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Abstract

The objective of the present study was to give continuity to the validation process of the Academic Life Assessment Scale
(ALAS) by verifying its internal structure and the relationship with other related variables. The study involved 580 undergradu-
ate students from two universities in the state of Paraiba, one public and one private. A majority of the participants were male
(55%) with an average age of 22 (§D = 4.94) who responded to the ALAS and the Academic Experience Questionnaire —
Reduced (AEQ-1). To verify the internal structure of the ALAS, first, a confirmatory factor analysis was performed and, as the
structure was not confirmed, an exploratory factor analysis (EFA) was performed. After EFA, a three-factor model was found,
which presented good reliability, as well as correlation with academic experiences measures. This study contributes to the litera-
ture suggesting a new factorial structure for ALAS.
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Escala de Avaliagdo da Vida Académica (EAVA): Uma Nova Estrutura Fatorial

Resumo

O objetivo do presente estudo foi dar continuidade ao processo de validagio da Escala de Avaliagao da Vida Académica (EAVA)
por meio da verificacio de sua estrutura interna e da relagio com outras varidveis correlatas. Participaram do estudo 580 estu-
dantes universitirios de duas universidades do estado da Paraiba, sendo uma publica e uma privada. Os participantes foram
compostos por maioria masculina (55%), com idade média de 22 anos (DP = 4,94) que responderam a EAVA e ao Questiona-
rio de Vivéncias Académicas Reduzido. Para verificar a estrutura interna da EAVA, primeiro foi realizada uma analise fatorial
confirmatéria e, uma vez que a estrutura nao foi confirmada, foi realizada a analise fatorial exploratéria (EFA). Apos a EFA,
identificou-se um modelo com trés fatores, que apresentou boa confiabilidade, além de se correlacionar com as medidas de
vivéncias académicas. Este estudo contribuiu para a literatura ao sugerir uma nova estrutura fatorial para a EAVA.
Palavras-chave: adaptagao académica, universitarios, ensino superior, psicomettia

Escala de Evaluacion de la Vida Académica (EEVA): Una nueva estructura factorial

Resumen

El objetivo del presente estudio fue dar continuidad al proceso de validacién de la Escala de Evaluacion de la Vida Académica
(EEVA) por medio de la verificacién de su estructura interna y de la relacién con otras variables relacionadas. Participaron
580 estudiantes universitarios de dos universidades del estado de Paraiba, una publica y otra privada. Los participantes eran la
mayorfa de sexo masculino (55%), con edad promedio de 22 afios (DP = 4,94) que respondieron a la EEVA y al Cuestionario
de Vivencias Académicas Reducido. Para verificar la estructura interna de la EEVA, primero se realizé un analisis factorial
confirmatorio y una vez que la estructura no fue confirmada, se realiz6 el analisis factorial exploratorio (EFA). Después de la
EFA, se encontré un modelo con tres factores, que presentd buena confiabilidad, ademas de correlacionarse con las medidas de
vivencias académicas. Este estudio contribuy6 con la literatura, al sugerir una nueva estructura factorial para la EEVA.

Palabras clave: adaptacién académica; universitarios; Enseflanza Universitaria; psicometria

1

As high school ends, the student is faced with a
decision: to enter the job market without specializing or
pursue higher education in search of professional train-
ing capable of delivering social success. The number of
students in the Brazilian university sphere has increased
exponentially in recent decades (Chacon & Calderon,
2015) and, given the multiplicity and heterogeneity of
this audience, it is necessary to understand and gauge
their perception of academic life.

Dispondvel enr wiwmw.scielo.br @

A student’s integration into university life, espe-
cially with regard to his/her academic performance,
is associated with personal characteristics, the institu-
tional environment, and the interaction between them
(Douglass & Duffy, 2015; Tinto, 1975; Vendramini et
al., 2004). Soares and Almeida (2001) understand that
academic lives reflect the level of the students’ integra-
tion, referring to the intensity of students’ cognitive
and behavioral investment in relation to academic
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activities. In turn, Fior, Mercuri and Silva (2013) define
academic lives through university students’ participa-
tion in educational tasks. Scholars in this area consider
integration in higher education stems from an inter-
active process between different attributes, such as
personal resources, institutional characteristics and
interaction groups (Douglass & Duffy, 2015, Ganguly,
2017 and Polydoro 2000).

