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This monograph exam:nes s‘udent advising in the
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strategies that enhance student motivaticn and persistence in a

diverse student population.

In the farst two sections, a new concert

of advising called developmental advising is described in which the
relationship between advisor and student is vatal and in which the
advisor's role is to help the student 1ook at long~term &s well as
immediate goals. This quality in the advisor-student relationship
serves to increase the student's involvement and persistence in
college and to prepare tne stucent for future decasion-making

situations.

The strategies for achieving this type of relationship

are explored in detail in the third section, including ways to help

students focus on and assist in clarifying their needs and aims.
fourth section focuses on the particular needs,

The

characteristics, and

best advising strategies for special groups including minorities,
academically under-prepared students, disabled students, student

athiletes and international students.
freshmen,
students and aduit students.

transition,

blso discussed are studente in
students with undecided majors, transfer
A sixth section offers advice oh how toC

establish and implement a successful advizing system through program

management,
recognition,

selection and training of advisers, evaluaticn and
collaboration, and viewing the program as & systematic

enterprise. A series of recommendations and suggecstions concludes the

monograph. Over 200 references and an index are included.
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EXECUTIVE SUMMARY

Althrough most college students are advised about their
counes of study. few people view academic advising s
maans of enhancing the positive outcomes of college
Rescarch on college students suggests that activities like advis
ing could increase students” involvement in their college
experiences, This report focuses on outcomes of advising

in the context of rescarch on contact between faculty il
students, stadents” involvement, and persistence. Colleges
and universities could use srrategic plinning to design advis
ing programs based on relationships of shared responsibilis
and tocused on students” success. The infornxation is appro
priste for advising administrators, ficuliy advisers, profoessional
advisers, peer advisers, and others who work o inerease the
positive outcomes of college through academic advising,

Is a New Look at Academic Advising Warranted?
Rescarely on positive outcomes of college and on the diverse
needs of students naking up todiy's student population sug
gosts that i new fook at advising is necded. Findings link aca
demic advising directhysind indirecth o contact between
Erculty i ~tadents and persistence in college. For example,
imolvement influences lerming and defines effective insti
tutions as those having the capading to imvohe students (Astin
198 4. Research alser indicites that frequent and meamngful
contirt with Gicelty members, especiatly contact fo asing
on intellectiil or Guaeer relied issues, seems Lo inerease st
dents” involvement and motivition CASin 1981 Pascarebh
TUS0. TIRS: Terensini, Pascarcthn and Torang 1982 Tinto
TORT ) These restlts can be important to advisers, tor thay
have the capacity to e rease meaningtul contct with stadents
ancd to encotrage thent o persist in college

One essential way to engage students inadvising is 1o
design programs that acknowledge their individual peeds
Diversity not only charicterizes todan's stedent popukation.
but abso contetbates to e pluralistic sociery that benetis all
members of the college commumnitye. Beciase advisers can
encourige students to explore then difterences as positive
Lictors, the advising relarionship can be particubarh responsne
to pluralism. Findings of rescarch addressing the needs of
cthiic minoritios. strdents who e academicatly anderpee
prredd to enter cotlege. rudents with disabilities, stadent ath
fetes and mternational students suggest that advisers whe
recognize the needs of popubition grovg s and celor adsising
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practices appropriately engage in developmental advising,
Developmental advisers involve students in the advising rela
tionship and demonstrate that circamstances surrounding
individual differences, now stereonvpical differences, define
students’ needs,

Advisers can also respond to students who are in stages
of transition. Regardless of age or persomal sitiation, some
studdents do not “fit” casily into college life  treshmen, stu
dents with undecided nugiors, tansfer students, and aduh
students, for example. Advising freshmen is especially impor
ant. Academic integration seems o influence treshmen'’s
development of academic skills (Tinto 1987 ) Advisers who
facilitate assimilation to college understind factors affeding
freshmen's fitand persistence. They share responsibility for
advising with students and begin educational and carcer plan
ning. Perceptive advisers encourage all students in tnnsition
to focus first on exploring life, career, and educational goals,
Then students in transition seem better equipped to select
cductional progrums, choose courses, and schedule chisses
Clinto TYRT L

What Themes Are Evident When Advising Is
Considered in the Context of Research?
The central theme is one of shatred responsibility . an essential
ingredient inan effective rektionship between adviser and
student. Most studenies expaect specific sinswers to short erm
uiestions about courses. schedules and procedures from
advisers. But advising can be viewed in e broader way, Advis
crs wha first encourage students to consider larger guestions
About educational and carcer goals and then help stadents
plan their courses of study share responsibility tor advising
with students. As students frime questions abowt the foture
and seck the intornuton they need to formubte answers,
they practice belinior useful in future pessonaband profes
siomal sitations

Stared responsibiline is sthso important at the institationad
fevel Constructing connections between acidemie aflairs,
studdent affairs, and support senvices G encourage studeis
to become involved ind to persist m college. When a broad
brise of the college community phans for implements, and
cvithates advising services, advising cn become asysteniatic
citerprise of the institution that enfunces the educational
ottcomes of college.

-
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How Can Advising Become an Essential

And Systematic Enterprise?

When collaboration and shared responsibility are central to
advising, an advising sistenr can result. Colleges are systennatic
enterprises comprised of linking and interactive parts, and
people and programs working together are important in
achieving positive ovtcomes (Tinto 1987). As administrators,
advising coordinators, individual advisers, and those who
support advising work together, the advising program can
hecome an essential sysiem in the academic community.
Components of the phnned system are selecting, training,
and recognizing advisers, and eviluating il components of
the progrim.

What Are the Long-term Outcomes of

Such an Advising System?

Ideatly, advising is first i means of exploring careers and
nutjors and then o methed for selacting courses and amanging
schedules, As partners in the process, stidents an leam to
discover options, framee (uestions, gather infornxtion, and
nuike decisions, which can increase their involvement in col
lege and encounge them to persist to graduation

Institutions as well as individuals benefit from the eftorts
of administrtors, coordinators, advisers, and support per
sonnel who work together to constrit an advising system
When representatives from these groups plan, train tor, imple
ment, ind evaluate advising, they can ereate a network of
conperation it can be transferred to other aspeas of the
college. They alsor maodel collaborative beluwvior for students.
Program phinning centered around the insutation's mission
and b students” needs G resutt in e dviamic advising svs
tem hanving the capacity toadapt to internal and extemad
change:

The move froman advising svstem based on merels sup
phving answers to stadens” questions about scheduling and
registration to g system of academic planning will not tike
phice in one terme Nor will it take phice inone academic vear
The move is i dehiberse, collective effort that involves
chunges in practices and attitudes. A ook at the historical
development of advising suggests that change is diffical
hest. While some salttions ta questions atbout broud bused
approgehes tosdvising exist. maost programs still center on
prescriptive sctiv ities CHabley and Crockett 1U8SK) Even

Acesdontse Adde isenge for Streedertt Mo
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thoug!, imvolved students appear to be successtul students,
most advising programs scem to offer students short term
refationships with advisers. If the current literature on advising
has one theme, it s that of shared responsibility. This theme
can guide those who plan for and manage programs as well

as those who interact with students. 1 applied creatively and
with an eve to the future, perhaps academic advising rela
tionships can provide leaming experiences that prove vitdu
able o students during the college vears and bevond.

What Recommendations Can Improve Advising?

The following recommendations offer i beginning point for
an advisory svstent bised on stared responsibility, They are
not intended s inal solutions, but as i frimework for plan
ning wd progress,

o Cemisider adrining s ant institutionvide system centered
cirvnerted stieddents” involyement ard positive college ont
commes Advising should serve the needs of il stadents
and contribute o their success in collegee

2 Promaote concepts of shared responsibilite for bath strdents
caracd the pastitretron: This orientation Gin senve o invohe
students in their academic futures and 1o encourage pos
ihve outeomes.

3 Begin the adrisemg relationstups wetl an ctearentes of the
fearger prerprose of cdvistig atd More to ai dicadFeless
oof detats, This approach is important for students and
for institutions. Advising should contribute to students
fearnmyg and success, nor mereh supphy mswers to spe
cific questions, It should abso contribute to the overall
eitectiveness of educition.

v Plan for succes Al participants inadvising should be
mvoblved inan ongoing, strategic effort to center advising
atovnd o micaningful mission. Individoal students refiect
thes orrentattion when they engage macelemic phmomg
with adsisers

S Fraduate Exabuation of the overall programeand individuad
contrtbttors s essentigd part of planning. sesalts can
provide direction for change

6 Collaborate Participation in . shared advising rebsionship
feacds studdents to contact numy members of the college
Community for answers to questions thut arise i academic
phinning These resorce persons then advise both for

N



il and informuath. Others support the process. Work

to provide a cothiborative model for students and encour

age them to cooperate with their advisers,
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FOREWORD

High qulity academic advising is among the activities that
help the most to ensure fong term success for both students
and institutions. Historically, however, the full potential of
academic advising has not been used - because of the often
limited vision of the function of academic advising, and
because of the resulting fow value placed upon it by the insti
tution in general and the facufty in particular.

When academic advisig is seen chiefly as an activity o
monitor i student’s academic program. it typically consists
of confirming that the student has taken the appropriate
counses according to predetermined reguirements, secing
that the student has accumulated enough credit hours to meet
the minimum graduation requirements, and occasionallv help
ing a student selecta course when the “normal” counses in
4 program are no longer availuble. With such a limited cus
todial function, it is no wonder academic advising is given
such a low rekative importance,

Wacademic advising is assigned to @ nonfaculty member,
then faculty discount the results as coming from fess informed
professionals at best and. more likely. from Cheaven forbid )
part of the administration. When faculty perform the function
of academic advising. they often see it as a veny unrecognized
and unrewarded portion of their totd adtivities, They often
try to fulfill the responsibility as quickly as possible so th
they can spend their time on more rewdrding and
rewirded  activities.

When academic advising is allowed to develop a long term
connection between the academic side of an institution and
the student, however. it can be a powerful force toward ensur
ing the student’s success at the institution. The ongoing rela
tionship established between adviser and student can
engender a strong sense of understanding and appreciation
that will help motivate the student. A well designed and
operated advising office can also help guide the student
through the various, ever changing academic and social “dis
comtort zones” that exist between high schoob and coblege
graduations.

such i relationship can increase the effectiveness of the
curricutum by helping students focus on the refationships
between their life, career, and personal goals, and short and
fong term academic goals. (The importance of understanding
students” goals is more fully discussed in Steeedent Goals for
Cedlege cened Corerses: A Missing Lintk in Assessing and brmpror:

Acaaddenrie Aedessng fer Studdent Srcces XP
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ing Academic Achievement, ASHE-ERIC Righer Education
Report No. 6, 1989, by Joan 8. Stark, Kathleen M. Shaw, and
Malcolm A, Lowther.) And when students are more satisfied
with their education, they are more likely to remuin in college
and support the institution.

The quality and effectiveness of the advising program at
an institution can also be greatly enhanced when academic
advisers systematically assess the effectivencess of their advis
ing. This type of feedback can result in greater sensitivity to
students’ educational needs and lend greater validity and vital
ity to advising services.

This report by Susan H. Frost, director of institutional plan
ning and research at Emory University, brings the accumulated
knowledge of recent research on academic advising to the
fore. Dr. Frost covers the background and current situation
in academic advising, examines the effects and use of personal
contact, involvement, and persistence, looks at the relation-
ship between student and adviser, discusses the knowledge
about advising # variety of student types in various situations,
and offers strategies for the future success of advising
programs.

For an institution to maximize its educational mission, that
is. the academic success of each student, it must recognize
that the student and the institution share responsibility. The
vital link in this shared responsibility is the development of
a long term relationship between the student and his or her
academic adviser. Through a very careful anaslysis of the liter
ature, Dr. Frost has clearly developed a strategy for institutions
to follow in accomplishing this goal.

Jonathan D, Fife
Series Editor, Professor, and
Director. FRIC Clearinghouse on Higher Education

17
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INTROD*UCTION

In view of the efforts of many colleges and universities —
increase the effectiveness of their educational programs, it

seems unfortunate that one process offering students the M"S"lg can
upportunity to become involved in their academic futures serve. . . as

remains unexploited. This process is academic advising. For a means of
many students, advising is an essential, yet ineffective, part amg
of the college experience. Traditionally, advisers help students success for
mext institutional reguirements through selection of appro- svedent
priste courses. But academic advising can be viewed in a
broader way. Advising can serve not only as a method of
selecting courses but also as & means of achieving success
for students. This dual view results from the needs of insti-
tutions and the needs of students. Colleges and universities
require mangeable systems to support students as they pro
gress through the curriculum toward completion of a degree.
Individuals need the support of an informed and interested
representative of the institution as they identify and work
toward achieving their objectives for higher education.
Student development theory supports an individualized
system of advising. Students seem to benefit from meaningful
relationships with faculty members and from deliberate efforts
to involve students in leaming. These findings contribute both
breadth and depth to concepts of advising but have not suc
ceeded in redefining practices related 1o advising, To accom
plish this end. administrators, advising coordinators, and
individual advisers are called on o consider not only the or
ganizatic. of advising programs but also the opportunities
afforded by advising for students and advisers to develop
purposeful relationships centered on informed academic
planning,
A critical fook at advising prictices before 1980 cautioned
that advising should not be done in isolation (Grites 1979),
This observation foreshadowed conclusions of national com
mittees and survey researchers investigating higher education
in Americit. In 1984, the National Institute: of Education Study
Group on the Conditions of Excellence in American Higher
Education reported that students” involvement is central to
learning and effective leaming is a joint enterprise. Colleges
that encourge active rather than passive leaming and employ
faculty members who are optimistic about students’ potential
for leaming offer an enhanced undergriduate environment
(Bover 1987). These conclusions reflect the theory of stu
dents” involvement that finds direct relationships between

Acccdentic Advasing for Strdent Suceess Ji
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(1) the amount of students’ learning and personal develop
ment and the quality and quantity of students” involvement
and (2) the prograny's effectiveness and the capacity of the
program to increase involvement (Astin 1984).

Academic advising can be a mechanism to involve students
in feaming. While successful programs take many forms, an
organized agenda for advising implemented by persons
responsible for routinely evalwated advising services is essen-
tial (Grites 1979). Recent repornts on the condition of higher
education in America underscore the timeliness of these sug:
gestions. Both the National Institute of Education and the Car
negie Foundation for the Advancement of Teaching specif
ically address the importance of academic advising in their
recommendations for improvements in higher education in
the United States (Bover 1987 National Institute of Educa-
tion 1984),

This monograph explores advising s a contributor to st
dents’ success, When one aim of advising is to increase mean
ingful contact between students and advisers, students can
become more involved in the academic aspects of college.
Involved students are more likely to be academically and
sociatly integrated into the college community: And inteprs
tion can fead to students’ persistence and suceess (Tinto 1975,
1987). This work is a review of the literature supporting these
chiims. It is not a manual for advisers, but a volume to inform
advisers, advising coordimators, and administritors of advising
services about rescarch in the areas of students” success and
academic advising. Findings are organized to suggest o frame
work for planning and delivering effective advising programs.

While faculty members, professional advisers, and peers
all play essential roles inadvising, most of the suggestions
and recommendations that conclude this report are drawn
from literature concerning students” interaction with faculty
for three reasons. The first reason involves the farger body
of research on the success of students. Reports of the effeas
of students” contact with faculty members outside the class
room ead rescarchers to conclude that such contacts increase
the positive outcomes of college (Pascarella 1980 Pascaretla
and Terenzini 19706, 1978 Terenzini and Pascaretla 1980, Ter
cnzini, Pascarell, and Lorang 1982), Second. most of thee Jit
crature reporting empirical reseatrch on advising coneerns
advising by faculty. At this time. fow reports of the outcomes
of advising by professional advisers, peer advisers, or others

]
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are found. Third, advising by fiaculty continues to be the pre
dominant mode of delivery at all types of institutions. Fifty
three percent of 440 institutions responding to the Third
Americin College Testing (ACT) National Survey of Academic
Advising (the 1987 ACT survev) report that faculty members
have sole responsibility for the delivery of advising services
on their campuses, When asked for informution about which
of seven models of delivery best describes advising on their
campuses, 88.0 pereent of the respondents report using deliv
ery systems for which ficulty members have primary respon
sibilities for wdvising (Habley and Crockett 1988, p. 20). While
professional advisers are being used with increasing frequency
and usually idvise Large numbers of students, faculty members
continue o advise most college students (Gordon et al. 1988).
For these restsons, advising by faculty is the principal focus
of this monograph. Even so, the volume is appropriate for
professional advisers, peer advisers, and others. When ad
visers, regardless of their category, approach their assignment
in wavs thit involve students in their academic experiences,
pusitive outcomes cin result.

After a review of the histony and nigjor developments of
the Last decide, the remainder of this section examines the
literature concerning students’ persistence and suceess, one
approiteh to advising as teaching, developmental advising,
and the evolution of the - wtice of advising,

Background

Faculty members began advising students about their courses
of study when the elective system wans introduced in the
1870s. The clective system, designed to improve students”
Ligging motivation, represented a radical departure from the
prescribed curricutum of the carly 19th century (Rudolph
1962). Under the new svstem. faculty members helped stu
dents select courses. Faculty acdvising was popukir with stu
dents but was not alwiys effective. As colleges grew into uni
versities and research rivaded teaching s the mujor emphasis,
the gp hetween faculty members and students widened. St
dents hecame more numerous and diverse while ficulty
members beaime more specialized. By the 19308, most insti
tutions had formal advising programs (Raskin 1979), but fack
of faculbty tme and incentives led o a general weitkening of
the system. Academic advising was not iimong the student
services programs initiated to meet the needs of the growing
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post World War 11 student population. Advising was consid
cred then, as now, primarily a function of academic affairs
(Grites 1979, Habley and Crockett 1988).

In the 1960s, the large number of students applying to cal
leges conceated the problem. But by the 1970s, when falling
enrollments and alarming attrition rates accompanied stu-
dents” demands for improved advising, traditional advising
programs received serious attention (see, ¢.g., Biggs, Brodie,
and Bamburt 1975; Borgard, Hombuckle, and Mahoney 1977,
Ford 1983; Kramer and White 1982; Russel and Sullivan 1979).
Important theoretical and organizational developments were
also under way.

Developmentatl Advising: A Concept

Grounded in Theory

In the 1970s, some coordimators of advising were aware of
an emerging theory of student development and its potential
influence on advising. They realized that advising can be a
single diredtion activity to select courses and plan schedules
or 1 process of individualized teaching (Moore 1976). The
oretical developments were incorporated in i coneept of
advising buased on the view that:

. teaching includes any exprerience that contributes to the
indiridual or collective growth of the community and can
be craluated. . The student shonkd not be a passiee recep
tacle of knowledge, but showdd share responsibility for learn
ing with the teacher (Crookston 1972, p. 121

The new scheme, developmental advising, was a student
centered process. Developmentad advising facilitated “rational
processes, environmental and interpersonal interactions,
behavioral awareness, and problem solving, decision making,
and evaluation skills™ (p. 12). Within the developmental
fiumework, advising assumed a function of teaching.

Others supported developmental advising, proposing an
advising system “to help the student choose a program of
studdy [that] will serve him in the development of his total
potential” (OBanion 1972, p. 62) and suggesting that students
share responsibility for advising with the adviser and make
decisions for themselves.

During this period, authors described advising as an activity
at the heart of institutional action that meets students” broad




educational needs. They encouraged advisers to go bevond
arranging schedules and bring continuity to the experiences
students encounter in the college environment. The devel
opmental direction seemed well established (Borgard 1981
Hubley 1981: Mash 1978; Raskin 1979; Shane 1981; Trombley
and Holmes 1981; Walsh 1981; Winston, Ender, and Miller
1982; Winston ot al. 1984).

The Evolution of Organization and Practice

Acudemic advising began to resemble an organized profoession
in the Late 1970s and carly 1980s. In 1979, the newly formed
National Academic Advising Association (NACADA) ittained

a first-year membership of 500. By 1990, it had 2,450 mem:
bers. Research encouraged by the association and its publi
citions resulted in increased interest in advising, Aftiliation
with a national onganization appeared to enhance the pro
fessional status of advisers and offered continuity to individual
CAMPUS PrOgrims.

Besides NACADA, another national movement of the 1980s
influenced advising practices. Organized freshmun year expe
ricnce programs brought attention to all services for college
freshmen. a coneept that grew from the long recognized spe
ciitl needs of freshmen, College presidents acknowledged
those needs as carly s 19107 in 1911, Reed College offered
a freshman course for eredit (Gordon 1989). Contemporary
freshman seminars were introduced in 1972, and their pop
ularity has grown. During academic veur 1989 90, 2,187 par
ticipants attended sixonational and intemational conferences
to learn about the needs of freshmen.® Proponents of strue
tred programs for freshmen encouraged institutions to sup
port freshmen and identified fculty is contributors (o pos
itive campus climate. Developmental advising as it component
of freshman progrims seemed to enhance freshmen's success
(Kramer and Spencer 1989),

Nationl reports and results of studenmt surveys published
during the 19808 indicate that improvements in advising prac
tives were less numerous than suggested in the literature. The
Nattional Institute of Education (1984), inits report fu
vodvement in Learning identifies advising as “one of the
weakest links in the education of college studemis™ (p. 31)
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and recommends that freshmen have well tnined sdvisers
who nitintain regubar contact with students. Advising is de
scribed s a college service needing improvement (Bover
1987, and i 1985 survey conducted by the Americiin Council
on Education and the 'CLA Coopenttive Institutional Rescarch
Program (ACE CIRP) confimmis these opinions (Astin, Kom,
and Green 1987). After two vears of college, only 82.4 percent
of students responding to the survey were satisfied with aca
demic advising. After four vaars of college, students rninked
advising services much the same. The rescarchers express
particulir concern, sayving advising should be “the principal
ool for helping students get involved wath their studies, In
volvement, in tum, is probably one of the kev elements in
student achievement and suceess™ €p. 41,

Despite mational atention. the influence of NACADA, aind
published models grounded in theory of students” develop
raent, the literature contained little to dispute the reports. In
bR, review of more than 150 articles indicated that stunveys
of students” opinions’ dominated advising rebted research

Mobaughhin and St 19820, Few studies refated weehnigues
of advising to positive educitionat outcomes. Criticism of tr
ditional practices of advising predomimated, with two principal
themes emergings: “Faculty members are the core of effective
acadentic adyising. and advising s an importint clement to
sturdent suceess and satisfiaction in college™ (p, T Stadent
aption sesestich continued through the T980s Gee, e, Fiel
stein FIST, 1URY: Frost 1989 Kozofl 1985 Trombley 1984,
although some work to ok advising to positive otteomes
of college wis reported (ega Frost FIsgb, 1990b, 1991 ).

The 1979, 1983, and T9RT ACT surveys of academie advising
provided the most comprebensive empirical research of the
1980s. While some instittations reported progress, most pro
gramns seemed to renain unfocused. For example, program
evathtstion doubled trom 1983 1o 1987 but more than half
of the 1987 respondents did not eviduate advising senvices
‘The prinuany goal of advising in 1979 was to deliver informa
tion to stadents. Despite developmental advising, NACADA,
and rescarch on college students, the only 1OR™ goal ap
proaching the level of “achievement satistacton™ was to pro
vide information. ‘The 1987 ACT sunvey indiced thae 1)
beciause wdvising remains Lrgely unevabted, systenntic
progress is difficult o determine, and 2 frequency and
fength of contuet with an adviser cin positively influence a




student’s perceptions of advising. Although developmental
advising prevails more in theory than in practice, advisers and
advising coondinators should explore the concept in training
sessions (Carstensen and Silherhom 1979 Crockett and Levity
1983; Habley and Crockett 1988).

An Overview of the Current Situation

When compared to earlier national surveys, responses in 1987
show minimal positive chunge in advising services, especially
i program management and evithaation and in tining, vl
wation, recognition and reward of advisers. Litde appears o
have changed at the national level CHablev 19884). Fortu
mately. other indicatons suggest thit exemplary programs func
tion on individual cimpuses, Since 1984, ACT and NACADA
have joined to recognize colleges, universities. and individuals
for outstanding progress in academic advising. Between 1984
and 1990, ACT and NACADA honored 45 progrims and 61
advisers for exemplany advising prctices.®

The contlict in attitudes toward advising on the naional
fevel ind reports of actual cimpus prictices stggest that new
challenges to improve advising involve not onlv advising coor
dinators and advisers themselves, but also administrators and
those who support advising programs. Resesrch suggesss that
stucdents” attitudes toward advising can influence major deci
sions about college. These findings sre important to those
who determine whint resources are devoted to advising, o
those who pln for and implement advising, 1o those who
advise students, and to those who offer services that com
plement advising, This monograph addresses the necds of
these groups.

The following section concems positive outcomies of col
fegze, with particubar emphasis on infornul contacts between
Liculty and students, students” involvement in college, and
their persistence. and addresses seventd questions: s infornul
(or out of class F contact with faculty members important to
students? Is involement in college important? What is the
rebitionship of contact and involvement o persistence? How
i sech positive outcomes of college be increased?

The third section explores rekitionships in advising, it
reviews the evolution of developmental acdvising as o shared
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relationship between students and advisers and addresses the
following questions: Can academic advising influence contaet,
involvement, and persistence? Can advising be a form of
teaching? How can students und advisers share responsibility
for advising? How can advisers challenge students to become
involved in planning their educational futures? When devel
opmental advising is expanded to include academic planning,
shared advising is likely to increase students’ involvement

in college. Involvement, in tum, increases the potential for
the academic and social integration that can lead w per
sistence.

