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CHAPTER I 

INTRODUCTION TO THE STUDY 

A renewed interest in academic advising exists in higher education 

today. This interest is due in part to a number of factors. There is 

concern for individual student growth and development and an interest in 

increasing student retention. Students indicate a growing concern with the 

1 i nkage between . academic preparation and the wor 1 d of work. There is 

greater student choice of curriculum and an increase in the number of 

nontraditional students. Academic advising is recognized as an integral 

and necessary part of the higher education process. 

These trends are 1 eadi ng administrators to emphasize the importance of 

academic advising and student support services. Academic advising is being 

recognized as an essential service provided by institutions of higher 

education. On many college and university campuses, however, advising is 

perfunctory and clerical, and it is not being delivered in the most effec

tive manner (Mclaughlin and Starr, 1982; Teague and Grites, 1980). One 

significant reason is the lack of well-organized and comprehensive training 

and support materials for those engaged in the advising process. Advising, 

like teaching, is a personal interaction requiring both knowledge and 

corrmunication skills. Although most campuses have developed teaching im-

provement programs in recent years, advising has not received equivalent 

attention (Trombley and Holmes, 1981). Also, credit for good advising and 

the time required to provide it is often not included in the institutional 

reward structure. 
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Grites (1979) has reviewed the evolution of advising over the past 30 

years. As enrollments increased, faculty began to limit their advising 

efforts. Faculty advisers became dissatisfied with the large number of 

advisees, and the lack of time, space, and information available for advis

ing. The largely clerical tasks involved in the absence of incentives or 

rewards for advising were also sources of dissatisfaction. Consequently, 

faculty chose to involve themselves more with consultation and committee 

work, institutional governance, publishing, an~ research. The use of more 

part-time faculty to meet enrollment demands resulted in high turnover, 

and, perhaps occasionally, questionable concern for students on the part 

of advisers. 

Students have begun to indicate their concern for a more relevant and 

personal education. Competition has also fueled a sense of consumerism on 

the part of students. Their expectations of the role education should play 

in their lives are such that they expect institutional representatives to 

respond directly to them as individuals. Student populations are increas

ingly represented with first generation college students, minorities, and 

returning adults, and these students bring unique needs (Ender, Winston, 

and Miller, 1984). 

New attitudes toward academic advising have emerged. The retention of 

students has become a primary focus of administrators (Winston and Sandor, 

1984). Students who remain in the institution reduce the need for recruit

ment from a shrinking pool. In describing an intrusive advising program 

at Oakland University, Appleton (1983) reported that the rate of withdrawal 

for Arts and Sciences and undeclared major students dropped considerably 

below the previous rate in each of the two academic years after the new 

advising program was established. At the same time, the withdrawal rate 

for students in other · university units increased. Carstensen and 
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Silberhorn {1979), in a major study of higher education institutions, found 

retention rates increased 25% or more for some institutions that improved 

academic advising programs. Student retention is closely linked to the 

quality of academic advising, and healthy institutions will increase the 

importance of good advising by placing a high value on meeting the diverse 

needs of their students. Academic advising plays a major role in students• 

feelings of identity and perception of 11 fit 11 with the institution. Making 

personally satisfying decisions is also an important aspect of students• 

development and growth. Students need the opportunity to take personal 

risks and to hold an element of control over the development of their 

academic programs. When given the opportunity and guidance through aca

demic advising to shape aspects of their academic lives, they found their 

personal relationship with the institution enhanced and their desire to 

persist strengthened {Fuller, 1983). 

Academic advising programs have long been considered unique aspects of 

universities. Regardless of the various patterns found at different insti

tutions, academic advising referred to a formal advising system in which 

faculty was usually the major component. Inasmuch as advising may influ

ence student retention rates, it is an economic and educational force in 

higher education. 

Background of the Study 

Academic advising starts when, or even before, a student applies for 

admission and continues until graduation. It can involve not only faculty, 

but ~lso student affairs staff and student peers. In short, academic ad

vising is a complex process that continuously involves the entire campus. 

Academic advising in American higher education has evolved from a routine, 

single purpose, faculty activity. It is now a comprehensive process of 
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academic, career, and persona 1 deve 1 opment performed by personne 1 from most 

elements of the campus community. 

The attitudinal changes toward advising have been stimulated by stu

dent concerns for more persona 1 campus re 1 at ions hips, by the need for 

better academic planning, and by the concern over increased attrition 

rates. One definition describes academic advising as a "decision-making 

process during which students realize their maximum educational potential 

through communication and information exchange with an advisor" (Grites, 

1979, p. 1). The adviser may serve as a facilitator of communication, a 

coordinator of learning experiences, and a referral agent. 

The 11 suc;:cessful 11 advising system often consists of little more than an 

advis~r telling students they must take specific courses in a particular 

sequence in order to fulfill graduation requirements (Mash, 1978). Hardee 

(1970) listed four stereotypes of faculty advising. In the 11 automat 11 

stereotype, the students 11 slip a coin in and get a schedule out 11 (p. 10), 

interacting with advisers solely in the mechanical process of working out a 

registration program. The "thousand mile checkup" stereotype conceives the 

adviser as arranging a program of courses and checking how it worked a 

month or so later. A well-intentioned but ill-planned technique is the 

11 patch-after-crash 11 stereotype. The adviser acts suddenly when the student 

is in a crisis. Finally, there is the "malevolent benevolency11 stereotype. 

This stereotype depicts the adviser as a "mother hen, 11 constantly hovering 

over the student. After a 11 break period, 11 such an advising system may only 

delay the student• s assumption of personal independence and responsibility. 

Three major goals are proposed as a basis for an advising system 

(Abel, 1980). First, the advising program must provide opportunities for 

students to se 1 ect and pl an their educ at i ona 1 programs. Second, the adv is

ing program must provide opportunities for students to evaluate their 
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progress. Third, the advising program must provide opportunities for 

students to identify their specific learning needs. 

Peabody, Metz, and Sedlacek (1983) surveyed 29 public institutions in \

1 Maryland, asking them to rank order the frequency of advisers• job tasks. 
\ 

They reported that the most to least often performed tasks were: helping 

students to choose courses to fulfill requirements (most often), solving 

scheduling and registration problems, choosing a major program, exploring~ 

vocational-career goals, and exploring life goals (least often). 

In assisting each student in,gaining the maximum from his or her 

college experience, Bostaph and Moore (1980) outlined five functions of the 

advising process. These functions included providing the student with 

adequate information about courses, areas of interest, eductional oppor-

tunities, degree programs, special opportunities, educational policies and 

regulations, administrative procedures, and university resources and serv-

ices. The advising process also assists the student in making sound de-

cisions concerning the selection of specific programs and courses on a 

term-by-term basis in keeping with the students• needs and interests. Ad

ditionally, advising facilitates student development by getting to know 

and understand the student and becoming aware of the student 1 s needs, 

motives, purposes, and expectations. It also acts as an interpreter of the 

meaning of education and the nature of disciplinary and interdisciplinary 

studies, as well as the rationale for specific requirements. Finally, 

advising provides the opportunity and encouragement for each interested 

student to develop educational programs and professional strategies in 

keeping with the student's interests and abilities. This long-range pro

gram may be the most important advising function because it maps out a 

direction and rationale for the student's entire academic program. 
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The specific responsibilities of advisers are relatively noncontrover

sial, according to Larsen and Brown (1983). Both advisers and advisees in 

their study agreed that an academic adviser should answer questions regard

ing requirements, recommend courses outside the major, provide letters of 

recommendation for graduate school, be knowledgeable about university re

sources, and keep regular office hours. 

