MOST academic units (departments):

(10) ——Yes
(0) ———No (skip to question 24)

22. Training programs for advisors inciude:

This applies to
ALL MOST SOME FEW NO
academic units
A workshop of one day or less

A workshop of more than one day

A series of short workshops throughout the year

Method varies by advisor

Cther, piease specify

(10 ® (4) (@) )

23. The following topics are inciuded in training for advisors:

This applies to
ALL MOST SOME FEW NO
academic units
Academic reguiations, policies, and registration
procedures

Campus referral sources

Counseling skills

interview skiils

Career and empioyment information

Use of information sources (admissions test
rasults, transcripts)

Decision-making skills

Importance of the academic advising

Definition of advising

Cther. pieass specify

(10 (8 (4) @ )

24. The following group advising formats are availabie to students:

This applies to
ALL MOST SOME FEW NO
academic units
Credit or non-credit courses

Workshops or seminars

Small group meetings during orientation or
registration

Other, piease specify

(10) (6) 4) (@ {0




Comments

21-23. By and large, institutions have done an inadequate

|ob of training advisors. Well planned and property
presented in-service training sessions can be very
effective in improving the quality of advising. Most
advisors are receptive to improving their advising
skills and techniques.

All individuals engaged In academic advising
shouid participate in pre-service and in-service
development.

Successful advisor development programs are
derived from the integration of content areas with
the skill, experience, and willingness to participate
of the advisors that the program is intended to
serve.

Three factors to consider when pianning advisor

development programs:

® Skill: understanding and applying basic princ-
iples necessary to perform as an advisor

e Experience: length of service as an advisor

® Willingness: axtent to which an individual desires
to participate in the advising program

Elements of content for advisor development should
include:

® Conceptual

® Information

® Reiational

Conceptual elements inciude:

® Definition of advising

® Role of advising in student development

® Relationship between advising and persistence

® Relationship between advising and support
services

@ Studant expectations of advisors

® Rights and responsibilities of advisors/advisees

In‘formation elements inciude:
® Programs

® Poiicies

® Procedures

® Referral services

® Student information systems
® Support toois

Relational elements include:
® |nterview skilis

o Communication skilis

® Referral skiils

® Rapport building

® Decision making

24.

Common sense in planning advisor development

programs:

® Choose issues based on advisor or program
evaluations,

® Define program objectives.

® Secure support from key Individuals.

® Publicize the objectives of the program.

® Give ample lead time to participants.

® Choose a location as far from day-to-day activity
as possible.

® Choose dates when faculty are likely to have
fewer conflicts.

® |f weekdays are choosen, identify time siots
where the least instruction is taking place.

® Consider muitipie offerings of each session to
accommodate diverse schedules.

Training sessions can be structured around the
needs perceived as most important to advisors and
can be made more meaningful and interesting by
use of appropriate handout materials, presentations
by campus experts (e.g.. the director of counseling)
on basic counseling skills and techniques, video
tapes, and simuiation and role piaying. Training
sessions and support materials can correct some
common deterrents to effective academic advising:
lack of familiarity with curricuiar offerings, core
requirements, referral sources, job opportunities,
available data sources, and administrative forms
and procedures used in the advising process;
inadequate understanding of the role of the advisor:
lack of basic advising and counseling skills

Group advising has been used by institutions as a
supplement to regular advising and as a method of
dealing with a large number of advisees in a
relatively short time frame. Positive results have
been achieved with group advising. Its major advan-
tage is that it is a good way to impart common
information in a nonrepetitious fashion (e.g., gen-
eral education requiresments, registration proce-
dures, graduation requirements, general career
information, decision-making skills, referral sources,
etc.), thus freeing the advisor for more substantive
contacts with individual advisees. This approach is
not used as widely as it probably shouid be for
informational purposes. it obviously lacks the im-
portant characteristic of developing the personal
and caring relationship between the advisor and
advisee which is critical to good advising.




Scoring Key

25. Support or reference materials routinely provided to advisors include:

This applies to
ALL MOST SOME FEW NO
academic units
Aggregate data on student retention
Advising handbook
Employment outiook projections
Computerized student academic progress
reports
Academic planning worksheets

Forms for anecdotal records or contracts

Articulation worksheets or agreements between
institutions

Directory of campus referral sources

Other, please specily

No materiais are provided

(100 () (4) (2) (0)

26. The following student information sources are routinely provided to advisors (check all that apply):

This applies to
ALL MOST SOME FEW NO

academic units
Admissions application

High school transcript

ACT/SAT scores

Non-testing information reported through
ACT/SAT programs

College transcript/ grade reports

Locally administered interest/piacement test
resuits
Other, please specify

(10 (6 (4) (@ (0)
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Comments

25-26. it is impossible to deliver quality advising without

timely and accurate information and resources.

Advisors cannot ba expected to stors all necessary
information in their heads. Support materiais should
be developed and distributed to advisors for their
reference and use. A comprehensive, attractive, in-
dexed advisor handbook is an indispensable tool
for good advising. An advising handbook might
include statements of policy, descriptions of cam-
pus resources and procedures, information on ad-
vising skills and techniques, information on aca-
demic requirements, and samples of documents
used in the advising process.

Successful advising is predicated on a good referral
system. Clearly, the academic advisor should not
attempt to be all things to ail peopie. The effective
advisor makes full use of the entire range of
resources availabie to assist students with specific
needs or concerns. Because of the importance of
referral, it is imperative that advisors be thoioughly
familiar with the resources on campus and the
refarral procedures and that they spend the neces-
sary time with the student to determine the best
referral option.

Whoever is delivering advising to students needs
an information support system. Quality advising is
based on the premise that advisors can never know
too much about the persons they are advising. An
individual student's educational/career decisions
are enhanced by the availability and use of relevant
information by both the advisor and the advises.
Institutions need to give careful thought to the type
of information sources they wish to provide on a
routine basis to advisors and advisees,

The ACT College Report is the most comprehen-
sive source of information about freshman advisees.

Advantages of ACT College Report for academic

aavising:

©® Prasents a comprehensive picture of a student's
needs, interests, backgrcund, and abilities

® Available before the student's enroliment and
advising conference

® Easy to use and intarpret

® Heips the advisor match the student’s interests,
abilities, needs, and plans with institutional
resources

® Provides advising leads and points of departure

o Relates to common advising concerns




ADVISING OFFICES

Scoring Key

27.

Students are required to contact the advising office on the following occasions (check all that apply):

(1) ——Class scheduling/registration

(1) —=When changing class registration

(1) ——When decilaring a major

(1) ———=When changing a major

(1) ——Following a report of unsatisfactory progress
(1) ——Before withdrawing from the institution

(1) ——For approval of a gradugtion plan

(1) ———Other, please specify
(0) ——Contact is not a requirement

28. What are the responsibilities of your academic advising office and its coordinator/director? (check

28,

31.

all that apply)

(1) ——Advising on General Education requirements
(1) ——Advising transfer students

(1) ——Advising underprepared students

(1) ——Advising undecided/exploratory students

(1) ——Evaluating transfer credit

(1) — Establishing and maintaining advising records
(1) ——Certifying graduation clearance

(1) ——-Freshman orientation

(1) ——Training advisors campus-wide

(1) ——Preparing registration instructions and materials
(1) ——Developing a campus-wide advising handbook

(1) ——Evaluating campus advising services
(1) ——Coordinating all advising on campus
(1) ——Other, please specity

What is the approximate number of advisees assigned to each fuil-time equivalent advisor in your
advising office?

(8) —Fewer than 100 students (4) ———400-499 students
(7) ——100-199 students (3) ——— 500-599 students
(6) ———200-299 students (2) ——600-6899 students
(5) e 300-399 students (1) ———700 or more students

. |8 the effectiveness of the advising office regularly evaluated?

(10) —_Yes
()} No

Are training programs provided for advising office statf?

(10) ——_Yes
(0) ——No (skip to question 33)



32. Check the topics included in advisor training.

(1) ——Academic regulations, policies, and registration procedures

(1) ——Campus referral sources
(1) - Counseling skiils
(1) e INtOFView skills

(1) ——Career and employment information
(1) e Use of information sources (admissions test resuits, transcripts)

(1) —=Decision-making skills

(1) —= Importance of the academic advising

(1) —— Definition of advising
(1) ——Other, pleass specify

33. Support or reference materiais routinely provided to staff in the advising office include (check all

that apply):

(1) ——Aggregate data on the student population

(1) ——=Advising handbook
(1) —— Employment outiook projections

(1) —Computerized academic progress records

(1) ——=Academic planning worksheets

(1) ——Forms for anecdotal records or contracts
(1) ——Articulation worksheets or agreements between institutions
(1) ——Directory of campus referral sources

(1) ——Other, please specify

(0) ———No materials are provided

34. The following student information sources are routinely provided to advisors (check all that apply):

(1) ——Admissions application
(1) ———High school transcript
(1) ——ACT/SAT test scores

(1) —— Non-testing information reported through ACT/SAT programs

(1) ——Coliege transcript/grade reports

(1) ——Locally administered interest/placement test resuits

(0) ——None

(1) ——=0Other, please speacity

Comments

27-34. A more recent delivery system for academic advis-

ing has been the deveiopment of advising centers.
In general, these centraiized centers are student
service agencies designed to provide accessible
information and assist students in their academic
decision-making process on a needs basis. They
are most frequently staffed by full-time professionai
advisors, but are often augmented by using facuity
on reiease time or paer advisors and parapro-
fessionais. They may be established campus-wide
or in specific colleges or academic units, depend-
ing on the institutional setting. Advising centers can
assume responsibility for a wide range of advising-
related functions, thus providing coordination for
the advising program campus-wide.

Some advantages to a centralized advising center
include: (1) centralized location accessible to stu-
dents; (2) corp of welli-trained advisors; (3) con-
tinuity of contact; (4) specialization by advisors: (5)
wide range of advising services; (6) student-
centered rather than department-centered: (7) more
compliete record-keeping and monitoring capability;
(8) accuracy of information for advisees; and (9)
ease of administration, training, supervision, and
evaluation. A major disadvantage is often the direct
cost of such a center.

Commaents on items 27-34 in this section would be
simiiar to comparable items in the previous section.
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OVERALL INSTITUTIONAL EFFECTIVENESS

Scoring Key

vl

3s.

36.

The following goals for advising programs have been established by the National Academic
Advising Association {NACADA). Consider whether your current advising services are deilvered/
designed in such a way that these goais are successfully achieved for most students. Use the
following scale to rate sach goal.

(0) 1 - Does not apply; no services have been impiemented to address this goal
(2) 2 - Achievement not very satisfactory

(4) 3 - Achievement somewhat satisfactory

(8) 4 - Achievement satisfactory

(8) S - Achievement very satisfactory

———Asasisting students in seif-understanding and self-acceptance (vaiue ciarification, under-
standing abilities, interests, and limitations)

—Assisting students in their consideration cf lits goals by relating interests, skills, abilities, and
values to careers, the world of work, and the nature and purpose of higher education

——Assisting students in developing an educational plan consistent with life goals and objectives
(alternative courses of action, aiternate career considerations, and selection of courses)

——Assisting students in deveioping decision-making skills

—Providing accurate information about institutional policies, procedures, resources, and pro-
grams

—— Making referrais to other institutional or community support services

——Assisting students in evaluation or reevaluation of progress toward established goals and
educational plans

—— Providing information about students to the institution, colleges, and/or academic depart-
ments :

Using a scale of 1 (very ineffective) to 5 (very effective), rate the overall effectiveness of your
institution’s advising program on each of the following variables. Please make certain that you
provide only one rating for the entire advising program.

1 2 3 4 ]

l I | | l
Very Very
ineffective Effective
0) 3] 4) (6) 8

—— Providing for the advising needs of your students

———Providing advisors who are willing to participats in advising, have at ieast the basic skills
necessary for advising, and have the time necessary to do an effective job of advising

—-dentifying and selecting individuals to participats in advising :

——Providing advisors with timely and accurate information on their advisees

-~ Providing for communication among and between deans, department heads, advisors, and
the coordinator of advising, if such a position exists

——Implementing a training program for advisors

— Providing advisor accountability, both to a higher leve! of authority and to advisees

—— Providing appropriate ieve!s of coordination, direction, and supervision

-—— Systematically evaluating both the advising program and advisors

—— Recognizing/rewarding quality advising

—— Meeting student needs when combined with the expenditure of human and fiscal rasources

39
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37. List what you consider to be the three major strengths and weaknesses of your academic advising

program.

Strengths:
1.

2

3

Weaknesses:
1.
2
K

Comments

35. Unfortunately, academic advising on many college

campuses today is a low status/low priority activity,
poorly organized, performed in a perfunctory man-
ner, and largely ineffactive in meeting student and
institutional needs.

These goals for academic advising programs are
all legitimate statements of what should occur in
the interaction between advisors and advisees. The
emphasis is on a “developmental” definition of the
advising process. The term “developmental advis-
ing" suggests that the major objective should be
stucent growth—growth in seif-awareness: growth
in the ability to identify realistic academic and
career goals, as well as a program of study to
achieve them; growth in the awareness of lite as
extending beyond the collegiate experience.

This approach to advising shouid not be confused
with personal or psychological counseling. The
focus of advising remains the student's academic
seif. It simply attempts to integrate the academic seif
with the student's other seives in a unified and
coherent manner. The advisor should bring mul-
tiple perspectives to the advising process (e.g., How
do the general educational requirements enhance
the academic goals? How does the course fit the
major? How does the major contribute to the career
goais? How do these career goals contribute to the
life goals?).

This developmental model suggests the following
definition of academic advising:

Academic advising is a developmental process which
assists students in the clarification of their Iife/career
goals and in the development of educational pians for
the realization of these goals. It is a decision-making
process by which students realize their maximum
educational potential through communication and
information exchanges wit!i an advisor; it is ongoing,
muitifaceted, and the responsibility of both student
and advisor. The advisor serves as a facilitator of
communication, a coordinator of learning experiences
through course and career planning and academic
progress review. and an agent of referral to other
campus agencies as necessary.

36-37.

A developmental approach to academic advising
should go beyond requirements and registration.
There must be a context within which these items
fit, and that context needs to be the educational/
career plan developed between the student and the
advisor.

Academic advising provides the most significant
mechanism by which students can relate their
goals to the educational experience.

Academic advising is also the only structured ser-
vice on campus in which all students have the
opportunity for ongoing, one-to-one interaction wiih
a concerned representative of the institution.

Academic advising has the potential to be a power-
il educational intervention, which can greatly
improve the quality of education experienced by
students.

Your identification of strengths and weaknesses in
your advising program is important in focusing on
those specific areas which may need improvement.

It should also be interesting to compare your per-
ceptions of your advising program with the results
of this audit.

As you examine the strengths and weaknesses of
your advising program, you will probably find that
you can capitalize on sume of your strengths to
overcome weaknesses. For example, interest and
dedication on the part of advisors can be a plus in
improving the training opportunities for advisors. As
you proceed through the next steps in this audit.
you can refer to these items in developing a list of
recommendations and priorities for action aimed at
improving your academic advising program.
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3
Analysis

Now that you have rated your answers to the indlvidual questions that make
up this audit, you can group your responses in order to analyze your results in
a more meaningful way. Simply enter your scores for the items identified in
each category and refer to the analytical comments accompanying the
categories. The points referred to in the analysis section are formulated
primarily on the basis of responses to items in the sections entitied Genera/
Information, Advising in Academic Unit (Department), and Overall Institutional
Effectivensss and assume some advising being carried out in the academic
units/departments. You will want to make adjustments accordingly as you

_analyze the information if all advising on your campus is conducted by an
advising office.

11
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Category

Your Score

Analysis

Management of Advising
Questions 3-8

if your score here is less than 10, your program may be in
need of increased managemaent of the advising function.

Advising Policy
Questions 7-9

A score of 0 here indicates that you have not developed a
comprehensive statement of institutional philosophy or
mission in reiation to academic advising. This process
should precede any other modifications or improvements
in your advising program. A score of 10-15 indicates that,
aithough you have a written policy statement, you may
wish to review it tu check for the important elements in a
comprehensive advising policy. You may aiso wish to
check on the methods you are using to communicate your

advising policy.

Evaluation
Questions 11, 19

if your cumbined score here is 10 or more, you can be
assured that you are genuinely concerned about mea-
suring the outcomes of your advising program. A lower
score wouid suggest that you may wish to initiate a more
systematic appraisal of individual advisors as weli as of
your overall advising program.

Advisor Contact A score of 15 or less on these combined items suggests

and Load that you may have problems associated with the degree of

Questions 13-18 “Intrusiveness” of your advising program, the estabiish-
ment of quality relationships between advisors and ad-
visees, or with advisor overload. Since these factors are
critical to effective advising, they shouid receive your
immediate attention.

Delivery of Advising A total score of 10 or less on these items wouid indicate

Services that your delivery system may be too monoiithic in nature.

Questions 10, 17, 24

Alternative strategies and delivery mechanisms should
definitely be given consideration.

Recognition/ Reward A score of 4 or Iess on this important item wouid suggest
System that your advising program lacks the necessary tangibie
Question 20 reward system so critical to individual advisor effective-
ness.
Advisor Training A score of 0 here indicates that you need to reconsider the
ane importance of the training function to good advising and
Q. -tions 21-23 design training experiences that will assist in alleviating
some of the common obstactas to improved advising.
4 Information If your total score on these items is 8 or less, itis likely that
System your advising system is lacking a comprehensive informa-
Questions 25-26 tion base for advisors, and advisors are not being provided

the necessary support/resource materiais.

40 42



Category Your Score

Analysis

Selection of Advisors
Question 18

It your score is 4 or more, you probably recognize the
importance of establishing some type of selection in
determining which faculty members are involved in advis-
ing students.

Advising Office
Questions 27-34

If you completed these items it indicates that you have
implemented a mechaniam that generally assures acces-
sibility of advising, accurate information, and a coordina-
tion of a wide range of advising-related functions which
are important elements in a quality advising program.

Advising Goals D—
Question 35 ’

If your score on this item is 25 or iess, your advising
program is probably not satisfactorily meeting commonly
accepted goals for an academic advising program. A low
score suggests that your advising program may be placing
too much emphasis on the mechanical, routine, perfunctory
aspects of the advising process, and not enough on the
more substantive activity of exploring and synthesizing life,
career, and educational goals. '

Overall Effectiveness
of Advising Program
Question 36

if your total score on this item is 25 or less, it is an
indication that the overall effectiveness of your academic
advising program is at best limited. A total and compre-
hensive review of your advising program is both warranted
and necessary.
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4
Action Planning

You have completed your assessment of your academic advising program.
You have gathered information, evaluatad that information, and analyzed your
findings to determine how you are doing in specific areas. We hope that the
resuits indicate that you have a well-functioning advising program. However,
there is always room for improvement. Your final step is to make plans for
addressing those areas that need improvement and assign priorities to your
plans, while ensuring that you retain your strengths.

This section contains a set of recommendations to guide your thinking and
action planing. You may find that some of these recommendations have
already been implemented on your campus. If 30, simply concentrate on those
recommendations which seem to have value for your situation and advising
program. This process will resuit in a listing of specific recommendations for
you to consider further.

In developing plans for action, you should focus on those areas which
received the lowest ratings. The accompanying recommendations for each of
these categories shouid provide a starting point for your action planning. You
may wish to examine sach area ciosely to see whether a low score was due to
some unique circumstance within your institutional setting. A low score may
not necessarlly be bad. If you feel such is the case, simply review the premises
on which you based your answers. If you find these premises to be sound,
don't worry about your score in that area. It is not possible to provide one
correct response for aii situations.
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RECOMMENDATIONS

Management of Advising

1. Decide on an organizational modal for the delivery of
advising services which will designate authority,
establish accountability, promote integration, and best
meet student needs.

2 Designate a person as campus-wide director or
coordinator of academic advising and allocate enough
time to carry out the functions effectively.

3. Given a “decentralized” advising system, consider the
establishment of a campus-wide Advising Coordinat-
ing Committee/Council,

4. Obtain administrative support and commitment for
making improvements in the advising system,

Advising Policy

5. Develop and communicate a comprenensive written
statement of institutional philosophy and practice in
relation to academic advising.

6. Deveiop materials and strategies designed to assist
students to better understand what they should expect
from the advising process.

Evaluation

7. Gain appropriate administrative support and commit-
ment for a systematic evaluation program for aca-
demic advising.

8. Appointa committee of advisors and administrators to
design a comprehensive evaluation program which
includes measurement of the effectiveness of the
overall advising program as well as assessment of
individual advisor performance.

9. Include advisee evaluation of individual advisors in
your evaluation program.

10. Obtain a consensus on the criteria that will be used to
determine program and advisor effectiveness.

11. Use ACT's Survey of Academic Advising as an evalua-
tion instrument.

12. Coliect data in a manner that will ensure the most
complete resuits (e.g., registration, common ciass pe-
riod, etc.).

13. Provide advisors with feedback or resuits of evaiua-
tions of themselves—individually and in comparison
with other advisors.

Advisor Contact and Load

14. Implement an “Intrusive” advising system that makes
advisor/advisee contact mandatory at specific deci-
sion points in a student’s academic career.

15. Develop workable guidelines on the ratio of advisees
to advisor.

16. Have advisors scheduie, post, and keep reguiar office
hours for meetings with advisees.

17. Consider group advising as an “overioad strategy” for
the information-giving aspect of the advising process.

18. Consider the use of an advising center, peers, or
paraprofessionals as an “overioad strategy.”

Delivery of Advising Services

19. |dentify a method of determining the special advisin~
needs of certain sub-populations of students an..
develop strategies for accommodating these needs
through special advising services, offices, and/or
advisors.

20. Design a delivery system for gcademic advising that
combines various delivery mechanisms in a manner
most appropriate to your institutional setting and
needs.

21. Implement some form of group advising activities as a
supplement to the regular advising programs.

22. Augment your regular academic advising delivery
system through the use of carefully selected and
trained peer advisors who are regularly evaluated and
rewarded,

23. Determine a rational method for assigning students to
advisors.

24. Be certain that you have provided an advising “home"
for undeclared students and those many students who
change their major after initial declaration.

25. Develop a pian for integrating academic advising with
reiated campua support services.

Recognition/Reward System

26. Establish a meaningful recognition/reward system for
those involved in academic advising that inciudes, but
is not necessarily limited to, consideration of advising
effectiveness in making salary, promotion, and tenure
decisions.

27. Participate in the ACT/NACADA Nationai Recognition
Program for Academic Advising.

Advisor Training and Development

28. Gain appropriate administrative support for advisor
training programs.

29. Conducta “needs asses:ment” to determine topics of
greatest interest to advisors, and use this information
in designing training activities.

30. Organize training content under Conceptual, Informa-
tional, or Relational topics.

31. Implement a comprehensive, regularly scheduled, on-
going, in-service development program for ail those
involved in advising students.

32. Select times for the training activity that are most
convenient to most advisors.

33. Repeat training sessions for those advisors unable to
attend for legitimate reasons.
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34. Consider providing some form of incentives for those
participating in training sessions.

35. Design participatory training sessions that emphasize

. advisor involvement.

38. Implement a selif-study training program that can be
used by advisors on an individual basis if needed.

37. Develop or acquire stimulus materiais (e.g., video
cassettes, hand-outs, flims, etc.) that will aid training
efforts.

38. In designing advisor training, integrate the content

areas with the skill, experience, and willingness of the

advisors.

Publish periodic “advising newsietters” containing

items of interest to academic advisors.

40. Mobilize appropriate campus resources and persons
to assist in the training effort.

41. Evaluate training activities thoroughly and modify
future sessions on the basis of suggestions and
comments of participants.

42. Inciude in your advisor training program activities that
will assist advisors in acquiring the skiils necessary to
becoma more effective “de\slopmental” advisors.

8

Advising Information System

43. Develop a comprehensive information system that
provides academic advisors with the information and
resvurces they need—when they need them—in order
to wurk effectively with individual advisees.

44. Compile and distribute a comprshensive advisor hand-
book.

45. Investigate the possibility of impiementing a computer-
ized student progress record for use in the advising
process.

46. Provide advisors with a directory of campus referral
sources.

47. Provide advisors with the information that resuits from
the ACT Assessment Frogram for use in working with
freshmen advisees.

48. Consider the adoption and use of ACT's DISCOVER,
Take Hold of Your Futurs, ASSET, and VIESA pro-
grams as information resources in your advising
program.

Selection of Advisors

49. Impiement an advisor seiection program that is based
on selecting advisors who have the interest, inclina-
tion, and talent to be effective advisors.

50. Develop and communicate procsdures for advisees
and advisors to request changes in assignment, if
desirable.

Advising Center

51. Consider carefuily the estabiishment of a centralized
academic advising center that wouid serve as a focal
point for academic advising. The center wouid provide
a single location, ecasily accessibie to students, where
students could receive ongoing advising relative to
their educational and career pianning needs at times
convenient to students,

ACTION PLANNING GUIDE

When you have completed your review and consideration
of the set of recommendations, you are ready to prepare
for the implementation of improvements—the action step.
To produce any real payoff for you, your campus, and your
students, the ideas you have gained through this audit
must be converted into specific pians and actions unique
to your campus.

This final worksheet is designed to guide you through this
essential process. It is the most important part of your audit
experience.

1. Review the previous list of recommendations.

2. List five recommendations which, in your judgement.
should have priority for implementation at your insti-
tution.

3. What further analysis, if any, should be done before
action is appropriate or possible ory(hese recom-
mendations?

4. Who will you need to contact individuaily to discuss
steps |eading to impiementatior of the recommenda-
tions?

5. What are the possible support areas or obstacles to
implementation on the campus?

6. What additional resources, if any, will be necessary
before the recommendations can be implemented?

7. Who needs to be invoived if the recommendations are
to be eventually implemented?

8. How will the proposal be presented?

9. What is the time-line for implementation?



Resources

Following are resources which you may wish to review for additional
background information and insight into the topics covered in the Academic

Advising Audit
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SOME ASSUMPTIONS ABOUT
ACADEMIC ADVISING

Directions: Please indicate the extent of your
' agreement with each of the following
statements by checking the scale
ranging from "strongly agree"” to

"strongly disagree.”

Strongly Dis- Strongly
Agree Agree Neutral agree Disagree

1. Academic advising is an integral
and necessary part of the higher
education process and effectively
delivered can greatly enhance
the quality of students’ ‘
educational and career decisions. 1 2 3 4 5

2. There is general consensus on
our campus as to the purposes
and goals of academic advising. 1 2 3 4 5

3. The primary purpose of academic
advising should be providing
assistance in course selection
and scheduling. 1 2 3 4 5

4. Academic advising would be improved
at our institution if there was
stronger administrative support
and leadership for advising. 1 2 3 4 5

5. There is a renewed interest and
commitment to academic advising on
our campus. 1 2 3 q 5

6. If ocur academic advising were more
effective, there would be greater
student retention. , 1 2 3 4 5

7. Advisors on our campus are provided
adequate information on their
advisees. 1 2 3 4 5

8. Advisor training activities on our
campus are well attended and result
in improved advising. 1 2 3 4 5

9. The majority of our students would
rate academic advising services as
good or excellent. 1 2 3 4 5

(continued)




10.

11,

12.

13.

14,

15.

16.

17.

18,

19,

20,

Strongly
Agrea

Dis- Strongly
Agree Neutral agree Disagree

Part of the evaluation of academic
advising shouuld be evaluation of
individual advisors by the advisees.

Effectiveness as an advisor should
be a consideration in promotion,
tenure, and merit pay increases.

Our advising system should be more
"intrusive” by making advisor/
advisee contact mandatory at
specific decision points in a
student's academic career.

There is an administrative model
for the delivery of advising
services on our campus which
clearly designates authority,
establishes accountability, and
promotes coordination and
integration campuswide.

There should be more coordination
and cooperation between academic
advising and student support
services.

Academic advising is basically a
teaching function, and most all
faculty should be involved in
academic advising.

Academic advising is basically a
counseling function, and full-time
professional advisors should parform
most academic advising,

Only those faculty who have the desire
should be involved in academic advising.

Peer advisors can be just as effective
as faculty or professional advisors in
delivering most dimensions of academic
advising.

Special advising services, which can be
distinguished from services available
to all students, should be provided to
subgroups of students who have special
advising needs (e.g., adults, transfer,
underprepared, athletes, underrepre-
santed, undeclared, etc.).

Overall, we have an effective advising
program that is successfully meeting
the advising needs of all our students.

49

44

2 3 q 5
2 3 4 S
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 S
2 3 4 5
2 3 4 S
2 3 4 5
2 3 4 S
2 3 4 5



ADVISING ROLE AND RESPONSIBILITY INVENTORY
The Acdvising Role and Responsibility inventory containg a series of statanents
which may be considered some of the functions of the academic acvigor. This

inventory is designed 10 assess what you think the functions or responsibilities of
the academic advisor should be. IT IS NOT DESIGNED TO EVALUATE THE

PERFORMANCE OF THE ACADEMIC ADVISOR.

Piesse read each of the stalements and aNEWer acoonding to the folowing:
P — The advisor has primasy responsibtility for this function.
S — The advieor shares with others in performing this function.
N — The advieor has no reaponsibility for this function.

ummmmmammmasun.mmmnmmu
for each statement.

P S N (1 Suggest courses.

P §S N @ Heip evaiuate semester academic load in relation to other
factors.

P S N Recommand elective courses which might be beneficial.

P 8 N (8 Authorize “drope.”

P S - N (5 Authorize “adds.”

P S N B Guidecourse ssiection in tenme of advisess’ characteristics and
nesds.

P 8 N M Sign course schedule for each semester envoliment.

P S N (8  Advise against taking inappropriate courses.

P S N @& Counsasl acivisse on implications of schedule changes.

P S N (100 Help advises formuiate a schedule based on his/Mer time
restrictions.

P S N (1) Guide advises with undecided major to courses which may heip
to decide area of interest.

P S N (12 Recommend courses which may be heipfui in iater work or later
studty.

P S N (13 Help advises expiore life goals or values.

P S§ N (14 Know sducational backgrounds nesded for careers.

P S N (15 Provide information about job markets.

P S N (16 Heip advises select & majr.

P S N (17} Provide information about courase content.

P S N (18 Provide pertinent registration details (6.g. how to obtain
instructor parmissions, initiate imeguler enroliments).

P S N (19 Provide information about prerequisites for graduate studies.

P S N (200 Recommend specific instructors.

P S N (21) Review with each advises the requirements for graduation.

P S§ N (220 Deafine the advises's role in advisement process.

P S N (23) Referto other campus offices as resources when appropnate.

P S N (200 Oetine advisor's role in the advissment process.

P S N (25 Provide information about transferring to another school.

P S N (20 Explain general education COurses as they relate to major.

