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Approaching my first formal advising position, it behooves me to craft a personal philosophy of academic advising. In it consider advisor roles; theoretical, ethical, and relational foundations; intended student learning outcomes, and my professional development plan for the next year.

Advisor/Advisee Roles and Responsibilities
Crookston (1972/1994) and more recently Lowenstein (2005, 2013) support a teacher/student model of the advising relationship, illustrated clearly in the approach known as advising as teaching. In our class discussion of the power dynamics of faculty advising, one student suggested a more egalitarian view of the relationship (J. Blackman, July 10, 2018), perhaps more mentor/mentee, as I added. Yet in considering my personal philosophy of advising, neither of those role characterizations felt quite right. While I do not want to downplay the power differential when one member of a relationship is older and has more knowledge and influence than the other, I was impressed by our course material on the relational aspect of advising that emphasize learning as much as possible about the student (Jordan, 2015). As advisors, we have much to learn from students both about the university (Kolls, 2015) and their particular experiences that inform their worldview and approach to their education. Furthermore, as Archambault (2015) indicates, the differences we encounter between ourselves and the students we serve teach us: we gain cultural awareness, new language, and empathy for others’ experiences. The more I learn from my students, the better advisor I will become. 
The best model of the advising relationship for my practice is the academic life coach, a role pioneered at the University of Oklahoma and reported by Anft (2018). A life coach is part-cheerleader, part-mentor, part-counselor, and part-problem solver. The Chronicle of Higher Education reports, “Coaches will speak with [students] about any reason — academic, financial, psychological — that might keep them from completing college.” (Anft, 2018). Thinking back on my own experiences with coaches, whether on the soccer field or the vocal studio, I am impressed with the ways in which my coaches have learned from me and I from them. They met me where I was and helped me identify next steps to improve. They helped me overcome barriers to my goals, like passing an audition or joining a traveling soccer team, regardless of whether the barriers were strength, dexterity, finances, or all in my head. And my coaches were companions on my journey, toward regional championships, college, and beyond. As the life coach model emerges as the next wave in advising innovation, I am eager to broaden my training so as to be of help to students with multivalent challenges. I want to be a companion on the way to my students’ goals. Like the coaches in my past, I hope to encourage them, help them to think and plan, connect them with resources, and let them keep me curious and young at heart. 
Although I would like to learn how to help students with more than academic challenges, that does not mean that I will take on an in loco parentis role. I will be helping them learn to make their own decisions, and learn to cope with the consequences of their decisions. My students will be responsible for their own learning. In order to persist to graduation, they will need to learn the requirements of their major and for university graduation, use their resources, contact me when they need help, and take responsibility for their choices (NACADA, 2006). My responsibilities will be to help them think through their choices, help them engage with their courses of study (NACADA, 2006), ensure they have all the correct information needed to make good decisions, refer them to resources, and to meet them where they are— listen deeply to their needs and adjust my approach accordingly. Above all, I hope that they experience my presence in their lives as “characterized by mutual respect, trust, and ethical behavior.” (NACADA, 2006).  While I wish to embody all of the NACADA Core Values (2017), I most want to communicate caring, empowerment, and respect. I believe that exemplifying these values will help my students to trust me, which is the foundation necessary to fulfill my responsibilities to them. As the Core Values illustrate, taking on the role of academic advisor does not mean only “doing” (instructing, referring, ect.); it means that I begin by “being”, that is, showing up in my sessions as the kind of person that it takes to coach my students toward their goals.

Theoretical Foundations
The practice of academic advising is grounded in understandings of whom advisors serve (Miller, 2012) and the nature of students’ needs during the time they are in college. Several different student development theories help me in my work with students because of each one’s strengths. Perry’s theory of cognitive development reminds me to keep in mind that different people process information in different ways based on their developmental stage (Patton, Renn, Guido, and Quaye, 2016). Chickoring’s seven vectors of student development inform me of the various cognitive and emotional tasks necessary to develop a healthy sense of identity and healthy relationships (Patton, et al., 2016). These tried-and-true models help to conceptualize intangible needs and challenges that our students face. More recently, theorists of the unified sexual identity development model (e.g., D’Augelli, McCarn & Fassinger, Savin-Williams) assert that identity development is generally non-linear, and that frequently students cycle through so-called “stages” multiple times as identity evolves, sometimes in fits and starts (Patton, et al., 2016). This more nuanced understanding of human identity development encompasses more exploratory models of identity development, and complex multicultural identity development that occurs when students are members of an oppressed group or more than one culture. It avoids pathologizing a student whom earlier linear models would deem to have “reverted” in the developmental process, and normalizes a greater array of development paths. The importance of the unified theory of identity development is in helping advisors not to place students into stereotypes; rather, this information helps them to meet students where they are and to communicate unconditional positive regard, whatever their developmental location. 
	As I mentioned in my first paper, Schlossberg’s theory of Marginality and Mattering serves as the foremost theoretical lens through which I view work with students. Roufs explains, “Scholssberg… found that for a successful academic experience, students must believe someone or some group finds them important. When they believe they do not matter, they disengage and withdraw.” (2015, 74). All of us know what it feels like to be “on the outside”, or marginal; everyone searches for a place to belong. Belongingness helps us to make meaning of our experiences and to put newly acquired knowledge into context. Schlossberg’s work in transition theory demonstrates that all people feel marginal at times of transitions, especially during a social role change, such as becoming a college student (Patton, et al., 2016). This insight means that college students of all ages and backgrounds in a state of marginality, and need to find others to whom they matter in order to persist to graduation. Both Budescu and Silverman and Dixon Rayle and Chung found a positive relationship between academic adjustment and feelings of mattering: as feelings of mattering increase, so does positive academic performance (Budescu and Silverman, 2016, 1798; Dixon Rayle and Chung, 2007-8, 30). Students who do not find a place to belong are most at risk of withdrawing from college, and therefore may be most in need of an advisor who expresses genuine care and concern for them. But the data cited above show that all students need to feel they matter, especially to university staff who purport to be invested in their well-being and success. By committing to being fully present with each student, making them feel seen, heard, and valued, I can do my small part promote their flourishing and encourage them to find meaning and purpose in their college experiences.  

