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Abstract
Academic advising in institutions of higher learning contributes to student success. At the
University of Northwestern, students and faculty advisors experienced academic advising
differently. In this qualitative phenomenological case study, interviews were conducted
with students majoring in psychology and psychology faculty advisors to understand their
perspectives on shared responsibility within academic advising. Seven themes emerged:
(a) communication, (b) understanding of processes of academic advising, (c) advisor
perceptions of support, (d) student perceptions of support, (e) advisor perceptions of
responsibility, (f) student perceptions of responsibility, and (g) student and faculty
perceptions of shared responsibility. The experiences of an honors scholar, a teaching
assistant, and a single mom were also highlighted. Recommendations are suggested in the
areas of enhancing communication about advising, improving understanding of processes
of advising, boosting university support for advising, and improving and refining shared
responsibility within advising. The findings could help optimize academic advising and
build stronger student–faculty relationships across any university campus.
Keywords: academic advising, higher education, shared responsibility, students,
faculty advisors
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CHAPTER ONE: INTRODUCTION
Background of the Problem
Hunter and White (2004) recommended that academic advising should have the
highest priority within institutions of higher learning. The leaders of the University of
Northwestern (UNW) in St. Paul, Minnesota, a small liberal arts school of approximately
3,500 students, have sought to apply this recommendation. Researchers have found that
faculty do not always believe students are prepared for academic advising and that some
students feel their advisors are ineffective (Allen & Smith, 2008; Vianden & Barlow,
2015). Such findings have led leaders of institutions of higher learning to question how
advising responsibilities should be shared between students and academic advisors
(Vianden, 2016). At UNW, an advising task force published advising procedures in 2017
to guide decisions related to academic plans by outlining the specific roles and
responsibilities that both academic advisors and students must assume within academic
advising relationships (see Appendix A). UNW (2018a, 2018b) later reported the results
of two institutional quantitative surveys that assessed how faculty and students perceived
advising relationships in terms of the new advising procedures. However, more academic
advising research could be done to detect whether students and advisors are cognizant of
their respective responsibilities. I employed a qualitative phenomenological case study to
better understand students’ and faculty advisors’ perceived shared advising
responsibilities. The findings of this study could be helpful to advisors and students and
build stronger relationships between them across the UNW campus.
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Statement of the Problem
At UNW, leaders have not yet determined whether academic advisors and
students are aware of, and holding each other responsible for, their assigned roles in
academic advising relationships as prescribed in the Academic Advising Guide (see
Appendix A). Through inquiry with an assistant dean at UNW, I found that roles were
often confused. Improvement of higher education advising models requires evaluating
existing models and separating successes from failures (Frost, 1991). For example, for a
model to be deemed effective, student–advisor pairs who hold themselves accountable to
their institutions’ advising procedures should generally report positive experiences
(Pardee, 2004). Ineffective advising can lead to misunderstandings about graduation
requirements, poor retention rates, and unhappy students (Kolodner, 2017). The
responsibilities and knowledge required of an advisor can often be complex (Folsom et
al., 2015). For instance, Vianden (2016) found that unsatisfactory experiences with
unresponsive or unknowledgeable advisors impacted students’ morale and motivation. As
another example, consider student athletes, whose eligibility to compete in collegiate
sports depends on taking required credits and courses (Johnson, 2013). Low-quality
advising could endanger the progress of such an athlete toward a degree, which would
then be damaging to the student’s financial aid (Johnson, 2013). Or consider students
receiving veterans’ benefits or other federal aid, who risk losing funding as a result of
low-quality advising (Rans, 2016). More generally, incorrect academic advice can delay a
student’s graduation (Kolodner, 2017). Advising affects institutions too, because students
who share positive and negative experiences about academic advising with people
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important to them engage in word-of-mouth marketing for their institutions (Vianden,
2016).
Advising is integral to student success (Nutt, 2006), but less clear is on whom
responsibility falls with regard to matters such as financial aid and enrollment
requirements. There was a critical need to more clearly understand the role of shared
responsibility in advising relationships as it relates to improved student experience at
UNW. In this study, I compared the lived experiences of advisors and students to the
shared responsibility ideals presented in the UNW advising guide (see Appendix A;
Creswell & Creswell, 2018).
Purpose of the Study
The purpose of this phenomenological case study was to explore students’ and
faculty advisors’ perceived responsibilities within academic advising at a small,
Christian, Midwestern liberal arts university. The study may benefit UNW but is not an
explicit part of UNW’s institutional goals or research.
Research Question
A single research question guided this study: How do undergraduate faculty
advisors and students describe their lived experiences of shared responsibility in
academic advising at a small, Christian, Midwestern university?
Aim of the Study
The aim of this study was to identify the ways in which faculty and students
found common ground (and not) as it relates to shared responsibility and the practices
and processes that inform advising relationships. This study gained knowledge regarding
the preferences and tendencies that students and faculty advisors have for following
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through on, or avoiding, their respective academic advising responsibilities.
Recommendations and general observations are suggested for the institution as they
revisit the advising relationship, best practices for processes of advising, training, and
institution-specific information in the future.
Proposed Methodology
I used a qualitative phenomenological case study approach to investigate the lived
experiences of students and faculty advisors. Yin (2014) described case studies as either
explanatory, exploratory, or descriptive. This research was descriptive in nature because
of the real-life context that was discussed. Case studies help a researcher to define a
contemporary phenomenon within a real-life context when the boundaries between the
phenomenon and its context are not clear and the researcher has little control over the
phenomenon and its context (Yin, 2014). Phenomenological inquiry rests on the
assumption that a shared experience has an essence or essences (Patton, 2002), and it
involves describing common meanings that several individuals ascribe to their experience
of a phenomenon (Creswell & Poth, 2018). This meaning is not only meaning of words
but also meaning of experiences as lived by each individual (van Manen, 2017). I applied
inductive reasoning in the case study by gathering data, looking for patterns in the data,
and creating a set of general propositions about the experiences described in the data that
supported reasoning about the studied phenomenon (Creswell & Creswell, 2018).
Qualitative research allows individual participants to share their input on an issue,
particularly those who have not been asked to speak up about that issue in the past, and
this is conducive to studying students’ and faculty advisors’ lived experiences of
academic advising (Creswell & Creswell, 2018). Narrative could then be built around
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stories to best explain and understand views of students or their advisors that might have
been suppressed or ignored in the past. Students and faculty who shared their experiences
and feedback helped to provide themes common to their respective populations (Creswell
& Creswell, 2018).
I used semistructured interviews based on standardized questions that allowed
probing questions to clarify answers (Babbie, 2017). I recorded the audio of the
interviews, transcribed the audio, and coded the transcripts to identify relevant themes.
The interview process helped me better understand the common experiences that students
and faculty advisors have of UNW and advising and then identify a course of action to
improve advising.
Definitions of Relevant Terms
This section defines terms used throughout this dissertation.
Academic advisors/faculty advisors: Full-time employees who help to clarify the
purposes of a program’s requirements, make personal connections, and plan for the
future. For the purposes of this study, the terms “academic advisor” and “faculty advisor”
are used interchangeably.
Generation Z: Individuals born between 1995 and 2012 (Meister & Willyerd,
2010).
Professional advisors: Advising specialists who have a primary focus of advising
students and then working on career development, retention, curriculum, and—
sometimes—teaching (Krush & Winn, 2010; Lynch & Stucky, 2000).
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Responsibility: The sense in which I use responsibility in this study is
accountability for words and acceptance of consequences of what an individual has said
he or she will do to fulfill a promise (Merriam-Webster, n.d.).
Shared responsibility: A style of advising that encourages both students and
faculty advisors to assume responsibility for the educational process and help students
achieve their best in planning, problem-solving, and decision-making (Allen & Smith,
2008).
Limitations, Delimitations, Assumptions, and Personal Biases
Limitations
While the student and faculty advisor population at UNW was representative of
the local population, it was not socioeconomically diverse, and because of the
methodological approach chosen, the results are not be generalizable beyond the domain
of institutions similar to UNW. Participants’ responses may have varied based on a
cultural idea of what Veldof and Bonnema (2014) referred to as “Minnesota Nice” (p. 1).
Minnesota nice is a stereotype of people from Minnesota that includes polite friendliness
and mild manner. According to Atkins (2008), this stereotype originated in Scandinavian
culture. Respondents may therefore have hesitated to provide constructive or critical
feedback.
Another limitation of this study was that student participants were asked to talk
about their faculty advisors, and vice versa, and participants may have hesitated to be
straightforward and honest when doing this. I took several measures to protect the
confidentiality of participants and their statements throughout the study, including the use
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of pseudonyms to protect the identities of participants during gathering of data and
reporting of results.
Delimitations
According to Bryant (2011), delimitations are “factors that prevent you from
claiming that your findings are true for all people in all times and places” (p. 57).
However, the participants in this study were all associated with one university. Student
participants were full-time (12 or more credits) junior or senior psychology majors.
Faculty advisor participants were full-time employees who worked in the psychology
department and lived in or around St. Paul, Minnesota. Student participants had been at
the institution since their freshman year unless otherwise noted.
Due to cost, time limitations, and a global pandemic (COVID-19), I personally
conducted Zoom video call interviews over the course of three weeks. In the event that I
needed additional time to collect data, I planned to adjust my schedule and be nimble
with interviews. I wanted to give myself time to think through collected data. For the
convenience and consistency interviews, the study included in-person students only and
excluded online students. The study was initially, however, designed to be conducted in
person and the initial recruitment strategy of students was for students taking classes in
person and not online.
Assumptions
I assumed that the student and faculty samples I selected from within the
psychology department were representative of the UNW student and faculty populations.
I also assumed that participants replied to interview questions honestly and candidly.
However, I also tried to compensate for the potential influence of the Minnesota nice
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phenomenon (Veldof & Bonnema, 2014), which may have prevented individuals from
honestly expressing criticism.
Personal Biases
I obtained experience working with undergraduate faculty advisors and students
in relation to academic advising from working as a director of advising at Augustana
University in Sioux Falls, South Dakota; however, I no longer work with undergraduate
students and faculty advisors. I have had no professional relationships with any of the
undergraduate advisors or students at UNW.
I recognized that I must take into account any personal preconceived ideas
regarding shared responsibility in academic advising, and I consciously removed any
observational preconceptions that I formed throughout the crafting of interview
questions, the interview process, the data analysis, the writing of conclusions, and every
other part of the study. I articulate the steps I took to control my bias in Chapter 3.
Although I had experience of the challenges and best practices of shared
responsibility advising, I worked closely with my committee members to acknowledge
and control biases at each phase of the study. My familiarity with the advising process
and my more than 15 years of exposure to higher education and work practices within the
field may even have been useful for the study because, as a result of my experience, I
shared language and experience with the faculty advisors in the study.
The Role of Leadership in this Study
Working at a small, Midwestern, Christian institution has opened my eyes
regarding service to God and others. The study focused on care for each student as a
whole person, which is consistent with the Jesuit charism cura personalis (Lowney,
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2013). I desired to improve student success by enhancing academic advising practices
through researching shared responsibility; my desire to improve academic advising was a
form of servant-leadership assistance. As a growing leader, I realized that servant
leadership was woven into many parts of my own personal mission. Servant leadership
encourages focus on the interests of others over self (Greenleaf & Spears, 2002). It
emphasizes leaders empowering followers to engage in personal development to achieve
a shared vision (Smith et al., 2004). The shared responsibility I investigated includes
students’ success in progressing toward their degrees and advisors’ help in improving the
overall model of academic advising and shared responsibility. I hoped to create
momentum around academic advising that would spark care for each student (Lowney,
2013) and advisor relationships that are selfless and wholesome (Greenleaf & Spears,
2002). This study helped to determine the current state of implementing UNW’s shared
responsibility approach to academic advising and identify consistent patterns of
misunderstandings of responsibilities in academic advising, and I conducted the study in
the spirit of cura personalis and servant leadership (Greenleaf & Spears, 2002; Lowney,
2013).
Significance of the Dissertation in Practice Study
This study made significant contributions to the body of literature on academic
advising for three main reasons: First, understanding Generation Z students and their
perspectives on faculty advising relationships was important to UNW and institutions
across the globe (Seemiller & Grace, 2016).
Second, an advisor–advisee relationship includes the needs of both parties and
their perceived personal responsibilities in academic advising (Crookston, 1972). I
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examined the advisor–advisee dyad from the perspectives of both students and faculty
advisors. This revealed misunderstandings (and common understandings) regarding
academic advising responsibilities assigned to students, faculty advisors, or both students
and faculty advisors.
Third, not only has the study assisted UNW’s institutional research, it could also
assist leaders at other similar institutions who wish to improve shared responsibility
undergraduate advising techniques. If leaders could improve advising and shared
responsibility models, they could improve their schools’ retention and graduation rates
(Sousa, 2016), which in turn could lead to increased enrollment and institutional growth.
Summary
By conducting this qualitative study, I explored narratives about the relationships
between students and faculty advisors. The purpose of this phenomenological case study
was to better understand students’ and faculty advisors’ perceptions of shared
responsibilities in academic advising with the aim of developing stronger advising
practices. The study was organized around a research question that asked how
undergraduate faculty advisors and students describe their lived experiences of shared
responsibility in academic advising at a small, Christian, Midwestern university.
In this chapter, I discussed limitations, delimitations, and assumptions underlying
collection of data for the study. I then addressed my personal biases, which may have
influenced the research. Further, the role of leadership within this study focused around
cura personalis and servant leadership (Greenleaf & Spears, 2002; Lowney, 2013).
The significance of the study was threefold. First, it provided understanding of the
perceptions Generation Z students have of their lived experiences with academic
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advising. Second, it revealed misunderstandings (and common understandings) regarding
academic advising responsibilities assigned to students, faculty advisors, or both students
and faculty advisors through examination of the advisor–advisee dyad. Third, it assisted
UNW’s institutional research and could also assist leaders at other institutions of similar
size with similar advising structure who wish to improve shared responsibility
undergraduate advising techniques. In the end, the findings of the proposed study will
guide discussions that may better support the model of shared responsibility as it relates
to academic advising.
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CHAPTER TWO: PRELIMINARY LITERATURE REVIEW
Researchers have documented several factors that contribute to the retention and
academic success of students (Drake, 2011; Nutt, 2006; Ohrablo, 2010; Paul &
Fitzpatrick, 2015; Robbins, 2013). Although academic advising is only one of several
contributing factors, Vianden (2016) suggested that the student–advisor connection is
essential to the retention of students and academic success at undergraduate institutions.
Furthermore, advising is an internal factor that can be manipulated and ultimately
improved, unlike external influences such as family support, race, or socioeconomic
status (Drake, 2011). In this chapter, I synthesize existing literature regarding academic
advising, particularly the various approaches possible to academic advising. I discuss the
benefits and costs of each approach and compare them to one another. I conclude this
discussion by describing the evolution of the academic advising concept of shared
responsibility (Frost, 1991), which has grown in popularity among both practitioners at
institutions of higher education and researchers investigating academic advising. Shared
responsibility capitalizes on the known benefits of holistic advising techniques and also
spreads responsibilities that traditionally belonged to advisors among both advisors and
students (Frost, 1991).
I begin the chapter with a brief history of academic advising and then discuss the
following topical areas: (a) commonly used academic advising models; (b) academic
advising functions and responsibilities from the perspective of faculty advisors, the gap in
understanding student perceptions of their responsibilities in academic advising
relationships, and institutional knowledge about academic advising related to the
experiences of UNW students and faculty advisors; and (c) the concept of shared
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responsibility as it relates to academic advising, ownership in the workplace,
accountability and mentoring, and social theory and relational cohesion. Close evaluation
of the themes in existing literature regarding academic advising permits conceptualization
of best practices for implementing shared responsibility in student–advisor academic
advising relationships.
Common Academic Advising Models
Historically, the highest performing and most rigorous institutions of higher
learning in the United States have had strong practices related to academic advising (De
Sousa, 2005). As the needs of students have changed over time, the advising models
practiced have likewise changed (De Sousa, 2005). In this section, I introduce the
historical context of academic advising and then discuss several common advising
models: prescriptive, developmental, intrusive/proactive, and appreciative.
Historical Context
Since the late 18th century, leaders of schools such as Harvard, William and Mary,
Yale, King’s College, and Dartmouth have been concerned with the development of
students and their disciplines via moral and intellectual education both inside and outside
the classroom (Brubacher & Rudy, 2017; Rudolph, 1990). Around 1920, formal advising
emerged on college campuses throughout the United States (Cook, 2009). In the 1930s,
the American Council on Education (1937) noted that academic institutions of higher
learning should be responsible for more than instruction within the classroom. The
council stated that colleges and universities should enrich scholarship, research, creative
imagination, and human experience. Part of this increased involvement included assisting
students to develop as people rather than providing intellectual training alone (American
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Council on Education, 1937). Although the conversation about the importance of
advising on college campuses began in the early 1900s, nobody defined or examined
academic advising as a formal practice until record numbers of students began to attend
college after World War II (Cook, 2001). In subsequent sections I will therefore talk
about the models that have emerged since World War II and examine the relationship
between academic advising and students’ experiences (Creamer & Creamer, 1994;
Crookston, 1972; Drake et al., 2013; Fielstein & Lammers, 1992; Frost, 1994; O’Banion,
1972, 1994; Winston et al., 1982).
Although each model has attracted empirical and practical support, practitioners
and researchers have yet to agree on the most effective model for delivery of academic
advising (Allen & Smith, 2008). In the sections that follow, I elaborate on four popular
advising models and distinguish them along the dimensions of degree of complexity
(simple or complex), altruism (low or high), communication method (unilateral or
bilateral), and weight of responsibility (heavier for academic advisor or student).
Prescriptive Model of Advising
Prescriptive advising is a traditional model that treats advising as an
administrative function (Stockwell, 2015). An advisor following this model prescribes a
graduation path for each student (Drake, 2011); communication is therefore unilateral. It
is simple, requires low altruism, and puts a heavy responsibility on the academic advisor
to provide accurate advice regarding courses required for graduation. Drake (2011) also
mentioned that advising sessions are typically limited to academic matters, such as course
selection, registration, and graduation requirements. Students expect academic advisors to
have answers to all their questions (Stockwell, 2015). Crookston (1972) compared
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prescriptive advising to a line of communication in which the academic advisor is more
responsible than the student during advising because the academic advisor tells the
student what to do and the student does what they are told. This approach allows an
advisor to answer simple questions (Drake, 2011), but it does not address comprehensive
academic concerns that other advising models, such as developmental advising, can.
Developmental Model of Advising
Developmental advising contrasts strongly with prescriptive advising (Crookston,
1972). Crookston (1972) suggested that developmental advising should be the
cornerstone of academic advising, and others have subsequently developed several wellknown definitions and frameworks of developmental advising (Chickering, 1994;
Creamer & Creamer, 1994; Fielstein & Lammers, 1992; O’Banion, 1994; Ohrablo,
2010). Developmental advising is generally complex, requires a high degree of altruism
from the advisor, and puts heavy responsibility on the academic advisor (Ohrablo, 2010).
In developmental advising, unlike in prescriptive advising, advisor and student interact
bilaterally (Chickering, 1994). In a developmental advising relationship, an advisor
serves as a teacher who guides the partnership to enhance a student’s self-awareness and
academic fulfillment (O’Banion, 1994). Fielstein and Lammers (1992) noted that the
fundamental functions of developmental advising are to improve study skills, plan
courses of study, understand students’ values, improve interpersonal skills, and explore
career options. Ohrablo (2010) suggested that developmental advising is the most holistic
form of academic advising and found that its use correlated with increased academic
success and retention compared to use of other advising models. Ohrablo argued that the
success of developmental advising sessions can be measured by faculty assessments of
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anticipating students’ needs, exploring options, and moving students forward to graduate.
By having a strategic direction for each advising discussion, faculty advisors can
maximize helpfulness and impact on decisions for future coursework and life planning
(Ohrablo, 2010).
Differing slightly from the conceptual framework developed by O’Banion (1972),
the conceptual framework of developmental advising offered by Creamer and Creamer
(1994) consists of setting up career and life goals, building self-insight and self-esteem,
broadening interests, establishing meaningful interpersonal relationships, clarifying
personal values and styles of life, and enhancing students’ critical thinking and reasoning.
Creamer and Creamer suggested that these goals be set by students alongside their faculty
advisors, whereas O’Banion’s (1972) model relies on the faculty advisor asking probing
questions that lead students to vocalize their goals. Creamer and Creamer also proposed
developmental advising as a way to partner students with supportive advisors and identify
fundamental challenges students might face during their educational journeys.
Chickering (1994) viewed the fundamental purpose of academic advising as
assisting students to become effective and independent agents of their own ongoing
personal growth upon graduation. According to Chickering, developmental advising
increases a student’s capacity to make long- and short-term decisions, which may impact
lifelong relationships with colleagues and family members. Advising assistance helps
students develop their own self-awareness and self-cognizance of their challenges
through life span development (Chickering, 1994). Chickering’s perspective generally
aligns with that of Creamer and Creamer (1994); however, Creamer and Creamer
expected each student to develop specific goals toward which all advising efforts drive,
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whereas for Chickering the ultimate goal of advising is for students to achieve
independence.
Regardless of the conceptual framework of developmental advising preferred,
Robbins (2013) pointed out that an academic advisor’s ability to understand a student’s
desires and concerns is central to the advisor–student partnership in developmental
advising. Perhaps the most salient characteristic of developmental advising is its
dependence upon an academic advisor’s high level of altruism (Jordan, 2016). Jordan
(2016) noted that academic advisors who are aware of their advisees’ needs are best
grounded in developmental processes. However, the practice may not be feasible for all
faculty advisors, because the median number of advisees per faculty advisor at private
schools has hovered around 100 per academic year based on the National Academic
Advising Association’s 2011 National Survey of Academic Advising (Robbins, 2013).
The full responsibilities of faculty advisors—including research, teaching, and
administration—may prevent them from providing the time and altruistic attention to
their advisees that they wish they could.
Although developmental advising might provide greater retention and academic
success than prescriptive advising (Chickering, 1994; Creamer & Creamer, 1994;
Fielstein & Lammers, 1992; O’Banion, 1994; Ohrablo, 2010), a quick transition to this
form of advising is unlikely to result in success (Robbins, 2013). Precursory investments,
such as having adequate student support services, reducing the number of students for
whom faculty advisors are responsible, and providing adequate training to faculty
advisors, are imperative (O’Banion, 1994; Robbins, 2013).
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King (2005) called for a specific approach to developmental advising in which
academic faculty advisors aid in academic advising while other officers share
responsibilities associated with developmental advising, such as development of study
skills and career assistance. This alternative type of developmental advising splits
accountability between faculty advisors, who may already be busy enough with other
responsibilities, and other entities. Several other researchers have supported King’s
approach (Drake et al., 2013; He & Hutson, 2016; Lowenstein, 2005; McWilliams &
Beam, 2013). When advising responsibilities are split among faculty advisors and
professional advisors, greater effort can be put toward developmental advising, which
may be combined with other effective strategies, such as strengths-based advising,
advising as teaching, and advising as coaching (Drake et al., 2013; Lowenstein, 2005;
McWilliams & Beam, 2013; Soria et al., 2017). Each of these techniques may contribute
to, or be influenced by, the developmental aspects of academic advising.
Intrusive/Proactive Model of Advising
Varney (2007) believed intrusive advising occurs when academic advisors do not
wait for students to come to them but instead proactively reach out to students to provide
them with advice and support before situations develop. She mentioned that academic
advisors make this intentional contact with students to help improve academic motivation
and persistence. This type of advising is complex, requires a high degree of altruism from
academic advisors, starts with unilateral communication and moves toward bilateral
communication, and puts heavy responsibility on academic advisors—even more than
developmental advising does. Intrusive/proactive advising uses qualities of both
developmental advising and prescriptive advising along with experience, awareness of
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student needs, structured programming, and relation to a student’s total needs (Varney,
2007). Heisserer and Parette (2002) found that an important step in helping students to
feel cared for by an institution was participation in an orientation that included up-front,
clear, and interactive discussion of who academic advisors were, their roles in the
academic experience, and how they could be contacted. The more connected students feel
to their faculty advisors, the more likely they are to ask for support (Heisserer & Parette,
2002). Intrusive advising makes introduction of advising a top priority and jump-starts
the advising relationship by having academic advisors anticipate forthcoming challenges
(Varney, 2012). The purpose of this practice is to provide support and outreach to
students before reactive efforts are required (Earl, 1988).
Other aspects of intrusive academic advising described by Varney (2007) are
monitoring of students’ grades and connecting with students through their involvements
(e.g., in hallways, on campus, or at sporting events). As in the prescriptive advising
model, intrusive/proactive advising relies heavily on extensive knowledge on the part of
advisors (Varney, 2007). For example, advisors should know the school, its resources, its
staff members, and their availability. Advisors should also be trained in academic areas
that impact students’ well-being and success, monitor the progress of students regardless
of the students’ presence, and maintain clear boundaries within student relationships
(Thomas & Minton, 2004). Additional characteristics of an intrusive advisor include
positive attitude, openness and honesty, and professionalism at all times (Thomas &
Minton, 2004). By proactively contacting students before the students reach out, advisors
can lessen the distractions that occupy students’ time near semester end by creating early
connection (Varney, 2007). However, proactive advising can demand a great deal of time
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from an academic advisor. Although proactive advising has initial high demands on an
academic advisor, the intent of this approach is for those demands to lessen over time.
Kuh and Hu (2001) argued that openness in educational conversations benefits the
advising process. If students need to reach their faculty advisors during times of
difficulty, open faculty conversations based on prior intrusive interactions can help them
feel comfortable doing so (Kuh & Hu, 2001). Frequent, high-quality student–advisor
interactions have the greatest impact on students’ intellectual growth (Kuh & Hu, 2001).
If a student feels cared about through faculty advisor interaction and contact, they will
feel more empowered and validated as a member of campus (Kuh & Hu, 2001).
Chickering (1994) and Creamer and Creamer (1994) proposed approaches to
developmental advising that are consistent with intrusive/progressive advising to the
extent that they lead to long-term and specific goal setting.
Appreciative Model of Advising
One of the newest advising models is appreciative advising, which is similar to
developmental advising and was first introduced in the early 2000s (Kamphoff et al.,
2007). Appreciative advising is an intentionally collaborative practice in which academic
advisors ask positive, open-ended questions to help students optimize their educational
experiences and reach their goals (Bloom & Martin, 2002). This form of advising
requires altruism and puts a heavy responsibility on institutional officers and academic
advisors to inquire about students and conduct more complex and bilateral
communication between various offices on campus. As a way to utilize appreciative
advising, Hurt and McLaughlin (2012) encouraged small group communicative
interactions among students to effectively facilitate conversations with multiple campus
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offices. These small group interactions helped to clarify where within the realm of
academic success college students placed their energy and motivation (Hurt &
McLaughlin, 2012).
The appreciative model of advising may be more progressive than others; it
enhances connections between academic advisors and students through other elements of
the campus community and positive engagement guided by a social and active process of
appreciative inquiry (Bloom et al., 2013). Appreciative inquiry forms the basis of
appreciative advising and, when considering change and the future, focuses on expanding
positivity rather than on what is wrong (Cooperrider & Whitney, 2001). According to
Cooperrider and Whitney (2001), appreciative inquiry employs four phases: discovery
(appreciating what is), dream (imagine what might be), design (determine what should
be), and destiny (create what will be).
Practical guidelines for appreciative inquiry within appreciative advising include
a so-called six-d granular model with the six phases of disarm, discover, dream, design,
deliver, and do not settle (Bloom et al., 2013). In the disarm phase, faculty advisors
intentionally create an environment that is open and welcoming for students (Bloom et
al., 2013). The authors mentioned that this phase is meant to help students feel that their
faculty advisors are approachable and ease any fears about matters such as their academic
standing or the advising process in general. They indicated faculty advisors work to
accomplish this by asking positive questions that focus on achievement of goals and
friendly dialogue. In the discover phase, faculty advisors ask students open-ended
questions to help highlight students’ strengths (Bloom et al., 2013). The authors noted
this is important because it assists students with building on their existing talent. They
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said in the dream phase, faculty advisors ask students about their hopes and dreams for
the future. Developing capacity for imagination is an important part of the dream phase
because this development encourages a positive and growing mind (Bloom et al., 2013).
During the design phase, faculty advisors work with students to come up with plans
together that will help the students progress toward the dreams discussed in the dream
phase (Bloom et al., 2013). The authors mentioned that collaboration between student
and faculty advisor may result in concrete guidance for daily actions to uncover strengths
and advance toward dreams. They said during the deliver phase, faculty advisors
encourage students to be confident by practicing resilience and overcoming challenges.
Faculty advisors also encourage students to use the skills they have developed, with
advisor facilitation, to improve their own capacities. In the final do not settle phase,
faculty advisors help their students to see their own long-term futures with continuous
growth from learning (Bloom et al., 2013). In this phase, faculty advisors ensure that
students are prepared to make sure that they get what they need out of their future
endeavors (Bloom et al., 2013). Faculty advisors must be innovative and willing to follow
through and build on these phases, which could mean doing more than what is strictly
required to help students succeed (Bloom et al., 2013).
At the undergraduate level, He and Hutson (2016) studied an application of
appreciative advising in which academic advisors developed relationships with students
so that when challenges occurred students would feel connected to their institution. He
and Hutson recognized the components of appreciative inquiry in their mixed methods
design, which relied on a logistical statistical model framed around the conditions of
disarm (identifying purposes and stakeholders), discovery (exploring history, resources,
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and inputs), design (specifying questions, design, and methods), deliver (conducting data
collection and analysis), and do not settle (making data-based decisions). In a joint effort,
a variety of university officers applied appreciative inquiry and a growth-type mindset
(similar to that of the 6-d model of Bloom et al., 2013) to maximize advising, and the
participants perceived this as a high-quality approach to advising (He & Hutson, 2016).
He and Hutson’s findings highlighted the importance of academic success centers and
approaches similar to the one advocated by King (2005), which have led to movement in
some schools away from centralized advising (in which faculty advisors own advising) to
decentralized advising (in which various officers and professional advisors take
responsibility for advising). Appreciative inquiry within academic advising is a
progressive model that illustrates how to share advising responsibilities among students,
academic faculty advisors, and professional advisors.
Functions and Perceptions of Responsibility
Regardless of the model used, each advisor–advisee relationship involves certain
functions and responsibilities. To better understand these relationships, researchers have
looked at the collaborative link between making decisions and accomplishing goals.
Academic advising is a mixture of academic advisor responsibilities and student
responsibilities. Allen and Smith (2008) defined “advising responsibilities” in terms of
“advising functions,” and the terms may be used interchangeably. They described 12
advising functions within five domains that researchers have associated with quality
developmental advising (
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Table 1; Allen & Smith, 2008). In later sections, I focus on student preferences in
connection with the developmental advising model, and I apply this model when
considering advising responsibilities.
Frost (1991) emphasized the importance of communication and follow-through of
what faculty advisors or students do to accomplish goals. Faculty advisors need to know
what they should be teaching while interacting with their students, and students need to
know what they should be learning through their interactions with faculty advisors
(Martin, 2007). The responsibilities of academic advising are multifaceted, and
performance of these responsibilities varies among advisor–student relationships (Allen
& Smith, 2008). To further examine these responsibilities, it is necessary to examine the
perspectives of both faculty advisors and students.
Advisor Perceptions of Responsibility
Nutt (2006), former associate director of the National Academic Advising
Association, argued that an advisor offers a student a personal connection to their
institution that is empirically vital to student retention and student success. However,
faculty advisors have often viewed advising as a low priority within their heavy workload
of teaching, research, and service (Vowell & Farren, 2003). Allen and Smith (2008)
discussed how to implement several advising models that assign varying degrees of
responsibility to faculty advisors. To investigate different approaches to addressing
student dissatisfaction with academic advising, Allen and Smith surveyed faculty
advisors to identify which academic advising responsibilities they perceived as advisor
functions. The researchers based their survey instrument, the Inventory of Academic
Advising Functions—Faculty, on findings from the previous 30 years; faculty advisors
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Table 1
Definitions of, and Corresponding Variable Names for, Academic Advising Functions
Variable name