Personal resources are related to the student’s
ptior history and abilities, such that he/she has a
basis for studying higher education disciplines, as well
as support for day-to-day access, whether financial,
familial, or peer support. Institutional characteristics
are related to the particular institution at which the
student is enrolled, compulsory and non-compulsory
didactic activities, and any other type of support
regarding the teaching/learning process that the stu-
dent may need. Finally, group interaction concerns the
circles in which the student is inserted, either within or
outside the university, which can contribute to his/her
learning, such as: academic centers, research groups,
organized sports or events, among others (Ganguly,
2017 and Polydoro, 2000).

In this same vein, some models are proposed to
explain characteristics inherent in academic life and how
they interrelate. Among them, the best-known models
are Astin (1999) and Tinto (1975, 1997). The former
argues that student involvement must be measured
by the amount of physical and psychological energy
that the student spends in order to achieve the desired
educational outcomes. For Astin (1999), the student’s
effort is proportional to the probability of remaining
in university and succeeding. The Tinto model (1997)
argues the existence of four factors that interact with
each other and influence the student’s permanence
and success in the university, including: (1) preliminary
characteristics, which is the student’s history involving
family and social context and previously acquired skills;
(2) institutional characteristics, which relate to place of
enrollment, campus specifics, disciplines offered, and
resources that accessible through the university, among
others; (3) academic integration, which pertains to how
the student interacts and integrates with the institutional
body, whether professors or staff, and finally, (4) social
integration, which involves the student’s involvement in
extracurricular activities. Both models defend the stu-
dent as actuator of his/her own life, being responsible
for academic success and permanence in the university.

Also aiming to understand the relationship
between academic lives, motivations for attrition, and

career adaptability among university students, Ambiel,
Santos and Dalbosco (2016) conducted a study with
153 university students, in which they tested a theoreti-
cal model with these three constructs to verify how they
related to each other. The authors conclude that explor-
atory behaviors in an academic environment and of the
student himself contribute to a real understanding of
the chosen profession. In addition, the student’s expec-
tation of the cateer and the way he/she feels when
attending classes on a daily basis may be strongly related
to the decision to remain or withdraw from the course,
according to the theoretical models presented above,
as well as other studies in the area (Astin, 1999; Doug-
lass & Dutfty, 2015; Fior, Merci, & Silva, 2013; Oliveira,
Santos, & Dias, 2016; Tinto, 1997; Vendebenito, 2017).

In addition to studies on the compulsory activi-
ties of the course, Fior and Mercuri (2009) sought
to understand the contribution of non-compulsory
activities in the academic training process through
interviews with 16 university students. The participants
reported that the optional activities are fundamental
in their professional training, among them: the partici-
pation in scientific projects, internships, study groups
for problem-solving exercises, monitoring, participa-
tion in collegiate bodies, conferences and study weeks,
which propelled them in the process of academic
formation. We also highlight the interpersonal rela-
tionships in the academic space that contribute to the
development of the future professionals’ social skills
through the relationship between their abilities and
their academic performance.

Given the above, it is important that these charac-
teristics that comprise academic life can be evaluated.
As Ambiel et al., (2016) point out, assessment in this
context is of fundamental importance in order to pre-
dict the student’s permanence and/or performance
throughout the course and to intervene before a
problem that impairs the student’s academic life can
intensify. From this perspective, the development of a
scale aimed at describing inherent actions in the stu-
dent’s academic life, as well as their integration into the
context of higher education, is relevant as it will allow
understanding of the various dimensions involved in
the college students’ experience regardless of course.

Internationally, there are instruments that aim to
measure the academic and social integration of the
student, such as the College Student Experiences Ques-
tionnaire (CSEQ), with the objective of evaluating the
student’s social and intellectual development as well as
his involvement in academic activities, compulsory and
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non-compulsory, and quality of this involvement (Pace
& Kuh, 1998). Another widely-used instrument in the
international context is the Student Development Task
and Lifestyle Inventory (SDTLI), with the objective
of identifying the behaviors that students emulate to
reach their goals, to maintain healthy relationships, and
academic autonomy (Winston, Miller & Prince, 1987).
The two instruments question students’ participation in
compulsory and non-compulsory activities, as well as
their relationship with the institution in which they are
enrolled and with the people in their social circle.

