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The materials included in this Resource Document
are intended for your use in improving the academic advising
process at your institution. You are encouraged to reproduce
those materials which ybu feel would be helpful to those

.involvéd in academic advising. Reproduction of these materials

should be governed ty the following guidelines.
(1)- Credit should be given to The American College

2 ‘ Testing Program and the name of the individual

~and/or institution responsible for the materials
' used. ‘

(2) Some of the materiéis contained in the Resource
Document are copyrighted, where noted the authors
should be-contacted before reproducing.

LS
- It is the intent of The American College Testing
Program to revise this document on a periodic basis. Indivi-
duals and institutions wishing to contribute materials to
future editions of this document are encouraged to send those
materials to: -
David S. Crockett
Vice President
Educational Servipes Division
The American College "Testing Program
P. O. Box 168 .

Iowa City, Iowa 52240
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"Academic advising assdisis students to,realize
the maximum educational benefits o4 theirn college
. expaniencgﬂby undenstanding their needs and
expectations, knowing the goals and resources 0§
" the institution they anre aittendding, and brdinging ,
thede two elemenits into opiimal conghruence through
indiuiduaﬁiiedip&ognam development."




1.1

INTRODUCTION

"Undergraduate students in the United States are gen-
ernally in need of some consistert personak contact
with a professional adult who can serve as an advis-
on, confidant, and parent swrrogate. This need seems
10 exdsi negardless of the type of institution the
gtudent attends, his general ability Lo do academic
wonk, and the sociceconomic Level grom which he comes.
Tn many ways, the need for this kind o4 neddTionship
seems to transcend most other seemingly impontant de-
sines on demands.”

' Lewis B. Mayhew

Academic advising has a long tradition in American high-
er education. Presiden% Rutherford B. Hayes, as a student at Ken-
yon College in 1841, wrote his mother of the adoption of & new rule.
TQ@ rule stipulated that each student would choose from among the
faculty someone who would be advisor and friend in all matters and
who would serve as a medium .of communication between the student
and the faculty. ‘

There exists in higher education today a renewed inter-
est in academic advising. This interest is due in part to the fol-
lowing factors:

1. A recogniti5n that academic advisihg is an integral and
' necessary ﬁart of the higher education process.
A concern for individual student growth and development.
An interest in increasing student retention.
Greater student choice of curriculum than ever before.
An increase in non-traditional students,

(o NG 2 I Y2 B 2
e e e e e

A growing concern by students in the linkage between
academic preparation and the world of work. .
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These trends.are leading administrators to re;emphasize
the importance of academic’ advising.and student support services.
Agademié advising is being recognized as an essential educational
service to be provided by an institution of higher education. Aca-
demic advising on many collége and university campuses is perfunc-
tory, clerical and is not being delivered in the most effective man-
ner. One significant reason for this situation is the lack of well-
organized and comprehensive training and support material for those
engaged in the academic advising process. Unfortunately, there is
no single source reference available to college personnel on the
general topic of academic advising. Rather, what is available is
generally fragmented, institution specific, lacking in a comprehen-
sive approach, and often poorly prepared, produced, and delivered.’
The purpose of this publication is to provide a compre-
hensive resource document to assist college personnel in enhancing
the effectiveness of their academic advising programs, thus serving

students more effectively.

"In the institution's progham of facully advising, the
teacher and the student congront each other and dis-
cussd the reciprocal nesponsibility of institution axd
student fon improving education. This powerful per-
sonal medium has notr yet been used as it could be.
The faculty advisor and the student analyze and judge
educational and vocational goals and opportunities,
Learning skills and teaching methods, cwviicular
choice and limixnxioné, and student and teachen pen-
formance. This authentic partnership can produce the
nenewal of the educational process and a mernited re-
sthucturning of the system,"

Mclvene D, Handee
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DEFINITION AND IMPORTANCE OF ACADEMIC ADVISING

mAcademic advising assists students to nealize the max-
Amum educational benegits available to them by helping
them to better undenstand themselfves and to Learn Lo use

- the nesowrces of an educational institution Zo meet thein
special educational needs and abpiﬂazionb;"

Academic advising is a multi-faceted activity. Academic
advising should assist individual students to realize the maximum

*

educational benefits to them. It accomplishes this by:

1. Helping students& to clarify their values, goals, and
- better understand themselves as a persomn.
2. Helping students understand the nature and purpose of
. -higher education.
| 3. Providing accurate information about educational options,
requirements, policies, and procedures.
4. Planning an educational program conpsistent with a stu-
dent's interests and abilities.
5. Assisting students in a continual monitoring and eval-
uation of their educational progress. -
6. Integrating the many resources of the institution to meet
a the student's special educational needs and aspirations.

In brief, the academic advisor—=serves as a coordinator
of the student's educational experlence.‘
Some of the benefits students derlve from an effectlve

advising program include:

1. Successful attainment of their educational/career objec-

tives.

< U
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2. Achievement of GPA's consistent with their ability.

3. Higher retention rates.

4. Satisfaction with the process and development of a pos-
itive attitude toward the institution.

5. Development of a meaningful relationship with their ad-

visor.

Ricks College Advisor'ss<!landbook” describes the facully

advisor's role and function in the following manner:

The faculty advisor is the key person in individualizing
a student's education. As such, he has three major responsibilities:

1. To help each advisee understand himself better.

2. To help each advisee understand better his environment
with its opportunities and challenges.

3. To help each advisee use his potential abilities maximally
in meeting the challenges and realizing the opportunities
that are available for him.

Some specific activities and responsibilities which will
help the faculty advisor vrealize the above goals are these:

1. Acquaint advisees with the general and departmental edu-
cational requirements, college regulations, services, and
opportunities. .

2, Help advisees understand thelr past educational achieve-

\\ments and how they are related to their present educa-
t10na1 goals,

3. Increase advisees awareness of abilities and talents
through\ghe use of test results and other data (advisors
may prefef*xo refer advisees to the Counseling Service
for test intérpretation).
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- 4. Help advisees plan each semester's program of courses -and,
as soon as possible, a two-year program. It is suggested
that each advisee complete a Graduation ﬁ%qulrement Work-
sheet and that both advisee and advisor keep a copy.

5. Assist advisees when they are not achie§§ng in-accordance
with their abilities, helping them plan activities to
correct their difficulties.,

6. Refer advisees as needed to other persons and services.

7. Be aware of each advisee's progress in his various pur-
suits by sufficient contact and the keeping of accurate

records.,

-« .

Good academic advising involves the ability of the ad-
visor to help a student define and develop realistic goals, accur-
ytely perceive the needs of a student, and then successfully match

. these needs with available institutional-r¥esources in a meaningful
. manner. This process is carried out in ‘ah atmosphere of a caring
and trusting relationship.

Hamline University addresses the role, importance and ad-

visor responsibility of advising as follows:

"Advisons ane héﬂpﬂuﬁ in presenting infonmation and ask-
ing QueALLonA but can be hanméuﬂ in gdving too many and-
wens. In other wonds, A4 we are to encowrtage personal.’
growth, Lt 48 necessary Lo encouwrage students to make
thein own decisions and 2o aécept~the consequenced .04
those decisions., Many times students want answers, noi
just §on expediency, but to avoid taking the hresponsi-
bility, 14 you tell a student to do X, he on she can
- aluways - beame you if it doesn't wonk out.

As an advison you have responsibility to assure that
your advisees' studies comprise a well-concedlved pro-

‘i?\
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gram consdistent with thein goals and high academic
standands., This generally incfudes some assistance 4in
the formulation of your adviseed’ goals and a shanre An
the process of evaluating thein progress towarnd them.
As an advison you.shouﬁd‘noi be a dictaton orn an apron
string, and centainfy not a "shaink." You shoukd not
even be an advocate {although you may voluntarily assume
that nole at times), since Lt ought Zo be pnézumed that
Hambine students are thein own advocates,

'"In a neat sense you, ad advisor are an embodiment of

the institution, Linking Hamline with Lits students, ar-
tleulating Lts purposes, ard giving meaning to the assump-
tions which guide its cwuiiculum. A4 an advisor you can
signigicantly influence the success of your advisees' edu-
cational and pernsonal development as they seek to accom-
modate themselves to the Hamﬁ&ne community and to the
Langen society of which we are all pamt <
Ubtimately, your main objective as an advisor L4 2o

" facilitate” each advisee's recognition and;accéptance

0§ personal nesponsibility fon what happens Lo his or

hen Life, - ‘

The nole 0f an advison is one of questioning and encoun-
aging student decisions. We musl urge a student 0 gathen
information, evaluate the Lnéonm&xion, consider his on ~
hern personal values and gbalb, and make meaningful dec~-
isions based on considenration of. alternatives and on the
information gathered. We must help the student.to recog-
nize and accept the neal possibility of gailure as well
_as success. But out of all this comes self-awareness,
congdidence, maturity."

G



. Academic advising, properly delivered, can be a powerful
1nst1tut10nal 1nf1uﬁnce on student growth and development. Also,
it can “enrich "the educational program of any college or university,
and interpret that program more effectively to students.
Academic advising is an integral and necessary part of
 the higher education process. The figure below suggests that aca-
demic advising is interrelated in important wayé‘with other insti-

tutional .functions.

QUALITY
INSTRUCTIONAL
PROGRAM

EFFECTIVE JCOMPREHENSIV

ACADEMIC STUDENT ;
ADVISING SUPPORT |
SYSTEM SERVICES |

A quallty instructional program. central to. the-lnstl—
tution's purpose, should be supported by an effective advising sys-
tem, Likewise, effectlve .advising is "dependent to a large extent
on comprehensive, student support services.

Good academic advising is basically a counseling func-
tion., Too often it is thought of in the more perfunctory way of -
simply approving class schedules or providing basic academic in-
formation to students. The following papers by Donaid b. Delong,
University Coordlnator of Academic Advising, Western Michigan

Bonnle S, Titley, Director of Academic Advising,
F. Metz, Jr., University of

University,
Colorado State Un1vers1ty and Joseph
Maryland address the role and further a definition of academic

advising in colleges and universities. ' R
@ i
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ACADEMIC ADVISING vs ACADEMIC COUNSELING
Donald L. Delcng
University Coordinator of Academic Advising

Western Michigan University

A Y - *

. Many academic advisors, faculty and students are confused
regarding the difference between academic advising and academic,
counseling. If a student has made a definite choice to pursue a
particular program and has few doubts about the decision, the ad- «
visor then only needs to-deliver accurate information on what the .
student must ‘do to meet the requirements of the program. ﬂ:ﬁeﬁding
on the number of optiens the student has to meet the requirements,
the advisor primarily will need to spell_ouf those options and let .
the student make the decision. oo ' _ )

- Ideally, pdvisors are more cemfortable with the student
who is totally commifted to a particular goal. In fact, the coilege
catalog and related printed materials make it relatively simple for
a student .to figure-out what courses to take and when to take then.
All .too often a student approaches an‘ainsor giving the impression
it is specific course information the student needs when in reality
the -student is seeking academic counseling.

Academic counseling differs from academic advising in
that the student is looking for help in deciding what to do aca-
demically. It is not personal <ounseling and it certainly isn't
therapy.\ The student needing'acaﬁemic cquhseliﬂg‘hés usually'been
admitted to the educational ipstitution desiring ‘to continue the

_education process, yet unsure of what to do in éQllpge. This stu-

dent is often advised, not necessarily by -advisors, to take general

or liberal arts courses and somehow he'll:discover what he wants to

do. I have yet to see a course description or syllabus which sug- °
gests one of the purposes of the course is to help students to de-

A}
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cide what they want to do. In facf} o7 the hundreds of general and
liberal arts courses avallable to a{ﬁ%hdent, which courses would a

student select? The student needing academic counseling is often
the student who-is in college because going to college is something

worth doing., One has to admit the lifestyle of being a student is

certainly more attractive than the drudge of everyday living and
working. I have had numerous students tell me how difficult it is
to be at college, enjoy the lifestyle, enjoy classes ‘and still ex-
perience a nagging guilt because they have not comfortably committed
themsélves to a particular pcogram or are not preparing themselves
for a particular career. My colleagues, with a liberal education
perspective, repeatedly try to convince me students are mislead

put all their energy into worrying about a career when they should
be concerned with being "educated." 1 agree, but the parental pres-
sure, peer group pressure and the voices from the outside world make

~1t extremely difficult for a student not to worry what's out there

after craduation. Here is where academic counseling can be used to

help a student make better use of all the opportunities available

in higher education. Let's be realistic, a student with normal aca-
demic skills, who really enjoys the whole college lifestyle can pass
courses, meet the requirements and still leave the educational ins-

titution not educated-certified, trained maybe, but not educated.

How does one determine if a student needs academic coun-
seling rather than academic advising? The first step is to ask the
student what he is looking for in the advising encounter. The ad-
visor can ask the student what information is being sought. To
assume the student is only interested in finding what 1is required
or is onf& interested in putting a schedule together can be erron-
eous. Yes, the students should be more articulate and more honest
in their communication, but it 'is difficult to walk into a room with
an almost .stranger and share your innermost doubts and concerns,

o
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éspecially when you have a half hour and the individual behind the
desk.only thinks academic adV151ng.

Beyond the few minutes it takes to query the student
most institutions have American College Testing Student Profile
Reports -or similar data to use in determining some of the concerns
of the student. Remember, we're talking about a student who has
been—admitted to the educational institution, has or has not the
basic academic skills, and on some level wants to benefit from the
educational opportunities available, but doesn't know what to do.
Without primary basic academic counseling we either lose the student
or we struggle with him during the senlor year to get him graduated.
The push, beginning in the sixties, to promote educational opportun—'
jties for students who would not normally go to colleg., K the pres-
sure to keep enrollments stable and a somewhat different kind of
student coming out of high .school have brought to the campuses a
number of students who do not hold what we must call traditional
values of-education. How many of these students are around is hard
to determine. Yet, the data suggests they are around. |

. 1f we do admit students who don't really know what edu-
cation is all about and have no idea of their own potential, then
we have a responsibilitx,to provide guidance t).ough academic coun-
seling to assist students to be better educated while at the same
time serving the educational institutions in a productive way.

The academic counselor, through using test data and re-
lated materials, can assist the students to assess their personal .
_strengths and weaknesses, The academic counselor can assist the
students in discovering how each student's uniqueness, interests
and partichlar talents fit into an organized, but changing world
waﬁting for them. And last, but not least, the academic counselor
can assist the students to learn how to use the ®tducational insti-
tution for a lifetime. After that the academic advisor has a '

"piece af cake."

d
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ACADEMIC ADVISING: TRAINING AND/OR EDUCATING
.Bonnie S.Titley, Ed.D.
Director of Academic Advising
- Colorado State University

Regardless of how the advising program is organized on
any given campus, there prevails in most quarters an attitude of
"anyone can do it." Paralleling closely the "whoever has a Ph.D.
can teach' attitude, this view of academic .advising can only result
in problems: No clear distinction between advising and counseiing
is‘drawn; roles of and expectations from advising personnel are
not ‘succinctly defined; parameters for behaviors are not distin-
guished; no pattern for evaluation and/or reward can be easily es-
tablished. Indeed, the "anyone can do it" syndrome more often leads

‘ .to. perfunctory behavior which results in a feeling that "most ad-
vising is catcheas catch can.”" This feeling can be systematically
eliminated.

A first step would logically be to define "advising."
Surveying the literature on advising shows a multiplicity of terms;
academic counseling, academic advising (or advisement), career
advising, vocational counseling, etc. Variously, the application

of the terms focuses on:

1. The process of information giving or working through
problems,
2. The procedure of registration, schedule planning and

meeting curricular requirements.

3. The product of the activity; graduation and/or job place-
ment or graduate school admission.

4, The act (activity?) of communicating information and

answering specific questions.
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In descriptions of some programs, it is often difficult
to disentangle process and procedure, or act and product; so en-
grained are the assumptions about the nature of advising. For the
purposes of this paper, let us propose a working definition of
advising that establishes parameters for discussion that include
procesé, procedure, product, and act: Advising is a decision-
making process thyough’which a student, aided by a faculty member,
maximizes the educational experience through an information ex-
change specifically pertinent to both curricular and career plgnning.

The next logical step would be to examine some of the
inherent implications of our definition. First, decision-making
is given pfimary focus. Although many would see this as an obvious

‘implication, there are those who might overlook the dynamic, se-

quential character of advising decisions and view them as static.
In the decision-making literature, "static decisions'are those
made in an essentially fixed environment; riskless decisions, if
you will. The probabilities and expected utilities of each §1ter-
native are known at the time of choice, leaving no unknowns for the:
decider to cope with. Advising decisions are far from static.
Fach decision made relies on all decisions that preceded it and
must take into account the factors produced by prior actions and
their results. The decider changes, the environment changes, and
the consequence changés with each succeeding decision. The uti-
1ity and consequence of any given advising decision can rarely be
considered riskless. As a matter of fact, the ultimate product of
the advising process usually harbors the greatest element oﬁ risk;
what will I be able to do with my education?

Second, advising is an interaction of two persons; ad-
visor and advisee. Each has needs and values that influence choices
of information to be exchanged; and each has biases that color
beliefs about what 'maximizing the educational experience' really

N\
N
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means., Both have prior experience that colors judgments made, and
both have personal levels of creativity that play in the overall
process, ' Third, gurricular and career planning are, by no means,
synonymous. Any given curriculum has specific requirements that

must be met and, usually, areas that allow for flexibility in meeting
individual needs. Career planning includes curricular concerns,

but goes beyond them to include emotional, social, spiritual, and
physical factors that come into play in career decisions.

The proposed definition of advising, then, indicates
the complexity of the advising relationship and suggests a complex
of skills needed by the advisor (also the advisee - but that's an-
other paper!) who exercises the role responsibly. Further, it
suggests areas for both training and educating professional per-

sonnel who will be involved in this highly crucial activity. The
distinction being made between training and educating needs clari-
fying: Training involves the introduction and sensitization to
practice in basic communication and interpersonal skills that are a
part of the advisor/advisee relatiohship. Such things as listening,
decision-making, reflecting feelings, etc. are included. Training ’
also includ's the imparting of specific information needed about
programs, pdlicies, procedures, and practices inherent in the ex-
isting system, Educating embraces the philosophical and/or theo-
retical underpinnings influencing the relatjonship. Institutional
objectives, yocational development theory, an acceptable hierarchy
of needs and’values,‘results of national educational investigations,
etc.; all relate to both advi;or and advisee and play large roles
in choices made during the years of formal higher education (and,
yes, those &éars‘beyond as well). However, neither skills needed
nor underpinnings required can be assumed to be a part of an advi-
sor's repertoire, necessitating the design and execution of training
programs. One model to use as a foundation for such a training

program follows:

el
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The body of literature on decision-making holds theories
for persons in any field; statistics, mathematics, management, edu-
cation, etc. The stochastic and static models do not apply to the
decisions in advising because they cover. random choices or require
stable, unchanging situations. Advising is a dynamic, sequential
decision-making process which obligates those involved to utilize
prior decisions and their results as data for current decisions.
Further, advising is a series of choices between alternatives rather
than merely finding the solution to a problem, the premise being
that a problem exists without potential change and only one solu-
tion exists for it. i

" The dynamic nature of the advising process has been shown
in the literature on advising to encompass five basic needs of stu-
dents; intellectual, emotional, sociél, physical, and spiritual.
Each need influences in varying degrees the regular curricular
choices made by students in consultation with advisors. Likewise,
each need dictates its own series of decisions to be made. The
content-complexity of the decisions relate. to each need also va-

- ries and it is appropriate and useful to sort these into levels for
purposes of discussion and aralysis.

Irving A. Taylor, a social psychologist, in 1959 pro-
vided a five-level model of creativity that gives us the levels we
need for discussion. (As enticing as it is to digress into the
effects of creativity of both the advisor and the advisee on ad-
vising, I must ask your indulgence to accept Taylor's levels as
useful, reliable, and stable.) The five levels, expressive, pro-
ductive, inventive, innovative, and emergentive, are characterized
by different factors and call forth different psychological exper-
iences. It follows, then, that advising decisions at each level

‘would be different. Expressive decisions are made in an atmosphere
of spontaneity and freedom. Productive decisions show some control

over an environment and are essentially the same for all advisees

-




making them,

Decisions called inventive. require facility in mani-

pulating concrete data, while those termed innovative call on the
ability to work with more abstract concepts. Emergentive deciding
—-wow - dg-accomplished in only a few advising situations because it embra-

. ces truly unique (in the narrow semantic sense of the word), non-,

traditional results. ‘
Each kind of student need can be classified into decisions

*on each level, giving us the basic advising model diagrammed in

Figure 1 below:

INTELLECTUAL EMOTIONAL SOCIAL PHYSICAL SPIRITUAL

EMERGENTIVE |
| INNOVATIVE
INVENTIVE
| PRODUCTIVE

EXPRESSIVE

Figure 1: Basic Advising Model

Examples of the decisions related to each need category

for each level are suggested in Figures 2 through 6 (figure content
copyrighted by Titley, 1976):

EMERGENTIVE

INNOVATIVE

JINVENTIVE

PRODUCTIVE

|EXPRESSIVE

‘Different Bachelor's/Master's combihations; ignoring

Unique programs; non-traditional approaches; design-
your -Own.

Alternative routes; combining degrees-interdisciplin-
ary approach; second bachelor's degree; second major

combinations; new uses for '"old" skills.

programmed pre-professional preparation; new relations
between disciplines. )
Required courses and/or curricula; university require-
ments; maintaining minimum scholastic requirements,
General course sampling; gaining general information;
vocational, interest, aptitude, personality tests; var-

. Figure 2: Advising Decisions: Intellectual Needs

ious part-time jobs or work-study assignments.,

AN ~
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TEMERGENTIVE‘ Establishing a "brave new world"” for current society.
|INNOVATIVE Proposing untried solutions for existing problems.
\;INVENTIVE | Imposing "traditional" behaviors on "new" life styles.
|{PRODUCTIVE |} Adjusting to roommates; "getting‘involved";
{EXPRESSIVE Trying on different roles, styles of dress, etc.
Figure 3: Advising Decisions: Social Needs
‘:EMERGENTIVEZ Return to "if it feels good, do 1it"; mnot on mere sen-
| | sual level, but on an existential level.
|INNOVATIVE | Learn to apply meditative or relaxation téchniques in
| order to manipulate emotional levels in unusual cir-
| cumstances.
[INVENTIVE Securing professional aid in adjusting and/or mani-
! pulating emotions.
IPRODUCTIVE Learning to control emotions and/or Teact as expected
| by significant others.
EXPRESSIVE | "If it feels good, do it"; sensory satisfaction prim-
arily. |

Figure 4: - Advising Decisions: Emotional Needs

EMERGENTIVE Hypothesizing a new philosophical system to govern per-
sonal . beliefs,
INNOVATIVE Juxtaposing beliefs from dissimilar systems to reflect
personal outlook.
INVENTIVE Integrating beliefs of similar systems into new patterns.|
PRODUCTIVE Believing (or not believing) according to patterns of
established religious systems.
EXPRESSIVE Iﬁvestigation of belief systems of different religions.
Figure 5: Advising Decisions: Spiritual Needs
o
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EMERGENTIVE { Control metabolisim via extreme biofeedback techniques
'Lso that "normal’ nourishment is no longer required.
INNOVATIVE | Determine entirely new ways to preserve or prepare foods
to enhance nutritive value. |
INVENTIVE Eat unusual combinations of food in order to obtain

| needed nutrients.

PRODUCTIVE | Maintain mimimum vitamin and mineral intake require-

‘ ] ments. ‘ ‘ .
EXPRESSIVE ] Experiment with different diets, ‘ ‘

Figure 6: Advising Decisions: Physical Needs

Though not entirely obvious, it beccmes quite apparent
in what areas that training and educating are needed in an advising
program. The system within which these occur doesn't affect the
basic needs significantiy; whether you have all the advising done
by faculty members, whether you have a corps of professicnal ad-
visors or whether you utilize a combination of the two, you still
have to deliver similar. training and education if you are to eli-
minate the "anyone can do it' attitude. If you have the option,
you can consider selection and specialization of advising personnel
(criteria and procedures for this would again be content for ano-
ther paper); still, the training and education would not essential-
ly change.

Basic to both training and education is a local defin-
ition of the advising process and a clear delineation of expecta-
tions and results, Within the parameters established by such a
definitioh, advisors need sufficient exposure to vocational psycho-
logy and student development theories to understand such terms as
"stages of vocational development," 'vocational maturity,! and
"factors influencing vocational choice.'" Parallel to vocational
psychology, principles of learning and cognitive styles should be
discussed. Specific information needed by advisors include all-
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. institutional requirements, departmental/major requirements, know- v
ledge of all majors available, service agencies and services ren-
dered by each, scholastic regulations, key persons in departments
who will discuss vocational concerns with students, extracurricular
opportunities available to gain exposure to or experience in a field,
> and general knowledge of the job market. Skills traiding, at the
very minimum, must include listening and attending, basic inter-
personal communications, the art of referring, and decision-making.