Definition of academic advising function
Integration functions

Overall connect

Academic advising that helps undergraduate students
connect their academic, career, and life goals

Major connect

Academic advising that helps undergraduate students
choose among courses in the major that connect their
academic, career, and life goals

General education connect

Academic advising that assists undergraduate students with
choosing among the various general education options
(e.g., choice of capstone, cluster, courses within cluster)
that connect their academic, career, and life goals

Degree connect

Academic advising that assists undergraduate students with
deciding what kind of degree to pursue (bachelor of
science, bachelor of arts, bachelor of music) in order to
connect their academic, career, and life goals

Out-of-class connect

Academic advising that assists undergraduate students with
choosing out-of-class activities (e.g., part time or
summer employment, internships or practicum,
participation in clubs or organizations) that connect their
academic, career, and life goals
Referral functions

Referral academic

Advising that refers undergraduate students, when they
need it, to campus resources that address academic
problems (e.g., math or science tutoring, writing,
disability accommodation, testing anxiety)

Referral nonacademic

Advising that refers undergraduate students, when they
need it, to campus resources that address nonacademic
problems (e.g., childcare, financial, physical and mental
health)
Information functions

How things work

Advising that assists undergraduate students with
understanding how things work at this University
(understanding timelines, policies, and procedures with
regard to registration, financial aid, grading, graduation,
petitions and appeals, etc.)

Accurate information

Advising that gives undergraduate students accurate
information about degree requirements
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Definition of academic advising function
Individuation functions

Skills, abilities, and interests Advising that takes into account undergraduate students’
skills, abilities, and interests in helping them choose
courses
Know as individual

Advising that includes knowing the student as an
individual
Shared responsibility function

Share responsibility

Advising that encourages undergraduate students to assume
responsibility for their education by helping them
develop planning, problem-solving, and decision-making
skills

