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Perceived support is a powerful motivator of
student success (National Research Council and
Institute of Medicine, 2004). Conversely, low
levels of perceived support are associated with
decreased levels of academic motivation (Legault,
Green-Demers, & Pelletier, 2006). Although em
pirically linked to student motivation and success,
the nature of perceived support requires further
research as the impact of complex support
relationships undergirding student academic per
formance remains underexplored (Wentzel, Battle,
Russell, & Looney, 2010). Students receive support
from multiple sources (e.g., teachers, academic
advisors, peers, and family members); however,
institutions can most readily monitor and adjust
support provided within the academic setting.
Wentzel et al. recommended investigating varied
sources of support available in academic settings to
better deﬁne academic support as a construct and
to inform efforts to create educational environ
ments that enhance motivation and achievement.
We explore how two sources of academic support
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in higher education—student interactions with
instructors and with academic advisors—relate to
satisfaction of student needs that inﬂuence moti
vation.

School-Related Social Support
The impact of social support from educational
professionals on postsecondary student academic
performance remains unclear as investigators have
focused predominantly on middle and secondary
student populations to show that teacher support
enhances educational outcomes (e.g., Brewster &
Bowen, 2004; Danielsen, Samdal, Hetland, &
Wold, 2009; Wentzel et al., 2010). However, a
dearth of research characterizes the literature
relating to perceived support and academic moti
vation in college students.
Despite student success ties to personal con
nections (e.g., with instructors and academic
advisors), few studies have empirically demon
strated the ways perceived support from academic
professionals contribute to college retention and
other educational outcomes (e.g., Habley &
McClanahan, 2004). Some scholars have investi
gated perceived social support from faculty
members in college classrooms (e.g., Frymier &
Houser, 2000) and fewer have explored supportive
student interactions with instructors outside of
class (e.g., Jones, 2008) or the impact of perceived
instructor support on academic motivation (e.g.,
Levesque, Stanek, Zuehlke, & Ryan, 2004).
Furthermore, limited research empirically relates
academic advising to student motivation and
success. Aligned with Baxter Magolda’s (2004)
learning partnerships model, past studies have
shown that advising can help students cultivate a
sense of academic self-efﬁcacy and be transforma
tive through development of and reﬂection on
goals and volitional planning (Gore, 2006; Pizzo
lato, 2006). Although existing literature relates
social support to student retention, perceived
support has been less commonly investigated with
regard to academic motivation and performance
(Robbins et al., 2004). No known studies have
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Students learn in and out of a formal classroom,
and instructors and academic advisors play key
roles in academic motivation and learning.
Therefore, through the lens of self-determination
theory, we examined the ways perceived support
from instructors and advisors relates to satisfac
tion of college students’ basic psychological
needs. Advisor and instructor support correlated
with satisfaction of student needs for autonomy,
competence, and relatedness. Also, as hypothe
sized, instructor and advisor support predicted
satisfaction of basic needs, but did so differently.
Instructors and academic advisors create a
dynamic duo that significantly contributes to
satisfaction of basic psychological needs under
lying motivation and achievement.