Personnel to conduct the education and training compo-
nents within the proposed model should themselves exhibit above
average ability in the area they are asked to instruct in. Coor-
dinators of advising programs must avoid those who fall into the
"a little learning 1s a dangeraus thing" category. Most campu§i§
have persons who are really competent to do the needed trainié?;
likewise, every campus has its '"experts' who have had one course
or one experience and now can do anything related to that experience.
Selection of training personnel is, in many ways, more critical than
selection of advisors because trainers can establish an attitude
in the training sessions that would determine the advising direc-
tion on a campus. One essential trait of trainers is the willing-
ness and ability to develop or motivate evaluation of advising per-
formance. .

Evaluation of advisor performance must be carefully done
or little more than "gut feeling" will result. "Scientific" re-
search can't be conducted in any case because control groups can't
be established or different modes of intervention may not be appar-
ent for years, and by that time advising programs will (should!)
already have changed to meet the needs of the current students.
Whatever the limitations, however, evaluation must be designed to
determine the immediate effectiveness of the interpersonal infor-
mation exchange that sccurs.

Finally, advising performance must be rewarded. Persons
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cannot be ‘expected to perform this critical service in a vacuum of
reward and give the quality performance required. If monetary
~*-ww“w~andfow~§§o£essional advancement- {rank, salary, etc.) cannot be af-
fected, then)official\recognitidﬁ of some kind must be instituted.
Indeed, the coordinator of an advising program should take leader-
Shlp in establathng a system of recognition for the institution.
Other than input for professional advancement, such things as an-

\ nual awards for outstanding undergraduate advising are possible.

- (At Colorado State University, for‘example, there is a Distinguished
Service Award for advising which parallels similar awards for teach-
ing and research.)

Advising need not be "oatch as catch can'" on any campus.
It is a very important component of the teaching/learning mission

; in higher education and need not suffer from the syndrome of apathy

’ giten associated with it. The quallty of the process can be im-

. proved; the knowledge and skills required can be imparted and learned.
~ The model proposed in this paper is one way of approaching the
training and education required to improve the quality of acade-

mic advising.
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TOWARD A° DEFINITION OF ADVISING
Joseph "F, Motz, Jr. .y
e AR : University of Maryland

Acadenic ad#ising, as a recognized professional comple-
ment to the teaching function of the University, practiced by per-
sons specifically selected and trained to advise, is a growth-fos-
tering interaction between at least two persoﬂs; the advisee(s)
and the advisor(s).

¥ \ ° Conditions for growth exist when:

1. The advisee ‘is more actively involved in her/his own
- decision~makiﬁg than the adyisor.

2. The perspective in which the decision-making is being
done’is as much future-directed as immediate..

3.” Behavior perceived as constructive by both advisor and
advisee is the expected and resultant outcome of de-
cision-making. ‘ |

‘4, Advisor and advisee use other campus resources when either
perceives these as potentially improving the quality of

{ decision-making and/or resultant behavior. ‘
e 5. Advisor and advisee commit themselves to continuing
. participation in éhvising when both agree that contin-
uation can be growth-fostering. ‘

—

v 1

This definition, from my point of view, helps to empha-
size what advising is not:

1. It is not a '"fringe benefit" or minor support‘service

only tangentially related to the real (?) purposes of

-

the University.

)
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It is not something that anyone or év§ryone should or
can do. ’ '

"It.is nQt.telling the advisee what to schedule, Or what
mi choose, or what to do. e )
It is not focused exclusively upon the student's intra-

institutional existence. ‘ . .

It is notjﬁﬁposed; It is proffered.

~
~
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BASIC ELEMENTS IN DEVELOPING and IMPLEMENTING
A SUCCESSFUL ACADEMIC ADVISING PROGRAM

»
)

"Tha gheatest nesults are ysuably attained by A&mpﬂe
means and the exercise of ondinany qualities. These
may fon the most part be summed 4in Zhese B0~ common
sense and perseverance." )

: Feltham

Good advising’progréms don't just happen. They are the
result of institutions adhering to a set of basic advising princi-
ples which have provén to be successful in numerous settings. Fol-
lowing is a brief -description of the basic elements necessary to

develop and implement a successful advising program:

ADMINISTRATIVE COMMITMENT TO THE IMPORTANCE OF ADVISING

The most important factor contributing to strong advis-
ing programs is the commitment of the institcion to the importance
of the process. Unless those in responsibie positions believe that
advising is an important and necessary educational service for the

-~

institution to provide and support that commitment both fiscally
anda psychologlcally, advising will be taken lightly or more likely
neglected. Good advising programs are not 1nexpen51ve They re-~

" quire allocation of human, fiscal, and physical resources. There
is no substitute for strong administrative sﬁpport for an effective

advising program.

A WELL ARTICULATED AND COMMUNICATED INSTITUTIONAL POLICY ON ACA-

DEMIC ADVISING
Basic to developing an effective advising program is

@ 10
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deciding wnere the institution wants to go with their academic ad-
vising program and how they plan to get there. Common questions
which need to be addressed include:

1. What are the advising needs of students?

2. Who will do the advising?

3. Are there advising\needs which transcend individual de-
partments and colleges?

4. Who is administratively responsible for the academic
advising system?

5. How should advising services be delivered?

6. How should advisors be selected, trained, and recog-
nized? ,

7. What is the reiatioﬂship of the advising system to other
support services? .

3\8’ Do those responsible for advising services have the auth~ ’

ority to make the system work?

The purposed and procedures of the advising system once
estéblished'must be understood by administrators, faculty, and stu-
dents. The ultimate success of any advising prégram is based to a
large extent upon a common understanding of its purpcses and mechan-

ics. The communication program can be carriediforth inva variety

~of ways:
College Catalog Faculty Meetings
Student Handbpok Residence Hall Meetings
Advising Handbook | Fraternity or Sorority Meetings
Advising Brochures Advisor Newsletters
Letters to Students § Parents Convocations
Orientation Materials Admissions Materials
Campus. Newspaper, Radio, TV Media Presentations
Departmental Meetings ¥ Posters .

- . 1 “ 4 1
&
O « - -
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RECOGNITION OF GOOD ADVISING
Advising is an activity which carries little or no recog-

nition or reward in the reinforcement scheme of many institutions.
Good advising, like good teaching, publication, and research needs
to be recognized. The type of reward system employed is obviously
closely related to the importance placed on academic advising at

any given institution. Administrators need to continually empha-
size the importance of advising and give it proper recognition on
the campus. Institutions may demonstrate their recognition and
concern of good advising by a variety of means. Some representative

ways include:

1. Extra Compensation.

2. Reduction in work load, committee assignments, adminis-
trative assignments, etc.

3. Award for outstanding advisor.

4, Appreciation lunches or dinners.

5. Paid in-service training session at desired off-campus
location.

6. Annual listing of advisors rated highly by students to
public, governing board, parents, and students.

6. Consideration of advising effectiveness in promotion/

tenure decisions.

In addition to extrinsic reward systems it is important

not to overlook the intrinsic rewards an advisor may feel by know-

ing he has assisted a student to successfully obtain his particular
educational/career objective. However, without some type of tangi-

ble reward system effective academic advising will be more diffi-

B

cult. \

b
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SELECTION OF ADVISORS
The selection of those to do the advising must be done

carefully. The major criterion in selection of advisors is their
interest in doing advising. It is a mistake to assign advising
responsibility to those who have little or no interest in working

with students in the advising relationship. Perhaps of equal im-
portance is that the advisor express and demonstrate interest in .
students as persons and exhibit the characteristics of empathy,

warmth, intuition, and flexibility. Those selected must also be

willing to participate in advisor training programs, give advisees

their time, perceive advising as an important function, and be
knowledgeable regarding institutional resources, policies, and
practices. )

Melvene Hardee in her excellent ACPA monograph, '"Facul-

ty Advising In Colleges and Universities" suggests that the effec-

tive advisor will demonstrate the following knowledge and under- .
standing, skills and abilities, and attitudes and appreciations:

Knowledge and Understanding: The advisor must know the

structure of the institution as it relates to schools, colleges,
and divisions; the philosophical bases for the liberal or general
education program; admissions and retention requirements; course
descriptions; high school and college test scores and their rele-
vance to course planning; requirements for specific majors and mi-
nors; procedures for scheduling and registration, for dropping
and adding courses; procedures‘for filing declarations, petitions
and waivers; methods for referral of students to special services;
extraclass activities and their relation to the college experience;
community service agencies; campus services - housing, financial
aids, and other assistance provided to the student,

Skills and abilities: The advisor must have techniques

for interpreting and applying test data, evaluative summaries, .

O,
"- /' ~
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student and class profiles together with other information provi-
ded by the several offices - admissions, records, counseling, re-
search - as these facilitate the advising of students. He needs
skills in relating to high-ability students who are not achieving,
to the borderline achiever who aspires to excellence, to the pro-
bationary student - all the combinations of able and less able stu-
dents in the competitive collegiate culture. He must have abilities
in diagnosing student problems and for correct referral for special
aid; skill in assessment of student progress, in mctivating stu-
dents to accept responsibility for their own achievement, and fin-
ally, for the integration of their learning experiences,

Attitudes and Appreciations: The advisor must appre-
ciate the role of the institution in its educational mission - the

place of a college or university in the society; the role of admin-
istrators who make institutional decisions, of faculty members who
implement the objectives of the institution, of specilal-services
personnel who have contact with the student in the residence hall
and in other areas - governmental, religious, recreational, or
scholarly; appreciation of student likenesses and differences;

and appreciation of the student's goal of changing institutional
procedure, societal structure, and his own personal world. That
the faculty member needs to develop . a positive attitude toward his
role in relation to the educational mission is assumed.

In summary, a good advisor should have the following

characteristics:
1. Interested
2. Knowledgeable
3. Available
4. Concerned for individual student development and growth
5. Xnows when to refer



6.
7.
8.
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Uses all available information
Possesses humanistic advising skills
Willingness to improve

@

IN SERVICE TRAINING

By in large, institutions have done an inadequate job

of training those involved in the advising process. Well planned

and presented in-service training sessions can be of great assis-

¥

tance to the advisor.

Thomas J. Grites, Director of Academic Advising, Stock-

ton State College and Joseph F. Metz, Assistant Dean for Undergra-
duate Studies, University of Maryland, have suggested the following
six training modules «s pertinent to the training of ¢ .ademic ad-

visors:

Al

Basic Information Skills: Includes knowledge of gen- ’
eral education, course availability, program requirements,
registration procedures, and all academic rules and reg-
ulations, especially for academic retention.

Career Development and Decision-Making Skills: Includes
exploration of both short and long-range life and voca-

tional goals, the compatibility of those goals with a

. chosen field of study, and alternative career planning;

also includes defining limitations, circumstances, con-
sequences and alternatives affecting the decision-making
process,

Communication Skills: Ability to relate the above skills
in a meaningful way; awareness of the student's relation
to other individuals and groups through listening and

- feedback.

Co-Curricular Activities: Includes more self-awareness

and encourages participation in activities and programs

) D 15
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that enhance one's curriculum; some might be cooperative/
experiential. learning, paraprofessional counseling,
tutoring, skills development, student government, clubs,
and honorary societies.’

Environmental Perspective: Emphasizes the environmental
characteristics that influence the student's life on cam-
pus; some of these are evident in the nature and charac-
teristics of returning women, minorities, veterans, com-

muters, transfers, the culturally different, the ex-

ceptionally talented, the handicapped, the international,
and the part-time evening‘student.

Developmental Perspective: Includes simple assessment of
the cognitive and affective development of students and
the psychological support systems they employ; empha-
sizes utilization of basic counseling techniques and

appropriate referral processes,

Training sessions can be structured around those needs

perceived as most important to advisors. These sessions can be

made more meaningful and interesting by the development of appro-

priate handout materials, use of campus experts as presentors

(i.e., Director of Counseling on basic counseling skills and tech-

niques), video-tape, simulation and rcle playing. Training sessions

and support materials can directiy address some of the following

common deterrents to effective academic advising:

~

1.

The advisor is unfamiliar with curricular offerings,
core requirements, referral sources, job opportunities,
use of available data sources (ACT Student Profile Re-
port). )

The advisor is wnfamiliar with various administrative

procedures and forms used in the advising process.
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3, The advisor is unclear as to the role of the advisor.
4. The advisor is unfamiliar with basic advising and coun-
seling skills.

ADVISING HANDBOOK

Providing the advisor with a comprehensive and usable

advising handbook is a challenging task. Advisors cannot be ex-
pected to "store" all necessary information in their heads. The
Advisor Handbook that is attractively done, easily indexed, and con-
tains needed information is an indispensable tool to good advising.
Since it is important that the Handbook be kept current, a loose-
leaf notebook approacﬂ is often desirable.

Following is a typical content outline for an Advising |

Handbook: -
\
47
5
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11.
12,
13.
14.
15.
16.
17.

18.

TOPICAL SAMPLE OUTLINE FOR
ADVISOR'S HANDBOOK

Yearly academic calendar.

Statement from President on importance of academic
advising.

Institutional policy statemeﬁt on academic advising
(role of advising).

Description of institution's advising system. )
Statement on advisor and student responsibility in
advising.

Advising skills and techniques.

Refferal directory with description of student support
services.

Questions and answers to- common questions advisees may
ask. _

Use of available information sources.

Description of ACT Student Profile Report (SPR) and

its use in advising. ‘

Statement of academic standards and practices.
Registration information.

Description of general education requirements.
Graduation requirements. |

Explanation and examples of forms used in advising.

The adfising folder..

Advisor resources (i.e., checklists, inventories, rele-
vant hints, érticles, occupational outlooks for effective
advising, suggested programs for various majors, evalua-
tion forms).

Campus telephone and mailing directory.
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James T. Lawrence, Director of Advising, College of
Arts and Science, University of Alabama, addresses the need for an
advising manual in the introduction to his Academic Advising Guide.

"Should there be an advising manual for facubty and gra-
duate assistants? There are two answens to This ques-
‘tion; a humanitarian one and a practical one. Fins,
students in coflege need aduvice. They will not take
the time nox do they have the interest to discover ihe
nubes and regubations. of the upiversity. They will not
seek carneen information non adequately sofve thein own
personal problems, There cre offices of advising scat-
tened alf oven campus, but you have two advantages that
these offices do not; you are convenient and you s2e
eveny student. So, you can provide the university and
the studenis a great service by accepiing this advising
hote. ‘

The othen reason L4 a much more practical one. The
Academic Policy Manual o4 The University of Alabama,
the paimany document of universaty operations, states

. that "the duties of a member of the faculty of The

Univernsity of ALabama include {nstruction, advising
students, nesearch both §or scholarly publication and
§orn the improvement of classroom instruction, and ser-
vice to the University and the community.," There Lt 48
in black and white - "advising students ." This is part
04 your nebponbibiiiiy to the institution. And with
the nenewed interest in nechuitment and netention, youn
advising rnofe might be given increased consideration An
Zhe newand system of the university.

Thus the need forn this manual exists. It 48 nol a state-
ment 0§ academic negulations because they can be found
elsewhere, Non 48 this wonk "og4icial" in any sense 0f

afs

. ®
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the wond, The fornmal statement of rules and negulations
can be found in the Univernsity of Alabama Catafog, Zhe
Faculty Handbook, and therAcademic Policy Manual. This
wonk s an Angormal. axtehpx~to expode, emphasdze, clar-
ify, and discuss those regulations and thereby Lo make
them betten undenstood by any advuisorn on potential ad-
vocate."

N ]

i

As a general rule, advising haﬁdboofé contain too little
information relative to the role of the advisor and generic advis-
~ ing information and techniques useful to the advisor in carrying
out his responsibility. \
GOOD INFORMATION ABOUT ADVISEES
.« Good advising is built on the premise that an advisor

. can never know too much about a student. The quality of an indi-
vidual student's educational/career decisions increases directly
with the amount of relevant information available to the student.
and the advisor. All good advising programs have an information
base for use by the advisee and advisor during the advising pro-
cess.

This information Ease is many times in the form of an -
advising folder supplemented by appropriate outside reference
sources. Information typical to most advising folders include:

. ACT Student Profile Report (SPR)
High school transcript

College transcript or grade slips
Planning worksheets

Anecdotal record of significant discussions

L]

Other documents or materials deemed helpful to the
advising process.

G 50
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The ACT Student Profile Report {SPR).represents an out- -
standing information source and tool for academic advisors in
working with freshmen. Student needs can be effectively matched

" with institutional Tesources. The SPR:

1. Presents a comprehensive picture df a student.

2. 1Is available in advance. ‘ .

3, 1Is easy to use and interpret.

4. 1Is useful in.ascertaining patterns of ‘consistency and
inconsistency.

5. Provides advising leads and pBints of departure.

6. Is an &dvisdry tool. )

7. Relates to common advising concerns. .

FREQUENCY "AND QUALITY OF STUDENT CONTACT
Dynamic advising programs are characterized by both

frequent and quality contacts between advisor and advisee. Good
advising is not simply seeilng a student once a semester or twice

a year to approve a course schedule. Obviously it is not necessary
to have daily contact, however, many students need to see their
advisors on a somewhat frequent basis. On occassions advisors may
need to be intrusive and seek advisees out and invite them to dis-
cuss matters of common concern. Frequency of contact tends to
strengthen the quality of relationship between the advisor and
advisee. Contacts which have been deemed to be the most influen-
tial don't always need to be in the advisor's office but might - —
take place in the Union, the advisor's home, or in some other
campus setting. A quality advising experience involves an approach
‘where the advisor and advisee discuss a wide range of topics re- *
lating to the student's life goals, educational/career goals, edu-

cational program, progress and problems.
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Advisors shoulﬁ plan to be available for conferences
with advisees regularly throughout the semester. The following
times are’especially important:

. 1. Preregistration advispheﬁt; - ° |
b 2. Prior to any change of classes. ’ ‘

3, Prior to a change in major. L ‘
4. Following any‘report of unsatisfactory work. -

e - ‘ S. Prior to withdrawal from the college. .

| 6. When a student is experiencing personal, ‘social
adjustment or academic problems. X ‘
- ‘ It is not élways‘necessary to meet individually with stu- :

-~

dents to accomplish the purposes of advising. Small group sessions’
often pfovide an opportunity for the advisor to work with students
. in an effe-tive manner. i o

In his study of inétitutioﬁaliyrovisions for advising‘
in the Florida statewide system of higher education, McGirt deter=- -
mined that the content covered in édvising coﬁferences at the basic
or lower-division level included ‘the following in descending order
of frequency. (The most time-consuming advisement topics were-d
those indicated with an asterisk.)

* Current course selection
* Long-range course planning
* Adding or dropping courses
* Career planning
* Orientation to the institution
* Improving academic performance
* Transfer of credit
* Consideration of graduate study
Adjustment to institutional life P

<
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Interpretation of test Scores
‘ \ Problems relating tB\instrpdtors

Persgnal problems ‘
Financial problems
Withdrawal fromithe university.

| o | — ..

REASONABLE STUDENT LOAD . .
Advisors, to perform their respons%bilities effectively,

must be assigned a reasonable adV1see load. Too many adv1sees w111
inevitably result in unavallablllty, hurrled meetings,- not gebtlng
to know advisees on a personal basis, and in general, poor advising
experiences for students. Determining a reasonable student load
will, of course, depend on a number of variables such as teaching
load, committee assignments, research and publicétion‘commitménts,
outside activity, and if it is a full time or part time responsi-

bility. | o .

GOOD REFFERAL SYSTEM ,
— Successful advising is predicated on a .good refferal

system. A major responsibility of an academic advisor is to:

¥

* 1. Develop a thorough knowledge of the many support ser-

vices available on campus.
2. Accurately perceive the needs of an advisee.
Match those needs to existing campusS resources.

Many adv1sors, however, refer too quickly without taklng
the time to discuss in full the situation with a student before
determining the best refferal source. Clearly, the academic -advisor
should not rattempt to be 'all thlngs to all people. " There are a
myriad. of resources-on every ‘campus- better equlpped to assist stu-

~dents in a meaningful manner than the agademic adyisor. The ef-

] . [ -
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fective advisor makes full use of these resources. Because of the

importance of referrals it is imperative that those advising have

a full knowledge of the resources available and the referral pro-

cedures and process.

In making a referral an advisor would usually find it
helpful to: ‘

1. Clarify with the advisee justﬂwhy the referral is being
made.

2. Explain what kind of service is offered by the referral
agency and realistically‘whaf‘help the advisee can be
expected to receive,

3. Help the advisee to make the appointment. Give him
complete instructions as to how to contact the person
or agency to whom he is being referred. It is often
helpful if a referral is made to a specific person
rather than to just a service.

ADVISEE SATISFACTION WITH THE ADVISING PROCESS
As the primary beneficiaryrof ‘the advising process, it

is important that the advisee perceive the advising process -in a
positive manner. Student satisfaction is highly dependent on the
quality of the advisee/advisor relationship. This is dependent on
a number of factors. ,

In a recent evaluation of the advising services at a
large public university students used the ''comments" section to
express their feelings. The following.recurring themes emerged:

1. Availability - (REPRESENTATIVE COMMENT): "If my advisor
would just once be available during registration i would
feel a little better. 1I've heard that he is outstanding
if you ever get to see him!"

@ i
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2. Personal interest - (R.C.): "I hope that advisors show
more concern of a student as an individual, so that a
student can open her mind and discuss her problem."

3. Incorrect advice - extra time tg graduate - (R.C.):

"I will be graduating in .Dec. 1977. I was supposed to
graduate in May 1977 but am 12 credits short, owing

to my advisor telling me wrong courses for my major three
different times. I wonder how often this happens to
other students " ‘

4. Knowledge about advisors - (R.C.): "I don't recall
ever even knowing who my advisor was - maybe there should
be more of an effort to make students aware.' )

5. Concern about student advisors - (R.C.): '"Get rid of
the student advisors because they don't know their ---
from a hole in the ground!'’

6. Compliments to individual advisors - (R.C.): "I was
recommended to see (advisor's name) for advisement by
a former stvdent. He proved to be a con;erned\indivi-
dual who would tolerate student intrusioné without com-
plaint and always took an active interest in me and my
various academic and non-academic related problems.

He has been a great help to me during my 'transfer
. crises'."

7. Run-around - (R.C.): "It seems that in every contact
I have made with the University administration (including
advisors) everyone just sends me to someone else. I
have gotten ‘to the point of wondering if anyone knows
what he's talking.about!"

James T. Lawrence, University of Alabama, reminds advisors

of the proper relationship between advisor and advisee;

T
Sm
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"There A6 one Last topic fo be discussed in this Guide that
As Amportant Zo good advising: Teacher/student distance.

As goﬁ advise a number of students, and yowr advice L& help-
ful, some students will begin to retwwn Lo you or more aid,
Often a griendship will foam that can be quite pleasant and
fulgilling. But 1 suggest that you maintain that one Last
bit 0f distance between the two 0§ you. Othemwise, you
jeopandize the authonity that you might need to help the
sZudent. Mﬁny students Look gon faculty memberns who can
become buddies and pals -- i§ you need griends, go ahead;
but yowr advice wilf become, for the most part, Lineffective,
On the other hand, a faculty member who does not want Zo
get involved, who {4 cold to students and their phoblems,

i useless as an advison, This facully member helps no

one and misses part of the essence o4 college ~- the ac-
tive, Anquisitive, but sometimes confused mind of the 18~

21 yean ofd, So Leaxn the tools 0§ the advising trade,

estabtish a propen distance, and do yournsel, the student,
and the college a favorn -- give some good advice,"” ' ’
Students cite most frequently four major factors as im-

portant to them in the advising process. These factors are:

1. Accessibility
2. Specific and accurate information

3, Advice and counsel
4. A caring and personal relationship with their advisor

EVALUATION

Advising programs require systematic and periodic ap-
ﬁraisal. The first step in developing an evaluation system in-
volves the establishment of measurable criteria. Such criteria

R ]
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might include, but not be limited to, length of contact, frequency

of contact, topics discussed, accessibility, number of referrals,
student satisfaction, number of registration errors, retention

of advisees, and institutional knowledge. Primary evaluation

should be by students supplemented by an advisement supervisor or
coordinator and by self-evaluation. Methods of evaluation generally -~
include questionnaires, statistical data, and counts.

APPROPRIATE DELIVERY SYSTEM

Institutions often select an inappropriate delivery

' system for academic advising. What works well at one institution
§ ' may not work well at another institution. It is important\that
" each institution select a delivery sy§fem or combination of deli-
very systems most appropriate for their institution and student
body. No existing model of academic advisement has proved to be
the most successful and workable. Who does the advising or even .
how it is delivered is probably not as important as the commitment
to the process and the ability of the individual advisor.