Note. Adapted from “Importance of, Responsibility for, and Satisfaction With Academic
Advising: A Faculty Perspective,” by J. M. Allen and C. L. Smith, 2008, Journal of
College Student Development, 49(5), p. 402 (https://doi.org/10.1353/csd.0.0033).
Copyright 2008 by John Hopkins University Press.
Allen and Smith (2008) operationalized advising functions within five domains:
integration, referral, information, individuation, and shared responsibility. Their findings
indicated that individualization and shared responsibility were not among the top-rated
functions within developmental advising. Instead, surveyed faculty advisors believed that
their time was best invested connecting students with major life goals and referring
students to other resources; they believed that students should assume responsibility for
their own education (Allen & Smith, 2008).
Faculty advisors surveyed suggested that students should assume responsibility
for their own education by helping to develop planning, problem-solving, and decisionmaking skills (Allen & Smith, 2008). Faculty advisors believed that academic advising
was important but claimed that they lacked time and expertise needed to provide advice
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for every area of a student’s life; faculty advisors were moderately satisfied with the
advising they provided as a result (Allen & Smith, 2008; Habley, 1994). This apparent
gap in advising could be filled by both faculty advisors and student-affairs officers (Allen
& Smith, 2008).
Lynch and Stucky (2000) explored advisor roles and responsibilities of faculty
advisors and professional advisors. They surveyed 2,695 full-time faculty advisors and
full-time professional advisors across various institutions of higher education. The
professional academic advisors were not assigned to specific students but instead
provided assistance determining requirements for academic planning (Lynch & Stucky,
2000). The researchers highlighted their findings regarding differences between
institutional type, mission, and size. Lynch and Stucky compared professional academic
advisors to faculty advisors across five aspects of responsibility: primary model of
advising delivered, average length of advising meetings, areas of advising responsibility,
special populations advised, and advisor service on institutional work groups and
committees. This found that full-time faculty advisors (with a median of 35 advisees
each) spent approximately 75% of their time on institutional responsibilities and 25% on
student advising responsibilities, whereas full-time professional advisors (with a median
of 250 advisees each) gave a median 60% of their time to academic advising with
students (Lynch & Stucky, 2000).
Lynch and Stucky (2000) found no significant differences between professional
advisors and faculty advisors regarding the extent to which they were involved in career
and life planning, personal counseling, course selection and registration, or service on
admissions committees, orientation committees, and committees and work groups dealing
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with administrative technology. They did find that survey respondents at research
universities reported significantly greater involvement in graduate or professional degree
advising and advising in preparation for professional or graduate school enrollment than
did those at nonresearch institutions (Lynch & Stucky, 2000). Having both faculty
advisors and professional advisors at a university would not fill the gap in academic
advising that Allen and Smith (2008) pointed out—particularly if they were fulfilling the
same role. Lynch and Stucky’s findings suggest that there needs to be shared
responsibility not just in student–advisor relationships but also in relationships between
faculty advisors and student-affairs advisors. Advising relationships continually evolve as
shared responsibility occurs because expectations become more defined (Vowell &
Farren, 2003).
Cuseo (2003) also believed that good advising is an evolving and ongoing process
between faculty advisors and students. He suggested paying direct attention to the highest
performing building blocks, which are selecting and recruiting the right advisors,
preparing and developing advisors, recognizing and rewarding advisors, and assessing
advisors. Furthermore, institutional leaders should consider the time and resources
required to develop quality academic advising (Cuseo, 2003). Teague and Grites (1980)
noted that over one half of faculty advisor contracts failed to mention advising as a
faculty responsibility. Sprague (2008) talked about faculty advisors not having time to
fulfill advising responsibilities because of teaching, scholarship, and service, which are
needed for promotion and tenure. According to Cuseo, one of the key functions of
advising is for faculty advisors to be humanizing agents whose interactions with students
happen outside class to make students feel at ease when pursued by faculty advisors. This
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helps students to feel part of a community (Cuseo, 2003). Cuseo also thought that an
advisor should serve as a mentor to guide and support students. And he thought that an
advisor should be a strategist to help students to better understand their purpose in their
academic programs, think critically, and use strong decision-making skills (Cuseo, 2003).
Like Cuseo, Allen and Smith (2008) and Lynch and Stucky (2000) found that although
academic advising is important, the roles that faculty advisors and advisees take seem to
differ based on their perceptions of their responsibilities and functions within their
advisor–advisee relationships.
Student Perceptions of Responsibility: A Gap in Knowledge
Although many researchers have investigated student satisfaction with advising
(Anderson et al., 2015; Hale et al., 2009; Paul & Fitzpatrick, 2015; Ruffalo Noel-Levitz,
2014; Vianden, 2016), few have investigated student responsibility in academic advising.
The researchers investigating satisfaction have discussed advising for degree completion,
meaningful relationships with faculty advisors, quality conversations between students
and faculty advisors, servant-leadership characteristics within academic advising,
encouragement of outside activities, and evaluation of the advising process (Anderson et
al., 2015; Hale et al., 2009; Paul & Fitzpatrick, 2015; Ruffalo Noel-Levitz, 2014;
Vianden, 2016). Looking only at student satisfaction may lead to negative stereotypes of
institutions of higher learning if those working in such institutions frequently chase
positive satisfaction. Continuing to cater to student needs as perceived by students
themselves may not be a sustainable approach if the goal is for universities to graduate
students with the independence expected of mature adults. I found a large gap in existing
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literature regarding what students perceive their responsibilities to be. In the rest of this
section I discuss the limited information available.
Academic advising is vital to undergraduate college students’ successful degree
completion (Hale et al., 2009). Therefore, students perceive academic advising as an
important part of their college experience (Hale et al., 2009; Ruffalo Noel-Levitz, 2014).
Ruffalo Noel-Levitz (2014), reporting on student satisfaction, demonstrated that students
who formed meaningful relationships with their academic advisors were more likely to
graduate. This result agrees with the findings of Anderson et al. (2015), who studied 115
undergraduate students and their beliefs and expectations surrounding advising. Anderson
et al. found that for a student’s expectations of advising style to be met, a specific and
appropriate academic advising model (either prescriptive or developmental) needed to be
used. Moreover, faculty advisor discussion of expectations of the advising process with
students yielded more satisfaction from students than aligned expectations of perceived
advisor behavior (Anderson et al., 2015). Anderson et al. also found that high-quality
advising produced stronger feelings of institutional connection and loyalty among
students. A student was happy with the institution they were learning from if their
advising experiences met their expectations of high-quality conversations and a strong
advisor–advisee relationship (Anderson et al., 2015). These strong advising relationships
led to stronger retention (Anderson et al., 2015).
Paul and Fitzpatrick (2015) affirmed this finding that student retention tends to
increase when students are more satisfied with their advising and have positive servantleadership experiences. Positive servant leadership includes a leader’s focus on the
growth and development of the leader’s followers (Stone et al., 2004). Paul and
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Fitzpatrick used the Servant-Leadership Questionnaire to measure servant-leadership
behaviors and positive links with advising behaviors. They surveyed 428 undergraduate
students in 10 targeted classes and found that servant leadership was a significant
predictor of student satisfaction with advising. The five-factor model of altruistic calling,
emotional healing, wisdom, persuasive mapping, and organizational stewardship proved
to be a valuable framework for advising (Paul & Fitzpatrick, 2015). Stewardship, in
particular, encouraged a sense of responsibility from both academic and nonacademic
standpoints (Paul & Fitzpatrick, 2015). Using this framework, academic advisors
encouraged students to participate in on- and off-campus activities, and students who
participated showed improvement in their college experience and took advantage of
extracurricular opportunities, which had a positive impact on community development
(Bloom & Martin, 2002).
Other researchers found that less-than-positive interactions between academic
advisors and advisees induced negative feelings of doubt in students about their
institution and emotional well-being (Vianden, 2016). Vianden (2016) tried to better
understand student satisfaction and dissatisfaction related to academic advising by using
a critical incident technique survey to measure student satisfaction. Eighteen students said
that their advising experience was satisfactory, and 11 said that it was unsatisfactory
(Vianden, 2016). According to Vianden (2016), everyone at an institution should refer to
academic advisors as agents of student-relationship management, and academic advisors
should receive training and professional development to carry out this important role for
the institution. Based on these findings, strong academic advisor–advisee relationships
have a positive impact on student retention. Sutton and Sankar (2011) reported similar
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negative feelings from students in their mixed methods study. They found that students
were dissatisfied when they talked to their academic advisors about opportunities related
to internships and careers, but students were happy with help received regarding course
and degree planning because it led to completion of requirements for graduation.
Nevertheless, different students have different needs when pursuing their educational
goals, and these diverse needs should not be oversimplified into one or two factors
(Sutton & Sankar, 2011).
Larsen and Brown (1983) gleaned insight from both students and faculty advisors
regarding what they found valuable in advising and how they believed advising
responsibilities should be shared. They documented significant agreement between
faculty advisors and students regarding the responsibilities of each in advising. However,
they also emphasized the need for formal statements recognizing the specific
expectations of advisees and faculty advisors to alleviate any confusion should it come up
in the future. The authors went on to say that the weight given to advising requires an
institutional mission, clear definition, and process for evaluation of advising (Larsen &
Brown, 1983).
The literature discussed above implied student satisfaction is a key player when it
comes to degree completion, connection to the university, retention, student growth and
development, and student educational goals (Hale et al., 2009; Paul & Fitzpatrick, 2015;
Ruffalo Noel-Levitz, 2014; Vianden, 2016). Student needs may also be more complex
and beyond the scope of university resources, at which point satisfaction becomes
difficult to achieve (Sutton & Sankar, 2011). Therefore, I address student satisfaction and
preferences regarding advising in the following paragraph.
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Since there is a gap in knowledge regarding students’ perceptions of advising
responsibilities, it is helpful to better understand students’ perspectives on advising
models. Winston and Sandor (1984) investigated students’ preferences for developmental
or prescriptive advising. They asked students to indicate their preferred advising model
by taking the Academic Advising Inventory, which measures the frequency of activities
taking place during advising sessions and satisfaction with advising. The researchers
found that the majority of students wanted interest and support from academic advisors
regarding academic issues and extracurricular activities but did not want their freedom
abridged or minimized. For example, students wanted to make final decisions about
academic and nonacademic activities instead of their academic advisors (Winston &
Sandor, 1984). Students viewed their academic advisors primarily as people who taught
and supported them while allowing them maximum freedom of behavior and decisionmaking related to their personal lives. Winston and Sandor’s work marked the beginning
of further examination of academic advising relationships and decision-making with
regard to personal and social aspects of students’ lives. Davis and Cooper (2001) also
used the Academic Advising Inventory when they investigated students’ perceptions of
advising at a 4-year institution. They found that students were generally pleased with the
advising services offered to them, whether prescriptive or developmental. The finding of
Winston and Sandor and Davis and Cooper that students prefer developmental advising
illustrates the importance of shared responsibility between students and their academic
advisors.
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Institutional Knowledge About Academic Advising
To improve understanding of students’ and faculty advisors’ perceptions of
advising at UNW, the University commissioned two surveys in May 2018 (UNW, 2018a,
2018b). All full-time faculty advisors received one survey, and all full-time traditional
undergraduate students received the other survey. Approximately 30% of faculty
responded and indicated that degree auditing assists students with advising but that it is
hard to keep up with a heavy advisee load when students are not prepared (UNW,
2018b). At UNW, degree auditing is an analysis that helps to assess a student’s academic
progress toward their degree. Respondents also suggested that advising is a timeconsuming process and can be strenuous when students take no responsibility to work on
their academic plans (UNW, 2018b).
Approximately 25% of students answered their survey (UNW, 2018a).
Respondents indicated that they found degree auditing helpful when navigating the
advising process (UNW, 2018a). They also indicated that they would find it helpful to
have more time with their faculty advisor or someone else to help navigate courses
(UNW, 2018a). Some students acknowledged that faculty advisors were busy teaching
courses and felt like less of a priority because of their faculty advisors’ demanding
schedules (UNW, 2018a). One student felt that it was the University’s responsibility to
make sure students can complete necessary classes (UNW, 2018a), and this was an
unexpected outlier. The data from these surveys suggest that ownership of academic
advising responsibility was not clear among students (UNW, 2018a). Overall, the
findings from these surveys suggest that academic advising responsibilities could be
articulated more effectively to both faculty advisors and students. The advising
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procedures guide (Appendix A) articulates the responsibilities of faculty advisors and
students through the idea of shared responsibility.
Shared Responsibility
Many previous researchers have focused on how to achieve greater student
satisfaction; however, student satisfaction with advising has remained low since 1960
(Keup & Stolzenberg, 2004). Perhaps a new kind of research into shared responsibility
could improve knowledge of students’ lack of understanding of their responsibilities as
they relate to academic success. In the sections that follow I discuss aspects of academic
advising and parallels between those aspects and other situations.
Academic Advising
Frost (1991) recommended improving advising relationships and learning
experiences based on a system of shared responsibility. Shared responsibility within
academic advising emboldens students to take responsibility for succeeding as students
through coaching, planning, solving problems, and making decisions (Allen & Smith,
2008). Frost (1991) wrote about shared responsibility in advising and cited survey results
implying that faculty advisor–student relationships are important because advising
provides a natural opportunity for out-of-classroom contact between faculty advisors and
students, all students in an institution experience advising (whether the institution is good
or bad at advising), and advising includes intellectual contact between faculty advisors
and students. The relationships examined went beyond students asking questions about
scheduling and registration, and these relationships centered on deliberate efforts by
individuals and influences of institutional policies. Frost (1991) and Tinto (1987) saw
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advising as a systematic enterprise involving collaborative efforts accomplished via
developmental educational plans compatible with students’ life goals.
When an institution’s leaders consider implementing an advising system based on
shared responsibility, they should attempt to design an institution-wide system that will
lead to positive outcomes, promote concepts of shared responsibility, begin advising
relationships with a focus on the bigger purpose of students’ overall education, include
planning for success (strategic and reflective in nature), permit evaluation of program and
individual performances, and allow for the design to change when necessary (Frost,
1991). Furthermore, the long-term connections between academic faculty advisors,
institutions, and students need to operate cohesively to guide students in their lives,
careers, and personal and academic goals (Frost, 1991). Although each college has a
different culture, these suggestions are valuable for any size or type of institution of
higher education (Frost, 1991).
Like Frost (1991), Conzemius and O’Neill (2001) suggested that shared
responsibility in education can drastically improve academic advising. Kuhn and Padak
(2009) urged those working in higher education to pay greater attention to shared
responsibility between faculty advisors and students. Conzemius and O’Neill discussed
the framework of shared responsibility as it relates to students. They went on to define
three elements of shared responsibility: focus, reflection, and collaboration. These
elements illuminate shared responsibility from a perspective of leadership rather than
positional authority, a perspective in which faculty advisors assist rather than dominate
(Conzemius & O’Neill, 2001). The authors mentioned that the elements rely on one
another and if one is absent the structure will collapse. Focus creates shared clarity of
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thought, direction, and purpose (Conzemius & O’Neill, 2001). The authors noted that
reflection helps individuals learn from what they have done in the past and identify ways
to better accomplish their goals. Collaboration brings people together to share ideas and
knowledge (Conzemius & O’Neill, 2001). Together, these elements can provide a
framework with which to build shared responsibility for learning and advising
(Conzemius & O’Neill, 2001).
For example, Frost (1991) mentioned that a student may work to accomplish their
goals through an academic advising plan created with the aid of the student’s advisor.
She noted that shared responsibility takes place when students come prepared to
academic advising appointments and share ideas about their plans for academic and
student success. Students then take ownership of the plan through guidance from the
faculty advisor’s ideas and support (Frost, 1991). If both parties participate in decisionmaking and understanding of functions and requirements needed to graduate then shared
responsibility results (Conzemius & O’Neill, 2001; Frost, 1991).
Ownership in the Workplace
The function of shared responsibility can be seen in areas of life other than
academic advising (Brown et al., 2013). Workplace accountability and ownership is a
form of shared responsibility (Brown et al., 2013; Newell, 2019). Employers require
employees to be on time, complete designated tasks, and work toward common goals of
the business (Newell, 2019). Regardless of a person’s rank within an organization, they
share responsibility for productivity and achievement of shared goals (Newell, 2019).
Newell (2019) stated that building a culture of accountability improves positivity,
productivity, and employee engagement. He encouraged employers to clarify their
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organizations’ top results, give employees clear roles without micromanaging them, give
and receive free-flow feedback, and encourage outside-the-box thinking (Newell, 2019).
Building an organizational culture that takes into account continuous learning and
accountability produces positive results throughout an organization (Newell, 2019).
Employee satisfaction then becomes a byproduct of organizational success (Brown et al.,
2013; Newell, 2019). The relationship between a manager and an employee mirrors the
relationship between a student and a faculty advisor. When individuals have to answer for
their choices and behaviors in the workplace, the associated actions of accountability take
on a similar shape to those in academic advising.
Accountability and Mentoring
Researchers have investigated accountability and mentoring within the arena of
shared responsibility in the workplace. Abbajay (2019) remarked that for an effective
mentoring relationship to exist and thrive, both mentor and mentee must put in effort. She
went on to state that the qualities of a good mentor are helping others, being available,
staying current in the knowledge that mentees wish to develop, being willing to share
personal experiences, having a growth mindset, and being willing to develop others
(Abbajay, 2019). For mentees to succeed, they must commit to achieving personal
results, be clear about their goals, be willing to be vulnerable and ask for help, seek and
accept feedback, take personal responsibility, and be willing to meet their mentors
regularly (Abbajay, 2019). These characteristics of a mentor–mentee relationship
correlate with the characteristics of an advisor–advisee relationship.
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Social Theory and Relational Cohesion
Student–advisor partnerships have a strong relational component (Grites et al.,
2016). Habley (1994) discussed three kinds of cohesion that are necessary within
advising relationships: informational (advisor knowledge), relational (advisor
communication skills and approaches), and conceptual (advisor understanding of ideas
and theories). For the purposes of this study, I focused on relational cohesion to best
capture the experiences of students and advisors during positive and negative interactions
as part of a joint task. Lawler (2007) suggested that the strongest advising exchanges
occur when two or more people perceive their joint task as a shared responsibility.
Commitment to the student–advisor relationship may assist a student to graduate; lack of
such commitment it may lead a student to leave the University, not graduate, or spread
bad impressions by word of mouth (Lawler, 2007).
Summary
In this chapter I documented a difference of opinion regarding where
responsibility for academic advising belongs (Frost, 1991). Researchers have consistently
found that advising is essential for students’ success (Drake, 2011; Frost, 1991; Nutt,
2006; Ohrablo, 2010; Paul & Fitzpatrick, 2015; Robbins, 2013). A closer look at
teamwork between faculty advisors and students could minimize confusion regarding
who is supposed to be doing what in the advising process. Regardless of the respective
functions of students and faculty advisors, seeking understanding of both parties of
student–advisor relationships could help guide institutional leaders to focus their attention
so as to improve advising practice throughout their institutions.

PERCEPTIONS OF ACADEMIC ADVISING

41

I reviewed commonly used academic advising models, academic advising
functions and responsibilities for both faculty advisors and students, and institutional
knowledge of academic advising related to the experiences of UNW students and faculty
advisors. I found little research related to student perceptions of functions and
responsibilities, which indicated a gap in knowledge. I also reviewed shared
responsibility, which promotes success in academic advising (Allen & Smith, 2008;
Frost, 1991).
This study marked the beginning of a closer look at the specific types of advising
used at UNW. Knowledge of the preferences of students and faculty advisors regarding
responsibility within student–advisor relationships could help resolve problems arising
when either party to a student–advisor relationship demonstrates a consistent pattern of
misunderstanding their responsibility. Institutional leaders could use this knowledge to
help design stronger programming that facilitates the building of relationships for
effective advising with shared responsibility. In the next chapter I explain the details and
methodology of the study.

PERCEPTIONS OF ACADEMIC ADVISING

42

CHAPTER THREE: PROJECT METHODOLOGY
The purpose of this phenomenological case study was to better understand
students’ and faculty advisors’ perceived shared responsibility in advising. Exploring
perspectives on shared responsibility as it relates to faculty advisors and students in
academic advising could help to create optimal student services and build stronger
student–advisor relationships across the UNW campus. Researchers investigating shared
responsibility as it relates to academic advising have primarily focused on faculty
responsibility and student satisfaction rather than student responsibility (Allen & Smith,
2008; Anderson et al., 2015; Hale et al., 2009; Paul & Fitzpatrick, 2015; Ruffalo NoelLevitz, 2014; Vianden, 2016). A gap existed in existing literature regarding student
perceptions of academic advising. I therefore conducted this qualitative study to explore
both faculty advisors’ and students’ perceptions.
Purpose of the Study
The purpose of this phenomenological case study was to explore students’ and
faculty advisors’ perceived responsibilities within academic advising at a small,
Christian, Midwestern liberal arts university. The proposed study will benefit UNW but
was not an explicit part of UNW’s institutional goals or research.
Research Question
A single research question guided the study: How do undergraduate faculty
advisors and students describe their lived experiences of shared responsibility in
academic advising at a small, Christian, Midwestern university?

