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ABSTRACT 

The Appreciative Advising Inventory is an instrument created for use in academic advising.  The 

inventory helps the advisor get to know and understand the student, which in turn allows the 

advisor to better assist the student.  This research provides a psychometric analysis of the 

Appreciative Advising Inventory to measure its validity and reliability and recommends 

alterations to the inventory based on the results of these analyses. 
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CHAPTER 1 

 

INTRODUCTION 

President Obama spoke about education transformation in his 2009 inaugural speech 

(Obama, 2009).  In his State of the Union Address the following year, he spoke of education 

reform again (Obama, 2010).  In fact, on many occasions since he took office, he has offered his 

ideas of how education in the United States can be improved.  President Obama has also declared 

increased financial support for higher education in an effort to advance his 2009 challenge that 

“America will once again have the highest proportion of college graduates in the world” 

(Obama, 2009, para. 67).  This support comes in the form of larger and more stable funding for 

Pell grants, funding for both community colleges and minority-serving institutions, and reform 

for the repayment of student loans. 

Although the United States was once the world leader in postsecondary education in 

terms of the proportion of our population with postsecondary degrees, this is no longer true.  

Although tied in college degree completion for those ages 55 to 64 in the industrialized world, 

our citizens age 25 to34 are tied for tenth (Gates Foundation, 2012).  One benefit to having more 

college graduates in the United States is that people with college degrees are better able to 

support themselves.  Research provided by Public Agenda indicated that in 2009, three out of 10 

young Americans who had earned a high school diploma were earning less than $25,000 in 

annual income compared to one out of 10 who had completed a college program (Johnson, 
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Rochkind, & Ott, 2011).  The same survey indicated that high school graduates had less 

confidence than college graduates that they would have financial security in the future (Johnson 

et al., 2011).  In a commencement speech to Fayetteville State University graduates and guests, 

Secretary of Education Arne Duncan stated that a college graduate would earn one million 

dollars more over the course of his or her lifetime than someone with a high school diploma 

(Duncan, 2011).  Figure 1 shows how a high school diploma in 1970 was sufficient not only to 

have a job but to earn a good living, as compared to now when jobs are harder to come by and 

salaries are lower (Greenstone & Looney, 2012). 

 

Figure 1. Annual earnings and employment of men with a high school diploma only.

 Source: Greenstone and Looney (2012). Used with permission. 

Given the heightened need for postsecondary education, colleges and universities are 

increasingly expected to track and report numerous data, including graduation rates.  The 
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formulas by which to report these numbers are set so the figures are generally comparable from 

institution to institution and from state to state.  Some states have incorporated funding strategies 

that link retention and graduation rate performance to some portion of the funding appropriation, 

further emphasizing the value that is now being placed on college completion, above the 

traditional one of college enrollment (Pulley, 2012).  State actions such as this, coupled with the 

obvious advantage of retention as a mechanism for enhancing institutional revenue, are leading 

institutions to become focused on student success.  Whether it is to recruit students or obtain 

more state funding, colleges and universities are working hard to increase both their graduation 

and retention numbers.  According to Brainard and Fuller (2010), two agencies that are assisting 

in catalyzing student success efforts are the Lumina Foundation for Education and the Bill and 

Melinda Gates Foundation, each of which has invested millions in grants to institutions and 

related agencies in support of the goal to increase the proportion of U.S. citizens with a 

postsecondary degree or certificate to 60%.  

The Lumina Foundation, based in Indianapolis, Indiana, has provided grant funding of 

$47 million in 2011 to colleges and universities, associations, and other organizations to improve 

student access and degree completion in the United States (Lumina Foundation, 2012).  The Bill 

and Melinda Gates Foundation is working with education in the K-12 setting to see that students 

graduate from high school ready to go to college as well as providing assistance to see that there 

is an increase in the number of students who complete their college degrees (Gates Foundation, 

2012). 

 Why is this important?  According to the Apollo Group (2010), major cities like New 

York and Los Angeles have nearly a 55% high school dropout rate.  This is one of many factors 

to be considered when the goal is to increase the number of Americans who earn a college 
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degree.  If half of the students in high school are dropping out, the reasons behind these students 

leaving school are important to be aware of.  Although one might assume there is no emphasis 

placed on education by the student’s family, this is not always the case.  There are many students 

who need the assistance of their high schools to consider if a college degree is in their future.  If 

a student does not have access to information about colleges, or information is not equitably 

distributed, this could impact a student’s ability to enroll in college (Engberg & Wolniak, 2010).   

Once a student gets to college, a key institutional resource for his or her success is 

manifest through academic advising.  Research has shown that satisfaction with academic 

advising and a student’s happiness with his or her campus experience is related (Campbell & 

Nutt, 2010).  As the goal of every institution of higher education is to graduate their students, 

retaining students from entry through graduation is a priority.  The role of the academic advisor, 

therefore, is to help both the student and institution reach their objectives.  Some advisors are 

faculty members, whose main role is teaching and research (Self, 2008).  A professional 

academic advisor is someone whose responsibility is primarily to advise students on their 

academic curriculum (Self, 2008).  It is not uncommon to have a mixture of both faculty and 

professional advisors at an institution, as academic advising is set up differently not only from 

institution to institution but even among colleges and departments within an institution.  

Problem Statement 

Appreciative advising is a philosophy of academic advising that offers advantages to both 

the student and advisor in their relationship (Bloom, Hutson, & He, 2008).  Positive psychology, 

choice theory, and social constructivist theory all inform appreciative advising, which is an 

“advising philosophy that provides a framework for optimizing advisor interactions with 

students” (Bloom et al., 2008, p. 11).  The advisor and student work together through shared 
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learning, social interaction, and collective problem solving, and through this process the student 

learns to be more self-sufficient (Bloom et al., 2008).  With a relationship established between 

the advisor and student, the advisor can encourage the student to explore multiple ways to meet 

his or her goals (Bloom et al., 2008). 

 This advising style has received considerable attention in the academic advising 

profession.  The term itself is intuitively attractive, yet there is limited empirical evidence of its 

value as an approach to advising.  The Appreciative Advising Inventory (AAI; Appendix A) was 

created so advisors could learn more about their advisees within an Appreciative advising 

framework (Bloom et al., 2008).  There are 44 questions in the AAI that address internal and 

external assets that range across eight domains.  These domains include commitment to learning, 

positive values, social competencies, positive identity, support/connectedness, empowerment, 

boundaries and expectations, and constructive use of time.  The concepts of the 40 

developmental assets that were developed in 2006 by the Search Institute as well as literature on 

academic hope were both used to create the AAI (Bloom et al., 2008).  Research indicates that 

building developmental assets is “likely a critical component of boosting student achievement” 

(Search Institute, 2003, para. 1).  Some of the developmental assets include positive youth 

development, prevention, and resiliency.  Academic hope facilitates goal setting, understanding 

how to reach a goal, and having the determination to reach that goal (Snyder, Feldman, Shorey, 

& Rand, 2002).  The information collected from a student in the AAI provides valuable 

information to the academic advisor that can aid in providing optimal service to him or her.  

However, completing 44 questions can be time-consuming.  Many academic advisors have to 

balance their time among an increasing number of advisees, making it difficult to allow time in 

the advising session to have the survey completed.  Some advisors may ask students to complete 
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the survey prior to coming in for their appointments, but the survey provides no benefit to the 

advisor if the student forgets to bring it in or simply does not complete it.  This may discourage 

some advisors from attempting to utilize the instrument or appreciative advising in any form.  In 

addition, it is important to note that although there has been some research conducted on the 

reliability of the instrument, there has been nearly no research done on its validity. 

Purpose of the Study 

The purpose of this study was to do a psychometric analysis of the AAI.  More 

specifically, using the tools of factor and reliability analyses on a sample of students at a 

Midwestern regional university, I wished to investigate whether or not the survey holds together 

across the eight domains and if the 44 questions could be reduced, an outcome that may increase 

its usage in the field. 

Academic advising is an integral component of a student’s educational journey.  

Establishing a good relationship with one’s advisor provides many benefits to the student, one of 

which can be a timely graduation.  Appreciative advising is just one form of academic advising, 

yet its intent is to optimize the interactions between student and advisor (Bloom et al., 2008).  A 

psychometric analysis of the AAI and its possible refinement based on the results has the 

potential to assist advisors in their work as well as to expand the opportunities for further 

research using the tool.  

Research Questions 

The following were the study research questions: 

1. Are the current AAI scales both valid and reliable? 

2. Can the 44 questions be reduced in number while also being psychometrically sound? 
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Significance of the Study 

Student retention is a goal that is common to every higher education institution in the 

United States, especially in light of President Obama’s challenge to have more college graduates 

in the near future.  The National Academic Advising Association (2010) indicated that academic 

advising is crucial to student success.  For academic advising to be the most successful, there 

needs to be a relationship between advisor and advisee.  “Academic advising, well developed 

and appropriately accessed, is perhaps the only structured campus endeavor that can guarantee 

students sustained interaction with a caring and concerned adult who can help them shape such 

an experience” (Hunter & White, 2004, p. 21).  All students can benefit from the assistance of an 

academic advisor, whether they are honors students, minority students, low-achieving students, 

or any other type of student, because all students have questions and concerns about their majors, 

degree requirements, career opportunities, institutional policies, and other issues within the 

university that impact them.  Establishing a good relationship with an advisor provides not only 

someone to go to when help is needed but someone to offer encouragement and congratulations 

when these are warranted. 

Appreciative advising is a form of academic advising that assists in “building rapport 

with students, discovering their strengths, unleashing their hopes and dreams, and devising plans 

to make those hopes and dreams come true” (Hutson & Bloom, 2007, p. 4).  Appreciative 

advising focuses on the positive, what a student is capable of doing, rather than the negative, 

what the student’s current problem is (Hutson & He, 2011).  There are multiple research studies 

that tout academic advising as a major factor in student retention (Corts, Lounsbury, Saudargas, 

& Tatum, 2000; Hutson & He, 2011; Lowe & Toney, 2000).  Given that the appreciative 
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advising style is the most recently introduced theory of advising, it is important to assess its 

usefulness within the academic advising community. 

Definitions 

Academic advisor:  “An institutional representative who gives insight or direction to a college  

student about an academic, social, or personal matter” (Kuhn, 2008, p. 3). 

Professional advisors:  “Individuals who have been hired to focus primarily on academic  

advising activities that promote the academic success of students” (Kuhn, 2008, p. 267). 

Faculty advisors:  “Those individuals whose primary responsibility to the institution is to teach  

or conduct research” (Kuhn, 2008, p. 267). 

Peer advisors:  Undergraduate students who are chosen and trained to assist their peers (Self,

 2008). 

Prescriptive advisor:  “An advisor who provides information to a student on programs and  

courses, what classes to enroll in, and handles academic problems” (Louton, 2008, p. 2). 

Developmental advising:  “A personal relationship between the student and advisor” that  

integrates academic, career, and personal goals into the advising process, rather than 

solely focusing on academic goals (Jordan, 2000, p. 24). 

Intrusive advising:  A method of advising that is action-oriented by involving and motivating 

 students to seek help when needed (Earl, 1988). 

Appreciative advising:  An approach to academic advising that “provides a framework for  

optimizing advisor interactions with students” (Bloom et al., 2008, p. 11). 

Plan of the Dissertation 

In Chapter 1 of this dissertation, the context for the study was framed, followed by the 

statement of the problem, the purpose of the study, the research questions, the significance of the 
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study, and key definitions of terms.  Chapter 2 presents the literature that informs the study. 

Chapter 3 discusses the methodology employed to conduct the psychometric work.  Chapter 4 

presents the findings and Chapter 5 discusses the meaning of the findings and implications, as 

well as the limitations and opportunities for future research. 
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CHAPTER 2 

 

LITERATURE REVIEW 

The literature review begins with a history of academic advising within higher education 

and then goes into information regarding contemporary academic advising.  The review then 

discusses institutional use of professional advisors, faculty advisors, and peer advisors, factors 

that impact the advising arrangement within an institution, information on the National 

Academic Advising Association, variations in advising preferences among students, and the 

importance of academic advising in student retention.  A look at appreciative advising and an in-

depth treatment of the AAI concludes the chapter. 

History of Academic Advising 

 Higher education had a much different format when it began in the United States than it 

does now.  The original intent of colleges was to prepare students for professions such as clergy 

and public service (Rudolph, 1990).  Faculty members and students resided together in the first 

universities, which provided guidance, control, and the opportunity to help develop the moral, 

intellectual, and vocational abilities of the students (Gillispie, 2003).  Due to the small 

enrollments and the structure of the institutions, “the mentor-protégé relationship was central and 

not separate from the educational process” (Howell, 2010, p. 8).  A formal advising system was 

also not required due to small enrollments at colleges, limited course offerings, and structured 

programs (Grites, 1979).  The First Advising Era began with the formation of Harvard College in 

1636 and ran until 1870 (Kuhn, 2008).  Frost (2000) indicated that during this timeframe, 
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academic advising was not defined.  The advisor played an authoritarian role and “the student 

was expected to follow his/her direction with little personal involvement” (Howell, 2010, p. 8).  

In loco parentis allowed the institution to stand in for the parents of students, and advising was 

part of that responsibility (Cook, 2009).  Kenyon College began utilizing advisors in 1841 when 

it started offering elective classes in its curriculum (Kuhn, 2008) and this is when the term 

advisor was initially used in higher education (Shaffer, Zalewski, & Leveille, 2010).  Students 

were paired with faculty members to be their advisors (Cook, 2001). 

 The Second Advising Era ran from 1870 to 1970 (Kuhn, 2008).  Frost (2000) indicated 

that advising was defined at this time but not fully examined.  The first system of faculty 

advisers was established in 1877 at Johns Hopkins University (Biggs, Brodie, & Barnhart, 1975; 

Cook, 2001) and was lead by someone in a position that is currently called a dean (Grites, 1979).  

Harvard established an advising system in 1889 (Grites, 1979).  Most institutions had formal 

advising systems by the 1930s (Raskin, 1979).  Cook (2009) indicated that faculty members were 

still the principal advisors in the 1940s and 50s.  The influx of students into universities after 

World War II brought about new student services, such as housing, financial aid, and counseling, 

but advising remained an academic function because the faculty members felt they were the only 

ones capable of doing the job (Grites, 1979).  The definition of advising before 1960 was “the 

process by which students and faculty discussed course selection and degree requirements for the 

major” (Huggett, 2000, p. 46).  Research has provided two slightly varying dates for when 

advising offices originated on college and university campuses.  Baxter (1971) indicated that 

these were created in the late 1950s and 1960s, but Cook (2009) mentioned that centralized 

advising offices were introduced to campuses in the 1960s.  Many of these advising centers 

employed professional staff advisors (Grites, 1984).  During the 1960s, many general education 



12 

curriculums changed and advisors needed to work more closely with students regarding their 

classes rather than just signing class cards (Grites, 1979).  Prescriptive advising is considered the 

traditional or original advising style whereby the advisor told the student what to do and the 

student was then responsible to do it (Crookston, 1994). 

Contemporary Academic Advising 

 The period from 1970 to the present is considered the Third Advising Era (Kuhn, 2008) 

and it is this era that is considered the contemporary advising era for the purposes of this 

research.  Frost (2000) indicated that during this timeframe, academic advising had not only been 

defined but also had been examined.  In the 1970s, enrollments began to go down and student 

retention became a focus of institutional administrators (Grites, 1979).  Although the more 

current research reflects that academic advising has an impact on retention, at this time there was 

little information to suggest this. 