P S N (2 Explain general education courses as they réiate o preparation
for lite pursuits.

P S N (28 Orient advisee (0 university procedures (parking, financial ad,
oc.). .

P S N (299 Assist advises with awareness of deadiines which atfect himvher.

P S N (300 Explain existence of cernain general educstion or maor
requirements.

P S N (31) Acqguaint advises with extracuiricular activities.

P 8§ N (32 Conwnunicate students' needs {0 university personnel.

P S N (33 Maimain confidantiality of reconds about sdviess.

P S N (34 Maintain an advisemant file for each adviess.

P S N (35 Evaluste tranecripts in relstion to degres requirements.

P S N (3 Recommend course substitutions or other degree requiremaents.

P S N (30 Orlert agvises to use of clags scheduie.

P S N (O8 Wrte letters of recornmendastion.

P S N (3@ Communicale academic information about advises 10
appropriate professionais.

P S N (40) Attend in-service and professional meetings.

P S N ! Keep up-to-date cstaiog information available for advisses.

P S N (42 PReiate ACT/SAT scoras to COurse selection.

P S N (43) Apprise the advisees of the opportunity for remedial or honor
classes.

P S N (44 Review with advisss his/her acatemic performance.

(Contral State University--Oklahoma)
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Circle the letter in the right hand column which best describes your relative

SURVEY OF ADVISING PRIORITIES
South Dakota State University

priority for the item using the following key:

N = Not a priority P = A priority HP = a high priority
(Not important) (Important) (Essential)

10.

11'

12.

13.

14,
15,

AVAILABILITY (availability of advisor for advisee)
Spend sufficient time with advisees to fulfill their needs.
Meet appointments promptly with advisees.
Be present if office during posted office hours.

Have extended office hours during pre-registration.

Be available for phone calls from advisees during office hours.

Be available on a "walk-in-anytime" basis to advisees.

Make arrangements for a "substitute advisor" when absent
from campus for more than a day.

Take initiative to have advisees meet with me (send
letters, phone them, etc.).

Provide advisees with written information on such items
as office hours, phone number and how to contact me.

INFORMATION

Be able to thoroughly explain university, college and
major requirements to advisees.

Be knowledgeable about available resources and services
to which an advisee may be referred for cancern areas

(Counseling, Student Health, Placement, Financial Aid, etc.).

Expect advisees to prepare for conference with advisor
(tentative schedule prepared, advisee has necessary
materials, etc.).

Assist advisees in course selections to enhance their
career aspirations including graduate studies.

Keep current SDSU catalogs and schedule of classes in office.

Help students select courses and course levels appropriate
to their abilities and interests.
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16.

17.

18.

19,
20.
21,

22.

23.

24,

25.

26.

27,

28.

29.

30.

31.

32.

Keep up-to-date folders on each advisee including
addresses and phone numbers.

Check advisee's name (particularly first name) prior to
each meeting so that I can use it furing the interview.

Encourage advisees to bacome involved in activities
and organizations.

Know date deadlines for pre-registration, drop/add, etc.
Record a summary statement of each meeting with advisee.

Use Advisor Handbook to determine correct procedures
and regulations.

ADVISOR/ADVISEE RELATIONSHIPS

Advisors are someone the advisee can discuss personal concerns
and problems with and such discussions be held in confidence.

Advisors must establish a warm, open and working
relationship with their advisees.

Listen to advisee's ideas and understand their concerns
and point of view.

Advisors must communicate honest and realistic perceptions
of advisee strengths and potential problems in respect to
college and life goals, opportunities and present day needs.

AdvisoV{'assist advisees to be able to make decisions
for themselves.

Advising should help students clarify their values
and better understand themselves as a person.

Show interest in advisees outside office meetings
in informal settings.

Advisors assist the advisee in making the transition from
high school or work experiences to college.

Develop advisee awareness and a positive attitude for the
university and his/her interaction with the university.

Stimulate advisees' recognition of their responsibility
for axploring life/college goals and needs.

Assist advisees with low academic performances and study
skill problems

;Y

o
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ADVISOR PERCEPTION INVENTORY

Directions
Please indicate the extent of your agreement

with each of the following statements by
checking the scale ranging from "strongly
agree" to "strongly disagree.”

Strongly Dis= Strongly
Agree  Agree Neutral Agree [Disagree

1. Our present advising system is very

effectiva. 1 2 3 4 5
2. [ am provided the necessary resources

[ need to be an effective advisor. 1 2
3. | am clear about my duties as an advisor. 1 2
4. I am satisfied with the way my advisees

are assigned to ma. 1 2 3 4 5
5. My advising workload is fair compared

to that of my colleagues. 1 2 3 4 5
6. [ have too many advisees to do my

advising properly. 1 2 3 4 5
7. 1 have enough information about my

advisees to do a good job of advising. 1 2 3 4 5
8. It is good to require meetings between

advisees and advisors. 1 2 3 4 5

9. I am satisfied with the current
"recognition/reward" system for
advising, 1 2 3 4 5

10. I have difficulty keeping current about
institutional regulations, policies,
and procedures. 1 2 3 4 5

11. Most of my advising time is spent on
course selaction and registration
matters, 1 2 3 4 5

12. I could benefit from attending advising
workshops designed to improve my

knowledge and skills as an advisor. 1 2 3 4 S
13. | feel advising is an important part

of teaching. 1 2 3 4 5
14. [ have a good knowledge of campus

referral sources. 1 2 3 4 5
15. [ am comfortable advising students on

non-academic matters. 1 2 3 4 5
16. [ am comfortable advising students on

lifa/career plans, 1 2 3 4 5
17. My advisees appear to appreciate the

advice | give them, 1 2 3 4 5
18, I would like to meet with my advisees

more often. 1 2 3 4 5
19. [ have a good understanding of

developmental advising. 1
20. I enjoy my role as advisor. 1
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PRESCRIPTIVE--UEVCLOPMENTAL
ACADEMIC AD'/ISING CONTINUA

Select either prescriycive or developmental description of
1deal academic advising, and then indicate how important
that aspect is using: 1 = very important to 4 = glightly
important for prescriptive advising OR 8 = vory important
to 5 = slightly important for developmental advising.

4 |

-

Prescrplive Developmental

. Advisor (alis sludent what Advisor haips studanl learn
he/she needs (0 know aboul about courses and programs lor
programs and couwlses. seil.
Advisor knows college policies Advisor telis siudenl where 10
and (ails student what {0 do. leain aboul policies and heips in

. Advisor tells student whal
schadule I8 besi.

Advisor regisiers student for
classes

. Advisor inlorms about deadiines
and lollows up behind siudent.

. Advisor 1ells student which
ciaases (O lake.

. Advisor Lakes responasbility for
keoping advising hie updaled.

. AGvISO! keeps inlormed about
academic progress thvough
files and records.

AdviSor leils student what 10
@0 1n otder (0 get advigad.

AdvisOf uses grades and tesi
18suils 10 determing coursas
most appropnale lor student.

understanding how they apply
to him/her.

Advisor teaches sboul schedule
planning and student 1akes
responsibility lor planning own
schedule.

Advisor teaches student how (0
register sall.

Advisor mforms aboul
deadlines, then lals student
follow up.

Advisor presents class oplions;
student makes own seleclions.

Advisosr and student share
regponssbility lor lile.

Advisor keeps inlormed about
academic progress through
records and tatking 10 student
aboul academic experiences.

Advisor and student reach
agreament about naluie of
advising relationship.

Advisor and sludent use grades,
test resulls, and sell-
dotermined inleresis and
abilites lo determine most
appropriale courses.

(Adapted from Winston and Sandor
“"Developmental Academic Advising:
what Do Students Want"

NACADA Journal, April 1984)

Prescriplive Developmental’

11, Advisor specifies slternatives Advisor assists student in
and indicales besl choice when  identilying aiternalives and
student laces difficult decision.  wei conssquances when

lacing dillicult decision.

12. Advisos takes ca/e of academic Advisor teaches sludent
problems. problem-solving techniques

13. Advisor doas nol deal with Advisor deals with vocalional
vocational opportunilies in opportunities in conjunction
conjunclion wilh advising. wilh advising.

. Advisor suggests whal studanl Advisor suggests sleps siudent
should major n. can take 10 ha!p decide on

majos.

5. Advisor idenlities realistic Advisor assists student in
aczdenuc s based on identilying realistic
grades lest resulls, academic goals based on

grades, tes! resuits, and sell:
undersianding.

8. Advisor is not knowledgeable Advisor is knowledgeable
aboul help available wilh aboul available heip lor
NON-BCACEMIC CONCOINS. NON-ACALOMIC CONCarns.

17. Advisar does nol encourage Advisor encour discussion
discussion of personal of personal pr N
problems.

8. Advisor is concerned mainty Advisor is concemed about

aboutl academic lile of student.

1. Advisor unawase of student's

oulside-the-classroom life.

Advisor provides inlormation
mainly aboul courses and
class schedules.

Advisor discusses only
academiC inlerasis and plans.

Advisor does nol spend lime
discussing lime management
and sludy techniques.

personal, social, and scademic
iile of student.

Advisor shows inlerests in
student’s oul-ol-class lile.

Advisor provides information
about workshops and seminars
in areas such as career plan-
ning and slucty skills, and
courses and class schedules.

Advisor discusses academic
and other-ihan-academic
interesis and plans.

Advisor spends lime discus-
sing Lume management and
elinclive study techniques.

1
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OVERALL INSTITUTIONAL EFFECTIVENESS

The following goals for advising programs have been established by the National Academic
MM(WAmemmemm
delivered/designed in such a way that thesa goals are successiully achieved for most students. Use
the following scaie to rate each goal.

1-Do.nouppiy:nomhmbmimphmtndbaddrmmhgod
2-Achi¢vun¢unotvuymm

3 - Achievement somewhat satisfactory

4 - Achievement satisfactory

§ - Achievement very satistactory

~——Assisting students in seif-understanding and seif-acceptance (vaiue clarification,
understanding abilities, interests, and limitations)

——Assisting students in their consideration of life goals by relating interests, skills, abilities, and
vaiues to careers, the world of work, and the nature and purpose of higher education

———Assisting students in deveioping an educational plan consistent with life goals and objectives
(aiternative courses of action, alternate career considerations, and selection of courses)

~-Assisting students in deveioping decision-making skills

——Providing accurate information about institutional policies, procedures, resources, and
programs

—Making referrals to other institutional or community support services

—ASSisting students in evaiuation or resvaluation of progress toward established goais and
educational plans

~——Providing information about students to the institution, colleges, and/or academic departments

Using a scaie of 1 (very ineffective) to 5 (very effective), rate the averall effectiveness of your
institution’s advising program on each of the following variables. Please make certain that you
provide only one rating for the entire advising program.

1 2 3 4 S
| | | ! |
Very Very
Ineffective Effective

—Providing for the advising needs of your students

——Providing advisors who are willing to participate in advising, have at least the basic skills
necsssary for advising, and have the time necessary to do an effective job of advising

~——-l|dentlying and selecting individuals to participate in advising

——Providing advisors with timely s 3 accurate information on their advisees

—Providing for communication among and between deans, depg.tment heads, advisors. and the
coordinator of advising, if such a position aexists

——Implementing a training program for advisors

——Providing advisor aczou:ntability, both to a higher level of authority and to advisees

———Providing appropriata leveis of coordination, direction, and supervision

~—— Systematicaily evaluating both the advising program and advisors

—-—Recognizing/rewarding quality advising

——.Meeting student needs when combined with the expenditure of human and fiscal resources

55



The Third ACT National Survey

on

the Status of Academic Advising

Wesley R. Habley
David S. Crockett

ACT
1988

ERIC



The Third ACT National Survey on Academic Advising

Wesley R. Habley
David S. Crockett

INTRODUCTION

The contribution of effective academic advising to student success is, by now,
obvious to most administrators and faculty. These individuals recognize that
students who formulate a sound educational/career plan based on their values,
interests, and abilities will have an increased chance for academic success,
satisfaction, and persistence. Academic advising remains the most significant
mechanism available on most college and university campuses for aiding and
abetting this important process. Substantive advising services are a
prerequisite to the successful transition of students into the postsecondary
system as well as to their persistence to completion. This report presents the
results from the third national ACT survey on the status of academic advising
in colleges and universities.

In 1979, with the encouragement and support of the National Academic
Advising Association (NACADA), The American College Testing Program (ACT)
conducted the first National Survey of Academic Advising. Carstensen and
Silberhorn (1979) reported the following conclusions from that study:

o There are more similarities than differences in the approaches
institutions take in the delivery of academic advising services. In
general, institutions are traditional in their reliance on faculty to
dispense information through the academic advising process.

o Generally, academic advising has been and still is perceived by
administrators to be a low-status function.

o Those responsible for the delivery of academic advising services see
advising as addressing the information needs of students rather than as
an integral part of the students' total development which includes
career and life planning. This is reflected not only in the manner in
which the service is delivered, but also in the materials used and the
training provided to those who serve as advisors.
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e There are fow effective systems in place for the evaluation of academic
advising and little reward or recognition attached to its successful
delivery.

e Generally, institutions have 'no comprehensive statement of policy
regarding the delivery of academic advising. This may indicate a lack of a
clear sense of institutional mission in delivering this service.

That first survey provided the higher education community with "baseline” data on
academic advising in postsecondary institutions across the country.

Undergraduate academic advising practices were examined in a second National
Survey of Academic Advising conducted by the ACT National Center for the
Advancement of Educational Practices in 1983. The survey instrument focused on
those elements identified in the research on academic advising as important
characteristics in the organization and delivery of advising services. This survey
provided the opportunity to compare findings with the results of the initial survey
and to note changes in trends and practices.

The data in the 1983 National Survey on Academic Advising were based on a
national sample of 1,095 two- and four-year public and private institutions of
higher education. The institutions, chosen by a random sampling procedure that
ensured responses would reflect national trends with a sampling error of less than
S percent, were the same institutions included in the sample fcr the 1979 National
Survey on Academic Advising.

Crockett and Levitz (1983) summarized the results of the second National Survey
on Academic Advising as follows:

Advising Goals and Needs

e With the exception of student development goals, institutions perceive
that they are by-and-large successfully meeting the advising goals
established by the National Academic Advising Association.

o Respondents cite greater administrative support and recognition for
advising and expanded training for advisors as their greatest needs.

Administration of Advising Services

¢ On half of the campuses, advising policies and procedures are determined
centrally for the entire institution.

¢ The most common method of assigning students to advisors is to make

assignments directly to academic units on the basis of intended major.
Students without a declared major receive supplemental advising services.
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Advising centers are more frequently employed in the delivery of advising
at public colleges than at private colleges. Since 1979, there has been
about a § percent gain in the number of advising centers.

There is a Director/Coordinator of Academic Advising at about one-fifth
of the institutions. While this represents a slight increase since 1979,
most persons holding this title are still not assigned these responsibilities
on a full-time basis.

Delivery of Advising Services

There appears to have been a significant increase in the proportion of
institutions that have developed a comprehensive, written statement on
the purposes and procedures of their advising programs. Today 63 percent
of institutions have such a document, compared to only 26 percent in
1979. However, many of these statements still exclude the critical
elements of selection, training, and reward of advisors.

The degree of intrusiveness, as measured by requiring students to contact
advisors at critical decision junctures, has not increased since 1979. At 43
percent of the institutions, students meet with their academic advisor 1-2
times during the first term of their freshman year; at another 43 percent
of the institutions freshmen meet with their advisors 3-4 times during the
tirst term.

Less than half of the institutions indicate that they provide special
advising services for selected groups of students that are distinguishable
from services available to all students.

As was true in 1979, faculty advising continues to be the predominant
advising delivery mode at all types of institutions. Typically between 1
and 19 students are assigned to each faculty advisor. The majority of
institutions have no formal recognition/reward system for those engaged
in advising students. As was the case in 1979, three-fourths of the
colleges do not consider advising effectiveness in making
promotion/tenure decisions.

Group advising, except during freshman orientation, appears to be ar
underutilized advising strategy.

Peer advisors are used to supplement the regular advising program in
nearly half of the institutions.
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Training, Evaluation, and Advising Materials

e Many institutions are providing only a minimum of training to those
involved in the advising process. This most often takes the form of an
annual orientation meeting heid at the beginning of the fall term. Only
about a quarter of the institutions conduct regularly scheduled in-service
workshops during the year.

¢ The vast majority of institutions have not implemented a systematic and
periodic appraisal of either their advising programs or individual advisor
performance.

e Advisors routinely have available college grade reports and admission test
data for use in advising and are provided with material and resources
necessary to the course selection and registration process. Six out of ten
institutions have developed Advising Handbooks.

The results from these two national surveys have been cited frequently in the
literature and used as a catalyst to improve support for academic advising on
individual campuses. Because these survey data have come to be valued by many
interested in improving academic advising, it was decided to conduct a third
national survey. The purpose of this survey was to update information for
members of the advising profession who rely on the ACT advising surveys as a
source of information about current practices and trends in academic advising.

Methodology

The data in the 1987 National Survey of Academic Advising are based on a new
sample of institutions drawn from a total population of 2,608 two- and four-year
public and private institutions. (See Table 1 below for a deseription of sampling
frame.)

Table 1
Type of Institution n 4
two-year public 932 35.8
two-year private 138 S5.3
four-year publiic 516 19,8
four-year private 1020 39.1
Toral 2606 100,0¢%
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A sample of 652 institutions was selected which would ensure, if a 60 percent
response rate was achieved, that the respondents would be reflective of national
trends with a sampling error of less than § percent. This report is based on
responses from 447 institutions representing a return rate of 69 percent. This
response rate compared favorably with the return rates of the two earlier surveys
(1979 = 75 percent; 1983 = 69 percent). As shown in Table 2, the distribution of
the responding institutions follows closely that of the sampling frame, thus one
may assume that the sample is nationally representative of institutional types.

Table 2
Type of Institution n £
two-year pubiic 155 34.7
two-year private 27 6.0
four-year public 9N 20,4
four-yesar private 167 37.4
Totat* 440 98,52

*7 institutions, 1,58, chose the "othert category for institutional type.
A further understanding of the respondents is provided in Table 3.

Table 3

Size of Undergraduate Enrollment

2-Year 2?Yoar 4=Year 4-Year
Pubiic Privatea Public Private Toral

Under 1,000 18,29 77.8% 6.6% 41.6%  26.9%
1,000-2,499 36.8 22,2 20.9 41,6 34,5
2,500-4,999 21,9 0.0 17.6 10,8 15,5
5,000-9,999 15.5 0.0 29.7 5.4 13,5
10,000-19,999 9.0 0.0 15,4 0.6 6.7
Over 20,000 2.6 0.0 9.9 0.0 2.9
h ]
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The survey instrument was designed so that responses could be reported for
advising programs conducted within academic units or departments or delivered
through advising offices. The organizationsl structures or models of advising used
in this survey are those developed by Habley (1983). Surveys were mailed to the
Director/Coordinator of Academic Advising at each institution with a request that
the survey be completed by the person most knowledgeable about the campus
advising program. Table 4 provides the title of respondents by institutional type.

Table 4
Title of Respondent

2-Year 2~Year 4-Year 4-Year
Pubiic Private Public Private Total

Director/Coord of Advising 11.9% T.4% 39,.6% 17.4% 19,6%
Director of Counseiing 31,1 0.0 55 3.6 13.1
VP/Dean of Academic Affairs 11,9 44,4 11,0 30,5 20.5
Asst, VP/Dean of Academic

Affairs 1.3 7.4 18,7 15,0 10,6
VP/Dean of Student Affairs 11,9 3.7 33 5.4 7.0
Asst, VP/Dean of Student

Affairs 3.3 0.0 2.2 1.2 2.0
Col lege Oean or Department

Chairperson 4,8 7.4 4.4 7.2 5.6
Other 23.8 29,6 15.4 19,8 21,4

Findings And Discussion

Coordination and Organization of Campus Advising System

In this section of the survey, respondents were asked to provide data on the
coordination and reporting line of the individual charged with responsibility for
the advising program, the existence and content of an institutional policy
statement on academic advising, and the identification of an organizational model
for the campus advising system.

Coordination and Reporting Lines

Table § depicts the title of the indiviual (if any) who has the responsibility for
the coordination of academic advising on the campus.
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Table §
Coordinator of Academic Advising on Campus

2-Year 2-Year 4=Yeor 4=Your 1983

Public Private Public Private Total Total
Dir/Coord of Advising 10.4% 14,8% 39.6% 21,18 20,9% 19,0%
Director of Counseling 33.8 3.7 5.5 3.0 14,2 11,0
VP/Osan of Academic Affairs 8.4 40,7 12,1 25.9 18,0 16,0
Asst, VP/Dean of Academic

Affairs 3.9 347 14,3 12,7 9.4 6.0
VP/Dean of Student Affairs 11,7 0.0 33 4,2 6.3 6.0
Asst, VP/Dean of Student

Aftairs 4,5 0.0 1! 1.8 2,5 2.0
Col lege Dean or Dept,

Chairperson 3.9 7.4 6.6 13.3 8,1 12,0
Other 16,9 22,2 8,8 13.3 14,4 20,0
No one has this responsibility 6,5 7.4 8.8 4,8 6,3 9.0

N = 154 27 91 166 445

When comparing data for the total sur.ey group in 1983 and 1987, two trends
beco.ne obvious. First, there appears to be a swing toward campuswide
coordination of the advising system. Coordination by a college dean or the
department chairpersons is on the decrease as iz the rather diverse category
labeled "other." And, coordination at the Vice President, Assistant Vice
President, and Director level has increased. In spite of the trend toward
campuswide coordination, there was little change in the assignment of
coordination responsibilities to an individual with the title Director or Coordinator
of Academic Advising.

The second trend of note is that there is increasing recognition that the function
of advising should be coordinated as indicated by a decrease in responses to the
category "No one has this responsibility” from 9 percent in 1983 to 6.3 percent in
1987.

There is substantial difference in the title of the individual responsible for
coordinating advising among the four institutional types. The most common title
for the person responsible for coordination in each type is:

e Two-year public Director of Counseling (33.8%)

e Two-year private VP/Dean of Academic Affairs (40.7%)
e Four-year public Director/Coord of Advising (39.6%)

e Four-year private VP/Dean of Academic Affairs (25.9%)
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As might be expected, the amount of time an individual spends in the coordination
of the advising system is directly related to the breadth of his/her
responsibilities, Table 8 reports the time spent on coordinating responsibilities.
Note the higher percentage of full-time individuals (24.7 percent) from four-year
public institutions where the title Director/Coordinator of Academic Advising is
the most common title. In addition, private institutions where Vice
President/Dean of Academic Affairs is the most common title, indicate the
highest perceritage of individuals devoting "ess than one-quarter time" to the
coordination function. A similar phenomenon exists at the two-year college where
the Director of Counseling is the most common title.

Table 6
Time ! t on nsibilities of Coordina Advisi

2-Year 2-Year 4=Year 4-Year
Public Private Public Private Total

Less than one-quarter time 46,1% 65,2% 42,08 47,.5% 47 ,1%
One-quarter time 24,1 8.7 11,1 21,3 19,4
Half=time 12,1 217 16,0 15,0 14,3
Three—quarter time 6.4 0.0 6.2 6.5 5.8
Full=time 11,3 4.3 24,7 10,0 13.3

N = 141 23 81 160 412

The reporting lines of the individuals responsible for the coordination of eampus
advising are reported in Table 7. Although the data for institutional types is not
reported here, it is obvious that more than 32 percent of all advising programs
report through the academic affairs reporting line while slightly more than 17
percent report through the student affairs reporting line. It is also significant to
note that 30.7 percent of the institutions indicate that the individual coordinating
campus advising reports to the President of the institution.



President
VP - AA
AVP = AA
VP - SA
AVP ~ SA
Dean
Other

Table 7

Individual e for Coordina Campus Advisiag System
g Podt!@ ﬁ Llnei

Oir Dir VP AVP VP AVP
Adv Casing AA AA SA SA ean  Qther Total
2,2% 4,8% 92,3% 19,08 88.9% 27,3% 33.3% 4,78 30,78
32,3 17,5 3.8 61.9 7.4 9.1 33.3 34,4 25,9
17.2 6.3 0.0 48 0,0 9.1 2,8 3.1 6.2
12,9 49,2 0.0 0.0 0,0 18,2 5.6 7.8 12,5
8.6 9.5 0.0 0.0 0.0 27,3 0.0 4,7 4,8
9.7 4.8 0.0 11,9 0,0 0.0 19.4 25,0 9.8
17,2 7.9 3.8 2,4 3.7 9.! 5.6 20,3 10,1
N= 93 63 78 42 27 1 36 64 417

Organizational Models

The definition of organizational models for academic advising was taken from the
schema developed by Habley (1983) and also discussed in an article by Habley and
McCauley (1987). Respondents were asked to consider the following statements
and check the one statement which most closely described the overall
organization of advising services on their campuses. A fuller description of the
models can be obtained by reviewing the articles cited above.

Faculty-Only Model—All students are assigned to an instructional
faculty member for advising.

Supplementary Model—All students are assigned to an instructional
facuity member for advising. There is an advising office which provides
general academic information and referral for students, but all advising
transactions must be approved by the student's faculty advisor.

3plit Model--There is an advising office which advises a specific group
of students (e.g., undecided, underprepared, nontraditional). All other
students are assigned to instructional units ard/or faculty for advising.

Dual Model—Each student has two advisors. A member of the
instructional facuity advises the student on matters related to the
major. An advisor in an advising office advises students on general
requirements, procedures, and policies.
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Total Intake Model—Staff in an administrative unit are responsible for
advising ALL students for a specified period of time and/or until
specific requirements have been met. After meeting those
requirements, students are assigned to a member of the instructional
facuity for advising.

Satellite Model—Each school, college, or division within the institution
has established a unit which is responsible for advising.

Self-Contained Model—Advising for all students from point of
enrollment to point of departure is done by staff in a centralized
advising unit.

The distribution on this item is presented in Table 8.

Table 8
Organizational Models by Institutional Type

2-year 2-year 4=Year 4=Year

Mode | Public Private Public Private Total
Faculty=Only 25.8% 59.3% 31.9% 37.1% 33.1%
Suppl“n?ary ‘2.3 7.‘ '807 2909 19.9
Solit 23,2 3.7 36.3 15.6 22,1
Dual 3.9 7.4 1,1 6.0 4,3
Total intake 3.9 7.4 S5 4,8 4,7
Sateilite 4,5 0.0 S5e5 4,2 4,5
Self-Contained 26,5 14,8 1ol 2.4 11.4

N 2 155 27 N 167 447

In reviewing Table 8, several conclusions can be drawn. First, the Faculty-Only
Model has been, and continues to be, the primary organizational model for
advising on all campuses. This survey indicates, however, that the Faculty-Only
Model exists in only about one-third (33.1 percent) of the institutions surveyed.
Although it may be easy to conclude that this model is on the decline, it should be
noted that facuity are the sole source of formal advising responsibility in the
Supplementary Model also. Fifty-three percent of our respondents indicate that
faculty has sole responsibility for the delivery of advising services on their
campuses. Although exact comparative data are not cvailable, the 1983 survey
reported that 53 percent of the institutions indicated that freshman advising was
the responsibility of the faculty. I[n addition, it is safe to assume that with the
exception of the Seif-Contained Model, facuity has the primary responsibility for
advising which takes place in each of the other models.
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A second observation gleaned from Table 8 is that the four most common models
(Faculty-Only, Split, Supplementary, and Self-Contained) sccount for 868.5 percent
of the campuses surveyed. Each of the other three models (Total Intake, Dual,
and Satellite) is found in less than one institution in twenty. Since the
organizational modeis were not used in the 1983 survey, only future research on
the models will provide an accurate picture of trends in their deployment.

The final conclusion on organizational models is that there is significant
variability in the utilization of models when institutional type is considered.
Table 9 depicts the top-ranked models for each of the institutional types.

Table 9
Most Prevalent tional Models by Institutional
2-Year 2=-Yeuar 4-Year 4-Year All
Rank Public Private Publie Private institutions

1 Self-Contained Faculty-Only Split Faculty=Only Faculty=Only

(26,5%) (59.3%) (36.3%) (37.1%) (33.1%)

Self

2 Faculty=Only Contained Faculty=Only Supplementary Split

(25,.8%) (14,8%) (31,9%) (29,9%) (22,1%)

Oual /Total

Selit Intake Supp| ementary Solit Supp | ementary

3 (23,2%) (7.4%) (18,7%) (15.,6%) (19.9%)

Tha two-year public colleges seem to display no clear preference for a model: the
self-contained (26.5 percent), faculty-only (25.8 percent), and split (23.3 percent)
models are utilized almost equally among the 155 two-year public colleges
participating in this survey.

As could be anticipated, four-year private ins..i.-ions rely most heavily on the
two models which utilize faculty advisors solely (faculty-only and
supplementary). Finally, the greatest diversity in choic2 of organizational models
sppears in the two-year institutions where either the totally centralized (seif-
contained) or the totally decentralized (faculty-only) are the two most popular
models.
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Institutional Policy Statement on Academie Advidigg

One of the most important aspects of a quality academic advising program is the
existence of a policy statement. Table 10 reports the existence of a policy
statement from both the 1983 and 1987 surveys.

Table 10
Percentage of Institutions with Advising Policy Statement
2=Year 2-Year’ 4=Year 4=Yeur
Public Priva‘e Pubiic Private Total
83 & 83 87 83 87 83 87 83 87
Yes 638 51.6% 7% 53.8% 62% 53.4% 665 56.3% 6385 53.9%
No 36 48.4 43 46,2 36 46.6 31 43,2 35 46,1

Significant disparity is apparent between the 1983 and 1987 surveys in
respondents’' reports on the existence of an advising policy statement. There was
a decrease of 9.1 percent in the number of institutions reporting the existence of
such a statement from 1983 to 1987. The greatest change is found among two-
year institutions where 11.4 percent fewer institutions reported having a policy
statement on advising.

To assess the comprehensiveness of existing policy statements, respondents were
asked to indicate whether specific elements were covered in their statements.
Table 11 reports the inclusion of these topics for those institutions which reported
that a policy statement existed.
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Table 11
Elements Detailed in Statement on Acsdemic m

2~Year 2-Year 4=-Yeur 4=Year All
Publ ie Private Public Private institutions
a3 87 83 87 a3 87 a3 87 a3 a7

Philosophy 735 75.9% 763 83,38 68% 71,78 73% 76.1% 72% 75.9%
Goals 82 7.2 81 833 80 71,7 81 78,5 ar 77,3
Delivery Strategies 54 34,4 56 333 9 37.0 53 57.6 35 St.7

Advisor Responsibilities 72 75.9 100 75.0 71 80.4 83 91,4 78 32.4
Advisor Seiection 28 38,0 38 33.3 29 26,1 3 27.2 30 31,0

Advisee Responsibilities N/A* 46,8 N/A 333 N/A 60,9 N/A 47,3 N/A 49,4

Advisor Training 2 29,! 18 25.0 28 21,7 21 25,8 23 25,8
Advisor Evaluation N/A 20,3 N/A 33,3 N/A 15,2 N/A 12,0 N/A 16,8
Recogni tion/Reward 9 8.9 6 8.3 11 10,9 7 10,9 8 9.9

(M Multiple responses possible; percentages will not total 100%,
*Data not availabie, |tem was not included in 1983 survey.