PERCEPTIONS OF ACADEMIC ADVISING

43

Research Design
I used a qualitative phenomenological case study approach to better understand
faculty advisors and students and the relationships between them with regard to shared
responsibility in academic advising. Phenomenology involves describing common
meanings that several individuals have about their experience of a phenomenon (Creswell
& Poth, 2018). This meaning is not only meaning of words but also meaning of
experiences as lived (van Manen, 2017). Qualitative methods were a best fit for the study
because they allow individuals to share their experience of a phenomenon, particularly
those who have not been asked to speak up about the issue in the past (Creswell &
Creswell, 2018). Narrative could then be built around stories to best explain and
understand views of students or their faculty advisors that might have been suppressed or
ignored in the past. Phenomenology is an interpretive approach that allows participants to
describe the ways they have actually lived through an experience (Giorgi, 1997). For this
study, students and faculty advisors shared their lived experiences about shared advising.
I used a case study design because I wished to contemplate the perceptions of
advising relationships by students and academic advisors for a detailed understanding of
the contemporary phenomenon of advising relationships in their natural setting (Creswell
& Creswell, 2018). A case study approach brings context to understanding of individual
human experiences (Merriam, 2009). In this study, the context was academic advising at
the identified institution. I asked students and faculty advisors questions focused on their
perceived lived experiences of advising relationships, in which the boundaries between
phenomenon and context were not clearly marked (Yin, 2014). The study lent itself to the
descriptive case study approach because it included a real-life example of a phenomenon
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(i.e. development and implementation of the academic advising procedures guide)
occurring at an educational institution and was bounded by time and activity, which made
research manageable (Baxter & Jack, 2008; Creswell & Creswell, 2018; Yin, 2014). The
research took place 3 years after the development of the academic advising procedures
guide, developed by the Dean of Academic Administration (Appendix A); hence it
provided a snapshot of the implementation, as outlined within the academic advising
procedures guide.
I conducted semistructured interviews with standardized questions that allowed
probing questions to clarify answers (Babbie, 2017). The interview process helped me to
better understand the common experiences that students and faculty advisors have of
UNW advising and identify how to improve advising as a result.
Participants, Data Sources, and Recruitment
The study drew on junior and senior psychology majors and their respective fulltime faculty advisors at UNW. For reasons of practicality, and because the department
was willing and open to my research, the psychology major—as the second most popular
major—provided a larger subpopulation to draw from than other programs. I gathered
one convenience sample from the population of approximately 80 in-person, full-time (12
or more credits), junior or senior students majoring in psychology and another
convenience sample of three psychology faculty advisors from a population of four
faculty. Convenience sampling is a nonprobability sampling method that relies on the
availability of members of a certain population who are open to participating in a study
(Creswell & Creswell, 2018). I recruited students and faculty advisors by sending email
invitations (Appendices B & C), each of which included a link to a Doodle poll for sign-
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up times, to the official UNW email addresses of potential participants. I monitored the
Doodle poll to keep an up-to-date schedule for interviews. Psychology faculty advisors
expressed willingness to offer extra credit to upperclassmen who participated in the
study. I gave a $25 prepaid Visa gift card each faculty advisor who participated. As the
primary researcher, I had hoped to conduct the interviews face-to-face, but because of the
COVID-19 pandemic I filed an institutional review board modification request to use
Zoom video call interviews instead. The request was approved (Appendix D
Modification Exempt Approval).
Rather than conducting a predetermined number of interviews, I continued
interviewing participants until saturation was achieved and interviews no longer
contributed new information. Data saturation is reached when no new information is
being attained, there is enough information to replicate a study, and coding is no longer
needed or feasible (Fusch & Ness, 2015). A total of 13 psychology majors (one male and
12 female) and three faculty advisors (two male and one female) participated in the study.
Originally 18 people signed up to participate but two did not show up for their interview.
I interviewed all that signed up for the interview and felt confident that saturation was
reached around interview 8, but I continued interviews to confirm and out of respect for
those who had signed up for an interview slot. Overall, the samples were representative
of the institution’s gender demographics. More female students volunteered than male
and the University’s gender distribution is 38 percent male students and 62 percent
female students (University of Northwestern – St. Paul, 2020). Each participant was
assigned a number to help with organization in the data analysis process and to ensure
confidentiality. Table 2 lists all participants and their associated demographics.
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Other data sources I drew on for this study were the shared advising document
(Appendix A) and the aforementioned student and faculty surveys (UNW, 2018a, 2018b).
The final interview question in both the student and faculty interviews was about the
shared responsibility advising document. This was intentional, as I wanted to see if
participants would mention the document prior to explicitly being asked about it at the
very end.
Data Collection Procedures
I piloted the interview questions for both students and faculty advisors to identify
potential weaknesses in the questions or flow of the interview protocol before collecting
data. Roberts (2010) suggested that piloting questions helps to refine an interview
instrument. Maxwell (2012) encouraged piloting to help plan and prepare for potential
errors. I conducted mock interviews with an undergraduate student from a different major
and a faculty advisor from outside the psychology department for input on the clarity of
the questions. I adjusted the questions based on the responses of these pilot participants.
Table 2
Gender and Experience of Study Participants
Participant

Gender

Experience
Student participants

1

Female

Senior a

2

Male

Junior a

3

Female

Senior a

4

Female

Senior b

5

Female

Senior a

6

Female

Senior a

7

Female

Senior a

Number of advisees
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Participant

Gender

Experience

8

Female

Senior a

9

Female

Junior a

10

Female

Senior b

11

Female

Senior a

12

Female

Junior a

13

Female

Senior a

Number of advisees

Faculty participants

a

1

Female

18 years

45

2

Male

11 years

28

3

Male

30 years

38

Traditional student. b Transfer student.
I conducted semistructured Zoom interviews with those who chose to participate

in the study in private video calls during the spring 2020 semester. A semistructured
interview involves following the outline of an interview protocol while being flexible to
allow participants to provide rich narratives (Brinkmann, 2014). This type of
interviewing allows interviews to flow organically and conversationally (Roulston,
2010).
Prior to each interview, I sent the participant the consent letter (Appendix E) and
participant bill of rights (Appendix F) via Qualtrics. The consent letter informed the
participant about the study and its purpose and thanked them for participating. Creswell
and Creswell (2018) stated that it is important to disclose the purpose of a study to
participants so that they do not feel pressured to participate if they do not want to. I
reiterated in the letter that participants’ responses would remain confidential. The letter
also stated that participants were welcome to ask questions, stop, or withdraw from the
study at any time and every participant gave me permission to record their interview.
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The interviews ranged from 30–45 min long. I recorded the audio of the
interviews with the Rev.com app for the iPhone and a handheld Sony recorder. I worked
with Rev.com to transcribe the interviews and then coded the recordings to identify
relevant themes. I stored interview transcript data and related documents on an external
hard drive and on a private Google drive. I did not share data in a common space or on a
shared drive. Pseudonyms (e.g., “Student Participant 1” and “Faculty Participant 1”) also
helped to protect the privacy of participants in the stored data. I used pseudonyms for all
participants and did not refer to them by name in any of the interview processes. Any
demographic information I collected was assigned to the pseudonyms. In this way, I did
not need to store names anywhere on my computer, and thus there was no chance of
identifying participants at all. I did not store any sensitive data, names, or identifiers that
would tie any responses to the participants. Since I had received signed consent forms
from the participants, those were stored entirely separately and securely away from
participants’ responses and not tied to them in any way. The instructor assigning extra
credit to participants was only given the names of the participants, not their pseudonyms.
Data Collection Tools
Interviews provided the primary data for this study. I also analyzed artifacts, such
as the shared responsibility handout created by UNW (Appendix A) and previous surveys
(UNW, 2018a, 2018b). I documented observations of nonverbal communication during
and between the interviews, which were then transferred to a Microsoft Word (Version
2016) document and stored with other transcription data.
The researcher is the key data-gathering instrument in qualitative research
(Creswell & Creswell, 2018). As the researcher, I conducted interviews with a focus on
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obtaining information-rich data to analyze thematically. I derived interview questions
from the work of researchers who have investigated student–university relationships,
responsibility, and advising (Allen & Smith, 2008; Frost, 1991; Vianden, 2015). During
interviews, I moved from nonthreatening general demographic information questions
(year in school, gender, etc.) to more specific questions that helped to understand
participants’ voices. Members of my committee reviewed the interview protocol before
interviews commenced. My goal throughout the interviews was to obtain honest and open
responses from participants while ensuring their privacy.
The sections that follow include the study’s interview questions, which were
derived from the work of researchers who have investigated student–university
relationships, responsibility, and advising (Allen & Smith, 2008; Frost, 1991; Vianden,
2015). There are two sets of questions—one for students and one for faculty advisors.
The interview questions reflect the main research question and findings from the
literature review.
Student Questions
1. How long have you been a student at the University of Northwestern and what
year (or how many credits have you completed)? (A useful follow-up was to
ask if they came to the University directly after high school.)
2. How would you describe your relationship with your faculty advisor as it
pertains to advising? How frequently do you have discussions with one
another for academic advising purposes?
3. Tell me about how you approach setting up an advising appointment. (Do you
reach out and set up the meeting or does your faculty advisor set it up?)
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4. What do you typically do to prepare for meeting with your faculty advisor?
Also, what are your expectations of your faculty advisor when you meet
them?
5. How do you track progress of course completion for degree requirements?
6. What, if any, part of academic advising helps you feel connected with your
academic, career, and life goals?
7. How does your faculty advisor refer you to any campus resources that address
academic or nonacademic problems? (Optional.)
8. What is your understanding of the faculty advisor’s responsibility when it
comes to academic advising?
9. What is your understanding of your own responsibility when it comes to
academic advising?
10. Can you tell me about your greatest joy and biggest frustration when it comes
to academic advising?
11. Are you aware of the existing document about shared responsibility created by
UNW? (Optional.)
Faculty Advisor Questions
1. How long have you been working at the University of Northwestern? How
long have you been working in higher education?
2. How many advisees do you have in your advising load? What kind of
relationship do you have with them?
3. What is your experience with training for academic advising?
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4. How would you describe the efficacy of academic advising training that UNW
provides?
5. Tell me about how you approach setting up an advising appointment—do you
reach out and set up the meeting or does your advisee set it up?
6. What do you typically do to prepare for meeting with your advisees? Also,
what are your expectations of your students when you meet them?
7. How do you track progress of course completion for your advisees regarding
degree requirements?
8. With whom do you consult about decision-making related to academic
advising if you are unsure of an answer for a student?
9. How are you evaluated and rewarded for academic advising?
10. Can you tell me about your greatest joy and biggest frustration when it comes
to academic advising?
11. What is your understanding of your own responsibility as a faculty advisor in
relation to academic advising at UNW?
12. What is your understanding of a student’s responsibilities in academic
advising at UNW?
13. Are you aware of the existing document about shared responsibility created by
UNW? (Optional.)
At the conclusion of the interviews I asked participants via email to review the
transcripts of their interviews, verify their accuracy, and make any necessary edits. This
process of member checking involved participants checking over the transcripts of their
own interviews to make changes or clarifications they thought necessary (Creswell &
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Creswell, 2018). All 16 participants responded and one participant had edits that were
grammar related.
Ethical Considerations
Before beginning the study, I sought and gained approval from the institutional
review boards of Creighton University and UNW (Appendices G, H, and I). I used
pseudonyms to help protect the identities of all participants and ensure their
confidentiality. Participation was voluntary, and I required each participant to sign a
consent form before conducting their interview (Appendix E). The form conveyed
information about the study and its risks and benefits so that each potential participant
could make an informed decision about whether to participate. Participants benefited
from participation in this project by gaining greater insight into shared responsibility as it
relates to academic advising. Participants were free to refuse to participate in this
research project and free to withdraw their consent and discontinue participation at any
time without penalty or loss of benefits to which they were otherwise entitled. Student
participants who completed any portion of the study received extra credit for
participation. Faculty participants received a gift card. Sixteen participants began the
study and 16 completed the study.
Data Analysis Procedures
I employed bracketing to facilitate deeper levels of understanding of the data and
help me reflect on all stages of the study (Tufford & Newman, 2010). Bracketing requires
a researcher to suspend their own judgment to better focus on analysis and investigation
of the topic at hand (Roberts, 2010). I used a transcendental phenomenological approach
to bracketing in this study by first bracketing out my experiences by taking notes during
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and after the interviews and then analyzing the data with a new perspective through
reflection and memoing (Giorgi, 1997). This discipline of bracketing is meant to reduce a
researcher’s personal biases (Tufford & Newman, 2010).
I personally performed the data analysis for this phenomenological study. I first
used Rev.com to transcribe the interviews. I asked all participants to review their
transcripts and I reviewed each transcript for accuracy and made corrections where
necessary. This helped me to stay close to the data and have a better sense of reaching
saturation along the way. I also reviewed field notes between interviews from my formal
and informal observations, which helped guide the ultimate identification of themes from
the observation data.
Once interviews concluded, I performed another reading of all the transcripts to
get an understanding of the major patterns in the interviews. I went through three rounds
of reading and coding. Coding enables a researcher to organize and group similar data
into categories based on shared characteristics (Saldaña, 2016). Specifically, I read
through the transcripts several times and applied the constant-comparative-method opencoding process described by Creswell and Creswell (2018). I then uploaded the
transcribed interviews, my notes, and survey excerpts to the qualitative analysis software
Dedoose. This cross-platform software allowed me to organize and track my transcript
data of direct quotations, notes used as evidence (or lack of evidence), and previous
student and faculty survey information in one place. Essentially, Dedoose served as a
database to categorize information for this study. When reviewing the findings, I used
this to better understand and inform the various categories and themes that emerged
during the interviews.
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As described in Chapter 3, during the first round of coding I color coded similar
data in Dedoose to answer the general questions asked in each interview which presented
67 codes. After that, I exported detailed transcript excerpts to Microsoft Excel (Version
2016) and continued data filtering queries to assist with identifying other themes, which I
then categorized in a third round of more detailed coding. I then assembled categories
based on the questions and evolving themes. Then, I finalized the categories into themes
with an open-coding process to provide a description or classification interpreting
phenomena reflected in the data (Saldaña, 2016; Strauss, 1987). This type of coding also
seeks to put phenomena in a timeline, which may be relevant to theory development
(Saldaña, 2016; Strauss, 1987). I continually combined similar codes and reorganized
codes until I had determined the major themes and completed the coding of seven final
themes. Appendix J is a summary of the 67 codes and 17 related categories, also
interchangeably used or referenced as subthemes, which are embedded in the seven
themes outlined in Chapter 4.
I also identified noteworthy information that did not fit directly into any of the
themes but was still important to include with the findings. Each theme addressed the
overall research question: How do undergraduate faculty advisors and students describe
their lived experiences of shared responsibility in academic advising at a small, Christian,
Midwestern university? Throughout the process, I triangulated the three data sources of
student and faculty interviews, field notes, and university documents to verify and
validate themes. I named and defined each theme and subtheme and paired each with an
indicative quotation to explain how the themes emerged. I used salient examples
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identified through the coding process to illustrate the essence of each theme and share the
lived experiences of faculty and students.
Validity and Reliability
In qualitative research, validity refers to the accuracy of the findings and how well
research tools measure a phenomenon under investigation (Creswell & Creswell, 2018;
Roberts, 2010; Saldaña, 2016). As mentioned in the previous section, I interviewed
participants until saturation was achieved and interviews no longer contributed new
information. For this study, I attempted to confirm through frequent review of
transcriptions that the thematic themes I identified during analysis were consistent with
the information captured (Roberts, 2010). This helped establish the validity of the
findings and decreased the chance that I shared inaccurate information. If I discovered
any mistaken interpretations or inaccuracy of transcription, I asked appropriate
participants for clarity to ensure reliability. I also compared the transcribed interview
transcripts to the recordings to ensure accurate transcription (Creswell & Creswell, 2018;
Roberts, 2010). Then, I practiced member checking of transcripts, also known as
“respondent validation” (Creswell & Creswell, 2018). I asked every participant via email
to check over the transcript of their own interview and make any changes or clarifications
they thought necessary. For the purposes of member checking, I stored transcript
information in a separate file from the actual transcripts.
An additional component of validity is disclosing and constantly reflecting on the
researcher’s bias. I made sure that both students and faculty advisors knew my role and
clearly understood the purpose of my research. Throughout the research process, I also
worked to acknowledge my bias, for example by reviewing the interview protocol with
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my committee and piloting with proxy participants and speaking often with my
dissertation chair about my analyses approaches and how my lived experiences informed
(and did not inform) my analysis of the data. Further, the participant bill of rights and
consent letter contributed to open and honest narrative, which are core characteristics of
qualitative research.
Reliability refers to efforts to minimize bias and mistakes through trustworthiness
of procedures and data collected (Yin, 2014). Although it is impossible to achieve
complete validity and reliability, Yin (2014) suggested using triangulation to come as
close as possible. To enhance reliability for this study, triangulation was used, which
involved comparing and contrasting data from different sources (transcripts, field notes,
previous survey work, and the UNW shared advising document) to verify findings and
add detail to the data (Maxwell, 2012; Yin, 2014). If themes are established based on a
variety of different sources and perspectives from participants, then the study process
also has additional validity (Creswell & Creswell, 2018).
Reflections of the Researcher
Creswell and Creswell (2018) found that self-reflection helps a researcher to be
thorough and assess their own position and biases. I envisaged my research journey as a
continuous reflective practice that helped keep me accountable through the writing of
memos and interaction with my committee. Lowney (2003) agreed with the use of
reflective practice and argued that leadership and learning are ongoing processes. As a
qualitative researcher, it was important for me to look inward and assess my own
personal experiences related to academic advising as a previous director of advising
(Savin-Baden & Major, 2012). I hoped to make new connections regarding academic
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advising relationships in higher education through interaction with the research
participants.
Summary
This chapter discussed the methodological framework used in this study. This
qualitative phenomenological case study focused on participant responses, field notes,
and previous UNW survey work. I led individual semistructured Zoom video call
interviews with the 16 participants (13 students and 3 three faculty advisors) sampled
from the student and faculty populations at UNW. The students were juniors or seniors,
and each had a minimum of 2 years’ experience at UNW. The faculty were all full-time.
Each interview lasted approximately 30-45 min, and I recorded the audio of each one. I
analyzed the interviews to identify emergent similarities and patterns.
The purpose of the phenomenological case study was to better understand
students’ and faculty advisors’ perceived shared responsibility in advising. The case
study method was used to look at multiple forms of data in order to investigate
perspectives on shared responsibility as it relates to faculty advisors and students in
academic advising. Interviews provided the primary data for this study. I conducted and
recorded each interview taking into account the ethical considerations listed in this
chapter. I then performed the data analysis after transcribing each interview myself or
with a third-party transcription service. I also took validity and reliability of transcript
review into consideration. I then reviewed findings to develop codes and themes to better
understand the lived experiences of both the faculty advisors’ and students’ perceptions.
The findings from the collection and analysis of these data are reported in the next
chapter.
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CHAPTER FOUR: FINDINGS
The purpose of this phenomenological case study was to explore students’ and
faculty advisors’ perceived responsibilities within academic advising at a small,
Christian, Midwestern liberal arts university. This chapter reviews the findings of this
study.
Presentation of the Findings
Seven themes emerged during analysis: (a) communication, (b) understanding of
processes, (c) advisor perceptions of university support, (d) student perceptions of
university support, (e) advisor perceptions of responsibility, (f) student perceptions of
responsibility, and (g) student and faculty perceptions of shared responsibility. These
themes emerged from the processes of open and selective coding discussed in Chapter 3
(Saldaña, 2016). Appendix JThe sections that follow discuss each theme in turn.
Theme 1: Communication
The communication between a faculty advisor and student advisee suggests a
dyadic relationship (Crookston, 1972). The categories of frequency of discussions,
relationship and connection, and availability and responsiveness served as subthemes for
the theme communication. This theme speaks to interaction and opportunities provided to
and by both students and advisors participating in the academic advising process.
Frequency of Discussions
The frequency of discussions widely varied across the student participants when
they were asked about how often they engaged with their advisor for academic advising
purposes. Two students rarely met with their advisors, one met regularly as part of their
job (ie: work study), nine met at least once a semester, and one met their advisors
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occasionally (less than once a year). Frequency of discussions depended on the students’
perceived needs and the faculty advisors’ communication practices. Characterization of
the frequency of discussions ranged from “Yeah, it’s once a semester” (Student
Participant 8) to “I just pop in their office and have a conversation, but it doesn’t even
necessarily have to be about academic advising, but if you have questions about anything,
[my advisor will] answer them at any time” (Student Participant 12).
Faculty Participant 1 shared: “I would like it to be more informal than it is, but I
think that [they] bring in some formality, because I’m not able to meet with [them]
enough.” However, because UNW was a smaller school, many students had the same
professor for advising that they had in the classroom. Student Participant 4 was uncertain
how many times they had seen their advisor and said, “Oh, I don’t even know. Because
[they] are my professor too for a lot of my classes, when it comes to advising, I don’t
even know. Maybe I see [them] a handful of times during the semester.” This student and
advisor pair desired more opportunities to meet formally, but the student’s needs were
somewhat met by informal discussion before or after a class.
Although the frequency with which students and their advisors communicated
widely varied, the student survey suggested that regular student communication is
important. Specifically, the 2018 student advising survey found that regular
communication between advisor and advisee was infrequent (UNW, 2018b). Participants
in this study agreed. For example, Student Participant 1 stated:
We have a day every semester that we set aside for academic advising day. That’s
like a 20- to 30-minute time where we meet one-on-one with our advisor. So, I
would say we talk twice an academic year. Then I’ve stopped by [their] office for
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letters of recommendation and stuff like that. Other than that, only those two
times.
Another student’s frequency of communication was unique because they were a
teaching assistant for their advisor. It was effortless for Student Participant 13 to reach
their advisor because they talked often. They went as far as saying, “We talk frequently, I
would say, not as professional, kind of casual, so it’s really easy for me to get into contact
with them and just send them an email and they would definitely probably set something
up.” This experience was very different from the experiences of students who rarely
heard from their advisors or only met once a semester (Student Participants 4, 10, & 11).
In short, the frequency of communication varied widely among student and faculty
participants from meeting less than once a year to frequent formal and informal visits.
Advising Relationship and Connection
Advisors and students commonly mentioned the significance of relationship and
connectedness when discussing the frequency of communication. Participants had mixed
experiences; some relationships were good (seven students; two faculty), others were
challenging (two students), mediocre (three students; one faculty), or even nonexistent
(one student). Certain student participants saw their advisors as people who communicate
unilaterally and email them once a semester to get the job done and check boxes,
employing practices similar to those of prescriptive advising (Drake, 2011). Other
students strove for the kind of deeper developmental relationship suggested by scholars
such as Chickering (1994), Crookston (1972), Creamer and Creamer (1994), Fielstein and
Lammers (1992), O’Banion (1994), and Ohrablo (2010). For example, Student
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Participant 12 explained their relationship in a positive way that extended beyond
academic advising:
We have a very good relationship. I think that [they] do their job very well.
[They] always are reaching out to us. They do teach some classes, too. So it’s
kind of nice to have [them] in class and have them as an advisor, because I think it
gets us more comfortable with [them] and I think [they]’re more comfortable with
us as advisees. So I think [they] do a really good job at connecting on a different
level than just scheduling classes, scheduling meetings.
When I asked Student Participant 8 about their relationship with their advisor,
they quickly responded that it had been stronger when they were taking one of the classes
their advisor taught:
Yeah, so when I would have classes with [them], because [they] were also a main
professor, then I would talk to them more. This semester I don’t happen to have
any classes with them, and so we don’t communicate as much.
Another student said, “I have more of a professor–student relationship with them
compared to advisor–student relationship” (Student Participant 11). Student Participant
11 also acknowledged email was the primary communication method rather than face-toface meetings.
Other students described their relationships as challenging: Student Participant 1
said the relationship was “a little bit bumpy,” and Student Participant 4 said, “I don’t
think [they] really care about having that relationship.” Students were sometimes
frustrated by these relationships if they had expected better more. Student Participant 1
stated, “My expectation coming to college, I just thought I would have a better
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relationship with my advisor, because [they’re] walking alongside me four years, and I
feel like I don’t have a great relationship.”
Other students claimed to have no relationships or face-to-face meetings with
their advisors at all. When talking with Student Participant 4, they said, “I’ve never
actually been to [their] office. The only technical advising appointments we had was over
the phone because I enrolled late too, so then we just did everything over the phone.”
Student Participant 6 said that their advisor:
has been very, very laid back, which I have thoroughly enjoyed because [they]
never made it mandatory to meet to figure out what classes I’m going to take the
following semester. So I have loved that, so instead of meeting with [them], I
email [them] the classes I aspire to take the next semester and then [they] would
just say, “Okay, you’re cleared and then you can register when it’s your time to
register for classes.”
Student Participant 11 similarly stated, “I would say that I honestly don’t have one. From
like an advising and student point of view, I don’t really have one [a relationship].”
Student Participant 11 had been unable to attend the first or second advising day sessions
because they were an athlete with a demanding schedule; they therefore kept an email
relationship with their advisor, which the student did not consider a relationship at all.
This did not seem to upset the student because they were receiving what they needed for
advising and registration via email.
Student Participant 9 talked about how their relationship with their advisor was
conducted primarily via email even though the student found it easier in person. This
mismatch became more of a challenge and frustration because the student did not hear