 O’Banion (1971) discussed the importance of academic advising: 

Academic advising is one of the most important activities in the college.  It is the prelude 

to instruction and it occurs every term for every student.  If academic advising is not 

carefully planned and adequately supported, unnecessary restrictions will have been 

placed on instruction and student development. (p. 24) 

 In 1991, Frost stated that “advising can serve not only as a method of selecting courses, 

but also as a means of achieving success for students” (p. 1).  She went on to state that 

institutions should have systems to support students in their degree completion as this meets both 

the needs of the institution and the student (Frost, 1991).  Advising was linked to student 

development theory in the early 1970s and viewed as a form of teaching (Frost, 1991).  It was at 

this time that developmental advising started, when the advisor and student shared responsibility 
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and began to develop a relationship (Frost, 1991).  “Developmental advising focuses on the 

whole person and works with the student at that person’s own life stage of development” 

(Raushi, 1993, p. 7).  Crookston (1994) advocated for developmental advising that would 

provide not only for the personal and vocational outcomes but to facilitate “rational processes, 

environmental and interpersonal interactions, behavioral awareness, and problem-solving, 

decision-making, and evaluation skills” (p. 5). 

 Much of the literature regarding advising during this era and before discussed faculty 

advising.  According to Ender, Winston, and Miller (1982), faculty members are the principal 

providers of academic advising.  Despite agreement that academic advising provides benefits to 

both the institution and the student, there is no consensus as to the nature of advising or who 

should perform it (O’Banion, 1994).  It was the late 1970s when the number of professional 

academic advisors (non-faculty) increased (Cook, 2001).  Colleges began to establish academic 

advising centers in the 1970s and 1980s as a result of lower enrollments, increased attrition, 

faculty members losing interest in or not being rewarded for advising, and students wanting 

improvements in their advising (Tuttle, 2000).   

 In the 1980s, first-year experiences began and affected academic advising by bringing 

attention to all services available to freshmen (Frost, 1991).  Despite the growing attention to 

academic advising, reports in 1984 through 1987 indicated that academic advising as a whole 

was weak and needed improvement.  Intrusive advising began to be used and was helpful for 

students having academic difficulty.  Intrusive advising focuses on motivation and social 

integration.  The nature of intrusive advising is that the advisor makes regular contact with the 

advisees in an effort to make sure the student gets any assistance needed.  In 2002, Bloom and 
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Martin’s article “Incorporating Appreciative Inquiry into Academic Advising” was published, 

which led to the start of appreciative advising (He, Hutson, & Bloom, 2010). 

Institutional Use of Advisors 

 Historically, faculty members were the primary advisors since the relationship between 

student and faculty has been seen as an important part of higher education (Crockett, 1982).  In 

1979 and 1983, annual surveys on academic advising were conducted by the American College 

Testing Program.  In both of these years, faculty advising was the “predominant advising 

delivery mode at all types of institutions” (Habley, 2004, p. 8). 

 It is important for each institution to determine which system of advising works best for 

its students (Crockett, 1982; Grites, 1979).  Various delivery models of academic advising exist, 

from using only faculty members as advisors to utilizing a combination of faculty, professional, 

nonprofessional, and/or peer advisors (Crockett, 1982).  The sub-sections that follow describe 

seven models that typically appear in American higher education (King, 1993). 

Faculty Only 

 All students are assigned to a specific faculty member, generally within their majors 

(King, 1993).  The assignment of undecided students could be based on advising loads or a 

faculty who volunteers (King, 1993).  Faculty members may have students assigned to them for 

advising as an additional duty or service, but their main responsibility is to teach and conduct 

research (Robbins, 2012; Self, 2008).  The faculty-only model is used at approximately 15% of 

public, four-year colleges and universities (Tuttle, 2000). 

Supplementary 

 Students are assigned to a faculty advisor but an advising office exists as a resource 

(King, 1993).  Some resources provided for students include finding substitute classes at a 



15 

different institution and getting assistance with a degree audit.  The central advising office 

provides assistance to faculty advisors in the form of training (Pardee, 2000).  Used mostly by 

private institutions, this is the third most commonly used model (Tuttle, 2000). 

Split 

 Students with a declared major are advised by faculty within the department and 

undecided students are advised by the advising office (King, 1993).  The rationale here is that 

faculty members are best for advising majors and advising generalists can best assist students 

who do not know what major they desire.  Twenty-seven percent of institutions use this model of 

advising (Tuttle, 2000). 

Dual 

 Each student is assigned to two advisors in this model.  The faculty advisor handles 

issues regarding the major and the advising office handles issues of policy and procedure (King, 

1993).  This is somewhat distinct from the split model because it provides two advisors to each 

student.  Because of this, the student needs to be aware of his or her needs to know with which 

advisor to meet.  One advantage to this model is that with two advisors there may be less chance 

of an error delaying a student’s graduation. 

Total Intake 

 All students are advised by the advising office until specific conditions are met, which 

could be the completion of a semester of coursework or a set number of credit hours (King, 

1993).  This model is common in community colleges (Tuttle, 2000).  The advantage to students 

with this model is that they have a strong start with advising (King, 2008), which should provide 

them with the necessary tools to navigate through the educational system. 
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Satellite 

 Each school or college has its own advising office and undecided majors are advised in a 

separate advising office (King, 1993).  In this model, professional advisors are used throughout 

the institution.  This approach provides some standardization and ostensibly consistency of 

advising at all levels. 

Self-Contained 

 All advising takes place in a singular advising office (King, 1993).  This model is the 

most standardized.  However, all of the advising on campus happens at a central location. 

Factors Impacting Advising Arrangements 

There are four major factors that impact how advising is arranged and delivered on a 

campus: institutional mission, make-up of student population, faculty roles, and institutional 

programs, policies, and procedures (King, 1993).  An example of this would be that an institution 

with many underprepared, first-generation, or nontraditional students would need a central 

advising office that offers an intrusive advising system (King, 1993).  Raskin (1979) stated that 

advising by faculty had become limited to course selection and academic programs, that many 

faculty were not trained to advise, and that students felt that advising was inadequate.  A survey 

completed by the Arts and Humanities Department at Atlantic Cape Community College in 2001 

indicated that students assigned to a faculty advisor in that department were more satisfied with 

their advising experience than the general student population advised through the academic 

planning center (McArthur, 2005).  Reasons for this included that the faculty advisor was able to 

assist the student with both academic and career options and that the faculty advisor was 

available to meet with the student (McArthur, 2005).  The previous Arts and Humanities 
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Department retention rate was 12% below the rest of the college, yet after this initiative to start 

faculty advising, the retention rate was 3% higher. 

The type of academic advisors used (professional, faculty, etc.) and the job descriptions 

they follow can vary greatly not only among institutions but also among colleges and 

departments within the same institution.  It is important for an institution to have “written 

statements of vision, mission, goals, and program objectives to guide the academic advising on 

that campus” (Campbell, 2008, p. 229).  In addition, an institution can show its commitment to 

student success by ensuring there is a strong advising program in place (Drake, 2011). 

National Academic Advising Association 

 The National Academic Advising Association (NACADA) was started in 1979, with 500 

members in the first year (Frost, 1991).  The association was created to establish a foundation to 

describe the academic advising process, improve the expectations and rewards for faculty, and 

provide personal and professional growth opportunities (Beatty, 1999).  The statement of 

purpose has not changed since the creation of NACADA: “The purpose of the National 

Academic Advising Association is to promote the quality of Academic Advising in institutions 

of higher education, and to this end, it is dedicated to the support and professional growth of 

academic advising and advisors” (Beatty, 1999, p. 68).  By 1979, NACADA was incorporated 

and published both a newsletter and a journal (Beatty, 1999).  NACADA hosts an annual 

national conference, and since 1988, each region has also hosted a regional conference (Beatty, 

1999).  National executive offices for NACADA were established at Kansas State University in 

1990.  Current membership in NACADA is over 10,000 and includes professional advisors, 

faculty, administrators, and student members from all 50 states and many countries (NACADA, 

2012). 
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 There are several definitions used by NACADA and identified on its website.  One such 

definition provides a good introduction to someone who is unfamiliar with academic advising: 

“Advising is a process in which advisor and advisee enter a dynamic relationship respectful of 

the student’s concerns.  Ideally, the advisor serves as teacher and guide in an interactive 

partnership aimed at enhancing the student’s self-awareness and fulfillment” (O’Banion, 1971). 

 Grites (1979) offered this definition: “a decision-making process during which students 

realize their maximum educational potential through communication and information exchanges 

with an advisor” (p. 1).  The one chosen for this study, as mentioned in Chapter 1, is by Kuhn 

(2008): “an institutional representative who gives insight or direction to a college student about 

an academic, social, or personal matter” (p. 3). 

Research on Student Advising Preferences 

 Several research studies have been done to assess student preferences of the various 

styles of academic advising.  Four styles of academic advising include prescriptive advising, 

developmental advising, intrusive advising, and appreciative advising.  Prescriptive advising is 

when an advisor provides information to a student on programs and courses, offers assistance on 

what classes to enroll in, and handles academic problems (Louton, 2008).  This is considered an 

authoritarian approach to advising (Weir, Dickman, & Fuqua, 2005).  This type of advising is 

thought to be a traditional approach and does not take individuality in students into consideration 

(Huggett, 2000). 

 Developmental advising is based on a personal relationship between the student and 

advisor and integrates academic, career, and personal goals into the advising process, rather than 

solely focusing on academic goals (Jordan, 2000).  The advisor and advisee share responsibility 

for the process to help the student achieve his or her goals in developmental advising (Weir et 
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al., 2005).  One way the academic advisor can assist the student is by utilizing the network 

within and outside of the institution when resources are needed and making sure the services are 

responsive to the student’s needs (Polson, 1994). 

 Intrusive advising “shares the individualized characteristics of developmental advising 

practices, but under this model, student-advisor contact is inevitable and is not dependent on 

student initiation.  Intrusive advisors are encouraged to contact students at crucial points in the 

first year of study and beyond” (Jeschke, Johnson, & Williams, 2001, p. 47). 

 Appreciative advising is the intentional collaborative practice of asking positive, open-

ended questions that help students optimize their educational experiences and achieve their 

dreams, goals, and potentials (Bloom et al., 2008).  This form of advising has been receiving 

increasing attention in recent years. 

 Because academic advising has been linked to student retention, it makes sense to ensure 

that students receive assistance from their academic advisors in an agreeable manner.  Some 

students, particularly freshmen, may respond better to prescriptive advising initially as they learn 

how higher education works. 

 The advising process on most campuses presently represents one of the few educational 

experiences involving a one-on-one relationship with an institutional representative that 

all students are required to share.  This existing structure provides an area in which 

intentional, developmental processes may directly affect most students on today’s college 

campus. (Ender, et al., 1982, p. 4) 

 Three advising models–professional advisor in a central advising office, professional 

advisor in an academic department, and faculty advisor in an academic department–were 

compared in research conducted at a Midwestern university with a student population of over 
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23,000 (Lynch, 2004).  Students rated the availability of the department advisors significantly 

more positively than the central office advisors, but no difference was found regarding the 

students’ feelings that the advisors took the time to answer all of their questions (Lynch, 2004).  

With regard to the advisors’ knowledge of policies and procedures, the central office advisors 

were rated significantly higher than the department professional advisors, who were rated 

significantly higher than the faculty advisors (Lynch, 2004).  An overall rating of satisfaction 

with their advisors showed the central office advisors and department professional advisors were 

rated similarly, and the students were significantly more satisfied with the professional advisors 

as a whole over the faculty advisors (Lynch, 2004). 

 Hale, Graham, and Johnson (2009) surveyed 429 undergraduate students to compare the 

advising style used by the student’s advisor, the student’s preferred advising style, and the 

student’s satisfaction with advising.  The majority of these students (95.5%) preferred 

developmental advising, and 79.8% of these students indicated that their advisors were using this 

style (Hale, Graham, & Johnson, 2009).  Those students who preferred developmental advising 

whose advisors were using this style indicated a significantly higher satisfaction when compared 

to students who preferred developmental advising but whose advisors used a prescriptive 

approach. 

 A three-year study compared the effectiveness of intrusive and prescriptive advising for 

nontraditional undergraduate psychology majors (Jeschke et al., 2001).  Of the 10 faculty 

advisors in the department, five were to continue using the prescriptive advising style and five 

participated in training and then utilized the intrusive developmental advising style.  The students 

were more satisfied with the intrusive advising style and indicated that they felt more connected 

to the department than the students who received prescriptive advising. 
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 Another study was designed to obtain information regarding academic advising from a 

diverse student body.  The research questions were to determine what advising functions were 

important to the students, if the students were satisfied with their advising in relationship to these 

functions, and whether student characteristics played a role in the importance and satisfaction 

ratings on academic advising (Smith & Allen, 2006).  There were 2,193 undergraduate 

participants and each of these completed an online survey.  Accurate information was rated as 

the most important function as well as the function with which they were most satisfied.  An 

additional function that was highly important to students included a curriculum integration with 

academic, career, and life goals.  Results of this study found that students value “accurate 

information above all else” (Smith & Allen, 2006, p. 62), which indicates that both 

developmental and prescriptive elements should be used to provide effective advising. 

 A study by Saving and Keim (1998) compared responses of both students and advisors at 

two Midwestern universities.  There were 200 full-time students who were junior status and 11 

advisors surveyed.  The surveys administered were created to measure both the perceptions of 

academic advising and the satisfaction with academic advising.  Based on the advisor responses, 

it was determined that all advisors felt they were using the developmental advising style, and the 

advisors generally agreed that they enjoyed advising and felt they were doing a good job.  

Responses from students, however, did not indicate that the advisors were using the 

developmental style.  This study also revealed that although there was no statistical difference in 

student satisfaction with advisors between the two universities, there was a large difference in 

the students’ responses about advising accuracy between the two universities. 
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Conclusions from the Research 

 These research studies provide some insight into student reactions to academic advising.  

There were several ways to look at advising satisfaction, to include who is best to perform 

advising and the preferred advising style.  In looking at this research as a whole, some key 

themes emerge.  The first theme is that of accuracy.  Students want accurate information 

regarding the curriculum required to complete their degrees.  For anyone who has finished a 

college degree, this is an important anchor.  Most have an idea of what is needed when they start 

a degree and believe they will finish according to a set plan.  A second theme regards the 

preferred style of advising.  Two of these studies indicated that developmental advising was 

preferred, and one indicated that intrusive advising was preferred.  In all of these studies, 

however, there were indications that the students were satisfied with the advising they received.  

One of the most important results from these studies is that the information provided helps all 

academic advisers to learn more about student preferences and how other institutions perform 

advising on their campus.  In a time of ever-changing curriculums, higher accountability, and 

increasing advisor workloads, most academic advisors choose this career because they believe in 

higher education and truly want to assist students in achieving their education and career goals. 