J—————




1.40

. S B . . . - )
* >
. .
N .
.
| ‘
1 _/
~ N F

BASIC ELEMENTS IN DEVELOPING
& |IMPLEMENTING A SUCCESSFUL
ACADEMIC ADVISING PROGRAM
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ADMINISTRATIVE SUPPORT
INSTITUTIONAL POLICY :

" RECOGNITION/REWARD SYSTEM
SELECTION OF ADVISOBS
IN-SERVICE TRAINING
ADVISING HANDBOOK ‘
INFORMATION ABOUT ADVISEES
FREQUENCY AND QUALITY OF CONTACT
REASONABLE STUDENT LOAD
REFERRAL SYSTEM

. ADVISEE SATISFACTION

FYALUATION

APPROPRIATE DELIVERY SYSTEM
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BASIC ELEMENTS
J
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ADMINISTRATIVE SUPPORT

RECOGNIZE ADVISING AS IMPORTANT AND NECESSARY SERVICE
SUPPORT BOTH FISCALLV’AND PSY-CHOLOGICALLY .
ALLOCATE HUMAN, FISCAL, AND PHYSICAL RESOURCES

ASSIGN RESPONSIBILITY AND AUTHORITY

PROVIDE INFORMATION SYSTEM

RECOGNIZE GOOD "ADVISING

DEVELOP INSTITUTIONAL PoLIcy

INSTITUTIONAL POLICY

WHAT ARE THE ADVISING NEEDS?

WHO WILL DO THE ADVISING?

How WILL ADVISORS BE SELECTED, TRAINED, SUPPORTED AND
RECOGNIZED? .

WHO WILL BE RESPONSIBLE FOR THE ADVISING SYSTEM?

How WILL ADVISING SERVICES BE DELIVERED?

WHAT 1S THE RELATIONSHIP OF ADVISING TO OTHER SUPPORT
SERVICES? | |

How WILL THE ADVISING SYSTEM BE COMMUNICATED?

How WILL INSTITUTIONAL RESOURCES BE ALLOCATED?

X S
@
\ 1 4
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 BASIC ELEMENTS B

. . COMMUNICATING THE ADVISTNG SYSTEM

- * CATALOG * ADMISSIONS MATERIALS
* STUDENT HANDBOOK * ADVISING BROCHURE |
* LETTER TO STUDENTS AND * ORIENTATION
PARENTS ‘ . * CAMPUS PUBLICATIONS, RADIO,
* FACULTY MEETINGS TV
* DEPARTMENTAL MEETINGS * RESIDENCE HALL MEETINGS
©  » PosTERS~ \ * MEDIA PRESENTATIONS

.‘ * ADVISING HANDBOOK. . - - ** ADVISOR NEWSLETTERS
%* [N-SERVICE TRAINING.

.. 3. RECOGNITION/REWARD SYSTEM
« EXTRA COMPENSATION
» REDUCTION OF WORKLOAD
~» ADVISING AWARD
% APPRECIATION LUNCHES ‘OR DINNERS
» LISTINGS OF OUTSTANDING ADVISORS

» CONSIDERATION IN PROMOTION/TENURE DECISIONS

. L ‘ o ..
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BASIC ELEMENTS

4, SELECTION OF ADVISORS
CHARACTERISTICS OF THE EFFECTIVE ADVISOR:
" ‘ * INTERESTED
*  KNOWLEDGEABLE
* AVAILABLE
» CONCERN FOR INDIVIDUAL STUDENT GROWTH AND DEVELOPMENT
*  KNOWS WHEN TO REFER ‘
* USES ALL AVAILABLE INFORMATION
* WILLINGNESS TO IMPROVE
* HUMANISTIC ADVISING SKILLS

5. IN-SERVICE TRAINING

S

. TypicaL ToPics:
* BASIC INFORMATION SKILLS
* ADVISING/COUNSELING SKILLS
* DECISION MAKING SKILLS
* (AMPUS REFERRAL SOURCES
» CAREER INFORMATION AND EMPLOYMENT OUTLOOK
+ TYPICAL STUDENT PROBLEMS
» |HE ADVISING SYSTEM

)
N
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BASIC ELEMENTS

ADVISING HANDBOOK
SAMPLE CONTENTS:

ADVISING POLICY

DESCRIPTION OF ADVISING SYSTEM

DEFINITION OF ADVISING

ADVISING SKILLS AND TECHNIQUES

REFERRAL DIRECTORY

QUESTIONS AND ANSWERS TO COMMON QUESTIONS

USE OF INFORMATION SOURCES (ACT)

CHECKLISTS, AND ADVISOR RESOURCES

ACADEMIC STANDARDS, POLICIES, AND REQUIREMENTS

Ead

INFORMATION ABOUT ADVISEES

ACT STUDENT PROFILE REPORT (SPR)

A

HIGH SCHOOL AND COLLEGE TRANSCRIPTS

COLLEGE GRADE SLIPS

PLANNING WORKSHEETS
ANECDOTAL RECORDS
OTHER
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BASIC ELEMENTS

-

8. FREQUENCY AND QUALITY OF CONTACT

» IMPORTANT CONTACT TIMES:

» PRE'REG!STRATION/REGISTRATION

» PRIOR TO ANY CHANGE IN CLASSES

« PRIOR TO DECLARING OR CHANGING A MAJOR

» FOLLOWING ANY REPORT OF UNSATISFACTORY PERFORMANCE

OR ATTENDANCE ,
» WHEN A STUDENT IS EXPERIENCING PERSONAL, SOCIAL, OR

ACADEMIC ADJUSTMENT PROBLEMS
%+ PRIOR TO WITHDRAWL

9., REASONABLE STUDENT LOAD

10, REFERRALS
IN MAKING REFERRALS:
» DON'T REFER TOO QUICKLY
+  CLARIFY WHY
» EXPLAIN SERVICE AND EXPECTATION : -
+ MAKE REFERRAL TO SPECIFIC PERSON IF POSSIBLE
« ASSIST STUDENT IN MAKING APPOINTMENT

+ FOLLOW-UP




BASIC ELEMENTS

N
11.  ADVISEE SATISFACTIOH
FACTORS IMPORTANT TO STUDENTS:
" » ACCESSIBILITY
» SPECIFIC AND ACCURATE INFORMATION
» ADVICE. AND COUNSEL '
+ PERSONAL AND CARING RELATIONSHIP

" 12. EVALUATION
® * ESTABLISH MEASURABLE CRITERIA
*  STUDENTS, SELF, COORDINATOR
* QUESTIONNAIRES OR INVENTORIES
*  STATISTICAL DATA AND COUNTS

13. APPROPRIATE DELIVERY SYSTEM

*  SELF-ADVISEMENT

* PEER ADVISORS

*  COMPUTER ASSISTED ADVISING

* PARA-PROFESSIONAL ADVISORS

*  FACULTY ADVISORS

* COUNSELOR ADVISORS
‘ * ACADEMIC ADVISEMENT CENTERS
‘ *  SOME COMBINATION OF THE ABOVE

-w
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DELIVERY OF ACADEMIC ADVISING

"1t's more impdmtant 1o know where you are goding than Xo
get there too gquickly. We should not mistake activity
gor achievement,"

| . Newcomer

Academlc advising in colleges and universities is char-
acterized by its diversity. |
Successful academic advising models often employ some combi-
nation of various ~41ivery methods. Following is a brief sketch
of the most common methods of delivering academic advising ser-

N

vices.

" -

SELF-ADVISEMENT
This method makes the student responsible for their own

advising. This delivery system, often used for upperclassmen,
acknowledges the increasing maturity of students and adopts the
position that students -should be permitted to exercise 1ndependent1y
their own judgment in the chojice of their academic program. The
major weakness of thié approach is-.the absencé of the opportunity
to interact and develop a meaningful relationship with an exper¥
ienced and knowledgeable advisor.. It assumes the primary purpose
of advising is schedule making. Students are provided with course
information, class schfdules, requ1rements, and instructions and .
make their decisions without assistance from anyone.

This approach is'exemplified in the following recom-

mendation from a study committee at a large public university:

x
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nCreation 04 a Langely non-mandatony qcademic‘advising
oo program which would allow all students except freshmen -
and bagihning-i@anéﬁané to deeide fon themselues whether
ox not 2o seek the advice of an academic advison when
, making out thein scheduled...the Universdity has an ob-
Ligation to guide carefully the greshman and new trand-
gen . and o pnOuide~insihe catalog accurate and clear state-
ments of its requirements. Well-informed academic adui-
504 Ahodﬂq~be available fon all students who seek ad-
vice. However, the mature student grequently {4 able
to determine fon himself what he must do to meet the ‘
imstitution's nequirements and duch matunre students
ought to be encouraged to be self-neliant and respon-
sible fon establishing thein academic programs."
PEER ADVISING
Peer advising has proven to be a successful method of

delivering academic advising. Fellow students are often quite

“knowledgeable about courses, instructors, ways to avoid adminis-

trative red tape, and the effectiveness of support services.

Students many times find it .easier te talk with other student$ about

their academic and personal problems. Careful training-of peer
advisors is essential to the success of this method of providing
advising services. Peer-advising is particularly effective if

used in combination with another delivery system. Peer advisors
seem to wOrk particularly wéll in residence hall settings. The

.. primary disadvantage is the lack of WXturity, experience, and

turnover of peer advisors.

COMPUTER ASSISTED ADVISING

>

In this method of delivery the student interacts with
the computer via a CRT to obtain needed information on availability
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& !
aw

r./.



)

B
1.49

Y

of courses, requirements; career information, etc. If the only
purpose of the academic advising process was infoermation giving
then this method would be adequate. However, it obviously :lacks
the important characteristic of developing a relationship between
the advisor and advisee which is so critical to good advising.
Properly installed it can also be quite an expensive delivery
mechanism. It cah serve as a useful adjunct to an advising system.

PARA-PROFESSIONAL ADVISORS
Para;professional advisors can be effective in providing

-

information to students. Like pgj? advisors they need to be well
trained. They often lack the ability and background to provide
in-depth academic advising to students. Para-professional advising
can be a rather inexpensive way to deliver academic advising ser-
vices to students on a full-time ‘basis.
FACULTY ADVISORS \

By far the most common delivery system is the use of

faculty for the academic advising function. This delivery system,
as others, has its advantages and disadvantages. Faculty advising
sppears to be quit@ variable and subject to somg of the following
problems: |

1. Faculty tend to be focused on their subject matter area
and lack University-wide informagtion, ‘

2. Faculty advising generally lacks institutional support
(e.g., release time, reward éystems) and is thus often
poorly coordinated and does not provide for in-service
training time.’ '

3. Faculty are often busy when the students ne;d‘advising
and thus appear inaccessible,

7
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4. Faculty rarely have the motivation (or incentives) to
seek out critical advising data such as employment trends,

other institutional requirements, etc.

Faculty advisors, on the other hand, are experts in their
discipline and knowledgeable about specific courses in their de-
partment and in educational/caTreer opportunities in theirjarea of
concentration. The advising process also facilitates the develop-

ment of mutually beneficial relationships between student and teacher.

Hardee, in the monograph "Faculty Advising In Colleges
and Universities,' discusses the various methods by which faculty

advisors are assigned:

1. In some instituticas, all full-time teaching faculty
are assigned to year-long advisory duties. Although the
new faculty member should be told of the requirement
at the time of his hiring, not all new faculty members
are told. ' 4

2. An adaptation of the foregoing system occurs in some
institutions where all full-time teaching faculty are

) used to "advise'" students initially (convoy them through
registration), with reassignment of students thereafter .
to a corps of selected faculty personnel who continue
to advise them for the remainder of a given year or
for the duration of enrollment.

3. In some institutions, a corps of advisors is selected
whose members are given reduced teaching load and addi-
tional monetary compensation. These advisory persons
are usually accorded office space near the counseling
unit in order that.close working relationships between

advising and counseling personnel are possible.

55
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4, An adaptation of this third plan is the selection of a
corps of advisors who receive no additional compensation

. for the assignment but are accorded a reduced teaching
‘load or other work adjustments.

5. In hany institutions, faculty advisement proceeds on an
optional basis. Only those who are interested in doing
advisement are included in the program. There may be
additional compensation and a reduced teaching load, but
often there 1s no such adjustment.

Dr. Hardee summarizes the status of faculty advising as
follows: \
"So it has been many things in Lts time: Frlendship
in mattens in which assistance is needed by students,
. a medium of communication between student and faculiy,
tedious clerical work combined with hit-and-nun con-
{erences, and a preventive means for -avodiding Later ..
explosdion in counseling office and health centen.
Faculty advisding is dignified and denided .much de-
sined but often denigrated, done well and done LEL."

COUNSELOR ADVISORS
In some institutions the advising services are provided

through the counseling center and the use of professionally trained
counselors. Since good advising is basically a counseling function,
such a delivery system seems appropriate. llowever, there are often
-not énough counselors available to provide in-depth academic ad-
vising and their time might be betfer spent on personal and emo-

tional problems of students.

' ray
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ACADEMIC ADVISEMENT CENTERS .
The most recent development in the delivery of academic

advising services is the establishment of centralized academic
advisement centers. In brief, the center is a student service
agency designed to provide guidance and information to assist
students in their academic decision making and progress. Such
an approach can result in accessible and effectiyve advising ser-
vices being made available to students. Advisement Centers are

often supplemented by faculty advisors.

SUMMARY
Deciding on the appropriate delivery system is the
first step in developing an effective advising program. It is
important to remember:
1. The effectiveness of various delivery systems will
vary by campus and sometimes within campuses.
2. Delivery is not as critical as commitment and interest.
3. Some mixture or combination of delivery systems usually

holds the most promise.
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AN ACADEMIC ADVISING SYSTEM
Donald L. Delong
University Coordinator of Academic Advising
Western Michigan University

-

When most educational institutions consider upgrading
their academic advising activities, they usually begin by discussing
‘how to get advisers to do a better job. It is not difficult to find
all the literature you want on what advisors should or should not be
doing.. With the growing interest in retention and enrollments, the
benefits of a good advising program become obvious. But, how does
an educational institution really make the changes it needs to make?

One approach would be as follows:

1. An institution-wide committee should be established to
. - determine what kind of academic advising system the ins-
titution needs. Here the emphasis is on system,

2, An administrator should be appointed who is responsible
for the academic advising system. The responsibility
should not be given to an already established administra-
tor who can wear another hat. And it shouldn't be given
to the office it seems to fit. The appointment of an
administrator who reports to the academic vice-president
may be the key to changing the academic advising system.
At Western Michigan University the title is "University
Coordinator of Academic Advising.'" What does the Univer-

sity Coordinator do? The Coordinator:

a. Works with the Admissions Office for the purpose of
insuring students receive accurate instructions on

® | .
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how to use the academic advising system {each college
has a unique system).

b. Works with the Orientation Office to make sure advisors

work as a team as new students enter the institution.

c. Evaluates the Catalog as a useful tool for students

seeking academic information. ‘

d. Makes sure secretaries and receptionists know where

to send students both within their own departments and
within the University.

e. Creates materials to encourage faculty members to dev-

elop a referral system (i.e., when a student has a
problem, the faculty member should have access to the
the name and number where help is avallable) ‘
f. And most important of all, be the voice on the campus
. for academic advising.
@
Yes, the description above is meant to be ''nuts and bolts."
But, it is exactly the 'muts and bolts" which make an academic
advising system become a system.

The administrator for academic advising also creates an
institution-wide academic advising committee. That committee has
a membership of people.who are responsible for academic advising
within their departments and colleges. Their primary function is
to coordinate the advising system within their departments and
colleges and at the same time assist in creating an institution-

. wide cooperative unit which serves all the students.

It is not the intent of this paper to present a detailed
rationale for thinking about academic advising as™a system. The
purpose is simply to suggest that once a plan ‘has been established,
someone must be given the responsibility .and authority to make the
plan work. All the directives, memos, and "don't you think we ought
to" meetings in the world aren't going to create an advising system

which serves both the institution and the students. ' '
» . ’A‘
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Most humans, when faced with a situation that is
difficult, unpredictable, or stressful search about withip
themselves for a solution based on associated experience of
their fantasies of how things might be. Gosling and Turquet
(1967) point out that a model is needed to link this inner
search for possible solutions with external reality as well
as one that will encourage both the freeing of fantasies and
the testing of them against reality.

We believe that thinking about, planning for, and
implementing advising programs are activities that require
help for participants so that they may reflect on their part
in the process. This manuscript is based on a fundamental
assumption about the relationships between the different
players in an advising scenario. Specifically we think one
may deécgibg},as basically similar, relationships between
ourselves and you the advising manager, between the advising

manager and faculty advisor, and between the faculty advisor

‘and student advisee. Although the concept about relationship

similarity is tenuous for certain of the many comparisons
that could be made it does have useful implications for
advising. .

One of the factors that seems to be present in
each of the three relationships is a sensitivity to the other
person in the relationship without sacrificing or losing sight
of the task that is to be accomplished. Namely, fagilitating
the exploration, growth, «choice or action on the part of the
recipient partner. Another factor is that altﬁough the

providing colleague need not necessarily act in an authori-

tarian manner the person in that role will be perceived as

representing, and to some degree will represent, an authority
figure. This process generates consequences and implications
for the relationship that we think are strikingly =similar for

the three pairings.
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Another reason for thinking about the three
pairings in similar ways is the interchangeability of roles
between pairs. In your case you assume one role vis-a-vis
us as you read this, you assume another very different role
when as advising manager you meet face-to-face with faculty
advisors. The faculty advisor has a similar experience.
When meeting with you the faculty advisor may be seen as

.assuming an advisee role with you as ad isor. When meeting
with students faculty are in the advisor role with students

as advisees. Basically, we propose that one may learn about
the intricacies of being in the provider role by experiencing
and analyzing reactions \to being in both the recipient and
provider roles. ‘

Thus, we wish to point out that your reactions to
the notion of us as advisors and you as advisee has somnme,
we hope useful, implication for your relationship to faculty
advisors. Similarly your discussions with faculty advisors
about their experience of vou as advisor and themsglves as
advisees has implications for actions that faculty advisors
take with student advisees. We are aware, as mentioned |
earlier, that the analogousness of the three pairings 1is
something less than perfect. Imperfections notwithstanding
the similarity between them is such that we think your
contribution to the advising program will be enhanced as you
explore the pairings and use them in your work.

One value of using this model of the similarity
between pairs is that it provides one avenue for both
experiencing and then analyzing a situation. Thusg for your
advisors the quel is one means of inﬁiting them to recognize,
label, and discuss their behavior in a particular interaction

with you gggw;o hypothesize or project implications for their

own work with students. Although the use of such an approach

PAY 7 S
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does generate stress for both parties it also invites the
participants to separate and examine both fantasy and reality.

. For example, as you attempt to explore with advisors their

responsibilities as advisors their reactions may be similar
to reactions that student advisees have to similar attempts
by the advisor in the advisor-advisee interaction. The fact
that such a reaction by the advisor to your overture .about

s . ) . ; IR
~advising duties may be both experienced and examined holds

promise for improving the nature of the interaction between
you and the advisor and between the advisor and the advisee.
The model ﬁay be used both to generate or to
analyze information about the advising process or the advising
system. We assume, of course, that most of what the advisor-
advisee interchange should contain may be replicated and
examined in the manager-advisor interchange.. Our task in .
this manuscript is to see if we may do as well in creating
some of those exchanges between our words in the manuscrip:
and yourself that may be used in your work as advising
coordinatdbr. You know our intent, let's pursue the objective.

3
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Chapter " 1 :
-Managing and Management
| of Faculty Advisors
1
. ]
&
: ‘ - QUEST]ONS »
: }J WHY IS IT IMPORTANT TO MANAGE?
\, CAN FACULTY A’DVISO_RS RE MANAGED? -
J WHAT ARE THE ADVANTAGES OF {\‘DVISOR MANAGEMENT?
4\ WHAT ARE SOME OF THE PROBLEMS OF I‘@(\NAG‘ING?
g -
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""Managing faculty advisors'" is a title that many
find pretentious and full of negative images. Pretentious
because .they don't believe faéulty can be managed, full of
negative images because they have a dim view of management
and managers. Nonetheless, the managing.of faculty advisors
is an activity whose time has come. Educational institutions
can no longer pe1m1t 1neffe;tua1 adv151ng there is an
economic press to utilize faculty in as many roles as
possible, &4~legal press to provide acceptable service to the
student consumers and an increased competition between
colleges for students because of the dwindling cellege-age .-
population, among other changes. ‘Colleges must find ways
of improving and maintaining advising services if they are
to compete successfully in the future.

n the literature about

There is ample evidence,
faculty as advisors that suggests faculty do not become
acceptable advisors on their own; ;ounsegyently, many insti-
tutions are likely to appoint someone to improve the situation,
to seek performance from the faculty in the area of advising.
Sooner or later that person is going to be confronted with
situations that arise when one attempts to manage faculty
advisors. : ‘ .

Perhaps it is worthwhile, therefore, to attempt to *
describe the activities that circumscribe the particular |
entity we have termed the management of faculty advisors. This

phrase encompasses the rational assessment of the advising

needs of an identifiable group of students, the formulation and

presentation of a faculty advising plan to concerned faculty,
the organlzatlon of faculty over whom you have no control,
authorlty or power or whom you did not even select into an
effective. task group, the training of faculty for a task they

«
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are not innately qualified to do and are not knowledgeable
about” doing, the evaluation of faculty advisors as deliverers
of a service, the motivating of faculty who may not want to
provide a service, and last but not least, the rewarding of
faculty .service without being able to provide either money

or promotion to faculty for their efforts. Although this
description of managing faculty advisors might be expanded
much if any additions are primarily.details or more specific
criteria. -

_ " Definitions of management vary from source to
source, but not greatly, suggesting that differences in
definition probably result from unique environments. It is
therefore appropriate to begin with some of these definitions
to develop theSaspects that are particularly germane to the
management of faculty advisors. Levitt (1976) defines
management thus: .

""Management consists of the rational assessment of
13 situation and the systematic selection of goals and purposes;
. the systematic development of strategies to :.chieve these
goals; the mdehalling of the required resources; the rational
design, organization, direction and control of the activities
required to attain selective purpeses; and fiﬂallx, the
motivating and rewarding of people tov do the work."

. Webster's notes the following: manage (man' 1i3j) to
control and direct, to conduct; guide; adﬁinistel, to render
and keep submissive; to wield with address; to contrive to
direct affairs; to carry on business or atfairs to achieve
one's purposes. Together the definitions accurately describe,
in general terms, what is necessary to effectively manage any
e;.terprise, task or servicé, including a faculty advising
system. What they don't provide are the details of how one -

'
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goes about managing, that is, how one actually undertakes the
process we have defined.

Management is very much different from managing, the
former a noun, a thing, the latter an active verb,\ It may be
| helpful to clearly distinguish between the two. Management
consists of.the following functions:

planning

organlzing

staffing

directing (co-ordinating, controlling)
evaluation \

Managing is the way one sets about accomplishing these
"functions. For example, let us look at the first function
"planning." Pianning can be carried out by a;single individual,
by a group of persons each of whom contributes, by a group that
shares their reaction, by a consulting service from within or
without the institution, or.by copying »lans from similar insti-
tutions. It can be done by memo. by word of mouth, by successive
drafts, by consensus, by dictum -- or by default. When we refer
to managing faculty as advisors, we refer to the way one carvies
on the various management functions; that is, how the manager
produces, in-this instance, a plan.

‘ The function that causes most difficulty in the
academic setting is directfng or controlling. Most academics
prefer the word co-ordinating, which may be mcre accurate. It
is not clear whether rgsistance comes from the fact that persons
in academia nhave such a high regard for freedom that they have
an aversion to c¢ontrolling, or whether they believe that 1t
simply 1s impossibie to control faculty. Perhaps the difficulty
lies in the difficulty of separating the function {rom an
activity; it is possible, for éxample, to perform a controlling
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function without literally controlling anyone, at least in

-the sense of using force, or coercion. C(learly one canndt

hope to force faculty, at least tenured facuity, to do much,
however one clearly can expect to control faculty, although
one may have to use logical reasoning, flattery, embarassment,
favors or. threats to do this effectively. Moreover, co-ordi-
nation is a form of control, if we accept that co-ordination
veally means control by consensus. The question is really
how one will control or direct.