PERCEPTIONS OF ACADEMIC ADVISING

63

back for an extended time period when sending an email to the advisor more than one
time. I also noted that Student Participant 9 was the only student who never mentioned
the name of their advisor and was very cautious throughout the interview. Student
Participant 9 stated:
So there is a line of communication and sometimes it’s easier in person. I find it
easier for me to do it in person than to email because emails can get lost. And so
sometimes, in that sense, the line of communication isn’t always that great. When
you try to email somebody and it takes a really long time for them to get back to
you.
Turning to the faculty perspective, when I talked with Faculty Participant 3, they
mentioned that their relationships varied from student to student, and sometimes
relationships never developed because students could register by sending email for
clearance by the advisor. In other instances, if a student had a question and wanted to
connect, they could. However, the advisor never mandated that students meet with them
face-to-face for advising.
Faculty advisors had 28-45 or more advisees, further complicating relationships
and connections between advisors and advisees. Student Participants 4 and 7, along with
the student advising survey (UNW, 2018b), indicated that students believed their advisors
were busy with several things other than advising. One student in the survey said that it
was hard to get together with their advisor outside advising day because the advisor
taught and had other responsibilities, such as running clubs. The student “didn’t feel their
advisor put emphasis on advising nor had enough time because of all they had going on”
(UNW, 2018b, p. 40).
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Faculty Participant 1, along with information from the faculty advising survey
(UNW, 2018a), suggested that faculty felt the pressure of having too many advisees and
not enough time. Faculty Participant 1 talked about how hard it was to only have 20 min
to visit with each student on advising day. They went on to say, “I think the risks of
having so many advisees in such a crunch of time is that they don’t always know that I
know who they [the student] are. I think they don’t realize the connection” (Faculty
Participant 1). This faculty member’s comments suggested that connecting with a student
during a 20-minute timeslot might not be enough time to foster a meaningful relationship.
Availability and Responsiveness
I asked all student and faculty participants about who initiated communication in
their advising relationships. Student Participant 4 was the only student who said that they
sent the first email or phone call. Every other student participant said that their advisor
had communicated with them about academic advising at some point in each the semester
(i.e., twice a year).
Faculty advisors tended to use SignUpGenius or Doodle polls to set up
appointments on and around advising day each term. These tools provided flexibility for
both advisor and student schedules. It was up to each student whether they wanted to
reply and meet in person or continue conversation via email for course clearance. This
could be seen as a very efficient way to advise, because 97.82% (n = 456) of participants
on the student advising survey strongly agreed or agreed that they responded to their
advisor’s communications within 2 business days (UNW, 2018b). Similarly, the faculty
advising survey showed that 100% (n = 36) of advisors strongly agreed or agreed that
they responded to their advisees’ communications within two business days (UNW,
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2018a). In short, both students and faculty believed that they communicated efficiently (if
not effectively) with their advisors or students.
Summary
The theme of communication emerged from subthemes of frequency of
discussions, relationship and connection, and availability and responsibility. The
frequency of discussions experienced by faculty and students varied from person to
person and from engagement to engagement for each person. Some relationships and
connections were good, while others were challenging, mediocre, or even nonexistent.
Approachability was very good, in the sense that all but one student said their advisor had
communicated with them about academic advising at some point during each semester.
This theme corresponds to the interactions and opportunities provided to and by both
students and advisors participating in the academic advising process. The next theme
relates to the processes of academic advising.
Theme 2: Understanding Processes of Academic Advising
I asked participants questions related to the functions of advising (Allen & Smith,
2008), which included information processing. Without formal processes to track
progress toward degrees, students and faculty struggle to be successful in their roles. The
theme of understanding processes emerged during data analysis and specifically involved
two separate subthemes related to processes: preparedness for advising meetings and
tracking progress toward degrees, with or without campus constituencies.
Preparedness for Advising Meetings
Students perceived a need to plan course schedules in order to receive registration
clearance. Without registration clearance, the learning management system (Moodle)
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would not allow students to register for the classes in their academic plans via their
degree audits. At UNW degree auditing is an analysis that helps to assess a student’s
academic progress toward their degree. Each student noted the ease of degree auditing
and its importance in helping to prepare for advising meetings. Student Participant 8
indicated that their advisor preferred them to already have an idea of what classes they
were going to take before coming to their office: “Before I meet with them, I’ll figure out
what classes I want to take. So usually I have my whole schedule planned out and just
need to have it signed off.” This student also indicated they had shown up for an advising
appointment without planning ahead of time and were turned away and asked by their
advisor to come back when prepared (Student Participant 8).
Some students showed great interest in the planning of their schedules. One said,
“I enjoy making the degree audit plan myself and then going in and just asking if it works
or asking any questions I have. So usually I’ll have prepared basically the remainder of
my college academic career” (Student Participant 3). Student Participant 6 went as far as
to say, “I thoroughly love organizing my own class schedule every year with degree
audit.” However, this same student was one that said that their advisor did not require a
meeting for registration clearance. Student Participant 9 talked through the complexities
of understanding degree auditing, how they had no idea what to do their freshman year,
and how the four-year plan presented by their advisor.
Faculty participants unanimously agreed they used some sort of sign-up platform
(SignUpGenius or Doodle) to arrange meetings for students who wanted them. They also
offered students the choice of meeting with someone in the registrar’s office. This type of
advising and course selection provides autonomy and freedom (Winston & Sandor,
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1984). Faculty Participant 2 believed in student preparation because they could usually
only meet a student for about 20 min. Faculty Participant 1 remarked:
I have an expectation that they are acquainted with their own degree
requirements. That they have kind of reviewed what they need to take next. I have
an expectation that they’ve taken some responsibility for their education. They’re,
most of them, if not all of them are legal adults. This is part of their growth
process and their educational process. I’m not one of the handholding advisors.
Faculty Participant 3 emphasized that one of the biggest things they told their
students was, “You need to have a plan already put together before you meet with me.”
Because each of the faculty participants had been advising for several years, they
prepared for advising by glancing at the student’s degree audit and the student’s file (if
they had one), but responsibility rested primarily on the shoulders of students to know
what they should be taking.
Tracking Progress Toward the Degree
Understanding and tracking necessary progress toward a student’s degree is
important (Allen & Smith, 2008). Without proper tracking, students can take longer than
necessary to complete their requirements (Allen & Smith, 2008). In order for each
student and faculty participant to check what was complete, they used degree auditing,
working with the registrar’s office (one specific person in that office) and The Rock (an
internal site for student and faculty use filled with campus communications, support, and
resources). Because degree auditing was one of the resources on The Rock, students
sometimes referred to degree auditing as “The Rock.” Although this subtheme of tracking
progress toward the degree relates to the subtheme of preparedness for advising meetings,
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tracking progress is a specific way of preparing for advising meetings by monitoring
student movement toward graduation requirements.
Student Participant 6 talked about their freshman year everything was tracked on
paper for degree progress. By the time they were a sophomore, however, degree auditing
came into place. They said:
When moving all online, it actually made the whole process way easier. Just
because then the format for all of the classes you had already taken under each
category were there and then it said how many credits you had left to take. So it
wasn’t anything you had to write down or do the math yourself. It just said all of
that for you. So yeah, the degree audit has been very helpful. (Student
Participant 6)
Student Participant 8 believed that degree auditing helped them to figure out that
they could graduate from college in three years instead of four years. Conscious tracking
had helped them to save time and money. Student Participant 1 mentioned the
straightforwardness of degree auditing as a perk for tracking progress:
It has a certain percentage and it shows you all the different classes that are core
and requirements to get done. Then, it shows you which ones you have left or
how many elective credits you still have to take.
The comfort expressed in this student’s response showed evidence that degree
auditing provided a reliable mechanism for tracking progress.
Another student participant specifically mentioned that their advisor
recommended they meet with the associate registrar to confirm the tracked information as
a way of double-checking (Student Participant 10). Several faculty and students
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mentioned the associate registrar. Faculty Participant 3 referred all of his students to
double-check their progress with the associate registrar before applying for graduation to
make sure that everything was in order and ready for final sign-off. The advisor used the
services of the Associate Registrar as a way to verify his work because he seemed leery
of trusting the audit and his own review.
Another faculty member referred to the need for a computer-generated report of
students’ progress, which would aid their use of the degree audit system and their
communication with the associate registrar. Faculty Participant 2 hesitated to comment
but stated:
I don’t know their [students’] current progress, and then a lot of times, if I’m
really honest, I don’t know that progress until the next advising meeting in
November. So there’s a bit of a lag there. It would be amazing if the school could
generate a report for me or something and notify me, “These are the students who
failed classes last semester.” But it’s a little bit cumbersome to, I guess what I
would have to do is go into each degree audit, after each semester and see who
failed what.
Summary
With an understanding of degree auditing, class planning, and registration
clearance, students and faculty were able to fulfil their roles in advising. There was also a
need to track degree requirements for graduation with the help of degree auditing and The
Rock. The Associate Registrar helped improve understanding of processes of academic
advising. However, technological improvements with respect to reporting on student
course completion could help faculty in their advising duties. Although understanding

PERCEPTIONS OF ACADEMIC ADVISING

70

processes of academic advising is important for both faculty and students, the next
section discusses advisor perceptions of university support.
Theme 3: Advisor Perceptions of University Support Around Advising
Axial coding revealed two subthemes related to faculty participants’ perceptions
of university support around academic advising: internal support and training and
rewards and penalties for advising. When faculty advisors were asked about various
kinds of support and how support impacted their ability to advise, all three faculty
participants explained that they leaned on their own previous advising experiences. The
advisors interviewed collectively had almost 60 years of experience, so they may have
had different support needs from those of a newer faculty advisor. This section provides
information about how faculty advisors were supported, how they supported others, and
the support they needed to do their jobs.
Internal Support and Training
Faculty Participant 1 noted that when they started advising, they did not have any
kind of internal support but learned as they went along. However, now that they were
working with a dean who prioritized advising, they had become more intentional with
their support. Faculty Participant 1 went on to say:
When I started out, I had no clue what I was doing. I was basically advising based
on my own very recent college experience. Then, I kind of learned the ropes as I
went along. Now since we've got a new Dean in the position who is pretty
intentional about advising, we have a lot more training available to us. Now, I
have not necessarily accessed it because I've just been doing it for a long time. I
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know the program. I know our requirements. I know the core curriculum. It
doesn’t…I don't attend all of the trainings, but we do have more available now.
Conversely, in the faculty advising survey, one faculty member said, “We could
use training on what the larger role of an advisor can be—how we support students
beyond just course mapping and registration. How do we guide them with goal setting?”
(UNW, 2018a, p. 27). This faculty member in the survey believed that their scope of
advising went beyond figuring out a course schedule and might be leaning toward the
kind of intrusive or progressive advising discussed by Chickering (1994) and Creamer
and Creamer (1994).
Faculty Participant 1 also noted that training had supplemented their advising
process and was useful and supportive when utilized. They also said that if a question
came up that they could not answer, their department chair was a great resource. Faculty
Participant 2 believed that training was effective, but “because they do it every semester
it sometimes feels a little redundant.” However, when Faculty Participant 3 was asked
about advisor training, they shrugged their shoulders and said that some training was
available to faculty, but they tended to ignore it because they had been advising for 30
years and claimed there was not much new that was going to come along. Because the
advisors in the psychology department had several years of experience, it was easier for
them to dismiss training opportunities from which they could be learning new advising
techniques.
Rewards and Penalties
The work of an academic advisor varies depending on the stage of the student.
Good advising needs to take place throughout recruitment, first registration days, their
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time as a student, and when the student is graduating and looking for a job in their field
(Drake, 2011). UNW faculty advisors were monetarily rewarded for advising only for
new student advising days (typically held during the summer months), when they were
each paid $50–$75 to advise a new student (Faculty Participant 2). However, as stated
above, new student advising is only the tip of the advising iceberg.
When Faculty Participant 3 was asked about rewards for advising, they stated that
it was just part of their job and there was no need for additional compensation because it
was not something they were evaluated on either. Faculty Participant 1 also noted,
“We’re a high-revenue, low-cost department. … Knowing that, we just advise. We don’t
have any expectation for reward or recognition or anything like that.” Even though there
was no monetary reward, all faculty advisors in this study had a great awareness of
advising and its importance. They understood that it was one of the requirements of being
a faculty member and believed that it was a service to the institution. However, advisors
in other departments may not have felt that they were being treated equally compared to
Psychology because they had fewer student majors. Their perception was that they were
being treated unfairly because Psychology had more students and psychology faculty
spend more time advising and less time teaching classes.
It depends on an advisor’s perception of their advisee load. Advisee load referrers
to the number of students an advisor takes on for advising in addition to their obligations
which may include (but is not limited to) teaching courses, seminars, workshops,
committee work, and institutional events. Faculty Participant 1 noted:
Unfortunately, you’ve got some faculty who are in a department where they each
have three advisees. Then, because they have a lot of general education courses
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that they teach, there’s a lot of faculty and not a lot of majors. For example,
you’ve got history that’s got, I don’t know, 11 majors and four faculty.
Some advisors may see their advisee load as a punishment rather than a reward because
the more advisees someone has, the less time they have to do their other work.
For faculty, rewards and joys could be closely related. During the interviews with
faculty, I asked them what their greatest joy was in advising. The faculty advisors in this
study felt intrinsically rewarded from advising and all three of them believed that their
greatest joy was helping a student. Faculty Participant 3 said that they tried not to get too
wrapped up in a rewards system because they wanted students to feel heard and helped.
They went on to say:
I’ll have students come in, like I had one who came into my office, she’s an
advisee in day school, think she transferred in, and she was thinking about
changing her major. Really, really won’t talk about it. Turned out that she was
getting pressured to get out of the psychology field. And one of the people
pressuring her was her mother who was a licensed therapist. I was able to help her
think more about her major and less about her mother. (Faculty Participant 3)
Another faculty advisor believed one of his greatest rewards in advising was
helping students who might otherwise have left the University. They wanted to retain
students who were unsure about their futures and help them feel wanted. Faculty
Participant 2 said, “I’ve had a handful of students every year who, they’re just going to
drop off the deep end and give up. They find their way and they kind of get back on track
and they finish.” These examples show the grace of the advisors and the support they
believed they provided to their advisees.
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Faculty Participant 3 expressed a discouraging belief that advising could be
stress-inducing and unrewarding when they had to scramble to put together a course
schedule and courses were not available. They went on to describe how advising on the
spot was exhausting because they could not seem to get ahead of the advising sessions
with workload, time constraints and limited course availability.
Summary
The theme of university support around academic advising reinforces the
importance of internal support and training and rewards or penalties for advising.
Although the University offered advisors various kinds of support for their ability to
advise, advisors most often relied on their own advising experiences because of the
scarcity of time available for training and advisors’ preference for supporting students in
ways that the advisors found comfortable. The next section provides insight into
university support around advising from the student perspective.
Theme 4: Student Perceptions of University Support Around Advising
This study revealed three subthemes related to student perceptions of support
around academic advising: guidance and helpful experience, expectations (of their
advisors and of themselves), and resource assistance or obstacles involved with support.
When I asked students what kind of support they needed to feel successful as students,
their answers included a variety of checking off degree requirements, advisor guidance,
advisor experiences, internship connections, networking alumni connections, advisor and
student expectations, references, campus resources, financial assistance, counseling, the
registrar’s office, tutoring, and course availability. In short, their answers were wide
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ranging. Further, the support needed for traditional (direct from high school) students and
transfer students differed in complex ways.