The individual needs of today's college students are
explored in the fourth section. Diverse student populations. -
cthnic minorities, underprepared students, students with dis
abilities, student athletes, and intemational students - and
students in transition —freshmen, siudents with undecided
migjors, transfer students, and adult students: -are included.
Characteristies and needs of these groups are discussed, con
sidering a meaningful and manageable balance between -
ditional and developmental orientations of advising.

Within the context of contact, involvement, and persistence,
and with an understanding of shared wdvising relationships
and students” individual needs, a refined tocus for advising
is investigated in the fifth section. Planning and implemen
tition based on research and centered on collaborative, cam
puswide offorts are proposed. Strategiic planning methods
could be used o define an advising system that includes ways
to select, trin, and recognize advisers and evaluate advising.

Can thase who support and implement advising bring
about meaningful change that will put into practice new phi
fostphies of advising? Lasting change ocears only when the
affected individuals understand the need for change and
become involved in its implementation (Habley 1988a). T
Gcilitite meaningful clunge, the finad section discusses
recemmendations, conclusions, and suggestions for admin
istrztors and advising coordinators, for individual advisers,
andd for those who support the advising process.
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CONTACT, INVOLVEMENT, AND PERSISTENCE:
Contributors to Students' Success

For the most part, successful siudents are involved in college
and seem to find their undergraduate experiences more ben
oficial than do uninvolved students (Astin 1984, 1985; Bover
T9R7: Nationad Institute of Education 1984; Tinto 1975, 1987 ).
Invalvement has been perecived s an investment of energgy,
measured slong @ continuum that has quantitative (such as
time ) and qualitative (such s commitment) features (Astin
1984). Students” feaming is directly proportional to the guan
tirv and qquality of involvement, In tum, educational effective
ness is dirccthy relited to the capacity of @ policy or practice
to incresse students” involvement (Astin 1984). These rels
tionships can provide direction to those who design college
and university progrims.

tna longitudical investigation of factors in the college envi
ronment ffecting students” persistence, academic involvement
appeared to be strongly related to satisfaction with all aspeats
of college life except triendship with other students, Frequent
interaction with faculty related mote strongly to satisfaction
thun any other type of involvement or characteristic of the
student or institution (Astin 1975, 1983). Thus, “finding wiys
to encourage greater stident involvemene with faculty Cand
vice versa ) could be a highly productive activity on most col
fege campuses™ CAStn 1984, p. 304).

Others alsor acknowledge the importance of involvement
(Timo 1975, 1987). Tinta's madel of students” deprartare is
centered around the argument thae voluntary withdrawal from
college isa longitudinal process of interactions between the
student and the scrdemic and social systems of the collegee
Sudents” experiences with these systems continually modify
their goatls in ways it fead to staving or leaving (1975), Per
sistence ” entails incorporation for} integrition . in the
social and intellectual communities of the college™ (1987,

p 1200, but “more students lease their college or university
prior to degree completion than stay * (HOR™ p. 1) Tinto pre
cdicted that over 6 milhion of the 2.6 million students enter
ing higher cducation for the fisst time in 1986 woudd eave
thetr first institution without receiving @ degree and that, of
those students, 1.2 million would leave higher education with
out graduating, Various (pes of contact on cimpus iire impor
Ent in cusing students to persist. aed interaction with ficubty
outside the tormal boundaries of the ckassroom seems to be
particulardy significant. The seeret to successtul retention:
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L lies i the willingness of institutions te involre themselves
in the socied eaned intellec 1 development of their studernix
That involvement and the commitment to students it reflects
is the primary soterce of stredent commitment to the insts-
tution aned their inrolvement in their o learning (Tinto
1987.p. 7).

The retention involvement relationship is an imporant one
for educators to undenstand (Stage 1989 Tinto 1987), for per
sistence increases commitment and contact with freuly is
important.

Froguent fuculty student contact in and ot of casses is
the most important factor in student motivation and in
colvement. Faculty concern helps students get throtgh
renagh times and Leepr one weorking (Chickering and Gam
son 1987, p. +).

But what docs this obsenation mean for advising? Tdeally,
acudemic advisers and studants meet to discuss inteleaual
matiers, which is the subject identified by students as the most
significant they fce (Okun et al. T9R6; Pascarella 1980; Pas
carelland Terenzini 1978; Sagaria, Higginson, and White
TURO; “Terenzini and Pascarelfa 1980). Just as faculty student
contact encourdges involvement and involvement leads to
persistence. effective advising can merease the indidence of
Geulty student contact. intensifv imvolvement, and encourage
persistence. The reniinder of this section explores contact,
imolvement, and pessistence in the context of advising, focus
ing on acadenncadvising contiacts and how they can contrib
ute to involvement and persistence:.

Faculty-Student Contact: A Connection to Maximize
Informat or out of cliss contact with faculty menmbers can
influcnee positively the outcomes of college (Hines 1981
Pascaretha 1980, 1985; Terenzini and Wright 1987) Theretore,
the faculty stadent refationship is important to advising coor
dinators ana acdvisers for at feast three reasons: () Advising,
unlike most out of Class activities, is @ service provided 1o
most students: €2) advising provides a natural setting for out
of class contacts with faculty to occur; and €3) advising
involves intetlectual matters, the most important ares of con
cemn for stadents, Far these reasons, those responsible for

b



acdvising cannot afford to discount the influence of frequent
and meaningful contuct with students,
Significant positive association between inf -mal contact
with faculty and the educational aspirations, ati itudes toward
college, academic achievement, int Hectual an. 4 personal
development, and pemistence of college students suggests
that college programs encouraging contiact between faculty
and students can influence educationad outcomes. In short,
the most influential informal contacts between students and
faculty appear to e those that extend the intellectual content
of the formal academic program into the student’s noncliss
room life (Pascarella 1980).
Examples of such contaat include informal discussions on _
intellectual issues, vatues, or career coseemns and talks abowt
courses and academic information. While informal contact [ s”m]
seems to contribute to both academic and personal devel-
opment, encotmters that extend inteflectal interaction with meam‘n;ju[
factlty are most influential on the achievement and intellec facuky,
tual growth of freshmen (Pascarella 198, 1985; Pascarella and advisin
Terenzani 1978, 1980; Terenzini and Pascarella 1980; Terenzini. 8
The  lides, and Lorang 1984). Because relationships inher or peer
ent L eatdemic advising provide contact based on intellectual
matters, the advising setting is an imporant place for contacts @re less likely
between faulty and students to oceur tBackhus 1989: Beastey 10 become
Ficlstein 1986; Terenzini, Pascarclla, and Lormng 1982), dmpom
While research linking contict between ficulty and students '
to positive outcomes of college is convincing, it is not undis
puted. Institutional fit, or the feeling of belonging, seems to
be most important in intluencing persistence and institutional
commitment during the freshman vear. The fit between col
lege and student remsins important during the sophomore
and junior vears. Furthermore, peers seem to be the most
important contributors to institation:a? §it {Bean 1985). While
students who feive a cotfege seem less likely 1o have reks
tionships with other students., they are also Tess likely o have
relionships with freulty. Those with meaningful faculty,
advising, or peer relationships aare less tikely o become drop
ours (Cesa 1979; Flannellv and sanford 19900,
Justas freguent informud contacts between calty and stu
dents occur at institutions with high retention sates, institu
tions with Tow retention mtes ofien report infreqguent infornul
contrct. Significant rektionships. do not develop withowt
citoct.
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[Faculty must bef available and interested in such inter.
actions for them to veour, and conditions must be such as
tu enconrdge those interdctions when they are desired by
Saculty and students. Thotgh bebariors may be important
... those interactions outside the classroom . . . eventually
shape student decisions regarding departure (Tinto 1987,
. 60).

students identify inadequate advising as a significant factor
in their decisions to leave college. On the other hand. the
positive attitudes of faculty and staff seem to be the strongest
contributors 1o students’ success (Astin, Kom, and Green
1987 Beal and Noel 1980: Tinto 1987).

Involvement and Persistence: Positive
Outcomes of College
Others investigate the behuvior of students on deeper levels.
they not only consider the importance of contact but also
relate persistence 1o students” involvement, scademic and
soxcial integration, maotivation, and satisfaction with educa
tional quality (see. ¢.g., Flannelly and Sanfond 1990; Okun
et al. 1980; Pascaretls and Terenzini 1981; Sagaria, Higginson,
and White 1980; Stage 1989; Terenzini and Wright 1987 Tinto
1987 ). Researchers conchude that involved students invest
energy in the academic experienee, participate in campus
adtivities, intert frequently with faculty, stafll and peers.
and are more likely 1o remiin in college (Astin 1984, 1985:
Tintor 19875

Contact can be linked o invelvement and pensistence both
directly and indirectly. Research suggests that the experiences
of students after they enrcll in college might e more impor
unt than their precollege attributes, that cftorts to enhance
persistence should concentrite on the experiences of students
after beginning college, and that academic integration might
be more important than social interction in influencing the
development of academic skills and persistence. Thus, the
quality and impact of informal contact between faculty and
students could be as important as frequency of contact to
ivohement and pensistence (Pascarelly and Terenzini 1980
Terenzini and Pascairellit 1978: Terenzing and Wright 1087).

The reasons students give for leaving a colfege indicate that
dissatisficd students apper 1o be “discouraged”™ (Rtoutsiewic?,
19R7 ) often they are confused about their oprions, unsuc
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cessful in the chissroom, and likely to withdraw from school.
Such students could be among those who consistently give
advising fow ratings on mational survevs and prompt the con
clusion that:

. cdlthough students generally report bigh lerels of seatis
Jaction wwith their college experience .. . there is much that
colfeges and wnidvenities can do to enbance learning oppor
tendtios, . ..o pracide more and better assistance in d range
of nonclassroom ¢ bt not necessarilfy nonacademic ) ser.
rices, and to retain students (Astin, Kom, and Green 1987,
Po42)

When considered together. conclusions about contact,
involvement. and persistence have powertul implications for
advising coordimatons, tor individual advisers, and for students,
Advising is sometimes the only structured relationship that
links students with concemed representatives of the institu
tion. Within the boundaries of the relationship, it is possible
to increase meaningtuld contict with faculty, help students
become involved in their academic experiences, and encour
dge students to remain in college - desirble outcomes for
students and for institutions, They suggest that the potential
influcnce of academic advising is profound.

The next section explores advising relationships in the con
text of contiact. involvement, and persistence and the needs
of specitic groups of college students, investigating steitegics
tor planning, implementing, and eviduating campus advising
progrims.
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THE ADVISING RELATIONSHIP: Students
And Advisers Sharing Responsibility

The value of the relationship between adviser and student,
when considered in the context of contact, involvement, and
persistence, seems evident. A number of authors espouse a
shared relationship; recent empirical research indicates that
the preferences of students and advisers are addressed when
each participates in fulfilling the requirements of an advising
relationship (Frast 1990b). Such approaches to advising are
centered around the needs of students, not the needs of col-
leges (Dassance and Batdorf 1980) and suggest that advising
is more meaningful when viewed as a teaching process, not
as a product.

Academic planning, though usually addressed indirectly,
is becoming an integral pant of the process of orienting stu-
dents 1o change and encouraging them to aceept responsi.
bility for their educational futures (Frost 1989a; Gish and
Dentler 1989). When planning becomes part of the devel
opmental advising relationship, students practice skills they
can use throughout life. This section explores developmen
tal advising and academic planning. A combined approach
should be adopted for a shared advising relationship.

Developmental Advising: A Teaching Process
Historically, the goal of advising was to help students choose
classes and register for classes. Those decisions then became
central points around which students selected majors and
organized their lives. But i1 new component was added to the
voncept of udvising in the early 1970s (Crookston 1972). By
linking advising to the theory of student development, advis
ing could be viewed as a form of teaching. This concept of
advising was organized around owo principles: (1) Higher
leaming provides an opportunity for developing persons to
plan to achieve self-fultilling lives, and (2) weaching includes
any experience that contributes to individual growth and cun
be evaluated, “The student should not be a passive receptacie
of knowledge. but should share responsibility for learning
with the teacher™ (Crookston 1972, p. 12).

A new definition of advising was proposed within this
framework. First, traditional, or prescripuve, advising is i rela
tionship acknowledging the authority of advisers and the lim
itations of students. During the advising period, prescriptively
advised students bring problems about courses and registra
tion to advisers for solutions. Advisers supply answers o spe
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¢ific questions but rarely address broad based academic con-
cems (Crookston 1972; Gordon 1988).

Developmental advising, the term for the new approach,
suggests that students and advisers share responsibility for
advising. It contributes to students’ rational processes, envi
ronmental and interpersonal interactions, behavioral aware:
ness, and problem-solving, decision making, and evaluation
skills. The rdutionship between adviser and student is vital.
Long term as well as immediate goals are important. When
viewed in this way, advising becomes a teaching function.

Developmental advising was later described as “the vehicle
most likely 10 succeed”™ in providing a personalized education
(Gordon 1988, p. 108). Developmental advising can encour-
age students to use the cognitive and affective domains as
they make academic, career, and moral decisions. Develop
mental advisers can create a sense of friendliness for students
and encourage them to explore life and career goals, solve
problems. and make educational decisions. Students who are
developmentally advised usually spend more time involved
in the advising process than do students who are traditionally
advised. Even though advisers and students spend relatively
lithe time together, students seek help from department
chairs, instructors, career planners, and other students taking
courses or majoring in areas that interest them. These
problem solving activities not only provide answers to ques:
tions about courses and schedules, but can also help students
develop thinking skills ( Carberry, Baker, and Prescott 1986;
Ender. Winston, and Miller 1982; Frost 198%, 1989b, 1990b,
1991: Gordon 1988; Habley and Crockett 1988; Thomas and
Chickering 1984).

Theory Supports the Concept

Advising as a process focuses attention on students” interaction
with the higher education enterprise, not simply on their
courses of study. Specific principles of developmental the-
orists (e.g.. Havighurst et al., cited in Miller and McCaffrey
1982, p. 20) support the concept of developmental advising,
These scholars describe human development as 4 cumulative
process that follows i simple to-complex continuum in an
orderly and stage related manner. Although not a straight line
progression, development continues regardless of age and

is influenced by previous occurrences in life. One grows and
changes as new experiences are added. Thus, growth is char
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acterized by common processes, nat spevific content (Isakson,
Lawson, and MacArthur 1987; Miller and McCaffrey 1982).

Academic advisers who demonstrate an understanding of
these principles can stimulate the development of their stu-
dents. Many components of advising are based on psycho-
social theory (Chickering 1969). The college years are a time
of considerable change, and college students” developmental
tasks can be organized into seven vectors: developing com-
petence, managing emotions, developing autonomy, estab
lishing identity, freeing interpersonal relationships, devel-
oping purpose, and developing integrity (Chickering 1969).
The three key vectors for delivering academic advising are
the following:

o Dereloping competence, or increasing the intellectual,
physical, and social skills that lead to the knowledge that
one is capable of handling and mastering a range of tasks;

* Dereloping autonomy, or confronting a series of issues
leading ultimately to the recognition of one's indepen
dence; and

* Dereloping prurpose, or assessing and clarifying interests,
educational and carcer options, and lifestyle preferences
and using these factors to set a coherent direction for life
(Gordon 1988, p. 109).

A number of atributes of effective advising programs con
tribute to definitions of developmental advising. The follow
ing attributes affect primarily students and advisers:

¢ Developmental adrising is a process, not 4 paper
endorsing activity. It is a continuous and cumulative
relationship with both direction and purpose.

e Derelapmented advising is corcerned with brumcn growth,
ihe cognitive, affective, career, physical, and moral areas
are all legitimate concems; personal goals and objectives
are important considerations.

o Developmental adrising is goed related. Goals are collab
oratively established to provide direction for planning
academic, career. and personal growth.

* Derelopmental advising requedres establishment of caring
imteraction. The adviser is 4 role model who is respon
sible for the initial advising relationship, but both partics
contribute to sustaining it (Ender, Winston, and Miller
1982, pp. 7 - 8).

Academic Advising for Student Success
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Other conditions concem the organization of developmen:
tal advising within the institution:

* Dervlopmental advising s a collaborative effort betiween
academic affairs and student affairs. Effective programs
join the expertise of faculty and student affuirs profes.
sionals for maximum benefits to students.

» Developmental adrising wses all resources of the academic
commuynity. Although advisers serve as the hub of stu-
dents” leamning experiences, they do not possess exper
tise in all areas. Students seek out other faculty members
and campus resources as they move through the educa-
tional planning process (Ender, Winston, and Miller 1982,
Pp. 7 -8).

Advising Preferences: What Do Students

And Advisers Want?

During the 1980s, definitions of developmental advising were
refined. Students and advisers seem to agree on the respon:
sibilities of the advisee and the adviser but want specific
expectations of each to be identified (Larsen and Brown
1983). Problem solving and goal setting sinitegies are impor
tant to students as they decide on academic mijors, They
seem to prefer advisers who assist with the selection of classes
but allow students 1o make decisions, get to know students
beyond their test scores or grades, relate advising (o the
choice of major or career, and are knowledgeable about all
aspects of the institution (Winston and Sandor 1984).

In a kiter rating of developmentat and prescriptive advising,
students preferred a list of prescriptive items. While desiring
a persomal relationship with the adviser, they preferred not
to discuss family or peers. They favored advisers who provide
academic information refated to requirements for graduation,
selecting courses, planning a course of study, and exploring
career options. On close examimtion, these results seent to
complement rather that conflict with prior work. Students
appear to want an individual advising relationship, but one
organized around academic matters and not personal con
cerns, Findings support the dual role of advising and suggest
that students differentiate the functions of academic advisers
from those of penonad counselors (Fielstein 1987, 1989).

Developmental advisers appear to favor similar activities.
Faculty members ruted as developmental advisers by their




students divide advising activities into three classifications:
(1) activities that concemn personal attitudes and experiences
related to college: (2) activities that concem group programs,
policies, and opportunities; and (3) maintenance activities,
such as signing forms, selecting courses, and planning sched:
ules. Most developmental advisers routinely discuss vocational
activities with students and refer them to campus resousces
when appropriate. Developmental advisers make special
efforts to encourage students to become involved in college
experiences and discuss with students their academic progress
(Frost 19902, 1990c¢). They usually do not act us personal
counselors but identify counseling needs and refer students
1o appropriate campus resources when appropriate.

Although authors recommend developmental advising (see,
¢.&., Carberry, Baker, and Prescott 1986: Frost 198%a; Hubley
1981: Kapraun and Coldren 1982; Kramer et al. 1987; Thomus
and Chickering 1984; Wooldridge 1982), few campuses have
implemented the concept. Advising is still perceived as a low
status function that addresses the information needed by stu:
dents rather than contributing to their development (Habley
and Crockett 1988). While: advising at the national level seems
to have changed very ittle in the fast decade, however, impor
ANt Progress is OCCUITing on campusces:

In 15 years, indiridual campuses hare mored from the
point of guareness to the point of implementation and eval
teeition of significant enhancements in advising programs
... These accomplishments form the true basis for optimism
Jor it is on the campus lerel where students, the direct bene.
Jiciaries of quadity adrising, are served (Habley 19884, p. 8),

Increased contiact between faculty and students and st
dents” involvement in educational processes are basic com
ponents of developmental advising. Although developmentally
advised students do not spend inordinate amounts of time
in formal advising sessions, they are more likeh to meet infor
mutlly with their advisers and seek out other faculty members
and campus resources to gather information and plan their
academic futures. These activities can increase students” in
volvement in the college community (Frost 1989b, 1990b).
Despite its consistently low rating for satisfaction among stu
dents, advising is “probubly the principal ol for helping stu
dents get involved in their studies™ (Astin, Kom, and Green

appear to

want an

matters and
not personal

concerns.
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1987, p. 40). Proponents of developmental advising suggest
that advisers and advising coordinators direct greater attention
to true developmental objectives (Habley 1988a).

Academic Planning: Practice for the Future

Academic planning is an extension of the concept of devel-
opmental advising. Development can occur as the result of

a planned educational program (Kohlberg and Mayer 1979).
It follows that pariicipation in planning, with the accompany-
ing tasks of identifying a mission and objectives, considering
alternatives, and arriving at an informed devision, can be a
growth experience for students. Planning implies involvement.
When advisers encourage students to plan by asking open
ended guestions about students’ futures, their majors, and
selection of courses, they encourage students to become
involved in their academic futures (Frost 1990a). When stu-
dents engage in academic planning with advisers, students
can become full panners in a shared relationship.

In any setting, properly structured plans can guide decision
making, encourage an awareness of extemal factors that influ-
ence the futire, and bring focus to specific goals (Cope 1981).
Planning as applied to academic advising not only assists stu-
dents in making immediate academic choices, but also con:
tributes to the teaching role of advising by serving as a model
for future behavior. In this time of professional mobility and
diverse career paths, positive orientation to change and the
skills to manage change are valusble.

Advisers might consider the following observations when
planning with students:

1. Students” plans are always subject to change, especiatly
i today’s diverse society.

2. A primary function of planning is to help students cope
with positive change by leaming to analyze and svn
thesize,

3. A reasomable academic plinning madel represents a spiral
approach rather than a fragmented. linear approach. St
dents need accunate information to make informed
choices, they need encounggement and sometimes advo
cacy, and they need to identify goals, consider options,
deal with obstacles, and set realistic time lines. With the
spiral approach, students determine the sequence of
events; any starting point can become 2 point of departure.




4. Students deserve the best thinking of faculty and staff
regarding the larger educational issues that underlic their
questions and perplexities. Advisers who talk to students
about acquiring content versus methodology or process,
obtaining a credential versus obtaining an education, gen
eralization versus specialization, and faculty versus student
responsibility for leaming should be successful (Mahoney
1982, p. 72).

Developmental advising is a relationship that focuses on
the needs of students, Successful advisers are aware of the
characteristics of specific groups of students and how these
characteristics can influence the need for advising. Successful
advisers encourage students’ involvement through academic
planning. The following section considers the characteristics
and needs of students making up today's diverse student pop-
ulation and addresses several guestions: What groups of stu-
dents have special advising needs? What are the characteristics
of these groups that determine their advising needs? How can
advisers address these needs and encourge all students to
share responsibility for academic planning?
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FOCUSING THE ADVISING RELATIONSHIP;
Attention to Students’ Needs

Diversity characterizes today's college population. Students
who are members of one or maore population groups “reflect
the pluralism of our country™ (Green 1989, p. 29) that benefits
all campus constituents. They also bring special needs to the
advising relationship. Some students have special advising
needs nat because they are members of special populations,
but bevause they are in stages of trnsition. Advisers who view
students as individuals can encourage them to see their dJif
ferences as positive factors (Saunders and Ervin 1984). Advis
ing coordinators can provide the training advisers need o
address the needs of individual students effectively

What Are the Differences that Matter?

Identification of campus population groups is a first step in
understanding the needs of different students. Advisers who
recognize these groups and tailor advising practices appro
priately engage in a developmental process. They demonstrate
that circumstances sumounding individual differences, not
stercotypical differences, define individual needs. Some spo
cial students seem hesitant to ask for the services they require
beciuse of their distingtive status, This hesitaney can contrib
ute to academic difficulty and cause students to leave higher
education without adjusting to college life (Tinto 1987), Inter
ested and informed advisers who assist students as they
become contributing members of the academic community
can encourage special populiations to remain in college.
Research addresses the needs of many groups chanucterized
by diversity. This monograph disctrsses in detail the advising
needs of ethnic minorities, academically underprepared stu
dents, stadents with disabilitios, student athletes, and inter
mitional students. Table T summurizes chancteristios of the
groups and effective advising techniques for each group.