Ethical Foundations
As I seek to promote my students’ flourishing, along with the NACADA Core Values (2006), I view Lowenstein’s ethical ideals (2008) as my lodestone. Although the CAS standards provide a helpful list of best practices, acting ethically demands more than a list of “do’s and don’ts”. The CAS standards tell me what to do or not to do; Lowenstein’s ethical ideals tell me how to do it. I intend to measure each decision by the standards of beneficence, nonmaleficence, justice, respect, and fidelity. By behaving in accordance with these ideals and with NACADA’s Core Values, I will maintain a standard of professionalism and build the trust necessary to facilitate the kinds of relationships that provide a safe context for exploring career and life options. 

Relational Foundations
Jordan writes, “The advising office is one place the student should be able to relax and let down her or his guard; a place where the student is welcomed rather than tolerated, accepted rather than evaluated, and stimulated to grow rather than encouraged to stay the same.” (in Folsom, Yoder, and Joslin, 2015, 115). I have already detailed the ethical and conceptual principles necessary to create the environment Jordan describes. Here I discuss the relational foundations necessary for a nonjudgmental, supportive environment. As the relationship between the advisor and advisee is the context in which career and life decisions are pondered and planned (Drake, 2016), the nature of this relationship profoundly influences the process of advising. 
	In her summary of communication skills needed for advising, Jordan (2016) lists self-awareness, other-awareness, active listening, empathy, critical thinking, and referral skills. Advisors who exemplify NACADA’s Core Values use these skills to to communicate unconditional positive regard, caring, and respect for students. Active listening in particular builds trust because it shows that the advisor is truly attentive to the student and prioritizes the student’s needs. In particular, I like Jordan’s suggestions for how to cope with distractions and mistakes in communication. I come from a family with several members on the Autism spectrum, so communication mistakes are common in my family. I can sometimes be hyper-aware of my mistakes, which makes it more difficult to recover from them. Jordan’s suggestions to use honesty and to apologize when necessary are excellent advice. Although these habits may seem obvious in interactions with friends and family, the hubris that sometimes enters the workplace can cause one to forget them. I will strive to admit my mistakes and apologize whenever possible. This is the first step in rebuilding trust when a mistake has been made. The second step is not to repeat the mistake and to keep one’s promises in other aspects of the relationship. Exemplifying the core values of integrity and commitment through good communication practices is a primary component of academic advising, and I intend to continue to hone my skills as best I can.
	The NACADA core value of inclusion intersects with many of the topics discussed in this paper, but it is especially salient in the discussion of relational skills. Archambault emphasizes that “unexamined advisor assumptions may prove… detrimental to the advising relationship” and that they “inhibit the ability to recognize individual student differences… Therefore, the advisor must fill the gaps in a student’s story by asking appropriate questions and subsequently proffer advice based on cultural competence.” (in Folsom, et al., 2016, 186-187). She is correct in stating that cultural competence is an important part of relational skills in advising. While I have done much to build my cultural competence in my years working with international students, LGBTQ students, and students of color, I am aware that cultural competence requires lifelong learning. My students may belong to any number of subcultures that will affect their approaches to their education and to their interactions with me. It is my responsibility to ensure that I am sensitive to the cultural touchstones that impact my students and that my personal biases do not affect the ways in which I serve them. 
During my first graduate program, my school was 27% South Korean. I realized that I had fallen prey to the “model minority myth” when I caught myself experiencing feelings of resentment and competition with my Korean classmates. I was shocked to realize that my racial bias had caused me to assume they were there to show me up and make me look bad to my professors— I was racist. I humbly admitted these attitudes to a few close friends who gently helped me to confront my racial bias. Over a period of time, with attention and humility, I changed my racist attitudes. After little over a year, I was able to see my Korean classmates for who they were: immigrants who were completing a challenging humanities-based program in a second language that differs substantially from their own. I learned to detect subtle ways in which they needed my support, and to find culturally competent ways to offer help without making them feel ashamed to accept it. I learned to compliment them in ways that were culturally meaningful, and how to encourage them to adjust to American norms by expressing themselves more freely. By the end of our program, my classmates honored me with a Korean name: Hye Rin, which means “grace”. 
While the above anecdote illustrates a dramatic shift in my attitudes, it also outlines the process by which cultural competence is built. Attention, humility, openness, and willingness to operate on the other person’s terms, or “wavelength”, are necessary traits for cultural competence. All the communication skills in the world cannot build good relationships without a cultural context that facilitates understanding. As a result, inclusivity and cultural competence are important practices for academic advisors to pursue. Since cultural norms are constantly shifting, achieving these traits can never be fully realized, but are a lifelong process of growth. My whole life long, I intend to be about the work of rooting out the white supremacy within me and replacing it with compassion. This is spiritual work that is worth pursuing for its intrinsic healing value, but more than that, it is a prerequisite for excellent advising practice. 