Carstensen and Silberhorn (1979) reported that 68% of the 820 two- and 

four-year institutions in their national survey of academic advising did 

not have a published statement regarding the advising system, and 75% did 

not have a formal evaluation process for the academic advising program. 

When asked what recognition or reward was available for faculty advisers, 

56% reported no available recognition. A total of 65% reported that the 

estimated average number of contacts between faculty advisers and student 

advisees was two to four times during an academic year. Their study con

cluded that there are more similarities than differences in the approaches 

taken to deliver advising services. Academic advising is perceived by 

administrators as a low status function and is seen as addressing students' 

informational needs rather than their total development. Few effective 

evaluation systems exist for, and little recognition or reward is attached 

to advising, and institutions generally have no comprehensive statement 

of policy regarding advising. Interest in the advising function is emerg

ing, as evidenced by the new, albeit small, population of "professional 

advisers •11 

On the whole, students and faculty tend to agree on the roles and 

expectations of advisees and advisers (Larsen and Brown, 1983). It should 

be noted, however, that response rates to questionnaires such as those used 

by Larsen and Brown tend to be small (40% from faculty and 25% from stu

dents). Creamer and Ryan (1984) attempted to measure students 1 perceptions 
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of advising quality using eight statements about academic advising. 

Creamer and Ryan noted that responses to these eight statements could be 

crosstabulated with such demographic data as academic classification, gen

der, grade point average, program and/or sequence, and the amount of time 

spent with one 1s adviser to determine whether advising quality varies 

significantly by any of these variables. This could also provide more 

accurate insight into needed improvements. The present study used the 

factors of academic classification and adviser consistency in attempting to 

discover more about student perceptions of academic advising. 

Statement of the Problem 

The problem in the present investigation was: What are the relation

ships between academic classification, adviser consistency, and perceptions 

of academic advising? 

Research Questions 

The following research questions were considered for this study: 

1. Are advisees 1 academic classification and adviser consistency 

related to their perceptions of the academic advising process? 

2. Are advisees 1 academic classification and adviser consistency 

related to their perceptions of advisers• skills? 

3. Are advisees• academic classification and adviser consistency 

related to their perceived satisfaction with the advising they receive? 

4. Are ad vi sees 1 academic classification and adviser consistency 

related to the frequency of contact advisees have with advisers? 

Operational Definitions 

Academic Advising refers to assisting students ro realize the 
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maximum educational benefits available to them by helping them to better 

understand themselves and to learn to use the resources of the institution 

to meet their special educational needs and aspirations. 

Academic Adviser refers to a member of the faculty or staff who 

has been assigned advising duties by the appropriate administrator and who 

assists students with their educational, vocational, and personal concerns 

upon their admission to college. 

Advisee refers to a student currently enrolled in academic 

coursework. 

Satisfaction refers to the fulfillment of a need or want. 

Limitations 

The advising system, advisers, and other participants involved in this 

study are subject to change. For example, advising structures could be 

altered dramatically from one academic year to another. The advising 

system could alternately include faculty, professional staff, and peer 

paraprofessionals. The advisement programs in this investigation, there

fore, may not be representative of future programs in the college. In the 

final analysis, the conclusions can be generalized only to the particular 

population sampled. 

Organization of the Study 

Chapter II presents a review of the literature relevant to academic 

advising. Chapter III describes the methodology used in the current study, 

including the sample, instrumentation, procedure, research design, and 

statistical analyses. Chapter IV presents the results of the analyses. 

Chapter V summarizes the investigation and presents conclusions and recom

mendations for future research. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 

Based on the standards for academic advising approved by the National 

Academic Advising Association {NACADA) in 1982, academic advising should 

serve several purposes and goals. The primary purpose of academic advis

sing is to assist students in their pursuit of meaningful educational 

programs which will assist them in fulfilling their life goals. In addi

tion, academic advising assists students in understanding and using avail

able support services, developing decision-making skills, understanding 

institutional policies and procedures, evaluating, and, in some cases, 

reevaluating life goals and educational plans and the students' progress 

toward their attainment. 

Few aspects of student services are more directly related to excel

lence in teaching and learning than academic advising, for at least four 

reasons (Creamer and Atwell, 1984). Academic advising· support~ both teach

ing and counseling, is the basis of all educational planning by students, 

and is a process inherent in all educational roles. Finally, academic 

advising summons all educators to intra-institutional cooperation. Grites 

{1979) drew three primary conclusions from his analysis of the available 

literature of academic advising. First, advising cannot be done in isola

tion; r~ther, this process must be integrated with all constituents of the 

institution to make the best possible use of all fiscal, physical, and 

9 
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human resources. Second, there is no single formula for a successful 

advising program. Each institution and each adviser must decide on the 

appropriate approach to advise individual students. Third, academic advis

ing will play a more prominent role in the future of higher education. 

With declining enrollments, increasing costs, and predicted shortages in 

segments of the labor force, institutions will focus even more on the 

recruitment and retention of students. . Increased emphasis on academic 

advising is evidenced by the increase in theory development and research on 

all phases of the advising process. The extensive participation of aca

demic vice presidents and college presidents at the national level is 

additional evidence, as are the local, regional, and national conferences 

on academic advising. Many institutions have developed task forces. A new 

professional organization, the NACADA, has been established and edits a 

professional journal, The NACADA Journal (Gordon, 1980; Habley, 1981; 

Trombley and Holmes, 1981). 

Historical Development 

Expectations and responsibilities of academic advising have evolved 

from primarily clerical tasks, such as signing registration forms, to a 

more complex process. Over the years, students have begun to expect, even 

demand, ·a more personalized advising relationship. Currently, students 

generally expect advisers to assist them in integrating academic opportuni

ties with personal interests, capabilities, and goals {Trombley, 1984). 

In Academic Advising: Getting Us Through the Eighties, Grites 

{1979) provided a historical perspective on academic advising. The early 

days of American higher education presented no real need for a formalized 

advising structure, since student populations were small, course offerings 

limited, and programs rigid. Not until 1876 was the first system of 
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faculty advisers formed at Johns Hopkins University. Harvard followed in 

1889, and by 1940, almost every college and university had established some 

formal system of faculty academic advisement. 

After World War II, institutions experienced a tremendous growth in 

enrollments and in diversity of students. As a result, most campuses 

developed student service programs in the noninstructional areas of hous

ing, financial aid, job placement, and counseling. Absent from the list of 

new programs was academic advising, because faculty felt that advising was 
• 

a curricular academic function that only they could perform. Grites (1979) 

noted that at the time of publication, those responsible for advising 

programs were still associated with academic affairs rather than student 

affairs units by almost four to one. 