WHY MANAGE™

"

The object or goal of managing faculty advisors is
two fold: first, to deliver a sérvice that is acceptable to
the consumer (students and their parents); and second, to
develop faculty. Development in this context has two meanings,
first, in the sense of helping faculty acquire increased personal

or technical skills, and second,"the development and continued

vefinement of organizational effectiveness in providing &dvising

‘services. There are many ways of managing designed to facili-

tate both kinds of personal developmeni usually through
""management' sponsorship of some kind of learning experience,
such as a seminar, a retreat, released time, professional
conferences, a tuition stipend, etc. In advising: the‘work
itself is an experience in learning and thus the advising
activities must be managed in a way that recognizes this

important aspect. In other words, the manager must help

faculty accept the possibility that advising activities are

an acceptable means by which faculty members may themselves

_continue experiencing, learning and growing as professional

persons. While outside seminars may be useful in developing
various kinds of advising skills, the day*to-day activities

Lo
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of advisors provide a more fertile ground for development,

particularly for the manager who is adept at using experiences
gommon to most faculty members.

Emphasis is placed on the developmental aspect of
managing faculty because of the importance of such an effort
to the life of the institution. Faculty, usually organized in
a hierarchy of committees, control the major events in every
student's life, from formulating graduating requirements,
approving curriculum changes, arranging for tutors, or deciding
who i1s allowed to continue at the end of the term. Advisors
are generally the persons who hear the complaints; hence they
‘aTe most likely to approach members of the appropriate faculty
committee to recommend a change, or a2t least to inform the

committee that a situation exists which requires further

“investigation. When a committee considers the situation, it

is often the faculty who have or are serving as advisors who
play the most active role and who offer the critical comments
which may determine a course of action. When faculty do not
advise, they often are not fully aware of the problems or of
the circumstances that generate these difficulties, consequently
they frequently make ill-informed decisions. It is much more
difficult for staff persons to convince faculty to make a change

than it is for faculty to convince their peers. From a

. management point of view, it is essential that problems be

directed to faculty advisors rather than steered away from
them, even though a staff persoﬁ might handle the problem

more efficiently or one risks antagonizing particular faculty
members by referring problgms to them. The task of the manager
is not to solve the problem or provide the service but to
provide assistance so that faculty advisors may confront,
understand and deal with the problem as presented.

N
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of coﬁ}se, the delivery of a service 1s important
also. The trouble arises when the need to deliver the service
comes in conflict with the need to develop advisors by letting
them help solve the problem -- as when the manager could do
something easier, faster and more accurately than the advisor.
The trick is to have the faculty member handle the problem but
to do all you can to make sure the student is not jeopardized
as a result. This is not always possible to do, and sometimes
the importance of giving a student service outweighs the
benefits that might be gained by having the faculty advisor
brought into the picture. In general however, pursuing the
goal of faculty development pays greater dividends over the
long haul, particularly as it becomes clearer to faculty that
the responsibility for advising rests solely with them. If
faculty become successful, or if students become successful,
at having you deliver the service, your role as manager will
su€fer. Management means helping others to deliver the service,
and the managsr fails exactly to the extent that he/she
provides service for students which ought to be provided by
faculty. ®
SOME ORIGINS OF ADVISOR MANAGEMENT

There is a sizeable body of literature about

management and managing, spawned originally by the concerns of
large industrial organizations. This work was carried forward -
by academics, often ensconced in their own department of

business or public management, but more and more frequently

found in diverse areas of applied social science. Social science
has made many contributions to the art of management -- who can
forget Maslow's hierarchy of needs -- and elevated this

endeavor beyond a seat of the pant's effort. It is important

5.
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to become familiar with the basic concepts of various manager-
ial schemes as a starting point for solving the problems of
managing faculty -- particularly as advisors. In particular,
the management by objectives scheme has found a wide audience
and offers a sound foundation for proceeding with faculty.

The other variations of this scheme, such as managing for
performance, are well worth studying, since a general under-
standing of various alternative approaches enhances effective-
ness in different environments.

The first important step for the manager is to
become familiar with the relevant literature on the subject.
One aspect of this is the large body of literature dealing
with the management of educational institutions, ranging from
detailed discussion of management schemes of various units
(departments,. colleges, centers, offices) to the management
of the entire institution at the presidential level. In
addition to these macro-level systems management approaches,
there is a significant body c¢f literature analyzing postsecon-
dary institutions as organizations, with many models and
theories atteﬁpting to discover how the organization works or
doesn't work, as the case may be. Because the Universify
often operates in t.rms of groups, such as committees, task
forces, commissions, such group approaches to management
problems offer particularly valuable insights to the advising
manager. These models help the advising manager understand
his or her function as the manager of a system or group which
may or may not be in direct competition with other groups for
limited resqurces. If.advising by faculty is to run smoothly,
this systeﬁs outlook, in which the manager is really looking
oufward to the boundaries rather than inward to individuals,

must be understood. Thus an understanding of the management
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of a group within a large organization is essential.

The advising manager should also be conversant with
literature that is directed toward the management of indivi-
duals with the units -- most often faculty. This aspect of
management has not been as intensely studied for a variety of
reasons: for example, it is_easier to study groups and their
interactions, the management of faculty appears to be contrary
to the idea of faculty-ness which is freedom, institutions

- have been in a period of prosperity where it was not necessary

to manage faculty, and managesent oriented individuals have not
been attracted to the academic situation, or perhaps have found

other situations more attractive. To date, much of the litera-

‘ture that does relate to the management of faculty has focused

on accepted functions: on the management of the teaching-
learning process, on the management of the faculty within the
departmental unit, on the development of faculty as persons

who need to be capable performers in a wide variety of function-
al areas. Though these models are not directly applicable to
the management of faculty as advisors, they are valuable as
insights into the management of faculty as individuals rather
than groups, and stand in essence as the other side of the coin

when compared to the systems or macro considerations. Because

the advising manager must engage in sSystems activity in the
organization and the management ox individuals within a single
system it is critical that literature relating to both ar=as
be mastered.

Before examining ways in which the research related
to managing departments can be applied to managing faculty
advisors, it is important to establish the ways in which

managing faculty advisors is a unique management situation.

¥a
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First, the manager is usually outside the department and/or
the discipline and thus does not fit, have status as a peer,
or legitimacy from the organizing principle of the institution.
Second, the activity being managed, advising, is not acknow-
ledged.-as a contractual obligation of faculty members (such as
tzaching and research) and thus they can refuse to part%gﬁpate
if they so desire. Third, the persons being managed hg$e more
authority and power than the manager. Fourth, the manéger is
usually not in a position to offer professional advancement OT
other reward for performance, and almost certainly will not be
asked to comment on tenure considerations. Fifth, the manager
often must work with material he is given; hence, the faculty
assigned to advise may have absolutely no interest in
delivering the service and almost certainly have not been
trained. And last, but cértainly not least; the advising
manager often does not have faculty rank, and may well be
regarded by faculty as "administration" or "staff" which is
equivélent to being a second class citizen or identified as
the enemy. Note that none of these apply to the usual manager

of faculty, the depértment chairmen.

Because little direct assistance appears in the
available literature, one approach is to analyze research and
writiﬁg that appears to relate to roughly analogous situations.
One can then trarnsfer ideas or techniques that parallel the
problem confrontwed in managing faculty as advisors. One
particularly valuable source, Examining Departmental Manage-
ment edited by Smart and Montgomery (1976), deserves special

attention here for the following reasons: first, the depart-
ment is the fundamental unit of the institution and is usually
the unit in which responsibitity for advising is housed, anu
second, the departﬁént‘manager is probably the person whose .
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activity most closely resembles that of the advising manager.
1f one can understand how departments are organized and
operated, one can make great strides toward solving the
problems of managing an advising system because one will be
familiar with the strengths and weaknesses, the arguments and
actions that are likely to take place during negotiations
between the manager and faculty. Moreover, by studying the
behaviors of the department chairperson, it is possible to
discover the techniques and strategies that are likely to be
successful as management activities and, in a similar way, by
contrasting the unique characteristics of the advising manager
to the department chairperson, it is possible to suggest
specific alterations that may be necessary.
’

THE DEPARTMENT MANAGER AS AN TLLUSTRATION

. The foregoing notwithstanding, the study of depart-

ment chairpersons offers much to the advising manager. A
example of the applicability of the study of departmental
chairmen to the prodlem of managiﬁz faculty advisors 1is
Andersons' (1976) observation that one of the important vari-
ables tcr effective chairmen is the nature of the discipline
of the Jepartment. Effective managing for the department of
history is often very different than effective management for
mechanical engineering. Quite independently, we have made a
similar observaticn that the effectiveness of the advising
manager is a function of the fit between the manager and the
faculty: a manager with an historical approach may have
great difficulty with engineering faculty. The reason. does
not appear to be peer respect or lack of it, within the pro-

fession; rather, it appears that engineering faculty and arts
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and sciences faculty think and argue differently and have
different skills. Engineers tend to operate a structured
environment (witness the curriculum) and argué quantitively
often paying little attention to issues of personal develop-
ment whereas faculty in less technical fields operate in an
open environment, argue qualitatively and often have as a
focus of cencern the development of the individual. Activi-
ties aimed at the personal issues of advising would not

.likely be successful (at least initially) with engineering

faculty, nor would the procedural/handbook approach get
much response from liberal arts professors.

For both the department chairman and the advising
manager it is crucial to match management practice to those
you are attempting to manage.

Although the value of Examining Departmental

Management stems in part from the fact that some of the

information on manéging may be transferred to the situation of
the advising manager, another reason that information about
managing departments is "must' material is the fact that
advising by faculty is usually a departmental responsibility,
and is therefore a responsibility of the department chairper-
son. If one is to manage faculty effectively, this usually
requires working through (at least in the initial stages) the
departmental manager, since this person often appoints advisors
and certainly has much to do with the attitude of faculty who
are coing the advising. It is therefore critical to be able

to interact with, and in some ways manage, department chair-
men. The easiest way to become adept at doing this 1is to be
familiar with the concerns“of\department chairmen since insight
into the kinds oi constraints chairmen face and the behaviors
they are likely to exhibit forms the basis for working with



these key persons. Because the collection of essays by Smart
and Montgomery &nalyzes the environment of department chairmen
and describes ways in which persons are likely to respond, it
provides one means of determining ‘how to successfully work with
department chairmen.

‘ One iilustration of the value of the insights in the
collection is McKeachie's (1976) remark: "When changes involve
the behavion 04 faculty membenrs orn poldcies requirding Lmplemen-
tation An depa&imanta, a depariment chairman can usually say,
'"We can't do Zthax'."

Amazing as it may seem, department chairmen do have
the power to say no -- even to requests from the advising
manager for faculty from that department to advise. Of course,
the "no" may come in many ways: advisors who are ngt at all
fit to advise, assigning too few advisors so that the load of
advisees is impossibly high, etc. But unless one understands
1that chairmen can say no, the manager may make the mistake of
approaching the chairman with an initial show of strength,
{often in the form of a written memo) which only antagonizes
the chairmen and leads to a 'no'" answer. If this is the stage
at which the manager discovers the power of the chairman to
say no, a vast amount of damage has already been done and the
ability to manage effectively is greatly compromised. Reading
this collection of essays and any ather materials on department
chairmen and their work greatly reduces the chances of errors
that cause permanent damage -- and increases the chances of
successfully working with these key individuals.

Important as the similarities to the role of

~advising manager and department chairmen may be, equally
important are the unique characteristics of managing faculty
as advisors that produce a completely different role. Fore-
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most amoné these is the fact that in most institutions, advising
is not part of the faculty contract: that is, it is not viewed
as teaching, research or community service. Consequently,
advising managers are in a position where they must manage
faculty in an enterprise that is, in a sense, entirel§ volun- -
tary. If pressed too hard,‘faculty can simply say: That is
not on my contract, and still-remain a perfectly respectable
member of the institution. -On the other hand, the department
chairman is responsible for more accepted functions -- usudlly
the instructional program and often for research. It is N
therefore easier to manage faculty activity in these sectors,
because by common agreement each participant recognizes their
responsibility in the area of mutual concern and each side cen
refer to an accepted statement.of responsibilities. Whereas
-department chairmen ahve a congract with which to work,

. advising managers have no ready-made pact, and thus face the

i formidable task of producing one.

Another difference of consequence is that department
chairmen are faculty themselves and are accepted as peers by
their fellows in the department: indeed they may be regarded
as more than peers because of their superior professional ‘
credentials that brought them to the chairmanship to begin
with. M&Yeover, chairmen may be se®n by their faculty as their
protector against encroachment by the administration -- even
fhough, at least in thebf&; the chairman should be the voice
of administration within the academic cluster. Frequently, .
the advising manager is viewed as the encroacher, the adminis-
tration, and hence is viewed with some resistance. Moreover,

the manager is usually not accepted as a peer, and may not have

. the possibility of relying on status within the profession as
a source of power or authority. One of the distinguishing
’
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features about managing faculty as advisors is that the
manager usually has less power than those being managed. It
is this fact that makes it difficult to compare other manage-
ment situations; since in most brganizations management 1s
usually "higher up“ the chart and the manager is clearly in a
more powerful position bysvirtue of superior knowledge or
special skills held in esteem by the group. It is this upside
down aspect of managing faculty advisors which makes it
difficult to extract‘pa}allels to other manaéement situations.
Another important diffevence between the departnent
chairman and the advising manager is in the area of motivation:
~ the department chairman is often in a position to offer a . -

e Lmned amal Ty neee
protessionaliy atcipt

tablc reward for performance in the areas
outlined in the contract. Unfortunately, should the advising
manager succeed in\getting a "contract" there is still a’great
likelihood that the manager will not be in a position to offer.
rewards. Whereas the chairman has both a budget and a vote on
tenure, the advising manager has neither of these. Noreover,
the chairman has a certain negative reward or sanction at his
disposal, such as the power tc place persons-on Onerous
committees, to assign them to large introductory courses, etc.
whereas thc advising manager has none of these -- particularly
if advising is already considered to be part of the negative
reward system. O0dd as it may seem, or as anachronistic as it
may sound in terms of current management practice, the advising

manager has neither carrots to offer nor sticks to wield.

DIFFICULTIES IN MANAGING ‘
The obstacles in the way of effectively managing

advisors are many. The one most frequently cited is the term
management itself. Faculty may not like the idea that they
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are being managed, and the prospective ‘mapager may be wise to

avoid that term and to 1l6ok to another such as co-ordinate.

But this is scarcely a realxobstacle, since the sub-\
stitution of terms:and the careful use of words will generally
avoid difficulties. Moreovey, must faculty recognize that they
are being managed, so it i not as if they are opposed to
management activities, it is more that they are opposed to

being constrained in regard to their traditional “'freedoms"

as evidenced by their public reaction when it is intimate
that they are being constrained. One may also anticipate

however that faculty are becoming increasingly accustomed to

the idea that their performance will be evaluated and that the
activities of the instiiution will have to be eff1c1ent and
effective if the institution (and the faculty) are to survive.

‘Resistance by faculty to the nutipn of management may be

tionally laden term.

mainly one of resistance to
A more SETIOUS obstacle is the very limited number
of persons in educatlonal institutions who have the skills,’
*knowledge and experience to manage effectively. Unfo*tunately,
persons formally trained in management have pursued careers in
business, government, or health care while,” at the same time,

persons pursuing,céreérs in the educational arena have not

"pursued formal training in management. Given economic constraints

facing institutions, it will be difficult to add staff with
management skills, partlcularly at a tame when overall staffing
is' being reduced. ‘In an effort to ut;llze personnel more fully, .
institutions may w¢11 attempt to place those already on -the \
payroll into managérial roles, with or without a training program.
If this occurs, thé most serious obstacle to effective management
may be the manager;-- not the faculty. T

The othe% main obstacle to managing -faculty advising

is institutional, usually having roots iu the notion that

x



» oo L 1.77 .

. » i
: anyone vr at least any faculty member can advise. The

corollary iﬁ the belief, either on the part of the faculty
or the administration, that all\one must do is to tell or
convince faculty to advise, and once this dictum is accepted,
effective advising will foTlow.y Unless or until the institu-
/ tion is willing to commit themsalyes to advisipg perfgrmance
.f ‘ . and’ to fdllow‘up on that commitment by giving someone the
time and res}onsibility to manage advisors, effective advising
i1s not g01ng7to ~ppear, anymore than effective instruction.will
appear. It\ﬁs not so much,that faculfy can't do the ]Ob as it
is that faculty can't do the job alome. They can't do it
unmanaged for a number of reasons: the increasing complexity
N ofracademic advising through the proliferétion‘of programs and
the incorpofation of career advising and various degrees of
personal counseling,\the extension of consumer protection laws
to academic institutions, the demand for effectivenéss and
efficiency from the consumer public, the ccmpetition for
students among institutions, and shrinking budgets which mar -
dates more effective use of fewer personnel. For all these
: reasons,\the management of faculty advisors is an activity
whose time has come.

COUNSELCRS AS MANAGERS
It is instructive, we believe, to explore the idea

of u51ng members of the professional counseling staff as
managers: this. would en£b;e the institution to reduce the
numbers of profe551onal counselors, obtain fuller product1v1ty
from the faculty, and has the added attraction of utilizing
professional staff to train and to share their skills with
others. If we compare the "set'" of activities comprising

counseling as contrasted to management, it appears at first

W




1.78

glance that counseling professionals may be ill-equipped to
serve as managers.. On the other hand, if we view management
as a facilitating process rather than a controlling process,
there are some remarkable similarities: counselors and mana-
gers raise alternatives, discuss consequences, place
responsibility with the other berson, use problem-solving
approaches and rely on personal rapport to carry out their:
tasks. This suggests that professional counselors may possess
many of the skills and experiences important to the manager,
and that in fact one might develop a management model with
strong parallels to counseling models. Unfortunately, many
counselors have chosen their profession because they enjoy
the personal rewards of working with individuals for whom
they develop concern, i.e., because they enjoy delivering

the service themselves, not because they enjoy seeing others
deliver the service effectively. However, as the counseling
profession becomes more familiar with the consultant appfoach
to delivering services the transition to managerial tasks may
be easier to effect.

We propose a model for advising managers that has
strong parallels to the techniques of counselnrs and the
philosophy of management by objectives. This combination may
be familiar to those in the counseling profession who want
to alter their careers along managerial lines. The model
emphasizes managing faculty on an individual, face-to-face
basis, with a framework where faculty must ultimately take the
responsibility for advising, and the manager the responsibility
for supporting them in that task. While the model recognizes
the common realities of institutions of higher education, 1t

attempts to overcome the obstacles of specific environments by
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directing attention at faculty as individuals -- each with

his or her own skills, interests, and personality. To be
sure, this model of management is time-intensive, but that

may well be the price that must be paid for performance.
Continuing efforts to resolve the "advising dilemma' in our
institutions may help forge a more sophisticated understanding
of how best to proceed. Let us continue, then, to cur next

: chapter which deals with the organization of the advising

system.
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Chapter 2
Organization of the
"Advising System

QUTES‘[ [ONS :
4 _ HOW SHOULD THE ADVISING SYSTEM BE ORGANIZED?
IS IT IMPORTANT THE ORGANIZATION OF THE ADVISING
SYSTEM TAKE A SPECIFIC FORM? |

ARE VARIOUS MODELS OF ORGANIZATION FOR ADVISING
FQUALLY EFFECTIVE?

4 SHOULD THE MODEL OF O‘RGANIZATIQN FOR ADVISING
FOLLOW PATTERNS OF ORGANIZATION FOUND IN THE
INSTITUTION?

J ARE YOU THE PERSON WHO DECIDES WHICH ORGANIZATION

\ ‘ ‘ FORMAT .1IS TO BE USED?
9y
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Organizations are the cornerstone of§socia1 s¢ience,
for if there were no organizations, social sc1entlsts would
probably have little to study, less to write ’{&ﬁout, and less
still to think about. It should therefore not surprise us
that there are uncountable books on the subject of organiza-
tions, uncountable jokes about organizations (remember the one
about the committee putting together a camel for a horse --
it's true!), and uncountable interpretations of how organiza-
tions operate. It is therefore rather pretentious to talk
about ﬁﬁesorganization of faculty advisors in a single chapter,
for, even though this narrows down the topic of organizations
considerably, it probably doés not go far enough. We shall
make no attempt to be comprehensive on this topic; rather we
will explore some possibilities which seem to have more merit
and validity than others, and allow you to pick what is useful
for your particular situation. A compilation of readings on
organizations, managing and other related topics is found in
the Appendix.‘ .

The first point to remember when speaking about the
organization of faculty advisors is to resist any temptation to
speak of an organization de novo, as if one had the freedom to
create an organization, For in fact, one does not have this
freedom, or at least one has it only in a very limited degree.
The truth of the matter is that you have inherited an organi-
zation, a college, a university, or a department, and your ‘task
is to organize in a way that is consonant with the way the‘rest
of the institution is organized. You do not have the freedom
to organize in a way that runs contrary to the way the rest of
the institution is organized. This ought to be obvious and
elementary, but it is not, probably because many persons who
are in charge of managing faculty advisors are counselors
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rather than faculty. Hence they are somewhat ignorant of

the way the academic institution is organized. Let us there-
fore repeat the first rule: As a manager you do not have the
freedom to organize your advising éyStem in a way that runs
counter to the organization of the institution and your first
priority should be to understand the way your particulax
institution is organized.

Before going off to analyze your particulax situation,
there is much that can be learned about academic institurions
in general. There are, for example, several books that deal
entirely with the organization of the academic enterprise, and
new ones appear every year. Almost all of these have merit
and almost all of them illustrate important tyuths; the fact
that there are so many including important =lements simply
means that educational institutions are extremely diverse. - -
Do not pass up these books, but read them selsctively, plcking ‘
those that seem to relzte more closely to your situation.
There is little necessity, for example, for a manager in a
prestigious research-oriented institution in the East to read
a book describing the organization of a small, Midwestern
liberal arts institution or a large Western state school.

Some degree of enlightenment is also to be found in the many
general theories of the educational enterprise -- books which
often transcend specific kinds of institutional organizations
and look more directly at the organization of education
generally.

The common elements really form the basis for our
discussion, for the principles for faculty and institution are
generally pretty much the same: research, teaching, public
service. In short, scholarship and the dissemination of the
results of scholarly work -- that is what the institution is
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set up to do, and what it iI$ organized to achieve. To
stimulate the achievement of these goals, faculty are organ-
ized into departments, not only for the intellectual stimula-
tion of one another, but also for judging one another's
work and making recommendations for promotion (or tenure).
Consequehtly, the department is the ''cell" or smallest unit
of the total organism -- not only in terms of scholarly produc-
tion, but also ip terms of administration. Normally, for
example, departments are the smallest budgetary units, and
frequently departments are the smallest units in terms of
deciding what courses are to be offered.
3 Departments are usually managed by department

chairmen, wh> because they may Re elected for limited tefhs,

L may be far less than all-powerful individuals. Nonetheless,

} these persons are responsible for heading department affairs:

. determining who teaches what, determining who receives what

kind of a salary increase, or determining how successful the
department is in obtaining authorization for a new position
from the Provost's office. While different persons use
different leadership styles as chairperscns, one fact is
inescapable: when you deal with a department, you deal; first
and last with the chairperson. Organizational schemes
involving faculty, who are naturally oriented toward their own
department,‘that are in disregard of the depdrtment chairper-
sons feelings and predispositions are in great peril from the
beginning.

The other point to be stressed is the degree to which
faculty look to the départment as the natural focus of their
activity. Not only is the departmeni the focus of the face-to-
face working relationships that govern so much of organizational
behavior, it is the power structure within which a faculty

-
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e 1od

member struggles. The department is the source of tenure.
Hence, for the first six or seven years, the department is
the giver or taker of future academic life. It is the stage
uponrn which departmental politics are played -- whenever a

departmental responsibility must be discharged and therefore

involves one of the members -- just as the family is the unit
in which domestic politics evolve. Fer the faculty member,
the department is the social group, the tribe, the clan and
the working team; don't disregard this in putting together

a faculty advising organization -- utilize it. Organize
ygur advising system in the same way the rest of the academic

activity is organized, along deparimental’ lines.

In a practical sense, this can be done in many
ways. It probably means, for example, making the chairperson
the first stop in recruiting advisors. It probably means
talking about advising as a departmental obligation. It
probably means keeping an eye out fou an individual's other
obligations within the department. It certainly means talking
ahead of time with members of the department about the way you
plan to evaluate advisors. It should mean clearing with the
chairperson information you have about faculty who advise in
the department. It may also mean using departmental meetings
as a forum for a discussion of advising, or the basis for
advisors workshops. It probably means a lot of other things
as well -- but whatever they are, think of the department as
the basic cell in which they occur.

g Once we have defined the basic unit, one can organize
within. that unit in many ways. Departments must advise
freshmen -- who are probably only mildly interested in the
department subject area. Look for the generalist in the
department to work with freshmen, or, if thfre is an older
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professor, what some might call a parent figure, look to him/
her as being a very attractive possibility. Sophomores face
the decision of choosing a major, and have a greater press
for looking at a department than do slightly curious freshmen.
Who is the best "pitch" man for the department? Often a young‘
professor, with only a couple of years experience: enough to ‘
be long on enthusiasm(and also experienced enough to know the
way around the institution. Juniors and seniors have even
different needs, since they have chosen a department and need
to gain some expertise: hence, one may look for advisors among
the more mature scholars, who may have relativelytlittle .
interest in students' personal nzeds, just as juniors probably
have these concerns and questions sorted out and resolved.
And for seniors -- jobs and grad schools. Which professor is
in touch with the marketplace? Has lots of outside contacts?