Importance of Academic Advising in Student Retention 

 As far back as the 1970s, retention of students became a concern of campus 

administrators (Grites, 1979).  There is a plethora of literature that expounds the importance of 

academic advising in student retention.  “Advising enhances retention by providing students with 

a personal ‘bond’ to the institution” (Grites, 1979, p. 2).  “Students identify inadequate advising 

as a significant factor in their decisions to leave college” (Frost, 1991, p. 12).  Both the American 

College Testing Program (ACT) and Noel-Levitz have collected student surveys that express the 
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importance of academic advising.  A 1979 ACT survey found that when colleges and universities 

made improvements to their advising programs, their retention increased by 25% or more 

(Carstensen & Silberhorn, 1979).  Habley and Crockett (1988) stated that “substantive advising 

services are a prerequisite to the successful transition of students into the postsecondary system 

as well as to their persistence to completion” (p. 11).  “Academic advising ranked as the most 

important aspect of the student’s educational experience in four-year institutions” (p. 274) based 

on a Noel-Levitz National Student Satisfaction Report in 2003 (Coll & Zalaquett, 2007).  Light 

(2001) completed 10 years of research at various institutions and concluded that “good advising 

may be the single most underestimated characteristic of a successful college experience” (p. 81).  

“Advisors help students get connected and stay engaged in their college experience and, thus, 

persist to reach their academic goals and their career and personal aspirations” (Drake, 2011, p. 

11). 

 NACADA provided this concept of academic advising:   

 Academic advising is integral to fulfilling the teaching and learning mission of higher 

education. Through academic advising, students learn to become members of their higher 

education community, to think critically about their roles and responsibilities as students, 

and to prepare to be educated citizens of a democratic society and a global community. 

Academic advising engages students beyond their own world views, while 

acknowledging their individual characteristics, values, and motivations as they enter, 

move through, and exit the institution.  Regardless of the diversity of our institutions, our 

students, our advisors, and our organizational structures, academic advising has three 

components: curriculum (what advising deals with), pedagogy (how advising does what it 
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does), and student learning outcomes (the result of academic advising) (NACADA, 2012, 

para. 7). 

Appreciative Advising 

 Appreciative advising stems from the concept of appreciative inquiry, which was created 

by David Cooperrider to instill positive changes within an organization by enhancing their 

strengths (Howell, 2010).  Bloom and Martin (2002) saw a direct relationship between 

appreciative inquiry (AI) and academic advising, noting that “AI challenges us to make sure that 

we ask positive questions, aimed at helping students discover their strengths, abilities, and skills” 

(p. 1).  As an advising style, appreciative advising is different because it is focused on both the 

student outcomes as well as the actual advising process (He et al., 2010).  According to Hutson 

and Bloom (2007), “appreciative advising is a powerful tool for building rapport with students, 

discovering their strengths, unleashing their hopes and dreams, and devising plans to make those 

hopes and dreams come true” (p. 4).  When appreciative inquiry was initially used for advising, 

there were four phases utilized.  These phases were discover, dream, design, and destiny (Bloom 

et al., 2008).  Some refinement took place and now appreciative advising includes six different 

phases used to assist students in getting the most out of their education (Bailey-Taylor, 2009).  

These phases are disarm, discover, dream, design, deliver, and don’t settle (Bloom et al., 2008).  

The various phases are used to establish and build a relationship between the advisor and advisee 

so the advisor can assist the advisee to meet his or her goals. 

Phases of Appreciative Advising 

 Disarm phase.  Four attributes as described by Bloom et al. (2008) address the disarm 

phase:  a warm welcome, a safe/comfortable environment, appropriate self-disclosure, and 

nonverbal behavior.  This should be thought of as creating a first impression, that of a haven 
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where the student will feel safe and welcome.  The advisor should greet the student warmly with 

a smile, making sure to face him or her and establish eye contact.  It also includes a clean office 

that offers few distractions, as well as providing a comfortable place to sit.  Because students 

often feel intimidated by their advisors, a display of a few personal items may offer a 

conversation starter or just an opportunity for the student to see his or her advisor as a person and 

not just an authority figure.  Nonverbal behaviors and body language, such as not crossing the 

arms, can also create a welcoming atmosphere.  An example of this would be to meet the student, 

smile, extend a hand for a handshake, and while looking at the student say, “Hello, (student’s 

name), I am Mrs. Crone and I’m very happy to meet you today.  Please come into my office and 

we can chat about how I can best help you today.”  A good conversation starter once in the office 

might be to talk about a campus event or local news story. 

 Discover phase.  There are three features described by Bloom et al. (2008) for the 

discover phase: ask effective open-ended questions, attend to behavior and active listening, and 

strength-based story reconstruction.  During this phase the advisor will learn more about the 

student.  By asking questions that allow the student to provide more than a yes or no answer, the 

advisor can learn about the student’s strengths, interests, and skills.  Example questions are to 

describe an experience when you felt good about yourself or something you accomplished, or tell 

a story about a time you were a positive influence on someone else.  Attending to behavior 

during this time means that one listens carefully to the student and makes mental notes about 

what he or she is learning about the student.  Strength-based story reconstruction allows the 

advisor the opportunity to listen to the student’s story and help the student understand the 

positive assets and strengths they possess.  “The discover phase is all about building rapport” 

(Bloom et al., 2008, p. 53).  When the student is telling about an award he or she received, it can 
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provide insight into activities he or she enjoys.  This can be useful when helping a student who is 

undecided about his or her major, or even helping to understand how the student became 

interested in his or her major and why it is a good fit for him or her.  For example, it is not 

uncommon to find that a student who has spent time working at a summer camp or coaching 

little league is interested in being a teacher. 

Dream phase.  Three characteristics are described for the dream phase (Bloom et al., 

2008): creating powerful images, prospective framework for dreaming, and making purposeful 

connections between the dream and discover phases.  Creating powerful images is part of the 

advisor understanding the student’s dreams and helping him or her to create the positive vision 

of his or her future.  The prospective framework for the future is an opportunity for the advisor to 

assist the student in dreaming about his or her future and what it might hold for him or her, with 

the constraints of what is necessary to achieve that goal.  Connecting the dream and discover 

phases allows the advisor to make connections with the student’s strengths and his or her dreams.  

One way to help the student in the dream phase might be to suggest that he or she picture and 

describe an ideal job.  One way to get started would be to say, “You are interested in being a 

physical therapist, so please describe what you see yourself doing and what type of patients you 

see yourself working with.”  This can help the advisor to see if the student is realistic about what 

a physical therapist does.  For someone who is not sure about career goals, the advisor can get 

him or her started by asking him or her to describe an ideal office or work environment, or ask 

him or her to name some jobs he or she would be proud to do.  Information learned about the 

student in the discover phase may provide some ideas on other questions to ask. 

 Design phase.  There are four aspects to the design phase (Bloom et al., 2008): teach 

students how to make decisions, provide positive feedback, be aware of the curse of knowledge, 
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and make effective referrals.  In teaching a student how to make a decision, the advisor first gets 

the student to brainstorm about his or her options.  This is followed by a discussion of the pros 

and cons of each option.  The advisor would then encourage the student to look into each of the 

options to understand them better.  The design phase provides the student with a “self-authored 

plan” (Bloom et al., 2008, p. 85).  Providing positive feedback helps to build the student’s self-

confidence and self-esteem.  There is a curse of knowledge in using terminology or acronyms 

with a student that he or she may not understand.  An advisor must help student learn the jargon 

that is specific to the institution or higher education in general.  It is not uncommon for advisors 

to refer students elsewhere for additional assistance.  Making effective referrals means that the 

advisor provides complete referral information that includes contact information as well as 

discussing the referral and how the student should approach the person to whom he or she is 

referred.  Here is an example of how making an effective referral can make a big difference.  An 

advisee expresses an interest in physical therapy, so a suggestion is made that she contact the 

campus career center for assistance in getting a job shadow opportunity in the area.  The name 

and contact information for the internship/externship coordinator of that office is provided to her.  

During the next conversation with this student, it is learned that she had contacted the person in 

the career center but had not heard back regarding a placement.  Recent news was that the 

coordinator was no longer working on campus, so one of the career advisors was contacted to see 

who was handling internships/externships until a new person was hired.  Students were being 

assigned to advisors based on the colleges they were enrolled in, but somehow this student’s 

information had not been forwarded to any of the advisors.  The student simply thought the 

process was taking longer than expected but could have lost an opportunity to job shadow that 
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semester.  Had there not been any follow-up with this student, that referral would not have been 

an effective one. 

 Deliver phase.  Three points in the deliver phase are described as energizing students to 

be their best, academic hope, and ending the conversation well (Bloom et al., 2008):  “A leader’s 

job is to energize others” (p. 87).  One way to energize a student might be to remind him or her 

of their past successes.  An advisor must make sure the student understands any changes that 

need to be made to be successful with his or her plan, and assist the student in visualizing his or 

her dream.  For example, a change in the student’s major might mean a change in some of the 

general education courses that have already been discussed.  Academic hope means thinking 

positively about academic abilities and setting and achieving goals.  This is an area that can be 

challenging for advisors when a student has difficulty with classes that are necessary for them to 

achieve his or her dream.  At what point does the advisor suggest the student consider another 

dream?  Here is a situation where the student refused to give up on the dream.  A human 

physiology class was required for a student’s major and he or she needed to earn a C or better.  

Despite asking for assistance from the student success center and the professor, he or she 

consistently received Ds in this class.  An academic advisor should remind the student that the 

advisor is there to help and for the student to contact the advisor if he or she runs into problems, 

and in this case, the student did come in regularly to discuss his or her situation.  He or she was 

absolutely certain he or she could ultimately get through the class and stuck with it, eventually 

taking the class four times.  Not only did the student earn the bachelor’s degree he or she wanted, 

but he or she went on to earn a master’s degree in that field as well.  Ending the conversation 

well includes reviewing the accomplishments from the advising session, a reminder of the 

student’s and advisor’s respective responsibilities and deadlines, encouragement for the student 
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to contact the advisor with problems or concerns, and confirmation of confidence in the student 

that he or she can accomplish the goals. 

 Don’t settle phase.  The three parts of the don’t settle phase, as indicated by Bloom et al. 

(2008), are challenge and support, raising the bar, and virtuous cycle.  Challenge and support is 

the advisor’s opportunity to help the student succeed by being there for support and encouraging 

him or her to work toward his or her goal.  Raising the bar means that the advisor will help the 

student to meet expectations and continue to make progress toward his or her goal.  An example 

of this would be when a student is below the GPA needed to declare a specific major.  Helping 

the student to see exactly what grades would be needed to earn that GPA, and perhaps suggesting 

a two- or three-semester incremental increase with grades, could make that goal more attainable.  

Few students who struggle with classes can change from mostly Cs to mostly As in the course of 

one semester.  The virtuous cycle means meeting with the student multiple times, and assisting 

him or her to understand what he or she has managed to complete as a way to encourage 

continued progress.  While some institutions require a student to meet with his or her advisor 

prior to registration, this is not always the case.  Appreciative advising will facilitate the 

development of a relationship where students want to come in to see their advisor.  Rapport 

established in the earlier phases of appreciative advising will assist advisors to help students set 

their own expectations as they work toward achieving their goals. 

Appreciative Advising Phases and Dealing with Difficult Situations 

 Not every situation when an advisor meets with a student is a happy occasion.  Palmer 

(2009) used business literature concerning customer service with angry customers and combined 

this with appreciative advising to show how the different phases can be used when advisors are 

dealing with unhappy students.  One way to utilize the disarm phase, for instance, with an irate 
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or unhappy student would be to review the appropriate policy or prepare a referral for the student 

if the advisor knows ahead of time why the student is coming to see him or her (Palmer, 2009).  

Such an approach may help to make the situation more tolerable by acknowledging the student’s 

concerns (Gallo, 2007).  Palmer (2009) suggested that the discover phase be used for the advisor 

to learn the situation behind an upset student.  Again, the advisor can validate the student’s 

feelings by asking for a recount of the situation.  The dream phase can be utilized once the 

advisor is aware of the student’s problem and what resolution the student hopes to have.  By 

asking the student what solution he or she would like to have or what the advisor can do to help, 

the student starts to take control to resolve the situation.  The design phase provides an opening 

for the advisor to discuss with the unhappy student any other suitable and acceptable solutions.  

This can also be an opportune time to further inform the student regarding policies and 

procedures.  Hopefully by the time the deliver phase is reached, the irate student has cooled off 

and is ready to execute the plan as discussed with the advisor.  The student will need to calmly 

discuss the situation with the necessary offices to work toward resolving the problem.  For the 

advisor, this provides an “opportunity to educate students about taking responsibility for their 

roles in the issue and preparing to appropriately ask for help from others to resolve the problem” 

(Palmer, 2009, p. 2).  The don’t settle phase will allow the unhappy student a chance to reflect on 

the situation and hopefully consider the circumstances needed to keep a similar situation from 

occurring in the future.  The student may also gain a better appreciation of his or her advisor. 

Appreciative Advising Mindset 

An academic advisor must develop a “mindset” (Bloom et al., 2008, p. 33) for 

appreciative advising that will develop into the behavior required to successfully use this 

student-centered approach to advising.  This mindset includes six different processes: caring 
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about and believing in the potential of each student, appreciating the good fortune to positively 

impact other peoples’ lives and the future of society, acknowledging that one can always become 

better at his or her craft (i.e., positive restlessness), remembering the amount of power students 

perceive advisors to possess and reflecting on how to best utilize that power, being truly 

interested in students and enjoying learning from them, and being culturally aware and 

responsive in interactions with students (Bloom et al., 2008). 

Appreciative Advising Practice Examples 

At the University of North Carolina at Greensboro, appreciative advising has been used 

successfully to increase student retention and achievement (Hutson & Bloom, 2007) with 

readmitted students who were academically dismissed.  These students were involved in sessions 

that used appreciative advising to help the students identify their strengths and weaknesses and to 

create academic recovery plans.  These sessions proved to be useful for academic and personal 

support.  Appreciative advising was also used in a student success program for first-year students 

who were on academic probation (Hutson & He, 2011).  The eight-week program was set up to 

build on the students’ strengths and included small group meetings for reflection and self-

disclosure.  Students were also required to meet their instructors twice during the program, at 

which time “the student is asked ‘appreciative’ questions that require him or her to tell stories of 

past academic successes” (Hutson & He, 2011, p. 27) in an effort to reinforce past successes and 

experiences.  Students completed the AAI at both the beginning of the program and upon 

completion of the program, and the correlation of these indicated a relationship between GPA 

and positive identity, support and connectedness, and constructive use of time.  Forty-one 

percent of participants were back in good academic standing after the completion of this 

program. 



32 

Multiple articles have been written regarding appreciative advising and how it can be 

used with first-year programs, probationary students, nontraditional students, first-generation 

students and other at-risk populations.  One article provided a description of how eight colleges 

and universities have utilized appreciative advising (Bloom et al., 2009).  For example, Miami 

University at Hamilton, University of North Carolina at Wilmington, Indiana University Purdue 

University in Indianapolis, and Prairie State College were all offering training in appreciative 

advising for their advisors (Bloom et al., 2009).  One unique piece of research on appreciative 

advising is a qualitative study from the advisor’s viewpoint.  Nine academic advisors from three 

different institutions were interviewed to understand their perceptions of appreciative advising, 

to what extent and in what ways they used appreciative advising, and if the use of appreciative 

advising has changed their relationship with advisees and/or their satisfaction with advising 

(Howell, 2010).  Eight of these participants indicated a positive impact from the use of 

appreciative advising, to include being more productive, effective, and positive with students.   