With a similar purpose and seeking to under-
stand how academic life unfolds, Santos, Polydoro,
Vendramini, Natario and Serpa (2003) constructed the
Academic Life Assessment Scale (ALAS), considering
the Brazilian context. The purpose of the ALAS is to
evaluate the student’s perception of his/her university
experience. The scale was built on international theoret-
ical bases to identify the experiences lived by university
students (Almeida et al., 1999; Pascarella & Terenzini,
1991). It also considered national research that focused
on the understanding of facts that involve university
students when faced with the demands of higher edu-
cation (Polydoro, 2000; Polydoro & Primi, 2001). In
addition, the ALAS seeks to assess, through contextual,
interactional and personal aspects, how integrated into
the academic life the student perceives himself to be.

In a study conducted by Vendramini et al., (2004)
with 1,118 university students, a five-factor structure
was found for the ALAS, including: Factor 1 - univer-
sity environment - associated to the specific context of
the university environment, involving physical, social
and organizational characteristics (« = 0.73) ; Factor 2
- commitment to the course - related to the student’s
conviction regarding the course selection and con-
fidence in the professional training offered by it (« =
0.79); Factor 3 - studenvs ability - refers to academic
potential, considering school background, basic skills
and personal qualities (o« = 0.80); Factor 4 - involvement
in non-compulsory activities - groups formal course
activities that, even if complementary, add knowledge
and experience to the student’s education, being thus
encouraged by the university (o« = 0.71); Factor 5 - con-
ditions for study and academic performance - integrates
study conditions including physical and psychological
energy, as well as the time invested by the student in the
academic tasks (o« = 0.63).

Considering the measured psychometric prop-
erties, with satisfactory results in terms of internal
consistency, verification of whether the model found by
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Vendramini et al., (2004) could be confirmed in another
sample was shown to be relevant. Thus, the objective
of the present study was to continue the validation pro-
cess of the ALAS by verifying its internal structure and
the relationship with related variables. In this sense, we
investigated evidence of internal validity, in relation to
the internal structure and accuracy of the instrument
(factorial structure and reliability) and validity evidence
based on the relation with other variables (through the
analysis of measures that evaluate related constructs,
academic life). We expected that the five-factor struc-
ture found by Vendramini et al., (2004) was confirmed
and ALAS scores, both general and in the factors,
correlated positively with the scores of the Academic
Experiences Questionnaire (AEQ-r) (Granado, Santos,
Almeida, Soares, & Guisande, 2005).

Method

Participants

A total of 580 university students participated in
this study, with a mean age of 22 years (§D = 4.94),
ranging from 18 to 61 years old, from two universities in
the state of Paraiba, one public (51.2%) and one private
(48, 8%). Most of the participants were male (55%),
single (86.8%), studied full-time (32%) or in morning
programs (29.7%), and majored in Physical Education
(20.9%), Architecture and Urbanism (15.7%), Psychol-
ogy (14.5%), or Physiotherapy (10.2%). In addition,
of the total number of participating students, 99.3%
planned to continue their current course, and 40.5%
had some type of paid activity. As inclusion criteria,
participants had to be over 18 years of age and be
enrolled in higher education. The sociodemographic
data of the participants is presented in Table 1.

Instruments

The instruments used in this study will be described
below. First, a sociodemographic questionnaire was
applied, followed by the Academic Experiences Ques-
tionnaire and the Academic Life Assessment Scale.

Sociodemographic Questionnaire - A set of items was
designed to verify characteristics such as gender, age,
marital status, and course, among others. The par-
ticipants in the sample were described through these
means.