As enrollments continued to swell in the 1950 1s, faculty began to 

limit their ~nergies toward advising. They began to involve themselves 

more in consultation and committee work, institutional governance, publish-

ing, and research. In the 1960 1 s, demands for freedom, relevance, and 

participation forced significant changes in the curriculum. Advisers could 

no longer merely sign class cards; they now had to construct the general 

curriculum for each student. This responsibility required much more com

plete knowledge of available courses and of student needs, interests, and 

abilities. At the same time, however, these same faculty were required to 

develop new programs and courses to meet curricular demands, conduct more 

research, and do more publishing. 

In the 1970 1 s, student retention became a primary focus of administra

tors. Enrollments declined. During this time and into the 1980 1s, re

cruitment has brought in a diversified student·population. Minority stu

dents, older students, academically underprepared students, and other less 

11 traditional 11 students began enrolling in greater numbers. The advising 
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process had been recognized as an important mechanism for retaining stu-

dents. Institutions have continued to concentrate on the quality of educa

tion they provide to face the competition. Academic advising was seen as a 

way to provide this quality as a competitive means to attract and retain 

students, to recognize faculty and staff contributions, and to make the 

best possible use of resources. 

Attitudes toward academic advising changed very little until the 

1950 1s. Until that time, advising was seen as a prescriptive, administra

tive activity in which faculty approved certain courses for students to 

take. With more emphasis on interpersonal relationships during the 1960 1s, 

advising was perceived as more of a counseling function. The 1970 1 s neces-

sitated cooperative efforts among all constituencies of higher education to 

address students• psychological development, social responsibility, and 

occupational future. These efforts resulted in a new developmental empha-

sis in advising. Academic advising was described as a decision-making 

process that was ongoing, multifaceted, and was the responsibility of both 

student and adviser. 

~'-4· 
Organizational Models of Academic Advising ~ S~ 

~ .... 
1' 

Habley (1983) presented seven different organizational structure mod- ' 1 ~1\ 

els for academic advising, as well as four essential considerations in the 

development of an advising program. These four considerations included 

organizational context, people, policies and procedures, and organizational 

structure. According to Habley, advising organizational design required 

an investigation and analysis of the relationship between structure and 

practical concerns of program implementation. These practical concerns in

cluded student needs, staffing, adviser selection, training, evaluation 
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and reward, coordination and supervision, economy, information flow, and 

communication. 

A pragmatic philosophy of academic advising was proposed by Borgard 

(1981). Pragmatic academic advisers become the arrangers of the interac

tion of external forces of experience (faculty teaching of curriculum) with 

internal forces (student's ideas, needs, interests, and capacities). The 

adviser is concerned with the quality of the total experience the student 

derives from the college situation. Additionally, the adviser is to bring 

continuity to the students• experiences with their environments. What 

students learn in one situation becomes the means by which they deal effec

tively with the next situation. The pragmatic academic adviser then be

comes the bridge between the students and their present environments and 

their environments to be. 

Shane (1981) discussed a model which is a general, functional overview 

of the advising process. The four basic types of advising and the seven 

characteristics of each are shown in Appendix A. Shane described how each 

type of advising may facilitate student growth. Informational advising 

typically involved unilateral communication and provided fewer opportuni

ties for growth facilitation. Each of the remaining three advising types 

are more interactive and deal with aspects of student needs. 

In any comprehensive advising model, advisers reach beyond informa

tion giving and maintenance tasks. They construct interactions designed 

to enhance their advisees• opportunities for success. A working knowledge 

of developmental stages in student life would lay a foundation for estab

lishing rapport and providing guidance (Trombley, 1984). The term "devel

opmental" appropriately describes academic advising. Developmental 

counseling deals with a clientele composed largely of healthy people. It 

does not have a medical model approach that stresses abnormality-diagnosis-
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prescription-cure, ~utan educational model premised on client dissatisfac

tion or ambition-goal setting-skill teaching-goal achievement (Walsh, 

1979). There is an orientation toward personal growth, and one goal of 

advising is to assist students in their growth. 

To be most effective, academic advising should be founded upon a sound 

theoretical rationale. If education is designed to foster student growth, 

one of the most appropriate foundations would be developmental theory. 

Crookston (1972) described the advisee-adviser relationship in terms of two 

contrasting behavioral styles: prescriptive and developmental. A pre

scriptive relationship is one based on authority. It results when the 

adviser diagnoses the student's problems or concerns and prescribes a 

remedy or gives advice. The developmental relationship results when 11 the 

adviser and the student differentially engage in a series of developmental 

tasks, the successful completion of which results in varying degrees of 

learning by both parties 11 (p. 13). 

A developmental model of academic advising has at least four charac

teristics not typically found in most institutions• programs (Miller and 

Mccaffrey, 1982). First, both intellectual and personal-emotional aspects 

of development would be of primary concern. Only as students are educated 

about the process, as well as the content of their own development, can the 

advising program truly become developmental. Second, systematic training 

would be incorporated into the model. Highly qualified and competent 

individuals must take responsibility for the program. Third, an academic 

comnunity support group would be established, including faculty and aca

demic administrators not directly involved in the advising process. The 

fourth characteristic is based on the principle that human development 

occurs through cycles of differentiation and integration. The cyclical 

aspect of this process is evident as the individual moves to increasing 
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levels of complexity as a result of having discovered earlier differentia

tions and responding to their challenge by first assimilating and then 

integrating the new with the old. 

To encourage students' development, academic advisers should help 

create educational environments that provide enough support to allow stu

dents to take risks, but not so much that they become complacent and resist 

change. Such an environment could satisfy individual needs to the point 

that students feel comfortable in confronting the challenges of the educa

tional environment. A successful strategy or model for a developmental 

academic advising program must: (1) be relatively comprehensive in nature, 

(2) take into account the overall mission of the institution, (3) incor

porate principles of human development and learning, (4) seek to utilize 

the total institutional environment, and (5) be responsive to the develop

mental and educational needs of individual students within the academic 

comnunity (Miller and McCaffrey, 1982). 

The formal university structure has not always promoted the develop

ment of advising. On many campuses, advising is not well defined. Cri

teria for effective advising are not always identified, and, in turn, 

advising is not evaluated. Logically, something that is not evaluated 

cannot be r~warded in any formal way. Good advising, like good teaching, 

rests on internal energies and intrinsic rewards, but without formal insti

tutional support, the majority of faculty are unlikely to elevate the 

importance of advising (Holmes, Clarke, and Irvine, 1983). Although a 

single approach for effective academic advising is not easily identified, 

Hines (1981) offered basics for institutional consideration when developing 

an advising system: 

Basic Variables: Students, Faculty, Setting. Each of these vari

ables demands careful study before implementing an academic advising system 
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Students and faculty differ in background and demographic characteristics 

at every institution. 

Academic Advising: A Full-Time Function. The position of coordi

nator of academic advising should be a full-time responsibility. When the 

person responsible for advising works only part-time at the job, advising 

automatically becomes a low priority. The coordinator must also have 

college-wide legitimacy and consider advising a responsibility. 

Rewards. Faculty will take academic advising seriously only if it 

receives legitimacy in the institution 1 s reward structure. 

