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CHAPTER I 

INTRODUCTION 

Introduction 

College academic advisors serve students in many ways. The role of an academic 

advisor ranges from freshman orientation instructor to career counselor. The quality of 

academic advising is vital to the survival of any post-secondary institution. Academic 

advising is closely linked to retention and student satisfaction (Hoeft, 1994). Due to the 

importance of this institutional function, evaluation of academic advising systems should 

be conducted. American College Testing markets and sells a series of satisfaction surveys 

titled the ACT Evaluation/Survey Service. Included in this series of surveys is the ACT 

Survey of Academic Advising (ACT-SAA) .. This survey is designed to measure student 

satisfaction with the advisement system. The purpose of this study is to assess the 

psychometric properties of the A CT.;.SAA and to develop a short form of the ACT 

instrument. 

Evaluation of Academic Advisement. 

As higher education becomes more expensive, students are finding it necessary to 

be even more efficient during their time in college. The role of the academic advisor is to 

work with the student on an individual basis to select courses and educational experiences 

which will best prepare the student for the years after graduation. According to Hoeft 
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( 1994) academic advising has been found to be inextricably intertwined with student 

retention in that students need graduation and career advisement, while institutional needs 

include enrollment and retention of students. Meeting the needs of both students and 

institutions requires a superior quality of academic advisement. With so much depending 

on the delivery of good academic advisement, it seems only logical to conduct a periodic 

evaluation of the academic advising system. 

Illustrative Examples. 

The following examples illustrate the variety of instruments used in the academic 

advising process. Hanson and Raney (1993) conducted a study to evaluate the advising 

system at a large university system. The broadness of this study helped to establish the 

importance and usefulness of the evaluation of academic advisement. The goal of the 

study was to provide both summative and formative evaluative information. Hanson and 

Raney (1993) focused on five evaluation questions in this instrument. The questions to be 

answered were: "Who seeks academic advising?", "Who delivers academic advising?", 

"What is the advising process that students experience?", "How satisfied are students with 

their advising?", and "Does the academic advising system meet students' needs?" In 

addition to these five questions as part of their focus, information was broken down into 

four categories: assignment, scheduling, content, and resources. This evaluation 

instrument yielded both quantitative and qualitative data. Scaled opinion (using a Likert 

scale), demographic, and open ended questions were asked. According to Hanson and 

Raney, this evaluation survey provided important insights into how and when students 

seek advising assistance. Based on their study, Hanson and Raney concluded that their 



instrument yielded data useful in the evaluation of the academic advising process and that 

such an evaluation is a complex and necessary process. 

3 

Dunker and Belcastro (1994) provide a good example of how an evaluation of 

academic advisement might be used. They examined the difference in student satisfaction 

between full-time and part-time students. Out of a random sample of750 students, 398 

participated, including full-time and part-time students from several campuses of an urban 

community college. A 25-item questionnaire, nine demographic questions and 16 

evaluation questions were used to measure satisfaction with the academic advising system. 

Similar to the ACT-SAA, the evaluation questions used a five-point Likert scale for level of 

satisfaction with overall advising, the frequency and length of advising meetings, and the 

ease of making appointments. Unlike the ACT-SAA, this instrument was designed for 

specific use at the research site. Additionally, content validity was studied at the site of this 

particular research project. Differences were identified between full-time and part-time 

students, and there was a positive correlation between the number of times a student met 

with their advisor and their overall satisfaction with the advisement system. 

These evaluations of academic advisement are two examples of how post­

secondary institutions might administer and make inferences from a survey which focuses 

on the delivery of academic advising. Knowledge gained from the results of such surveys 

can be useful in the planning and subsequent delivery of advising services. 

ACT Survey of Academic Advising. 
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Instrument. As mentioned previously, American College Testing publishes and 

markets a series of evaluation instruments called the ACT Evaluation Survey Services. 

Included in this series of services are a variety of instruments to measure different attitudes 

that may be of interest to administrators in higher education. Examples of the surveys 

offered include the following: Adult Learner Needs Assessment Survey, Alumni Survey, 

Entering Student Survey, Student Opinion Survey, and the Survey of Academic Advising. 

ACT advertises these instruments as valuable aids in providing data which can be helpful 

in the planning and implementation of student services, alumni services, and curriculum 

development (ACT, 1996/97). 

Scales. The Survey of Academic Advising (SAA) is composed of seven separate 

sections. According to Mittelholtz and Noble (1993), this measure obtains students' 

impressions of their institutions' academic advising services. It should be noted that this 

instrument is only to be used to measure student opinion about academic advising. Its 

stated purpose does not include evaluation of personal or career counseling services. 

Mittelholtz and Noble describe the purpose of each of the seven sections as follows. 

Section I contains simple biographical questions. Section II is composed of questions to 

identify the advisor, while Section ill questions advising needs and assesses students' 

satisfaction regarding these needs. Completion of section IV requires the students to rate 

their level of agreement with 36 statements about their advisor. Section IV asks students 

to rate such statements as "My advisor knows who I am" and "My advisor allows 

sufficient time to discuss issues or problems". Section V requests information regarding 

the frequency and length of visits to the advisor. Sections VI and VII complete the 
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instrument by allowing space for additional questions specific to the institution and a space 

for comments and suggestions from the students. 

Psychometric Properties. Mittelholtz and Noble ( 1993) examined the validity of 

each instrument offered by the ACT Evaluation and Survey Services. Their study was 

conducted at several institutions to determine the degree to which a particular survey 

could help the institution improve its services. Previous studies were cited supporting the 

ability of the surveys to serve as instruments for eliciting the perceptions of students 

concerning institutional programs, services, and the general environment. The studies cited 

did not, however, include validity studies of the SAA. The research conducted by 

Mittelholtz and Noble (1993) examined the ability of the instruments to measure and 

reflect a change in student perceptions which can be correlated to changes made by the 

institution in programs, services, and/or environment. The study was conducted based on 

theory that an instrument yielding results valid for such research will reflect a change in 

student perception which is related according to changes in services. The study identified 

some student characteristics that might influence some survey items. These characteristics 

included age, race, sex, college GP A, and purpose for attending the institution. Mittelholtz 

and Noble asked personnel at the institutions to identify items where they anticipated 

change. Of the 23 items identified for expected change, responses to 18 changed in the 

predicted direction. Responses to three of the remaining items changed in the opposite 

direction and the other two items maintained identical means for both administrations of 

the survey. It was concluded that 75 percent of the predicted changes were supported by 

the student response data. Mittelholtz and Noble concluded that while the responses the 
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the ACT-SAA items appeared to be related to changes in the advising program, the results 

of this study were based only on the responses of two institutions and may not generalize 

to all ACT-SAA user institutions. The lack of conclusiveness in this study would indicate 

a need for further assessment of the psychometric properties of the ACT-SAA. 

Example of use. Stolar (1996) conducted a study using the ACT-SAA. The purpose 

of this study was to gather information to determine restructuring needs and changes in 

the delivery of services. Stolar outlined an evaluation conducted at Cumberland 

Community College in New Jersey. The ACT-SAA was used to examine students' 

satisfaction levels with the current advising system. Responses were gathered from 36 

percent of the undergraduate degree seeking students, a total of667 students for that 

particular term. The differences in satisfaction rates across the curriculums were also 

examined. Humanities, Math, Science, Social Studies, and Technology majors were all 

compared regarding the satisfaction rates of academic advising. 

This is just one published example of how the ACT-SAA can be useful. This 

evaluation instrument has been developed for the purpose of providing feedback. The 

developers of this instrument claim it allows institutions to identify their constituency as 

well as the overall satisfaction rate of advisees. This researcher believes all types of post­

secondary institutions might in some way benefit from valid feedback through which 

students' advising needs along with possible ensuing actions answering those needs are 

identified. 

Concerns. 
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There are a few issues an evaluator might consider when deciding to use this 

instrument. Upon review of the data available, technical characteristics of this instrument 

appear to have been thoroughly investigated. However, this thoroughness is based on the 

reliability and validity studies conducted by ACT or those associated with ACT. The 

degree to which professional advisors (experts) find this instrument to be complete. The 

length, however, might be a detriment. In the Spring of 1997 the ACT-SAA was 

administered to students in one of the academic colleges in a large midwestem land-grant 

university as part of an evaluation of the college's centralized academic advisement 

system. Based on the experience of this researcher, the greatest obstacle to gathering data 

was the time necessary to complete the questionnaire. Students typically spent 10 to 15 

minutes completing the questionnaire. A shorter version of this instrument has the 

potential to be extremely beneficial. What is lost in thoroughness may be gained through 

greater student representation as a result of increased students' willingness to complete 

the survey. 

The second issue that should be addressed is the lack of outside research 

conducted to investigate this instrument. Most of the literature found which directly 

addresses the ACT-SAA is written and published by ACT, a respected non-profit 

organization. However, the possibility of researcher bias cannot be eliminated until an 

outside researcher assesses the validity and reliability of this instrument. 

As universities and colleges become more dependent on enrollment for funding, it 

is important for these post-secondary institutions to provide quality advisement services. 

Evaluation of academic advising services can provide valuable information for faculty and 



advising units. Improvement of services as a result of feedback points to justification of 

evaluation and the use of survey instruments such as the ACT-SAA. 

Statement of the Problem 
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The ACT-SAA is a widely used instrument. According to ACT (1996/97), the 

normative summary report provided by ACT is based on 36,358 records obtained from 87 

colleges that administered the ACT-SAA. The colleges represented in the report include 

large and small, public and private; technical, 2-year, and 4-year institutions from 29 

states. This report illustrates the widespread use and diversity among the institutions that 

use the ACT-SAA. This widespread use supports the need for outside assessment of the 

psychometric properties of this instrument. According to ACT this instrument is thorough 

and provides excellent feedback to academic advising units. The potential widespread 

usefulness of the instrument is reflected by the diversity and number of institutions using 

the instrument. Due to this potential widespread usefulness, there are a few key features 

that need to be addressed. 

A clear identification of selected psychometric properties of the ACT-SAA would 

benefit users. This instrument contains over 50 items, some with more than one part. 

Administrators using the results of such a survey should be able to look at the results and 

clearly see the strengths and weaknesses in their advisement program. Currently, the 

results of conducting a survey and using this instrument provides information on each item 

individually. 

This instrument should undergo an external assessment of validity and reliability 

since nearly all of the research conducted to measure validity and reliability of this 
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instrument was conducted by associates of ACT. In order to enhance the quality of data 

collected, it is important to users of this survey that such a complex instrument undergo an 

external review regarding these properties. 

There also appears to be a need to create a short form of this instrument. The 

previously mentioned survey conducted by the researcher of this study at the midwestem 

land-grant university shows that data collection can be a problem when using such a long 

form. An assessment of selected psychometric properties of the A CT-SAA will provide the 

information necessary to develop a short form. 

Purpose of the Study 

The purposes of this study are: (I) to assess selected psychometric properties of 

the ACT-SAA; and (2) to develop a short form of the ACT-SAA. The psychometric 

properties selected to be measured are internal consistency reliability, content validity, and 

construct validity. Internal consistency will be tested to see if the items are homogeneous 

using Cronbach's alpha estimate of reliability. A factor analysis will be used to assess 

construct validity. Content validity will be further tested by this research through expert 

judgement. Through factor analysis, the researcher will determine which questions 

contribute the most to factors identified in this study. Therefore this information will be 

used to determine which questions to use in the short form. As a result, the information 

from the assessment of selected psychometric properties of the ACT-SAA will be used by 

the researcher to develop a short form. The new short form will be a similar instrument to 

accomplish the same purpose of providing feedback to administrators and advisors to use 
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in planning and delivering advising services. The variables of interest in this study are the 

items in the six sections of the ACT-SAA. 

Definition of Terms 

The following definitions of terms will be used in this study. 

Academic advisement - Advisement which takes place at the post-secondary 

educational level. The function of academic advisement is to guide students regarding 

enrollment procedures, choice of classes, degree requirements, career options, study skills, 

extracurricular experiences, career placement, and scholarship information. Additionally 

academic advisors also serve as a referral to other student support services. 

ACT Survey o{Academic Advising - Referred to in this report as the ACT-SAA it 

is a survey instrument developed, published, and marketed by American College Testing. 

This instrument is designed to be used in the evaluation of academic advising units in most 

post-secondary settings (ACT, 1996/97). 

Construct validity - The evidence classed in the construct-related category focuses 

primarily on the test scores as a measure of the psychological characteristic of interest. 

Such characteristics are referred to as constructs because they are theoretical 

constructions about the nature of human behavior (Popham, 1990). 

Content validity - In general, content-related evidence [of validity] demonstrates 

the degree to which the sample of items, tasks, or questions on a test are representative of 

some defined universe or domain of content (Popham, 1990). 
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Internal consistency reliability - A form of reliability focusing on the consistency of 

a test's internal elements, namely, its test items (Popham, 1990). 

Significance of the Study 

The significance of this study relates to three areas. First, this study provides 

external assessment of selected types of validity and reliability of this instrument. This will 

be useful for anyone planning to use this instrument as an evaluation tool. This is also 

significant since there are very few outside reviewers of this instrument and the instrument 

is so widely used. The second significant contribution to be made by this study is the 

identification of the constructs being measured by the instrument. This identification of the 

constructs of the instrument will serve advisors and administrators when reviewing survey 

results by providing information as to what is exactly being measured by the instrument. 

The third significant contribution made by this research is the development of a short 

version of the ACT-SAA. This process will be completed using assessment of psychometric 

properties of the instrument and identification of the constructs measured. The 

development of a short form will be useful to developers of similar instruments and also to 

ACT for refinement of a short version of the ACT-SAA. 

Assumption 

The idea for this study was generated as one result of an evaluation which was 

completed in the Spring of 1997 by the researcher of this study. The advisement system 

which was evaluated has centralized academic advisement. One assumption that must be 
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made is that other centralized advising units operate in a similar manner and share some of 

the same concerns. The data used to conduct this research came from an academic college 

in a large midwestem land-grant university. While it is not necessary to assume similar 

units will yield the same ratings, it is necessary to assume the same constructs would be 

identified in the factor analyses. 

As stated previously, this study will be valuable to professionals and students by 

providing feedback useful in the planning and delivery of advising services. This 

significance is based ort research that has found l_ong surveys are intrusive and inefficient. 

It is further assumed that if the academic advising unit in other colleges is similar and 

operates in a similar manner to the one in which this study was completed, similar 

challenges in administration would result. 

Limitation 

The data collected for this research are not collected from a random sample. As 

with many surveys, the collection of data from a random sample was not possible. An 

attempt was made to conduct a census rather than a survey of students seeking 

advisement. It is estimated that each semester approximately 1,050 students visit the 

academic advisement office used to conduct this research study. The evaluation team for 

the Spring of 1997 survey collected 568 instruments from current students. This large 

sample does not, however, represent a random sample of current students. 

Organization of the Study 

The remainder of the information related to this research study will be presented in 

the chapters to follow. Chapter IT presents a review of literature. This review will contain 
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discussion relevant to evaluation of academic advisement and the ACT-SAA. Additionally, 

the review of literature will present evidence that there is a need to determine the 

psychometric properties of the A CT-SAA. The validity and reliability estimates of 

responses to the SAA will be examined. Also included in the review of literature will be a 

statement of the research question. Chapter III will outline the methodology to be used 

when conducting the proposed research. This will include an explanation of the factor 

analyses to be administered when assessing the psychometric properties of the ACT-SAA. 

The methodology will also include a detailed account of the survey conducted at the 

midwestern land-grant university which provided the data for analyses. Also included in 

Chapter III will be extensive information about the ACT-SAA, the instrument used to 

collect data in the Spring 1997 evaluation of services at the midwestern land-grant 

university. Any necessary control procedures will also be detailed in this section. Chapter 

IV will present the results of the analyses of the data with explanations provided for each 

statistical analysis conducted. The conclusions drawn from the analyses as well as 

recommendations based on these conclusions, will be detailed in Chapter V of the 

completed report. 



CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

This chapter reviews the literature related to the sparsely reported assessment of 

the psychometric properties of the ACT Survey of Academic Advisement. Specific 

attention is paid to the following topics as they relate to the current research. The 

following topics are addressed: I) The importance of academic advisement, 2) example 

evaluations of academic advisement, 3) example evaluations of academic advisement using 

the ACT Survey of Academic Advisement, 4) the ACT Survey of Academic Advisement, 

5) assessment of the ACT Survey of Academic Advisement, and 

6) justification for this study. 