Perceived Support
simultaneously investigated the motivational inﬂu
ence of perceived support from instructors and
academic advisors on the same group of college
students.
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Advisor Support
Whereas instructors primarily focus on student
mastery of speciﬁc course content, academic
advisors may possess greater opportunities to
teach broad strategies that enhance motivation
and achievement (Kallenbach & Zafft, 2004).
Advisors can facilitate student learning that
connects diverse interactions with speciﬁc course
content, campus resources, and educational
professionals to the overall college experience
(Borgard, 2009). For example, students entering
college may express dissatisfaction with low
perceived levels of instructor support, unaware
that instructors often willingly provide extra
assistance if approached (Oliver, Ricard, Witt,
Alvarado, & Hill, 2010). Advisors can empower
students by encouraging them to seek assistance
from instructors. When informed and supported
by instructors and advisors, students can pur
posefully construct and navigate the most mean
ingful experiences in pursuit of their aspirations.
Academic advising provides a prime venue for
institutions to educate and support students
outside of the classroom. However, empirical
studies have primarily demonstrated correlational
instead of predictive relationships between advis
ing and student outcomes. Speciﬁcally, strong
correlations exist between college retention and
nonacademic factors, including goals, social
support, and self-conﬁdence (Lotkowski, Rob
bins, & Noeth, 2004), while high standards and
support from advisors have been associated,
through student reports, with positive perceptions
of learning and high satisfaction with educational
experiences (Lan & Williams, 2005). Additional
research is needed to enhance understanding of
the impact of advising on student learning and
academic achievement.
Demetriou (2011) stated that ‘‘academic advi
sors may inﬂuence the development or decline of
motivation by helping students identify strategies
they can employ for academic success’’ (p. 19). In
the same study, she examined attribution theory
and college student motivation in the context of
learning behaviors, highlighting that sustained
motivation is more likely when students feel
control over outcomes. Other studies have
suggested that learning motivation is enhanced
when students believe they can apply appropriate
learning strategies (e.g., Baxter Magolda, 2004;
Pizzolato, 2006; Schunk & Zimmerman, 2006).
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Instructor Support
Students encounter challenges in and out of
the classroom that affect achievement. However,
limited studies focus on instructor social support
for college students, and few focus on provision
of such support outside of the classroom. College
students are more motivated to learn when
instructors practice ego supportive skills (i.e.,
empower students to feel positive about them
selves and in control of their environments)—
suggesting that when approached by stressed
students needing help, instructors can positively
inﬂuence academic motivation by assisting with
problem management (Frymier & Houser, 2000).
Jones (2008) demonstrated increased school
satisfaction and motivation to learn among
college students who received higher levels of
out-of-class instructor support (i.e., caring com
munication; responsiveness to needs; validation
of worth, feelings, or actions; help to manage or
cope with stress through provision of informa
tion, assistance, or other resources). Instructors
can communicate support through timely feed
back on assignments or through class discussions;
however, the impact of such support may be
enhanced when instructors assist students outside
of the formal classroom learning environment.
Instructor support can inﬂuence students’
attainment of academic goals. Faculty members
communicate course expectations and assist
students with the mastery of speciﬁc subject
matter required to complete courses. However,
course grades are not the only important educa
tional outcomes. Many students and faculty
members hold fragmented views of the educa
tional experience—isolating speciﬁc courses
from educational and career goals that comprise
the framework within which students expect to
experience immediate and long-term successes
(Borgard, 2009). While completed courses lead to
desired degrees and progress toward career goals,
factors outside of the classroom also affect goal
achievement. Through academic advising, faculty
members can ﬁll the support gap by teaching
students to connect multiple elements within a
cohesive overall college experience (e.g., explain
ing the reasons speciﬁc classes matter, describing
the ways subjects connect to or complement
others, and pointing out the cocurricular experi

ences best aligned with educational and career
goals).