Training and Evaluation. Once an institution adopts an academic 

advising system, it must train advisers, evaluate both advisers and the 

advising system, and conduct research on advising. To learn which advising 

system(s) works and to identify the most effective academic advisers, both 

descriptive and analytical research must be conducted. Such studies should 

delve into student and faculty satisfaction with advising, and a correla

tion between advising and such data can assist in making more informed 

decisions about advising. 

Academic Advising and Advisers 

Certain conditions must exist within the framework of the institution 

if its program of academic advising is to serve its student population 

properly (Wilder, 1981). An adequate number of advisers must be available 

to meet the needs of the total student population, and sufficient clerical 

help must be available to provide advisers with up-to-date information and 

data about each advisee. Agencies and personnel must also be available for 

referrals throughout the university to deal with problems outside the 

advisers' scope of training or duties, and cooperation and coordination 

must exist among the faculty advisers, departmental advising coordinators, 
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college deans, and other support personnel to insure the optimal use of 

advisers' time. 

Faculty advising systems are generally based on several assumptions 

(Dressel, 1974}. These assumptions are that faculty members are interested 

in one-to-one situtations with students, that college instructors are the 

most appropriate persons to guide students in course selections, that 

professors are knowledgeable enough to help students through a maze of 

requirements, that faculty advising is the most financially feasible way of 

providing academic advising, and that students want advice from the faculty 

concerning their academic programs. Most advisers view themselves as 

appropriate sources of academic and vocational information (Biggs, Brodie, 

and Barnhart, 1975). A predominant activity of advisers in a majority of 

colleges is approving registration cards. Advisers differ in their opin

ions regarding the appropriateness of students bringing nonacademic prob

lems (interpersonal relations, cocurricular activities, alternative life

styles, for example) to them. 

Faculty advising may be viewed as two distinct sequences of events. 

Institutional advising identifies student programs, list requisites and 

rules, checks course selections, and signs registration cards. In profes

sional advising, student needs and interests are identified, goals are 

clarified, educational options are prepared, and the adviser guides the 

student in decison-making and maintains contact (Holmes, Clarke, and Ir

vine, 1983). Many faculty have observed that institutional advising is 

mechanical and receives a minimum of professional attention. On the other 

hand, professional advising may offer greater rewards, but it also demands 

personal commitment and more time. Through the use of computerized record 

maintenance and/or carefully selected and trained peer advisers, much of 

the procedural issues of institutional advising may be resolved elsewhere. 
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Academic faculty may prove more willing to advise well when they feel that 

clerical problems have been delegated. 

Patton (1977) described a program of intensive advising at Texas 

Christian University. Intensive advising refers to advising that goes well 

beyond the mere scheduling of courses for the upcoming semester. Tradi

tionally, advising has appeared to waste the talent and expertise of advi

sers in performing what is almost a clerical function, but intensive 

advising assumes the exploration of life and career goals after which a 

program and relevant courses are selected--only then does the scheduling of 

courses become appropriate. The adviser's role may also include personal 

and vocational counseling and referral to appropriate campus and cormnunity 

resources. In short, the adviser seeks to help the student through any 

stumbling block that might interfere with a successful academic career. 

Crockett (1977) reiterated these thoughts and presented the academic advi

ser as a coordinator of the educational experience. 

The importance of a faculty member's interest in advising has been 

debated. In an innovative intrusive counseling program at the University 

of Nevada, Las Vegas, the one most significant trait possessed by all 

advisers was interest in and a willingness to become involved with students 

(Glennen, 1976). During the first two years of this particular program, 

freshman attrition dropped from 45% to 6%, the number of students making 

the dean's honor list increased by 9%, academic performance improved, fewer 

students were placed on scholastic probation and suspension, and there were 

fewer withdrawals from the institution. On the other hand, Sanborn and 

Taylor (1975) found the degree of interest that a faculty member had in 

advising did not affect the way in which he or she advised students. San

born and Taylor cautioned, however, that interest is not equal to quality 

of advising performed. 
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Another factor affecting some advisement systems is that many advisers 

.have limited knowledge of coursework and requirements outside of their 

specific fields or of available support services on campus (Aitken and 

Conrad, 1977). Kramer and Gardner (1977) presented a broad list of 10 

areas of information for an adviser. Some academic sources included aca-

demic assistance, graduation requirements, course selection, and personal 

counseling. While the majority of academic advisers would not, and perhaps 

should not, engage in personal counseling, they should be aware of the 

services available to students. 

One of the most common situations which hinders good academic advising 

is when the advisers discover that their advising duties have a low prior-

ity. Faculty are not always systematically rewarded for the roles they 

assume in the advising program. Holmes, Clarke, and Irvine (1983) reported 

that two significant factors emerged in those cases where effective advis

ing occurred. One factor was that faculty proved effective when they were~ 

clear about what advising is and how it relates to student developmen~ 

The second factor was that faculty became more active in units where their 

efforts received recognition within the reward system as an element of 

their professional activity. Many institutions of higher education list 

three areas by which faculty are to be evaluated: teaching, research, and 

service. If academic advising is not included in one of those three areas, 

faculty advisers are not likely to award a high priority to the task, and 

academic advising of students is then seen as a hindrance to their main 

interests, sources of reward, and teaching and research (Schubert, Uhlen-

berg, and Munski, 1985). 

Academic advisers usually provide information about or explanations of 

academic subjects, procedures, or regulations. In addition to serving as a 

clearinghouse for academic information, they can also provide referrals to 



20 

services in the campus (Gordon, 1980; Polson and Jurich, 1979). The advi

ser can easily direct students to appropriate offices; the introduction of 

campus resources has been evaluated as an extremely helpful component of 

advisement. Advisers are working with the total system and resposible 

referral is an important aspect of academic advising. 

Academic Advising and Advisees 

As the primary beneficiary of the advisement process, it is important 

that the advisee perceive the advising process in a positive manner. A 

quality advising experience is a developmental encounter in which the 

adviser and advisee discuss a wide range of topics relating to the stu

dent's 1 ife goals, educational and career goals, educationa 1 program, 

progress, and problems. Students perceive advising not only as a vehicle 

for acquiring relevant and accurate information, but also as a resource for 

receiving help with problems affecting their academic performance. The 

problems might include inadequate study skills, selecting or confirming a 

major choi~e~ setting personal goals, learning about occupational relation

ships to maj9rs, and how current academic decisions may affect their per

sonal and working lives (Gordon and Carberry, 1984). Student satisfaction 

is highly dependent on the quality of the advisee-adviser relationship. 

Dynamic advising programs are characterized by frequent high-quality 

contacts .between the adviser and the advisee. Frequency of contact tends 

to strengthen the quality of this relationship. In an evaluation of the 

advising services at a large university, students cited four major factors 

as important to them in the advising process: accessibility, specific and 

accurate information, advice and counsel, and a caring and personal rela

tionship with their adviser (Crockett, 1978). Grites (1981) found student 

attitudes positively related to the degree of knowledge an adviser has 
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about students and their concerns. Students appear to regard the adviser 

as their personal link with the university. In turn, students• evaluations 

of advisers tend to be based on interpersonal dimensions rather than on 

perceptions of technical skill. Hornbuckle, Mahoney, and Borgard (1979) 

and Polson and Jurich (1981) suggested that advisers• interpersonal skills 

influence students• attitudes toward and use of advising. Fuller (1983) 

saw the personal relationship with an adviser as an important bond needed 

by students. Students who dropped out of school in the Fuller study per

ceived their advisers as unavailable, disinterested, and unhelpful twice as 

much as did graduate,d students. 