The Importance of Academic Advisement 

Many experts in the field academic advisement view academic advisement as one 

of the most important components to the student retention equation (Hoeft, 1994). The 

following literature supports the concept that academic advisement is closely linked to 

retention and that academic advisors have a wide range of responsibilities. These two 

points assist in the justification for evaluating academic advisement as well as assessing 



one of the tools often used in the evaluation process: in this case, the ACT Survey of 

Academic Advisement. 

Relationship of advisement to retention 
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Good academic advising leads to many positive educational outcomes (Hanson and 

Raney, 1993). These outcomes include increased student retention, improved grades, 

better career and educational decision-making, and greater overall student satisfaction. 

Hanson and Raney conducted a national survey of academic advisement at a large 

university and concluded that extensive evaluation of academic advisement was necessary 

due to its influence on retention and thus the life of the institution. Surprisingly, they 

revealed that fewer than half of the institutions reported conducting regular evaluation of 

academic advising ( Hanson and Raney, 1993). 

Hoeft (1994) cited nine sources supporting the relationship between quality 

advisement and student retention. Faculty, staff, and students are all shareholders in 

improving student retention through academic advisement. Although the role of academic 

advisor can vary, the literature cited by Hoeft reveals that several types of advisement 

exist. The two most typical forms of academic advisors are college teaching faculty who 

also serve as advisors and full-time academic advisors who work from an advising center. 

According to a longitudinal study (Backhus, 1989), retention increased by eight 

percent as a result of establishing a centralized advisement center at Emporia State 

Univer.sity. In support of centralized advisement, Backhus cites Beal and Noel (1980) who 

claim that inadequate academic advising is the greatest impediment to student retention. 

Emporia State University (ESU) implemented a Student Advising Center (SAC), a 
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centralized advising center for undergraduate students, to meet the advising needs of 

undergraduate students, particularly incoming freshmen. The SAC provided intrusive 

advising. While this may sound less preferable, it actually goes to the extreme in catering 

to student needs. Advisors track their students through attendance reports, mid-term 

grades, and networking with faculty. Students are asked by advisors to come in for 

periodic meetings to check progress and address problems. Advisors work diligently to 

maintain personal and face-to-face contact with their advisees. In 1988, the SAC was four 

years old. It seemed reasonable that this would be a good time to test the theory that 

quality intrusive advisement improved retention. 

Advising Center personnel worked with ESU Management Information Systems to 

track the attrition of the first class of students experiencing intrusive advisement (Backhus 

, 1989). Investigators compared students in the SAC group to students not in the SAC 

group to determine the retention benefit of intrusive advisement. The four-year retention 

rate had improved by eight percent going from 31.4 percent to 39.4 percent. Since no 

other changes had taken place other than the establishment of the SAC, Backhus 

concluded that this form of intense focus on advisement was the cause of improved 

retention. 

The link between advising and fiscal stability often draws the attention of 

administrators. Glennen, Farren, and Vowel (1996) address this theme in today's higher 

education literature and reported that universities need to become more efficient and 

businesslike in their approach. Glennen et al. cite many authors noting that the quality of 

advisement is directly linked to the retention of students. Glennen et al. concluded the 



utilization of intrusive advising is related to significant profit due to increased retention 

and thus additional revenue. The intrusive advising program increased retention which 

resulted in more state funds, increased occupancy in the residence halls, increased meal 

plans purchased, higher activity ticket sales, greater bookstore and snackbar sales, and 

local tax revenue. 

Responsibilities of academic advisors 

Academic advisors have a broad spectrum of responsibility creating a heavy 

reliance by the institution on the quality of the academic advising. Creamer and Atwell 
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( 1984) state "Literally everyone agrees on the importance of good advising to effective 

student decision making, ... ". Furthermore they wrote that the complexity of most colleges 

and universities requires that each student have guidance in their endeavors. The 

bureaucracy of universities is quite thick thus students still need to plan in order to make 

choices, identify options, set time frames, assess personal resources, and make 

commitments. 

Geis and Huston (1995) relate the experiences of the dean of the school of 

business at a major university. As a young man, the dean relied on his advisor for 

information regarding course selection, professor reputation, and course difficulty level. 

His advisor also helped him through regular progress meetings and provided tips on study 

tactics, understanding professors, and exam preparation. The services provided to this man 

as an undergraduate were all based on the fundamental premise that the university is not 

operated primarily in the service of professors and administrators; it is there to serve 
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students. Geis and Huston contend the concept that the university is there to serve the 

students is often overlooked by institutional personnel since they are entrenched and their 

clientele is transient. Further, Geis and Huston recognize that advisors have a great effect 

on the current personal and academic experiences of their advisees. In addition to the 

previously mentioned responsibilities, advisors are also responsible for assisting students 

with a choice in major, internships, and preparation for graduate and professional schools. 

With all these vital functions performed by academic advisors, it seems reasonable that 

administrators would support the evaluation of academic advisement. 

In her keynote address to the 1995 conference of the National Association of 

Academic Advisors (NACADA), Byrd (1995) quotes Wall (1988), "Specifically academic 

advising will, of necessity: include schedule planning, appropriate choice of major, and 

explanation of curriculum requirements for that major. It will involve teaching students the 

proper clerical functions to effect their favorable progress through the institution. It will 

touch on, but not primarily or exclusively, personal adjustment and career choice issues. 

Finally, good academic advising will teach the student how to locate appropriate 

specialized services, such as financial aid, career development, and personal counseling, 

when these services are deemed necessary." Elaborating her position regarding advisor 

responsibility, Byrd (1995) explains not only are advisors responsible for all these student 

services, they are also responsible to an increasingly diverse and changing population. She 

elaborates by explaining in recent years, more students feel out of place. This comes as no 

surprise with the increase in nontraditional students and students living off campus. Byrd 

statistically supports her claim by noting only 20 percent of today's student population fits 
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the traditional student definition of full-time, living in the residence hall, and 18-22 years 

of age. Along with this trend is student concern about personal finance. The average 

student at a public university owes $15,000, with payments after graduation of$200 per 

month over a ten year period (Byrd). These two changes lead to a third trend of students 

taking longer to complete their degree with five years to completion being the rule rather 

than the exception. With more students having families and working while in school, it 

takes longer to meet academic goals. The responsibilities put upon advisors combined with 

current trends in the student population creates a complex and intense workload for 

academic advisors. Hanson and Huston (1995) insist nearly everyone involved in academic 

advising has too many responsibilities and too little time to complete them. Knowing this, 

they assert that while judgment of student ability adds another task to the list of advisor 

responsibilities, it actually provides for better service to the student 

Example Evaluations of Academic Advisement 

The following example evaluations provide a selection of methods from which to 

. choose in designing an evaluation of academic advisement. In each of the following 

examples, a survey instrument is used in the evaluation procedure. A description of both 

the evaluation and the instrument are provided with a brief explanation of its likeness and 

difference to the ACT Survey of Academic Advisement. Finally, the end of each section 

provides justification for the proposed study as it relates to the reviewed literature. 

The University of Arkansas at Little Rock 

The importance of academic advisement has prompted many institutions to 

evaluate their academic advising process. The University of Arkansas at Little Rock 
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(UALR) requires each faculty member to be responsible for some undergraduate academic 

advisement. Hoeft {1994) cites faculty, staff, and students as retention agents and 

accountable to various elements of academic advisement. The advisement of 

undergraduates at UALR is shared between faculty and professional academic advisors. 

U ALR recognizes the complexity of advising. Also recognized is the importance of 

understanding the state, federal, and university policies and procedures. These policies can 

be very difficult to grasp. Faculty advisors "shadow" a professional advisor to prepare for 

the role of advisor. During the shadowing process, detailed records are maintained to keep 

track of student progress as well as advisor recommendations. 

Hoeft (1994) describes the instrument used by UALR to evaluate the academic 

advising process. The form is used to track student progress as well as evaluate advisor 

performance. This form includes a wealth of information that can be used to gather both 

formative and summative information regarding advisement at UALR Examples of the 

information in this form are: visual reminder of what is expected to be covered in an 

advisement session; details of the students that were advised by name and major; records 

of the date advisement occurred; logs of the context (individual, group, telephone) in 

which the advisement occurred; catalog of the number of referrals by advisors; accounts 

for the specific nature of a referral. In cases of alleged error that may impede a students 

academic progress, the form may assist in the resolution of the error and account for 

individual advisor error. Upon external review, the form is a feedback mechanism that can 

indicate areas where the individual advisor needs improvement; indicates the level of 

faculty involvement in academic advisement; and provides a sample of case studies in 
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promotion and tenure portfolios. Hoeft states that while the form used at UALR does not 

assess student satisfaction of faculty advisement, the data available can provide the 

information necessary to evaluate the advisement system. While this study does provide a 

useful instrument, the instrument does not collect information regarding student 

satisfaction. As a consequence, research focused on such an instrument would be 

beneficial to those seeking information about student satisfaction as it relates to academic 

advisement. 

Texas Academic Skills Program 

In their Report on Academic Advising, the Texas Higher Education Coordinating 

Board (1995) states they will seek access to quality higher education across the state with 

the conviction that access without quality is mediocrity and that quality without access is 

elitism. Having stated this philosophy, the Texas Higher Education Coordinating Board 

created the Texas Academic Skills Program (TASP) to enhance student success. This 

program includes three facets, the central element being academic advising. Legislation 

requires an annual report on academic advising. In March of 1995, the fifth academic 

advising survey of Texas was administered. During this survey, TASP used portions of the 

Academic Advising Self-Assessment Guide to collect information from each of the 174 

responding institutions. This self-assessment provides an interesting approach to the 

evaluation of academic advising. TASP received a response rate of over 90 percent. 

Advisors, rather than students, were asked to rate their own program and indicate 

strengths and weaknesses of the service. After data collection was complete, the results of 

the data analysis were used to draw cautious generalizations regarding the state of 
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academic advising in Texas. The survey was designed with the assumption that if advisors 

have the proper tools, such as staff development, fiscal resources, and a reasonable 

advisor-student ratio, they will be able to serve students in a satisfactory manner. This 

study emphasizes the importance of the evaluation of academic advisement and 

compliments the proposed research as it does not focus on evaluation based on student 

satisfaction. 

University of Illinois at Chicago 

In 1988 the University of Illinois at Chicago (UIC) implemented a series of 

reforms to enhance the curriculum. One of the components to this reform was a planned 

system of faculty advising. Previously, there had been no formal organization to faculty 

advising (Stokes, 1992). The goal of the program was for each student to have personal 

contact with a faculty member. Faculty members were given some guidance on how to 

conduct an advising session and issues that are important to students and their success 

were noted. To pilot and evaluate this new program, UIC matched 224 pairs of freshman 

and 224 pairs of transfer students (Stokes, 1992). Freshman were matched based on sex, 

ethnic origin, class rank, ACT composite score, and declared major. Transfers were 

matched based on sex, ethnic origin, college code, grade point average at their previous 

institution, year in school, and declared major. From each pair, one student was randomly 

selected to be assigned to a faculty advisor and one was assigned to a control group, no 

advisor being assigned. Each department was asked to keep a record of students meeting 

with their advisors. After the advising session, faculty completed questionnaires regarding 

session length, topics covered, and comfort level. In the tenth week of the term, 
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questionnaires were mailed to students with postage paid return envelopes included. 

Students who met with advisors were asked three questions about the advising session 

itself: "How comfortable were you?", "How helpful was the session?", and "How 

interested in you was your advisor?". Students answered these questions on a 5-point 

scale similar to those answered by advisors. Seven more items were asked of all students. 

These items were also answered on a 5-point scale and defined two variables: satisfaction 

with life at the university and perception of faculty. The description of the instrument used 

at UIC implies that a short questionnaire of 10 items was deemed adequate. 

Emporia State University 

As previously mentioned, ESU implemented a system of intrusive advising in 1984 

by implementing the SAC. This advising center is staffed by one faculty advisor from each 

division. The objective in setting up the SAC was to provide advisees resources for 

academic, social, personal, and vocational development (Vowell & Karst, 1987). The 

intrusive method of advisement involves constant contact and follow up from advisors. 

Evaluation of these services is a critical part of the SAC philosophy. ESU designed a study 

to gather information regarding the opinions advisees have of the SAC advisors. A 

questionnaire was administered by outside interviewers to 59 randomly selected SAC 

advisees. 

The stated specific purpose of this study was to discover student perceptions of 

advisors in ESU's intrusive advising system (Vowell & Karst, 1987). The interviewers 

asked six questions focusing on: advisor interest in the individual, advisor listening skills, 

advisor help in general education, benefits from SAC, contact with SAC office staff, and 
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future offerings of the SAC service. This evaluation method focused on student input and 

asked for only a limited number of responses. The study met its stated purpose, finding 

student perceptions of advisors to be generally positive. Students enjoyed contact with 

both SAC advisors and SAC staff Of the 59 students surveyed, 58 said this service should 

be offered to future freshman. Conclusions from this evaluation asserted no major changes 

were necessary to the current intrusive advising system offered by SAC. Any changes 

suggested by respondents were unique to the individual. Similar to the ACT Survey of 

Academic Advisement, this evaluation used responses from students. Different from the 

ACT instrument, the instrument used in this survey was a guideline for collecting 

qualitative information. Although, the questions did focus on six major areas, they did not 

provide the Likert scaled response data. 

Iowa State University 

Several different advising systems exist including faculty, computer assisted, 

group, self, peer and paraprofessional, and an advising center. While there is no optimum 

delivery system (Groth, 1990), the needs of the students and institutions should be 

examined and advising models implemented accordingly. Iowa State University (ISU) 

developed a walk-in advising system to meet the needs of students for accessibility, 

information with clarification, and interaction with advisors. The philosophy behind 

developing the walk-in system began with a focus on the whole student: psychologically, 

socially, and intellectually, the process should stimulate and strengthen students in their 

educational and life endeavors. Groth explains the walk-in advising system was developed 



as a result of increased enrollment and expanded need for advising services without a 

boost in resources. 
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ISU evaluated the walk-in system through a follow up survey (Groth, 1990) in the 

Spring of 1987. The survey was administered to all majors using the walk~in system that 

semester. Using a response scale based on a 5-point Likert scale the instrument included 

six items: awareness of the walk-in system; satisfaction with the amount of time advisors 

were available; satisfaction with the current walk-in system; satisfaction with the ease of 

access to individual advisors; satisfaction with the ability to see an advisor within a 

reasonable amount of time; and feelings about the office as a result of the walk-in system. 

Seventy-six students responded to the survey. Results based on one year of existence 

indicated 79 percent of students were aware of the new system. An overwhelming 89 

percent rated the system as excellent or good. Remaining information included an increase 

in the use of academic advisement as a result of the walk-in system. Many students used 

the center three to four times per semester rather than the traditional one to two times per 

semester. Comparable to the ACT Survey of Academic Advisement, the instrument used 

at ISU was divided into several sections. However, the ISU instrument focused 

specifically on the walk-in system. The ACT instrument is broader in scope and is often 

used nationally. 

Cumberland Community College 

Cumberland Community College (CCC) conducted a study of advisement services 

in response to negative reports of faculty and administrative staff perceptions of the 

advisement operation (Stolar, 1994). A second study was conducted for the purpose of 
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gathering information to restructure the advisement system. The follow-up focused on the 

opinions of advisement personnel. A 30-item questionnaire was used to collect data. The 

instrument included items covering the following areas: professional information, general 

perceptions of advising, the advisors manual, freshman seminar courses, and general 

comments. The questionnaire was lengthy with items rated along a 7-point Likert scale, as 

well as open ended questions. Each of the college's 70 advisors completed the 

questionnaire. Results provided several suggestions: better training for advisors, private 

advisement sessions, an improved advisor manual, periodic advisor workshops and 

discussions, a broadened definition of advisement, and a recognition of the link between 

advisement and retention. Interestingly, neither this survey nor the initial survey included 

student input, a seemingly logical source of information. 

University of Florida 

The manner in which advisors are evaluated continues to vary greatly (Severy, 

Lee, Powers, & Mason, 1994). The two most common types of advisor evaluations are a 

scheduled conference with the advisor's supervisor and student evaluations. Florida State 

University (FSU) was in need of an annual advisor evaluation to provide both formative 

and summative information. Advisors within the advising center established a method by 

which evaluation could be conducted. It was decided that both student and administrative 

feedback was necessary. As a result of this decision two instruments were developed. 