Etbnic minorities

In the 1980s. the TS, population growth mate was at o histoti
low point, yet minority populations grew it nwo to fourteen
times the corresponding nonminority population. While the
proportion of minorities in the population is increasing,
minorities, with the exception of Asian Americans, renutin
underrepresented among college students. Because the ele
vated growth rate of minority populations is Largely the result
of greater numbers of yvoung people, the chimge has signifi
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TABIE 1

DIVERSE POPULATIONS: SUMMARY OF
CHARACTERISTICS AND TECHNIQUES FOR ADVISING

Academically
Underprepared
Ethnic Minorities Students

Characteristics * Declining percen ©

Important to tages of African-
Advisers Americans and His- ¢
panics ennolling
* Often have fow sclf

voncept, few positive ®
expactations
Academic perfor .
manve relited w
satisfation with .
college

* Achicvement appeins
to be' i problem

of prepartion, nat

of ruce

Lack of role mxdels
on Gimpus

Advising Mike efforts to .
Techniques enhance the college
student tit .
¢ Encountge their
involvement on .
cumpus
SISt Campis
resources when d
needed
s Envotirage positive
~elt concept d
e Avoid stereotypical
attitedes ancd
expectations
* Suggest academic
expericnees that
i prove suceessful,
especially at fint
Acknowledge the
impartinge of rofe
models

Increasing partic
ipation in college
Often dependent
leamers with low
self concept

Many deficient in
basic skills

Newd to experience
academic success
Hesitant 1o seek
needed support

SeIVices

Estublish i trusting
advising relationship
Begin with intrusive
advising technigues
DPriscuss the purposes
of college carly in
the relationship
Encounage devel
opment of basic
skills first
Recommend inter
vention programs
amd campus v
sources when
needed
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Students with

Disabilities

* Increasing partic
ipation in college

* OInce or more Mujor
fife activities limited

e Prefer to see them
sedves s Table”
rather than
“diratbled”

* Expressed nesd for
removal of barriers
1o full participation

* Nead support from
peers and athers

* I inderstannd students’
abilities and the
barriers they face

* Display positive atti
tacdes about the e
prttion of sudents
irter the college
conHnunity

* Encourage tull par
teipation in college

* Revommend sup
port services when
needed

& ACtas an inivexcite
tor spevcidl and cim
PUS FESOURRS

International

Student Athuctes  Students
e Many underpropared @ Increasing numbeers

ackdemicaily

» Many have unreal
istic career goals

* Often academically
unsuccesstul if
unsupported

e Some must comply
with extemal and
team regulations

* Bogin support ser
vices with entering
freshmen

* Be aware of the con
straints of pantic
ipation in athletics

* Esablish academic
support and inteer
VURTIOR Sysenis

* Teach problem
solving and decimion
muaking skills

* Encourige aeadomic
commiiment el
to athletic
commitment

of traditional age
* Most from Third
World countrics
* Acudemic and cireer
COnUerns priniary
* Need practical expe
FCICE Y CIFCCT Areas
* Concerned with
language difficulties,
financial problems,
and selecting rel
CVUNE PIOREIMS
Nou Westemn stu
dents sec instructon
das revered sathorities

¢ Be prepared 1o trans
fater collegiate and
U s culture

o Be familinr with stu
dents' academic
prepation

* Focus on designing
academic plhns that
ares refevant to bome
country of student

* Encourage open
view gbout S ife
St}‘k‘s

* Encounge imvohe
ment in college
Lommunity
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vance for higher eduaition. Despite growth, fewer numbers
of minority students are enrolling in colleges and universities
(“Minority Access”™ 1987, Richardson and Bender 1987,
Richardson and de Jos Santos 1988 ).

Enrollment of African-Americans exhibits the most serious
decline in college attendance, but data about Hispanic stu-
dents are no more encouraging. While their numbers have
grown, Hispanics remiin the most undemrepresented major
cthnic group io college. Eventually, higher education must
acddress problems of minority sccess. As enough majority stu-
dents will not be availuable to fill the nation’s colleges and uni
versities, the Jong-term futures of some institutions could
depend on their abilities 1o attrict and retain minority st
dents (Estrada 1988; “Hispanic Students™ 1988; “Minority:
Access” TOR7: Richardson and de los Santos 19O8R),

Retention and achicvement of minority students are major
concemns for many colleges and universities. Minority students
often enter college inprepared to meet the academic and
socitl denunds of their new environment. Before they aan
be stccessful in the classroom, they must adjust socially and
academicilly. Because minority students often hinve less sup
port from their home environments during the adjusiment
period than do nonminority students, o supportive college
community that provides an appropriate habincee of challenge
and support seems essential (Cibik and Chambers 1991
Hughes TORT McCaudey 1988; McPhee 1990; Mallinckeodt
TORR; Williams and Leonard TORKY A supportive community
is one in which students have opportunities for friendship,
participation in the life of the campus, and a sense of progress
and success in their academic pursuits (Fleming 1984). Suc
cessful minority students seem to understand the historical
context through which their access 1o college was achieved.
They Team toact as advocates for themselves and develop
a cultoral identity within the college community (Astin et al,
1982 Wright 1984).

Some African American students demonstrate i hick of self
confidence and fail to recognize their academic deficiencies.
Thev also experience more difficulty in setting goals and re
ceive fess positive reinforeement for their accomplishments
than do white stidents, Alrican American students who nutke
plans seem to be more successful in college than those who
do not phin: those with low aspirtions and vigue phins e
likely to lemve school (Astin 1975 Bohn 1973; Sedblucek 1987).

12



Studies of predominately blick and predominately white
institutions indicate that for African-American and for white
stidents, academic performance is strongly related to satis.
fuction with college, high levels of campus involvement, and
positive relationships with faculty members. Yet African.
American students on white campuses are significantly less
involved than white students and are less likely to report pos.
itive refationships with faculty members (Allen 1988; Crosson
1988). These findings suggest that advising could “form the
bridge between individual dispositions and institutional ten
dencies; together these factors determine student outcomes”
(Allen 1988, pp. 411 12).

Meaningful faculty contact is no less critical for Hispanic
stiklents:

Scrateh a Hispanic stiedent and yeord'll probably find some
one in bis or ber background who showed a special interest
in them, who took them aside and gare them the aspiration
and enconragement to go on o hicher education (Fiske
1988, p. 31).

Because a close fimily relationship is a strength of their cul
ture, Hispanic freshmen often find leaving home and adjusting
to college more difficult than do majority or other minority
students. They miturally seek advisers and faculty members
to guide them yet are notassertice about identifving their
needs (Fiske 1988).

Positive expectations and experiences with role models
often help minority students porsist in college. While attrition
of minority, espocially African American, students seems the
result primuarily of a Lick of academic integration (Donovin
1984 Eddins 1982), positive self-concept, realistic appraisal
of academic skills, familiarity with institutional policies, and
the development of academie skills cin influence academic
suceess (Nettles aind Johnson 19872 Pounds 1984 Tricey and
Sedliscek 1985 ). This evidence suggests that for freshmen
minority students, scademic advising can be especially o
tnt. Advisers can meet critival needs by encouriging a pos
itive selt concept and avoiding all stereotypical solutions to
academic problems. They can also help students get to know
the academic community by introducing them to student sup
port services and other resources.

Although students pereeive minority role models as positive
influcnces and rescarch indicites that an intellectual role
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model is the “single most important element of ethnic minor-
ity student retention™ (Wilton 1979), minority faculty mem-
bers are scarce on most campuses (Fiske 1988). To ease this
problem, advising coordinators should consider recruiting
minorities to serve as advisers for minority and majority stu
dents. Other advisers can be trained 1o meet the needs of
minorities by encouraging involvement and frequent contact
between faculty and students.

Minority students are often academically underprepared
for college. Therefore, advisers of minority students can bene
fit not only from general recommendations for an improved
college experience for minorities, but also from suggestions
about students’ achievement as well. Advisers who encourage
minority students to pursue challenging courses of study con
gruent with their abilities and goals can avoid stereotyping
their students. For all minority students, the college student
“goodness of fit” is important. Advisers who discuss "fit” with
students can help them nuke sound decisions about academic
programs. In addition to advising, bowever, many minority
students also seem 1o nead support groups, tutoring, and
counseling about careers. Those providing such support
should be reminded o work collaboratively wiy advisers to
enhance the achicvement of minority students (Green 1989,
Grites 1982; Richardson and de los Santos 1988; Richardson,
simmuons, and de los Santos 1987 Williams and Leonurd 1988).

Academically underprepared students

Research suggests that the two strongest predictons of success
in college are high school grade point average (GPAY and
scores on college admission tests (Astin, Kom. and Green
1087). These findings, coupled with indications that increas.
ing numbers of college freshmen demonstrate deficiencies

in one or more basic skill areas and that 82 percent of all insti
tutions and 94 percent of public institutions offer at least one
course considered remedial in nature (US. Dept. of Education
1985), imply that retaining academically underprepared stu
dents presents a special chitlenge for advisers. Underprepared
students generally have deficiencies that make it difficult to
achieve what has been identified as their college objective.
Certain chaacteristics contribute to their high risk status. Many
underprepared students seem to fack basic skills in language,
writing. and computation and study habits. Some have un
focnsed career objectives, are unmotivisted, expect to fail, and

11



do not graduate. Underprepared students need skills that
allow them to achieve on the same levels as students who
are adequately prepared. They also need 1o expect and ex
perience suocess. Just as diversity characterizes the general
student population, it characterizes underprepared college
students; they can be students of traditional college age,
returning adults, athletes, or intemational students, Many are
freshmen. They might be disabled. They come from varying
saciocconomic hackgrounds. Most underprepared students
have made choices at some time that contributed to their
Lick of readiness tor college. In their cases, mere enrollment
can signal a willingness to begin to change the directions

of their futures (Grites 1982; Hardin 1988: Noel et al. 1985,
Walter 1982).

Not all advising techniques are effective for all academically
deficient students, but for maost, 4 trusting student-adviser rela
tionship can be a first step towurd success. The advising reler
tionship is critical. Most undemprepared students enter college
as dependent leamers and display deficiencies that impede
their achievement and contribute to a sense of failure. Gen:
eradly, they lack confidence and hesitate to seek available sup-
port. Advisers who encourage underprepared students to view
themselves as having control over their chances of success
can help them become independent learmners. Then these stu
dents can begin to take responsibility for their academic
futures (Wooldridge 1982).

To improve both verbal and nonverbal communication
skills is a0 first step to enabling students to interact successfully
with advisers, instructors, peers, and emplovers and to be-
come independent leamers. Later, they can acquire cognitive
and problem-solving skills. Advisers can begin the leaming
process by discussing the pumposes of a college education
and encouraging students to explore various academic ser
vices. Then advisers can address specific academic needs.

In many cases, advisers of underprepared students should
consider assuming responsibility for sustaining the advising
relationship at first by contiicting students frequently and
encouraging them to succeed (Grites 1982; Scherer and
Wygant 1982).

Intrusive advising, or “deliberste intervention . . . to en
hance student motivation™ (Earl 1988, p. 27). can contribute
to suceess for students in academic difficulty. Begun out of
concern for freshmen and sophomores who were unsuccess
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ful in college, intrusive advising employs some prescriptive
advising toals. Intrusive advisers encourage students to scek
academic assistance as soon as the students think they nead
it. Thus, advisers address the developmental goal of waching
students to solve problems. Motivation is the primary focus
of intrusive advising. Ideally, students in academic difficulty
who are intrusively advised seck support even before the insti
tution has identified them as “in trouble™ (Earl 1988).
Intrusive advising can be particularly useful wo advisers who
want o help underprepuared students remain in college. Cer
tain principles identify intrusive advising:

1 Academic and social integration are the keys to the per
sistence of freshmen in college (Farl 1988).

. Deficiencies in this integration can be treated. Students
van he taught the skills they need through intrusive advis
ing (Glennen and Baxley 1985).

3. Students” motivation is not the cause but the result of

intrusive intenvention (Earl TORR).

v

In some programs. probationary students who are intrusively
advised attend sessions to explore the causes of their aca
demie difficultios. They then agree to specific courses of
action and continue to meet with advisers to monitor prog
ress. A final mecting to discuss current grades and plan
caourses for the following grading period concludes the intru
sive contuct. This pattern seems to result in higher grades and
increased retention for those students who enter the process
because of scademic difficulov (Earl 1988: Lyons 1983, Tavlor
etal. 1987).

Many underprepared students enter college with inappro
priately defined academic and career goals that impede their
success. They might need @ combination of advising and con
tinuing academic intervention programs, such as the devel
opment of basic skills and studv skills, and career counseling,
Most intenvention courses meet throughout the freshman vear
and contribute to an increased GPA and student retention.
Usaihly advisers refer students to such support services: in
tme, students leam to identify problems for themselhves and
initiate services betore they reach the crisis stage (vons 198S:
Patrick. Furlow, and Donovan 1988),

RiL
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Like some minority students, underprepared students often
are unaccustomed to sucvess. Effective advisers help such stu-
dents increase their chances of success by encouraging them
to investigate their strengths. Then underprepared students
van select courses, programs of study, and careers that em
ploy these strengths. Advisers often direct these students to
specific campus resources for assistance with study skills
and exploration of various cireers. Above all, they help under
prepared students integrate out of class and in-class leamning
experiences.

Students with disabilities

Section 504 as amended of the federal Rehabilitation Act of
1973 protects the rights of persons with disabilities. The law
stutes that persons with disabilities shall not “be excluded
from participation in, be denied the benefits of. or be sub
jected to discrimination under any program or activity receiv
ing federal financial assistance.™ Section 50+ defines the pro
tected person as “any person who has a physical or mental
impairment fthat] substartially limits one or more major life
activities. . .

The college population protected by Section S04 increased
from 2.7 pereent in 1978 to 7.7 percent in 1985 (Ivory 1980)
and contnues to grow. While some disabilities are identified
easiy because they are visible, other severe and limiting dis
abilities are invisible. To serve all students protected by Sec
tion S04. colleges and universitics are being called on to
create an environment condueive to equal opportunity by
educating college and university personnel on disability
related issues™ (Kalivoda and Higbee 1989, p. 15).

While significant efforts to provide services without altering
the quality of educatiomd programs ire under way, tvpes of
support vary. Lirger and public institutions most often employ
support stiff 1o senve students with disabilities; community
colleges usually offer broad based institution:l support. Most
institutions are tking steps 1o remove architectural and atti
tudinal barriers to full participation in the college program
(Kalivoda and Higbee 1989; Marion and lovicching 1983),

Although modest amounts of research exist concerning the
special advising needs of students with disabilities, the advis
ing rekationship can be especially important. In initial advising
sessions, advisers who disphiy an understinding of the buarriers
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students with disabilities face can provide early individualized
support. Among these bamiers are:

1. Attitudinal barriers, such as the attitudes of faculty and
fellow students that create obsticles to academic and
or soclal integration;

. Policy barriers, such as institutional rules regulating the
use of readers and library materials for visually impaired
students, plaement of auditory telephones on campus
for hearing impeired students, or the presence and place
ment of emergeny care for students with unseen disabil
ities, such as epilepsy, diabetes, or asthmi;

3. Soxial barriers, such as not allowing persons with physical
disabilities to be accompanied to social or sports events
by aitendanis or not providing special orientation services
to address the needs of these students; and

+. Architectural barriers, such as the absence of ramps, desig:
nated parking, curb cuts, suitable living arcas, or elevators,

(8%

Because necds for access vary, students with disabilities deal
with harriers to full participation in different ways.

Despite society’s view of persons with disabilities as “un-
able,” most students with disabilities see themselves as “able.”
Consequently, students prefer a supportive college environ
ment and accessible information about opportunities available
to them rather than offers of emotional suppon {Kalivoda and
Highee 1989; Kriegsman and Hershenson 1987; Shell, Hom,
and Savers 1988; Stilwell, Stilwell, and Perritt 1983).

Like their peers without disabilities, students with disabil
ities are concernaed abowut gaining intelectual and social com
petence, establishing and maintaining selationships, and
deciding on careers and life styles. While students with dis.
abilities have the sume needs for academic and social inte
gration as students without disabilities, instructors are some
times uncertain about how to intenict with them. This
uncertainty can fead to anxiety for the instructor anag contrib
ute (o an unwelcome environment. Helpful faculty members
display positive attitudes toward integrating students with dis-
abilities into the normal classroom and willingly adjust assign
ments and testing sittations to allow access without sacrificing
quatlity. Rescarch suggests that women instructors, instructors
who are self assured rather than apprehensive about interact




ing with students with disabilities, instructors in education
and the social sciences, and instructors with previous expe-
rience teaching students with disabilities are effective instruc:
tors for students with physical disabilities (Fonosch and
Schwab 1981; Hameister 1989; McQuilkin, Freitag, and Harris
1990; Wisenmun, Emry, and Morgan 1988).

A growing subgroup of students with disabilities are stu-
dents with identified learning disabilities. This population
is diagnosed more often now than in the past. Approxirately
14 percent of students with disubilities have leaming di.abil
ities, a tenfold increase in identification since 1978, Students
with leaming disabilities seem to benefit from strategies to
enhance their skills in taking notes and tests, classes that pro-
veed acvording to a preannounced calendar and carefully pre
pared syllabus, and supportive handouts from instructors. Test:
ing can present challenges for instructors who are not trsined
to assess students with leaming disabilities. All ficulty mem
bers can benefit from orientation to services for students with
leaming disabilities and to the legal guidelines protecting
them (MeGuire and O'Donnell 1989).

Advisers and instructors might find helpful 4 number of
general guidelines offered by those who coondinate services
for students with disabilitics. Students with disabilities are
like other students except for the special limitation(s)
imposed by their disabilities. They want others to respect the
rights of students with disabilitics to ask for help, speak
directly to them, and ofter assistance only if asked or if the
need is obvious. Students with disabilities have varving life:
styles, attitudes, and personality charicteristics, just as do stu
dents without disabilities. It is important to appreciate these
students’ abilities. They often experience difficulties stemming
more from society’s attitudes and barriers than from their dis
abilities (Kalivoda, Young, and Wihlers 1989, pp. 7-8).

While academic advisers are not responsible for classroom
practices or institutional policy, advisers of students with dis
abilities can contribute to their advisees’ integration into the
college community, direct them to needed services, and assist
in selecting classes. Advisers can encourage students with dis
abilities to purticipate in the advising refationship by discuss
ing their strengths. Then advisers cian more effectively guide
students with disabilities into courses of study that challenge
their abilities and provide viable career opportunities.
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Advisers who et students know about less than ideal situa
tions in their own lives seem to offer a welcoming environ
ment. Successful advisers of students with disabilitios:

- cant learn to communicate to their advisees that . . they
hare also experienced difficult problems, hare fearned to
cape, are eqiedl ds buman beings, hare the capacity to care,
and bare the capacity foo empxatin ( Padsen 1989, p. 9).

In addition to helping students with disabilities participate
fully in college. advisers have the opportunity to act as wd
vouites for these students. They an encourage attitudes,
practices, and campus networks that enuble students with dis
abilities “to achieve maximum independence, enhanced
self esteem, and full participation in the punsuit of higher
educttion” (Kadivodin and Highee 1989, p. 21D,

Student atbistes
Findings regarding the academic, social, and personal devel
opment of student athletes present “divergent and contran™
inforniation about the outcomes of athietic participation
during college (Ryan 1989, p. 123). In some cases, athletes
score significantly lower than nonathletes in educational and
career plans, with athietic participation appearing to be espe
ciatly detrimental for men in National Collegiate Athletic Asso
ciation (NCAA) Division 1 schools, Women athletes appear
more intrinsicatly motivated to pursue athletios und encounter
fewer academic problems than do men athletes. Other find
ings, however, suggest that athletic involvement enhances
persistence, oventd] satisfaction with the cotlege experience,
maotivition to cam a degree. the development of interpersonal
skills, ind leadership abilities (Astin 1984; Blinn 1985,
MoLaughlin 1986: Ryian 1989, Sowsand Gressard 1983),

A number of factors influence the acidemic perfornunce
of student athlctes:

The time devoted to duily practice

. The degree of inflexibility regarding time and focation
CGeneral Gtigue resulting from practice and play
nrticipuition in sty aspects of the sport

- College majors that are precluded beause of practice
schedules ind
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6. The challenge to student athletes 1o find a reasonable bal
ance between athletios and academics (Krumer 19864,
p- 67).

Although most recommendations for assisting student athletes
involve academic advising, spedific programs, delivery svs
tems, and evaluation of services dre not documented
{Mclaughlin 1986).

The need for academic suppont of student athletes at all
levels of competition appears well defined. Most male and
female athletes enter college with slightly lower GPAs and
standardized test scores than their peers who are nat athleres,
African American athletes have Jower scores than white ath.
letes. While vamsity competition does not seem detrimental
to the academic performunce of student athletes admitted nor
mally. those admitted with weak high school preparation cam
lower GPAs in college than their peers admitted normally
(Ervin ctal. 1985; Gumey and Stuart 1987; McLaughlin 1980;
Purdy. Eitzen, and Hufnagel 1982). When considered in the
context of commitments of nonnegotiable time and energy.
well structured academic support seems essential for sticcess.

Intervention similur to the intrusive advising found suc
cossful for freshmen can be useful for at risk athletes. Highly
structured advising encourages athletes to develop appropriate
acidemic behavior and senve as role models for their pecrs.

It is important for advisers of at risk athletes to suggest inter
vention steategies earky in their college careers, to involve
caaches and other athletic officials in the academic workd of
athletes, and to be sources of emotional support. While ath
letes should show progress tosward the degree, caretully
planned coune schedules for the quanersy of athletic partic
ipation can contribute to higher GPAs (Ender 1983). Because
muny student athletes are likely to be undecided about their
nugjor fickd of study, they might benefit from die decision
muking processes of a developmentat advising relationship
(Gordon 1984),

Unlike other special populations, student athletes who par
tivipate in sports at NCAA Division I member institutions niust
comply with acrdemic guidelines established outside the col
lege or university, Division | student athlctes must meet the
requiremetns for high school GPA and entering test scores
specified by the NCAA or delay athletic participation tor one
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academic year (Schubert and Schubert 1983). These regu
lations have resulted in extensive media and institutional
review of the eligibility of Division 1 student athletes, Prompted
by numerous violations, many colleges and universities recog:
nize their ethical responsibilities to offer at-risk student ath-
letes positive scademic support and intervention progrms.
Such programs can improve the GPAs and persistence sites

of athietes. Conversely, student athletes not supported in aca
demically competitive institutions are often unsuccessful in
the classroom (American College 1984: Gumey and John

ston 1986).

In 1975, advisers of athletes organized to help student ath
letes maintain their eligibility and achieve graduation (Down:
ing 1981). The resulting organization, the National Association
of Academic Advisors for Athletics (NAAAA), seeks to support
and enhance the academic achicvement of intercollegiate ath
fetes and to offset any eductional disadvantages of athletic
participation,

Today, advising student athletes seems 1o be a shared
responsibility of athletic and academic depanments (Mand
and Fletcher 1986 ). Supportive advisers can help student ath
letes develop the thinking skills they need to solve problems
and make decisions about academic plaming. In collabora
tion with coaches, other members of the athletic stafl, and
faculty membeers, they can encourage student athletes to
devedop the kind of commitment to acadt nics that they dem
onstrate toward athletios (Gumey and Johnston 19860 Knimer
1986a; Petitpras and Champagne 1988).

International students

In 1990, more than 386,000 intemational students attended
college in the United States. The 5.0 percent increise over
1989 wats the Firgest in seven vears, sind Asian students
accounted for 9 percent of the growth (Wilson 19901 Most
intermational students come from the Third World, more thaun
half are undergradutes, and numbers of wraditionat age fresh
men are on the rise (Althach 1989 Solomon and Young 1987
Wilson 1990). Interational students seem to place greater
importance on acadenic and career goals than on nonaca
demic concerns. AL hough they generally make satisfactony
progress toward academic goals, they cite bick of practical
work experience and uncertainty about careers as arcas of
concern. Beaause the vitdue systems of intermational students
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are different from those of US. students, traditional student
development theory might not apply to them (Bulthuis 1986,
Cadicux and Wehrly 1986).

The time spent in US. colleges and univensitios can prove —
beneficial not only tor international students, but also for ULS. i
students, Academic institutions are by nature international, In some cases,
with foreign-students and scholars being “one of the most advisers are
visible and important parts of the world wide exchange of the most
ideas™ (Althach 1989, p. 126). Intemational students on US. Mm
campuses acquanint LS, students with other cultures and often individuals
return to their countries with some of the norms and values int o [
of the United States. This phenomenon has important polit
ical, social, and economic implications (Althach 1989), "Given students
the reality of global interdependence, the US. will gain sig encounter in
nificantly by strengthening its ties with students from other the Unitecd
countries” (KaiKai 1989, p. 123). States.

Some concerns of intemational students are similar to those
of US, students. Most college students are concemed about
academic success, choosing the right college or university,
choosing the right major, and developing good rapport with
instructors and fellow students, But intermational students are
also concemed about overcoming language difficulties and
finunciul problems, adjusting to new cultural, social, and edu
cational systems, and selecting relevant acidemic programs
{ Bulthuis 1980; Cadicux and Wehrly 1986).

The career andd academic needs of intermational students
seem to be greater than those of US. students in a number
of important categories. International students express greater
needs to obtain work experience in areas that interest them,
explore job opportunities in their majors, develop effective
jiiy secking skills, and talk te counselors ahout career plans,

They need 1o develop academic plans, including selecting
-ourses and getting help from advisers. They also want to
improve study habits and writing skills and to adjust to the
expectitions of U8 instructors. Effective advisers of interna
tional students appear to focus fess on developing study habits
thuan on designing academic plans, especially those appro
priste and relevant to intemational students” home countries
(Leong and Sedbiceek 1989).

The pereeptions of non-Western intemational college stu
dents differ from those of Western students. For non Western
interational students, instructors aare not facilitators of keamn
ing but revered authorities. Generallv, non Western studenis
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adhere 1o strict standards of excellence and see educationat
attainment as the primary way to achieve affluence and status.
On the other hand, Western students are more likely to ques-
tion instructors, display flexible attitudes toward academic
excellence, and see educational attzinment as only one way
to achieve affluence and status. Advisers of non Westem inter
national students might consider encouraging an open view
aboun life styles in the United Stiates (KaiKai 1989).

Beacause international students are concemed primuarily with
achieving academic goals, advising is a critical part of their
college experience. In some cases, advisers are the most
important individuals international students encounter in the
United States. Effective cross cultural advising depends on
atiention w the way people think, feel, and act. Advisers could
be called on to examine not only the attitudes, knowledge.
andd skills of students, but their own as well (Cadicux and
Wehrly 1986).

The following advising activities can contribute to a rela
tionship of shared responsibility between advisers and inter
national students:

o Derelop rapport. Become familiar with the cultural and
acitdemic background of intermationad students and their
reasons for studving in the United States. Show concern
for them as individhuals ared s guests in this country.