Academic Life Assessment Scale - ALLAS (Santos et
al., 2008). The scale is comprised of 34 items with
a 5-point Likert scale ranging from: “I totally dis-
agree” (1 point), “Disagree” (2 points), “Indifferent”
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Table 1.
Sociodemographic profile of the participants

Variable N Yo

Sex Female 261 45.0
Male 319 55.0

Marital Status Single 496 86.9
Married/ Committed relationship 69 121
Separated/ Divorced 6 1.0

Course Physical Education 121 20.9
Architecture and Urban Design 91 15.7
Psychology 84 14.5
Physiotherapy 80 13.8
Law 59 10.2
Engineering 50 8.6
Computer Science 49 8.4
Education 16 7.9

Class sessions Morning 172 29.7
Afternoon 99 17.1
Evening 123 21.2
Full-time 185 32.0

Institution Private university 283 48.8
Public university 297 51.2

(3 points), “Agree” “I totally agree” (5 points). The
ALAS is composed of five factors: Factor 1 - univer-
sity environment (a0 = 0.73); Factor 2 - commitment
to the course (« = 0.79); Factor 3 - student’s ability («
= 0.80); Factor 4 - involvement in non-compulsory
activities (« = 0.71); Factor 5 - conditions for study
and academic performance (« = 0.63). The total reli-
ability of the instrument was « = 0.87 (Vendramini et
al., 2004). Regarding the score, the higher the score
obtained in the scale, the more integrated the student
is in the academic environment.

Academic  Experiences Questionnaire (AEQ-r, origi-
nally QVA-r) The original instrument was developed in
Portugal by Almeida, Soares and Ferreira (2002), and
was adapted for use in Brazil by Granado et al., (2005).
It employs a 5-point Likert scale, ranging from “Has
nothing to do with me” (1) to “Has everything to do
with me” (5). In the Brazilian version, the AEQ-r has
55 items distributed in five factors: Personal (o« = 0.87),
Interpersonal (« = 0.86), Career (o = 0.91), Study (x =
0, 82) and Institutional (« = 0.71). The overall AEQ-r

score also presented a good reliability index (o = 0.88).
The minimum score is 55 points and the maximum
score is 275.

Data collection procedure

After ethics committee approval, participating
universities were contacted and, after approval from
the institutions, the instrument applications were
scheduled. Applications were carried out collectively
in study participants’ classrooms. The data collection
took place in a single session for each class (that is,
with all students in the same classroom), and respon-
dents answered individually to the questionnaires,
concomitantly. Thus, there was a single collection with
each class, not exceeding the 50-minute class period.
Before starting the data collection, participants read
and signed the Terms of Free and Informed Consent
(TCLE). The instruments were presented in the same
sequence for all participants, namely: the sociodemo-
graphic questionnaire was first, then the ALAS and
the AEQ-t.
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Data analysis procedure

In order to verify the score distributions for
each instrument, the mean, standard deviation, mini-
mum and maximum values, as well as kurtosis and
asymmetry indicators for each variable were calcu-
lated. Descriptive analyses were performed using the
Statistical Package for Social Sciences (SPSS), version
20. All variables had a normal distribution, according
to the Kolmogorov-Smirnov normality test and fol-
lowing the recommendations of Maroco (2014) and
Pasquali (2015).

To test the model proposed by Vendramini et
al., (2004), confirmatory factorial analysis (CFA) was
performed in MPLUS software. Adjustment indices
considered for the CFA were: Comparative Fit Index
(CFI = 0.90), Root Mean Square Error of Approxi-
mation (RMSEA, < 0.06, with 90% confidence
interval), Tucker-Lewis Index (TLI = 0.95), the statisti-
cal significance of the Chi-square test (p < 0.05) and
the chi-square divided by the degtee of freedom (x*/
gl < 3) (Hu & Bentler, 1999). In order to perform the
exploratory factor analysis (EFA) in the second part of
the study, the Factor program was used, considering the
following adjustment indices provided by the program:
Comparative Fit Index (CFI = 0.90), Root Mean Square
Error of Approximation (RMSEA = 0.06, with a con-
fidence interval of 90%), and the chi-square divided by
the degree of freedom (x*/gl < 3). As it was an EFA,
the significance values of p and TLI were not consid-
ered (Maroco, 2014). To evaluate the reliability of the
instrument, Cronbach’s alpha calculation was used and
to verify possible correlations, analyses were performed
using the Pearson correlation test, calculated through
SPSS 20. For the present study, the magnitude of the
correlations was classified as weak (< 0.30), modet-
ate (0.30 to 0.59), strong (0.60 to 0.90) or perfect (1.0)
(Levin & Fox, 2004).

Ethics procedures
The project was approved by the Ethics Committee
(Information Retrieved by the Journal). All participants
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received information about the research objectives, the
activities to be developed and their rights, before sign-
ing the Terms of Free and Informed Consent. The
identity of the participants was kept confidential.