Development of the instruments first included a careful analysis of the advisor role 

within the advising center (Severy, et al., 1994). The form used by students was designed 

to evaluate the technical and interpersonal competencies of advisors. The second form, to 
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be completed by supervisors, was designed to evaluate job performance, attitudes and 

habits, relationship styles, and professionalism. The evaluation took place in two stages. 

The first stage was the collection of student evaluations of advisors. The instrument used 

in this evaluation was comprised of 19 items which focused on listening and counseling 

skills, knowledge of university regulations, use of technology, sensitivity to privacy, 

encouragement offered, etc. Response options were based on a 5-point Likert scale 

ranging from Strongly Agree to Strongly Disagree. Two different versions of the student 

instrument existed: one for athletes and one for non-athletes. The second stage consisted 

of supervisor/advisor conferences. These conferences used a 25 item form to assess 

advisor competence in four broad categories: job performance, attitudes and work habits, 

relationship styles, and professional considerations. Supervisors used a 5-point Likert scale 

to rate the advisors on each of the 25 items. Factor analyses of the collected data identified 

three factors from each of the two instruments. Reliability was very high for both 

instruments. The evaluators for this project were very pleased with the tools available for 

use in this process. The goal of this evaluation was to collect data useful for improving 

services to students. While the evaluators felt longer forms were necessary, short forms 

were extremely useful for those with a limited ability to collect data. Like the ACT Survey 

of Academic Advisement, this evaluation focused on responses from students. This 

evaluation had the added dimension of feedback from supervisors. Also noted was the 

data collection benefit of a short form. This instrument was specifically designed for this 

site-specific evaluation. It is not a nationally marketed and available instrument, like the 

ACT Survey of Academic Advising (ACT-SAA). 



28 

Example Evaluations Using the ACT Survey of Academic Advisement 

Several instruments are available for use in the evaluation of academic advisement. 

As mentioned earlier, the American College Testing Program publishes and markets the 

ACT Survey of Academic Advisement. The previously mentioned studies used mostly in­

house instruments designed for specific institutions. The need for a standardized 

instrument available on a nation-wide basis enhances the demand for the ACT-SAA. 

Normative information based on years of administering the survey make it an instrument 

which provides a great amount of information. The following publications illustrate the 

varied uses of the ACT Survey of Academic Advisement. 

Evaluation of Academic Advisement Guidelines 

Crockett (1988) a step-by-step approach as the best course in conducting an 

evaluation of academic advisement and thoroughly charted the steps necessary for the 

completion of such an evaluation. The first step is gathering information. This phase 

involves collecting information about the services being evaluated. The questions relate to 

size and structure of the subject institution as well as information specifically about the 

advising operation. This step allows the evaluator to understand how the operation works 

and the areas that are subject to evaluation. The second step is the evaluation ·of services. 

Either the evaluator (if in-house) or those chosen by the evaluator answer questions 

regarding the services. Using Crockett's method, services are rated using scales. The 

ratings gathered in this portion of the evaluation are from staff and professionals involved 

in delivering advising services. The third step involves the analysis of the data collected 

followed by the fourth step which is a call to action. The fourth step is key in this 
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suggested diagram of evaluating academic advisement. Crockett mentions several 

instruments available for use in the evaluation of academic advising. The instrument 

predominately mentioned is the ACT Survey of Academic Advisement. Crockett's 

"cookbook" for the evaluation of academic advisement suggests the use of the ACT 

Survey of Academic Advisement. It is noteworthy that the protocol advised by Crockett is 

published by the American College Testing Program, which developed the ACT Survey. 

University of Nebraska at Omaha 

Literature revealed academic advising as the number one negative factor in student 

attrition (Crawford, 1991). Given this information, the University ofNebraska at Omaha 

(UNO) proceeded with a study of student perception of academic advising. The 

instrument used was the ACT Survey of Academic Advisement. UNO used all seven 

sections of the instrument. Participants were solicited from those pre-registered for Fall 

1991. Six hundred and thirty-eight students agreed to participate and returned usable 

instruments. These students represented 8.1 percent of those pre-registered for Fall 1991. 

Many students provided written comments in Section VII of the instrument. 

The sample used by UNO was fairly diverse (Crawford, 1991). Results of the 

survey revealed mixed feelings among students. A large majority (73%) of students 

reported satisfaction with the advising system and with the assistance received from their 

advisors. On the other hand, 51 percent reported mixed reviews regarding their 

advisor/advisee relationship. Interestingly, ratings received from this survey were 

statistically lower than those gathered from a previous survey in 1987. Additionally, 



30 

Crawford reports the ratings were lower than those for the other public colleges using the 

same instrument. 

UNO used this survey to propose recommendations to the academic advising 

system (Crawford, 1991). Suggestions included the need for a university-wide review of 

the nature and structure of academic advising. It was recommended that efforts should be 

expanded in the lµ"ea of assisting faculty and professional advisors to address issues such 

as: which topics should be discussed between advisors and advisees as well as student 

perception of advisor interest in advisee's needs. The final recommendation was to utilize 

the "New Student Orientation" program to inform students regarding the responsibilities 

of the advisee and the advisor in the academic advising process. 

Cumberland ·Community College 

Stolar (1996) outlines.an evaluation administered at Cumberland Community 

College in New Jersey. Cumberland used the ACT-SAA, the focus of this review, to ask 

students questions regarding their satisfaction level with the current advising system. 

Responses were gathered from 667 (36%) of the undergraduate degree seeking students. 

Cumberland also used this survey to examine the differences in satisfaction rates across the 

curriculums. Humanities, math, science, social studies and technology majors were all 

compared regarding the satisfaction rates of academic advising. 

Stolar(l996) made several conclusions after conducting the survey. Advisors 

received generally positive feedback from the survey. Each group of subjects gave positive 

scores to statements that advisors are good listeners, respect students' rights to make their 

own decisions, encourage them to achieve their goals, are approachable and easy to talk 
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to, keep personal information confidential, and have a sense of humor. All advising groups 

(based on major) were given unfavorable ratings with respect to encouraging students to 

participate in extracurricular activities. As with the UNO study, comments were also 

provided in Section VII. Interesting to note is the fact that Cumberland Community 

College previously conducted a similar survey using a different instrument. No explanation 

is given for the change in survey instrument. However, an easy comparison between the 

ACT instrument and a different instrument could be made by this institution. 

The Third ACT National Survey of Academic Advising 

Habley (1988) published a book covering the state of academic advising in today's 

post-secondary institutions. Interestingly, this was published by the ACT National Center 

for the Advancement of Educational Practices. Wesley Habley and David Crockett, two 

names often mentioned when discussing academic advising, conducted the Third ACT 

National Survey of Academic Advising. This data collected from a national sample of 447 

institutions was then analyzed to answer several research questions. Hypotheses focused 

on student satisfaction, advisor competence, and other areas addressed in the ACT Survey 

of Academic Advisement. Additionally, Habley and Crockett collected institutional data, 

such as which advising system was used and the number of advisees assigned to each 

advisor. This allowed them to use the ACT Survey to make comparisons among different 

institutions. 

Noble (in Habley, 1988) used the ACT-SAA to measure differences in students' 

perceptions among two-year, four-year public, and four-year private institutions. The 

study utilized of 19,524 student surveys from students enrolled in 55 colleges. The data 
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were not collected from a random sample of students and were not statictically adjusted to 

create a representative sample of the student population. Two-year and four-year private 

colleges had the highest level of agreement with positive statements concerning their 

advisor as compared to four-year public institutions. Overall four-year public institutions 

did not rate as well as two-year, according to student perception. 

Taken together, these evaluations and surveys illustrate the perceived usefulness of 

the ACT Survey of Academic Advisement. It is interesting that many publications citing 

the use of the ACT Survey of Academic Advisement are actually published by ACT. As a 

result, independent examination and reporting of the use of the ACT-SAA appears 

warranted 

The ACT Survey of Academic Advisement 

The American College Testing program publishes and markets a series of 

evaluation instruments called the ACT Evaluation Survey Services. Included in this series 

of services are a variety of instruments to measure different attitudes that may be of 

interest to administrators in higher education. Examples of the surveys offered include the 

following: Adult Learner Needs Assessment Survey, Alumni Survey, Entering Student 

Survey, Student Opinion Survey, and the Survey of Academic Advising. ACT advertises 

these instruments as useful for helping institutions obtain comprehensive information 

about the attitudes and opinions of the people served (ACT, 1996/97). 

According to Mittelholtz and Noble (1993), the ACT-SAA obtains students' 

impressions of their institution's academic advising services. It should be noted that this 
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instrument is only to be used to measure student opinion about academic advising. It is not 

designed to be used to evaluate personal or career counseling services. 

The Survey of Academic Advising (SAA) is composed of seven separate sections. 

Mittelholtz an4 Noble (1993) describe the purpose of each section. Section I includes 
'11, .. f! 

simple biofp.phical questions. Section II questions identify the advisor while Section III 

identifie~ fQvising needs and assesses students' satisfaction regarding these needs. 

Completion of section IV requires the student to rate their level of agreement with 36 

statements about their advisor. Section IV asks students to rate such statements as "My 

advisor knows who I am" and "My advisor allows sufficient time to discuss issues or 

problems". Section V requests information regarding the frequency and length of visits to 

the advisor. The instrument ends with sections VI and VII which allows space for 

additional questions to be written by the institution and a space for comments and 

suggestions from the student. 

This evaluation instrument has been developed for the purpose of providing 

feedback. Use of this feedback allows institutions to identify their constituency as well as 

the overall satisfaction level of advisees. 

Assessment of the ACT Survey of Academic Advisement 

The A CT-SAA provides a tremendous amount of information to institutions. The 

wide use of the instrument presses assessment of the instrument in order to know if the 

information is accurate. The following publications provide the currently available 

assessments of the ACT Survey of Academic Advisement. 
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Mittelholtz and Noble (1993) examined the validity of each instrument offered by 

the ACT Evaluation and Survey Services. The study was conducted at individual 

institutions to determine the degree to which a particular survey could help the institution 

improve their services. Previous studies were cited supporting the ability of the surveys to 

serve as instruments for eliciting the perceptions of students concerning institutional 

programs, services, or the general environment. The studies cited did include validity 

testing of the Survey of Academic Advisement. The research conducted by Mittelholtz and 

Noble examined the ability of each instrument to measure and reflect a change in student 

perceptions resulting from changes made by the institution in programs, services, and/or 

environment. The study was conducted based on the theory that a valid instrument will 

reflect a change in student perception according to changes in services. The study 

identified some characteristics that might influence some survey items. These 

characteristics included age, race, sex, college GP A, and purpose for attending the 

institution. 

Mittelholtz and Noble (1993) asked personnel at the institutions to identify items 

which would signal anticipated change. Of the 23 items identified for expectant change, 18 

changed in the predicted direction. Three of the remaining items changed in the opposite 

direction and the other two items maintained identical means for both administrations of 

the survey. Supporting claims of validity of the instrument, it was concluded that 75 

percent of the predicted changes were supported by the student response data. 

There are other instruments available to use in the evaluation of academic advising. 

Srebnik (1988) introduces her review of 12 different instruments with an overview of 
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evaluation of academic advisement. Citing the first and second National Survey of 

Academic Advising conducted by ACT, Srebnik explains that 76 percent of the 754 

institutions surveyed had no formal evaluation process for their advising services. 

According to Srebnik's review, most instruments were developed and used by specific 

post-secondary institutions. Others were developed by measurement professionals and 

consultants. Srebnik did not review the ACT instrument, but did justify her review based 

on data collected from the first two ACT National Surveys of Academic Advising. 

Justification for this study 

Careful review of the related literature clarified the need for the proposed research. 

The following·conclusions appear to justify the assessment of the psychometric properties 

of the ACT-SAA and development of a short form of the ACT instrument. There is limited 

external empirical review of the ACT-SAA. Most of the publications regarding the validity 

and reliability of the instrument are published by ACT. Sun and V aliga ( 1997) did assess 

the generalizability of the instrument, however the focus of the independent research was 

to compare the three generalizability models. This lack of outside review may create a 

credibility problem in that few external sources are researching the technical characteristics 

of this widely used instrument. The ACT-SAA should have a short form as an option. 

Other surveys in the ACT Evaluation and Survey Services have short forms available. 

Srebnik (1988) gives the advantages of a short form noting that short instruments can be 

easily and quickly administered with the results readily available. With the ACT instrument 

containing six sections and over 80 questions, these advantages are not currently available 

for users of this instrument. 
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Hanson and Huston ( 1995) suggest assessment of academic advisement include 

three dimensions. The process should answer the questions, "What is assessment?", "Who 

uses academic advising and why?", and "How does academic advising work?". Certainly 

the affiliation shared between academic advisement and retention, and the broad scope of 

responsibilities held by academic advisors, strengthen the justification for evaluation of 

academic advisement and the assessment of tools used in the evaluation: for purposes of 

this study, the ACT Survey of Academic Advisement. 



CHAPTER III 

METHOD 

This chapter describes the methods of the research and addresses the following 

areas: (1) restatement of the purpose, (2) subjects, (3) procedures, (4) instrumentation, 

and (5) research design. Additionally, because the evaluation which took place at the large 

midwestem land-grant university triggered the onset of this study, it is included in the 

Methodology description where appropriate. Headings are provided throughout this 

chapter indicating to which portion of the research the information applies. "Evaluation of 

1997" is used to indicate portions regarding the evaluation conducted in the Spring of 

1997 at the large midwestem land-grant university. "Assessment" is used to indicate 

portions regarding assessment of the psychometric properties of the A CT Survey of 

Academic Advising (ACT-SAA). "Short form" is used to indicate portions regarding the 

development of a short form of the ACT-SAA. 

Restatement of the Purpose . 

There are two purposes of this research. The first purpose is to assess selected 

psychometric properties of the A CT-SAA. This is justified due to lack ofliterature about 

the instrument from sources other than ACT. Nearly all publication& written about the 

ACT-SAA are published by ACT or an associate. The second purpose of this research is to 

create a short version of the ACT-SAA. The ACT Evaluation and Survey Services, of 
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which the Survey of Academic Advising is a part, provides a short form for many of the 

instruments in the service. The A CT-SAA is a candidate for such a form which has not yet 

been created. 

Subjects 

This section gives general information regarding the samples which were used in 

the assessment of the psychometric properties of the ACT-SAA and in the development of 

a short form of the ACT-SAA. More detailed demographic information regarding these 

data is reported in Chapter IV. of this report. An application for use of archived data as 

well as collection of pilot data for the short form has been approved by the Oklahoma 

State University Institutional Review Board (See Appendix A). 

Evaluation of 1997 

The advising unit was located at a large midwestern land grant university. The 

evaluation was conducted by the researcher of this study. The data were collected in the 

Spring of 1997. Participants in this evaluation were undergraduate students in the College 

of Education. Students ranged from freshman to senior in class level. Majors represented 

were elementary education, English education, math education, science education, social 

studies education, physical education, health promotion, leisure management, therapeutic 

recreation, and trade and industrial education. Both males and females participated. Most 

students participating were full-time, with only a few attending part-time. A range of dates 

was selected by the researcher/evaluator of this study in which to collect data. The 

collection dates ran from the middle of March through the end of April. Students entering 

the academic advising unit and seeking advisement within the targeted date range were 
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asked to voluntarily participate upon their arrival in the office. The population seeking 

advisement consisted of 1,200 students. Of those 1,200 student seeking advisement, 568 

completed at least some portion of the ACT instrument. 

It should be mentioned that the researcher initially intended to use the data 

collected at the large midwestem land-grant university to assess the psychometric 

properties of the ACT instrument and develop a short form. Due to sample size problems, 

which are discussed later in this chapter, these data were not adequate to assess the 

psychometric properties of the ACT instrument. 

Assessment 

The Research Division of ACT makes archival data available to graduate students. 

For purposes of this research, ACT provided all of the raw data from the ACT-SAA which 

had been collected and sent to them for scanning since January of 1993. The archived data 

used for this research were made available to the researcher by ACT at a cost of$100.00. 

The charge for this data covers the personnel time required to extract the data from the 

ACT database. To the extent possible, descriptions of this archived sample will be 

reported in Chapter IV. 

Short form 

There were two sets of subjects used to develop the short form of the ACT-SAA. 

The data described in the previous section were used to determine which questions to 

include in the short form. The second set of subjects used to develop the short form were 

those participating in the pilot of the short form. Students from three different colleges 

(business, arts and sciences, and engineering) were asked to complete the short form. Data 
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collection took place at the midwestem land-grant university in which the evaluation was 

conducted in the Spring of 1997 by the researcher of this study. 