In a student survey at the University of California, Santa Barbara, 

students were asked to rank the sources of information they found helpful 

in choosing courses (McKinney and Hartwig, 1981). Academic advising was 

chosen as the most helpful by only 6% of the students. Similarly, John and 

Mccrary (1982) found that the college catalog was the most popular source 

of course information and advisement, being ranked first by 57% of their 

sample. The college advisers in their study fared somewhat better, how

ever, than those cited by McKinney and Hartwig. Thirty-five percent of the 

John and Mccrary sample identified the advisers as their sources of infor

mation. Advising does not appear to be unimportant to students, but when 

it is compared with alternative sources (catalog information and class 

schedules, for example), academic advising is not valued by students as 

an important informational source. Stickle (1982) compared the faculty's 

perceived effectiveness of their own advising with students• perceptions of 

faculty advising and found that faculty consistently rated their effective

ness higher than did students. 
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Academic Advising and Retention 

Students• desires to persist to graduation are tied to the quality of 

the relationships they establish with faculty outside the classroom. The 

advising interaction provides a natural context within which to strengthen 

students• link to the campus. Positive, personalized relationships between 

students and faculty can make a difference between a student persisting 

toward a realistic educational goal and one choosing to drop out of the 

institution. 

Kapraun and Coldren (1982) outlined seven components of an academic 

advising program that emphasizes student retention. One component is 

institutional commitment. Faculty must bel.ieve advising is one of their 

functions, and the administration must provide the human, fiscal, and 

physical resources needed to effectively implement the advising program. 

There should also be a faculty-endorsed statement of adviser responsibili

ties, and the institution should initiate formal pre-and in-service train

ing programs. Both formative and summative advising evaluations should be 

conducted. Formative evaluations are designed to gather information help

ful to faculty members desiring to improve as advisers. Summative evalua

tion is designed to identify and reward effective advisers. 

Another component listed by Kapraun and Coldren (1982) is the use of 

peer advisers to assist faculty advisers. These peer advisers can assist 

in implementing procedural requirements whi 1 e faculty advisers concentrate 

on substantive advising responsibilities. The peer advisers can serve as 

11 big brothers/sisters 11 and can assist in identifying students needing in

depth academic advising. Finally, peer advisers can sponsor activities to 

enhance the academic socialization of students. Academic socialization 

refers to the development of a personal relationship between the advisee 
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and the faculty and staff of the program or department in which the student 

is enrolled. Two final components are a well-defined referral system and a 

comprehensive information support system. 

Carstensen and Silberhorn (1979), in a major study of higher education 

institution, found retention rates increased 25% or more for some institu

tions that improved academic advising programs. In describing an intrusive 

advising program at Oakland University, Appleton {1983) reported that the 

rate of withdrawal for arts and sciences and undeclared major students 

dropped considerably below the previous rate in each of the two academic 

years after the new advising program was established. At the same time, 

the withdrawal rate for students in other university units increased. 

An intrusive advising system emphasizes individual attention and helps 

students identify and cope with academic problems that may otherwise inter

fere with their academic achievement. Glennen and Baxley (1985) described 

the results of such a system at Western New Mexico University. Retention 

of students, especially freshmen and sophomores, was historically poor. 

For the 11 years prior to implementing its retention program, student 

attrition had increased and reached a peak during the 1980-81 school year. 

During that year, freshman attrition reached 65% and sophomore attrition 

reached 35%. Enrollment dropped continually, although the number of in

coming freshmen remained fairly stable. An important factor in developing 

the retention program was the fact that the students showed a disinclina

tion to voluntarily seek assistance. As a key element in its efforts, the 

university developed an advisement program that students were required to 

use. This intrusive advising program was based on the philosophy that 

students should be called in for advising numerous times during the year 

instead of only once during the semester or waiting until the student's 

academic career is in serious trouble. Because students have constant 
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contact with faculty advisers and many opportunities to discuss their 

progress and changes in goals, they find the university to be a secure, 

supportive environment where they can comfortably pursue their academic 

studies. In 1982-83, enrollment at Western New Mexico University increased 

by 18% and by 13% in 1983-84. Freshman attrition was reduced from 66% to 

48% during 1982-82 and from 48% to 25% in 1982-83. Freshmen attempted a 

greater number of hours, completed more attempted hours, and earned a 

higher mean grade point average. 

Academic advising plays a major role in students' feelings of identity 

and p~rception of 11 fit 11 with the institution. Making personally satisfying 

decisions is also an important aspeGt of students' development and growth. 

Students need the opportunity to take personal risks and to hold an element 

of control over the development of their academic programs. When given the 

opportunity and guidance through academic advising to shape aspects of 

their academic lives, they find their personal relationship with the insti

tution enhanced and their desire to persist strengthened (Fuller, 1983). 

Advising should not be viewed as a 11 cure-all 11 for the retention prob

lem. Academic advising programs have long been considered unique aspects 

·of individual universities. Regardless of the various patterns found at 

different institutions, academic advising referred to a formal advising 

system in which faculty are usually the major component. Inasmuch as 

advising may influence student retention rates, it is an economic and 

educational force in higher education. 

Summary 

There is no 11 best 11 advising system. Each institution must take into 

consideration the characteristics of its students and faculty, as well as 

a multitude of other potential influences. While academic advising is a 
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vital component of every student's career in higher education, it may lack 

the priority necessary t9 fully accomplish all that it could. Adequate 

training and concern on the part of advisers, in addition to comprehensive 

institutional support, is necessary to bring this critical area into its 

proper perspective. 

Students seem to be taking an active interest in the relationship of 

education to their post-college life. In addition, the growth of individ

ualized programs and the variety of options within even conventional pro

grams signal a need for greater assistance in intelligent program planning 

(Walsh, 1979). 

The theoretically high priority given to advising undergraduate stu

dents appears to be refuted by much of the available literature. These 

priorities and those actually given in many institutions are often quite 

discrepant. Faculty advising appears to be narrowed to course selection 

and other specific aspects of the academic program, a framework often 

preferred by faculty who have not been trained in advising techniques and 

who feel inadequately compensated for their efforts. In turn, students 

perceive inadequacies in the advising systems and in tasks performed by 

disinterested faculty. 



CHAPTER III 

METHODOLOGY 

This chapter discusses the methodology utilized in the present inves

tigation. It presents the subject sample, instrumentation, procedure, 

research design, and statistical analyses used in the investigation of 

academic advising. 

Subjects 

The subject sample consisted of 450 students classified as second 

semester freshman through senior in the College of Arts and Sciences at a 

large southwestern university. The sample was selected using a random 

numbers table. A total of 450 questionnaires were distributed. Question

naires which were returned incomplete were discarded. The 210 question

naires which were usable for analysis represented a return rate of 47%. 

This was sufficient for hypothesis testing at the .05 alpha level, assuming 

a large effect size with power at .80 (Cohen, 1969}. The sample consisted 

of 20% freshmen, 28% sophomores, 20% juniors, and 31% seniors. A total of 

60% of the sample was female and 40% was male. Approximately 97% of the 

subjects were enrolled as full-time students (enrolled in 12 or more hours 

of coursework}. 