An analysis of the data presented in Table 11 leads to the conclusion that there
are no discernible changes in advising policy content either for all institutions or
among institutional types. Nearly half (49.4 percent) of the 1987 respondents
report that advisee responsibilities are inciuded in their policy statements, a topic
which was not included as an item ir. the 1983 survey.

In addition, philosophy of advising, goals of advising, and advisor responsibilities
were the only items included in the policy statements of 75 percent or more of the
institutions reporting in both the 1983 and the 1987 surveys,

The changes which dc exist within institutional type from 1983 to 1987 may be
more & function of the small number of institutions reporting, particularly for the
private two-year college where only 12 institutions had policy statements which
were presented in Table 11.
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On a final note, the reader should be reminded that Table 11 represents only those
institutions which have a policy statement on academic advising (53.9 percent of
the institutions surveyed). A more in-depth analysis of the data reported in both
Tables 10 and 11 leads to conclusions such as 40.9 percent (.539 x .759) of all
institutions in our sample have an advising policy statement which includes the
institution's philosophy of advising. Cimilar comparisons can be undertaken for
institutional types by multiplying the percentage of the institutional type with a
policy statement by the percentage of that institutional type inciuding a
particular item in that existing statement.

Evaluation of Program Effectiveness

Table 12 reports both the 1983 and 1987 responses to the question "Does your
institution regularly evaluate the overall effectiveness of your advising program?"

Table 12
Regular Evaluation of Program Effectiveness

2-Year 2-Year 4~Year 4-Year Al

Public Private Public Private Institutions

83 87 a3 a7 a3 87 83 87 a3 87
Yes 222 44,7% 7% &3,0% 178 31,1% 238 45,.1% 218 42.5%
NO 75  55.3 a9 137.0 80 68.9 74 54,9 76 57.5
B8l ank 4 N/A 4 N/A 3 N/A 3 N/A 3 N/A

Table 12 indicates that there is a pronounced trend toward the evaluation of
advising program effectiveness both within institutional types and across all
institutions. Although only 42.5 percent of institutions report the systematic
evaluation of advising program effectiveness, the figure is more than double the
percentage reported in the 1983 survey (21.0 percent).

Academic Departments

This section of the National Survey was intended to provide a description of the
academic advising practices which exist in academic units or departments within
the institution. Throughout this section the term "faculty advising” is used
interchangeably with the terms "academic department" and "academic unit"
because the preponderance of the advising in academic units is the responsibility
of the teaching faculty. It should be noted, however, that a small but significant
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portion of the advising is conducted by non-instructional personnel,
paraprofessional advisors, and peer advisors.

Institutions responding to this section represent all the organizational models
described in the previous section of this chapter with the exception of those
respondents who identified with the seif-contained model for the delivery of
advising services.

In an attempt to capture the diversity of practices in academic departments, the
researchers asked the respondents to check the extent to which selected
characteristics applied to the academic departments on their campuses.
Respondents were asked to check one of the five categories listed below:

ALL — If the characteristic applied to all academic departments on the
campus.

MOST — If the characteristic applied to at least two-thirds, but not all of
the departments on the campus.

SOME — [f the characteristic applied to more than one-third but less than
two-thirds of the departments on the campus.

FEW — If the characteristic applied to one-third or less of the
departments on the campus.

NO - If the characteristic applied to none of the departments on the
campus.

For the purpose of reporting the data, the categories MOST, SOME, and FEW were
collapsed into a single category labeled SOME on the tables which follow.

No comparable data exists from the 1983 Survey of Academic Advising because
that survey provided no systematic methodology for separating faculty advising
from other advising which took place on the campuses surveyed. A goal of this
research is to provide baseline data for a future study measuring changes in
advising practices within academic departments.

Delivery of Advising Services in Academic Departments

These items of the survey deal with the identification of individuals who serve as
academic advisors, the prevalént roles of those advisors, and the utilization of
group advising formats to deliver services to students. Table 13 reports the
extent of involvement of advisor types within the academic units.

The primary delivery of advising services in the academic departments is through
instructional faculty with 49.9 percent of the institutions reporting the utilization
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of instructional faculty in all departments. In addition, 50.1 percent of the
institutions reported that department chairpersons advise in all of their
departments. The use of paraprofessional and peer advisors was extremely low
with 86.4 percent and 2.8 percent, respectively, of the institutions reporting no
utilization of those audvisor types in academic departments. Non-instructional
personnel are utilized in all departments on the campuses of only 6.8 percent of
the institutions surveyed.

When institutional type is considered, the following tendencics are noted:

1. The use of both department heads and instructional faculty is higher in
priva‘te institutions than in public institutions.

2. The use of peer and paraprcfessional advisors in academic departments is
a practice associated almost exclusively with four-year institutions-—
particularly puvlie institutions. Even so, they are used in only some
departments at these institutions.

3. Publie institutions appear more likely to utilize non-instructional
personnel to deliver advising services in academic departments.

Data reported in Table 14 describe the methods by which faculty become involved
in the advising process. Respondents were asked to rate the extent to which
facuity volunteered, were required, or met selection criteria to become advisors.

One of the current themes in advising literature is the utilization of only faculty
who volunteer for advising services within the department. The data for all
ingtitutions, however, indicate that faculty are required to advise ir ALL (48.4
percent) or SOME (38.8 percent) of the departments. Voluntary participation in
the departmental advising programs does not exist at all for 0.2 percent of the
total group, and the use of selection criteria for participation of faculty does not
exist at all for 87.9 percent of the campuses reported in this survey.

Comparisons of institutional types lead to the following observations.

l. Voluntary participation is most likely to occur in four-year public
institutions, although the mode for those institutions and their private
counterparts is to require faculty to advise.

2. Selection criteria are most likely to be applied in four-year private
institutions, aithough selection criteria are applied in all departments at
only 12.3 percent of these four-year private institutions.

3. Faculty are most likely to be required to advise in two-year institutions;

58.5 percent of two-year public and 75.0 percent of two-year private
institutions require faculty to advise in all departments on campus.
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Non-instructional
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Peers

Mathod

They volunteer

They meet certain
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They are required
to advise

Advisor Types in Academic Departments

Table 13

Two-Year Two-Year Four-Year Four-Year
Public Private Public Private Total
Al Some No All  Some No Al Some No All Some No All Some No
45,9 36,7 17,4 65,0 15,0 20,0 31,1 57,8 1,1t 62,7 29,1 8,2 50,1 38,0 12,0
13,8 41,2 45,0 5,0 35,0 60,0 2,2 61,1 36,7 3.8 35,4 60,8 6,8 42,8 50.4
48,6 45,0 6.4 70,0 25,0 5.0 40,0 55,6 4,4 55.1 39,2 5.7 49,9 44,6 5.5
2,8 6,4 90,8 0,0 0,0 100,0 0,0 35,6 64,4 0.0 5.3 94,9 0,8 12,8 86,4
0.9 4,6 94,5 0,0 5.0 95,0 0.0 35,6 64,4 3.8 12,0 84,2 1.8 15,4 82,8
Table 14
Selection of Faculty Advisors
Two-Year Two-Year fFour-vear Four-Year
Publ ic Private Public Private Total
Al Some No All Some No Al Some No Al Some NOo Al Some No
Ve
10,4 20,7 68,9 0,0 15,0 85,0 2,3 51,1 46,6 9,7 29,9 60,4 7.6 32,0 60,2
4.7 12,3 83,0 5,0 5.0 90,0 2.3 32,9 64,8 12,3 31,2 56,5 7.2 24,9 67,9
58,5 21,7 19,8 15,0 25,0 0,0 46,8 35,0 18,2 46,8 35,0 18,2 48,4 36,6 15,0

~1

-

-t



A final question in the delivery of advising services within academic departments
is the extent to which group advising formats were utilized to deliver services.
Table 15 reports on the use of such formats.

Smail group meetings during orientation or registration are the most used of the
group advising formats investigated. Nearly one-third (32.7 percent) of the
institutions responded that all departments employed small group meetings, and
80.1 percent reported that some departments utilized that strategy. Credit or
non-credit courses and workshops or seminars were far less popular as group
strategies, with 80.1 percent and 58.8 percent respectively reporting that no
departments utilized those strategies.

When institutional type was considered, the following trends were observed.

1. Publie institutions wére most likely to employ at least one of the group
advising formats in at least some of their departments.

2. Two-year public institutions were most likely to provide credit-bearing
or non-credit courses as a group advising strategy, with 18.5 percent
reporting such activity in all departments and 32.6 percent reporting
courses in some of their departments.

Advisor Load and Student Contact

For a faculty advising program to be effective, saveral factors related to
advisor/advisee contact need to be taken into account. First, the faculty advisor
must have a reasonable number of students to advise. Second, the facuity member
must devote time to the function of academie advising, allowing for more than
perfunctory schedule approval once each term. Finally, policies and procedures
should maximize the potential for interaction between the advisee and the faculty
advisor.

Table 16 reports on the typical advisor load in academic departments.

The data presented in Table 16 for all institutions indicates that although loads
are highly variable, faculty advisor loads of more than 40 advisees are rather
uncommon. Further serutiny of the original data which is not broken down in
Table 15 shows that only 4.9 percent of the institutions report loads of more than
40 per advisor in most (two-thirds or more) of their departments. Only 2.5
percent of the institutions indicate loads in excess of 40 students in all of their
departments.

~3
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Table 16

Group Advising Formats Utllized

Formats Al

Credit or Non-Credit
Courses 18,5

Workshops or
Seminars 7.6

Small Group Meetings
During Orientation
or Registration 25,0

Two-Year Two-Year Four-Year Four~Year

Public Private Public Private Total
Some No All  Some No Al Some No All  Some No All  Some No
32,6 48.9 6,7 26,6 66,7 6, 32,9 6,0 10,2 21,3 68,5 11,8 28,1 60,!
36,2 56,2 13,3 33.4 53,3 4.9 42,7 52.4 0.4 25,3 65,4 8.0 33,1 58,6
66,3 8,7 33,3 46,7 20,0 23,2 73,0 3,7 43,3 49,6 7,1 32,7 60,0 72,2
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Variations in advisor load do appear among institutional types. The more
substantial variations ares

1. Private institutions are more likely to exhibit loads of less than 20
students per faculty advisor than public institutions.

2. Public institutions are more likely to exhibit loads in excess of 40
students per advisor with 2.3 percent of four-year public institutions
indicating this practice in all of their departments and 68.2 percent of
those institutions indicating that at least some of their departments had
loads in excess of 40. Similar distributions for two-year public
institutions are 3.0 percent and 53.6 percent respectively. Although
private institutions report comparable percentages of loads in excess of
40 advisees in all departments, the percentages of private institutions
reporting loads in exceas of 40 in at least some of their departments are
substantially lower than the percentages reported for public institutions.

The amount of time faculty spend in the advising function is reported in Table 17.

Clearly, neither extreme (not more than about 1 percent or more than 15 percent)
exists to any great degree at the campuses responding to this survey. But, by
locating the highest percentage response to the "all departments” designation and
the lowest percentage response to the "no departments” designation, it is possible
to conclude that the mode for time spent in faculity advising across all institutions
is between 1 percent and 5 percent. I[n addition, only a negligible percentage (3.0
percent) report that more than 15 percent of faculty time is spent on advising in
all departments on campus.

When institutional type is considered, the following tendencies for faculty time
spent in advising are noted.

1. Although one might assume that higher loads would have a direct bzaring
on the amount of time faculty spend in advising, the inverse may be
true. While lower loads seem more the norm in private institutions (See
Table 16), the norm for time spent in advising appears to be higher in
private institutions.

2. The large percentages which exist in the "some" category are indicative
of major variations in time spent in advising both between and among
institutional types.

Measuring the degree of intrusiveness of advising in the academic department was
the focus of Table 18. For this item, respondents were asked to assess the level of
required advisor/advisee contact for eight common advising transactions.

For all institutions, advising in departments appeared to be only moderately
intrusive. In at least 50 percent of institutions, contact is required by all

~3
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Table 16

Advisor Load

Two-Year Two-Year fFour-Year Four-Year

Public Private Public¢ Private Total
Load Al Some No All  Some No Al Some No All Some No All  Some No
Less than 20 3.0 68,2 28,3 20,0 70,0 10,0 8.0 73,8 18,2 16,3 73,2 10,5 10,7 71,8 17,5
20 - 40 7.1 74,7 18,2 10,0 55,0 35,0 4,% 83,0 12,5 2,6 71,3 26,1 4,6 74,4 21,0
More than 40 3,0 53,6 43,4 0,0 30,0 70,0 2.3 68,2 29,5 .6 45,1 52,3 2.5 52,4 45,

Table 17
Time Spent in Faculty Advising

Two-Year Two-Year Four-Year Four-Year

Public Private Public Private Total
Time Advising Al Some No Al Some No Al Some No Al Some No Al Some No
Not More Than
About 1% 1.9 36,2 61.9 5.3 15,8 78,9 2,3 46,5 51,2 3.4 26,8 69,8 3.0 33,7 63,3
Between 18 and 53 24,8 54,2 21,0 36,8 36.9 26,3 9,3 65,7 25,0 10,7 53,7 35,6 15,9 55.9 28,2
5% to 15% 3.8 46,7 49.5 21,1 21,0 57,9 4,7 60,4 34,9 14,8 60.4 24.8 9.3 54,3 3.4
More than 15% 3.8 29,5 66,7 0,0 10,5 89,5 1,2 41,8 57,0 4,0 34,9 61,1 3.0 34,0 63,0
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trom a class
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Changing 8 Major
Foilowing Report of
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Approval ot
Graduation Ptans

Withdrawing from
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Table 18

Required Contact with Advisor

Two-Year Two-Year Four-Year Four-Year

Public Private Public Frivate Total
Al Some No ALl Some No Al Some No All  Some No All  Some No
58,4 38,6 3,0 64,2 15,8 0,0 60,7 31,4 79 89,2 8,9 1,9 73,4 22,6 4.0
38,6 37,6 23.8 68,4 26,3 5.3 40,4 37,0 22,5 76.4 19,3 4,3 57,0 26,3 16,7
36,6 56,1 1.3 68.4 26,3 5,3 41,6 33,7 24,7 173 14,7 1,6 56,7 26,1 17,2
19,8 24,8 55,4 36,8 21,1 42,1 46,1 32,6 21,3 63,1 16,5 20,4 45,2 23,1 3.7
25,7 271,71 42,6 47,4 15,8 36,8 48,3 27.0 24,7 61,8 18,5 19,7 48,4 23,4 28,2
16,8 37,6 45,6 31,6 42,1 26,3 18,0 38,2 43,8 1,6 42,0 27,4 23,7 40,0 36,3
33,7 26,7 39,6 42,1 26,3 31,6 €1,8 19,1 19,1 59,9 14,0 26,1 51,9 19,3 28,8
27,1 46,9 25,4 52,6 5,3 42,1 20,2 23,6 5,2 35,7 21,0 43,3 30,4 23,) 46,5



academic departments for only four of the eight transactions listed. Class
scheduling/registration contact is required by all departments in 73.4 percent of
the institutions, while in slightly more than half of the institutions, all
departments require contact when adding a class (57 percent), dropping or
wlthdn;ving from a class (56.7 percent), and approval of graduation plans (51.9
percent).

Conversely, contact is required in no department when a student withdraws from
the institution (46.5 percent), receives an unsatisfactory progress report (36.3
percent), or ceclares (31.7 percent) or changes (28.2 percent) a major. On the
basis of these data, it appears that advising in academic departments is viewed
more as a clerical registration function than as a process in which the acvisor
intervenes at critical times such as when a student is experiencing academic
difficulty, withdraws from the institution, or declares a change of major.

What may be true for all institutions, however, appears not to be true when
institutional type is considered. Among the institutional types, tendencies
exhibited in the data are:

1. Four-year private institutions appear to be more intrusive than the other
institutional types. Contact is required by all departments in more than
half of the institutions for six of the eight transactions listed.

2. Two-year pri(mte institutions are somewhat intrusive. Contact is
required by all departments in more than half of the institutions for four
of the eight transactions listed.

3. Four-year public institutions show little evidence of intrusiveness.
Contact is required by all departments in more than half of the
institutions for only two of the eight transactions listed.

4. Two-year public institutions are the least intrusive of the institutional
types. Contact is required by all departments in more than half of the
institutions on only one of eight transactions, and that is class
scheduling, registration, and, these institutions have the highest ra:e of
reporting that no departments require contact for five of the eight
occasions listed.

A final factor on the topic of advisor load and contact with faculty advisors was
the aumber of times advisors and advisees had contact during an academic term.
Respondents were asked to check the response which best represented the number
of contacts within academic departments. The results of this inquiry are
presented in Table 19.

On the basis of the data for all institutions, most faculty advisors have contact
with their advisees two times or fewer per academic term. A total of 34 percent
of the institutions reported 2 or fewer contacts in all of their departments while a
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total of only 8.6 percent of all institutions reported 3 or more contacts per term
in all departments.

Observable trends in student contact by institutional type are:

1. Advisor contact in four-year private institutions is more variable. For
both the "C-1" contact category and the "§ or more" category private
institutions reported the highest percentages for all departments when
compared to the cther institutional types, 25.5 percent and 3.3 percent
respectively.

2. Four-year private institutions seem to have the highest frequency of
contact during an academic term.

3. Four-year institutions seem to have a higher frequency of contact during
an academic term than two-year institutions.

Training of Faculty Advisors

A set of items on the survey dealt with the existence of training programs, the
formats utilized, and topics covered in training advisors in academic
.departments. Table 20 reports the existence of mandatory training programs in
academic departments.

It is clear from this table that mandatory training for departmental advisors is far
from the norm. Nearly haif (44.6 percent) of all institutions reported that there
was no mandatory training in any of the academic departments, while only 25.2
percent of institutions reported that training was mandatory in all of their
academic departments. At 29.2 percent of the institutions, mandatory training
was not systematically undertaken.

The following trends can also be observed:

l. Private institutions mandate training to a higher degree than public
institutions. Private institutions reported both a higher percentage for
aJl departments having mandatory training and a lower percentage for no
departments having mandatory training.

2. Mandatory training appears to be the most inconsistent across
departments at four-year public institutions. Only 8.8 percent of those
institutions reported the existence of mandatory training in all
departments on campus and 48.8 percent reported that mandatory
training existed in none of the departments.

3. With the exceptior. of four-year public institutions, however, over one-
quarter of the institutions of each type report that mandatory training is
required in all departments.
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.Time Advisin

6 or more

Training Mandatory

Yes

No

Table 19

Contacts Per Term

Two-Year Two-Year Four-Year fFour-vear
Public Privete Public Private Total
All Some No All  Some No Al Some No All  Some No All  Some No
15,9 49,5 34,6 0,0 20,0 70,0 22,2 52,2 25,6 25,5 21,6 52,9 20,7 37,5 4\.8.
10,3 64,5 25,2 5,0 45,0 50,0 8,9 75,5 15,6 19,6 53,6 26,8 13,3 62,2 24,5
2,8 55,1 42,1 25,0 55,0 20,0 1.1 55,6 43,3 8,5 65,4 26, 5.9 59,0 35,1
1.9 32,7 65,4 0.0 25,0 75,0 2.2 27,8 10,0 3,3 37.2 59.5 2,7 32,7 64.6
Table 20
Mandatory Tralning Programs
Two-Year Two-Year four-Year fFour-Year
Public Private Public Private Total
Al Some No Al Some No Al Some No Al Soma No Al Some No
29,9 21,8 48,3 43,8 12,5 43,8 8,8 42,4 48,8 32,1 28,5 39.4 26,2 29,2 44,6
44,8 10,4 44.8 31,3 12,4 56,3 46,3 24,9 28,8 40.9 13.8 45,3 43,1 15,7 41,2
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Formats for training departmgntal academic advisors are presented in Table 21.

Where training programs exist the most common format for training departmental
advisors in all institutions is the "workshop of one day or less." About 30 percent
of the institutions reported that all departments employed that format. Slightly
over 11 percent of the campuses reported that a series of short workshops
throughout the year were utilized in all departments, and the same percentage of
institutions (11.3 percent) reported that the format for training varied with the
needs of the advisor in all of the departments on the campus.

When considered by institutional type, the following tendencies exist.

1. Four-year private institutions seem to be most likely to provide
workshops of one day or less, a series of workshops throughout the year,
a varied approach by advisor need, and other formats for advisor
training.

2. Four-year institutions appear to employ more variety in training formats
available at their institutions than two-year institutions.

The final aspect of training which was explored for faculty advisors in the national
survey was that of the topics included in the training program. The topics were
organized to include three content areas: conceptual skills, informational skills,
and relational skills. Conceptual skills are defined as the ideas which advisors
must understand. For the purpose of this survey, these included the "importance
of advising™ and "definition of academic advising." These skills are designated by
a (C) in Table 22. Informational skills are defined as the things an advisor must
know, and, for the purposes of this survey, included the items: academic
. regulations, policies and registration procedures, campus referral sources, career
and employment information, and use of information sources. [nformational skills
are designated by an (i) in Table 22. Relational skills are defined as those
behaviors an advisor must exhibit in the advising interaction and include
counseling skills, interview skills, and decision-making skills. Those skills are
identified by an (R) in Table 22. As one might anticipate, training programs for
faculty advisors are heavily oriented toward the informational aspects of the
role. Regulations, policies, and procedures are included in training for all
departments at 66.1 percent of the institutions surveyed. Although
career/employment information is the least likely of the information skills to be
included in training programs in all departments (18.2 percent), campus referral
source- and the use of information sources are included in all departments’
training programs at 50.3 percent and 38.4 percent of the institutions,
respectively.

Institutions also placed emphasis on training faculty advisors in conceptual skills
with the "importance of advising" and the "definition of advising”" included in the

training programs of all departments for 52.8 percent and 38.1 percent of the
institutions, respectively.
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Table 31

Format for Faculty Advisor Training

Two-Year Two-Year Four-Year Four-Year

Public Private Public Private Total
Training Format Al Some No All Some  No Al Some No All Some No All Some No
Workshop One Day
or Less 28,9 30,1 41,0 55,6 22,2 22,2 18,1 47,2 34,7 34,4 32,8 32,6 30,01 35,5 34,4
Workshop More Than
One Day 3.6 6,0 90,4 0,0 11,1 88,9 2,86 11,1 86,1 1.6 10,4 88,0 2.3 9.3 88.4
Serles 7.2 30,1 62,7 1,0 1,1 77,8 6,9 30,6 62,5 116,86 20,0 63,2 N1,3 24,8 61,9

gg Method Varies by

Advisor 8.4 24,4 67,2 M 1,1 22,8 12,5 3N.9 55,6 12,8 18,4 68,86 11,3 22,8 65,9
Other 3.6 4,8 91,6 0,0 0,0 100,0 2,8 4,2 93,1 5.6 1,6 92,8 4,0 3,0 93,0

- —
.
—
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Table 32
Topics Included in Faculty Advisor Training

Two-Year Two-Year Four-Year Four-Year

Public Private Public Private Total
Training Topics ALl Some No Al Some No Al Some No All  Some No All Some No
Importance of
Advising (C) 49.4 37,0 13,6 55,6 27,7 16,7 36,5 44,6 18,9 64,6 21,6 13,8 52,8 31,9 15,3
Definition of
Advising (C) 39,5 24,7 3.8 44,4 22,3 33,3 21,6 33,8 44,6 46,2 22,3 NM,5 38,0 26,1 35,8
Requlations, Palicles,
Registration

® Procedures (1) 60,5 37,0 2,5 1000 0,0 0,0 48,6 48,7 2,7 75,4 21,5 3,1 66,1 31,3 26

Campus Referrali
Sources (I) 46,9 43,2 9,9 12,2 11,1 16,7 39,2 56,7 4,1 56,9 27,7 15,4 50,8 38,1 11,1
Carear/Employmont
Information (1) 17,3 50,6 32,10 16,7 38,9 44,4 12,2 50,0 37,8 22,3 38,5 39,2 18,2 44,7 37,1
Use of Information
Scurces (1) 37,0 39,5 23,5 61,0 1,0 27,8 28,4 50,0 21,6 43,1 31,5 25,4 38,4 37,2 24.4

Counseling Skills (R) 18,5 46,9 34,6 16,7 38,9 4¢,4 10,8 39,2 50,0 27,7 36,0 36,2 20,5 39,8 39,7

Interview Skiiis (R) 17,3 39,5 43,2 0,0 33,3 66,7 6.8 31,0 62,2 19,2 36,2 44,6 14,7 355 49.8

Decisian-Making
()1 Skilis (R) 13,6 40,7 45,7 11,1 33,3 55,6 4,1 32,4 63,5 14,6 30,0 55,4 11,4 33,9 54,7

.




It iz important to note that the least :.u.'asis is placed on training faculty
advisors in relational skills. Counseling, ....erviewing, and decision-making skills
are included in the training programs of all departments in only 20 percent or less
of the institutions surveyed.

There are discernible variations in the topics included when institutional type is
considered. The most obvious of those variations are these:

1. Department advisor training programs appear to be th. most
comprehensive in fcur-year private institutions. The topics "regulations,
policies, and registration procedures," "campus referral sources," and
"the importance of advising" were included by all departments in more
than §0 percen: of the four-year private institutions reporting.

2. Four-year public institutions appear to have the least comprehensive
training programs for faculty advisors. WHone of the training topics was
included by all departments at more than 50 percent of those
institutions.

3. For two-year public institutions, "regulations, policies, and registration
procedures” was the only topic included by all departments in 50 percent
or more of the institutions surveyed.

Evaluation of Departmental Advisors

The evaluation of individual faculty advisor performance was the topic explored in
Table 23. Respondents were asked to report on the extent to which four
evaluation techniques were used for faculty advisors.

Although no method of evaluating faculty advisors could be called widely used, he
two most common methods for all institutions were supervisory performance
review and student evaluation. In neither case, however, did the institutions
reporting utilization in all departments on campus exceed 25 percent of the total
group. Peer review, a method common in faculty evaluation, was the least
utilized of the evaluation methods.

There were no major and discernible distinctions among the institutional types.
With the exception of performance review by supervisor in the two-year private
college, where a low N count of institutions in the category makes the data less
convineing, no other characteristic for any institutional type was employed by all
departments in more than 25 percent of the institutions surveyed.



Table 23
Methods for Evaluating Advisors

Two-Year Two-Year Four-Year Four-Year
Public Private Public Private Total
Method Al Some No Al Some No Al Some No Al Someo No All  Some No

Student Evaluation 21,2 33,3 45,5 57.1 14,3 28,6 10,3 52,9 36,8 29.0 29,9 41,1 25,2 36.6 40.2
Self-Evaluation 16,7 30,3 53,0 14,3 35,7 50,0 14,7 38,2 47,1 14,0 31,8 54,2 14,7 33,9 51,4

Supervisory
Pertormance Review 22,7 44,0 33,3 42,9 0,0 57,1 23,5 53.0 23,5 25,2 37,4 37.4 22,0 44,8 33,2

Peer Review 4.5 9.1 86.4 7.1 14,3 78,6 1.5 32,3 66,2 4,7 18,7 76.6 3.9 20.4 75,7




Recognition and Reward for Faculty Advising

The degree to which faculty advising is either recognized or rewarded is the
subject of the data presented in Table 24.

The data presented in Table 24 clearly underscore the commonly held opinion that
there is little recognition or reward associated with the role of the faculty
advisor. Nearly 45 percent of all institutions provide no recognition or reward in
any of their academic departments for those who funetion as faculty advisors. Of
those institutions that do provide some mechanism for recognition or reward, the.
most prevalent recognition is as "a minor consideration in the promotion and
tenure process.” Yet, only 14.6 percent of the institutions surveyed employed that
method in all departments on the campus.

In comparing institutional types, the following observations can be made:

1. No institutional type appears to place a major priority on recognition or
reward for faculty advising.

2. Two-year institutions show a more uniform absence of these reward
methods than is the case with four-year institutions.

Advisor Information Sources

Because access to reference tools and information about advisees is critical to the
advising process, respondents were asked to assess the extent to which faculty
advisors were provided with those information sources. Table 25 reports on
responses to the inquiry of which reference materials were routinely provided to
faculty advisors.

Only 2.4 percent of all institutions provide no reference tools for individuals who
serve as faculty advisors. The most commonly available materials include
computerized academic progress reports, academic planning worksheets, directory
of campus referral sources, and an academic advising handbook. Yet, it is
interesting to necte the lower percentages of institutions which report that
aggregate data on the student population, employment outlook projections,
articulation worksheets, and forms for keeping anecdotal records are provided to
faculty advisors in all of their departments.

When analyzed by institutional type, the following themes appear.