Appreciative Advising Inventory 

 The AAI originated from the 40 Developmental Assets survey instrument developed by 

The Search Institute (He et al., 2010).  The Search Institute is a partner to other organizations 

with the goal of determining what is needed for children to be successful (Search Institute, 

2003).  Since 1989, the Search Institute has studied developmental assets in young adults with 

the developmental assets framework and terminology introduced in 1990.  “There is a positive 

relationship between the levels of these developmental assets and academic achievement” 

(Search Institute, 2003, para. 1).  The developmental assets include traits such as positive 

identity, positive values, support, commitment to learning, constructive use of time, etc.  The 

Search Institute had an instrument for various ages in childhood but not for persons of college 
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age.  The AAI development team members initially met in fall 2006, and three pilot studies were 

conducted as they worked on developing the survey instrument (He et al., 2010). 

 First-year college students at both University of North Carolina at Greensboro and 

Eastern Kentucky University were part of the first pilot study, responding to a 36-asset survey 

(He et al., 2010).  Assets are a term used by the Search Institute to identify ideal traits of the 

person (Search Institute, 2012, para. 2).  Although there were 192 participants, 125 had complete 

data for a response rate of 65%.  The reliability was .78.  The second pilot was completed 

through the same institutions, with an instrument that had 40 assets.  A group of 94 freshmen 

responded to this survey, and reliability was .94.  It was determined by the team members that 

some items measured multiple assets, and the survey instrument was revised to include the 44 

assets that it currently contains.  Questions are answered on a 5-point Likert scale now, which 

replaced the 3-point scale initially used.  A third pilot was conducted in 2008 at the University of 

North Carolina at Greensboro.  This instrument was published on the Student Academic Services 

website, and 437 students responded.  There were 392 surveys with complete responses, for a 

90% response rate.  Reliability was .95.  “Confirmatory factor analysis indicated the high 

correlation within the internal and external assets, and the correlation between the two factors 

was .83” (He et al., 2010, p. 139). 

 The AAI utilizes a 5-point Likert scale, with responses ranging from strongly disagree, 

disagree, neutral, agree, and strongly agree (Hutson & He, 2011).  There are 44 items to address 

the two subscales of internal and external assets.  The four concepts used to measure the internal 

assets are commitment to learning, positive values, social competencies, and positive identity.  

The external assets are measured through the four paradigms of support and connectedness, 

empowerment, boundaries and expectations, and constructive use of time. 
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 The AAI is a tool available to academic advisors to support the use of appreciative 

advising (Hutson & He, 2011).  One example of how it has been used successfully is a 

“Strategies for Academic Success” course that was designed to utilize the six stages of 

appreciative advising.  Students enrolled in this course were on academic probation due to GPAs 

lower than 2.0 (continuing students) or 1.75 (first-year freshmen).  The AAI was posted on the 

course website and students took the survey at both the beginning and the end of the course.  

From 2002 to 2005, there were positive changes in four of the six sub-scales, which implies that 

students had adapted positive behaviors and enjoyed more success in both their academic and 

personal lives (Bloom et al., 2008).  An increase in the retention rate of these students the second 

year of the course was 9% and went up to 18% for the 2002 and 2003 academic years. 

 As a resource for advisors to use the AAI, a listing of follow-up questions is provided 

(Appendix B).  Other resources are also available to advisors who wish to learn about 

appreciative advising.  There is an appreciative advising interest group within NACADA 

(Hutson & Bloom, 2007), sessions offered at the annual NACADA conference, and a website on 

appreciative advising.  From the website, information is provided for an online course and a 

summer Appreciative Advising Institute that are offered.  A new online Journal of Appreciative 

Education is also in the process of accepting submissions for publication. 

Summary 

 The main concept of academic advising—helping students—has not changed since 

institutions of higher education were established in 1636.  The career of academic advising, 

however, has seen many changes since it was established in 1841.  Although the first academic 

advisors were faculty members, and faculty members still perform these duties, academic 

advising has become a valid profession.  Changes in how higher education is structured, the 
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numerous degrees available, and the diversity among students have all factored into the evolving 

profession.  Different styles of academic advising are utilized and various advising structures are 

in place among the many institutions, indicating that there are many ways to provide academic 

advising to students.  There is one common theme among academic advisors throughout 

academe, and that is the desire to assist students as they work their way through the maze of 

higher education in an effort to reach their goal of earning a college degree.  This research is an 

attempt to provide additional information that will assist academic advisors in that endeavor. 
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CHAPTER 3 

 

METHODOLOGY 

The purpose of this study was to complete a psychometric analysis of the AAI.  More 

specifically, using the tools of factor and reliability analyses on a sample of approximately 900 

students at a Midwestern regional university, I wanted to investigate whether or not the survey 

would hold together across the eight domains and if the 44 questions could actually be reduced to 

something fewer, an outcome that may increase its usage in the field.  Appreciative advising has 

received increased attention among academic advisors and NACADA as a way to assist advisors 

during their interactions with students (Bloom et al., 2009).  Completing a psychometric 

analysis, specifically factor and reliability analyses, on the current AAI instrument will aid those 

utilizing appreciative advising not only by verifying the validity and reliability of the instrument 

but additionally by reducing the time it takes for a student to complete the instrument.  A 

reduction in the number of questions not only affords more time for an advisor to spend with the 

students, but it may provide more accurate responses as students can take more time to consider 

their responses as opposed to rushing simply to get through all 44 questions. 

In this chapter, the research design is presented via a brief review of the quantitative 

paradigm.  From there, the study participants are discussed.  At that point, a brief review of the 

instrument is presented as an augment to what was presented in depth in Chapter 2.  The 

procedures employed for data collection are next discussed, followed by an in-depth discussion 
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of the statistical analyses used, namely factor analysis as a tool for assessing instrument validity 

and Cronbach’s alpha, the statistical tool used to determine scale reliability.  The chapter closes 

with a discussion of the potential study limitations followed by a summary to the chapter. 

Research Design 

Scholarly research is typically pursued through one of two paradigms.  The quantitative 

paradigm is designed to understand a phenomenon in breadth, in other words to be able to collect 

sufficient data on a sample from a larger population that ideally is suitable for generalizing to 

that larger population (McMillan & Schumacher, 2001).  Data collection in this paradigm is 

typically through archival numeric data or data that can be grouped or understood in a numeric 

way or via the use of a survey.  By contrast, the qualitative paradigm seeks to understand a 

phenomenon in depth or to answer fundamental why and how questions, typically through 

intensive interviews with or observations of singular participants (Creswell, 2007).  Through the 

course of this form of intensive study, underlying insights about how people think, behave, or 

feel are revealed, and that creates a focused understanding of those persons.  What qualitative 

research is not designed to do is to generalize to a larger population of persons.  Instead, the 

qualitative findings are sometimes used to inform a follow-on quantitative study via using the 

insights gained to collect broader quantitative data through archival study or a survey. 

In this study, the quantitative paradigm was used.  Early research on appreciative 

advising was done through deep qualitative study and anecdotal observation of the advising 

process and from that, an instrument was developed to operationalize the concept and deploy 

specific questions that ostensibly get at its different facets.  The AAI is based on the 40 

Developmental Assets survey instrument created by the Search Institute (He et al., 2010).  There 

are several members of a team who joined at various times to create the AAI: Jennifer Bloom, 
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Bryant Hutson, Ye He, Scott Amundsen, Cathy Buyarski, Phil Christman, Amanda Cuevas, Joe 

Murray, and Kaye Woodward.  The AAI was used in the first pilot study in the fall semester of 

2006 at both the University of North Carolina at Greensboro and Eastern Kentucky University.  

This instrument was on a 3-point Likert scale and there were 36 items from eight subscales.  

Reliability on this first pilot was .78 and the eight constructs (subscales) were confirmed.  A 

second pilot study was conducted in the spring semester of 2007 at the same institutions, and this 

study confirmed reliability at .94.  Feedback from this study was used to take out items that were 

measuring more than one asset, resulting in the current AAI with 44 assets and a 5-point Likert 

scale.   

Participants 

 The participants of this study were students at Eastern Illinois University who were 

current majors within the Department of Kinesiology and Sports Studies (KSS).  Spring 2013 

enrollment figures indicated that there were 876 undergraduate students declared within the four 

majors in this department.  This group of students was selected to participate for two reasons.  

First, the number of students in this particular major provided a large enough population to 

anticipate that there would be sufficient participation to complete a factor analysis.  A second 

reason was that this group of students included freshman through senior students and therefore 

was a strong representation of the undergraduate student population. 

Instrument 

The AAI consists of 44 items.  Responses are on a Likert-type scale, with responses 

being strongly disagree, disagree, neither disagree nor agree, agree, or strongly agree.  The 

items are divided into subcategories based on the aspect of appreciative advising measured by 

the question (Bloom et al., 2008).  These eight subcategories are: (a) commitment to learning, (b) 
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positive values, (c) social competencies, (d) positive identity, (e) social connectedness, (f) 

empowerment, (g) boundaries and expectations, and (h) constructive use of time. 

Procedures and Analysis 

 Completing a psychometric analysis, specifically a factor analysis and reliability analysis, 

of an instrument allows the researcher to study the correlation patterns of the individual 

questions to assess the degree to which items hold together as a conceptual whole.  Having 

multiple questions that measure distinct subcomponents of a broader phenomenon enable 

stronger insights into its subaspects, thereby strengthening the instrument’s power or ability to 

capture the underlying phenomenon (DeVellis, 2003).  For example, there is a rich literature base 

that has explored the different aspects of personality such as is true for the Myers-Briggs Type 

Indicator (Bess, Harvey, & Swartz, 2003), job satisfaction (MacDonald & MacIntyre, 1997), and 

motivation (Herzberg, Mausner, & Snyderman, 1959) by way of just a few examples. 

 In this study, the core tools of psychometric analysis, namely factor analysis and 

reliability analysis, were used on the AAI.  If subscales can be identified and some questions that 

do not hold together with others dropped, this may increase the usage of the AAI as it will take 

less time for students to complete the questionnaire.  DeVellis (2003) indicated that there is less 

burden on participants when using a shorter scale.  The ultimate goal of this would be to make 

the AAI more user-friendly and thus optimize its use for both the student and advisor.  In the 

subsections that follow, a detailed discussion of factor analysis and reliability analysis are 

discussed. 

Factor Analysis 

 Charles Spearman is credited with the development of factor analysis when he studied the 

correlations between test scores and found that the correlations could be explained by a simple 
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model (Manly, 1994; Thompson, 2004).  Factor analysis is a statistical technique utilized to 

determine from a single set of variables if there are variables that form coherent subsets that are 

relatively independent of one another (Tabachnick & Fidell, 2001).  Factor analysis will confirm 

if a set of variables can be described by a smaller number of variables (Manly, 1994; Tabachnick 

& Fidell, 2001).  This was the focus behind this particular research, namely to determine if all 44 

variables (questions) are needed in the AAI in order to make it effective for academic advisors to 

use.  “Factor analysis, then, is essentially a process by which the number of variables is reduced 

by determining which variables ‘cluster’ together, and factors are the groupings of variables that 

are measuring some common entity or construct” (Mertler & Vannatta, 2004, p. 249).  The 

process of a factor analysis requires three steps, which are (a) to determine the factor loadings, 

(b) complete a factor rotation, and (c) calculate the factor scores (Manly, 1994). 

 The results from a factor analysis are factor loadings, which are a Pearson coefficient 

ranging from -1.00 to +1.00 (Mertler & Vannatta, 2004).  The coefficient is a covariance that 

“measures the extent to which values of one variable tend to covary with values of another 

variable” (Kim & Mueller, 1978, p. 16).  Because correlation coefficients are less reliable from 

small samples, the sample size of a factor analysis is important.  A sample of at least 300 is good 

for factor analysis (Tabachnick & Fidell, 2001).  Extraction is the process used to determine the 

factors (Mertler & Vannatta, 2004).  The covariance matrix is diagonalized and Eigenvalues 

equal to or greater than 1 are retained (Tabachnick & Fidell, 2001).  Looking at a scree plot is a 

visual way to complete the extraction.  A scree plot will show the Eigenvalues in a line, with a 

bend in the line that then levels off.  The components in the bend prior to the leveling off should 

be retained (Mertler & Vannatta, 2004).  The next step is the rotation, and for factor analysis it is 

recommended that orthogonal rotation be utilized (Mertler & Vannatta, 2004).  Varimax rotation 
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is the most common of the three types of orthogonal rotation (Mertler & Vannatta, 2004).  This 

process will “maximize high correlations and minimize low ones” (Tabachnick & Fidell, 2001. 

p. 595).  The rotation will provide a correlation between the variables and factors, and rule of 

thumb meaningful correlations are those that are .40 or higher regardless of sample size (Stevens, 

1992).  The factor score is then determined by obtaining the sum of the values of the variables 

that represent a factor (Mertler & Vannatta, 2004). 

Reliability Analysis 

Reliability indicates that the instrument or survey measures consistently when it is 

utilized under various conditions (Field, 2009; Gravetter & Wallnau, 2007).  This is also referred 

to as internal consistency reliability (Salkind, 2004).  Reliability is considered in terms of a 

specific instrument used with a particular population under certain circumstances (Guilford, 

1965).  Although repeated measurements will not produce equal results, reliability is indicated if 

there is consistency among measurements.  More consistency indicates higher reliability 

(Carmines & Zeller, 1979).  When there is a strong relationship between an observable response 

(as on a survey) and an unobservable concept, the analysis can provide useful inferences about 

this relationship (Carmines & Zeller, 1979).  Correlations can be used to determine if there is a 

relationship among sets of measurements, and high reliability indicates a strong, positive 

correlation (Gravetter & Wallnau, 2007).  Cronbach’s alpha is a frequent measure of reliability 

(DeVellis, 2003; Field, 2009).  “When you compute Cronbach’s Alpha (named after Lee 

Cronbach), you are actually correlating the score for each item with the total score for each 

individual, and comparing that to the variability present for all individual item scores” (Salkind, 

2004, p. 283).  Cronbach’s alpha provides the variation of change in the latent variable being 
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measured and will equal 0 to 1 (Motycka, 2011).  According to Salkind (2004), “reliability 

coefficients should be positive and as large as possible, between .00 and +1.00” (p. 283).  

Data Collection 

  Following human subjects approval, a Qualtrics survey instrument was created in which 

the informed consent form was uploaded, followed by the questions from the AAI.  The data 

collection began with an email sent to the 876 KSS majors at Eastern Illinois University.  The 

email identified the researcher as an academic advisor in that department and indicated that the 

research was part of a doctoral dissertation.  The email also stated that no identifying information 

was being collected and that the sole purpose was to obtain responses to the AAI in order to 

analyze this instrument. 

 A second email was sent to the same group of students approximately three weeks later, 

again requesting they complete the AAI.  This email provided the same basic information, but 

included a thank you to those who had already responded.  Within this email was a reminder that 

because no identifying data was collected, all of the original recipients were receiving the second 

email.  A third email was sent a month later with the same information, and faculty members 

from the KSS department made requests through their classes to also get responses to the AAI 

survey. 

 In addition to the emails sent to the KSS majors, a request was placed on the listserv for 

the general studies degree program offered at Eastern Illinois University.  This degree program is 

generally geared toward a nontraditional student population.  There are approximately 1,500 

students who received emails through this listserv.  The initial thought was that this particular 

group might also be responsive to a request to complete the AAI.  This did not turn out to be 

true, as the number of responses received within the next several days was minimal.  A total of 
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32 responses were received after the date the request was published on the listserv, although 

there is no way to determine if all 32 of those were from the listserv population or if that also 

included delayed responses from the various emails that were sent out.  A total of 383 surveys 

were started, with 348 completed.  With the initial population of 876, this is a response rate of 

34.7%, collected over a three-month period during the spring of 2013.  The survey responses 

were collected into an Excel spreadsheet that was utilized to enter the data into SPSS for 

analysis. 