Guidance and Helpful Experience
Throughout this study, students noted the need for guidance and helpful
experience in the following areas: degree requirements, the registrar’s office, advising
guidance, advisor experience in the field, internship connections, networking, and alumni
connections. These were areas in which students expressed contentment or approval. The
only area of general dissatisfaction was campus resources, which two participants were
dissatisfied with. Speaking generally about the need for guidance, Student Participant 4
said:
I would say that just having guidance gives me a lot of confidence that in the
future I will, I am going down the right path. And of course you ask other people,
too, and you see what their opinion is. But I don’t remember a specific instance
where I’d go into their [the advisor’s] office and I didn’t learn anything, or I was
told the same thing. And I feel like I can ask my advisor to tell me things that I
haven’t learned already, if that makes sense.
When it came to course assistance, Student Participant 6 had had a similar experience and
stated:
I think that, especially my advisor, they continuously are talking to me about, like
with this class and with this class, it connects to what you want to end up doing
later. Or they say, “Well, how is this going to connect to this in the end?” And
they just kind of make it a point to figure out what you want to do in the end with
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this degree and connect what you’re doing now in your classes and all the
different parts to what you want to do in the end.
Several students believed that their advisors were looking out for them and took
guidance from them based on personal relationships. Student Participant 13, who was
Faculty Participant 3’s student worker noted, “[They] know my interests and even though
maybe my grades don’t show how amazing I am in academics, because I’ve taken classes
with [them] and we’ve spent time together, [they] know what my strengths are and stuff.”
Student Participants 1, 3, 4, 11, and 13 said that their advisors had not addressed
or ever specifically mentioned any sort of campus resources with them. However, Student
Participant 4 said, “I would say that’s more because I don’t need [them] to, otherwise if I
asked [them], I’m sure [they] would tell me to talk to a certain person.” Each student
participant seemed at ease and content with the guidance received from their advisor.
Generally speaking, the student advising survey noted that being able to set up a one-onone meeting with an advisor helped [students] evaluate their academic progress and select
courses that followed logically from their current position or offered improvement in
areas where they appeared to be struggling (UNW, 2018b).
Expectations
I found student perceptions of support to be of two kinds—student expectations of
themselves working with their advisors and student expectations solely of their advisors.
In one instance, a student mentioned expectations in a collaborative sense of support:
My expectation is we both come to a conclusion with what will be my schedule
for next semester, they give honest opinions on what they think about the classes,
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teachers, or what they think I would be most interested in. (Student Participant
11)
This statement implied joint expectations of from both parties.
Others expected their advisors to notice things they might have otherwise missed
or care about more than other faculty. One student in particular sought an advisor who
was a good listener, attentive to their future goals, organized, but knowledgeable about
which classes they teach (Student Participant 6). Another student said:
My expectation is that they [the advisor] are looking over my degree audit and
making sure that the classes that I want to take and that I propose to them are
going to lead me down that path of being able to graduate on time and to fulfill
the necessary credits and everything like that. (Student Participant 11)
Student Participant 12 believed that “advisors should be able to answer all
questions, even if they need to go out and find other resources. I think that it’s part of
their job to help us and advise us on answers to schooling questions.” Another student
had even higher expectations and expected answers to questions about would be most
beneficial for their future or their life after graduation (Student Participant 3). Although
all students had similar expectations, some had more extensive expectations based on
their desire or need for support.
Resource Assistance or Obstacles
Student participants across the board identified the need for references, career
development, financial assistance, counseling, and the registrar’s office. Two students in
particular (Student Participants 6 and 13), identified the lack of course availability as an
obstacle. According to my conversations with students, resource assistance and/or
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obstacles impact the perception of their feelings about university support around
advising.
The need for professional references was mentioned by Student Participant 1 as a
primary reason to meet with their advisor. They had spent time volunteering at a
children’s hospital and, through that opportunity, needed a letter of recommendation to
pursue a career goal. Although this student had mentioned that their relationship with
their advisor was a little challenging, they still wanted and valued a letter of
recommendation.
Student Participant 2 recognized that their academic advisor was very
knowledgeable about psychology careers but comfortable sending the student elsewhere
when their questions fall outside of their area of expertise. They said:
[They’ve] given me the correct references and correct pathways to answer
questions that [the advisor] doesn’t know off the top of [their] head, which is nice.
And that could be anything from recommending books, to recommending
teachers to go to, to recommending career counseling, ALPHA [the writing
center]. There’s so many things that [they] can refer me to that where other places
have better answers than [they] can give. And that’s really, that’s a good quality
to have to know that you don’t know everything. (Student Participant 2)
Student Participant 4 had a similar experience and said, “I know that if I asked [them] a
question, [they’ll] have an answer.” The same student also mentioned the advantage they
felt they had over other students because their advisor was connected with alumni who
were former psychology majors and would pass on to the student the email addresses and
points of contact of these alumni.
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One student discussed how their advisor referred them to the Counseling Center,
Career Development, the Student Life Office, or the Registrar’s Office for additional
resource assistance (Participant 12). This tendency of advisors to refer students to oncampus resources was not the norm for every student, however. Student Participant 1
said:
I’m big on working with the Career Development Center to pursue internships,
resume stuff, and all of that. I do that all on my own. My advisor has never
mentioned, “You should reach out to this department. They’ll help you with that,”
or anything like that.
Students perceived that their advisors offered them either a wealth of assistance or none
at all. There was little in between with respect to receiving resource assistance.
Student participants mentioned financial assistance as somewhat of an obstacle
when it came to academic advising. Student Participant 9 mentioned that they had been
struggling financially at one point, and they brought this up with their advisor. Because
the student reached out, and made it clear that they were not the only one struggling, the
advisor sent out an email containing scholarship information to their advisees. The
advisor was willing to be helpful and supportive when asked. Student Participant 12
made a related comment:
I would say my greatest frustration would be they [the advisor] only deal with the
academic part, like putting classes and stuff together, and I have a full-time job so
I have to deal with my own finances and figuring all that out. And you can’t do
any advising stuff until you have all that figured out. So I think having something
more connected with finances and getting your holds lifted and stuff and your
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advisor would be less frustrating for students, because we can’t do anything
without all this being done. So I think that’s super frustrating as a student,
especially if you have all these deadlines and you have other stuff you have to do
during them, it just gets frustrating.
Another obstacle or frustration for some students was course availability. The
faculty also noted this as a point of frustration (as stated previously) because they were
unable to get students into certain classes when they were full or unavailable. Student
Participant 6 expressed frustration with this issue:
Sometimes the only time I can take a class I have a conflict or it isn’t offered, but
I need to take it. Northwestern isn’t a huge college so the offerings are not always
a ton for psychology electives. I still need x amount of credits and I have to take
what is offered. I didn’t have an option at some point. And nobody told me that at
Northwestern.
In a similar fashion, Student Participant 13, a senior student, remarked:
I think my biggest frustration, and this is mostly just a Northwestern thing, is that
there were a lot of classes I wanted to take that were not even offered during the
time I was there. And it is probably because of it’s a smaller school, but there
were just so many different classes they offer, but only a small portion during that
time. And that was kind of frustrating because I would go online and it was like,
“Oh, you could take these classes.” But then you have to go onto another forum
and check if they’re even available.
Summary
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The theme of student perceptions of university support around advising emerged
from three subthemes: guidance and helpful experience, expectations (of their advisors
and of themselves), and resource assistance or obstacles involved with support.
Responses were all or nothing with respect to receiving helpful advising guidance.
Students in general had similar expectations of what they wanted from their advisors, but
some expected more than others based on their desire or need for support. Student
participants identified needs for references, career development, financial assistance,
counseling, and the registrar’s office. They also identified a lack of course availability.
Theme 5: Advisor Perceptions of Responsibility Within Advising
When talking with faculty advisors about their perceptions of responsibility, two
subthemes emerged: degree progress and supporting life goals and advocacy. It was
through hearing and understanding the advisors’ different stories that I was able to
discern their differing senses of responsibility. As they told stories, they became more
comfortable opening up to extended dialogue that felt warm and honest. Each of them
seemed to appreciate and enjoy being asked about their perception of responsibility as an
advisor.
Degree Progress
The three faculty participants in this study articulated different ways that they
perceived degree progress—assisting decision-making and knowing graduation
requirements—as a responsibility of academic advising at UNW. Faculty Participant 3
expressed the importance of assisting in decision-making:
My job is to give them [students] information and help them [students] make the
best choices and then give them feedback about the choices they make. That’s
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how I see my role as an advisor. But they’re responsible for their own happiness
and their own choices. And my job is to inform them if I think that there’s a pitfall
that they don’t see. So I don’t completely agree with the guide, or that little
pamphlet that says all the faculty’s responsibilities. But I do think essentially it’s
to provide them with the information they need to make the best possible
efficient, effective choices regarding their academic program.
Furthermore, Faculty Participant 2 emphasized graduation requirement discussions as a
form of degree progress responsibility: “My responsibility is to help them [students]
understand how their degree plan works. So usually in the first meeting I take some extra
time to explain to them, I show them their degree audit.” As the conversation continued,
Faculty Participant 2 explained that they believed their responsibility was to know their
curriculum, the future direction of programming, and future course offerings. They
acknowledged that their responsibility to students was to guide them through the choices
and programming. In the UNW (2018a) faculty survey, one faculty member commented,
“Students have less autonomy. Responsibility in knowing what they need to take. They
expect advisors to do everything for them. It takes a lot of time to work with students
individually” (p. 28). In the same survey, another faculty advisor said, “Students aren’t
always prepared and expect advisors to do all the work” (UNW, 2018a, p. 28). Advisors
with heavier advising loads appeared to be more frustrated with students not being
prepared for their advising appointments.
Support and Advocacy
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Faculty Participant 1 saw their role as more of a student advocate with a dose of
hospitality when it came to movement of a student’s degree. Without strong retention
efforts, a student may not complete their degree. Faculty Participant 1 remarked:
I think I have a responsibility to not drop the ball with students and not to let them
fall through the cracks. Because we want retention, we want to retain them, we
want to keep them through to matriculate [sic]. I feel like my responsibility is to
connect and make them feel seen and heard and valued in the institution. Because
that is what we all want is as faculty, we want the students to feel like they belong
here.
However, after I had stopped recording, Faculty Participant 1 also shared candidly with
me that time constraints did not allow advisors to think about advising beyond the typical
advising session days, which were a few days out of the school year. Students therefore
needed to focus on their own schedules, because Faculty Participant 1 did not have a
tremendous amount of time to contribute to advising.
Faculty Participant 1 also said separately:
Their [students] responsibility is to know their requirements. They’ll come in with
a plan, “I’m going to take this, this, this, this and this, these, these classes.” My
responsibility to say, “These two together, it’s going to be really heavy. That’s
going to be a really heavy academic challenge for you.” I can advise on those
things.
There was also a sort of feedback and consultation that went along with
supporting life and career goals that took place during advising meetings. Faculty
Participant 2 stated:
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It’s an interplay of them [students] saying, “I can do this. I want to do this and
this.” And me saying, “Great, brilliant, Mm-mm [negative]. How about if we
rearrange this with that next semester instead? Have you thought about an
internship that would augment what it is that you’re hoping to accomplish?” They
[students] have to have taken some responsibility initially before they come in and
talk to me. If they come in and sit down and say, “I don’t know what I’m going to
take,” I ask them to reschedule, come back tomorrow.
Summary
The subthemes of advisor perceptions of responsibility within advising were
degree progress and supporting life goals and advocacy. Advisors believed that their
responsibility to students was to guide choices and programming but ultimately felt the
students were responsible for their success in the sense of grades and passes. Advisors
felt that advising was very much a two-way relationship. Each advisor wanted to see their
students succeed but felt constrained by time when building relationships, which they
believed formed the cornerstone of understanding responsibility within advising. The
next section discusses how students perceive their responsibilities within academic
advising.
Theme 6: Student Perceptions of Responsibility Within Advising
After interviewing 13 students about their perceptions of responsibility within
academic advising, two subthemes emerged: clarification of advising and developmental
assistance. As a researcher, I sought to better understand student insights in the context of
each participant’s personal experience.
Clarification of Advising
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Student Participant 4 believed that it was their responsibility to know what classes
to take and what schedule they needed. Student Participant 3 agreed:
So I see it as my responsibility to create my schedule as best I can. And I think
it’s also my responsibility to come up with the questions I have, because
obviously they can’t read my mind and figure out what I need. So I think it’s my
job to advocate for my needs and advocate for what would be most supportive.
Student Participant 12 made the same kind of point:
I think that in order to allow your advisor to be an advisor to all these different
people, you have to be prepared with planning your classes out and taking the
initiative to make meetings with them if you have other questions, because it’s not
their [the advisor’s] job. They can’t read your mind. They [advisors] don’t know
what you need if you don’t tell them [advisors].
Student Participant 5 also assumed personal responsibility:
I need to make sure that I’m going to class, doing the homework and the
assignments. They can tell you what classes you need to take, but then it’s on you
for registering for them and making sure that you get in the class. And then if you
don’t get the class, figuring out what you can take.
Student Participant 8 similarly said, “I think I have responsibility just to make sure that
[my schedule] works out. But I think most of it is just what classes I want to take and
making sure I get all the credits I need.” Student Participant 3 concurred and talked about
how it was their responsibility to create their schedule and that students should not
necessarily expect things to be perfect in schedules from advisors because of how many
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people the advisors see. Also, they believed that if something came up in the degree
audit, it should not be the advisor’s responsibility for them to graduate on time.
Student Participant 6 mentioned the need for a backup schedule and being selfaware of preparation. As a researcher, I appreciated the conscious and well-expressed
effort of Student Participant 6 and thought it unusually mature for a senior in college.
Student Participants 4 and 8 tied the importance of preparing a schedule to
financial responsibility: “I’d say just knowing your class schedule and what classes you
need to graduate, because you’re putting a lot of money into it. This is what you’re doing
with your life right now. It’s your job” (Student Participant 4). Student Participant 8 said,
“I need to make sure I’m on the right track since my education is what I’m paying for.”
Developmental Assistance
Decision-making and academic planning drew upon the help of advisors, but
advisors may have expected students to perform these tasks during academic advising.
Student Participant 1 acknowledged this:
They [students] have to be prepared and take initiative themselves, because I
mean, our advisors can’t do everything for us. I mean, we have personal
responsibility for that. They [advisors] have enough job duties themselves. They
can’t hold your hand.
Student Participant 11 believed that it was their responsibility to stay on top of the classes
they needed to take and seek out resources if they needed them.
Some students raised taking responsibility for needed assistance as an area that
some students could find challenging because they were unusually outgoing or shy.
Student Participant 2 reluctantly admitted, “My first year advising was very different than
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this year, and I’m completely willing to accept that that was probably partially me
because I didn’t really know what I was trying to do.” This student went on to discuss
how the more they met their advisor the more comfortable they became talking through
academic scenarios with them.
Another student noted how much they wished their advising relationship had been
different to help them developmentally through their 4 years as a student: “I would say
it’s more so on my end. I wish that I would’ve connected with them more and was more
intentional about meeting with them and getting to know them more personally” (Student
Participant 5). Student Participant 5 believed that more time together would have helped
developmentally with opportunities and programming.
Student Participant 11 said that their greatest joy was having a resource, such as
an academic advisor, to help them get closer to reaching their goals—both personal and
professional. Without developmental assistance from their advisor, they did not believe
they would have known what to be responsible for in the first place. Their personal goals
were formed with the assistance of the advisor.
Summary
This section discussed student perceptions of responsibility within academic
advising with two subthemes: clarification of advising and developmental assistance.
Student Participants 3, 5, 8, and 12 all discussed their responsibility for creating a
schedule and not needing their advisor to do everything for them. These students believed
that it was their responsibility more than their advisors’ to graduate on time. Student
Participants 4 and 8 considered academic advising responsibility on their part to be
financial responsibility as well. Students Participants 1, 2, 5 and 11 mentioned the need to
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have a strong relationship with their advisors to feel like they were being assisted
developmentally. In the next section I discuss the final theme, how students and faculty
perceive shared responsibility within advising.
Theme 7: Student and Faculty Perceptions of Shared Responsibility Within
Advising
Although it was important to ask each student and faculty member what their own
perceptions were of themselves and others, it was also critical to better understand their
perceptions of shared responsibility. In Chapter 2, I discussed how the long-term
connections between academic faculty advisors, institutions, and students need to
cohesively operate to guide students in their lives, careers, and personal and academic
goals (Frost, 1991). The lived experiences of students and faculty with regard to shared
responsibility as it relates to academic advising emerged from the subthemes of one- or
two- way relationships, feedback and consultation, and awareness of the shared
responsibility UNW document.
One- or Two-Way Relationships
A subtheme that emerged while talking with students was how much they
believed in a two-way relationship when it came to academic advising. Student
Participant 11 said that they believed responsibility for graduation requirements falls on
both them and their advisor but ultimately thought the weight should be more on the
advisor because “that is their job.” They went on to talk about their belief that advising
goes both ways but that it was a little more important for their academic advisor to know
the requirements because that was the advisor’s primary role.
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Student Participant 3 expressed frustration with feeling that they had to be more