Burt et al.
Students enter higher education with varying
beliefs about their abilities to navigate the college
environment; for example, some high school
students who enter college early express unreal
istic views (Wolk, 2005), and due to uncertain
expectations, ﬁrst-generation students may expe
rience anxiety (Davis, 2010). Academic advisors
can educate and support students to develop
strategies for navigating the college arena.
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Academic Applications of
Self-determination Theory
Self-determination theory (SDT) (Deci & Ryan,
1980, 1985, 2000, 2002, 2008; Deci, Vallerand,
Pelletier, & Ryan, 1991; Ryan & Deci, 2000a,
2000b) provides a framework within which
researchers can examine needs, goals, support,
motivation, and performance. Ryan and Deci
(2000a) addressed ways environmental conditions
relate to intrinsic motivation (e.g., through inherent
satisfaction), various levels of extrinsic motivation
(e.g., through compliance, self-control, conscious
valuing, or integration by personal synthesis), and
amotivation (e.g., through lack of intention or
control). Intrinsic motivation, the most desirable on
the self-determination continuum in terms of
positive psychological and behavioral outcomes,
results from personal choice. Extrinsic motivation
is controlled by external forces that inﬂuence selfdetermined outcomes, and amotivation indicates a
lack of self-regulated effort toward an outcome.
Goal attainment is enhanced through intrinsic or
integrated extrinsic motivation—conditions more
prevalent in situations through which three basic
needs are satisﬁed: autonomy, competence, and
relatedness (Ryan & Deci, 2000a).
Basic psychological needs for autonomy, com
petence, and relatedness are innate, and meeting
these needs is ‘‘essential for ongoing psychological
growth, integrity, and well-being’’ (Deci & Ryan,
2000, p. 229). According to SDT, autonomy—
which is similar to volition—reﬂects self-organized
experience and the freedom to make decisions
congruent with one’s integrated sense of self; under
SDT, autonomy differs from internal locus of
control, independence, and individualism. Compe
tence demonstrates a human inclination to affect
and glean valued outcomes from the surrounding
environment, and relatedness refers to desires for
loving, caring connections with others. Satisfaction
of basic psychological needs energizes motivation
to pursue and attain goals in diverse venues such as
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Academic Support Through Advising as
Teaching
The relatively recent shift toward a view of
academic advising as a teaching and learning
process (Lowenstein, 2005/2009) suggests simi
larity and potentially beneﬁcial interaction be
tween the support students receive from instruc
tors and advisors. Faculty members have the
potential to serve as effective advisors because
they typically create environments that promote
student learning and development. Academic
advisors can promote learning by mentoring
students toward effective goal setting, decision
making, relationship building, incorporating strat
egies for academic success as well as developing
self-regulation and self-determination (Wiseman
& Messitt, 2010). Whereas grades offer an
immediate measure of success in individual
classes, academic support potentially links suc
cess at every level of a student’s educational
experience—from speciﬁc courses to navigating
the broader college curriculum.
In addition to enhancing student development
and achievement, support from educational pro
fessionals positively affects college retention—an
indicator of success for individuals and institu
tions enhanced as students make persistent
progress in pursuit of degrees. Instructor support
outside the classroom may help students feel
more comfortable with and connected to teachers
and educational institutions, thus affecting school
persistence (Jones, 2008). Although not directly
addressed by Jones, teaching through academic
advising supports academic success of students
beyond speciﬁc classes.
Academic support is available through advis
ing that informs and encourages student partici
pation in learning opportunities and through
instruction that communicates course content
and concern about student success. For example,
academic and social support through curricular
learning communities improved retention of
students identiﬁed as at high risk of dropping
out (i.e., ﬁrst-year students living off campus and

those with substandard ACT scores) (Potts &
Schultz, 2008). Peer and faculty relationships
appear to ‘‘serve more than an academic function’’
(Beachboard, Beachboard, Li, & Adkison, 2011,
p. 40); thus, by engaging in relationships with
educational professionals, students may feel
motivated to complete a degree from a speciﬁc
institution. Returning to Habley and McClana
han’s (2004) point, the presence of a caring
individual on campus is a key contributor to
college student success.