Summary 

 This chapter provided an overview of the research conducted, namely the factor and 

reliability analyses of the AAI.  There was an expectation that these analyses would confirm or 

refute that the questions correspond to the eight subcategories of commitment to learning, 

positive values, social competencies, positive identity, social connectedness, empowerment, 

boundaries and expectations, and constructive use of time.  Both the factor analysis and 

reliability analysis were designed to provide insight into whether or not there could be a 

reduction in questions on the AAI yet still have the same reliability and validity.  If there can be 

a reduction in questions, the AAI may be more useable among advisors and advisees given there 

will be less time needed to complete the questionnaire. 
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CHAPTER 4 

 

RESULTS 

This chapter presents the study findings.  The chapter begins with a brief summary of the 

data collection process and outcome.  From there, the results of the factor analysis are presented.  

The chapter then turns to the results of the reliability analysis.  The chapter concludes with a 

summary of the findings.  

Data Collection 

 As discussed in Chapter 3, data collection occurred over a three-month period during the 

spring of 2013.  It consisted of a series of email invitations to students seeking their participation 

as well as a listserv posting and encouragement by faculty to have their students complete the 

survey.  A total of 383 surveys were started, and 348 were completed and able to be utilized for 

this analysis.  With the initial population of 876 KSS majors, this is a response rate of 34.7%. 

Factor Analysis Results 

 Factor analysis is a statistical technique utilized to determine from a single set of 

variables if there are variables that form coherent subsets which are relatively independent of one 

another (Tabachnick & Fidell, 2001).  Factor analysis helps confirm if a set of variables can be 

described by a smaller number of variables (Manly, 1994; Tabachnick & Fidell, 2001) and thus 

is a statistical data reduction technique.  Thompson (2004) provided a helpful focus for carrying 

out a factor analysis: 
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A critical decision in any EFA [exploratory factor analysis] is determining how many 

factors to retain.  There are numerous strategies for making this decision.  In general, 

several strategies should be used with the hope that different approaches to making this 

decision will corroborate each other. (p. 31) 

 Following this guidance by Thompson (2004), a first step strategy was a principal 

components analysis to examine eigenvalues.  The principle components analysis identifies 

correlation patterns from the item scores (Motycka, 2011).  Kaiser’s rule is the commonly 

accepted standard and indicates that components with an eigenvalue of 1 or higher should be 

retained (Mertler & Vannatta, 2004).  Table 1 shows these results, with eight components having 

an eigenvalue of 1.0 or higher (i.e., data under the total column), the first component being 

disproportionately the largest. 

Table 1 

Eigenvalue Scores at or Above 1.0 for Principle Components Extraction 

 Initial Eigenvalues 

Component Total % of Variance Cumulative % 

1 13.69 31.10 31.10 

2 3.02 6.86 37.95 

3 2.53 5.75 43.71 

4 1.98 4.49 48.20 

5 1.57 3.57 51.77 

6 1.34 3.05 54.82 

7 1.26 2.86 57.68 

8 1.03 2.35 60.03 
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 The second method used to determine how many factors to retain was to view the scree 

plot.  A scree plot is a graphical method to visually determine the number of components, and 

generally all components prior to the bend would be retained (Mertler & Vannatta, 2004).  A 

scree plot can be helpful but should not be used by itself to determine the number of factors to 

retain (Field, 2009).  The scree plot for the analysis is shown in Figure 2.  

 

Figure 2. Scree plot. 

 The scree plot indicates the most obvious bend between the first and the second factor, 

suggesting an underlying structure that may not be optimally broken out into factors.  However, 

there appears to be some evidence of a bend after the seventh or the eighth factor, although 

arguably the bend after the first factor is gradual to that point.  Hence, the scree plot does not rule 
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out an underlying factor structure but reinforces the importance of multiple ways of investigating 

the data.  

The third method in determining the number of factors to retain was to look at total 

variance, also displayed in Table 1 (last column).  Generally, factors that account for at least 

70% of total variability would be retained but this is not always reasonable (Mertler & Vannatta, 

2004).  In this instance, the eight factors with an eigenvalue of 1 or higher had 60.03% 

cumulative variability, which would be acceptable, although not as strong as ideally desired. 

Factor Loadings 

Informed by these three initial analyses, the next factor analysis step is to examine the 

actual factor loadings via the use of an appropriate rotation method, the most common being a 

varimax rotation and the one chosen for this analysis.  Tables 2-9 present these results for each of 

the eight categories of the AAI instrument.  Each of the findings will be presented in order of the 

categories as shown in Appendix B with a rule of thumb cutoff of .4 that has been cited in the 

literature (Stevens, 1992) and a rule of thumb on cross-loadings of not closer than .3 between the 

two factor loadings (Neill, 2013). 

Commitment to Learning 

There were seven questions ostensibly related to commitment to learning as indicated in 

Appendix B.  The factor loadings are shown in Table 2. 
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Table 2 

Principle Components Extraction with Varimax Rotation: Commitment to Learning 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

1. I am committed to being a life- 

long learner (commitment to 

learning). 0.069 0.188 0.354 0.037 0.502 0.043 0.138 0.053 

 

2. I am committed to earning a  

degree (commitment to 

learning). 0.078 0.025 0.149 0.175 0.719 0.013 -0.047 -0.05 

 

3. I attend all my classes 

(commitment to learning). 0.002 0.584 0.113 -0.004 0.318 0.021 -0.046 0.273 

 

4. College is preparing me for a 

better job (commitment to 

learning). 0.215 0.233 0.117 0.028 0.549 0.226 0.098 0.299 

 

5. I have a commitment to self- 

development and personal 

growth (commitment to 

learning). 0.216 0.203 0.440 0.047 0.538 0.120 0.169 -0.111 

 

6. I have a strong desire to get 

good grades (commitment to 

learning). 0.086 0.407 0.075 0.106 0.557 0.087 0.129 -0.016 

 

7. At the present time, I am 

actively pursuing my academic 

goals (commitment to learning). 0.348 0.285 0.092 0.137 0.481 -0.006 0.114 -0.053 

 

  

As can be seen in the data, questions 1, 2, 4, 5, 6 and 7 loaded highly on Component 5 

with scores ranging from .481 to .719 while also not loading highly on the other factors.  

Question 5 cross-loaded between the third and fifth and Question 6 cross-loaded between the 

second and fifth components.  Question 7 suggestively cross-loaded with Components 1 and 5 

with respective loadings that were quite close.  Question 3’s loading on the fifth component was 
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also notably below the .4 rule of thumb but had a loading on the second component that was 

notably higher than the rule of thumb at .584, even stronger evidence for an item that does not 

pattern well to an a-priori factor structure.  Thus, it seems that the concept of commitment to 

learning appears to be addressed well by four of the items and marginally by six of the items.  

One of the items, Question 3, clearly does not belong with this factor. 

Positive Values 

There were four questions ostensibly related to positive values as indicated in Appendix 

B.  The factor loadings are shown in Table 3. 

Table 3 

Principle Components Extraction with Varimax Rotation: Positive Values 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

8. It is important to help others 

and I do so on a regular  

basis (positive values). .098 .130 .555 .010 .279 .237 .140 .089 

 

9. When challenged, I stand up 

for my beliefs and convictions 

(positive values). .269 .027 .541 .017 .331 .072 .155 -.071 

 

10.  I take personal responsibility 

for my actions and decisions 

(positive values). .195 .163 .624 .111 .222 -.036 .190 -.070 

 

11.  I have a strong desire to make  

something of my life (positive 

values). .185 .019 .551 .158 .545 -.019 .123 -.059 

 

 

Questions 8, 9, and 10 all loaded highly on Component 3 and did not load highly on any 

other factor.  Scores ranged from a high of .624 (Question 10) to a low of .541 (Question 9). 
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Question 11 loaded highly on Component 3 (.551), and also cross-loaded highly on Component 5 

(.545).  Hence, factor analysis suggests an optimal factor of three, rather than four, questions. 

Social Competencies 

Four items (Questions 12-15) from the survey found in Appendix B ostensibly are 

associated with the latent construct social competencies.  The results of this study’s factor 

analysis are shown in Table 4. 

Table 4 

Principle Components Extraction with Varimax Rotation: Social Competencies 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

12. I’m good at planning ahead and 

making decisions (social 

competencies). .252 .581 .362 .041 .081 .155 -.032 -.164 

 

13. I know and feel comfortable 

around people of different 

cultural, racial, and/or ethnic 

backgrounds (social 

competencies). .120 .168 .623 .103 .051 .170 -.027 .005 

 

14. I believe in myself and my 

abilities (social competencies). .432 .160 .508 .230 .059 .076 .188 .079 

 

15. I have built positive relation- 

ships with my friends (social 

competencies). 285 .110 .598 .157 .133 .165 -.183 .262 

 

 

 Questions 13 and 15 loaded highly on Component 3 with factor scores of .623 and .598 

and did not have notable cross loads.  Question 14, while loading highly on Component 3 (.508), 

also loaded highly on Component 1 (.432), suggesting that its distinctiveness as a measure of an 

underlying construct is questionable.  Question 12 loaded at .362 for Component 3, yet was 
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cross-loaded high (.581) with Component 2.  Thus, the factor analysis for this set of questions 

suggests two items, and perhaps a third, but not the four items indicated in the survey. 

Positive Identity 

The positive identity scale from the survey in Appendix B has seven questions associated 

with this latent construct, Questions 16-22.  The result of the factor analysis is shown in Table 5. 

Table 5 

Principle Components Extraction with Varimax Rotation: Positive Identity 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

16. I feel that I have control over 

many things that happen to me 

(positive identity). .488 .184 .342 .068 .052 .143 .083 .315 

 

17. I feel good about being a 

college student (positive 

identity). .450 .120 .185 .087 .389 .199 .260 .269 

 

18. I feel good about my future 

(positive identity). .737 .114 .247 .125 .200 .103 .121 .045 

 

19. Right now I see myself as 

pretty successful (positive 

identity). .697 .199 .259 .158 .122 .117 .021 .011 

 

20.  At this time, I am meeting the 

goals I have set for myself 

(positive identity). .670 .397 .073 .216 .153 .043 .043 .001 

 

21. If I should find myself in a 

difficult situation, I could  

think of many ways to get out 

of it (positive identity). .585 .080 .303 .093 .083 .076 .267 -.148 

 

22. I can think of many ways to 

reach my current goals 

(positive identity). .552 .094 .244 .096 .163 .274 .341 -.114 
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Five items (Questions 18-22) all loaded highly on Component 1, with scores ranging 

from .552 to .737.  These questions did not load highly on other components.  Questions 16 and 

17 also loaded highly on Component 1, but Question 16 loaded nearly at the same level with 

Component 3 (.342) while Question 17 loaded nearly at the same level with Component 5 (.389), 

suggesting that these two items may not be distinctly linked to this specific factor. 

Support/Connectedness 

Nine items (Questions 23-31) were ostensibly linked in the survey to the latent construct 

support/connectedness.  The results of the factor analysis are found in Table 6. 

Table 6 

Principle Components Extraction with Varimax Rotation: Support/Connectedness 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

23. I feel that my family supports 

my educational pursuits 

(support/connectedness). .183 .030 .072 .850 .151 -.001 .110 -.113 
 

24. I feel loved by my family 

(support/connectedness). .011 .048 .238 .802 .118 .048 .011 .054 
 

25. I value my parents’ advice 

(support/connectedness). .055 .054 .131 .792 -.050 .168 .193 .035 
 

26. I know at least 3 people who 

work at my university that I 

can go to for advice and support 

(support/connectedness). .195 .131 .058 .056 .071 .250 .631 -.314 
 

27. It is important that I not let my 

professors or teacher down 

(support/connectedness). .154 .237 .142 -.075 .329 .443 .301 .105 
 

28.  I participate in community 

activities (support/connected- 

ness). .113 .124 .269 .017 -.039 .604 .075 -.353 
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Table 6 (continued) 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

 

29. Someone outside my family 

supports my educational 

pursuits (support/connected- 

ness). .239 .133 .165 .047 .331 .092 .557 .033 

 

30. My parents support my 

educational pursuits (support/ 

connectedness). .172 .054 .001 .840 .125 .037 .148 -.050 

 

31. My close friends support my 

educational pursuits 

(support/connectedness). .243 .098 .127 .306 .030 .216 .569 .167 

 

 

Four of the survey items, Questions 23, 24, 25, and 30, were highly loaded on 

Component 4, having component scores ranging from .792 to .840, but did not cross-load.  The 

other questions all loaded highly on other factors.  More specifically, Questions 26, 29, and 31 

all loaded highly on Component 7, while not cross-loading, with scores ranging from .557 to 

.631.  Question 28 loaded highly on Component 6, with no cross-loading, while Question 27 

loaded moderately on Component 6.  Based on the factor analysis, then, it appears that the items 

ostensibly linked to support/connectedness are in fact not all linked.  Four of the questions 

(Questions 23-25 and 30) are linked to Component 4, three of the questions (Questions 26, 29, 

and 31) distinctly linked to Component 7, and two of the questions (Questions 27 and 28) linked 

to Component 6. 
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Empowerment 

Questions 32-36 were ostensibly linked on the survey to the latent construct 

empowerment.  The results of this factor analysis are shown in Table 7. 

Table 7 

Principle Components Extraction with Varimax Rotation:  Empowerment 

 

                 Component 

  ________________________________________________ 

                      Items   1    2    3    4    5    6    7    8  

32. My university is a caring, 

encouraging place 

(empowerment).  .260 .181 -.049 .041 .211 .462 .441 .077 

 

33. I feel valued and appreciated 

by my fellow students 

(empowerment). .178 .279 .158 .097 .025 .477 .458 .124 

 

34. I have at least 2 adults in my 

life that model positive, 

responsible behavior 

(empowerment). -.039 .125 .364 .224 .086 .070 .619 .032 

 

35. My best friends model 

responsible behavior. They are 

a good influence on me 

(empowerment). .060 .432 .260 .217 -.167 -.241 .382 .269 

 

36. I participate in activities on 

campus (empowerment). -.075 .096 .017 .188 .109 .729 .056 -.219 

 

 

The factor structure of these items was particularly convoluted.  Only Questions 34 and 

36 were distinctly loaded on a component, but on different ones.  The former was loaded on 

Component 7 (.619) while the latter on Component 6 (.729) and neither cross loaded.  Questions 

32 and 33 clearly cross loaded, both on Component 6 and 7.  The former’s cross loadings were 

.462 and .441 respectively, while the latter’s were .477 and .458.  Although Question 35 loaded 
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highly on Component 2, it was quite close to the loading in Component 7 that was just below the 

.4 threshold and hence has a suspect loading structure.  While the factor analysis of these items 

suggest distinctiveness among two of the items (Questions 34 and 36), they are on different 

components, not the same one. 

Boundaries and Expectations 

Questions 37-40 were ostensibly linked to the latent construct, boundaries and 

expectations, on the survey found in Appendix B.  The results of the factor analysis are shown in 

Table 8. 