Results

Confirmatory Factor Analysis

Table 2 shows the adjustment indices obtained
after the confirmatory factorial analysis of the ALAS
model proposed by Vendramini et al., (2004). Accord-
ing to the results observed in Table 2, it can be seen that
the model proposed by Vendramini et al., (2004) was
not confirmed, since »* presented a statistically signifi-
cant value, which means that the previously proposed
model differs from the model obtained by the sample in
this study. In addition, when considering other adjust-
ment indices, the CFI and TLI also did not present
adequate values. The only indices that presented ade-
quate values for the model to be confirmed were x*/gl
and RMSEA (Hu & Bentler, 1999). Therefore, a deci-
sion was made to carry out a new exploratory factorial
analysis for the ALAS to verify what factorial structure
would be found.

Exploratory Factor Analysis

The sample for conducting the exploratory factor
analysis focused on all participants (N = 580). The first
step was to check if the data matrix was factorizable
by KMO (the Kaiser-Meyer-Olkin criterion), which
was 0.85. As this value proved adequate (Damasio,
2012), the next step was to carry out factor retention.
The extraction method was Robust Unweighted Least
Squares, with Promin rotation method. The factors
were extracted using the result of the Parallel Analy-
sis and the Hull Method (Damasio, 2012). The parallel
analysis indicated a solution with 3 factors and the Hull
Method indicated a one-factor solution. From this,
EFAs were performed on the two solutions to verify
which fit best theoretically, also considering the adjust-
ment indices for each one. In each EFA, the exclusion

Table 2.

Adjustment indices of the ALAS model proposed by Vendramini et al., (2004) presented at the AFC.
Model /gl P CF1 RMSEA TLI
Reference Value <3 < 0.05 = 0.90 = 0.06 = 0.95
Five Factors 2.66 0.001 0.81 0.05 0.79
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criteria for items were to remove items that did not
saturate at least 0.40 or that showed saturation in more
than one factor (as in the case of the three-factor solu-
tion), until no item needed to be excluded.

In the one-factor structure, the KMO value was
0.85. In the first round, 13 items (1, 4, 5, 8, 9, 11, 12,
12, 23, 206, 28, 29 and 30) did not saturate at any factor
and were withdrawn. In the second round, two items
(6 and 20) were withdrawn because they did not pres-
ent the minimum saturation. In the third round, two
more items (32 and 33) were withdrawn because they
did not saturate the minimum load and finally, in round
four, item 18 was withdrawn because it also did not
present the minimum saturation. In the fifth round, no
items needed to be deleted. At the end, the single-factor
structure presented 37.75% of total variance explained,
and the only adjustment index that presented adequate
value was the CFI, as can be seen in Table 3.

In the three-factor structure, the KMO value
was also 0.85, allowing factorization of the matrix. In
the first round of the EFA for this model, eight items
(5, 18, 23, 25, 28, 29, 30 and 31) were withdrawn as
they did not saturate the minimum value by any factor.
In the second round, three items (9, 15 and 20) were
withdrawn because they did not present the minimum
saturation. In the third round, no items needed to be
deleted. However, in the third round, item 22 presented
a saturation of 0.33, but since it presented theoretical
coherence in the factor in which it was included, the

authors of the present study chose to keep the item in
the scale. The other items that remained in the study had
a factorial load lower than 0.15 in factors to which they
were not allocated. At the end, the three-factor structure
presented 50.35% of the total variance explained, and
the adjustment indices were adequate, considering the
values x*/gl, CFI and RMSEA. Thus, after comparing
the solutions obtained, the adequacy to the conceptual
model and to the statistical model, the solution that was
most satisfactory was three-factor structure. Factor 1
was Interpreted as mirroring a dimension of Student’s
Ability, Factor 2 as Involvement in Non-compulsory Activities;
and Factor 3 as Commitment to the Course.

The correlation between the total score and all
the ALAS factors is shown in Table 4, showing that
all correlations were statistically significant and that all
factors showed strong correlation with the Total ALAS
Score. Among the factors, the correlation between Fac-
tor 1 and Factor 3 were of moderate magnitude, and
between Factor 2 and Factors 3 and 1, the correlations
were of weak magnitude.