responsible than their advisor and that there was no shared responsibility. They felt like
their advisor was only a person they had to go through for approval. Although the student
had initiated some conversations, it still felt like there was more pressure on them.
Student Participant 9 had a different opinion about shared responsibility:
I think it’s my responsibility to take initiative on what they tell me because if they
give me a resource but I don’t take initiative on it, then what’s the point? Then
nothing’s going to get done. So it’s definitely my responsibility to take initiative
on using those resources that they do give us. And then I also think it’s important
and my responsibility to also make sure that I know what I’m doing and that I’m
on track as well, and we hold each other accountable in that sense because this
goes both ways. I don’t think that it’s just a one-sided partnership.
Feedback and Consultation
Another subtheme to student and faculty perceptions of shared responsibility
within advising is feedback and consultation. Student Participants 3, 12, and 13 noted that
they felt responsible for reaching out if they had questions. Student Participant 13 said,
“They [advisors] can’t read minds,” insinuating that students needed to engage and ask
questions if they wanted good shared relationships. Faculty Participant 2 reciprocated:
Students are responsible to follow through. So if we fill out a form in my office,
they still have to actually deliver it to the registrar’s office. If we discuss
registering for x classes, they’re responsible to go complete that registration
process. If we have this online credit inloading process, so if they sign up for an
online class, they’re responsible to make sure that form gets filled out and
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dropped in the appropriate office or else they’re going to get charged extra. So I
will coach them and let them know they need to do it, but they actually have to
follow through.
Awareness of Shared Responsibility Document
The final subtheme to student and faculty perceptions of shared responsibility is
the awareness of shared responsibility document which is published by UNW. The
closing interview question in both the student faculty interviews was about the shared
responsibility advising document. All 13 student participants commented they lacked
awareness of the UNW shared advising document. Student Participant 5 was the only
person to admit that they probably received it and signed it without actually reading it.
Faculty Participant 1 did not recall what it was off the top of their head and said, “No, we
have one?” After the interview, Faculty Participant 1 expressed embarrassment and said
that they were part of the group that put it together through the Center for Teaching and
Learning.
Faculty Participants 2 and 3 were both familiar with the shared advising
document, but Faculty Participant 2 agreed more with all that it stated. Their only
criticism was that “it’s kind of too much” and could overwhelm students with its length
(Faculty Participant 2). Faculty Participant 2 said:
When I meet with a new student, I do show them this document. I don’t walk
through it point by point, but I usually say, “The responsibility of the faculty is to
know our curriculum well, know what’s being offered, and know how to advise
you. Your responsibility is to be proactive and come to your appointment
prepared. You should be the one asking the questions about, ‘Is this what I should
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take? This is what I’m planning to take. Do you see any problems?’ And then our
role is to say, ‘Okay, that looks good, but you might want to consider doing this
instead because it’s going to fit better.’” So out of that long list, I tell them, “Your
responsibility is to be proactive and prepared when you meet with your advisor.”
Faculty Participant 3 had a different angle and believed in talking about the
document with advisees but did not agree with all the faculty responsibilities described:
The language is too loose because it sounds as though their future happiness is
dependent on me as an advisor. But when I gave the feedback in a small group, it
wasn’t received in the same way as other people.
They also talked about showing the document to students during summer advising. They
said they did not go through the document point by point but covered it in a general sense
as they interpreted it. Their main concern was that the document gave the impression that
students could walk away saying, “I’m not happy with what I’m thinking. That’s your
fault. You didn’t advise me for my lifelong decisions” (Faculty Participant 3). Faculty
Participant 3 said that they did not know whether students received the document at any
time other than their initial summer advising appointments (before they became
freshmen): “It [the shared advising document] is probably filed with some other
paperwork they get. Out of sight, out of mind.”
Summary
Understanding the lived experiences of students and faculty with regard to shared
responsibility as it relates to academic advising emerged from the subthemes of
procedures for success, feedback and consultation, and awareness of the shared
responsibility UNW document. Student Participants 11 and 3 felt as though their
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relationships were one sided, and they carried the greatest burden, but Student Participant
9 felt like they were in a two-sided relationship and shared responsibility equally with
their advisor. Feedback and consultation were necessary for students and faculty to feel
heard in the advising relationship. If something was discussed during an advising
appointment, the student and advisor were assumed to follow through on their
responsibility for what was discussed. The UNW shared advising document was
surprisingly unfamiliar to the students in the study; however, two of the three faculty
advisors were aware of it, even if they did not necessarily use it. The next section
discusses other notable findings of the study.
Noteworthy Information
Some findings emerged from the data that helped answer the research question or
offered guidance for future work but did not necessarily fit into one of the themes or
subthemes discussed above. For example, an honors scholar and a single mom described
different advising experiences. Another student noted how their classroom experience
with high school students impacted their view of the entire institution. Each of their
stories raised awareness of UNW student culture and overall satisfaction.
Student Participant 5 was an honors scholar who talked about how each
semester’s Advising Day was not used for advising honors students because those
students had to attend a compulsory honors symposium that day. This made it hard for
honors students to meet with their advisors; however, they were in tight communication
with the honors program chairperson, so their semester schedules were always planned
far in advance. Student Participant 5 also mentioned additional resources: “As an Acts
Six scholar we are told about opportunities for scholarships and have meetings on the
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quad to learn about new resources every semester.” This statement suggests that honors
students received intentional opportunities to thrive in the college environment.
Student Participant 4 expressed feeling shuffled around as a single mom,
commuter, and transfer student. Their previous school used professional advisors, and
they were frustrated by the number of people they needed to see during the registration
process. This was echoed in the student advising survey (UNW, 2018b) by a student who
suggested that UNW hire designated advisors and not rely entirely on professors to help
students manage their schedules. Confusion and frustration continued for Student
Participant 4 when they were told by a staff member that commuters did not need to
attend chapel, and therefore they did not attend. As a single mom managing a
complicated childcare schedule, they would take chapel time to study or do homework.
However, they were later fined for not going and had to make an appointment with the
dean’s office to explain why they had not attended:
I learned it is based on the schedule you work on with your advisor. If you don’t
have class before or right after chapel, you’re excused and you have to request to
be excused and they’ll look at your class schedule and then approve it or not.
(Student Participant 4)
The same student was the only one who said that they were participating in this study for
the extra credit and wanted to take advantage of it.
Finally, one student was the only person to mention that classes with high school
postsecondary education option (PSEO) students negatively impacted their experience at
UNW: “Being a psych major and stuff, there’s so many PSEOs in my classes, which is
just. … I’m 22 over here, and then I have an 18-, 17-year-old in my class. A five-year
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gap. That’s just huge” (Student Participant 1). They said that their lives were in such
different places that it impacted their learning and impression of UNW as a whole.
Summary
This chapter discussed the findings based on interviews with student and faculty
participants in relation to academic advising at a small, Christian, Midwestern liberal arts
university. Participants described their lived experiences. Each participant characterized
communication as the frequency of discussions, the relationships they did or did not
have, and the approachability and availability of each party. Each participant discussed
their understanding of processes by way of preparedness and tracking progress of
student’s degrees. Faculty participants identified their internal support, rewards, and
penalties received as academic advisors. Student participants identified their support by
way of guidance and helpful experience, expectations (of themselves and the institution),
and resource assistance or obstacles. From the standpoint of advisor perceptions of
responsibility, faculty participants believed that they were responsible for degree
progress, life goals, and advocacy. Student participants believed that their responsibilities
consisted of clarifying their advising schedules, registering, and showing need for
developmental assistance. Finally, student and faculty participants discussed their
understanding of shared responsibility and procedures for success (or two-way
relationships), feedback and consultation, and understanding of the UNW shared
responsibility document. The chapter also discussed the different experiences of three
particular student participants: an honors scholar, a teaching assistant, and a single mom.
In the next chapter I propose some solutions and ideas for future study.
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CHAPTER FIVE: CONCLUSIONS AND RECOMMENDATIONS
The purpose of this phenomenological case study was to better understand the
perceived shared responsibility of students and faculty advisors in relation to academic
advising. Specifically, I designed the study to examine these individuals’ lived
experiences of shared responsibility as it relates to academic advising at a small,
Christian, Midwestern university. A qualitative approach helped to create dialogue and
gather the perceptions of student and faculty participants.
This chapter discusses the conclusions, implications, and recommendations of this
study with reference to the themes identified in interview data, field notes, and existing
UNW survey work. These include recommendations for future research into lived
experiences of shared responsibility within academic advising from different perspectives
and suggestions for improving the UNW shared responsibility document and its uptake.
The proposed solutions focus on improvements to existing practices of academic advising
at UNW.
Aim Statement
The aim of this study was to identify the ways in which faculty and students did
or did not find common ground in relation to shared responsibility and the practices and
processes that inform advising relationships. This study contributes knowledge regarding
the preferences and tendencies that students and faculty advisors exhibit for following
through on, or avoiding, their respective academic advising responsibilities. I provide
recommendations for the institution to revisit advising relationships, best practices for
processes of advising, training, and institution-specific information.
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Proposed Solutions
Participants revealed that communication, understanding of university advising
processes, as well as perceptions of university support, faculty and student
responsibilities within advising, and shared responsibility within advising all influenced
their lived experiences of academic advising. I learned that each faculty member and each
student contributed to their relationship and, like all relationships, some are an excellent
fit and some are less so, but they all take effort. To prescribe a specific or rigid model for
all student/advisor relationships may not be the best solution. Instead, a joint effort to
foster relationships involving shared responsibility from both the student and faculty
member would encourage best practices and be helpful to everyone. Participants in the
study articulated attributes of shared responsibility, but did not necessarily make a
concerted and intentional effort to use the verbiage of shared responsibility.
The essence of the themes that emerged revolved around a particular experience
that at least several participants had within the advising process. The following sections
outline solutions informed by the themes identified in this study. Specifically, the
proposed comprehensive solution is a series of four recommendations: enhancing
communication about advising, improving understanding of the advising processes,
boosting university advising support tools, and improving and refining shared
responsibility within advising.
Enhancing Communication About Advising
In this study, I identified a wide range of communications about advising at
UNW. Student and faculty advisor relationships are highly variable regarding mode of
communication, frequency of meeting, and preferred models of advising. Although some
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students in this study had strong relationships with their advisors, others felt they had no
meaningful relationship. University leaders could enhance these relationships by
requiring advising meetings between faculty advisors and students. Students who had
formed relationships with their advisors only via email experienced prescriptive advising
in which advising was treated as an administrative necessity for checking off graduation
requirements rather than as a relationship (Drake, 2011; Stockwell, 2015). Students who
met regularly with their advisors, however, reported more developmental relationships.
Although there are prescribed advising days at UNW and students had the choice not to
meet with their advisor, they could have a discussion via email instead (or with an
Associate Registrar). The most satisfying relationships for participants in this study were
between those who met on a regular basis. These more regular and less formal meetings
also enhanced trust in both the faculty advisors and the student advisees. At a minimum,
if faculty were to provide an option for students to fill out an electronic sign-up sheet,
using a web-based application such as Sign-Up Genius, the students could pick a time to
connect with their advisor either in person or electronically that works for their schedule.
Perhaps if UNW were to require at least one formal meeting a semester, students would
be more likely to have informal discussions as well.
Improving Understanding of the Advising Process
The findings revealed the importance of degree auditing, class planning, and
registration clearance needed by students and faculty to fulfil their advising roles which
are all parts of the non-linear advising process. In this study, the advising process was
found to be an activity that complements the advising dyadic relationship. However, the
processes associated with advising feed into, inform, and contribute to the inputs of the
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education process. Not all students and advisors found these processes to be streamlined.
Every advisor in this study expected their students to come to their advising meetings
prepared and well organized, but some students felt unsure of how to be prepared. Rather
than simply expecting students to know how to prepare, advisors or university leaders
could provide a worksheet outlining basic information, degree audit questions, general
questions, and preferred classes to help alleviate student uncertainty about how to prepare
for academic advising sessions. In this way the ‘advising process,’ that is the checklist
sort of things that a student and advisor are responsible for during the advising
relationship is separate, though related to the ‘process of advising,’ or the more informal,
communication and relationship-based best practices between advisor and advisee.
Boosting University Advising Support
Faculty participants felt they had too little time for training and supporting
students. Student participants also felt constrained by the time available to build
relationships with their advisors. The observations from this study suggest university
leaders need to allocate more time, and perhaps other benefits, for faculty advisors to
invest in academic advising relationships. For example, faculty participants shared details
about time constraints and their limited availability for student meetings because of their
already strenuous schedules. Faculty Participant 1 noted they were teaching overload
hours with 30 or more advisees, which is considered more than a full-time job. Therefore,
allocating three credit hours of release for advising time two times per year for 30
students would be approximately the equivalent of a minimum of an additional three
hours of work per week. For students who had the same advisor as their professor, those
participants found their advisors to be more accessible, often before or after class. These
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types of opportunities are not always an option as students’ advisors may or may not
serve as their instructors of record during key advising points in their academic careers.
Further, when university leaders encouraged faculty advisors to assume more advisement
training, advisors felt they did not need the training and felt the time could be better used
for advising students. Advisors reported that since advising did not play a role in tenure
and was not a scorecard for faculty evaluation, it was less of a priority and more of a duty
to complete.
Currently, there currently is not a designated student retention champion at UNW.
If there were, this individual could support faculty and staff members with how to
identify students most in need of advising support through the use of data driven metrics.
Perhaps the Registrar’s office could review the add and drop lists of all departments and
send reports to the program chairs for review. This would assist in revealing any red flags
that student advisors may need to address.
Technology Support
Although affording faculty more time to focus on advising may not be possible,
faculty advisors could save time and personalize their advising relationships if UNW
leaders provided university-level technology and data to improve advising and make the
process more efficient.
A report or software solution could also serve as an effective retention tool. It
would be helpful to have a way for advisors to identify at-risk or struggling students so
that they could quickly deliver customized support to save students before the semester
ends, which is usually when advisors find out that a student has failed or dropped out.
Although UNW has a decentralized advising process, knowing what is going on with
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students in real time would facilitate a proactive rather than reactive approach to
advising. Information such as quarter or midterm grades can provide predictive analytics
for all faculty advisors to stay informed about their advisees.
Unfortunately, the current degree audit system only provides a semester snapshot
at a time. While it may not be possible to overhaul the institution’s existing software
(due to constraints around cost, development, and training), it might be worth considering
or exploring existing real-time reporting options already embedded in the system to meet
some of these student retention and support goals. Should a streamlined reporting tool
already exist that can generate semester-end reports for each student, faculty would then
have a key resource that might promote important conversations at the most ideal time for
the student.
Improving and Refining Shared Responsibility Within Advising
The responsibilities of academic advising are multifaceted, and advising success
varies in different kinds of advisor–student relationships (Allen & Smith, 2008).
According to the participants in this study, the document created by UNW about shared
responsibility in advising (Appendix A) was only given out to six students out of 13 who
could recall it during the beginning of school orientation for freshmen students and not
utilized after that by either students or advisors. Additionally, the expectations outlined in
the document did not match actual advising practices within one department of the
university. Although it is underutilized, this study found the procedures outlined in the
advising document should be more available to assist in the advising process at the
institution. The existing document includes some of the ways that students and faculty
advisors can work together, I suggest some specific improvements.
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For example, formalizing and enforcing some aspects of advising such as
freshman advising meetings during November and April as prescribed in the shared
responsibility document could alleviate some of the less than positive experiences of
some students, and some faculty. Responsibility in the advising document may be best
utilized as a more fluid guide to dictate the advising responsibilities and relationship
between an advisor and student. The procedures and best practices outlined in the
document would foster stronger communication and relationships. Perhaps it would be
helpful to add a simple preface at the beginning of the shared responsibility document
that notes that many elements of the advising guide are intended to foster communication
and not intended as checklist to be completed.
Second, the document asks advisors to assist advisees in decision-making,
selecting appropriate classes, and developing long-term academic plans that support
degree requirements and life goals, but includes nothing explicit about final responsibility
for degree requirements. Guidance may be helpful in the form of a specific checklist of
items that pertain to graduation clearance outside of any degree requirements. For
example, a common misstep that could easily be avoided is for students to know the
proper channels for registration clearance. It is clear from previous missteps that faculty
or students may not be aware of specific graduation requirements. Also, the ultimate
responsibility for degree completion and meeting graduation requirements needs to be
explicitly assigned and understood by all parties.
University leaders also to include a statement regarding who has final
responsibility in the course catalog, in the shared responsibility advising document,
during orientation, or during advising appointments. Such a statement could read, “A