Procedures 

The following three sections describe the procedures in the evaluation of 1997, 

assessment of the psychometric properties of the ACT-SAA, and in the development of a 

short form oftheACT-SAA. 

Evaluation of 1997 

As previously mentioned, data were collected in the Spring of 1997. However, 

several steps took place prior to the actual collection of data. The evaluation of academic 

advising in the College of Education was conducted by the researcher, one of the advisors 

in the unit. Application for funding of this evaluation resulted in a small University grant of 

approximately $4,000 awarded to conduct the evaluation. Once funds were made 

available, the advisor took steps to plan the evaluation of services. Meetings were held 

with the director of the unit as well as other staff members to develop the best plan for 

collecting the evaluation data. The goal of the unit was to collect quantitative data which 

would illustrate the strengths and weaknesses of their unit for purposes of planning and 

delivering advising services. After defining the goals and obtaining commitments from 

other staff members, the advisor/researcher conducting the evaluation was able to 

proceed. 

The first step was to select an instrument. The evaluating advisor solicited 

information from a variety of resources. The resource which proved to be most beneficial 

was the nationwide listserv of academic advisors. Requests to the listserv brought 
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suggestions for instruments from more than ten different individuals as well as ACT. The 

evaluating advisor reviewed instruments from other institutions and the ACT-SAA. The 

ACT instrument was the only nationally available instrument from a test development 

company and was thus reviewed for use in this evaluation. After careful consideration, the 

evaluating advisor chose the ACT instrument for use in evaluating the services of the 

academic advising unit. 

After making this decision, the evaluating advisor contacted ACT. Upon referral to 

the Research Division, the advisor consulted with a research associate to determine the 

number of instruments needed for the evaluation. Surveys were ordered and shipped to the 

advising unit. Surveys were paid for using funds from the grant awarded to conduct the 

evaluation. Once the survey instruments were received, the advisor was able to determine 

procedures for collecting data. Thus, the advising unit concluded on-site data collection 

was the most reasonable approach. The ACT survey requires that additional information 

be made available to the student in order to complete the survey. The evaluating advisor 

typed the additional information needed, made enough copies to accompany each survey, 

and put one with each survey. Examples of additional information needed are codes for 

students to indicate advisor and codes for students to indicate major. A special instruction 

was also included on the survey: students were asked to omit the first question, the 

request for student identification number. 

As previously mentioned, surveys were collected from the middle of March until 

the end of April. These dates represent the enrollment period during that semester when 

students were enrolling for the following Summer and Fall semesters. As students came in 



seeking advisement, they were asked to voluntarily complete the survey. Students were 

given surveys on a clipboard with pencils provided. They were instructed to return the 

survey to the front desk before meeting with their advisor. Completed surveys were 

collected throughout the day. At the end of each day the date was indicated on each 

survey in place of the student identification number. 
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Once collection of data was complete, responses to the surveys administered 

within the past six weeks were entered into a database. The evaluating advisor, the 

researcher of this study, chose to hire an undergraduate student worker to assist with the 

project. This decision was made in order to assure data assimilation was conducted by an 

unbiased party, to provide work opportunity for a student, and to be able to check 

accuracy of data. Using SPSS statistical software, the student worker created a database 

with each question set up as a variable. Descriptive statistics were compiled. The student 

worker and the evaluating advisor reported this information in graphic and verbal form to 

the Director of Student Services, Associate Dean, and Dean of the College of Education. 

Additional reports were sent to the department providing funds and to the College 

accreditation team. 

As mentioned in previous chapters, this process, conducted by the researcher of 

this study, generated a need to further assess the psychometric properties of the ACT-SAA 

and to create a short form a short form of the ACT-SAA. It has been the experience of 

this researcher that while the feedback of this instrument was useful, the process was 

much too intrusive to advising procedures. 

Assessment 
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Initially, it was the intent of the researcher to use the data from the Spring 1997 

evaluation to assess the reliability and validity of the ACT instrument and to develop a 

short form. In order to assess reliability and validity of an instrument, it is necessary to 

have enough cases (responses from subjects suitable for analysis) from which to analyze 

and report results. The general rule for sample size is five cases for each item in the scale, 

or 200 cases as suggested by Crocker and Algina (1986). For purposes of this research it 

was necessary to have at least 180 cases suitable for use in the statistical analyses. A 

preferred target number was 200 cases as suggested by Crocker and Algina. When 

conducting the analyses, cases with incomplete data are deleted from the analysis. Missing 

data posed a problem, particularly for Section III of the ACT instrument, the section with 

two-part questions where it was not always appropriate to answer the second part. Of the 

568 completed instruments, collected at the large midwestem land-grant university, only 

seven cases had completed each question in portion B of the ACT instrument (See 

Appendix B). This adversely affected the site specific data making it unusable for the 

purposes of assessing the psychometric properties of the A CT-SAA and for developing a 

short form. As a result of the limited sample size, the researcher of this study chose to use 

only the archived data made available by ACT to assess the psychometric properties of the 

ACT-SAA. 

Short Form 

After the assessment of the psychometric properties of the A CT-SAA was 

complete, creation of the short form began. The same data used in the assessment portion 

of this research were also used in development of the short form. These data were 



analyzed in order to select items for the short form. After items were selected and 

assimilated, the new form was typed and duplicated on blue paper. 
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Once the short form had been developed (See Appendix C) and duplicated, the 

researcher piloted the newly created short form. By contacting academic advising units 

across the campus, the researcher obtained permission to test the instrument in three 

academic advising units on the same large midwestem land grant university. Once the 

researcher gained permission from these units, testing was scheduled. The survey was 

scheduled for administration during the enrollment period for upper class students. This 

was done to avoid surveying students who had not previously been advised in that office. 

This was identified as a potential problem since the survey took place during the Fall 

semester when many students were new. After administration of the survey had been 

scheduled, duplicated surveys were delivered to the different academic advising units. 

Advisors were asked to keep the surveys in a safe place. Once collection of data was 

complete, the researcher visited each office again to gather the data. A personal "Thank 

you" as well as a follow up note was sent to each office in appreciation of their 

participation. 

The researcher created a database in SPSS and entered the data in order to 

assimilate the information. Analyses were conducted to assess the reliability and validity of 

the newly created instrument. These analyses were conducted to aid in further refinement 

of the short form. Once the development of the short form is complete, the instrument, 

along with supporting documentation will, be sent to ACT for their consideration. 
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Instrumentation 

The ACT-SAA (Appendix B) was used to collect both the site-specific data and the 

archival data obtained from ACT. Additionally, this instrument served as the source of 

items used on the short form which was developed after assessment of the psychometric 

properties. The ACT survey is part of the ACT Evaluation and Survey Services. The 

instrument contains seven sections. Data from this instrument were used in both the 

assessment of the psychometric properties of the A CT-SAA and in the development of a 

shortform oftheACT-SAA. Each section ofthe instrument is detailed below. 

Section I-Background Information. Section I asks 15 questions referring to 

background information. These questions request; student identification; age; ethnicity; 

class level; purpose for entering the institution; sex; marital status; enrollment status; last 

type of school attended prior to current institution; number of hours employed per week; 

residence classification; self-reported grade point average; college residence; major; and 

advisor. These questions are answered on a nominal scale. Information in this section is 

not used for the evaluation of academic advising, but rather for the identification of the 

constituency. 

Section II-Advising Information. Section II, titled "Advising Information", has 4 

questions about the institution's academic advising system. A sample question is: "Which 

of the following best describes your current academic advisor?" Possible answers to this 

question are: "Faculty member"; "Advising center staff member", "Other college staff 

member", "College-appointed peer counselor", and "I do not have an advisor (skip to 

section VI)." This section is a mixture of information questions and evaluation questions. 



Some questions are nominal in scale. Other questions in this section are ordinal and 

designed to give a rating where a high score indicates greater student satisfaction. 
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Section III-Academic Advising Needs. Section III is split into two parts. Referring 

to academic advising needs, these 18 questions first ask if an issue has been discussed, 

then go on to ask students to rate their satisfaction with advisor's assistance on issues 

which have been discussed. Part A has three possible answers: "Have not discussed with 

advisor and do not need to", "Have not discussed but should have", and "Have 

discussed". Part B provides the opportunity for students.to rate their satisfaction regarding 

each of the 18 issues. Satisfaction is reported on a 5-point Likert scale with possible 

answers being "Very satisfied", "Satisfied", "Neutral", "Dissatisfied", and "Very 

dissatisfied". A high score indicates dissatisfaction with "Very dissatisfied" coded as a five 

on the scale. Examples of questions in this section are: "Coping with academic difficulties" 

and "Selecting/changing my major area of study". 

Section IV-Impressions of Your Advisor. Section IV also uses a 5-point Likert 

scale. This section solicits the student's impressions of their advisor. The stem of the 

section says "My advisor:", indicating that each statement should begin with these two 

words. Possible answers to the 36 statements in Section IV are "Does not apply'', 

"Strongly agree", "Agree", "Neutral", "Disagree", and "Strongly disagree". Once again, a 

high score indicates dissatisfaction with "Strongly disagree" coded as a five on the scale. 

Questions in this section include: "Is a good listener", Keeps me up to date on changes in 

academic requirements", ano "Seems to enjoy advising". 
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Section V-Additional Advising Information. Section V asks additional advising 

information such as "Have you changed advisors since enrolling in this institution?" and 

"During the past year,· how often did you meet with your advisor?". This section is used to 

include questions that cannot be answered with a Likert type scale. This section employs 

both nominal and ordinal scales. 

Section VI-Additional Questions. Section VI provides space for answers to 

additional questions provided by the specific institution. Evaluators are provided space for 

30 additional questions with a maximum of 12 possible answers for each question. 

Section VII-Comments and Suggestions. Section VII is reserved for any written 

comment and information the student may want to provide. 
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Research Design 

The following section will outline, in a step-by-step format, the procedures used in 

assessing the psychometric properties of the ACT-SAA and in developing a short version 

of the instrument. 

Assessment: st~s one through three 

Step 1. Assess the reliability of the responses to the ACT-SAA. The internal 

consistency reliability of the ACT instrument was assessed using Cronbach's coefficient 

alpha. Recall from the description of the instrument that each section is designed 

differently. Of the seven sections, only sections ID and IV were designed to be answered 

on a Likert-type scale. These were the only two sections assessed in the area of internal 

consistency reliability. According to Crocker and Algina (1986) alpha can be used to 

estimate the internal consistency of items which are dichotomously scored or items which 

have a wide range of scoring weights such as those on some attitude inventories. 

Step 2. Assess construct validity of the ACT instrument. An exploratory factor 

analysis was conducted using the archived data purchased from ACT to determine the 

number of underlying constructs in the ACT instrument. Using the constructs identified· 

through the exploratory factor analysis, confirmatory factor analyses were conducted 

using four random samples of cases from the entire archived ACT data set. 

Step 3. Assess content validity of the ACT instrument. Content validity of the 

ACT~SAA instrument was judged by the academic advisors whose advising unit also 

participated in testing of the short form later in the study. Popham (1990) quotes a 

definition for content-related evidence of validity from Standards for Educational and 
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Psychological Testing (1985): "In general, content related evidence demonstrates the 

degree to which the sample of items, tasks, or questions on a test are representative of 

some defined universe or domain of content." Popham further suggests a step-by-step 

method of gathering content-related evidence of validity which was applied in the current 

study. Within his method, he defines those capable of judging content validity as 

knowledgeable individuals who can answer (1) whether each item represents the content 

universe ofinterest, and (2) the extent to which the content universe's important 

components have been measured by the test's items. For purposes of this research, an. 

expert capable of judging content validity will be defined as meeting all of the following 

criteria: 

1. The individual had been an academic advisor for more than 1 year or had been 

working in an advising center for more than five years; 

2. Through communicating with students and other staff members, the individual 

had an understanding of what students' need and want in academic advising 

services; and 

3. The person had regular student contact as part of their position. 

Three panelists were chosen from a pool of advisors who worked in the college 

student service units of the large midwestem land-grant university. Their task was to judge 

the content validity of the ACT instrument. Panelists were asked to independently review 

each item on the test. A complete example of the packet given to each panelist is provided 

in Appendix D. 

Short Form: Steps four through eight 



Step 4. Select items. Items for inclusion on the short form were chosen based on 

content validity and internal consistency. More specifically, the items chosen represent a 

variety of content. Additionally, attention was given to the strength of the question as 

measured by the factor loadings in the factor analysis used to assess construct validity. 
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Step 5. Pilot test the short form. The newly developed short form was tested to 

determine its ability toassist in the evaluation of academic advisement. Testing took place 

on the same large midwestern land-grant university which provided the site-specific data. 

The researcher approached directors of academic advising units to acquire permission to 

administer the short form in individual offices. Administration of the instrument took place 

in three academic advising units. The number of units participating was based on 

agreement of administrators to participate. Students surveyed were undergraduates 

seeking advisement during the Fall 1999 semester for Spring 2000 enrollment. Only 

students with an advising history in the advising unit participated. 

Step 6. Assess content validity of the short form. Using professional advisors from 

the advising units used to pilot this short form, content validity was assessed using expert 

opinion as described for assessment of the ACT-SAA (See Step 3). 

Step 7. Assess reliability of the short form. Using Cronbach's coefficient alpha, the 

reliability of the short form was calculated for the scale originating from Section IV. An 

attempt was made to assess internal consistency reliability of the scale originating from 

Section III, which is described in Chapter IV. 



Step 8. Assess construct validity of the short form. As with the ACT-SAA, 

construct validity of the responses was assessed using factor analysis. This analysis is 

described completely in Chapter IV of this manuscript. 
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CHAPTER IV 

RESULTS 

The results of the analyses conducted in each step of this research are reported in 

this chapter. Results are presented according to the steps detailed in the Research Design 

portion of Chapter III. 

Assessment: Steps one through three. 

Step I. Assess the reliability of the ACT Survey of Academic Advising (ACT-SAA). 

Internal consistency reliability of the ACT instrument was assessed using Cronbach' s 

Alpha. Reliability was assessed for Sections III and IV of the ACT instrument. Section III 

of the instrument contains 18 two-part questions. Students needed to answer part B of 

each question in Section III for their case to be included in the reliability analysis. For 

clarity, Table I lists and translates each variable used in the reliability analysis. Due to 

elimination of cases with missing values, only cases with complete data across items were 

used. Unfortunately, the Evaluation of 1997 data yielded only 7 cases for which to 

calculate alpha. Archival ACT data were thus used, yielding 12,3333 of the 42,669 cases 

for analysis. 



Table 1 

List and translation of each item in Section III of the ACT-SAA 

Variable code 

Stem 

Q301B 

Q302B 

Q303B 

Q304B 

Q305B 

Q306B 

Q307B 

Q308B 

Q309B 

Q310B 

Q311B 

Q312B 

Q313B 

Q314B 

Q315B 

Q316B 

Q317B 

Q318B 

Code translation 

Satisfaction with advisor's assistance regarding ... 

my academic progress 

scheduling/registration procedures. 

dropping/adding courses 

obtaining course credit through nontraditional means 

selecting/changing my major area of stud 

meeting requirements for graduation 

improving my study skills and habits 

matching my learning style to particular 

obtaining remedial/tutorial assistance 

clarifying my life/career goals 

identifying career areas which fit my cu 

coping with academic difficulties 

obtaining financial aid 

obtaining employment on campus 

finding a job after college 

continuing my education after graduation 

withdrawing/transferring from this institution 

dealing with personal problems 
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Data from Section III of the ACT instrument yielded an exceedingly high reliability 

with an overall Cronbach's Alpha of .9628. Additionally, Table 2 illustrates every item 

appeared to have a fairly high correlation with the total scale. As noted in Table 2, Item-

total correlations ranged from .6538 to .8117. The values in the Alpha if item deleted 

column of the table suggest that al of the 18 items appear to be equally important. 