Table 8 

Principle Components Extraction with Varimax Rotation: Boundaries and Expectations 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

37. It is important for me to 

consider social expectations 

when making decisions 

(boundaries and expectations). .115 .031 .089 .076 .098 .670 .103 .083 

 

38. I seek the options of my 

family when faced with major 

decisions (boundaries and 

expectations). .172 .124 .009 .655 .085 .290 -.026 .117 

 

39. I seek the opinions of my 

friends when faced with major 

decisions (boundaries and 

expectations). .081 -.037 .139 .146 -.118 .641 .100 .234 

 

40. The values of my institution 

are consistent with my own 

(boundaries and expectations). .408 .210 .015 .132 .219 .536 .195 .041 
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 Two of the items (Questions 37 and 39) loaded highly on Component 6 with a low of 

.641 and a high of .670 and did not cross load.  Question 38 loaded highly on Component 4 

(.655) and did not cross load.  Question 40 loaded highly on Component 6 (.536), but cross 

loaded on Component 1 (.408).  Thus it appears from the factor analysis that these items 

ostensibly linked to boundaries and expectations are actually linked to two separate factors, 

Component 6 (two items) and Component 4 (one item). 

Constructive Use of Time 

Questions 41-44 on the survey were ostensibly linked to the latent construct constructive 

use of time.  The results of the factor analysis are shown in Table 9 below. 

Table 9 

Principle Components Extraction with Varimax Rotation: Constructive Use of Time 

 

                 Component 

 ________________________________________________ 

                      Items    1    2    3    4    5    6    7    8  

41. I am working hard to be 

successful (constructive use 

of time). .149 .529 .300 .086 .322 .102 .200 -.141 

 

42. I have good time management 

skills (constructive use of time). .205 .741 .252 .092 .096 .130 .031 -.129 

 

43. I turn in all my assignments 

on time (constructive use of 

time). .104 .736 .034 -.015 .211 .061 .266 .083 

 

44. I successfully balance my 

academic pursuits with my 

personal life (constructive use 

of time). .240 .730 .062 .120 .044 .104 .215 .055 
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 Questions 41, 42, 43, and 44 were all highly loaded with component scores ranging from 

.529 to .741 on Component 2.  There was no cross-loading.  Thus, the factor analysis suggests 

that these four items do measure a common latent construct. 

Reliability Analysis Results 

 Whereas factor analysis is one source of evidence of legitimacy with a latent construct, 

reliability analysis provides another helpful lens on data structure.  Reliability as a term implies 

that there are similar results across respondents when a particular test or instrument is used 

(McMillan & Schumacher, 2001).  In this research, Cronbach’s alpha was used as a measure of 

internal consistency, a common type of reliability.  Cronbach’s alpha is one of three common 

types of internal consistency (McMillan & Schumacher, 2001).  It is generally accepted that the 

Cronbach’s alpha score for a set of items should be .7 or higher (Field, 2009). 

Component 1 

 Five of the original seven-item positive identity scale loaded highly on Component 1.  

Reliability analysis on the five-item set (18, 19, 20, 21, and 22) and the full seven-item set were 

run.  The reliability analysis revealed Cronbach’s alphas of .839 and .857 respectively, both well 

above the .7 threshold.  In light of the combined factor analysis and reliability analysis findings, 

it seems that the five-item solution is optimal and that the label positive identity remains 

reasonable. 

Component 2 

 All four questions 41, 42, 43, and 44, from the original constructive use of time scale 

loaded highly on Component 2.  A reliability analysis of these items revealed a Cronbach’s alpha 

of .800.  However, Item 3 (I attend all of my classes) and Item 12 (I’m good at planning ahead 

and making decisions) also loaded highly on this component and not on other components.  In 



58 

light of that result, reliability analyses were also run on the 6 items, revealing a Cronbach’s alpha 

of .827.  This result suggests that the ideal solution is a six-item one.  Furthermore, given that the 

additional two items are actually about time, keeping the label constructive use of time seems 

reasonable.  

Component 3 

Items 8, 9, and 10 of the original four-item positive values set loaded highly on one factor 

(Component 3) with the one item (Item 11) loading highly on two factors.  A Cronbach’s alpha 

on all four items is .771.  Removing the cross-loaded item revealed a Cronbach’s alpha of .725, 

only slightly lower, and not substantially different.  The full factor analysis results, however, 

revealed that the component seemed to include not only Items 8, 9, and 10, but also Item 13 (“I 

know and feel comfortable around people of different cultural, racial, and/or ethnic 

backgrounds”) and Item 15 (“I have built positive relationships with friends”), and possibly item 

14 (“I believe in myself and my abilities”), that was marginally loaded on Component 3.  Hence, 

reliability analyses were run on all six of these items and then on the five items, with the 

marginally-loading Question 14 removed.  These respective Cronbach’s alphas were .805 and 

.768.  These results suggest that the optimal solution is a six-item one.  As these items all have 

strong linkages to the concept of positive values, it makes sense to use this label for the 

combined set of questions and discard the label social competencies. 

Component 4 

 Items 23, 24, 25, and 30 of the original nine-item support/connectedness scale loaded 

highly on Component 4.  Hence, reliability analyses were run on the full, nine-item scale as well 

as the four-item solution revealed by the factor analysis.  The Cronbach’s alphas were .779 and 

.893 respectively, suggesting that a four-item solution would be optimal.  However, given that 
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item 38 (“I seek the opinions of my family when faced with major decisions”) also loaded highly 

on Component 4, an additional reliability analysis was also run on the four items (23, 24, 25, and 

30) with Item 38 also included, revealing a Cronbach’s alpha of .881.  Despite a slightly lower 

Alpha, the validity and reliability combined confirms that the five-item solution is the ideal 

solution.  The label support/connectedness no longer seems appropriate, however.  A better label 

would be family support. 

Component 5 

 Items 1, 2, 4, and 6 from the original seven-item commitment to learning scale items 

loaded highly on Component 5, while arguably two others (Items 5 and 7) did at least marginally 

and the third (Item 3) not at all.  A Cronbach’s alpha analysis of the seven items revealed a result 

of .784, comfortably above the rule of thumb of .7.  Subsequent analyses removing Item 3 

revealed a Cronbach’s alpha of .774.  Removing Items 5 and 7 resulted in a Cronbach’s alpha of 

.705.  These results suggest that reducing the item set from seven to four still keeps Cronbach’s 

alpha above the rule of thumb cut-off.  Considering that the factor analysis best supported a four-

item solution it seems optimum to reduce the items from seven to four.  The label commitment to 

learning remains reasonable.  

Component 6 

 Items 37 and 39 were the only items from the four-item boundaries and expectations 

scale that loaded highly on Component 6.  Reliability analyses were run on the two-item factor 

solution as well as the full four-item scale revealing Cronbach’s alphas of .524 and .667 

respectively, suggesting that a two-item scale is not appropriate.  However, the factor analysis 

also revealed that Item 28 (“I participate in community activities”) and 36 (“I participate in 

activities on campus”) loaded highly on Component 6.  Hence, an additional reliability analysis 
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was run using a four-item (28, 36, 37, and 39) solution, resulting in a Cronbach’s alpha of .692.  

Although not at the .7 rule of thumb it is just slightly below.  The combined factor and reliability 

analyses, then, suggest that the optimal scale is a four-item solution that includes items 28, 36, 

37, and 39.  Furthermore, these combined items suggest a change in label to expectations and 

engagement. 

Summary 

 In this chapter, the data collection process was briefly described followed by a 

presentation of the results of the factor and reliability analyses.  The combined analyses revealed 

an item structure that matched in some ways to that of the eight categories of the AAI but not in 

others.  In summary, for commitment to learning, a four-item factor inclusive of Questions 1, 2, 

4, and 6 seems reasonable.  For positive values, a six-item factor inclusive of Questions 8, 9, 10, 

13, 14, and 15 would be reasonable.  For positive identity, a five-item factor that includes 

Questions 18-22 is reasonable.  For support/connectedness, retaining only five questions to 

include 23, 24, 25, 30, and 38 and changing the label to family support seems reasonable.  For 

boundaries and expectations, a four-item factor seems reasonable, retaining questions 28, 36, 37, 

and 39, with a change in the label to expectations and engagement.  For constructive use of time, 

the six-item factor is acceptable with Questions 3, 12, and 41 through 44. 

 In the next chapter, each of these factors will be discussed in regards to its value as a 

means of capturing an underlying AAI construct as well as if it can serve as a reduced set of 

items suitable for the instrument. 
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CHAPTER 5 

 

DISCUSSION 

The purpose of this study was to do a psychometric analysis of the AAI.  More 

specifically, using the tools of factor and reliability analyses on a sample of students at a 

Midwestern regional university, I wished to investigate whether or not the survey holds together 

across the eight domains and if the 44 questions can actually be reduced to something fewer, an 

outcome that may increase its usage in the field.  This chapter discusses the study results and 

possible impacts on the AAI as an instrument.  Limitations of the study as well as 

recommendations for future research are also addressed. 

Study Results 

 As the AAI was initially created, steps were taken to establish both validity and 

reliability.  This included pilot testing of the AAI, with adjustments made to both the Likert scale 

used and the number of questions on the instrument.  The intent of this dissertation research, 

however, was to determine if further adjustments could be made to the AAI by removing some 

questions and still maintain both validity and reliability.  This would reduce the amount of time 

necessary for a student to complete the survey instrument and potentially enhance its utility in 

the field.  Informed by the data results, it appears that there is the potential to make adjustments 

not only to the scales and their labels but to the scale size reduction in some cases, enabling an 

overall reduction in the number of items necessary to capture the underlying constructs measured 

in the instrument.  In the two sections that follow, these findings are discussed, first in terms of 
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the scales and the items that emerged from the research and second in regards to the items that 

were not supported for inclusion via the analyses.  A summary of the comparison between the 

original scales and the revised scales identified through this dissertation study is presented in 

Appendix D, and in Appendix E a summary of the revised scales is displayed. 

Revised Scales 

Component 1 

This component should remain labeled positive identity.  The factor analysis and 

reliability analysis both indicated that there were five questions (18-22) in the original AAI that 

capture this characteristic.  The questions to be included in the AAI to address this component 

are 

 1. I feel positive about my future. 

 2. Right now I see myself as being pretty successful 

 3. At this time, I am meeting the goals I have set for myself. 

 4. If I should find myself in a difficult situation, I could think of many ways to get out of  

     it. 

 5. I can think of many ways to reach my current goals. 

 When reading these questions, it is apparent that they represent the concept of positive 

identity.  The phrases “positive about my future” and “meeting the goals I have set” are 

consistent with the thoughts and feelings of a confident person, a person who has a positive 

identity.  When an advisor views the student responses on this particular group of questions on 

the AAI, it provides insight into the level of self-esteem for that particular student.  This can help 

with the discover phase of appreciative advising by offering information that will help the 

advisor to ask appropriate questions to learn more about the student.  Why is it important for an 
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advisor to be aware of a student’s level of self-esteem?  Having low self-esteem can create 

multiple issues for a student within the college setting, not only academically but socially as 

well.  Drake (2011) offered an example of a student who was ready to drop out of school because 

he was more at ease with his co-workers on a summer job than with his fellow students.  The 

student was extremely shy, but through the advisor’s encouragement, he actually managed to 

speak up in one class.  For him, this was the start of building confidence, and thus feeling more 

comfortable around others.  “An advisor’s ability to communicate and develop a relationship 

with a student provides a foundation for meaningful dialog and interactions” (Hughey, 2011, p. 

22).  Because of Drake’s relationship with her student, she was able to interact in a profoundly 

positive way.  This student gained self-confidence and a more positive identity, plus he remained 

in school and graduated summa cum laude! 

Component 2 

This component should remain labeled constructive use of time.  Both the factor analysis 

and reliability analysis indicated that there are six questions that address this concept.  These 

questions are the original four (Questions 41 through 44) and two additional questions 

(Questions 3 and 12).  The questions to be included in this component are 

 6. I attend all my classes. 

 7. I’m good at planning ahead and making decisions. 

 8. I am working hard to be successful. 

 9. I have good time management skills.       

 10. I turn in all my assignments on time. 

 11. I successfully balance my academic pursuits with my personal life. 
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 It is not uncommon to find time management skills in the curriculum for an academic 

success class, and many colleges and universities offer an academic success (or student success) 

center where students can request assistance not only in this area but with other strategies 

designed to promote student academic success.  “Often, good students could earn better than 

average grades in high school with only modest investment of study time—and have 

consequently developed weak study habits that need to improve in the face of more difficult, 

more rapid college instruction” (Minnick, 2002, p. 85).  Part of an academic advisor’s job is to 

provide referrals to support services, so supplying contact information and location to the 

campus success center provides students with an opportunity to improve on their time 

management skills or other study skills.  The advisor should follow up with the student to learn 

how the student felt the support service office was able to assist him or her.  This not only 

confirms that the student took advantage of the referral, it provides the advisor with information 

that may be useful when working with future students. 

Component 3 

Positive values is the construct initially measured by Questions 8 through 11.  The factor 

analysis shows a strong correlation among Questions 8, 9, and 10 as well as Questions 13, 14, 

and 15.  The reliability analysis indicated that a 6-item solution was optimal.  These six questions 

would be 

 12. It is important to help others and I do so on a regular basis. 

 13. When challenged, I stand up for my beliefs and convictions. 

 14. I take personal responsibility for my actions and decisions. 

 15. I know and feel comfortable around people of different cultural, racial, and/or ethnic  

       backgrounds. 
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 16. I believe in myself and my abilities. 

 17. I have built positive relationships with my friends. 

 “There is an increasing interest in higher education and the development of the whole 

person, and a particular interest in the area of moral development” (Good & Cartwright, 1998, p. 

270).  Students are consistently dealing with “values dilemmas” (Evans, 1987, p. 193) and have 

to decide how to act on them.  Knowing how the student feels about helping others can provide 

the advisor with a starting point in a conversation about possible careers/majors.  Someone who 

enjoys helping others may do well in a medical field, social work, or education for example.  If 

the student is comfortable around those from other cultures and backgrounds, this would open up 

some great opportunities in a study abroad program.  This does not mean that an advisor is only 

going to discuss helping careers with those who answer strongly agree on Question 12.  Each of 

the questions in this concept provides a starting point for conversation so the advisor can 

understand the personal and moral development, in other words, the personal values of the 

student.    

Component 4 

Questions 23 through 31 were all intended to address support/connectedness.  The 

analyses indicated that although Questions 23, 24, 25, and 30, as well as Question 38, addressed 

a like concept, all of these questions were related to family.   Due to this, the concept name 

should be changed to family support.  Another determining rationale for the name change would 

be that the other questions in this grouping did not factor high enough to address the same 

concept.  The five questions to be included are 

 18. I feel that my family supports my educational pursuits. 

 19. I feel loved by my family. 
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 20. I value my parents’ advice. 

 21. My parents support my educational pursuits. 

 22. I seek the opinions of my family when faced with major decisions. 

 It has been stated that the millennial generation is more connected to their parents than 

previous generations.  According to Howe and Strauss (2003), “Compared to Xers, Millennials 

bask in the sense of being loved by parents” (p. 5).  There are both challenges and benefits to 

parental involvement, and “it is important that educators seize such opportunities to pull parents 

into the partnership that supports student success” (Cutright, 2008, p. 44).  Despite the 

connections between many of the students and their families, there are other students who have 

little to no support.  Understanding an advisee’s support structure, or lack of one, provides the 

advisor with knowledge that will go a long way to assist the student in his or her educational 

journey. 