Perceived Support

Instructor Support and Student Needs
Support from instructors can contribute to
satisfaction of students’ basic psychological
needs through provision of opportunities for
relatedness, encouragement of autonomy, and
validation of competence (Frymier & Houser,
2000). For instance, autonomy-supportive teach
ers can help meet K-12 student needs for
competence by providing information and guid
ance (Jones, 2008); teachers can also satisfy
needs for relatedness through interpersonal in
volvement, thereby beneﬁcially inﬂuencing stu
dents in academic and developmental domains
(Reeve, 2006; Reeve & Halusic, 2009; Reeve &
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Jang, 2006). Research relating instructor support
to basic need satisfaction in college students
remains limited (see, e.g., Beachboard et al.,
2011, for a study on enhanced relatedness in a
curricular-learning community), and expanded
understanding about meeting basic psychological
needs in the college teaching environment may
improve pedagogy and student learning out
comes.
Advisor Support and Student Needs
Although SDT has not been speciﬁcally
applied to advising in empirical studies, some
researchers have shown that quality academic
advising likely contributes to satisfaction of
students’ basic needs. For example, Bitz (2011)
demonstrated that advising contact and relation
ship quality are positively correlated with student
satisfaction; however, the study addressed relat
edness as a way to enhance an advising
relationship as opposed to meeting a basic need
that can be measured and modiﬁed to enhance
academic motivation. Firmin and MacKillop
(2008) found that students who frequently change
majors may have discounted or received inade
quate advice from high school guidance counsel
ors and subsequently enter college lacking selfawareness of their strengths and interests. Advi
sors can educate students about resources avail
able to assist with academic and career planning,
thereby contributing to satisfaction of competence
needs. In addition, peer relationships that encour
age autonomy can increase students’ conﬁdence
in their own decision-making abilities (Guay,
Senecal, Gauthier, & Fernet, 2003); thus, auton
omy-supportive academic and peer advising
could produce beneﬁts in relation to educational
and career decision making.
Present Study
We designed the present study to identify
contributions of university faculty members and
advisors in the context of academic motivation and
satisfaction of basic psychological needs. Accord
ing to previous studies, instructor support may lead
to satisfaction of student needs for competence
(e.g., Faye & Sharpe, 2008; Legault et al., 2006).
However, empirical literature does not demonstrate
previous application of SDT to investigate the
relationships between academic advising and
satisfaction of students’ basic psychological needs.
While the majority of academic motivation re
search has focused on K-12 students, we aimed to
expand the literature by exploring related
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personal relationships, religious practice, and
sports as well as in schools and workplaces.
Thwarted needs decrease intrinsic motivation and
may result in helplessness or development of
maladaptive behavior patterns (Deci et al., 1991;
Deci & Ryan, 2000; Ryan & Deci, 2000a, 2000b).
Academic motivation and performance are
enhanced in environments that support satisfaction
of students’ basic needs (Faye & Sharpe, 2008;
Sheldon & Krieger, 2007), and the reverse is also
true (Deci et al., 1991; Levesque et al., 2004).
Application of SDT to academic advising remains
uncharted territory, and according to Erlich and
Russ-Eft (2011), related literature would beneﬁt
from expansion based on research aligned with
theories from social sciences and other ﬁelds.
Indeed, they suggested that researchers have both
the license and obligation to extend advising
literature in this manner. Speciﬁcally, advisorscholars need to address ways instructors, advisors,
and others in educational institutions support
satisfaction of students’ basic needs to enhance
academic motivation and success.
SDT underscores the importance of perceived
security and relatedness (Deci & Ryan, 2008) for
understanding context-speciﬁc motivation and
well-being, thus aligning academic application of
the theory with Tinto’s (1975, 2005) assertions that
postsecondary institutions can meet student needs
through supportive environments. Studies demon
strate that supportive conditions likely enhance
student motivation, persistence, and academic
achievement in educational settings (e.g., Faye &
Sharpe, 2008; Katz, Kaplan, & Gueta, 2010;
Legault et al., 2006; Patall, Cooper, & Wynn,
2010; Reeve & Halusic, 2009). In summary,
meaningful support can create conditions that
enhance academic motivation through satisfaction
of students’ basic psychological needs.