Student Learning Outcomes
The NACADA Concept of Advising states that “the student learning outcomes of academic advising are guided by an institution’s mission, goals, curriculum and co-curriculum.” (NACADA, 2006). As I have not yet begun my advising work in an official capacity, I remain a somewhat blank slate in terms of the mission, goals, and curriculum of my advising work. NACADA maintains that good advising teaches a student how to conceptualize their school’s curriculum and make the most of it (NACADA, 2006). I agree. However, I am also familiar with the inner work necessary to realize one’s identity, explore career and life options, and begin to make one’s own decisions. Career decision self-efficacy and life decision self-efficacy are important learning outcomes for students at all institutions of higher education. Helping students transform into engaged citizens who think critically and creatively, and who step up to lead their communities has long been a goal of American higher education. I intend to engage in the work necessary to help students achieve these goals, along with their personal career and life goals. My hope is that students will leave my institution feeling equipped and empowered to take on the challenges of an imperfect community. Growing up, I was taught to leave a place better than I found it. I believe my contribution to the world— my way of leaving it better than I found it— is to help my students prepare to better their communities long after I am gone.



Professional Development Plan
As I prepare to begin my first official advising position, I feel grateful for the opportunity to take this course. I believe I will arrive better equipped to serve my students than if I had not taken it. Primarily, this is because I have had the opportunity to think through conceptual frameworks such as student development theory and ethical issues in higher education from an advising perspective. Some of the articles from the NACADA Clearinghouse were things I had read before and were able to reexamine in a new light. 
But the most useful information I have gained has been the knowledge of advising approaches: what they are, how to use them, and how to go about choosing which one use to use in a given situation. Lowenstein (2013) correctly notes that pitting approaches against each other is unhelpful, as any approach may be useful, depending on the student’s needs (Drake, 2015). Each one possesses unique strengths that I can use to assist the diverse array of students I will encounter, both immediately and throughout my career. Since the University of Massachusetts at Boston (UMB) is one of the most diverse campuses in the state, I will need all the tools I can find in my professional toolbox. 
I believe my future growth depends on two tasks: acquiring institution-specific knowledge and applying the theoretical knowledge I have gained in daily practice. Mastery of many the informational items on Folsom’s (2015) New Advisor Development Chart require access to university resources and the ability to be a quick study. Although remembering and understanding new information are low on Bloom’s taxonomy (1956), the sheer volume of it will prove a challenge. Bloom’s taxonomy suggests that the synthesis and analysis I have provided in my written work are more complex than application of the ideas I have synthesized. Yet “just when you think you have learned something, you have to look at it another way” (Haft and Weir, 1989). New situations will present themselves that require reconsideration and re-analysis of what I have learned. And advising delivery skills can only be learned by doing, such as interviewing techniques, preparing and conducting sessions, and documenting work.
Furthermore, some of the tasks on Folsom’s chart which will be required of me at UMB require the highest orders of knowledge: evaluation and creation. For instance, Folsom’s year one tasks, “explains and provides examples for way individual, unit, and campus advising practices support student success” and “relate to the Pillars of Advising”, are evaluative tasks (Folsom, 2015, 19-20). Creation of new advising workshops, which will be part of my job at UMB, exemplifies the highest order of learning. Both of these tasks require institutional knowledge and application that I cannot gain until I begin at UMB. Yet my start date quickly approaches! My understanding of advising delivery options, advising approaches, and Folsom’s framework for professional development will guide me as I embark upon my first real advising position. Knowing that some of Folsom’s year one tasks are already under my belt, such as understanding cultural competency and creating a personal advising philosophy, give me confidence in knowing that I have already begun the journey toward excellent advising practice.
This stage of my growth as an advisor is somewhat like the intern year in medical training. I have acquired the necessary knowledge to do my job, and now it is time to dive in and do it. Like first year medical residents, I have no choice but to learn by working with live, human “patients” (my students). Fortunately, also like residents, I will have supervisors and colleagues to guide me, somewhat like attending physicians and year two residents. I must accept that I will make mistakes, but I know my colleagues are here to help me correct them and learn from them. From here, excelsior— ever upward!
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