» Be prepared 1o explaine many aspects of college. Interma
tional students might not understand the basic organi
zation of U institutions. Interpretation aain contribute
10 the ongoing orientation that many imemational sty
dents need.

e fiecome famitiar with the student s level of preparation
for college. Determine which courses will challenge enter
ing students without exposing them to situations for
which they are inadequately prepared.

o Recommiend reasonable coterse foads at finst Proficiency
in English is critical to success in any course. Courses in
English as 2 second language might be required.

o Nuggest practiced work experiences. Some intermational
students retum to positions of considerable responsibility
in their home countries. They are concened about the
relevance of a US, educition. Advisers can facititte leam
ing by suggesting intemships, practicums, or other oppor
wnities for professional experience

w1
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* Enconrage involvement in college life. Wide ranging in
volvement in college activities can enrich the experiences
of international students as well as those of the US. st
dents with whom they interudt. The resulting cross
cultueal rektionships can provide meaningful
experiences.

® Ad as advocates. Advisers can nuke other cotlege con
stituents aware of the influence of intermational students
on the community, Sometimes onganized educational ses
sions help (Althen 1983; Cadieux and Wehrly 1986),

A shared advising relationship is particularly welcomed by
intemnational students, Advisers who assist international st
dents as they reflect on their options, list possibifities, and
make devisions can be effective transkitors of US, culture,
They might find that their attitudes have influence beyond
the immediate advising rekstionship and contribute o cross
cultural experiences on which future international rekations
Gin be built.

Students in Transition

All college students are in trunsition, but for some the trn
sition process is more difficult than for others, Regardless of
age or personad sination, some students are acutely aware

of the pracess of integration into college life; others seem

1o adjnst without effort. Perceptive academic advisers can help
students muke innsitions if they encourge students to focus
first om exploring life, career, and educational goals. Then stu
dents seem to be better equipped to select eduaational pro
grams, choose courses, and schedule chisses (Frost 19804,
19%9h; O'Banton 1972 Polson 1986 Tinto 1087),

While college is a time of change for ail students, freshmen,
students who are undecided about their majors or who
change majors, transfer students, and adult students are sty
dents in transition of particular concem to advisers and advis
ing courdinumtors. During transition, students make decisions
that can profoundly attect the pattems of their lives. Thev seck
supporn from advisers as they explore future directions. Advis
ing can provide opportunities (o introduce students in tran
sition o i Lrger purpose of advising by sharing decision nuk
ing with them as they adjust to college. ‘Eible 2 summurizes
the chanicteristics of students in transition and recommendeed
advising techniques for cach group.
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TABILE 2

STUDENTS IN TRANSITION: SUMMARY OF
CHARACTERISTICS AND TECHNIQUES FOR ADVISING

Students with
Freshmen Undecided Majors
Cliaracteristics * Stages of assimilation® Heterogeneous pop
Important to important ulation much like
Advisers * Must meet ne'y total student
expectations of peers populition
an fuculty o Many Lack sense
* Academic integration  of identity
influences devel o Many anxious about
opment of academic  being undecided
skills * Othens need mnfor
* Soial distractions mation only o

negatively influence decide on g major
academic stieess some need help
Negative reactions with muaking

1o college include devisions
irrefevancy, under

preparedness, unoer

tainty about majors

and aareers,

*

incomprttibility
Advising e Comnsider students @ Encourage students
Techniques as individuals adjust o discover interests
ing to i new and explore options
environment betore deciding

Be famibiar with the  about majors

stuges of ussimilation e Assure students that
Establish a support  being undecided
ive refationship carly  is acceptable. even

* Be attentive to fit desirable, for
between studdent underchissmen
and college * Afintain a positive

o Emphisize academic  attitude 1o change
SUCLUSS o Driscuss s xxific

* schedule regukr devision making
vontit at fisst, then technigues with
increase student's students
responsibility e Encourage students

to e responsible
to decistons

4}
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Transfer Students

* For mast, process
unlike that for
freshmen

* Most have spevific
academic and career
gexls

* some have fower
levels of attainment
than nontransfers

* Some miss the per
sonal attention of
community colleges

¢ Need to understand
practical aspects
of college

* View advising reke
tionships as key to
SROESS

* Displty concern
andd interest, nes
just aviilability

* Orient students to
college as well s
advise them

¢ Collubonate with
sending or reveiving
institttion

o Amalyze tunster cred

its is soon as
possible

- Help students fincd
the resources they
need 1o renitin in
school

Adult Students

o Atost huve been away
from formal edu
cation for at least
TWO v

* Most work full or
part time

* Education is uswully
not 4 primary
CONCEM

s Less imvolved with
college life than
traditional students

o Mot numnage mul
tiple life roles

* Hring life experi
ences e the
classroom

* Lack of imee a
problem

* View as developing
individiuls

* Understnd adult
stagres of trinsition

* | 'nderstand students’
ressons for enrolling

s Assist students in
torming campus
conections

* Encounge acidernic
phinning

* Actas anadvecate
tor adudt students
to provide equity
for students
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Advising freshmen: Orientation and beyond

Academic advisers are vital contributors to a new intellectual
and social environment for freshmen. Sometimes the con
nection is a formal one; orientation and advising are inte-
grated processes designed to enhance overall institutional

fit. Other orientation programs are not formally connected

to advising. In either case, advisers who enhance freshman
students” success understand the process of becoming assim-
ilated into college, the powerful influence of the campus envi-
ronment, and advisers’ roles in helping new students succeed
in the academic community.

Students follow three stages of assimilation into college:
(1) separation from commumnities of the past, {2) transition
between high school and college, and (3) incorporation into
the collegiate society (Tinto 1987). During separation, which
most students find stressful to some degree, students disso-
cidte themselves from their former communities of family,
high school, and restdence. Many readily accept the move
toward adulthood, but some find the process so stressful tha
they leave college.

During transition, the following stage, students recognize
thitt new norms and patterns of behavior define the college
community. They base acceptance of the new environment
on the degree of change they must undergo to become assim
ilated. Students from backgrounds having norms and behavior
pattterns very different from those of the college are likely to
experience more stress than those from similar backgrounds.
Financially disadvantaged students, undemrepared students,
first generation college students, and other minorities are at
risk during transition. Though extemal assistance can make
a difference during separation and transstion, the individual's
willingness to becone adjusted is essential:

The problems associated with separation and transition to
colleve are conditions that, though stressfiel, need not in
themiselees loaed to depertiere, It is the individual s response
tor those conditions that finedhy determines stving or leacing
(Tinto JOR™ p. R

For most students, separation and trnsition oceur carly in
the coblege eaperience. Then they sdopt norms and patterns
of behavior appropriate to the college setting. Most students,
left 1o “muake their own wany through the maze of institational




life” (Tinto 1987, p. 98), depend largely on other members
of the community for support. Some students make significant
personal contacts on their own; others need formal structures
to become involved in college,

In each year of college, academic integration appears to
influence the development of academic skills. For freshmen
and sophomores, academic integration seems to be the maost
important influence on the development of academic skills
during those vears. By the junior year, the influence of aca
demic integration declines and social integration becomes
more influential:

The potential academic benefits of belping new students

beconie academically integrated may not be fully appre-

ciated. Programs that introduce students to the inteflectual
world of college (g, orientation, academic advising by

Jacudty members, freshman seminars, or other intellectual

experienices tatlored for froshmen ) may play « criticat role

in students’ subsequent levels of academic integration and.
consequent’y, in their acadoentic derclopment (CTerenzini

and Wright 1980, pp. 18-19).

Freshman advisers need not only to know how students
achieve a good tit in college. but also to understand circum
stances that can contribute to ack of fit, among them:

* Academic boredom. Freshmen placed in courses for
which they are overprepared and students who experi
ence poor taaching and advising often feel unchallenged.
Of the 5.000 undergraduates sunveyed in 1986 by the Car
negice Foundation for the Advancement of feaching, 37
percent siaid they were bored in chiss (Levitz and Noel 1989),

* [rrelerancy. Stidents who do not feel that their college
experiences are useful beyvond the classroom often do
not graduate. Nearly 40 percent of undergraduates con
sider general studies irrelevant to the subjects that interest
them (Levitz wnd Noel 1989),

s Limited or nnredlistic expectations of college. Students
often have vague nottons of what colfege s all about or
enter with await and see attitude. Some come expecting
to be dissaiisfied. Others, especially first generation col
tege students, need a basic understanding of the structure
of i college or university before they ain participate in
advising (Levite and Noel 1989: National Institute of Fdo
aition 1984).
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* Academic underproparedness Many entering students
Lack hasic skills and the will to seek assistance. They come
to college expecting to fail or to perform above the pre-
dictions of entering scores and grades (Levitz and Noel 1989).

e Difficulties in transition or adjustment. Many freshmen
do not feel welcome in college. About 40 percent of the
respondents o the Camegie Foundation's 1986 sunwey
said that no professor at their institution expressed inter:
est in their academic progress (Levitz and Noel 1989).

e Luck of certainty about a major andyor ¢ carcer. This
reason is the primany one given by high-ability students
for Jropping out of school ( Levitz and Noel 1989). Those
who are undecided about a major need to feel comfort
able with their status.

o Dissonance or incompatibility. Many freshmen set them
selves up for failure through their choice of curricutum.
poor study habits, and other similar circumstances (levitz
and Nocl 1989),

These findings have important implications for freshman
advising, Some factors of the freshman year prove difficulk

for most stdents, The expectations of college professors are
higher than those of high school eachers, course material

is covered at faster rates. and students are expected to take
more responsibility for their leaming. Many freshmen must
alsor adjust to new living environments, make new friends.
and participate in new adivities. They are in charge of their
own time Apportionment of time between classes, and for
studying. social activities, and perhaps i part time or full time
job is up to them. Freshmen experiencing fow suceess identify
their desires to achieve high gmdes. academic aptitude, and
effort as factors most positively affecting their pedformunce,
Highly successtul freshmen rate their desire to achieve high
gratdes. academic aptitude, effort, wad the ability to work hard
and long on difficult tasks as important fctors in suceess.
Both graups identify social distraactions as having a negative
influence on sticcess. While freshmen consider both academic
and persomd topics to be importunt, academic coneerns are
primary. Freshmen identifi advisers as being among the most
significant persomat contacts they make and report that aca
Jemic matters are the most significant they face Therefore,
freshmuan advisers should ave anadvantage. Both they and
their ared of concern appeatr o be important to freshmen



(DeBoer 1983: Okun et al. 1986; Pascarella iand Terenzini
1978, Sagaria, Higginson, and White 1980; Terenzini and Pas-
carella 1980).

Freshman advisers not only help students remain in college,
but also contribute to their success. Research suggests:

1. That faculty contact contributes to students’ achievement,
development of academic skills, involvement, and per-
sistence (Astin 1977; Pascarella, Terenzini, and Wolfe 1986:
Volkwein, King, and Terenzini 1986);

. That early academic success, academic self-esteem, and
cffective study habits positively influence grades on final
examinations {Overwalle 1989);

3. That freshmen nate as developmental those advisers who
involve students in their college experiences. explore with
students factors contributing to students” success, and
show interest in students’ academic and extracurricular
progress ( Frost 1990c);

4. That regularly scheduled contact between adviser and
freshman appears to increase the developmental nature
of the advising relationship and to heighten the student's
satisfaction with advising (Chambliss and Fago 1987 Frost
1989h); und

S. That freshmen who become involved in their choice of
curriculum seem to think carefully about their college
careers { Frost 1989b),

v

successful freshmuan advisers ask open ended guestions and
encourage individual students to become involved in college.
They usually tike time to discuss strategies for study and man
aging time, and use of campus resources with their advisees,
activities that seent to promote academic integration and pos
itive freshman outcomes.

The environment and the organiziation of advising progrims
are other significant influences on freshmen. The influence
of environment depends on at Jeast three variables: site,
demographics, and programs. If advisers understand the char
acteristics of students ind where they came from (home, high
school, and community ) and the characteristics of the college.
they are in positions to help students design academic phans
tha. cun to contribute to success during the freshman vear.
Such programs are attentive to fits they represent an attempt
to find a niche for each student (Banning 1989),
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suceessful freshonn advising programs are not only impor-
tant to students and 1o advisers, but are also essential parts
of the collegiate organizition (Levitz and Noel 1989). A num
ber of institutions find it useful te integrate freshman orien
ttion and advising into compreaensive programs for fresh:
men. Regardless of organizational structure, however,
incoming students tend to view the two efforts as one. Stu-
dents are unconcerned with administrative framework, What
does concem them is whether or not their needs are being
met in ways that contribute to their comfort and optimism
about college.

Freshman programs with varving degrees of structure are
offered by 78 percent of the 2,600 institutions sunveyed by
the American Council on Education, with smaller colleges
zeporting larger numbers of mandatory courses (E] Khawas
1984 5. Some are best described as orientation courses; others
are full fledged freshman seminars. While fornrat varies, cer
tain charteristics seem to be important. Most successful pro
grams have the following wttribuues:

o Cancern for students as individnals. The needs of indi
vidual students are considered.

o Close interaction betiween facnldty and new strederts, Many
institutions “front load™ freshman advising and orientation
by choosing their best instructon to interict with fresh
men in the classroom and in less formal settings.

o Farly emphasis on dcaddemics. Freshmen report that they
are most concerned with academic matters (Nagaria, Hig
ginson, and White 1980). Studies and grades., selecting
courses, and carly explorition of majors and careers
should be principal concerns of orientation and advising,

o Sl gronps. Students find small groups friendlier than
farge gatherings. Personal attention cases transitions. The
use: of small groups can begin in orientation and continue
throughout the freshman vear w provide academic infor
mation. socitl interaction, and personal support. In these
groups, the stresses of trnsition can be discussed.

o Attractive program materials. As high school seniors, most
students receive attractive recruiting publications. Mate:
rials for freshmen should be much the same -~ inviting
and carefully prepared to avoid information overtoud.

o Atcareness of instittetional resorerces. Objeatives include
helping freshmen fearn about availuble resources. Many

-+0
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freshmen are unfamiliar with college bulletins and course
syllabi. They might not be aware of instructional resour-
ces, student development services, and career counseling,
If they are encouraged o leam about resources and be-
come prosctive about seeking the help they need. they
soon become independent members of the coltege com-
munity (Chambliss 1989; Frost 19894; Frost and Hoffmann
1986 Gordon 1989; Kamer and Washbum 1983),

Many freshman seminir courses are orgunized around these
objextives.

[One gaal is to] introduce the student to the nature and
vetlie of a liberal edication. .. [An] oboctive [of the frosh
mairt semincr| mey be to establish closer ties between facuity
aried stuclents while serving as a rebicle for facudty adrising
{Gordon 1989, pp. 192 .93).

Regardless of siructure, freshman programs that show con
vem for students as individuals, facilitate interaction with fac
ulty in small groups., and emphasize academios and proactive
use of college resources seem to enhance the developmental
nature of advising, cise transitions, promote students” invole
ment in leaming, and encourage pensistence in college
(Astone, Nuflez Wormack, and Smodhaka 1989 Chambliss
1989; Frost 19894, 1989%h: Gardner 1986; Krumer and Wash
burn 1983; Kramer and Whute 1982).

Students with undecided majors

Wher all is seeted candd deme. the college shordd encanrage
vedch strdent to deelop dhe capacity 1o judge wisely in mat
ters of life and condict. Time must be taken for exploring

. and reflecting. . The goal is not to indoctrinate stit
donts, but to set them free in the world of ideas (Bover 1987,
P 284 )

Before or during orientation, most college students are asked
to choose a major. While declaring a major is usually optional.
nuny students perceive the label of "undecided student™ as
undesirable. Except for students with definite plins to enter
ficlds thut prescribe the corricutim from the first quarter of
ihe freshmun year, freshmen swho are undecided about o
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major cun have an advantage. Some who know they are unde:
cided are more advanced developmentally than others who
enter college with majors in mind and later change courses
of study. If, as suggested, college is t0 encourage students 1o
derlop the capacity 10 judge wisely. then perhaps freshmen
should defer selecting a major until later in their college
CAreers.

Freshmen enter college at various stages of development.
While those who are undecided might not differ significantly
from each other in personal characteristics, they do secemto
Luck a clear sense of identity (Holland and Holland 1977) and
are at varying levels of commitment to a choice of major or
career. Indecisiveness has been linked to low achievement,
kick of imvolvement, and attrition (Chase and Keene 1981
Peterson and McDonough 1985). Although indecision
depends on a number of factors (Gordon 1982 Jones and
Chenery 1980; Lucas and Epperson 1988), some charicteristics
seem to be nypicak:

o 'ndecided stiedents make up a large portion of the st
dont pupulation. Some institutions encourage students
o explore altematives and welcome students who are
not ready to deckire @ major. Undeclared students seem
comfortable in this stmosphere and are likely to seek help
in selecting a major. In institutions that urge all freshmen
to declare a major, undecided students might be rebuctant
to identify themsehves and renain undersernved.

o The group is a microcasm of the freshman class Unde
cided students are a heterogencous population. Many
have multiple interests and abilitics to succeed in avaricty
of progrims.

o Many undecided stidents feel arions abont making
edrecational or vocationdl chofces For most, this anxicty
is healihy and not debilitating,

o Many undectded students know that they need concrete
information before choosing a major, and they are open
to gathering infornution and exploring options,

o some undecided students need belp in making decisions,
acquiring problem solving skills before nuaking satisfying
and realistic decisions (Gordon 1985, pp. 117 1K)

I general, unddecided students fall into three categories:
(1) entering freshmen who are unwithing, unable, or unready
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o commit to a major; {2) students who enter college with

a declared major but chunge their minds during college: and
(3) students who begin the junior year with no clear major

or career choice in mind (Gordon 1984). Students in each
vategory can benefit from specific academic advising practices
amd attitudes.

Entering freshmen make up the Trgest sroup of undecided
students. They fall into three categories: those Licking infor
mation, those lacking appropriate decision-making skills, and
those experiencing self conflict. The first step in advising them
is to identify students” specific areas of need (Camey 1975).

Freshmen lacking information might need only to assess _

their values, goals, and energy levels, might need information

about academic offerings on campus, or might need to Some who
explore career options. By declaring their undecided status, know lbqy
these students admit a willingness to gather information are undecided

before deciding. Open ended discussions with the adviser are more
and exposure to campus resources like department chairs, advanced
students majoring in their areas of interest, and the career level
planning office can be good beginning steps ( Gordon 1984 pme”‘a”y
Other undecided freshmen might have sufficient informa than othbers
tion on which to base a decision but Lack the decision making who enter
skills to make a choice. Practice with small decisions is often coaege with
a good waty to begin, Advisers can encourage stch students ”“yom in
to develop a written four-year academic plan. The process mind.
of discovering altematives and narrowing choices can prepare toe
students for choosing a magjor (Frost 1989%a; Gordon 1984).
The third subgroup of undecided entering freshmen seems
to have personal or social concems that preclude declaring
4 mujor. Their ares of interest might not align with thesir abil
ities or energy. Their choices might conflict with those of par
ents or other significant adults. Such students should first
address the questions of who should decide the future and
what criteria should be used. Then they can approach ques
tions about a major (Gordon 1984). Students who perceive
that being decided is preferred by the college need to become
comfortable with their indedision and encouraged to explore
alternatives. One essential factor seems to be a college envi
ronment that is open to exploring interests and options.
Students who change majors are the second category of
undecided students. They make up 75 percent of the college
population, attempt and pass more hours than students who
do not chinge majors, have higher cumulitive GPAs, and are
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more likely to persist to graduation than either decided or
undecided students (Anderson, Creamer, and Cross 1989).
Such students can benefit from understanding that, during
transition to college, all initial choices of majors are tentative
and that to explore altematives is a healthy activity. Advising
is most effective when students are ready to change majors
but betore they become discouraged and consider dropping
out. Advisers who are accessible and maintain positive atti-
tudes toward change can encourage students to rethink their
gaals, genente new altematives, use oredits already camed.,
understand the career choices avatilable, and devise plans of
action (Gordon 1984). Change of major can then become i
developmental process in which students nuster new skills
that are asefual in other sitwations. .

Intrusive advising might be necessany for two subgroups
of undecided upperclass students: (1) those who have never
made choices because they find it difficult to narow options,
are genenlly indecisive, orare immature: and (2) those who
decide in the Last two vears of college to change nujors. Advis
ers might encourage upperclass students who sre considering
seventl insjors to eliminate some altematives, set or reset
goals.and see the advising process as a sy to move toward
achieving their goals. In extreme cases. these students need
counseling bevond the advising relationship (Gordon 198+4).

To be effective. advising programs for undecided students
need administrutive suppornt. In organized programs, advisers
help students explore their strengths and limitations. Advisers
ustaally explain the carcer devdopment process as it relates
to dittering stages of Tife and suggest ways for students to
gather and consider information.

Advisers and sidvising coordinitors whao work iy institutions
dedicated to students” exploration. wheo are commitied to
developmental advising, and who blend career counseling
with advising can help undecided students determine amajor.
As undecided students become comfortable with their inde
cistveness, involve themselves in the advising process, sk
open ended guestions, and seok answers from avariety of
resources, they vin make swell considered and often per
manent  Jecisions iabout majors and careers,

Transfer students
Stdents whoo transfer to other institutions atter completing
two vestr callee progrmis or who interrapt study at one insti

b



tution and transfer 1o another undergo periods of transition
unlike those of freshmen. Such students have survived the
change from high school 1o college and need 1o leam to suc
ceed in different, often larger, environments, They sometimes
find it difficult to adjust to an environment that offers less per
som aention from faculty and statt than that wailable
most two vedr institutions. More than for some other groups,
transfer students find it important to understand the practicat
vilue of higher eduction to future employment, which can
affect their integration, performancee, ind satisfiaction with the
academic progrims of receiving institutions (Johnson 1987),

The population of trunsfer students is a heterogencous one,
including a wide runge of ages, mces, and backgrounds (Har
rison and Vitrcoe 1984). Researchers find it difficult to report
numbers of students who wransfer, but they do agree that the
population is growing, In 1989, about 5.3 million students,
or -43 pereent of all undergraduates, were enrolled in com
munity colleges. An estimated one third of them transferred
to four vaar institttions (Witkins 19900, Transter students usu
ally have spevific aeademic and career goids, They change:
nutjors fess frequently and have o better sense of purpose than
do freshmen. Their intellectued growth seems to be more
influenced by the concern and interest of faculty than by fre
yuent contict alone, therefore, advising relitionships can e
particularly important. Transter students appreviate: faculty
whao are interested in the growth of students inside and out
side the chissroom and view their contact with advisers as 7
ke ingredient in successtully capturine the knowledge to
which they Tunve been exposed” tVolkwein, King, and Ter
enzini TUR6. p. 127)

it is surprising that trunster students receive fitthe attention
in discrssions about retention. From the perspective of receis
ing institutions, tansters form i significant portion of the four
vaur college popubition. From one fifth to one third of the
hachelor's degrees awarded go to students who began
another college (Volkwein, King, and Terenzmi 19860 When
considuered from the perspective of the sending institution,
the picture is Jess bright. Although one third of community
college students plin to attend four vear colleges. ondv one
fourth enrobl; fower actuativ receive bachedor's degrees (W
kins 19000,

Suceesstul trmster is eritical to mmority popufations. Two
vear colleges enroll 13 percent of bl African American under
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graduates, 55 percent of Hispanic undergraduates, and 57 per-
cent of Native American undergraduates (Watkins 1990). To
cam bacealavreate degrees, these students must find the pro-
cess of transferring successful. While transfer seems to work
for close to half of the students who experience it, minority
students seem to be disproportionately represented in the
half who could benefit from improvements. The two-year col-
lege students mast likely to continue at four-year institutions
have advantages in academic preparation and social skills.
Minority students are underrepresented in this population
("Few Poor Students™ 1990; Richardson and Bender 1987).
Transfer students, especially African-American transfer stu-
dents, exhibit significandy lower levels of educational attain
ment than do students who graduate from their initial college
of enrollment (Kocher and Pascarella 1990). Their grades typ-
ically decline during the first term after transfer but improve
in successive terms (Harrison and Varcoe 1984).

Programs designed to meet the needs of transfer students
can benefit students in both the sending and receiving insti-
tutions, facilitite the process of ansferring, and increase the
likelihood that they will graduate from receiving institwtions
(Tinto 1987). Success can begin with four year institutions”
developing articulation programs with two year institutions
to encourage two year college students to obtiin appropriate
infornution about the next level of college. Information about
evaluating transcripts, advising, and registration can begin the
transition process ( Harrison and Varcoe 1984). Advising by
receiving institutions should begin before transfer students
leave the sending institution.

A Ford Foundition-supported effort 1o provide transfer
opportunities to community college students provides an
example of these suggestions. In 1983, Ford funded the Urban
Community College Transfer Opportunities Program (U'CC
TOP). Becanse fewer African- American and Hispanic than
white students trnsfer from community colleges to senior
institutions, colleges with sizable minority enrollments were
invited to participate in the program (Donovan and Schaier
Peleg 1O8R).

UGS TOP recommends ongoing cotlaboration between
two vear and four vear institutions. This interiction seems to
he an important key to effective communication about
tansferring. Interinstitutional dialogue between administrators
and faculty conceming curriculum, teaching st tegics, and




ottcomes can close the communication gap for transfer stu-
dents. UCC TOP also recommends comprehensive data col-
ledtion to track courses, grades, and credits. Computer systems
that autonutically detect students in academic difficulty and
natify students and advisers about problems seem most help:
ful. Individual contact is also important. Researchers advise
community colleges to appoint transfer counselors to work
with academic advisers from both the sending and receiving
institutions and initiate diatogue about students’ academic
programs berwveen faculty at both institutions (Donovan and
Schaier Peleg 1988; Green 1988; Remley and Stripling 1983).