Component 5 

The concept of commitment to learning was originally measured by the first seven 

questions of the AAI.  The combined factor analysis and reliability analysis in this study 

indicated that although of these questions adequately address this construct (Questions 1, 2, 4, 

and 6), three questions do not seem appropriate (Questions 3, 5, and 7).  The four questions 

remaining for this concept are 

 23. I am committed to being a life-long learner. 

 24. I am committed to earning a degree. 

 25. College is preparing me for a better job. 

 26. I have a strong desire to get good grades. 
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 “Students not only need to have the ability and acquire the skills to perform successfully 

on academic tasks, they also need to develop a strong belief that they are capable of completing 

tasks successfully” (Hsieh, Sullivan, & Guerra, 2007, p. 457).  It is not uncommon for some 

students to lack a clear idea about why they are in school.  A student who is undecided about his 

or her major or career goals, or who simply does not see beyond earning a degree, can be 

challenging for an advisor.  Each of these four concepts is a statement that most students would 

say they agree with, but many do not understand what they really mean.  It is the advisor’s role 

to assist the student to understand these concepts.  For example, the idea of being a life-long 

learner does not imply that one should be enrolled in school indefinitely; it means that a person 

chooses to learn throughout his or her life in many various ways.  This can include “education 

outside of traditional university settings for job training, career advancement, skill learning, or 

personal enrichment” (Meyer & Logan, 2013, p. 142). 

Certainly advising involves the relay of some factual and procedural information, and 

also engages the student in developmental processes as they become more independent in 

their decision making.  But it is primarily an educational endeavor meant to help students 

come to new understandings about their own academic journey, and develop skills to 

inform other decisions they make in the future. (White & Schulenberg, 2012, p. 13) 

Component 6 

Boundaries and expectations is the idea initially addressed by Questions 37 through 40.  

The factor analysis and reliability analysis indicated that Questions 37 and 39 address this 

component, although renaming this component engagement and expectations seems like a more 

appropriate name.  Based on the analyses, Questions 38 and 40 did not address this idea and 

should therefore be removed.  The analyses revealed that Question 28 is more appropriate to 
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address engagement and expectations than the original concept of support/connectedness.  

Questions 32 through 36 were identified to address empowerment, although the analyses did not 

confirm this either so these questions should be removed.  Question 36 did, however, address the 

concept of engagement and expectations.  Engagement and expectations would therefore be 

addressed by these questions: 

 27. I participate in community activities. 

 28. I participate in activities on campus. 

 29. It is important for me to consider social expectations while making decisions. 

 30. I seek the opinions of my friends when faced with major decisions. 

 

 Those who work in higher education are familiar with the premise that students who have 

a sense of belonging to their college or university are more likely to be successful and to remain 

enrolled until graduation.  There are many ways or reasons a student can feel connected, such as 

having friends at the school, liking his or her classes and professors, and/or having a mentor or 

someone he or she can go to with questions.  “Student engagement is generally considered to be 

among the better predictors of learning and personal development” (Carini, Kuh, & Klein, 2006, 

p. 2).  There is also a relationship between community involvement and student success (Brown 

& Burdsal, 2012).  As an advisor, it is important to understand the connection, if any, the student 

feels to the university and the surrounding community.  Being a mentor or the “go-to” person for 

the student provides that connection.  Helping the students to become involved in community 

service projects and participate in campus activities will provide learning opportunities, social 

opportunities, a sense of belonging, and hopefully a sense of accomplishment. 
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Items Excluded From Instrument 

 Through the psychometric analysis of the AAI, some reduction in questions appears to be 

warranted.  Based on the analyses that were completed, there were 15 questions that did not have 

high factor loadings or strong reliability to address the concepts they were intended to address. 

 Questions 5 (“I have a commitment to self-development and personal growth”) and 7 

(“At the present time, I am actively pursuing my academic goals”) should be removed.  Both of 

these questions sound like they would fit into the category of commitment to learning; however, 

both the factor analysis and reliability analysis indicate that they do not. 

 Question 11 (“I have a strong desire to make something of my life”) was initially 

included in the category positive values.  In the factor analysis, it cross-loaded on two factors so 

should be removed from the revised AAI. 

 Questions 23 through 31 were all intended to address support/connectedness.  Questions 

23, 24, 25, and 30 were found to address family support.  The analyses revealed that Question 28 

is more appropriate to address engagement and expectations, and the other questions (26, 27, and 

29) should simply be removed from the inventory. 

 The factor and reliability analyses indicated that Questions 38 and 40 did not belong with 

the other questions in the category originally labeled boundaries and expectations (now 

engagement and expectations). 

 Despite the suggested removal of some questions from the AAI, these questions may still 

be important in the advising process.  Whether or not an advisor chooses to utilize the AAI, there 

is beneficial information to be gained by being familiar with this instrument and the questions 

included in it when an advisor is getting to know and understand an advisee. 
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Results Summary 

Some interpretation of statistical results is required by the researcher.  “A great many 

decisions are left to the researcher using factor analysis” (Field, 2009, p. 671).  In psychometric 

research, looking at the results of both the factor analysis and reliability analysis and finding a 

balance between the two was necessary.  The results of this research support a six-factor 

inventory rather than an eight-factor inventory.  Table 10 shows the components, questions 

included, etc. 

Table 10 

Summary of Research Results 

Category Keep, Delete, 

Or Rename 

Original 

Questions 

New 

Questions 

Increase/ 

Decrease 

Questions 

Commitment to Learning Keep 7 4 Decrease 

Positive Values Keep 4 6 Increase 

Social Competencies Delete 4 

  Positive Identity Keep 7 5 Decrease 

Support/Connectedness+ Rename 9 5 Decrease 

Empowerment Delete 5 

  Boundaries/Expectations* Rename 4 4 

 Constructive Use of Time Keep 4 6 Increase 

+Family Support 

*Engagement and Expectations 

The construct of social competencies can be removed.  Questions 12 through 15 are 

intended to address the issue of social competencies.  Due to a low factor loading on this issue 

and a high cross-loading, Question 12 (“I’m good at planning ahead and making decisions”) does 



71 

not seem to fit well with the other questions on this construct.  Instead, that question should be 

included with constructive use of time.  As previously stated, Questions 13 through 15 were 

moved to a different construct. 

 The concept of empowerment was intended to be addressed by Questions 32 through 36.  

Based on the factor analysis, only one question addresses this concept, but the reliability analysis 

indicates that all questions are needed to maintain reliability.  Given the mixed results, there is 

doubt that this group of questions actually is representative of this concept.  Based on these 

analyses, Questions 32, 22, 34, and 35 should be removed.  Rewriting this section of the AAI 

would be time consuming but may be necessary to get specifically at this idea.  At this time, 

however, the construct of empowerment should be removed. 

 Removing these questions could alter the validity and reliability of this instrument, 

indicating that additional research would need to be completed with a new instrument showing 

these suggested changes.  If the research showed that the new instrument was more valid and 

reliable, it would reduce the amount of time a student would spend responding to the questions.  

This could potentially increase the use of the AAI. 

Suggested Use of Revised AAI 

 The AAI is a tool that academic advisors can utilize with appreciative advising to help 

gain a better understanding of their students.  The suggested changes in this instrument would 

not alter the intended use of the AAI, but would provide a more streamlined version.  As a 

shorter questionnaire, the amount of time needed for the student to respond and the amount of 

time required for the advisor to review would be shortened.  In addition, based on the factor and 

reliability analyses, this would potentially be a stronger and more reliable instrument. 
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 Retention is a major buzzword within higher education.  Some states are using retention 

rates and graduation rates as the basis for funding to the state institutions.  Given that funding has 

been delayed and/or reduced in the past few years, some institutions are already struggling and 

are working to find new ways to improve their retention and graduation rates.  Research has 

shown that academic advising is a strong factor in student retention.  In their research, Fowler 

and Boylan (2010) cited several authors who indicated that “a student’s relationship and 

interaction with the academic advisor and faculty can be the single biggest factor in increasing 

student retention” (p. 3). 

 Improving student retention is not desirable solely for the financial well-being of the 

institution; there is also an “altruistic, student centered purpose of promoting learning and 

development” (Cuseo, 2003, p. 2).  “Increasing degree completion at America’s public colleges 

and universities is pivotal for the nation’s economic competiveness and longterm economic 

growth” (Reyna, 2010, p. 1).  As President Obama has stated, educating children is necessary to 

be competitive in the economic world today (Talbert, 2012). 

 Under the guidance of an academic adviser, students can clarify the purposes of their 

 college attendance, achieve vital personal connections with mentors, plan for the future, 

 determine their role and responsibilities in a democratic society, and come to understand 

 how they can achieve their potential. (Hunter & White, 2004, p. 20) 

This particular quote points out the benefits that effective academic advising can provide 

to a student—helping him or her to understand how a college education can be so much more 

than just a diploma.  Although retention is an institutional goal that academic advisors hope to 

provide assistance in attaining, the personal knowledge that students’ lives are enhanced through 

their education and graduation is a personal goal for many advisors as well.  One challenge for 
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academic advisors is that there are many students in colleges and universities today who are not 

prepared academically.  Another challenge is the first-generation student, whose parents did not 

attend college and so are unable to provide personal insights, share personal experiences, offer 

helpful tips, or even understand the maze of higher education to be able to help their sons or 

daughters.  Appreciative advising, and the use of the AAI, can provide an academic advisor with 

the tools and knowledge needed to be able to assist students on their educational journey.  Use of 

the AAI can aid the advisor in establishing a relationship with students.  With a relationship 

established between advisors and students, the advisor can encourage students to explore 

multiple ways to meet their goals (Bloom et al., 2008). 

Study Limitations 

 There are limitations connected to utilizing a web-based survey, the method used to 

collect the data for this research.  One such limitation is a matter of security, where some people 

may be concerned about opening an email from someone they do not know.  According to 

Weeden (2012), those who receive a request to complete an online survey may also have 

concerns about confidentiality.  “Response rates for both paper and Web surveys are currently in 

flux as new survey techniques are employed” (Sax, Gilmartin, & Bryant, 2003, p. 411).  Other 

research has also shown that there is conflicting information regarding response rates of online 

versus paper surveys (Daley, McDermott, McCormack-Brown, & Kittleson, 2003).  This 

indicates that despite the ability to reach large numbers of people, there is no guarantee that there 

will be high response rates.  In the case of this study, the response rate was 34.7%.  Of the 876 

emails sent to students, 383 students started the survey and only 348 actually completed it.   

 Another limitation is that of researcher bias.  Personal experience and conversations with 

fellow advisors indicates that the majority of students do not come to an advising appointment 
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prepared.  A request to have each student complete the AAI prior to an appointment would 

probably result in few students actually following through.  Given that I have had this experience 

with my own advisees, the thought has existed that a shorter instrument would potentially be 

more useful. 

 There is also the limitation of using a convenience sample.  The students surveyed were 

from one major within one university in the Midwest United States.  Although the students 

ranged from freshmen to seniors, they were all from the same academic department.  Results 

could be different from other majors or other geographical areas. 

 A final limitation to this research is statistical analysis itself.  Field (2009) indicated there 

is a challenge in understanding the subjective nature of statistics.  The framework of a 

psychometric analysis is not exact, and there is a necessity to make judgment calls when 

interpreting the validity and reliability.     

Recommendations for Future Research 

 As a relatively new approach to academic advising, additional research into how 

appreciative advising is used, why it is used, who is using it, and what benefits are attributed to it 

would provide academic advisors with a plethora of information that could offer insights into 

how they can best utilize this style of advising to better aid their students.  Completing additional 

psychometric analyses of the AAI would be useful to validate the results of this particular 

research study.  To provide the most comprehensive results, sampling from other majors and 

other geographical areas would be ideal.  As with any research, replicating the study would 

provide additional information regarding this instrument.  Other studies conducted on the AAI 

could include a psychometric analysis of responses from various groups of students.  Examples 

are a specific grade level, a different type of institution, a particular student population (such as 
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nontraditional students or first generation students) or even a long-term study with responses 

from students in their freshman and junior years.   

 Conducting research utilizing the suggested changes to the AAI would be needed to 

corroborate the results from this study.  This research was designed to do a psychometric 

analysis of the AAI and, based on this analysis, some changes have been suggested.  Future 

research would provide validation to the present research study. 

 A qualitative study that looks at the AAI from the student perspective could provide 

insight into the use of this instrument.  An explanation that more deeply explains the responses to 

the questions may offer suggestions on better uses for the AAI.  A fair amount of research 

utilizing the AAI has been conducted in academic success settings rather than the traditional 

academic advising session, and getting the students’ viewpoints might reveal if there is one 

approach that provides better results than the other.   

 Finally, research that uses the new AAI scales as predictors of such outcomes as 

academic performance, retention, and graduation among other useful outcomes would also be 

valuable.  There has been much attention to these concerns of late, particularly with the advent of 

state performance-based funding models where public institutions find a growing portion of their 

state funding base tied to such outcomes and not just the historical input of enrollment.  Previous 

research has confirmed the value of the advising experience, and the revised AAI instrument can 

serve as one means of assessing that value. 

Conclusion 

 Having a more educated population provides an overall benefit to the United States.  

Citizens would be more confident and have a higher earning potential.  As President Obama has 

stated, educating the nation’s children is necessary to be competitive in the economic world 
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today (Talbert, 2012).  In order to ensure that their students are getting an education, colleges 

and universities need to retain students who have entered their institutions.  With so many 

competing schools, personal attention is one attribute that will keep students in place.  Academic 

advisors are a key player in the retention of students. 

 “Advising enhances retention by providing students with a personal ‘bond’ to the 

institution” (Grites, 1979, p.2).  This research provided information that can aid academic 

advisors in their jobs by offering an analysis of the AAI and suggestions on how this inventory 

can be revised into a shorter instrument.  The style of advising used by each advisor can differ, 

but for those advisors who utilize appreciative advising or those who are interested in beginning 

to use this style, the reduced AAI can be completed and evaluated in quicker time. 
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APPENDIX B: APPRECIATIVE ADVISING INVENTORY 

FOLLOW-UP QUESTIONS 

Categories Items Advisor Questions 

Commitment to 

Learning 

1. I am committed to being a life-

long learner. 

2. I am committed to earning a 

degree. 

3. I attend all my classes. 

4. College is preparing me for a 

better job. 
5. I have a commitment to self-

development and personal growth. 

6. I have a strong desire to get good 

grades. 

7. At the present time, I am actively 

pursuing my academic goals. 

 Tell me about a time when you felt motivated to do 

well in school. What was your motivation? 

 Tell me about a time when you felt that you were 

actively engaged in learning. How did you feel? 

 What made you feel engaged? 

 Tell me about a time when you enjoyed doing class 

projects or assignments. How did you feel? Why do 
 you think you enjoyed it? 

 Tell me about a time when you volunteered at your 

school? Why did you choose to do that? 

 Tell me about a time when you experienced 

academic success in college. Why do you consider 

that a success? What did you do to make it 

successful? Who helped you? 

 Describe what your ideal college life looks like. 

 Why? 

 What impact will your college degree have on your  

life? How do you envision your life being different 
because of the degree? 

Positive Values 8. It is important to help others and I 

do soon a regular basis. 

9. When challenged, I stand up for 

my beliefs and convictions. 

10. I take personal responsibility for 

my actions and decisions. 

11. I have a strong desire to make 

something of my life. 

 

 Tell me about a time when you helped out a person 

in your life. 