1. Private institutions appear to providie faculty advisors with more
comprehensive reference materials than publie institutions.

g7 O
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Recognition/Reward for Faculty Advising

Table 24

Two~-Year Two-Year fFour-Year fFour-Year

Public Private Public Private Total
Recognition/Award Al Some No Al Some No Al Some No Al! Some No Al Some No
Released Time From
{nstructlon 4,3 9.5 86,2 15,0 5,0 80,0 4,6 29,9 65,5 4,9 12,7 82,4 5.2 15,7 79,1
Released Time from
Committee Work 1.1 7.4 91,5 10,0 5,0 85,0 4,6 21,8 73,6 2,8 10,6 86,6 2,0 13,5 84,5
Released Tima From
Research Expectation 1,1 0,0 98,9 10,0 0,0 90,0 3.4 11,5 85,1 1.4 4.2 94,4 1.4 5,8 92,8
Salary Increments for
Time Spent tn Advising 2,1 6,3 91,5 5,0 10,0 85,0 0,0 10,3 89,7 3.5 15,% 81,0 2,3 11,5 86,2
Major Consideration In
Promation and Tenure 2,1 8.5 89.4 15,0 5,0 80,0 4.6 20,7 74,7 8,% 16,1 75,4 6,0 14,9 79,1
Minor Consideration in
Promotion and Tenura 6.4 14,9 78,7 150 0,0 85,0 8,0 51,8 40,2 24,6 31,7 43,7 14,6 31,0 54,4
Awards for Excellence
In Advising 1,1 7.4 91,5 5,0 5.0 90,0 2,3 12,6 85,1 1.4 7.1 91,5 1.7 8,6 09,7
No Reward 59,6 13,8 26,6 55,0 20,0 35,0 32,2 24,1 43,0 39,4 17.6 43,0 4.4 17,5 38,1



Table 2§

Reference Materials Provided For Faculty Advisors

Two-Year Two-Year Four-Year Four-Year

Public Private Public Private Total
Reference Material Al Some No Al Some No Al Some No Al Some No Al Some No
Data on Student
Appiication 23,3 33,0 43,7 21,0 15,7 63,2 15,7 38.2 46,1 30,7 21,6 47,7 24,4 28,7 46.9

Advising Handbook 52,4 10,7 36,9 52,6 0,0 47,4 43,8 30,4 25,8 48,2 14,5 37,3 48,2 16,8 35,0

Emp loyment Outiook
Projections 6,8 40,8 52,4 5.3 26.3 68.4 3.4 40,4 56,2 7.8 30,8 61,4 6,2 36,1 57,7

Computerized Student
Academic Progress
Reports 43,7 27,2 29,1 63,2 5.2 31,6 39,3 32,6 28,1 62,7 15,1 22,2 51,5 22,5 26,0

68

Academic Planning
Worksheets 58,3 26,2 15,5 73,7 10,5 15,8 46,1 40,4 13,5 64,7 19,0 16,3 58,3 26.0 15,7

fForms for Anecdotal
Records or Contracts 17,5 18.4 64,1 36,8 10,6 52,6 15,7 39,4 44,9 21,6 24,8 53,6 20,1 26,0 53,9

Articulation
Worksheets 39.8 30,1 30,1 26,3 21,1 52,6 15,7 38,2 46,1 14,4 17,0 68,6 22,5 26,3 51,2

Director of Campus
Reterral Sources 47,6 15,5 36,9 52,6 5,3 42,1 48,3 24,7 27,0 51,0 11,1 37,9 49,3 15,7 35.0

No Reference
Materials Provided 1.0 3.7 95,1 10,5 5.3 84,2 2.2 4,5 93,3 2,0 5.2 92,8 2.4 4,6 93,0

0
T




2. Four-year public institutions prcvide faculty advisors with the least
comprehensive reference materials. None of the materials listed are
provided to all faculty advisors in even half of the four-year public
institutions represented in this survey.

Information about individual advisees is the second critical element in the advising
information system supporting faculty advising. Table 26 presents findings on
common sources of student data which are utilized in the facuity advising process.

For all institutions, the college transcript/grade reports, ACT/SAT testing data,
and locally administered placement test results are most commonly provided for
faculty advisors. To a lesser extent, faculty advisors have access to the
admissions application and the high school transeript. Finally, relatively few
faculty advisors have access to non-testing data provided through ACT or SAT.
Overall, the availability of student data to faculty advisors appears to be
extremely variable with high percentages appearing in the "Some" category,
indicative of the lack of a campus policy on the distribution and utilization of
student data in the advising process.

Comparison of data by institutional type yields similar distinctions to other items
in this section on faculty advising. Among these distinctions are:

1. Private institutions provide facuity advisors with more comprehensive
student information than public institutions. :

2. Four-year public institutions provide faculty advisors with the least
comprehensive data on their advisees as indicated by the low percentages
of those institutions which provide individual information sources to
faculty advisors in all departments on campus.

Advising Offices

Two hundred and sixty seven of the 447 institutions (59.7 percent) included in this
report have advising offices. Exciuded from this section are institutions
characterized by the Faculty-Only Model and the Satellite Model (See Section 2).
The distribution of institutions with advising offices by institutional type is
reported in Table 27.

For most of the tables reported in this section, percentages will not sum to 100%

because respondents were instructed to check all items which were applicable to a
given question.

I/ll
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Student Information

Admissions
Application

High School
Transcript

ACT/SAT Scores

Non-Testing ACT/SAT
information

College Transcript/
Grade Reports

Lacally Administered
interest/Placement

Test Results

Other Information

Table 26

Student Information Sources Provided to Faculty Advisors

Two-Year Two-Year Four-Year four-Year
Public Private Public Private Total
Al Some No Al Some No Al Some No Al Some No Al Some No
40,0 13,0 47,0 50,0 6,0 44,4 25,9 18,8 55,3 37,8 14,1 48,1 36,1 14,6 49,3
33,0 26,0 41,0 38,9 11,1 5,0 25,9 21,2 52,9 46,8 17,3 35,9 37,5 20,4 42,0
40,0 26,0 34,0 55,6 11,1 33,3 47,0 32,9 20,0 64,1 154 20,5 52,6 22,3 25,1\
17,0 20,0 63.0 16,7 11,1 72,2 17,6 28,3 54,1 32,7 16,0 51,3 24,0 19,5 56,5
66,0 24,0 10,0 88.9 5,5 5.6 659 22,0 7,1 82,1 108 7,1 73,8 18,5 1,7
66,0 19,0 15,0 55,6 11,1 33,3 41,2 31,7 27,1 42,3 16,7 41,0 49,0 21,0 30,0
4.0 3.0 93,0 I, 0,0 88,9 4,7 0,0 95,3 6.4 1,9 91,7 5.5 1,7 92,8
103



Table 27

Pereen of Institution with Offices
Two-Year Pubflc 65,22
Two=Year Private 37.0%
Four-Year Pyblic 61,5%
Four-Year Private 96.9%
All institutions 59.7%

In reviewing this section the reader will note the absence of comparisons with the
1983 Survey of Academic Advising. Changes in terminology make it impossible to
provide comparable data. The 1983 survey focused on the activities of Advising
Centers, units where actual advising was carried out. The 1987 survey focused on
Advising Offices in a broader context. For instance, the Advising Office in the
Supplementary Model is not responsible for direct delivery of formal advising, yet
it was included in this section of the analysis.

Advising Otfice Delivery Systems

The purpose of this section of the report was to identify the extent to which a
variety of service delivery methods are utilized in advising offices.

Table 28 reports the percentages of institutions which utilize specific advisor
types in the delivery of services through their advising offices.
Table 28
Advising Office Personnel Utilized

2-Year 2-Year 4-~Year 4-Year
Pubiic Private Public Private Total

Fuli=-Time Advisors 90,1% 31,18 75.1% 36.1% 65.3%
Part=-Time Advisors 51,3 94,4 33.4 56,7 57,0
Non-fFaculty Advisors 41.8 3343 45,5 61,5 49,3
Faculty Advisors 60,2 74,4 45,6 69.3 60,7
Paraprofessional Advisors 12,3 0,0 19,1 T3 12,9
Peer Advisors 9,2 0.0 26.8 12,0 12,7



Several significant findings are obvious from the data presented in Table 28.
First, the predominant advisor employed in advising offices is the full-time
advisor. Although there is a lower pattern of usage in the private institutions,
full-time advisors are utilized heavily in publie institutions.

A second finding of importance is the extent to which faculty are utilized in the
delivery of advising office services. For those readers who believe that the terms
"advising office" and "facul’;, advising” are mutually exclusive, it should come as a
major surprise that 60.7 percent of the institutions that had an advising office
utilized faculty in the delivery of services.

Third, there are substantial differences between public and private institutions in
the use of full-time and faculty advisors in advising offices. Full-time advisors
are much more likely to be utilized in advising offices in public institutions while
faculty advisors are much more likely to be utilized in advising offices in private
institutions.

It is apparent that most advising offices use muitiple methods in the delivery of
services, That is, those offices utilize more than one advisor type. In fact, survey
data not presented here indicate that only 15.9 percent of institutions use only one
advisor type in the delivery of services.

Finally, peer and paraprofessional advisors, touted by some as a cost effective
way to deliver services, are utilized predominantly in four-year publie institutions,
to a lesser extent in two-year public and four-year private institutions, and not at
all in two-year private institutions.

Usage/utilization of group advising formats in advising offices is the focus of

Table 29. Respondents were asked "Which of the following group advising formats
are used by the advising staff?"
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Table 29
Group Advising Formats Used

2-Year 2-Year A-Year 4-Year
Public Private Pubiic Private Total

Credit or non=~credit courses 29.8% 11,18 18,2% 14,8% 22,3%
Workshops or seminars 30.9 22,2 34,5 21,6 28.3

Small group meetings during

orientation or registration 67,0 68,7 72,7 68,2 68.9
Other 4.3 Q.0 3.6 2,3 3.2
Group advising not availabie 19.1 22,2 21,8 25,0 . 21,9

N = 94 9 55 88 251

The high percentage (88.9 percent) of group advising during orientation and
registration is probably indicative of the fact that group advising is perceived
primarily as a load relief-strategy on most campuses. The use of group advising as
a developmental strategy does not appear to be widely embraced with only 22.3
percent and 28.3 percent of institutions surveyed reporting the existence of
courses or workshops, respectively. And, on more than 20 percent of the
campusesj, group advising formats are not used to support the delivery of services.

Advisor Load and Student Contact

Since one of the perceived advantages of developing an advising office is the
impact such an office can have on the availability of advisors and the number of
contacts those advisors have with their advisees, the survey posed t. . Juestions
to respondents:

1. What is the approximate number of advisees assigned to each full-time
equivalent advisor in your advising office?

2. On what occasions are students required to contact the advising office?

3. What is the average frequency of contact between staff of the advising
office and advisees during an academic term?

94 l'u



Table 30 presents the responses to the first of these questions.

Table 30
Advisor Load: Approximate Number of Advisees

Per Full-Time Equivalent Advisor

2-Year 2-Year 4-Year 4=Year
Pubtic - Private Pubilic Private Total

Fewer than 100 students 53.4% 60.0% 33,3% 60,.3% 51,7%
100-199 students 4.1 10,0 12.8 15.2 10,7
200-299 students 2,7 10,0 20,3 6.3 8.3
300-399 students 11,0 0.0 10,3 2.5 8.8
400-499 students 15,1 0.0 10,3 7.8 10,7
500-599 students 9.6 10,0 0.0 2,5 5.4
600-699 students 4,1 0.0 2.6 2.5 2.9
700 or more students 0.0 10,0 10,3 2.5 3.4
ns= 73 10 39 79 205

At first glance, the data presented in Table 30 seem to indicate that the advisor
load pieture is much better than anticipated in that more than 70 percent of the
institutions report an advisor load within what most experts in advising feel is a1
acceptable ratio: 300 to 1. Nevertheless, neariy 30 vercent of the institutions
exceed that acceptable standard and more than 6 percent of the institutiors
double that standard. The advisor/advisee ratio is higher in public institutions
than it is in private institutions.

Measuring the degree of intrusiveness of advising offices was the intenced
outcome of the second question on required advisee contaet with advising office
personnel. Data on that item are presented in Table 31.

1)7
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Table 31

Occasions When Students are to
Contsct fice

2=-Year 2=Yeuar 4=Year 4-Year
Public Private Pubiic Private Totai

Class scheduling/registration 69.3% 70.0% 57.1% 62,1% 63.7%
When changing class registration 47,5 80,0 37.5 61,1 51,7
When declaring a major 32,7 70.0 53.6 64,2 49,8
when changing a major 46,5 70.0 55.4 66,3 56,9
Following a report of

unsatisfsctory progress 32,7 40,0 30.4 51.8 39.7
Before withdrawing 533 70,0 28,6 63.2 52.1
For approval of graduation plans 40.6 60.0 26.8 48,4 40,4
Other 6.9 0.0 3.6 9.5 6,7
Contact not required 16,8 10,0 16,1 8.4 13,5

Table 31 presents the opportunity for a rough assessment of the degree of
intrusiveness of advising offices. Overall, more than half of the institutions
report that contact with an advisor is required for five of the seven transactions
listed. Only approval of graduation plans and academic difficulty do not compel
contact at a majority of these institutions.

Comparisons of institutional type indicate that more than half of the advising
offices at private institutions require contact for 6 of the 7 transactions listed.
Furthermore, the four-year private institutions reported the lowest (8.4 percent)
percentage on the "contact not required" option.

In contrast, both two-year and four-year public institutions could be viewed as low
on intrusiveness. On only 2 of 7 transactions did 50 percent or more of the two-
year public institutions require contact. Four-year publie institutions fared
slightly better on the degree of intrusiveness than their two-year counterparts.
Contact was required by more than 50 percent of the institutions for 3 of the 7
advising transactions. Finally, public institutions are about equally likely to
report that no contact is required: 18.8 percent in four-year and 16.1 percent in
two-year public institutions.

Frequency of advisor/advisee contact during the academic term is reported in
Table 32.



Table 32

Average Frequency of Contact Between Staff of Advising Office
and Advisee During an Academic Term

2-Year 2-Year 4-Year 4-Year
Pubiic Private Public Private Total

Zero ~ One 25.3% 20,0% 36.4% 21,18 25.5%
Two 45,5 60,0 38.2 47 .8 45,2
Three - Five 24,2 20,0 23,8 27.8 25,1
Six or more 5.0 0.0 1.8 3.3 4,2

n = 99 10 55 90 259

Clearly the modal frequency of advisor/advisee contact in advising offices is
twice per academic term. Analysis of the data indicate few differences among
institutions with the exception that advisees in four-year public institutions are
much more likely to make contact with the advising office only once, if at all,
during the academic term.

Functions of the Advising Office and the Advising Office Coordinator/Director

In order to ascertain the major functions and re?nsibilities of the Advising
Office and/or its coordinator, respondents were asked to review a set of common
advising office functions. Their responses to those functions are reported in Table
33.
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Table 33
bilities of Office and Coordinator

2-Year 2-Yeor 4=Yeor 4-Yeoar
Public Private Public Private Total

Advising on General Education

requirements 88,.7% 88.9% 78.6% 74 ,5% 81.2%
Advising transfer students 92.8 88.9 67.9 61,7 75,1
Advising underprepared students 85.6 77.8 58.9 64,9 71,3
Advising undecided/exploratory

students 91,8 66,7 76.8 64.9 77.8
Evaluating transfer credit 45,4 335.6 2.1 40,4 40,6
Establ ishing and maintaining

advising records 66,0 66,7 7%.0 70,2 69.7
Certifying graduation clearance 28,9 33.5 25.0 39.4 32,2
Freshman aorientation 81,4 55.6 62,5 64,9 70,1
Training advisors campus-wide 52,6 44,4 64,3 50.0 533
Preparing registration instructions

and materials 47 .4 66,7 2.1 35.1 40,6
Developing a campus-wide

advising handbook 51.5 66.7 60.7 50.0 52,9 7.
Evaluating campus advising services 46.4 66,7 41,1 41,5 44,1
Coordinating all advising on campus 64,9 77.8 571 63.8 62.8
Other 4,1 0.0 10,7 7.4 6,9

n = 97 9 56 94 261

The most commonly reported functions of the advising offices across all
institutions were advising on general education requirements (81.2 percent),
advising undecided/exploratcry students (77.8 percent), advising transfer students
(75.1 percent), advising underprepared students (71.3 percent), freshman
orientation (70.1 percent), and establishing and maintaining advising records (69.7
percent). The functions reported as least likely to be performed by the advising
office were certifying graduation clearance (32.2 percent) and preparing
registration instructions and materials (40.6 percent).

Because much of the literature in advising calls for campus-wide coordination of
services, it is important to look at the degree to which coordination functions are
part of the role of the advising office coordinator/director.

Those functions are establishing and maintaining advising records (69.7 percent),
coordinating all advising on campus (62.8 percent), training advisors campus-wide
(53.3 percent), developing a campus-wide advising handbook (52.9 percent), and
evaluating campus advising services (44.1 percent). These data indicate that the
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relationship of the advising office coordinator/director to the campus-wide
advising program is not yet clearly astablished.

Few distinctions are seen between and among institutional types on the functions
of the advising office. The only major variation in this statement is found in the
role of the advising office in advising transfer students in the two-year college
where 92.8 percent and 88.9 percent of advising offices in two-year public and
two-year private institutions respectively, assume that function.

Resuits of an inquiry on the provision of special advising services for selected
student populations are reported in Table 34.
Table 34
Provision of Special Advising Services for Selected Student Populations

2-Year 2=Year 4-Year 4-Year
Publie g:ivafo Pubiic Private Totai

Transfer 28,.6% 40,08 28.6% 40,4% 33.2%
Jndecided 319 20,0 58,9 36.2 38,7
Adult 22.0 10,0 28,6 26,6 24,6
Educational Opportunity 19,8 10,0 35,7 5.3 17,2
Underprepared 39.6 50.0 53.6 45,7 44 .9
Persons with disabilities 56,0 20,0 46.4 21.3 39.5
Preprofessionals 2,2 0.0 30.4 22,3 16,0
Honors 9,9 0,0 37.5 3.4 21,
Minority 22,0 0.0 32,1 13,8 20,3
Athlates 22,0 0.0 39.3 22,3 25.4
internationai 34,1 0.0 44 .6 45,7 39.5

Same advising for all students 29,3 50,0 8.9 22,3 23,0

These data show that advising offices are most likely to provide special advising
services for underprepared students (44.9 percent), disabled students (39.5
percent), international students (39.5 percent), undeciced students (38.7 percent),
and transfer students (33.2 percent). [f one believes that selected student
populations require special advising services, it becomes critical that 23 percent
of all advising offices report that they provide the same advising services for all
students. That is, they have not implemented programs aimed at those selected
student populations.

Finally, it is important to note that four-year public institutions, perhaps because

of their mission and scope, provide special advising services for selected student
populations to a greater degree than the other three institutional types.
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Program and Advisor Evaluation

Much of the literature on effective advising calls for a thorough evaluation of
both the advising program and the advisors who function within that program. In
Table 35 responses are presented to the question "ls the effectiveness of the
advising office regularly evaluated?”

Table 35
Effectiveness of Advising Office Regularly Evaluated

2-Year 2-Year 4-Year 4-Year
Publie Private Publle Private Toral

Yes 47,38 60,0% 46,45 35.8% 42,7%
No 52.5 40.0 33.6 64,2 5743
n= 101 10 56 95 267

The reader might assume that institutions with advising offices would be likely to
have developed formalized methods for the evaluation of services. Proof of that
assumption is less than overwhelming. Data from the National Survey show that
nearly six in ten institutions do not undertake systematic evaluation of advising
services. Excluding two-year private institutions, where only ten institutions
reported, public institutions are more likely to conduct program evaluation than
private institutions.

The picture on evaluation improved only slightly when methods for evaluating
advisors who work in advising offices were examined. As can be seen in Table 38,
42.6 percent of the institutions surveyed utilize no formal methods to evaluate
advising office advisors.
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Table 38

Methods for Evaluating Advisors

2-Yesr 2=Yetr 4=-Yeor 4-vear
Publie Private Pubiic Private Total

Sel f-evaiuation 23,2% 30,.0% 22,2% 15,68% 21.3%
Student evaluation 27.3 40,0 33.3 22,2 27,1
Performance review by supervisor 46,5 40,0 53,7 28,9 41,9
Peer review 11,1 0.0 7.4 6.7 8,1
Other 2.0 0.0 0.0 1,1 1¢2
No formal methods 39.4 30,0 35.2 54,4 42,5
nas 99 10 54 90 258

Performance review by an office supervisor is the most popular method of
evaluation, while approximately one-quarter of the offices utilize student
evaluation (27.1 percent) and self-evaluation (21.3 percent). As with program
evaluation, it appears that public institutions are more likely to conduct
evaluation of advisors. The low percentage of responses on each of the items,
however, indicates that the utilization of multiple inputs in conducting those
evaluations is not common.

Training Advising Office Advisors

Training of staff in an advising office is viewed as a way by which the goals of the
office and the advising program can be better achieved. With that purpose in
mind, respondents were asked three questions:

1) Are training programs provided for advising office staff?
If so, are they mandatory?

2) What formats are utilized in training?
3) What topics are included in training?
The responses to the first question are presented in Table 37. Table 37 shows the

percentages of institutions offering training programs. Table 38 reports the
percentages of existing training programs which mandate training.
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Table 37
Training Program for Advising Office Staff

2-Year 2-Year 4=Year 4~Yalr
Public Private Public Private Total

Yes - training programs 62.4% 60.0% 64,3% 52.6% 58.8%
No ~ training programs 37.6 40.0 35.7 47 .4 41,2
Table 38
Mandatory Advising Office Training

2-Year 2-Year 4=Year 4~Year
Public Private Public Private Total

Mandatory 65.1% 66,7% 75,08 66,0% 68,2%
Not mandatory 34,9 33.3 25,0 34,0 31.8

By extrapolating the data from Tables 37 and 38, Table 39 was compiled to
provide information on the percentage of institutions which both offered training
for advising office advisors and mandated the advisors' participation in that

training.
Table 39
2-Year 2~-Yenr 4~Year 4~-vear
Public Private Public Private Totai
Handafor'y 40.6’ 40.0’ 4800’ 34 07’ 40. 1%
No Training or Not Mandatory 59.4 60,0 52.0 65,3 59.9

A clear, but somewhat disturbing picture, is derived from the data in Tables 37,
38, and 39. As in the case of evaluation, the reader might expect that training
programs for advising offices would be a common occurrence. Yet, the data show
that nearly 80 percent of institutions surveyed either have no training program in
their advising offices or do not mandate participation in the training programs
they have developed. Four-year public institutions are most likely (48 percent)
while four-year private institutions are least likely to hold mandatory training
activities for advising office advisors (34.7 percent).
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The second question on training deait with the formats used in the training
activities. Results from that item are presented in Table 40.

Table 40
Format of Training Programs for Staff of Advising Gffice

2-Year 2-Year 4-Year 4-Year
Public Private Public Private Total

A single workshop of one day

or less 33,38 50.0% 30.6% 32.0% 32.5%
A series of short workshops

throughout the year 34,9 50.0 58.3 36.0 42,0
A single workshop |onger

than a day 4.8 0.0 5.6 8.0 6.4
Method varles by advisor 34.9 0.0 25,0 20,0 26,!
Other 6.3 0.0 11,1 10,0 8.3

Review of the data in Table 40 indicates that the two most commcnly used
formats for training advising office staff are a single workshop of one day or less
(32.5 percent) and a series of short workshops throughout the year (42.0 percent).
Further examination by institutional type leads to the conclusion that four-year
public institutions are more likely to provide on-going training for advising office
staff through a series of short workshops throughout the academic year, while
two-year public institutions are equally as likely to employ a series of short
workshops as to vary the method of training based on the skills and experience of
the advisors being trained.

The final training area surveyed featured a look at the topics included in training
activities. The topics were organized to include three elements of training
program content: Conceptual Skills, Informational Skills, and Relational Skills.
Conceptual skills are defined as the ideas which advisors must understand and, for
the purposes of this survey, included importance of academic advising and defini-
tion of academic advising. The percentages of institutions including these
conceptual skills in advising office training are in Table 41 with a (C) next to
them. Informational skills are defined as the things an advisor must know and, for
the purposes of this survey, include academic regulations, policies and registration
procedures, campus referral sources, career and employment information, and use
of information sources. The percentages of institutions including these informa-
tion skills in advising office training are represented in Table 41 with an (I) next to
them. Relational skills are defined as those behaviors an advisor must exhibit in
the advising interaction and include counseling skills, interview skills and decision-
making skills. The percentages of institutions including these relational skills in
advising office training are represented in Table 41 with an (R) next to them.



Table 41

Topies Included in Training Activities for
Staff of Office

2-Year  2-Year 4-Year 4-Year
Pubiic Private Public Private Total

Importance of academic advising (C) 48,5% 50.0% $3.6% 45,3% 48 ,3%
Definition of advising (C) 33,7 30,0 46.4 30,5 35.2

Academic regulations, policies

and registration procedurss (!) 61.4 60,0 62.5 5045 57.3
Campys referral sources (I) 48,5 40,0 60,7 48,4 50.6
Career & employment information (1) 41,6 30.0 30.4 26,3 33,3

Use of information sources (admissions

test results, transcripts) (I) 49,5 40,0 46,4 46,3 46,8
Coungeling skills (R) 38.8 30,0 37.5 31,6 35,6
<
Inforvlou.skllls (R) 26,7 20,0 25,0 21,1 24,0
Decision-making skills (R) 18.8 10,0 2144 11,6 1645

Information skills were clearly the most prevalent among topics included in
training for advising office advisors, with regulations and policies (57.3 percent)
and campus referral sources (50.6 percent) the only survey items which more than
half of the institutions included in training activities. Yet, only one-third of the
campuses included career and employment information in their training activities.

Institutions placed secondary emphasis on conceptual skills in advisor training.
Neither of the two coneeptual skills was included by even half of the institutions
surveyed, although four-year public institutions were more likely than the other
institutional types to inciude both conceptual items in their training.

There is little emphasis on relational skills training either for all institutions or
across institutional types. Only the inclusion of counseling skills was mentioned
Dy more than one-third of the respondents, and the development of decision-
making skills was included in a paltry 16.5 percent of the institutions surveyed.

1i6
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Advisor Information Sources

Availability of information sources is reported in Table 42 (reference materials)
and Table 43 (student information).

Table 42

Support or Reference Materials Routinely Provided
to Advising Office Staff

2-Year 2-Year 4-Year 4-Year
Pubiic Private Public Private Total

Aggregate data on the

student popuiation 57.9% 77.8% 51.,9% 54,9% $7.2%
Advising handbook 58.9 66,7 75.0 65,9 64,6
Esployment oytTiook projections 52,6 4.4 13,5 20,7 32,9

Computerized academic progress
records 63.2 17.8 65.4 65.9 65.8

Academic planning worksheets 78.9 88.9 82,7 79.3 79,4

Forms for anecdotal records
or contracts 34,7 44,4 S51.9 53.7 45,7

Articulation worksheets or agree-
ments between institutrions 73.7 55.6 40,4 28,0 49,4

Directory of campus refarral sources 63,2 33,3 76,9 70,7 67.9
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Table 43

Student Information Sources Routinely Provided
to Advising Office Staff

2-Yelr 2=-Yesr 4=Your 4-Ygar
Publiec Private Public Private Total

Admissions app.ication 60,.8% %0.0% 37.0% 55.6% 53.1%
High school transcript 36.7 40,0 38.9 66,7 5543
ACT/SAT test SCOres 57.7 50.0 75.9 3101 69.9

Non-testing information reported
through ACT/SAT programs 23,7 20.0 25,9 40,0 29,7

Col lege transcript/grade reports 79.4 90,0 83,3 92,2 85,2

Locally adainistered interest/
placement test resuits 83.5 60,0 53 07 62.2 68,0

The final section of this report provides information on the perceived
effectiveness of campus advising programs. As will be seen in that section the
area which is consistently rated most effective by the respondents is the area of
information and its utilization in the advising process. The high percentages found
in Tables 42 and 43 reflect those effectiveness ratings. From about one-half to
over three-quarters of the institutions routinely supply reference materials to
their advising office staff. The only exception to this finding is that less than
one-third of the institutions routinely provide employment outlook projections to
advising office staff.

In addition, it appears that advising office advisors have access to a reasonable
amount of information about their advisees. More than two-thirds of the
institutions provide advising office advisors with a college transeript, ACT/SAT
scores, and the results of locally-administered placement tests. More than half . f
the institutions provide the admissions application and a copy of the high school
transcript. Only the ACT/SAT non-testing information is provided in less than
half of the advising offices of the responding institutions (29.7 percent).



Institutional Effectiveness of Advising Services

Goal Achievement

Survey respondents were asked to rate the institution's achievement on eight goals
for the campus advising program. The goals were developed by the National
Academic Advising Association (NACADA) and are included in the CAS Standards
for Student Services/Development Programs. Respondents were asked to consider
the extent to which advising services were delivered or designed to successfully
achieve these goals for most students. The following rating scale was used.

1 — Does not apply; no services have been implemented to address this
goal

2 — Achievement not very satisfactory
3 — Achievement somewhat satisfactory
4 — Achievement satisfactory

9 — Achievement very satisfactory

The mean scores for satisfaction by institutional type are presented in Table 44.
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Table 44
Goals of Advising Program Successfully Achieved
for Most Students
2-Year Two-Year 4-Year 4-Year 1987 1983

Publ ic Private Public Private Tonl1 Total

Providing sccurate information about
institutional pollclos. procedures,
resources, and programs 3.87 4,11 3.86 4,04 3.99 5.99

Providing information about students
to the institution, collieges, and/or
academic departments 3.39 3.67 3.36 3.56 3.38 3.25

Making referrais to other institutional
or community support services 3.44 3.59 3.24 3.32 3.36 3.30

Assisting students in developing an
educational plan consistent with life
qoais and objectives (alternstive
courses of action, aiternate career
cons iderations, and selection of courses) 334 3.33 3.4 3.44 3.33 3.35

Assisting students in evaluation or
resvaluation of progress toward
establ ished goais and educational /S
plans 3,28 5,33 3. N 3,28 3.2!1 3,33

Assisting students in their
cons ideration of 1ite goals by
relating interests, skills,
abliities, and values t0 careers,
the worid of work, and the nature
and purpose of higher education 3,08 3.15 2,79 3.16 3,05 3,01

Assisting students in self-understanding
and self-acceptance (value clarifica-
tion, understanding abilities,
interests, and |imitations) 2,86 3.00 2.47 2,98 2,84 2,73

Assisting students in deveioping
dec!sion-making skills 2,58 2,82 2,49 2,68 2,62 2,55

‘Da?a are presented in rank arder according to the mean responses in the
1987 rrotai™ column,
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As can be seen from Table 44, responses for the total group clustered closely
around the "achievement somewhat satisfactory" response. Only the goal of
providing acecurate information about institutional policies, procedures, resources
and programs approached the "achievement satisfactory” level.

The most positive tendency in this data existed in two-year private iistitutions
where all eight goals were rated at or above the item mean for the total group.
Both two-year public and four-year private institutions rated 6 of 8 items at or
above the item mean for the total group. The clearest negative tendency in the
data occurred in public four-year institutions where all eight of the items rated
below the item means for the total group.

These ratings on goal achievement are consistent with the ratings reported in the
1983 survey both by item and by institutional type. In addition, a comparison with
the results of the 1983 survey indicates that providing accurate information was
the highest ranked goal in both surveys and the following goals were ranked lowest
in both surveys.

e Assisting students in their consideration of life goals by relating interests,
skills, abilities and values to careers, the world of work, and the nature
and purpose of higher education.

e Assisting students in self-understanding and seif-acceptance (value
clarification, understanding abilities, interests, and limitations). //

e Aassisting students in developing decision-making skills.
No discernible pattern emerged for the remaining four Joals between 1983 and

1987. In no case did the item mean for the total group vary more than .13
between the two surveys.

Current Effectiveness and Recent Progress in the Campus Advising System

Survey respondents were asked to consider both the current effectiveness of the
campus advising program and the progress made in the past five years on eleven
organizational and administrative variables. The definitions of each variable are
provided below.