In general, transfer students view their contacts with aca
demic advisers as key ingredients in successful tansition o
the receiving institution. Contact alone is not enough, how
ever. Transfer students look to advisers at sending and receiv
ing institutions to provide orentation and to ease the tran
sition. Whether students transfer after completing courses of
study @ two veur institutions or interrupt their study at one
institttion to atend another, they need guidince in finding
answers to questions sbout course credits, requirements for
general education, and majors.

Providing academic orientation to transfer students at
receiving institutions is unlike advising freshmen. Most fresh.
men lean about college in organized orientation programs;
trunsfer students often discover resources and services on
their own. Often advisers are a first contact on campus for
tcnsfer students and might be called on for orientation to
support services, academic resources, and policies. Early in
the advising relationship, advisers should suggest analyzing
transfer credits to avoid misunderstanding at the time of grad
wation { Newhouse and MeNamara 1982). Then advisers
should consider cncouraging transfer students to become
involved in the receiving colfege community, especiathy the
areas that emphuasize the practical side of college,

Adults and other nontraditional studen?s

It has never been any secret that we change as we age. The
only question is how™ (Daloz 1986, p. 13). To espond to the
question of how, change is linked to develyy  nt. Dewel
opment is defined not as change only, but as change with
direction, change that is properly promated by education

{ Daloz 1986). Because adults make up a significant college
population and their numbers are increasing. advising coor
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dinators and advisers of adults weed to be familiar with trends
in adult students, to recognize these students as individuals
who are developing, and to unde sstand adults’ reasons for
enrolling in college, the transition:: they fiee as stidents, and
how advisers can help them succecd,

Atlcast 13.2 million college students are over age 25, This
population, which represents 42 percent of all college stu
dents who eam credit, is S8 percent femule, 63 percent mar
ried, 88 percent white, and 71 percent emploved full time.

By 2000, numbers of adults will be considerably larger. 75
percent of all US, workens will need to be reteined. Thev can
be expected to continue to tum to higher education to de
velop skills and for personal fulfillment (Askinian and Brickell
198K; Polson 1986).

Although some institutions use: an age rehied definition
of adult students, w developmental definition seems more use
ful. Adult students are those who have been awsay from fomal
education for at least two vears. Most waork either full or part
time and do not identify education as their primary concem
in life. Decisions about persisting in college are more often
affected by the extermal environment than by the variables
of social integration that influence students of traditional age.
White adult stedents have close relationships with facalty and
become involved with peers and staft, they do not seem to
become s involved s traditional age students. Most e ni
active in campus social activities or concems of the stadent
hoddy. Academic nugtters, problems of maobility, multiple life
roles, integrating familv, job,and college support systems,
and developing a sense of belonging in the academic envi
ronment concem sadult students, They ilso worry about how
they reite to the traditional age students in cliss (Bean and
Metzner T98S: Polson 19806, 1989: Sloan and Wilmes 1989,
Swift JURT ),

Changing norms for women in the work foree, rising stan
dirds of living, widespread aceeptanee of life long learming,
and increasing requirements for oceupuation related feaming
during adulthood dre factors that encourage adults to enroll
in college (Cookson 1989) These rends indicate two sources
of motivition for adult students: (1) pressures from the envi
ronment, such as changes in emplovment. family. or eco
nomic sittetions, snd (2) pressures from the individual, such
as Changes linked to adult development or i search for s
istaction. But whether adults enroll because of persenal pref
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erences, employment requirements, or new career directions
is not the central issue (Dean, Eriksen, and Lindamood 1987).
While not all adult students are intrinsically motivated, most
invite growth and seem willing to manage multiple roles
while in school. The adviser's challenge is to help adult sta
dents find resources to assist in the integration of their exist-
ing roles with their new roles as students and to assist in plan.
ning educational programs thut meet their short: and long:
term needs.

Adults might feel out of the mainstream of college life and
constrained by family and work from full participation in the
academic program. As a group, they are committed to edu
cational goals, yet isolation and incongruence can influence
their decisions about staying in college. Adults usually atend
college with a clear purpose in mind, sant value for their
money, have more commitments on their time than vounger
students, and bring varied and rich life experiences to the
classroom and the advising relationship. They anticipute arnd
perceive that job responsibilities, Lkick of time, not enjoying
their studies, lick of confidence in their ubilities, and the dif
ficulties of course work are barriens to success. Job respon
sibilities seem to be more significant barriers than anticipated.
lack of confidence in ability is anticipated to be 4 more sig
nificant barrier than experience indicates. Adult students
report that the barrier most difficult to anticipate comrectly is
lack of time (Sloan and Wilmes 1989).

Tor be suceessful, adults could need intervention strategics
that focus on the process of tansition and on new wiays to
receive college services. Some institutions meet the needs
of adult students more readily than others. By viewing adule
sodents as marginal to the institution’s overall mission, some
colleges and universities limit services to them. In adapting
to adult students, most institutions experience three stages
of acceptance. During the first, or kiissez faire, stage, the svs
tem works neither for nor against adults. Barriers are removed,
but positive intervention does not take place. The second
s.ge is one of separation. Separite services. sometimes infe
rior to those for vounger students, separite adults from the
traditional age student boxdy. In the third, or equity. stage.
adults receive the sume quantity and quality of services as
traditional age students (Polson and Eriksen 1988).

Institttions overlooking the influence of the adult student
population should consider that 60 percent of adult students
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seek a degree, 50 percent take four or more courses, and 25
percent study full time. Although services for nontraditional
students seem directly related to administrative support, those
services most accessible do not require major reorganization
of the administration. Academic advising is one of them
(Aslanian and Brickell 1988; Champagne 1987; Polson and
Eriksen 1988; Richter-Antion 1986; Tinto 1987).

Effective advisers of adults recognize the stage of accep-
tance of their institution and, within this context, usc devel
opmental advising to address four distinct areas of concem:-
(1) issues of transition, such as fears regarding competency
and adjustment to new roles; (2) a match between the insti-
tution's goals and the student’s when they help students select
courses and relate the purpose of prerequisites to the course
of study: (3) the formation of campus connections; and (4)
campus policies that are unfair to adults. Because most adults
commute to class, advisers are often their only out-of-class
contacts with college (Sloan and Wilmes 1989). Advisers not
only give academic counsel but also often provide ongoing
orientation and identify pathways to college services. In their
roles as professionals in their fields, advisers also serve as role
madels for adults who enroll to enhance their careers.

Although many adults are “application” oriented and
choose courses immiediately applicable to their lives or jobs,
effective advisers suggest that adults look at short- and long:-
term goals when determining a course of study. While they
bring a wealth of experience to the advising relationship,
adults are likely to take advice more seriously than do younger
students ( Bitterman 1985; Swift 1987). Advisers who treat
adult students as adults and not as 18-year-olds, ask open-
ended questions, and suggest campus or community re
sources that provide solutions to problems encourage adule
students to become full participants u, academic plnning.

Advisers should also be aware of the stuge of acceptance
of their college or university and work to improve those atti-
wides and services most directly affecting adult students. By
addressing the issues of how instutional rules and practices
affect groups as well as individuals, advisers can promote
equity for adults. Institutions concerned with removing bar
riers to the success of adults might consider training advisers
in adult development theory, career development theory, and
midlife career strtegies (Polson 1980).




These discussions of student populations and their advising
are reminders of the recommendation that advising not take
place in isolation (Grites 1979). They concern advising at
the student level. Concepts of developmental advising and
academic planning have been considerad in the context of
students and advisers sharing responsibility for successful ad
vising. Other tools for success at students’ level are an
undernstanding of the influence of advising on contacts be
tween faculty and students, involvement, and persistence. The
next section concerns advising at the institutional level. If col
leges and univensities have as a goal to plan and implement
campuswide, student-centered systems of advising, certain
attitudes and practices can contribute to success. Useful meth
ods at the institutional level are much like those for students.
Thev center around shared planning and focus on relation.
ships that can contribtite to positive outcomes for students.
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SUCCESS IN ADVISING: Strategies for the Future

The finst four sections of this monograph present tools for
developing successtul advising relationships, examining con
cepts of advising and populations for which they can be eftec
tive, But touls are not products. They are useful only as con
tributors to timely and effective advising services for students.
Betore advising programs can foster relationships of shared
responsibility and encourage academic planning, they need
institutional support. To this end. this section addresses insti
tutional success in advising,

Empirical rescarch suggests that most institutions are not
satisfied with their methods of academic advising. Despite
the work of rescarchers, authors, and practitioners, today's
programs demonstrate litde improvement over those of the
last decade. Results of the 1987 ACT survey “depict a some
what disappointing picture of the stitos of scademic advising
in American colleges and universities” (Habley and Crockett
1988, p. 74). Models that work on some campuses generally
are not applicable to others and for goad reason. Students
vary. Institutions vary. Although seven orgnizational models
have been identified to assist administeatons as they reorga
nize services and assess their strengths and weaknesses (Fab
lev 1983, 1988h), reports of the assessment of successful pro
grams are rare. Therefore. this volume proposes no specific
muxdels for advising. Rather. it investigates strategies for plan
ning. implementing, and evaluating campus specific progrizms.

Program Management: Move Forward with a Plan
Although scholars and practitioners recommend caretul sefec
tion, training, and evithution of jadvisers, these activities often
seem to be neglected. Sixey three percent of the institutions
responding to the 1987 ACT sunvey have written policy and
procedures statements for advising, vet only 29 percent tiin
advisers iand only 21 percent regukirhy eviduate the progrant's
cffectiveness, Nearly 45 percent of the respondents do not
recognize or reward advisers tor their service (Habley and
Crockett 1988),

Selecting, training, evaluating, and recognizing advisers
seem most useful when they are parts of @ structured planning
process. Todky, many colleges and universities guide collec
tive decision making through plinning. One successtul moded
is strategic planning,
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... an analytical approach that encompasses an assessment
of the future, the determination of desired goals in the con-
text of the future, the develupment of alternative cotrses
uf action to achiere those goals, and the selection of cutarses
of action from among those alternatives (Uhl 1983, p. 2).

Determining direction, or formulating an idea of the future,

is the essential first step in strategic planning. This direction
then guides planners as they anticipate change and nuke deci
sions. Ideally, participants in planning consider the intemal
and external conditions that define the culture of the insti
wution before they adopt specific actions. This consensus
oriented approuch seems highly effective in college and uni
versity settings (Chaffee 1984: Cope 1981; Frost 1988, Keller
1983; Meredith, Cope, and Lenning 1987).

It seems that a structured mechanism for chunge. such as
strutegic planning, is warminted for advising programs. When
asked to mite institutional effectiveness for eight goals of advis
ing. respondents to the 1987 ACT sunvey most often chose
the categony “achievement somewhar satisfactony.” The only
gotl rating “achievement satisfacton™ concemed prescriptive
advising, such as providing accurate information about pol
icies, procedures, resources, and programs (Habley and Crock
¢it 19881, Perhaps stregic plinning, with its attention to
mission and the environment, can provide a forum for par
ticipants to address questions about the effectiveness of ad
vising and move forward to increase the positive outconies
of college.

A generid mission of colleges and universities is o pursue
scholarship and tansfer knowledge to leamers (Kramer 1985,
p- 3). Within this framework, planners can investigate the con
tributions of academic advising to the mission of the college
or wiversity and define an institution-specific mission for
advising. Questions about fundamental advising philosophy
are appropriste. Should advising contribute to significant pos
itive college outcomes for students? How is advising defined
on the campus? What sre the outcomes of advising on the
campus? How can the definition of advising be changed to
increasce the likelihood of positive outcomes? 3, as suggested.
acdvising is ot form ol teaching (Crookston 19721 then these
questions are not only appropriate. but also necessary, When
posed as part of orgunized planning agendas, open ended
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questions about the definitions and outcomes fadvising can
become purts of a strategic investigation of the future.

In 1986, the Council for the Advancement of Standards
(CAS) published standards and guidelines for student services
and development programs.

The primary purpuse of an academic advising program

is to assist students in the development of meaningful edu-
cational plans . . . compatible with their life goals . . . Aca
domic adrising should be viewed as a CORERRONS P OCess
of dlarification and craluation (p. 11).

This statemient can serve as i beginning point for an advising
mission that refleats an institution’s general purpose and spe
cific advising philosophy. Such a mission is most helpful when
designed by representatives of all who participate in the advis
ing process. Defining wind adopting a mission are the first
steps to collaborative planning for a new or revitalized advis:
ing progran.

W0 the strategic process, planners develop goals after they
adopt a mission statement. Stntegically detined goals are spe
cific plans that narrow the gap between what is and wht
should be (Cope 1981 Uhl 1983). Gaouls for advising shoukd
address specific needs: they should define a program ded
icated 1o helping students move from clarifving objectives
for life and career an:d developing educational plans o inter
preting requirements and selecting courses (Council for the
Advancement 1986). Other goals for advising include encour
aging students to develop decision making skills and intro
ducing them to support services (Council for the Advanee
ment 19863 (sex tble 3). The order of the Council's goals
is important. Developing phans for life and career is followed
by selecting courses and interpreting requirements. This order
suggests i process of developmental advising. The opposite
order could indicate a traditional, or prescriptive, approach.

Betore defining spedific objectives and action plans, a crit
ical fook at the advising environment is usetul. Those colleges
and universities engaging in institutionwide strategic planning
might hive extermnal and internal scans that prove helpful. I
such scans are not aaikible, the process of gathering and ana
hzing information, opinions, and perceptions can contribute
to planning. Some questions should be considered in the
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TABLE 3
MISSION STATEMENT FOR ACADEMIC ADVISING

The primary pumpose of an academic advising progeim is to assist
students in the development of meaningtul cducationad plans
computible with their lite goals.

The institution must have a clearly written statement of philosophy
pertaining o gcademic advising, which must inchude program goals
and st forth expectations of advisers iand advisees.
Academic wdvising should be viewed s a continuous prexcess of char
ification and evaluation.
The ultinate responsibility for muking decisions about Hife goals
and educational plans rests with the individeal student. The academic
adviser assists by helping to identifi and assess altermatives and the
consequences of devisions
Istitutiond goads for acadomic advising may in lude:
o claritication of hife and career goals,
* development of educational plans,
o seledtion of gppropriate courses and other cducationa
espericnees,
* imempresttion of institutional requirements.
* increasing student awareness of cduaational resources avakshle,
o cvaluation of student progress towied established goals;
development of decision making skills:
refernit to and use of other institutional and communsty support
services, where appropriate; and
e collecting and distributing stident date regarding student necds.,
preferences, and performanee for ase i institationad policy
nutking,

Meaterces Counatd b the Advmcement 180, p 1T Reprinted with poenmssion

scanning: How is advising perecised on campus? What student
populations ire served by the advising program? What popu
Ltions need o be senved? What are the advising needs of
these students? Whit campus i d community resources ain
help fill these needs? Do students eam decision making and
problem solving in the curriculum? What changes does the
institution face in the futare? How will these changes affedt
advising at this institution? When considered in the context
of mission and goals, aoswers to these guestions cin guide
the detailed work of establishing or refinmg advising,

The next sep is to define spedific objectives. By this time,
partcipants in phinning have firsthand knowledge of oppor




tunities, needs, and resources; they cin begin to break new
ground. Devisions about the tormut of advising, the sclection,
truining, and recognition of advisers, and comprehensive eval
uation should accompany discussions of more far reaching
issues. A few pertinent questions should be answered: How
<an students be motivated to participate in the process of
advising? Do students possess decision muking skills that can
be trunsferred to the advising setting, or will these skills have
to be taught? What skifls and attitudes should advisers possess?
How can faculty and staff members possessing these skills
and attitudes become partners in advising? How can they be
cultivated in others? How will advisers be selevted, trained,
evaluated, and rewarded? How can advising become i col
Laborative, campuswide effort? How should the outcomes of
a-vising be defined? How can they be evahuted? How can
the results of evaluation be used to improve advising? When
participants in plinning address these questions, the advising
processcan begin to move in important directions. Phinnens
who are committed to routine evahuation and proper use of
data can project i dvnamic and ongoing vision of advising

at their institution,

Academic Advisers: Select and Train for Effectiveness
While students and their needs tor advising are the principil
concern of this monograph, students are just one half of the
advising picture: Advisers e the other. For advising to be
atrue process, the needs of both participants in the relation
ship should be considered. successful idvising depends on
effective advisers, and sidvisers” effectiveness depends in pant
on how they are selected and trained for their responsibilitios
(Grites 1978).

The selection of advisers hus been described as the cor
nerstone of a saceessful program, especially when advisers
are seleated on the basis of ariteria for effectiveness i e
not required 1o serve (Grites 1987 Wikder 1981, About half
the respondents to the 1987 ACT sunvey use only instructional
taculty in all depantments to advise, Participation by choice
is most likely in four vear public institutions: fouar vear private
institutions are maost likely to have criteria for selection of
advisers. Sixty ¢ight percent of the respondents o the 1987
ACT sunvey lunve no criteria for seledting advisers. Most advis
ers are faculty members, but the number of professional advis
ers is increasing (Habley and Crockett 1988: King 1988)
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Ideally, advisers are selected onthe basis of criteria that
reflect the goals of the program. Criteria for selection should
address students” und the institution’s needs and result from
collaborative plnning. Good advisers are interested in estab
lishing caring refationships with students. They see students
as growing, maturing individuals and are accessible to them
{Crookston 1972 Ford and Ford 1989; Frost and Hoffmann
1980; Wilder 1981). When department heads, instructional
faculty. noninstructionl protessionals, parprofessionals, or
peers with these attitudes are selected wo advise, they can leam
the skills they need in avariety of training formuts,

A finse step in inining is 1o deseribe the responsibilities of
advisers. While specific attitudes and practices are best defined
by those familiar with the population of students and the insti
tution, research based guidelines ire often helpful. Students
seem to prefer the “persomalized approach [that] is at the
heart of developmental advising”™ (Gordon 1988, p. 113). They
want advising rekastionships centered on acidemics and oot
on persomal concems, such as family nuatters or relationships
with peens. They prefer advisers to supply information about
stich prescriptive items as requirements for graduation and
coune selevtion and to address broader developmental op
ics, such us exploring goals for life and career and planning
a4 course of study (Fielstcin 1989; Frost 1989h; Noble TU8K:
Winston and Sandor 1984),

Fuculty members rated as developmental advisers by their
students report that they address sevenal areis of concern in
their work with students, including personal attitudes and
vvents rekited to college, such as clssroom expericnees,
course content, and time nuimagement; group programs, pol
icies, and opportanities. such as intemships and opportunities
for international exchange: and nuintenance activities, sach
as signing forms. discussing procedures, and selecting courses
(Frost 1990a, 19900). Even though these findings highlight
the importiance of the concepts of developmental advising,
most current rining for advisers sceems o center on preserip
tive interiactions (Habley and Crockett 1988).

Training advisers 1o address developmental advising and
academic planning and to facititate students” developmental
neads includes attention tosiudience and content. Whatever
the content, training is more successtul when audiencee par
toipation is high. 1 is important to inchade team buikling

¢
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activities and to recognize that some participants have exten
sive nomadvising duties (Barry 1989).

Sevenal content guestions are appropriate: What should
advisers understand? What should advisers do? What should
advisers know? (eller 1988, pp. 156 57). Well-informed
advisers undenstand the concepts of developmental advising,
academic planning, and the developmer  of higher education
and of students that influence advising. The characteristios
and needs of students, career planning, the relationship
between advising and other student support services, and the
responsibilities of advisers and advisees are also appropriate
topics for discussion {Gordon 1984; Keller 1988). It is essen
tial to explain academic regulations and procedures, especially
10 those who are advising for the first time.

Although maost training occuns in workshops of one day
or Jess, comprehensive preservice sessions followed by ocea
sional in service mectings are more effective. Other formats
inchude workshops of mone than one day, a series of meetings,
and preservice triining only. Although maost advisers work
individually with students, they seem to enjov the periodic
support and encouragement of their advising colleagues and
interaction with those who support advising. Experienced
and novice advisers can leam from cach other, share enthu
siusm for their responsibilities, and discuss mutial problems
(Frost and Hotfmann 1986: Habley and Crockett 1988: Kap
riun and Coldren 1982; Keller 1988),

Evaluation and Recognition: Essential Components
While vvaluation should take place on many levels in well
execuwn dvising programs, ligde research has been done
to evahite the effectivencess of academic advising, This sit
wition is unfortumate bediuse rowtine evittuation of advisers’
training and performunce can contribute to the program’s
overtl effectiveness and allow suceess to be built on previous
findings (Voorhees 1990), Evaluation used nat for final judg
ments but to guide planning is usually considered most help
ful. then evaluators can become agents for change and point
the way to improved advising services. They are sometimes
the first to notice important trends in the student population
( Brown [1978; Kumer 1990).

Evaluation indicates how well the advising svstem is work
ing, documents the eflectiveness of individal acvisers fo
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purpuses of self improvement, identifies areas of weakness
to be addressed in future planning and training sessions, pro-
vides data for the recognition and rewand of advisers, and
gathers information o support requests for funding or other
administraive contributions (Crockett 1988). When devel:
opmental advising enhances the decision making skills of ste
dents and outcomes are measured, evitluation can be used

to demonstrate positive educational outcomes for students
(Frost 1989b, 1991).

Comprehensive evithmation includes feedback from advising
administretors, students, and individual advisers. Thorough
evitluators ustadly investigate all aspects of the program, using
objectives identified in planning as criteria. Evaluators should
address cerin guestions: Is the advising program contribint
ing 10 the institution’s mission? Does advising function accord
ing 1o the purpose and accepted detinitions of developmental
advising? Do students engage in academic planning with their
advisers? Does the advising progrim meet the weeds of all
populations? Has advising adapted to changes in the insti
tational environment? Is a program to train advisers in plice?
Is it effective? Is evaluation ongoing and offedtive? Are advisers
appropriately recognized and rewarded? Do studeats respond
tor the wdvising progrim positivelv? What are the outcomes
of advising for students? How aare these ottcomes measured®”
How can the progrim be improved?

Toaid in evaluation of advising, systemuatic evaluastion of
the overal! student development program and cach functional
ard is recommended to determine whether the educational
gols and the needs of students are being met (Council for
the Advancement 19801, Although methods vany, evadwators
should use both quantitative and qualitative measures, Results
should contribute w improvements in the program. A cross
section of participants should phan and implement evalaation
procedures. Results can then be anahzed. shared. and used
ter guicde positive change. Broad based cotlaboration and
timely use of the resudts of evaluation G engender an advis
ing sysfern grounded in theony and shared responsibility thia
meets the changing necds of all participants and supports
desired educationat outcomes,

Although appropriate recognition ol advisers s necessarny
i atdvisings is to assumee a plice of greter importinee in
higher education. reward for advising is often neglected,
Administrtors and fculty identfy rewand svstens as the cat
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cgory for chunge that is most likely to improve advising pro
grams. Yet -4.4 pereent of all respondents to the 1987 ACT
sunvey huve no such systems of recognition or reward (Habley
and Crockett 1988: Knimer 1980b; Larsen and Brown 19R3;
Polson and Cashin 1981).

Most institutions that rewurd advising ofter recognition in
the form of minor promaotions and consideration for wenure
(Habley and Crockett 1988), Appropriate recognition can wke
nuny forms, including reduction of weaching load, commitiee
wurk, or rescarch responsibilities; salary increments; major
or minor consideration in decisions affecting promotion and
tenure; and awards for excellence. To be beneficial, recog
nition of advisers needs to becore i planning issue. to
address criteria of selection and effectiveness tor advisers, and
to reflect the importance the institation places on advising,

Collaboration: A Key to Excellence
To design or revise an advising program to includce the com
ponents described in this section requires ongoing, colliabo
rtive effort. Advising spans nuny institutional boundaries
andd involves most students. Beanse the constituencies are
diverse and numerous, change cannot be accomplished in
a fragmented way. It must be planned. Fven so, positive
change cannot be accomplished in haste: evilaation should
lead to improvements that define constructive change. While
collaborition can tike many forms, building connections
among arcademic affairs, student afbairs, and support services
seets 1o e an important rowte to retaning students and
encounging suceess (Frost and Hoflnunn 1986: Looney 198K )

In an example closely related o academic advising, the
Urban Community College Transfer Opportunities Progrin
recommends it representitives from wwo vear and four vear
institutions work together to improve transfer prograns, £CC
TOP also recognizes the vidue of collithortion between two
vaur colfeges and seconduny schools. I such efforts, students
receive the “benetits that can accrue from systenutic collab
ortion” (Donovan and Schuder Peleg 1988, p. 350,

The theme of colliboration also appears in the litenture
on advising. Recognized as a factor in retention on camps,
avising is described as:

- cdmpsteidde vesponsibitio fefeat] inclides facnlty adei
s, profossionted corensclors, stiecdent effaees prrofessioncds,
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administration, admission recridters, vesidence ball per-
somnel, financial aid workers, libraricns, clerical personnel,
and security officers. Retention is not the total goal of the
pragram, but the by product of expanded services and
expanded teamwork .. (Glennen et al. 1989, p. 25).