Naturally, one has to decide other issues of organi-
zation related to the stfucture within the department cell.
Should a student have the 'same advisor for all four years?
Should students have an advisor.for shorter periods? What
kinds of time periods keep the relationship alive -- for faculty
and students? What kinds of time periods keep the relationship
from getting started? Who do students see when their advisor
is out of town? The department chairperson? The professof
almost emeritus? How many students should each adviser handle?
Is the number of freshmen assigned to a department greater
than the number of seniors due to natural attrition? All these
points must be considered.

Another organizational point transcends the depart-
ment cell, namely, how does your organization relate to the
goals of the institution as a whole? Or, to put it in another

way, if the department is the cell, what does the organization
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look like? "How is the corganization arranged above you as well é
as below? How does your collection of cells relate to the body
| as a whole? In looking at the need to make your organization
-~ "fit" the academic institution, we started with the premise
that faculty are judged on teaching, research, and community
service. “No mention of advising. Where then does advising " .
» » fit? Is it administration? 1Is it a support-service function?
Is it simply an add-on? , This is ,a key questipn-becavse every
organlzatlon must report up as well as down. If faculty are
the service prov1ders they must be able to look "up" and see
where the advising organization ties into the whole structure. é
Organizationally, what they see will go a long way in deter- |
mining how they act, and ultimately, how you act.
Of course, there are many ways of tying - advising into
the structure of. the institution including all of those men- \ |

tioned above. However, if you have a choice, opt for tying . |
to an academic dean. Do what you can to be ma;nstream ) §
. academic -- not only by using faculty, but by reportlng to the ?
top of the faculty structure: The Dean of a College or School. .

If you don't anchor the enterprise to an academic Dean, you
run the risk.of being taken very lightly. The reason: Yyou
haven't tied linto the basic faculty goals, and the goals of
the institutioh, by reporting to a chief academic oificer.

- * Unless you do that, you are going to be considered an add-on, "
no matter how you look at it, because advising cannot be tied
to the faculty goals in any other way. The point: if you
can't claim direct access to teaching, research or community
service, at least claim academic legitimacy by virtue of yocur

{, orgéhizational placement.
g The 1mportance of thls should not be underestimated.

If you report to the Dean, 'you are well on the way to obtalnlng
i %
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accountability within the advising organization, because you
can influence decisions concerning fgculty through the Dean:
that includes salaries, promotion tc tenure, WOrk load, and
perhaps most important of all, reputation with peers. It is

not so much-that you can stop a raise, or have someone denied

tenure; rather it is the fact that you can build up a person's
career and reputation among peers. You can offer recognition --

no small p01nt with the ego of the average faculty person.
You can have a compliment or two fall from the lips of the

Dean in a faculty meeting or at lunch. You might even have

good advisors cited by the Dean in the annual report, or
encourage the Dean to start a program te recognize good advisors
just as one might recognize good teachers. But this only works
if you are tied into the academic hean: such recognition from
an "adninistrator" is almost a compllment from the enemy, and,
rather than worklng for you, may even work against you.

The third organization point of importance is more
closely related to you. The Dean is not going to work directly
with faculty on advising, you are. You must provide leader-
ship (not only for the faculty but for the Dean as well), but
you really do not have the authority by virtue of position (even
though we have spoken of 'up" and '"down") to produce control.
How then will you structure the organization to allow you to
provide leadership? By virtue of your position in a hierarchy
(remember that a faculty member is the highest celestial being
in the universe)? By virtue of your credentials that will give
you authority based on knowledge (do you have a Ph.D. in an
academically respectable field?)? By §irtue of personal
relations in a system of equals (not how to win by intimida-
tion)? Or by virtue of the type of structure you set up in
organizing?
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How does one structure an organization of faculty
effectively? When one has a lot of clout, i.e., the ability
to hire, fire; or promote, one can afford to organize in an
authoritarian mode without sacrificing effectiveness.
Typically, an authoritarian organizatiun has a‘Very easily
recognizable hierarchy ‘with power vested by virtue of position.
It is not likely that is your position. Rather, you are ‘
probably in charge of an organization that resembles one
——+ . . staffed by volunteers; typically such organizations diffuse
power broadly, wherein the manager employs a system nf groups
based on functional themes. Happily, much has been written
about the organization of volunteers for formal tasks, and
“.this is good material for the organization of faculty advising,
especially since it speaks to organization based on paiticipa_‘
tion and mutual agreement. '
Such an organizational structure is probably already
familiar to you, since it's most common form is the committee
‘system;‘which'iS'prevalent in every academic environment. “In
organlzlng, consider the committee system carefully you may
‘want to form a steering committee on advising which ‘includes
all the department chairmen; you may want to form an evalua-
tion committee to determine methods and standards of evaluation;
you may want to form a rewards committee to.help generate ideas
for rewarding good ideas. Whatever the area, diffuse some of
the power amongst the participants by virtue of the strucfure
of the organization. Emphasize horizontal structure as
opposed to vertical structure even though you may sacrifice
some speed and efficiency, because this kind of a structure is
—— T in keeping @ith the institution and the nature of the contract
with the service deliverers, Don't impose a hierarchy, because
you don't have the power or the authority to make such a

107




A

1.89

scheme work. . oo ,

Structure should not be confused w1th 1eadersh1p
style. It is possible to have an authoritarian leadership
style and still be effective with a voluntary organization.
It is more common, however, to find a democratic leadership

- style, wherein the leader has developed great skill in working

with groups, and recognizes how to help groups make decisions
and implement them. Beyond leadership style (about which
much has also been written) there are important factors:

“you should have the credentials to be on an equal footing

with faculty and hold their respect and you must be in a
position to lead by wirtue of personal relationships. If
you want to manage faculty as volunteers, you must eat with
faculty, meet with faculty, play‘with faculty. Being a
faculty member is 11ke 301n1ng a club -- so join. If you
can't call your volunteers by first name and ask for favors,
your leadership needs work.

If we tie all of th'se concepts together, one might
produce a structure tﬁat looks something like the diagram in
Figure 1. Such a structure will not insure success; however,
it will greatly'incresse your chances of success. such a
structure is :an ideal. It may hot fit your situation, or it -
may not even be an accurate representation for your system
It is valuable as a goal and,should not be tossed a51de
simply because\you can't relate it to your situation at the
moment. Use it as something 'to be attained -- something to
be discussed with faculty currently advising, something to
be presented to the Dean. Consider it as the price of an
effective system. But ‘keep in mind the basic premise that
you do not have the freedom to create an organization de
novo -- but you can institute a new system that is still in

line with the realities of academ1c institution and'also pro-

vides respon51ble and effective de11very Qf adv1sang serv1ces,
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FIGURE 1

STEERING
COMMITTEE
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Chapter 3
Selection, Orientation
and Training

QUESTIONS :
HOW IMPORTANT- ARE THESE FUNCTIONS?
HOW MIGHT THEY BE CONCEPTUALIZED?

HOW SHOULD THEY BE ORGANIZED AND ADMINISTERED?

WHAT IS YOUR ROLE?
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It may‘wéll be that the functions of recruiting
advisors and of sponsoring orientation and training programs
are the first public demonstration that others have of your
approach to coordinating the advising program. To the extent
that this is true your "reputation' will be fashioned by the
attention you give these functions.

' This chapter might well be titled "Getting Off on
the Right Foot* because your success in the selection, orien-
tation and training of faculty will have a great impact on
how things go for the entire year. Fail on any of these, and
you will pay dearly, making what could be an interesting and
rewarding experience into sheer misery. The idea is to put a

v lot of time and effort on these front-end activities, because
this will save you much more time and effort later on,
resulting in an overall reduction in time invested, and thus,

. greater efficiency on your part. It's the old case of am

. ounce ofvpreventibn being worth a pound of cure, or of the
foundation being the most important part.of the house. If
you do nothing else, select your pérsonnel wisely, train thenm
carefully, and chances are they will carry you and the insti-
tution through the year.

How should one go about selecting faculty to advise?
First, determine how much freedom you will have in making
selections? By this we do not mean freedom in the absolute
sense, but in the formal sense; i.e., if faculty advising 1is
a departmeﬁtal responsibility, for example, then you don't
have the freedom to select all the advisors from only one
department since every department must provide some advisor.
1f all faculty are required to advise, then you don't have the
freedom to exclude someone,‘yOu:must‘use everyone somewhere. ‘
If faculty are not required to advise, then some faculty, by

o
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virtue of their position, have the right to refuse to advise,
or to put it the other way round, you don't have the right to
refuse to advise, or to put it the other way round, you don't
have the right or freedom to select that individual. (We call
such faculty untouchables, and keep a list of such persons as
we discover them.) Thus, you may have (theoretically) total
freedom to select, absolutely no freedom to select (advisor
may be given to you), or something in between. Clearly deter-

mine the freedom\you have at the beginning.

Whatever the restrictions, organize faculty names
in workable selection groups, based on your freedom to select,
and write down the basic selection rules. A good way to do
this sort of thing systematically is to form candidate groups
by snipping apart the college catalog, gluing the names of
department members in a looseleaf notebook, one-page per - -
department with space to make notes. If you don't organize ‘
‘advising around departments, the alphabetical listing at the
back of the catalog works nicely. T1f there are untouchables,
you may want to cross them off with a yellow marker. If

. there are undesirables (based on your past experience) red

| works nicely. If you must use everyone, simply make notes

without crossing off individuals. When you are through
applying selection rules with your marker, you will be left
with a 1list of possibles.

L. Before discussing how one selects from the list,

) some ﬁention should be made of the situation in which the
selection rules are élready applied for you. In some insti-
tutions, for example, the department chairpersons are respon-
sible for the '"selection" of advisors, and the advising manager

_really (in theory) ds to work with those he is ''given."
Several things should be done if this is the positibn in which
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you find yourself. First, insist on the power of veto: if
you can't nominate, at least gain the concession that you can
refuse, based on documented past experience (here 1is one area
where evaluations come in handy!). Next, put yourself in a
position to make suggestions. If you know who does a good job,
praise that person to the department chairperson in writing,
with a copy to the Dean, and ask at selection time, if that
person might be available again. 1In ‘short, even if you can't
select, at least work out a system for influencing the process.
' If you do have thefpower to select, what should one
look for in going over the list of possibles? The first thing
to look for in selecting advisors is whom is to be advised.

The person you select to advise freshmen is not (in all
prObabiliE&) the person you choose to advise juniors, just as
the person to advise female engineering students is probably
not the same as the person to advise physical education mdjors.
You should know what advisor characteristics are required by

a given group of advisees by doing a needs analysis of
advisees, as outlined in the chapter on planning, so that you
can match the characteristics of the advisor with the require-
ments stated in the needs analysis. If you have also planned
well, yoﬁ should have completed a subtle analysis of each
advisor by asking, during evaluation procedures, what each
advisor feels he/she is best able to provide. Of course, if
you haven't done any of this preparatory work, then you will
need to be more pragmatic, basing your matchings on gut feelings,
the opinions of others, and common -sense about the needs of
different groups of advisees. In any case, remember that
selecting is a matching process, you must keep in mind the

3
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advisees as well as the service providers
There is a natural course of development for faculty
and students that can be a useful guideline for the pragmatist
provided one recognizes the inherent dangers in any simplistiQM/,»
interpretations. Fre.hmen are concerned with self and the
immediate environment (dorm life, getting courses, getting
books, etc.), SOphomoreS‘with course\work and selecting a
major {future life direction), juniors with doing well in their
major (scholarship), and seniors with employment or graduate
school.. Faculty also have a pattern of development that is
frequently observed: very new faculty are concerned about
-~ the environment, eager to learn th:s rules and anxious to do
a good job at everything (including advising), but after two
or three years, when they have learned the rules, they become
more anxious about tenure, and concentrate their .efforts
around scholarship (teaching and reasearch). After tenure is
attained, faculty génerally become less and less productive -
'in terms of research, and often turn to” the more humanistic
side of ghe\academic enterprise to maintain their interest,
or look outside, academics and become involved in the,anciilary
missions of the University. Very new and very old faculty
are very good with freshmen because they know the rules, are
greatly concerned, -and are likely to take the initiative;
past tenured faculty are good with sophomores, in that they
have a broad view of the discipline; about-to-be tenured and
just-tenured faculty are into scholarship and do well with
juniors; seniors do well ﬁith professors who have begun to
look beyond the institution, or are widely recognized for
past exploits in their field and no longer need to make their
name. Every individual w111 vary from these generalizations.
Consequently, -these crude guldellnes should be used only when
no information about ‘the individual is available.
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No discussion of advisor selection is complete

without a discussion of personalities. What usualiy happens

where faculty are selected to advise is that certain faculty
are asked to advise because someone, either inside or outside
the départment, has very specific notions about the kind of
person who makes a ‘good advisor and judges the individual to
have these necessary personal qualities in abundance. We all
know Charlie Warmheart; a marvelous person -- warm, friendly,
empathetic, sincere, gets aloag with anyone, loves students, a
great advisor. He's -just the person. As a manager of faculty,
it is essential to move away from this kind of thinking. Why?
Betause the basic assumption underlying this method is that
advisors are born, not made. The corollary is that advising
is simply "doingﬁwhat,comes naturally': soﬁe individuals are
natural advisors, some aren't. The best way to select advisors
according to this view, is to find out who is a natural advisor
and utilize those having already developed or God-given skills.
A1l that is nonsense. Advising, truly good advising,

‘is not doing what comes naturally, and it is not a God-given

skill. Advising can be learned, and it can be taught, and

‘ virtually anyone willing to learn can do an excellent job,

no matter how salty, crusty, or reticent they might normally
be. Moreover, it is the responsibility of faculty advising
managers to develop these skills in faculty: to admit advising
is a natural gift is to excuse yeurself from your most impor-
tant function. The problem is not the fact that some faculty
are not naturally endowed to_advise; the problem is to provide
a model so that all faculty can advise effe;tively.‘

‘ One should not, therefore, select faculty by virtue
of who has a reputation as a good advisor (i.e., fits someone's
idea of the personal attributes of an advisor) rather, one

4
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should select for other criteria, and then take on the task

of developing the faculty member to do the job ofkadvising.
This is not to say that personal factors are not important

or should be ignored. Obviously, a friendly smile is going

‘to help a new freshman. But a gregarious peréonality is not
essential for excellent performance as an advisor. What is
important is an acceptance of the task of advising, and a
willingness to do the best possible job even if the job is

one that was not sought. Stay away from picking advisors on
the basis of personality or warmth and you will save yourself
much trouble later on. |

Now that we have selected advisors, we need to

train them. Once again, this may sound a -little strange,. ;
since the general assumption -about advisors is that they don't
need training. Either you can advise or you can't, and since .
it is 'so easy, most people can be good advisors with no
training at all! While this notion probably has its roots in
.academic arrogance (after all, anyone with a doctorate ought

to be able ‘to do something as simple as advising), it is
nonetheless, very real. And because it ‘is real, this‘arrogance
becomes one reason it is difficult to train advisors; they
simply don't think they need training. Moreover, it is usually
those faculty who think they are good advisors who are the
worst offenders in this regard, for they believe they already
knowfall there is to know about“advising, Don't let anyone
deter your efforts to train your advisors. Select your
advisors for trainability, and put together a vigorous training

" program. .

; ‘Because training advisors may have little acceptance
"among faculty,’ you need to invest a significant amount of time
in setting .your program correctly and selling the benefits, or
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no-one will participate; You want to offer help to someone
who needs help, but who cannot afford to admit that need in
front of peers. Two things are therefore paramount: first,
that you do not baldly label your training program as help
for ignorant faculty; and second, that you do not put faculty
in a situation where they tacitly acknowledge (even through
attendance!) they need help. To achieve these ends one can
start by thinking about orientation and training in terms
of content vs. process, that is, the first goal is related
to what you want to say, whereas the second goal is con-
- cerned with the environment in which you want to say it.
Taking the second goal first, how shall we arrange
our initial orientation. The very work orientation conjures
«images of mass: large group meetings are .oriéntations,
- similar no doubt to the one your institution runs for
. ‘I. matriculating students. Throw this notion aside. Orienta-
tion for faculty advisors should be handled in one-on-one,
or two-on-one settings. -Never work with large groups of
. . faculty if you want quality results. Do not mix tenured
and untenured faculty in small groups. Be wary, in general,
of mixing faculty who do not know each other. In general,
ask faculty to come to your office -- and when you extend
the invitation, do so over the phone in person. After you
have\éét the meeting, send them a note verifying the time
and some questions to indicate what will be discussed. Do
not, however,‘givé a detailed agenda, as you want them to
~_have.some apprehension about the questions you may be
askfné?\\\ ;
’\What should the content be? Since we want to
separate oreintgtion from training, we must set the content
of the agenda aétordingly. First, what information do
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advisors need in order to advise? Lists of courses, add/drop
deadlines, approved electives, referrals for other offices --
the kind of things relating to practices and procedures that
you might put in an advisors handbook (you should have one
ready to Five them). You may also want to cover immediate
concerns if .you have your meeting shortly before the students
are scheduled to return to campus: where and when students
pick up‘registraE}on‘material, how they get their schedules,
when dorms open, what information may be released to whom, !
etc. In short, you want to cover all of the nitty-gritty
that encompasses the informational aspects of advising, for :
these are rextremely important. Moreover, you want to use the
first part.of the meeting to overwhelm them with knowledge,
to ensure their perspective about yodr‘competence in your area
of responsibility. ' |
- The second pa‘rt of the orientation meeting should .
deal with advising -- not in terms of information, but as a ;
process. Explain how advisees are given to advisors, how . i
advisors are selected, how you are responsible for the delivery |
of advising services. Since you are jointly responsible, you |
need to know exactly what each faculty adviso} is going to
provide. This description of the service the advisor intends
to give should form the bulk of the second half of the orien-
tation. It should be question and answer dialogue, in which P
you work at clarifying points as they are raised, until you
and the advisor agree at the end on something that'resemblqs a
contract. The contract should cover evaluation, office hours,
rules for leaving campus for extended periods, whether the
advisor will deal with students' personal problems, whether
- initiative will be taken with students in difficulty, whether
his/her service js voluntary OT fulfllllng a formal obligation,

r
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etc. The more you settle at this first session, the less
there is to cause difficulty later, and you would be wise

. to take notes, in a very visible way, of each conversation. 3

Once you have explored the advising contract by

-

asking what the faculty will provide in terms of delivery to

"students, immediately follow up by setting a management con-

tract. That is, ask the faculty member what he/she expects E
from you in terms of management, and draw an analogy using 1
a mirror of the previous discussion, emphasizing that you’
are now asking the faculty member what he/she as the advisee, |
expects of his/her advisor. What kind of "office hours"

would the faculty member like you to have? How much support %
of a personal kind? How much guidance with 'academic ?

!
advising?" How much emphasis on grades? What is reasonable ;

progress? What "style" of advising (management) would he/
she prefer? 1In short, emphasize that the advisor may be an . |
advisor to students, but is an advisee to you, and that the
two sets of relationships are parallel in many ways. But
also take notes on your advising contract with this advisor --
what does he/she expect from you, and what -do you intend to .
provide as advisor. How do you want to be evaluated?

This second half of the orientation should serve
as an indication of your management style. Make it very clear
that this is a joint venture, that you are not going to tell
the advisor how to go about advising, that you will basically
follow a management by objectives kind of approach, and that
youuhope he/she will work with adﬁisees in the same way you
are conducting the meeting. 1In this respect, you may want to
try some goal setting during your initial meeting.  Where does
this particular faculty member want to go with advising during
the néxgvij‘ weeks? The first semestgr? The first year? Set

b
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’
up times to assess progress toward these goals, and indicate
how often you will be getting in touch. <Calling once-a week

on the phone during the initial stages is not too frequent.

1f you carry out this kind of orientation, be ready
for looks of puzzlement and odd reactions. Most faculty will
wonder what is happening, since they have not been treated
this way before, especially in regard to advising. If nothing
else, they will clearly understand that you are serious about
the‘whole business and that you do not intend to leave them to
their own devices. Some faculty may have a negative reaction.
They may feel that you are really overdoing things a bit.

Don't shrink from this topic, but try to get to the bottom of
the concern and explore it fully. It is important to know
why they feel }bu are overdoing it, because it may be that the
bottom line is the old line that advising is easy -- anybody
can do it. And if this is the reason, break down this concept
immediatelf} Advising is not easy, not everyone can do it
naturally, and that is why you offer training. -

'Wha£ is training? In reality, it is simply an ongoing
orientation. It is the bi-weekly (or whatever you have agreed
upon)‘follow-up; in which one assesses progress on all the
points of the contract. How are office hours going? What
informational problems have arisen? Has there been any
difficulty in setting an advising contract with advisees? What
new goals need to be set? How is the self-evaluation proceed-
ing? What should I, acs manager, be providing that I am not
providing? 1In short, training is a series of exercises in
which the faculty advisor gains experience in the mirror
relationship, so that they can adopt tie role you play for
. advisors during your sessions with them. Training is not tell-
ing an advisor how to advise, it is showing how a relationship
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that incorporates all the elements of advising can proceed
toward the attainment of mutual goals. In a sense, you are
working toward "everyradvisor a manager" and you are using
training sessions in the subtle context of on-the-job exper-
ience. | ~
The heart of this training conceptyﬁs do as I do.
If you want the advisor to have a contract with his advisees,
then you set a contract‘wjth the advisor about advising.
When advisors call to ask a question, treat that as if you
were answering a question from an advisee. When it comes to
evaluation, treat that as if you wanted to show how to
evaluate the progress of advisees. When it comes to goal
setting, do the same. )Ifﬁyou want advisees to work with
advisors on the contract, let advisors work with you on your
contract. Consistently seek to use your relationship as the
model, and emphasize the teachlng nature of what you are
trying to do. In this way, it will be very gasy for faculty
to understand your model of advising, and.to pursue the
goals of the relationship regardless of their personal
styles. '

Of course, all this is radically different from
the ordinary concept of training, in that this is an indivi-
dual or small.group process, in which the emphasis is on
showing rather than telling. It is also individualized 1n
the sense that every advisor has his own contract (which is
why you should take notes and keep them), just as every
advisor may have a different contract with each student. It
is different in that it does not occur at a set time and place;
on the contrary, it is spontaneous, occurring any time the
appropriate situation occurs, and in the actual place -- on
the job -- rather than a formal classroom environment.
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__ What happened to the standard adv151ng wofkshops?
Nothing.‘ They are still a necessary part of managing "advisors,
since they are absolutely essential 'for dlspens1ng information
+o5 students. But adv1sors workshops ‘are not used for training, °
tney are reserved solely for the dlspersal of information, -and
they should be timed to coincide with adv191ng events in the
academic year. For example, if the first round of examinations
comes about the fourth week of the term; it is'often a good
idea to dispense information about tﬁtoring and léérning\ CC
assistance about the third week of the term. " If the deadline
to drop courses is the fifth week, a meetlng to cover this
topic would be appropriate in the middle. of the fourth week.

In short, keep your advisors workshops short, -to the point,
and- timely. - .. ‘

The alternative to advisors workshops is an informa-
tional newsletter. While this approaeb_;s much more efficient
1n terms of time, it is doubtful if it is as effective. Just
as most persons who work with students beg1n to-doubt if they .
cah read, so it is with faculty. Somehow, another mailing
seems to become lost in all the other pieces of paper pne
receives in a day. If there are other, better, forms of
communication at your in;titution you should give these care-
ful consideration. Some institutions have used video tape
with success, others héve'put a variety of materials in a
Jibréry setting, where they are easiiy accessible for students.
There is probably no single, most effective way of making a ‘
variety of approaches desirable, not only in terms of reaching
your audience, but in terms of maintaining‘ydur %anity as well.

Much of this chapter has not follbwéd the conventional
widsom regarding advisors, which 3 not to say conventional ways
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won't work, for time has ‘'shown that these ways do work --
after a fashion. It seems doubtful that conventional methods

" will work in an era when more and more faculty will be asked,

perhaps even required, to advise students at all levels, even
though they may not have a great interest in this activity.

It is easy to manage a system of eager, enthusiastic, interested
advisors; it is something entirely different to manage a

system where neérly all faculty are advising. The methods
outlined in this chapter tend to do a better job with all

~ kinds of personalities and interests, and in situations where

not all those who deliver z service are eager and anxious to
attend a two-hour workshop. While this places more respcC-3i-
bility on the manager in terms of requiring greater skills
and more thought, the results will prove well worth the extra
effort. ‘
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Chapter 4
A Framework for Advising

QUESTIONS:
WHAT IS YOUR CONCEPTION OF ADVISING?