Table 5 shows the final model with three factors
and 23 items (according to the numbering of the old
version of the ALAS) after the exploratory factor anal-
ysis and their respective saturation loads. In the present
study, for Factor 1, a = 0.78, for Factor 2, « = 0.76
and for Factor 3, o = 0.63. All are considered adequate
for an exploratory factor analysis (Tornimbeni, Pérez,
& Olaz, 2008). Cronbach’ alpha overall (« = 0.81)

Table 3.
Adjustment indices obtained in EEAs performed in the present study
Model x*/gl CF1 RMSEA
Reference Value <3 = 0.90 < 0.08
Three Factors 1.83 0.98 0.04
Uni-factorial 5.53 0.94 0.09
Table 4.
Correlations between the Total ALAS Score and their Three-Factor Scores
Total score Factor 1 Factor 2
Factor 1- Student’s Ability 0.74
Factor 2 — Involvement in optional activities 0.67 0.24
Factor 3 — Dedication to the course 0.67 0.41" 0.24

"= p<001
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was excellent. The current version of the ALAS with
renumbered items is attached as well as the items that
must be reversed.

Validity evidence based on relationships with other variables for
the new ALAS factorial structure

Through the Pearson test, correlations were cal-
culated between the factors and the total ALLAS score,
with the factors and total score of the AEQ-r. The
results are shown in Table 6.

Table 5.
Saturation of ALAS Items by Factor and their reliability
values

Factor/Items Saturation
Factor 1 — Student’s Ability o =0.78
Item 4 0.56
Ttem 7 0.50
Ttem 8 0.47
Ttem 10 0.59
Ttem 12 0.68
Ttem 13 0.57
Ttem 14 0.53
Item 19 0.68
Ttem 21 0.63
Ttem 27 0.57
Factor 2 — Involvement in Non-
compulsory Activities ®=0.76
Ttem 1 0.81
Ttem 6 0.72
Ttem 11 0.69
Ttem 26 0.42
Ttem 32 0.45
Item 33 0.81
Factor 3 — Commitment to the
Course «=0.63
Item 2 0.83
Ttem 3 0.62
Item 16 0.60
Ttem 17 0.95
Ttem 22 0.33
Ttem 24 0.85
Ttem 34 0.74

o total = 0.81
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According to the results presented in Table 0,
all the ALAS scores correlated positively with all the
AEQ-r scores. The highest correlations were between
the total ALLAS score and the total AEQ-t, and between
the Career (AEQ-r) factors and the Commitment to the
Course (ALAS). The moderate-magnitude correlations
were (1) between the total ALAS score and all the fac-
tors of the AEQ-r; (2) between the Student’s Ability
factor (ALAS) and the total AEQ-r and the Personal,
Career and Study factors (AEQ-1); (3) between the fac-
tor Involvement in Non-Compulsory Activities and the
total factors of the AEQ-1, Interpersonal, Career, Study
and Institutional and, finally, (4) between the factor
Commitment to the Course and the total AEQ-t and
the Personal, AEQ-r. The weak magnitude correlations
were between the ALAS Student’s Ability factor and
the Interpersonal and Institutional factors of AEQ-t;
between the Involvement in Non-compulsory Activi-
ties factor of the ALAS and the AEQ-r Personal factor;
and lastly, between the ALAS factor Commitment to
the Course and the AEQ-r Interpersonal factor.

Discussion

The objective of the present study was to con-
tinue the validation process of the ALAS by verifying
its internal structure and the relationship with other
related variables. In this sense, evidence of internal
validity was investigated in relation to its internal struc-
ture and instrument accuracy (factor structure and
internal reliability), as well as validity evidence based
on relations with other variables, in this case, aca-
demic life experiences. It can be seen from the results
that the factorial structure found by Vendrami et al.,
(2004) was not confirmed, since the adjustment indi-
ces found were not satisfactory (Damasio, 2012; Hu
& Bentler, 1999), discarding one of the initial hypoth-
eses of this study. Hypotheses regarding how this may
have occurred are discussed below. Also, a comparison
is made between the factorial structure found by Ven-
dramini et al., (2004) and the factorial structure found
in the present study. One possible explanation may be
attributed to the influence of x? which is affected by
the sample size (Byrne, 2010; Hair, Anderson, Tatham,
& Black, 2009), which, for this study, was half the size
of the previous study. Another point to consider relates
to differences between samples. For the most part, the
present study was comprised of students in daytime
classes with a lower average age, who probably had no
concurrent activities that could hinder study hours or
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Table 6.
Correlations between ALAS Scores and AEQ-r Scores
AEQ-r Personal  Interpersonal  Career Study Institutional
Total Factor Factor Factor Factor Factor