The College of Arts and Sciences provides academic advising at the 

college and at the departmental level. Entering freshmen are advised by 

professional staff advisers in the Office of Academic Student Services. 

Students are advised in this unit through their first year of undergraduate 

26 



27 

enrollment, or until they declare a major course of study. A student who 

declares an academic major is advised by an academic department adviser who 

may be a faculty member or, in larger departments, a professional advising 

staff member. In most cases, faculty advisers are given release time for 

advising responsibilities. The College of Arts and Sciences recommends an 

advisee to adviser ratio of 300 advisees to one full-time adviser. 

Since subjects were drawn at random from the college, all academic 

departments housed in the College of Arts and Sciences had an equal oppor

tunity for representation. This sampling may have been biased by the fact 

that students in only one college were included and by the voluntary nature 

of their participation. 

Instrument 

A questionnaire was developed for this study which attempted to obtain 

data regarding students' perceptions of advisement effectiveness and satis

faction with the advising process. Questionnaires and survey instruments 

which were used in previous investigations of academic advising were re

viewed. The present instrument was composed of items from these earlier 

questionnaires which were relevant to the current investigation. 

Students were asked to respond to statements concerning their atti

tudes toward the advising system in general, adviser skill, satisfaction 

with the academic advising they received, and the frequency of contact they 

had with their advisers. Item responses were presented in the form of a 

Likert scale, with 11 1" representing strong disagreement, 11 211 slight disa

greement, 11 311 slight agreement, and 11 411 strong agreement. The question

naire contained 10 items regarding each of three variables ("perception 

of advising process, 11 "perception of adviser skill, 11 and "perception of 
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advising satisfaction"), resulting in a total of 30 items. The 10 items for 

each variable were summed to obtain a single subscale. 

Three dependent variables were formed by summing the 10 questionnaire 

items relevant to each. The dependent variables and the respective items 

were: perceptions of advising process (item numbers 2, 5, 8, 10, 11, 14, 

17, 18, 20, and "How would you rate the overall effectiveness of advising 

services within your department?"), perception of adviser skill (item 

numbers 3, 6, 7, 9, 13, 15, 16, 22, 24, and 29), and perception of advising 

satisfaction (item numbers 1, 3, 12, 19, 21, 23, 25, 26, 27, and 28). The 

dependent variable of adviser/advisee contact was determined by a fixed

choice item asking for the frequency of contact the respondents had with 

their advisers. The independent variables of academic classification and 

consistency of adviser were determined from demographic responses on the 

questionnaire. Respondents answered 11yes 11 or 11 no 11 to the item "Have you 

had the same adviser throughout your enrollment in your current depart

ment?11. The dependent and independent variables were then used in statis

tical analysis of the research questions. 

Seven of the original 10 items for the variable "perception of advis

ing process" were employed to calculate the reliability. Three of the 

original 10 items were discarded because of an item-total correlation of 

less then .30. The variable "perception of advising process 11 had a coeffi

cient alpha of .85. 

Reliability for the remaining two dependent variables was calculated 

using 10 items. The variable 11 perception of adviser skill" had a reliabil

ity coefficient of .89, and the variable 11 perception of advising satisfac

tion" had a reliability coefficient of .92. 

Content validity was determined by a review of the instrument by a 

panel of four currently active, full-time professional academic advisers. 
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These advisers critiqued the instrument for the relevance of each item to 

the adviser role. After this critique, one item was reworded for clarity 

and additional demographic data were included. A pilot sampling of the 

instrument with 26 representative undergraduate students was al so conducted 

in order to establish a coefficient of stability for the three dependent 

variables. The variable "perception of advising process 11 had a reliability 

coefficient of .66. The variable "perception of adviser skill 11 had a reli

ability coefficient of .75, and the variable 11 perception of advising satis

faction11 had a reliability coefficient of .84. A copy of the questionnaire 

can be found in Appendix B. 

Research Design 

A causal-comparative research design was used. This design seeks to 

establish a relationship by identifying the variables or combinations of 

variables that are associated with a specific effect. The design deals 

with ex post facto situations. Comparison on the dependent variable(s) 

is(are) an attempt to discover possible causes or reasons for differences 

due to the subject differences in the environmental variable. Causal

comparative research does not isolate a cause; rather, results may suggest 

possible causal relationships. The causal-comparative research design is 

justifiable in circumstances in which more stringent designs are not appro

priate, not ethical, or not possible. 

Procedure 

The subject sample consisted of 450 students classified as second 

semester freshman through senior in the College of Arts and Sciences at a 

large southwestern university. The sample was selected using a random 

numbers table. 
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Survey questionnaires were distributed to this sample. After a period 

of three weeks, a telephone follow-up was conducted. A second question

naire was given to those individuals who reported not receiving the first 

one. A total return rate of 47% was achieved after the distribution of the 

second questionnaire. 

Three dependent variables were formed by sunming the 10 questionnaire 

items relevant to each. The dependent variables were: perception of 

advising process, perception of adviser skill, and perception of advising 

satisfaction. A fourth dependent variable was also determined by a fixed

choice item. Respondents reported the frequency of contact they had with 

their advisers, which represented the fourth dependent variable. The 

independent variables of academic classification and consistency of adviser 

were determined from demographic responses. The dependent and independent 

variables were used in statistical analysis of the research questions. 

Statistical Analysis 

There were two independent variables and four dependent variables. 

The independent variables were: classification of the student (four lev

els), and whether the advisee had the same adviser on a continual basis 

(two level~).· The levels of academic classification were: freshman, 

sophomore, junior, and senior. Each level was determined based on accu

mulated academic credit hours as published in the college catalog. "Fresh

man" was equivalent to 27 or less hours, "sophomore" to 28-59 hours, 

11 junior11 to 60-93 hours, and 11 senior 11 was equivalent to 94 or more hours. 

There were two levels of the independent variable "adviser consistency": 

yes or no. The dependent variables were the student advisees• perceptions 

of the general academic advising system, perceptions of their advisers• 

skills as resource persons, perceptions of their satisfaction with the 
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academic advising received, and the frequency of contact between advisees 

and advisers. 

A 4 X 2 MANOVA was used, with a familywise significance level set at 

alpha= .15, to investigate research questions 1, 2, and 3. Question 4 was 

analyzed using a chi-square procedure with a significance level set at 

alpha = .05. 



CHAPTER IV 

RESULTS 

This chapter presents the results of a 4 X 2 multivariate analysis of 

variance of the variables academic classification and consistency of advi

ser in undergraduate arts and sciences students. A brief restatement of 

the research questions will be presented for each analysis. 

Discussion of Research Questions 

Research Questions 1, 2, and 3 

Research Questions 1, 2, and 3 were stated as follows: Are advisees• 

academic classification or the number of advisers they have seen related to 

advisees• perceptions of: (1) the academic advising process, (2) advisers• 

skill, and (3) satisfaction with the advising they receive? 