Table 2 

Item-total Statistics 

Scale Scale Corrected 

Mean Variance Item- Alpha 

if Item if Item Total if Item 

Item Deleted Deleted Correlation Deleted 

Q301B 42.5765 160.5654 .7095 .9613 

Q302B 42.6693 160.9708 .6538 .9622 

Q303B 42.5872 161. 4633 . 6927 .9616 

Q304B 42.2301 160.6313 .7370 .9609 

Q305B 42.4708 160.4180 .7422 .9609 

Q306B 42.5253 158.8308 .7309 . 9611 

Q307B 42.3334 159.0977 .7973 .9601 

Q308B 42.3029 158.0610 .8057 .9599 

Q309B 42.3070 160.5713 . 7719 .9605 

Q310B 42.4017 157.6004 .8068 .9599 

Q311B 42.3681 157. 3111 .8051 .9599 

Q312B 42.3308 158.0853 . 8117 .9598 

Q313B 42.2478 159.6561 .7030 .9615 

Q314B 42.2591 160.8975 .7373 .9609 

Q315B 42.1902 158.7898 .7812 .9603 

Q316B 42. 3117 159.0679 .7821 .9603 

Q317B 42.2788 161.9833 .7455 .9609 

Q318B 42.3584 160.7864 .7600 .9606 

(N=12,333) 

Section IV of the ACT instrument is comprised of36 questions to be answered on 

a 5-point Likert scale. For clarity, Table 3 lists each item label and its translation. Archival 



data yielded 21,434 participants with complete data, out of the 42,669 total cases. 

Therefore, analysis was completed with data from students who had responded to all 

items. 
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Table 3 

List and translation of each item in Section III of the ACT-SAA 

Stem 

Q401 
Q402 
Q403 
Q404 
Q405 
Q406 
Q407 
Q408 
Q409 
Q410 
Q411 
Q412 
Q413 
Q414 
Q415 
Q416 
Q417 
Q418 
Q419 
Q420 
Q421 
Q422 
Q423 
Q424 
Q425 
Q426 
Q427 
Q428 
Q429 
Q430 
Q431 
Q432 
Q433 
Q434 
Q435 
Q436 

My advisor ... 

knows who I am 
is a good listener 
expresses interest in me as a unique individual 
respects my opinions and feelings 
is available when I need assistance 
provides a caring, open atmosphere 
checks to make sure we understand each other 
respects my right to make my own decision 
provides me with accurate information about prereqs 
keeps me up to date on changes in academic reqrmnts 
refers me to other sources from which I can gain help 
encourages me to assume an active role in planning 
accepts constructive feedback concerning effectiveness 
encourages me to achieve my educational goals 
helps me identify the obstacles I need to reach goals 
takes the initiative in arranging meetings 
is on time for appointments with me 
clearly defines advisor/advisee responsibility 
allows sufficient time to discuss issues 
is willing to discuss personal problems 
anticipates my needs 
helps me select courses that match my interests 
helps me examine my needs, interests, and values 
is familiar with my academic background 
encourages me to talk about myself and experience 
encourages my interest in an academic discipline 
encourages my involvement in extracurricular 
helps me explore careers in my field of 
is knowledgeable about courses outside my major 
seems to enjoy advising 
is approachable and easy to talk to 
shows concern for my personal growth and & development 
keeps personal information confidential 
is flexible in helping me plan my academic program 
has a sense of humor 
helpful, effective advisor whom I would recommend 
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Analysis of these data also revealed strong internal consistency reliability 

( oc=.9863). As with Section III, Section IV items appeared to correlate well with the 

overall scale, indicating each question was appropriate as an item within the scale. 

Reference to Table 4 indicates the Item-total correlation ranged from .6537 to .8747. 

These values suggest that Cronbach' s alpha coefficient remains very high, even when any 

one of the 36 items were deleted. This is further illustrated in Table 4 under Alpha if item 

deleted. 
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Table 4 

Item-total Statistics 

Scale Scale Corrected 
Mean Variance Item- Alpha 

if Item if Item Total if Item 
Deleted Deleted Correlation Deleted 

Q401 112. 8863 864.8848 . 6537 . 9862 
Q402 112.9184 864.4757 .8194 .9856 
Q403 112.7002 855.8456 .8488 .9855 
Q404 112.8605 863.8124 .8345 .9856 
Q405 112.6736 862.2586 .7661 .9858 
Q406 112.8041 860.5880 .8540 .9855 
Q407 112. 7317 860.1261 .8491 .9856 
Q408 112.9593 869.8051 . 7725 .9858 
Q409 112. 8266 862.7056 . 7738 .9858 
Q410 112.5130 857.5924 .7984 .9857 
Q411 112.5849 859. 7243 .8008 .9857 
Q412 112.7744 863.2686 .8051 .9857 
Q413 112.4865 862.0476 .8199 .9856 
Q414 112. 7990 861. 0817 .8464 .9856 
Q415 112. 5912 858.6685 .8493 .9855 
Q416 112.1981 854.9790 .7619 .9859 
Q417 112.7742 867.3975 .7312 .9859 
Q418 112.5419 857.5163 .8382 .9856 
Q419 112. 7684 862.9283 .8177 .9856 
Q420 112. 4903 864.4715 . 7872 .9857 
Q421 112. 4071 861.5706 .8340 .9856 
Q422 112.6751 860.7433 .8290 .9856 
Q423 112.5287 858.2353 .8628 .9855 
Q424 112.5856 860.4146 .7936 .9857 
Q425 112.3478 857.8894 .8243 .9856 
Q426 112. 5119 860.0174 . 8.397 .9856 
Q427 112.2954 863.0862 .7538 .9858 
Q428 112.3746 859.7651 .8010 .9857 
Q429 112.5307 863.9470 .7704 .9858 
Q430 112.7350 858.7069 .8507 .9855 
Q431 112. 8800 860.3388 .8331 .9856 
Q432 112.6457 856.4597 .8817 .9854 
Q433 112.8234 869.4256 .7638 .9858 
Q434 112.7507 861. 0833 .8618 .9855 
Q435 112. 8777 864.5570 . 7796 .9858 
Q436 112. 7552 852.2433 .8747 .9855 
(N=23, 468) 
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Step 2. Assess the construct validity of the ACT instrument. Construct validity of 

the ACT-SAA was assessed. Exploratory factor analysis using principal axis factoring was 

used to identify the number of underlying constructs being measured in each of the scales 

presented in Sections ID and IV. 

Section ID proved to have only one measured construct within the scale. The 

exploratory factor analysis revealed only one factor with an eigenvalue greater than one. 

This single factor, with an eigenvalue of 11.089, explained 61.6 percent of the total 

variance among scores. This suggests Section ID is designed to measure only one 

construct, the "Academic advising needs" as named by ACT. Table 5 lists the 18 factors 

for this analysis along with the corresponding eigenvalues and the percent of variance 

explained. Figure 1, the scree plot for this analysis, visually demonstrates and confirms the 

single factor existing in Section ID. Table 6, the factor matrix, list~ the variables along 

with the individual factor loadings. All items had factor loadings of .659 or higher; above 

the .400 standard suggested by Hatcher (1994). These loadings also fell within the more 

stringent standard outlined by Stevens (1996) who suggests that lower loadings indicate a 

weak factor. 



Table 5 

Total Variance Explained: Section III of the ACT instrument 

Factor 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

(N=l2,333) 

Initial Eigenvalues 

Total 

11. 089 

.990 

.686 

.589 

.502 

. 462 

.425 

.406 

.358 

.355 

.327 

.311 

.302 

.289 

.257 

.244 

.231 

.178 

% of Variance Cumulative% 

61.603 61.603 

5.502 67.105 

3.809 70.914 

3.270 74.184 

2. 791 76.974 

2.567 79.541 

2.363 81. 904 

2.256 84.160 

1. 986 86.146 

1. 972 88.118 

1. 819 89.937 

1. 725 91.663 

1. 678 93.340 

1. 605 94.946 

1. 430 96.376 

1.356 97.732 

1.282 99. 014 

.986 100.000 

60 
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Figure 1 

Factors and eigenvalues for Section III 

of the ACT-SAA 

Scree Plot 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 

Factor Number 
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Table 6 

Factor Matrix: Section III of the ACT instrument 

Question Factor 

1 

Q301B . 720 

Q302B .662 

Q303B .702 

Q304B .752 

Q305B .756 

Q306B .742 

Q307B .815 

Q308B .823 

Q309B .790 

Q310B .823 

Q311B .822 

Q312B .829 

Q313B . 719 

Q314B .754 

Q315B .798 

Q316B .799 

Q317B .763 

Q318B .778" 

Due to missing data, resampling was used to conduct additional factor 

analyses confirming the identified constructs within the instrument. Resampling is the 

process of selecting random samples from a data set in order to conduct several identical 

analyses from the same data set. Often referred to as bootstrapping, this method 

capitalizes on the commonalities inherent in a given sample (Thompson, 1992). Two 



63 

random samples of 20 percent were selected from the same data set, and the data were 

factor analyzed using principal axis factoring. Each of the two confirmatory analyses 

reflected the same single factor for the scale. All items within the scale clearly loaded on 

the factor (see range ofloadings, Table7) measuring academic advising needs. As with the 

first analysis, examination of the eigenvalues, the factor loadings, and the scree plot tended 

to support a single factor. To illustrate support for the single factor, it is necessary to label 

the two analyses which were conducted in the resampling process. The random samples 

extracted 20 percent of the cases; designated samples A and B. Table 7 lists the eigenvalue 

and percent of variance explained by the single factor in the analyses of these two random 

samples drawn from the large ACT data set. 

Table 7 

Results of factor analyses: A and B 

Analysis 

Full Data Set 

A 

B 

Eigenvalue 

11. 089 

11. 388 

11. 036 

% of Variance 

Explained 

61.603 

63.266 

61. 310 

Range of 

Factor 

Loadings 

.662 - .829 

.664 - ,836 

.657 - .829 



64 

Section IV of the A CT-SAA was factor analyzed using the same steps used in 

assessing Section III. An initial exploratory factor analysis was conducted using completed 

cases from the entire data set of 42,669 cases. Factor analyses were also conducted with 

data from two randomly selected samples of 20 percent of all cases; designated samples Y 

and Z. Section IV followed a similar pattern as Section III. While the exploratory factor 

analysis using the entire data set extracted two factors, examination of the eigenvalues, 

factor loadings, and scree plot clearly point to one factor. Once again, the first factor 

explained a large portion of the variance with an eigenvalue of24.396 and 67.768 percent 

of the variance explained (illustrated in Table 8). The second factor had an eigenvalue of 

only 1.223 and explained 3.397 percent of the variance. Figure 2, the scree plot for this 

analysis also illustrates that a single factor held a great portion of the explained variance. 

Factor loadings for the first factor ranged from .659 to .888 (see in Table 9). Many items 

had negative loadings for the second factor. No items loaded at the standard .400 or 

higher (Hatcher, 1994). Once again, the ACT instrument appeared to contain a scale 

which measured a single construct, in this case, "Impressions of your advisor". 

Resampling was also used in the confirmatory factor analyses. Illustrated in Table 10 with 

eigenvalues, explained variance, and range ofloadings, the confirmatory analyses support 

the theory of a single factor; "Impressions of your advisor". 
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Table 8 

Total Variance Ex2lained: Section IV of the ACT instrument 

Initial Eigenvalues 

Factor Total % of Variance Cumulative% 

1 24.396 67.768 67.768 

2 1.223 3.397 71.165 

3 .810 2.250 73.415 

4 .660 1. 834 75.250 

5 .607 1. 686 76.936 

6 .552 1.534 78.470 

7 .504 1.399 79.869 

8 .433 1.203 81. 073 

9 • 410 1.138 82. 211 

10 .388 1.078 83.289 

11 .371 1.029 84.319 

12 .336 .933 85.252 

13 .325 .903 86.155 

14 .321 .892 87.047 

15 .311 .863 87.910 

16 .295 .820 88.730 

17 .277 .769 89.499 

18 .258 .716 90.215 

19 .257 .713 90,928 

20 .245 .679 91.607 

21 .236 .654 92 .262 

22 .229 .637 92.898 

23 .222 • 617 93.516 

24 .221 .615 94.130 

25 .217 . 602 94.732 

26 ,212 .588 95.319 

27 .207 .576 95.895 

28 .198 .551 96.446 

29 .179 .498 96.944 

30 .172 .479 97.422 

31 .170 .471 97.893 

32 .160 .445. 98.338 

33 .156 .435 98.773 

34 .151 .420 99.193 

35 .148 .412 99.605 

36 .142 .395 100.000 
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Figure 2 

Factors and eigenvalues for Section IV 

of the ACT-SAA 

Scree Plot 

3 5 7 9 11 13 15 17 19 21 23 25 27 29 31 33 35 

Factor Number 
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Table 9 

Factor Matrix: Section IV of the ACT instrument 

Factor 

1 2 

Q401 .659 -.141 

Q402 .828 -.265 

Q403 .855 -.158 

Q404 .844 -.245 

Q405 . 771 -9.789E-02 

Q406 .863 -.240 

Q407 .856 -.126 

Q408 .781 -.241 

Q409 .779 -4.017E-02 

Q410 .802 8.374E-02 

Q411 .805 6.740E-02 

Q412 .810 -1.103E-02 

Q413 .826 9.122E-02 

Q414 .852 -1.259E-02 

Q415 .855 .125 

Q416 .766 .199 

Q417 .735 -5.067E-02 

Q418 .843 .110 

Q419 .823 -5.246E-02 

Q420 .793 .105 

Q421 .840 .180 

Q422 .835 9.277E-02 

Q423 .870 .179 

Q424 .798 9.971E-02 

Q425 .831 .244 

.Q426 . 846 .213 

Q427 .760 .292 

Q428 .808 .284 

Q429 .775 .144 

Q430 .858 -.100 

Q431 .843 -.252 

.Q432 .888 -1.630E-02 

Q433 . 770 -6.248E-02 

Q434 .868 -4.575E-02 

Q435 .787 -.205 

Q436 .882 -.132 



Table 10 

Results of factor analyses: Y and Z 

Analysis 

Full Data Set 

y 

z 

Eigenvalue 

27.396 

24.528 

24.373 

% of Variance 

Explained 

67.768 

68.133 

67.704 

Range of 

Factor 

Loadings 

68 

.659 - .888 

.652 - .894 

.652 - .885 

Step 3. Assess content validity of the ACT instrument. Content validity was 

assessed through expert opinion as defined in Chapter III. Each question was 

independently examined. Seventy-eight items were examined by experts. Of these 78 

items, 59 were considered relevant by all four experts. Table 11 provides information 

regarding the items that did NOT meet unanimous approval. Only four items were not 

approved by a majority of the advisors. The information provided in Table 11 presents the 

concern experts have regarding personal counseling associated with academic advising. 

Many of the questions not approved by all four experts addressed the issue of discussing 

personal problems. Written comments were provided by one of the experts and are 

provided verbatim in the paragraph below. 

Section I: "Ifl were filling out this survey I would not list my SSN. That's just a 

no-brainer." 
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Section ID: "Questions 7 and 9-18 are not necessary and can fall under a referral 

question. Although these issues do arise during advisement any medium to large 

institution has separate offices to assist students in these issues." 

Section IV: "I guess these questions are technically valid but there are too many of 

them and some are vague." 

Section V: "A and B can be combined if they are included at all. These questions 

are confusing because all of a sudden the students are being asked about their 

previous advisor instead of their current advisor." 



Table 11 

Items not approved for content validity by all four experts 

Item 

Social Security Number (QlA) 

Racial/Ethnic Group (QlC) 

For what primary purpose did you enter this 
institution? (QlE) 

Marital Status (QlG) 

What is your residence classification at this 
college? (QlK) 

Indicate your current college residence? (QlM) 

Finding a job after college/job placement? 
(Q315B) 

Dealing with personal problems? (Q318B) 

Helps me identify the obstacles I need to 
overcome to reach my educational goals. (Q415) 

Is on time for appointments with me. (Q417) 

Clearly defines advisor/advisee 
responsibility. (Q418) 

Is willing to discuss personal problems. 
(Q420) 

Anticipates my needs. (Q421) 

Helps me to examine my needs, interests, and 
values. (Q423) 

Encourages me to talk about myself and my 
college experiences. (Q425) 

Is knowledgeable about courses outside my 
major area of study. (Q429) 

Has a sense of humor. (Q436) 

"Yes" 

1 

3 

3 

3 

3 

2 

3 

2 

3 

3 

3 

2 

2 

3 

3 

3 

3 

"No" 

3 

1 

1 

1 

1 

2 

1 

2 

1 

1 

1 

2 

2 

1 

1 

1 

1 
Note: items which were approved by all four experts are not listed. 

Short form: Steps four through eight. 
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Step 4. Select items. In selecting items for the short form of the ACT-SAA several 

criteria were taken into consideration~ completion time of the instrument and length of the 

instrument. Items were selected from Sections I through V of the ACT instrument. The 

purpose of creating a short form was to reduce the amount of time necessary for students 

to complete the instrument. Thus, the researcher opted for an overall length of about one 

third the original form. This decision was based on an identified optimal time of about five 

minutes. This parameter of five minutes was determined by the researcher of this study 

along with the directors of student services participating in the pilot of the short form. 