Others describe advising programs in which collaboration

is central to success (see, e.g., Abrams and Jemigan 1984;
Trombley 1984). Considering the interactive relati nship of
contact between faculty and students, and involvement and
persistence, it is not sumprising that researchers advocate col-
Liboriutkom among educators. When college constituencies
work together, they serve as models for faculty student and
student stugent collaboration. As these interactions become
obvious, the likelihood of meaningful contact and students’
involvement in academic mattens can increase. When aca
demic advisers, advising coordinators and administrators, and
those who support advising efforts collaborate to offer an
advising program that is centered on developmental concepts
and focuses on students’ needs, advising can become an
essential systenutic entemprise of the institution.

Advising a= a Systematic Enterprise

Iriforent in the model of insti:tional departure is the impor-
tunt notjion that colleges are in a very red sense systenstic
enterprises comprised of a variety of tinking interactive
peerts, formal and informal, academic and social Events

irt one segment of the college necessarily and wnaroidably
Seed back and impact upon erents in other parts of the insti
tution. .. To fully comprebend the longitudinal process of
departure, one must taze note of the full range of individ
wedd experiences [that] ocenr in the formeal and informeal
domains of both the socal and aceidemic systems of the
institrtion [emphasis added] (Tinto 1987, pp. 117 18),

This statement acknowledges the importance of people work
g together to achieve positive outcomes. For students, this
view describes an advising relationship based on shared
responsibility, For institutions, it defines an enterprise based
on collaborgtion  Educators are not the only scholars who
recognize the growing importance of collaboration. Futurist
authors in other fickds use words tike “involvement,” “part

53



nerships,” “networking,” “interdependence,” and “synergy™ m

when writing about innovations of the 1990s and beyond (sex,

e.8., Covey 1989; Kanter 1989; Naisbitt and Aburdene 19900).  An advising

In this description of the next century, the power of the indi.  relationsbip
can

vidual is apparent: .o
become a
The first principle of the New Age movement is the doctrine valuable b f .
of inditndual responsibility. . .. It is an ethical philosophy
that elevates the individual to the global level . .. ndividual model f or
energy matters (Naisbitt and Aburdene 1990, pp. 298-99). individual
accountability.

The value of systematic enterprises and the concept of indi

vidual responsibility can sharpen the views of those who work

to improve the outcomes of college through advising. This

monoglph presents tools and methods for designing a sys

tem of advising. For maximum benefit, the system functions

on two levels. On the institutional level, advisers, advising

courdinators and administrators, and those who support advis

ing vooperite to implement advising programs that employ

a mnge of campus and community resources: Instructors,

department chairs, career counselors, student development

personned, and professionals from the community are all vital

contributors. For students, advisers and students function

much the same way. Within their refationship of shared

responsibility, they design, implement, evaluate, and refine

academic plans for students.
An advising relationship focused in this way can do more

than facilitate the selection of courses and registration. It can

surve as a training ground for students” future behavior. As

they progress through the curriculum, students solicit contiacts

once initiated by advisers. They handle decisions once guided

hy advisers. An advising relationship that is changing in the

direction of greater responsibility by students can become

a valuable life maoded for individual accountability.
The final section of this monograph presents recommen

dations and conclusions for improved advising, addressing

the nedds of students and of institutions. The theme of the

summuary is colltboration  as well as svstems and individual

responsibility.
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RECOMMENDATIONS AND CONCLUSION

Academic advising is 1 means, not an end. When advising is
based on shared responsibility and designed to help students
discover meaningful academic plans, then courses and sched
ules become tools, not products of the advising relationship.
Advising so defined can have a number of positive outcomes
for students. In the process of designing plans, students can
leam to frame appropriate guestions, seck out needed infor-
mation, and learn decision-making skills. Such progrums offer
advantages for institutions as well. They give students oppor
tunities to engage in systenutic academic planning and could
enhance retention through students” involvement.

The following recommendations offer a begir ning point
for those who wish to consider an advising mission based
on shared responsibility. The recommendations involve
changes in attitudes as well s priactices. They can be applied
to large and small, public and private institutions. They are
intended not as final solutions, but as 4 framework for plan
ning. Following the recommendations are suggestions for
admivistrtons and sdvising coordimators, for individual advis
ers, and for acidemic and student services professionals who
support advising. Like the recommendations, they are most
effective when those who understand the college culture and
its student populations adapt them for specific use,

Recommendations for Improved Advising
To implement an effedtive advising system:

L. Consider advising as an institutionide systent cortered
arvorned studemts” ineolvement and positive colfege ot
comes. Advising should serve the needs of all students
and contribute to thir success in college.

- Promote concepts of shared responsibility for bordy students
and the tustitution. This orientation can senve to involve
students in their academic futures and to encourage pos
itive outcomes of college.

3. Begin the advising relationshigs with an awcercrioss of the
feirger purpose of advising and mote to an awareness of
details. This approach is important for students and for
institutions. Advising should contribute to studens” leam
ing and suceess, not merchy supply answers to specific
questions. Tt shoukd also contribute to the overall effec
tiveness of education.

(&Y
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4. Plan for suceess Ail participants in advising shouid be
involved in an ongoing, strategic effort to center advising
around a meaningful mission. Individual students reflect
this orientation when they engage in icademic planning
with advisers.

5. Eraluate. Evaluation of the overall program and individual
contributors is an essential part of planning: results can
provide direction for change.

6. Collaborate. Participation in a shared advising rekationship
leads students to contact many members of the college
community for answers to questions that arise in academic
planning. These resource persons then advise both for
mally and informally. Others support the process. Work
to provide a collaborative model for students and encour
age them to cooperate with their advisers,

To support these recommendations, the following sugges-
tions are offered as agenda items for administrators and advis
ing coordinators, for individual advisers, and for supporters
of advising. Overlapping suggestions are not only unavoid:
able, but also desirable. Al participants in advising can benefit
from familiarity with all suggestions.

Suggestions for Administrators and

Advising Coordinators

swccessful advising programs have the support of the admin
istration and are usually coordinated by a person who accepts
responsibility for providing dymamic leadership to advisers
and support personnel. The following suggestions are offered
to administritors and coordinators who work as a team o
accomplish an institutionwide system of advising,

V. Plan the advising program carefudly. Keep the necds of
the stdent popubarion in mind and involve a compre
hensive snge of constituents in the plinning process.
When planning, (1) consider the mission of the institution
and its pardicular advising goals; (2) be familiur with the
external environment. especially research on students”
involvement, contact between faculty and students, and
persistence: and (3) know the populiations being served,
for they are the most important components of the inter
nal environment. Students are individuals with individual
neads. " stemal and institutional research can guide plan




ning tor students from diverse backgrounds or students

in transition.

Pw

{se and teach developmental advising tecbrnigques. When

focused on positive educational outcomes, advising can

become a valuable component of teaching.

3. Be expecially attentive to the nevds of fresbmen. For fresh:
men, academic integration is the maost important influence
on the development of academic skills for that year (Ter-
enzini and Wright 1980). A well designed freshman advis
ing program sets the stage for academic success through

out college.

4. Before inviting adrisers to serve, consider their strengths
and levels of iterest. When advisers are carefully selected
acvcording to established criteria. they are more likely 1o

be strong contributors to the program,

5. Offer training for adrisers routinely. Include discussions
about involvement, contiact, persistence, and the charac
reristics of student populations. Find time for advisers to

identify and explore their needs during training,

6. Eraduete. Program evahution and evalwation of individual
advisers are important strategies for a successful program.
Results can be ased to improve the program. provide
information for planning. and demonstrate studer: out

CONWS.

. Recognize and reward advisers and others who contribute

1o the program. Recognition of advisers is a valuable tool
when used to incredase ownership in and build support

for the program.

8. Consider advising as a dyvnamic process. not a finished
proddct. Use the results of evaluation continually wo bring

about positive change.

Suggestions for Individual Advisers

Advisers are critical contributors to any advising system. The
following saggestions are directed to advisers who work to

enhance their effectivencess.

Lo Consider the adrising relationship as an oppxortienin: to
recech studdents Treat them as partners by sharing respon

sibility tor acdvising with them.

2. Become familiar with students «s individuals, Their skitls
and needs vany. Recognize those differences and stay

informed ibout their progress.
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. Begin the advising relationshipy with a discrssion of the

brixider prurposes of adrising: to find a direction for the
Sreture and to help students create appropriate and
dynamic educational plans. Then move to questions con
ceming majors, courses, and schedules.

. Do not meke decisions for students. Encourage them to

explore options, frame questions, gather information, and
make decisions. Be conscious of moving to stages of
greater responsibility for students s the relationship
PrOZresses.

. Enconrage students to become involved with adrising, with

acadenics, and with nondacademic aspects of college life.
Cedlaborate to improve adrising Willingness 1o cooperite
with others provides a vithuable model for students: (1)
Participate in planning the advising progr.im, as institu:
tional experience and knowledge of the college culture
mutke advisers vahuable contributors to planning; (2) par
ticipate in training and leam about educational issues that
influence advising and about the students served; (3) par
ticipate in evaluation of both the advising progriam and
of individwal performance. Encourage the use of results
as 1t mans of improvemient. Be open to suggestions for
positive change.

Suggestions for Supporters of Advising

As advising coordinatons and individual advisers encourage
students to talk to other members of the college community
about their courses of study, those who support advising
become contributors to the advising process. Department
clutirs, instructors, cireer counselors, personil counselors,
and others have frequent and meaningful contact with stu
dents. The following suggestions are oftered for these
ptrticipants,

I

2

Loarn ebout the advising system and its many comstitieen
cies. Participate in appropriate phinning, training, and
evihttion.

e about techuiques for derelopmental adrising The

concepts provide viluable ools for dealing with students
Y any setting.

. e apent to stidents ingueiries, As students formulate aca

demic phans, they seek the advice of many people. Adopt

¥
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a welcoming attitude and view encounters with students
as apportunities to encourage them to plan.

4. Work collaboratively with others to enbance the systematic
approuch o adrising Collective efforts improve advising,
and other campus efforts that contribute to studenis” sue
cess an lso benefit.

Conclusion
The move from an advising program based on merely sup
-plying answers to students’ gquestions about scheduling and
registration to a system of academic planning centered around
shared responsibility will not take place in one term. Nor will
it tike place in one academic vear. The move is a deliberate,
collective effont that involves changes in practices and atti-
tudes and requires considerable individual and institational
commitment.

A look at the historical development of advising suggests
that change is difficult at hest. While some answers to ques
tions about broad based approaches to advising exist, most
programs still center on prescriptive activitivs. Fven though
research suggests that involved students are successiul st
dents, most advising programs do not seem 1o encournge stu
dents” involvement. They offer short term relationships with
advisers, If the current lterature on advising has one theme,
it is that of shared responsibility. This theme offers guidance
for those who plan for and punage programs as well as for
those who interact with students. It speaks to college and uni
versity administrators, to advising coordinators, to advisers.
to those who support advising. and to students. It applied
craatively and with an eve to the future, perbaps academic
acdvising refationships can provide leaming expericnces thi
prove valuable to students during the college vears wd
beyond.

Acetebemiic Adrising for Mredont Sicees

ERIC 59

Aruitoxt provided by Eic:

-



REFERENCES

"the Educational Resources information Center (ERIC) Clearinghouse
un Higher Education abstriacts and indexes the current litersture on
Ligher education for inclusion in ERIC's data base and announce
raent in ERIC's monthly bibliographic joumal, Resonerces in Edi
cation (RIE). Most of these publications are available through the
£RIC Document Reproduction Service (EDRS). For publications cited
in this bibliography that are ivailable from EDRS, ordering number
aud price code are included. Readers who wish to onder a publi
cition should write to the FRIC Documert Reproduction Service,
=120 Tullerton Rd.. Suite 110, Springficld YA 22153 2852, (Phone

o ders with VISA or MasterCand are taken at 800 443 ERIC or

~03 440 1400.) When ordering, please specify the document (ED)
numbeer. Documents are available as noted in microfiche (MF) and
paper copy (PCY. I vou have the prive coce ready when you call
EDRS, an exact price can be guioted. The kst puge of the Bitest issue
o Kesoterees in Educationt also has the current cost, listed by code

Abrams, H.G . and LP Jemigan. 198+, “Aciademic High Risk College
students.” ddmerican Fdieationel Research forernal 2302): 201 "y

Allen. WR. 1988 “Improving Black Student Access and Achicevement
in Higher Education ™ Reriowe of Highor Educanon 11 403 16

Althiach, PG 1989, “The New Intemustionalisme: Foreign Students ind
schobars.” Strecdies in Higher Education 102 125 37,

Althen, G. 1IR3 The Handbook of Foreign Student Sdeising Yar
mouth, M Intercultural Press,

American College Testing Program. 1984, “Athlctes and Acadenies
in the Freshman Year: A Study of Freshman Partic ipation in Virsty
Athletics.” Rescarch Report New 151 Wishington, DO ACT Pro
gram and Educatomil Testing service

Anderson, BCL DG Crattoer, and LH Cross 1989 7 Undensded,
Multiple Change, and Decided Sudents: How Difterent Are Thaevs
NACYH A fenarnctl K1) 40 S0

Ashinfan, CRLand HM. Brickell 1988 FHow Amertcens i Traresition
SMiucedy for Collese Credit New York College Fainmce Examination
Board.

AMIn, AN TS Proeventng Siedents from Droppeig Cret an Fran
viscor Jossey Buss

e BT Footer Criticed Years S Frinciscon fossey Haiss

o student invohaaent: A Developmental Theon o

Higher Education” fonrnal of Collexe Stident Pernsonne 25
JOR HT.

se— e ONS ok Arering Febncattoned Fxcelfonce San Francisoo,
Jossey Buss

Antin, AW FES Astin, KO Green L Rent, P OMeNamne, and MR
Williams, OS2 Mirterities 1t American fligher fddicationr an
Francisco: Josseyv Rass

Astitt, AL W Ko, and R Green 1987 “Remimg and satishing Su

Acerlonue Adving for Stiedent Steccess

ERIC 9

IToxt Provided by ERI .

-



N

ERIC

Aruitoxt provided by Eic:

Jdonts.” Fdicational Record 080T 30 42

Astone, B, E. Nuflez Wormiack, and 1 Smodhiska. 19589 “Inensive
Academic Advisement: A Model for Retention.” Cellege and Cni
rersity 65 1) 31 43

dackhus, D. 1989, “Centalized Intnusive Advising and Undergraduate
Ratention.” NACADA Jorrneal 901 ): 33 45

Banning, TH. 1989, “Impuct of College Environments on Freshiman
students.” In The Frozbman Yoar Experience, Hoelping Stedents
Srervive eired Stecceeed in Colfege, edited by ML Uperddt, [N
Gardner, and Associates, San Francisoo: Jossey Buass

Barry, M. 1uRY, “The Training of Teachers s Advisors. ™ EDY 312 780,
22 pp. MEF 01 PC 01

Beal, PE, and L Nock T8¢, What Works in Strecdenit Retention. The
Keport of a Joint Projedt of the Americare Colloge Tosting Progream
anied the Neational ¢ onter for Higher Education Managemont Sis
tems lowa Citv: Americn College Testing Program and National
Center for Higher Education Management Ssstems, ED 197 645
P42 pp. MF OL X 00,

Bean, 1P 198RS, “Intenction Effects Based on Chss Level inan
Exphimton Model of Coblege Stadent Dropout svodrome ™ ey
ettt Fedug ationad Roseereh Josrnal 2201 35 O+

Boean, 1P and BS. Metzner 1985 7 A Conceptuatd Model of Nomra
dinomal I odergrdiate SMudent Atotson ™ Aersene of Fducatimed
Research 334040 83 S0

Beaskes Fielsein, L1980 "Susdent Perceptions of the Davelopmental
Adviver Advisce Rebigionshp 7 NACADA forernedd 002 JO7 17

Biggs, DAL TS Broxhe and W1 Bamnbare 12750 7 The Phviamics of
ndergiadane Academic Adveseyge ™ Roserd b in Higher Education
2345 57

Batrernnn, LE 198RS “Acidene Advising and Adult Edacimon: An
Ererging svnthesis - N foaernal 52y 29 33

BLum, FW 1983 “Inercoblegrte Athletic Competition and Students
Fductionml and Career Phans ™ Joternce of ¢ ollege Sstrdent Per
sapief 200 11518

Bobn M R 19738 Peronalmy Varsbles m Suceesstul Worh Stuch
Perormanee ” fonrred of College Mudernt Porssamnel 1o 13340

Bosggand, FHEOBOSE “Rosvad o Pragnuatic Philosophy of Academi
Addumsitg T NACH 2 foeerneal TELE T O

Borgard, FH.PA Hombuckleand | ahoney 19770 bacadny Per
cephions of Acardemie Advising " NASEY forrnef Fr 31 4 1O

Bonver, LIRS cadlege The ! nderwradinste agernence in Aniernca
Sew York Thaper & Row

Brow, RD 0™ How Fygduason Can Made o Difference 7 in fredd
neating Progremt Fffoctn eres, edted by GoHLanson New Dire
trons tor SMudent Ssenvices No Bosan Frinomsco. fossey Biss

Bulthate, 1D 1986 The Foreign Stadent Tiedinv A Profile 7 1o Girend
pe the Facrelepnent of Foresst sisedents, editod e KK vk san

J i



Fomvisco: Jossey Bass.

Cadicux, RA L. and B.Wehrly 1986, “Advising and Counscling the
Itemational Student.™ In Guiding the Development of Foregn
Strglents, edited by KR Pyle. San Fruncisco: Foasey Bass,

Carberny, LD M. Baker. and DLL Prescatt. 1986, “Applving Cogiiitive
Daevelopment Theony in the Advising Setting.™ NACADA forrnal
o213 IR

"Camegie sunvey of Dndergraduates.™ S February 1986, Chmrncle
of Ligher Fducation. 27 30,

Camiey, 1978 "Psvchologic Dimensions of Carcer Development.
An Overview and Application.” Paper presented at o training con
terence for the Ohio Department of Education, April, Columbus,
Ohio

Canvtensen. P oand C Sitberhome 1979 7A Nationmal Sunvey of Aca
denic Advising. Final Report.” Fowa City: American College Testing
Program. ED 252325 1S pp. ME 01, PC 01

Cost Thomas L1979 7 Undergrduaate Leavers and Persistens
Berheley: Resuls of o Telephone suney Conducted in Spring
19707 Baprer Buased on e specech presented at ansimnual conforence
of the Catitornia Assocetion of Institetionast Research FIDIRT 29y
SSpp MF 041X 03,

Chiflee, FE R "Saceesstul Mrtegie: Mamagement in small Provate
Colleges™ fournd of Highor Fducatnm 35: 212 4

Chambliss, € 1980, Comprehensive Freshnun Advising. ™ ED 3h
N T3 pp ME O I o

Chambliss, CALand G Fago 1987 The resinus College Freshman
Advismig Program.” NACAY M forernad 702 ) 20 22

Champagne. DE 1987 “Plinming Drea clopmenta) inten entions for
Adub studesis, Paper prosented e an annual mecting of the
Amcriean Colfege Persanne! Association Nanomal Assexcnitiont of
Stadent Personsel Adminstrttons, March, Chiscago. Blinois 1D
2T Ll pp ME 0L IO ol

Chase G Eoand LM Reene B8 Mogor Decintion and Academi
Mativation ™ fourncd of Coflete Mudent oo el 22 1% 3402

Chickering, AN 19089 Ledication aned fdennn s Franason fossea
e

Chicherng AN Can 2 F Gamison 1987 Seven Prnaples for Good
Practice iy Endergraduae Fehoation ™ LB Brelfetin 307y 4~

Gibnk, MAL and ST Chambers 1991 Semtharitios and Pikerenaes
among Natnve Amencans, Hispanios, Bhicks, and Anglos ™ Vv
Jorernaf I8¢ 21 120 44

Coukson, PS 1989 “Recruiting and Retainmgs Adult Stadents A Prag
tive Perspoedtne 7 b Recrneating coned Reterene Addidt Sudenis
cilited by BN Cookason New Directions for Contimang Foication
Now b San Frincis ol ossey Boss

Copees R BORE Streetenne Planeneng, Meartcgenterit, cirted oo neon
Medkars ANHE FREC Fhgher Fducation Rescaich Report N 9

Acetedennc Sddrasene for Streddertt Stec cess

ERIC 92

Aruitoxt provided by Eic:

=}



Wishington, D.C.: American Association for Higher Education.
FD 217 825,75 pp. MF 01; PC 03
Council for the Advancement of Stundards (CASY. 19% 2 Standards
and Greidelines for Student Services: Development Programs Towa
City: American College Testing Program.
Covey, SR8, The Seren Habits of Highty Effective l'vaple. Re
storing the Character Ethic. New York: Simon & Schuster.
Crockett, 128 1982, Academic Advising Delivery Systems ™ In Dered
apmental Appr xechey 1o Academic Adrising, edited by RB. Win
stonn, I, SC Foder, and TK. Miller. New Directions for Student
services Nuo 170 San Frincisco: Jossey Bass.
1988, “Evaluating and Rewanding Advisors.™ In T Stties
and Futrere of Academic Advising: Problems and Pronise, edited
v WR. Haublev. fowst City: American College Testing Program.

Crockett, DS, and RS, Levite, 1983 A Nationdd Surnvey of Academic
Adrising ACT National Center for the Advancement of Educitional
Prictices

Crookston. BB 1972 A Developmental View of Academic Advising
as Teachg. ™ forrnicd of Coliegge Sttedent Personned 13: 1217,

Crosson, P TORK. “Four Yerr College and Univensity Enviconments
for Minority Degree Achicvement.” Revecn of Higher Fdcation
1 305 81

Dador, LA 1980 Fffoctne Toaching and Mentormg: Realizing the
Transformationad Power of Adult Learning Expenenices. San Fran
s Jossey Hiss,

Prasamice. CRLand RE Batdor 1980 " Educationad Advyisingg tor Re
tention: Applving the Student Bevelopment Model ™ Foram pre
sented atananmal convention of the American Association of
Community and Tumor Colleges, March, San Francisoo, Califoma,

- FD 1o 170 25 pp MF 01, PC 01

Dean. &gl 1P Eriksen and SA Lindimood TORT “Adults i M
career Clumge. Case Stidies for Advisors 7 Nt U Jorernd (2 ).
16 2o Toa c—

DeBoer. G E 1983 “The Importance of Freshimat saadenty’ Percep
tioms of the Factors Responsible tor Finst erm Acidemie Penon e
manee” ferernal of College Muedent Personnef 24 3 49

Donovan, K. 1985 Path Analysis of . Theoretical Moded of Persis
tence in Hhigher Fducation among Low income Black Youth ™
Resvarch jor Fligher Pidieceitions 21 243 52

Donovin, R, and B, Schaer l'y'rt';? 1U8K  Making Tinster Work
Chonge 01y 33 47

Downing F Spring 1081 7The National Academie Advisors” Asse
Ciition An Historicl Perspectine.” Netierriad Acdrivr AR

Farl, W R 1988, " Iitrusive Advising of Frostumen i Acadenu Dt
fiealty 7 NACADA Jorrnad 821 27 33

Fodin 1Y D 1082 A Causal Moxded of the Attrinon of Specialiy
Adnutted BLck Students i Higher Edacaton ™ Paper presented

Nt

e 4.3

Aruitoxt provided by Eic:



»a

at an annual mecting of the American Fducational Rescarch Asso
ciation, March, New York. New York. ED 224 422,55 pp. MF 01,
.03

El Khawats, E. 1984 “Campus Trends” Higher Education Pancl,
Washington, 13.C: American Council on Education. ED 282 171
29 pp. MF 01 IC 02,

Ender, SO 1983, "Assisting High Academic Risk Athletes: Recom
mendiations tor the Academic Advisor,”™ NACADA Journad 32):
110

Ender. SCLRB Winston, and TK. Miller. 1982, "Academic Advising
as Stadent Devclopment.”™ In Darvlopmoental Approciches 1o Aca
domic Adrising, edited by RB. Winston, Jr, SC. Fander, und TK.
Miller. New Directions for Student Services Noo 170 San Fruncisco;
Jossey Bass,

Ervin, L, SA, Siundens, HL Gillis, and M.C. Hogrebee 988, "Ac
demic Perfomumce of Student Athletes in Revenue Producing
Sports” Jorerned of Collowe Studdent Personned 20: 119 23,

Fatradda, LE 1988 “Anticipating the Demographic Future: Dranutic
Changes Arcam the W™ ¢hange 20030 14 19

“Few Poor students Fouwnnd to Move from 2 Year to 4 Year institu
tioms.” 17 fanwary BRX. Chromic e of Higher Fducation, A3S.