The means and standard deviations of the dependent variables are 

reported in Table I. Examination of the within-cells error correlations 

indicated a relationship between the dependent variables; therefore, a 

multivariate analysis of variance procedure using academic classification 

and consistency of adviser as the independent variables was performed. The 

results of this analysis are presented in Table II. As these results 

indicate, no differences for the interaction or either main effect were 

found. No relationship between academic classification and consistency of 

adviser was found for students• perceptions of the advising process, or 

adviser skill, or of advising satisfaction. 
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TABLE I 

MEANS ANO STANDARD DEVIATIONS 

Same Adviser 
Freshman Sophomore Junior Senior 

N 28 38 27 28 

Perception of Academic x 21.29 21.37 20.89 20.04 
Advising Process SD 4. 91 4.81 4.93 4.22 

Perception of Adviser x 31. 29 32.34 31.82 30. 79 
Skill so 6.01 5.93 7.48 6.52 

Perception of Satisfac- x 29.75 30. 11 30.48 28.29 
tion With Advising SD 6.97 7.40 7.28 6.80 

Different Adviser 
Freshman Sophomore Junior 

15 19 11 

21. 73 19. 68 17 .64 
3.92 5.09 6.56 

31. 27 28.47 28.18 
6.04 6.88 9.17 

30.20 26.68 25.55 
5.81 7.86 10.23 

Senior 
29 

19. 90 
4. 71 

30.59 
6.90 

28.83 
6.82 

w 
w 



TABLE II 

MULTIVARIATE ANALYSIS OF VARIANCE 

Multivariate 
Source F df Variable 

Adviser Consistency 1.16 3, 185 
Advising Process 
Adviser Ski 11 
Advising Satisfaction 

Academic Classifaction 1. 24 9, 450 
Advising Process 
Adviser Skill 
Advising Satisfaction 

Adviser Consistency X Academic 
Classification . 89 9, 450 Advising Process 

Adviser Skill 
Advising Satisfaction 

Univariate 
F df 

2.43 l, 187 
3.49 l. 187 
2.70 1, 187 

1.42 3, 187 
.23 3. 187 
.53 3, 187 

1.10 3, 187 
1.10 3, 187 
1.48 3, 187 

w 
.j::> 
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Research Question 4 

Research Question 4 was stated as follows: Is advisee academic clas

sification or the number of advisers seen related to the frequency of con

tact advisees have with advisers? 

To further investigate the relationship between advising variables, 

academic classification and adviser consistency, two tests of proportions 

were performed. No relationship was found between academic classification 

and students• frequency of contact with advisers (X2 = 9.48, df = 9, 

p > .05). The relationship of adviser consistency to frequency of adviser 

contact was also explored, and, again, no relationship was found {X2 = 

4.72, df = 3, p > .05). It therefore appears that one academic class is 

not more likely to meet with advisers more frequently than another class. 

It also appears that having or not having the same adviser on a consistent 

.. basis has no relationship to the frequency of contact students have with 

advisers. Tables III and IV present the chi-square data tables for these 

analyses. 

Discussion of Results 

The data analyses indicate that no relationship appears to exist 

between any of the three advising dependent variables and the independent 

variables of students' academic classification and/or adviser consistency. 

It also does not appear that the frequency of contact students have with 

advisers is significantly influenced by whether the student is a freshman, 

sophomore, junior, or senior. Further, contact frequency is not influenced 

by whether they have been consistently advised by the same adviser. 

The lack of relationship between the independent variables and per

ceived adviser skill may relate to the findings of Hornbuckle, Mahoney, and 



Classification Never 

Freshman 
oa 
03b 

Sophomore 0 
0% 

Junior 0 
0% 

Senior 1 
.5% 

Column Totals l 
.5% 

aFrequency count 

bPercentage of total 

TABLE III 

CROSSTABULATION OF ACADEMIC CLASSIFICATION BY 
ADVISER CONTACT FREQUENCY 

Adviser Semester Contact 
Once 2-3 Times 4 or More Times 

7 30 6 
3.3% 14. 3% 2.9% 

18 35 6 
8.6% 16. 7% 2.9% 

10 23 10 
4.8% 11.0% 4.8% 

16 34 14 
7.6% 16.2% 6.7% 

51 122 36 
24. 3% 58.1% 17. l % 

Row Totals 

43 
20.5% 

59 
28.1% 

43 
20.5% 

65 
31.0% 

210 
l 00. 0% 

w 
0\ 



Never 

l Same Adviser .5% 

0 Different Adviser 0% 

l Column Total .5% 

TABLE IV 

CROSSTABULATION OF ADVISER CONSISTENCY BY 
ADVISER CONTACT FREQUENCY 

Adviser Semester Contact 
Once 2-3 Times 4 or More Times 

35 74 17 
16. 7% 35.2% 8. l % 

16 48 19 
7.6% 22.9% 9.0% 

51 122 36 
24. 3% 58.1% 17. l % 

Row Totals 

127 
60.5% 

83 
39. 5% 

210 
l 00.0% 

w 
'-J 
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Borgard (1979), who noted that students• evaluations of advisers tended to 

be based on interpersonal dimensions rather than on perceptions of techni

cal skill. The present study utilizes the independent variables of aca

demic classification and adviser consistency in a way not cited in the 

reviewed literature. 

There could be several factors affecting the results of this study. 

There were unequal numbers of students representing each academic classifi

cation. Specifically, there were more sophomores and seniors in the sample 

than fre~hmen and juniors~ Additionally, with the exception of the senior 

subsample, the sample contained more students who had the same adviser than 

those who had not. The senior students had approximately the same number 

of students in both categories (28 with the same adviser and 29 with dif

ferent advisers). These disproportionate groupings could bias the present 

results in the direction of the larger groups. 

The lack of significant findings associated with the research ques

tions in this study could be attributable to one or more factors. Students 

from only one academic college were included as subjects. Caution should 

therefore be used in generalizing these results to other advising units in 

the same university and certainly to other institutions. 

A second influencing factor could be a return rate of 47%. Despite 

telephone follow-up endeavors, the actual number of usable questionnaires 

was smaller than desired. This resulted in a limited supply of data avail

able for analysis. It should be noted, however, that the total percentage 

of questionnaires returned by students in the present study is not dissim

ilar to that in a similar study by Larsen and Brown (1983), who experienced 

a 25% overall student return rate. In the Larsen and Brown investigation 

of student and faculty expectations of academic advising, 11% of the jun

iors, 36% of the freshmen with declared majors, and 32% of the freshmen 



39 

with undeclared majors responded. The current investigation included 20% 

freshmen, 28% sophomores, 20% juniors, and 31% seniors. The overall return 

rate of 47% in the present study exceeds the 25% return rate reported by 

Larsen and Brown. The advisability of nonvoluntary participation by stu

dents may likely be a consideration in any future research. Nonvoluntary 

participation has the risk of intentional biasing by uncooperative partici

pants, which may inaccurately skew data. Voluntary participation can, as 

is evidenced in the present study and in the cited literature, result in 

low return rates. Researchers may find it necessary to weigh the advan

tages and disadvantages of voluntary and nonvoluntary participation as they 

develop future investigations. 