PERCEPTIONS OF ACADEMIC ADVISING

102

student’s faculty advisor and UNW’s registrar’s office can check student schedules and
degree requirements, but the student has final responsibility for confirming that they have
satisfied all degree and graduation requirements.” This kind of statement may help reduce
confusion about this issue.
Finally, the UNW advising document is long and cumbersome to read. Shortening
the document to a half-page handout that could be referenced throughout the school year
may be beneficial. Unfortunately, students reported having seen the document only once
during orientation and that they had since forgotten about it. If the document were in
front of people more often, perhaps sent by the institution or by all faculty advisor sat the
institution before each university advising day, students and advisors would be more
likely to use it during advising and as a point of reference. Finding a place for the
document on the university website could be a starting point.
Implementation of the Proposed Solutions
First, I will share the findings and recommendations obtained from this study with
faculty at a future meeting of faculty or senior leaders. The goal will be to inform faculty
and leaders about existing findings in the literature, as well as specific ways to improve
shared responsibility across campus and engage with students about shared responsibility
within academic advising. I interviewed advisors and majors from only one department
for this study and it is possible that the findings do not translate across the institution.
However, this could be more useful to departments with a similar number of majors.
Second, I will discuss the proposal for a revised shared responsibility document
with the advising committee responsible for coordinating efforts related to academic
advising upon approval from faculty/senior leadership at UNW. The discussion will
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include the possibility of additional faculty feedback to better honor the time they spend
in academic advising. I would encourage the committee to develop a follow-up advising
survey to better measure student and faculty understanding of shared responsibility. This
would be outlined in a revamped shared responsibility document with regard to shared
responsibility within academic advising.
Finally, I will advocate for the advising committee to be a champion in
implementing proposed solutions because I learned that each faculty member and each
student separately contributes to their relationship. Like all relationships, some are an
excellent fit and some are less so but they take effort and to prescribe a specific model for
all student/advisor relationships may not be the best solution. Instead, some concerted
effort from everyone involved to meet students where they are is a part of the advising
best practices that was fully articulated by the participants.
Implications
The following sections demonstrate a need to build stronger shared responsibility
advising practices at UNW. The general ambiguity of advising responsibilities among
faculty and students and the under-utilized shared responsibility advising document
demonstrate the need to reevaluate the approach to foster stronger advising relationships.
Upon refining UNW’s shared responsibility approach to academic advising and following
through with successful implementation, the expected outcome would be improved
retention and graduation rates and in turn possibly increased enrollment and institutional
growth.
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Practical Implications
Only six out of 13 student participants were aware of the shared responsibility
advising document published by UNW but advisors and students were still applying
several of the practices outlined in the document. The same observation can be made
about the student advising survey results—although the students never explicitly spoke
about the survey, students were still carrying out the same practices. Every student had
something positive to say about their experience, but not every participant was satisfied
with the contribution of their advisor or advisee. The findings indicate developmental
advising has an impact on overall academic advising and student experiences
(Chickering, 1994; Creamer & Creamer, 1994; Fielstein & Lammers, 1992; O’Banion,
1994; Ohrablo, 2010). However, developmental advising also implies assistance and
growth, which are iterative processes for everyone (Crookston, 1972).
Although each faculty advisor was aware of shared responsibility, each also had
expectations in relation to their advisees. The more prepared a student was for an
advising appointment, the more productive each advisor they felt their time together
would be. With larger advising loads, it was challenging for advisors to have work done
ahead of time.
I found that students and advisors were sharing responsibility, but outlining those
shared responsibilities more clearly in a shorter guide that students and advisors revisit
each semester could improve practice. It could also be helpful for advisors to remind
students to revisit the advising document as a reminder of the advising agreement, in
which case the document would serve as a kind of contract.
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Implications for Future Research
This study should be helpful to leaders of institutions, department chairs, advising
committees, and advisors of higher learning who encourage shared responsibility
between faculty advisor and student relationships. Future research should further explore
other populations and institutional size. Other facets to consider regarding future
research:
•

The student participants in this study included only two transfer students and were
not representative of all student populations. It may be helpful to investigate
advising among students who have been at other institutions and worked with
professional advisors.

•

Shared responsibility requires close advising relationships, which larger
institutions may find challenging to implement. A study that investigates shared
responsibility at a larger school could help identify additional advising needs.

•

I was unable to find a formal shared responsibility advising model for this study.
Future research might want to explore the utility of using existing research (some
of which was found in this study) to assist in creating or publishing a shared
advising model to add to the current body of research in academic advising.

•

After moving all the interviews online for this study due to COVID-19, it might
be important to consider online or distance advising. The students in this study
had all taken classes in person with UNW. With more classes being moved to an
online format, it would seem reasonable to offer students the opportunity to be
advised from anywhere.
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Implications for Leadership Theory and Practice
UNW leaders need to seek shared responsibility through relationships with
students (Frost, 1991). The findings of this study support the need to enhance advising
practices and provide the kind of servant leadership Greenleaf and Spears (2002)
suggested. UNW advisors should empower students (followers) to engage in personal
development to achieve a shared vision of becoming graduates and growing in their
careers (Smith et al., 2004). I identified the importance of UNW academic advisors
within advising appointments, processes needed for successful advising, and the
leadership responsibilities of both students and faculty members.
With additional ideas about the implications for practice, schools should consider
the following reflections about supporting their students and advisors:
•

When looking at how an advisor and advisee relationship works, it is critical to
understand the moving parts of shared responsibility within advising. Not all
advisees and advisors wish to have shared relationships. Some students work
more independently, while others need or want more assistance.

•

When communicating with students and faculty about shared responsibility, it is
important to be specific about the identified responsibilities.
Summary of Dissertation in Practice
With this study, I sought to answer the question of how undergraduate faculty

advisors and students describe their lived experiences of shared responsibility within
academic advising at a small, Christian, Midwestern university. I reviewed commonly
used academic advising models, academic advising functions, and responsibilities for
both faculty advisors and students, and institutional knowledge of academic advising
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related to the experiences of UNW students and faculty advisors. I found little research
related to student perceptions of functions and responsibilities, which indicated a gap in
knowledge, and I also reviewed the use of shared responsibility to promote success in
academic advising (Allen & Smith, 2008; Frost, 1991).
I used a case study design to examine multiple forms of data to investigate the
perspectives of faculty advisors and students on shared responsibility within academic
advising. Interviews provided the primary data for this study. Because of COVID-19,
instead of in-person interviews, I led individual semistructured Zoom video call
interviews with 13 student participants and three faculty advisor participants who made
up the samples of the student and faculty populations, respectively, at UNW. With open
and selective coding (Saldaña, 2016), I identified in seven themes: (a) communication,
(b) understanding processes of academic advising, (c) advisor perceptions of university
support around advising, (d) student perceptions of support around advising, (e) advisor
perceptions of responsibility within advising, (f) student perceptions of responsibility
within advising, and (g) student and faculty perceptions of shared responsibility within
advising.
Although student needs and experiences varied, I found that faculty participants
needed internal support and rewards as academic advisors. Student participants identified
their support by way of guidance and helpful experience, expectations (of themselves and
the institution), and resource assistance or obstacles. From the standpoint of advisor
perceptions of responsibility, faculty participants expressed the belief they were
responsible for degree progress, life goals, and advocacy. Student participants expressed
the belief their responsibilities were clarifying their advising schedules, registering, and
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showing need for developmental assistance. Student and faculty participants also
discussed their understanding of shared responsibility and procedures for success (or twoway relationships), feedback and consultation, and their understanding of the UNW
shared responsibility document. In addition, I found student participants’ advising
experiences differed greatly based on their backgrounds; I described the specific
experiences of an honors scholar, a teaching assistant, and a single mother.
I invite further research in the areas of transfer students, advising needs at larger
institutions, student support (in the areas of promotion, education, empowerment, and
advocacy for shared responsibility), and advisor support (in the areas of administrator
encouragement, promotion, empowerment, and building shared responsibility).
Additional research could also be conducted to better understand the difference between
independent students, who could forgo formal advising, and students who thrive in
advising relationships. Communicating shared responsibilities within advising in a simple
format along with an advising worksheet or syllabus offers further clarity for advising.
The aim of this study was to identify the ways in which faculty and students did
or did not find common ground in relation to shared responsibility and the practices and
processes that inform advising relationships. Further advice can be taken from the
Associated Press’s (2003) obituary of Fred Rogers, which included a quote from Rogers:
We live in a world in which we need to share responsibility. It’s easy to say, “It’s
not my child, not my community, not my world, not my problem.” Then there are
those who see the need and respond. I consider those people my heroes. (para. 11)

PERCEPTIONS OF ACADEMIC ADVISING
May the work of this study inspire and help others to press forward with sharing
responsibility in the advising process and improve the world of higher education and
humankind.
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Appendix B
Faculty Recruitment Email
Dear [faculty name]:
My name is Sara Vande Kamp and I am a doctoral student with Creighton University in
Omaha, NE. I am also a Regional Program Director at the University of Northwestern –
St. Paul. Currently I am in the process of recruiting faculty and student participants for
my doctoral research study titled:
Perceptions of Shared Responsibility in Academic Advising: A Qualitative Study of
Students and Faculty
You are invited to participate in this research as a faculty advisor. I am recruiting faculty
that work with undergraduate students in the department of Psychology at the University
of Northwestern.
Faculty who agree to participate will be asked to sign a consent form and partake in a
recorded Zoom 30-45 minute interview conversation with me to discuss shared
responsibility as it relates to academic advising.
Participation in this study is completely voluntary and participants are free to withdraw
from the study at any point in time. There are no known risks with participating in the
study. The data obtained from the study will be kept confidential per study design.
Faculty advisors who participate in the interviews will receive a $25 pre-paid Visa gift
card.
If you choose to participate in this study, please click on the following doodle poll link to
sign up for a time or contact me by replying to this e-mail or calling me at 402-980-1774.
https://doodle.com/poll/7hdnatdbnkvb9baf
Thank you for considering participation in this study.
Sincerely,

Sara Vande Kamp
smvandekamp@unwsp.edu
402-980-1774
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Appendix C
Student Recruitment Email
Dear [student name]:
My name is Sara Vande Kamp and I am a doctoral student with Creighton University in
Omaha, NE. I am also a Regional Program Director at the University of Northwestern –
St. Paul. Currently I am in the process of recruiting faculty and student participants for
my doctoral research study titled:
Perceptions of Shared Responsibility in Academic Advising: A Qualitative Study of
Students and Faculty
You are invited to participate in this research as a junior or senior student majoring in
Psychology at the University of Northwestern.
Students who agree to participate will be asked to sign a consent form and partake in a
recorded Zoom 30-45 minute interview conversation with me to discuss shared
responsibility as it relates to academic advising.
Participation in this study is completely voluntary and participants are free to withdraw
from the study at any point in time. There are no known risks with participating in the
study. The data obtained from the study will be kept confidential per study design.
Students who participate in the interviews will receive extra credit in a Psychology class
with Dr. Don Johnson.
If you choose to participate in this study, please click on the following doodle poll link to
sign up for a time or contact me by replying to this e-mail or calling me at 402-980-1774.
https://doodle.com/poll/7hdnatdbnkvb9baf
Thank you for considering participation in this study.
Sincerely,

Sara Vande Kamp
smvandekamp@unwsp.edu
402-980-1774
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Appendix E
Informed Consent

Informed Consent Form for Participants
Protocol Title: Perceptions of Shared Responsibility in Academic Advising: A
Qualitative Study of Students and Faculty
Protocol Number: 2000580
Principal Investigator’s Name and Department: Sara Vande Kamp, Student of the
Ed.D. Interdisciplinary Ed.D. Program in Leadership at Creighton University
Principal Investigator’s Address and Telephone Number:
7004 S Trailsedge Circle, Sioux Falls, SD 57108, (402) 980-1774
Research Mentor/Advisor Name and Department: Dr. Leah Georges, Assistant
Professor, Interdisciplinary Ed.D. Program in Leadership at Creighton University
Research Mentor/Advisor’s Address and Telephone Number:
2500 California Plaza, Omaha, NE 68178 (402) 280-3414
Introduction
You are invited to participate in this research study by discussing your
perceptions of shared responsibility in academic advising at the University of
Northwestern – St. Paul. The details of the study and process are provided in this
document. Each participant will engage in a one-on-one interview conversation.
Participation in this study is completely voluntary and participants are free to withdraw
from the study at any point in time. The Principal Investigator is available to answer any
questions you may have about the project.
Study Purpose and Procedures
The purpose of this phenomenological case study is to better understand students
and faculty advisors’ perceived shared responsibility of advising. The findings of this
study could be helpful to advising practices and build stronger student and faculty
relationships across campus.
The study requires interviewing students and faculty advisors within the
department of Psychology. Interview conversations are anticipated to take 30 to 45
minutes and will be recorded to help ensure accuracy. Participants will be welcome to
stop or ask questions at any time. The interview recordings will be transcribed and the
participant will be asked to review the transcription over email to verify its accuracy.
Each participant and name mentioned will be assigned a fictitious name or number such
as, “Student Participant 1” or “Faculty Participant 1” to maintain the participant’s
anonymity and privacy.
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Risks and Benefits of Participating in the Study
There are no known risks than what is encountered in everyday life with
participating in the study. You may benefit from participation in this project by gaining
greater insight into shared responsibility as it relates to academic advising. You are free
to refuse to participate in this research project or to withdraw your consent and
discontinue participation in the project at any time without penalty or loss of benefits to
which you are otherwise entitled.

Confidentiality and Storage
The data obtained from the study will be kept confidential per the study design.
The researcher will be available to answer questions at any point during and after the
interview process. Confidential information will only be disclosed to the primary
investigator’s dissertation advisor, Dr. Leah Georges, to help guide the primary
investigator.
Confidential information may also be disclosed to the Creighton University IRB
to aid the primary investigator to take all of the appropriate steps in the research process.
Both records that identify you and this consent form signed by you may be looked at by
others. The list of people who may look at you research records are: The investigator and
her dissertation committee. The research findings may also be presented at professional
meetings or publish the results of this research study in relevant journals. Nonetheless,
names, addresses, or other identifying information will remain private.
The interviews will all be recorded on an audio device with permission of the
participant.
During analysis the audio interviews will be stored on the investigator’s password
locked computer to ensure confidentiality of the data. The recordings will also be given
to a transcription service. After the interviews are transcribed and the study is complete,
recordings will be destroyed.
Compensation and Disclosure of Appropriate Alternatives
Students who participate in the interviews will receive extra credit should they
choose to receive it in a Psychology class with Dr. Don Johnson or Dr. Melissa Mork or
choose not to participate.
Faculty advisors who participate in the interviews will receive a $25 pre-paid Visa
gift card or choose not to participate.
Contact Information
Please contact Sara Vande Kamp, primary investigator, by email at
saravandekamp@creighton.edu or by phone at (402) 980-1774 with any questions
concerning this research.
If you have questions about your rights as a research participant, or wish to obtain
information, ask questions or discuss any concerns about this study with someone other
than the researcher(s), please contact the University of Northwestern Institutional Review
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Board, 3003 Snelling Avenue North, St. Paul, MN 55113 or Dr. Don F. Johnson (651-6315693, dfjohnson@unwsp.edu).
Signature Clause
You are voluntarily making a decision whether or not to participate in this
research study. Your signature certifies that you have decided to participate having read
and understood the information presented. You will be given a copy of this consent form
to keep. Your signature below indicates that all your questions have been answered. You
agree to participate in the project as described above. You may contact the researcher if
you think of a question later.
_____________________________________________
Printed Name
_____________________________________________
Signature of Research Participant

_______________________
Date Signed

The Creighton University Institutional Review Board (IRB) offers you an
opportunity (anonymously if you so choose) to discuss problems, concerns, and
questions; obtain information; or offer input about this project with an IRB administrator
who is not associated with this particular research project. You may call or write to the
Institutional Review Board at (402) 280‐2126; address the letter to the Institutional
Review Board, Creighton University, 2500 California Plaza, Omaha, NE 68178 or by
email at irb@creighton.edu.
A copy of this form has been given to me. _____________ Research
Participant’s Initials
For the Research Investigator—I have discussed with this subject the
procedures described above and the risks involved; I believe he/she understands the
contents of the consent document and is competent to give informed consent.

_____________________________________________
Signature of Primary Investigator

_______________________
Date Signed
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Appendix F
Participants’ Bill of Rights

Bill of Rights for Research Participants
As a participant in a research study, you have the right:
1. To have enough time to decide whether or not to be in the research study, and to
make that decision without any pressure from the people who are conducting the
research.
2. To refuse to be in the study at all, or to stop participating at any time after you
begin the study.
3. To be told what the study is trying to find out, what will happen to you, and what
you will be asked to do if you are in the study.
4. To be told about the reasonably foreseeable risks of being in the study.
5. To be told about the possible benefits of being in the study.
6. To be told whether there are any costs associated with being in the study and
whether you will be compensated for participating in the study.
7. To be told who will have access to information collected about you and how your
confidentiality will be protected.
8. To be told whom to contact with questions about the research, about researchrelated injury, and about your rights as a research subject.
9. If the study involves treatment or therapy:
a. To be told about the other non-research treatment choices you have.
b. To be told where treatment is available should you have a research-related
injury, and who will pay for research-related treatment.
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Appendix J
Summary of Coding Process
Significant Codes Used
Codes (First Round)
Advising Day Appointments
Meetings
Challenging Relationship
Email Relationship
Good Relationship
Mediocre Relationship
Meetings
No Face-to-Face Meetings
No Relationship
Not Enough Time
Number of Advisees
Advisor Expectations
Faculty Initiated Sign Up
Student Initiated Sign Up

Registrar’s Office/Degree Audit
Class Planning
Registration Clearance
Graduation Requirements
Degree Audit
The Rock

Registrar’s Office
Advisor Credit Load
Retention of Students

Advisor Recognition
Eagle Advising Days
Colleague Assistance
Registrar’s Office
Degree Audit
Student Assistance
Eagle Advising Days

Subthemes (Second Round)

Main Theme (Third Round)

Frequency of Discussions

Communication

Advising
Relationship/Connection

Availability/Responsiveness

Preparedness for Advising
Meetings

Understanding of Processes
of Academic Advising

Tracking Progress Towards
Degree

Internal Support - Resource
Scarcity (Time) - Training

Rewards and
Discouragements with
Advising

Advisor Perceptions of
University Support Around
Advising
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Anxiety Producing

Checks off degree requirements
Registrar’s Office
Advising Guidance
Advisor Experience in Field
Internship Connections
Networking
Alumni Connections
Advisor Expectations
Student Expectations
References
Not Helping with Campus
Resources
Career Development
Financial Assistance
Counseling & Registrar’s Office
Course Availability Options

Assisting Decision Making
Graduation Requirements
Registration Assistance
Student Advocacy
Bridging Academics to Career
Feedback
Supporting Life Goals

Class Schedule
Graduation Requirements
Registering For Classes
Student Initiative
Personal Goals

Graduation Requirements
Student Initiative
Supporting Life Goals

Guidance/Helpful Experience

Student Perceptions of
University Support Around
Advising

Expectations
Resource
Assistance/Obstacles

Degree Progress

Advisor Perceptions of
Responsibility within
Advising

Life Goals and Advocacy

Clarification with Advising

Student Perceptions of
Responsibility within
Advising

Developmental Assistance

Procedures for Success (One
or Two Way Relationships)
Feedback and Consultation

Student and Faculty
Perceptions of Shared
Responsibility within
Advising

PERCEPTIONS OF ACADEMIC ADVISING
Shared Responsibility
Document
Honors Scholars/Teaching
Assistants
Advising Day(s)
Transfer/Single Mom
Professional Advising
PSEO Interference
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Understanding of Shared
Responsibility Document

Noteworthy Information