Burt et al.
constructs in college students. To this end, we
applied SDT to academic advising and compared
perceived support from instructors and advisors in
a single sample of college students. The following
research questions guided our study:

Method
Participants
Participants consisted of college students, aged
18 to 25 years, enrolled at a large midwestern
public university (N = 147). We recruited students
from an introductory psychology course through
an online experiment management system, and
they received course credit for participation. We
informed students of study requirements, provid
ed our contact information, and assured them that
data would remain anonymous and conﬁdential.
Students could exit the study at any time without
penalty.
Materials
Participants responded to a series of questions
regarding basic psychological needs, perceived
support, and demographic characteristics (e.g.,
gender and age). We employed the Basic Needs
Satisfaction in Life (General) Scale (Self-Deter
mination Theory, n.d.a.) (see Ilardi, Leone,
Kasser, & Ryan, 1993, for illustration of SDT
application), which is comprised of 21 items used
to assess autonomy, competence, and relatedness
as basic psychological needs (Deci & Ryan,
2000, 2002; Ryan & Deci, 2000b). Perceived
support questions included original items and
those adapted from the following inventories: the
Teaching Styles Survey (Grasha & RiechmannHruska, 1996), Subject Impressions Question
naire (Self-Determination Theory, n.d.b.), and the
48

Procedure
Participants logged into an online experiment
management system using an existing username
and password. After giving their informed
consent, they received a questionnaire that
required approximately 30 minutes to complete
(no time limit was imposed). Data from partici
pants who took less than 15 minutes to complete
the questionnaire (n = 15) were excluded.
Additionally, seven cases were eliminated for
missing data on the Basic Needs Satisfaction in
Life (General) Scale (n = 7). In total, 22 cases
(14.9%) were deleted; however, because of the
large sample size (N = 147), the impact did not
inﬂuence results.
Results
Student Demographics
The ﬁnal sample consisted of 125 undergrad
uates, with 89% reporting their age between 18
and 20 years (n = 111) and fewer than 1% (n = 8)
reporting ages between 21 and 22 years. Female
students (n ¼ 81) outnumbered male students (n =
44), and the reported ethnicity was primarily
Caucasian (n = 107), followed by African
American (n = 9), other (n = 6), and Asian (n =
3). Seventy-one percent of students lived on
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RQ1. Based on student perceptions of
support, do college instructors sig
niﬁcantly contribute to the fulﬁll
ment of students’ basic psychological
needs?
RQ2. Based on student perceptions of
support, do academic advisors sig
niﬁcantly contribute to the fulﬁll
ment of students’ basic psychological
needs?
RQ3. Do student perceptions of advisor
support predict satisfaction of basic
psychological needs differently than
student perceptions of instructor sup
port?

Learning Climate Questionnaire (Williams &
Deci, 1996). The 148 perceived support items
addressed the importance of an instructor and an
advisor sharing expertise and knowledge, student
enjoyment of interaction with each person, and
the extent to which each individual provided the
student with choices among options. Perceived
support and basic needs questionnaires incorpo
rated a Likert scale from 1 to 7 (where 1 =
Strongly Disagree and 7 = Strongly Agree), and
some demographic items required a yes or no
response.
Participants responded to two different sets of
perceived support questions. The ﬁrst set prompt
ed students to answer questions while thinking of
one speciﬁc faculty member from whom they had
taken a college course. Team-taught courses were
speciﬁcally excluded because the instrument
required students to rate only one instructor.
Participants then addressed the same items while
thinking about their academic advisor. Students
did not provide the names of instructors or
advisors. We calculated the perceived support
variable by computing average instructor and
advisor scores for each participant.

Perceived Support

campus (n = 89), and 71% of students had a
declared major (n = 89).