Advisee Information
Providing advisors with timely and accurate information cn their advisees.

Meeting Student Needs
Providing for the advising needs of your students.

Advisor Traits
Providing advisors who are willing to participate in advising, have at least the

e
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basic skills necm for advising, and have the time necessary to do an
effective job of advising.

Campus-wide Communication
Providing for communication among and between deans, department heads,
advisors, and the coordinator of advising if such a position exists.

m Econom
Meeting students' needs when combined with the expenditure of human and
fiscal resources.

Advisor Selection
[dentifying and selecting individuals to participate in advising.

Campus-wide Coordination
Providing appropriate levels of coordination, direction, and supervision.

Accountability

Providing advisor accountability, both to a higher level of authority and to
advisees.

Training
Implementing a training program for advisors.

Evaluation
Systematically evaluating both the advising program and advisors.

Recognition/Reward
Recognizing and rewarding quality advising.

Table 45 presents the mean effectiveness scores for each item for each
institutional type. The respondents were asked to rate the items using a scale of 1
(very ineffective) to 5 (very effective). Scale points 2, 3, and ¢ were not given
verbal descriptions. In addition, respondents were asked to provide only one rating
for the entire campus advising program.

Table 46 presents the mean improvement scores for each institutional type. The
respondents were asked to rate each item on the degree to which item
effectiveness had changed during the past five years. The rating scale for
program improvement was:

1 — Much less effective
2 — Less Effective

3 — No Change

4 — More Effective

5 — Much More Effective

3
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Table 45

Effectiveness of Campus Advising Programs
Two-Year Two-Year ' Four-Year Four-Year
Public Private Public Private Tatal

Mean Rank Mean Rank Mean Rank Mean Rank Mean Rank

Advisee Information 3.49 (N 3.48 (2) 3a13 (2) 3.76 (M 3,51 (h
Meeting Student Needs 3443 (2) 3.48 (2) 3.6 (M 3453 (2) 3.40 (2)
Advisor Traits 3.23 (3) 3439 (3 3.07 (3) 3.52 (3) 3.32 (3)

Campus-wide Communication 3,19 (4) 3.59 qp) 3,06 4) 3.42 (4) 3.28 (4)
Program Economy 3.12 (5 J.41 4) 2,83 (5) 3,35 (6) 3.16 (5)
Advisor Selection 2.87 (7) 3.19 (8) 2.80 (6) 3,56 (5) 3.06 (8)

Campus-wide Coordination 3,04 (6) 2.96 (7) 2,66 (7) .13 7 2,99 (7)

Accountabi |l ity 2.47 (8) 2.69 (8) 2,13 {9) 2,51 (9) 2,43 (8)
Training 2,39 9) 2,44 9) 2,31 (8) 2.54 (8) 2.42 (9
Evaluation 2.35 (10 2,30 (1) 199 (10 2,33 (10) 2,26 (10
Recognition/Reward 1,91 (1) 2,31 (1) 1,85 (1) 2.08 (1) 1,98 ()

institutional Type Mean

for All |tems 2.96 3.02 2,64 3405 2,89
(Derived from means for

individual items)




Table 48 .
Improvement in Advising Program During the Last Five Years

Two-Year Tvo=Year Four=Year Four-vear
Public Private Public. Private Total

Mgan Rank Mean Rank Mean Rank Mean Rank Mean Rank

Advisee |nformation 3.80 2) 3.89 (2) .06 ) J.94 M .87 (1)
Meeting Student Needs 5.84 () 3.85 (3) 3.73 2) 3.82 (2) 3.8 (2)
Advisor Traits .54 6) 3.56 N 355 (3) 3.53 6) 3,54 (6)

Campus-wide Communication 3.83  (3) 3,93 () 3.55 (3) 3.68 (3) 3.66 (3)
Program Economy 3.59 (4) 3.78 (4) 3.49 (6) 3467 (4) 3.61 (4)
Advisor Selection 3.40 (7 3.37 (10) 3.33 (8) 3.46 (7) J.41 (7)

Campus-wide Coordination 3,56 (5) 3.78 (4) 3.91 (5 3.58 (5) 3.58 (5)

Accountabil ity J.24  (10) 3454 9) 3,14 (10) 322 9) J23  (10)
Training 3.3 (8) 3456 7N 3.49 (6) 3,38 (8) 3,39 (8)
Evaluation 325 (9) 3.59 (6) 331 9) 3422 (9 3427 (9)
Recognition/Reward 2,97 (N 327 (1) 3.14 Q) 316 (1) JJ09 (1
Institutional Type Mean 3.47 3435 3.47 3,51 3.50

(Derived from means for
individual items)

In considering the effectiveness ratings reported in Table 45, several outcomes are
worth noting. First, the items ranked first and second for the total group were
consistently ranked first or second by each institutional type indicating that
respondents from all institutions feel that their advising systems are the most
effective in meeting students' needs and in providir ' advisors with timely and
accurate information on their advisees,

There is also a clear consensus across institutional types on the variables for
which the respondents would rate their advising systems least effectively.
Accountability (8th overall), Training (9th overall), Evaluation (10th overall), and
Recognition/Reward (11th overall) were seen as the least effective dimensions of
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advising programs across all institutions. In fact, item means for both the total
group and by institutional type were rated consistently below the mid-point on the
effectiveness scale.

Finally, overall means for all institutional types clustered near the mid-point of
the effectiveness scaie. Although the overall means for each private institutional
type were above and the overall means for each public institutional type below the
total group mean, overall means for all four institutional types are reascnably
close together.

Although the effectiveness ratings suggest little to cheer about, the improvement
ratings presented in Table 46 provide a glimmer of hope in that, respondents
perceive that progress, however slight, has been made in improving their advising
systems during the last five years. The total group improvement mean landed
squarely between the "no change" and "more effective" responses on the scale,
3.50.

Improvement means by institutional type clustered very closeiy around the total
group mean, but the item improvement means provided less consistent patterns
than the respondents' effectiveness rankings. The areas of most improvement
were advisee information, meeting student needs, and campus-wide
communication. And, although most respondents reported their campuses had
made progress on accountability, training, evaluation, and recognition/reward,
they were areas of the least improvement for almost all institutional types. In
fact, on only one item (recognition/reward) for one institutional type (two-year
public college) was there any indication of backslidirs during the past five years.

Goals and Effectiveness Summary

There is both bad news and good news in summarizing the data on advising goals
and program effectiveness.

The bad news is twofold. First, the concept of developmental advising appears to
be no more widely embraced today than it was in the early 80's. The means for
the eight goals for advising, anchored in the concept of developmental advising,
show only minor fluctuations from the 1983 National Survey of Academic
Advising.  Miller, Winston, Ender and Grites (1984, p. 19) suggest that
developmental advising both stimulates and supports students in their quest for an
enriched quality of life; "it is a systematic process based on a close student-
advisor relationship intended to aid students in achieving educational and personal
goals through the utilization of the full range of institutional and community
resources.” The data from this representative sample of colieges and universities
indicate that developmental advising is still more prominent in theory than it is in
practice.
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The second item of bad news is that the most significant methods by which
advising can be improved are seen as both the least effective and the least
improved areas in the organization and administration of campus advising
programs. Training, accountability, evaluation, and recognition/reward are the
cornerstones of performance in every field or job. Yet, those cornerstones
continue to be stumbling blocks in most advising programs.

The good news, however, is heartening. Survey respondents report that there is
progress, albeit slight, in the improvement of campus advising systems. The trend
line on effectiveness is moving in the right direction, not as quickly or as sharply
as some would like, but nevertheless, upward. Those who are impatient with the
rate of improvements should he reminded that lasting change, particularly in an
enterprise as diverse as higher education, must be an evolutionary rather than a
revolutionary process. Consistent small gains over time will, in the long run, lead
to substantially improved advising services.

Summary Of Findings

The following statements highlight the results of the third National Survey on
Academic Advising.

Coordination and Organization of Campus Advising Systems

¢ There is a Director/Coordinator of Academic Advising at only one-fifth of
the institutions, and most persons assigned this responsibility devote less
than full-time to coordinating the advising program. Full-time
Directors/Coordinators are most common at four-year public institutions
(24.7 percent) (Tables 5 and 6).

e There is substantial difference in the title ot the individual responsible for
coordinating advising among the four institutional types. The most
common title for the person responsible for coordination in each type
follows (Table 5).

Two-Year Public Director of Counseling (33.8%)
Two-Year Private VP/Dean of Academic Affairs (40.7%)
Four-Year Public Director/Coordinater of Advising (39.6%)

Four-Year Private VP/Dean of Academic Affairs (25.9%)

e Those responsible for coordinating advising most commonly report through
Academic Affairs. At two-year public colleges approximately one-third
of the advising coordinators report through Student Affairs (Table 7).



o The vast majority of institutions employ an organizational model of
advising that relies on faculty as the primary providers of advising to
students (Table 8).

o Faculty-Only (33 percent), Split (22 percent), and Suppiementary (20
percent) are the most common organizational models for the delivery of
advising services. Dual (4 percent), Total Intake (5 percent) and Sateilite
(5 percent) are the least common (Table 8).

o Preferences for organizational models differed by institutional type.
Following are the most popular organizational models Uy type of
institution (Table 9).

Two-Year Public Two-Year Private
Self-Contained Faculty-Only
Faculty-Only Self-Contained
Split

Four-Year Public Four-Year Private
Split ' Faculty-Only
Faculty-Only Split
Supplementary -‘Supplementary

o Only slightly better than half of the institutions have developed a
comprehensive written statement on the purposes and procedures of their
advising programs (Table 10).

o Key areas such as recognition/reward, evaluation, training, and selection
of advisors are clearly underrepresented in those statements which do
exist (Table 11).

e Although slightly less than half (nearly 48 percent) of institutions report
the reguiar evaluation of advising program effectiveness, the percentage

is more than double that reported in the 1983 survey (21 percent) (Table
12).

Advising Services in the Academie Unit or Department
Advisor Types

e The primary delivery of advising services in the academic departments is
through instructional faculity (Table 13).
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The use of paraprofessional and peer advisors to supplement instructional
faculty is an underutilized strategy in the vast majority of academic
units/departments (Table 13).

Selection of Advisors

It is not a common practice for faculty to either volunteer or be selected
as advisors. Clearly, facuity are more often than not required to advise as
part of their teaching responsibility (Table 14).

Group Advising

Small group meetings during orientation or registration are the most used
of the group advising formats. Curricular and workshop approaches to
advising are not common (Table 15).

Advisor Load and Student Contact

Although advising loads vary greatly between academic units/departments
and among institutions, faculty advisor loads of more than 40 advisees are
not commonplace (Table 18).

Private colleges tend to report lower advisor loads and more time spent in
advising (Tables 16 and 17).

Most institutions' advising programs are only moderately intrusive when
judged on the required advisor/advisee contact for eight common advising
transactions (Table 18).

Institutional types vary in the degree of intrusiveness exhibited by their
advising program. From most to least intrusive, institutional types can be
ranked as follows (Table 18).

—Four-Year Private
—Two-Year Private
—Four-Year Public
—=Two~Year Public

Most faculty advisors have contact with their advisees two times or less
per academic term (Table 19).
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Training of Faculty Advisors

o Nearly half (44.8 percent) of all institutions reported that there was no
mandatory training in any of their academic units/departments (Table 20).

e Of those institutions providing training for departmental advisors, the
most common format is a workshop of one day or less (Table 21).

e Training programs for faculty advisors consist primarily of topics related
to the informational aspect of their role. The inclusion of important
conceptual and relational skill topics is not nearly as common Table 22).

Evaluation of Departmental Advisors

¢ Evaluation of faculty advisors is not widespread among the reporting
institutions. Where evaluation does exist within  academic
units/departments, the most common methods indicated were supervisory
performance review and student evaluations (Tabie 23).

Recognition and Reward for Faculty Advisors

o Institutions continue to place little priority on recognition or reward for
faculty advising. Nearly half of all institutions provide no recognition or
reward in any of their academic departments for those who function as
faculty advisors. Where such recognition/reward does exist, the most
common method is to make it a minor consideration in the promotion and
tenure process (Table 24).

Advisor Information Sources

e Colleges provide faculty advisors with information and reference tools in
varying degrees. The most commonly available materials inelude
academic planning worksheets, computerized academic progress reports,
directories of campus referral sources, and advising handbooks (Table 25).

o For all institutions, the college transcript/grade reports, ACT/SAT test

scores, and locally administered placement test results are the items most
commonly provided faculty advisors (Table 26).

Advising Services in Advising Offices

o Nearly six out of ten institutions reported some type of advising office in
operation on their campus (Table 27).
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Advising Office Personnel

The predominant advisor employed in advising offices is the full-time
advisor although most advising offices feature muitiple deliverers of
advising services. For example, 60 percent of institutions use faculty in
staffing the advising office. Use of peers and paraprofessional advisors
occurs predominantly in four-year publie institutions (Table 28).

Group Advising

Small group meetings during orientation/registration are a common (68.9
percent) advising strategy within advising centers (Table 29).

Advising Load and Student Contact

The advisor-advisee ratio is 300 to 1 or less at more than seven in ten
advising offices (Tabie 30).

Over half of the advising offices require students to contact the advising
office for class scheduling/registration, course withdrawal, course
changes, and changing majors (Table 31).

The typical frequency of advisor/advisee contact in advising offices is
twice per academic term (Table 32).

Functions of the Advising Office

The mest commonly reported functions of the advising offices across all
institutions were advising on general education requirements (81.2
percent), advising undecided/expioratory students (77.3 percent), advising
transfer students (75.1 percent), advising underprepared students (71.3
percent), freshman orientation (70.1 percent), and establishing and
maintaining advising records (69.7 percent). The functions reported as
least likely to be performed by the advising office were certifying
graduation clearance (32.2 percent) and preparing registration instructions
and materials (40.6 percent) (Tablie 33).

The coordination of advising campuswide is only part of the advising
office role at about six in ten institutions (Table 33).

Advising offices are often the "advising home"” for selected siudent

populations such as underprepared, disabled, international, undecided, and
transfer (Table 34).
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Program and Advisor Evaluation

Approximately six in ten institutions do not undertake systematic
evaluation of the effectiveness of their advising office (Table 35).

Evaluation of individual advisors working in advising offices is also not
particularly common. Where evaluation does exist, the most popular
method is performance review by supervisqr (Table 36).

Training

Nearly 60 percent of the institutions surveyed either have no training
program in their advising offices or do not mandate participation in
programs that have been developed (Table 39).

The most commonly used format for training advising office staff is a
series of short workshops held throughout the year (42 percent) (Table 40).

Information skills represent the most prevalent topies inciuded in training
for aivising office advisors. There is less emphasis given to including
conceptual and relational skill topics in training programs (Table 41).

Advisor Information Sources

Approximately 50 to 75 percent of the institutions provide an array of
support, references, and student information to their advising office
staffs. This appears to be one of the highest effectiveness areas revealed
by the survey resuits (Tables 42 and 43).

Institutional Effectiveness of Advising Program

Advising Goals

Institutions tended to cluster around the "achievement somewhat
satisfactory” response when asked to indicate the degree that they were
successfully achiaving the eight advising goals established by the National
Academic Advising Association. Only the goal of providing accurate
information about institutional policies, procedures, resources, and
programs approached the "achievement satisfactory" level (Table 44).

The ratings on goal achievement were consistent with the ratings on the
1983 survey both by item and institutional type (Table 44).



e The lowest ranked goals on both surveys were the more developmental-
oriented goals of assisting students with consideration of life goals, self-
understanding, and decision-making skills (Table 44).

Current Effectiveness

e Inatitutions agreer that their advising systems are most effective in
meeting students’ needs, and in providing advisors with timely and
accurate information on their advisees. Colleges and universities rate
recognizing/rewarding quality advising, systematically evaluating both the
advising program and advisors, implementing a training program fur
advisors, and providing appropriate levels of coordination, direction,
supervision, and accountability as the least effeéctive aspects of their
advising program (Table 45).

Perceived Improvement in Advising Program During Last Five Years

e Although respondents did not typically rate many aspects of their advising
program as highly effective, they perceive effectiveness as slightly better
than it was five years ago (Table 46).

Coneclusions and Recommendations

The findings from the Third National ACT Survey of Academic Advising depict a
somewhat disappointing picture of the status of academic advising in American
colleges and universities. The results, particularly when compared to those from
earlier advising surveys, reveal little or no improvement in such important areas
as the management of advising programs, training, evaluation, and recog-
nition/reward for those involved in advising. Winston, Miller, Ender, and Grites
(1984 p. 24) have identified well the components of the ideal advising mode!:

Academic advising should be offered only by personnel who
voluntarily choose to advise, who receive systematic skills
training, who have advising as a specified responsibility,
whose performance is systematically evaluated, and who
are rewarded for skillful performance.

Until such time that improvements can be realized in these and other key areas,
academic advising on many college campuses will, unfortunately, remain a low
status/low priority activity, poorly organized and delivered, and largely
ineffective in meeting student and institutional needs.

The following conclusions are based on the findings contained in this report. For
each conclusion, a suggested action for the reader to consider is also provided.
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Conclusions

Academic advising continues to lack
coordination and direction on many
campuses.

Persons other than teaching faculty
can enhance the delivery of advising
services to students.

Lack of a mutually agreed upon and
clearly enunciated institutional state-
ment on advising can impede the or-
ganization and delivery of advising
services.

Without systematic program evalua-
tion it is difficuilt to determine what
improvements, if any, are needed in
the institution's advising program.

Academic advising continues to be a
highly decentralized function with re-
sponsibility left to the various acade-
mie units/departments.

Academic advising is not something
that all faculty can and should do.

[t is not necessary that all academic
advising be on a one-to-one basis.

To perform effectively, advisors must
be assigned a reasonable load of advi-
sees. Too many advisees will inevita-
bly »esult in unavailability, fewer and
hurried contacts, lack of personal
involvement and, in general, poor
advising experiences for students.

Recommended Action

Designite a person to be director or
coordinator of academic advising and
allocate enough time to carry out the
function effectively.

Seek ways to augment faculty-only
delivery models with professional,
peer, and paraprofessional advisors.

Develop and communicate broadly a
comprehensive, written statement of
institutional philosophy and practice
in relation to academie advising.

Implement a formative evaluation of
the overall effectiveness of the
academic advising program.

Decide on an organizational model for
the delivery of advising services which
clearly designates authority, estab-
lishes accountability, and promotes
integration and coordination campus-
wide.

Establish an advisory selection proce-
dure that is based on selecting
advisors who have the interest,
willingness, and talent to be effective
advisors.

[mplement some form of group
advising (e.g., curricular, workshop,
small group meeting) as a supplement
to the regular advising program.

Develop reasonable guidelines on the
ratio of advisees to advisor.
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Conclusions

Frequency and length of advisor
contact can positively influence
students' perception of the advising
process.

All individuals engaged in academic
advising can benefit from well
organized and well delivered advisor

training programs.

Systematic evaluation o! individual
advisor's performance can improve
advising.

The quality of an individual student's
educational/career decisions increases
directly with the amount of relevant
information available to advisor and
advisees.

Advising centers have proved to be a
workable and effective way to deliver
advising services to students at a
growing number of institutions.

Developmental advising is still morae
of a theory than it is a practice at
most institutions.
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Recommended Action

Install an intrusive advising system
that both encourages advisor contact
and makes it mandatory.

Provide a comprehensive, regularly
scheduled, ongoing advisor develop-
ment program that integrates the con-
tent areas (informational, conceptual,
and relational) with the skills, experi-
ence, and willingness of the advisors.

Use the ACT Survey of Academic Ad-
vising to evaluate individual advisors.

Develop a comprehensive information
system that provides academic
advisors with the information,
materials, and resources they need—
when they need them--in order to
work effectively with individual advi-
sees,

Establish a contralized academic advi-
sing center that would serve as a focal
point for academic advising for all or
some subset of students.

Include in your advisor training
programs activities that will assist
advisors in better understanding and
acquiring the skills necessary to be
more effective "developmental" advi-
sors.
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CAS Standards and Guidelines
for Student Services/
Development Programs

ACT wishes to thank the Council for the Advancement of Siandards
for Student Services/Deveiopmental Programs for the following
materials. The primary goal of both CAS and ACT in compiling and
Publishing the Standards and Guidelines, as well as the Seif-
Assessment Guid... is to make them availabie to the profession-at-
large.

Council for the Advancement of Standards
for Student Services/ Development Programs

Consortium of Student Affairs Professional Organizations
April 1986
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Introduction

The past fifteen years have witnessed a proliteration of efforts by
various groups 10 estabiish standards for professional prepera-
tion and practice, licansure and certification, and guidelines for
the delivery of services and developmental programs. As a result,
there has been significant progress in codifying standards and

guidelines for noneducational settings. With a few noteworthy'

exceptions. however, the establishment and acceptance of such
standards for professionals working on college campuses have
isgged far behind. There aiso have been no widely accepted
standards for graduate preparation of those who organize and
deliver student services and student development programs.
These limitations have been particuiarly acute when viewed in
light of expanding public concern for accountability in higher
education.

A traditional means for enhancing seif-reguiation and use of
minimal standards of practice in higher education has been the
accreditation process with its reliance on seif-study as a central
dimension. The Council for the Advancement of Standards for
Student Services/Development Programs (CAS), through this
document, has taken the first nation-wide step in the broad arena
of student services and student development programs to pro-
vide the abllity to achieve two of the three goals embraced by the
Council on Postsecondary Accreditation (COPA, 1988): to foster
excellence in postsecondary education through the deveiopment
of uniform rational criteria and guidsiines for assessing educa-
tional effectiveness, and to encourage improvement of institu-
tions and programs through continuous setf-study and planning.

Whiie CAS does not intend to accredit programs, that is, to
assure the public about institutional quality through evaluation
visits and a listing of worthy programs (the third goal of the COPA
accreditation schema), it does intend that its standards be used
by institutions undergoing regional accreditations, and thereby to
achieve an important additionai impact nationwids.

Development and Utilization
of Standards and Guidelines

The Council for the Advancement of Standards for Student
Services/Development Programs was established “for the pur-
pose of improving and advancing student development services
and educational opportunities in postsecondary education insti-
tutions” (CAS Bylaws, 1979) and to promote cooperative inter-
associational efforts. At the invitation of a joint task force of the
American Coliege Personnel Association (ACPA) and the Na-
tional Association of Student Personnel Administrators (NASPA),
a meeting of representatives of interested professional associa-
tions was heid in Alexandria, Virginia, on June 9-10, 1979. In
September of that year the council was established formaily, and
articles of incorporation as a not-for-profit organization were
tiled in Washington, OC. Fuii membership with voting privileges
on the Council Board of Directors was opened to national
professional associations reiated to student services and student
deveiopment programs. Nonvoting associate membership was
provided to regional associations and accrediting associations
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concerned with student services and student deveiopment pro-
grams. in addition, two public directors were appointed. Each
member association was authorized to appoint two representa-
tives to the board, a director and an alternate director. Each
voting association and public director was aliotted one vote. CAS
has twenty member associations, two associate member asso-
clations, and two public directors.

CAS pursued three goais. The first was to establish, adopt, and
disseminate two types of standards and guidelines, one for
student services and student development programs, and the
other for the preparation of professional practitioners for the fieid.

The second goal was to assist professionals and institutions in
the utilization and implementstion of these standards and guide-
lines for the evaluation and improvement of student services and
deveiopment programs and professional preparation programs.

Third, CAS strove to establish a system of regular evaiuation of
standards and guidelines to keep pace with the changing needs
and practices of the profession. This evaluation was intended to
result in periodic amendments and dissemination of updated
standards and guidelines.

The CAS Standards and Guidelines ara intended to serve as
program deveiopment and evaluation systems and seif-study
and seif-assessment toois. Their application for purposes of seif-
study can be instrument2! in enhancing professional growth and
development of student affairs and other student services per-
sonnei in their respective units, enhancing staff morale and
productivity by analyzing organizational priorities, responsibii-
ities, and goais. and providing guidelines for program pianning.

Process Used in Developing
Standards and Guidelines

The process used in tormulating the standards and guideiines

- hasg involved a wide array of professional associations. individuai

professionais, consuitants, and public-sector representatives.
Both the general standards and the functional grea standards
and guideiines are the resuit of numerous drafts and redrafts by
various CAS committees and input provided by other profes-
sionais who reviewed these drafta. The process for functonal
area standards and guidelines, presented chronologicai.. en-
tailed the folluwing:

1. Member associations of CAS identified areas in which stan-
dards were needed.

2. Member associations submitted drafts of standards for areas
in which they had an interast and/or expertise.

3. Ali drafts for a particular functional area were assigned to
committees. composed of three or more knowledgeable CAS
directors, for creation of a singl®. unified document.

4. "Unified” drafts of functional area standards and guidelines
were submitted to the CAS Executive Committee for editing.
revision, and consolidation.
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S. These drafts wers circulated widely through member associa-
tions for comment and the Executive Committes proposed
appropriste revisions.

6. The council then adopted each standard and guideline

statement for public dissemination and comment by atieasta .

two-thirds affirmative vote of the authorized voting board.

7. “Adopted” functional area standards and guidelines were
submitted to two or more nationally recognized experts in the
area and widely circulated within the profession and the

broader higher education community for commant and sug- -

gested revisions. Member associations were requested to
estabiish Intemal mechanisms to disseminate and review
standards and to propose alterations.

8. Suggestions for revision were submitted to the executive
committes for consideration. it evalusted amendmert pro-
posals and recommended changes to the council. The coun-
cil then decided whether or not to amend the standard or
guideling. (A two-thirds vote was required to amend.)

Providing Comments and
Proposiils for Revisions

Throughout the development of the standards and guidelines
statements, CAS has striven to be open to and inclusive of all
individuals and associations expressing an interast in their
content or development process. it is the intention of CAS to
continue this policy of seeking involvement from all reiated
sources, as well as Qiving careful consideration to ail relevant
suggestions.

An update and revision of this document is planned to begin in
1988. with a second edition scheduled in 1990. Additional
standards and guidelines will likely be adopted in the interim.
Comments and proposed revisions or additions. inciuding
rationale. should be sent to: Secretary to the Council for the
Advancement of Standards, c/o ViCe Chanceilor for Student
Affairs, 2108 North Administration Building, University of Mary-
land, College Park, Maryiand 20742 Suggestions for the devei-
opment of standards for other areas of student services and
deveiopment programs are also weicome.

References
Council for the Advancement of Standards for Student Ser-
vices/Deveicpment Programs. (1979). Bylaws. Washington, DC.

Council on Postsecondary Accreditation (COPA). (1984). The
balance whee! for accreditation. Annual Directory. Washington,
OC: Author.

Row to Interpret This
Document

This document contains both standards and quidsiines, it i3
impontant that users understand the differance between the
terms.

Standards. Standards specify the minimum essential siements
expected of any institution and its student services and student
development programs. Standards reflect requirements and thus
use auxillary verbs such as “shali” and “must” All institutions
with minimally acceptable student services, student development
programs, or professional preparation programs must be able to
satisly the requirements specified in applicable standards. In this
document ail standards are printed in bold face type.

Guidelines. Guidelines describe recommended, but not essen-
tal, elements of programs and practice. They are used to explain,
ampiify, or interpret the meaning of standards through the use of
exampies and more detailed expianations. Auxiliary verbs such
a8 “shouid” and “may” are used in guideines. Guidelines should
be viewed as examples and suggestions that are consistent with
the council's definition of appropriate, effective professional
practice or professional preparation.

important considerations for users

@ Standards in functional areas are the essential components of
an acceptable practice, not necessarily the ideai. most de-
sirabie, or best practice.

@ Slandards and guidelines were developed through a col-
laborative, consensus-seeking process among member
associstions.

® No particular organizational or administrative structure s
presupposed or mandated. Standards and guideiines apply to
all types of postsecondary institutions.

® The stipulation of specific educstional credentials for staff
members, staff-student ratios, or square footage of facilities
are used sparingly, and when stated appear as guideiines.
rather than standards.

General and Functional Area Standards
and Guidelines

General Standards. The General Standards must be used in
conjunction with each functional area standards and guidelines,
They appiy to ail student services and student development
programs. Consequently, all functional area standards and
guidelines must be read as continuations of the Generai
Standards.

Functional Area Standards and Guideines. Functional area
standards and guidetines are specitic to speciaity arsas within
student affairs or within other institutional divisions. While all
institutions should address the basic functional areas. consistent
with the mission and structure of the institution. it should not be
interpreted that separate offices or personnet are required for
each area. For example, a college without student residence
facilities or social fraternities and sororities would not be ax-
pected to address the Housing and Residental Life Programs or
Fratemity and Sorority Advising standards and guidelines, in
smaller institutions, some statf members will have responsibilities
for several functional areas. in such cases the standards and
guideiines for each functional area should stll be addressed.
even though separate administrative units do not exist for each
area.
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General Standards

Those using this document for the purposes of self-study or other program
development are advised that the Genaeral Standards are those elements
found in common to the several functional area standards and guicelines.
While of potential utility as a stand-alone document, the General
Standards are not so designed. These General Standards must be read
with the functional area standards and guidelines addressing the following:
Academic Advising, Career Planning and Placement, College
Unions, Commuter Student Programs and Services, Counseling
Services, Disabled Student Services, Fraternity and

Advising, Housing and Residential Life Programs, Judicial
Programs and Services, Learning Assistance Programs, Minority
Studert Programs and Services, Recreational Sports, Rellgious
Programs, Research and Evaluation, Student Activities, and
Student Orientation Programs.

Prepared by the Council for the Advancement of Standards for Student Services/ Development Programs, 1986,
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General Standards

The Council for the Advancement of Standards for Student
Services/Development Programs (CAS) developed and adopted
standards and interpretive guidelines for specific functional
areas of student services/development programs within poet-
secondary educational institutions,

There are important General Standards that govern the activitiss
of all student services/development programs. These Genersl
Standards are integral to each functions! ares. Thus, each
functional ares standards and guidelines must be inerpreted
and applied in conjunction with the General Standards below.

Since institutions vary in size, character, location, and type of
students, the organization and nature of student services/devel-
opment programs will vary. Accordingly, each specific standard
and its related guidelines must be read and interpreted in the
context of the unique characteristics of the institution. None-
theless, all standards are intended to apply regardiess of orga-
nizational differences.

General Standards for Student
Services/Develiopment
Programs

Each instilution and each functional area must deveiop, review,
and disseminate reguiarly its own specific goals lor student
services/development, which must be consistent with the
nature and goals of the institution and with the standards in this
document.