Ficlstein, L 1087 “Student Preferences for Personal Contact in i
Stucdent Fie ules Advising Relationshep ™ NACADA Joternad ~(2)
30

——— 1989 Student Priorities tor Acadenie Advising Do They
Wit o Porsomad Relationship?” NACADA Jour al i1 35 AR

Fiske, EB 1988 “The ndergraduate Hispanic Experiencd A Case
of Jugeling Twe Coltares ™ € hapge 20031 2932

Fhnneth ST oand TR sinford 1900 Student Faculty Contact and
Avademic Qualing of Fllort Excerpted Resalts from OSFQ Sunvevs
TURS 19RO Paper proeseosted st an annual confoerence of the south
o Assciation for tastituntonal Resesrch, October, Fort Lauder
dale, Floridy FIDY 323869 S pp MF 0 PO o

Fleming, L IO8 fleacks 1 Codlege Nan Frimomscor Jossey Hass

Fonosch, GG oand Lo sdmab 1981 "Aitudes of seleded Em
versity Faondty Members oward Disabled Sudents.” forernal of
Coflense Mudent Poresine! 5 2209 33

Ford. ] 1983 Producmg o Comprebensive Academie Advising Hand
Posoh 7 NACAT 2 forrned 2010 61 08

Fouth 3Longd S Ford 1O89 A Caring Atttude anct Acedemie Adus
g, NACADT pinetm 42y 13 46

Fros, S HOTORS Sreaferre caddomsT Sasagssiertt IHstor claeomt 10
Plarmng Ahens Tan of Georga HE 020087 T pp A 0
oo

—eeem e QUK Acidemin Responsibubinn Can B Be Rraght Mo 0t
Jonrnal i 2y 17 1y

— 108uh - The Fitecrs o Academie Advismng and the Preguena

Acenboniie Adrsie for udent Moo N

ERIC 94



uf Faculty Contact on the Cog itive Development of Collegge Fresh

men,” EdD. dissertation, Univ, of Georgia,

1990 " Academic Advising for Ceadloge and Bevordd.” HE

024 2957 pp. MF 01, IXC 0L

S 1990h. A Comparison of Developmental Advising a1 Two

sl Colfeges.” NACADA Jotrnal 1062 4 13

C1990¢. “Educational Improvement through Academice Advis
ing: Advisor Attitudes and Practices that Make @ Difference.” Papeer
prosented at an annuad conference of the Southern Assex ktion
for Institutional Rescarch, Octaber, Fort Lnderdake, Florida, HE
024089 1S pp ME 041 0}

——— 1991 "Fostering the Critical Thinking of College Wonen
through Acidemic Advisimg wd Facults Contact ™ foreraaed of ¢ of
leve Steecdent Porclopmiont 32: 339 60

Front, S HL and S L Hoffann, 1980, Ace 0 The Frosdmmean Year Fagn
Fremee HE 023 412 1 pp MF 01 IC 01

remeems JURKNetworKing Partnerships The Act T Program st Brenaa
College ™ Procecdings: The FOSS Fast € onference of the Preshman
Year Expaerienee. S8

Gurdner, IN 1980, 7 The Froshiman Year Expericnoe ™ Colfote ared
Privensiy 0104 200 7

Gih, DECand D E Dentler 1959 7 Lide Plannn. 2 Foabling Congre
hensive Advising an snalt invitonons "~ N Jorraed 9t LS
K1 83

Oleonen, RE e DM Basdes 1983 Redec tiony of Acteiteons thiough
Intrasiee Adsasing 7 N forernaf 22030 10 1

Glennen, RELCPF Farren, F A oswelh ind E Bhoh 1959 " Fypanching
the Advising Team 7 NACY M Jogernal 02y 25 3

Gondon, VN OS2 “Reasons for Fotering Coblege and Acidemic and
VewLationntl Profesences ” forernd oof ¢ oflove Sredent Personwed
RETESIE b B

semeee FOSE The  pddecnded College strdent Clueago Charles e
Fhomus,
= BORS O Students with Eocertan Acrdenne Goals I fecreaa
g Stuedont Retentron, edited v ENoed KO Feats. b salurs, and
Aasencnttes S Frtioiscoo Jossey Bass
e BISK CEreaclopmental Advising T In Fhe Meatnes and Frtore
oof Acerdoniee Sdeserg Proffens cond Prionee cdited In W R b
fov fema Oy Amerscan Colloge Tosting Program
cees tusy s O and Pumposes of the Froshnee semann ' in
Fhe Fredmnat Yeer Exprevience Felpang Stedenis Suevue cond s
coved i Colfeges cdised AT Ppordi BN Gasdier and Associates
S e ossey Bass
Gorddon, VNCORW “svenson, Lospencer. Y KEme, M Bowens bty
At B oseer TORS TAdvising as L Prodession ™ Nkt fonersed

SE2E SO G
Greep, EPN FORR 0 Are fanster Stadents Second Kates Cedlewse aned

o ()
ERIC i

Aruitoxt provided by Eic:



{uirondiy 03 3): J4R 55,

Groen, ME 198D Minoritios on Campuis. A Handbook Jor Endxowing
Direrdpy: Washington, D.C Americn Council on Bduwathon,

Grites, T, 1978, “Muximizing the Use of Faculty Advisons.” ED 247
820. 16 pp. MF 0L I 01,

e — 7Y, Acctdeomite Addvinig: Gotting § s tirowgh e Egdbtias
AAHE ERIC Highor Fducrtion Research Roeport No ™, Washington,
D American Assocttion kor Higher Education. ED 178 023,74
Pp. ME 01 I 03

N2 Advising for Speciad Population: . o Devedopnesstad

Approacines o Acadhnrie Advising, ditesd by RB. Winston, Jr., S C)

tander, and TR Miller, Ness Dinvctions for Nudent Senvices No

17, San Framcisoo: Jossey Bass,

AORT Shudent Davelopment through S Gademic Advising,

A Mendel T NS forernal LAY 38 AT

Gumey, GSnd NP Johnston. 1980, " Advining the Mudent Athlete
NACAI fopervndd U LY 27 20

Gumey, Gasmd DL St 1987 Efevts of Sprecsad Adms eson,
Varsity Competition, and Sports on Freshnun Surdent Addoaes’
Avidemic Porbormuuna 7 forreeed of ¢ elfoge Mudont Porsonrd
JREAL U8R AL

Phiblov, WR 1981 “Ackdenue Advisenent The Critical Tink i S
dent Ruiention.” NS foverual 180 1), 8 50

remem = PORAOREizatondl Sontures o sosdenin Adusang Med
ohs ot Bmphications ™ Jorersied of College Stredent Porsonrnet 2t
335 )

e FONRY Chntrodhn tion amd Ovenew T I Tl Medii cined
w04ve of ctddeniie Adiiang Froblents and Pronse, edited Iy
WR b tey fosas Gty American College Testing Progran

e e JORSD TG Onaniate s of Advasing Senvoes 7 in e Mt
etricd Frtrere of Acaddomn Aivong Proddorm and Promne, cdied
I WR Hubley towa Cite Amerean Uollege Testimyg Progrum

e g h VOB FEn Npetbees crped Frebrerc oof Aceudomite Sdeosng
Predbloms eoned Fromne fowa e Amencin ©olfepe Testing
Prosgram,

Hably, WR and DS Crchert 1988 The Thaind ACL Napongd Sur
vy of Acindemn Advseng T Ehe Sedtres cned Pretione of edemn
Adrasingy Drcdibomis aved Prontie, editead B W R Habloy oty
American € otloge lesting Prognum

Hamester, BGOtso Pisablod stadents 7 in e fresman Yewr
Faproreessce Hednns Sisdensts sievvan e auid Swcceed e olfege
edited by M T poratt BN Gardoeroand Assoonates san Fososes
Jinan Biss

Flandin. €1 1983 " Access to Highet Fduoation Whe Belomgas? ™ forer
tetl of Detofegmnental Fdpcatien 12001 219

Fharisont, CH O md K Ve 195 “Onienting Tatster Sudents
Wy Cderernine Mudeni fo Colffege edited In M Uponatt san bran

e e v - e et e mem e . . .. P P -

Aostedernre Adfeiang for Ntecdent Sirccese N3

ERIC 96

Aruitoxt provided by Eic:



visoy: Jossey-Bass.

Hines, ER. 1981, “Academic Advising: More Than a Placebo? NAC-
ADA Jorrmal 1(2): 24-28,

“Hispanic Students Continue to Be Distinctive.” 1988, Change Trend-
lines. Change 20(3): 43-47,

Hulland, 1.1, and J.E. Holland. 1977, “Vocational Indeciston: More
Evidence and Specubstion.” journal of Counseling Psycbology 24:
M 14

Hughes, MS. 1987, “Black Sudents’ Participation in Higher Educ
tion.” forernal of College Ntedent Porsonmd 28: 533-45.

Isakson, R.L, JM. Lawson, and J.D. MacArthur, 1987, “Student Desel
opment and the College Curriculum: What Is the Connection?”
NASPA Jorurnal 25(1). 7078,

hory, ST, 1986. “Campuses Expand Services for Disabled Students.”
Highor Education and Nettonal Affairs 35(17): 1+,

Junasiewicz, BA. 1987, “Campus Leaving Behavior.” NACAIA fotervial
7(2): 23 30.

Tohnson, NT. 1987, “Acxdemic Factors That Affect Transfer Sudent
Persistence.” foursad of College Stradont Porsonned 28: 323 29,

Jones, LK, and ME Chenery, 1980, Multiple Subtypes amoeng Voca
tionadhy Undecided College Students: A Mode! amt Asessment
Instrument.” Jowrreed of Cotenseling Psaichobggy 27(S): 469 77

KutiKai, S.M. 1989, “Acvommuockating Diversity.” College Tixeching
3704): 123 25,

Kativanda, K8, and 11 Higbee, 1989 “Students with Disabilities in
Highor Education: Redefining Access.” Jovervied of Educeitional
Cigyxartrentiy 44 13: 1 21

Kalisends, K5, ES Young, and DL Wahlers, 1989, Meedents with Dis
ethilities: A Guade for Factdly and Saff. Athens: Univ. of Geongia
HE 0.24 080. 20 pp. MF 01 PC (02

Kanter, RM, 1980, W Ciants Learn 1o Dance. Meaxtering the Clxd
leagges of Stratexy, Marnsqgement, and Carvers at e 199005 New
York: Simeon & Schuser.

Kaprim. ED, and DWW Coldren. 1982, At emic Advising 1o Facil
itite Mudent Retention.” NACADA forersd 202 ). 59 9.

Keler G. 1IR3, Acaclemic Sratons e Manduemort Reredition
10 Higher Education. Bakimore: Johns Hopkins Univ. Press,

Reller, M. 1988 “Advisor Training.” In The Status and Futsre of Aca
donnc Acdvisingg: Problens ard Promiee, odited by WR. Hibley,
fowa City: American College Testing Program,

King. M.C. 1988, “Advising Delivery Ssems” In The Sars and
Fretun: of Academic Advising: Problems and Promsise, edited by
WR. Habley, Jowa City: Americin College Tosting Program.

Kenher, Eoand E Pascarella, 1990, “the Impact of Four Year College
"Thinsfer on the Early Statas Attainment of Bk American and
White American Sudents.” forernadd of College Srclent Dervdopament
sh v 78




Kuohiberg, L., and R, Mayer, 197, “Development as the Aim of Edu
cation.” In Adkdesoents Devviupment and Education: A Janies Kook,
wddited by RH. Mosher. Berkeley, Cal: MoCutchan Publishing Comp.

Kozdoff, 1. 1965, “Dhdivering Acidemic Advising: Who, What, and
How?™ NACADA Journal 5(2): 6975,

Keumer, G 1990, "The Compleatt Advisor: President’s Address De
livered at the 1989 NACADA Conference, Houston, TX.” NACADA
Jorrngd 10{1): 5 7

Kramer, G.L., and RW. Spencer. 1989, “Academic Advising.™ In 7he
Freshman Year Experivnce: Holing Students Surive and Succeed
M Coflege, edited by ML Uperaft, LN, Gandner, and Associates.

San Francisoo: Jossey- Rass.

Kramer, G.L. L Tvlor, B Chypoweth, and ). Jensen. 1987, “Ixnvel
opmental Acidemic Advising: A Taxonomy of Services” VAV
Jotrnad 23(4): 23 31,

Keamer, G.L. amd R Washbum. 1983, “The Perveived Orientation
Newds of New Stodens,” Jourial of Colfege Stadent Persosnel
24: 311 19,

Kramer, G.o.. ind MT White. 1982, “Developing a Faculty Mentoring
Program: An Experimoent.” NACADA Josermnd 202): 47 SR

Kramer. HC. 1985, "Advising: Supporting the Acadeny.” Position
Paper. EID 272062, 23 pp. MF 01; C 01,

. 1ORGa, “Faculty Advising: Help for Ssudons Athictes?

NACADA Jorrnal (1) 67 ™9,

. 1986b. “Faculty Devehspment: The Advising Coondinaor’s
Chunging Scvne.” NACAIA forrmd 6 2): 31 42,

Kriegsmun, KH., and DB. Heshenson. 1987, A Comparison of Able
Boxlied and Disabled College SMudents of Erikson’s Fgo Stages
and Mastow's Nevds Lavels.” foural of College Stident Personine
2R 83

Laren, MDD and BAML Brown, 1983, “Rewands for Acrdemic Advising:
An Evaluation.” Ndc AN Josrniad 3 2): 8300,

Ieong FTLL and WE Sedbirock. 1989, “Academic and Career Needs
of fntermationsd and United States Cotlege Studems.” o of
Cadlege Stiedent Derviopment 30 106 11,

Favitz, R, and L Noel 1980 “Connecting Mudents to Institutions:
Rey 10 Retention and Sucvess.” In Tixe Breslonan Year Expericnce:
Helping Stislents Stervire aitd Suceevd in College, edited by ML
Uporsft, IN. Gandner, amd Associiates. San Francmo s Jossev Biss,

Looney, S Y8R, “Convemning Changes in Advisiog, ™ In 7he Meetes
aned Fretvere of Acedvemic Advising: Problems and Propeise, edited
by WK, Fabley. Tows City: Americun College Toesting Program.

tucas, M. and D, Epperson. 1988, Personality Tipes in Vocationally
Eowdecided Sudents.” foversadd of Colloge Stiddont Eveckpment
20 400 (7.

fvons, AW 1985, “Applving Humanistic and Beluional Principkes
to Assist High Risk Freshnen” Reseirch Report. KD 252 692, 10

Acrucdomic Advising for Stredent Stecoess 85

‘ a5

IToxt Provided by ERI




pp. ME Q1 PC o1

MoCGauths, DR 1988, “Effects of Specilic Factors on Blacks” Bersis
tenwe  a Prodominuntly White University,” foornial of €olfoge
Strddent Developament 29 49 51,

MoGuire, 1ML, and LAL O'Donnedl. 1989, “Helping Leaming Disablod
sturdents to Achiove.” Colle Toeohing 37(1): 2V 32,

Motaughling B, 1986, "Advising College Athlctes in the 1980s: A Higher
Fducation Abstracts Review.” NACAIIA Jorrnal (1) 31 38,

McLaughlin, 5.\ and EA. St 1982 “Academic Advising Litem
ture sinee 1965: A College Seeden! Persormed Absinnts Review”
NACADA Jorrnad 2(2): 1 23,

MePhee, 8. 1900, "Addressing the Attrition of Minonity Sudents on
Predominanth White Campuses: A Pikos SMuch” Codle Stiecdont
Affairs Jogernead 10U 1): 15 22

MeQuilkin, 1L, CB Freitg, and LL Harris, 1990, “Attitudes of College
Students towsrd Yaasdicappod Pervens” Joreraied of Coffede Stident
Derelapnent 31: 17 22

Mahioney FA 1982, “Guidionee and Phanning with Diversely Prepaned
sucdeis” I Davwsse Studdent Poprdations: Benefits and s
vdited by Chrk Envlor, New Dinections for Experfential Leaming
Now 170 N0 Frimcisoo: Jussey Biss

Muflinckrods, B, 198K “Stackent Retention, Socitl support. amd Drop
out Intention: Comparison of Black and White Students. ™ faernt
oof Collose Stuclont Derelapmnent 29: 61 04

Mand, 8. and ) Fletcher, Fall 1986 "The NAAAA: 10 Years Oldand
Chunging.” Acalomn Atlleti Jourmad: 1 13

Marion, PR amd EV. hovaoching. 19830 Senvices for Handieappred
Stustdenis i Higher Fdution: An Amalvsis of National Trends ™
Jorertied of Collexe Ntiedent Devefpment 24 131 59,

Mash, D DTS “Academic Advising: oo Often Taken for Granted ™
Crdlesie Braod Review 17 33 36,

Meredith, M., RG. Cope, and OUF Lenming, BT Differentuding
Bowea Fude Mrategic Plostreigg from Gtisr Phenning, £D 287 329
63 pp MF 011X 03,

Aliller. TR, and S MeCatlrey. 1982 "Sudent Deselopiment ‘Theony:
Poundations for Acalemic Advising ™ In Heeclopinenie] Approckis
10 Academi Advising edited by RB. Winston, fr. SC Ender, and
TR Miller. New Prircctions for SMudent Services Nod 17 S Fran
ciseen Jusaey Hass,

Minority Acvess: A Qirestien of Fyginy” 1987 Changge Trendlines,
Clwonge AR 35 94

Mocore, KA 1970, "Faculty Advismg: Panices or Phiceho?” fugernad
of College Stucdent Fersonnf 17371 75

Naushitt, 1. amd P2 Aburdenc, 198X egatronds 2050 Lo New Tin
tions for the 19 New York: William Momow & (o

Natiomal Institote of Edueation. 1R fersdrennent i Eeersnng:
Rowdizinyg the Prentiad of American Higher Edvcation Washmghon,

gy



1 DAL Author, ED 240 K33, 127 pp. MF-01; PC 00.

- Nettles, MUT, and 1R Johnson, 1987, "Race, Sex, and Other Factors

as Detenminunts of College Sudents” Socializathon.” Jowrnal of

- Collesge Student Povsannel 28: S13- 24,

- Newhowse, LS. and A MeNamana, 1982, “The Thnsfor Sadens: A

Il Approsch.” NACADA fonrned 201): 24- 29,

Noble, J. 1988, “Whit Stdents Think about Acklemic Advising,” In
The Ntestuss eored Fretrre of Aceiceniic Sdrising: Problems and Prom
e, odited by WR. Habley. fowa City: American College Testing
Progeam,

Nowd, L, R Lz, D Saduni, and Associates. 1985, foneaing Stiadent
Retention San Fomoiseo: Jossey Bass. '

COBanion, T 1972 “An Academic Advising Model.” furrns Colloee
Jonpreed 4120603 62 61,

Okun. MA. CA Kankeh, WA Stock, EN Sandler, and D, Seununn.
0. “Muasuring Perceptions of the Quality of Acudemic Life
among College Sudemts.” Jorrval of Callese Strdent Personne!
I7HT 8L

Overwadle, FV. 1989 "Saccess i Bailure of Freshmen o University:
A scrch for Detenminas.” Higher Educarion 18: 287 308,

Pascredbe, ET0 1080 "Stdent Faculty Informd Contiet and Coblege
Outcomen.” Revdere oof FEducationd! Reseernoh S0 845 95,

RS, “Colkepe Environmental Influences on Lesaiming and
Cognitive Doeselopment.” In Figber Education: Handbook of The
ory ened Kescerrch vol s, edited by 1O Sourt, New York: Agathon
Prosss,

Sewiredlt, BT nd BT Teretizing, 1970, " Infornual Intetaction with
Faculty and Froshmuan Ratings of Acitemic and Nonacademic
Expurionce of Collesge ™ Jowrmed of Fducationdad Keseoreh ™0
35 41

3OTR stdent Faeubty Intormat Rekstionships and Freshnum

Yeur Educationad Outconnes” Jossrrtedd of Ediectronad Rosearch

1IR3 N

L 1980, “Predicting Freshimm Pemsistence and Voluntany Drop

aut Devisions from st Theorctionl Mokl ™ feverveedd of Higher Fedn

et 81 00 78

C1ORE Residenor Amaingement. Sudent Esculiy Rebtion
shipw. nd Froshinnm Yo Edocationmsd Outoonses ™ framnd of «of
fenne Stecdont Porsornand 22 147 S0

Pasaaredls, ET0 P Terensdnd, and 1 Wolte, RO, "Orientation o
College and Freshman Yoar Peesistence Withdeoas! Decisons,
Jenrvnred of Higher Educaton 37158 7S

Parick. §. W, Fardose, and S Donosun, 1988 7Using a Comprehen

sive Acaidemie Intenvention Progran in the Retention of High Rk
Ninkents.” NACALY fournad ¥ e 20 4

Pagdsen, MB BRSO “Draciopmental Acakanic Advising. Do Hamdb

apped Adhesors Hane an Addvantage®” NG famead D420 5 10

Acedoriic Addvaaa for Minkent M NT

Q i f
ERIC 11

IToxt Provided by ERI




Peterson, L, and E. McDonough. wiﬁ “Develupmental Advising -
of Undeclared Stugkents Using an Integrasted Mode! of Sudent
Growth." NACADA Jornid 5(1):-61-69.

Petitpas, A., and D.E. Champagne. 1988, “Dcwhwnmm! ngr.uﬂ. L

ming fr intercoliegiate Athletes.” funrad of College Stuient
Devefupmsent 29: 454- 60 : -

Pobon, G, 1986, “Advising Aduwlt Leamens.” Paper presented at the
Nativnal Gonference on Academic Advising, October, Seattle,
Washington. KD 277 902, 50 pp. MF-01; PC 02.

e, 10H9. “Adlult Leamiers: Characteristivs, Converns, and Chal
lenges to Higher Edwagtion. A Bﬂﬂmgmphy " NACADA Journal
N2): Mo 112,

Polson, CJ.. and WE. Cashin. 1981, "Research Priorities for Academic
Advising: Results of Sunvey of NACADA Membenship.” NACALM
Jorernal 1(1): 34-43.

Folson, CJ., wixd 1P Ertksen. 1988, "The Impact of Administrative
Support and Institutional Tipe on Adult Leamer Services.” NACAIz
Jorernad 8(2). 7 16. -

Pounds, AW, 1989, “Blink Students.” In The Froshman Yeor e
ricace: Holping Stredents Sumvive and Sinceed in College, edited
P ML Tperaft, IN. Gandner, and Associstes. San Prancisoo: Jossey

Purdy. DAL S, Eitzen, and R Hufinagel. 1982, “Are Athlctes Also Sta
thent?” Sociedd Protdems 20 4): 439 48,

Raskin, M. 1979, “Critical Issue: Faculty Advising™ Fobdy Journal
uf Fedication S0 99 108,

Remley, TR, Jr., and RO. Sripling. 1983, "Poereeptions of Transfer
Problems Experivneed by Community College Graduwes.” forernal
of Colluxye Stredentt Personmed 24: 43 0.

Richardson, R, Jr, and LW, Bender. 1987, Fostering Minority Access
coned Acbicvenient ine Higher Eclcarion. San Francisco: Jossey Bass,

Rivhardson. RO I, and AG. de Jos Satos, . T9RK. “From Access
10 Achivvement: Fulfilling the Promise.™ Rurdew: of Higher Edue
certienz 11: A28 28,

Richardson, RC e, H Simmons, amd A dke dos Santoss, Jr. 1987
“Gradating Minority Students.” Chaege 103 2027,

Richter Antion, D). 1986, “Qualitthve Differences between Adult smd
Yorunger Stadents.” NAMH forrnal 2331 38 62

Rududph, F 1962, The American Colless and Usirersiny: A Histury,
New York: Random House

Russed, LH., and T Sultivan. 1979, Student Acquisition of Career
Devision making Skifls as @ Result of Faculty Advisor Interenfion.”
Jorrned of Colferer Stuckent Personned 20: 291 96.

R, F}. 1089, Partivipation in Intercolleggiote Athlatios: Affective
Outcomes.” forrnal of Callege Steddent Devvlopment 30: 123- 28,

sagaria, MAD., LC Higginson, and ER White, 1980, "Perceivad
Needs of Entering Froshann: The Primacy of Academic Issties.”

1n1




kmmda_f Chllew Stndont Rmmm'zl 24347
immdeﬁ. SA md L Envin, 1984, “Meeting the Special Advising
77 “Newdsof Mudents.” In Devvlupmental Acddemic Adising: Addres
PRl Studenss' Educational, Career, and Personad Nevds, edited
: MRRannjr TK. Miller. SC. Ender, T). Grites, and Asso
Foo s dkates, San Franciseo: Jossey Bass,
'ﬁdwrer C., and NS Wigant, 1982, "Soumnd Reginnings Sapypont Fresh
- man Thansition into University Life.” forrmal of Colleye St

UL Borsommed 23 37883,
-/ Schubers, LD, and GW. Schubert. 1983, “Academic Advising amd

S LD Potential Litigation.” NACADA fraernad 3(1): 1- 11,
ediacek, WE 1987, “Black Students on White Campuses: 20 Years
© o of Reseurch.” Journel of College Stdent Personnel 28: 485 95,
U shane, D, 1981, "Acxdemic Advising in Higher Bducation: A Devel

-, upmental Approsch for College Students of Al Ages.” NACAIA

o fournal 1(2): 12 23,

- Shell, DE, CA Hom, and MK severs, 1988, "Effects of a4 Computer

" Busexd Educatiomat Center on Disabled Students” Academic Per

- Reonanve” fooermedd uf Colicge Student Devekgsment 20: 432 30

S, D and MB. Wilmes, 1989, “Advising Adults from the Com

L vty Perspective.” NACATDA fowrniad X 2): 67 75

solomon LC, and B Yowung, 1987, The Forvign Mkt Factor. New

C o York: Institute of Intermationul Education,

Somas, CL and CF Gressand. 1983, “"Achletic Panticipation: its Rela
tionship 10 Student Davcelopment,” Josral of Colles Sisdent Per
sonned 249: 236 3.