Perceived Advisor Support and Basic Needs
We calculated the mean score for perceived
support from academic advisors (M = 5.15, SD
= .93) and subsequently applied Pearson
bivariate correlational analyses to explore
relationships between perceived advisor support
and the basic psychological needs of autonomy
(M = 5.08, SD = .79), competence (M = 5.25,
SD = .92), and relatedness (M = 5.74, SD
= .88). We found positive correlations for
perceived advisor support and autonomy,
r(125) = .410, p < .001; competence, r(125)
= .333, p < .001; and relatedness, r(125)
= .309, p < .001. These results demonstrated
that higher perceived support from academic
advisors related to higher levels of basic needs
satisfaction in students.
Prediction of Autonomy
We conducted a multiple regression analysis to
predict the satisfaction of autonomy needs by
perceived support from instructors and advisors.
Table 1 indicates that the regression model with
both predictors produced R2 = .190 and F(2, 124) =
14.314, p < .001, showing that this two-factor
solution signiﬁcantly predicted 19% of autonomy.
Additionally, beta weights for sources of per
ceived support indicated that support from
academic advisors (β = .361, p < .001)
signiﬁcantly predicted autonomy in this model.
Conversely, perceived instructor support (β
= .157, p = .07) did not signiﬁcantly predict
autonomy in this model. Examination of the
NACADA Journal
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correlations and beta weights for each predictor
suggested a mediation effect.
We applied a hierarchical regression to
examine potential mediation effects of the factors
in the model. Previous data suggested perceived
advisor support mediates the relationship of
perceived instructor support with autonomy;
therefore, in the regression, we ﬁrst entered data
on perceived instructor support. Results indicated
that perceived advisor support mediates the
relationship of perceived instructor support with
autonomy. Prior to introduction of perceived
advisor support, perceived instructor support
was signiﬁcant (β = .269, p < .01); however, as
displayed in Table 2, after we included data on
perceived advisor support, the instructor support
beta weight dropped by 42% and was not
signiﬁcant (β = .157, p = .07). In conclusion,
results regarding prediction of autonomy suggest
that perceived advisor support fully mediates
perceived instructor support.
Prediction of Competence
We conducted a multiple regression to predict
satisfaction of competence through perceived
Table 2. Hierarchical multiple regression of
autonomy satisfaction as a function of
instructor and advisor support, N = 125
Variable
B
SE B
Sig.
β
Step 1
Instructors
.235
.076
.269
.002
(Constant)
3.872
.395
<.001
—
Step 2
Instructors
.137
.075
.157
.070
Advisors
.306
.073
.361
<.001
(Constant)
2.797
.450
<.001
—
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Perceived Instructor Support and Basic Needs
To investigate the relationship between per
ceived instructor support and basic psychological
needs, we calculated mean subtotal scores for
average perceived instructor support (M = 5.14,
SD = .90), autonomy (M = 5.08, SD = .79),
competence (M = 5.25, SD = .92), and relatedness
(M = 5.74, SD = .88). Pearson bivariate
correlation results indicated a positive relation
ship between perceived support from instructors
and student needs for autonomy, r(125) = .269, p
< .01; competence, r(125) = .340, p < .001; and
relatedness, r(125) = .283, p < .01. This ﬁnding
revealed that as levels of perceived instructor
support increased, so, too, did satisfaction of
students’ basic psychological needs.

Table 1. Multiple regression predicting satisfac
tion of basic needs as a function of
instructor and advisor support, N = 125
Variable
B
SE B
p
β
Autonomy
Instructors
.137
.075
.157
.070
<.001
Advisors
.306
.073
.361
Competence
.262
.003
Instructors
.267
.089
Advisors
.250
.086
.252
.004
Relatedness
Instructors
.201
.086
.207
.021
Advisors
.231
.084
.245
.007

Burt et al.
Table 3. Hierarchical multiple regression of
relatedness satisfaction as a function of
instructor and advisor support, N ¼ 125
Variable
Step 1
Instructors
(Constant)
Step 2
Instructors
Advisors
(Constant)

B

SE B

β

Sig.