Another factor which may have influenced the present findings is the 

instrument. Despite a pilot survey with the questionnaire developed for 

this investigation and subsequent changes as a result, there were occa

sional remarks from respondents which call into question the clarity of at 

least two items. Item 1 ( 11 I have a more accurate view of my academic 

program11
) and item 23 {11 I know more about making career decisions") were 

occasionally noted as being unclear. Apparently, the word 11 more 11 in -each 

of these items was misleading to a small number of respondents. Rewording 

these items would enhance their clarity and meaning. 

The diversity in the academic advising system(s) used in this investi

gation could be another factor. The current study included departmental 

and college student services advisers, as well as both faculty and profes

sional advising staff. The differences, if any, which may or may not exist 

between such types of advisers could be an additional confounding factor. 

The survey questionnaire format has some drawbacks (low return rate, 

disproportionate cells, incomplete responses), yet these drawbacks do not 

necessarily pose a consistent threat to accuracy or completeness. Polson 



40 

and Jurich (1981) utilized a survey questionnaire very similar to the one 

in the present study to investigate students 1 ratings of advising program 

effectiveness, and their study reported high ratings on the overall quality 

of academic advising. Their study also considered adviser traits and 

overall adviser outcomes. 

In any future investigations similar to the present study, it may be 

advisable to narrow the focus of study. A separation of faculty and .non

faculty advisers may clarify differing sets of expectations and tasks. It 

is also possible that students may differ in their needs from and expecta

tions of advisers according to students 1 academic classifications. For 

example, freshmen may look to advisers for more guidance in choosing a 

major and a career, while seniors may need assistance in implementing their 

major and career choices. Future investigations, therefore, may benefit 

from considering more specific independent and dependent variables. 

A large proportion of the research on academic advising consists of 

surveys of student opinion, whereas studies examining the relationship of 

student characteristics, student outcomes, and specific advising programs 

and effectiveness remain scarce (Mclaughlin and Starr, 1982). The use of 

questionnaires in studies of academic advising is a viable technique. 

Return rates may be enhanced by more personal contact and follow-up. In 

other words, gathering data directly from students in classes or other 

groups may result in more complete data. 

In any research endeavor concerning academic advising, the observation 

of Brown and Sanstead (1982) should be considered. Brown and Sanstead 

noted two major weaknesses in most advising evaluation efforts. First, the 

usual measures of success, retention and academic achievement, are too 

global. Both retention and academic achievement are the result of a com

plex variety of factors, of which advising is only one. Second, the 
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evaluation focus is almost exclusively on outcome measures rather than on 

process variables. In Brown and Sanstead's analogy, evaluating an academic 

advising system by assessing its influence on outcome measures is like 

evaluating a marriage using longevity and the number of children as cri

teria. Much more goes into both a marriage and in an effective advising 

system. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

The purpose of this study was to investigate the relationship between 

academic classification, adviser consistency, and undergraduate students• 

perceptions of academic advising. Additionally, the study investigated the 

relationship between the frequency of contact advisees have with advisers 

and both academic classification and adviser consistency. 

A to ta 1 of 210 undergraduate students were used for this study. These 

students were enrolled during the 1984-85 academic year as second semester 

freshmen through seniors in the College of Arts and Sciences in a large 

southwestern university. These students were randomly selected from all 

students enrolled in the .college. The subjects completed an anonymous 

questionnaire which solicited their responses to 30 items regarding aca

demic advising, as well as relevant demographic data. 

A two-way multivariate analysis of variance was used to investigate 

the relationship between academic classification, adviser consistency, and 

subjects' perceptions of advising systems, skills, and satisfaction. The 

alpha level of .05 was established as the level of significance. In ad

dition to the MANOVA, chi-square analysis procedures were performed to 

investigate the relationship between academic classification, adviser 

consistency, and frequency of adviser/advisee contact. The results of 
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this study did not reveal a relationship between any of the independent and 

dependent variables. 

Conclusions 

Based on the data analyses, the following conclusions were tentatively 

drawn: 

1. Students' academic classification does not appear to be related to 

their perceptions of the advising process, the skill of advisers, or the 

satisfaction they experience regarding the advising they receive. 

2. Students' consistency of adviser does not appear to be related to 

their perceptions of the advising process, the skill of advisers, or the 

satisfaction they experience regarding the advising they receive. 

3. Students• academic classification does not appear to have any 

relationship to the frequency of contact students have with their advisers. 

4. Students• consistency of adviser does not appear to have any re

lationship to the frequency of contact students have with their advisers 

In considering these conclusions, it is useful to note the findings of 

Grites (1981), which indicated that student attitudes were positively 

related to the degree of knowledge an adviser had about students and their 

concerns. Additionally, students• evaluations of advisers tended to be 

based on interpersonal rather than technical dimensions. In the present 

study, however, academic classification and adviser consistency appeared to 

have no relationship to either interpersonal contact or perceptions of 

technical skill. 

Recomnendations for Future Research 

The present investigation can lead to other research endeavors 
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designed to define students' needs and preferences with regard to academic 

advising, as well as to enhance the advising process. 

1. This study should be replicated with larger numbers of students in 

order to more clearly establish the factors relevant to students' percep

tions of academic advising. 

2. Variables in addition to academic. classification and adviser 

consistency should be incorporated into subsequent studies of academic 

advising. Research incorporating different study populations, both in 

terms of academic college and student demographics, may also be valuable. 

3. More sophisticated instrumentation could be utilized in subse

quent studies of academic advising. A number of survey questionnaires 

and instruments may currently exist, but refinement is still useful and 

necessary. 

4. Other academic c9lleges and units could be investigated in order 

to gain a more expansive and complete picture of the advising process. 

5. Administrators responsible for providing academic advising serv

ices may need to more clearly scrutinize the effectiveness of their serv

ices. While the present study is not definitive, it does not indicate that 

academic advising becomes any more or less important as students progress 

in their aca9emic programs. Rather, it may be more essential to question 

advisement's importance and effectiveness to students at any time. Advis

ing administrators should perhaps explore whether the expectations and 

needs they attempt to meet are consistent with the expectations and needs 

felt by their student clientele. 

6. In consideration of the effect academic advising may have on 

enrollment retention, it is strongly recorrmended that continued and in

creased study of this student service area be encouraged and implemented. 
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7. Investigations could focus specifically on the retention of fresh

men and sophomores, particularly those students with undeclared majors who 

may be at high retention risk. This emphasis is supported by the work of 

Glennen and Baxley (1985), which reported a stable number of incoming 

freshmen, but a decline in the retention of freshmen and sophomores. Their 

study supported the positive influence of academic advising on the reten

tion of these students. 

8. Future investigations might focus on a variety of student clien

tele, advising systems, and the factors influencing their effectiveness. 
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TABLE V 

MODEL OF ADVISING PROCESS 

Informational Explanatory Analytic Therapeutic 

Content Data Procedures Options Values 

Purpose Informative Clarification Insight Self-Acceptance 

Nature Presentation Discussion Analysis Awareness 

Focus The Data The Institution The Student The Person 

Perspec- Atomistic Atomistic Holistic Introspective 
tive 

Setting Public Semi-Private Private Private 

Length 2-10 5-20 20-60 Multiple 
Minutes Minutes Minutes Sessions 

Source: D. Shane, "Academic advising in higher education: A develop-
mental approach.for college students of all ages, 11 NACADA Jour-
nal ( 1981). 
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