Section I of the ACT instrument includes demographic questions used to describe 

the sample being surveyed. Originally, this.section included 15 items. Since these items 

were not scaled, the researcher relied on her professional background to choose the 

appropriate questions. Items B (Age), C (Racial/Ethnic Group), and F (Sex) were used in 

the short form so that demographic data would be collected. This information would allow 

an academic advising unit to determine whether or not sample data reflected the 

population being served. Demographics regarding the student population which is served 

by a particular advising unit would be available through the institution to ensure a 

representation of the overall student population. Additionally, students were asked to 

indicate their adviser and major which were questions O and N, respectively, on the 

original form. Question D (Indicate your cu"ent class level) was also retained. These 

three questions (0, N, and D) were included due to their relevance to academic advising. 



All three questions could be used to see if a particular subpopulation was being properly 

served. 
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Section II included four original questions. Question A (How well does the 

academic advising system currently offered by this institution meet your needs?) was not 

used because the researcher felt this question could be answered using items selected from 

Sections III and IV. For example, Section III of the ACT instrument consists of questions 

to assess advising needs and to determine whether such needs are being met. Question B 

(Which of the following best describes your current academic advisor?) was also omitted 

from the short form since this information could be determined by the researcher before 

the instrument is administered. Careful record keeping by the evaluator of where and to 

whom the instrument is administered eliminates the need for this question. Additionally, 

students were asked to identify their advisor and major. This should indicate the type of 

advisor. Questions C (How much input did you have in the selection of your current 

advisor?) and D (How long have you had your current academic advisor?) were both 

selected for use on the short form due to the importance of the information and the 

inability to obtain this information from another question. 

Selection of questions from Section III were originally to be based on statistical 

reliability. That is, selected items within each scale were to be the most reliable. However, 

all items appeared equally reliable (See Step I Results), thus selected questions were 

based on content. Further support for basing item retention on content rather than 

reliability can be seen in the Item-total correlation (shown in Table 2). Item-total 

correlations indicate the strength of the relationship between the item and the overall scale. 
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As noted in the table, these item-total correlations all show a strong positive correlation 

with the overall scale. This indicates that each item is measuring academic advising needs 

in a manner similar to the measurement when using the entire scale. Additional support for 

including items based on content was provided by empirical analyses. Based on thorough 

description of coefficient alpha (Popham, 1990), a procedure for assessing reliability was 

logically determined (Fuqua, personal communication, 1999). This procedure consisted of 

two analyses to determine the range of possible alpha coefficients when selecting any six 

items within the original scale. In these analyses the bottom six items with regard to Item­

total correlation were selected. The reliability of the scale containing only these six items 

was assessed. This procedure was then used with the top six items. This procedure 

provided a range of possible alpha coefficients when selecting any six of the 18 items in 

Section Ill. Results of these analyses indicate a possible of range of alpha to be between 

.8622 and .9249. Further support for selecting items based on content is seen through the 

principal axis factor analysis. The range of factor loadings was .662 to .829, exceeding the 

> .400 standard suggested by Hatcher (I 996). Item selection was thus based on content 

and iter-item correlations. The goal was to select questions that covered different content. 

This was reflected by items that did not inter correlate or suggest redundancy. The final 

questions chosen were Q301 B, Q3 02B, Q3 IOB, Q3 l 2B, Q3 l 5B, and Q3 l 8B. 

Translations for each question are provided in Table 1 of this chapter. 

The items in Section IV had the same high levels of reliability for each question. 

Refer to Table 4 for the high overall reliability of Section IV as well as the extremely high 

Alpha if item deleted for each item in the scale. Once again Item-total correlations were 
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very high. Therefore, the researcher conducted two more reliability analyses to determine 

the range of statistical reliability resulting from a choice of any twelve ( one third of the 

items) of the 36 items within the original scale. The bottom twelve and top twelve based 

on Item-total correlation were chosen for analysis. These analyses determined that 

selecting any twelve of the 3 6 items in the original scale would lead to an overall reliability 

between .9396 and .9693. All items loaded above the .400 standard on the single 

impressions of your advisor factor of the scale. Factor loadings for these 36 items ranged 

from .659 to .888. Once again, items were chosen based on content and inter-item 

correlations. The goal was to retain questions diverse in content that were not highly 

correlated with each other. The following items were chosen: Q403, Q406, Q407, Q408, 

Q409, Q411, Q414, Q419, Q426, Q430, Q434, Q436. Translations of each item are 

provided in Table 3 of this chapter. 

Section V consisted of non-scaled items which added information to the overall 

instrument. To limit space and to reduce administrative time, the researcher chose only 

those questions which appeared useful in planning and delivering high-quality advising 

services. Items which did not provide feedback in an area within the control of the 

administrators of an academic advising unit were deleted. Questions C (During the past 

year, how often did you meet with your advisor?), D (Do you feel the number of meeting 

was sufficient for your needs?), and E (How much time do you usually spend in each 

meeting with your advisor?) were selected for inclusion on the short form. 

In conclusion, a variety of methods were used to select items for the short form of 

the A CT-SAA. The ACT instrument offers five different sections with different types of 
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questions, thus an individual approach was required to select items from each section. The 

physical size of the short form of the instrument was limited to two sides of one 8 ~ by 11 

sheet of paper, a parameter set forth by the researcher for the convenience of students and 

administrators in to aid in ease of completion and to assist professional administration of 

the instrument. Thirty-five items were included in the short form; a reduction of61 from 

the original 96 items on the full ACT instrument. 

Step 5. Pilot test the short form. Three colleges participated in the pilot testing of 

the short form. The College ofBusiness provided 54.3 percent of the participants, the 

College of Arts and Sciences provided 26.6 percent of the participants, and the College of 

Engineering provided 19.1 percent of the participants. Of the 304 students completing the 

short form, only 8.9 percent were freshmen. Therefore, the target of non-new freshmen 

was met. Other class levels were represented in the sample as follows: sophomores 

(41.1%), juniors (38.2%), and seniors (10.5%). The sample was largely traditional in age 

with 81 percent falling between the ages of 19 and 22. Only 6.3 percent were over the age 

of 25. The sample was reportedly 38.2 percent male, 27 percent female, with 34.8 percent 

not responding to gender. With regard to ethnicity, the sample was 80 percent Caucasian, 

7 percent Native American, 3.6 percent African American, with less than 2 percent in 

each of the following groups: Mexican American, Asian American, Hispanic or Latino, 

and other. 

Step 6. Assess content validity of the short form. Content validity was assessed 

through expert opinion as defined in Chapter III. Each question was independently 

examined. Twenty-nine items were examined by experts. Of these 29 items, 26 were 
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considered relevant by all four experts. Only three items did not meet unanimous approval 

by the experts. Racial/ethnic graup met the approval of three out of the four experts 

reviewing the instrument for content-related validity. Finding a job after college/job 

placement also met the approval of three out of the four experts. Dealing with personal 

problems met the approval of only two experts. 

Step 7. Assess reliability of the short form. _ 

Reliability of the short form was assessed in a manner similar to that used in the 

original·survey. A Cronbach's alpha reliability analysis was conducted on the six item scale 

which replaced Section III of the full ACT instrument. Reliability appeared fairly high with 

an alpha coefficient of .9134. However, only 14 respondents completed Section ·Irr of the 

survey correctly, making these results illegitimate. 

Items taken from Section N closely resembled Section N of the full instrument 

and included twelve of the original questions. Of the 304 respondents, 93 answered every 

question in this section with an answer other than Does not apply. Therefore, data were 

available to assess the reliability scale. Cronbach' s alpha ( oc=. 9625) indicated high internal 

consistency reliability. In addition, Item-total correlations were fairly high ranging from 

.7308 to .8873. The lowest Alpha if item deleted was .9570 indicating no item was 

significantly more important than another. 

Step 8. Assess validity of the short form. 

As with reliability, construct validity of the short form is impossible to assess for 

the section resembling Section m of the original instrument. With an actual N of only 14, 

results from such an analysis would be indefensible. 
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Ninety-three of the 304 respondents answered every question in this scale with an 

answer other than Does not apply. A principal axis factor analysis was conducted to 

determine the number of constructs being measured by the twelve item scale. As with the 

full ACT instrument, the analysis confirmed one construct was being measured by the 

items within the scale. The single factor had an eigenvalue of8.532 accounting for 71.097 

percent of the total variance. All items loaded on the single factor at the > . 400 standard 

suggested by Hatcher (1996). Factor loadings ranged from .747 to .907. The analysis 

served as a confirmatory factor analysis upholding the inference the scale only measures 

one construct, "Impressions of your advisor". 



CHAPTERV 

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS FOR FUTURE 

RESEARCH 

Summary 

In today's competitive market for undergraduate students, student satisfaction with 

all services, especially academic advising, is critical to institution survival. The excellence 

of academic advising is vital to the survival of any post-secondary institution. This 

important function must be closely monitored for quality. Evaluation of academic advising 

services is key to the monitoring of quality. One portion of evaluation of academic 

advising services is the survey instrument which may be used to collect data from students 

regarding their satisfaction with the services. ACT offers such a survey through their 

evaluation and survey services. The ACT Survey of Academic Advising (ACT-SAA), a 

widely used instrument, serves as a tool to evaluators when collecting feedback from 

students regarding their satisfaction. 

The ACT-SAA is one of the most widely used instruments used to gather feedback 

regarding student satisfaction with advising services. Since 1993 the ACT instrument has 

been administered at more than 87 colleges to more than 40,000 students. This group of 

colleges represents large and small, public and private; and technical 2-year, and 4-year 
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institutions from 29 states (ACT, 1996/97). Although this instrument is widely used, there 

has been no formal assessment of the psychometric properties of this instrument from 

associates outside of the ACT organization. Certainly the need for reliable and valid 

measures are necessary to accurately gather feedback regarding student satisfaction with 

academic advising. This need for reliable and valid measures combined with the wide use 

of the instrument justifies this study. 

There are two purposes of this research: (1) Assessment of selected psychometric 

properties of the ACT-SAA, and (2) Development ofa short form (SF-SAA) of the ACT­

SAA . This study is justified through the lack of outside assessment of the ACT-SAA. 

While literature is available regarding the ACT-SAA, it is primarily written by associates 

of ACT. Additionally, the evaluation and survey services offered by ACT includes several 

instruments, some of which are available in a short form. At the time of this study, such a 

short form was not available for the ACT-SAA. This study will provide a "first draft" of 

such an instrument. 

This research was broken down into three main components: an evaluation of 

academic advising services which took place in the Spring of 1997 at a large midwestem 

land grant university; assessment of the selected psychometric properties of the ACT­

SAA; and development of the SF-SAA. The evaluation which took place in the Spring of 

1997 was conducted in the centralized advising unit of the College of Education at the 

large midwestem land grant university. Students surveyed were undergraduates primarily 

majoring in teacher education. 
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Assessment of the psychometric properties of the ACT-SAA was conducted using 

archival data provided by ACT. Those surveyed included students from both two-year and 

four-year, public and private institutions. The data were collected at over eighty different 

colleges and universities. Internal consistency reliability of the ACT-SAA was assessed 

using Cronbach's alpha lower estimate of reliability. Construct validity was assessed 

through exploratory and confirmatory factor analyses. Content validity was assessed 

through expert opinion. 

Development of the SF-SAA was completed through careful selection of items 

from the ACT-SAA and subsequent piloting of this newly developed instrument. Students 

participating in the pilot of the SF-SAA were undergraduates at a large midwestern land 

grant university from the colleges of Arts and Sciences, Engineering, and Business 

Administration. This chapter will discuss the findings of the two purposes of this study as 

they relate to the previously cited literature. Additionally, conclusions will be drawn 

regarding the internal consistency reliability, the construct validity, and the content validity 

of the ACT-SAA. Finally, a critique of the newly developed SF-SAA will be presented 

along with speculation of its utility. 

Discussion 

Assessment of psychometric properties 

This study attempted to provide information regarding the internal consistency 

reliability, the construct validity, and the content validity of the ACT-SAA. While the 

content validity was assessed for the entire instrument, the internal consistency reliability 
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and the construct validity were only assessed for Sections III and IV, the Likert-scaled 

portions of the ACT-SAA. Therefore, Sections III and IV are discussed when addressing 

internal consistency reliability and construct validity of the ACT-SAA and the SF-SAA. 

Assessment of these two psychometric properties for the other sections in the instrument 

was beyond the scope of this study. Content validity is addressed for the entirety of both 

the ACT-SAA and SF-SAA. 

Internal consistency reliability 

At first glance, both Section III and Section IV of the ACT-SAA appear to be 

highly reliable with very high internal consistency reliability coefficients. However, upon 

further investigation, the seemingly high reliability of Section III is brought into question. 

Analysis of Cronbach' s alpha coefficient uses only student cases which complete each item 

across the scale. In the case of Section III of the ACT-SAA, about one quarter of the 

cases completed each item across the scale. The researcher of this study determined the 

results could only be acknowledged as tentative due to the low percentage of cases 

included in the analysis. 

Further information about Section III was uncovered during this study. Section III 

is a series of 18 two-part questions. When answering questions, students should only 

answer part B if they answered Have Discussed in Part A. As a result, few students 

answered every question in Part B of Section III of the ACT instrument. To put this 

problem in perspective, it is necessary to take a closer look at the problem. Hatcher (1996) 

suggests that in order to conduct an analysis you should have the greater of 100 cases or 

five times the number of cases to variables being analyzed. With this 18-item scale, that 



equates to 90 cases. The 568 instruments collected at the large midwestern land grant 

university only yielded seven complete cases for analysis. 

Section IV also appeared highly reliable with a very high reliability coefficient. 
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Fortunately, approximately 55 percent of the cases completed every item across the scale. 

With this large number of students completing the scale, the researcher of this study 

determined the results yielded valuable information regarding Section IV of the ACT­

SAA. 

Construct validity 

Problems similar to those encountered in assessing the internal consistency 

reliability of Section ID of the ACT-SAA were also encountered when assessing the 

construct validity. While it appeared Section ID of the ACT-SAA measured one construct, 

and this was confirmed through additional factor analyses, the low percentage of cases 

used in the analyses suggested tentative results. As with internal consistency reliability, the 

results of the analyses conducted to assess construct validity of Section ID of the ACT­

SAA are considered indefinite. 

Factor analysis of the 36 items in Section IV resulted in only one factor being 

extracted. Confirmatory factor analyses using a random sample of the entire data set were 

conducted. These subsequent analyses also resulted in one extracted factor indicating 

Section IV is measuring one construct, "Impressions of your advisor". 

Content validity 

Content validity of the entire ACT-SAA was assessed through expert opinion. 

Four experts reviewed the instrument. Most questions on the instrument received full 
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support from each of the four experts. Section I, used to collect demographic information, 

was assessed in terms of content validity. While most questions were considered relevant 

by experts, some questions were considered unnecessary, such as "social security 

number". Experts unanimously agreed that each item within Section II, "academic 

advising information", was relevant to academic advising. Content validity of Section III, 

"academic advising needs", was supported by all four experts with only two of the 18 

items not considered valid by all four experts. Content validity of Section IV, "impressions 

of your advisor", is also supported. All items were considered relevant by a majority of the 

experts reviewing the instrument. The items in Section V, "additional advising 

information", were considered relevant to academic advising by the four reviewing 

experts. 

Relationship to academic advising 

Academic advising has been found to be the single most important factor in 

student attrition (Backhus, 1989). As a result, evaluation of academic advising is 

extremely important (Hanson and Raney, 1993). Institutions of higher education need 

information about the quality of their advising services in order to effectively administer 

academic advising. Credible evaluation of academic advising services depends on valid and 

reliable measures. This research provides information regarding the reliability and validity 

ofthe·ACT-SAA, a widely used instrument utilized in the evaluation of academic advising. 

The connecting concepts that lead from the relationship of academic advising and 

retention to the importance of reliable and valid measures of academic advising services 

are critical to understanding the impact of this research. 
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Assessment of internal consistency reliability and construct validity are important 

to experts in the field of academic advising. To make this point, it is necessary to unite the 

principles cited in the literature review. Academic advising and retention are inextricably 

intertwined. Hoeft (1994) cited nine sources supporting the close relationship between 

quality advisement and student retention. Glennen, Farren, and Vowel (1996) take it a 

step further by making the connection between retention and fiscal stability. This concept 

certainly makes sense since fiscal resources depend on credit hour production. This 

concept also emphasizes the importance of evaluation of advising services. The ACT-SAA 

is considered to be widely used with more than 80 institutions using the instrument to 

measure student satisfaction with advising services (ACT, 1997). This widespread use of 

the ACT-SAA justifies assessment of the psychometric properties of the instrument. The 

current research provides assessment of three psychometric properties of the ACT-SAA. 