.275
4.330

.084
.439

.283
—

.001
<.001

.201
.231
3.519

.086
.084
.519

.207
.245
—

.021
.007
<.001

Prediction of Relatedness
Finally, we applied multiple regression analy
sis to explore the extent to which perceived
support from instructors and advisors predicted
satisfaction of relatedness. The two-factor model
signiﬁcantly predicted 13% of relatedness: R2
= .134, F(2, 124) = 9.450, p < .001.
Examination of beta weights for each factor
revealed that average perceived support from
instructors (β = .207, p < .05) and advisors (β
= .245, p < .01) were signiﬁcant; as shown in
Table 1, perceived advisor support was the
stronger predictor. Closer examination of
correlation values and beta weights for both
predictors suggested a mediation effect.
We applied hierarchical regression to investi
gate possible mediation effects. Based on previ
ous regression results, perceived advisor support
was expected to mediate the relationship between
perceived instructor support and relatedness.
Hierarchical regression results shown in Table 3
indicated that prior to introducing data on
perceived advisor support, the analysis revealed
perceived instructor support as signiﬁcant at the p
< .01 level (β = .283); however, with the
introduction of perceived advisor support, the
signiﬁcance of instructor support dropped (β
= .207, p < .05). This drop (but not complete loss)
in signiﬁcance suggested a partial mediation by
perceived advisor support on the relationship
50

Discussion
Findings of the present study demonstrated
positive correlations between instructor and advi
sor support and the satisfaction of students’ basic
psychological needs (i.e., autonomy, competence,
and relatedness) as proposed by SDT (Deci et al.,
1991; Deci & Ryan, 1980, 1985, 2000, 2002; Ryan
& Deci, 2000a, 2000b). Although relationships
were demonstrated between advisor and instructor
support for satisfaction of the need for competence,
the correlation with instructor support was stronger
than for advisor support. However, results indicat
ed stronger correlations between perceived support
from academic advisors than from instructors with
regard to meeting needs for autonomy and
relatedness.
Regression analyses indicated that college
student perceptions of instructor and advisor
support differ in terms of predicting satisfaction
of basic psychological needs as described by SDT.
Support from advisors signiﬁcantly predicted
satisfaction of needs for autonomy (fully mediating
instructor support as a predictor). Perceived
support from instructors and advisors signiﬁcantly
predicted satisfaction of needs for competence;
however, instructor support was a stronger predic
tor than advisor support. Similarly, perceived
support from advisors and instructors signiﬁcantly
predicted satisfaction of the need for relatedness.
Advisor support emerged as the stronger predictor
of relatedness (with advisor and instructor support
partially mediating one another in the model).
Satisfying Basic Needs Through Instruction
and Academic Advising
Autonomy. Results from this study demonstrate
that perceived support from academic advisors
signiﬁcantly predicted satisfaction of the student
need for autonomy, with a full mediation of
perceived instructor support by advisor support.
This ﬁnding initially seems misaligned with extant
research on autonomy-supportive classroom envi
ronments (e.g., Levesque et al., 2004); however,
results support Lowenstein’s (2005/2009) assertion
that advising is a teaching and learning process,
albeit with a different curriculum and pedagogy
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support from instructors and advisors. The two
factors predicted 17% of competence: R2 = .173,
F(2, 124) = 12.733, p < .001. Beta weights for
average perceived support from instructors (β
= .262, p < .01) and advisors (β = .252, p < .01)
were statistically signiﬁcant; however, as shown
in Table 1, perceived instructor support more
strongly predicted competence. We found no
evidence of mediation in this model.

between perceived instructor support and related
ness. Furthermore, perceived advisor support
dropped in signiﬁcance level within the model,
from β = .309 (p < .001) to β = .245 (p < .01),
revealing a partial mediation by perceived
instructor support on the relationship between
perceived advisor support and relatedness.