 Tell me about a time when you stood up for your 

 beliefs and convictions, even when it may not have 

been easy to do so. 

 When was the last time that you handled a difficult 

situation well? What strategies did you utilize in 

handling it? 

 What obstacles have you overcome to be successful 

as a college student here? 

 How are you going to make the world a better place 
than you found it? What are your most important 

values? How do you live out these values? 

 Who in your life was the most influential in helping 

you develop these values? 

Social 

Competencies 

12. I‘m good at planning ahead and 

making decisions. 

13. I know and feel comfortable 

around people of different  

cultural, racial, and/or ethnic 

backgrounds. 

 Tell me about a time when you made a difficult 

decision that turned out well. 

 Tell me about a time when you did a great job of 

planning ahead. 

 Tell me about a time when you worked together 
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14. I believe in myself and my 

abilities. 

15. I have built positive relationships 

with my friends. 

 

 with a person from a different cultural, racial, and/ 

or ethnic background. 

 What single accomplishment in your life has 

boosted your self-confidence the most? 

 Tell me about a time when you went out of your 

way to build a relationship with a new person. 

 What is the nicest thing that you have ever done for 
someone else? 

 What is the nicest thing that one of your friends has 

ever done for you? 

Positive Identity 16. I feel that I have control over 

many things that happen to me. 

17. I feel good about being a college 

student. 

18. I feel positive about my future. 

19. Right now I see myself as being 

pretty successful. 

20. At this time, I am meeting the 

goals I have set for myself. 
21. If I should find myself in a 

difficult situation, I could think of 

many ways to get out of it. 

22. I can think of many ways to reach 

my current goals. 

 

 Tell me about a time when you faced a challenge 

but felt you had control over the outcome. In what 

ways did you exercise this control? 

 What is the best part of being a college student? 

 Describe your life 5 and 10 years after graduation. 

Where will you live? What will your work/career 

be like? What is the role of family? How do you 

spend your leisure time? 

 Describe your biggest success to date. 

 Describe your biggest success in college. Why is 

this a success? What role did you play in making 

this a success? 

 Tell me about a tough situation you have faced 

while in college and how you got out of it. What 

specific tools (e.g., behaviors, beliefs, support 

systems) did you use to get out of this situation? 

 Tell me about a current goal. What is one thing you 

have done in the past week/month to move toward 

reaching that goal? 

 Tell me about a current goal. What is your plan to 
achieve that goal? If this plan doesn’t work, tell me 

about another way you could achieve this goal. 

Support/ 

Connectedness 

23. I feel that my family supports my 

educational pursuits. 

24. I feel loved by my family. 

25. I value my parents’ advice. 

26. I know at least 3 people who work 

at my university that I can go to 

for advice and support. 

27. It is important that I not let my 

professors or teachers down. 

28. I participate in community 
activities. 

29. Someone outside my family 

supports my educational pursuits. 

30. My parents support my 

educational pursuits. 

31. My close friends support my 

educational pursuits. 

 

 Can you share a specific instance when your family 

showed support of your educational pursuits? 

 Other than financial, how do your parents take an 

active interest in your educational success? 

 Describe your parents’ way of giving you advice. 

How do you typically respond to their advice? 

 If you were going to go to someone other than a 

parent for advice, who would that be? 

 Can you think of a person at your university to 
whom you could go and talk about life decisions? 

Career decisions? Personal decisions? Do you have 

a similar relationship with any other individuals at 

the university? 

 Tell me about a positive relationship you have or 

have had with a professor at your university. 

 Explain how the values of your university are 

consistent with your own. 

 Could you elaborate on your relationship with those 

closest to you at the university? How have you 

drawn support from each other? 

 In what kind of community activities are you 
involved? How do they make you feel strong? 
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Empowerment 32. My university is a caring, 

encouraging place. 

33. I feel valued and appreciated by 

my fellow students. 

34. I have at least 2 adults in my life 

that model positive, responsible 

behavior. 
35. My best friends model responsible 

behavior. They are a good 

influence on me. 

36. I participate in activities on 

campus. 

 

 Tell me about a time when you felt that the 

university was a caring, encouraging place. 

 Who are the two most positive, influential role 

models in your life? Why do you admire them? 

 Tell me about a time when you saw one of your 

best friends model responsible behavior. 

 What is the best activity in which you have 
participated on campus? Why? 

 Tell me about a time when a fellow student helped 

you or someone else in a time of need? 

 Who is your best friend? What do you admire most 

about this person? 

 Tell me about a time that you have had a positive 

impact on another person’s life. 

 Tell me about a time when someone else has had a 

positive impact on or made a difference in your life. 

 What new club or activity on campus would you be 

inclined to join? Why? 

 What new special interest club on campus would 

you initiate? Why? How would you go about 

starting such a club? 

 What is one thing that you could do to help the 

university become a more caring, encouraging 

place? 

 When you graduate, what do you hope will be your 

legacy? What do you hope to take with you? 

Boundaries & 

Expectations 

37. It is important for me to consider 

social expectations while making 

decisions. 

38. I seek the opinions of my family 

when faced with major decisions. 

39. I seek the opinions of my friends 

when faced with major decisions. 
40. The values of my institution are 

consistent with my own. 

 

 Tell me about a time when you think you made the 

right decision. How did you do that? Who did you 

talk with before making that decision? 

 Tell me about a time when you were encouraged to 

do something in which you were successful. Who 

encouraged you? How? 

 Describe someone you consider your role model. 
Why do you consider him/her as your role model? 

 Tell me about a time when the rules set by your 

family or school helped you make the right 

decision. 

 Tell me about a time when your friends had a 

positive impact on your decision making. 

Constructive 

Use of Time 

41. I am working hard to be 

successful. 

42. I have good time management 

skills. 

43. I turn in all my assignments on 

time. 
44. I successfully balance my 

academic pursuits with my 

personal life. 

 

 Tell me about a time when going the extra mile 

paid off for you. 

 When was the last time that you were really excited 

about an event? What was exciting about it? 

 Tell me about a time when you did an excellent job 

prioritizing tasks. How did you do it? How did you 
go about determining what was the most important? 

 Tell me about a time when you came through for 

someone (individual or group). What did you do 

and how did you do it? How did this make you feel? 

 Describe the types of people with whom you work 

best. Give me a specific example involving positive 

collaboration. 

 Who brings out the best in you? 
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 Name the hardest working person you know. 

Explain in detail what separates him/her from the 

pack. 

 Tell me about a project or activity that made you 

lose track of time; that is, you spent hours upon 

hours on the activity without even thinking about it. 

 Tell me about a time when you worked on a 
successful project that required a great deal of 

planning. How did you make it happen? Who were 

the key players? 

 What is the best time of day for you to get things 

done? 

 Tell me about a tough deadline that you were able 

to meet. How did you do it? Who were the key 

players? 
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APPENDIX C:  REVISED APPRECIATIVE ADVISING INVENTORY 

      Strongly      Disagree     Neither Disagree     Agree     Strongly 

      Disagree                             Nor Agree                            Agree 
 

 

1. I am committed to being a life-long learner.                                  

2. I am committed to earning a degree.                                   

3. College is preparing me for a better job.                                   

4. I have a strong desire to get good grades.                                  

5. It is important to help others and I do so 

on a regular basis.                                      
 

6. When challenged, I stand up for my  

beliefs and convictions.                                    

 

7. I take personal responsibility for my  

actions and decisions.                                     

 

8. I know and feel comfortable around people 

of different cultural, racial, and/or ethnic 

backgrounds.                                      

 

9. I believe in myself and my abilities.                                   
 

10. I have built positive relationships with 

my friends.                                      

 

11. I feel positive about my future.                                    

 

12. Right now I see myself as being pretty 

successful.                                      

 

13. At this time, I am meeting the goals I 

have set for myself.                                     
 

14. If I should find myself in a difficult 

situation, I could think of many ways 

to get out of it.                                    

 

15. I can think of many ways to reach my 

current goals.                                    

 

16. I feel that my family supports my  

educational pursuits.                                     
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      Strongly      Disagree     Neither Disagree     Agree     Strongly 
      Disagree                             Nor Agree                           Agree 
 

 

17. I feel loved by my family.                                 
 

18. I value my parents’ advice.                                 

 

19. My parents support my educational pursuits.                               
 

20. I participate in community activities.                                

    

21. I participate in activities on campus.                                

 

22. It is important for me to consider social 

expectations while making decisions.                                

 

23. I seek the opinions of my friends when   

faced with major decisions.                                 

 
24. I attend all my classes.                                 

 

25. I’m good at planning ahead and making 

decisions.                                   

 

26. I am working hard to be successful.                                

 

27. I have good time management skills.                                

 

28. I turn in all my assignments on time.                                

 

29. I successfully balance my academic 
pursuits with my personal life.                                 
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APPENDIX D: SUMMARY OF FACTOR ANALYSIS FINDINGS 

Categories Items Supported/Not 

Supported 

Explanation 

  Commitment to 

Learning 

1. I am committed to being a 

life-long learner. 

2. I am committed to earning a 

degree. 

3. I attend all my classes. 

4. College is preparing me for a 

better job. 
5. I have a commitment to self-

development and personal 

growth. 

6. I have a strong desire to get 

good grades. 

7. At the present time, I am 

actively pursuing my 

academic goals. 

1. Supported 

2. Supported 

3. Not supported 

4. Supported 

5. Not supported 

6. Supported 

7. Not supported 

 

Questions 1, 2, 4, and 6 loaded 

highly on this factor with no 

cross-loadings. 

 

Question 3 did not load highly. 

 

Questions 5 and 7 loaded 
marginally. 

 

 

  Positive Values 8. It is important to help others 

and I do soon a regular basis. 

9. When challenged, I stand up 

for my beliefs and 

convictions. 

10. I take personal responsibility 
for my actions and decisions. 

11. I have a strong desire to make 

something of my life. 

 

8. Supported 

9. Supported 

10. Supported 

11. Not Supported 

 

Questions 8, 9, and 10 loaded 

highly on this factor. 

 

Question 11 cross-loaded. 

 

 

  Social 

Competencies 

12. I‘m good at planning ahead 

and making decisions. 

13. I know and feel comfortable 

around people of different  

cultural, racial, and/or ethnic 

backgrounds. 

14. I believe in myself and my 
abilities. 

15. I have built positive 

relationships with my friends. 

 

12. Supported 

13. Not supported 

14. Not supported 

15. Not supported 

Question 12 loaded highly on 

this factor. 

 

Questions 13, 14, and 15 

loaded highly on positive 

values. 

 
Question 14 loaded marginally 

on value commitment. 

 

 

Positive 

Identity 

16. I feel that I have control over 

many things that happen to 

me. 

16. Not supported Questions 18 through 22 

loaded highly on this factor. 

 



98 

17. I feel good about being a 

college student. 

18. I feel positive about my 

future. 

19. Right now I see myself as 

being pretty successful. 

20. At this time, I am meeting the 
goals I have set for myself. 

21. If I should find myself in a 

difficult situation, I could 

think of many ways to get out 

of it. 

22. I can think of many ways to 

reach my current goals. 

 

17. Not supported 

18. Supported 

19. Supported 

 
20. Supported 

21. Supported 

22. Supported 

Question 16 loaded 

moderately on this factor. 

 

Question 17 loaded highly on 

positive identity and 

moderately on commitment to 

learning. 
 

 

Support/ 

Connectedness 

23. I feel that my family supports 

my educational pursuits. 

24. I feel loved by my family. 
25. I value my parents’ advice. 

26. I know at least 3 people who 

work at my university that I 

can go to for advice and 

support. 

27. It is important that I not let 

my professors or teachers 

down. 

28. I participate in community 

activities. 

29. Someone outside my family 

supports my educational 
pursuits. 

30. My parents support my 

educational pursuits. 

31. My close friends support my 

educational pursuits. 

 

23. Supported 

24. Supported 

25. Supported 

26. Not supported 

27. Not supported 

28. Not supported 

29. Not supported 

30. Supported 

31. Not supported 

 

  Questions 23, 24, 25, and 30 

all loaded highly on this 

factor. 
 

  Questions 26, 29, and 31 

loaded highly on Component 

7. 

 

  Question 27 loaded 

moderately and question 28 

loaded highly on Component 

6. 

 

 

Empowerment 32. My university is a caring, 

encouraging place. 

33. I feel valued and appreciated 

by my fellow students. 

34. I have at least 2 adults in my 
life that model positive, 

responsible behavior. 

35. My best friends model 

responsible behavior. They 

are a good influence on me. 

36. I participate in activities on 

campus. 

 

32. Not supported 

33. Not supported 

34. Supported 

35. Not supported 

36. Not supported 

  Questions 32 and 33 cross-

loaded. 

 

 

  Question 34 loaded highly on 
this factor. 

 

  Question 35 loaded on a 

different factor. 

 

  Question 36 loaded highly on 

a different factor. 

Boundaries & 

Expectations 

37. It is important for me to 

consider social expectations 

while making decisions. 

37. Supported   Questions 37 and 39 loaded 

highly on this factor. 
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38. I seek the opinions of my 

family when faced with major 

decisions. 

39. I seek the opinions of my 

friends when faced with 

major decisions. 

40. The values of my institution 
are consistent with my own. 

 

38. Not supported 

39. Supported 

40. Not supported 

  Question 38 loaded highly on 

a different factor. 

 

  Question 40 loaded highly on 

a different factor. 

 

 

Constructive 

Use of Time 

41. I am working hard to be 

successful. 

42. I have good time 

management skills. 

43. I turn in all my assignments 

on time. 

44. I successfully balance my 

academic pursuits with my 

personal life. 
 

41. Supported 

42. Supported 

43. Supported 

44. Supported 

All questions loaded highly on 

this factor. 
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APPENDIX E: MODIFIED APPRECIATIVE ADVISING INVENTORY QUESTIONS 

Category   Item 

Positive Identity  1. I feel positive about my future. 

    2. Right now I see myself as being pretty successful 

    3. At this time, I am meeting the goals I have set for myself. 

    4. If I should find myself in a difficult situation, I could think of  

        many ways to get out of it. 

    5. I can think of many ways to reach my current goals. 

Constructive Use of Time 6. I attend all my classes. 

    7. I’m good at planning ahead and making decisions. 

    8. I am working hard to be successful. 

    9. I have good time management skills.    

    10. I turn in all my assignments on time. 

    11. I successfully balance my academic pursuits with my   

          personal life.  

   

Positive Values  12. It is important to help others and I do so on a regular basis. 

    13. When challenged, I stand up for my beliefs and convictions. 

    14. I take personal responsibility for my actions and decisions. 

    15. I know and feel comfortable around people of different  

          cultural, racial, and/or ethnic backgrounds. 

    16. I believe in myself and my abilities. 

    17. I have built positive relationships with my friends. 

 

Family Support  18. I feel that my family supports my educational pursuits. 

    19. I feel loved by my family. 

    20. I value my parents’ advice. 

    21. My parents support my educational pursuits. 

    22. I seek the opinions of my family when faced with major  

          decisions. 

 

Commitment to Learning 23. I am committed to being a life-long learner. 

    24. I am committed to earning a degree. 

    25. College is preparing me for a better job. 

    26. I have a strong desire to get good grades. 

 

Engagement and   27. I participate in community activities. 

Expectations   28. I participate in activities on campus. 
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    29. It is important for me to consider social expectations while  

          making decisions.  

    30. I seek the opinions of my friends when faced with major  

         decisions. 