ALAS Total 0.69%* 0.51%* 0.33* 0.56%* 0.52%* 0.43%*
Factor 1- 0.52%* 0.43%* 0.24%¢ 0.36%* 0.45%* 0.28%*
Student’s Ability
Factor 2 — Involvement in 0.42%* 0.25%* 0.35%* 0.21%* 0.32%* 0.34%¢
Non-compulsory Activities
Factor 3 — Commitment to 0.59%* 0.44%¢ 0.11* 0.74%¢ 0.35%* 0.33%*

the Course

*p <.01,%* p <.001

class attendance. It is worth noting that, in the study by
Vendramini et al., (2004), the students were from the
evening courses at a private institution, whose sociode-
mographic profile is usually different from those
enrolled in a public university, which took part in the
sample of the present study.

Regarding the factorial structure, since the
model proposed by Vendramini et al., (2004) was not
confirmed, a new exploratory factor analysis was per-
formed to verify the internal structure of the items.
After running the new exploratory factor analysis, the
model that was most adequate was a three-factor model.
When comparing it with the model of Vendramini et
al., (2004), factors 1 and 5 ceased to exist. Factor 1 of
that version was called the “University Environment”
and Factor 5 “Conditions for Study and Academic Pet-
formance”. Other factors remained practically intact,
with the exception of the “non-compulsory activities”
factor which incorporated item 32 that previously was
in the “University environment” factor proposed by
Vendramini et al., (2004). This was the only factor item
eliminated that remained in the new factor structure.
However, it evaluates the student’s satisfaction with the
cultural activities promoted by the university, which
are generally considered to be non-compulsory. In this
sense, the migration of the item respected the theoreti-
cal meaning of the factor to which it moved (Douglass
& Duffy, 2015, Ganguly, 2017, Oliveira et al., 2010).

Regarding the factors “University environment”
and “Conditions for study and academic performance”
in Vendramini et al., (2004), which disappeared in the
new EFA, one hypothesis is that, somehow, they were
not strictly related to academic life, a construct that
the instrument intended to measure. The university

environment, for example, is a broad concept and may
depend on the life history of each student, as well as
the conditions for study and academic performance
(Douglass & Dufty, 2015, Lamers, Santos, & Toassi,
2017, Red, 1975). That is, study conditions may vary
widely when considering the differences of the sam-
ples from both studies, as previously noted. These are
possible explanations why the items were not been
able to remain after the new EFA round. In the same
vein, evaluating constructs regarding Commitment
to the Course, Student’s Ability, and Involvement in
Non-compulsory Activities seemed to be more rel-
evant when they react to academic life in general and,
as formulated, the items of these factors appeared to
respondents as more related to the likelihood of the
student staying and completing the course (Ambiel et
al., 2017; Douglass & Duffy, 2015; Lamers et al., 2017,
Valdebenito, 2017).

As for the other validity evidence, the new factor
structure presented good internal consistency (Tornim-
beni et al., 2008) and also validity evidence based on
correlations with measures that evaluate related con-
structs, in this case, academic experiences. Academic
life and academic experiences are equivalent constructs,
as recognized in the literature (Fior & Mercuri, 2009,
Fior et al., 2013, Mognon & Santos, 2013). Thus, the
hypothesis of the correlation between the instruments
was confirmed, and the highest correlations were
between the total scores of the two instruments and
between the Cateer factor of AEQ-r and Commitment
to the Course of the ALAS. One possible explanation
for the general scores is that when all the variables
involved in academic life and academic experiences are
added up, there is a great deal of similarity, possibly
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even overlapping one another, because they are highly
linked, justifying the correlation of high magnitude
found. Also, correlation between Career and Commit-
ment is theoretically consistent, since a student that is
confident in the career he intends to pursue, he will
engage more in the course, having a greater commit-
ment (Ambiel et al., 2016; Lamers et al., 2017).