HOW DO YOU EXPLAIN THIS FRAMEWORK TO OTHERS?

‘. 24 2

IS YOUR FRAMEWORK SUFFICIENT TO INCORPORATE ALL
- THAT ADVISORS MUST DO?

Y OR, MUST KNOW?
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In an earlier chapter it was pointed out that the
relationship between advisor and advisor manager may in many

ways approximate a relationship between advisor and advisee.

In each relationship the primary task is roughly equivalent.
In one the advisor strives to aid the advisee in becoming a
competent, fully-functioning learner while in the other the
manager endeavors to assist the advisor to perfect as well

as use variousfhﬁvising skills. In each instance there is
need for a process that will lead to the meeting of challenges
with responses that use to the greatest extent possible what
has been gained from past experience, from one's inner life,
and from accurate perceptions of what exists in the present.

A framework, if it is to be helpful, must enable the recipi-
ent, whether advisor or advisee, to think about the objectives,
methods, problems and solutions of their activities while
acknowledging the personal or feeling components which result
from such action.

An approach known as ego-counseling (Hummel, 1965)
may be appropriate for several reasons. A distinguishing
feature of the approach is the importance placed on the ego
functions of planning, logical thinking and problem solving.
This approach uses methods that advisors and advisees have
learned under other names and have used often in their work
as teacher or student. Since the generic themes of the
approach are familiar to academicians, their acceptance and
application of aspects of ego-counseling in advising may occur
more readily than if some more alien approach were proposed.

Second, ego-counseling allows the person to both
acknowledge and analyze the feeling components that are the
obstacle or are associated with obstacles that have come
between one's present situation and desired ends. Ego-

1
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counseling is, thus, concerned with intellectual analysis --
with the individual's thinking. It focuses on the personal
condition of the individual by reasoning about and revising

personal (rather than abstract) reality problems, plans, and
actions (Mosher § Purpel, 1972).

Ego-counseling may be viewed as a combination of
four activities. They are (a) defining and describing the
current state of affairs, (b) formulating the desired end
state or objectives, (c) considering obstacles and (d) reach-
ing desired goals. In this approach the "client" becomes an
investigator and with the help  of a co-investigator, the
counselor, is involved in activities of questioning, under-
standing, and planning parts of his/her life. In each of
the four major activities the client, whether an advisee
working with the advisor or the advisor working with the
advising coordinator, plays an active-role in defining and
determining the future course of events that are to take
place durlng the process of advising. ‘

. As a co- investigator the counselor (in this case
either ihe manager or the advisor) provides assistance
throughgroflection of what the client (advisor or advisee)
is saylng Reflection focuses on the meanings or feelings
1mp11c1t in what the client is saying or doing as they bear
on consequences, planning or taking action. Particuilar

- aspects%of reflection are found in counselor activities of
o~ quest1oq1ng, interpretation (a form of reflection about
client exper1ence that is not yet in the client's awareness),
" and confrontatlon (a means of interpretation that challenges
the cllemt to analyze an apparent contradiction in client
th1nk1ng or behav1or) The co-investigator counselor proceeds
with Socratlc “irony to aid the client in the client's
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investigation and does not conduct the investigation for the
client. :

Mosher and Purpel conclude that in ego?counseling
there is a}pfgce for the client‘s thinking, the counselor's
thinking and objective evidence. They go on to suggest that
teacher supervision, in a discussion where a supervisor
explores and pursues with a teagher solutions to instruction

problems which the supervisor strives to understand both

objectively and as the teacher sees them, is very close in

methods -and goals to ego-counseling. Thus, talk about oae's

self, the actual situation and the self-in-situation are
integral to ego-counseling and important in the supervision
of teachers. We propose that ego-counseling as a framework
is also appropriate for the supervision of faculty advisors
and for use by the advisors with advisees.

In the case of advisor-advisee interaction advisees
who express concern about academic progress might be asked by
the advisor to describe and to examine their view of school
life, their role as student, their current performance, or
their mastery in school tasks. Second, advisees wculd be
encouraged to project self into the future and to discuss
conception of career and general life aims, and to portray
their images of self and ideal self. Third, both advisor
and advisee would consider obstacles to advisee aims and
aspirations and ways in which the obstacles might be resolved.
Finally, the advisor and advisee would develop plans for
action that are designed to overcome or to circumvent the
obstacles.

The ego-counseling pradigm may be used from
jnitial contract-making between advisor and advisee to the
exit interviews where advisees are going to ancther advisor
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or are leaving' the 1nst1tut10n. The approach lends itself

to the process of llstenlng to the advisee state the need or

problem, to setting goals and to finding ways to achleve -
desired ends. The emphasis at all levels is on mutual

cooperation between partners in discovering insight or action

that aid the advisee. ‘

The manager, in working with advisors, may also
use the ego-counseling framework. The activities of defining
what is, what should be, what obstacles exist, and what to do
to reach desired ends are applicable for each advisor. The
manager works with each advisor in ways that may be appropri-
ately used by the adv1sor in working with advisees. The
analysis of role, current performance, expectations, career

long-range plans may be a part of the manager's interaction S e

with some advisors. \ : : . f
The manager may choose to involve all advisors in

discussions or analyses of these issues whether or not they

bear on the immediate situation confrontlng the advisor.

Since the ego- cpunsellng framework is generally appropriate

for many of the questions or problems posed by advisees,

consideration of the framework may be useful preparatory

work for the advisor. If advisor-related data are used to

discuss the framework with advisors a relevant sequence of

experiencing, discussing, planning and using the framework

may be initiated. The advising manager may help advisors to

learn the ego-counseling framework by modeling this approach

as the manager works with advisors on problems or questions

posed by the advisor.
The application of an ego- cougizilng framework for
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managing advisors and for working with advisees is based
on two aééumptions. One, that persons do change their personal
plans, ideas and perceptions about themselves and that these
changes should be, wherever possible, made conscious and
> examined.‘ Thus, the advisor, as well as the advisee, may
benefit from thinking about how they. have, should, or might
change and how these changes impact on“the&r~1&fe~and~fhei?~*~ﬁ~www«~~w-i
work. . ) |
; Second, that a valid objective for the use of the
framework is that the individual think about and make decisions
on a problem in‘reality. An individual is one's own agent of
change and is presumed to have sufficient acuteness of mind
to formulate and resolve questions and problems that bear on
one's situwation. The role of "advisof" is to stimulate, |
facilitate and, at times, interrogate the advisee in thinking
‘ about the situational concerns and planning for their resolu-
\ tion. In like manner the role of advisihg manager is simi-
larly designed to assist faculty advisors in fulfiiling their
- duties as advisor. What we advance here for one role may
also be considered for its implications for the other, and
we think similar, role.
In order for the advisor to carry out the primafy
task of acting in the best interests of the advisee, both
parties must be clear about what 1is involved. For this we
have proposed negotiation of an adviéing contract. An early
portion of the advising interaction, or the exchange between .
R manager and advisor, might best consist of discussion about,
the nature of advising: What is expected? What is either -
party willing to provide? What is needed? What are the
special skills (or limitation§) of the advisor? What 1is
. ™




the primary task to be accomplished? How is progress measured?
How will difficulties that arise be handled? How may the
arrangement be terminated? The questions to be explored,
aspects about the other person to be learned, the terms to

be defined -- all seem unending. Yet this beginning, the

early framing of the arrangement between the two sarties lay

‘the foundation for transactions that are to follow.

; From this pool of mutual understanding“fiéﬁéwgﬁé*
contract about advising. A shared definition of what is to
be accomplished, the-principal duties of each party, and the

procedures to be used to monitor, evaluate, or change that

arrangement. Since each party has personal needs as well as
resources, the contract represents a compromise acceptable

to both. . We hold that the idea of a contract between parties
serves the relationship between manager and advisor as well
as the arrangement between advisor and advisee.

The contract, even though it may be less than a
formal written document, sﬁells out the duties of both parties
in their joint effort to reach shared goals. The terms of
the contract specify activities that are acceptable as well as
those that are not. Both parties in the relationship have a
need and a right to participate in framing the arrangement
that will impact their college work.

. LEVELS OF ADVISING

In an earlier publications(Kramer and Gardner, 1977)
we differentiated between Level A and Level B advising. Level
advising is the provision of technical assistance in the form
of policy interpretation, information, checking for errors or
other assistance. Level B advising occurs when the advisor
provides the advisee with opportunities to work through diffi-
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culties associated with being an adolescent as well as being a
student by means of an interaction with a knowledgeable and
understanding adult. Level A advising may be viewedias the
informational aspect while Level B represents the developmen-
tal needs sector, with both A and B found in some proportion
in most advising scenarios. .
This notion of different kinds of levels of advising
is congruent with the need for a contract or understanding
between the principal participants. We think that the manager
in the supervision dyad, and the advisor in the advising dyad,
should press to make‘expli&it a discussion of what is needed,
when, and by whom early in the exchange. Further, we maintain
that the ggo-counseling framework may be used to carry on the
dlalogue leading to the contractual understandlngs, In both
settings, the exchange between supervisor- advisor and between
advisor- adv1see discussion may ensue about the present and
anticipated state of affairs for either the Level A (informa-
tional) or Level B (developmental) aspects to be contained in
the contract. In either case the activities of defining the
current conditions, formulating the desired end state,
considering possible obstacles, and planning to reach goals
are appropriate. The products ‘of these focused discussions
are a major part of the understanding reached between supervisor
and advisor or between advisor and advisee. Thus, the actions
taken or the responsibilities accepted by either party\flow
from a joint understanding of the job to be done and the part
to be played by either or both participants. A framework which
helps participants to understand what the process of advising
might become serves to both facilitate a systematic explora-
tion of that process and to increase possipilities for the
attainment of those objectives.
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Chapter 5
The Manager as Supervisor
:
QUESTIONS:

4 WHAT RESPONSIBILITIES DO YOU HAVE AS AN ADVISOR?

J HOW WILL YOU CARRY OUT" THESE RESPONSIBILITIES?

J ARE THESE DUTIES COMPATIBLE WITH YOUR OTHER
FUNCTIONS? |

4 CAN ONE BE BOTH MANAGER AND SUPERVISOR?
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One of the oppoitunities that result from your role
as manager is that of assisting advisors in becoming more pro- \
ficient as advisors. Your position will lead others to view .
you as teacher, educational leader and, probably, master advisor.
Warranted or not, many advisors will perceive you as a skilled
and knowledgeable practitioner of the advising process. Advisor
perceptions of you can act as facilitators or inhibitors of a S
‘mutually rewardlng supervisor -- advisor relationship. In
like manner, advisees perception of the advisor may serve to
aid or hinder the advising process between them. \ |
~ Much like teaching, advising is not only verbal ‘ %
communication but also a fundamental social process between '
advisor and advisee. Thus, your superv{sion of advisors must
concern itself with advisors as persons. Mosher and Purpel !
(1972) note three sources or problems for supervisors working S e
. with teachers. The first is the advisor, the person as he is
and as he is developing. Because of the difficulty of
separating ourselves from our many roles, the superv1sor |
inevitably confronts the person manifesting himself in the :
advising role. Although this advisor-as-person phenomena does
have many positive consequences it may also lead to undesirable
outcomes in advising. As supervisor you must be prepared to
help the advisor confront the less-desirable consequences that
occur in this advising relationship. What may be easily
‘ discernable to you may be difficult for the advisor to recog-
nize or to accept. Your own courage in posing the difficult
question, the value-laden hypothesis or the penetrating
observation may be helpful in aiding the advisor to explore
uncharte.! waters. '
Second, the advising supervisor attempts to under-
stand the advisor's relationship toward advisees as pe ple.

«
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How does the advisor view advisees, what are his attitudes
about students, does he like them, respect them, fear them?
These questions are important because they involve the
advisor's personal aptitude to reach advisees as people.
Melanie Klein (1963) writes of projective identification as
a process that allows one to project parts of one's self,

‘both good and bad, ‘on to other objects or persons. If, for

example, an advisor is fearful of his own incompetence,"
that part of self, the incompetence, can be split-off and
projected onto, say, studeats. Thus, the advisor can then
feel more positive about self and more negative about those
incompetent students. The implications of such processes
for advising hardly need further elaboration.

Similarly, the advisor may split off and project
some poslitive element of self to counter or dilute a nega-
tive valence held by student advisees. For example, if
advisees are particularly disgusted with the quality of
teaching in the institution or are questioning the value of
attending college, advisors may inadvertently project positive.
feelings about out-of-classroom experiences onto %r into
advisees in an attempt to counter or to dilute advisee reac-
tions about teaching or quality of college life. Your own
position, external to the interaction between advisor and
advisee, may offer useful pe;spectiVes to help advisors
explore the extent to which projection is a part of the r
advising interchanges.

. - A third area with potential for problems is that of
teaCh6$~autonomy. Supervision of any kind inevitably con-
fronts views held by professional practioners, be they
teachers or advisors, regarding freedom, self-direction,
accountability, and self-monitoring. A basic issue bestween
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each advisor and the advising manager concerns development of
a working relationship that, while ﬁelpful to the advisor,
does not unnecessarily intrude upon thefAdvisor's image of .
self as an autonomous professional. Your experience to date
may already suggest that the last thlng you mention publicly
is that you manage anything. Your own dllemma is how to
manage advising wichout being percelved as a manager and how |
to carry out managerial functions in a non-managerial manner. ;
In short; how to supervisor advisors..: ’

As a supervisor you are engaged in ‘two distinct
but overlapping tasks. One is to assist advisors in the
process of becoming better advgéors. In this sense you may
function as a teacher, creating situations that aid each
advisor in assessing present skills and in developing com-
petencies that facilitate advising.

A second task of the supervisor is to act as
leader and manager of the advising team. Here the supervisor
endeavors to structure and monitor the activities of advising
in ways that aid both the advisors and the advisees. The
gathering and dispensing of appropriate information, evalua-
tion of advising services, determination of advisee needs

~that require assistance, and the formulati:;‘gﬁ/policies and

guidelines for advisors are examples of ac€Ivities where
the supervisor assumes a leadership role.

PROTECTING YOUR ADVISORS
The title of this section implied that your advisors

may be incapable of protecting themselves and must, therefore,
rely on you. On the contrary your experience with them may
suggest the reverse to be more in keeping with reality.
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Differences between fantasy and reality aside, this

section is concerned with one of your duties as the manager for

faculty advising.‘ This duty, to give it a name, is to patrol
the boundaries around the process of advising. We assume that

:ddvising by faculty may be differentiated from other activities

and functions pbat occur in your institution. What is
suggested and we think, required is that someone accept the
responsibility of protecting the boundaries of advising and
of monitoring or watching thg transactions that cross the

A A v 53 - )’ K 5 - » » » R -
boundary between advising and other activities 1n the univer-

sity. Frequently, the person who holds the role of leader or

manager of a work group also holds the responsibility for

watching and maintairing the boundary that separate members of

the work group from other task or work groups in the institution.

The reason for assumlng boundary protection or

‘boundary maintenance activities is, simply put, to shelter the

advisors from encroachments that might interfere with efficient
completion of the advising task. An example may be in order. -
For example, the registrar of your institution may want faculty
advisors to assume additional duties of collecting information
from students. This reques{, and the subsequent reactions to,
or compliance with, if made directly to faculty advisors, may
interfere with either the procedures or the process of advising
by faculty. Our point is that it is your responsibility as
manager of advising and the maintainer of the boundary around
adV151ng to receive or intercept the .request from the Reglstrar
and to ascertain the va11d1ty and probably consequences of

_compliance. An issue is not how you deal with transact1ons

aimed at faculty adv1sors, whether you accede, refuse,. or refer
the request to an appropriate decision-making body, but rather

that you function as a lightning rod to protect the advisors in

e
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the advising system from requests or transactions that may be
disruptive to the task of advising. Thus, one responsibility
as manager is to anticipate, receive, and "handle" as many of
the messages directed to your advisors as possible. This does
not, of course, suggest that advisors may only receive
communications that have been cleared by you. Realistically
we hope that you will be able to intercept some of the
communications that have been directed to advisors because
they have the role of advisor and, presumably, may provide
some assistance to those who send the communiques.

A second responsibility is to coordinate some of
the transactions that take place between your advisors and
others outside the advising system. The point is that although
some of the communications originated by advisors represent
distinctive needs of individual advisors, other communications
represent needs commonly experienced by many advisors. This
latter instance may be adroitly handled by the advisor manager
if you have advance information about the need and can marshall
responses that will satisfy the demand. *

Your efforts to fulfill your responsibilities as
advisor manager, however pleasantly posed, will likely arouse
advisors to respond to their perceptions of your authority in
ways they responded to former '"parent" figures (or other
authorities in their youth). Your demands or ?equests‘will

likely generate tension, anxiety, angeraand resistance on the

_part of advisors. Our point is that such consequences do not

necessarily suggest a reduction or avoidance of -demands, on
the contrary, demands should be made and emphasis given to
understanding and analyzing the nature of the reaction to

the demand.
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For the advisor, your request about how advisor
responsibilities are to be carried out are preludes to dis-
cussion of ‘how you may help the advisor in this work. 1In
addition, discussion about your manner of making the request
and advisor reaction to it serve to sensitize the advisor
to how to proceed in making requests orT demands in working
with advisees.

' A tendency for some persons is to deskiil or down-
play potential influence when working with others having
fewer skills or less influence. For faculty, this sometimes

‘takes the form of attempting to be just 1like students and to

deny any difference that exists between students and faculty.
One primary motive for such efforts may be to deny the
authority that resides in the role as well as avoid the
responsibilities or consequences that go with the authority.
1f one doesn't recognize the authority, perhaps one may avoid
dealing w1th issues that surround this important difference!
Hauser and Shapiro (1976), participant observers

in groups of faculty and students in a private secondary school,

report that attempts to abandon school role behavjors were

common among faculty members present in the groups. The

.observers suggest that faculty attempts at role erasure, to

e}ther abandon or blur the faculty role, represent ¢fforts by
faculty to cope with a- highly stressful 51tuat10n

In these groups faculty also attempted to deskill
themselves, to minimize whatever strengths they had for dealing
with the tasks of the group. Attempts notwithstanding, faculty
exerted a powerful impact on group behavior. Being clearly
marked by the school system as persons in authority‘and leader-
ship positions, faculty were rpmatural” leaders for the group.
Where faculty rejected the work-leadership position through
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role-erasure behavior they then became leaders of attempts to
thwart work being done.

We anticipate that faculty behavior described by
Hauser and Shapiro may, for similar reasons, occur in the
_advising relationship. Also, in your own situation, you may
be tempted to downplay the difference between the roles of
manager and advisor. By becoming more like an advisor you
may attempt to avoid difficulties encountered if you have,
in fact, differences in roles and duties., Your job, however,
is not only to see that advisors are content but also that
advisees are advised. To do this both you and your advisors
must know the scope and limitations of your functions and
comvetencies as well as those of the advisor.

ACTIVE SUPERVISION
‘ Most people wish to retain the notion that what they

do is productive and beneficial and will generally conclude
same without using specific criteria to support or refute such
a stand. The fact that you as manager may trigger the -process
of reviewing work to date, suggest criteria to be used in the
analysis, and assist in analyzing the data that is generated
is often helpful. As you well know, the process is also often
threatening to advisors and one they resist with little or no
encouragement.

Although this advisor self-assessment may occur in
many formats it usually will result from a direct intervention
by the advising manager. Thus, a series of specific questions
to an advisor posed during informal conversations or in a more
formal interview between advisor and manager may provide
opportunities that are conducive to this preventive and develop-
mental activity. Some managers may wish to sponsor group
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meetings or seminars to accomplish somewhat similar objectives.
Gosling and Turquet (1967) describe a seminar designed to aid
general practitioners in medicine gather a better understanding
of thespsychological aspects of their work that may be
appropriate for a similar use with faculty advisors.

The seminar is voluntary and is scheduled at regular
intervals. The general purpose of the seminar is to provide
an atmosphere where competent practitioners have the opportu-
nity to analyze, with the help of their peers, aspects of a
relationship between themselves and their patients. The focus
of the case presentation by a practitioner and of the discussion
that follows is on the nature of the relationship between the
physician and the patient. The discussion does not focus
unnecessarily either on the doctor or the patient but on the
relationship they share.

To some degree the impact of the patient on the
physician will be transmitted to the life of the seminar nd
will appear within the relations existing there (Gosling and
Turquet, p. 27). Thus, some of the factors and some of the
consequences in the physician -- patient interaction will
emerge in the interact’on during the seminar and may become
topics for examination and discussion.

A similar seminar designed for faculty advisors
may encourage advisors to examine the nature of their relation-
ship with advisees. In the seminar the advisor has the oppor-
tunity to study the experience already gained with advisees
and may use the seminar to find new ways of interacting with
their advisees. The model of the seminar alsc provides the.
advisor with an opportunity to explore the relationship with
the advising manager.

The use of such a structured activity with advisors
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has other benefits. The increased interaction between
advisors and between advisors and manager‘provides one means
of exchanging all kinds of communications. Also, the fact
that persons become both more knowledgeable about and more
cdmfortable‘with others in the seminar strengthens ties
between members of a common task system, the advising network.
The work of initiating and maintaining the seminar will likely |
fall to the advising manager. Firm continuing support from
the manager will be needed, especially in settings where
advisors have few historical or persenal incentives to assess
or improve the advising system.
If the emergence on your campus of a seminar for
advisors is viewed as an innovation the views of Baldridge and
Burnham (1975) may be instructive. In writing of- how innovation
takes place within organizations they suggest that individual.
’ : characteristics have little effect on producing more innovative
' behavior among individuals or organizations. On the other
hand, variables of position in the organization and role,
persons having power, sanctions, communication linkages and
boundary roles appear to be important factors in the adoption
of innovation. Another way of looking at your sItuation as
advising manager is to suggest that if you are unclear about

your status in the organization, a sustained attgmpt to pro-

duce innovations such as seminars for advisors mdy produce
startling clarity about that issue for all involved.

SUPERVISING ADVISORS IN GROUPS ) //
Although crucial aspects of supervisjon are found

in individual supervision, working with adviso in groups

has its own benefits. The gathering of professivpal colleaguqs

for the purpose of improving advising, and perhapraéziiiij;//
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confronts directly the issue of institutional priority about

advising. Beyond the institutional level, each advisor attend-
ing the group meeting must decide their own levels of commit-
ment, participation and personal'exploration as the group
sessions proceed. One value of the group format is that
participants are enriched by the experiences of others. The
discussion and comparison of perspectives of different indivi-
duals from different settings broadens the array of alterna-
tives and options from which’ each advisor may choose and plan
subsequent advisor action.

This is not to suggest\that group consensus is the
final arbitrator for what is learned or resolved. Although
the final responsibility for participating and learning rests
with the individual advisor, mutual exploration enables all
to affirm both their personal qualities and their unique
advising style in meeting this important educational need of
advising students. '
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Chapter 6
Advisor and
Advising Appraisal
. QUESTIONS :
. J HOW MAY ONE CONCE‘P‘TUALI“Z‘E EVALUATION?
" J WHAT ARE SOME ASSESSMENT ALTERNATIVES?
J WHAT ARE THE EFFECTS OF ADVISOR ASSESSMENT?
J WHAT ARE SOME USES OF ASSESSMENT DATA?
J WHAT ARE SOME OF THE PROBLEMS OF APPRAISAL?

14.
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The act of appraising is to set a value on, or to
judge as to quality or status. Applied to advising and to
advisors 1t suggesté a process of observation, contemplation,
and judgment by an observer. In our view appraisal refers
to a process where advisors may.enhance or review their ‘ ;
awareness of their performance as adyisors. Basically, -
appraisal mechanisms serve to help faculty gathef information
about what they are doing, as advisors, how well they are - |
performing particular activities, and what results appear to ‘ %

‘be associated with performance of the behavior in question. N
Appraisal data, then, are gathered to educate advisors and to

evaluate their functions as advisors.

. The typical goals of appraisal or evaluation may be
classified into two broad categories, improving the process

~

and determining the employment status of personnel. The former, N

. also called formative evaluation, is designed to foster pro-
fessional development and improvement while the latter, summative
evaluation, aims to provide data to be used to judge outcomes
and to make personnel decisions. Institutiens already are
jinvolved in conducting both types of evaluations in an effort
to increase accountability. ‘ ' ‘ .