Program

The overall student services/development program must be (a)
purposeful, (b) coherent, (c) based upon or reiated (o theories
andkmwlodqoolhumdwdommmdlwmchu-
acteristics, and (d) reflective of the demographic and develop-
mental profies of the student body. Such programs and services
mmmwmwwm
things as posilive and reslistic seil-appraisal, inteliectusl devel-
opment, appropriate personal snd occupational choices, clarill-
cation of values, physical fitness, the sbillty 1o reiste mesning-
fully with others, the capacity to engage In a personaily
satislying and effactive styie of living, the capacily to appreciate
cultural and sesthetic differences, and the capacily 1o work
Independently and interdependenily; (b) assist stucdents in over-
coming specific personal, physical, or educational problems or
skill deficiencies; and (c) identily environmental conditions that
may negatively influence weitare snd propoee interventions that
may neutraiize such condilions. The educational experience of
students consists of both academic efforts in the classroom and
developmental opportunities through student services and
development programe. institutions must define the relative
importance of these processes.

Leadership and Management

mmmm.wmmzm
ment ofioer or dedignete an individual 1o (LIl that role. This

th“thnﬂMd
the highest adminisirative level of the institution. This leader
must be an experienced and effeciive maneger, must have
substantial work experience in one or more of the stident
services/development functional arese, and either be an
acknowiedged lsader on the campus or have obvious back-
Mﬂmbmmmﬂnm
mmmmdmwmmm
institutions. The individual must be selectsd on the basis of
mmwmm

The oficer must creste an efective system lo manage the
services/programs. The oficer must pian, organize, stafl, lead,
and sseees programs on a continuing basis. The resuit should
hmkwmammnnddndopm
activities for the institution, funded and otherwiee supported at a
mmmwmmamm

The officer must be abie to deveiop, to advocate, and 1o use a
statement of mission, goais, and objectives for student ser-
vices/ development on the campus. The oficer must attract and
select quaiified stalt members who make effective decisions
about policies, procedures, personnel, budgets, facilities, and
wmoleum-wmmbrmnm
lndmﬂmmmmmt of
mmmm-«mammm.

Organization and
Administration

Each functional ares must have its own set of policies and
procedures that inciude a detalied description of the adminis-
trative process of the office and an organizational chart showing
the job functions and reporting relationships within and beyond
the functional area.

Human Resources

Eachluneﬂondammudhmadoquahmdquﬂﬂodprdn-
dond“tohﬂhnlldondmdmandtolmmt
dmawmrouwmsm
mmm-mmmamamdy
MNMMImeuMhman
Sppropriate combination of education and experience. in any
WMhMMbahﬂ-mm.MdMor
mmmammmmumu-
ence beyond that of the stall to be supervised.

Wwwmwmm«nmywlnam'c-
tional area must be qualified by relevant education and experi-
ence. Degree raquirements, including bot degree levels and
subject matter, must be germane to the particular job respon-
sibilities. Such stafl members must be trained appropriately and
supervised adequatety by professionsal staft.
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ever, where student bodies are predominanily nondisabled, of
one race, sex, or religion, a diverse stalfing patiern will envich
the teaching/administralive ranks and will demonetrate institu-
tional commitment to ialr employment practices.

Al functional sreas must have a regular system of stall selection
and evaiuation, and must provide continuing professional de-
velopment opportunities for stalt including in-service training
programs, participation in professional conferences, workshops,
and aother continuing education activities.

Funding

Each functional area muct have funding sufficient to carry out its
mission and to support the following, where applicable: staft
salaries; purchase and maintenance of ofice furnishings, sup-
piles, materisis, and equipment, including current technoiogy:;
phone snd postage costs; priniing and media costs; institutional
memberships in appropriate prolessional organizations; relevant
subscriptions and necessary library resources; sitendance at
professional association meetings, conferences, and work-
shops; and other professional development aclivilies. in addilion
to institutional funding commitment through general funda, other
funding sources mey be considered, including: siate appropria-
tione, student fess, user fees, donations and coniributions, fines,
concession and slore sales, rentais, and dues.

Facilities

Each functionsl area must be provided adequate faciiities to
fullll its mission. As appilicable, the facilities for each functional
area must inciude, or the function must have accees to, the
following: private offices or private spaces for couneeling,
interviewing, or other mestings of a confidential nature; office,

and siorage space suflicient to accommodate ae-
signed stall, suppiles, equipment, library resources, and ma-
chinery; and conference room or meeling space. All faciillies
must be accessible e disabled persons and must be in com-
pliance with reicvent federal, stale, and local health and salety

i

access o legal advice to projessional stalf as needed to carry
out sesigned responsibiliies.

Equal Opportunity, Access,
and Affirmative Action

Personnel policies shall not discriminate on the basis of race.
sex, color, religion, age, national origin, and/or handicap. In
hiring and promotion policies, student services professionais
must take affirmative action that strives to remedy significant
stafing imbalances, particuilarly when resulting from past dis-
criminatory practices. Each functional area must seek {0 identity,
prevent, and/or remedy other discriminatory practices.

Campus and Community
Relations

Each functional area must maintain good relations with relevant
campus ofices and external agencies, which necessarily re-
quires reguiar ideniification of the offices with which such
relationships are crilical. '

Muiticultural Programs
and Services

The institution must provide t0 members of its majority and
minority cutures educational efforts that focus on awareness of
cultural diflerences, seif-sesessment of possibie prejudices, and
desirable behavioral changes. The institution aleo must provide
educational programs for minority students that identity their
unique needs, priorilize those needs, and respond to the
priorities to the degree that numbers of students, laciiities, and
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resources permil. In addition, the institution must orient minorily
students to the cuilture of the instihiian gand promote and
deepen thelr understanding of their cwn culture and heriiage.

Ethics

All parsnne invoived in the provision of services 1o students must
maintain the highest standards of elhical behavior. Stall mem-
bers of each funciienal arers must develop or adopt sianderds of
othical pracice addressing the widque problems that tace
personnel in that area. The standards must be published and
reviowed by all concarmned. in the formulation of thoee stan-
dards, ethical standards statemenis previously adopled by the
profession at large or relevant profession=! aseociations may be
of sssistance and muest be considered.

Certain ethical obligations apply to all individusis employed in
student services/development programs, for exampie:

All stafl members must ensure that confidentiality is main-
tained with respect to all communicatiana and records
conesidered confidential. Uniess writlen permission is given
by the student, inormation disciosed in individual counseling
sessions must remain confidential. In addition, all require-
ments ol the Family Educationsl Rights and Privacy Act
(Buckiey Amendment) must be compiied with and informa-
tion contained in students’ educational records must not be
dieciosed to third parties without appropriate coneesnt, uniess
one of the relevant statulory exceptions applies. A similer
dedicatlion to privacy and confidentiality must be applled to
resaarch data conceming individuale.

All staft members must be aware of and comply with the
provisions contained in the institution's human subjects
policy and in any other institutional policy addressing ethical
practices.

All stafl members must ensure that students are provided
access (o services on a {air and equitable basis.

All stalt members must avoid any personal confiict of intereet
so they can deal objectively and impartially with persons
within and ouiside the institution. in many instances, the
appearance of a confiict of interest can be as damaging as an
actual conflict.

Whenever handiing funds, all stafl members must ensure that
such funds are handied in sccordance with established and

responsible acocounting procedures.

Stafl members must not participate in any form of sexual
harasement. Sexual harassment is defined to include sexual
advances, requests for sexual favors, as well as other verbal
or physical conduct of a sexual nature ¥ (1) submission to
such conduct is made either explicitly or impiicitly a term or
condilion of an individual’s empioyment, academic progress,
or any other outcome of an official nature, (2) . . . is used as
the basis for such decisions or outcomes ..., (3) ... has
the purpose or eflect of unressonably interfering with an
individual's work performance or cresting an intimidating,
hostile, or offensive working environment. (29 Code of
Federal Reguiations, C.F.R., Section 1604.11 (a).)

Al stafl members must recognize the limits of their training,
expertise, and competence and must refer students in nesd

of further axpertise to persons possessing appropriate quali-
fications.

Evaluation

There must be systematic and reguiar ressarch and evaiuation
of the overall institutional student services/deveiopment pro-
gram and each functional area to detsimins whether the educa-
tional gosis and the needs of students are being met. Althougn
methods of evaluation may vary, they must utilize both quanti-
lative and qualitative measures. Data collected must inciude
responses from students and other significant constituencies.
Results of these regulsr evaiuations must be used in revising
and improving the program goais and implementaiion.

CIET!




Standards and Guidelines for

Academic Advising

Standards and Guidelines for Academic Advising can be interpreted or
applied only in conjunction with the Generai Standards which contain the
only reference to certain substant:ve standards common to ail functional
areas.

Prapared by the Council for the Advancement of Standards for Student Services/ Development Programs. 1986
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Mission
See General Standards

The primery purpose of an scademic advising progrem is 10
assist siudents in the development of meaningiul educational
plans which are compeiible with their ile goals.

The inetitulion must have a clearly writlen sintement of phi-
losophy pertaining to academic advising which must include

program gosis and set forth expectalions of advisors and
advieses.

Academic advising shouid be viewed as a continuous process of
clarification and evaluation.

The ultimate responsibility for making decisions about life goals
and educational plans rests with the individual student The
academic advisor assists by heiping to identify and assess
alternstives and the consequencaes of decisions.

institutional goais for academic advising may inciude:
—clarification of life and career goals:
—deveiopment of suitabie educationai plans;

—selection of appropriate courses and other educational ex-
periences:

—interpretation of institutional requirements;

—increasing student awareness of educational resources avail-
able;

—evajuation of student progress toward established goais;
—deveiopment of decision-making skills;
—reinforcement of student seif-direction;

—referral to and use of other institutional and community support
services, where appropriate; and

—collecting and distributing student data regarding student
needs, preferences, and performance for use in institutional
policymaking.

Program
See General Standards

Individuai academic advieing conderences must be available to
students esch academic term. The academic advieor muet
review and ulilize any avsilable dats about student scademic
and educational needs, performancs, aspirations, and problems
and muet colleboraie in collection of such data.

individual conferences with an academic advisor are intended to
provide assistance to the student in refining goais and objectives.
understanding what choices are available, and assessing the
consequences of aiternative courses of action. Course seiection.
understanding and meeting institutional requirements, and pro-
viding ciear and accurate information regarding institutional
policies. procedures, resources, and programs, may be carned
out individually or in groups. Supplemental systems for the
delivery of advising information such as on-line computer pro-
grams may be utilized.
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Referrais should be made to other institutional or community
Support services as appropriate.

Research pertinent to students, the advising program, and per-
ceptions of the institution shouid be reported and interpreted to
academic advisors and units of the institution which can utilize
the results effectively. Confidentiality of individual student records
shouid be maintained,

Organization and
Administration

See General Standards

The design of the academic advising program must be com-
patible with the institutional organizational structure and student
needs. Specific advisor responsibilities must be ciearly deiin-
ested, published, and disseminated to both advisors and
students.

In some institutions, academic advising is a centralized function.
while in others, it is decentraiized. with a variety of people
throughout the institution assuming responsibilities. Whatever
system is used. students, facuity, and staff members should be
aware of their raspective responsibilities.

Human Resources

See General Standards

Adequate staff shouid be availabie to meet student needs without
unreasonable delay. Advisors should allow an appropnate
amountpf time for students to discuss pians. programs. courses.
academic progress, and other subjects related to theirr educa-
ttonal programs.

Whether a centralized or a decentralized organizational struc-
ture is used, a specific individual must be designated by the
institution to direct or coordinste the academic advising
program.

The position of director or coordinator should ensure the integra-
tion of both academic and student support services within the
institution: be responsible for providing leadership. supervision.
and direction to the advising program; oversee the development
and maintenance of a staff structure that implements institutional
goals for the advising program; and be charged with deveioping
and carrying out seiection and training procedures for all aca-
demic advisors,

A variety of staffing arrangements may be used. Advisors may be
full-time or part-time professionals who have advising as their
pnmary function within the institution or may be full-time profes-
sionals who have other responsibilities, such as teaching faculity.
Paraprofessionals (i.e.. graduate students in practica. internships.
Or assistantships) or peer advisors (trained undergraduate stu-
dents) may aiso assist advisors.
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The director/ coordinator must posasss either an eamed gradu-
ate degree(s) or equivaient combination of academic and edu-
calional experience, previous experience ss an academic

The director or coordinator should be skilled in flscal manage-
ment, staff selection and training, planning, and evaluation tasks.

Proisssional academic advisors should have, in addition to a
graduste degree, an understanding of student development a
comprehensive knowiedge of the institution, its programs, aca-
demic requirements, majors, minors, and student services; a
demonstrated interest in working with and assisting students; a
willingness to participate in pre-service and in-service training
and other professional activities; and demonstrated interpersonal
skiils.

Paraprofessionais and peer advisors invoived in academic ad-
vising shouid:

—reiate weli to undergraduates:

--be willing and abie to assist in the performance of professional
advisors;

—be of above average academic achievement,

—be carefuily prepared for their role and made aware of the
limitations of their authority; and

-—be adequately supervised by professional staft.

Where available, the secretarial and cierical staff shouid maintain
student records, organize resource materials, receive students,
make appointments, and handie correspondence and other
operational needs. Technicai staff may be used in ressarch, data
collection, systems development, and special nrojects.

Technical, secretarial, and clericai staff shouid be seiected,
trained, and supervised to work compatibly with staff and stu-
dents. They shouid enable the professionai staff members to
avoid spending undue time on routine tasks and functions.

Funding

See General Standards

Printing and media monies shouid be sufficient to provide quality
printad and nonprint information for students, training materials
for staff, including handbooks and newsletters, and to support
routine cierical functions. There should aiso be sufficient re-
sources to0 publicize the program.

Special consideration should be given to providing funding for
in-service training of advisors, particularly those for whom the
advisory function is a part-time and/or secondary assignment.
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Facilities

See General Standards

Facliities should provide privacy, freedom from visual and audi-
tory distractions, adequate space, and an atmosphere of warmth
and friendiiness.

When the advising program includes an advising center, the
facility shouid bs in reasonable proximity to related campus
agencies, such as the counseling' center, career planning and
placement, admissions, records, registration, and other services
to which students are frequently referred.

Campus and Community
Relations

See General Standards

Academic advising is an extension of the educational process,
which is highly dependent on a one-to-one reiationship. Advising
effactiveness is aiso dependent upon ciose working reiation-
ships with other institutional agencies. the facuity. and the
administration.

The academic advising system shouid be fuily integrated into
other processes of the institution. There shouid be functionai and
effective relationships with other campus services, the teaching
facuity, administrators, and other professionais in student ser-
vices. There shouid be coordinated reiationships with reiated
areas such as admissions, records, registration, counseling, and
career pianning and piacement.

Ethics

See General Standards

Advisors must recognize the limits of their competence and
perform only those functions for which they are qualified.

Advisors must insure the accurats presentation of information to
the public, students, parents, colleagues, and subordinates.
Brochures, student handbooks, and other materiais prepared
for open distribulion must accurately represent the institution’s
goals, services, programs, and palicies.

Advisors must not counsel or aid students in circumventing
institutionsl policies or reguiations. When confronted with situa-
tions in which students have vicisted or circumvenied estab-
fished policy and norms, the advisor is obliged to address the
issue and refer students to the appropriate agency accordingly.

Evaluation

See General Standards
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CAS Standards and Guidelines. A separate Self Assessment has been prepared for each
of the ssventeen CAS Functional Area Sandards and Guidalines. Each Guide reprints, in an
integratad format in the appendix, the CAS General Standards and the CAS functional area
stiandards and with which it is to be used. The guide is designed to aid interpretation
and evaluation of the CAS Stendards during a self-study process,
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CAS STANDARDS SELF ASSESSMENT GUIDE

L PURPOSE AND ORGANIZATION OF THE GUIDE

This Self Assessment Guide transiates the CAS Stzndards and Guidelines (1986) into a format for
self-smdy puposes. By following this Guide, an institution can gain an informed perspective on its
strengths and deficiencies and than plan for program improvement,

The first section of the Guids introduces the CAS Suandards and Guidelines and details the roles
of docurnentation and assessment in the self-smdy process. It also outlines the steps for developing a
follow-up action plan t0 assure maximum benefit from time spent on the self-study.

The second section is in woricsheet format. Each of its thirteen parrs inciudes the following:

* Assessment criteria for determining the extent to which the program is in compliance with the

Standards.

o Spacs for including selected CAS Guidelines as additional assessment criteria for the

self-study.

e A scale forrating compliance judgments.

* Space for identifying and summarizing evaluation evidence [documentation].

* Space for describing discrepancies between assessment criteria and actual program practics.

* Space for delineating required corrective actions that need t be taken.

* Space for recommending special actions for program enhancement,

A note at the closs of the Guide's rating and narmarive worksheets reinforces the need for a
mnmmnmdtﬁmmmmmmby-mpacdmphnwmmwuﬁnedhme
first section.

The final section of the Guide is a reprint of the CAS Standards and Guidelines for this functional
area in integrated formar,

It is imporrant ro mnﬂmmgmmmmmcuidckm:mmdpaintafrhe
self-study process. Ratings, whether done on an individual or a collective basis, consrinize @ necessary,
bus not sufficient, part of any self-study. The process aiso requires documentazion and action planning.

II. STANDARDS AND GUIDELINES

The CAS Standards are requirements for minimal practice; CAS Guidelines, however, are
suggestions for practice and are provided as an elaboration of the Standards. In the 1986 and 1987 CAS
Standards and Guidelines and in this Self Assessment Guide, stazements that reflect the CAS Standards
(requirements] are printed in BOLD type. CAS Guidelines, which accompany the Standards are
pdnmdinmzulrtypemdminmdedmexplain.mpuﬁ.ainmpmmammmgofmossm
through the use of examples and more detailed descriptions. The Guidelines describe elements of
pmmandpm:dee:ha:mmcommded.butwhichmnmusendalforapmmmwexhibiuobe
evaluated as being in compliance with the standards.
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The CAS Standards assessment criteris in this Guide are arganized into 13 component pans and are
presented in the following arder:

1. Mission 8. Legal Issues

2. Program 9. Equal Opportunity, Access,

3. Leadership and Management and Affirmative Action

4. Organization and 10. Campus and Community
Adrministeation Relations

S. Human Resources - - - 11. Multi-Quitural

6. Funding 12. Ethics

7. Facilities 13. Evaluation

Special Note: For further explanation about incorporating guidelines into the self-study process, consult
Section V of this document,

III. DOCUMENTATION
The collection, documenzation, and inclusion of supporting evidence is an essential first step in the
assessment process. No self-study is complete withows relevant data and related documentasion to
Supporz siaff judgmenzs. It is imporans 1o remember that completion of the Self Assessmens Guide

razing scales does NOT represent a full self-study

Examples of the types of data that can and should be used to suppart evaluative judgments include
the following

1. Relevant Publications (e.3., mission statements, catalogues, handbooks, staff
manuals, policy manuals, annual reports)

2. Descriptions of Existing Programs and Interventions (e.g., Career
Development Center, alcohol awareness workshop, test anxiety reduction groups, new
student crientation, Advising Center)

3. Relevant Institutional and Other data (e.g., smudent profiles, quantitarive data,
stmdent needs assessment, theory-based assessments, and state, recional, and national
data for comparisons)

4. Program Evaluation Data (e.g., surveys, ratings, interviews, reports, summaries)

5. Self-Study Initiated Research and Evaluation Data (e.g., smdent surveys,
ratings, follow-ups, and theory based research studies designed to evaluate various
aspects of the program/department/division using CAS Standards as measurement
criteria)

6. Resumes, Job Descriptions, Performance Evaluations, Budgets,
Organization Charts, and Similar Documents.
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Evaluations might includs both quantitative data such as responses on a questionnaire and

qualitative daza such as a written summary of student evaluations obtained in group interviews to
suppart a judgment on the effectiveness of a given program. The primary point is that some type of
documentation and rationsle to support the rater's judgments needs to be summarized in the Guide's
narrative section, with the actnal documented evidence appended as part of the self-study.
. In many instances the self-study rating process will identify the need to collect additional daza in
order to evaluate a given criterion or to document the importance for providing new program
offerings where none currently exist. When a criterion statement is obviously not met, evaluators
should note discrepancics between the standards and the self-study findings and recommend
corrective actions 0 be taken,

Becauss the primary purpose of the self-study is for program evaluation and development,
virmally all student services/development programs self-studies will identify some needed changes,
whether they be to address compliances of the standards or program enhancement. Few insttutions
will find that nons of their services and programs require additional atrention following an objective

self-study.

IV.STANDARDS ASSESSMENT
Assessmoent Criteria are used to maks judgments about the extent to which the program under
stdy has met the various standards, Each statement reflects an essential element of the standard and
can be rated using the following scale:

1 2 2 4 K X

Nomcomplizacs Camplisnce Uninown

This rating scale provides a vehicle to obtain subjective estimares of the degree 1o which a given
criterion has been met. The primary intention of any self-study process is w0 evaluate an institution's
programs and services to determine how effective they are and to identify areas or component parts
that can be improved. Only when a program or service is completely and fully in compliance with a
particular standard should a °5” rating be made. To mark "S" when additional documentation is
required, or when addirional criteria need to be met for even minimal practice to be achieved, does a
disservics to the irstitution and tends t invalidams the self-smdy.

Individual staff members can initially completes the Guids independently, and later the individual
ratings can be combined to determine the extent to which the total staff believes the unit is in
compliance with the various standards. Alternatively, independent judgments can be used to idendfy
differences in perception and a group consensus can be sought,

While a numerical, quantitadve rating scale provides rater(s) with a simple, yet standardized way
to report and compare judgments, consistency among raters is not automatic. Raters should use
reladvely similar criteria when making judgments and so some type of rater "training” is helpful.
Probably the simplest way to do this is to bring the raters together in a group to discuss the rating
scal> in an atempt to reach consensus on the process to be used before ininiaring the rating process.
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Soms institutions will wish to include certain CAS Guidelines in the self-study and may desire to
write criterion statements for evaluators to document and rate in a fashion similar 1o that used for
evaluating the CAS Standards. Space is made available to append such criteris following the
assessment criterion statements in each part of the Guide.

V. GUIDELINES ASSESSMENT

Determinstion of compiiancs or noncompliance with program standards is minimally effective in
the self-stdy process. CAS Guidelines provids additional examples of good practice. In many
instances, program leaders will wish to uss the CAS Guidelines as well as the CAS Standards in the
self-study. Because the Self Assessment Guides do not include the CAS Guidelines, using the
Guidelines will rvquire special effort. The following example, from the Organization and
Administration section of the CAS Research and Evaluation Standards, demonstrates one way to use
both the CAS Standards (requirements) and CAS Guidelines (recommendations).

Standard: Since research and cvaluation efforts are conducted on most
campuses in cooperation with other institutional research and
evaluation efforts, the chief student affairs officer must be
central to the establishment 7 specific objectives for student
services research and evaluation,

Guideline: Research and evaluaton objectives should result from a collaboradve effort
between the chief student affairs officer, those responsible for the various
smdent services programs, and others responsible for institutional research
evalnation effarts.

Rating: The criterion staternent reflecting this Standard is presented on page 4 of the
CAS Research and Evaluation Standards Self Assessmens Guide and reads as
follows:

__2 3 4 5§ X
Non-Compiiance cumum

4.4 The chief saudent affairs officer is central to the establishmens of
objeczives for student services’ research and evaluation efforts,. 4.4
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When rating the level of compliance with this Standard, the rater(s) can make
their rating anywhere along the five-point continuum from noncompliance
compliance. If the Chief Student Affairs Officer (CSAQ) has had nothing to do
with anty research and evaluation efforts, the rating would be "1." If the CSAO
has sought to be kept minimally informed but h». tmrned the task over o
others, the rating might be "2", "3", or “4," depending upon the extent of the
CSAQs involvement, If the CSAO has made special efforts to guide, inform,
coordinate, and otherwise taks leadership in the research and evaluation effort,
the rating would probably be "5." It must be noted, however, that the criterion
statement in no way seeks to assess the namre or quality of the CSAOs
involvement,

Interpretation: The Standard, in this example, is met when there is evidence that the CSAQ
has taken a primary role in specifying goals and objectives for the student
services/development programs research and evaluation effort. How the
CSAQ accomplishes this task, however, is not specified in the Standard. It is
conceivable that one CSAO might do this without involving others in the
instimation while another CSAO might establish a task force of faculty
members, student affairs staff members, and members of the institutional
research office. Both might be judged as being in compliance with the
Standard, but the latter also follows the collaborative partern recommended in
the Guidelins. In effect, 2 program may be in compliance with the Standard.
yet oot meet the quality suggested by the Guidelines.

VI FOLLOW-UP ACTION PLAN
After explaining the namure of a given program, reviewing all documentation, and recommending
specific actions, the self-study commires needs to prepare a statement of overall action, g Self-study
Follow-up Action Plan. This plan identifies future directions on the basis of comparing past
performance with desired outcomes. The self-study should develop pricrities for implementing those
recommended actions. The following outlines a recommended CAS Standards Self-Study
Follow-Up Action Plan.

A. Areas of Excellence
1. Review the self-smudy and idenrify the areas in which the program excels.

B. Required Actions
2. Review the completed self-study and Jist each assessment criterion identified as not being
in compliance with the Standards [note discrepancies as well],
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3. Review the completed self-study and list each of the specific actions identified as being
required to bring the program into compliance with the Standards.

4. Esmblish priority of required actions needed to bring the program into compliance with
the Standards on the hasis of their overall importance to achieving the program's mission
and primary goals and cbjectives.

C. Program Enhancement Actions.

5. Review the completed self-study and list each of the specific actions recommended to
strengthen and enhance the program beyond the essential requirements needed to bring
the program into compliance with the standards.

6. Esmblish priority of the recommended actions for program enhancement on the basis of
their desirability for program enhancement and feasibility for achievement.

D. Program Action Plans.

7. Esuablish an Action Plan for initiating and implementing the changes required to bring the
progxam.into compliance with the standards that also incorporates actions to inoduce
the recommended program enhancement changes,

‘8. Set dates by which specific actions are to be compieted.

9. Identify responsible parties to complete the action tasks.

CAS developed the Self Assessment Guide to be used in conjunction with the 198/ and 1987 CAS Standards and Guidelines,
These Guides reprint the CAS General Standards and the CAS Functional Area Standards and Guidelines in an integrated
format in the appendix. The guids is designed to aid interpretation and evaluation of the CAS Standards during a self-study
process,

© Copyright 1958. Council for the Advancement of Standards for Student Services/Development Programs (CAS).
This Guide may be reproduced for local institutional use.
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C AS COUNCD. FOR THE ADVANCEMENT -OF STANPARDS
FOR STUDENT SERVICES/DEVELOPMENT PROGRAMS

CAS ACADEMIC ADVISING STANDARDS
SELF ASSESSMENT GUIDELINES

Rater:

Department:

Instructions: Use this scale to rate assessmnant criteria listed below. Placs ratings in the space to the right of each
crizavion stamenent, Uss Unknown (UK) responss only if docamentation or other information is unavailable.

1 2. - 4 3 X
Noncompliance Compliancs Unimown
Part 1: MISSION
Asssssment Criterias Scale Score

1.1 Thers exists a well developed, written set of academic advising
goals that are consistent with the stated mission of the instintthion.

1.2 The advising program goals are consistent with the stated

student services/development goals of the institution. 12
13 These goal statements are reviewed and disseminated on a regular basis. 13.
1.4 The goals and objectives of the academic advising program

are consistent with the CAS Standards, 14
1.5 The mission of academic advising is 0 aid smdents in developing

valid educational pians that are compatibis with their life goals. 1.5.

1.6 There exists an institution-wide writtes philosophical statement concerning
academic advising that incindes clearly defined goals as well as the expectations
piaced upon advisors and smdents aliks. 1.6.

W

Cite any CAS Guidelines to be assessed as an instimtional criterion for the self-study:
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If other then complisnce, describe the discropancies in detail:

Actions needed (required] for compliances

Actions recommended for Academic Advising Program enhancement inciuding suggestions in CAS Guidelines:
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Non-Compiiance Compilance ) unewn
et Crtro Seta S
21 The scademic adviging program is purpossful. 2.1,
22 The advising program is organized in a coberent, logical fashion. 22
23 The advising program is based on & relevant thearetical foundation that
incorporases knowiedge of human development and leamning characteristics. p X
24 The advising program is respoasive to the deveiopmental and
demographic profiles of the students served. 24,
2.5 Career planning and placement programs promoss student development by encouraging:
25A positive and realistic seif appraisal 25A
258  inteilectal development | 25B
2.5C  appropriate personal and occapational choices 2.5C
25D clarification of values 25D _
25E physical fimess 25E
25F The ability to reiats meaningfully with others 25F
25G an enhanced capacity t engage in a personally satisfying and effective style of living 235G
2SH appreciation of culturil and aesthetic differences 2SH
251 anenhanced capacity to work independently and interdependentdy ) G
256  The program assists students to resolve personal, physical, and educational problems. 2.6
27  The program provides assists students to overcome skill deficiencies, 2.7
23  The program provides intentional intexventions designed to improve
the eavironment and neatralize negative environmental conditions. 28

29  The program heips the campus community understand the
importance and reiationships of both formal academic activity

and academic adviting t0 students’ development. 29
210 The program assures that every student be provided ampie opportunity and

encouragement to meet iindividually with an advisor each academic term., 2.10
211  Academic advisors use all available resources and collaborase in the collection of educational

data concerning the needs, performance, aspirations and problems of students. 2.11
212 Academic advisors have casy access to and review data about individual student's

educational needs, performance, aspirstions, and problems. 2.12




Cite sny CAS Guidalines to be assessod as am institutional criterion for the seif-study:

Idemify documentation and rationale that support evalnations:

If other than Compliancs, describe the discrepancies in detail:

Actions needed (required] for compliance:

Actions recommended for Academic Advising Program enhancement inciuding suggestions in CAS Guidelines:

Part3: Leadership and Mansgement
(No Criterion Measures in this Area for Academic Advising]
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Part 4 ORGANIZATION AND ADMINISTRATION

Asssssment Criteria:

4.1 The advising program has clesrly written policies and procedures.
42 The program has a detailed description of its administrative processes.

43 There exists an organization chast describing job functions
and reporting relationships for the advising program.

44 The academic advising program is weil conceived and is compatible with
both the students’ needs and the institution's organizational sructure.

4.5 The specific responsibilities of academic advisors are well defined,
published, and disseminated to advisors and students alike.

Cite any CAS Guidelines to be assessed as an institutional criterion for the self-study:

Scale Score

41

42

43

44

45

Identify documentation and rationals that support evalustions:

If other than compliance, describe the discrepancies in detsils

Actions needed (required] for complisnce:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Part : HUMAN RESOURCES

Assssmment Criterine Scale Scorws
5.1  Academic advising has snfficient numbers of professional advisors © carry

out all aspects of the program., Sl
52 Al professional advisors are qualified for their positions on the basis of relevant

gradusss education or an appropriate combination of education and experiencs. 52
53 The director of the advising program is qualified for the position

beyond the level of staff members © be supervised. 53.
S4  Members of the support staff are qualified by education and experience, 54,
5SS Preprofessional staff members have academic preparation germane to job responsibities. 535.