Overall, many of the correlations between ALAS
and AEQ-r factors were of moderate magnitude,
confirming the expected association between both
measures. By specifically analyzing the correlations
found, the lowest magnitude of correlation identified
was between the Commitment to the Course (ALAS)
and the Interpersonal factor (AEQ-r). This result
makes sense, because although interpersonal relation-
ships may eventually stimulate commitment to the
course thanks to the encouragement of colleagues,
this does not necessarily occur (Douglass & Dufty,
2015). In general, the correlations between the three
factors of the ALAS and the Interpersonal factor of
the AEQ-r were of weak magnitude. An interesting
and worrying result to observe is the low-magnitude
correlation that occurred between the factor Involve-
ment with Non-compulsory Activities (ALAS) and the
AEQ-r Career factor. This is an aspect to be explored
in future studies, given the importance that is attached
to the broader training of students, so essential to
meet the challenges of today’s world, where the func-
tional changes have been a constant (Ambiel et al.,
2016 Fior & Mercuri, 2009). By analyzing the correla-
tions in general, the greatest magnitude was detected
between the total ALAS score and the total AEQ-r,
which pointed to the strength of the validity evidence
between correlated measures found in this study.

An instrument that aims to assess the constructs
related to academic life becomes relevant by making
the prior evaluation of students possible and enabling
institutional actions as a way to prevent student attri-
tion, especially in higher education. However, some
limitations are present. Despite the attempt to include
students from public and private institutions, as well as
from different areas of knowledge, the facts that the
sample of the present study is only from one Brazilian
state, and from a different geographic region and with
half of the participants of the study by Vendramini et
al., (2004), may be reasons why the factor structure was
not confirmed. In future studies, it would be impor-
tant to test the new factor structure proposed here and
re-compare it to the original structure (Vendramini et
al., 2004). Thus, it will verify that current results will
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remain with a larger and more diverse sample, with the
suggestion that participants from different states and
regions of the country are included so that it is possible
to discern if the ALAS shows validity evidence for the
Brazilian population. Online application results could
be tested, which would facilitate the instrument’s use
of by public or private institutions of higher education,
allowing an increase in the knowledge about the char-
acteristics of the students that attend. Other constructs
could also be tested in order to verify their relation with
the present instrument, such as motivation and psycho-
logical well-being, among others, as well as other types
of wvalidity evidence, for example, using academic pet-
formance as criterion.
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Annex
Acadensic 1ife Assessment Scale (ALAS)

Item

Completely Completely
Disagree Agree

1) I participate in the cultural and artistic activities
promoted by the University

2) I have doubts whether I have chosen the right course

3) I am interested in the professional area activities of the
course

4) I can easily compose text

5) I participate in events such as seminars, lectures and
study weeks promoted by the University

6) I have difficulty establishing relationships between
abstract concepts

7) The knowledge acquired in the schools in which
I’ve studied has been sufficient for my learning at the
University

8) I can relate the different disciplines of my course

9) I do not attend social, cultural or sporting events
promoted by the University

10) I can easily understand the texts I need to read

11) I cannot clarify my study doubts

12) I think I have the necessary school knowledge to
succeed in the course

13) My course does not correspond to my skills and
abilities

14) I’'m sure I chose the right course

15) I can clarify doubts as to the subjects’ content

16) I can concentrate on my studies

17) Course subjects contribute to my professional training

18) The professional area of my course does not interest
me

19) Events such as seminars, lectures, study weeks
promoted by the University have not favored my training

20) I can read most of the material required in the
subjects

21) I am satisfied with the cultural activities proposed by
the University

22) I have not attended the academic events (seminars,
lectures, study weeks) promoted by the University

23) My personal interests are related to my course

Factor 1 — Student’s Ability, items: 4, 6, 7, 8, 10, 11, 12,15, 16 ¢ 20

Factor 2 — Involvement in Non-compulsory Activities, items: 1, 5,9, 19, 21 and 22

Factor 3 — Commitment to the Course, items: 2, 3, 13, 14, 17, 18 and 23
Reversed Items: 2, 6,9, 11, 13, 18, 19 and 22
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