Stge, FR 1989, “Reviprocal Etfects between the Academic and Sociad
inegration of College Sudents.” Reserch in Higher Edvcation
A 81731

stitwell, DN WE. Stilwell, and LG Perritt, 1983, “Barriens in Higher
Education for Pemsons with Hundicaps: A Follow up.” Joarned of
Conllogye Steecdontt Porsosnneel 242 337 43

sSwift, L8 fr 9N Retention of Adult College Students.” V424
Journal (2. "

‘Tovlor, DV, SM. Powens, WA Undstrom, and TN Gilson. JOR™. A
dt‘mmlll\ Deficient Resdmitted Students: Are “They Really i High
Risk*” NACADA Jonrnad 7(1): 41 47

Terenzing, 'L and E.1 Pascarelia. lv’s “Sudent Faculty informad
Retativnships and Freshpum Year Educstionat Outcomes.” foarnad
of Feducationdl Research ™1 183 8.

10RO, "Stdent Fuculty Relationships and Freshinnn Year
Fdueational Outeomes: A Further Imvestigation.” forerned of Collene
Mreclont Porvsiind 21 321 248,

Terenzind, P, ET Pascarella, and WG, Lonmg. TOR2 “An Assessmiet
of the Acaderie and Social influences on Freshnun Year Edia
tional Outcomes.” Review of Higher Fducation S: B 1M

Terenzing, P1, C. Theophilides, and WG, Lorang, 1984 " Influences

Avaddentic Advising for Sudont Success

172

8



on Sudents’ Perceptions of their Academic Skill Development
during College.” fournal of Higher Eduvation 55: 621 30.

‘Terenzing, U, and TM, Sright. 1986, “Nudenis’ Academiv Growth

dharing Four Yesrs of College.™ Paper presented @t an anmad forum
of the Association Sor Institutiona? Reseanch, June, Orlundo, Florida,
ED 280 120, 28 pp. MF 0L PC- 02

~— 19R7. “Studems” Personal Growth during the Fist Two Years
uf College.” Review of Higher Fducatinn 10: 2399 71

Thomuas, RE, and AW Chickering, 1984, “Founduations for Academic
Advising.” In Ixevdopmental Avademic Adrising: Addrossing Shi-
donts' Educationd, Caner, and Peramad Neods, odited by RB.
Winstony, Jr. TR Miller, 8.0 Ender, T Grites, and Associites, San
Franuvisco: Jossey Buss.

Timo, V. 1978 Dropout from Higher Education: A Theoretical San
thesis of Recent Research.” Rerven of Fdcationed Resesroh 45:

B 125

YOR™. Levarange Codloge: Retivinding the Cotwes eond Cuns of
Straddont Anrrition. Chivagor: Univ. of Chicagn Pross,

Ty, T, and WE. Sexdbscvk. 1985, “The Redgionship of Noncog
nitive Virithles (o Acsdemic Success: A Longitudinal Comparison
In Rewe.” furersead of Ceodloge Student Porsonned 26: 405 10,

Tromiskey, TH. 1983, "An Anuthysis of the Complexity of Acwdemic
Advining Tasks.” frvernal of Cilloge Stiwdent Porsanned 25: 234
).

Trombiey, THuxd D Holoses, 1981, “Defining the Role of Acsdemic
Advising in the Incharial Setting: The Nest Phuse.” NACA forr
Hal ity 1 8.

'hl NP 1983 “Institotiom] Resesrch and Mrategic Phinbing.” In
1 xing Research for sStrategic Pleonning, edited by NP Uhl san Fan
viscor: Jossey Fass,

N Dept. of Edusthon. 1985, Netanead budsanas of Fducation N
trex conted Treneds Washington, DO - National Conter for Edueation
Natist s

Eperatt, ML LN Gasdier, and Associates, exds. The Freddmean Yer
Expreraonce: Helting Sdents Sureie carid Seg coeed in Collegge San
Francisco: Jossey Bass.

Volkwein, LE MO King, ond BT Terenzini 1980, “Sudent Facuby
Rekaionships and JoteHeotsd Gromthansong Thasfoer Stidents”
Festerrice of Hggdwr Educetion 37413 30

Voorhees, RA DDA Sunay of Academic Adviving as o Field of
bwquiny.” I Hegher Edrcation. Hevdbeok of Tivory: and Rosevireh,
ol o, edited by 1O Smare. Sew York: Agathon Press

Wilsh, R\ 1R Changes in College Freshmuen Following Partae
spation ina SMudent Development Program ™ EdD dissertation,
Tesas Technical P

Wathter, 1M O1OR2. “Litefinge to the Undeprepared: Successtul A
demic Advismg” fmsproeong 8 aeersaty ceed Cullege Teaching 30013,

e iame e mBe L mnite 1 i ot e m i A A o A A i roman —h



A A A a1 Bt s 0t ey ey o

139 04,
- Withon, JM, 1979 “Retention., Role Moduing. and Acidemic Rewadi
ness: A Penspective on the Frhmic Minority Student in Higher Edu
o ation.” Mersornnd and Gridance fournal S8 12427

“Wattkins. 8.7 28 Manch 1990, “Consistent Informtion on Transfer

Rigtes Sovggghat for Community Colleges.” Chronnde of Higher Fedu
T sabtion: ASR.
CWilder, LR 1981 UA Successiil Academic Progany: Exsential Ingre

divns”” Jonrned of Collesie Stinbont Poronmed 22 688892,

Willims, TM. and ML Leomand, 198X, “Grdoastings 8lack Under
grnhntes: The SMep boyond Retetion.” feraicd of Colhege Stiadont
Dyrsdapnont 29 69 78,

Wilsany, RIR Nenember BRAL Foreign Sudents io US. Rewch o
Rovord 3860007 Chrondoke of Higher Fdvcation: A1+

Wittston, RB. SCEnder, and TR Miller, ods. 1982, Darvdopanenital
Approsachis 10 Academic Adpising New Directions for Stadent Ser
vices No 170 Ran Frangciweo: Jossey Bass

Winstens, RB. TR, Miller, SO Ender. T1 Gotes, amd Associatos, o,
1OR 4, Ixerdupetiied Aveadenic Advising: Adedrossiog Stradonts’ Fdu
vedioned, Carver, and Porsonal Neveds S Franciseon: Jossey s,

Winston, RB. and JA Suxdor 1984 "Developmental Academic Advis
ing: What o Sadonts Wit ?” NACADA foverreed (L 12 5 13

Wisenun, R1L, RA Fory, and 1 Mongn, 108K Predicting Acidemic
scvess for Disabled Rtudents in Highoer Fducation.” Reseerdd in
Hidxer Felrecution 28: 258 (B

Winobdricger, HW JOR2. “The Devedopmentsl Sudent: Advisng Chal
fengse of the TONON T NACADA forerned 201 K12

Wiight, DL 1980 "Orienting Minority Sadents.” S Orentingg Mie
dongs to College, edited In ML Piondt \an Frociseo: kosey Bass

Aceecdernn Advision for Stagcdert St o

ERIC 114

IToxt Provided by ERI



A
Academic xdhvising, 3
as contributor to sudent success, 2
delivery, 17
sudents and leaming, 2
Academic boredom, 43
Acmdemic integnation, 27, 43
freshmen, 30
Academic performance
African- Amerivan sudents, 27
Hispanic swdents, 27
stuckent sthletes, 34
white sudents, 27
Academic planning, 15, 20
Academic support
stuctent athletes, 35
Academically underprepured students, 28, 94
ACT sy, 6.7, 59,60, 62,67
Adiustment to college, 42, 44
minority stidents, 27
Administrgon
siggestions for, 72
Aduh students, 39, 53
advising, S0
definition, 54
" integration, 55
long tenm nevds, 55
mothation, 4
short term needs, 55
time management, 55
Advisers
as sdvogates. 39
attitudes towand disabilities, 34
effectiveness, 65
evaluation, 59, 65, 60
recognition, 65
refationships 1o students, 64
responsibilities, 64
selecthon, 59,03
training, 59, 63, 4. 05
Advising
adult students, 39
48 4 provess, 16
freshmen students, 42
instirutional goals, 62
international stucdents, 38, 39
mission, 61, 62

Academic Adrising for Sudent Sucees

119

(}3



philasophy, 62
prutives,
preferences, I8
rekationship, 15, 23. 29
soitegles for the future, 59
systematic enterprise, 68
transfer students, 39
underprepared students, 20
Advising courdinatons
suggestions for, "2, 73
Africun-Amernicans
ancd community collogees, 51
enroliment, 26
1S ures, 35
Anwrivan Counil on Education, 6, 46
Assimibation into collegre, 42
Attributes of successful advising, 40
Attrition sites, 4
Autemomy development, 17

C
Campus populstions groups, 23
Camegie Foundation Rer the Advancemient of Teaching, 2, 43
Collabanation in ndvising, 07, 08
College sctivities
student involvwement, 39
College stindents
diversity, 23
Community colleges
African Americms, 31
Hispanic students, 52
Neitive American stuien.a, 52
Competence development, 17
Comtiet with Ssculty
stutents, 13
Coungil for the Advancement of Sandards, o1

D
Developmental advising. 4, 15, 1o, 18,04
Disablid students
advising concems, A2
Drisability issues, 31
architectoral barriens, A2
attitdinal harriees, A2
policy hariers, 32
socil harmiers, 32

‘ 16




E
Effective keaming, 1
Rlective system
counes, 3
Enhaocing minority achievement, 28
Ethnic minurities, 23

3
Racnhty-student coltaboration, 68
Faculty student contat, 10
informal contints, 11
minority stidents, 27
Ford Foundition, 52
Freshman seminars, S, 47
Freshmen students
advising, 42
orientation, 42
Freshman year experience prograns, S

G
Gooxdness of fit
minrity stindens, 28
Grade poimt average, 28, 30
athlctes, 36
high school, 35

H

Hispxindc students
community colleges, 52
enrulimens, 20

Hunin growth, 17

i
Improving advising, "4
Individid xheisens
suggzestions for, T3
Institutiona) fit
students, 11
Intermnational students, 46
advising, 37, 38, 39
Intruesive advising, 29, 50
Invohement and persistence
stidents, 12
tnvolvement in Leamning, 8

Acerlemic Advining for Siadent Succex

: El{fC‘ 117



L

Leamning disabilities

advising students with, 33
M
Minurity stadents

achievement, 28

adiustment to college, 27

Baculty contact, 27

goodness of i, 28

retention and achievement, 26
Mission

colleges and universities, 60
Maotivating underprepared students, 30
N

National Avademic Advising Association, 5, 6,7
Natitrid Assockation of Academic Advisers for Athletics, 36
Nattional Collegiare Athletic Association, 34
academic guidelines, 35
National Institute of Educntion, 1,2, 5
Nattonad Survey of Academic Advising, 3
Native Americans
community colleges, 52
Nontraditiona! studems, 53
Nonverbal communication skills, 29

|
Popubation diversity

colleges, 24, 25
Positive college outcomes, 12
Prescribed currvulum, 3
Prescriptive advising, 15
Predictors of success, 28
Program management, 59

R
Read College, 5
Rehabititation Act of 1973, 341

s
SatisEution with college, 13
shured nesponsibilities

students and advisers, 15
Soccial integration, 43

freshmen, 30
stages of assimibation, 42
Stntegic planning, 60

1Y



Seudent athletes
academic develpment, 34
grade point average, 36
persiztence mtes, 36

stanchanddized test scores, 35
Student centerex! process, 4
Stuclent student collshoration, 68
Sttrdents
achievement and a,’vising, 45
and adviser newds, 18, 23
in transition, 39, 42
integration into academic community, 2
involvemnent in colflege, 9
{earning and penonat development, 2
suceess in college, ©
with disabilities, 31
Support of students, 1
Supportive commstity
in colleges, 26

T

Transfer counsclorns, 53

Transfer sudents, 39, 50
scademic ortdentaion, 53
contacts with advisers, 53
retention, St

u

Undecided students, 47, 44, 49, 50

UCIA Cooperative Institutional Research Program, 6

Vshan Community College. Thansfer Opportupities Program, 52, 83,67

4
Verbal communication skills, 20

w
White student athlcvies,
test scures, 35

Academic Advising for Stuedent Success

O

129




ASHE-ERIC HIGHER EDUCATION REPORTS

Shice 1983, the Assoxcimion for the Stady of Higher Eduation (ASHE)
and the Edueationad Resourees informution Center {FRIC) Clear
nghouse on Higher Education, a sponsoned projeet -of the School
oof Education and Hunus Development it The George Witshington
University, Juve cosponsored the ASHE ERKC Higher Edncation
Repoart series. The 1991 series is the mventieth overad! and the third
o be published by the Sclwol of Educaion and Human Dadop
muent it the Goonge Wishington Univensity,

Ewdr monuggraph is the definitive analysis of o tough bighaer odu
vition problem. lased on thorough research of pertinent Jientore
anud insdtutionad experienves, Topios ane identificed by i oationad sar
sy, Nated priscritionens and scholars are then commissioned to
write the reports, with expenis providing eritical reviews of cach
nxascript efore prublication.

Fight imemoggraphs (10 before 1985 ) in the ASHE FRIC Highoer
Education Repor series are published anch sear and are anailable
oy individuat and subsoription Dasis, Sabscription o eight issues
is $90.00 annuslly, $70 1o membens of AAHE, MR, or AFRA; and $00
to ASHE menhers. All foreign subseribers must inchude an sdditional
$10 por series yoar Tor posage.

1o order single copies of existing reports, ise the onder form on
the ast e of this book. Regular prices, sind special mtes inailabke
1o menthers of AAHE, AR, AERA ancd ASHE e o follows:

Series Regular Members
15} 01 1700 $1378
JORR K9 1810 1S
fORS N° HEON) =~ &0
1OM3 84 ~ 30 DN
hefire 1984 .50 O H

Prive inJudes hook nste postige within the US. For Torcign onders,
ploase add £1 00 per ook, Fast Paited Pareed Senvice available saithin
the contiguons s, at $2.50 for cach order ander $50.00, and cal
cubted at 3 ot invoice 1ot for orders $50.00 or abovee,

Al orders under $45.00 must be proputicd. Make chedk payvabie
o3 ANHE ERKC For Visator MasterCand, include cand number, expi
ration dktes and sigature. A budk discount of 1065 is anaitable on
arders of 13 or more books (oot apphicable on subscriptions ).

Adklress oy o

ASHIE BERIC Higher Fduction Reperts

The Geonre Windiington Unisemity

P Dpont Cin ke, Sufte G330

Wiashington, 1XC 200030
Or phome (2020 96 2597

Wirite or GUb for s complene o of ANHE ERIC Highar Edu
vtk Repons,

Accademic Sdvining for Miedont Siceen 496

114




1991 ASHE-ERIC Higher Edocation Reports

1. Active Leaming: Creating Excitement in the Classroom
Chvirles (. Bonuoll and jamos A Fison

2. Realizing Gender Equaiity in Higher Education: The Newd to
Integrate Work Family Issanes
Nancy Hevesel

1990 ASHE-ERIC Higher Education Reports

1. The Campus Green: Fund Raising in Higher Education
Burtxera E. Brittivgaixen ard Tixoonas R Pozzidio

2. The Emenitus Professor: Old Rank New Meaning
Jeames B Mawch, fuck W Birch, cnd Jack Mettheus

3. "High Risk” Students in Higher Education: Future “Trends
Dionnee | fones and Boetn: Collior Walvon

+. Budgeting for Higher Fauortion at the State Lewel: Engma,

Paradox, und Ritial

Daried T Layaoll and Jan W Laxkdon

S. Propietary Schools: Programs, Polivies, amd Prospects
Jobm B Loe and Jamice P Moriselis

0. Cotlege Choice: ndenstanding Student Enroliment Behandor
Miixel B Paulsen

= Pursuing Divensity: Recruitingg College Minority Studknts
Berbeera Astonie anid Bl Nufiez Wornueok

K. Soctal Consclousness and Cireor Avareness: Emerging Link
in Higher Education
Jedne 8 swift Jr.

1989 ASHE-ERIC Higher Education Reports
1. Making Sense of Administestive Leadenship: e 'L Wond
Higher Education
Extclee M Borsimon, Annc Noevmnn, and Robort Bindxeon
. Afitrmative Rbetoric, Negative Action. African Americn and
Hispuannic Fxoolty at Predominantly White Universitics
Veloree Weashingtont cared Williarm Herrey
3 Postsevondary Developmentas Programs: A Traditiond Agenda

with New Impenstives
Leneise M. Tennliveson

1. The Okd College Try: BaLaw ing Athletios jaud Acrlemios in
Highet redinsation
Jednr K Thedin qried Leteereniee £ Waseman

tw

T

The Challengze of Diversity: Tvoheement or Alienation in the
Academy?
Ddanyd €4 sengsh




6. Student Genls for College ind Courses: A Missing Link in Assess
ing und Improving Academie Achivvement
Joan X Sturk, Kathleen M. Shau:, and Malcolm A Lowtber

~. The Siudent as Commuter: Developing o Comprehensive Insti

tutional Response
Barbary fucuby
B. Renewing Civic Capacity: Prepaning College Students for Senviee
and Citizenship

Suzanne W, Morse

1988 ASHE-ERIC Higher Education Reports

1. The Invisible Tapestry: Cafture in American Colleges and
'niversities
Croorge 1. Kuh arid Flizaboth | Wit
2. Criticatl Thinking: Theory. Research. Pricticn, amd Possibilitices
Joxanme Geinen Rirfiss

3. baeavekping Academic Programs: The Climate for Innovation
xantel T Sevmour
1. Peer Teaching: o Teach is To Leam Twice
Nevdl A Whitman
3. Highor Education and Sutte Governments: Reswwed Bartnenship,
Cooperation. or Competition?
Fewrd R Hives

. Entreprencurnship and Higher Education: Lessons for Colleges,
Universities. and Industry
fames N Faineeather

~. Phinning for Microcomputens in Higher Education: Sisdegies
for the Nest Genenttion
Reyaoleds Fervante, fobn Hayman, Mery Susan Carbon, anied
Harry Phillips
8. The Challenge for Rescarch in Higher Eduction: Harmonizing
Excellence and Utility
Alan W Lincsay and But 1" Neumann

1987 ASHE-ERIC Higher Education Reports

1. incemive Earlye Retirement Programs for Bauby: innovitive
Responses 1o a Changing Environment
Jav L. Chronister end Thosnas R Reppie, fr

2 Working Efloctively with Trustees: Buiiding Coopenitive Campus
Leadership
Beprbara I Tavior

Avelemic Alvising for Migdont Micoess

_‘ [12

IToxt Provided by ERI

ot

ol



A Formal Revognition of Emplover Sponsonad Instruction: Conflic
anmsd Collegiality in Postsevondary Education
Nancy S, Nadh and Flizabeth M. Haetborne
4. Leaming Stvles: Implications for Improving Educationad Prntices
Chardes S, Claston aond Parvicia H Mumrell

5. Higher Education Lesdership: Entuncing Skiths through Pro
fessiomi! Development Prognans
Saron A McDde

6. Higher Education and the Public Trust: improving Mature in
Colleges and Universitieos
Richard I Alfrod and [ndic Weisonan

Coflesge Stughent Otateomes Assessment: A Taent Devekopnnent
Perspettive

Merveenn Jecab, dexcandor Axtin, and Freod: Avale, Ir.
R, Opportunity from Strength: Stntegic Phinning Claritied with
Gise Examples

Robwrt €7 Cugne

1986 ASHE-ERIC Higher Education Reports

1. Post tenune Ficulty Evahaaton: Thre or Opportaanity?
thrixtine M Liveata

2. Blue Ribbon Commissions and Higher Fdueation: Changing
Academe fromn the Quitside
Jeanot R jeduisens eorrdd Leaierotoo R Mercus

A Responsive Professional Fdueation: Babineing Oateomes anxd
Opporntimitices
Foxtrr . Steark, Ml ot A fovether, costed Bossse MR ety
1. Incremsing Students” feammge: A Faoalty Guide to Reducing
Nreas cmong Stodents
Nevdd A Whitmean, Phavid ¢ Spondlone, and «laire H Clark
S aandent Fianckd Aid and Women: Eepaty Ditemnne?
Meary Skeremn
¢

e Master's Degree: Tirdition, Diversity, lnnovition
Jeeddith S, Cleizer

The Cetlege. the Constitution. and the Consumer Mudent: Imph
wittions tor Podicy ad Prrtice
Kobxrt M Hendrvickson aend Anpctfe Gibin

R Scheting College and Donersine Pessonnel: The Quest and
the Quoestn
Richerrd 4 Kgpdowrit:

! e
O ‘ 1 ! 3




198% ASHE-ERIC Higher Education Reports

1. Flexibility in Academic Suffing: Effective Policies i Prctives
Rewnoth 1 Mortimer, Mengiee Bapde, and Andrew T
Meeskeonred

2. Assexciations in Action: The Washington, D.C. Bigher Edueation

Community
Harfand . Bhdand

3. And un the Seventh Iy Eaculty Consulting and supplementat
nconwe
Catred M. Boyr coned Eerrell & Leveis

4. Favulty Reseanch Pertformunce: Lossons from the Sciences and
Social Nivnces
Sl W Cnesipel]
5. Acickemic Program Review: instinaional Approaches, Expe
tations, wnd Controversies
Clifton £ Conrad annd Richard F Witvon

6. Nudents in Urxan Nettings: Achieving the Baccabareate Dogrec
Rivherd ¢ Richardson, Jr. and Loreis W Bender
7. Nerving More Than Students: A Critical Nexad for College Stacdent
Personne! Menvices
oter I Cerkeond

8. Facalty Participation in Becision Making, Necessity or Buxan®
Cand . Hindd

1984 ASHE-ERIC Higher Education Reports

Lo Adult Lesming: Sate Policies and institutional Portives
K Putricics Cross cinied Annve Morie MoCartan

2. student Stress: Effeuts and solutions
Neal A Whinpan, Pxadd ¢ Noemwdlea v, and ¢daire HClark

3. Pan time Faghy: Higher Educnion at a Crossroads
Jredith M Gt
. Sex Discrimisation Law i Higher Edication The bessons of
the Pust Devsde, ED 252 100.°
1 Kedpds Lindgren, Peatti 17 Otes, Py A Zivked coaned Neont Vian
Coleont

i

. Fuculty Freedums and Institutional Aceountabdity: Intenrtions
and Conflicts
Mt en (5 ONteang aud Buriara A Lee

6. The High Technology Conmedtion: Acadenmsic Industrid Conop
erion for Economic Growth
Lyeeer (5 febniseont

Acetcenic cdvising for Streedent Stceess F03

) 1
ERIC tH

IToxt Provided by ERI



7. Employee Educational Programs: Implications for Industry and
Higher Education. ED 258 501.°
Suzeirne W Mone
8. Academic Lbraries: The Changing Knowledge Centers of Col
lepes and {Universities
Barbam B, Moran

9. Futures Resvarch and the Sinntegic Planning Provess: tmphi
cations for Higher Education
James L Morrison, Williom 1. Renfro, and Wene 1 Botncher

10, Faculy Worklosd: Rescanch, Theory, and Interpretation
Fa n M E "“M

1983 ASHE-ERIC Higher Education Reporis

1. The Bath to Excellence: Qruity Assurance in Higher Edueation
Lanrenice R Marcus, Anita Q. Leone, and Eréward 1D, Gokdberg

2, Faculhty Recruitment, Retention, and Fair Emphoyment: Obli
gations and Opportunities
Jobn 8. Wikegeerman
3. Moeeting the Chalienges: Developing Faculty Carcens, ED 232
s16°
Michadl ¢ T, Brooks and Katherine L. German
+. Raising Academic Samdands: A Guide to Leaming Improsement
Ruth Taltxatt Keingg

S, Serving Leamens it a Distance: A Guide to Program Pactices
Chaarles £ Feasky

6. Competence, Admissions, and Articulation: Retuming 1o the
Basivs in Higher Education
Jean L. reer

=, Public Service in Higher Fducation: Prsctices and Priorities
Patrivé H, Crosson
8 Avademic Employment and Rarenchment: Judicial Review
and Administrative Adtion
Robort M Hendrickyon and Barbeiva A Loe
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Please begin my subscription 10 the 1991 ASHE-ERIC
Higher Education Reports at 890,00, 33% off the cover
price, starting with Report 1, 1991

Please send a complete set of the 1990 ANHE ERK.
Highor Education Reports at $80.00, 1% off the cover
price.
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If you're not familiar with the ASHE-ERIC

Higher Education Report Series, just listen
to how subscribers feel:

The ASHE-ERIC Higher Education Reports are among
the most comprebensive summaries of bigher education
literature available. The concise format, jargon-free
prose, extensive reference list, and index of each
Report make the ASHE-ERIC Higher Education Report
Serivs a “must” for any library that maintains a
higher education collection.

The above statement has been endorsed by many of your
colleagues, including:

Kent Millwood
Library Director, Anderson College

Williar . E, Vincent
President, Bucks County Community College

Richard B, Flynn
Dean, College of Education, { ‘niversity of Nebraska at
Omabua

Dan Landt
Assistant to the Chancellor, The City Colleges of Chicago

Mark A. Sherouse
Vice Provost, Southern Metbodist Unisversity
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susan . FROST is director of institutional plinning and research

at Emory University, A graduate of the Institute of Higher

Education at the University of Geuorgia, she is the recipient -
- oftwo grantsto study developmental scademic advising Besides -
. advising, her research interests include institutional research, -
. the cognitive growth of women college students, and freshman
- year experience progmms. Dr. Frost's recent journal articles
concern tesching academic responsibility, academic advising,
and cognitive growth, She serves as a consultanmt on advising
practices and is working on a book about undergradiuute higher
education in the United Sttes.
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