This information is important to experts in the field of academic advising as 

psychometrically sound measures are extremely important to the evaluation process. Most 

useful to the field of academic advising is the determination that both internal consistency 

and construct validity could not be assessed for Section III. 

The assessment of content validity is important to experts in the field of academic 

advising. Geis and Huston (1995) explain the wide variety of responsibilities given to 

academic advisors. In addition to assistance with scheduling classes, academic advisors 

also provide information regarding study habits, understanding professors, and exam 

preparation. Byrd (1995) contends an advisors most important responsibility is that of a 

referral specialist. Good academic advising will teach the student how to utilize resources 
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such as career services, financial aid, and personal counseling. The current research 

provides assessment of content validity of the ACT-SAA. This is an important 

contribution to experts in the field of academic advising. This research provides vital 

judgment of the ACT-SAA by reviewing the instrument for content important to experts 

in the field of academic advising. 

Development of the short· form 

The second purpose of this research was to develop a short form of the ACT-SAA 

(SF-SAA). As an academic advisor, the researcher of this study found feedback gathered 

with the ACT-SAA to be useful. While she found the feedback useful, she also found the 

instrument to be too long and intrusive to the advising process. Students complained of 

having to complete an instrument that took nearly 15 minutes to finish. While 15 minutes 

may seem like a fairly short time, it represents half of the time students· plan on spending in 

the advising center. Appointments during the Survey of 1997 were scheduled each half 

hour. The question then becomes, "Can this be done in less time and with less student 

effort?" Throughout the field of educational measurement, short forms have been used to 

accomplish the same task with less time and effort. Kaufinan (1994) cites development of 

short forms for the Wechsler Intelligence Scale for Children ill (WISC-III) for the 

purpose of brevity to administer and score. Kaufman also states reliability and validity of 

these short forms must be comparable to the long form in order to be useful. The quest 

began with this study to develop a short form of the ACT instrument that held the same 

level of reliability and validity as the long form. 
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Usefulness of a short form of the A CT-SAA became apparent during the evaluation 

conducted by the researcher of this study in 1997. Problems with incomplete data and 

uncooperative participants revealed the need for a more efficient way to collect the data. 

Similar forms to the ACT instrument exist and have been used in other evaluations of 

academic advising. For example, Stolar (1994) cites a 30 item questionnaire developed for 

evaluation of academic advising. Severy ( 1994) also describes an evaluation of academic 

advising using a 19 item questionnaire. 

Selection of items 

Items for the SF-SAA were selected based on content. Initially, the researcher of 

this study intended to select items based on their reliability coefficients and their level of 

contribution to the construct being measured. However, analyses of these psychometric 

properties revealed that the items were very close in both reliability and validity. Hence, 

the researcher decided to retain questions for the short form based on content. 

The number of items to retain was based on a predetermined time limit of five 

minutes for completion of the SF-SAA. While the information from such a survey is 

useful, even the administrators wanting the information were apprehensive. Directors of 

student academic service units participating in this study were leery to participate in the 

piloting of the short form due to concerns it would take too much time and become an 

obstacle rather than a tool toward excellent student services. One director refused to 

participate unless the time it took to complete the instrument was kept to five minutes or 

less. 
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This research provides the first step in developing a short form of the ACT-SAA 

This is advantageous to experts in the field of academic advising. The current study paves 

the way to an instrument more user :friendly than the ACT-SAA. Additionally, it maintains 

the advantage of being the property of a national testing company, capable of marketing 

the instrument and making it available on a nationwide and worldwide basis. 

Psychometric properties of the SF-SAA 

Reliability. Internal consistency reliability of Section III was not assessed due to 

the low number of students completing every item across the scale. Of the 164 who 

completed Section III properly, only 14 individuals completed Part B of every item in the 

scale. This problem is equivalent to the problem faced when assessing the construct 

validity of Section ID of the full instrument. The difference being that the researcher did 

not have access to the large sample necessary to actually conduct the analysis. Reviewers 

of this research may be curious as to why questions from Section III remained on the SF­

SAA, since it was determined the scale on the long form could not be assessed for internal 

consistency reliability or construct validity. The fact is, the severe problems with Section 

ID were not obvious until the researcher attempted to assess the reliability and construct 

validity of the SF-SAA This exercise in fact prompted further investigation into the actual 

number of complete cases yielded with the ACT archival data. 

Internal consistency reliability of Section IV of the short form also paralleled that 

of the long form. Reliability of this section of the short form is strongly supported by this 

research. This conclusion illustrates the ability to obtain equally reliable feedback with 

fewer items than provided with the full ACT instrument. 
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Validity. As with reliability, construct validity of Section III of the short form 

could not be assessed due to the low number of students completing every item across the 

scale. Problems that occurred in the long form were unfortunately carried over into the 

short form through inclusion of this scale. 

Construct validity of Section IV of the short form was supported through this 

research. One construct, "Impressions of your advisor", was measured by the 12-item 

scale in Section IV. This conclusion supports the theory that equally useful information 

can be obtained using a short form (Kaufman, 1994) as opposed to the full ACT-SAA. 

Content validity of each item was reviewed by the same four experts that reviewed 

the full instrument. Similar conclusions resulted. Only three of the 30 items in the short 

form did not receive support from all four experts. This is an improvement from the long 

form. Ninety percent of the items within the short form received full support from all four 

experts. This is an improvement compared to the 7 6 percent of.items in the long form 

receiving support from all four experts. As with reliability and construct validity, the 

results of this analysis parallel that of the full instrument. Overall, content validity was 

supported by the experts. The expert submitting written comments regarding the full 

instrument wrote an additional comment stating most of her concerns had been addressed 

in the "New and Improved" survey. 

Relationship to academic advising 

Administrators of advising services would greatly benefit from these findings. The 

need for a short form combined with the similarity in reliability and validity between the 

full instrument and the short form justify the further development and subsequent use of 
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this short form. Information regarding the psychometric properties of the SF-SAA along 

with further development of this short form would provide administrators with an 

instrument more flexible and user friendly than the ACT-SAA. 

Conclusions 

Assessment of psychometric properties 

Three psychometric properties of the ACT-SAA were assessed in this research. 

Internal consistency reliability and construct validity were examined for Sections III and 

IV of the ACT-SAA. Content validity was examined for the entire instrument. 

Results were inconclusive regarding the internal consistency reliability and 

construct validity of Section III of the ACT-SAA. Due to the format of these questions, 

relatively few cases as compared to the entire data set were useful in analyses. As 

previously stated, valid and reliable measures are an important part of evaluation. Since 

the reliability and construct validity of this portion of the ACT-SAA could not be assessed 

with confidence, it should be modified. The content of these questions should be 

reformatted in such a way that the psychometric properties of the scale can be assessed. 

This research suggests a need for a thorough investigation as to why students are 

not completing each item across the scale in Part B of Section ID. Some possibilities come 

to mind. The directions in Section III are complex compared to those in the other sections 

of the instrument. Students only complete Part B if they mark "Have discussed" in Part A. 

Previously, we established that students do not want to spend a long period of time 



completing surveys as was experienced during the Evaluation of 1997. The complex 

directions in Section III combined with the hurried timetable may cause confusion 

resulting in many students not correctly completing the items within the scale. 
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Another possible conclusion could be that students are following the directions 

exactly. If this is the case, the question then becomes "Why aren't these students 

discussing these issues with their advisors?" It is possible students feel uncomfortable 

discussing these topics with their advisor. An even worse problem may be that advisors 

make no attempt to discuss these topics with their advisees. In either case, the reason as to 

why these issues are not being discussed in the advising session is currently not uncovered 

by the items within Section III. 

Section IV was found to be highly reliable and have strong construct validity. This 

research supports the use of the items in Section IV of the ACT-SAA. With such strong 

reliability and construct validity in Section IV, a possible solution to the problems in 

Section III would be to include the content of questions in Section III in Section IV. 

Certainly the format of Section IV makes the scale easier to assess. 

Overall, the content validity of the ACT-SAA is supported through this research. 

Previously presented expert opinion supports a vast majority of the items on the ACT­

SAA. One specific item that was not supported was the very first item on the instrument, 

"social security number". Experts did not find this item to be relevant to academic 

advising. This research suggests complete elimination of this item. Except for this item, all 

items were supported by at least half of the experts with all but four items being supported 

by a majority of the experts. Content validity of this instrument appears solid. 



91 

Decisively, this research concludes the ACT-SAA is a valuable instrument with the 

exception of the items in Section m. This scale brings problems to the instrument and 

should be considered by ACT for modification. After reformation of these items, the entire 

scale should either be reformatted or the items altered .and included in Section N. 

Development of a short form 

Certainly, the purpose of developing a short form of the ACT-SAA was to make 

available an instrument that would produce the same benefits as the long form while 

increasing the ease of administering the survey. This research succeeded in developing 

such an instrument. This research concludes a short form of the ACT-SAA is preferred to 

the long form due to the decrease in time it takes to complete the instrument and the 

increase in content validity. 

The SF-SAA is more advantageous because of decreased time it takes to 

complete. Discussion with directors of student services led to the decision to create an 

instrument that would take no more than five minutes to complete. Fortunately, the short 

form was able to meet these guidelines through the elimination of nearly two-thirds of the 

original questions. The estimated five minute time limit as identified by the directors of 

student services, and experts in the field of academic advising, provided enough time for 

students to complete the new form. The goal of developing an instrument that mirrored 

the full ACT instrument was believed to be met. With 30 items on the newly developed 

instrument, a reduction of nearly two-thirds from the original 79 items, students were able 

to provide the same approximate level of quality feedback in about one-third the time. 

Additionally, with fewer items and less paper to manage, administrators were able to 
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collect data quickly with few complaints from students. The full ACT instrument was 

cumbersome in comparison to the short form. Surveys conducted during the pilot of the 

new short form received few complaints from academic advisors in comparison with the 

complaints received during the evaluation at the large midwestem land-grant university of 

1997. 

The SF-SAA is preferred to the ACT-SAA due to the increase in content validity. 

While internal consistency reliability and construct validity of the SF-SAA was parallel to 

the ACT-SAA, content validity of the SF-SAA was stronger than the ACT-SAA. Through 

careful examination of the content of each item within the ACT-SAA, this study provided 

information to assemble items from the ACT-SAA that acquired greater support from 

experts regarding the content validity of the instrument. 

As with the ACT-SAA, items from Section m should be modified from the SF­

SAA. Unfortunately, the problems associated with the items in this scale were not evident 

until after they had been included on the newly developed short fonn. As a result, the SF­

SAA brought with it the same problems which unknowingly already existed in the ACT­

SAA. 

This research provides an excellent "first step" to developing a short form of the 

ACT-SAA (SF-ACT). While it would have been preferable that the problems existing in 

the original instrument had been eliminated in the SF-SAA, this newly developed short 

form brings the advantages of decreased time to complete and increased content validity. 

This research provides a clear direction to continue the development of this instrument. 



Elimination of Section III, reformatting of these items, and subsequent pilot testing will 

serve to further enhance the usefulness of the SF-SAA. 

Recommendations for further research 

The following research recommendations are presented as a result ofthis study. 
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1. The ACT-SAA and the newly developed short form should be restructured to 

exclude Section III. This section is difficult to complete due to the complex nature 

of two-part questions. Additionally, it was impossible to assess the psychometric 

properties of this section knowing that less than half of the sample are included in 

the assessment of the reliability and validity. After exclusion and/or reformatting of 

these questions, reliability and validity should be retested and compared between 

the ACT-SAA and the SF-SAA. 

2. Depending on how the researcher visualizes the object of measurement, an entirely 

different approach could be taken to assessing the psychometric properties of the 

ACT-SAA. In the current study, the object of measurement was the student ( e.g. 

their satisfaction). An additional assessment could be conducted if the object of 

measurement were the advisor (e.g. their performance). However, this analysis 

would require five advisors for each question on each scale, requiring a much 

larger sample size. 
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APPENDIXB 

ACT SURVEY OF ACADEMIC ADVISING 
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APPENDIXC 

SHORT FORM OF THE ACT SURVEY OF ACADEMIC ADVISING 
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fnst.ror;Mn1~: \n PP.rt. A .. ~ndf::.a-1€'--whcUic;~ <•·::" t,{)1. ~·(:;:. ::;qfJ y~ur c;.urr-ent i.t!_:::;.i-::krn~J.) iH5.vi:sc1· ha:.-ie. 0.facuft~?.-';·~i' (<::~t;·r\ c,1-th~ f::-U•!Yt't~n.g 

tcpit:=!:~. fm e:}~h t(ip::;c-.that 1·-0u. ha.\'Q d(-r;,:.:~.:;'1,~;oe:i. !nO-f::,::.:;t~ It P~rt B your lr-;vt!t (t: S:,'.!.t~sfactic~Z1 ·~·f.t'h Ut<.t a~;f!.if.;;t;:{f)f.~ 

;{our ttd\t{ior h·r,,~ pn;::vir,fr.:d_, 

Compl.ett.i Part 8 
011!y if you !111Ve 

<fiscu$s~(ithe t.opk 
with yo•Jr ad•risor·. 
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~fing"l.h<> p~~1\,<iar, l1ow c,tten die! y,;u mix:t .;.~ji;,--·· "" ! ·0,o you teo! the' riumi::•.ir'iii m.:.:e•tings w4i. "'"-"· 
, yo\!r advisor? i :i;ufficit>nt fo.r yom ne,M&? 

0 Nv!•E;H O T~.ree tfmi;-~ D ..,{~ii.-

Q: (int;f.: 0 ~\>111" cj!' fr~-'f; ~i·r-,•1"(~~; 0 NC· 

L .. ~.9:._..I?~!.9!,.,•Y•/•,--,,---.. ., . 0 ~~~:::~r~_.!t:':~,!;Ji,'./t~~;?\~-~_.,.~-,.~,_J;_ p 'UnOg!:;~:~~~~~--,,,,., .. "'' . , .. , '· -~ ~------ P?.•Y ••• 

'How rr;·uch\i~.";io·y~:;~·~;;y~l.:t11)! SPEnd in. f!aCh'"~~ting··wiii~~}:-Our ·advisor?,_.,. .. ,..,,, ... , ...... ~-~·····,····-····---~-----,,-... .__, 

O· l h~J\!:i; n<.~t m~t •,•.•11r: n·,:t ~Ui'·/,s~·f' D .b ?l} 1.5 minut~-:,; Q M0re tD,a:;.n 2.0 minutc.g 

D (.es:, trta-r~ ;:, ~-mutet:.. O· "ff., tc:1 ::,t.(1 min\J't.~1~ 

if you \\.i&h to m~k'.(,~ ;)ny cooHnents or· suggestions f;:Ofll.~,rnin9 thl's coHCiJE> or its 
;,i,i:,•.+,;in!J program, p[,;,as(l us,c: 1h9 .tim;i,; pn>l'i(,k~ bs,lo.w. 

Than.le You For Completing This Survey 
F"::'·::rni;~i:::t, 10:~ ;,:, .. r..1 t:f t~~1!; gro.1.::.{e~ ::-.y 1~tr.:: ,<i.c:,-er::i:~r< C;.::i-!:;;~J~ 1r;!1.:.'<'lg Pn:-Q.~-am. :~;i H.ipd:;. F..Bro. .... •i;ri 
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APPENDIXD 

CONTENT VALIDITY INSTRUCTIONS 



:M:emo. 

Rt: Cmllc11t-rd.i1t<'d validity oflwo in~1n.Ht1ent.s. 