Perceived Support
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Habley and McClanahan (2004) found that
students’ educational outcomes are linked to their
beliefs that someone at the institution cares about
them as individuals. Although we did not explore
student retention, our ﬁndings about perceived
support and basic needs, as outlined by SDT
(Deci et al., 1991; Deci & Ryan, 1980, 1985,
2000, 2002; Ryan & Deci, 2000a, 2000b),
aligned with existing literature relating out-of
class support in an academic environment to
student satisfaction with an institution, academic
performance, and retention, particularly in groups
with traditionally higher dropout rates (e.g.,
Beachboard et al., 2011; Oliver et al., 2010; Potts
& Schultz, 2008; Robbins et al., 2004).
Limitations
This research contributes in novel ways to
existing academic motivation and SDT literature
with limitations apparent in two areas: measure
ment of motivation and potential overlap between
rated instructors and advisors. We did not
measure motivation in the present study, and
further validation of basic psychological needs is
necessary in relation to academic motivation.
Neither did we aim to identify speciﬁc individ
uals, therefore in some cases, the same person
may have been rated as both the student’s
instructor and advisor.
Implications and Future Research
Findings of our study have implications for the
advancement of theory and practice related to
academic support and motivation. Applications of
SDT are expanded through exploration of rela
tionships between perceived social support, basic
need satisfaction, and academic motivation in
college students. Educational professionals who
espouse student success as a desired (and
measurable) outcome may be inspired by this
application of theory to enhance practice. The
dual focus of the study (e.g., on support from
instructors and advisors) helps to clarify shared
and unique contributions of professionals who
educate and support students to enhance academ
ic motivation in and out of the classroom.
Although the ﬁndings were statistically signiﬁ
cant with regard to perceived support and basic
psychological needs, they did not reveal other
factors that may contribute to meeting student
needs for autonomy, competence, and relatedness,
leaving us to wonder: What other variables
belong in a formula for academic support that
optimally inﬂuences student motivation?
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than those of traditional instruction. Baxter Ma
golda’s (2004) learning partnerships model elabo
rated on fostering self-authorship in students, and
previous studies have linked academic motivation
and retention to support of students in their
development of goals and strategies for success
(e.g., Demetriou, 2011; Lotkowski et al., 2004;
Pizzolato, 2006). An autonomy-supportive advis
ing relationship may provide a venue for teaching
students to develop competencies related to
volitional, self-directed decision making in college
and beyond.
Competence. Findings indicate that the combi
nation of perceived support from instructors and
advisors predicted satisfaction of the student need
for competence, with instructor support a stronger
predictor than advisor support. In previous studies,
scholars explored the relationship between instruc
tor support and students’ academic competence
(e.g., Danielsen et al., 2009; Frymier & Houser,
2000; Gore, 2006; Patall et al., 2010; Reeve, 2006),
and the present results support past ﬁndings
indicating that interactions with instructors through
speciﬁc courses predict academic competencies
likely related to concept or subject mastery.
Additionally, our results show that perceived
support from academic advising predicted the
development of student self-efﬁcacy beliefs,
perhaps in relation to meeting long-term educa
tional or career goals. These results align with
ﬁndings of previous studies relating competencesupportive environments to student development
of strategies that address the challenge of
cohesively connecting various elements of the
college experience to facilitate goal achievement
(e.g., Borgard, 2009; Faye & Sharpe, 2008;
Legault et al., 2006; Schunk & Zimmerman,
2006; Sheldon & Krieger, 2007).
Relatedness. The present study illustrates that
advisor and instructor support predicted satisfac
tion of the student need for relatedness in the
college environment. Out-of-class instructor sup
port was previously linked to student feelings of
connectedness and comfort with an educational
institution as well as school persistence (Jones,
2008). However, advisor support was the stronger
predictor of relatedness in the present study (with
advisor and instructor support partially mediating
one another in the model), suggesting that even
though interactions with both academic personnel
contribute to meeting student relatedness needs,
advisors may have a greater opportunity than
instructors to develop caring connections.

Burt et al.

Summary
Students learn both in and out of the classroom,
and this study highlighted the collaborative inﬂuence
of instructors and academic advisors who contribute
to the educational process. Findings support previ
ous studies encouraging autonomy-supportive in
struction and highlight the need to expand empirical
investigation of the impact of advising on students
and institutions. Although instructors and advisors
employ different pedagogies and areas of emphasis
in their teaching, they form a dynamic duo that
signiﬁcantly contributes to the satisfaction of basic
psychological needs underlying students’ academic
motivation and goal achievement.
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