Accountability is defined in relation to responses

to the questions: accountability to who? and accountable for .
what? The advisor, we believe, is accountable to the advisee \
and to the institution. As a partner in a collective endeavor
the student has the right to expect and the responsibility to
demand effective performance from the advisor. The institution,
through the role of advising manager, also has the responsibi-
lity of making sure that advisor behavior does count, that
certain advisee needs and expectations are satisfied. Efforts

A designed to improve the accountability of advisors are those
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that generate data about advisor behavior that is subject to
discussion and interpretation by advisors, advisees and the
advising manager. The fact that all of the participants are
involved either in generating or interpreting the data
facilitates advisor accountability and the process'of evalua-
tion.

The term evaluation is reserved for that activity
which you perform for the institution. As director of the
édvising system it is your responéibility to balance the
needs of the system, generated mainly from the needs of,
advisees, and the performance of individual advisors. You
must judge whether advisor performance and potential is
sufficient to continue in thai role or if another advisor
should be called to serve in that place. )

The institution's approach to the three-part

- faculty respon51b111ty or research, teaching and service
must take into account unique characteristics of the relation-
ship between the institution and the faculty member. For
.research, the institution, acting through a department or
college, must determine the quality of the product. The
institution thus creates a mechamism to evaluate the quality
of the research produced by individual faculty. Based on

. this evaluation other decisions and plans are formulated.

In terms of the research portion of faculty responsibility
the institution carries out summative evaluation and designs
an administrative procedure to complete that function.

In terms of téaching or service portions of faculty
responsibility the institution needs to assess aaditional
outcomes. It is usually not sufficient for an institution to
be able to demonstrate oniy that faculty are in some ways
deficient in teaching or service obligations. There may be
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o
-a need within theiinstitution to improve the quality of teach- .
ing or service, and so procedures that facilitate such develop-
ment are required. In short, the institution. needs to organize
a system of delivering and evaluating service. Thus, formaiive
evaluations may be planned and used within the context of
ongoing teaching or service activities to help practitioners
improve their capabilities” and performance. ‘

i As readers no doubt are aware the advising coordinator
must be involved in conducting both types of evaluations. These
two types are, in fact, complémentary and results gathered from

N » one may be used to either generate or interpret data from the
other. For our purposes, however, we will discuss them

-

separately.

FORMATIVE EVALUATION
’ ~ The variety of assessment and evaluative procedures

do have an objective, and that is to 1mproue the advising of
students by faculty. We believe that improvement of a faculty
member's advising skills and, ultimately the advising service,
is derived from motivation to change held by the advisor.
Chanée and improvement on the part of the advisor is unlikely
 to be a result of legislation, administrative directive, or
drastic sw1tches in the priorities of what is important in
higher educatlon. Rather, change on the part of advisors will
more likely occur as a result of the advisor's dedication to
achieving competence in all of the functions required of
faculty.
First, however, the faculty member must see that
some change is necessary or possible. Cross (1977) cites some
tat15t1cs regarding teaching effectiveness for faculty at
one un1ver51ty that suggest this awareness may not be easily
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attained. Cross found that 94 percent of the -faculty rated
themselves as above-average teachers and 68 percent ranked

' themselves in the top quarter on teaching.performance. At
least in this one example the need for change and improvement
is definitely someone else's problem.

Efferts by the advising coordinhator to improve
advising skills must be perceived by advisors as consistent
with the parameters of the need, provade data about the
advisors' present level of competency, and be mindful of the
advisor's prerngatlve to reject the offer of assistance.
Since the advisor is the major determiner .of advisor involve-

\\ment in act1v1t1es designed to improve skills or te change
advlslng practices the data must clearly indicate. the need
for change. In other words the data should illustrate the
dlfferences that exist between perceptions of advisor ‘compe -

: tency by the.advisor and by advisees or other observers. If ‘
these data suggest that the advisor is judged not effective
by advisees, that the advisor frequently engages in behavior
that is characteristic of advisors who are judged ineffective
by advisees, then the advisor has a dilemma. If the advisor
has already reported or declared self as an effective advisor
the conflicting data from students produces cognitive
dlssonance

" The advisor has several choices, one to disregard
the assessment by students or from other observers, second
to change image of self to that of ineffective advisor or
third, to commit oneself to changing advisor behavior and
hopefully, student assessments. The first two options are
somewhat difficult, especially if advisees and the advising «
coordinator are privy to the data.
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Our view is that the more compelling the criteria
of advising effectiveness the greater the adviso: 's difficulty
in rationalizing the results. Thus, if one can demonstrate
that effective advisors engage in behaviors that are very
different from advisors judged as ineffective, and if the
target advisor is judged both ineffective and perceived as
using "non productive” behavior, then the advisor may be
encouraged to .confront the issues-of ghat change is needed
or desired. These ideas receive supbort from research in
teaclhier improvement (Centra, 1973; March, Fleiner and Thomas,
1975). Teachers whose self-evaluations were considerably
h1gher than thelr students ratings made some adjustments in
their teachlng within as little as half a semester after
receiving the rating results. Over a longer period of tame,
a wider variety of teachers made. some positive changes. One

‘'result, then, of a d4%a-based approach to assessing advisor

behavior and advisor competence may be the establishment or
readiness for assistance on the part of advisors.

This formative feedback to the advisor may be
designed to counteract the deficiencies of performance
appraisal interviews mentioned by Meyer and Walker (1961)
and Meyer, Kay and French (1965).‘ These studies concluded
that: (&) criticism in the interview has a negative effect
on goal achievement because if encouraged defensive behavior;
(b) praise appears to have little effect on goal achievement;
(c) mutual goal-setting improves performance; and (d) assis-
tance should be a frequent rather than an infrequent activity
between supervisor and supervisee. It is our contFntion that
evaluation that focuses on advisor behavior and advising
outcomes serves to assist.the advisor by specifying behavior
and facilitating énalysis by the advisor. This behavioral
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specificity also provides the advisor with concrete proposals
for action by identifying behaviors that are to be increased
or decreased. Third, the focus on advising outcomes provides
a rationale for changing or attempting to change advisor
behavior as well as a measure of effect or results of the
advisor's behavior change. |

SaAPLES OF AN INSTRUMENT

So far we've discussed the value of a data-gathering
instrument that may be used both with advisors and advisees.
A format we think holds promise is one where respondents

provide information for items such as those illustrated in
Figure 2.

Figure 2

Characteristic Indicate how important Indicate how .
of advisor it is for advisor to descriptive
help each item is
for your advisor

Not Very Not ‘ Very

1. Asks questions
about my college
experience 12345

2. Helps me decide
on a course
schedule 12345

An instrument with a similar format may be used to
gather information from advisors as well as advisees. The data
obtained indicates the relative importance for advisors of
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specified advisor behaviors and the degree of reported, or
perceived, similarity between survey items and the advisor's
current performance as viewed by advisees.

Table 1 presents average scale scores of faculty
and student respondents from twelve colleges who participated
in a consortium-wide need assessment program. Even though
comparison between means of a brief (five-point) scale are
tenuous some observations are interesting. It appears that
with the exception of the time about handling advising
efficiently, both faculty and students are in general agree-
ment about the importance of the items for advisors. In
terms of descriptiveness of the items for the advisor, how-
ever, some discrepancies are suggeste&, Students generally
view faculty as being less likely to involve the student in -
advising than do faculty. The items where faculty were
rated on faculty initiative in asking, checking, inviting or
understanding the student were scored lower by students than
by faculty. ‘Og“the other hand, students were more likely
than faculty to indicate the faculty did handle advising
efficiently and used knowledge of courses or course content
in advising.
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Table 1
mean Scores for Respénden‘ts from a Twelve-College Consortium .
Importance for Descriptiveness
Advisers for Adviser
Faculty Students Faculty Students
N=657 N-1966 N=657 N=1966
Asks questions about my experience )
at college. 3.1 2.9 3.2 2.6
Keeps well informed about my .
progress by asking me. 3.3 3.2 3.2 2.7
Understands me or asks for clari=
fication when | talk. 3.4 3.2 3.0 2.8
Invites me to-share my knowledge 3.2 3.0 3.1 . 2.6
Checks to see-if | understand his :
advice. 3.2 3.3 3.2 2.8
Makes -self adequately available to
Handles advising efficiently with- \
out hesitation. 2.9 3.5 2.7 3.2
Uses knowledge of specialization. 3.2 - 3.4 3.4 3.5
Uses knowlege of rules/regulations ;
of college. 3.4 3.3 3.4 3.1
Uses knowledge of courses/course
content. 3.4 3.5 2.5 3.1
Uses knowledge of vocational/post-
graduate opportunities. 3.3 3.4 3.3 2.9
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Scores on the descriptiveness section of the survey,
where faculty and students were asked to evaluate or make
judgments about advisor behavior, generally follow prior
experience or ratings of teaching. Faculty tended to give
themselves better rating than did students with seven of the
glever item mean scores for faculty higher than average scores
provide9’ y students. The four items where faculty means were
lower than $tudents means are general descriptor items or
attributes that are congruent with the faculty role. The
items on advisor accessibility (#6) and advisor style (#7)
are general descriptors while use of specialization (#8) and
information about courses (#10) may be viewed as “special"
prerogatives of faculty. Hence, students may use an "advising
is what advisors do" paradigm to give higher scores to faculty
on these four items.

One question to be raised about any kind of data is
how effectively the data discriminate between important
variables. Table 2 provides some information about the assess-
ment items presented here. Data in Table 2 indicate that
students reporting advising as not sufficient to handle prob-
lems were less likely to report advisors as engaging in
different behaviors or of doing these things often than were
students who were satisfied with advising. On the other hand,
students who were undecided about advising outcomes reported
that‘advisors did engage more frequently in the advisor
activities suggested by the eleven survey items than reported
by dissatisfied students but less so than reports by students
who were satisfied with advising.
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TABLE 2
PERCENTAGE OF STUDENTS REPORTING ADVISOR BEHAVIOR AND ADVISING ASSESSMENT

Advisor Meb With Me Often to Teke Care of Problems

k v YES UNDECIDED NO
'_SURVEY ITEMS (N=1105) (n=286) (N=h7L)
- DON'T SOME- DON'T SOME~ DON'T SOME-
Advisor Behavior KNOW RARELY TIMES OFTEN KNOW TRARELY TIMES OFTEN KNOW RARELY TIMES OFTEN
Asks questions sbout my experience 4 27 46 20 12 b5 32 6 11 55 2k 5
at college.
Uses knowledge of advisor's field 2 5 22 69 9 9 35 43 | 10 23 30 33
of specialization.
Keeps well informed about my 3 27 38 29 11 L7 31 8 12 61 18 5
progress by asking me. ,
Uses knowledge of college rules and 4 10 37 46 1k 18 38 27 13 28 32 23
reguletions.
Understands me when I talk by 4 16 bl 36 13 30 39 1h 13 L2 29 11
asking for clarification.
Uses knowledge of courses and 2 T 33 57 T 15 iy 34 10 31 33 22
course content.
Invites me to share my knowledge 6 28 35 29 12 L6 28 9 13 55 2l 7
and experience. \
Uses knowledge of vocational 9 1k 34 L1 18 21 38 19 19 38 25 13“
and post-graduate opportunities.
Checks to see if I understand 5 16 41 35 11 34 40 11 12 L7 27 10
advisor's advice.
Clearly describes advisor ' 2 7 30 58 9 20 39 27 10 36 33 17
responsgibilities. ‘
Routinely maintains communication 2 T 28 60 T 18 39 31 10 39 30 16

with me.
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Research done locally may suggest which advisor
characteristics are most appropriate for your advising system
and which characteristics discriminate between effective and
ineffective advisors. One might expect, however, that charac-
teristics perceived as related to effective advising may vary
according to changes in the culture of the institution. If,
for example, characteristics of the student population change
substantially one might anticipate that expectations about
advising would also change. Decisions to use assessment
procedures, therefore, must spring from an informed analysis
of your own institution.

SOME ASSESSMENT ALTERNATIVES
One alternative using instruments similar to the one

mentioned earlier is a repeated administration or time-series

. design (Glass, et al., 1973). Here, the same instrument would
be administered at specifiéd times during the semester or
academic year. The resultant pattern -of scores suggests
whether or not the advising program, or parts of the program,
are having a significant effect. For example, this design
might be used to determine if a discussion series with advisors
was associated with changes.of score reports provided by
faculty and advisees. A more complicated version, the multiple-
time series, may be used to also gather information from an
muntreated" group of advisors to determine the effects of a
program intervention such as the discussion series.

Another option to be considered by the advising
coordinator is the case study method. A case study is an in-
depth analysis of specific persons or parts of the advising
program. Using a '"paturalistic'" approach the program (or

_person) is studied as a whole. Thus, the assumptions, rationale,
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operating procedures, successes, failures and future plans
of the program” or the person are explored and compiled to
create understanding of that segment of the advising service.
A variant of this approach is the goal-free concept of
evaluation pnéposed by Scriven (1974). The central theme of
this approach is the examination of the program or project
irrespective of goals. In other words, the intent is to
discover and evaluate actual effects without regard to what
the effects are supposed to be. Scriven has argued that if
the main objective of evaluation is to assess the worth of
foutcomes,'why‘make distinctions between those that were
intended and those that were not? Applied to advising, this
procedure would seek to determine all the effects that result
from the interaction, or lack of 1it, between advisor and’

advisee.

EFFECTS OF ADVISOR ASSESSMENT
Systematlc use of some form of advisor assessment

yields positive effects for.the entire program. First, the
process clarifies for all concerned the scope of the advisor's
duties and responéibiLities. Thus, performance expectations
of the advisor by advisees or the advising manager are
available to theﬂadvisor for examination. The feedback
available from the process may be used by the advisor and the
advising manager to refine performance strategies and modify
divergent expectations.:

A second outcome is that the advisor-manager
relationship is clarified and reinforced. The combination
of evaluation/supervision ‘are compatible processes that
operate in the interests of the advisor and the advisee.

—— Since the advisor and the manager are partners working to

improve advising, procedures that generate valid performance

gis 15¢
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data are helpful. As advisor and advising manage plan the
program to gather data, discuss and interpret the results,

and explore the possibilities for change in advisor %uhavior,w
the emphasis is on the collaborative aspects of their rela-
tionship. The "referee'" approach to supervision, disliked-by
manager and advisor alike, are minimized or avoided.

Indeed the emphasis of assessment is an improvement
rather than criticism. Data is obtained not just to label
the incompetent but to identify aspects of advising already
strong as well as indications of where and how advising may
be improved. A related value of assessment procedures is
that documentation ics achieved. Repeated data-gathering

_permits the identification of changes in the relationship

between advisor and advisees. Thus, the advisor whose per-
formance is improving, the persons already performing
competently, and the person whose advising contribution is
inadequate or deteriorating.all may be identified. ‘
Through the use of assessment procedures the advising
manager may achieve the major impact of assessment, that is,
to meet the advising needs of students. By gathering data
about the process of advising from the major participants,
the advisor and advisees, the advising-manager may provide
the careful administrative and supervisory assistance to
making advising the productive enterprise it was meant to be.

USES OF ASSESSMENT DATA
Information gathered at the beginning of the academic

year may be used by advisor and advisees in discussing and
formulating conditions of the advising contract. In this
instance the assessment form is one means of gathering
advisees expectations of advisors and advising that may be

@ 157
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used as an integral part of programs designed toO improve

development of the advisor.

Finally, administration of an assessment instrument’
may be used to establish the effects on a dependent variable,
advisee reports, or some other programmatic change or inter-
vention. If, for example, the advisor changed from individual
to group sessions with advisees, reports from advisees
gathered before and after the program change serve as a depen-
dent variable and a measure of the effects of the change.

SUMMATIVE EVALUATION |
Another aspect of advisor assessment occurs when ?

the advising manager is requested to provide evaluative or
comparative data about advisors. The advising manager can |
set the stage for summative evaluation with advisors during . ;
the discussion of the advising contract, usually by mentior-

ing that summative evaluation is a fact of life in education

today. One may expect that requests for information about

advisors may come from the Dean, the Department, or members

of a tenure committee. The manager will usually not refuse

such requests, the manager may do so on the grounds that the

“advisor has refused to participate in the process, and may
refer the requestor to the advisor. In other words, if the

advisor wishes to not pérticipa%e in an evaluation when the 7
advisor must assume total responsibility for that choice. ;
The criteria for summative evaluation may include
the following requirements of an adequate advisor:
1. Availability to students, judged by office hours
(posted) and comments of students to the manager
(which may be checked with a telephone call, so
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that spurious comments are not allowed). Three

——m e s checks for office hours usually are sufficient;
~every advisor must give an office telephone number

. or a number for office secretaries to advisees.

2. Mastery of information: advisors are expected to
know the content of the advising handbook and the
content of the "events memos'" distributed by the

. manager. Calls to the coordinator's office to get
information are viewed positively and encouraged;
student complaints about advisors who do not know
advising information are treated seriously and
count adversely when verified.

3. Attendance at workshops and availability at key
times: there are a certain number of required meet-
ings each year: failure to attend or notify the

‘ ' ~ manager in advance is weighed heavily against the
. advisor. Arranging ébr a substitute is allowed.

4. Cooperation on special cases: advisors are expected
to refer special problems and to collaborate in
discussing solutions. Cooperation is defined in
terms of initiation with the manager/s office and
follow-through.

Advisors failing in any instance on 1, 2 or 4 are
judged to be inadequate. Advisors may be allowed one mis-step
on 3, however, a‘second unexcused absence usually means an
inadequate rating. An adequate rating for advisors may mean:

® a recommendation for tenure
[ a "standard raise'" if these are given
® acceptance if they are nominated as advisors in
the future
h ) no negative comments to the Dean or Department Head
@
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Failure to achieve adequate status means that none
of the above will be extended, and that negative comments on
specific shortcomings will be communicated to the manager's
supervisor.

Superior rating is achieved when:

1. All of the above are in good order, and
2. The advisor goes above andxbeyond the call of duty,
which means:

a. giving advisees full support with the bureau-
cracy as evidenced by petitions .or academic
actions at end of term,.

b. taking initiative with advisees: calling them
on the phone, helping out with hospitilization,
absences from classes, etc.

c. taking the initiative with manager's office:
calling about special cases, making construc-
tive suggestions, being "on top of the
situation" when inquiries are made and refer-
ring students promptly. -

d. being sensitive to advisee needs beyond

- academics.

Performance in this general area is based on simple
observation of the advising system: wusually there is sufficient
interaction between students, the manager and advisors to make
it relatively easy for the manager to judge superior performance.
A superior rating means: ‘
recommendation for merit raises (all equal)
enthusiastic and strong support for tenure
requests for further service as an advisor
praise to Dean and Director at any opportunity

s

praise to peers

1(3() \
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During the contract setting between the mahager and
each advisor the manager should indicate that a notebook is
kept in which notes relative to the evaluative criteria are
maintained. The notebook is the property of\the manaéer and
.no unverified complaints are recorded.

When an advisor
approaches the "inadequate'* stage, he may expect a letter or
a phone call from the manager.

Hearing nothing means adequacy.

When summative evaluation is requested of the manager

the" standards mentioned above are provided. Advisors may be

notified that the manager has asked to give an evaluation,
and may be invited to discuss the evaluation if they are
interested. \
manager may:

I1f the manager has doubts about an advisor, the
°

seek clarification by talking with the advisor or
with advisees, or
L ’

refuse to give an evaluation on the grounds that
the manager has insufficient information, or
°

give an evaluation based only on what is known,

-

emphasizing that this is not the standard procedure
and must be accepted as a partial measure.

L

ORGANIZING SUMMATIVE EVALUATION

It is important to set clear standards in advance,
to get agreement or understanding of the standards, and to

define the standards in Such a way that performgnce can be
measured, usually in terms of some obvious behavior. For
instance, advising knowledge is judged jn terms of knowing
(i.e., being able to tell students) specified material.
Judgments by the manager are only used to place advisors into

the superior category, so that no advisor will be singularly
effected by these subjective impressions, since the manager
p ﬁ !
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could misjudge advisors in some cases. It 1is preferable to
have' every advisor receive a summative evaluation since this
decreases feelings by faculty of favoritism or discrimination
by the manager.

In carrying out an evaluation many questions are
asked. Initial questions are designed to establish adequacy
first of all with subsequent questions designed to provide
supplementary information to establish the superior rating.
The manager may choos; to use an absolute cutoff of points
for an adequacy rating and to curve total points for the
superior rating. In other words, summative evaluation should
be designed to establish a minimum competency of knowledge
and service that all advisors are required to meet. In
addition, the evaluation may be designed so that a predictable
proportion of all advisors will be granted a superior rating
for their advising service. \

One consequence of summative evaluation as we
describe it is that it builds accountability for the advisor
and the advising service. Not only do advisors know what is
expected of them, they know how they will be evaluated, the
substance of their own evaluation and which members of their
advisor group received gold stars. The fact that these
evaluations find their way into the mainstream of department
or college bdsiness, or across the Dean's desk, will not long
go unnoticeéd. We mentioned earlier that advisors have three
choices when faced with evidence of poor performance in
advising duties. First, advisors may disregard, downplay or
pooh-pooh the source, second, they may admit the validity of
the data and accept the label of ineffective advisor or third,
they may attempt to improve performance and thereby change
the nature‘pf the evidence about their advising effectiveness.
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Within the context of summative evaluation activities
described here we anticipate that the first two options may be
less desirable to faculty and that most advisors will find the
motivation to improve both their advising service and the out-...
cdmeS'which result from these efforts. -

SOME PROBLEMS OF ASSESSMENT
One major difficulty is that the entity to be

measured is, to say the least, not easily quantified. Per-
haps one could go further to say that even common agreement

as to definitions of the process of advising, the product of
advising or who, ultimately, should be accountable is not

that widespread. At this stage to be definitive rather than
suggestive regarding cause and effective relationships in
advising is to court disaster.

) Whether drawing on data generatéd by advisees, self-
reports of advisors, advisor colleagues, the advising coordi-
nator or on data drawn from other aspects of the institution, -

~evaluative judgments cannot escape the twin perils of subjec-

tivity and continuation of value. All data must either
originate with persons and thus be subject to their biases
or be summarized and interpreted by those who espouse certain
categories of value and, therefore, importance. This truism
is not to suggest that assessment should not be attempted,
rather to assure the reader that most (probably should say
all) attempts at assessment will be met and accompanied by
dissenting voices questioning any and all aspects of the
assessment process,

Another issue in assessment is common to attempts
to evaluate faculty and their services. The dilemma is
whether standards for evaluation should be agreed upon in

o 7
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advance (criterion-referenced), or norm-referenced, that is,
based on a faculty member's relative standing among peers. In
our discussion of summative evaluation the standards discussed
for adequate performance were criterion-based while the
approach used to Tdeﬂtify superior performance were NOTm-
re;ferencedai We~e;§é¢t that given the variety found in higher
education a case may be made for using both approaches. Norm-
referencing, or how persons distribute themselves over a

given trait, may be used when excellence, or lack of it, is ‘to
be a major assessment task. On the other hand, criterion-
referencing, or the absolute mastery of a given task, may be
appropriate for those aspects of advising when competence is
not only desirable but necessary. Be assured, however, that
regardless of whith you choose some will think your decision
fallacious.

A final problem about assessment that plagues the
advising coordinator is the cost of evaluation. There are
costs in terms of actual dollars, time and personnel needed
to carry out even the 'simplest of assessments. The dictum
”you get‘what you pay for" may have been uttered by some
administrator beleaguered hy the consequences of some inex-
pensive, but ineffectual, assessment program. Assessment |
funding should have a place in your budget in the same manner
as you allocate funds for any other substantive part of the
program. By treating evaluation as an important part of the
program your attempts to justify, Qesign and use assessment
procedures will merit serious consideration from those with
whom you work.
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. THE PROCESS OF CAUSAL ATTRIBUTION
One assumption behind most efforts at assessment

or evaluation is that discrepancies between program objectives
and' program assessments are émenable to influence and change.
One process that makes this assumption difficult to master
comes from attribution theory. Attribution theory is a theory
about how people make causal explanations about how they
answer questions beginning with "why?" It deals with the
‘information they use in making causal inferences and with
- ~ what they do with this information to answer causal questions
| (Kelly, 1973).
Applied to advising and advisors the theory may be
helpful in understanding how to use or design certain aspects

of appraisal systems. Specifically

attributionm comes into
play when persons respond to quesfifns such as "why do some
. advising procedures work?" or 'why d\-:'so‘me advisors receive
low ratings from advisees?" or "why‘ﬁo some advisees not seek
"out their advisors?! If we asked these questions we might
expect the causal attributions, the reasons why this behavior
occurred, to be assigned to one or more of three factors,
the advisor, the advisee or conditions external to the advisor-
advisee dyad. The manner in which these attributions are
assigned has meaning for your work.

Kelly suggests that a person ordinarily takes actions
appropriate to the meaning his causal interpretation gives to-
his own or others' behavior. In other words, the causal
attribution identifies the causes of certain effects and forms
the basis for decisions about how to ac7 in order to hring
about the continuance or discontinuancelof those consequences.

wIn the case of faculty advisors we might expect that they will
. ‘consider recommendations for change in their behavior only if
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they perceive that their behavior, in fact, was a causal
agent in producing the undesirable consequence.