S6  Adequais raining and supervision is provided for support and preprofessional staff, 560 —
5.7 Pasprofessional members of the advising staff are carefuily selected. 5
58 Paraprofessional members of the staff are carefuily trained to carry out their duties. 5.8,

59 Pamprofessional members of the advising staff possess a clear understanding of their limitations, 5.9.
5.10 Parsprofestional staff members are adequasely compensated and recognized for their work. 5100

5.11 Parmaprofessional advising staff members are adequately supervised and evaluated regularly. sil

5.12 There are adequase numbers and kinds of clerical and technical support staff members
to assure that professional staff members can carry out their assigned responsibilities. 512

5.13 Salary and fringe benefits for all program staff members ars adequate and
commensursss with similar positions in the institntion and the region. 5.13

5.14 There is evidencs of a diverss academic advisor staffing pattern reflective of

cultural and heritage factors withia the student population. 514,
5.15 A diverse staffing pattern exists that provides identifiable role modeis and

demonstrites a commitment to fair employment practices. 5.15
5.16 The program utilizes syssematic procedures for staff selection and ¢’ aluation. 5.16.

5.17 The academic advising program provides adequass and appropriss professional
development opportunities for staff members including:

5.17A. inservice education. S.17A.
5.17B. support to agtend professional development activities. 5.17B.

5.13 The institution has designased an individual to direct or coordinae the academic advising program. 5.18.
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Non-Compliance Compilance u—_m

5.19 The institution's designated advising director/coordinator is well
qualified for the position through imowledgs, axperiencs, and training. 519,

Cite axy CAS Guidelines 10 be asssssed as an institutional criterion for the seif-study:

Identify documentation and rationale that support evaluations:

If other than Compiiance, describe the discrepancies in deail:

Actions needed (raquired] for compliance:

Actions recommended for Academic A« *ising Program enhancement including suggestions in CAS Guidelines:
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Non-Compiiance Comepllance U_m
Part & FUNDING |
Assassment Criteriss Scales Score
6.1 Funding is adequats to carry out the academic advising programn's designated mission. 6.1.
62 The program sttemnpts to identify and utilize ail appropriass sources of funds, 62 —

Cite any CAS Guidelines o be azsezsed as an institutionsl criterion for the seif-study:

Idemify documentation and rationale that support evaluations:

If other than compliance, describe the discrepancies in detail:

Actions needed (required] for complisnce:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Non-Compliance Compliance ;.. ~cun
Part 7: FACILITIES
Asssssmpent Criterias Scale Score
71 The advising program bas adequats facilities to cary out its mission, 2 SO
72  All academic advising facilities are accessible o physically disabled
persons and are in compliancs with all legal requirements. 12

mmwcmnuwaawmmmwm

Identify documentasion and rationale that szpport evalimtions:

If other than complisnce, describs the discrepancies in detzil:

Actions needed (required] for compliance:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Asssamment Criterias Scale Score
8.1 Academic advisors am imowledgable abr .2 and responzive 10 relevant civil
and criminal laws relased 10 their role snd fonction in t'0 institation, 8.1

82 Advisors are well informed and regulariy updated about the obligations and limitations placed upon
the institution, particularly regarding academic advising, by constitutional, statutory, and

common law, external governmental 7.gencies, and institutional policy. 82
83 Academic advisors are provided access 10 legal advice as
needed to impiement assigned responsibilities. 8.3

8.4 Advisors utilizs policies and practices that limit liability exposure for instimtion and its agents. 84, _____

Cite any CAS Guidelines to be assessed as an institutional criterion for the seif-study:

Identify documentation and rationsle that support evaluations:

If other than compliance, describe the discrepancies in detail:

Actions needed [required] for compliance

Actions recammended for Academic Advising Prograni enhancement incinding suggestions in CAS Guidelines:

CAS Academic Advising Seif Assessment Guide 150
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Part 9: EQUAL OPPORTUNITY, ACCESS, AND AFFIRMATIVE ACTION

Asssssment Critarias Scale Score
9.1 Both the spirit and insent of equal opportunity laws are evident throughout the advising program. 9.1 __
92 Academic advising services snd facilities are readily accessible to all

students in all programs throughout the institution, %2
93 Nondiscriminagory advising personnel policies reganding race, gender, religion, age, '

national origin, color, and handicap havs been developed and are practiced reguiariy. 9.3
9.4 Hiring and promotion policies exist to assure that affirmative action

will be taken to overcome advising staff imbalances where they exist. 94.
95 The program seeks to identify, prevent, and/or remedy other discriminatory practices. 9.5

Cits any CAS Guidelines to be assessed as an institutional crizerion for the self-study:

Identify documentation and rationals thet support evaluations:

If other than compliance, describs the discrepancie: in detail:

Actions needed (required] for compliance:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Non-Compiliance Compilance U——dm
Part 10: CAMPUS AND COMMUNITY RELATIONS
Asssssment Criteriss Scale Score

10.1 Thers is evidencs of syssematic efforts to maintain effective working relstionships with campus
and community agencies whoss operations are relevant to academic advising’s designated mission.10.1.

Cits sny CAS Guidelines 10 be assessed as an institutional criterion for the seif-study:

Identify documersixtion and rafionals thet support evalustions:

If other than complisnce, describe the discrepancies in detxil:

Actions needed (required] for compliance:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Part 11: MULTI-CULTURAL PROGRAMS AND SERVICES

Assssment Criteris: Secale Score

111 The advising program heips the institution in providing an eavironment
thas enhances awarzness of cultural differences. ) 5 S

112 The advising program heips the institution in providing opportunities for
individuals ©0 assess their parsonal views and biases regarding

cultural differences and need for behavioral changs. 112
113 The advising program assist: minority students to identify,
peioritize, and meet their umh;ue educational needs . 113.
114 The advising program assists minority students in understanding the institution’s culture. ) § I

115 The advising program assists minority students to understand their unique culture and heritage. 113,

Cite any CAS Guidelines to be assessed as an instimtional criterion for the seif-stdy:

Idensify documentution and rabionals that support evalustions:

If other then compliance, descrilx: the discrepancies in detail:

Actions needed (required] for compliance:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Non-Compiliance Compilance ;. rown
Part 12: ETHICS
Asssmxment Criteriae
121  Advisiag staff members have identified and implemented an appropriate set
of ethical standards 0 guids professional peactice.
122  The adopeed ethical standards are availabis in written form and reviewed on & reguise basis.
123  Advising program policies and procedures are consistent with the ethical standards.
124  Appropriase measures to assure privacy of individusls and confidentiality
of information, inciuding research data have been impiemented.
125  Advisors are informed about the institution's human subjects
resesrch policy and other policies addressing ethical practice.
126  Advisors comply with the provisions of these policies when doing research.
127  All stdents are provided access to services on a fair and equitable basis.
128  Advisors avoid personal conflicts of inserest, or the appearance of such.
129 Al funds hendled by advisors are handied in accordance

12.10
1211

12.12

12.13

12.14

with established and respoasibie accounting procedures.
Academic advisors avoid ail forms of sexual harassment.

Advisors and other staff members recognizs their

Information about the institution's goals, services,
programs, and policies is accurately presented,

Advisors systematically avoid heiping students ©
circumvent *.stitutional policies and regulations.

Advisors confront students who circumvent institutional policies or
reguiations and refer them to appropriate agencies as necsseary.

Cits any CAS Guidelines t0 be assessed as an institutional criterion for the seif-smdy:

Scale Score

21
122
123

12.4

125
12,6

12.7

2.8

129

1210 "
201
1212
1213

12.14
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Identify documentation and rationale that suppost evaluations:

If other than complisncs, describe the discrepancies in detsil:

Actions needed (required] for compliance:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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Part 13: EVALUATION
Amsssmest Criteriss Scale Score

131 A program of reguiar and systematic ressarch and evaluation exists within the advising program
10 dessezaine whether the educational goals and the needs of students are being met. 131

132 Reicvant quantitative and qualitative data obtained as & remait of the ressarch and
evaluation age used 10 reviss and improve program goals and implementation processes. 132

133 Evaluation data incindes responsss from stndents and other significant constituencies. 133

Clte aay CAS Guidelines 10 be assossed as an institational criterion for the seif-smdy:

Idemtify documentation and rationale that support evalustions:

If other than compliance, describe the discrepancies in detail:

Actions needed (required] for compiiance:

Actions recommended for Academic Advising Program enhancement including suggestions in CAS Guidelines:
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SPECIAL NOTE:
Using "Actions needed (required] for compliance® and * Actions recommended for program
enhsncement” entries, procesd to develop a Follow-up Action Plan (refer t0 page viii].

© Copyright 1988. wfamwo{smmmsmmmmm CAS
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CAS Standards and Guidelines for
Academic Advising

Part 1: MISSION

The institution and the advising program must develop, review, and dissemimate regularly its own
specific goals for studenmt services/deveiopment, which must be comsistent with the nature and
gonls of the institution and with the stasndards in this decument.

The primary purposs of the academie ldvldig program ls to amist students in the development of
meaningful educational plans that are compatible with their life goals.

The institution must have a clearly written statement of philossphy pertaining to academic advising
wunnmmmmmmrmmdummadm

Academic advising should be viewed a8 3 continuous process of clarification and evaluation.
The uitimats responsibility for making decisions about life goals and educational pians rests with the individual
student. The academic advisor assists by heiping to identify and assess alternasives and the consequences of decisions.
Insticutional goals for academic advising may include:

clarification of life and carcer gosis;

deveiopment of suitabls educational plans;

referral © and use of other institutional and community support services, whers appropriate; and
collecting and distributing stdent daca regarding smdent needs to assist the preferences and performance regarding
insticutional poli king,

i
z
|
|
|
E

Part 2: PROGRAM

The academic advising program must be (a) purposeful, (b) cohereat, (c) based om, or related to
theories and kmowiedge of human development and learning characteristics, and (d) reflective
of the demographic and developmental profiles of the studemt body.

The scademic advising program must promets student development by encoxraging sach things as
positive amd realistic seif-appraisal, inteilectual development, appropriste persomal and
occvpational choices, clarifications of values, physical fitmess, the ability to relate
mmw--mymmwcumuapphapcruullyuﬂ:fyluand
effective style of living, the capacity to appreciate cuitural and sesthetic differemces, and the
capacity t0 work independently and interdependently;

The academic advising program must assist students im overcoming specific persomal, physical, or
educational problems or skill deficiencies.

The academic advisiag program must ideatify enviroamental conditions that may negatively
influence weifare and propose interventions that may neutralize such conditions or improve
the emviromment.
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The edueational experience of students comsists of both academic efforts in the classroom and

developmental opportunities through studemt services and development programs. Iastitutions
-mmmm_n-m«u—m

Individual academic advising comfercuces must be available to students each academic term. The
scademie advisor must review and utilize any avuilable dats about student academic and
educational needs, performance, aspirations, and problems and must collaborate ia collection
of sech data.

Individoil confierences with an academic advisor are intnded 10 provide sssistancs 10 the stadent in refining goals and
objeciives, undecstanding what choices am svaiabls, and assessing the consequences of allemative courses of action.
Course selection; caderstending and mesting institntional requirements; and providing clesr and accurate information
regarding institutional policies, proceduxes, resources, and programe; may be carrisd out individually or in groups.
Supplemental systems for the delivery of acvising information such as on-lins compuist piograms may be utilized.

Referruls should be made to approprims institational or community support services as needed.

Research pertinent to students, the advising program, and perceptions of the institution should be reported
interpresed to academic advisors and units of the institution which can utilize the results effectively. Confidentiality
of individual st records should be maintained.

Part 3: LEADERSHIP AND MANAGEMENT
Part ¢ ORGANIZATION AND ADMINISTRATION

The academic advising program must develop its own set of policies and procedures that include a
detailed description of the administrative process and am orgamisational chart showing the job

functions and reporting relationships within and beyoed the advising program.

The design of the academic advising program must be compatidle with the imstitutional
organizational structure and studemt meeds. Specific advisor respoasibilities must be clearly
delinentsd, published, and disseminated to both advisors and studemts.

In some institations, academic advising is a centralized funcrion, whils in others, it is decentralized, with a variety of
people throughout the instimtion assuming responsibilities, Whatever system is used, students, faculty, and staff
members should be aware of their respective responsibilities.

Part & HUMAN RESOURCES

The academic advising program must have adequate aad qualified professional staff to fulfil the
mission of that service and to implement all aspects of the program. To be qualified,
professional staff members must have a gradusts degree in a fleid of study relevant to the
particular job in question or must have am appropriate combimation of education and
axperiencs. In any functional ares in which there i7 a full-time director, that director must
pessess leveis of education and/or professional experiencs beyond that of the staff to be
supervised.

Preprofessional or support staff members employed in the scademic advising program must be
qualified by relevant education and experience. Degree requirements, including both degree
levels and subject matter, must be germame to the particular job respomsibilities. Such staff
members must be trained appropriately and supervised adequately by professional staff.

Paraprofessionals must be carefully sslected, trained with respect to helping skills and
institutional services amd procedures, closely supervised, and evaluated regularly. Their
compensation must be fair snd any volumtary services must be recognized adequately.
Paraprofessionals must recognize the limitations of their knowledge and skills and must refer
students to appropriate professionals whem the problems encountered warrast.

CAS Academic Advising Standards snd Guidelines 159

e 171 BESTCOPY AVAILAELE



To emsure that professionsl staflf members devots adequate time te prefessional duties, the
scademic advising program aust have sufficient clerical and techuical support staff. Such
support must be of sufficient quantity and quality to accomplish the following kinds of
activities: typing, filing, telephone and other recsptiomist duties, bookkeeping, maintaining
studest records, erganizing rescurcs materiais, receiving students and making appoistments,
and bhandling routine correspomdencs. Salary level and fringe benmefits for staff must be
commensurate with thess for similar professional, preprefessional, and cierical positions at
the institution and in the geographic area.

To ensure the existence of suitable and readily idemtifiable role models withia the campus
teaching and administrative ranks, advising staff employmeat prefiles mest reflect
representation of categovies of persous whe comprise ibe studeat populstion. However, where
student bodles are predominsatly nondisabled, of ome racs, sex, or religion, a diverss staffing
pattern will demonstrate institutionsl commitment to fair employment practices.

The scademic advising program mast have a reguiar system of staff selection and evalustion, and
must provide coatinuing professionsl development opportunities for staff imcluding inservice
training programs, participation ia professional comferemces, workshops, and other continuing
education activities.

Adequms staff should be available t0 meet studemt needs without cweasonabis delsy. Advisors should allow an
sppropriss amount of time for students to discuss plans, programs, courses, academic progress, and other subjects
relased t0 their educationsl programs,

Whether centralized or decemtralized orgamization structure is used, a speciflc individual must be
designated by the imstitution to direct or -7ordinate the academic advising program.

The position of director or coordinesor shonld ensure the integration of both academic and student support services
within the institotion; be responsibis for providing leadership, supervision, and direction to the advising program;
overses the development and mainesnance of a staff structre that implements institational goals for the advising
program; and be charged with developing and carrying out selection and training procedures for all academic advisors,

A variety of siaffing arrangefents may be used. Advisors may be full-time or part-time professionais who have
advising as their primary function within the instiution or may be full-time professionals who have other
responsibilities, such as teaching facuity. Paraprofessionsis (i.s. , graduste students in practica, intemships, or
assigtantshing) or peer advisors (i.e., trained undergradusts smdents) may also ussist advisors,

The director/coordinator must possess cither am earmed graduate degree(s) or c¢quivaient
combination of academic and educational experiemce, previous experiemce as am academic
advisor, knowledge of studeat develcpment, and thorough imstitutiomal knowledge.

The director or coordinator should be skilled in fiscal management, staff seloction and training, conceptualization,
planning, and cvaluation tagks.

Professional academic advisors shouid have, in addition 10 & graduse degree, an understanding of stmdent development;
a comprehengive knowiedgs of the institution, its programs, academic requirements, majors, minors, and student
services; & demonstrated intorest in working with and assisting stndents; a willingness 10 participas in preservice

reists weil . ‘ . .

©

be willing and able 10 asist in the performance of professional advisors;

be of above average academic achicvement;

be carefully prepared for their role and made aware of the limitations of their authority; and
be adequacely supervised by professional staff,

~1
-
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Whers svailshis, the secretarial and clerical staff should maintain student records, organizs resource materisls, receive
smdents, ;make sppointments, snd handls correspondencs and other operational nesds.
Technical saff may be used in reseasch, data collection, sysiems development, and special projects.

Technical, secretarial, and clerical staff should be selected, trainod, and supervised 10 work compatibly with staff and
smdents. They should ensbls the professional staff to minimize routine tasis and functions,

Part 6 FUNDING.

The scademic advisiag program must have funding sufficient to carry out its mission and to
suppert the following, where appilcable: staff salaries; purchsse and maintemancs of office
furnishisg, suppiles, materisls, and equipment, incinding curremt technology; phome and
pestage costs; printing and media costs; Institutionsl memberships is appropriate
professional orgamizstions; relevant subscriptions and necssssry Iibrary resomrces; attendance
st professional association mestings, comferemces, and workshops; and other professional
development activities. In addition te imstitutional fanding commitment through gemersl
fumnds, other funding sources may be comsidered, incinding: state appropriations, studeat fees,
user fees, donations and comtributions, fines, comcession and store salss, rentals, and dues.

Printing and media monies shouid be sufficient to provide quality printed and non-pring information for students;
twaining magerials for staff, inciuding handbooks and newsletters; and to support routine clerical functions. There
should also be sufficient resources 1 publicize the program.

Special consideration should be given o providing funding for inservice training of advisors, particularly; those for
whom the advisory function is a pest-time and/or secondary assignment,

Part 7@ FACILITIES

The sesdemic advising program must be provided adequate facilities to fuifil its missiom. As
appiicable, the facilities for the program wmust ianclude, or the fuaction must have access to,
the following: privats offices or private spaces for coumseling, Interviewing, or other
mestings of a confidential mature; office, reception, and storage space sufficient to
sccommodate assigned staff, supplies, equipmems, library resources, snd machinery; and
conference room or meeting space. All facilities must be accessible to disabled persons and
must be in compliancs with relevant federal, stats, and local heaith and safety requirements.

Facilities should provide privacy, freedom from visual and auditory distractions, adequste space, and an atmosphere of
warmth and friendliness,

When the advising program includes an advising center, the facility should be in reasonable proximity o related
campus agencies, such as the counseling center, career planning and placement, admissions, recards, registration, and
other services to which smdents are frequently referred,

Part 8@ LEGAL RESPONSIBILITIES

Advising staff members must bde kmowiledgeable about amd respomsive to relevamt civil and
criminal laws and must be respoasible for emsuring that the institution fuifills its legal
obligations. Academic advisors must be well versed in thoss obligations and Ilimitations
imposed om the operatiom of the imstitution, particulariy in their functional area, by local,
state, and federal coastitutional, statutory, regulatory, and common law, and by iastitutional
policy. They must utilize appropriate policies and practices to limit the liability exposure of
the institution, its officers, employess, and agests. The institution must provide access to
legal advice to professional staff as needed to carry out assigned respomsibilities.
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Part @ EQUAL OPPORTUNITY, ACCISS, AND AFFIRMATIVE ACTION

The scademic .advising program must adhere to the spirit and intent of equal opportunity laws in
all sctivities. Each ares must ensure that its ssrvices and facilities are accessible to and

provide hours of operstion that respond to the mesds of special populations, inciuding
traditionally under-represented, evening, part-time, and commuter studeats.

Personnel policies shail wot discriminate om the basis of racs, sex, color, religion, age, mational
origin and/or handicap. In hiriag and promotion pelicies, studest services professiomals must
taks affirmative sction thst strives to remedy significant staffiag imbalance, particularly when
resuiting frem past discriminatery practicss. The advising program must seek to identify,
prevest aad/or remedy other discriminatory practices.

Part 10: CAMPUS AND COMMUNITY RELATIONS

The scademic advisiag program must maintain good relations with relevamt campus offices ani
extersal agencies, which necessarily requires regular ideatification of the offices with whom
such reiationships are critical. .

Academic advising is an extension of the educational process, which is highly dependent on & ane-to-one relationship.
Advising effectivensss is also dependent upoa closs working relationships with other institutional agencies, the
facuity, and the administration.

The academic advising system should be fully integrated into other processes of the institution. There should be
functional and effective reiationships with other campus services, the tesching faculty, administrators, and other
professicaals in student services. There should be coordinased relationships with reisted areas such as admissions,

records, registrations, counseling, and career planning and piacement.
Part 11: MULTI-CULTURAL PROGRAMS AND SERVICES

The institution must provide to members of its majority and mimarity cuitures' educational efforts
that focus om awaresness of cuitural differenmces, seif- assessmemt of possible prejudices, aad
desirable behavior chamges. :

The institution must provide educational programs that heip minority students identify their
unique needs, prioritizs those needs, and meet them to the degree that resources permit.

The institution must orient minority studeats to the cuiture of the institution and promote and
deepen their understanding of their own cuniture and keritage.

Part 12: ETHICS

All persoas imvolved in the provision of advising services to studemts must maintain the bighest
standards of ethical behavior. Academic advisors must deveiop and adopt standards of ethical
practics addressing the umique problems that face persoanel in that area. The standards must be
published and reviswsa by all comcerned. In the formuiation of those stamdards, ethical
standards statements previcously adopted by the profession at large or relevamt professional
associations may be of significant assistamces and must be comsidered.

Certain cthical obligations apply to all individuals employed in the academic advising program,
for exampie: All advisers must ensure that comfldemtiality is maintained with respect to all
communications and records coasidered comfidential. Unless written permission is given by
the student, imformatiom disciosed in individeal coumseling sessions must remain confidential.
In addition, all requirements of the Family Educational Rights and Privacy Act (Buckley
Amendment) must be complied with and information contained im students’ educational records
must not be disclosed to third parties without appropriate comsent, umiess oume of the relevant
statutory exceptions appilles. A similar dedication to privacy and coafidentiality must be
applied to research data comcerniag imdividuais.
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All advisors must be aware of and comply with the provisions coatained im the imstitution’'s
in any other imstitutional policy addressing ethical practice.

rovided accsss to services om a fair and
$0 they cam deal
tution. In many
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&
i
|
|
:

actual comfllict.

Academic advisors must not participate in any form of sexual harassment. Sexual haragsment is

, 8 well as other verbal or

physical conduet of a sexual nature If "(1) submission te such comduct is made either
or term
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has the purpose or effect of uwareasomsbly
interfering with am individual's work performancs or creating am imtimidating, hostile, or
offensive working eaviroameat.” 29 Code of Federal Reguiations

CF.R. Section 1604.11 (2)

All scademic advisors must recoguize the limits of their traiming, expertise, and competence and
must refer students im meed of further expertise to persons possessing appropriate
qualifications.

Advisors wmust recogunized the limits of their competence and perform only those functions for
which they are qualified. All advising program staff members must recognize the limits of
their traiming, expertise, and competencs and must refer students im need of further expertise
{o persoms possessing appropriate qualifications.

Advisors must insure the accurats presemtstion of information to the public, students, parents,
colleagues, and subordinates. Brochures, student hamdbooks, and other materials prepared for
open distribution must accurately represest the imstitution’s goals, services, programs, and
policies. Advising stalf members must ensure that all such information is accurately
preseated.

Advisors must mot counsel or aid studeats i circumventing institutional policies or regulations.
Whea confromted with situations in which students have violated or circumvented established
policy or morms, the advisor is obliged to address the issue and refer students to the
appropriate agency accordingly.

Part 13: EVALUATION

There must be systiematic and regular ressarch on and evaination of the overall institutional studsst
sarvicas/development program sad the scademic advising program to determing whether the
educational goals snd the needs of students are being met. Although methods of evaluation may
vary, they mast utiliss both quantitative and qualitative mensures. Data coSicied must incinde
responsss from students and other significant constituencies. Resuits of these reguiar
evaluations must be used in revising and improving the program goals and their
impissnentation.

© 1986, 1988 Council for the Advancement of Standards for Student Services/Development Programs (CAS].
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ADDITIONAL READING

This bibllography on the subject of academic advising is
intended to serve as a resource guide for administrators
and researchers in higher eaducation. Special recognition
is due Lois Renter, head librarian of The American College
Testing Program, who was primarily responsibie for com-
piling the information. it is hoped that this bibllography will
be useful to educators in improving academic advising,
and thus serving students more effectively.

Academic Advising (General)

Borgard, J. H. Toward a pragmatic philosophy of aca-
demic advising, NACADA Journal, 1981, 1(1), 1-6.

Changes in academic advisiig often occur without
pattern, without thought of wnat ought to be accom-
plished, or without adequats desire or tools to examine
the worth of advising efforts. it is proposed that aca-
demic advising predicate itseif on a Deweyan prag-
matic base to bring pattern to this fragmentad activily.
The pragmatic view believes that learning begins in
experience and that the advisor has a key role in
arranging and bringing continuity to the interaction of
student experience and student needs.

Carstensen, D. J., & Silberhom, C. A national survey of
academic advising; final report. lowa City, lowa: The
American College Testing Program, 1979,

Data were gathered from a national sample of 2-year,
4-year public, and 4-year private postsecondary insti-
tutions. Responses were received from 820 of 1095
institutions surveyed.

Some of the conclusions: institutions are more alike
than different in their advising delivery systsms; ad-
vising is perceived by administrators as a low-status
function; advising is seen as an informative activity
rather than a developmental process. Thers is a lack of
evaluation procedures, and many institutions have no
comprehensive advising poiicy statements. Interest in
the advising function is increasing.

Cook, N. J. The status of academic advisement. (Doctoral
dissertation, Indiana University, 1980). Dissertation Ab-
stracts International. 1980, 41, 1421A-1422A, (University
Microflims No. 8022708)

A random sampie of 344 regionally accredited, bac-
calaureate degree granting institutions were mailed
Questionnaires from which 211 responses were used
for this study. The institutions were polled concerning
the type of academic advising process they used, who
was responsible for the advising programs, and whether
the same advising procedure was used throughout the
institution. A number of other facets were aiso studied.

The main findings: facuity were the primary advisors at
89 percent of the institutions; vice-presidents for aca-
demic affairs were responsible for 70 percent of the
advisement programs; the same advising procedures
were used throughout each of more than 70 percent of

184

the institutions. it appears that academic advising is
now and seems destined to continue to be a facuity
responsibility. Other forms of advising seem to be
intended to augment facuity advising. Other findings
indicated that advising processes are not highly suc-
ceesful but that those resporisible for the programs are
concemed. A number of recommendations are drawn
from the study.

Crockett, D. S, and Levitz, R. L A national survey of
acsdemic advising: final report. iowa City, lowa: The
American Coliege Testing Program, 1983.

Current undergraduate academic advising practices
were examined in & sscord National Survey of Aca-
demic Advising conducted by the ACT National Center
for the Advancement of Educational Practices in the fail
of 1982 The survey instrument focused on those ele-
ments identifled in the research on academic advising
as important characteristics in the organization and
delivery of advising services.

Crockett, D. S. (Ed.). Advising skilis, tachniques, and
resources. lowa City, lowa: The American College Testing
Program, 1988,

This document is a comprehensive compilation of
materials designed to assist college personnel in en-
hancing the effectiveness of their academic advising
programs. Topics include: introduction to advising,
training, skills, techniques and resources, evaluation,
and ACT In advising. The publication s revisad annually.

Grites, T. J. Academic advising: getting us through the
e/ghties. Washington, D. C.. American Association for
Higher Education, 1979,

A thorough review of the historical development of
advising systems, various delivery systems, and intra-
institutional relationships leads to saveral conclusions.
First, academic advising cannot be done in isolation.
Second, there is no single formula for successful aca-
demic advising. Third, the role of academic advising will
become more prominent The recognition of th/) need
for a sound advising program raises 2 number of
questions, and institutions must realize the implications
of achieving it Recommendations for achieving such: a
program invoive research, the organization, selection
and training of personnel, program evaluation, and
incentivee for good facuity advising.

Hoffman, M. Academic advising in higher education. Dis-
sertation Abstracts International, 1975, 35, 5815A.

This study, basically a review of the literature dealing
with models and components of modelis of academic
advising in higher education, emphasizes the impor-
tance of meeting needs of students through a wall-
developed guidance program as an additional student
personnel service.

The study suggests criteria for the development of an

effective program and stresses the necessity for each
institution to deveiop goals of advising that will support
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its educational philosophy. it further indicates the impor-
tance of a weil-developed in-service training prog-am
for those actively invoived in the advising process. It
contends that there is a need for extensive resesarch

into all aspects of academic advising, especially in
expansion of evaluation techniques and tools.

Wiider, J. R. Academic and career advising. Bowling
Green, KY: Westamn Kentucky University, 1983.

Or. Wiider argues convincingly that institutions of higher
education must strengthen academic and career advis-
ing. The reasons are obvious. Students have a right to
expect theii university to design and implement an
effective academic advising and career planning pro-
gram. Moreover, given the data regarding collegiate
enroiiments during the 1980's, colleges and universities
must effectively address the problem of attrition if they
expec: .2 survive in their present state. Cleariy, as Dr.
Wiider demonstrates, t0oo many well qualified students
leave colinqe each year because of inadequate aca-
demic and carear advising. it is a problem to which we
can effectively respond and Dr. Wilder has provided a
series of recommendations which everyone interested
in the needs of students wiil find ussful.

Developmental Advising
Crookston, B. B. A developmental view of academic

advising as teaching. Journal of College Student Per-
sonnel, 1872, 13, 12-17.

The traditional relationship between academic adwisor
and student has been prescriptive, based on authority.
The developmental relationship is based on the belief
that the advisor and student differentiaily engage in a
series of developmental tasks, ths successful com-
pietion of which resuits in varying degrees of learning
by both parties. Prescriptive and developmental ad-
vising differ in their approach to the various dimensions
of the relationship: abiiities, motivation, rewards, matur-
ity, initiative, control, responsibility, and refationship.
The greateat difficulty in developmental advising is in
the different meanings the facuity and advisee attach to
the term advising. Taking time to discuss and agree on
interpersonsal and working relationships can help avoid
the confiict that is inevitable from untested, disparate
assumptions.

Dameron, J. D., & Wolt, J. C. Academic advisement in
higher education: a new model. Journal of College Stu-
dent Personnei, 1974, 18, 470-473.