\'nu rnay hav(! \t·evi {.)nc orbo1-h c1t·1hc~1:.. ins~~~1·n~nt~·ar~e·iit,.~~- :(~.i:~{s·-,·n1es:tr·r I a~}'\""t~ t~.1,u·.r.t-dvJ~~r~-

~~~:::1:i~t;')~;;;,;~;l;~~::~~;::::,;:;:1;~~~},ht~i~~~,:i;~}~;:::i::;iii1;;;t:i!J:;~i::;,1t~::iEi~~;1~: 11(,; .... 
c<)r;dua,;d prnperly. I haY() a:iket.l Cniig if you a!J ',>(()ti!d b(! wili:in~· 16 iw:lp viith (hi, '$,id bf; 
grach)usf:y vo.lunU:':C.l"C.(L \.Vh~tt ~J nice gi~y-1 · · · 

l. A dei:i11iti,,n qf c,mi.t:r,t w1iidi1y 
·L. A tk:fi.n.ition. nf (~Xp(·rt ~1nd jusrific.at.kH1 .fc~r \1/hy y,)u ire a1) expert 
}. In.s.tn.z(;"tion'.)· (;11. h~}w' )'<)tt should <~ss~;s.s o:}nt,~nt vnhdily 
-4. A. de:;crJptk:i:n.-..:>fcach scctiop of'~ht.!- AC:T Svrv,;y of /\(::1den~fc .... \dvi.sing 
~ Th.:; ACT S.tm•-ey of Ac;:<leniic i\dvi:,ing 
6. 'fhr i;horl fimn of the ACT Surv.: .. y of f\q11kmk Ad\'i,.ing ;vith ss:dion~ rnarkcd ,::Jf ?O y(,u ,:~n 
st~(~ ·1.vhh:h question;; ri;pntS'.":nt which s1:,ttiot1~ ft\)nJ the fuU i.n~1n1rnent 

Y<.n~ ~re u.Ho .. \:·~d 1.<> di:5c,v.:~~. \\;llh each ftth.q;H:· 1hc i'ns1q.t{:tions. oniy. Dt~ :B.()t d~~<:i.1~~ y<::ur asscs."fn.1-t~nt 
of the instn1mc..~t~t. The.~e- are. to be indt='.p,~-:ndcnt opink:ins. 1·r an;i'OJJ\~ is ~,rnclr:ar .. plc-2..s{·. c.aH inc 
im.nJc(iiaH:ly at (9 r 8.} 5<.i J .. g.y10 so r ca.11 h;}'''C: the oppommity rn (;!::irit} 
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. . 

l. A ddinitio.n (If (;()i;icnt '>';~lidity · 

Exccrp ts fh:Hn 1ic:rl~1;~~{;~; ·.!\1(;~{.~r:~-~ ··I;~ht~it~t\)'rial ivf.p~1 SJ11'(;tf'l.t~·:l~.L·-·i'99lr. 

''D~JtS lhe l•:<·d~a] \l'i!l(i~6 e<m\~nt:it is iVilfH;~ed t6 l)1 nls;as,ir,;1~:). h)f .• example. ·dol:S i1·1:is!• ·••··· .•••..•. ·••·· .. 

~::3:ls?.f~;:~JiH~~;!ftt%i~~t!I{iEt;J:r·"·· 
In general, ,;,;nttnH'tiHted ,:,vidend, demorJ>'tr~te, Hie di!f!fiji;t,; which I\K: sarnpl~! ,)f;;(:i·,h: tasks,.··. 
or qv(~:;.t.lrn1.s- on ;) 1est a.re. reprt;~1.,nt.ati.vc. o( &0th¢' d:efl.rt.ed ttni:vCrsc or d{)·r:ntti.n of CoJltC'T:tt.· (Q.:..k)r{!d 
;,, Popbnm from .Sfandatdf.fot,Fdtk:mional nJ)d P,Vchokib,it.~1l)'esring. 19k5 .. ) 

::;x~;,;~1~;;1:itS:.::~t~;;;;;:~:7:~::!!iEi; · · 
;;J'.~:)~f~:,~;;~~;~~·;,~:::;:::i:;:1:'.:\/;;1:11i1;::;;1~~:;:<~j:;i::~:1;:~:;(;f;;;1;t.~;f'1::~:;'.~:;it:~~t,;'~tJt:•• .. , · 
1$ impo!.S.ihle fr,r (I l'CSt th m<:i~lli'i\ cxh,ilhlivdy lb~- tmi·i<'.r'se· of C0ilt{'.fl( im;,,.lvGd. Thri\'for·.:rfost 
IO rqm:.soll i\ miiv,;,rse nfcometit prnper.'iy. t}N.'\C-~ '.,ii(\iJld ·samp.k.lho m,Jj()f aspt~:1$ (}fthat 
un1v(rse. 

. . : . . . . . . .· . . . .. 

One i;l.fJ.tc.gy to fr.:r-Uo\v·in g~tthtri·r~g Ct)nte.ri1.~rdai<:d \1~tli,ii.tY :ls tf> ;;uh.\ec.t a h~3t {(1-r,~ sc-,~·l;~· o.f po5-t 

facto judg.<.m1cJ11s: al}out. 1he represent.r1-'t_h.-e;ni;.~ss. (Jf ti~~ e<.,nte.i,r.~ Fo·i· t~-XA1n)J}I_~\ ~- pa.net ef · · 
indr:pendeut (~xpcrt~ c::in be ,1~ke,d to review a wsi, item by it~·n-,, to sc,} if the te~1 \, item;, 
!K1.t.is.fm.;.t{:irily· {:;!.present 1he d(Hllah1 (lf c.onfc~:nl (n~ belwr,ti,>r i1iv-f.)lved. 

110 



.. For ptirpO$&s"0i" tWi-°resciiiic/1;° .e~pe1ts itrc ~~ci·s.;;~<\ who ri.re "J.:nov,:kdgcabie r,;g:mfotg the kinds pf. 
· :_ihJ.ng.s" shii\e)l1$ niay·;•?;Ult iln<l riecd 'fro1ii" 0..ca&:fakadvisfog ·:,:er,~iccs.: . · . · · :· ... 

' .. · . .· .... · . . . .. 

i have ~&tf..'fmlned Hia! J'<ll.1 !Ii\,: kri(wile.d"g~~bl~ ii>r"tli"c foiii;,wiiig· re."is.oils' 

l. Yoi.1 have (;c;en <in a,ademk atlyi:.;.o(for ;;,1ir-e i!ian .1 "yeti.r"r,r yot1 li.;,v,r been working· in ar:r · 
a.i:.h-i~ing <--emcr for more tiian. fr,\• }'¢.)r~;; · · 

2. Yon, thmugh t{mim1rnica"iing"-;vi1h sfo,k:~u; and Nher staffmcmbt-r~. have a11 under:s.tat'ldin.g or 
wh<1.\ ,;nu.font.s 11eed and ·,;:-ant in icatkmi.c add;;ing servic.es. 
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3. Jnstrm::tioos (HJ ltl)VV JO;ishQuld :i~~t-~ipn~~niviiJidilJ' 

f ~~?1;1!t!~;§§I;~l~%Ef Jtf.JE,EEi~r~~ 
To prnpedy revic•;v ! ht: rn~n·nm(,~1! spi,~t~C fol[ow tbci~ dire~; ion,'. 
a. R,~ad th<:: description of th,, ACT $t(rv.;y,·;fA;~dqmc1\dvising .· 

· .. · . :· ... 
. ::.'. _.:· .... . . . 

:-·_ .. ·:·.·-<··_·: : . 

i) F ()f both :,w•,;tys, iuse,s the iM111:,,j'.i!\Wf('i' of ¢:idl qw::sti(>n by $1J:pplyi,tg ;i .;.;.,, ·~Dr yi:~or 
"'f"r'.· fbr n.o b:Y t~trd). ir.<~n1 ·;n-r.r~spons.e to lhe--t~)llc_h~..-ing qtH;s;t~oir 

!;~,'.,~~;~~: :~·urd;~;i:::::::~:i:f/:;;:~;·::~'.t 1,~i nka$lll'~d ir1 Hi;, :section or th;; h1.,,t~im¢nt; ·· .·. 

.. Be ivn: t(, piafr yd:11 Y\ ,;n<l :~ \ Ckady ;,c~~ to ~itddte.inilftht; ins!t~m;;:i)(. · .•. · .· .. 

d. ivlake a.n:Y tddi.1_f{)nal -co1n.tn(1it~ (,n·.~ .-5f1.c.t;1 ·(l.j,:lr>Cf ·~t)J{l r~~t\i~~t; \\:hh ·1~~~· ii·1.ir~~u1t16.i1.i:f F<ic · :. · 
in.stani=:-.c, i.:, the:re an);·th1ng rnbsto:g friJni·J.;t1 .. hei .. 1i1stnni'lt~nt~?" · 
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4. l>e.!iulpti<m (if lh.1~ A(i Survey of Ar:1(km k Advising 

Thh insti1mJ,mi :,/j};\ft :1/'tht ACTJ'.vahJ~!.t(HI ;1nd Snr;,i.:iy Sc;vittS. The instrnmrnt 

co .rn at ns ~evc~r .si~c~lk;~--~-, · :rfriC!{ ::-f C:tJ t~;1 · (;;ft hc· 1~-~t t:t·z ri~eih~ ·is·· (.t"e~tt.Hl~)~~(f l.;~~i\j·~v, . 

Ss,t,ion l $(),;tioilt i1~1/, 1/qt;c;st:(11i:l;·¢Ptni-iig.t{,.bh;~;gr;)i.i11;1·\i;fomtHi.,)n .. Th¢sc~ . 

qi.1t.:shon_:; ft?'{}_\ICS.t' ~~ttt<lGnt° l(h~~~;-i!'.i~~;)~kr11~· ag~; ·c.t;.n~iCit}_~·: -~rt~~-~ 't~~llr :P~H'j}frs~ 'fnr 1?t1H.;:ri1,g th.t~ 

institutk~ti~ fi;.x; .. n)aritaf: s1ntu5/ cr~-~tA{Jl1<~r"1t:~tfftU~~ l~.st. ~yr~~~ ·,;t~ ~~t;j~~,:r;I :attendtd pdC,w lO currE·:nt 

1r,~1.it..11i(m:. mimbcr ofhow:s cm;;ik,y,,dper ·,;:eek; r1:sidc:.n::1.1 da~,;lfk.~.iion: %:H~r:ei.iorH:d g,w.k 

poh~t av~r·n~~G'~. c.f;Hc•ge re:;;kh:!t1te: r1_1~1~j(n\ .nnd ;1d\-~b:or. The.st~ t:p.1&~1_i/>rtS are.·ans\vtrt:d <Jr.:·f, noinh1-e~i 

.sc.ti:h:\ lnfbnt)at.km· ill thh scttk)i\ jg fl{>\: \l:Std fhr the e-:\!~d~i?tt.k>n c~ff':c.ader.nlt.:, n~:lvi~~;ng,. hL11 n~~rl~-t~·r 

fi)r th(~ idcnlifici.tinri -0fthe const_itucn.cy. 

;i,;,;:;j9.1J.J!., Scqi,,n IL fr,le,l ,, !\dvit<ing·[ut;,rmation'',· h;iI 4 quc~;tl()l!S .it.mi: 11\(; 

i-n~tii.t1tinn 1 ~ .. rtca.c.km:i~r a{J·,rts1n_g:' sy-}11e1~,. tf\:San-,1;iC· .. qtH .. ~~t;nn is: ~~\\?hf~:h (lf the {t"JHo\vinr; b<s.t' .-· . 

d-eS('.rihes your c11rr~nl a~:"1derni.c t1d\+s<.::-rY''.' Po.s51btt an::;\vers ({ffhis q;J{~~t lon are: uF~tt\11.ty 

nwm.ber"; "Ach-i;;in.i:; cen1.cr ,~ia.ff mernber";"OOw.r·cr..,1.1,;ge staff rncmbc(· .. '"('.olkg:c·,appuint . .<ed 

peer c-i:1unsi.:{or1 '~ 4-1,nrJ "l do f/()t.·ha,>e. an a:dvi.sc.rr{ski!)- H"t s-e.-crio.n \tf)_,-~. ·rhii ~-~tctlo~1 ~s a inb~;1ur·e of 

infbrntarirnn ~:rut!5tion.~ and itvt-1.hw;;:io.n qt~e.strons. S.oni"l~ qn-t~.1tlnns arc no1n.i.o.al in .5cnie. (J1hcr. 

qqc:~t.lqn~. in thi~. scetior an~ <)rdinat and ck$h;nc,d to giye. a :rating \vhcr0 ~f .hlf!Jl sc,>rc indic~n-cs· ··· 

g:rt~atcr ~j_t1ek·11.t ~1tisfacti.(jJ1.. 

Str.ti.9.n.ill Sectio1J :rn i:, ~ptit into two parts. Refoning to a,:ademi~ advising needs, tlw.sc 

I 8 q,H;~!knr.:, lir~I. a,k if an is:suc. i.,as b,~cn (!i$CU,~c,;l. then gi::, <),l !(t. r~,k s1udcn1:$ t.n rnH: t.h,;;ir 

s.atbJu~:tion 'tvllh f,dvis~1r~$ assi_sta.n.cc (rn ~ssue:s vlbic.h hav~~ bt::<~n discussed . .Part ,f\. haJ-; t.hrct 

bur shoald have" .. and "!-lave. disi:urn::<l.·· J>ari B pt()vtde$ the opp,.,n,,.mity for ,tudci:,::- to niw 

th.dr :,atisfai:,ion '°''g,wding ,;,-;::ch oftlre :18 i~-5\J,$ Sati.~fo.c,km is rq:i{lrt~,d on ,, 5-pn(nt Liki:it ~tale 

with p,~sihk an:;.wcrs bditg "Ve.ry sati;,fied'', '.'Satisfoid", ''Neum1r', "Di:;.sari~tied'\. ,1nd "\\:ry 
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_.,... 

IV axe '·'[),x,s 1101 ar,.,,h/' ·"Str•·,·rlv 't•;•'r:i.e:,; ''Ao:,rti.c'' ·"')k<itnl'' "Di·;;a(l.ree" a11'.l" "St•·o, .. ,fv 
· ~ ·- .. ~ ".,...,.. ..,, _t ~: _,.;,,n_.;;:;- •• -< ,-::::' _.-'l, - :·_.: · .. - : . .- ..--: · -i; } •• ~ ·-~ • • ~, ·1 • ~c ., 

di~agte£'. Qqestions: \ri,tb.is :Bte.tfoi1· 1;1d~de: ::J; a.-Ji~il li.st(:,J,er", Keeps .me u.p to date or. change:; . . . . . 

in ,1(;<1.demlc requirement/, imd ''Sc-v:11s to i~k,y ad{ising'· 

S.s;ciion y . ."s~i:f;i; \r i;ks··:~;_1{i;ii_t~i~.iii1~~si{~g:i~fc/i-i1aiio~ ~;id;-~~)·l"(;,,:1,: :;,tnrcii~~~d . 

advisor~ $illce tmolting 11i this initii~i,i;_iii'1,, i~ru:L° '.'Otirii{g· the, !~SI ~y6ii-i. iiow otkn d.1d you \rµ;-et. 

with y{ivr .ldvis(,r"1'•. This sedori is 11~d 10 iiic!ude·(itte~ifon:s t,hi1t ·<,,u1~:m: be :insw"tre<l iwi.ili a. 
Uker1 type, ,ca!c. This $1}::tion ,;:n·,ploys·l:-.01h: ni,;11i11:).l _irtd ordiiia:! ~ca°i(:-i: · 

.S!-::s,1.\mtY.l- Sccti_or, V! pr;~,id~s i~a-ct·f~;- a1is~Ji[I; ;t/ ~d.diii~~ii q1ie~tiorL1 i:iri'.l,"icl~d by "the 

lnstitutit1[, The% (r,ie,tir.ms i;:;:,uid 11:;:~: ar,y t\vc' of :<-ialf;. E;,;i;;.i:tor;, arc provide.d ~r,ace. fcir-)C) 

a.r.lciiti(ma\ quc,%im1s with :1 ma.xirnum of 12 possihlc. answer:; for _e-,1d1 qv_c~ion. 

Secti()i1.Y.\,L:S,,i:;1i1,r1 VH. is reserved fo, MY wdu-en CO'fllti.ieni~ am.I ;,1Jg.g(,:;.tions the ,t~1d-ei~ 

may want to report. 

h1 th.e p(l$!Secondarytl~l'S gnit.ie 1)f~he"ACT'"E~ah1ari.ot) ~iiid Stiive~ Scr~icc:, 0(AC'.T, 

199.5), \'alidtty of this foStflJ!J)ent ii/ reported 1r; be 4':aimi<i in t.J-re following ways; (;()l')~t,lHrtfon 

wiih (,.,.,;pei,~; pilot te.slin;,;; ,'\Cf .s cxper)(•.t1;::.e· in ti,sfrii"rnent dl:Sign <1nd -C:()11$U\1Cfim1, imd 

liteHi;ture. fevte,.,.~_ 
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