In order for you to bring about change in advising
practices or in the adﬁising system you may have to determine
how advisors, or advisees, explain why certain outcomes. occur.

"In some cases one may have to devise procedures that facilitate

1he discovery or alteration of one's attribution. Since
awareness precedes change some of your efforts as advising
coordinator may involve deliberate attempts to deal with each

in that order.

CONCLUSIONS :
It should be clear to the reader at this point.that

no one approach to assessment is infallible. The objective of
assessment, advisors and their work, is complex, hard to

define and constantly changing_ Diversity in assessment is
essential, for only by using several approaches may one approx-
imate the actual form of advising development'at any one point
in time. Attempts to treat assessment data as fixed measures,
therefore, should be short-lived. Like any organic system,

the ebb and flow of advising will constantly change shape

and direction. The coordinator turned evaluator must be at

* least as flexible and persistent.

Argyris (1970) offers a conception of the consul-
tant's function in terms of three primary tasks: generating
valid and useful information to deal with the problem in
question; helping to bring about free and informed choice by
all clients; and achieving internal commitment on the part of
the clients to the choices made. ‘

Applied to evaluation in advising these ideas
suggest that in both formative and summative evaluation
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b

efforts, the task of the evaluator is to provide opportunities
for others to obtain information, to make choices and to act

on those choites. Whelther the client is the faculty advisor
and the process form;ﬁive assessment or a college official
requesting summative ekaluation about advisors the task is

the same. Your job is to help them, the client in evaluation,
to learn, to decide and to act in concert with their objectives.

. @ ‘ 16
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~ Chapter 7
‘A Management
Information System

QUESTIONS :

J WHAT KINDS OF INFORMATION ARE NECESSARY?
® J HOW SHOULD THE INFORMATION BE COLLECTED?
’ J FOR WHAT PURPOSE SHOULD THE INFORMATION BE
GATHERED?
J HOW MIGHT THE INFORMATION-GATHERING SYSTEM

BE ORGANIZED?
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The managers of most systems are scmewhat idealistic.
Most hold to the notion that making decisions,‘managing and
evaluating the system will be improved with the acquisition of
a comprehensive informational system. In your role as direc-
tor or manager of advising you may fall prey to similar senti-
ments about the need and its possible solution.

As manager of a faculty-advising program you must
decide what type of information about the advising program is
essential to manage or direct the program. Although informa-
tion may be gathered about a variety of topics you may choose
to gathef data that answers the serial question ''Who does what
to whom, when, and with what results?" Information gathering
may be divided into four categories that represent attempts
to assess the advising system's effort, output, relevancy,
and efficiency.

. ‘ First, one may assess the degree of effort expended
by the system of advisors or, in other words, how many
advisees are seen. This form of information gathering focuses
on input to the system. How many advisees are seen, what are
their characteristics, what problems do they present, when
are they seen, and who sees whom, are examples of data that
may be obtained.

In this case data gathering is designed to provide
additional information about the characteristics of the advisees
or the advisors, about what types of questions or concerns are
brought to advisors for thgir assistance, or what is the pattern
of use of advisors during a specified time period. The data
may be used to describe who uses advising, what they use
‘advising for, and what time periods are busiest for advisors.
With such infgrmation you are able to describe the chief ‘
players in tiz\shyising system and give some indications of

ing played.
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Potential uses of such information might include
end of term or year reports to advisors, department heads,
senior administrators or your own supervisor. The information
may also lend itself to articles, newspieces Or Teports in the \ }
local media where one objective may be to inform the general ‘
college community of what issues or problems are being brought
to advisors by students. Data about patterns of use during
the term may be helpful to you in planning for advising services
or useful in programs of advisor orientation. Information
gleaned about the characteristics of students who use advisors
or of the advisors who are most frequently seen by students
may provide significant clues about elements in the population
of students that require additional assistance. In addition,
an analysis of advisor characteristics may help identify those
advisor behaviors, advising styles or advising procedures that
are perceived by students as bé’ing more helpful or receptive ‘
to those students' needs.

A second form-of assessment concerns measurement
of the output of the system, or what are the results or effects
of advising? What do advisees or advisors report as outcomes?
Are advisees able to make choices, are participants satisfied
with the results, does advisor-advisee contact lead to more
frequent interaction in other settings? These and other
questions are some of the matters that may be investigated when
focusing on the output of the advising system.

Efforts to assess outputs of the advising system
provide information that is of interest to many persons. The
information answers the "So what?" questions about advising.
With these data you are able to describe how advisees or
advisors evaluate advising, wﬁe;her they think advising was
productive or helpful or, whether they were satisfied with

170 8-
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advising. 1In addition, you may be able to describe associa-

ted events that appear to be linked to advising. For example,
advisees who frequently consulted their advisors may have .
fewer problems with registration, know more about the school,

receive higher grades or perform differently on other variables

than advisees who underused the advising system,

These data are the chief form of feedback to the
advisors about the consequences of their work as advisors. Be-
yond the level of the individual advisor's assessment of
whether or not a particular advising session was useful or pro-
ductive, these data indicate to advisors the effects of advising
in the general context of a college education. Administrators
and‘supervisors, too, will be interested in learning how advis-
ing may be said to assist students or aid the general educa-
tional mission of the institution. As you are well aware, any
“responses to these kinds of questions about advising impact
have significant influence when budget time rolls around.

The third kind of assessment data are those concerned
with system adequacy, in other words, a comparison of system
output to the needs of the population for whom the system
exists. Here, one is interested in whether the accomplish-
ments of the advising system may be providing helpful assistance
for learning about decision-making but neglecting to supply
students with information that could be used in reaching
decisions. Data obtained from this form of evaluation are use-
ful in determining whether the geheral goals or major objectives
of the advising system need to be changed. The ultimate
objective of any helping system is the provision of. help where
help is required. As you-évaluate your ‘own syétemfyou may
wish to gather information pertaining to the adequacy of the

program in meeting this objective. -
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For example, a needs assessment of students may
indicate great interest and concern about career and life
planning. On the other hand, a check of topics generally dis-
cussed during advising sessions may indicate much of the time
spent on registration, changing courses (T completing course
requirements. With these data in hand your advisors and
y9ursé1f are now in the position of being able to explore
the extent to which advisors may provide, and students will
accept, advising assistance designed to address career planning
concerns.

Finally, the fourth type of evaluative data for an
advising system concerns system efficiency or, comparing the
outputs or consequences of advising to the inputs, the neéds
and questions of advisees before they consult advisors. Here,
the maﬁager is concerned with whether the outputs or results
of the advising system satisfy, answer, or otherwise deal with
advisee requests or needs presented upon entrance to the advis-
ing system. In other words, you are comparing before-after
measures to determine how well the advising system solved or
assisted with questions and problems presented to advisors.
For instance, if advisees requested assistance with selection
of courses one would gather data about the appropriateness,
timeliness or helpfulness of advisor service designed to help
meet the need. Analysis of the data obtained is useful in
determining what parts of the advising service require adjust-
ment or change.

One measure that might be used to-detggmine the
efficiency of the advising system is the extent‘to which
students go to other help-givers for assistance after having
seen an advisor. Although‘it is acknowledged that some con-
tacts with advisors are best viewed as stéps in a referral
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process, where the advisor helps the advisee to determine

the best source of help available, this interpretation may

be overused. In other words, advisors may be referring students
elsewhere for assistance when the advising contact may be the
optimum setting for resolution of the problem. Data-gathering
procedures that identify what problems are brought to advisors,
where the advisor "stands" in a student's chain of help-seek-
ing attempts, and where in the chain the problem is finall)
resolved may indicate the help-giving efficiency of the advisiug
program.

HOW TO PROCEED?
As this presentation suggests there are numerous

types, kinds and variations of data about advisees, advisors,
or the advising system that may be collectéd. Before plunging
ahead with data collection you should consider two questions.
First, what kinds of data might realistically be useful to you
or your advisors, and if available, what implications would

these data have for advising procedure or policy?

WHAT INFORMATION IS NEEDED?
In regard to the first question one may begin by

literally constructing the types of data tables and reports to
be generated from the data. This approach forces one to
consider the end product of data-gathering and is helpful in
identifying the types of data that will or will not contribute
to your objectives. Another value of creating "mock" tables
and reports is that one discovers the most appropriafe format
for colleéting and analyzing data. A related value of
creating data tables is that you have examples to use in
checking your assumptions about what kinds of data presenta-

2373
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tion would be informative and useful to others.

As you differentiate between the reports or tables
you need also reach decisions about the need for data reported
on advisees, on advisors, or on fiscal or other matters per-
taining to the advising system. Consideration of the need
for an infﬁrmation system that will facilitate the creation of
reports may be aided by an exploration of selected areas of
concerns. They include questions about the frequency and
make-up of reports, what data will be collectéd, how will data
be gathered and how will the reports be used.

FREQUENCY OF REPORTS
Important questions are one, to whom are the reports

directed and, two how frequently are the reports to be produced?
Are reports to be generated monthly for distribution to advisors,
is there to be a semi-annual report to your supervisor, or is .
there need for an annual report to someone external to the
college?

A very clear understanding of exact numbers of
reports and the frequency of their generation is basic. Equi-
vocation at this stage of planning is likely to be associated
later with added difficulties and misunderstandings. If
decisions cannot be made relative to the number and the frequency
of publication of reports we think it may be symptomatic of the
need for either more information about the need or for review

——
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of the objectives for proposing a management information system.
N

Continuing efforts to congk{yct dodel reports suggest
the following‘criteria. Is the format\simpﬁe? Is 1s clear
what the report is trying to present? 1Is the report correctly
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titled? Accurately labeled? Easy to follow (read)? If the
report is to be used it must be useable. The time that is
invested in report construction and the review of model reports
is time well spent.

One may wish to consult with prospective users of the
proposed reports to determine how they envision a readable,
useful document. An added benefit of such activity beyond the
assistance gained in creating the report format is the early
involvement and investment of those for-whom the report is being
created. Adjustments in repoit format made as a result of this
prior consultation demonstrates to report 1o recipeints that
their interests, and input, were not ignored.

CRITERIA FOR DATA COLLECTION
Among the questions to be answered are one, how

frequently should data be collected and, two, what is the
density of data collection? The first question pertains to
whether data should be gathered continucusly or on somé periodic
or fixed basis during a term or school year. For instance,
should data be collected throughout the term or is it advisable
to gather information at specified times, say, prior to .
registration or during an add-drop period? One may conclude‘
that certain information be collected centinuously while other
information is only collected at specified times during the
academic year.

The second question has to do with determining the
proportion of total respondents available that are to be included
in the data collection. This becomes a question about sampling.
Do you want to gather data from the entire population of poten-
tial respondents or is a sample from that population sufficient?
If a sample is called for, what criteria should be used? Should

&
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A
the sample be based on a specified proportion of the popula-
tion, some element of usage, say, every third person who visits
an advisor, or on some time or date factor such as students
who contact advisors the week following mid-term examinations?

METHOD OF COLLECTING DATA
Assuming that one has'a clear understanding of the
\ usefulness of the data leads to another vital question. How

\Teasonable is it to expect that such data can and will be col-
ﬁected? Reality resting is crucial here for one should hold
feW‘misperceptions about how and by whom the data will be
reported and collected.
\ Will students provide information as expected? Do
advisors have time or will they agree to provide information
about advisiv -ontacts? Are there other resources available
to faculty gadvisors, secretarial staff, department offices, .
student assistants, etc., that may be used by faculty to pro-
videt some of that data that is requested of them? Since
persqns who generate or record information are such a vital
1ink in the entire process of information gathering the project
design must assure that they are or can be available to parti-
cipaté in the process.
' ,/’f‘ XY
EASING THE BURDEN FOR DATA PROVIDERS ;//
‘ In drawing up final-form instruments one should check

to see that natural language, terms that are clear and in usage
by data providers, is used on the forms. Additionally, one may
review the use of codes or checkoffs on the form and, if used,
assure that codes are found on both sides of the form. The
caveat here is that the simpler the task of providing informa-
tion, the more likely it is that information will be provided.

17¢
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Finally, don’'t request information when the need
for that information or its possible use are unknown. There
are a few things that antagonize persons more than dﬁscovering
that information they have provided has been disregarded or
jgnored. The burden will be on you to demonstrate that the
information you ask to have provided is necessary and will be'.
used to the advantage of the advising service.

BORROWING FORMS AND PROCEDURES FROM OTHERS
In the press of all the things you must do you may

be tempted to adopt procedures and formats from others rather
than generate them yourself. The logic is enticing. After
all, this other college is similar to your own, has an advising
system much like your system and uses an information-generating
system for the same reasons that you have advanced. Does it
not follow, then, that you might easily adopt their system
for your use? The clincher, in many cases, is that because
it would be so easy ‘to adopt another's system it would also
permit the installation of some system before school begins
next term or next year. Borrower beware, for expediency does
have its costs.

Since the existing model of information gathering,
be it a commercial yendor-suppiﬁed system or one developed by
another institution, was not devéloped with your specific
_needs in mind it is unlikely that it will complefaly'match
your requirements. Furthermore, the relative ease with which
a borrowed system may be used make it unlikely that you or
others will raise and face some of the hard questions that
should be answered prior to the installation of any information
system. For instance, the question about the needs or require-
ments of potential users of reports may be ignored. One could
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adopt a system only to.find later that it either duplicates .
efforts currently in existence or that it generates information

for which there is no consumer.

: STEPS TN DEVELOPING A SYSTEM .
X Schroeder (1977), inawriting about the design of

management systems for colleges, ‘presents a life cycle or series
of phases that systems go through from initial conception
through development and operation. On the assumption that some
of these same phases might be applicable to your consideration
of a management information system we have borrowed the concepts
and applied them to the creation of a management information
system for advising. The phases are as follows:
1. Develop a Project Plan. In this phase one would
' specify the objectives and note the assumption impli-
cit in the plan. Here, also, one would identify the .
types of alternative infprmation-gathering proposals
to be studied, the tentative time schedule to bg
followed and the resources required to coﬁplete
this phése. In- addition, one would spe<ify the per-
sons responsible for completing activities in this
phase and for carryinghout’the subsequent phases.
2. Study the Present Information System. One would
attempt to determine what information is presently
being generated by the advisors or the advising sys-
tem. If‘inforhation is being generated and recorded
one would identify how the informatioh is distributed -
and how and by whom this current information is being
used. In addition to specifying how the present
information system operates for the advising services,
this phasé€ provides some basis for suggesting altera-

. ) \
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tions or changes.\

Recommend an Improved System. In this phase,
planners suggest changes in the information system.
Experience gained through answering some of the
questions about information systems and resultant
reports mentioned earlier in this chapter prepare
you and others to formulate recommendations fdr
change. The review of model reports that have been

" developed, the consultations with proposed consumers,

and the discussions with persons who will be required
to generéte or record ‘information all serve as a
backdrop for the changes or alterations suggested in
this phase. \

Development of the Infcrhation System. This phase
involves the creation or construction of specific
portions of the program. Forms for the collection of
information will be finalized, procedures for gather-
ing, recording or transmitting information will be
created, reviewed and finalized, and responsibilities
for operatlon of the program will be specified.
Computer programs, or manual processing procedures,
will be developed during this phase. The completion
of this phase should find the information system ready
to be used.

Implementation. The information gathering progran
becomes operational in this phase. Ongoing training
or monitoring of certain parts of the program would
be expected to occur. The resolution of unforeseen
problems and changes in the program as experience is
gained are to be expected.
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6.. Operation and Evaluation. In this last phase the
o~ proé}am is operational. Next,: efforts are undertaken
" to determine if the program's output, data, reports,
documents, etc., are used and -if the objectives speci-
fied for the information systém are attained.

One value of using a set of procedures for planning
1ike the six-phase life cycle approagh;;uggested by Schroeder 1s
that the entire project must be conceived and treated as a unit.
This requirement helps to prevent fragmented planning or the
implementation of activities prior to an analysis of possible

cffects elsewhere in the advising, system. Thus, both the infor-
mation generators, in this case :&culty or students, and the
information users, those who receive and use the resultant data
reports, have some say in what the information program should
accomplish—and how these objéctives are to be achieved.

]
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Chapter 8
Planning

~  QUESTIONS:

WHAT IS THE ROLE OF PLANNING?

- -

HOW SHOULD PLANNING BE CARRIED OUT?

-
-

WHO SHOULD BE INVOLVED iN SHAPING THE PLAN?

-

WHY TS PLANNING SO IMPORTANT?
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. \
Within the scope of responsibilities as manager of

advising, one function that may receive scant or infrequent '
attention is planning for the entire program. To be sure, many
decisions will be made and numerous activities undertaken that
influence the entire advising program, but we expect too little
time will be spent in systematic exploration of the entire sys-
tem of advising. What we refer to here is the application of
systematic methods to achieve particular objectives of the
advising system. What this entails, we think, is the use of
a technique of orgahization designed to understand the resources
and needs of the advising system and to create specific plans .
designed to help the system achieve stated goals. ;

" What do we mean by "planning'" as it relates to an
advising systéﬁ? Essentially, any plan is a set of ordered con-
cépts or ideas for getting from point A to‘point B, or to put
it another way,\it is a blueprint for getting from where you are
to where you would'like to be at some time in the future. Con-
sequently, the first step in planning is to be able to describe
point A, or the advising system at the present time., We can do
this most readily by iaentifying important components: in this
case, the clients or consumeré, and the service providers or
delivere;s. For the moment, we need not worry about the way
in which members of. these sets or elements are organized in
structures for, in fact the dellneatlon consumer and provider . R
“"Fully describe ‘the two essentlal components of the system as
they occur in the adv151ng relationship. '

Unless you use professional counselors in your system,

we can describe the students asathe consumers, and faculty as

the providers. In order to describe our system more accurately,
we now break down these categories even further based on known

characteristics of elements in each group. Essentlally, we
o



want to establish what each sub-group of consumers need, and

what each sub-group of faculty provide. For example, it is
helpful to think of the advising system for students as a

-series of subsystems providing service to unique sets OT

elements: some minor sets or elements that immediately come
to mind are freshmen, sophomore, junior, senior and graduate
student categories. Within these groups other sub-grouping
should also appear. Students in a College of Arts and Sciences,
for example, may need different advising services than those in
more professionally-oriented curriﬁula, Certainly within each
group, males and females have different characteristics that
suggest differént systems, with minority students another
subset that is likely to have distinguishable characteristics.

' How -dces one know that the general population of
students should be categorized into more discrete units? Pri-
marily through experience, surveys of needs, and perusal of the \ ‘
relevant ﬁrofessional literature. Perhaps the best way for ’
setting about deseribing your currant system is to develop your
own survi& or needs-assessment instrument. The differsant g
responses obtained will quickly differentiate the needs of the
different elements oOr sub-groups in the population of all -

students. One way to do this is to ask students what they arc o
n

seeking in an advisor, or to determine in what areas of conce

- students—feel  they could use advisor assistance.

If all has gone well at this point, one should know

-basically how students may be categorized into sub-groups

according to their advising. needs or according to characteris-

_tics of their sub-group. If you are the manager of Ja=system

with very homogeneous elements, say an engineering college with
a large population of white males and few minorities or women,
you may have only a few groups. On the other hand, if you are

] 83_
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A

the-advising‘manage} for the division of arts and sciences,
you maf have sizeable numbers of students in all of the cate-
gories listed- above. Whatever the case, it is wise to set
down on paper each of the groups you conceive to have special
needs or characteristics based on the information you gain in
your surveyj‘ Suqﬁ a Iggzgﬁg_might look_1like the example in
Figure 3.

A5 :
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Figure 3

College of Engineering

Freshmen
Regular Irregular (accelerating, AP Credifs),
Field indicetion ‘ AP: Math, Chem or Math Physics
BElec.
E. Physics AP: Math, Chem, Physics plus electiv
Chemical .
Civil/Bnvironmental
Mat'l Science
Geo Science
Mechanical
Oper. Res./I.E.
Undecided
Biscngineering \ Irregular (disadvantaged)
Minorities Irregular (transfer, con't. ed.)

Off term transfers
N~ . . , adult/special students
i : ~ .

) Y ‘\\\ rejoining students

Note:

Separating students by sex or race should not be construed to mean that these
students will be assigned an edvisor on that basis. In this instance, it is
indicated for two reasons: there are separate institution prrgrams for certain
groups esteblished by state or federal agencies; 'clumping" minorities or women
tends to foster peer group vormation, whereas scattering appears to contribute
to a feeling of alienation.
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One needs to do the same thing for the service
deliverefs, or faculty. In this case, however, it is' a little
more difficult to know intuitively how to categorize faculty
into sub-groups or elements, and one may need to proceed
differently in institutions of various kinds. One would hardly
group faculty in a small, liberal arts college the same way
one would group them at a large, research-oriented university.
The key question in begrnn1ng~1s how do faculty group themselves.
Usually this sub- grouplng“occurs by academic discipline or by
department. Within departmen£§> faculty often group themselves
as junior and senior members}/hnd this, typically, is related
to the tenure status of thef1nd1v1dual member. 'This distinc-
tion can be important in tg} ways: first, untenured faculty
are often anxious to do a good job of advising but don't have -
the time (or counsider publishing more important); and second,
tenured faculty often have immunity from tasks they consider
"unpleasant" ihough this is not always the case. You may
wish to create '"specialty'" groups for the senior faculty
members, some of whom are deeply committed to teaching and
advising; or for persons who play special advising roles, such
as departmental placement of graduates, etc. '

Once you have identified basic groups, you should
1ist their important characteristics, just as you did for stu-
dents, being careful to list what each group can provide as well
as what each group needs. For example, if faculty are grouped
in small departments, their resource might be described as
"specialized course advise'"; if a department 1is ninet& percent
tenured, their need might be described as "reluctant to general-
jze" and so forth. If there are few or no minority or women
faculty in a department, that fact might be noted. These
faculty subgroups can then be diagrammed, much as was done for
students, agaln with attention given to the characteristics and
needs of each distinct provider group A% example of such a

listing appears in Ffizisré
. exal86
uw.
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Figure 4

College of Engineering

Advising Resources for Freshmen —- 1977-T8

Specializéd: Academic advice
Departmental sdvisers (inexperienced)

Allison, Jones {(Civ. E.) A
Robertson (Geo Sci.)

Williams (Mech. E.)

Tenny (up for tenure next year)

Green {full prof., never advised frosh)
Overton (Chem E. first year)

Departmental sdvisers (experienced)

Ostrowski, Mellon (Elec. E.)

Levr, Bloom ‘B, Physics) .
Smish, Richford, Mendez (Mech. E.)
Remiro, Paolillo (Mat'ls. Sci.)
Alo, Backer {Civil)

Thern {(Chemical)

Black, Elissof (Oper. Res.)

Departmental advisers (unwilling)

Whitehead (Oper. Res.)
Brill (E. Physizs)

Non~departmental advisers

Levelman (Basic Studies)
Lacey (Admisdéions, Placement)

Generalists

Mellon (ER)
Mendez (Mech B.)
Levelman (DBS)

Curriculum specislists (inter)

Ford {Mech. E.) former chairmen
Everly (Chem. E.)
Selisburg (B. Physics)

Special interesis

Tenny (women, accelerating)
Williams (disadvantaged)
Overton {premeds, biocengineers)
Mellon {(disadvantaged)

Backer (accelerating)

QOther

Ostrowski* - learning disabilities
and special situstions
Levy - non-traditional students
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The next step in describing point A is to diagram
the way advising is currently delivered to each group of con-
sumers. This can be done through the use of arrows that
indicate an advising relationship, as it exists in the current
system. Hence, you may have tenured faculty advising freshmen
blacks within a departméjital framework, as indicated by Figure
5. Don't be.shy with the arrows or your imagination: note for
example, that one could use dotted arrows to show student
advising relationships. The important thing is to develop
your own analytical\scheme for representing consumers, deliver-
ers, and the relationship between the two. As an aside, you
may want to pay special attention to consumers who are being
advised by many groups, and hence may be the target of many
arrows -- literally. Such students are wften gonfused by
conflicting and contradictory advice. f

Once you have a system diagrammeé, it is entirely
up to you to put together a system which you consider to be
ideal. You can do this on the same chart, by adding arrows in
color to represent new interactions as in Figure 5. .You may

want to draw new diagrams.
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Figure 5
College of Bngineering

Advising Delivery System

Deliverers

o Peer advisers-random assignment

Civil:
normal
minority
special
disadvantaged

Chenmical: N
accelerated
normal
minority
disadvantaged

. for all fields

Rejoining students:

Undecided
Premeds

Prelaw
Bioengincering

Accelerating students
Tra