The proposed model is similar to that described by
O'Banion in emphasizing the developmental process of
academic advising, but the method of implementation
differs significantly, primarily in the use of personnei.
Staffing is based on a professional career ladder with
thre® basic divisions. The paraprofessional facilitates
scheduling of courses: the preprofessional aids in the
selection of program and courses; and the professional
facilitates the exploration of life goals and vocational
goais. Reasons for not using faculty for advisemen.
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center around training and commitment, costs, and
coordination of efforts. Advantages of the model are
that it is efficient and it can be evaluated.

Grites, T. J. Student development through academic advis-
ing: 8 4 X 4 model. NASPA Journal, 1977, 14(3), 33-37.

A successful student development program must be
both operational in practice and developmental in
concept The 4 X 4 model attempts to provide both
components. The model operates from the academic
units of the institution. The academic advising process
serves as the mechanism for establishing the structure.
its functions are primary advising, professional advis-
ing, personal counseling, and the programmatic dimen-
sion. The deveiopmental stages, over a period of time,
are described as preview, pianning, process, and post-
view. The model is adaptabie to a varisty of institutionali
settings and can be evaluated by objective and quaii-
tative methoda.

Higginson, L C., Cohen, K. D.. & Garis, S. H. (Eds.).
Academic advising as a developmental process; proceed-
ings of the fourth National Conference on Academic
Advising, Asheville, N.C., 1980.

As do the first three conference proceedings, this one
aiso offers a potpourri of papers on advising. Two of the
general sessions, one workshop, and several of the
paper sessions focusad on the developmentai approach
to advising.

Mash, D. J. Academic advising: too often taken for granted.
College Board Reviaw, 1978, (107), 33-36.

A developmental approach to academic advising shouid
go well beyond the interpretation of degree require-
ments and course registration. Three general dimen-
sions of such an approach need to be present (1)
advisors who view advising as important and who are
rewarded for it (2) a training program; and (3) a
thorough understanding of the student's interests. These
dimensions must be brought together in face-to-face
sessions between advisor and student. A strong justi-
fication can be made for instituting an effective devel-
opmental advising system.

O'Banion, T. An academic advising model. Junior College
Journal, 1972, 42(8), 62; 84; 68-69.

The procees of academic advising inciudes: (1) expiora-
tion of life goals; (2) exploration of vocational goals; (3)
program choice; (4) course choice; and (5) scheduling
courses. Based on the skills, knowledge, and attitudes
required by the personnel who would assist students.
professiunal counselors wouid take responsibility for
steps orie and two, and perhaps steps three and four.
There are many arguments for the use of faculty
members in steps three and four because of their
curriculum and subject knowiedge. Given certain
important conditions, it seems reasonable to believe
that an instructor advising system can function as well
as any ¢ther. A team approach may be the best answer
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for academic advising, with each member participating
in the process according to his competencies and
interests.

Walsh, E. M. Revitalizing academic advisement. Personne/
and Guidance Journal, 1979, 57, 448-449.

Academic advisement has traditionally been thought of
as limiated to such routine functions as course registra-
tion and academic record-keeping. Advisement should

be redefined so that developmental functions are cen-- -

tral. it would then perform a much-needed service in
higher educstion, for students need assistance in pian-
ning academic programs and integrating academic,
career, and life goals. Faculty and advisors will need to
learn some unfamiliar roles and some new skills. With
appropriate support, however, acceptance of deveiop-
mental advising will be possible.

_Winston, R. B, Enders, 3. C, & Miller, T. K. Academic
advising as a student development. In New directions for
student services: developmenta; apiroachee to academic
advising, (17). San Francisco: Jossey-Bass, 1982

This chapter deais with the idea of educating the whole
person, not only his or her intellect. Principles of student
deveiopmant must be formally integrated into the institu-
tion’s mission, goals, and program thrusis. Academic
advising is viewed as one ex:sting vehicle that can be
readily refitted for this purpose.

Winston, R. B, Miller, T. K, Ender, S. C, Gritmo, T. J., &
Associates. Developmental academic adviaing. San Fran-
cisco: Jossey-Bass, 1884,

This book provides the most comprehensive examina-
tion aveilable of academic advising from a develop-
mental perspective. in seventaen original chaptears, the
authors show how effective advising programs can do
more than heip students seiact a course of study; they
can enhance the quality of students’ sducational experi-
ences by heiping them adjust tc the college environ-
ment, make the most of institutional resourcen, achieve
educational and personal goals, and make career
decisions.

Drawing on student development theory as weil as on a
nationwide survey of academic advising practices at
more than 750 institutions, the authors detail specific
strategies and techniques for making advising more
effective in all iypes of institutions--large and smalil,
technical and liberal arte, public and private. They cover
each major area of academic acvisirg, from formuiating
program goais through selec*’ . and training advisors
to organizing and administarin, services.

All those responsible for advising students— whether
counselors, advisors, admissions staff or administrators
wishing to improve their campus’ advising programs—
will find this book of value.
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Advising and Sludent Persistence

Beal, P. E, & Noel, L. What Works in Student Retention.
lowa City, lowa: The American Coliege Testing Program,
1980.

The Report of a Joint Project of The American College
Testing Program and The National Center for Higher
Education Management Systems (1980). The results,
findings, and recommendations of the 1979 ACT/
NCHEMS study of over 900 colieges and universities.
This monograph focuses on intervention strategies
including advising to improve student retention; the
purpose is to provide functional assistance to college
adiministrators and facuity.

Crockett, D. S. Academic advising: a cornerstone of stu-
dent retention. In New directions for student servicas:
reducing the dropout rate, (3, pp. 29-35). San Francisco:
Jossey-Bass, 1978,
This chapter discusses the relationship between aca-
demic advising and improved student retention. A con-
ceptual model for deveioping and implementing a suc-
cessful advising program is presanted.

Crockett, D. S. Academic advising. On increasing student
retention (13, pp. 224-261). San Francisco: Jossey-Bass,
1985.

This chapter disc: ‘«ses a number of elements critical to
enhancing the . . . v of academic advising and con-
cludes that with - ser administrative support and a
developmental emy...asis, academic advising can pro-
vide studerits with a needed and valuable service that
enhances their growth and development as welt as
their commitmer:it to the institution and the higher
education experience.

Forrest, A. Increasing Stusent Competence and Persis-
tence. lowa City, lowa: Tt @ ACT National Center for the
Advancament of Educationai Practices, 1982.

This study measu-as, : mong other things, the impor-
tanze of academic adv.sing in achieving general edu-
cation objectives and in increasing student persis-
tence.

Giennen, R. E. Intrusive college counseiing. College Stu-
dent Journal 1975, 9, 2-4,

The University of Nevada, Las Vegas, approved the
establishment of University Coliege to house ail en-
tering freshmen and transfer students. Faculty were
recruited to counsel students, using an intrusive ap-
proach. The resuits of the program inciuded a reduction
in academic attrition, probation, suspensions and with-
drawais, and an increase in Deans Honor List and “B"
average achieveme nt. The conclusion was that colleges
must not s.* “ack and wait for students to come for
advice and counseling, They must use intrusive tech-
niquey.

9 "~
e



Glennen, R. E, & Baxiey, D. M. Reduction of attrition
through intrusive advising. NASPA Journal, Winter 1985.

An intrusive advising program is outiined that has
successfully reduced attrition of high-risk college
freshmen and sophomores.

The retention program was established to provide (a)
aclvising, (b) testing, (c) developmental education, and
(d) more vertical degree options for entering freshmen.

Students are assigned to a program of study by faculty *

advisors based upon the resuits of their ACT tests. The
students are aiso provided with tutorial services in
reading, writing, and mathematics, and with assistance
in study skills, taking notes, and using the library. These
support services are essential to ameilorate the aca-
demic problems entering students bring with them.

The intervention strategles described create a success-
ful university experience for entering freshmen ai
Westarn New Mexico University resulting in increased
achievement leveis and improved retention rates. The
intrusive system emphasizes individual attention. it heips
students identify and cope with academic problems that
would otherwise interfers with the students’' academic
achievement,

This intervention program is recommended as a pos-
sible soiution for institutions with attrition problems,
especially those schools with significant populations of
high risk students,

Habley, W. R. Academic advisement the critical link in
student retention. NASPA Journal, 1981, 18(4), 45-50.

The Advisement-Retention Modei presents a theorsti-
cal framework which underscores the importance of
academic advising to retention. it reiles on two basic
assumptions: that advising must be viewed as devei-
opmental and that an institution may not be abie to
reverse all the variables which lead to attrition. Within
the modei, the various factors are developed along a
continuum, which focuses primarily on five factors
directly related to the quality of the educational program
in refation to the students’' defined educational and
career goals. The academic advisor is the key figure in
assisting students to explore their goals and to choose
appropriate academic offerings.

Noel. L, Levitz, R, Saluri, D, & Associates. /ncreasing
student retention. San Francisco: Jossey-8ass, 1985.

in this book, the authors present practical, step-by-step
guideiines and strategies for achieving improvements
in retention.

Based on nine nationwide surveys of retention prac-
tices and on consuitations with over 375 coileges and
universities, the authors provide a wealith of information
on retention efforts that have proven successful. They
explain how to zero in on student groups most iikely to
drop out—such as commuter students, the academical-
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ly underprepared, and those with undecided majors.
They describe how to assess these students’ special
needs and then create campus-wide programs that
improve student learning, satisfaction, and retention.
Many case examples gnd lilustrations show how

institutions—public and private, large and smali, two-
and four-year—~can improve their own retention efforts.

Advisor Training

Bonar; J. R. Developing and implementing a systems-
design training program for academic advisors. Journal of
College Student Personnel, 1976, 17, 190-198.

An instructional design modei, following a systems
approach, was used to deveiop a comprehensive pre-
service academic advisor training program which is
adaptable to a wide variety of institutional settings. The
process continued through numerous procedural ac-
tivities related to planning, developing, implementing
and evaluating the system, its meterials, and tech-
niques. This particular training program has been in
use since 1972 The poasitive feedback from those who
have completed the program and have gone on to
become academic advisors attests to its vaiue.

Bostaph, C., & Moore, M. Training academic advisors: a
developmental strategy. Journa/ of Coilege Student Per-
sonnel, 1980, 21, 45-50.

The issue of academic advising is crucial to American
higher education today. Suddenly it requires reevaiua-
tion and added attention. Studies have shown that
academic advising is perceived as unsatisfactory by
many students. A strategy for training advisors shouid
include an adequate reward system, a viabie in-service
training program, and a deveinpmental approach to
advising.

Gordon, V. Training academic advisers: content and
method. Journal of Cullege Student Personnei, 1980, 21,
334-340.

Academic advisor training is a vital component of an
effective advising program. A training program that
incorporates the fundamental concepts and functions
commeon to all academic advising has been used at
Ohio State University for several years. Specific topics
and methods of faciiitating training in those areas
include: the process of academic advisement, the
developmental approach to advising, career develop-
ment and advising, and the university satting and its
resources.

Winston, R. B, & Enders, S. C. Training llied professional
advisors. New directions for student services: deveiop-
mental approaches to academic advising (17). San Fran-
cisco: Jossey-Bass, 1982,

This chapter suggests that the quality of a student's
experience with academic advising is directly reiated to
the quality and rigor of the training of advisors. The
authors identify eleven components of advisor training
and outline goals and objectivis for each component.
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Evaiuation of Advising

Brown, R. D., & Sanstead, M. J. Using evaluation to make
decisions about academic advising programa. In New
directions for student servicee: developmental approaches
l%‘azcadomlc advising (17). San Francisco: Jossey-Bass,
1

This chapter summarizes the research litersture on
academic advising and discusses evaluative processes
for making decisions about the advising process. The
authors present a brief review of ssveral evaluation
approachss and identify the critical issues sffected by
the academic advising process. Several key qualities
and strategies individuals might consider in the evalua-

tion process are aiso presented.

Capoor, M. A stuady of the academic advisement system in
& community college. Paper presented at the Association
for institutional Ressarch Forum, San Diego, Cal. May,
1979. (ERIC Document Reproduction Service No.
ED 174 070)

Student and facuity questionnaires were designed to
measure perceptions of the advisement system in a
large comprehensive coinmunity college. The survey
investigated background variables, process variabies,
and outcome varisbles of the system. Though the
measures chossn were purely empirical and lacked
any theoretical base, the study produced useful infor-
mation for aasessing the efficacy of the advissment
system. The study aiso lliustrates the necessity for and
serves as an exampie of reducing a large amount of
data for effective and focused presentation of key
findings.

Crockett, D. S. How gooa is your advising program? A
self-inquiry technique. Southern College Personnei As-
sociation Journai, 1979, 1 (3), 33-40.

A recent survey indicated that 80 percent of the
respondirg institutions have no formal evaluation pro-
cess for their academic advising program. This seif-
inquiry technique is designed to assist institutions in
evaluating the current status of their program. Basad on
17 questions to be answered as the situation actually
exists, it offers comments on each facet of a good
program. A score, derived from the answeér key, indi-
cates where the program stands on the rating scale.

Grites, T. J. Student and seif ratings of teacher-advisors.
NACADA Journal, 1981, 1(1), 29-33.

In order to analyze both facuity and student evaluations
of advising, two forms (student and facuity) of two
instruments, Student instructional Report and Advising
Satisfaction Questionnaire, were administered. From
the resuits, three major conclusions were drawn. First,
students rate facuity members differentty than facuity
members rate themseives, both as teachers and as
advisors. Second, students desire a warm friendly reia-
tionship with facuity, aspecialily through advising. Third,
no general conclusions couid be made about effects of
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various descriptive characteristics on student ratings of
faculty. Future studies are needed to clarify relation-
ships between students and facuity and to facilitate
improvement in them.

Kapraun, E. D, & Coidren, D. W. An approach to the
evaluation of academic advising. Journal of College Stu-
dent Personnel, 1980, 21, 85-88.

An evaluation of facuity advising which focuses on the
assessment of student perceptions was implementad
on the Fayette Campus of Pennsyivania State Univer-
sity. The instrument is designed to elicit a numerical
rating of the advisor in nine dimensions o! advising
activity. The results of the appraisal are used for for-
mative and summative evaluations and to identify and
reward effective advisors.

Laroen, M. D., & Brown, B. M. Rewards for academic
advising: an evaiustion. NACADA Journal, October 1983.

This article conciudes that aithough academic advising
is recognized as a significant part of an institution's
mission, it does not rate high in terms of the traditional
reward structure. What rewards are availabile come
through departments and departmant chairs. But chairs
and faculty who have a major involvement in advising
differ in terms of the extent to which advising is
currently being rewarded. However there is general
agreemaent that it should be rewarded with commen-
surate reduction in teaching and research responsibil-
ities, with merit salary increases, and by consideration
in promotion and tenure evaluations.

The authors recommended that if advising is to be
rewarded, it must be evaluated. First an institutional
description of responsibilities for advising must be
deveioped and mechanisms using students and pos-
sibly peers for evaluating performance estabiished.
Second, the weight given to advising in the overail
rewards system will depend upon institutional priorities
and missions. Third, a clear definition and process for
evaiuating advising will heip improve the current
situation.

Poison, C. J., & Cashin, W. E. Research priorities for
academic advising: resuits of survey of NACADA mem-
bership. NACADA Journal, 1981, 1(1), 34-43,

There exists a Iimited amount of truly experimental
reserwrch in current iiterature on advising and, as a
result, minimal directions for constructive aiterations of
present programs. The survey sought to identify ques-
tions about advising that the membership wanted to
have studied. There were 340 useabie responses to the
questionnaire. While no definite conclusions were
drawn, the resuits indicated that first the specific advis-
ing needs of tre indlvidual student shouid be identified.
The effectivaness of various advising approaches could
then be gtudied and recommendations for improving
existing programs be made.
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Seligsohn, H. C. Academic advising: an approach to
evaluation. (Doctora! dissartation, University of South Flor-
ida, 1976). Dissertation Abstracts International, 1977, 37,
6161A. (University Microfiims No. 77-9261)

The approach to the evalustion of academic advising,
lsbeled ODAS, is designed © be a flaxible, compre-
hensive system for evaluation of student services, appii-
cable to various structures of a service at any location,
and not prohibitively expensive. Problems of the evalua-
tion of student services were identified through a liter-
ature review and taken into consideration. A survey
heiped identify purposes and subpurposes of evalua-
tion. The product consisted of a series of tabies, one for
each subpurpos«, containing objectives, data, assess-
ment techiniques, and sources of daia (ODAS). To use
the product, one wouid select at least one subpurpose
for evaluation and continue on through nine steps,
ending with reevaluation after changes in activities had
been made and used for a while. Validity of the ODAS
was confirmed by the opinions of experts in student
services, measurement, and acs. lemic advising as weli
as by-a piiot test. Several limitations of the system were
identified. Recommendations included further develop-
ment of the system by professionals in the fleid.

Teague, G. V., & Grites, T. J. Faculty contracts and
academic advising. Journal of College Student Personnai,
1980, 21, 40-44.

The trend toward specificity of faculty rights, duties, and
benefiis under coilective bargaining couid unintantion-
slly eliminate academic advising as an expected duty
since it is often perceived as trivial and an administra-
tive burden. Current collective bargaining agreeinents
and institutional documents were examined to deter-
mine the degree to which advising is described as an
official faculty responsibiiity. Findings of the study sug-
gest that specification of duties required of faculty
advisors is generally neglectsd in all forms of agree-
ments, regardiess of the kind of institution.

Management of Advising

Abel, J. Academic advising administrators: contributors to
student based management practices. Journa/ of the
" Natioi.al Association for Women Deans, Administrators,
and Counselors, 1978, 41, 102-104,

The academic advising administrator can be one of the
most valuable middie managers in integrating student
development concepts throughout the institution. By
deveioping and using student information and cost/
benavit units as v-ell as streamiining registration and
evaluating university procedures, management prac-
tices can be established which give support to faculty
invoivement in student development programs.

Kramer, H. C. Faculty advising as facuity deveiopment
College and University, 1979, 54, 204-215.

A modei for a program which enhances both facuity
devalopment and faculty advising calls for a coordi-
nator of advising who would provide the conditions and
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some of the incentives for facuity to evaluute their
performance and improve as advisors. The intervention
of the coordinator into one phase of the advisors
behavior would pave the way for the faculty member to
expiore various dimensions of his or her behavior and
cognitions. Such a program would meet facuity's need
for deveiopment and student's need for better advising.

Kramer, H. C. The advising coordinator: managing from a
one-down position. NACADA Journal, 1981, 1(1), 7-15.

The role of the advising coordinator is & challenging
one. A member of middie management, the coordinator
manages the service but does not manage the advisors.
The relationship between the coordinator and facuity
may be a difficuit ons, partty because of differing
viewpoints about advising. The duties of a coordinator
are t0 plan, organize, and evaluate academic advising.
The abillties must inciude effective leadership, ingenu-
ity, and persistence.

Advising Special Populstions

Banks, S. W. An asssssment of the athietic advisement
programs at major colleges and universities throughout
the United States. (Doctoral dissertation, University of
South Carolina, 1978). Dissertation Abstracts internationai,
1978, 36, 1416A. (University Microfiims No. 78168496)

Information was obtained by sending questionnaires to
378 student-athistes and to fourteen academic advisors.
Data from fourteen coileges and universities were used.
A list of eighteen services which were provided for
student-athietes by their advisors was generated. Ser-
vices most frequently used by student-athietes as per-
ceived by them and the advisors are aiso shown.

Gordon, V. N. The undecided coilege student: an aca-
demic and career advising challenge. Springfield, lllinois:
Charles C. Thomas, 1984.

This book describes how ascademic advisers, coun-
seiors, faculty, and coliege administrators can heip
undecided college students set and impiement educa-
tional and career goals. The author discusses the
origins of indecision, identifies specific categories of
undecided students, and describes mode! programs for
counseling and advising students. She provides a
developmental advising approach and focuses on
career development concepts. Program components,
delivery systems, administrative considerations, individ-
uai and group advising techniques, adviser techniques
and training, and program evaluation are fully detailed.

Grites, T. J. Adsising for special populations. in New
directions for student services: deveiupmental approaches
to aiudomic advising (17). San Francisco: Jossey-Bass,
198

This chapter discusses the marny special student pupu-
lations and the unique characteristics and needs ad-
vising programs should address. Special attention is
focused on retuming adult students, academic high-
risk students, honor students, and athietes.
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Lacher, M. R. B. On advising undergraduate women: a
psychologist’s advice to acadsmic advisers. Journal of
College Student Personnei, 1978, 19, 488-483.

A coliege commission on the status of women cir-
culated a study to infroduce acadsiwe advisors to
psychological data relevant to women students’ needs
and concems. An open meeting with undergraduate
women had revesied dissatisfaction with academic ad-
vising in such areas as women's career expectations,

confidence in inteliectual performancs, risk-taking and -

challenge, interaction with teachers, and ietters of
recommendation. Responses t0 a questionnaire distri-
buted to advisors one yeer iater indicated that the
advisors found the study “somewhat” useful. Many
thought it did not apply to them. Advisors reported
giving increased eniphasis to careers, nontraditional
choices, science, mathematics, and the “need to sup-
port and compliment as well as criticize and suggest”

Oliver, M. L. The role of academic advising in compen-
satory education programs. 1978. (ERIC Document Repro-
duction Service No. ED 171 818)

The task of graduating educationally disadvantaged
students from an institution of higher learning is difficuit
This difficuity is compounded becsuse the special
needs of these students are largely ignored by the
institutions they attend. With the heip of academic
advising and other seif-help programs, especisily dur-
ing the freshman year, many of the problems that
students face can be avoided. The roie of the academic
advisor, in particular, in helping the minority student
succeed in higher education cannot be overempha-
sized. Academic advising provides educstionally dis-
advantaged students with the opportunity of obtaining
equal education by providing both academic and emo-
tional support,

Sena, E. The organization and administration of guidance
and counsaeling services for Chicano students. Journa/ of
Non-White Concerns in Personnel and Guidance, 1979, 7,
138-143.

A Chicano counseling program must provide many
services for Chicano students. Academic advising is the
vehicle for making contact with full-ime students in
their primary role as students, and for entering Chicano
freshmen it should be handled through the Chicano
counseling office. The awareness of the Chicano coun-
selor of the special needs of these students can prevent
many problems from developing. Other activities shouid
inciude personal counseling, career counsaling, and a
tutorial service.

Waliter, L M. Lifeline to the underprepared: successful
academic advising. /mproving College and University
Teaching, 30, No. 4.

This article examines several important questions re-
garding underprepared students and provides some
practical suggestions for advisors working with this
group of students.
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Walls, T. L The deveiopment of an inter-institutional model
for a non-traditional advising system for non-traditional
students. (Doctoral dissertation, The University of Ala-
bama, 1976) Dissertation Abstracts international, 1977, 37,
T478A. (University Microfims No. 77-12,252)
A conceptualized model was generated through in-
formation gathered from a [Herature review, by com-
municating with nationally prominent leaders in non-
traditional education, by visiting institutions invoived in
non-traditional education; and by contacting asiected
aduit leamers. The modael consists of five major sec-
tions; a planning modael for the development of an inter-
institutional advising system for non-traditional students,
an administrative structures model, a service-client
interaction process modei, a selection process for
personnel, and a personnel training modei. The struc-
tures and procedures aiso provide guidelines for the

impiementation of the system.

Winston, E. V. A, Advising minority studenta. /ntegrated
Education, 1978, 14 (4), 22-23.

Minority group students want to establish close rela-
tionships with their academic advisors because such
students face many adjustment problems. However,
minority students and academic advisors frequently
have very different perceptions of the functions of the
university and the role of the student. it is in the interest
of the university to provide incentives for facuity if it
wants them to acquire the expertise necessary for
advising minority group students and effecting better
interpersonal relations. The facuity member must broad-
en his role and the student must avoid sterotyping and
patronizing his counseior. We need a tripartite approach
to the probiem which at present is seen as a matter of
alienating encounters batween individual facuity mem-
bers and individual students.

Delivery of Advising Services

Crockett, D. S. Academic Advising Delivery Systems. New
directions for student services: developmental approaches
to academic advising (17). San Francisco: Jossey-Bass,
1982,

This chanter presents an overview of a variety of
academic advising deiivery systems. The author pre-
sents current agproaches to academic advisement,
factors to consider when selecting a delivery system,
various delivery modeis, and essential components
common 0 any advising system. The chapter con-
cludes by depicting a model delivery system that incor-
porates a combination of delivery modeis.

Habley, W. R. Crganizational structures for academic
advising: models and implications. Journal of College
Student Personnel, November 1983,

Seven organizational modeis for advising are described,
and ten practical implications are presented to provide
a framework for research on the effectiveness of each
of the modais.
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_ Faculty Advising

Dressel, F. B. The faculty adviser. Improving College and
University Teaching, 1974, 22, 57-58.

Faculty.advising systems are based on the assumptions
that faculty members are interested, are the most
approprizie persons to guide students in course selec-
tion, and are knowiedgeabile enough to heip students
through the maze of requirements; also that it is the
most financially feasible way, and that students want

advice from faculty. One alternative to a faculty advising

system woulkd be to develop within each college or
school a staff of full-ime advisers. They wouid be
above clerical status but not at faculty level and would
go through intensive training. Advantages of such a
system would make the cost worthwhile.

Hardee, M. D. Faculty advising in colleges and universities.
Washington, D.C.. American College P~ nnei Associa-
tion, 1970.

The role of the faculty advisor is ¢ . .dimensional activity
which involves knowing the purposes of the institution,
understanding the purposes of the student, and facili-
tating the student’s ieaming. To dispatch the specific
tasks of advising, inservice training must be provided.

Johnson, C. W. Facuity advising of students: important,
neglectsd, some aiternatives. College Student Journa,
1978, 13, 328-331.

Faculty advising has been an important but neglected
area of student development. Advisors typically are not
trained in advising, advising has received low priority in
the administrative reward structurg, and there has been
lite research to provide direction for change. Research
indicates that some approaches have had beneficial
effects upon the quality of advising. Training in counsei-
ing related communication skills, use of student ad-
visors, initiating and scheduling meetings with advisees
at the beginning of the academic year, and increased
priority of advising as a means for improving student
performance all hoid promise for effectively promoting
student deveiopment,

Kramer, H. C., & Gardner, R. E Advising by facuity.
Washington, D.C.. National Education Association, 1977.

Fundarentally, advising is ciearing up confusion.
Based on this premise, a working definition invoives
recognizing advisor a.d advisee roies and making an
appropriate response to advisee needs. The theory and
process of advising are spelled out, and modei conver-
sations show the theory in practic».

Raskin, M. Critical issue: faculty advising. Peabody Journal
of Education, 1979, 52, 99-108.

A review of the history and iiterature of academic
advising reveals a iack of agreement on the definition
and roie of faculty advising but that in most cases
academic advising is limited to information about
courses and registration. Some attempts have baen
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made to include career planning. There are many
systems of advising but as yet no one has developed a
cost-effective model.

Pear Advising )

Habiey, W. R. The advantages und disadvantages of using
students as academic advisors. NASPA Journal, 1979,
17(1), 48-51.

Using undergraduates as academic advisors can be

~ effective but administrators need to consider the impli-
cations for the total advising program of invoiving
paraprofessionals. The advantages are many, including
effectiveness, economy, availabiiity. The disadvantages—
such as lack of continuity, accountability, objectivity—
can be minimized by carefully defining the role of a
paraprofessional and by systematic planning for seiec-
tion, training, and supervision.

Comgputer Assisted Advising

Aitken, C. E., & Conrad, C. F. Improving academic advising
through computerization. College and University, 1977, 53,
115-123,

Facuity advisors and undergraduate students at the
University of Denver are provided with a computerized
document entitted Academic Progress Report (APR).
Organized by degree requirements, the APR iists aii
individual courses completed by the student and in-
cludes course credits and grades. it also lists, through
the use of the remaining hours to be com-
pieted. Evaiuation showed that despite some problems
in implementing the APR, student and facuity satisfac-
tion and a reduction in advising errors point to the
effectiveness of the computerized system.

Computer assisted advisement at Brigham Young Uni-
versity. College and University, 1976, 51, §22-624.

The advisement system is divided into three parts. The
first, at the pre-application stage, is a card file which
allows a student to explore major fields offered at BYU
and get a view of relevant requirements. The second is
the on-line pre-cotiege advisement program. it consists
of a portabie teieprocessing terminal which an Admis-
sicns Officer can take to a school visitation, giving a
prospective student a simulated admissions process.
The third stage allows an enrolied student to monitor
progress, expiore courses, and investigate major fields
of study, with a paraprofessional assisting in the use of
the on-line terminal. A student aiways has access to a
faculty member or dean for further discussion.

Lamb, M. G., & Lester, L J. A new approach to an oid
mission: computerized course advising for coliege stu-
dents. Educational Technology, 1980, 20(9), 43-45.

Kapiolani Community Coilege initiated SAM, Self-
Advising Materials, as a response to problems caused
by an increased advising load. It was developed to
provide information to students who couid themseives
then select proper courses to meet their educational

153



goals. The program provides data from the students
cumuiative record flle, a master placement test file, and
a special instructions and program sequence file. SAM
has been shown to be a compatible addition to the
advising system, allowing staff more time 0 consult with
underprepared students.

academic advising. They would be well-trained and up-
to-date on academic matters as weil as being people
who could reiate to students’ needs. Part of their job
would be to maintain student records. Such a center -
wouid be a way of according academic advising the
sttention and resources it deserves.

Spencer, R. W., Peterson, E. D., and Kramer, G. L Design-
ing and implementing a computer-assisted academic ad-
vising program. Journa/ of College Student Personnei,
November 1983,

This article pressnts a checkiist for dasigning and
implementing a computer-assisted academic advise-
ment program and discusses ideal capabilities, benefits,

Siewert, J. A. The Academic Counseling Center: a cen-
tralized advising and counseling concept. Journal of Col-
lege Student Personnel, 1978, 18, 163-164.
The Center is staffed by two full-time counsaiors, one
having primary responsibility for minority students, and
by four facuity members who participate on a reieased-
time basis from their regular teaching duties. The

and potential for the future. selection and training of faculty advisors is of critical
importance. The counselors and advisors reapond at all
Advising Certters leveis of personal, vocational, and academic dacision

making. Of particular concern is the increasing number
of undecided students. Student response to the Center
has been gratitying. Academic advising and counseling

Higbee, M. T. Student advisement centers: a timely idea
Imp‘rg.vlng College and University Teaching, 1979, 27(1),
47-

Faculty members have little time to spend on advising
and many see litle reward for it. A solution would be to
establish an advisement center staffsd with profes-
sional advisors whose sole responsibility wouid be

have definitely improved:; however, the incorporation of
personal and academic counseling needs to be
strengthened. Counselors and advisors must work more
closely in the assessment of emotional difficuities lead-
ing to academic probiems.
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